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Susanne Krucsay

INTRODUCTION
The present documentation is part of a conference package on intensifying media education as well
1
as creating media space for the young. The first medium is a compilation of the “State of the Art” in
1
33 countries, followed by “What is media education?” , a short video where politicians, teachers,
youngsters from eight participating countries are groping for an answer. This impulse video
immediately preceded the presentations of the experts from 33 countries at the conference
„Educating for the Media and the Digital Age“ organised and co-ordinated by the Austrian
Federal Ministry of Education and Cultural Affairs, UNESCO, Paris, and the Austrian National
Commission for UNESCO in April 1999.

The young played an active role in the conference, proving that they are able to create media space
1
for themselves. They recorded the entire meeting both in video and audio – the video documentary
and they made is the next link in the package. Due to its nature, the video indeed captured the
atmosphere of the conference, the commitment of the experts, the active presence of the young
people and also some of the fun we all had. What it cannot do, of course, is show the wide range of
the approaches to the key question – this, obviously, is the function of the last link, the present print
documentation – a compilation of the presentations along three tracks:

Media Education – Why?
attempts to offer rationales for the absolute necessity of integrating media education in formal
education.

Media Education – How?
shows the multicoloured variety of good practices in the participating countries.

Media Education – Strategies for the Future?
tries to open up new perspectives for the century to come.

Positioning the presentations into three tracks does not imply a division of media education into
three separate parts – it should merely help to get some focus into the highly complex ‚media
matters‘.
It is to be hoped that the documentation – alongside with the other links – will contribute as an input
and a stimulus for reflections and efforts towards an implementation of media education in school
programmes.

1

To be ordered at the Abteilung für Medienpädagogik, Federal Ministry of Education and Cultural
Affairs, Minoritenplatz 5, A-1014 Wien or E-mail: susanne.krucsay@bmuk.gv.at
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SWEDEN

A Rationale of Media Education
Cecilia von Feilitzen
Introduction
Being neither a media educator, nor a researcher specialised in media education, nor a politician,
but a researcher working with children, young people and media from different aspects, my starting
point for arguing in favour of media education might be a little different from other speakers’. As a
researcher I have, among other things, worked with projects on how children are portrayed in the
media. The images of the child are often unsatisfactory and depressing. But these media
representations can be improved by media education — not any media education, but media
education that succeed in bridging the gap to the media, that is, media education that also involves
children’s participation in media and in society. With that some moves towards more worthy images
of the child in the media, as well as towards increased democracy, could be made.

Let me elaborate this thesis in further detail.
Basically media education and children’s participation in the media are issues of children’s rights
not only related to the media but also in society — rights that are fundamental to increased
democracy. According to the United Nations Convention on the Rights of the Child, the child shall
have access to information and material from a diversity of national and international sources,
especially those aimed at the promotion of his or her social, spiritual and moral well-being (article
17); the child shall have the right to freedom of expression (article 13); and the child has the right to
express her or his views in all matters affecting the child (article 12). Media are in the highest
degree matters affecting the child, and all the more so, since media and telecommunications is the
area in the world that has set the record as regards growth during the last two decades — the
media explosion has meant a veritable globalisation. And as media in several respects are
prerequisites for the functioning of today’s society, it is not always possible to differentiate between
media and society.
Of course, I do not mean that media education and children’s participation in the media are the only
ways of creating a better media environment, and, even less, the only ways of creating more
reasonable societal conditions for children. On the contrary, important efforts are also required on
the part of the media — in the form of, for instance, self-regulation and production of an extensive
output of TV- and radio programmes and other media contents of high quality that fulfils children’s
various needs. The responsibility of parents and politicians is also great, and a whole range of
voluntary organisations play an enormous role in contributing to a better situation for children.
Media education and children’s participation are, thus, only a few of many roads necessary to go
simultaneously in order to realise children’s rights in practice.
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The representation of children in the media
The most frequently asked questions about children and the media are how much and in what ways
children use the media, and, next, how children are influenced by the media. The influences of
media violence are then often in focus. The kind of media violence most often referred to in the
public debate and in research is the manifest, physical, visible violence, and the threat of it –
murders, blood, shooting, fighting, slaughter, etc. However, apart from these more and more
physical elements of violence in the increasing media flow, there are also other types of violence
that have been given less attention by research and public debate — the more latent mental and
the structural violence, for which perpetrators and victims cannot always be identified and whose
causes and consequences are more difficult to analyse, as they often are deeply rooted in culture
and society at large.
Content analyses of the media output have, for example, shown that different groups in the
population in the long run are constructed differently in the media — they are represented differently
and in different ways. A general, repeated pattern in the media output as a whole (thus, not
especially in children’s programmes, children’s books, and the like) is that children are consistently
underrepresented. The younger they are, the more invisible they are. Children are not only seen
relatively seldom, their voices are also seldom heard. Furthermore, adults in the media quite seldom
talk about children.

Furthermore, as is the case for media’s portrayal of adults, certain social categories of children are
portrayed more seldom than others. Not only are younger children represented proportionally more
seldom than elder children, but there are also fewer girls than boys, and fewer children belonging to
the working class, or to ethnic and linguistic minorities, than children belonging to the middle class
and to the majority of the population. A widespread interpretation of these recurring patterns is that
the culture, of which media make up a greater and greater part, in this way reflects the power
hierarchy of society and the cultural weight and value of different population groups. The fact that
children (like women, elderly, persons in low-wage occupations, ethnic minorities) appear and are
portrayed more seldom in the media than men in middle class occupations, may, thus be regarded
as an indication of the fact that less frequently portrayed groups in many respects are attributed a
lower value, and that the media therefore give expression to, and exercise, a form of symbolical
violence or cultural oppression.

However, there is one exception where children are more often represented in the context of media
— and that is advertising. The fact that children are more common in advertising than in the media
contents generally is a sign of their more highly valued economic-consuming role in society — as
present and future consumers and as selling concepts and advertising strategies for products,
values and life styles.
When children are portrayed in the media, this also often happens in special contexts. Naturally, the
image of the child differ from one programme to another, from one book to another, from one article
to another — and in different media, countries, regions and social and cultural contexts. Research
on how children are constructed in the media, or research about the symbolic childhood, is meagre
and fragmentary. But one example of such a recurrent image in news media, at least in certain
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countries, is that children are often represented in relation to violence and crime, where children
and young people both are perpetrators and victims, and where children are physically and sexually
abused. Certainly, violence and crime are important and serious problems, but much points to the
fact that the media’s reports often have a sensational aim and / or that the media seldom seek to
penetrate the causes of the violence. The consequence is that young people often are represented
as a problem and a threat, and that vulnerable groups are stigmatised without respect for their
integrity, something which also happens in connection with media’s reports of war, catastrophes
and starvation. As at the same time many other essential child-related issues are seldom dealt with
in the news, the image of children and viol ence also gets a disproportionately great deal of space.
Another recurrent picture in the media is the good, innocent and sweet child. This picture reaches
its extreme in advertising. And at least in some countries, the image of the child, not least the
female child, both in advertising and other fiction, is also seasoned with exaggerated or uncalled-for
sex.

There are many causes why the media output is as it is. Without trying to analyse them all, we can
state that when it comes to the images of the child, they are almost always adults’ constructions.
When children appear at all, the images are there because groups of adults see or want to see
children in these ways. It would, however, be unreasonable to say that all adults are responsible for
media’s symbolic constructions of children. In whose interests, then, are these representations
made and which social, political, economic and aesthetic ends do they have? Even though every
single media representation of children is unique with characteristics of its own, even though every
single programme, book or article may have benevolent purposes, the goals and policy of the
media, the cultural climate and the function of children in society are factors that essentially shape
the recurrent, repeated child patterns in the media. The over-emphasis of children in violent and
crime contexts in the news, and the over-emphasis of the innocent, good child in the
advertisements, indicate that the child constructions tend to be even more distorted in purely
commercial media.

However, even if the media systems, the culture and the society set the frames, single producers
and journalists who work within the systems contribute to the images of the child in more or less
unconscious ways, by neglect, by too few contacts with children, by lack of knowledge. It is,
therefore, gratifying to learn that the International Federation of Journalists during 1998 adopted
guidelines for reporting children’s issues. It is also true that children’s programmes, children’s
books, children’s magazines, etc., many times are important exceptions, and that producers and
authors of child media often struggle in order to compensate for the biased constructions of children
in the media contents aimed at adults. Essential international manifestations have also been done
during the 1990’s through, among other things, world summits and declarations in favour of good
children’s TV programming. However, we must not forget that the situation of child media varies
heavily between countries. In many places in the world, children’s media, especially the domestic
productions and those of high quality, work in deteriorated or from the beginning difficult economic
or other circumstances. And even in countries with better resources for children’s media, these
make up only a small part of the whole media output.
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The role of media education
Besides producers’ and journalists’ increased attention to the problem, media education is one way
to counteract the distorted symbolic representations of children in the media — the cultural
oppression of children — as well as the ’traditional’ media violence and the many other biased
media constructions of gender, class, race, etc., that also appear due to the interests of the media
and certain groups.

However, media education cannot, according to the rights of the child, primarily be to protect
children from certain media contents, to inoculate into the children certain morals or opinions that
teach them to dissociate themselves from the bad media contents and choose the high-quality
ones, and neither only mean to teach children to critically deconstruct the messages and see
through the power, that is, understand in whose interests and with what aims the messages are
transmitted. Media education must also mean an endeavour to c hange the media output and the
situation in society through children’s own production and participation. The right to media and
information, the right to freedom of expression, and the right to express one’s views in all matters
affecting oneself, must in today’s society mean participating in the media. And at the same time as
media participation is one way of expressing one’s views in matters affecting oneself, and with that
influencing society, children’s participation in societal matters of relevance to them automatically
makes their role in society more important, for which reason they also will become more visible in
the media.

Consequently, media education ought to form an essential part of democracy, namely, that children
— and adults — critically and creatively are allowed to participate in both the media communication
and in other relevant societal processes. Regarding the media, the UN Convention on the Rights of
the Child also encourages, apart from the child’s right to information, freedom of expression, and
expressing views in matters affecting the child, the development of appropriate guidelines for the
protection of the child from information and material injurious to his or her well-being (article 17).
While such guidelines are should be developed through the society, media and parents, media
education, in its turn, should, thus, work for the children’s critical thinking and participation as, so to
speak, another way of protection. If protection means to hinder the child from participation,
protection is used in a wrong way.
Working this last year with the Clearinghouse Yearbook for 1999 on the themes of media education
and children’s participation, it is interesting to find that many researchers, media pedagogues,
representatives of voluntary organisations, and even some media professionals, think in the same
direction. It is true that researchers and media pedagogues in the field, working in different regions
of the world, partly have different definitions of media education. Firstly, the concepts used are
different — for example, media education, media literacy, education for communication, etc. —
concepts that hint at wider and wider meanings.
Secondly, the authors present more precise different definitions of what media education is and
what role it should play. The different definitions are dependent on earlier experiences of which
media education has been more or less successful, but are, too, to a great extent rooted in the
different needs and goals of the education, region, nation, local community, individuals and
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marginalised groups. This should be the case, since media education must be anchored locally, in
the needs of the child and the local community, and with the best interests of children as the
primary concern.
Perhaps the greatest differences in the view of media education appear between the Western and
non-western countries. The authors from Australia, Canada and Europe lay more stress on the
circumstance that media education shall lead to critical, independent and participating individuals,
whereas the authors from India, Brazil and South Africa lay more stress on the role of media
education for liberation and development of the whole community, emphasising, among other
things, that the democratisation must mean social justice also for the oppressed and marginalised
groups in the community. Media education in this latter sense, thus, comprises not only children in
the school but also adults, and all, in society.
But in spite of the many differences between the authors, there are also several similarities,
although the authors are scattered all over the world. At the risk of presenting too rough
generalisations, it appears to me that the following common tendencies are found:
Media education must emanate from the students
Media education must start from the way knowledge is constructed, namely, from the students’,
families’, peer groups’ and the local community’s pre-history, needs and social context. Therefore,
media education shall emanate from the students’ rather than the teachers’ media interests, from
the students’ enjoyment, creativity and participate abilities, and from how the students make sense
of the media and the world. With that the role of the teacher becomes supporting the student and
being on her and his side, not only in the education but also by defending the interests of the
children, young people, marginalised groups and local community in the media. To work side by
side on the basis of existing experiences can also contribute to diminish the gap that often exists
between children’s and adults’ media use. In addition, the teacher partly takes over the role of the
student, as children’s knowledge of media is recognised and as children in some respects are more
competent in the media area than adults.
Media education means critical thinking
To start from the students’ need and interests does not mean any populist concession to only
pleasure or to media power. By founding media education on the process in which knowledge is
motivated and built up, the students instead obtain critical skills. Critical thinking means, for
instance, ability to distinguish fantasy from reality, understanding that the media messages are
constructions with certain ends, understanding the economic, political, social and cultural role of the
media in the local / global communities, understanding one’s own and other groups’ democratic
rights, negotiation and resistance, cultural identity and citizenship.

An essential element in order to achieve critical thinking is the students’ own production
To achieve critical thinking does not only mean that media education shall focus on critical analyses
of texts and programmes, that is, occur on the reception level, but also that the education shall lead
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to production skills. The authors lay stress on various aspects of production. Some say that
production is an aesthetic means for expression, and a tool for communication. Others underline
that production results in a cycle of action, reflection and dialogue, where students through their
own choices and practices partly learns how the media industry works and how its messages and
genres are formed. Some mean that this spiral of dialogue, reflection and action, that can be set in
motion when technology and production are mastered, in the long run implies a creative and critical
communication of stories and representations of one’s own, something which results in
confrontations with the existing media system. Others underline that the creative and critical
participation must take place on all levels in the production, distribution and exhibition processes.
Media education is necessary for participation and democracy
Since children and we all have right to democratic access to information, to be listened to and to
express ourselves about matters affecting us, media education does not only mean to occupy
oneself with media. Thus, the students shall not only, for example, understand the role of
commercial media in modern society and use their critical skills in a dialogue, where they play the
role of usual viewers, listeners and readers — media education also means a struggle for
information, a strive for social justice and critical citizenship. In a democracy today most decisions
are made because of the existence of the media, and depend on the conceptions andimpressions
we have received through the media. Therefore, media education, media literacy or education for
communication must lead to a redistribution of the political and social power. Creative and critical
dialogue, reflection, participation and action are included in a process of learning and practice that
shall give all groups and individuals in society the right to express themselves, to development and
liberation, independent of age, gender, socio-economic conditions, culture, language and religion.
Some of the authors therefore talk about media education as a whole philosophy and as an endless
process.
Media education must meet the globalisation
The globalisation, deregulation and privatisation of media have led to the need of new education
paradigms. Not least is it necessary that media education is an interdisciplinary approach with
interdisciplinary partnerships. Even in countries where the most important basic needs of the
population still are not satisfied, media education is needed now, because the commercial media
explosion is a global matter which seems to result in expectations of a higher status and a more
‘modern’ life among media users, as well as ideas that identity is related to a consumer life style. A
couple of authors emphasise in this context that within media education an international movement
has emerged. This international movement might perhaps be seen as a direct answer to the media
globalisation and also to have a correspondence in the global counter-movement and increased
global awareness during the last decade regarding children and media generally. The UN
Convention on the Rights of the Child is an essential support for these movements.
Media education must comprise all media
Media education cannot any longer only focus on the print media but must include multiple
literacies. It is also important not only to include the audio-visual media but also new digital
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technologies, although technology must not prevail. On the contrary, media education must involve
participation in both the new technology and the for each country traditional media, if it shall be able
to facilitate democracy. However, a consequence of the globalisation is that one cannot take only
local media into consideration but focus must shift to international and multinational media. At the
same time this latter means that media education not only shall, as traditionally, analyse the media
interests of governments and domestic industries but attention must also be given to the global
media moguls.

What factors, then, are preventing media education? Of course, also these differ between countries
and regions. Several authors, however, call attention to the fact that there is a lack of political will
and support, not least in the vacillating economic climate of today. If there is media education at all,
it is most often a grassroots movement of enthusiasts. This is in itself an advantage, as media
education must be rooted in the needs of children and the local community, but the movement also
have to be supported, be integrated into a national media policy. Solitary fiery spirits may at last be
burnt out. Also, the teachers themselves must get training. Furthermore, they have to build up
interdisciplinary networks which facilitate conferences and newsletters giving input from various
directions — tips about new pedagogic methods, books, audio-visual material, and so on. This is
needed since media education, if it exists at all, in general is not a discipline of its own but included
in a mother discipline, different in different schools. Even though the interdisciplinary character of
media education is desirable, the fact that it is not a discipline of its own may also have certain
drawbacks — the mother discipline may dominate, lay hands upon the resources when economy is
reduced, emphasise different kinds of goals and outcomes, etc., which hinders co-operation
between teachers in media education.
To be prosperous media education also has to be based on a continuous co -operation with other
groups than teachers, such as parents, researchers, media practitioners and viewer action groups.
Not least, media education has to relate more to theoretical advances in media and communication
science and in pedagogy. Another factor that may be preventing media education is the media
themselves. This can manifest itself in, for instance, difficulties in copying and clearing copyrights of
audio-visual material for use in the classroom, especially if the goals of media education are to
teach students critical media thinking and democratic participation. Experiences from children’s
participation in the media in and outside school show that it can also be difficult to persuade the
established media to broadcast successful programmes made by children in other contexts. The
media do not think that such programmes fit into the schedule do not believe that the ordinary
audience is interested in the programme made by the children, and so on. Thus, this may be one
more reason why children are underrepresented in the media.

Empirical results
In the Clearinghouse Yearbook 1999, we have included, too, many practical examples of children’s
participation in the media, presented by teachers, single media professionals, researchers and
voluntary organisations all over the world. These examples clearly show that children by their
creative media participation have become empowered — that the participation has strengthened
their pride, sense of power and self-worthiness, since they have experienced that their voices are
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worth listening to, that they have got a sense of belonging to their community, that they have
achieved an understanding of others and of their own culture.
Furthermore, many examples show that children’s participation in the media often bridges the gap
that in practice easily appear between media education and media literacy on one hand, and, on
the other hand, the important goal of media education that children must also be ensured of
participation in the media. Several examples also bridge the gap between children’s participation in
the media on one hand and children’s participation in their community on the other hand, as they
have been allowed to participate in ‘real’ media, something which, in turn, has had further
consequences: the media participation has been something real for them, on terms not directed or
controlled by adults, so that the media participation has inspired to collective action, or so that they
have been able to use the media in order to improve their situation in the community. Certain
examples show, too, that children often want to meet their own dreams and their own everyday
local, social and ethnic culture and reality in the media. Some examples also demonstrate that
children’s participation in media production is particularly suitable for children who otherwise not
manage quite well in the traditional school with its print-based culture, why media production in itself
brings about greater social justice. If anything, the examples support that many of the goals set up
by media education are realised through children’s participation in the media: a ’real’ media
participation in the community strengthens children’s ability and curiosity, teaches them
communication skills, gives them a critical understanding of the media, increases their knowledge of
the local community and inspires action. Something which a great deal of the authors emphasise is,
however, that prerequisites for the success of the projects are that adults must not only listen to
children but also must participate with the children in equal partnership.

Again, neither media education nor children’s participation in the media and in society mean that
the media or the politicians have no responsibility. The media must strive for offering children
programmes and other media contents of high quality. The media must strive for active contact with
children and, indeed, allow children to speak for themselves on their own terms, so that the images
of children in the media convey respect and dignity. The media also have to apply different forms of
self-regulation and politicians have to facilitate and encourage this. And again, both the media and
the politicians have to support and facilitate media education. There are no simple or one-sided
answers, but we must tread all roads to improve children’s media situation and situation in society.
The dialogue between children, parents, the school, media professionals, policy-makers and
voluntary organisations must constantly continue and be translated into action.

Biography
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Do you speak visual?
Visual Literacy Programn for Children in Countries of Conflict
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With the kind support of Kellogg Foundation of Grand Rapids, Michigan, USA

The ubiquitous presence of electronic visual media as sources of information in today's world
raises a very important educational issue in all countries - that of learning the complex literacy that
is needed to understand these media critically and well. As an educational objective media literacy
represents a real challenge for the future worldwide, particularly for the education of our youth. It is
an especially pressing matter in countries that are involved in conflicts, where the media are now a
central and dominant source of information about those situations, often exacerbating conflicts
through distortion and abuse. Additionally, it is an issue pertaining to children's rights: the right to
receive information they can understand (Article 17 of the United Nations Convention on the Rights
of the Child), and the right to an adequate education (Article 29). More specifically, the UN
Committee on the Rights of the Child formulated media education among its 12 recommendations,
saying that "knowledge about the media, their impact and functioning should be taught in schools
at all levels. Students should be enabled to relate to and use the media in a participatory manner as
well as to learn how to decode media messages (....)" (Hammarberg, 1998).

The need for teaching media literacy seems to be clear enough regardless of
social/political contexts. However, when it comes to countries of conflict , there are
specific issues, as well as goals and methodologies for attaining them, that should be
further elucidated.
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The problem: history and present context
On December 28, 1994, the world celebrated an important anniversary: 100 years since the first film
was shown in Paris. This was a centenary of utmost significance to all those involved in filmmaking
and culture in general. Unfortunately, given its vast educational influence worldwide, this event was
not nearly as important to those involved in education. It should have been, since it had marked a
hundred years since humanity began creating and using a completely new kind of language- that
of moving pictures. Among educators, this occasion should have been regarded with same
attention and importance as other epoch-making events in the history of communication and the
transfer of knowledge, such as the emergence of speech, writing, print or radio.

Visual language is, of course, older than film, even much older than writing. However, in its long
history from cave drawings to film, communicating through pictures has come a long way. The
most recent period of that history was the time when the biggest, perhaps crucial, step was made:
the emergence of television. What written language gained by the emergence of print, and what
speech gained by the emergence of radio, was what visual (cinematic) language gained by the
emergence of television: a new medium involving large audiences and therefore gaining enormous
power and influence. To many people, a TV set is just another household gadget; to some, it is a
status symbol; to both, it is a "world window". Unfortunately, most people are rarely aware that what
they see and hear through that "window" is not the world itself, but only one of the many possible
images of it, presented in a specific language. People tend to misunderstand this language, not
because it is complicated and difficult to learn, but mostly because they are unaware that it is a
language in the first place. As for children, relevant research shows that this misunderstanding is
not only a mass phenomenon but that it is also significantly related to the specific nature of their
cognitive development. It is therefore necessary to be especially careful in conceiving and
implementing any audiovisual education program intended for children.

The main reason why an average viewer confronted with a filmed or televised message is not
inclined to notice the language in which it is encoded lies in the fact that its basic means of
communication is moving picture. Moving pictures are what makes viewers "believe their own
eyes", accepting visually presented information as a reproduction of reality rather than as only one
of the many possible ways of presenting and interpreting reality. This is a huge and dangerous
misconception.

Although it is true that moving pictures are an unsurpassed means of documenting information
about events, it is also true that their technical capacity for revealing their full complexity - which is
always more than meets the eye, or a camera lens - is rather limited. They can readily serve the
viewer with half truths or even outright lies. This intrinsic contradiction that marks the nature of
visual media has been poignantly expressed in the promotional slogan for the film Adventures of
Baron Munchhausen: "The adventures of Baron Munchhausen - a true story! We've got a film to
prove it!" It is this intrinsic contradiction ("life-like" quality, technical limitations, sophisticated
technology) that constitutes the perfect formula for all kinds of manipulation and abuse.
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According to George Gerbner, a world famous media scholar, the data collected in his three
decades long Cultural Indicators project suggest that television plays the role of a modern -day
religion. It presents a vision of the world that is coherent - violent, mean repressive, dangerous and inaccurate. Although television has the capacity to be a culturally enriching force, Gerbner
warns that today it mostly cultivates fear and resentment, which, mixed with economic frustration,
can lead to undermining of democracy.
All this gains special relevance in the case of TV programs made with a purpose to show a
picture of the world as accurate and as true as possible - the news. News, Gerbner argues, are no
less fiction than drama, the only difference being their origin: drama is fiction by creation; news are
fiction by selection. Indeed, the awareness (and all the complex implications) of the selections
involved in all representations of the world, however accurate and objective they aim to be, is
perhaps the most important ingredient of overall media literacy, including its visual aspects.
Direct and indirect manipulation of the attitudes, perceptions and feelings of people (both children
and adults) by means of visual media has been brought to light not only by a substantial body of
research but also by mass tragedies, such as the war in the former Yugoslavia. The "media war",
which was waged several years before the real war broke out, is a drastic example of how
deleterious the effects of such manipulation can be. Each side (republic government-controlled TV
stations) presented their own picture of what was going on in (then common) country. Showing
exactly the same (or slightly disparate) pictures, they went on to create the conflicting "truths", each
cultivating fear and hatred towards the "others". In contrast with Pierre Bonnard's remark that, in
painting, it takes many little lies to tell one big truth, this mechanism of using the same visual
elements to create mutually exclusive "realities" amounts to using many little truths to tell one big
lie.
Although it is impossible to prove that effects of "media war" could have been avoided altogether, it
can be assumed that they would have been less tragic if its potential victims - millions of viewers
throughout the former Yugoslavia - had been equipped with the appropriate "defense weapons" :
(a) a clear awareness of the selections/decisions involved in the shaping of whatever was
presented on their TV screens and (b) at least a basic knowledge and understanding of the major
ways in which visual language was used to convey messages, including its ability to make those
selections invisible. It is this awareness and understanding that forms the basis for a critical
reception of messages conveyed through visual media, i.e. for what is sometimes termed intelligent
television viewing. We believe that gaining such awareness and knowledge has great importance,
especially in countries in which conflict is present or imminent.
More than one hundred years have passed since the world began to "speak" the language of
moving pictures, a language whose power to influence people's beliefs, feelings and behavior
surpasses all other languages. It is time that the young generation be systematically taught how this
sophisticated language works. Better than by means of any book or manual, this could be achieved
by actively communicating in that language - by both "listening" to (receiving/analyzing messages)
and "speaking" it (making/conveying messages).

14
Educating for the Media and the Digital Age

The project : Who, What and How to teach
Do you speak visual? - Visual literacy program for children in countries of conflict, arose as an
outgrowth of deliberations among the representatives of several countries attending the 348
Session of the Salzburg Seminar, Educating Youth: Challenges for the Future. It was initiated by
the representatives from countries either directly involved in conflicts or bordering on the conflict
zones: Yugoslavia, Israel, Northern Ireland, Macedonia, Zimbabwe. The project is being developed
by the Education Development Center, New York and the Yugoslav Child Rights Centre, Belgrade,
with the collaboration of the initial partner countries and with a view to include other countries as
well. The planning phase of the project was supported by a grant from the Kellogg Foundation.

The project addresses two key issues: (1) Through a specifically designed television program and
related curricula, it aims to educate young people (14-18) to acquire basic media literacy in the
visual language of the television media. This means making them aware of the selections/decisions
involved in TV presentations and helping them grasp how their understanding can be manipulated
in this way. A more specific aim of this project is to (2) offer basic guidelines for young people to
acquire the critical capacities required for protection against media abuse, especially in relation to
understanding the construction and effects of media in times of and situations of national and
international conflict.

A critical prerequisite for attaining these goals is adequate teacher training, which will therefore be
given special attention in this project. This implies careful planning and organization of seminars for
regional training teams. The study program, for teacher training as well as for children, and related
materials will be using common general approach in dealing with the common core issues, but
special attention will be given to its variable aspects. The fact that it is aimed at children and youth
in different cultures, marked by different kinds of conflicts, requires adjusting the contents of the
program to the specific circumstances of its application. A possibility will be explored of online
(internet or Web based) support as a part of the project design that could be applied in the countries
that have access. Therefore all phases of planning and designing the study program will rely upon
the cooperation and experience of local experts (chiefly educators, but also media people as well as
specialists in psychology, sociology and related areas).

The centerpiece of the study program and related curriculum materials will be a television program
that can be broadcast independently (to elicit public interest in the topic) but whose main function
will be the use of its parts in the classroom, as well as for teacher training. The program should
address the following topics:
(Note: numbers 1 - 6 denote the tentative topics to be dealt with in the program; the text in
parentheses deals with the same topics in semiotic/technical terms)
(1) A picture speaks a thousand words - but which? (pictures as signs)
- what do pictures resemble (the iconicity problem from cave drawings to photography)
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- how are pictures made (angles and frame sizes from cave drawings to photography, film and
TV/video);

(2) Moving pictures: what is it that's moving?
- movement in the picture (static camera)
- movement of the picture (moving/rotating camera)
- how moving pictures are made (combinations of angles, frame sizes and camera
movements/rotations);

(3) What do pictures mean?
- meanings of pictures in different visual and verbal contexts, and in relation to cultural and
psychological contexts of the viewer;

(4) To believe or not to believe one's own eyes?
(problem of authenticity of information received by means of visual media)
- summary of the above, involving examples of media abuse in shaping of attitudes and fostering of
biases through political propaganda, marketing, entertainment programs, etc.

These central topics addressed by the TV program would be the common core issues of the study
program as well. Wherever possible/indicated the contents will be adjusted to the specific culturalsocial settings. Supporting curriculum materials will be developed to accompany this program in
school and/or other possible learning settings. These materials will be aimed at helping children
relate the contents and the messages of the program to (a) their own experiences of the specific
conflicts their countries are (actually or potentially) involved in and (b) to a wider range of
experiences inherent in the cultures they grow up in . The materials will enable youth to gain a
deeper understanding of the nature of visual language, as well as help them exercise the newly
acquired skills of both understanding and using that language. The curriculum will include
publication of an appropriate educational kit: videotapes of the entire television program; a
teachers' manual; a students' workbook.

To summarize, the main steps in the realization of this project will be the following :
* production of the educational TV program ;
* designing the training of trainers (TOT) and teacher training programs and creating the
accompanying teaching materials;
* designing the basic study program for young people aged 14- 18 and creating the accompanying
teaching materials (including the entire TV program on videocassettes) ;
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* TOT seminar ;
* teacher training courses in partner countries;
*broadcasting of the TV program in partner countries;
* implementation of the study program, in and/or out of the regular school system, depending on the
country and its specific circumstances; where possible/applicable, the program will offer a ready-touse one-semester high school course.
* evaluation of the effects of the study program.

In the course of realisation of this project efforts will be made to ensure funding and resources for
its continuation in the partner countries as well as for including other countries.
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SOUTH AFRICA

Transition in South Africa:
Reconsidering the role of Media Education

Jeanne Prinsloo
Media Education has largely emerged within discourses of northern or developed countries. The
forms that it has taken have responded to very different social contexts, media access and
educational dispensations from those in developing countries. Media Education initiatives that have
emerged in South Africa have largely drawn on the debates that emerged elsewhere, particularly
from the United Kingdom, but it is important to now question the purchase of these debates in the
context of a developing country like South Africa and to reconsider its role and how it can be most
effectively located.

What is advocated as good practice in these northern countries frequently is dependent on teachers
having a reasonably sophisticated grasp of theory, on resource-rich environments and on particular
assumptions about exposure and attitudes to media on the part of the learners. They emerge from
a particular history of textual studies and approaches that relate to developments in northern or the
‘developed’ world. These debates can be caricatured as viewing learners as inherently active and
critical readers in contrast to viewing them as manipulated by the ideologies in the text. In
particular, the increasingly frequent rehearsal of the position around the reader as an active
constructor of knowledge (Buckingham 1998, Buckingham & Sefton-Green 1994) sits uneasily in a
South African school context.

By describing elements of the South African context in relation to media and education I hope to
point to ways that Media Education might find a fruitful role.

South African media access and nature of the media
The possibilities of media access have altered remarkably for many South Africans in the last
decade. The continual expansion of the mass media coupled with the removal of the vestiges of the
cultural boycotts mean any amount of media programming from abroad might be accessed by
young South Africans. Back home, the TV and film industries have grown together with an
expansionist eye northwards over Africa. Also recent technological advances enable an immediacy
of computer mediated communication.
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Trade liberalisation and state policies have enabled a degree of economic reorganisation and one
of the effects of this is an expanding black corporate and middle class. Simultaneously, access to
the media has increased and more South African young people have access to TV than before.
62% of households now have access to TV (Bulbulia 1998) and the access to radio is close to
100%. At one level, this access to such a range of ideas and images of places and cultures enables
an expanded imagination of life and possibilities.
At the same time as access to media has increased, it has remained very uneven. Some young
people have a degree of media access comparable to the globally privileged elsewhere, while
others, and particularly in the poor rural areas, access a different range of media, such as radio
broadcasts in vernacular languages, consumer marketing and public awareness campaigns.
However, access to a more confined range of media texts should not diminish the importance of
media education in these contexts. These are the media products that play a critical role in
constructing the imaginary worlds of possibilities for these young people. Allow me to recount an
anecdote. In January 1999 I met a boy of about 12 years while on holiday in an isolated nature
reserve in the Eastern Cape who was selling the basketwork his mother makes. Eliot lives in a
village that has no road access, no electricity or running water. He was very chatty and regaled me
with an account of the moves, goals and commentary of the recent soccer match of the national
team, Bafana Bafana. On the previous day, he had viewed the live TV broadcast at the
backpackers lodge situated about two hours walk from his village. There is no doubt in my mind that
the media play an important role in providing the fuel for imagined futures for people like Eliot. He
was wearing his school team soccer shorts and he told me that he was either going to be a teacher
or play ‘for the national squad’. While the idea of becoming a teacher has been a frequent refrain
and aspiration for many disadvantaged South Africans, offering as it did one of the few paths of
social mobility in apartheid South Africa, the aspiration to be a soccer star is fed by a range of
discourses, presented to the imaginations of Eliot and others like him largely by the media.
With this increasing access to electronic media in particular, the question to ask then relates to the
messages and viewpoints that young South Africans encounter in these forms. In the first place we
have to remember that much of the media on offer originates elsewhere. It is the powerhouses of
multinational conglomerates located in northern countries that produce and profit from the onedirectional dissemination of media products and their discourses. This one-way trafficking is quaintly
referred to as ‘globalisation’. One of the spin-offs of media colonisation is the power of definition.
South Africa is a developing African country and finds itself variously represented but certain
predictable stereotypes and discourses recur. For learners situated in the developing world there is
a strong imperative to be aware of issues of media imperialism both nationally and internationally as
well as issues of global racism. Young South Africans need to develop an understanding of just how
and why they are located by such powerful and repeatedly circulating messages in order to counter
the identities on offer. To be able to do this, they will need to develop a broad and flexible
knowledge base in order to evaluate the messages that they encounter.
Locally, in response to the changed political dispensation and the changing consumer base, the
media are targeting an increasingly black audience and in doing so they propose identities that
mark success with a consumer lifestyle. These identities are constructed within strongly patriarchal
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discourses of hegemonic masculinity and emphasised femininity (Connell 1987). Many home-grown
programmes imitate the American conventions. Advertisements similarly seek to create new
identities and new subjects. They work by colonising the major discourses of our society and
aligning them with ‘free market’ thinking.
While the complexion of their models might change, they present predictable gendered identities
that mark success with consumer lifestyle. Together with the constant imported fare of genre films
and TV programmes, overtly aggressive masculine scenarios provide further sustenance for our
imaginations.

The need to develop a macro view or broad knowledge base that I have mentioned is not
sufficiently part of the agenda of those forms of Media Educa tion that advocate and celebrate the
learners’ ‘active’ readings or interpretations. It ignores the limited range of repertoires that many
young people bring to their interpretations and to a great extent side steps the question of
ideologies within texts. I am not suggesting a kind of textual determinism, but rather that the
process of engaging with the media is one in which individual and social identities are defined and
negotiated and that this process is historically, materially and discursively constrained. It is, I
believe, the role of Media Education to work against these constraints by developing an awareness
3
of the multiple range of ‘reading’ or ‘writing’ positions . I do not think that it is sufficient to develop
awareness of the possibility of different interpretations of any text, but we must also consider the
implications of social power inherent in different positions. I can see no good reason to believe that
promoting learners’ ‘active readings’ will necessarily do more than reinforce the identities and
positions that they might hold. Active reading of a more critical and creative nature assumes an
awareness of differing discursive relations and the breadth of possible interpretative frameworks.
Hegemonic discourses depend upon their status as ‘common sense’ and can only be unsettled if
they are denaturalised and if alternative discourses are made evident. While I would not presume to
judge what might happen elsewhere, I don’t believe that South African learners can be assumed to
have had such exposure.

South African context
The particular historical juncture at which this range of media products is on offer also influences
their reception and has implications for the forms that Media Education might take. Transition has
resulted in changed expectations of millions of South Africans both in relation to their economic
status and access to the products of modernity. That these hopes have not been fulfilled is evident
in the frequency with which it is referred to in the electioneering rhetoric for the 1999 elections.
Clearly, the belief in swift access to material possessions was unrealistic if the economy was to
continue to be effective. However, the cornucopia offered in all the media materials that now target
black citizens further fuels these expectations. Consumerist marketing is premised on promising
happiness and success in relation to possession and consumption. These are powerful messages

3

I use ‘read’ and ‘write’ to refer to the interpretation and production of texts and thereby include all semiotic
systems and combinations of them.
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for those who have been so long denied the fruits of modernity, which are now dangled before them
as trophies.

Moreover, South Africa has also developed a dubious reputation for its soaring levels of theft,
murder, assault and other violent crimes. The statistics for crime against women and children are
chilling. Fraud and corruption are reported constantly in the media as many of those in positions of
authority attempt to enrich themselves fraudulently and at the expense of the common good. I
would not like it to be suggested that the media are the root cause of this scenario. Yet it is
essential that young people whose strongly patriarchal gendered identities are given a kick start at
home and through other social institutions should become conscious of how the media are further
inscribing identities. In numerous media programmes, violence is proposed formasculine heroes as
the means of achieving resolutions or overcoming problems. They privilege such identities that
provide potential ‘scripts’. Concerned people need to be conscious of the kinds of identities or
‘scripts’ that are being promoted in a society where the social fabric has already been made very
fragile by violence, poverty and changing sets of values. The notion of the swaggering gun wielding,
Nike and Rayban adorned, American accented playboy-hero needs to be the object of considerable
scrutiny.
How can we change the scripts if we don’t engage critically with them? We need to be concerned
not simply with media discourses in relation to overt power relations, but to their role in the
construction of desire and identity, which in turn inflects questions of power. If we have any
democratic vision of the future at all it is crucial that we begin to educate people so that they
become aware about how the media make meanings, of how they ‘read’ or make meanings from
the media, and of how they can make meanings by ‘writing’ or producing their own messages,

Curriculum so far
The election of a democratic government in1994 marked the official demise of apartheid and
subsequently numerous bills and policies have attempted to provide the foundation for an
egalitarian society. Since then education policies ensured the demise of the bureaucratic structure
of seventeen departments where race was the informing criteria. Education is administered on a
provincial basis now. Attempts to counter the traditional, teacher-centred, content-based delivery of
education have led to the drafting of an outcomes-based curriculum to be incrementally introduced.
Yet, in spite of this, the legacy of apartheid cannot simply be erased and lingers within the physical
structures and resources, the education of the teachers, the location of schools and the differential
cultures of learning that emerged in different contexts during apartheid years. Provision of
education has varied historically along the lines of privilege (read race). The more privileged have
had access to education comparable to that of the global elite elsewhere. In contrast, most South
Africans were the recipients of education that was inferior and delivered in an authoritarian and
technical mode. Where Media Education has been included it has been included within the
language area of English and never been taught as a subject in its own right. This has been
confined to those schools and authorities that have offered a more privileged liberal education.
When representatives of educational authorities (then still constructed along racial lines) recounted
the nature of their Media Education at the first national conference in 1990, what was remarkable
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that this was limited to presentations on behalf of white and ‘Indian’ education departments; the
others simply had nothing to report (Prinsloo & Criticos 1991). This engagement in Media Education
coincided with the hierarchical funding structure in play at the time whereby white education
received a proportionately large per capita funding, followed by ‘Indian’ education. It also only
occurred where English was the mother tongue. Consequently in white Afrikaans school, this liberal
edge was absent.
What was also evident was that Media Education had been introduced along the lines of the cultural
heritage model (Prinsloo 1994a, 1995). The rationale for its introduction assumed the need to
protect learners against popular culture on the one hand and to treat particular films as hallowed
works of art produced by an auteur on the other. The study of a film was considered an alternative
to the study of a lesser work of literature as understood within the cultural heritage approach. The
approach to textual studies drew heavily on educational developments related to the teaching of
English in the United Kingdom.
Most Media Education continues within this model of cultural heritage and is inscribed in the
syllabuses that are still being used for matriculation, the certifying school examination for school
leavers, in this way. Certain works are approached with respect and awe, and others, namely,
popular culture are dealt with to protect their learners from their insidious influence. This approach
assumes that there is a singular meaning and interpretation that coincides with that of the teacher.
Since that time other initiatives have occurred whereby Media Education has responded to different
paradigms (Prinsloo 1995). These are influenced by theoretical shifts from the realist assumptions
around texts to focus upon ideological concerns. In (then) Indian education, a resistance form of
Media Education emerged which was most remarkable for its sense of conspiracy theory. Emerging
as it did at the height of the struggle against apartheid, it concentrated on questions of bias and
manipulation in relation to race. Two positive aspects of this work include the introduction of a wider
range of media texts into the language classroom and a focus on the agencies of media production.
It however continued a discriminatory approach (Masterman 1985) and tended to limit the repertoire
of accepted responses to those that coincided with the political interpretations of the teachers.
What has been described as critical approach (for example Luke 1994, Prinsloo 1994a, Scholle
1994) informed other initiatives within formerly white education in certain provinces and these have
generally been initiated at universities or non-government organisations (Janks 1993, Prinsloo
1994b, Young and Regnard 1992). They are characterised by the inclusion of a range of media
texts and by an approach to texts that has been described as a critical one. Inservice programmes
made it possible to introduce these different ideas and approaches to teachers who were already
working relatively well-resourced schools. However, they were confined to schools where teachers
have a professional ethos and were located in the subject of English.
Generally speaking though, the situation is pretty bleak as what counts as textual studies and
literacy is still wedded to the printed word. A technical approach continues to inform most teaching
and the inclusion of media as interesting and valuable texts has not become part of the imagined
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and accepted repertoire of most teachers. Most teachers assume texts still have a singular meaning
that they will teach and they attend to memorisation and recall of plot detail. Texts have not been
seen as surfaces that relate to own sense of identity. They have not been scrutinised for the
identities that they privilege. These identities have also not been interrogated in terms of their
implications for self or others/
South Africa is an emerging democracy and the need to develop a democratic sensibility is
undermined by the authoritarian technical delivery of education and conservative transmission
paradigm that informs it. ‘Active readings’ have been disallowed and to transform such entrenched
practices will require steady and incremental attempts to reformulate the ways people engage with
texts. Such inadequate education assumes a very limited vision of literacy and makes no allowance
for Media Education. Against this media and educational backdrop it becomes imperative to think
about strategies that will lead to the inclusion of creative and critical Media Education. It is
necessary to adopt a pragmatic approach in seeking out where interventions would have most
impact. Three possibilities for the incorporation of Media Education were outlined by Masterman
(1985), namely as being offered as a subject in its own right (for example Media Studies), as part of
another subject, most frequently English in the case of the Anglophile world, or across the
curriculum in a holistic manner. I do not wish to debate the finer points but wish to argue that
energies should go primarily to its inclusion within the ar ea of language study while other initiatives
for cross-curricular work be encouraged and supported. (See the paper by Criticos for the
development of this focus.) In fact I would argue for an expanded vision of literacy that incorporates
Media Education. I shall briefly expand on my proposal for its inclusion within an expanded vision of
literacy before justifying this choice.

Expanded vision / one that does not fight the curricular structure
To propose a new vision of literacy implies that current versions are not adequate to the broad
goals of education in the late twentieth century. This is unsurprising considering that current
versions have their origins in the late nineteenth and early twentieth century. The introduction of
compulsory formal education assumed the need for citizens to be print literate both in order to
receive the ideas, knowledge and messages that were circulating in the wider society and to be
adequately equipped to function in the labour market. To be adequate to the labour market, civic life
and what has been termed a personal world (New London Group 1996) demands different
education and a different sense of literacy. The late twentieth century presents people with a vastly
different range of texts and people encounter media texts in all spheres of life, for example while
commuting, at sports and leisure events, at work, while banking or shopping, or simply walking
down the street. And yet education has yet to seriously acknowledge the challenges and changes
that this introduces.
The new vision of literacy for this changed and changing world exceeds the idea that literacy is
confined to the printed word and calls for multiple literacies. I would argue that critical literacy
responds to that call and proposes an area of particular forms of intellectual engagement in
response to global developments. Critical literacy is, however, not simply an exercise to expand the
scope of the texts included in ‘literacy’ to include media texts. It has a vision of social justice and
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critical citizenry that proposes particular forms of engagement and, crucially, particular habits of
mind.
This vision variously discussed and advocated as critical literacy (Luke 1997, Lankshear 1993),
Multiliteracies (New London Group 1996) or ‘ a changed vision’ (Hobbs 1997) all speak to changing
literacies, both in the descriptive sense what is occurring, and as embodying a proactive sense of
agency. Drawing upon the ideas of such theorists, I would advocate critical literacy within South
African education. It encompasses Media Education and decentres the orthodoxies that privilege
the accepted canon (Burton 1989, Peim 1993, The New London Group 1996). It proposes an
expanded sense of literacy, both in the nature of texts and the negotiation and production of
meanings. The repertoire of texts is widened to include all forms of communication including the full
range of media products and texts considered of literary merit. The negotiation of meanings is a
process that involves the text, its production and reception processes, and the social and political
contexts. This requires overt teaching to create a broad framework of understanding in order to
enable ‘active reading’ and ‘writing’.

Curriculum and spaces
The important question to ask then is whether any viable possibilities exist for the incorporation of
critical literacy. In the first instance, will it fit into the new educational curriculum which have been
drafted and which are supposed to be introduced incrementally? And secondly, will the teachers be
prepared to incorporate it in their teaching?
Firstly I shall briefly point to whether opportunities or possibilities exist in the changed National
4
Curriculum, known as 2005 , for critical literacy and therefore Media Education. The Policy
Document (1997) that has been drafted identifies eight learning areas, which are wider than the
traditional subject areas. One of these learning areas, namely Language, Literacy and
Communication (LLC), is granted more (20%) of the notional time of the full learning programme,
indicating the importance attributed to it, and includes both primary and additional languages
(1997). The present inscription of the curriculum overtly includes what I term Media Education
particularly within its articulation of the learning area, Language, Literacy and Communication
(LLC), as well as in other learning areas.
I shall look briefly at the LLC framework to identify points of significance to critical literacy. In the
first place the term literacy is granted an expanded sense that coincides with those elements
identified above, and includes cultural, critical, visual, media, numerical and computer literacies
(1997: 5). Second, it uses the term ‘text’ in an inclusive way to refer to “spoken, written or visual
communication, including Sign Language, and alternative and augmentative methods of
communication” (LLC 1997: 4). Then, it is conceived of as an outcome-based curriculum whereby
the intended outcomes include skills, knowledge and values (LLC 1997: 21), a decision that reacts
to and rejects the dominant technical mode of the previous educational dispensation. The specific
outcomes for this area are listed below.

4

It was the optimistic intention to have implemented the changed curriculum at every level by the year 2005.
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Outcome 1: Learners make and negotiate meaning and understanding.
Outcome 2: Learners show critical awareness of language usage.
Outcome 3: Learners respond to the aesthetic, affective, cultural and social values in texts.
Outcome 4: Learners access, process and use information from a variety of sources and situations.
Outcome 5: Learners understand, know and apply language structures and conventions in context.
Outcome 6: Learners use language for learning.
Outcome 7: Learners use appropriate communication strategies for specific purposes and
situations.
While these specific objectives are broadly acceptable, by examining the details of each outcome it
becomes evident that this document does not result from a clearly articulated pedagogical position.
It includes the articulation of several versions of language teaching. It has the feel of a curriculum
document that has attempted the Herculean task of satisfying the agendas of diverse stakeholders
while at the same time improving the quality of learning. In one sense it is sensitive to the teacher
constituency by not advocating a radical shift, but simply a partial one. It retains certain aspects of
both traditional and cultural heritage models of language teaching, but does grant more space for
critical education. Yet in its inclusivity I would propose that it lacks any coherent articulated
theoretical base. Two specific outcomes (1 and 2) allow generous space for critical literacy. This is
innovative at the level of English curricula, and more so for all indigenous language curricula. To my
mind this is the radical edge of the document and I shall briefly discuss these objectives. Yet the
underpinning concepts as well as appropriate pedagogies are alien to most teachers.
Outcome 1: Learners make and negotiate meaning and understanding.
“… This specific outcome aims at the development of a learner’s ability to understand, create and
negotiate meaning in various contexts…” (LLC 1997: 12) and calls for both the creation of and
interaction with a wide range of texts of different kinds. It acknowledges that the construction of
meanings varies “according to cultural, social and personal differences”, as well as context. This
acceptance of constructedness of textual meanings and of meanings existing outside the text differs
strongly from the liberal-humanist approaches that pervade English teaching. This, together with the
insistence on the inclusive range of texts, presents a clear space for critical literacy programs of
work that incorporate Media Education. It also enables us to develop active reading by interrogating
those readings we first make, and to consider a range of other interpretations as well as the power
implications of each.
Outcome 2: Learners show critical awareness of language usage.
This specific outcome appears to draw on the theoretical underpinning of critical discourse analysis
and the work that has been done around critical language awareness (Fairclough 1989, Janks
1997). The rationale is as follows:
“This specific outcome aims to develop a learner’s understanding of the way in which language is
used as a powerful instrument to reflect, shape and manipulate people’s beliefs, actions and
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relationships. The complexity and sensitivity of a multi-lingual context specifically requires the
development of a learner’s skills to interpret and consciously reflect on how language is used” (LLC
1997: 16). Here, the issue of power becomes explicit and therefore requires teaching strategies that
will develop capacities to identify and discuss issues of power inscribed in different texts. While
‘language’ is used to refer to words and strings of words in general, an understandable emphasis in
a multilingual country, it includes “the visual and non-verbal/non-manual features of texts” (LLC
1997: 21). This space thereby includes critical work. Yet a bias to the printed word reveals traces of
the high/low culture divide. The manipulative media and illustrious literature division persists, as
literary texts are proposed as relevant objects of scrutiny less frequently.
Even in the hallowed shrine of literature, the curriculum framework’s specific objective 3 ( Learners
respond to the aesthetic, affective, cultural and social values in texts) incorporates media texts. The
emphasis of the assessment criteria relates to the nurturing of a sensibility and aesthetic
appreciation, “the enriching effect of texts” encouraged by the cultural heritage approach to
language. Yet even here what is termed the ‘range statement’ includes “ the study of literary, visual,
sign, auditory and multi media texts” (LLC 1997: 23) within its ambit.
By examining these aspects it is my intention to illustrate that this changed curriculum offers
enabling spaces for critical and creative Media Education. As this approach is inscribed in the
curriculum it is likely to have the effect of impelling teachers to respond to it, particularly when it
informs the nature of the final examinations. Yet the occasional strands of critical literacy have
tended to be confined historically in South Africa within certain educational authorities in line with
privilege. The cultural heritage and personal growth orientations have resided in the same locations.

Teachers’ readiness
This brings me to the second question that I posed about whether teachers will be prepared to take
on an expanded sense of literacy, remains. For at least 80% of the teachers the kinds of concepts
and modes of pedagogy are unfamiliar. The obvious route to coping with this situation seems to
point to further teacher development. It points to the need for in-service education for practicing
teachers and adapted curricula within pre-service teacher education. At this point, I can simply note
that the provinces have not been able to prevail upon government to expand their educational
budget to provide in-service courses to deal with the implications of the new curriculum. However,
ignoring the considerable constraints of limited resources for in-service work, I would like to point to
other difficulties that must be faced in any teacher education that might be undertaken. I draw from
my experiences when teaching mid-career teachers who had enrolled for a Media Education course
as part of the BA. Ed. degree at the university where I work. For many of these students this is there
first experience of university education. Most of these are African students who teach at primary
schools, have experienced very little beyond a bleak traditional content-based education both as
learners and teachers, and the likelihood of any encounters with critical literacy are remote
(Moletsane & Prinsloo 1997).
In the first instance, it is necessary to develop an awareness of the role of the media in the li ves of
all citizens. The ‘common-sense’ of what is deemed important and appropriate as objects of study
emerges from the lived experiences of teachers. As media has been an absence in their own

27
Educating for the Media and the Digital Age

educational histories, the first step in developing media teachers needs to be to alert them of the
important role of the media as the primary curriculum for many young people. To counter the
dismissive attitudes that I have encountered with some teachers that ‘Our learners are historically
disadvantaged and are not exposed to the media’, it is necessary to develop an awareness among
teachers of its ubiquitous presence. I tend to do this by using a library of images I have collected of
media products and access in supposedly unlikely areas. Recent national statistics of TV and radio
access also help students to shift these ideas. I also require students to keep a media diary of their
own and to get their learners to do the same for a period of time. The purpose of this is to alert them
of the degree to which we are consumers of media and to explore their learners’ media habits.
The second step needs to increase teachers’ knowledge base about the media to develop their
confidence and interest in the media. As they have generally not engaged with it previously in any
systematic or sustained way, they need to engage with media in terms of production,
representations and reception. This obvious need for a theoretical basis coincides with any other
area of knowledge deemed appropriate to be taught at school. Yet media is infrequently a subject
offered at an undergraduate level for prospective students.
Finally and, to my mind, a more challenging task is then persuading teachers to use these insights
to change their teaching practice. What critical literacy and Media Education propose is a different
orientation to knowledge and texts. The critical abilities that are to be nurtured are precisely those of
seeing beyond the surface of the text. The entire critical literacy enterprise rests on the idea of
unpacking readings, of questioning textual authority and producing their own messages. Critical
Media Education is not possible through the technical mode of educational delivery that I have
described and it assumes experiential and dialogic pedagogies – a far cry from the chalk and talk
focus of their own educational histories both as learners and teachers. The task to be faced is to
change teacher practices and the difficulties of this have been documented elsewhere.
Teacher development, like any other form of education, needs to take cognisance of and draw on
the past experiences and prior learning of the learner/teacher (Simon 1996). That learner/teachers
are frequently resistant to changing their implicit models of what counts as teaching has been
variously documented. Lortie (1975) has described this as the ‘apprenticeship of observation’
wherein implicit models of teaching and teacher behaviour are internalised. Media Education and
critical literacy are intent on asking learner/teachers to take on a new discourse that runs counter
those learnt in the ‘apprenticeships of observation’ and to develop an access to a new ‘professional
language’ (Simon 1996: 227). Its intention is to enable the teacher/student to ‘read’ both texts (the
word) and the world differently, to “rename experience/ reconstruct practices” (Simon 1996: 22).
These understandings need to be factored into any interventions within teacher education. Teacher
educators need to practice what they preach by modeling the practices that they advocate.
Although I have listed problems that are sure to be encountered, I wish to return to my proposal to
direct energy primarily into developing this approach to texts within the curricular area of Language,
Literacy and Communication. Firstly, I believe it pragmatic to start with a single learning area.
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Teachers are already in place whose raison d’être relates to reading and writing. This proposal
does not add a new area as much as a new way of understanding reading and writing. By locating it
within the area of LLC, one is targeting all primary school teachers and secondary language
teachers. Teachers are aware that they must adjust to a new curriculum and with a supportive
infrastructure of materials and inservice training it is conceivable that it can be introduced
incrementally. The impact of the changed curriculum to include media and critical literacy will
become evident gradually, particularly when it informs the nature of examinations. When teachers
of language have to teach to such examinations, they will be most likely to change their teaching.
To my mind the real possibilities lie in in-service work and a co-operative relationship between
teachers and universities.
Returning to my earlier point, the form Media Education or critical literacy is to take in South Africa
must respond to this particular context. Our programmes cannot assume the exposure to learnercentred education of the British variety. It needs to be empowering by including overt information
about the media. It needs to ensure a broad knowledge baseand awareness of production aspects
of media. Simultaneously, the textual and representational aspects of the actual text must be
engaged with, and finally this will be incomplete unless we deal with reception. For South Africans
in an emerging democracy, we must develop our abilities to acknowledge the role of ideologies in
the text. But ideologies do not exist in texts alone. They function through the subjectivities and
identities they propose. They present us with ways to construct our desires. With an awareness of
the discursive workings of the media, we can work towards active, creative and critical readings and
writings of messages.

The expanded vision of literacy is critically important in order to equip learners to deal with the
range of information that comes their way. Crucially, it enables the questioning of the readings we
make and other people make for us. It also proposes that we can engage with issues of values and
the identities that are privileged. It encourages a move from dogmatism to a more relative
understanding. It allows us to call hegemonic understandings into question and to increase the
repertoire of possible readings that learners might draw from. It allows us ensure that these
important aspect of education are included in our attempts to provide education adequate to some
of the challenges learners will face in the next century.
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AUSTRALIA

Theory and Practice of Media Education

Robyn Quin
Barrie McMahon

Introduction
This paper attempts to answer questions about the content and practice of media education. We
will examine media education in terms of its theoretical content and pedagogical practice as
expressed in various curriculum documents, academic publications, student resource books and
teachers’ views. Our approach is historical, qualitative, and triangulated but limited in scope in that
we focus mainly on the Australian experience and, of necessity, only an English speaking
experience.

Our aim is not to criticise curricula, methods, or teachers nor is it to make judgements about
courses in various English speaking countries. Rather we seek to demonstrate that the subject or
movement known as media education or media literacy is a product of various and often competing
discourses about both the mass media and teaching practices.

The first section of the paper identifies the major theoretical positions that have informed the
development of curriculum, teacher and student resource texts in media education. This section
treats curriculum documents and texts as archival material through which may be traced theoretical
conceptions of the nature, influence and importance of the mass media. The second section
outlines the more common classroom approaches to teaching about the media. Section three uses
data from interviews with teachers to identify the type and range of approaches that teachers
currently adopt in media education. We will conclude by arguing that media education as polyglot is
both a strength and weakness of the movement and suggest some strategies whereby its strengths
may be enhanced.
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Theoretical Bases of Media Education
Historically the major critical movements underpinning media education in Australia have been
McLuhanism, Marxism, Structuralism, and in more recent times, Cultural Studies. McLuhan, an
early influence on media studies curriculum in Australia, is less apparent in other countries.

The earliest influences on the development of media education in Australia were effect models of
communication. The curriculum documents published in the seventies reflect an adherence to the
Lasswell five stage communication model: sender, message, channel, receiver and effect. Who
says what to whom with what effect?

The following excerpt from Media Conventions, published in 1980 but developed by a group of
teachers in the late seventies, demonstrates the reverence with which this conceptual view of the
media was treated.

“The principal convention [of the media] around which all others are based, is that of sendermessage-medium, receiver.
Teachers should refer back to this overview constantly when teaching particular conventions within
each medium. The chain should be considered by the student from two perspectives. As a sender
of messages the student should examine the segments and links in the communication chain. A
second perspective is gained if the student adopts the stance of a receiver. …(Media Conventions,
1980: 7)

Continuing in the same vein the textbook identifies the types of knowledge to be gained from the
application of the ‘communication chain model’.

“Such questions that may emerge as a result of examination from either perspective are:
•

What is known about the sender? – background, credibility, stance on the content matter,
‘objectivity’.

•

What is being said? – told, suggested, hidden meanings.

•

How is it being said? Conventions within a medium, e.g. drama, news documentary.

•

What medium is chosen? How appropriate? Strengths, weaknesses, alternatives, costs. Who is
receiving the message? Size of audience, type of audience, unintended audiences.

•

What distortions occur in the chain through manipulation of the technical code, the aesthetic
code?

•

What are the effects when receivers are subject to a bombardment of communication chains?”
(Media Conventions, 1980: 7)
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See into Communication Studies for Criticism of the approach
The Marxist tradition is evidenced in those curriculum documents and media resource books which
posit as the purpose of media education the development of an awareness of the role of the media
as a carrier of the dominant ideology, an ideology which constructs unconscious, common-sense
assumptions within and about society.

The extract below is from a secondary student resource book Real Images published by the authors
in 1986. While it advocates a classroom methods built largely around textual analysis the language
reveals its Marxist conception of the media.
“Within any society there are accumulations of power, respect and wealth. These have been
developed within the framework of an ideology that, over time has lost its social history and now
appears to be natural” (Mc Mahon and Quin 1986: 217)

The Marxist perspective on media education stresses the selective and distorting nature of the
media - ‘by its very nature television and all mass media, filter and change the reality they mediate”
(Moles 1976: 6).

In terms of teaching the political economy of the media the Marxist tradition within media education
treats the media as both an outcome and servant of capitalism. The capitalist system of production
–consumption is supported by a communication system that educates people to be gross
consumers. Furthermore the organisation of capitalism and the mass media are both similar and
mutually supportive- both are centralised, profit driven and capital intensive.

Structuralism
Structuralism focuses on the analysis of media texts in practice, on the demystification of the media.
structuralists argue that meaning in a text is the product of shared systems of signification (Eagleton
1983: 106) Structuralists begin with the message considered as a component of an ideological
system and then use semiological methods (derived from linguistics) to reveal the not the meaning
but the meaning-making processes of the text. I use the term meaning making to refer to the rukes
and constraints that operate to make the generation of meaning possible in the first place. In its
application within media education early Structuralism treated the text as a closed entity.

The textual approach to the study of the media became more widespread as media education was
increasingly incorporated into the English classroom. These teachers of English had been trained in
literary theory and the ‘practical criticism’ of I.A. Richards. Hartley (1998) argues that Leavisite
textualism took hold because first it was suited to the class position of teachers and second that it
offered a ‘coherent and principled stance which was radical without being political.” (Hartley The
Television Studies Book p35). Hartley’ argument about the class position of teachers being ideally
suited to Leavisite criticism might well be true as a post hoc analysis of the situation. As the
interview data discussed later will reveal however most teachers of English have never heard of
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Leavis let alone deliberately adopted a Leavisite methodology. Far more likely is a situation in which
English teachers took the methods they had been taught during their literature studies at university
and applied them to the media not out of disdain for it so much as the fact that they knew no other
way.

McMahon in a discussion paper proposing a resource publication wrote:
“ I believe that the international media studies focus in the 1980s will be upon the message
segment of the chain.”

This has been a focus in the past, but the focus has been in behavioural terms e.g. affected of TV
violence, uneasiness, escapism etc. This focus has lost a lot of credibility because the researchers
have failed to justify any of the assumptions that have been made.

“Those who are ‘content’ minded are looking for a different approach. For this reason, my guess is
that semiotics will become very trendy in the 198’s. Semiotics is a better approach in that it directs
attention to the hidden, rather than visible content” (McMahon unpublished paper Traditions in
Classroom Teaching).
Alvarado and Boyd-Barrett (199: 153-154) identify three teaching traditions within media education:
the ‘interpretative’, ‘social science’ and ‘creative’ traditions.
The interpretative tradition is primarily text based and concerned with analysis and critical
evaluation. It is the teaching practice most commonly found in those situations where media
education is taught within the subject English.

Jim Cook in his essay “The Interpretive Tradition” in the Alvarado Boyd-Barret volume says on
media education:
“One of the basic aims of film, television, and media studies is to enable students to understand
how audio-visual texts come to have a range of meanings or readings ascribed to them, and to be
able to make their own warranted readings. The intellectual activity through which this aim is
realised id traditionally known as “criticism” although it is specifically forms of interpretative criticism
which are deployed. (Cook 1992:166)

Although the focus is text based context is not entirely ignored within this tradition.
“Any type of criticism which is concerned with interpretation poses some kind of relationship
between the artefact (book, play, film etc) and culture within which it is produced (Cook 1992: 166).”

The social science tradition employs a contextual form of analysis. This approach focuses on the
production and consumption of texts and their social, economic and political interrelation with social
structures. Within media research activity social scientists have mainly concerned themselves either
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with the context of media production or with the consequences of media production. Central to this
tradition are questions of the poser of the media – power to persuade, change opinions or prove to
affect behaviours. The third tradition identified by Alvarado and Boyd Barret is the creative tradition
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SPAIN

“Glocalisation” against “Glototalitarism”

Roberto Aparici

Introduction
The foundations in the field of new technologies and their consequences on society were firstly laid
out in a number of studies carried out at the University of Harvard in the 1960s. J.K. Galbraith and
E.G.Mesthene were the first scientists to envisage the birth of a new computerised society.
According to their model of society, information is the principal source of wealth and the basis for
economic, political and social organisation.

The paradigm of the computerised society puts forward a new principle of social structure and
stratification: the means of production are no longer the determining factor; the social differences
now arise from the degree of access to information that each person has.

Today, in the computerised society, new information technology plays a key role and its
incorporation into educational practice —according to the current economic model— justifies its use
on grounds of efficiency. This almost uniform and global model is not only encouraged by
companies, but also by educational administrators who, in most cases, lack the modicum of ability
required, but are nevertheless the people responsible for making decisions within a ministry or
university.

The influence of computer science and digital technology of communication is changing the
mentality of many people who, overwhelmed by the achievements proclaimed by the big
companies, end-up having almost unrealistic expectations about technology and its potential. The
marketing industry has also helped this situation by creating or strengthening some of the myths
that are deep-rooted in society.
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The new technologies yield universal welfare
The new technologies tell future citizens nothing about the World social and economic conditions in
which these achievements were made. They make them believe, that by having some knowledge of
technology, they will be ready to face the social changes: insecurity, unemployment and social
injustice.

On this subject, it is frequently argued that a greater number of the working population are
employed in areas related to information, rather than to agriculture or industry. In the USA, for
example, where a hundred years ago only eight percent of the population worked in theinformation
sector, half to two thirds are currently employed there.

This economic trend is explained by comparing the above figures with those coming from other
parts of the world. For instance, in countries such as Albania, Mali, Malawi, Rwanda, Nepal, Costa
Rica, Bolivia, Guatemala, Central African Republic, Nicaragua, Ecuador, Peru between 83 and 93
percent of the population work in the agricultural sector while informational tasks are being carried
out by only a 0.05% of the population. This means that more than two thousand million people in
the world have no access to the information society. The industrialised parts of the World can
channel their working activity towards the information sector because the labour force of those living
in lesser-economically advanced countries provide them with the basic raw materials they require.

The relationship between the raw material-producing and the technology-providing countries gives
us the belief that the development of information technology and robotics will generate world-wide
wealth and welfare. In this aspect, it is assumed that underdevelopment in these countries is
caused by a lack of technology and by overpopulation. The problem appears to be a technological
one and, consequently, its solution must also be technological. This analysis, however, misses the
main problem of technological applications: the re-distribution of the benefits of production and
wealth.

The globalisation of the economy
Information and communication are two ways of organising a world where different societies are
more and more interconnected. According to Régis Debray (1995) every step forward towards
global economic integration means a step backward in the cultural and political field. Economic
globalisation also implies the globalisation of cultural exchanges. However, it is also a cause of new
exclusions: a few megalopolises, largely situated in the North, distribute most of the information to
an even higher degree than now. On this subject, Mattelart (1995, page 12) warns us that
“globalisation is not incompatible with the increase in inequalities”.
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In the sixties, McLuhan created the expression of a ‘global village’, but this idea or conception was
not applied until the end of the eighties when economic globalisation even tually arrived. In a way,
McLuhan’s point of view was romantic or visionary, and very different from what we understand
today about globalisation.
In Mattelart’s opinion, globalisation “belongs to marketing and management professionals, and it
happens to be the basic structure for interpreting the world and the basis of the new order that is
brewing world-wide”.

Local, national and international levels were once considered distinct from each other. The view of
a global world tears apart these boundaries. Therefore every net-company in the world market is
both global and local. For the first time in human history, everything can be produced everywhere
and sold everywhere. Globalisation can be summarised as a policy of “everything is in the market”.
This neoliberal philosophy has also reached the education system.

The globalisation of the education
The first signs of globalisation in an educational context appeared during the eighteenth and
nineteenth centuries, when the colonising powers transmitted or imposed their education systems
upon other countries. On this subject, Noel F. McGinn argues that “before this current wave of
globalisation, every village in the world was being affected by western values and the penetration of
external economic forces. All national Estates that already existed before 1945 had an education
system with objectives, structures and teaching materials similar to those of the rest of the
countries”.

Can we talk about a genuine Brazilian, Argentinean, Australian, South African, Philippine or
Guinean education? Didn’t these countries build up their curricula to be just like the French, English
or Spanish ones? Didn’t the adoption of certain education patterns similar to those in North America
already begin before globalisation spreadin economic and communication fields?

Likewise, it is important to stress that the majority of the countries that gained independence after
1945 tried to develop the same systems that were introduced by their colonising power, barely
modifying their contents and processes. Similar to the way in which rules and values were imposed
upon colonies through dependence-relations, the pressures exerted from different economic
organisations —such us the World Bank suggesting to cut down the costs of education and social
services— characterises the new forms of globalisation at present.
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Privatisation of former public-owned areas is regarded as the solution to any problem. Therefore,
even education and the services related to it, are subject to privatisation. Budget decisions are only
taken on cost-benefit analyses and short-term gains. From the new economic order standpoint,
education is considered as a cost. What criteria must schools meet in order to comply with this
economic approach that pervades the global market?

The criteria in which individuals are expected to be educated are:
Competitiveness criteria
Performance criteria
Profitability criteria

The predominance of these criteria means that other social, cultural and human aspects are pushed
to the background. In short, individuals are educated to be competitive, efficacious and profitable.

Distance education macrosystems, such as the English Open University, the Spanish UNED and, to
a lesser extent, the German Fern Universität, can be considered as worldw ide education systems.
Their expansion has become more accentuated in the last years, and the homogenisation of their
criteria must be linked not only to market internationalisation, but also to the development of the
“only thought” that is spread by media and supranational education institutions. It is not just the
model that is sold, but the educational-informational ideology behind it. Education, in view of a
worldwide economic project whose driving force is the technology of information and
communication, faces a new challenge.

Besides meeting the economic needs of society, education must also take into account coexistence, reflection and criticism. Therefore, an education program that is not only limited to
economic reasons, should pay attention to:
- accomplishing not only a productive society, but also a just and a cohesive one.
- educating in order to achieve a local and global citizenry

The “Glocalisation”
From this standpoint, education must provide students with all the necessary elements to
understand, analyse, deliberate and criticise the phenomena that define the culture of globalisation
- those aspects that the before-mentioned institutions do not care about.
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The spreading of world-wide models is considered as a “normal” fact that is not being scrutinised.
However, we think that education must provide students with the necessary elements for sharing
those aspects of the global society offered by the network and other media, and, at the same time,
the elements for recognising their own identities in a local dimension. To this end, distance
education has to strengthen a glocal education, that is, the (glo)bal and lo(cal) aspects of culture.

In distance education the context disappears, and thus the campus can be an entire estate, a
continent or different regions of the world. Many universities in Europe and North America are
developing these sorts of projects, although ignoring the local aspects of each society. In many
cases, marketing and neo-liberal policies are combined.

Some controversial ideas for the future
The globalisation of the economy has reached each field and every level of society. Education and
new technologies of information and communication are instruments in this “new” ideology that is
developing into an invisible totalitarianism that has changed what we have so far understood as
democracy, freedom, and equality; three of the pillars whereupon human rights are based.
Is it possible to act against something that has beforehand been presented as a panacea, a cure-all
that has been naturalised to the category of normality?

From different points of the World, different voices such as ‘Le Monde Dimplomatique’ in France,
‘Adbuster Review’ in Canada, ‘Radio Favela’ and ‘Radio Santé’ in Belo Horizonte (Brazil), are trying
to make known the dark side of this “new order” in economics, technology and education. There are
not many of them, but we believe this is the beginning of a resistance movement, which considers
that not everything that is the same, is right.
As to distance education, there has not been a profound debate about its social, political and
ideological implications. Up to this day the majority of studies are characterised by:
1. - confronting this model with classroom-based education.
2. - justifying or promoting the model from those universities where lessons are given or
investigations undertaken, such as the UNED (Universidad Nacional de Educación a Distancia), the
Universidad Oberta (Spain) or The Open University (United Kingdom), etc.

The strategists of the “new economy” have found how distance education is an ideal model for the
institutionalisation and development of the informational society paradigm. New technologies let us
apply really new models of communication and education. At the same time they can provide
evidence about whether an institution —that is, its people in charge and its technicians— seeks to
establish new ways of teaching and learning, or whether they keep using the new technologies to
reproduce and control the messages.
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Are these two kinds present in distance education? Not necessarily in an explicit way, but they
persist through the different technologies and communicational models that are used in everyday
teaching. The development of a technological model of communication informs us of the use we
make of technology. A survey through the different distance education websites of universities
shows how, in most cases, the receptors are in no way considered as text creators. The
technological practices at
newborn virtual universities are apparently different from those of the UNED, but basically they’re
just offering the very same thing through a new technological medium.

Just as there is a daily debate about the educational methods applied in classroom-based
education, a constant, permanent debate about distance education is absolutely necessary; its
homogenising dimension prone to establish itself as a platform for the academic development of the
“only thought”, its model of authoritarian democracy, and, above all, the institutional approach that
many put into practice and that increasingly appears to be a marketing strategy for controlling the
“education market” should be at the centre of this debate.
Already in the second half of this century, Paulo Freire showed us those practices that extend ed
power and oppression to classroom-based education and proposed the educational model as an
exercise of freedom. Today, the new model that is being pushed on a world-wide scale —
increasingly characterised by technology and virtual environments— requires new proposals for its
faithful exercise and its application by the citizens within an international framework of law which is
agreed by consensus.
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ARGENTINA

Media Production at School

Silvia Bacher

Introduction
Media Production at School is the main program carried out by the Co-ordinating Committee for
Education, Journalism and Communication. It depends on the Buenos Aires City Government
Secretariat of Education and is, as well, sponsored by the UNESCO, UNIC, UNDP, UNICEF and
the French Embassy, through the cultural service. More than 200 public schools are working with
the program and at least half of the students involved in it come from social groups with limited
economic resources. 47.000 students have attended the workshops so far, having issued more
than 600 magazines, 80 videos, and broadcasted over 700 hours on radio.

During the program’s initial years (1988), slogans such as “Silence is health” had been left behind.
But, whereas speech hushed them, reality daily evinced how deeply rooted this principle had
become in many sectors of society and among this, in school.

Dictatorship had fragmented, torn the threads of communal communication apart, it had ripped up
micro-stories that would need social, cultural and educational policies to help rebuild the social
fabric. Many were the teachers who believed that silence did not necessarily mean health, still the
lack of exercise made it hard to develop strategies that would value and channel their own voices,
debates, the search for information and reflection from different spheres that would present the
problem both at an individual and social scale.

*

According to García Canclini , “At present, we are immersed in an urban society full of neutral
places, indifferent to local cultures, that witnesses the progressive displacement of shows and
gatherings in public spaces by radio, television and video consumption at home. These new
electronic links are the ones who rebuild -in a more abstract and depersonalised way- the bonds
among inhabitants. They scheme, from their vertical and anonymous logic, the new urban invisible
ties. The information and entertainment of majorities come mainly from a foreign, international
5*

Language professor. Education, Journalism and Communication General Co-ordinator, Secretariat of
Education, Buenos Aires City Government.
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system, and is less drawn from a differential relationship between a territory and its own singular
1
goods.”

If we agree on the fact that forms of participation must be given a second thought, the school must
question its role as mentor of individuals -creators of information and critical recipients-, as well as
cradle of active citizens committed to their culture and reality beyond their consumer capacity.

The participation and strengthening of oral and written expression currently rank first in the
educational guidelines. Well known specialists sustain that among the most successful strategies to
achieve this, stands the media production at school.

Another aspect to consider is the relationship between mass media, new technologies and
education, basically at school. Some fear that these may alter the current school model. It is true
that new communication technologies work as high-impact information sources. Due to this, we
believe including them in the classrooms and institutions may invigorate and boost the educational
process.

The use of these new technologies may unavoidably bring about a cruder isolation of large social
groups who cannot afford them. In this sense, educational policies must be fully responsible for
providing an answer to this situation, by introducing these technologies in the classroom; thus,
acquainting such groups with them and stimulating the production of contents that may express
thought and singularity enriched in diversity.

Even though the school has lost the privilege of being -together with the family- the main provider of
information and knowledge, it still plays -no doubt at all- a fundamental role in the upbringing of
individuals. As the pedagogic model changed with the arrival of Gutemberg’s era, so has with the
arrival of new technological supports.

Faced with this perspective, both teacher and classroom must make ground for reflection. This may
be one of the axes upon which this change may unfold. As long as the teacher can understan
d this,
he will be able to acknowledge his possibilities and limitations. Provided he can master the new
languages and technologies, he will allow experimentation, self-learning and classroom renewal.

In a world that overpasses the traditional rules between public and private domain, the school
grows stronger on discovering the “outside world”. In a world where data pollution strikes man, the
organising, orienting and educating role of school cannot afford to wait.

1

García Canclini, Consumidores y Ciudadanos, Grijalbo, Madrid, 1995
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Our history
The Program for Media Production at School has created and strengthened a space for
communication and journalism within public schools in Buenos Aires, in the areas of kindergarten,
primary, secondary and special education.
Over 200 public schools participate in this annually, with an attendance of 10.000 students, 400
teachers, librarians, headmasters and supervisors of the educational system. Our work has
throughout years benefited from relevant intellectual contributions from university professors,
researchers and journalists, who have oriented us in various aspects.

We have fashioned strategies that -stemming from practice- promote participation, freedom of
speech, the right to communicate and the insertion of new technologies to serve a better education.

Actions are oriented to grant students a main role in the search and production of information
regarding worries that affect society in general, its community in particular, and themselves, as
individuals. They also aim at integrating the school with their neighbourhood, the media and
communal services, and with journalists and professionals related to media. A space is then defined
for the student, where his previous knowledge and points of view are acknowledged, research is
carried out, co-operation among mates and teacher enhanced, and relationship between formal
education, everyday life and social media established.

We do not limit to suggesting the search and analysis of the information gathered, but also foster
students to define issues of concern, which place them in a media production perspective. The
methodology chosen is that of workshops. The school and the classroom are the spaces selected
for their execution. Production workshops vary according to types of communication (graphic,
through radio, video); some schools are equipped with these workshops.

The evaluation performed by Graciela Messina, OREALC/UNESCO counsellor, clearly outlines the
multiple roles the program aims at:
•

“An integration role of the social mass media at school as non-conventional ways to access
knowledge.

•

A symbolic sense of belonging to the institution, for students and teachers, as the schools own
means are produced in workshops.

•

A source of reflection upon opinions on the social mass media and sensibility in general.

•

A purpose of articulation of educational institutions with the community, and consequently, a
higher probability for the school’s educational proposal to become one for the community’s
welfare.” 2

2

Messina, Graciela, Informe de evaluación del programa producción de medios en la Escuela, 1995
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Research leads to knowledge
The program is often identified as “The journalist kids”, mainly due to the children’s spirit to question
reality. Since journalism can gather itself a series of aspects of crucial importance to the practices
we suggest this nickname be not far from truth. But, in addition to this, our program gets into the
broadest framework of communications, for we understand that instilling in kids and youths the
capacity to reflect, respect towards one’s own point of view and that of their mates, the habit of
listening, of expressing themselves freely and of participating, favour the upbringing of citizens
committed with their environment.

We select journalistic research as the methodological core. At the International Conference on
Education, Media and Cultural Transformations, we asserted –together with Mercedes Cafiero– on
this specific type of research, that “this is an active, dynamic, constructive and over -arching
modality. It answers the various questions and worries in different forms, and makes ground for the
development of innumerable topics. It allows plurality, debate, consensus and dissension. Through
research reflection is invited, and thus knowledge systematised. Research likewise entails the overt
search for a method to question reality, both for students and for teachers. This research is a key to
3
curiosity and knowledge.”

At the beginning
The program has kept a growing pace in terms of coverage. Starting with 34 schools in 1988, it
takes care of more than 200 schools in 1998. The production of radio programs and school
magazines is –no doubt at all- a very old activity that precedes the birth of our program. It is then
clear that novelty is not focused on the product alone, but -moreover- on the importance the
process acquires, and on the strategies suggested for the production to become a means of
communication in the service of the community.

For decades it was frequent to find the production of magazines, wall newspapers, oral
newspapers, or radio broadcasting as a uniform voice reflecting static institutions. They hid a sort of
childishness and impoverished encyclopaedic teaching that left no ground for the deep social and
cultural changes that had jagged the once solid bark of scholar identity. A low average of schools
produced means of communication as a space for expression of the interests and worriesafflicting
the school community.

The first workshops organised by our Program were destined to primary students, co-ordinated by
professionals from different disciplines. School supervisors selected the schools. Students chosen
by the head of the school participated in our gatherings. Their inclusion had not been consulted
upon, but rather imposed.
3

Cafiero and others, Atracción mediática, Chapter: Producción de medios, Authors: Bacher, Cafiero, Biblos
Edit., Bs. As., 1997
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Internal evaluations showed successful experiences in terms of students' interest and quality of the
production, but failed regarding the insertion of the program in the institutional schedule, and its
impact resulted practically non-existent within the educational system as a whole.

In 1990, seeking to instil in teachers the interest for producing media at school as a valid support to
enlarge knowledge, merge curricular contents with real life, and become in a way mentors of
information, we organised the first Media Production Training Course destined to librarians. The
following year the Course was extended to primary teachers and curricular staff.

Since then, the training service has turned into an option which teachers are free to choose, with full
support of the executive board. Its core is set upon the merging of the communications project with
the school project.

The objectives for the training phase were the following:
•

“Make ground for reflection upon communication barriers at school and develop strategies to
overcome this.

•

Strengthen the performance of teachers as mentors of institutional communication projects.

•

Provide a framework for media production at school, rooted in theory, methodology and
4
techniques, that may support the creation of significant learning.”

This first experience on training marked a new shift. The program was beginning to take the form being teacher’s mediators between the central co-ordinating level and students- of an innovating
device to address innumerable curricular and extra-curricular issues at school, a link between
school and the community, and ultimately a strategy to decode media messages.

The reflection-action work by the Co-ordinating Committee for Communication, Journalism and
Education resulted in an original and creative proposal that answered an incipient demand by the
educational system.

It is worth mentioning that support was not always unanimous, and that some sectors of the
educational system opposed strongly. We understand that a participation project may arouse fears
and opposition by those who –while seeming democratic in their speech - uphold an authoritarian
policy model.

4

Report, 1992, op.cit.
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Into a Net
The first training courses were rather long, mainly because weekly meetings continued once school
had started. Nonetheless, the ever-increasing demand by teachers and the cost evaluation implied
in the training service for the school imposed a new approach on the working model.

In 1992, we invited a librarian who had implemented the project successfully in her community, to
join in, with the aim of exploring a new modality: monitoring.

This exploration implied a new strategy of Program appropriation by the school and a seco nd level
of de-centralisation. This was first put into practice when the team initially in charge of students’
workshops decided to become trainer, transferring the co-ordination of such workshops to teachers.
The challenge was now posed on implementing a second level of mediation.

This new strategy placed a skilled teacher in the service of another, a duet that would have outlived
the experience successfully. It is basically through this monitoring technique that data exchange,
confrontation with diversity and a co-operation-rooted culture is fostered. This resulting approach
5
will then be transferred to the classroom. It is considered a different pedagogic device where
childish approaches by the learner are left aside -since knowledge does not stem from the person
monitoring the event, but from the one who reflects upon it.

Since then we operate in a network with the participant schools. But our articulation task is not
limited to the scholar sphere. Training courses last for around 10 meetings. These provide the
exchange of experiences either by teachers and students or by teachers exclusively.

Six years had gone by, and the net kept growing in strength day after day. “Historical” teachers
acknowledged the importance of the gatherings, met the “newly trained” with lots of expectations.
Immediately, a new unification of neighbouring schools was formed, in the attempt – not always
successful –of obtaining acknowledgement as media suppliers.

5

See Chapter 7, “The monitor’s role”
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Among these exchange meetings stands: 6

Teachers’ meetings

Students and
teachers’ meetings

-

Specific Topic Training Courses

-

Permanent Training Courses

-

Mail (bimonthly issue)

-

“The Public School appears in the Media”

-

Meeting between children and journalists

-

Press Conferences: When Kids ask

-

Communication Week

-

The means of communication within mass media

-

School videos

-

Fax Program!

With the main team known as the Co-ordinating Committee for Journalism, Media and Education,
with a general co-ordinator, and a pool of co-ordinators and supervisors, we kept fashioning new
strategies that may optimise our work.

It was this same kind of work, namely, the network, that enabled the strengthening of the program,
generating spaces for reflection-action with Universities (UBA), professionals (UTPBA), NGO´s
(FUNDTV) and international agencies (UNESCO, UNIC, UNDP, UNICEF). We were thus able to
interact with organisations within the local and foreign political, social and cultural scenarios,
exchanging with top university teachers, researchers and journalists, all sorts of outlooks on mass
media, and their interrelationship with school and education.

6

Minutes of the meetings can be found throughout the book
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In 1994, international support appeared. The UNESCO, through its National Agency, selected the
program on two occasions for funding. This sponsorship was a true recognition to the schools
involved. The financial support allowed –on the one hand- to carry out an external assessment, and
–on the other- to acquire technological support to systematise the program, while avoiding lowincome schools to find themselves limited in their production (since then, schools are equipped –in
the form of a loan- with filming devices, journalist tape recorders and audio equipment.) A topicrelated library was created, the main team attended training courses, an international seminar was
organised, and the issue of this edition was afforded.

In 1996, the United Nations Information Centre for Argentina and Uruguay (UNIC) sponsored us. In
1997, the French Embassy joined in, and in 1998, the United Nations Development Program
(UNDP) followed suit.

Achievements
“ I learned to give a higher value to students´ previous learning processes. I realised the importance
of not thinking myself the sole owner of the truth: the teacher contributes with his knowledge, and
so does the kid with his truths (...) the workshop allows you to shift roles, break with stereotypes
(...), it invites you to become a researcher (...), it allows company, to accept others, because you
also find the community and its lore.” Mónica, teacher. School District Nº3.

Co-ordination does not provide “recipes”. On the contrary, it trains and orients teachers in the
approach of the workshop, in the media making and in its articulation with the community and mass
media.

This feature evinces an outstanding working style highlighted in Messina’s assessment, who
asserts, “it favours the integration of the school with the community, as well as the recovery reconstruction of the history of communities in which schools are; it supposes -both for students and
teachers- an opening to more information and to other environments. Likewise, it enhances interest,
enthusiasm, commitment and a strong emotional adherence;”
Taking concrete real life examples, I will describe some of the program’s several achievements.
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When the aim is to ask :
At workshops, we usually take into consideration the students’ previous knowledge and opinions.
We appreciate both the hypotheses from which they stem, as well as the reflections and questions
arisen in students and teachers. This surely represents one of the program’s strongest points, since
the capacity to question reality and oneself is here given the highest priority. An account of this is
put forth in the group of press conferences named, “When children ask”; where more than 300 kids
of various schools have the chance to thoroughly question consultants on their current research.
The richness and diversity of interrogations clearly shows the exercises carried out at the
workshops.

When the purpose is to participate
The program allows the teacher-student relationship to break with its traditional pattern, enabling
those kids with greater difficulties, low self-esteem or shyness, to integrate and become more active
than in other subjects. Much in the same way, the teacher learns to work in groups, as the students
start sharing a more flexible environment. Participation is fostered at different levels in the
production process, the media issue and in concrete actions beyond the media. A significant
example is that of a video workshop:
The trees at the school entrance had dried out. The students from the journalism workshop, worried
about this, carried out an investigation on the forest situation of the neighbourhood, interviewing the
eldest neighbours in order to learn the changes that place had undergone in this respect. They
spoke to consultants and officials. Thus, their worries were put forth to the community through the
school video, and new trees were planted at the school entrance.

When the issue is the curricular knowledge
However uninviting a subject may seem, it can turn into a most exciting adventure of knowledge
construction. Sometimes, Maths stands as a good excuse - learning the different ways of measuring
by the pre-Columbian cultures, knowing about the relationship between length and the body , the
numbers and their superstitions. On other occasions, the role played by women throughout history,
the climate, the environmental care, the Puna. As regards this, the previously mentioned external
evaluation sustains that the program “relates teachers and students to extra-curricular topics, and
favours a greater articulation between the curricular contents and everyday life.”
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When current events and the media enter school
When 6th Form students inquire into discrimination, they learn from a young immigrant how it feels
to be left aside for the colour of your skin or origin. They also discover the richness of other cultures,
of other places, and the contributions made by immigrants throughout the years. They acknowledge
the richness of diversity. They denounce, through their own means of communication, situations
that somehow victimise them.

The headmistress of a night -school is moved on recalling the effect that journalism workshops had
at her institution. Research work and reflection upon violen ce, carried out by youths who were not
generally committed to school learnings, triggered their own production of a wall newspaper.
Students, producers and protagonists, took an active part in the project.

At workshops, students have the possibility to choose and work on issues that stir them, ranging
from macro-structural ones (such as drug addiction, violence, AIDS, discrimination, children’s rights,
ecology), to everyday problems that imply the former (lack of time, deteriorated parks,
unemployment, kids working in the streets, their fears, the things they do not tell grown-ups, food
and nutrition in the neighbourhood, among others) and certain cultural and historical themes (the
history of the neighbourhood, the people’s sayings, legends, medicine). The program encourages
students to debate and form public opinion in open and cable channels on television, radios and
newspapers, when faced with national and international events.

The program is immersed in a society where the messages from the family, school and means of
communication contradict themselves, and where the educational role played by the media is more
important than that of school itself. Within this framework, the program allows the confrontation and
articulation of the media messages with the school learnings. Moreover, students find in workshops
a space where they can become free protagonists, build knowledge and come close to reality. One
can hear them say, “At workshops, we can question people, go out to the streets; whereas in class
we read to study, and study for the test.”

The challenge
The program stands as a complex fabric, a colourful tapestry where the threads interweave and, in
so doing strengthen. Each thread is necessary but still not enough. The loom, formed by the main
strategies of the Co-ordinating Committee, assumes several lives. It is moved, not only through the
actors of the school, the community, the neighbourhood, but also through journalists, current
events, the media, the technologies, all put in the service of expression, protagonism, freedom of
communication and participation.
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The framework of each community is, in time, enriched by a more complex one, formed by other
communities, other school productions, other institutions. From the uniqueness of each experience,
from its origin stems the synergy that nourishes the Program.

It would be foolish of me to say that the productions present similar quality levels. There are
teachers who, within their own spaces, emulate traditional models, although they call them
workshops. They leave no room for creativity, doubt or mistake. There are teachers who turn
questions, reflection and participation almost into a ritual. We work with all of them, with those who
have fully understood the essence of our proposal, and with the frightened ones who keep moving
along their road to change.

Because we are all in the process, teachers, headmasters, deans and co-ordinators. Because we
understand that school must not be in the service of the media, and that the road and strategy are
not yet traced.
In search lies the challenge, for media to increasingly serve a better education.
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HUNGARY

What, When, How and Why?
Media Education in Hungary

Judith Benyei-Fazekas

Definition
Every country has a particular view of the content and the rationale for Media Education although
they are sometimes very similar.
One of the trends is based primarily on communication studies: interpersonal and mass
communication, and drama pedagogy – the higher education in Hungary tends to adopt this. The
final aim here is to train publicists for the electronic and the written media.
The other model seeks mainly for the social role of the media. It tries to scrutinise the motives and
interests of the organisations producing media texts.
The traditional model is based on the values of the high culture. It has more an aesthetic viewpoint
rooted in the Film Education of the sixties.

Gaining experiences from a combination of those of the above mentioned is also possible. The
Hungarian Media Education at the level of compulsory studies tries to find the middle way between
them. Our model has the elements of the traditional one combined with the social role of the media.
To learn the language of the audio-visual media text has priority in the concept. By this we mean to
read and create audio-visual texts. The moving image is in the centre of the Media Education. Since
the written media product as a text is organised by different rules it remains out of the Hungarian
Media Education. That is why it is called: Culture of the Moving Image and Media Education.

The “grammar” of high culture and mass culture texts is the same at primer reading. What is
different about them is the nature of the media text like social construction. This makes it more
complicated to understand in a certain sense because in its case it is not enough to know the
language but we also need to examine the social, economic and ideological background. Before
doing this we must think first that it is important to enable the students to recognise the basic
elements and “syntactic” rules of the audio-visual language and make them able to “speak” it as
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well. Using the words: language and grammar we enter the world of basic questions: Is the
expression “visual language” only a metaphor or does it have the same role like the real one: we
can communicate different contents, intentions and emotions by it.
If we consider it like so we might think it works in a similar way as the verbal language does: we
have learned it ourselves by seeing images around us since our childhood. Everybody understands
this language somehow. Even a very young child does but to use it in a proper way and to
understand the “paradigm” we all need to learn about its nature like we did when we were taugh t
the alphabet. It might not be obvious at the moment but everybody feels the power of pictures either
being fascinated or frightened of it. If we not just understand the words but also speak this language
we will be able to express ourselves and it can probably help us to also feel need for high quality of
audio-visual texts in form and content. According to this, being media literate means to live
creatively with and in the world of the moving image. Like André Bazin warned us since the
nineteenth century, the spread of literacy via schools since does not mean that people would
demand rather high quality of readings now. So it would be idealistic and unwise to hope much
more from the extension of Media Studies mainly if we does not even believe of its importance. But
it seems to be obvious to try as much as possible.

Following the traditions of the European cultural history the Hungarian Media Education considers
the fact that moving image also could be an important device of the self and art expression be sides
being used for commercial reasons. This viewpoint also overlaps the traditional role of the
Hungarian school system, which is centred on conveying its cultural values. It does not mean the
negligence of the mass media influence but it implies a slightly different attitude compared with the
one, which mainly focuses on the social role of the media and the manipulating nature of the media
texts. Although the aim is the same in both cases: to help students to become critical and
autonomous in selecting, creating and analysing audio-visual texts.

Media Education brings the everyday culture of people to the school. Its fresh and flexible content
and methodology can help to renew the old education system, which has sometime been very far
from the children’s experiences. This is even truer in the case of our formal socialist countries,
where the modern sociological attitude was very strange to every segment of the education.

Age to start teaching about the media
Everybody agrees that the TV has a great influence on young children. They spend long hours
watching telly: from cartoons to horror films. Which kind of influence does it make on their emotions
and thoughts? A lot of research projects were conducted on the subject but we have not found the
right answers yet. Otherwise a child of 5-6 knows at an elementary level: what she or he sees on
the TV screen is not the real life. What else can we tell them at this very young age in the school
and how do we integrate this knowledge into the curriculum? There are some examples of good
practice in this field. In Hungary for instance a programme and teaching materials have been
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patterned after the Austrian structure have been in use in a few elementary schools but it is still not
a compulsory part of the curriculum.
On the other hand, the cross curricula aspect could be one of the possible options for use in the
primary schools as it has already been tried out in some countries. But it has some week points at
the moment. Although media either as content or means (or as both) could be related well to almost
all the subjects. Using this solution it is hard to articulate the attainment targets of the Media
Education. It can be easily lost among the main curriculum fields.
Although we agree that it is important to speak with children about the media phenomena from the
nursery, we have not yet seen a clear framework of it for the formal education system at the very
early levels. The Culture of the Moving Image and Media Education appears in the Hungarian
national curriculum in Years 7-10 (students aged 12-16) like a compulsory part of the studies and
like an optional subject in Years 11-12. Attainment targets for the final examination (at age of 18)
are under discussion.

Methods of teaching media education
The methodology of the subject is based on “creative media pedagogy”. It means to start from the
students’ own experiences gained by their activities related to the moving image. This could be
found in different ways:
1) through watching and analysing some media text (film, TV) or
2) planing or producing the details of the children’s own media text then having them analyse it
together.
Media Education in our sense aims to help children to understand media texts and to improve their
abilities in the field of self-expression through the moving image. This is why it is really important to
use a practical and creative method. The aim of this is to enable children to learn the language and
the use of the expressive means of the moving image.

Types of media texts used for teaching about the visual language
When we decide on choosing high quality media texts to start the studies, which include the
remarkable moments of the history of the moving image, it does not mean simply trying to defend
children from the “bad” influence of law culture media. On the contrary if we organise our work only
around examples like ads and soap operas just because they are considered to be the most
influential media texts and in the same time we ignore the existence of the alternative ways of the
visual expression we also say: This is the only choice of how things can be because all of these are
the products of complicated interests and motives of powerful organisations running the world of the
media. It is not so simple. If we let the students explore the wonder of that world, the moving image
created during its more than hundred years of history, they will recognise the thousands of means
of the audio-visual communication they can choose.
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Since our students have grown up as consumers of media texts most of them have a lot of visual
stereotype in mind so part of the tasks they are given during their studies are for making them
aware of this fact. To learn the audio-visual language the best option is to have the students make
the media texts themselves: or at least to plan and produce part of them. Quality is important later
but not in a professional sense. But first, their own products can be used to find out problems by
themselves and then to seek accurate forms of self -expression.

They can try to make short video films using simple ideas, stories, use desktop editing with
readymade pictures and soundtracks, or use their own materials. If it is not available (as it is not at
the moment) for all the schools this can be replaced by simpler ways, for instance making the
storyboard or using still pictures, putting one after the other, imitating movement. We can see a lot
of great examples for this among the teaching materials and in the practice developed by the
English media educators and I am sure in other countries as well. We are very eager to get to know
about these practices. In Hungary we also try to increase the number of such kind of teaching aids
as you can see in our program but we are only at the beginning of this work. However we have
already developed a coherent concept and structure with flexible content, as the subject needs.

Besides teaching the students how to understand and use the audio-visual language it is equal
important to speak with them about the media phenomena: the interests, motivations and ideology
of the institutions running and producing media products, the broadcasting systems and the
complicated nature of mass culture. While the moving image texts of art are determined “only” by
aesthetics rules those of mass culture have a more complicated structure combining aesthetics
aspects with the rules of the “culture industry”. We need to know and use the achievements of
different social sciences in order to be able to give adequate answers to the questions previously
raised in the “deconstruction” of these types of texts. That is why we have chosen: first to teach the
basic elements of the “pure” language and secondly to start to speak about the media phenomena
more and more as the children get older.
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The means of the assessment is a very important problem waiting for solution and the collaboration
of media educators. Media Education as a subject has a special place in the school. It does not
really fit in to the traditional education system:
- it is hard to push it into the length of a normal lesson
- it combines practical and theoretical activities
- its content is very flexible and can not be “canonised” as in the case of , for instance,
mathematics or history
- it is not just about how to obtain knowledge on something but its studies also have to ends
in some products made by the students
- this product is obviously not a piece of art because its aim besides self-expression is to
prove the students' ability of critical understanding of the complicated social and media
phenomena
- so the assessment of this product is not very easy: Media Education is neither an art
subject nor it is a part of the social sciences.

Conclusion
Our conclusion could be that Media Education needs to have developed its own system of
knowledge, methodology and attainment targets to create a suitable and reliable structure. For this
we need to conduct important and numerous research projects in the fields of Media Pedagogy (if it
is exists on its own at all), Media and Communication Studies and Visual Literacy (meaning here
how does the increasing of visual knowledge influences our abilities in the cognitive achievements).
All of this needs to be co-ordinated and communicated among researchers and media educators
throughout the world dealing with the problem in order to establish a reliable scientific background
for this new subject called Media Education what should aim no less than helping in the preparation
of the new generations to cope with the cognitive revolution which the social, technological and
scientific development of the human life is bringing us at the turn of the century.
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Appendix
Media Education in the Hungarian National Curriculum
In 1996, after 10 years of preparation, the ‘Moving Image Programme’ was accepted to aid in the
implementation of the new subject, titled ‘Culture of the Moving Image and Media Education’, into
the new National Curriculum. The new subject will be starting with the Curriculum from 1998/99. It
will affect students in Years 7-12 (students of 12-18). The aim of creative media pedagogy is to
improve visual language reading and writing skills as a vehicle for understanding the media and the
world of images surrounding us. Media education has already had a long history within the
aesthetic and semiotic tradition and has now combined with aspects of sociology and civic
education.

The parts of the ‘Moving Image Program’

Initial teacher training program
The first initial teacher-training course was launched within the Aesthetics Department of a major
Hungarian university (ELTE, Budapest) in 1994/95. It could serve as a model for the future media
pedagogy training. The 35 students of this first course finished their studies in 1997/98. The training
in the 8-term course takes 12-14 hours a week. It contains 8 terms of film history and analysis, 6
terms of practice for film structure and theory, 4 terms of mass-culture theory, practice of film
criticism, theory of television genres, teaching methodology and practice. There are more initiatives
in progress all over the country (in six institutions of higher education).

Support network and in-service training courses
The implementation of the new subject needs experts with special professional and managing
qualities. So 30 people were chosen to take a course of 600 hours in order to become moderators
in the different counties. They generally have a great partnership with the members of the County
Education Institute. Their tasks are to establish the Regional Media Education Centers (support
network) and organise their work, manage the implementation process in their region, provide inservice training courses for teachers, and to offer a consulting service.

In-service courses organised by the Regional ME Centres
Since 1997, there have been in-service courses (30-120 hours) in six cities. About 20-40 people
take part in each of them.
Their aims are as follows:
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-to introduce teachers to sample media education syllabuses based on the Statutory Guidance and
new teaching materials;
-to give basic information on the implementation of the new subject;
-to help teachers create their own media education syllabus within their local schools’ curriculum;
-to give some examples of how to teach about film language, creative media pedagogy, analysis
and so on.
By 2002, the year of the first general exam (10. Year-16 years) of media education, we aim to have
about 200 graduated teachers and 500 with basic practice in teaching media education.

Media Education in the Curriculum
Syllabus Database

Although the national Curriculum requires a minimal element of the ‘Culture of the Moving
Image and Media Education’ from every student before taking the general exam, the
school decides what kind of programme to choose between the three different levels:
minimal, general or extra.

Minimal

General

Extra

7-8 years

15- 20 (lessons per
year)

25- 30

45- 50

9-10 years

20- 25

35- 45

65-75

Media education is a required subject either on its own or as integrated part of other curriculum
areas such as Hungarian, History and Civic Education, Visual Culture and Information Technology.

The National Institute for General Education collects syllabuses for all types of media work. It has
also ordered some samples, which are beyond the expectation of the attainment target and based
on experiences. This database is available in every Regional Media Education Centre and through
the ‘SULINET’ (a closed-community Internet chain developed specially for schools) as well.
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Teaching materials:
Textbooks, manual for teachers, readers, audio-visual teaching aids
Textbooks with different aspects of media work (aesthetic, semiotic, sociological or mixed) have
already been released. One of them is designed for children ages 6 to 11 which have not yet been
exposed to the statutory media curriculum.
There is a teaching pack with a textbook, a manual and a reader. This covers the entire
requirements of the curriculum (Years 7-12–students of 12-18). It emphasises the study of the
special moving image language and the working of the mediated communication. The textbook
(‘Culture of the Moving Image and Media Education for students of 12-18’) is built up according to
school stages (from 7 to 12 Year).
The contents in brief:
Year 7 (12-13 years old)
The age of technological images
CULTURE OF THE MOVING IMAGE
The (photo)copy of reality
Information and meaning
The art experience
Summing activities
MEDIA
Summing activities
Year 8 (13-14 years old)
CULTURE OF THE MOVING IMAGE
Experience and memory
The basic film language (plans, lighting, music etc.)
Schemes for moving pictures
Author’s intentions, audience’s expectations
Representing the reality
Genres
Medium of format
MEDIA
Television program timing
Summing activities
Year 9 (14-15 years old)
CULTURE OF THE MOVING IMAGE
The metonymy/synecdoche
Moving image narration
The narrative, the story and the plot
Literature and film: Different arts – different languages
MEDIA
Types of TV broadcasting (public service and commercial TV; live and recorded)
TV genres
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Soap opera
The TV shows
The Star
Summing activities
Year 10 (15-16 years old)
CULTURE OF THE MOVING IMAGE
The actor/actress on the moving picture
What does the actor/actress say and how?
The creation of the spectacle (the technical image)
The relation between the camera and its object: the composition of the picture
The mould for the expression by the moving image: The technology
Film and reality
MEDIA
The advertisement
The clip
Summing activities
Year 11 (16-17 years old)
The montage
The double face of the culture of the moving image (high culture – mass culture)
Popular film – “Author” film (art film)
The genres of the popular film
Some signposts for the analysis (the narrative structure and the style)
MEDIA
The news (facts and opinions, impartiality, the nature of the news etc.)
The news programmes
Year 12 (17-18 years old)
CULTURE OF THE MOVING IMAGE
Some signposts for the analysis
Some important styles of the film history: German Expressionism, French Avant-garde, Soviet
Avant-garde, Italian Neorealism, French New Wave, Czech New Wave, West-German New Film
MEDIA
The age of the TV screen
New media and phenomena

The content of the reader (‘The age of Images’) is fit well to the viewpoints of the textbook. It is a
selection of 60 classical and contemporary texts on film and media by international and Hungarian
authors. The manual is a methodological aid for teachers and also contains a wide ranging
bibliography and a list of films suggested for film and media work.
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The audiovisual aid of this pack provides teachers with samples for practical work using camera. It
shows the work of 10 students together with a teacher and gives differing analyses of video pieces
made by them.
The first piece of multimedia CD-ROM for media education is also under development. It contains
the oeuvre of a major Hungarian film director, Miklos Jancso, with a colourful historical and cultural
background.
A collection of films forms the basis of the education. It is important to make them available for the
schools. The Hungarian Film Archive gives great attention to the renovation and the collection of
the works but it can not supply all the schools in the country. The only solution is to store a
collection of films on videotape in every Regional Media Education Centre. With the co-operation of
an art video-distributor (Odeon Art Video) a remarkable part of the film list has already been
available.

Regional Media Education Centres
As it has already been mentioned above this network serves to help in the implementation and
ongoing work in schools. In the May of 1998, there were 23 Centres, at least one in each counties
and 3 in the capital. The network has already set up libraries with an increasing number of special
books and videotapes.
As part of their controlling work they conducted a research to investigate the preconditions of the
media education in the schools. The result contains the answers of almost the all secondary
schools (443) and some of the primary schools (398). 20% of the secondary schools have already
had some kind of tradition in media education. Most of the cases included film aesthetic education
within the literary curriculum and film clubs in the schools. The research found 347 teachers dealing
with media education in some way.
About the equipment: In an average secondary school there are 13,3 TV sets, 6 VCR, 1,5 video
camera, 33 PC, 34 art videotapes, 35 special film and media books.
Plans about the role of media education in the local schools’ curriculum:

On its own

Secondary schools

Primary schools

8%

4%

Integrated in Hungarian cur. 21%
(literature and language)

12%

Integrated in Visual Culture cur.

25%

16 %

There were plans for the integration in Civic Education and Information Technology (as mentioned
above), but a big part of schools remained undecided at the time of the research.
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The level of the education (planned data):
Secondary schools

Primary schools

Minimal

22%

35%

General and Extra

18%

20%

Has not decided yet

62%

45%

Attainment Targets
The ‘Culture of the Moving Image and Media Education’ appears in the General Examination Order
as one of the optional subjects. The development of the attainment targets is in progress.
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FRANCE

Can Media Education be Evaluated?

Evelyne Bevort

The media education programme in schools has had considerable enthusiasm on the part of the
teachers. Yet, despite the dedication and drive of teachers to promote media education, one still
needs to have a closer look at the results. The debate generally centres on specific aspects of
media education: methodologies, pedagogic activities, teacher training, but rarely the evaluation of
media education itself is the theme of discussions.

Pupils are the focal point of this process. However, one can never define categorically what
developments have taken place, nor point out the exact skills pupils have acquired in the process as in any other education-based structure.

Therefore fundamental questions arise:
•

What have students learned through media education?

•

How has media training affected their relation with the media?

•

What is the connection between media education and curricular training?

We have no immediate, clear-cut answers to these questions; they need to be studied in depth.
This is the objective that CLEMI set itself in launching this evaluation in 1995.

This evaluation is not a finalised report but a study in progress, an inventory of tendencies, patterns
and phenomena. It does not make definitive assessments of the knowledge and skills that have
been acquired, the attitudes that have been adopted or the changes that have taken place. Its goal
is first and foremost to locate problem areas of understanding and to study the interactio n between
teachers and pupils in order to re-orientate our activities accordingly and tackle specific problems in
a more targeted way. Evaluation gives teachers an incentive to clarify their objectives and adapt
their teaching methods. This, in turn, enables them to judge the impact of media teaching and
analyse its effects on their activity.
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Evaluation faces specific problems when media education is concerned. To begin with, contents
and methods evolve according to a number of parameters. Being neither a discipline nor an
established teaching area, it is fitted into time slots at the discretion of the teacher or the school. Its
form and its content depend largely on supporting disciplines, pedagogic choices made by
educators, the school environment, and also to a considerable extent on the sociocultural
background of the pupils. Specific cases have to be taken into consideration on an individual basis
before an overall meaning can be attributed. The evaluation allows highlighting tendencies, to
identify areas of misunderstanding and shortcomings in pedagogic processes- all of which serve as
invaluable, if not infallible, indicators.
Since 1995, three distinct studies have evolved:
The first (1995, 1996) tried to create appropriate evaluation tools. The second (1996,1997) charted
the new “Image and Media” training piloted in 15 secondary schools in Paris. The third (1997,1998)
focused on media evaluation in populations of severely under-performing pupils.
Since traditional tools such as interviews and questionnaires were inappropriate for these pupils,
the CLEMI had to develop new techniques. For these three studies, schools were chosen according
to three criteria:

•

Media Education had to have figured for several years in the school’s activities, lead by a
teacher trained by the CLEMI within the framework of the national training plan.

•

The sites concerned had to be evenly spread throughout France

•

The selected schools represent a cross-section of French schools: that is, in both rural and
urban zones, small residential towns, and the Priority Educational Zones (Zones d’ éducation
prioritaire), noted for a high proportion of pupils from problematic socio-economic environments.

Finally, the teachers concerned instigated different methods: working individually, multi-disciplinary
team work outside of school hours, and work in a specialised Communications and Information
Technology Workshop (Atelier de practique des techniques d’information et de communication).
We used different techniques in collecting the data for our research such as:
- questionnaires for pupils
- semi-structured interviews with pupils (in small groups)
- interviews with the teachers
- observation of classes during their activities
- one-to-one sessions with the teachers to discuss their appraisal of our evaluation results
concerning them
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These methods ensure a flexible but structured contact with the teachers, their activities and their
pupils. Our goal was to open new ways in the context of rapidly evolving media education.
Teachers were free to pursue their activities exactly as they had planned-as the objective was to
study the way each school operated.

Questions at the outset
The research team chose to test a limited number of theories on the impact of media education in
schools. Here is a summary of those theories, listed separately for pupils and teachers.

The Pupils
1. Media education develops their skills as readers or viewers. This theory focuses on the way
pupil’s awareness as consumers of media messages is highlighted.
2. Media education helps the pupils to acquire specific skills in producing media documents
especially the ability to create media messages based on script and audio-visual material.
3. Media education facilitates the acquisition of certain traditional curricula. The goal is to
strengthen pupils’ learning capacity through media exposure, thus facilitating the transition
between scholastic and media environments
4. Media training encourages pupils to participate in communal activities. This theory involves
communicating values of good citizenship through more active participation in the classroom as
well as in the community.
5. Media education enhances pupils’ motivation as has been proved in earlier studies
6. Media education develops pupils’ ability to distinguish between different sources of knowledge.
While the media is undoubtedly the major source of information, schools aspire to do more than
just inform pupils, but transform the information into personal knowledge which they can use
creatively when they need.

To what extend does media education succeed in empowering pupils to assimilate information they
obtain through the media and integrate it into their personalised culture?

The Teachers

The aim was to define certain processes of change:
1. Media education actions incorporated in the teacher’s activity
2. The teacher’s pedagogic relationship to pupils
3. The potential role of the CLEMI
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4. The relation between teachers who work in media education and those who don’t

The results of our research
The results shown in the table below do not represent a cross-section of French school population.
Each theory needs to be analysed in much greater depth (a study which the CLEMI will undertake
and publish in its research report).
The first result, gathered after a 2-year evaluation, indicates that pupils, teachers and researchers
have been lead indirectly to clarify certain important questions raised by working with the media in
the classroom, providing the opportunity for reflection and for fine-tuning the steps involved.
Concerning the pupils, four major elements can be singled out which, have a common basis: the
way pupils relate to the media overlaps with the way they relate to the outside world, since their
relation with the media constitutes part of that larger relationship.

There’s reading and reading…
Surprisingly, we found that in certain Priority Educational Zones (ZEP) there had been a decline in
reading the daily newspaper since the beginning of the year. This is not necessarily a negative sign.
The decline is attributed more to the pupil’s impression of the time they spent reading than to a
factual report. They have acquired a clear notion of the press and perceive the act of reading in a
more mature way. Similarly, the fact that pupils spent less time watching the television seems to
give a sharper sense of awareness. A logical future study would be to work directly with the pupils
to help them analyse their actual use of the media. Their identification with the media could be
highly instrumental in helping them to accept more readily their role in society.

Identity-specific media as refuge
Our second finding helps to confirm the first one: pupils increasingly read magazines targeting their
age group. They identify intuitively with the material they chose to read. Pupils from under-privileged
backgrounds access to the daily press shows a real gap between the cultural heritage, transmitted
by the press, and their cultural milieu. Their relation with the media is symbolic of their relationship
to society at large. Media education would thus become a study grounded in the culturally specific
media, which could then lead progressively to more general forms of media. In other words, pupils’
interaction with the media would then become the means of re-appropriating their cultural heritage.
Cognitive citizenship with its emotional charge could thus be fostered through media education.
This is a first step towards a much wider form of citizenship.
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The desire to “see what is behind the media”
Our third finding presents a closely related phenomenon: Students were interested to see what was
behind the media, impatient to decipher how to read the meaning of images (which they find more
disturbing than texts) and to dissociate themselves with the critical awareness from the media.
Pupils, especially those from privileged backgrounds (those who can access their cultural heritage)
sense that their relation to the media depends partly on their relation to the world. This
demonstrates how vital it is to create educational media activities with a much wider focus. Thus,
media education is intimately tied to questioning the world around us. Teachers, and pupils, see
within its objectives a more encompassing form of training which leads to a reflection on citizenship.

Media education and citizenship training
The necessity arose from linking civic training to media education. This need became all the more
evident when teachers were working with visibly deprived pupils; in these cases, teachers felt that
they were addressing a problem of social integration.

Good citizenship and personal expression in schools
The second important finding concerns the change that had taken place in their pedagogic relation
to the students. Without exception, all the teachers considered this change as positive since it
allowed pupils to express themselves and to have a greater self-confidence. This was no longer the
stereotypical teacher/ pupil relationship, being respected as individuals has empowered students in
their speech, in their choices, in their role as citizens at schools. Teachers strive to reintegrate the
outside world in the social history of their pupils.

70
Educating for the Media and the Digital Age

Table-Summary
Whatever the school population involved, certain results occur regularly.

Theory

General Results

Pupils
Change in viewer skills

Visible improvement, texts and audio-visual
results differ

Specific skills gained in producing media
documents

Depends on pedagogy used

Learning curricula

Difficult to define, depends on objectives,
teachers and pedagogy

Taking part in communal life

Visible improvement

Scholastic motivation

Notable improvement has been observed

Awareness
knowledge

of

different

sources

of

Difficult to assess, probably positive effect

Teachers
Change in teachers’ work

Visible change in teachers’ relation with
subjects

Change in teachers’ pedagogic relation to
pupils

Considerable change, also felt by pupils

Relation between CLEMI-trained teachers
and others

Interesting number of ways in which they
cooperate, contagious effect
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Conclusion
The results of the CLEMI’s evaluation takes two dimensions.
Firstly, the overall positive results of media education in schools: pupils acquire new skills as
viewers, take more active part in class activities and commit themselves more readily to what is
often lacklustre school agenda. The diversity of our results nevertheless does not encourage us to
make generalisations. There is undoubtedly room for improvement and one needs to re-examine
our principles to redefine the options they entail. There is an on-going debate between the
conceptual and the empirical in media education. Other dual problematic areas are analysis versus
production, imitating professionals versus criticising the media, descriptive versus ethics etc.
The second aspect concerns the actual process of evaluation. In order to evaluate efficiently, one
need to forge new teaching models. Evaluation is the prerogative for teachers as it provide them
with a unique tool for piloting their own activity. Re-appropriating media education clarifies their
objectives, makes them choose their activities and act as observers of their own practice.
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MACEDONIA

AMAE-INTERMEDIA
Multiethnological Education through Multimedia Workshop

Sonja Bojarovski

Who are we?
NGO AMAE-INTERMEDIA is a Non-Governmental Organisation, Association for Multimedia and Art
Education and Literacy of citizens of all ages. AMAE-INTERMEDIA directs its activities towards
organising projects, seminars, workshops for education in technical and media literacy (television,
radio, press, computers) and all art forms (film, theatre, painting, photography, music, literature,
ballet, folklore etc.). The goal of education in media literacy is to demystify the role of the media and
to prove the fact that media should serve the people, but also be an instrument and a craft known to
all citizens regardless of their age, nationality and sex.
AMAE-INTERMEDIA engages professionals in the activities and programs of the Association. This
experience should help them to improve their professional lives and to inform them about the new
developments.
The AMAE-INTERMEDIA activities regarding the fine arts will be guided by the principle “Every
person has potential for art expression and education”. The purpose of the Association is to release
and to express these potentials and creative possibilities through different art techniques.

Project “PLAIT”
The project “PLAIT” is composed of three inter-linked subjects : Multimedia, Education and
Multinationality. The target group of this project are the 14 to 16 years olds of all nationalities that
live in Macedonia (Macedonians, Vlachs, Serbs, Turks, Albanians, Roms). The purpose is the
making of a multimedia ethnologic workshop with multimedia literacy. The project is also educates
and introduces them to the culture of teenagers of other nationalities.
PLAIT is going to help them not to look at a person of another nationality as a stranger, but as an
undiscovered enigma. In order to introduce them to the culture of other nationalities without
prejudice, an interactive workshop is used. PLAIT does not burden the person with racial, sex or
national differences and allows that the other people’s cultures have the same goals as their own,
the highest achievements of the civilisation: trust, friendship, adaptability, education, love.
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Parts of the
project

Introducing
the
institions
involved in
h the project

Multimedia
education

Interactive
mutual
getting to
each other

Working
of the six
ethno
topics

Realisation
of the ethno
topics
through
multimedia

The objectives of PLAIT are
- to develop critical awareness towards the media
- to develop an educational network of media and arts in the Republic of Macedonia and to link it to
the European and the world multimedia networks
- to enable the young for individual and creative approach in philosophy, sociology, ethnology,
philosophy of the language, folklore, human rights, media and culture
- to create a workshop for professional orientation which will help the young people to chose their
profession or hobby
- to develop the skills of communication between young people of the same age and ethnic
background living in the same area
-

to develop an interest in the anthropological phenomenon: acculturation (cultural contact), the
process of two way interchange of cultural information without conflicts and making the
existence of superior or inferior cultures on the same multinational territory impossible.
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MULTIMEDIA

Project

Television

Publishing

Radio

Film

Photography

Computers

ETHNOCULTURE OF THE ETHNIC GROUPS

Project Activities

The
Confusion
of Babylon

When
the cat
purrs

My
grandfather’s
hat

Folklore
Plait
Songs

What has
been
cooked in
my
grandma’s
pan ?

Folklore
Plait
Dance
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CANADA

Canadian Media Education and CHUM Television Ltd:
A Case Study in Partnership

Sarah Crawford
John J. Pungente

Introduction
Canada is one of the largest countries in the world but as a country whose population of 30 million
[there are more people in the state of California than in all of Canada] is all contained in a narrow band
that stretches for some 4,000 miles across a continent, we are painfully aware of the importance of
communications. There are three national conventional television networks – one private and one
national (with two channels – English and French). Some 76% of TV homes have cable. Cable
subscribers can receive up to some 58 specialty channels and some 10 pay-TV channels. As well
about 3% of TV homes have satellite – most of these in the far north where there is no cable.
In Canada secondary school film courses blossomed in the late 1960's and the first wave of media
education began under the banner of "screen education". An early organisation called CASE
(Canadian Association for Screen Education) sponsored the first large gathering of media teachers in
1969 at Toronto's York University. Participants came from across the country. Largely as a result of
budget cuts and the general back-to-the-basics philosophy, this first wave died out in the early
seventies. But in the 1980's and 1990's there was new growth in elementary and secondary school
media education. And, as of September 1999 media education will be a mandated part of the English
Language Arts curriculum across Canada.
Canada's ten provinces and three northern territories each have their own respective education
system. With responsibility for education resting in the hands of the provinces, there are differences
in how each province deals with media education.

Factors in the Development of Media Education
Over the past thirty years of teaching media education, travelling around the world to see it in action
in various countries, in my research, and from talks, e-mails, letters and phone calls from and with
so many media educators from all over, I have found that there are a number of factors which must
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be in place in order for Media Education to work properly in any given place – whether that be a
country, a province or state, or an individual school
district/board. Here is a list of these basic factors:
Firstly, Media Education, like other innovative programs, must be a grassroots movement and
teachers need to take a major initiative in lobbying for this.
Secondly, educational authorities must give clear support to such programs by mandating the teaching
of Media Education within the curriculum, establishing guidelines and resource books and by making
certain that curricula are developed and that support materials are available.
Thirdly, faculties of Education must offer courses to prepare teachers to teach Media Education and to
this end must hire staff capable of training future teachers in this area. This is the single greatest lack in
Media Education in Canada. Teachers are required to teach it as part of Language Arts curricula
across the country but there is almost no training in this area for teachers. There should also be
academic support from tertiary institutions in the writing of curricula and in sustained consultation and
research.
Fourthly, in-service training at the school district or school board level must be an integral part of
program implementation.
Fifthly, school districts or school boards must have consultants who have expertise in Media Education
and who will establish communication networks.
Sixthly, suitable textbooks and audio-visual material which are relevant to the country/area must be
available.
Seventhly, support organisation must be established for the purposes of workshops, conferences,
dissemination of newsletters and the development of curriculum units. Such a professional organisation
must cut across school boards and districts to involve a cross section of people interested in Media
Education, including parents, teachers, and media professionals.
Eighthly, there must be appropriate evaluation instruments which are suitable for the unique quality of
Media Education.
Finally, because Media Education involves such a diversity of skills and expertise, there must be
collaboration between teachers, parents, researchers and media professionals.

Working with Media Professionals
In many countries, media educators and media professionals have been reluctant to work together.
For media education to make significant progress in the next century, this situation has to be
resolved. Canada offers a good example of how this can be accomplished. The Canadian tradition
in media education has never contained an anti-media philosophy. As Canadian media
professionals have come to realise that media education does not mean “media bashing’, they have
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been pleased to work with media educators and to collaborate in various ways, including the
production of a number of excellent audio visual materials.
Having access to good media resources is very important for media teachers. This is especially true
in Canada where the new copyright laws complicate the situation. Canada is one of the few
countries in the world, which do not have a “fair use” clause in their copyright laws.
We intend in this paper to concentrate on the innovative collaboration between Canadian media
educators and CHUM Television Ltd., but will begin by giving some examples of other
collaborations:

1. For many years Canadian teachers have used films from the National Film Board of Canada (NFB),
subscribed to their educational newsletters, and taken part in their workshops. Since 1989, the NFB
have issued three video resource packages which have proved veryhelpful for media teachers IMAGES AND MEANING (1988) is an anthology of nine National Film Board productions to spark
discussion and learning in media literacy courses. A small booklet gives a series of discussion
guidelines for classes.
MEDIA AND SOCIETY (1990) is especially useful dealing as it does with media in contemporary
society under four main topics - Advertising and Consumerism, Images of Women, Cultural
Sovereignty, and Shaping the Truth. Each topic is presented with a short, provocative introduction. The
package offers a wide choice of topics in the form of short documentaries, animated films,
advertisements, and excerpts. This video package consists of 3 VHS videos containing 19 NFB films or
film excerpts and a 124 page Resource Guide. The Resource Guide includes activities, interviews with
filmmakers, backgrounds on the films, student handouts, articles and quotes.
CONSTRUCTING REALITY (1993) deals with truth, fact, objectivity and the nature of propaganda in
the media. The six videocassettes or laser discs house an anthology of films, film excerpts, interviews,
and original production material for use in senior media literacy classes. The accompanying 150
Resource Guide raises critical issues around documentary filmmaking and representations of fact and
fiction in mainstream media. The package is organised in six sections: The Documentary Process, The
Viewing Experience, Documentary Traditions, The Search For Truth, Many Voices, and New
Directions.

2. Another resource is The Canadian Broadcasting Corporation's (CBC) INSIDE THE BOX (1990), a
series of six packages each of which include a video and teacher's guide. The subjects dealt with are
Television Documentary, Television News, Children's Television, Drama, Television and the
Consumer, and Television as an Artistic Medium.

3. Beginning in the autumn of 1991, YTV, the Toronto based national youth channel, worked with
Ontario Association for Media Literacy executive, Neil Andersen, to produce media education notes for
their weekly TV program STREET NOISE. As well, YTV commissioned a series of lesson plans for
teachers to accompany their weekly news program for young people. Written by Neil Andersen and
other media literacy teachers - YTV News in Class has dealt with a number of topics including
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Television and Violence. This lesson plan presents ways of discussing such topics as types of
media violence, how to report
violence on the news without showing it and other ways children might have learned violent
behavior. It also offers topics for research into the area of media violence as well as suggestions for
practical activities.

4. The Alliance for Children and Television, a television activist group that promotes quality
television for children, in collaboration with Health Canada has produced the Prime Time Parent kit
which has received a very positive response from teachers and parents.

5. Warner Brothers Canada assisted in the publishing of a 1994 media literacy study guide for the
animated film, BATMAN: MASK OF THE PHANTASM, in Kids World Magazine which reaches
schools across Canada. This guide dealt honestly with the issues of violence in the movie. They did
likewise for other films such as THE SECRET GARDEN.

6. TVOntario (a provincial education channel) has purchased rights to a number of media literacy
programs for teachers and has prepared two interactive satellites broadcasts on media literacy.
Both of these were done with consultation from media literacy teachers.

7. In the fall of 1995 a majority of Canada’s English and French language programming services
delivered on cable and several US cable services working in partnership with cable operators
across Canada, came together to form Cable in The Classroom. Today, Cable in the Classroom is
an alliance of some 33 networks and the Canadian cable operators in Canada. They are committed
to bringing copyright-cleared, commercial free, educational programs to elementary and secondary
schools across the country. Teachers are free to tape programs of interest and reply them in class.
Schedules and support print materials are available. Much of this material is used by media
teachers in a variety of subjects.

8. Also in 1995 a new service appeared on the Internet - on the World Wide Web - called the Media
Awareness Network. It is a bilingual, Canadian education web site dedicated to media literacy
among young people. The site contains a wide range of copyright cleared resources to help
teachers integrate media literacy and web literacy into their classrooms. Resources include over
one hundred and fifty elementary and secondary lesson plans; downloadable games and teacher’s
guides; an electronic “vertical” file of newspaper articles; current statistics and industry information;
and an extensive issues section. MNet has created the Videos for Media Education catalogue,
which offers one hundred and fifteen English and one hundred French video titles - all reviewed by
media education teachers across Canada
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9. The Jesuit Communication Project was set up in 1984 to promote media literacy in Canada. It
also serves as a Canadian resource center for media literacy with a collection of over 4000 books
and periodicals on the media, as well as vertical files on media education topics and a large
collection of media education teaching materials from around the world. It is used by teachers,
researchers, students, and the media from
across Canada and around the world. Twice a year, it publishes CLIPBOARD - the only
international media literacy newsletter - and distributes it to 41 countries. In 1997, the Jesuit
Communication Project working with Gemini winning filmmaker Gary Marcuse, CHUM Television
Ltd., YTV, TVOntario, Warner Bros, and the NFB produced SCANNING TELEVISION - an award
winning collection of some 40 excerpts from television for use in media literacy class. The
accompanying teacher’s guide was written by media educator Neil Andersen. The guide and the
four video kit is published by Harcourt Brace, Canada.

10. Two recent releases have been a kit for elementary teachers, which examines media education
elements in the popular children’s program, Theodore Tugboat. And – in a collaboration between
Shaw Cable (a national cable service) and The Concerned Children’s Advertisers (a consortium of
21 companies who believe that their ability to market and advertise their products and services to
children is both a right and a responsibility)– a kit designed for children ages 9 to 12, TV AND ME.
This kit uses the public service announcements created by the Concerned Children’s Advertisers
(CCA) to discuss specific media education concepts. CCA has also worked with media educators to
produce two public service announcements (PSA’s) aimed at elementary children and aired on
many Canadian channels.

11. In January 1999, Pacific Cinématèque in Vancouver issued the first in a series of Film Study
Guides developed with the assistance of Alliance Films, Famous Players, the Vancouver
Foundation and the British Columbia Arts Council. The plan is to issue six to eight of these guides
for current films free of charge to secondary schools across Canada. These guides are similar to
those developed by Ian Wall’s Film Education group in London which has for a number of years
produced film study guides for British schools.

CHUM Television Ltd.
One Canadian broadcaster stands out as a major supporter of media education in Canada. This
support has been developed over a number of years in relationship with Canadian media educators
especially The Jesuit Communication Project and the Ontario Association for Media Literacy.
CHUM Limited is one of Canada's foremost broadcasting companies and program providers which
currently owns and operates 24 radio stations, six local independent television stations and seven
specialty channels across Canada. Local television services include Toronto's Citytv, The New VR
in Barrie, CFPL, CKNX and CHWI television stations in South Western Ontario and CHRO in the
National Capital Region around Ottawa. Specialty services include MuchMusic; MuchMoreMusic;
MusiquePlus (50%); Bravo!; Alberta's Access, the Education Station; MusiMax (50%) a 24 hour
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French Adult Music Television Station; and Space, the Imagination Station. CHUM Limited has
also been granted digital specialty channel licenses for Star - the Entertainment Information Station
and Canadian Learning Television and will be launching both services in the fall of 1999.
For many years, CHUM Television has been a strong supporter of media education through its
programming - MediaTelevision, MovieTelevision, Fashion Television, Too Much For Much,
Scanning the Movies, and special editions of The NewMusic - as a Founding Member of Cable in
the Classroom, and as a supporter of the Jesuit Communication Project. CHUM began producing
and distributing MuchMusic’s media education programming in 1989. CHUM television plans to
sponsor the media education pillar of Summit 2000.

1.Media Education and Local CHUM Television Stations
When CHUM acquired several new local stations in Ontario, it was decided that these stations
would take on a significant role in media education. The first of these new stations to be involved
was the New PL in London, Ontario. In December of 1998, John Pungente, SJ and Carolyn Wilson,
president of Ontario’s Association for Media Literacy, were featured in a series of 30 seconds spots
about media literacy which will air on many CHUM television stations. The London School Board
had designated February 1999 as a month of media literacy. CHUM sponsored a series of media
literacy workshops to teachers, parents and students as well as bringing students to the station.
Later in the year, more workshops will be presented both in schools as well as to students at the
Faculty of Education at the University of London. Previously, in 1998, workshops had been
presented to faculty of education students and teachers in Ottawa. In the fall of 1999, similar
workshops will be offered in other areas of Ontario and sponsored by CHUM. CHUM television
works with educators to design Study Guides to accompany each of its media education programs.
These guides are available either in hard copy or on CHUM television and Cable in the Classroom
web sites.

2.Media Television
Media Television examines the world of communication and image. It's a look inside the media
process: the written and broadcast world, the single still picture, the techniques, the tricks, the
technology, the future, the impact, the fate. From the psychology behind a great ad to the media's
role in the sweeping sociopolitical changes in the world, information has become the most valuable
commodity in our culture today.
Media Television travels the globe, deciphers the data and answers the most asked questions:
"What's next? What does this mean to me?"
It presents the superstars of cyberspace; the pioneers of the electronic frontier; the corporate giants
jockeying for position on the superhighway that will bring us into the new millennium. The regular
segment WIRED connects us to the gadgets, gizmos and the gear to get on-line. SPOT centers on
the world's hottest, most compelling ads -- their marketing campaigns, their effectiveness. Media
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Television examines the art of propaganda and the selling of desire. It is available in many
countries around the world and has a great potential for use by teachers of media education.

3.Too Much For Much
MuchMusic’s program Too Much for Much is an occasional series that is produced by MuchMusic. It
provides a live television forum for parents, teachers, students, musicians, experts and media
professionals to examine controversial popular music. For example, questions are discussed such
as: why MuchMusic will not play a certain music video; whether musicians who are criminal
offenders should get airplay on MuchMusic; whether “shock-rock” groups like Marilyn Manson have
a significant influence on teenagers; who defines community standards and how do they differ by
country and region.

4.The New Music
Now in its twentieth season, MuchMusic’s The New Music, is television’s longest running journal of
popular music and youth culture. It provides an intelligent take on pop culture that places popular
music into a social and cultural context.
Among the topics covered in this series are violence in popular music, the sponsorship of popular
music by tobacco and alcohol companies, the impact of technology on the business and artistic
worlds of music, the role of women in music videos, the connection between music and image in
popular music, issues about our knowledge and feelings towards AIDS/HIV and those who are
victims of the virus.

5.Fashion Television
Fashion Television is a weekly half hour compelling collage of the latest in pop culture broadly
defined; the clothing as well as the art, photography, advertising and architecture. The show is a
global search for visually stimulating creations whether they are in fashion, architecture or
photography. The show is seen in 100 countries around the world.

6.Movie Television
Movie Television is available in over 100 countries around the world. It includes in-depth interviews
with directors and stars of current movies as well as a backstage look at the various elements which
go into the making of movies. It also is seen a number of countries around the world.
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7.Scanning the Movies
Scanning the Movies, created, produced and hosted by John J. Pungente, SJ, is t he international
award winning half hour television program which looks at one current movie a month. The program
began broadcasting across Canada on Bravo! in September 1997. Scanning the Movies is for
anyone with an interest in the movies. It is of special interest to movie buffs as well as to those who
teach or study the movies. Movies are a powerful marriage of image and sound, an exciting yet
complex means of affecting how we feel and even how we think. While many of us understand
something about the books we read or the music we hear, we don't necessarily understand as
much about the movies we see. This show is a way to "read” movies, to discover how they work
and how they communicate through the magic of story telling on the big screen. Scanning the
Movies is about giving audiences new ways of looking. It’s about discovery, appreciation, and
critical understanding of movies.

The first season of the show looked at such films as LA CONFIDENTIAL – a study of film noir, MAD
CITY – the way the media can manipulate news, CONTACT – the interaction between science and
spirituality, WITHOUT LIMITS – an examination of what drives a man to be a star, THE POSTMAN
– an ideological look at the future of the USA, CONSPIRACY THEORY – the modern day rush to
belief in paranoia, WILD AMERICA – a look at family values, SPHERE – the science fiction genre,
and QUEST FOR CAMELOT – the animated musical for children. In the second season the films
discussed included: THE WIZARD OF OZ - an examination of what makes this film such a classic;
HOME FRIES - a look at black comedies and the way in which studios structure trailers; JACK
FROST – how fathers and son relate; YOU'VE GOT MAIL - the role of the internet in personal
relationships; MESSAGE IN A BOTTLE - genre of the romantic movie; THE KING AND I animating a classical musical, MATRIX – the use of special effects in putting across a serious
message about appearance reality, and WILD WILD WEST - turning a popular TV series into a
movie.

The Scanning the Movies study guides and lesson plans can be found on the Cable in the
Classroom web site (http:// www.cableducation.ca) and on Bravo! web site (http://www.bravo.ca).
Neil Andersen, executive member of the Ontario Association for Media Literacy, award winning
author, and teacher of English and Media in Scarborough, brings his skills to the preparation of the
Internet study guide and lesson plans.

Some episodes of Scanning the Movies are also aired by CHUM Television cable channels SPACE
and Access. Both the USA and New Zealand have expressed interest in the series. Discussions
are ongoing regarding this with the USA Bravo channel. The program has been renewed for a third
season to begin in September 1999.

The series has been both a critical and popular success. The Toronto Globe and Mail wrote,
“Pungente’s deconstruction of popular movies makes for enlightening and compelling viewing.”
While the Toronto STAR called the program “ one of Canadian television’s best kept secrets . . .
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Pungente relies on phrases and ideas that are colorful, accessible and clear, delivered in an
informal style that combines curiosity with genuine enthusiasm.” Most important, teachers have
written and e-mailed that they find the video and the lesson plans very useful for class. Scanning
the Movies is a production of Bravo! in association with Warner Bros. Canada Entertainment Inc.

8.CHUM’s Director of Media Education
In the fall of 1997, CHUM Television announced the appointment of Sarah Crawford as Director of
Media Education, CHUM Television. For a number of years as Director of Communications for
MuchMusic, Sarah has worked closely with the Ontario Association for Media Literacy. She has
helped develop media education lesson plans for various aspects of music and popular culture
programming. A very vocal public supporter of media education for many years, Sarah has given
presentations at media education conferences, promoted various media education projects across
the CHUM Television group, and represented CHUM on the Board of Directors for Cable in the
Classroom in its start-up years. She is leading the new CHUM media education initiative which will
be in the area of “new media”. To the best of our knowledge, CHUM is the first national broadcaster
in the world to have a full time Director of Media Education. This is an important step for Canadian
media education and a model for other countries.

9.Scanning the Media
One of the basic factors to have successful media education is to have teacher training available on
a regular basis. Despite the fact that media education is a mandated part of the Language Arts
curriculum across Canada there is very little, if any, teacher training available in this field. In
December 1998, CHUM announced their support of a new media education project which will help
train teachers. As they did with Scannning Television, CHUM will again work with the Jesuit
Communication Project and Face to Face Media on this major new project in media education.
Other funding partners include Heritage Canada, the Canadian Independent Film and Video fund,
and partnerships are emerging with broadcasters, producers and publishers. Kathleen Tyner of San
Francisco and Gary Ferrington from the University of Oregon will work with John Pungente of the
Jesuit Communication Project and Gary Marcuse and JoAnn Harrison of Face to Face Media.
This project aims to create a unique audio-visual package, with a comprehensive Professional
Development Course Guide, other integrated print resources materials and a website, designed to
provide a 12-unit professional development/ teacher education course for teachers new to teaching
media education in the elementary and secondary classroom, Kindergarten to Grade twelve. The
proposed package will include

- Inside Plato’s Cave Media education for teachers
- Scanning Television 2. More media excerpts for use in the classroom, with a teaching guide.
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- Media and Society / Gurus on the Media and the New Millennium A thirteen part broadcast series
about the media

The goal is to provide teachers with an exemplary collection of the best thinking and teaching on
media education from Canada and beyond, to inspire them to explore media and popular culture in
their classrooms with confidence and competency.

As of September 1999, media education will be a mandated part of the English Language Arts
curricula in all provinces and territories of Canada. Yet currently, neither courses nor course
materials are available for requisite professional development/ teacher education in the area of
media. The teacher asks: "What will help me to do a better job of what I have to do? " Inside Plato's
Cave: Media Education for Teachers will be developed to meet that clearly defined need.

The broad, comprehensive, multi-disciplinary approach of this project is reflected in the diverse
teaching and resource materials that we will be creating. Please note that many elements of this
package will be available individually to teachers, parents, libraries, resource centers, and college
and university departments. This approach will enable us to meet diverse needs, to reach a
broader audience, and to engage diverse production partners in the creation of the materials.

1. Inside Plato’s Cave: Professional Development Course Guide
2. Video Collection for Professional Development. Three hours of clips from film and television.
3. Classroom Strategies for Media Education Eight videos, 8 to 15 minutes in length. Master
teachers offer model lessons for elementary, intermediate and secondary level teaching, and
demonstrate production ideas in a classroom setting.
4. Scanning Television 2 : 40 additional video segments averaging 6 minutes in length, for teachers
to use with students in their classroom, with a guide to their use. Based on the successful model
Scanning Television Videos 1-4.
5. Collected Readings. Thirty key articles, essays, debates on media issues, selected to extend and
challenge attitudes and understanding.
6. Website. A site offering up-to-date extensions and links to other media resources, and an ongoing opportunity for continued exploration and learning, with a special focus on issues of digital
literacy. To be part of the Media Awareness Network (http://www.screen.com/mnet).
7. Supplementary Broadcast Series (13 x 30 min.): Media and Society. Gurus on the Media and the
New Millennium This ambitious broadcast series will be developed in conjunction with educational
broadcasters. The purpose of the broadcast series is to provide a snapshot of the state of the art of
media education and analysis, from around the world.
The course will be designed for delivery in a number of ways:
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Firstly as a traditional site-based credit course for teachers in training or professional development
for practicing teachers;
Secondly as a distance education credit course to be delivered on-line, via satellite broadcast, or by
mail as a print and video kit with tutorial; and
Thirdly as a print and video kit purchased for use in in-service workshops or institutes (schools or
school boards or districts) or for self-directed study (for individuals).
Both Inside Plato's Cave and the broadcast series Media and Society will be launched and released
conjointly with the international conference, Summit 2000 to be held in Toronto in May 2000.

10.Summit 2000
Summit 2000: Children, Youth and The Media – Beyond the Millennium is an international
conference to be held in Toronto, Canada from May 13 to 17, 2000. The conference will draw some
1,500 delegates from around the world. Delegates will be people involved in the production and
distribution of screen based - television, film, computer - media for children and youth, as well as
anyone involved in media education – such as teachers, researchers, educators, community and
religious groups. This will be a unique opportunity for those who use an d teach about the media to
meet and talk with those who produce and distribute it.

The program will focus on three content pillars:
Media Production and Distribution
Academic
Media Education

CHUM Television plans to sponsor the media education pillar of Summit 2000. Several members of
the CHUM staff will make presentations at the conference and the closing keynote of the
conference will be given by Moses Znaimer, President and Executive Producer of CHUM’s
Television stations.

The Summit is being coordinated by the Alliance for Children and Television, The Jesuit
Communication Project, the Association for Media Literacy and the American Center for Children’s
Television. The media education pillar is being organized by the Ontario Association for Media
Literacy and the Jesuit Communication Project. The international steering committee is made up of
one representative from each of Canada, Central and South America, the CARICOM countries,
Asia, the USA, Europe, the Antipodes and Africa. Further information on Summit 2000 can be found
at http://www.summit2000.ne

87
Educating for the Media and the Digital Age

Conclusion
This partnership between CHUM and Canadian media educators has grown over a number of
years. Both groups are comfortable working with each other. CHUM values the educational
expertise that educators bring to the study of screen-based media. Media educators do not fear
that CHUM will take over media education and use it for their own agenda – promoting their own
products. CHUM has demonstrated time and again that their interest in media education is a
serious and concerned one. They feel that as producers of media that they have an obligation to
help people understand the product and become intelligent, informed consumers. Canadian media
educators have been fortunate in this partnership which has been most beneficial to the
development of media education in Canada. There is no reason why this could not take place in
every other country around the world.

Contacts
ALLIANCE FOR CHILDREN AND TELEVISION (ACT), 1002 - 60 St. Clair Avenue East, Toronto,
Ontario M4T 1N5, (416) 515-0466, Fax: (416) 515-0467, E-Mail: acttv@interlog.com.
ASSOCIATION FOR MEDIA LITERACY, #2204 – 1 Aberfoyle Crescent, Toronto, ON M8X 2X8, (416)
696-7144, E-Mail: aml@interlog.com
CABLE IN THE CLASSROOM, 1010 – 360 Albert Street, Ottawa,ON, K1R 7X7 (613) 233-3033, Fax:
(613) 233-7650, Web site: http://www.cableducation.ca
CBC:INSIDE THE BOX 6 videos on Documentary, News, Children's TV, Drama, The Consumer, TV as
Art. CBC Enterprises, Box 500, Station A, Toronto, Ontario M5W 1E6.
CONCERNED CHILDREN’S ADVERTISERS, PO Box 2432, Toronto, ON., M4P 1E4 (416) 484-0871,
FAX: (416) 484-6564, E-Mail: concernedchildrens@on.aibn.com
CHUM Television, Director of Media Education, Sarah Crawford, 299 Queen Street West, Toronto, ON
M5V 2Z5, (416) 591-7400 Extension 2900, Fax: (416) 591-9317, E-Mail: sarahc@chumtv.com– for
Citytv, MuchMusic, - MuchMoreMusic, Space, Bravo!, Access.
JESUIT COMMUNICATION PROJECT, 1002 - 60 St. Clair Ave. East, Toronto,
Ontario (416) 515-0466 , Fax: (416) 515-0467. E-mail:
pungente@chass.utoronto.ca
Web site: http://interact.uoregon.edu/MediaLit/JCP/index.html
rd

THE MEDIA AWARNESS NETWORK, 1500 Merivale Rd. 3 Floor, Ottawa, ON K2E 6Z5 (613) 2247721, (613) 224-1958 (Fax). E-mail: info@media-awareness.ca
Web site: http://www.media-awareness.ca
NATIONAL FILM BOARD OF CANADA: Constructing Reality; Images and Meaning; Media and
Society Live TV . Four video packages complete with guides which cover varying aspects of the
media. NFB Customer Services, PO Box 6100, Station A, Montreal, Quebec H3C 3H5.
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PACIFIC CINEMATEQUE, 200 – 1131 Howe Street, Vancouver, BC Canada V6Z 2L7, Phone: 604688-8202,
Fax:
604-688-8204,
E-mail:
info@cinematheque.bc.ca;
Web
site:
www.cinémathèque.bc.ca
SCANNING THE MOVIES web site: http://www.bravo.ca/events/scanningthemovies
SUMMIT 2000 – world
http://www.summit2000.net
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site:

TVONTARIO, 2180 Yonge Street, Toronto, ON M4S 2B9 (416) 484-2600.

The University of Oregon web site has links to media literacy sites around the world:
http://interact.uoregon.edu/MediaLit/HomepageYTV, 64 Jefferson Avenue, Toronto, ON M6K 3H3
(416) 534-1191

Biography
Sarah Crawford is Director of Media Education for CHUM Television, one of Canada's foremost
broadcasting companies and program providers and is the country's leading supporter of media
education. (CHUM is believed to be the first media company in the world to have appointed a full-time
media education officer.) CHUM has been a pioneer in this field, producing and distributing media
education programming and support materials since 1989 and underwriting teacher training. Ms.
Crawford is on the respective Boards of the Alliance for Children and Television, and Cable in the
Classroom, and chairs the Societal Trends and Issues Committee for the Canadian Association of
Broadcasters.

John J. Pungente, SJ, has co-authored Media Literacy: a resource guide, for the Government of
Ontario in 1989, and Meet the media in 1990, a text for 11 to 15 year olds. He has contributed to a
number of international Media Literacy journals as well as written chapters for books on Media Literacy
published by universities in Mexico, Spain and Canada. He is also the producer of the award winning
video A heart to understand, and the 1996 Scanning television, a kit containing four hours of TV
excerpts and teaching notes which won the Bronze Award at the 1996 Madison International Film
Festival and the Gold Medal, Education Category, at the 1996 New York Festivals of International NonBroadcast Media. Pungente is creator and host of the award-winning Bravo! monthly television show –
Scanning the movies - which premiered in September 1997. The series is designed to assist teachers
of media literacy classes dealing with contemporary movies. Since 1985 he has given over 300
presentations, workshops and lectures on Media Literacy across Canada and Australia, and in Britain,
Spain, France, the USA and Japan. He serves as a consultant to a number of media professional
groups including CHUM Television, the Alliance for Children and Television, Cable in the Classroom,
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the National Film Board of Canada, the Canadian Broadcasting Corporation, YTV, TVOntario, and
Warner Brothers. In 1995, he was elected president of the Canadian Association of Media Education
Organisations (CAMEO) and was also named recipient of the Jessie McCanse award given by the
National Telemedia Council, Madison, for excellence in the field of media literacy. Pungente is Director
of the Jesuit Communication Project in Toronto where he continues his main work of promoting Media
Education across Canada.
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SLOVENIA

Discover rather than teach
Method of film and television education

Ana Nusa Dragan

I. Using films to shape and reshape young viewers - new possibilities for group
communication
The issue of film, which we want to use of the immanent process of shaping (informing) young
people, who absorb intensely not only films but everything that surrounds them, call for special
discussion.
In the process of watching and discussing a film, which incorporates the elements of what has been
seen collectively, as well as interactive communication during and after the film, the classical form
of teaching, where the teacher explains ex cathedra the artistic and moral values of a piece of work,
with the students accepting this explanation as an indisputable truth, no longer suffices.
This classic principle of film education is inappropriate as it does not speak the language of young
people, nor does it meet the needs of new film, which transforms itself as rapidly as the perception
of the viewers (film perception here is defined as awareness of the film phenomenon). In this sense,
it is important to take into account the whole emotional and mental world of young people, a world
which does not subordinate itself to prescribed norms but shape itself within the information
process, with the desire for self-confirmation in the world - something like an individual who
emerges as part of some group within a communication circle. The group consists of all those
participating in the discussion:

Film - Young viewer - Teacher
The role of teachers in this communication circle is no longer to prescribe recipes but, together with
their students, to discover film and the world in which we live. This kind of discussion is based on
recognising the student’s own responsibilities rather than on authority exercised by the teacher.
In this “discover rather than teach” method of film education, the teacher is not allowed to have the
right answers prepared in advance and to use authority in addressing disputable raised during the
discussion. The discussion must be disciplined but the teacher, as the leader of the class, should
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refrain from exercising authority. This can, to some extent, be considered a sacrifice that teacher
must make, but it is certain to result in success, providing the teacher with new possibilities of
manoeuvre. The teacher must become both, a neutral and an impartial leader, as well as a guide.

Neutrality means that teachers do not propagate their own opinions and are willing for students to
accept all views critically.
Teachers may undermine neutrality by consistently including in the discussion only a certain
number of students, by over-evaluating opinions, or by targeting their questions at one student
exclusively.
Impartiality means that all students in the class are equally during the discussion. The involves the
process of students becoming aware of the significance of independent work, and we all know how
important independence is once students leave school.

Neutrality and impartiality are not principles that merely involve opposite opinions, but elements of
vital importance in the discussion that follows the showing of a film if these two principles are
disregarded, the danger may arise that the discussion deviates towards a game of guessing what
the teacher is thinking.
If the teacher supports neutrality, the source of information - the initiative for discussion - must come
from someone else. Here we are not trying to say that the subject of discussion should be anything
that happens to spring to mind; it should involve the communication group which consists of:

The student/viewer - the teacher/viewer - and the film as initial information
The film as initial information should not be restricted but should open up the possibility for all
aspects of the film, and all the mental, emotional and other patterns that were created in the minds
of the young viewers while they watched the film, to become the subject of discussion.

Chart 1, depicting the ex cathedra teacher, clearly shows that the process of informing has, in this
case, been disregarded. The reason for this is that the process of the what-was-seen/interactive
communication manifests itself as a process whose scope and objective have been set and
restricted in advance. This kind of information, whose objective is not subordinated to the film, is no
longer information but misinformation.
The personality of young viewer, its double subject/object aspect with respect to the ex-cathedra
teacher, therefore manifests itself in a unilateral, passive relationship. This is because even viewers
who share the teacher’s opinion will rely exclusively on what they already think which means that
the remaining information does not inform at all.
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Chart 1: GROUP COMMUNICATION BETWEEN THE EX-CATHEDRA TEACHER - THE YOUNG
VIEWER - THE FILM
a) space of film information
b) space of the ex-cathedra teacher - the space of the favourite topic used in the
discussion about the film
c) space of the young viewer

c) young viewer

OBJECTIVE

b) ex-cathedra teacher
a) film information

Graph of relationships between the young viewer and the ex-cathedra teacher in the interactive
group discussion about the film
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DOUBLE ASPECT OF PERSONALITY

SUBJECT
OBJECT

A - UNILATERAL PASSIVE RELATIONSHIP
x) personality of the young viewer
y) personality of the ex-cathedra teacher

SUBJECT X

OBJECT Y

OBJECT X

SUBJECT Y

The new possibilities of group communication shown in Chart 2 are such that the teacher no longer
“teaches” but “discovers”.
This is process in which information appears as an uninterrupted process of informing, individually
shaping and re-shaping but not aimed at achieving anything in advance and has no end whatsoever
in itself.
This process of informing is therefore a dynamic process which is expressed as the relationship
between the world and the awareness of the young viewer; in other words, as the relationship
between the world as an non-organised mass and the awareness of the young viewer who is trying
to master and control this mass as an entirety.
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The viewer integrates this dispersed and non -organised data into an informing entirety by closing
himself in his own world; there, the young viewer’s awareness regulates and advances itself to the
extent that it reaches the level of organisation and imaginary perfection that he confidently opens
himself.
At this point, young viewers cease to be an entirety, as they are again penetrated by new, nonorganised information - a phenomenon of non - entirety which craves to organise itself again. Here
we may ask ourselves about the purpose of this dynamic process. The question is raised of why we
open ourselves to the world and to people if we know that we thus cease to be an entirety.
We open ourselves because we cannot remain closed with all the accumulated wealth of
information, and because we again believe that we are an entirety. But as we are not, and never will
be, an entirety, we are constantly under going this dynamic process of informing, a process in which
events are incessantly taking place and which is characterised by absolute openness. The
“discover” method of film education is such a dynamic process of informing.

Chart 2:

GROUP COMMUNICATION BETWEEN THE “MODERN TEACHER”, THE YOUNG
VIEWER, AND THE FILM

Collective space of the communication circle

a) space of the film as initial information
---> relationship of new information revealed to young viewers or to the teacher, which rotates
the:

b) space of the first model
c) space of the second model
d) space of the third model
e) possibility of space of model, etc.
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e) possibilitty of space of model, etc.
new information

d) third model
new information

new information

c) second model
new information

new information

b) first model
new information

a) space of initial information - film
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Chart 2 clearly shows that the discussion is rotating, or that a new model is built upon the influx of
new information contributed by some part of the group or by a single participant in the interactive
group discussion of the film.

If the model of development of ideas on the film comes to a halt, the teacher must not take the risk
of continuing the discussion by raising a question to which he already knows the answer. The
possibility of building a new model must emerge exclusively in such a way as to form new
information. With his information the teacher helps the students to find the relation between models
and to build a new model within the accurate interpretation of information.

The teacher should not in any way interrupt discussion breaks, as this may discourage students to
such an extent that they are no longer willing to participatein the discussion.

B - ALTERNATING ACTIVE-PASSIVE RELATIONSHIP
( DIALOGUE )
x) personality of the young viewer
y) personality of the teacher

SUBJECT X

OBJECT Y

OBJECT X

SUBJECT Y

The graph of the relationship clearly shows the personalities of the young viewer an the modern
teacher in the process in which information appears as a dialogue between two information - giving
subjects who are willing to open up to and reshape each other. The dialogue is characterised by
reciprocity. The dialogue principle requires that every longer relationship mutually satisfies both
partners and their needs. Dialogue is first and foreman based on feedback between two subjects.
Giving and taking, and the alternation of the roles of subject and object, are characteristic of a
dialogue, enabling the emergence of the “self -other”, the subject/object within a personality.
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II. The shaping and reshaping of young people in the process of self-expression
through the film or video camera

The clear concept of general film education and its the organisation into the interactive group
discussion of the film also includes the expression of the shaping of a child through film or video
media. Expression through a film or video camera is also part of the overall communication between
the teacher/mentor - the young viewer - and the film.
A child normally tends to express and release his relationship with the world, and to communicate
through different media. The world in which a child lives appears as a world of mass
communication, which leads the child to communicate with the world audio-visually. This method of
communication is much more intense in children than in older people, who are used to
communicate with the world textually. The audio-visual perception of the world of young people and
their desire for communication can be realised through the filming process as part of film education.
In this process we must be aware of the communication circle of equal and completely open
relationships: mentor - the child filming - the world, which the child sees and which he wants to
express in his own way. This communication circle of open relationships provides the child with the
opportunity to express his relationship with the world freely. More than in any other area, the mentor
must be aware of this and exclude himself as an authority.
He should not force a topic on child - this method is outdated. Children must not be forced to learn
film grammar, as they are in possession of their own way of thinking about film and about the world
in which they live. The child engaged in filming should not be forced to approach it as if he was
filming a mini-version of a professionally made film; such an approach would disable him from
expressing his emotional and mental relationship with the world, a relationship which does not
comply with the norms of adults and which is expressed in children’s inventiveness in their
relationship with everything that surrounds them.
This therefore involves communication with the world, which can only be expressed by children,
who know nothing about artistic creation.
Here we may not think that the film mentor is deprived of all opportunities to participate in the
process of engaging children in filming. He is a part of the communication circle and contributes to it
by explaining the technique of filming and the possibilities offered by various technical film
resources. He gives a camera to a child who is capable of working with it and who has developed
an idea for his own film.
Once the film is completed and we are watching it together, the communication circle of the
interactive group discussion of the film emerges, which involves the consumption of new information
conveyed by the child’s film. The child who made film is the first viewer within the communication
circle.

This method of individual self-expression among children opens the possibility for the re-shaping of
their audio-visual perception of the world.
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The new formulation of film education, as an immanent process of informing the young viewer, does
not postulate defined new methods; rather, it provides the possibility for an immanent and nonrestricted process of shaping.
All that is required is to listen to the interests of young people. And this can only be done by treating
all the members of the communication circle of the group equally: film - young viewer - teacher. It is
a communication circle of all three open information - giving potentials which shape and re-shape
each other.
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RUSSIA

Cinema Art
in the Structure of Russian Modern Media Education

Alexander Fedorov

The Russian Association for Media Education includes approximately 300 members (the leaders
are: Prof.Dr.Ilia Waisfeld, Prof.Dr.Ury Ussov, Dr.Gennady Polichko, Dr.Stal Penzin, Dr.Oleg
Baranov, Prof.Dr.Leonid Usenko, Prof.Dr.Alexander Fedorov and others). Many media teachers in
the West think that the basis of audiovisual training must be practical, technical studies of making
cinema and video - instructions how to use the media language. In Russia another perception
prevails. Here, teachers prefer to analyse the aesthetic value of film and TV programs with the
audience. At the Educational Centre in Moscow Cinema College and another schools and
universities there are collective discussions of the merits and demerits of films from the viewpoint of
their artistic conception.

The history of Russian media & cinema education covers more than 40 years.
Today Russian media teachers stopped hoping for the charity of State's structures. President of
Russian Association for Media Education Gennady Polichko set up the Cinema College (Moscow)
and one of the faculties educated cinema teachers. Media education is also developing in the
Russian regions, in cities such as Kurgan, Tver, Rostov, Samara, Voronezh and Novosibirsk. For
example, a course in media & cinema education has been offered at the Taganrog State
Pedagogical Institute since 1981. Its future teachers do not only use media as visual aid for their
lessons, but study media arts as well. To fulfil diploma requirements some of them write reviews
and essays on themes of media education. In their turn, having obtained jobs in colleges and high
schools after graduation, some of the ex-students organise the school cinema-clubs, discussing
classical films and modern repertoire with their pupils.

The first modern cinema-clubs in Russia appeared in the 1960s, after the country had passed from
Stalinism to a gentler version of totalitarianism. On one hand leaders of these clubs wanted to
watch and discuss silent-era cinema classics, one the other hand they needed to see modern
philosophical and experimental films that were not shown in the common cinema theatres. In the
1960s and '70s foreign films were seldom in Russia. Therefore cinema-club members eagerly
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attended the occasional weeklong showings of European and American films in Moscow and other
large cities, and certainly the Moscow International Film Festival which was established in 1959.
Officials of the Ministry of Culture, however, regarded the cinema-club movement with great
suspicion. The bureaucrats considered cinema-clubs undesirable, a source of "uncontrolled
thought", a reflection of "the hostile influence of the West", and so on. That is why Russian cinemaclubs always felt the pressure of authoritarian censorship. For a long time they were forbidden to
join the European Federation of Cinema-clubs, to create their own federation, or to exchange films
with Western countries. The changes began in autumn of 1988, when a Federation of cinema-clubs
was founded in Moscow, uniting thousands of film enthusiasts from different cities. This event put
an end to the prohibitions of the cinema authorities and their dictatorship of film repertoire. Still,
Russian economic crises determine cinema-clubs' status.

Today the provincial cinema-club can only seldom allow itself the luxury of ordering an expensive
copy of a film by a famous director. It is not the best time for Russian cinema-clubs today. The
audience has decreased. I remember the end of the '70s, when Russian cinema-clubs showed the
films of Federico Fellini, Francois Truffaut or Ingmar Bergman in the cinemas accomodating 500
seats... and the "sold out" notice was always there. The times have changed... Today many
cinema-clubs can no longer pay high prices for leasing films from Moscow, for the work of a
translator, for shipping, etc. The reduction of attendance can be explained by the following. A lot of
people in the 1960s and 70s went to cinema-clubs because of the deficit of foreign films in the
theaters and on TV. These spectators were loking for something "banned", "erotic" or "scary" in the
cinema-clubs. In the '90s, when there are a lot of foreign thrillers, horror and erotic melodramas
(American, usually) in circulation, those people don't go to cinema-clubs; they have completely
switched over to video and TV, PC CD-ROM or Internet. Only true enthusiasts stayed in the
cinema-clubs, wanting not only to watch good films but to communicate, to share, exchange
opinions. It's a pity that members of the provincial cinema-clubs can't watch masterpieces of cinema
art on the big screen often. That is possible in Moscow, St-Petersburg (and maybe Samara) only...
In Moscow, one who wishes can see famous films without club membership. A lot of cinema activity
is going on there: " art cinema weeks", retrospectives in the Moscow Cinema Museum and
Cinematheque ("Illusion" theatre). Godard, Vajda, Antonioni, Fassbinder, Altman, Forman... just
come up on time.

Therefore, while Moscovites can find a lot of class-A films in theaters (now with dolby stereo), the
provincial cinema-clubs, as a rule, watch videocassettes... By the way, modern Russian cinemaclubs are becoming almost the only places where people who don't live in Moscow and StPetersburg can see European fims, because even French and Italian films of the '90s are forced out
from mass repertoire by -once again - American production. This tendency prevails to such an
extent that young people think that European films are too boring and intellectual for them, as they
were "educated" by American B-class movies. These spectators want films of incessant action
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associated with murders, fights and other violence. In this situation Russian Media Education and
cinema-clubs are the islands of culture in the ocean of screen pop-commerce.

Summing it up, in spite of numerous difficulties Russian media education, including cinema-clubs is
developing. Spectators, students - even in the provinces - therefore have a chance to see the works
of screen masters. The history of Russian Association for Media Education is based on the history
of Russian Association for Film Education. The Russian Association of Cinema's Friends has
existed since '20s. Stalin's repressions and mass terror followed. And new history of Russian
Association for Film Education was given another birth almost 30 years later- in the'60s-'70s. On the
whole, media education in Russia for many years had been under hard ideological pressure.
Access to many sources ( films, books about movies and etc.) was difficult because of the
sensorhip.

Russian contemporary media education can be distinctly divided into three major directions:
1.The education of future professionals - screen-writers, directors, camera-men, actors, film-critics,
etc.
2. Education of future media teachers in universities.
3. And media education as the part of general education of pupils and students trained in
secondary schools and universities.

On September 1st, 1919 the first cinema-school (now VGIK - All-Russian State Institute of
Cinematography) was opened in Moscow. VGIK prepared and prepares specialists in all main
directions dealing with the creation of films, with their financing, with film distribution, with the
analysis in press and etc. In the same 1919 another university was founded in Petersburg- The
Institute of Photograph and Phototecnics (now - Institute of Cinema-engineers). Professionals in the
field of cinema were prepared in other institutes in the 20s. But in the early 30s they disappeared
due to different economic and ideological reasons. In the 20-s in Russia the Society of
Cinemafriends, film-clubs, cinema-education in some secondary schools were set up. Almost all this
was liquidated during the Stalin's regime. In the 1930s -'50s audio-visual education in Russia was
only in two universities. In 1962 on the basis of the Theatre Institute in former Leningrad LGITMIK
(The institute of Theatre, of Music and Cinema) was founded. Only in the late '50s - early '60s the
revival of the cinema education's movement in some universities and schools began. The number
of universities, where classes of media education are held has increased (Moscow, Petersburg,
were joined by Voronezh, Tver, Rostov, Taganrog, Samara, Ekaterinbourg, Kurgan, etc.). Usually in
these universities lectures and practical classes are held for future teachers who after the
graduation will teach media education at schools.
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Besides, media education in Russia is taught to future journalists who during their professional
activity are to give film reviews in the press. In other universities media education is the part of the
general aesthetic education. Media education in universities and schools is not compulsory in
Russia. As a rule, these training courses electional. Unfortunately, media education in Russia faces
numerous difficulties (financial, technical et al.). Considerably better does the field of research in
media education. In this field the leader is VGIK (professor, Dr.Iliya Waisfeld) and The Centre for
Media Education of The Russian Academy of Education (professor, Dr. Ury Usov).The first Ph.D.
dissertations devoted to the problems of media education appeared in the '60s-'70s (Dr.Oleg
Baranov, Dr. Yuly Rabinovich, Dr.Inna Levshina, Dr. Svetlana Ivanova, Pr.Ury Usov, etc.). These
first dissertations were devoted to the media education of pupils and opened the way for the
researches on the media education problem in Russian universities. The notable works on the
media education at universities were published in the '80s -90s (Dr.Stal Pensin, Dr.Svetlana
Odintsova, Pr.Dr.Alexander Fedorov, etc.). In the 90s the first works touching upon the problems of
the Russian media education as the whole were published (Dr.Alexander Sharikov, Pr.Alexander
Fedorov). In the late '80s the Russian Association for Media Education was founded, conferences
on media education were regularly held.
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AUSTRIA

Integrative Media Education in Primary School

Ingrid Geretschläger

As a basic cultural technique media competence has to be added to reading writing and arithmetic,
or reading and writing have to be expanded to reading all sorts of texts (including audio, visual ad
audio-visual texts) in order to educate a competent audience and authors in a multimedia society.
When one looks at the need for information or knowledge (however the society of the next century
may be called) one needs to be aware of the possibilities and strategies of the media, its industries,
its regulations and thus, the chances and difficulties for the individual user.

Yes, everybody is going to be using of digital and multimedia appliances. To be able to use those
appliances to the fullest potential and with a critical distance, one needs to develop certain
competencies. These competencies required would be different from what we would like our
children to develop right now since we have been socialised within a different environment.

It depends on the concept of school, of all the areas of education, pedagogy, on the image of the
child as a successful and responsible human being, thus, on our vision of the future, how the
environment is arranged for our children to be able to develop their own personality, strength, self
esteem etc.

Of course, past and present experiences shape one. The role of the teacher therefore has to be
looked at more closely and to be developed into a communicator, a facilitator rather than a teacher.
Since media education has the central aim to empower the audience, the role of the facilitator has
to be developed further. This can only be done successfully by creating new environments, allowing
a wide range of experiences, of social learning, of being able to deal with information etc. One
needs to develop basic competencies in the area of expanding the ways to understand what one is
confronted with, to reflect on what is being communicated and to express oneself and to
communicate with others.
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All the support systems in education have to be judged upon what they can contribute

•

to this improved perception and understanding

•

to the means of expressing oneself from miming, speaking, to painting, writing, appearing in
public and among friends

•

to the use of all the means available to communicate (from different languages, to
understanding other cultures) and to use all the technical facilities for making a movie, chatting
or publishing for a better understanding

Although this seems rather visionary and impossible, one has to strive for it since if it is not done at
school or in a bad way, there will be a widening g ap between the winners, who are able to use it
and the losers who are the illiterate.

Our generation has to accept the challenges of the changes in society. One can gain strength by
knowledge, experience and values. But one needs to be open for the past as well as for the future.
This is not an easy task since everyone is embedded in a narrow and consciously being narrowed
environment (by going along the public taste and public opinion). But media educators have
developed their critical attitude and the ability to step back through their own increasing
competence. The more one is conscious of developments, of things happening, the more one
reflects and analyses a situation and the more one is prepared to act on the basis of the insight
gained, the more one will develop a further level of awareness.

The human being described in this way, will find all his/ her needs in the complex living conditions
of a consciously pre arranged and chosen environment, in the behaviour exercised right from the
beginning of its social relations. If one takes democracy seriously one accepts this fact of emerging
active, creative, responsible and strong citizens.

The right of freedom of expression and the right of the freedom to gain information from a variety of
sources has to be completed. This can only be achieved by an integrative approach to use the
individual and the mass media to their fullest potential. As language competence is the primary
basis for all other media competencies, the development of the verbal as well as of the visual
languages right from the beginning of schooling is a prerequisite.

Subjects that are taught in the mother tongue as they are dealing with the environment, will have to
include as many areas of communication as possible. Telling stories is how culture is transmitted,
listening to stories is how one learns what one cannot experience oneself. The choice of stories that
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are told and that children listen to will determine the way they see culture and how they want to
adapt to it.

The world our children are living in has to be closely analysed in order to give them the support they
need to understand and to cope with it. Their heroes are our task, their fears our challenge, their
personalities our responsibility.

For the purpose of finding out about where and how to fit in an integrative media education
rd
programme an experiment was carried out with the help of two teachers in a 3 grade primary
school. I developed media competence test sheets according to what children are expected to have
developed within primary schooling (reference to the media education decree). It is a language and
writing based activity, as this is the easiest for me, I must admit. Nevertheless it allowed me to gain
many insights into the thoughts of some of the pupils. Most of the time teachers try to find out what
they know about what we want them to know and we are not interested in the child herself. This
way through talking about the media makes a big difference in the way we communicate with our
pupils.

What McLuhan titled „The city as classroom“ can be expanded to „the media as classroom“ where
pupils learn about the world. One has to give them the means to understand what is being told
about the world out there by challenging the images through experiences that are arranged for
them. One project was to look at how and what one learns through photographs and then going
further to tell a story by using photographs. This activity was completely integrated in the usual
school year - every year the photographer comes into the classroom to take pictures of the
individual child and of the class as a whole. The photographer was invited to tell about his work,
about framing, choosing backgrounds, lightning. The children could see all sorts of cameras, some
sort of a camera obscura and they were introduced to photocollages etc. The pictures were
challenged by analysing the framing in magazines, by putting them on different colour backgrounds,
by adding frames, covering parts etc and this then challenged the representation of famous people,
of stars in magazines. The self and the image of others were discussed in classroom and pupils
then created a picture of themselves by using their own symbols. Thinking about yourself, getting to
know yourself – an important challenge when it comes to do it consciously and to transmit it to
others. Be the star, be yourself or someone else you would like to be - why? This is only a
beginning but this exercise, if continued over the school years, will teach children about themselves,
their image among friends, about the celebrities in the media and this will make them more critical
and more aware of their own situation. And this is our aim! The next step will be telling stories about
the area they live in, their geographical and social environment, to look at this information and to put
it together in a coherent way. This is the project of the 3 rd grade class and the results are going to
be shown in brochures about the village these pupils live in.
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UNITED KINGDOM

Children and Producers talk to each other

Olga Linne

The European Children's Television Centre (E.C.T.C.) was and is a non-profit making organisation,
under the authority of the Hellenic Ministry of Press. E.C.T.C. is a unique structure, based in
Greece, which works for the development and exchange of ideas between media professionals and
children and young people in Europe. E.C.T.C.'s main aims are the restructuring of the children's
television programming; the vocational training of media professionals and the audio-visual
education of youngsters.

As recent as a decade ago Athina Rikakis, a Greek producer of children's programmes, decided
that the increased output of new communication technology and the increased commercialisation of
children's television programmes would have serious consequences for countries like Greece.
Athina Rikakis made up her mind that as she now was sixty, she could afford to spend some years
in reconstructing children's programmes throughout the world.

Market forces were all too dominant. Children's television programming had grown more
commercial and as a consequence home production of quality children's programming diminished
or became more Americanised, and in some instances both.

Children's television from the Mediterranean countries and the Balkans and from the former Soviet
Union countries were more and more squeezed and "how could children dream their own dreams, if
they rarely encountered their own experience?” Interview with Rikakis (1997).

This is not a new argument, rather it has been argued over some forty years of media researchers.
What is astonishing, is that Athina Rikakis put her ideas into practice. She actually started a world
enterprise, which would begin to move the commercial and public service networks "talking" to
each other, so that in the end they would produce more varied and relevant programmes for
children in their many different countries.
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The E.C.T.C. is now active in four main programmes, only some seven years after its introduction.

AGORA
This is an annual event organised in the Mediterranean aiming at connecting all creative powers of
audio-visual production and training for children's television.

Internet Services
Kids TV Net. A tool for the distribution and advertising of children's audio-visual products.
Media Literacy Forum. This tool promotes the dialogue between educators and enhances the
exchanges of innovative programmes of audio-visual education.
Audio-visual Forum for Youth. Youngsters from across Europe present their views on audio-visual
products.

Collaboration Networks
These networks operate as communication and information points between small European
countries. For the countries of the Mediterranean, the Balkans, Eastern and Central Europe, there
are specific networks.

The Third World Summit on Media and Children
The first world summit took place in Melbourne and the second in London. E.C.T.C. will be the host
in Greece in year 2001.
E.C.T.C. has been active in media literacy for children and young people during the last decade.
However, it has not been traditional media literacy project where children and a tutor analyse mass
media content and criticise it. Neither has it been focused on understanding the construction of
media content through discussing the role of ratings, the expansion, commercialisation and indeed
globalisation of television.

The above mentioned activities has been dealt with in seminars and lectures, but they have not
been the main aim. E.C.T.C. wanted children/young people not only to be receivers of images, but
also to have input in creating them. Starting with small national projects with children using VHS
cameras, E.C.T.C. has expanded the scope of these activities to include many European countries
in various transnational projects. In 1997 E.C.T.C. invited media professionals working on projects
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of media literacy to come to Greece to form new synergies and collaborations among media literacy
professionals and trainers. Young people already active within media workshops were also invited
and created a new media literacy site on Internet, where they can discuss and criticise and evaluate
youth programmes. This electronic discussion forum for youngsters, was entitled "Audio-visual
Forum for Youth".

The youngsters selected youth and children programmes from their own country and these were
published on the Internet to enhance the communication of youngsters across Europe as well as
develop their critical thought on issues related to the media. This project was supported by the
Directorate General XXII of the European Commission - Youth for Europe Programme.

These activities had continued to take place within E.C.T.C., both in specially arranged conferences
with young people and professional media workers and above all in the now yearly AGORA. This
article will deal with the AGORA which took place in Cyprus in 1998 and was supported by the
European Commission, D.G. X, MEDIA II Programme.

Among the participants were Heads of children's television programmes from more them 40
countries, as well as producers, distributors, researchers, academics, new media professionals as
well as groups of children and young people. Acclaimed professionals of the children's media sector
provided insight into the workings of the industry, current and future trends, new production
methods and how to survive and preferably thrive on the global market.
The AGORA also offered discussions and collaborations between media literacy professionals.
Promoting innovative media education, it introduced professionals to the world of new technologies.
It explored new ways of distribution and co-production, forging new partnerships and strengthening
business relations and bringing Mediterranean, Balkan and Middle East countries, as well as
countries from the former Soviet Union closer to the international market.

"Summer Talks". Children and producers talk to each other
"Summer Talks" took place in Cyprus during June 1998. I was an observer, and I enjoyed the three
days the experiment lasted. It was of course a highly unorthodox and therefore exciting experiment.

The children who participated in this project were not ordinary youngsters. They were young people
who had participated in the E.C.T.C. project Kids for Kids. Young people, aged 12-16, from around
the world, were invited to send their 5-minutes videos on the subject My World to E.C.T.C.
A number of these children were invited to evaluate and discuss their videos in the AGORA and
also to meet and discuss children's programming in general with professional producers.
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This seems to be the dream of a truly direct, democratic society which had existed in ancient
Greece. (Of course we now know that the Greek society at the time, only permitted men who
earned property into the democratic process, and not women, foreigners or children). The dream of
a truly democratic society is however, something the Greek initiator and director of E.C.T.C., Athina
Rikakis, has faith in because she argues that children can articulate, criticise and produce
programmes and therefore should be able to influence the general output.

I asked Athina Rikakis during the Second World Summit in London, in March 1998, why successful
producers should listen to inexperienced young people? Her answer was unexpected:
" The producers may enjoy talking to the children. It is important that this event is not a school class
and the producers shall not give a lesson. This is not traditional media literacy, this is talking to each
other, enjoying and understanding each other".

This is the reason why we finally called the event "Summer Talks" and nothing more pedagogical or
serious. The event should have no strings, no hidden agenda, but rather be a nice occasion where
bright young people would discuss television programmes with professional producers.
" What would be the aim?" I asked.
" The aim is to talk", was the enigmatic answer from the Director for E.C.T.C.
There were 14 professional producers and 25 young people involved. in "Summer Talks" The
producers came from (in alphabetical order) Australia, FYROM, Canada, France, Greece, Italy, The
Netherlands, Sweden, the UK and the USA.
The children or young people were from, (again in alphabetical order), Austria, Cyprus, Denmark,
France, Germany, Greece, Ireland, Israel, Italy, The Netherlands and Portugal. These 12 to 16
years old were to discuss television programmes with some of the most successful producers of
children programmes in the world.
The question in my mind was if the producers were willing to listen to children's views.

"Summer Talks" was only one of the many activities which took place in Cyprus in 1998, but it
turned out to be truly original. Original, because the children were so clear in their demands and the
producers bemused, but interested.

The two groups agreed on that it was important that the programmes shown during "Summer Talks"
should be aimed at a specific age group. The producer from Spain, who won his acclaim through
animated films for children aged three to four years, thus had little feed back from the invited
sophisticated youngsters. Although he in the end felt that he had benefited from listening to how
younger siblings would have reacted.
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The producer from France, who had made "documentary" programmes about teenagers travelling
around the world, was asked on how the youngsters were selected. She admitted that her selection
was as selective as the young people who attended this special event!
This group of children was more interested in the communication and daily life of the children
travelling around in the boat than in the exotic places themselves.
The producer of advertising slots for children from Italy was met with hostile responses until she
showed a video programme about how carefully messages were produced and researched. The
young people were then fascinated by the messages and how they were developed.
The producer from FYROM (the former Macedonia Region of Yugoslavia) protested against explicit
sexual encounters (involving children) on the Internet and the young people immediately agreed on
making an animated film, demonstrating how children could avoid watching these images. (The
video was shown for all delegates in the AGORA).

" Summer Talks" could be looked upon as a demonstration of how adult producers can manipulate
children, or how children who already are interested in producing, learn the tools to become more
successful. However, I doubt this after having spoken to the young people and the producers. It is
not that "Summer Talks" provides a formula of how to produce programmes for young people. It is
something much deep penetrating. Of course producers meet children from their own countries and
discuss programmes. "Focus groups" is a research tool used in most affluent countries.

However, at the AGORA the producers met young people from many different countries, who often
reacted in contradictory ways, but demonstrated the need for programmes dealing with their own
reality and culture. This was what the producers found so fascinating. Perhaps Patricia Edgar,
Director of the Australian Children's Television Foundation, summarised the ethos of "Summer
Talks" and indeed E.C.T.C. when she ended her speech in the AGORA 1998:
"I grew up in small town Australia in the 40's and 50's. I grew up without television and without
hearing Australian popular culture. Even radio spoke with English voices. Our films at the Saturday
afternoon matinees were predominantly American, our music was American and our language was
British.

My favourite fantasy as a little girl was to imagine I was Betty Grable. I had two sisters and we
would go to bed in a long sleepout on the side of the house. My sister Lesley was Deanna Durbin,
my sister Joan was Carmen Miranda, and we would lie in the dark chatting in our movie stars roles.
It's possible some of you don't know who those people are. Betty Grable was World War Two's
most famous pin-up. Her legs were insured by Twentieth Century Fox for about $ 1 million- a lot of
money in those days.
As I grew older Jane Powell became my role model and Elizabeth Taylor. Later my love songs were
sung by Nat King Cole and my record collection replaced my comics.
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I believed everything American was desirable and exciting and everything Australian was dull and
dreary. As a nation we were emba rrassed about being Australian. We planted English trees in our
gardens, we despised our own landscape. We ate hot plum pudding at Christmas in temperature of
100 degrees. We were taught that our accent was ugly, wrong, and uncouth. We were part of an
emasculated generation.
I grew up in a world where I never saw, nor could imagine, an Australian film.
While we lived in Australia we were caught up in the American dream. Our heroes were American,
they spoke with American accents, and we aspired to be like them. It wasn't just a cultural cringe, it
was a cultural collapse.
The denial of culture leads to a real assault upon your sense of self. Australia had no confidence
about its own image, its own role in the world. We were colonised without a single shot being fired
more willingly than most countries. What is happening in this region has parallels with the Australian
experience". Edgar (1998) Children need cultural plurality. This is what "Summer Talks" was about.
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SLOVENIA

Building the Secondary Production of Educational Multimedia
Content

Martin Mele

We started with the project Multimedia in Education in 1993. The main objective of this project is to
prepare the conditions for successful initiation for multimedia supported education in Slovene
Schools. In the first phase of the project we built the R/D environment in Slovene School System. In
the second phase we built the base for the multimedia production of educational material and in the
third phase of the project we are building the infrastructure of multimedia education in schools.

The Multimedia in Education project is one of the most important strategic R&D projects in the
scope of Computer Literacy Programme. This programme was established by the Ministry of
Education for the period 1994 to 1999 established. The main objectives of this programme are:
- to equip all Slovene elementary and secondary schools with computer hardware and software for
computer assisted learning,
- to connect all Slovene elementary and secondary schools to the Internet,
- to assure the offer of application software for multimedia education in the Slovene market,
- to build the teachers training system for computer assisted education,
- to assure the research and development in the area of didactics of computer assisted education
and multimedia production.
Through the Computer literacy programme Ministry of Education and Sports invests in equipping
schools with computer hardware and software, teachers training and R&D projects in the area of
multimedia supported education.
The third group of main initiatives to build the environment for computer and multimedia support of
education in Slovene Schools arise from academic structures. The company ARNES, responsible
for computer network and Internet support for universities and research institutes in Slovenia,
provided Slovene elementary and secondary schools the Internet connection. All teachers and
students in these schools have possibility to get the account for Internet and e-mail services in
Slovene academic computer network.

116
Educating for the Media and the Digital Age

Among the companies on the market the leading role in last years is playing “DZS, Publishing and
Trade Inc.”, which is also one of the main Slovene educational publisher in general. DZS built the
CD-ROM production based mainly on localisation programme. DZS published also a few titles from
its own production programme. The most important part of multimedia production development in
DZS is the WEB concept of providing the content and knowledge through the Internet.

Evaluation of multimedia activities in the Slovene School System
Activities of equiping schools with computer and multimedia hardware in the last 6 years was
successful. All Slovene elementary and secondary schools are equiped well with the main
multimedia technology. There are computer classrooms in all larger elementary and all secondary
schools, computers in libraries and in teacher rooms.

The activities of equipping schools with the computer technology in the last 6 years were
successful. Almost all-elementary and secondary schools are equipped with basic computer
technology. Most of these schools have at least one computer classroom with 8 or 16 computers for
students and one computer for teacher, local area network and datascope or projector. There are
also computers in school libraries, computers for teacher’s individual use and multimedia and DTP
equipment according to the needs of school staff.

The academic institution ARNES assured the connection of schools to the Internet. All students and
teachers of elementary and secondary schools can get the passwords to the network for free.

The equipping schools with educational software and courseware did not bring expected results.
The market in this area is not build yet. The main problem we have in the area of multimedia
education material production. This production is very expensive and the covering of application
software needs is very slow. There is also important problem of small teachers and students
population in Slovene schools. The complete Slovene School System has only about 30,000
teachers and 300,000 students, therefore it is very hard to produce the material, which is cheap
enough for distribution and use in schools.

The large problem is also the lack of adequate teacher training. Since the offer of educational
multimedia content is very low, the courses for teachers are oriented primarily to computer literacy
and not to the use of computer technology in the educational process. There is also a problem of a
very small number of experts for computer didactics and multimedia assisted education. In this R&D
work we did not develop the adequate models and methods for use the computer and multimedia
technology in schools.
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According to evaluation results the most important objective for future activities is to build the
effective production of educational multimedia content in Slovenia. To achieve the sufficient quantity
of content the production has to be orientated to lower cost projects. We give the priority to the
WEB providing of content and knowledge, because such a system is more flexible and production
and distribution costs are lower.

The general model for educational multimedia production for Slovene School System is illustrated in
picture 1:

EDUCATIONAL
MULTIMEDIA PRODUCTION
PRIMARY PRODUCTION

MARKET ORIENTED:

PROFESSIONAL AUTHORS,
AUTHOR TEAMS,
EDITORS,
PUBLISHING HOUSES, ...

SECONDARY PRODUCTION

PUBLIC ORIENTED:

TEACHERS,
STUDENTS,
NONPROFESSIONAL AUTHORS, ...

Picture 1: The general model of educational multimedia production

The primary production in this model depends on companies in the market. According to the small
target population it is hard to produce the low cost content and applications, that are suitable for
school usage. There is a need to combine this professional production with low cost production,
where we can involve the teachers, the students and other people that take an interest in producing
educational multimedia content for schools.

The secondary production has to be organised well to achieve adequate quality and quantity of
content and applications. The most important role in the secondary production is on the side of the
teachers and students that are prepared to contribute their articles.
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The main characteristic of teachers and students as authors is that their contribution in production is
not their professional occupation. They can contribute single articles, but they can’t produce the
complex products. The quality of collected articles in this kind of production is diverse and it is hard
to integrate them in more complex products. There is also a problem how to achieve uniform
participation for different subjects to cover the needs in all areas of school educational process.

Two different models of multimedia production for school environment with focus on the secondary
production have been defined in Slovenia in last few years.

The first one is system “MIDIS – Multimedia educational documentation-information system”.
This system is defined within Computer Literacy Programme. The objective of MIDIS project is to
cover the needs of multimedia support of the learning process in Slovene elementary and
secondary schools. MIDIS is a distributed documentation-information system organised on the
Internet Academic Network (ARNES) in Slovenia. It is divided into three subsystems as shown in
picture 2:

MULTIMEDIA EDUCATIONAL
DOCUMENTATION-INFORMATION SYSTEM
MIDIS
INFORMATION SERVICE
SUBSYSTEM

DISTANCE LEARNING
SUBSYSTEM

EDUCATIONAL MULTIMEDIA
ARCHIVE

Picture 2: The structure of MIDIS system

The Information Service Subsystem assures access by the students and teachers to all the
important professional information about the curriculum, educational technology, didactical and
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methodological principles, etc. The catalogues and manuals are also included in this subsystem. In
this subsystem we are collecting the information from the professional organisations and expert
groups in our school system, and from the Ministry of Education and Sports.

The central part of the MIDIS system is the Educational Multimedia Archive. In this subsystem we
are collecting texts, images, video inserts, sound files, animations, visual simulations and other
material which can be used to prepare educational subjects. This subsystem is intended to help
teachers and students in their own work to prepare transparencies, slide shows, presentations,
seminar work, etc. It is also intended to help professional developers in publishing the multimedia
educational applications. The sources for collecting the archive material is primarily based on
secondary production of teachers and students. The expert organisations in Slovene School
System are responsible for co-ordination of archive material preparation. The most important role of
the Educational Multimedia Archive subsystem is the animation of the teachers and students to
prepare the final educational products and also the elementary material, that can be included in the
archive. This animation is performed through various contests in the schools.

The third part of MIDIS is Distance Learning Subsystem. Most of the subjects in this subsystem are
collected from research and development projects and from various projects and activities in
schools. The distance learning subsystem offer the computer tests, interactive seminars,
communication, discussion panels, conferences, etc., to teachers and students. These services are
also intended to help in organising the teacher training system in the area of media education.

The second model of educational multimedia production comes from Slovene leading educational
publishing house – DZS. The system is called “IMI – Education tailored by measure and choice” .
The main idea of this system is a transformation of the role of educational p ublisher from classic
textbook publishing to knowledge providing through different media. The classic production
changes to the hybrid production. The publisher prepares the content on different media at the
same time. The nucleus of production is WEB publishing. The WEB representation of content will
provide the main information about the subject and to make connection between representations of
the same content on other media: book, CD-ROM, video, etc. The Internet adds new possibilities in
content representation: interactivity and communication.
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In this system interactivity means that the user can choose his own route through the content and
applications. He can adapt the representation of content to his own needs and to the level of his
knowledge. The communication means that the user can use the system for:
discussion on the subject with other users,
asking for help,
addressing the questions,
participating his own articles.
These possibilities are making the complete system more attractive and effective. In future we can
expect the formation of large communication and participation groups around the publisher who is
co-ordinating the complete production and communication through the system. The structure of
communication between the school environment and publisher as the centre of education
community is illustrated in picture 3:

COMMUNICATION AND
PARTICIPATION GROUP

COMMUNICATION AND
PARTICIPATION GROUP

content
animation

answers

SCHOOL ENVIRONMENT
questions

COMMUNICATION AND
PARTICIPATION GROUP

EDUCATIONAL
PUBLISHER
(I M I)

content

COMMUNICATION AND
PARTICIPATION GROUP

communication

COMMUNICATION AND
PARTICIPATION GROUP

Picture 3: The structure of communication between the school environment and
publisher as the centre of education community
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In both models the secondary production of teachers and students in the school environment plays
a very important role. The co-ordination of production is made by animation (competitions) of
secondary author population in synchronisation with the educational process at schools. The
publisher in both cases has responsibility for collecting and processing the produced material,
including it in predefined organised data structure and distribution of material back to the school
environment. The second model has an advantage because of higher part of professional primary
production and better possibilities to produce higher quality of content.

The secondary production in these models has also a very important impact on the changes of
educational process at schools. With active role of students and mo deration role of teachers, the
educational process fits the requirements of qualifying for intellectual work much better than classic
patterns of education.

Biography
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ARGENTINA

Teacher Training: a Basic Dimension in Media Education

Roxana Morduchowicz

A media education program does not produce transformation in itself. Prescriptions, as reflected in
a multitude of curricula and manuals on media, do not change teachers’ experience in media
education. They do not produce ruptures in teachers’ professional practice, they do not make them
challenge their representations or question their knowledge and values.

It is not a question of prescription but of practice. It is therefore not enough just to define new
curricula in order to change the practice. If a high percentage of primary school children leave it
after four years without knowing how to read and to write, one is not facing a problem of curriculum
and prescriptions. One needs to search for other reasons. Since the problem are not the
prescriptions as such, other aspects have to be considered when preparing curricula.

Only permanent teacher training allows to promote analysis and reflections and to induce changes
in pedagogical practices through a continuous process of critical thinking and investigating.
Systematic training enables teachers to participate in the development of the curriculum, to
elaborate specific projects within and to learn how to make decisions regarding their own teaching
practice. (Imbernón, 1994). This also applies to media education. Only a continuous training under
specific conditions and with specific characteristics is able to exert influence on the professional
practice. What type of media training should be suggested for teachers? How should it be
designed? What is the most efficient way?

Teacher Training in Buenos Aires
The in-service training model for teachers, during school hours and along the whole school year,
seems appropriate. This type of media training is applied by the Ministry of Education in Buenos
Aires, Argentina. During the entire school year, primary school teachers participate in a training
program that brings together all the teaching staff of the same school district. Training sessions are
held every two weeks in a school-library and last about three hours. The teachers are exempt from
school on training days (their colleagues step in for them).
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Between two sessions (two weeks), the program co-ordinators visit the schools and observe the
teaching practice in classes (previously agreed with the teacher). The results of the observations
are then discussed with the teacher. The training is compulsory for all teachers. Participants may
finish the course after four training sessions by presenting the reasons for their drop out decision in
written form.

The in-service training
The proposed in-service training is repeated during the whole school year. It concentrates on issues
related to school, on institutional projects, on the teaching practice and on the specific problems
that occur in the classroom. The in-service teacher training regards the teacher as a researcher in
his own classroom.
The aim of the in -service training is the creation of a collective space that allows teachers to reflect
and rethink their own professional practice. The specific contents and understanding acquired and
developed during the training program enable teachers to modify their practice accordingly. So far,
the in-service training is a space for social construction of knowledge building in a specific field
(media analysis in this case) and, at the same time, a forum of participation, socialisation and
analysis of teacher’s professional practice.
It is designed to inform teachers about the complex group of variables that interact in the field of
education and the different strategies that can be used to react to them. Teachers participating in
the in-service training learn about media, they build and interchange methods and strategies that
apply these contents to the classroom and they analyse their practice (attitudes, evaluations and
representations) by sharing them with their colleagues. This type of training integrates the teacher
in a process of systematic investigation and reflection on his media education practice. At the same
time, it is continuously analysed and evaluated by the teacher himself and by his colleagues. Before
its application in the classroom, each proposal is thoroughly examined by the teachers. It is a
process starts with the practical experience and comes back to the theoretical reflection.

The idea behind this training is to create a space for collective knowledge building. This has mostly
been underestimated; it could however develop into a method of enhancing the participation, the
socialisation and the analysis of the professional practice. We are fully convinced that our model of
in-service training (within school-timetable, located in the school, perceived as a both institutionaland teacher-orientated project) is the most efficient solution in order to improve the professional
practice.

The content
Teacher training in media should take into account the role of the teacher as media user, the
relation of the students to the media and the importance of media in the teaching practice. In order
to change the professional practice in the field of media education, teachers have to:
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1) acquire knowledge which enables them to critically analyse their attitude towards the media as
users as well as recipients of messages
2) accept the media as an object of study in classroom
3) integrate, evaluate and redefine students’ knowledge and experience with the media
4) use carefully different methods that give students an understanding of these new contents

On the basis of these four objectives, teacher training in media education should focus on four
equally important fields:

- The relationship of the teacher with the media
- The specific contents: media analysis
- The experiences that the students made with the media
- The pedagogical contents and the teaching strategies used in class

Besides the specific content of the training, media training needs to take into consideration
teachers’ perception of the media, their previous knowledge and their media experience outside
school, their representation of students’ media culture in everyday life as well as the methods and
strategies used in class. Content, evaluation and methodology of media education are inextricably
linked and make media training effective.

Is teacher training able to change not only the relationship of a teacher with the media (knowledge,
attitude, evaluation) and his students (representation, attitude, evaluation) but also the professional
practice (methodological strategies)?
Teacher training must then integrate three specific moments:
- The socialisation and the analysis of the teacher’s professional practice regarding media
education
- The specific contents
- The methodological strategies

Limiting media education curricula by ignoring the contents, evaluations and attitudes of the teacher
to the media and to the class-room-strategies is a risk. It starts from the totally erroneous
assumption that the mere prescription is sufficient and efficient enough to produce changes. The
teacher training we propose therefore works on teachers’ understanding and challenge their
representations.
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UGANDA

The State of the Art of Media Education
and its Prospects in Uganda

Peter Muyanda-Mutebi

Introduction
Today, my country is implementing a major reform of its Education system with the support of the
World Bank’s International development Agency (IDA) and other donors. The reform is under the
Uganda Primary Education and Teacher Development Project (UPETDp). The National Curriculum
Development Centre (NCDC)- a corporate body of the Ministry of Education and Sports (MOES) is
responsible for the Curriculum Development Component (CDC) of the project while other sister
institutions are responsible for the other components. There is a co-ordinated harmonious working
between the institutions.
The UPETDp is inspired and guided by three major landmarks, namely:
1. The 1989 Education Policy Review Commission Report (EPRCR)
2. The 1992 Government White Paper (GWP) on the EPRCR
3. The 1993 Curriculum Review Task Force Report (CRTFR)
The Commission, led by Professor W. Senteza Kajubi, consulted stakeholders countrywide to
improve and reform the formal and informal Education System. The Cabinet carefully considered
the recommendations and its GWP made comments, amendments and implementation strategies
for the reform. The result was the Formal Education Curricula. The UPETDp was launched by the
Minister of Education in 1993.

It must be pointed out that, to ensure proper curriculum reform, the NCDC visited selected countries
that has just completed curriculum reform or were in the process of doing so in 1994 and 1995,
such as Botswana, Britain, Denmark , Thailand and the Republic of Zimbabwe. This helped the
NCDC in reviewing, revising and initiating curricula for all levels of education (i.e. primary,
secondary and higher education).

The main focus is put on the pupils who benefit from the reformed curriculum. At the end of the
education process, following questions should be answered:
1. What does the student know?
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2. What can the student do?
The purpose of this paper is to look at the current situation of education and its prospects in
Uganda.

Current Situation of Media education in Uganda
The report is focused on the Ministry of Education with some references to other institutions. At the
Primary Level, there is no formal Media Education Curriculum. However, this is not to say that
Media Education is absent. It is implicit in our Primary education Curriculum because “True literacy
in our time encompasses Media education”. Books are just one medium of communication and one
must take into account that they young people, who sit in the classroom now, will be getting an
increased part of their everyday information from television, newspapers, radio, films, computers
and other technology media. “Children need to learn how to make sense of the invasion of
information in order to take charge of their own lives and to enhance the pleasure they receive in
the media” (Carol E. Craggs, 1992)
Some subjects of the Primary Education Curricula are using Media Education especially English
Language and Mathematics. Although the average primary school teacher is (expected to be)
highly skilled in accommodating new curriculum areas and adapting them to the needs of children, it
is justified to say that Media Education is still relatively underdeveloped at this level in Uganda and
in some other countries.

At the Secondary Level although the situation is a little bit better, secondary schools have generally
more financial capacity to acquire Media education equipment and to maintain it. They are also able
to operate the equipment to the advantage of the pupils.
However, even at this level there is no formal Media Education Curricula per se. It has now became
implicit to cater more for Media Education in the subject syllabi. In addition, secondary school
teachers, in the Teacher Education Programme have to take compulsory courses in general
methods which include educational technology and Audio-visual Aids Communication which puts
them in a position to practise Media Education.

At the Post-Secondary Level, media Education depends on the purpose for which it is offered in the
courses and on the depth of study the pupils require for their post-course jobs and activities. Here is
an example: Teacher Education Courses for Primary and Secondary Levels school teachers have a
mandatory course which encompasses Media Education. This applies to undergraduate and
graduate Education Courses at universities (Makerere, Mbale…), National Teacher Colleges (10),
Institute of Teacher education Kyambogo (ITEK), Uganda Polytechnic Kyambogo (UPK) and
Primary Teacher Colleges (nearly 60). The depth of study varies with the level of teaching the
student is being trained for.
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In the Ministry of Education and Sport Headquarters, the Head of Section of Educational Radio and
Television and his staff work together with specialists from the NCDC, ITEK, University and
selected teachers in writing and producing Radio and TV programmes. However these Radio and
TV programmes broadcast only during term-time and teaching-time on radio Uganda which has
poor reception in many parts of the country. So, despite the good intentions behind the scenes , the
intended audience does not get the full benefit.
In NCDC, which I lead, the Science and Technology Equipment Production Unit (STEPU) and the
Appropriate Technology Section (ATS) produce and repair equipment, quite a portion of which is
related to Media Education. Other specialists like the Population Education Programme design and
produce prototype Media education materials for use in schools.

Other activities which involve Media Education include, among others:
1. The New Vision Daily which has regular weekly publications such as Education Vision, Straight
talk and others covering health, Nutrition and Environment Education topics and issues.
2.

The School of Media in the Information Ministry and Uganda Journalists Association which aim
to foster Media Education

3. Public Relation courses which equip trainees with Media Education skills and practices to
enable the graduates perform efficiently and effectively

Main Topics covered in Media Education
A recent survey has found the following to be the main topics in courses in Media Education/
Educational Technology:
1. Design and making diagrams
2. Interpretation of photographs
3. The use of printed media
4. Radio
5. Television
6. Video
7. Flannel board/ graph
8. Chalkboard/ other “new” writing boards
9. Flip charts
10. Internet (for some courses and in a few institutions)
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Prospects/ Future of Media education in Uganda
Educational practitioners and other interested persons put a lot of effort in promoting and
formalising Media education by providing curricula for the different levels of our Education System.
The Ministry of Education, Sport Officials and the NCDC staff together with specialists in Media
education are co-ordinating and putting into practise this curricula by developing the material,
distributing it, making the implementers aware and, of course, monitoring and evaluating Media
Education programmes.

Biography
Professor Peter Muyanda-Mutebi (PhD) is director of the Uganda National Curriculum Development
Centre in Kyambogo.
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MAURITIUS

Media Education in Mauritius

Kenneth Noyau

Abstract
This paper tries to describe the sporadic and unsuccessful attempts to introduce Media education n
Mauritius. It is in three parts:
Part One is a brief description of the social and economic and cultural context in which the media
exist in Mauritius.
Part Two explains the difficulties encountered by those who ha ve tried to introduce some form of
media education in the school system and
Part Three makes some suggestions, for discussion purposes, about possible action in the future to
strengthen and support media education as part of a concerted effort at international level.

1. Background
1.1 Social and economic factors relating to education and the media in Mauritius

Mauritius is an island in the Indian Ocean, about 800 km east of Madagascar, with a population of
around 1.2 million. After some 150 years of colonial rule, first by the French, who were the first
settlers (the Dutch came and went after a brief stay), then by the British, Mauritius was granted
independence in 1968,retaining its ties with both countries by remaining within the Commonwealth
and receiving a regular and generous supply of British as well as French aid. Foreign aid in much
lesser amount also comes from the EEC, USA, Russia, India, China and Japan.

Over the last ten years, Mauritius has developed a reputation as a model of industrial development
for Africa. After a long period of economic depression and unemployment, prosperity was achieved
through its Export Processing Zone which now employs some 10,000 immigrant workers, mainly
from China, Sri Lanka, India, and Madagascar. Its tourist industry is booming, with visitors coming
mainly from Europe-especially from France-and its increasing number of workers in the tourist
industry have developed language skills in English French, Italian, and German.
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During that period GNP per capita rose from around US$700 to some 3,700. However this
additional wealth has not benefited all sections of the population in the same way, mainly because
of inequalities in access to education and jobs.

1.2 Language

After about a hundred years of French occupation, during which slave labour was introduced from
Africa, the island became a British colony. Indentured labourers were imported from India to replace
the slaves in the sugar plantations. When the British took over, they allowed the French settlers to
retain their language and religion. The result is that, to-day, the official language is English, but
French is spoken by a large number of people irrespective of their ethnic origin and is understood
almost everywhere .It is also the main language of the press. For official and political reasons, the
radio and television station, the Mauritius Broadcasting Corporation (MBC) which functions in theory
as an independent body, but has always been under close government scrutiny, tries to maintain a
balance between French and English and a number of oriental languages which include Hindi,
Tamil and Chinese (Hakko, Cantonese and Mandarin).

The language commonly spoken is Mauritian Creole (which has links with Caribbean and Indian
Ocean French Creole languages) and bhojpuri, a local Indian dialect. Seventy per cent of the
population is of Indian origin, the remainder being mostly of African descent, with a small
percentage of white and Chinese. Most of the Creole and white population is Christian. Other main
religions are Islam, Hinduism and Buddhism.

1.3 School Education-priorities and projects

The literacy rate is around 70 %. Primary education is compulsory but there is a failure rate of over
40% at the CPE (Certificate of Primary Education) examinations which give access to secondary
education. Competition for places in the better secondary schools (mostly State and Catholic) is
fierce and depends on performance in these exams. Of the 40,000 or so students who take this
examination (after 6-7 years schooling) some 17,000 reach G.C.E. ‘O’ level and about 6,500 reach
Higher School Certificate-the equivalent of the G.C.E. ‘A’ level in U.K. or the French Baccalauréat after a further 6-8 years, of whom some achieve a reasonable pass standard. The University of
Mauritius originally designed as a polytechnic now caters for some 5000 students, of whom 1000
app. are part-time, with courses ranging from Humanities to Textile technology, and plans for a
medical school. Scholarships for studies abroad are offered by the State and also by
Commonwealth countries, France, Russia, Canada, the U.S.A. and Australia. Parents who can
afford the costs send their children abroad for higher studies. The impact of this foreign education
on local cultures and tradition is surely not negligible.
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The problem of school dropouts is one which has received a lot of publicity over recent years, with
very little achieved as regards concrete action towards a solution. As a result an estimated 25% of
the working population (of some 425 000) is considered to be illiterate or to have lapsed into
illiteracy. These figures could be even higher if we were to take into account the ability not only to
read and write, but to understand and use written information and the need for individuals, to-day,
to be scientifically and technologically literate.
The Ministry of Education has been working on a reform plan for the last five years (the decision
had been taken by the previous government) but nothing much has been done apart from the
publication of an Action Plan, which the minister is currently engaged in ‘selling’ to the population
through a series of face-to-face discussions with parents and teachers, throughout the island.

1.4 Use of media in education

In 1972, the MCA (Mauritius College of the Air) was created. This ambitious project was the
brainchild of an English sociologist, close to the Labour Party in the U.K. who was involved with the
creation of the Open University. The objective was to improve teaching standards in the lowachieving secondary schools of the country by injecting into the system a combination of
correspondence courses and media (radio and television) which was meant to serve also as a
means of sensitising and training the teachers. The project met with some success, but the creation
of the Mauritius Institute of Education; two years later made much of the work of the MCA
redundant and the College shifted towards the production of media support material, which is still its
main activity. However, its orientation and its production priorities do not seem to be clearly defined,
as far as media are concerned, and it is now being developed as a deliverer of distance education
material, without (at least as seen from the exterior) a clear agenda.

This brief account of the creation and progress of the MCA is only meant to illustrate the inability of
the decision-makers to see the possibilities in the use of media, let alone to decide on a programme
of media education. Meanwhile the age of educational television having passed, and computers
and computer education being ‘in’, the priority seems to be information technology.

1.5 Informal education

Opportunities for improvement outside the school system are relatively rare. The MCA was set up to
provide nonformal education and to enable access to certification for those outside the formal
system. The concept of nonformal education was not easily understood and accepted and, even
today, is not clear in the minds of many decision-makers. It is therefore even more difficult to bring
the latter to devote resources to improvement of informal education systems. In this respect,
television remains the best alternative to print, taking into account the illiteracy factor, but the
general standard of programmes, both local and imported, has considerably deteriorated over the
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years and the station is constantly criticised for its inadequacies. Libraries exist in most schools and
townhalls but are generally poorly equipped, with the exception of those run by the British Council
and the French and American embassies. Museums exist, but do not receive the funding and
expertise required, and because school teachers are not properly trained in the use of such facilities
in education and because school outings cost money, one cannot really say that the population as a
whole derive benefit from this precious source of information.

1.6 State of the media

Newspapers
This brief summary of the educational background and of the language situation gives some idea of
the context in which the media have developed and operate in Mauritius. Most people are not really
able to get more out of the newspapers than the bare essentials of the contents. The first
newspaper was published in Mauritius in 1802.To-day, there are some twenty dailies and weeklies
for a population of about 1,200,000.The three or four papers with the largest circulation claim a
sales figure varying between fifty and sixty thousand, but there are no official figures, since there is
no obligation to publish circulation figures. The language most widely usedis French, with features
and foreign news in English included more by obligation than by necessity, since most people
recognise the need for a certain amount of exposure to that language. One newspaper, now in its
third year of existence, is published entirely in English and sells around 10,000 copies. It is
generally assumed that the average number of readers per newspaper sold is 4 or 5. A small
minority buy more than one newspaper per day.
Censorship of newspapers does not exist in Mauritius, although on one or two occasions, during
periods of (relatively mild) public disturbance it was imposed by the government and fiercely
opposed. Television and film fall under the authority of a Censorship Board appointed by the
government and representing mainly the religious and ethnic interests.
The main newspapers generally target as wide an audience as possible, although there is also what
one could consider the equivalent of the tabloid newspapers, the difference between the latter and
the more ‘serious’ papers being the space which is given to foreign news and serious articles. Most,
if not all newspapers carry items concerning the private lives of film or pop stars. Some publish the
words of popular songs as an added attraction for younger readers.

Radio and Television
Liberalisation of the airwaves was one of the priorities of the present government - before it came to
power. Since then, various reasons have been put forward to delay the process, but the general
feeling is that politicians, whatever their party, are wary of losing control of such a powerful tool. The
result of this delay is that radio and television are not yet liberalised in spite of promises made by
the present government and its predecessor to that effect. In spite of this, private satelliteTV
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channels are coming in, at prices which can only be afforded by a relatively small percentage of the
population. The number of households with a TV set can be estimated at around 150,000.Satellite
TV channels aim at some 20,000 customers.
Computers are becoming more and more popular with middle class families and have been
introduced with much publicity in schools. A small number of primary schools and all secondary
schools are now equipped, and computer science is taught at secondary level. Internet now has
some 15,000 users (including schools) and some ten cyber cafés make access possible for those
who cannot afford their own facilities.

Advertising
In Mauritius, newspapers started carrying advertisements almost at the same time as in Europe.
Radio advertising dates back to the fifties and television, introduced in the sixties, started earning
advertising revenue in order to lessen the financial burden on the State.
Advertising agencies were at first mainly engaged in transmitting adverts to the press, before
becoming more sophisticated in their approach. Today, graphics artists, copywriters, and other staff,
including most audio-visual technicians are
from among professionals who picked up the
rudiments of their trade through on-the-job training. A very small minority has received formal,
institutional training abroad. Most have been trained through short local courses run by visiting
tutors and financed from foreign aid. A number of audio- visual technicians from the local radio and
television station-cameramen, sound crew and editors - do a little bit of moonlighting.

A few agencies have foreign partners and some employ foreign staff. Most advertisements, being
aimed at a relatively unsophisticated audience, tend to be more direct in their approach,
concentrating on the ‘merits’ of the product as indicated by the marketing specialists, of whom more
and more now receive formal training locally or abroad as do a number of managers. Many of the
big firms being export-oriented tend to spend their advertising budget outside the country and to
work with foreign agencies or producers whom they consider better equipped and more
experienced than local ones.

Records, cassettes and videofilms
Since it is difficult, because of the diversity of the population, to define a purely local culture, most
governments have tried to satisfy every ethnic group by giving them subsidies for promoting their
own ancestral culture and making sure that in cultural shows -generally staged and performed by
those who have the right political connections -as many cultures as possible are represented.
Music is one domain in which this diversity is most evident. Local artists can make good money
recording and selling audiocassettes and occasionally CD’s, some of which may find their way into
record shops in France or the U.K. A popular album can sell 30 to 40,000 cassettes and recently
many groups have tried to develop their own studio facilities for recording. Only one or two so far
seem to have reached adequate professional standards. The popular recordings are either in
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Creole or in bhojpuri. It means that, if ever a market were to develop for video recordings of clips,
comedies and sit-coms, as some people hope, the language would have to be Creole. As it is,
around 5 to 600 video clubs make copies (usually of poor quality) of imported films on VHS
cassettes, or even laser discs, for rent to the public. Copyright laws are still in the making.
Although a few brave attempts at film making (16 mm and video) have been made, works of fiction,
on film or video, short or long are almost non-existent.

1.7 Perception of the media

A recent attempt at film making by a group of would-be filmmakers could give an indication of the
present state of things in Mauritius. The group had chosen as their subject Media mania and then
proceeded to illustrate this topic by showing a Mauritian family seemingly obsessed by the media,
spending most of its leisure time listening to the radio or watching television. Although not a work of
great quality the ‘film’, which was shot on video, gives an interesting idea, by implication rather than
by demonstration, of what has happened over the years in Mauritius in the field of media.
It was made with the support of the MFDC (Mauritius Film Development Corporation); a rather highsounding name for a government body created some fifteen years ago to promote Mauritius as a
location for filmmaking, mostly by Indian film companies. Although a certain number of films have in
fact been shot, in part, in Mauritius, one cannot really say that the MFDC has really achieved its
stated objectives, one of which was to help train local technicians in the art.
The videofilm mentioned above takes it for granted that watching television, listening to the radio or
going to the cinema can be bad for unity within the family and prevent communication among its
members. Unfortunately, there is no indication that this view is expressed as a result of any serious
research.

What one can say in reacting to this is that the media are perceived as being basically disruptive,
without any attempt at showing any positive aspects. The film reflects, interestingly enough, the
view shared by many people although expressed in different ways - that films are for entertainment
and can only have a bad influence on young people (and adults too, for that matter, since
censorship regulations have only recently been revised. Also, the Mauritius Broadcasting
Corporation is widely perceived as a propaganda machine for the Government and has little or no
credibility. People tend to rely more on newspapers for information. Politicians see this generally
(especially when their party is in power) as an excuse for using television ‘to get across their own
message’, since, according to them, the newspapers cannot be relied upon to give them a fair
hearing. Radio and television are therefore mainly for entertainment. In spite of this, television
remains a handy, even if not reliable, purveyor of news. The fact that most local events acquire
importance to the extent that they feature some government minister or project is accepted as
inevitable and many organisations in search of publicity for their activities, will try to ensure that one
or more ministers/politicians are present in order to obtain television/media coverage.
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Children and the media
With the exception of an attempt made by UNICEF to address this problem, nothing much has been
done to study and analyse viewing habits among the young. Some research has been carried out
by students of the Mauritius Institute of Education on the impact of film and television, but such work
does not get a wide audience. Newspapers and the MBC have carried audience surveys for their
own information, but there is nothing that can be easily available to teachers or others wishing to
obtain essential information in order to develop courses.
The experience of the present author, while addressing students in the secondary schools is that,
for the most part parents do not like to see their children spend time watching television or goingto
the cinema, because it would take them away from their studies.

2. Difficulties encountered in trying to develop media education in Mauritius

As it has been explained earlier, most parents are extremely conscious of the importance of
examinations in deciding the future of their children. Private tuition has become a serious problem
because, parents who wish to see their children succeed will send them to a fee-paying pre-primary
school (the State has only recently created a number of free pre-primary schools) and pay for their
tuition, often as early as the third year of primary schooling. In secondary schools, especially as the
child reaches the final examinations, with the possibility of obtaining a scholarship for studies
abroad, some parents will pay three different teachers for tuition - one for each of the main subjects.

One can therefore understand the reluctance of parents to see their child engaged in any studies
not directly related to the examination. Most, if not the only, attempts at introducing media education
into the school system have been inspired by the Catholic Church through its schools. However it
must be stressed that, first, such efforts have been the work of individuals rather than the
implementation of some well-defined policy, and, second, that the various projects were mainly
centred on film studies such as are usually associated with film societies. The result was a general
awareness of the need for some form of education that persisted over the years, without much
being done about it except for occasional efforts to create or revive film societies in the schools.
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2.1 Present state of media education

What little has been achieved so far has been mostly through the work of individuals. As a
practising teacher, the author of this paper started a series of newspaper articles and radio
programmes on films and film education more than thirty years ago. This led to some activity in a
small number of catholic schools in the form of film societies ran by benevolent teachers. Later, in
1972, a national film society managed to recruit some 1200 members, but this number fell rapidly
because of lack of interesting films.
Media studies, as such, were never included in any school curriculum. They gradually became part
of the topics studied for the essay paper in H.S.C. exams, but few teachers showed any special
interest, mainly because of lack of teaching material. There was an attempt at introducing the
subject in one catholic school under the name Educommunication. Only one teacher seems to have
been involved. Following a visit to the Philippines in 1994(?) for a conference, a nun from one of the
Loreto Convents with the support of that teacher and one of her colleagues brought together a
small number of teachers, mainly from Catholic (and one Anglican) schools to be trained for Media
Education. The original project was to give them lectures on films, television, radio, advertising and
press publications so that they could in turn teach their students. The courses ran over a period of
18 months, but with interruptions. As could be expected, this did not work out very well.
Support was sought from the Church Education authorities in Australia who sent a priest to run a
seminar and workshop with the aim of producing a textbook adapted to the needs of Mauritius. A
small team of teachers worked on the project, and produced a textbook to be used in the first three
years of secondary school. The book was meant to be tested in 1997, by members of the team in
their own schools. Unfortunately the work was never completed. At this point in time, the material is
still to be properly drafted and presented and photographs illustrating local factors and problems to
be taken. There is also a question of funding the whole operation. It is said that the Loreto
congregation will probably pay the costs, but nothing has been decided yet, since no estimation of
the costs is possible at this stage.
Finding and training teachers will also be a problem. To be able to pay a full-time teacher for a
subject, a school must first obtain the approval of the Private Secondary Schools Authority, who
seems reluctant to include media studies in the list of approved subjects. Although this is probably
due more to ignorance than anything else, the lack of support from that body could be a serious
setback. The Ministry of Arts and Culture has recently launched a series of talks in secondary
schools on film and film culture, more for show than with any real intention to obtain concrete
results. No evaluation of these courses seems to have been carried out.
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2.2 Mass communication at the University
The University of Mauritius has been running courses in Mass Communication since 1991-first at
Certificate, then at Diploma level. There is no attempt at providing hands-on experience, and no
investment in hardware has, so far, been considered worthwhile, probably because tutors in the
various fields would be hard to find The first intake of students consisted mainly of journalists, but
the syllabus was inadequate. For its Diplomacourse, the University has recruited full-time and parttime staff, none of whom can claim to have had solid professional experience in the media. But the
demand for the course seems to be on the increase. It has not been possible to persuade the
University to run a course on Film studies as part of its Humanities course, nor to get the Industrial
and Vocational Training Board to consider creating its own course to train film technicians:
cameramen, sound recordists and editors.

2.3 Equipment and teaching material
The main difficulty as I pointed out earlier, is the lack of equipment. It must be said, however, that
the University auditorium is equipped with a pair of 16mm film projectors (fitted with xenon lamps)
which must have been used no more than a do zen times during the last twenty years. Video is not
necessarily the answer since technically showing a video cassette or disc in a classroom is an
infringement of copyright and owners of such rights take the trouble to make this perfectly clear at
the beginning of each film. Most schools in Mauritius are now equipped with a recorder and monitor
as a result of the creation of the Mauritius College of the Air. The latter produces a number of short
documentaries for use in schools, but there is no evaluation of the utilisation of these films or of
their impact.
Another problem is the lack of local material-the software. A great deal of what is available for
viewing or listening, apart from the MCA material, is imported. Local culture gets very little financing
from the State, but many local firms provide some sponsorship for cultural activities (although sports
tend to be more favourably considered) as part of their public relations

2.4 Production of local material: Film and Video

There is hardly any local production outside the MBC and the MCA, the three major producers of
audio-visual material being more interested in advertising work. Over the last two years or so, a
number of young film makers have come into existence as a result of the efforts of the M inistry of
Arts and Culture through the Mauritius Film Development Corporation. But these efforts, although
well intentioned, have been sadly lacking in seriousness of purpose. As a result, there is hardly any
material like a documentary or a short fiction film that could serve as a basis for studies. It is
obviously possible, and indeed desirable, that young people should develop a critical attitude
towards the media, the more so when they have to rely on imported entertainment and information.
But this requires the use of local material which enables comparison between the projected image
and reality.
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Material for studying other media is more easily available and could be of great use, if only teachers
could be trained to look out for suitable material and work together on a teacher’s guide.

3. Developing media education
3.1.Purpose and Objectives

It might be useful to reflect upon the purpose and objectives of media education in the light of
increasing access to news and television and film, especially through the Internet. The point
toremember, however is that such access is relatively limited in developing countries.
Another factor to keep in mind is the need for media consumers to be aware of the social and
political context in which newspapers and television programmes are produced. Idealistic though it
may seem, access to an independent and reliable source of information regarding what happens
behind the scenes is the only way to ensure that learners in and outside school can make the
difference between information and propaganda, fact and fiction and achieve a certain measure of
detachment vis-à-vis the media.

3.2 Reaching the Unreachable

Although the situation in the schools in Mauritius is far from encouraging, it may be not better in
other developing countries. The real problem, as far as Mauritius is concerned, is that, thousand of
young people and adults do not have the necessary basic education to be able to look on the media
with a critical eye. Reaching this particular category of people is certainly not impossible, but would
certainly require a special effort.

3.3 Sharing through the Internet
A great deal of information could be assembled and shared through the Internet on topics likely to
be of use to teachers and decision makers interested in developing media education. This list is
certainly not exhaustive
• Copyright free material available
• Sharing information on teaching materials and magazines (suitability and availability)
• Making it all attractive for the student. Design and lay-out of material
• How much does the teacher have to learn? Where and how to obtain information on Films and
TV programs
• Training the teachers (use Internet?)
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• Motivating the teacher. Suggestions to Education authorities regarding teacher training and
motivation
• Hands-on experiment (using amateur equipment - possibilities and limitations)
• Choosing one format for print material to facilitate sharing .Same contents with possibility of
‘customising’
• Specimen film excerpts for study purposes copyright free. (we could use material recorded off air
but a teaching guide related to specific material could be useful) One Cover design for all?
Under UNESCO license?
• Research possibilities (sharing and adapting questionnaires)

Much of what precedes may not be applicable to countries where Media Education is already well
established. It is hoped, however, that there will be time available to help participants from other,
less advanced, countries to focus on their problems and consider ways in which the cause may be
made to progress in their own country.
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newspapers on films and television (with occasional breaks) since 1962.
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GREECE

The European Children Television Centre

Alexandra Politostathi

The European Children’s Television Centre is a non-profit organisation, under the authority of the
Hellenic Ministry of Press. It is monitored by the Hellenic Audio-visual Institute according to a
presidential decree. It is a unique European structure, based in Greece, and working for the
development of a common European audio-visual language and the exchanges of ideas between
professionals and youngsters of Europe.
Each year, the E.C.T.C. advisory committee, comprising 100 outstanding personalities of the audiovisual field, convenes in Greece. It evaluates the organisation’s work and designs new international
collaborations. The E.C.T.C.’s 1000 active members around the world form information collection
and diffusion points and nuclei of design of innovative products and collaborations.

The development of the E.C.T.C. has been supported by the Hellenic Ministries of Culture, Press,
National Economy, Development, Labour and the General Secretariat for Youth. From 1994 to
1999, the E.C.T.C. has been subsidised for a large number of programmes and actions by the
European Commission, Directorate General V, X, XII, XIII, XXII and XXIV.
All of the above programmes and actions concern the training of professionals, the promotion of
audio-visual education, the production of innovative products and the development of
communication networks.

The E.C.T.C.’s main aims are the restructuring of the children’s television market, the audio-visual
education of youngsters and the continuous provision of vocational training and information to
professionals. The activities of E.C.T.C. in the Audio-visual Education sector can be identified on a
European as well as on a national level.

European Level
On the European level the E.C.T.C. has developed a human network of media education
organisations, institutions, research centres and universities stretching across Europe. Through this
human network the E.C.T.C.
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-

monitors the development of Audio-visual Education, the implementation of numerous projects
and successful educational schemes,

-

collects children’s and youngsters’ views and opinions on the quality of the audio-visual
programmes and

-

informs the audio-visual industry about them.

The E.C.T.C. has turned to a point of reference and information for the media educators of the
Mediterranean basin (including the Balkan and Arab countries) which brings them in contact with
the European audio-visual education developments.

Besides, this human network for audio-visual education uses the specially initiated electronic
services, “Media Literacy Forum” and “Audio-visual Forum for Youth”. (http://www.ectc.com.gr)
The “Media Literacy Forum” promotes the dialogue between educators and enhances the
exchanges of innovative programmes of audio-visual education. The “Audio-visual Forum for Youth”
gives the opportunity to children and youngsters from across Europe to present their views on
audio-visual products and intervene in the audio-visual policies of their countries.
The principal objective of the electronic service “Media Literacy Forum” is to collect information on
the audio-visual education programmes applied all over Europe and provide the audio-visual
educators with the opportunity to exchange information and experience.

The “Media Literacy Forum” has the following functions:

-

collects, classifies and provides information for specific applications of audio-visual education
in Europe,

-

facilitates the exchange of programmes of audio-visual education between different countries,

-

provides innovative and “smart” tools for the application of the audio-visual education systems,

-

transfers the results of the researchers of large research centres for audio-visual education use,

-

communicates constantly with the final receivers, i.e. the youngsters, for evaluation of the
audio-visual education systems and determination of their new needs.
st

With our view to the 21 century and the rapid evolution of the audio-visual educational sector, we
attempt to transform the already existing service “Media Literacy Forum” to a distant learning tool.
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National Level
Concerning the audio-visual education in Greece, the E.C.T.C. implements audio-visual education
programmes on Municipal level. With the help of the “Media Literacy Forum” network and based on
its collaborations with organisations, institutions, research centres and ministries developing audiovisual education projects all over Europe, it transfers in Greece audio-visual education methods
adaptable to the particular situation. It has run audio-visual education workshops in co-operation
with municipalities, for three years, with great success. Seven municipalities have expressed their
interest for co-operation in order to implement similar programmes. The Ministry of Culture supports
the audio-visual education initiatives of E.C.T.C. and plans to integrate its activities in the
programme “Cultural Networks for Cities” in order to support the development of this audio-visual
education network on a national level. The General Secretariat for Youth collaborates with ECTC in
projects for sensitising children and youngsters and wants to integrate these programmes in the
policy of the Ministry of Education.
The E.C.T.C. organises events for the media educators, teachers, parents and children with invited
speakers from other European countries in order to inform them on the current trends of audiovisual education in Europe. Besides, it organises training programmes on audio-visual education for
audio-visual professionals and teachers.
Simultaneously, in Greece, the Ministry of Education and Culture are co-operating on the pilot
programme for Aesthetic education, entitled “Melina”, which was initiated on 1994. The General
Secretariat for Adult Education is responsible for this programme which investigates among others
the sector of audio-visual education and develops curricula.

Finally, E.C.T.C. has taken on the task of organising the Third World Summit on Media for Children,
in 2001 in Thessaloniki, Greece. At the Third World Summit, which will take place within the
framework of the Cultural Olympiad, E.C.T.C. intents to host the multiple activities that register the
most recent developments in the field of audio-visual education in the World. All the research
centres, institutions, NGOs, Universities and Ministries working in the sector of audio-visual
education are invited to contribute in any of the following two ways, either by describing the audiovisual education activities/programmes that they implement and/or by registering the audio-visual
education “face” of their countries. This information will be used for the creation of a printed and an
electronic edition, which will be presented at the Third World Summit and become available to all
the professionals.

rd

In order to prepare the 3 World Summit we are organising in the Mediterranean the annual event
AGORA; this year it will take place in Thessaloniki (Greece). AGORA is an event aiming at
connecting all creative powers of audio-visual education, audio-visual production, distribution and
training. Special emphasis is placed on the counties and territories with a low production capacity or
with difficulties accessing the international children’s audio-visual market. It provides information on
innovative products and on the application of new technologies in audio-visual training. It responds
dynamically to the needs of trainers, educators, producers, broadcasters and researchers.
Every year and within the framework of AGORA, E.C.T.C. invites audio-visual producers,
distributors, audio-visual educators, children and adolescents to the “Summer Talks” meeting. This
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event is structured as a “friendly seminar” with presentations and discussions. The target of the
seminar is to arrange a dialogue between the audio-visual industry, the educators and the
youngsters to the benefit of all parts. The youngsters judge and evaluate the products presented by
the audio-visual professionals. The audio-visual professionals present a couple of their products,
successful as well as not so successful. The audio-visual educators work with youngsters in order
to make their own audio-visual products and discuss on them with the audio -visual industry
representatives. Finally, a technological playground is offered to the youngsters, so that they can
play with innovative games.

Biography

Alexandra Politostathi is a graduate of the University of Leicester, Centre for Mass Communication
Research in Mass Communications and of the University of Athens, School of Philosophy in
Philosophy, Pedagogy and Psychology (Psychology as a major). He worked for Stohos Marketing,
a market research agency and for the Omiros Institute where he gave lectures at the advertising
and multimedia departments. He currently works for the European Children’s Television Centre,
Media Education.
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BULGARIA

Educational Project for the Introduction and Development
of Professional Training of Specialists in Public Communication
Sphere in General Education Schools in Bulgaria

Lilia Raycheva

Goals, Objectives and Principles of the Project
Goals
Development and introduction a model of professional training in the schools of general education
in correspondence with the interest of the young people to professional realisation. This activity is
related to the European requirements and meets the public needs for a new type of specialists with
high education for work in the public communication sphere.

Objectives
1.Enhancing the interest and providing professional knowledge, skills and competence for work in
the area of public communication for personnel with high specialised education.
2. Broadening and enriching knowledge and training in Bulgarian language and literature and other
social sciences courses; mastering of foreign languages and of contemporary information
technologies.
3. Increasing the level of general knowledge and communication skills of young people, as well as
of their effective PR connections.

Principles
1. Connecting the general education training to the professional requirements under the conditions
of twelve-grade education.
2. Practical purposefulness of education and preparation for real realisation in life with the acquired
qualification.
3. Combining the profiled professional education to the successful applying for the schools of higher
education in humanities.
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4. Education is undertaken on the basis of approved state plan.

Organisation for Realisation of the Model
Specialities
1. Reporter in press.
2. Reporter in radio.
3. Video operator.
4. Manager in book publishing.
The education for the first three specialities is undertaken according to a unified curriculum. During
the last year of education students may chose one of the specialities and the class is divided into
groups.

Regulations
1. Application from the School Principal.
2. Agreement of the research crew for including the school in the model of profiled education.
3. Proposal of the research crew to the Minister of education and science for including the applying
school in the model.
4. Written order of the Minister of education and science for including the applying school in the
model.

Curricula
The curricula are developed on the basis of the approved state requirements, proposed by the
research crew.

Syllabi
The syllabi of the courses are prepared by the research crew and are approved by the project
leader. Professional training is supposed to provide knowledge, skills and competence in the
selected speciality as well as to give opportunity for continuing the education in higher institutions.
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Teachers
Specialists in the area of public communications and teachers with additional training in the
proposed courses are invited to teach the courses.

Textbooks and Manuals
The research crew assigns writing of textbooks and manuals to specialists in the area of public
communications. The texts are approved by the project leader.

Practical Skills
Students are trained professionally in the School of journalism and mass communication of the St.
Kliment Ohridsky Sofia University, as well as in national, regional or local mass media.

Admission
Graduates from secondary schools are eligible to apply after passing written and oral exam
according to the approved state requirements.
1. The written exam aims to determine the level of knowledge in Bulgarian language and literature.
It is administered anonymously as a test. The evaluation of the written exam is performed by special
commissions, appointed by the School Principal.
2. The oral exam on unified questionnaire is administered for those candidates, who have passed
successfully the written exam. It determines the level of general culture and the professional
suitability of the candidates.

Grading
The following grades of the candidates are taken in consideration:
-

The doubled grade of the written exam in Bulgarian language and literature;

-

The grade of the oral exam in general culture and professional suitability;

-

The grade in Bulgarian language and literature from the secondary education certificate;

-

The grade in history from the secondary education certificate;

-

The grade of the first foreign language from the secondary education certificate.

148
Educating for the Media and the Digital Age

Graduation
1. Graduation of the high education is performed after successful passing of the matriculation
exams and the professional qualification exams.
2. State qualification exams. Two exams are administered - written and oral.
3. The written state qualification exam is provided in the form of an essay. The graduates have
three topics to chose.
4. The oral state qualification exam on unified questionnaire has practical purposefulness.
5. The grades of the taken special courses are included in the diploma for the high education.
6. Those who have passed successfully the state qualification written and oral exams are awarded
with a certificate for professional qualification, aside from the diploma for high education.

Management of the Realisation of the Project
1. The whole management of the project is realised by a research crew, approved by the Minister of
education and science.
1. The research crew follows the Law of people’s education as well as other normative documents
of the Ministry of education and science.
2. The research crew works in close collaboration with the School of Journalism and Mass
Communication of the St. Kliment Ohridsky Sofia University, the Scientific Institute for education to
the Ministry of education and science and The Alexander Teodorov-Balan No 93 High School in
Sofia. Co-ordinator of the project is the School of Journalism and Mass Communication of the St.
Kliment Ohridsky Sofia University, the basic experiment organisation is The Alexander TeodorovBalan No 93 High School in Sofia, and the contractor is the Scientific Institute for education to the
Ministry of education and science.
3. The research crew creates special rules, which are approved by the leaders of the three
participating institutions.

Funding for the Realisation of the Project
1. The education of the students from the schools, participating in the project, is free. The
respective municipalities and schools provide the necessary technical equipment and financial
funds.
2. The Ministry of education and science and the Scientific Institute cover the financial funding of
the research crew for education to the Ministry of education and science.
3 The revenues of the project are formed as follows:
Funds from the Ministry of education and science.
Funds for scientific and methodical activities.
Sponsorships and gifts.
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Other.
4. The expenditures of the project are formed as follows:
Writing the project and the model of documentation for its realisation.
Preparing the curricula and syllabi for the special courses as well as writing manuals.
Training of teachers for the specialised courses.
Business trips.
Office expenditures.
Honoraria.
Other.

Conclusion
The program exists for five years. The main topics, which are taught in The Alexander TeodorovBalan No 93 High School in Sofia, are: Basics of Journalism, Rhetoric, Editing, News Gathering,
Basics of Photography, Management and Marketing, Graphic Design, Radio skills, TV skills,
Videoproduction. Pupils of the school are actively participating in the work process of established
mass media institutions, such as Radio “Alma Mater” of the School of Journalism and Mass
Communication of the St. Kliment Ohridsky Sofia University, the Bulgarian National Radio, Radio
“Tangra”. The pupils of the school are also collaborating with the newspapers “Trud” (“Labour”), “7
dni sport” (“Seven days of sports”), “Sega” (“Now”), etc. The basic advantage of the program is that
most of the students get their realisation while they are studying and most of the graduates have
continued their education in higher schools in humanities. The positive results of the project
encourage the research crew to develop the program in nine high schools in humanities spread out
throughout the country.

Biography
Lilia Raycheva, PhD is associate professor at the Department of Radio and Television, School of
Journalism and Mass Communication. She is Vice Dean of the St. Kliment Ohridsky Sofia
University.
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BELGIUM

EAAME/ AEEMA
European Association for Media Education

Didier Schretter

The European Association for Audio-visual Media Education (AEEMA/ EAAME) was founded in
1989 under the joint auspices of the European Commission and the Council of Europe. It benefits
from the recognition of Eureka Audio-visual and regularly co-operated with international institutions
like UNESCO and the European Parliament on matters concerning media and communication,
education, culture and young people. Its purpose is to develop and to foster the idea of Media
Education amongst the public at large.

AEEMA/ EAAME has grown rapidly to become the largest network of its kind in Europe, with
members who represent the key protagonists in a wide variety of national and regional scen arios.
The Association welcomes experts, organizations, associations, institutions, high schools, ministries
and any other authority interested/ involved in media education that shares the aims of AEEMA/
EAAME.

Aims
To promote the teaching for the media
To convince young people, public at large, political and economical authorities, as the
professionals that media education is a priority
To prepare youngsters to the use of new communication technologies
To encourage a responsible and critical approach of the media
To open new job opportunities in a rapidly expanding sector
To establish a permanent inventory of media education in Europe
To exchange information and methods used in media teaching and training
To establish a data bank of teaching aids available in European countries and others
To organize meetings, conferences and training for media educators
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To develop cooperation between those responsible for education and the media industry
To observe the development of media education
To set up distribution of media education teaching aids accessible for everybody

AEEMA wants to provide cooperation between the media educators in Europe and abroad, and
although it does not finance these projects, its position allows it to bring together a large r ange of
organizations which have an outstanding knowledge the situation of their own countries. The
Coordinating Committee creates an inventory to develop and oversee contacts for the benefit of its
members by advising them about the best means of developing and financing their projects.
EAAME is committed to the coordination of the various activities of its members and the networking
of experiences and information. From the start, EAAME has sought to develop, to the best of its
ability, the various means of federalising the activities and the projects of the European media
educators. The EAAME provide a NEWSLETTER to keep members informed by focusing on
current concerns. The LETTER enables members, via the BRIEF COMMENTS, to present their
new projects.

The international partnership is today the fundamental question for media educators. It seems to be
a priority to maintain a policy of solidarity and good synergy’s between educators who are
concerned with the same work all around the world. AEEMA made it its business to develop this
spirit in respect of the realities in the educational sector. Information gains in value as it circulates,
and AEEMA has developed a strategy for communication at several levels. International meetings,
publications, workshops and seminars, the index for professionals in media education, information
banks, Internet- all offer various types of instruments adapted to the different needs of the
members. Thanks to the network, members are regularly invited to participate in major international
conferences or in the deliberations of regional and national councils.

The European regions are developing projects with more defined and specific identity, adjusted to
the needs of the communities involved. AEEMA is developing expertise and projects with regional
and local institutions. With authors’ societies and international institutions we work on translations of
books or works of reference. EAAME also looks at the questions of authors in connection to media
education.

From the start, AEEMA has aimed to create a catalogue and a database. This tool, indispensable
for professionals, educators, teachers, and researchers, now exists in the form of the European
index of Professionals in media education. It brings together the various projects in which members
are involved. The first AEEMA/ EAAME Internet site was opened in 1996. It developed a regular
forum of communication in various guises: a “newsletter”, an agenda of international events, texts
which contribute to the developments of activities…The address is http:/www.datanet.be/aeema
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Since 1994, AEEMA and ICEM (International Council for Educational Media) have been developing
a synergy, notably in the field of young people’s audiovisual production, and have been reflecting
on these collaborations. AEEMA created with ICEM a workgroup specializing in media education.
The “Audiovisual and School” contest takes place every year and is organized by the ICEM and
AEEMA together under the patronage of Mr. Daniel Tarschys, the General Secretary of the Council
of Europe. An international jury awards prizes to the best productions. AEEMA wishes to support
the use by pupils of the media and to promote the growth of international exchanges in this area.

AEEMA is developing the “Curriculum project” for researchers and users, which aims to bring
together school curriculum statements. This instrument allows for the comparative study of different
curricula from the point of view of audiovisual media education. Research and study projects
concerning media education are part of the EAAME’ s concerns. Our regularly updated data banks
can provide the support you need for your scientific work. We can help you reach well-defined
target groups depending on your needs. Some 5000 index cards can be consulted as you proceed
with your scientific inquiries.

Biography
Didier Schretter, First Chairperson of AEEMA/EAAME European Association for Audiovisual Media
Education. Born in Etterbeek, Belgium in 1961,.Didier Schretter studied Sociology at the Free
University Brussels. After being a theatre director for two years, he started in 1986 to develop
audiovisual media education projects for children and young people, became director of the Media
Education Department of the Brussels Media Centre, MAATWERK vzw and worked as freelancer
for the Belgian School television and the film sector.
In 1989, as initiator and one of the founders, he became the first chairperson of the European
Association for Audiovisual Media Education (AEEMA/EAAME). Since then he organised
international workshops and meetings and edited publications for the development of Audiovisual
Media Education in several countries over the world. In 1991 he created and directed the new
Brussels Media Education Centre (MEDIA OPLEIDINGS CENTRUM vzw) specialised the
development of integrated audio-visual Media Education projects and pedagogical tools. This
centre works currently with the Government of Brussels Capital Region, but also for several other
Belgian ministries and administrations, schools and Universities. Video-education projects like «T
MAG! ZEG HET MET BEELDEN...” (“OK! Say it with pictures...”) are promoted and distributed in
Belgium. All activities included pedagogical guides for pupils and teachers, examples, teaching
materials, video’s, training for teachers and for trainers. Success brings most of these projects over
the borders. In 1996 he create DATANET, a specialised association in new technologies for nonprofit organisations.
In 1997 the Brussels Media Education (MEDIA OPLEIDINGS CENTRUM vzw) Centre highlight on
multimedia production, edition and distribution of specialised tools for teachers and educators.
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Further information:
AEEMA/EAAME
Didier Schretter, Chairperson
Av. Maréchal Foch 54
1030 Brussels
Tel. and Fax 32 2 241 20 03
Didier.Schetter@ping.be
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GERMANY

An Approach to
Integrating Media Education into Everyday School Life
and Instruction at Secondary School Level
Dieter Spanhel

Introduction
The new media as a challenge for school education require to redefine its aims and methods. It is
no longer sufficient to transmit knowledge and help young people to build up special competencies.
In addition and primarily they must learn to deal with unknown problems in the future, with
uncertainty and insecurity, with an increasing lot of information, with changing knowledge and truth
and with the unknown.
Therefore school must help students to acquire the capability of learning to learn and the readiness
for lifelong learning and to reorganise learning structures and knowledge. This involves a greater
personal responsibility of the adolescents for their learning and their own development. It is
therefore important that school with its task to educate offers orientation for adolescents in the
variety of apparently arbitrary ways of life. School must help its students to build up a stable system
of values and structures of orientation and to develop the ability to act responsibly.

In serving these tasks media education and information techniques at school are gaining more
importance. On the one hand they must be used as instruments for improving teaching and learning
processes. On the other hand they are becoming a subject matter. In any case media competence
is becoming an important educational aim. In order to do justice to the significance and to these
functions of the media we have developed our model of integrated media education.
This approach is the result of a four-year model experiment at a secondary modern school in
Erlangen in collaboration with the whole staff of the school.

Characteristics of integrated media education
Our approach to media education at school can be characterised by the following demands on all
teachers:

155
Educating for the Media and the Digital Age

-

The students' extra-curricular media experience, their media-conveyed knowledge, abilities,
emotions and values, psychic conflicts, learning and behavioural disturbances should be
integrated into lessons and school-life.

-

The various media with their specific capacities should be used naturally as a means of coping
with teaching, educational or professional problems and tasks, that is they should be
instruments of expression, representation, information, learning, working and communication for
students and teachers.

-

All sorts of media should be involved without pedagogical reservation. So books are not from
the outset to be seen as more valuable than videos or computer games; it depends on the
contents and on the aims that are to be gained by the use of the media. Because of the
developments in the field of multimedia this aspect implies the integration of media education,
computer literacy and multimedia techniques.

-

Accordingly media didactics, that is the use of media as a means of learning and working for
the improvement of teaching and learning processes and media education, - that is the use of
media as a subject matter with the aim of enabling students to critically, reflectively and
responsibly deal with media in all areas of life - must be fused.

-

Media education is to be integrated into the general context of education at school, which must
not be understood as a mere summing up of single educational tasks. The medial aspect must
be taken into account with all educational problems, for example as an important part of leisure
time education. From this point of view, lively and stimulating lessons in Arts, Music or Physical
Education appear as an important part of an integrated media education. On the other hand we
imply important possibilities for social and ethical education when we are practising special
methods of media education.

-

Every teacher is responsible for integrated media education; it must neither be limited to a
particular subject with its own specifically trained teacher nor to certain links in the contents of
single subjects (such as German or History, Social Studies or Geography). It includes crosscurriculum projects, school events, methods of co-operating as well as activities going beyond
the school boundaries.

-

Assuming a broadened concept of text in the context of media, thus including not only printed or
written texts, but also all complex symbolic forms of description, German lessons could
become an important focal point of integrated media education. The central idea might be to
convey a 'media literacy'.

Aims and tasks
In our modern society we must not entrust school with ever-new additional tasks. The aim of our
approach therefore is to integrate media education into lessons and school-life in such a way that
they can be combined and realised together with the usual curricular requirements and the oth er
educational aims. Thus additional strain should be avoided; over and above that, an improvement
of learning processes could be achieved. The aim is to convey media competence. Students should
be enabled to act properly, with self-determination, creatively and socially responsibly in a world
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dominated by media and information technologies. In this context it is important that the use, layout,
analysis and criticism of the media at school are balanced properly.

During the model experiment we tried – in co-operation with the whole staff to find out practicable
ways how to deal with the following tasks of integrated media education:
The teachers knowledge of their students' media world and their dealing with media outside school
must be as accurate as possible. The general results of media research are not sufficient here.
Because of that we have developed short questionnaires to register and comprehend the students'
leisure time and media behaviour. They are available on CD-ROM together with routines for
analysis so that forms can analyse and reflect their use of media behaviour together.

-

Teachers must appreciate and attend sensitively the students' dealing with media in their
everyday life. They should offer their students the possibility to express their knowledge and
experience and to talk about their media habits, preferences and heroes. The drawing of
comics, taking pictures or creating layouts at the computer can stimulate processes of
reflection.

-

Media education means didactic integration. When dealing with media in their leisure time,
students gain a lot of unstructured and arbitrary information and pieces of knowledge, abilities
and attitudes. Teachers must try to take up this extra-curricular experience and existing
questions and to connect them with the subject matters in order to motivate the students for the
lessons and to make use of their energy and productivity for learning processes at school.

-

Students must not be left alone with the flood of information from the new media. They need
criteria for selection that are clearly oriented at values. Their knowledge and experiences with
the media must be talked about and consolidated and also be structured according to the
subjects. Only then can they build up a structured basic knowledge that can later serve them as
a frame of reference for life-long learning.

-

With regard to media competence we are faced with the following tasks: the selection and
meaningful use of different media; the creation and distribution of one's own media
contributions; the understanding and evaluation of media creations; the recognition and
analysis of media influence; the comprehension and evaluation of the conditions of media
production and media distribution within modern society.

The structure of our approach and its realisation in secondary schools
These are the results of the model experiment, the results of collaboration of university and the
school.The heart of our approach is a special curriculum for media education that is integrated into
the usual curriculum for schools. This forms the frame of reference as regards education and
contents.

157
Educating for the Media and the Digital Age

The vertical structure of the curriculum of media education is determined by the idea of model
media. At each grade work focuses on one medium only, without excluding the use of the other
media. There are two advantages to this: Teachers' work can concentrate on one medium during
one school year. Over the years, this helps the students to systematically build up a media
competence, taking into account all sorts of media. The sequence of the media on secondary level
is as follows:

th

5 grade: pictures (photographs, slides, drawings, comics, prints)
th

6 grade: audio-visual media (films, videos, TV)
th

7 grade: audio media (radio, cassettes, CD)
th

8 grade: print media (newspapers, magazines)
9th grade: multimedia (CD-ROM. Internet, e-mail)

Experience gained in the model experiment has shown that these model media must be
complemented by two continuous working principles:
-

The advancement of language, reading and communication competence must be an important
part of the media education at all grades.

-

In addition the use of the computer as a universal tool for learning and working must be
integrated into every-day teaching at all grades. In each classroom there should therefore be at
least one multimedia computer at hand to the free use by teachers and students.

The horizontal structure of the curriculum is characterised by the different forms of integrated media
education and information technologies into teaching and school life. On the level of teaching we
distinguish the following forms of integration:
-

A close connection between the learning goals of the subjects with media educational aims in
particular lessons (e.g. in German: the language of comics, the language of adverts; in Social
Studies: analysis of videos showing violence and the development of non-violent strategies to
solve conflicts).

-

Links for the implementation of media educational topics in particular subjects (e.g. analysis
and comparison of formal modes of presentation in the media in Arts lessons).

-

Cross-curriculum units (e.g. the production of a radio magazine dealing with a historic topic in
co-operation with the subjects History, German or Music).

158
Educating for the Media and the Digital Age

Forms of integration on the level of the school:
-

Media specific teams should be offered (photography, school radio, computer sciences);
training students as specialists for working with media.

-

School life: decoration of the school building (exhibitions of particular forms, wall newssheets);
parties; contacts to the parents.

-

Activities going beyond school boundaries: contacts with other classes and schools via e-mail,
co-operation with local media suppliers (libraries, newspaper, local radio, computer clubs).

It is furthermore particularly important that the students are continuously introduced to media
specific techniques (techniques of analysis and production). Chances to practise and consolidate
these techniques are daily to be found (e.g. the use of the computer for creative writing in German
lessons).
As far as the contents are concerned the curriculum at each grade consists of three so-called
project frames. These are larger units that, in dealing with a generic topic, link learning goals of the
subjects with media educational objectives. German forms the focal point of one of the project
th
frames respectively. An example: a project frame for the 7 grade (audio media) is: "Young people
and the law". Social Studies can gain its teaching objectives if the students record interviews with
representatives of the juvenile court, the police, the youth welfare department. In the model
experiment a radio feature with the topic " theft at department stores" was produced. Special
connections ensue with the subjects German and Music. Relations to History or Geography are also
possible (kids in a certain historical era or in developing countries).
The curriculum for media education is meant to make teachers' preparatory and planning work
easier. At the beginning of the school year they shall fit the project frames into the plans for the
subjects of the current term. In doing this they can follow their own ideas; the curriculum offers
stimulation and help.
By this it should be guaranteed that media education and the use of new media occur continuously
throughout the year. Special highlights in the school year are project days or weeks. They connect
many forms of integration and present the time to get deeply involved in the media work and are
well received by students and teachers.

Effects of the integrated approach and conditions for its realisation
Within the framework of the model the following positive effects of an integrated media education
and the continuous use of new media were to be observed:
With regard to the students:
-

They arouse the students' interest and offer links to their everyday world; they enhance their
motivation, their willingness to learn and to work, their perseverance and concentration

-

They lay bare concealed capabilities of the students, inspire their fantasy, and stimulate
independent learning and working

159
Educating for the Media and the Digital Age

-

They create a great variety of talking occasions and help to improve the students' language and
media competence;

-

They can instigate processes of self-reflection with the students and can improve their selfesteem in successful media projects.

With regard to the teachers:
-

They can break up rigid teaching routines and challenge the teachers to vary methods, social
and working forms more often;

-

They suggest acting and project-oriented teaching forms

-

They ease up the teacher - student-relation;

-

They can support educational efforts and, at times, reduce disciplinary problems.

With regard to the school:
-

They instigate the dialogue among staff and a critical analysis of the school's work;

-

they can enrich school-life and open the school for the outside world;

-

they can open up new communication forms and partners for classes;

-

they can arouse the parents' interest for the school's work anew.

We must not conceal that the realisation of this integrated model makes great demands on the
headmaster, staff and individual teachers. A promising realisation seems only possible if the
following preconditions are met:
•

Headmaster/mistress and staff must deliberately decide to make integrated media education
and the use of new media an important task of their school.

•

The headmaster must support this matter by providing the necessary media and flexible
organisational structures.

•

The school must develop a concept for a suitable media organisation and must set up a media
workshop.

•

The basis is a consistent teacher training with respect to media education and their readiness
for co-operation. It is important that the teachers have a positive pedagogical attitude towards
the media, overview the media supply, know about the students' media world, recognise the
pedagogical and didactic possibilities of the media and master the media specific techniques.
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In the long run integrated media education, as a central matter of concern will be guaranteed only
within the framework of school development, by developing a special school profile and media
education as an integrated part of it.
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DENMARK

Media Education in Europe
Special Focus on the Scandinavian Countries

Birgitte Tufte

Similar to the development within mass communication research there has - on an international
level - been a development in the field of media education.
There is thus a close relationship between the development of mass communication research and
media education. The former goes back 50 years and has certain traditions, whereas media
education research is a rather new field. The debate about children and media - and media
education in its first phase - was rather moralistic. There are various reasons for this, one of them
being no doubt the media’s pursuit of sensational stories. Children and media violence is always a
good story. Accordingly there has been a great deal of interest in that part of mass communication
research, whereas other areas such as for instance ”children’s understanding of symbols”, ”the
relationship between school and the parallel school of the media” or ”gender differences in relation
to media” have had less interest for journalists. The agenda of the press and television has no
doubt influenced the agenda of the school, which for many years - and still to a certain extent - has
been based on a perception of media as a factor in cultural deterioration.
The early mass communication research which was American put focus on effect studies. In the
beginning i.e. in the 1930s and beginning of the 40s the so -called ”needle” theory was dominating.
The recipients were considered to be defenceless human beings who were injected by the media. A
stimulus-response thinking formulated among others by the Canadian researcher H. Lasswell
(Lasswell, 1948).
Gradually the perspective moved towards the long term consequences of communication and the
recipient, and in the so-called ”uses- and gratification” research focus not longer was on what the
media do to the people but rather what ”people do with the media” (Katz, 1959).
Gradually the perspective has thus moved from the effect studies i.e. focus on the sender to the
recipient. Accordingly, today many media researchers are working with media reception and media
ethnographic studies. So, there has been a move from the sender perspective via the content
analysis (the critical analyses of the 1970s) to today’s interest in the audience, or rather in the
different audiences.
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A parallel development has taken place in relation to media education. If media was seen as very
effectual and mainly bad for children and youngsters media education ought to protect against the
media. When - or rather if - media was used in the classroom it was mainly to teach the children
about the bad influence of media - and in order to inoculate the pupils against the media.
Gradually - during the 1960s and 70s - the moving images entered the school, but mainly in the
shape of ”screen education” i.e. film teaching - and still bearing the distinction between ”high
culture” and ”low culture” in mind. It was no longer a question of protecting the children against the
media but to teach them to choose the ”good” films instead of the "bad" entertainment in television.
Next step was - very much in accordance what happened in the mass communication research field
- that semiotics and ideology was introduced into the classroom in the shape of analyses that
usually came to the conclusion that the ideological power of the media was very strong.
However, there was still a gap between the fact that children had a cultural competence in relation
to media, which was far away from that of the teachers. This was gradually accepted during the
1980s and 90s to the extent that popular media texts were introduced and some - although still not
many - teachers worked with media production in the classroom.
Summing up, one could say that it is thought-provoking that of the three factors in the
communication process i.e. sender-message-recipient, the perspective has gradually moved away
from the sender to the recipient perspective, just as in recent years it is the pupil in the class, that
light is shed on. This is due to pedagogy and education in relation to learning processes and
teaching in general, and it is due in relation to media education.

What is the name of the child? - And what is it like?

As long as the subject ”media education” has been on the international agenda, it has been
discussed how to define it.
What the child has been called depends very on different pedagogical traditions and theories in the
different countries. It has been called different names such as for instance ”media literacy
education”, ”media awareness education”, ”visual literacy” and ”media education”. However, it
seems as if there is general agreement internationally to call it ”media education” although there are
national variations.
During the past decades there have been different definitions of its scope and it is a fact that media
education still remains at a pioneer stage both in relation to research as well as teaching. To a very
large extent, media teaching relies on enthusiasts in the schools who offer to take on the task of
teaching media. They are innovators within a new field, and despite lack of consensus about the
definition of the subject area of media education, these teachers are working very hard often getting
ideas from and being inspired by the international media education movement.
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It should be emphasised that media education by definition is interdisciplinary - which may be one
of the reasons why it is so difficult to get it introduced into the scientific circles and integrated as a
compulsory part of the educational system.
So, there is in fact a gap between the established school and the parallel school of the media. In the
everyday lives of children and the young three factors interact: family, school and media. It is taken
for granted that the three areas contribute jointly within the overall process of education, and that
the importance of the family is on the wane. Accordingly, school and media gain increasing
influence. It constitutes a problem that the field of the media is still relatively invisible in relation to
the school and its educational tradition. In other words: two worlds are emerging: that of the official
school with its traditions and its established norms and methods on one hand, and on the other a
"parallel" school i.e. of the media, particularly moving images from which the pupils gather different
kinds of knowledge and experiences to those found in school. One option is to maintain that the
school should refrain from touching the free space constituted by the pupils' use of media. Another
option is to hold that it is obvious in relation to the communication society of the future that the
established school and the 'school' of the media will have to enter into dialogue with each other.
Media education, defined as a scientific subject area, occupies an area of tension between
”traditional” mass communication research and pedagogical research. Yet, it is on the basis and in
interaction with the findings of research that media teaching ought to be - and fortunately often is developed.
By the term "media" is meant the entire range of mass media including printed media, the electronic
sound and picture media, and film along with the new interactive media.
With regard to the content of media teaching, it used to be customary to distinguish between
teaching with and about media. Teaching with media lies at the periphery of the field of media
education, whereas teaching about media is the proper sphere of knowledge of the media subject.
Key concepts are:

-

communication and media (theories about communication, culture, socialisation and
media)

-

media history (the historical development of the media from the printed press to
multimedia)

-

media recipients/audiences (theories on media reception)

-

media texts (genres, media language and media aesthetics)

-

media types (the characteristic features of various media)

-

Self-production (insight into the use of media as an aesthetic means of expression
and a tool for communication).

In other words, it is a field of knowledge in which it is not a question of either acquiring analytical
knowledge or expressing oneself aesthetically/technically. Both are equally important.
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The history of media education
UNESCO has continuously supported media education initiating conferences and publishing books
and reports (Minkkkinen 1978, Morsy 1984, Halloran & Jones 1986, Bazalgette, Bevort & Savino
1992)

The first systematic description of what media education ought to be was written in 1978 by
the Finnish researcher Sirkka Minkkinen. Her very broad approach was unusual at that time
- and rather unrealistic to most teachers and researchers. She points out that the goal
setting for mass media education in her study is aimed at em bracing aesthetic,
communicative and social approaches. According to Minkkinen media education aims at
developing skills in ”cognitive, ethical, philosophical and aesthetic matters”. She divides the
goals into cognitive goals, goals relating to skills and motivation goals (Minkkinen, 1978:50).

Inspired by the Lasswell formula (Lasswell 1948) she says that the content of mass media
education may be divided up under following subject headings:

A) The history of communications
- the general history of communications
- the history of mass communications in one’s own country
- the future of communication and communication policy

B) The production of communication
- communications in to-day’s world
- the structure of communications in one’s own country

C) What (content of mass communications)
-

the relationship of mass communication to objective reality

D) To whom and with what results (the impact of mass communications):
- the use of mass communications/media
- the impact of mass communications (Minkkinen 1978:54-56)
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Minkkkinen has a broader approach to children and media and media education than most
researchers in the 1970s. One could say that she was ahead of her time. She emphasises that
media education ought to be a question of all media, which at that time was print media, radio, film
and television.
However, although the elements of media education to a certain extent are rather similar to the way
media education is described in the curricula of various European countries today, the Minkkinen
approach is very much related to early theories of communication. In this kind of approach as that of
Lasswell, communication is seen as a one-way flow. Accordingly audiences are regarded mainly as
passive recipients, and the role of the teacher is then to make pupils aware of the history, content
etc. of the media. And the pedagogical model in this way of teaching is similar to the communication
theories that believe that the recipient is a tabula rasa.
As already mentioned newer media research and recent trends within the area of pedagogical
research focus on the audience, the ”receiver” of the message. This means that media education in
Europe in general has changed recently. Where the media some years ago were considered as big
bad wolves influencing children and youngsters with lies and propaganda, today there is a twofold
trend: mass media are still seen as powerful, but on the other hand the audience is ”strong” to a
limited extent, mainly remembering and being influenced by information and media messages which
are relevant to their daily lives. One of the consequences of this philosophy is that media teaching
is seen as a relationship between producers, texts and audiences. Perceiving pupils as active
producers of meaning who are also vulnerable in their reception of messages, is a way of thinking
which has implications for media education: it can no longer be seen as a one -way- process. The
media competencies of children have to taken into consideration, and the traditional role of the
teacher has to be changed.
This new trend is part of what one could call the new media education which is an approach which
is no longer based on moral panic. The new trend emphasises a relaxed, pluralistic and crosscurricular approach to media teaching. This is an approach which for the past 5-10 years has
dominated many of the working papers presented in the IAMCR (International Association of Mass
Communication Research) Section on Media Education Research, as well as the papers presented
and the speeches given at many of the international conferences that have taken place in recent
years.

State of the art
As is often the case when talking about international trends it is mainly experiences from the
English speaking world that are visible in the scientific landscape. This has very much been the
case in relation to media education, too.
This is not said in order to underestimate what has taken place in the English speaking world, but
rather in order to point at the fact that media education projects also have been carried out in nonEnglish speaking European countries, although often inspired for instance by the experiences in
Great Britain. Before describing these European trends, I want to emphasise, however, that - seen
from an international point of view - there are 4 countries which definitively are leading in the world
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on the media education map. These are Australia, South Africa, Canada and Great Britain. The
state of art in the first mentioned three countries are described elsewhere in this publication.

Great Britain
In Great Britain there is a long tradition for teaching media which goes back to the establishment of
the British Film Institute (BFI) in the thirties. Like in other countries focus was on film studies in the
beginning (Alvarado 1977, Alvarado, Gutch & Wollen, 1987) whereas towards the sixties media
studies were developed to comprise all media. In the 1980s and 90s there has been a boom in
media education in Great Britain which can be exemplified by the many publications that have come
out (Masterman 1980, 1985, 1991, Bazalgette 1991, Buckingham 1990, 1991, Buckingham &
Sefton-Green 1994, Buckingham (ed.) 1998, Hart (ed.) 1998, Lusted (ed.) 1991).
The British Film Institute has played an important role in getting media education into the
educational system and in introducing media education onto the National Curriculum.
In Scotland the Scottish Film Council has been central (Adams et al 1988), and the Association for
Media Education (AMES) publishes ”The Media Education Journal” which is a forum for the
exchange of teaching experiences.
Len Masterman, ”the grand old man” of media education, has recently (Hart (ed) 1998) made an
analysis of how the field has developed in Great Britain. He says that in the thirties

Media education was an education against the media, and contrasted the manipulative
nature of the media with the timeless values of real culture, as embodied supremely in
literature. That earliest paradigm is now popularly known as the inoculative paradigm
(Hart (ed.) 1998: viii)

Next step was, according to Masterman, that in the sixties a generation of young teachers entered
the school, teachers who were familiar with the popular culture:

Such teachers were apt to argue that the films of directors such as Bergman, Renoir,
Bunuel, Fellini and in particular the French New Wave directors actually possessed as
much intellectual energy and moral seriousness as anything that was being produced
within European or American literature. They produced a new answer to the question:
”Why study the media?” It was to enable students to discriminate not against the media
but within them - that is, to tell the difference between the good and the bad film, the
authentic and the shoddy television program, and work within popular culture. (ibid.: viii)
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This was the popular arts paradigm.
In the 1980s the teachers gradually got very much inspiration from French theory such as semiotics
and for media teachers this

pointed to the fact that the ideological power of the media was was very much tied up with
the naturalness of the image, and with the tendency of the media to pass off encoded,
constructed messages as natural ones. They demonstrated too, that questions of power
were central to discussions about the production, circulation and consumption of imates
and representations. (ibid: ix-x)

This was the representational paradigm.
Masterman ends up by emphasising the necessity of moving beyond the old paradigms to ensure
that teaching strategies try to develop in accordance with what is happening to the media in these
years i.e. the current commercial media.

France
In France there has been a very strong tradition for film teaching.
One interesting theoretical example is Antoine Vallet’s project of ”language total” (total language)
(Vallet 1989) which has had a certain influence on some of the media projects that have been
carried out in Latin America.
Another example in France is the work done in Bordeaux at the Centre Regional de Documentation
(CRDP) (la Borderie 1979).
One of the most famous and well described media education projects in France is the ”Jeunes
téléspectateurs actifs" (JTA) (Pierre et al. 1982), which in 11 departments involved 9-18 year old
children and youngster, parents, teachers and librarians. However, due to lack of resources and
maybe also because of the increasing interest in information technology in the 1980s rather than
media education in a broad sense the project did not manage to influencethe educational system.
In recent years the organisation CLEMI (Centre de Liaison de l’enseignement et des Moyens
d’Information) has organised conferences and media education courses for teachers. Media
production has been discussed among some French teachers as part of the media teaching, and a
French doctoral thesis describes the role of video production in media courses (Eriksen-Terzian
1996).
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Germany
In the 1970s and 80s various theoretical publications came out (Sturm et al. 1979, 1982, Baacke
1979). During the last 10-15 years there has, however, been a growing interest for practical media
work and media production (Schorb & Stiehler (ed.) 1991, Theunert et al. 1992, Merkert 1992).
There are different approaches to media education in the different ”Länder” (departments), but the
generel trend is that there is a general growth within media education on various levels of the
educational system - as well inside the established school system as outside (Stiehler & Grunau,
1992).

Other European countries
According to the reports and registrations that have come out within the past 10-15 years
(Bazalgette, Bevort &, Savino 1992, Pungente & Biernatzki (eds.) 1993, Comunicación na periferia
atlántica 1996, Hart (ed.) 1998) and according to the international working papers I have seen as
head of the Media Education Section of IAMCR from 1992-1998 there are no European initiatives
that can really be compared to what has been going on in countries like Australia, South Africa,
Canada and Great Britain. There is no doubt, however, that there is a growing interest among many
teachers in media education in countries like for instance the Netherlands, Italy, Greece, Austria
and Switzerland. For instance there has - since 1992 - existed a journal for media teachers in
Austria: ”Medienimpulse - Beiträge zur Medienpädagogik”, published by the Austrian Ministry for
Education and Cultural Matters.

Scandinavia
Finland
In Finland media education was introduced into the curricula of Finnish primary schools as early as
in 1970, and in 1977 into the high schools (Minkkinen 1978). It is not an independent subject but is
integrated with Finnish, art and history. Until recently, with the media ’explosion’, teachers did not
show great interest in practising media education. During the past few years, however, courses and
teaching materials have been developed, and in the 90s media education has been integrated into
the national curriculum of the school and the teacher education. However, experts working in the
field are not too optimistic (Härkönnen & Tuormaa, 1992:22). Like in many other countries time will
show whether the intentions will materialise into practical action in relation to the daily life of the
school.
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Sweden
In Sweden, media education has been compulsory since 1980. Media education has gradually been
moving away from moralising attitudes, towards an education which is more searching and pupilcentred.
Media teaching in the shape of film studies has existed in Sweden for many years, but not until the
last 10-15 years has it been what in this article has been defined as media education. To-day the
responsibility to practise media education in primary and secondary school lies with the teachers of
art and social studies, whereas - until the end of the 1980s - media education was part of the
curriculum of Swedish. One important resource for media education programming and materials is
Sveriges Utbildningsradion (Swedish Educational Broadcasting Company).
As in many other countries - for instance France with CLEMI - "newspaper in the school" (TIS) is a
rather strong organisation which organises media education courses and seminars for teachers.
Summing up I would like to refer to two Swedish researchers Karin Stigbrand (Stigbrand 1989,
1991) and Jonas Wall (Wall 1990) who have both for many years been very much involved in media
education. They are rather pessimistic. According to Jonas Wall the reason why media education is
not yet - even in the 1990s and even if media education was made compulsory in 1980 - really
integrated into the Swedish school is that there is not sufficiently political interest in and support of
media education.
In spite of that pessimistic point of view, however, many Swedish teachers are actually practising
media education, and the association for media teachers are frequently organising conferences and
seminars, and they edit and publish the journal "Mediekanalen".

Norway
As early as in the 1920s and 30s there were debates about the moving images i.e. the film in
relation to the school (Hummelvoll 1981), but - as was the case in many other countries - it was a
kind of teaching with media more than about the media i.e. the teachers using film as a pedagogical
means. In Norway there has apparently been more political support than in the other Scandinavian
countries. This can be seen for instance from the curricula from the 1960s until to-day. The crucial
change came with the national curriculum in 1974 when media education become a compulsory
part of the teaching in primary and secondary scho ol. However, it was not until 1985 when media
education and computer education both were put as special effort areas in the Norwegian school
system that things moved forward. In the teacher education media courses are part of the
curriculum.
During the past 10-15 years various books have been published within the field of media education
(Dahl 1984, Kjørup et al. 1987, Fougner & Søbstad 1990, Kjørup 1991, Erstad 1997) which is an
important factor in relation to the need for teaching materials and student books.
In Norway, media education to day is a compulsory part of all school subjects, but it seems although courses are offered to the students today - that the training of teachers is still incomplete among other things due to shortage of equipment.
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Denmark
Like in many other countries film was used in the classroom in Denmark already in the 1920s
(Cornelius 1976, Kragholm 1980), but it was not until the 1970s that media education was
becoming a part of the curriculum, mainly within Danish,
In the 1980s and 90s various media education development projects were carried out (Tufte et al.
1991), but much of the work done was carried out by enthousiasts or innovators who used many
hours of their leisure time to educate themselves within this new area.
Denmark, to a larger extent that the other Nordic countries, tries to let children work with media
production themselves, emphasising the importance of the combination of media analysis,
production and theory.
Although an education bill in 1994 gave media education a certain impetus, it is still not an
integrated part of the school. What is actually happening in these years is that focus is put so much
on information technology, defined primarily as computers, that the technical equipment for the
media workshop often is given less resources than some years ago.
At the Royal Danish School of Education Studies in Copenhagen where media courses for more
than 10 years have been offered to teachers this trend is evident, although there is also a great
interest from many teachers to get more insight in media education in a broader sense, practically
and theoretically. During the 1990s various reports and research have been published (Holm
Sørensen 1994, Tufte 1995, Rasmussen 1996, Drotner 1996, Report from the Danish Media
Commission regarding children's and adolescents' use of media 1996, and others), all concluding
that media education ought to be a compulsory part of the Danish school. However, there is still a
huge gap between the intentions and the political practice and support.
A characteric aspect of the Danish media education is the grassroot tradition which to a certain
extent is very good and useful in a democracy. However, in the case of media education, it has
turned out that (too) much of the teaching has been carried out by the above-mentioned innovators,
who - if not supported from the top - in the long run will get exhausted.
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The future of Media Education
Although there exists what has been called an international media education movement it is a fact as has been said in the beginning of this article - that the way in which media education is practised
in the different European countries very much depends on the traditions in the educational system
and on local developments and relations between for instance the church and the school.
It is possible to distinguish between two trends i.e. a top-down and a bottom-up. This could also be
called an aristocratic versus a democratic way. The kind of media teaching which is here called the
aristocratic way is a moralistic approach which can be related to the "inoculation approach" - the
philosophy of which is the same as that of the effect studies and the critical approach within mass
communication research as described earlier in this article. Behind the aristocratic way of teaching
media lies a hostility towards media and popular culture. It is a question of high versus low culture
and very much based on the traditional values and norms of the educational system.
The opposite approach, the democratic way of teaching the media, starts out from the children's
own use of media, their preferences and pleasure. However, there is a danger that this way of
thinking and teaching may result in a populist kind of media education, a kind of entertainment
pedagogy, which of course not is recommendable.
Probably the best approach to media education lies between the two. It ought to be possible to set
off from the children's media cultural competence and still be in dialogue with the norms and goals
of the school - so that as well the media preferences and taste of the children as the norms and
values of the specific culture and educational system are respected - by the pupils and the teacher.

Looking through the binoculars of the future I see two possible scenarios for media education in the
coming years:
1) The actual focus on information technology - with more interest in the technical side than in
pedagogy and content - will increase to the extent that the conquests obtained internationally in the
media education field will disappear and be taken over by the information technology freaks.
This will coincide with the trend ”back to basics” which means that teachers and parents
will be more interested in getting children to write and read very early - despite the fact that the
”parallel school” of the media will increase in the coming years.
2) The research, development and teaching that have taken place
during the past 20 years will further develop theoretically and practically. The enthusiasts, the
innovators in the educational system will finally come through with their ideas so that media
education will become a compulsory part of the curriculum of the coming teachers as well as part of
the curriculum in primary, secondary and high school.
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Or maybe there will be quite another scenario...

As Len Masterman mentions (in Hart (ed.) 1998) - and as has been said in this article - throughout
the 1980s there has been a widespread international movement of media teachers. The question
many of the teachers wanted to answer by introducing media education in the school was: "How do
we cope with the fact that media has become the "parallel school" of the children, a factor in their
daily lives that is neglected by the school?”
Today, however, the most important question will be to find out what constitutes an effective
democratic education for future citizens. Len Masterman describes the challenge for media
teachers in the future in the following way:

"...it is not possible for anyone living in the current commercial media environment to be
media literate today without understanding that the primary function of commercial media
is the segmentation and packaging of audiences for sale to advertisers. Until now, Media
Education has been based on a premise of the most ast onishing naivety that the primary
function of media has been the production of information or entertainment. A critical
understanding of the basic technique and tenets of marketing and of the nature of the
audience product will need to be brought to bear on the study of all media texts and
institutions and will, I believe, have as central a place in the analysis of future media as
such concepts as authorship had with film studies in the 1960s, and representation and
ideology had in the 1980s. (Masterman in Hart (ed.) 1998:x-xi)

So, maybe this will be the new paradigm in media education - to analyse and understand the
function of commercial media in modern society and to practise and develop media education on
the basis of that insight and understanding, combined, hopefully, with the insight and experiences
already obtained in different countries all over the world during the past 2-3 decades within the field
of media education.
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UNITED KINGDOM

Critical Choices:
Contexts and Pretexts for Practical Media Work

Dr. Rob Watling

Abstract
This paper considers the current range of contexts and pretexts for practical media work principally
in England. Written from a position which openly advocates a critical role for media education in
contemporary culture, it argues that the current educational context of the UK requires us to
broaden, rather than restrict the role that practical work is given. In particular it argues that practical
work can play a significant part in promoting "critical action" by and with young people. It argues
that such a role is compatible with the development of a "curriculum for the future" (Young 1998)
which aims, among other things, to reconceptualise learning as a s ocial, rather than an individual
process.

Introduction
The task we have been set is to consider the need, the practices and the strategies for media
education in our various countries. We have been asked to take particular account of the position of
young people, and the sorts of "media spaces" which they might require in future. I wish to
approach this task by concentrating on the role of practical media work in media education. My
analysis will concentrate on the position in England, but I shall includ e references to work in other
parts of the UK, in Europe and in the USA. I concentrate on England because it is the position I
know most about, not because I believe we have most to teach you. In fact part of the purpose of
this paper, and of my attending the conference, is to ask you (an international audience) what we
(in one small country) might learn from your wider experience of these issues.

I wish to lay my cards on the table from the very beginning. I believe that young people's
engagement with the media is more than just a question of enjoyment or even of active
consumption. Indeed recent concentration on issues of pleasure has effaced the equally important
issues of power (Ferguson 1994) .The role of the mass media in our various cultures is at one and
the same time a material, discursive, political and subjective question (1). And whatever else we
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think about the future, the extent and nature of the media's impact on young people's lives are not
about to diminish. There is no suggestion of determinism here, but it does mean that media
educationalists have a role in developing spaces where young people can take a variety of critical
stands on a variety of media-related issues. I believe that we should link that role to a wider project
of promoting ethical social change. This is not always a popular position, and I know that in some
parts of the world it is not an easy cause to proclaim, but I believe it is an important one. As an
educational researcher, with a particular interest in developing appropriate forms of practical media
work for young people, I feel it is important for me to try and reflect this full range of issues in my
work.

But do not worry, this paper is not going to attempt to cover the whole of such a broad field. I wish
to confine myself to the contexts in which practical media work takes place and the pretexts on
which it is carried out. I shall argue that (despite the fact that there is a lot of excellent media
education going on in the UK, and despite the fact that this is being supported by a dedicated band
of teachers, practitioners, academics and specialists) the opportunities for young people to engage
in practical media work are not yet varied enough. In particular I shall argue that we are missing the
chance to offer young people a suitably critical relationship with important aspects of the media, of
their society and of themselves. I shall argue that we should consider this as we design the media
spaces of the future.

I shall begin this paper with a personal account of the current contexts for practical media work in
England. This account is based on my own work in schools, colleges, Universities and informal,
community-based media projects over the last 20 years. It is linked to my own belief in the sorts of
critical education we should be developing for young people (and indeed for older people) at the
turn of the century. I shall then consider the range of pretexts under which this practical work is
currently promoted within schools, colleges, and elsewhere, and suggest that the notion of criticality
is currently under-developed within these programmes. I shall offer one approach to practical media
work which, in my experience, offers a suitable way of redressing this imbalance. I shall then turn
briefly (and somewhat speculatively) to the emerging contexts for this sort of work and its
importance to young people in societies such as ours.

The Current Contexts of Practical Media Work in England

The term "practical media work" can cover a wide range of activities, and I shall spend just a
moment defining it. In my own work over the last few years I have adopted an extended version of a
definition first formulated by Jenny Grahame (2). I find it helpful to conceive of practical media work
as:
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Any work which actively encourages people to produce, and critically reflect upon the production of
meaning through the use of sound or image. Such work should acknowledge and inform the cultural
positions of the producers, their themes and their audiences.

Much of my work has attempted to cross the barriers between formal educational settings (mainly
schools, colleges and Universities) and informal ones (such as media workshops, community arts
programmes and political campaigning). I wish to concentrate initially on the practical media work
that students produce in the more-formal settings. What interests me for the purpose of this paper,
however, is not so much what students do when they are engaged in practical media work, but the
contexts and pretexts for these activities. When do they do it? And why?

Before turning to the specific issues of practical media work, it is important to mention the general
climate of teaching in Britain at the turn of the century. After nearly two decades of increasingly
right-wing educational policies from consecutive Conservative Governments, we now have a Labour
administration which (despite its rhetoric, and a few significant improvements) is continuing to
implement some disturbing educational policies. Our National Curriculum's growing emphasis on
English, Mathematics and Science is eroding the already-limited space for creative and critical
thinking in other subjects. The teaching profession as a whole is continually undervalued and de professionalised. Primary school teachers, in particular, are increasingly being told what to teach
and how to teach it. Schools are subject to a punitive and demoralising inspection process and staff
are being threatened with performance related pay (performance being gauged by spurious
measures of effectiveness against centrally-set targets). Much of this is being done in the name of
school improvement, wherein the notions of "the school", of "improvement", and of "good teaching
and learning" are being centralised (Ball 1994). The educational system is being treated as a
democratic market, but the dealings in this market are being steered from a distance by government
(Whitty, Power et al. 1998).

Even within this context, however, many media educationalists advocate a wide role for practical
media work, considering it to be a vital contemporary form of literacy in a number of different areas
of the curriculum (3). But in England today, partly because of this broad context, practical media
work simply does not pervade that curriculum in the ways that some of us might wish. For example,
it is effectively absent as an educational strategy in the Primary School, except as part of a vague
requirement to consider media texts as part of the National Curriculum for English (4). Even here,
the emphasis is on reading, rather than producing media texts, and there is no wide-scale move to
change this policy. Practical media work is, I would maintain, being kept alive for those aged 5 to 11
through one-off activities and by informal groups of dedicated teachers who understand its potential
in the Primary curriculum.
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In the Secondary Sector the picture is slightly rosier, but not much. Non-examined media education
(in the early stages of secondary school) is seen largely as a sub-activity of English lessons. In
some respects this leads to a widening of the audience for media education, since (as a required
subject) all students will come across media concepts and issues at some time in their school
career. But it also leads to some difficulties (5). Not the least of these is the pressure of content and
expectation in the English curriculum, which has been given a key role in the Government's
attempts to improve national levels of literacy. There is also the unrealistic expectation that English
teachers will have the theoretical, conceptual and technical training to deliver a coherent
programme of practical media work. Managers who assume that the English Department is the
natural place to develop it have given many English teachers responsibility for media education.
These teachers express particular concerns about their ability to cover relevant media theory, and
to develop comprehensive programmes of practical work. This position can be only partially
remedied through the Initial Teacher Training courses (which are also heavily circumscribed by
Government) and through Continuing Professional Development Programmes (where take-up is
limited by teachers' time and resources).

As a consequence, the vast majority of practical media work in the schools and colleges of England
now takes place in elective examination programmes undertaken by 16-year old students taking the
General Certificate of Secondary Education (GCSE) and by those in post-compulsory education
taking Advanced Level (A Level) or General National Vocational Qualifications (GNVQ) (6). All of
these programmes require students to produce media texts, and to be able to account in some way
for the processes by which they have been produced. Frequently this takes the form of a "critical
account" - a journal, or essay which is meant to show how adequately the student has understood
the relationship between their text and the "theory" covered by the syllabus.

I do not wish to denigrate any of the practical media work that is done under these conditions.
Indeed in such circumstances I am consistently impressed by skilled teachers, working with all ages
of students, generating and exploiting the opportunity to do a wide range of excellent activities. But
it is clear that in these contexts the role of practical media work is severely restricted, both
practically and pedagogically. It is certainly not the environment within which to expect innovation or
change.

But innovation is exactly what is needed at the time it is hardest to find. We can only react to the
centralised restrictions of learning with imaginative teaching and imaginative structures for
education (Giroux and McLaren 1992; Apple 1996). That is what this paper is calling for. And I
believe that one strategy for this (albeit a small contribution) is to validate a wider variety of pretexts
for practical media work.
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Common pretexts for practical media work
Why might young people make media texts? And is the context I have described above amenable
to these pretexts? It is these questions I wish to consider in this section. There have been a number
of useful accounts of the development of practical media work in the UK and elsewhere, and most of
these come to similar conclusions (7). My own account of this development (Watling 1995) is not
substantially different, although it does stress the missed potential of political and discursive action in
this work. I find it helpful to recognise five common pretexts for practical media work, and I wish to
describe them briefly here. I do not mean to suggest that these pretexts have been mutually exclusive,
nor that there has been a direct, natural evolution from one to the other. I especially want to avoid any
suggestion of a hierarchy, or a linear development of practice. Most practical work, in my experience, is
and always has been based on more than one of these pretexts, even though some have occasionally
been dominant or more-readily sanctioned. My point is that that there is frequently an imbalance in the
way they are used, and it is that imbalance that I shall return to shortly.

1. Self-Expression
Early practical media work in Britain centred on these ideas and on the creative use of film with
community-based groups (Ferguson 1969) and schools (Eke 1976). The production of still and moving
images was seen as one way to transform education by Art teachers who were impressed partly by the
excitement generated by watching and taking pictures, and partly by their belief in the values of
creativity and group work (see, for example, the range of hopeful descriptions of film's potential in
(Gidley and Wicks 1975)). The project owes allegiance to avant-garde movements, to the traditions of
art teaching and to faith in the direct experiences of childhood (Mottershead 1992).

Such approaches have been criticised by many, most notably in Britain by Bob Ferguson himself
(1981). His retrospective analysis argues that the work which he and others had developed in the
1970's was dependent on misleading notions of creativity and self-expression, and that most of it was
unquestioningly imitative of dominant media forms. Imitation remained a problem because, although
the students were not being told to copy dominant forms, the expectation that they would have their
own, innate modes of expression too often turned out to be mistaken. Frequently the models they
chose to use for their own work were the ones they were most familiar w ith - the ones they had come
across most often as members of audiences. These programmes of activity were also severely
limited, Ferguson believes, by the disciplinary role they had been given. This was one of "keeping
recalcitrant apathetic or bored students occupied" and meant that even in successful work:
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"Invisible pedagogies were legitimising the retention of ignorance and establishing work and
enjoyment as polarities in the education system and coming down in favour of the latter." (41)
Len Masterman had come to similar conclusions about practical media work in his first book Teaching
About Television (1980) and it is clear that he and Ferguson fear that it is not an expression of self that
is being made possible in this process but the confirmation of an already ideologically-constructed
subject. This "cultural reproduction" has remained a significant problem for practical media work,
especially in the examination syllabuses, and is something I shall return to later.

2. Student Development
Practical media work has also, at various times, been justified on the grounds that it helps to develop
certain aspects of the individual student, their social competence and their understanding of curricular
content. Whilst much of this understanding has been concerned with "critical literacy" (which I shall
consider separately) others argue that practical media work helps to develop more diverse abilities.
In Britain in 1976, for example, the Schools Council commissioned a project to examinethe effects that
the production of television, film and tape-slide programmes by pupils themselves would have upon
their learning (Lorac and Weiss 1981). This Communication and Social Skills project offered a detailed
analysis of the skills which can be developed more effectively through this sort of work than through
traditional literary and numerical teaching. The authors pointed out how these should not be ignored
even when the work was designed to contribute to specific examination courses.

In a short account of his own work in Denmark, Bruno Ingemann (1992) also describes how practical
media work can help to develop particular cognitive processes, though like Lorac and Weiss he looks
further than an education about the media. Drawing on the work of a Danish psychologist, Janni
Nielsen, Ingemann maintains that the production of complete texts with a particular communicative
purpose can help to concretise experience into knowledge about the media, the world and the self. In
doing so he holds a line not dissimilar to that advocated by David Buckingham (1990) when he draws
on Vygotsky's theory of spontaneous and scientific concepts. (The first are the type of concept
developed largely by the child's own activities in the world, the second are those which are taught to the
child, principally by adults.)

The climate of education in the UK over the last ten years, however, has not helped such a pretext to
develop. The emphasis has become increasingly one of specific, rather than generalised skills, and the
current concentration on the so-called "core-skills" of literacy and numeracy means that (whatever their
intrinsic value) these wider discussions of cognitive, affective and social skills through any form of
education are marginalised. In the nature of these debates, however, we can confidently expect that
they will return as legitimate areas of attention, and we can be equally sure that individual teachers still
value the role of practical media work in developing a wide range of skills in their students.
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3. Vocationalism
Vocationally orientated courses use practical media work to develop particular, prescribed skills and
competencies in their students. They place a clear emphasis on training these young people for the
use of media technology and concepts in the modern workplace, but (while they certainly have an
important role to play in our media-saturated societies) there are a number of general and specific
objections to them. There is no room to consider these points fully here, since the issue of academic
and vocational programmes is a minefield of its own (8). In terms of this paper, however, my own main
concerns with these programmes are twofold: the reluctance to include any significant questioning of
the values and ideological operations of mainstream practice; and the inability to secure their students
with decent work in the communication industries. The first offers students the mistaken view that
media texts are value-free, and that their construction and use is something that can be mastered (for
once the sexist term is accurate). The second holds out the hope that training in the media will lead to
employment in the media, which at a time of "downsizing" "rationalisation" automation and de-skilling is
frequently untrue.

David Buckingham (1995) has examined the potential of these courses, claiming that a developed
model of media education would need to include reference to its contribution to vocational preparation
and that the industries should consequently be showing an interest in the preparation and funding of
courses. This may be so, but I still fear that (as a pretext) the vocational project is dangerously
seductive and terminally limiting. In particular it reduces the scope of media literacy to the sort of skills
required for conventional "functional literacy":

“A person is functionally literate when he (sic) has command of reading skills that permit him to
go about his daily activities successfully on the job, or to move about society normally with
comprehension of the usual printed expressions and messages he encounters. “ (US National
Reading Centre, quoted in Lankshear 1993 p. 91)

Vocationalism (as a pretext) however, is not confined to the pure training courses, and some teachers
of GCSE and even of University Communication Studies degrees have told me that "critical
practitioners" have a better chance of getting work in the media industries. I used to have some faith in
this myself, but it was dented by the TV recruitment executive who told me, "I don't want critical
practitioners. I don't want compliant ones either. I don't need any practitioners - I'm laying people off."
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4. Critical Literacy
The development of a more specific form of competenc e which I have called "critical literacy" demands
particular attention. It centres on the belief that practical media work can encourage students to make
critical readings of texts; to develop critical responses to them); and ultimately to display "critical
autonomy" (Masterman, 1985) in their future encounters with the media. Practical work is seen, in this
project, as a form of writing which supports, reflects, and promotes the broader project of critical
literacy.
Critical literacy has become a dominant pretext for practical media work in the UK. The work of the
British Film Institute (Bazalgette 1989; Bowker 1991), the current British examination courses and
media education's curricular home in England are all built upon it. It was an early justification for
practical work in Australia (Sellar, Hoare et al. 1978), Canada (O.M.E 1989) and a number of the
countries (particularly France, Germany, Netherlands, Scandinavia, Switzerland, USA and Japan)
studied by Halloran and Jones (1985) for a previous UNESCO initiative. I have every reason to believe
that it is the pretext that delegates to this conference are most familiar with.

Masterman's second major work, Teaching The Media (1985) includes a section on practical work
where it is seen as essential to any course in media education, because "if students are to understand
media texts as constructions, then it will obviously be helpful if they have first hand experience of the
construction process from the inside." (p.26) But he explains that one of the most significant reasons for
being disappointed with much practical media work is that it is still culturally reproductive. It often
imitates dominant practice in an effort to demystify it, but only succeeds in making it more opaque, and
ultimately more desirable:
Practical work is not an end in itself, but a necessary means to developing an autonomous critical
understanding of the media. Without this informing purpose, practical work becomes in its most
vestigial forms, mere 'busy work' and in its more advanced manifestations, a form of cultural
reproduction in which dominant practices become naturalized.

Masterman's current work continues to press this point, and his educational projects are still founded
on a belief that today's media-saturated cultures and electronic democracies require the development
of new media literacy competencies if democratic rights and values are to be carried forward into the
next century. Our attempts to promote critical autonomy are still not complete, and may never be so,
but this is not just a call for demystification. Insight into the ideological operation of the media is a
necessary but not a sufficient goal of these educational initiatives. Encouraging and enabling critical
literacy is a vital role for practical media work in education, and is likely to remain so, but it is unlikely to
be enough on its own.
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5. Critical Action
All of these pretexts, whatever their strengths and weaknesses, are ultimately the pretexts of the
teacher and the educationalist. But what about the students? Practical media work which attempts
to acknowledge their own reasons for producing texts can be related to some of the more radical
aspects of community art which were strong in the 1970's and which have since been reassessed in
new contexts (Kelly 1984; Giroux 1992; Apple 1996). Many of the best examples of such practice
are undocumented, in my experience, but others have been accounted for in various ways, though
we need to turn away from England to find them.

Peter Watkins (NZFPS 1990) describes his work as an "activator" with students in New Zealand
who chose to explore issues related to the growth in media consumption. This wasan experiment in
combining the theory and practice of media education, and an attempt to enable students to make a
positive contribution to changing their community. As such it has some allegiance with a style of media
education (identified in Finland, Italy, India and Latin America (Halloran and Jones 1985) and in other
countries (Traber and Lee 1992)) which concentrates on the influences of mass communication on
local communities and the preparation of new material for local consumption, geared to promote local
change.
Steve Goodman and his colleagues at the Educational Video Center in New York have worked
extensively with local disaffected school students and have supported their documentary filmmaking on issues of equity and social justice in their school systems (Goodman 1994). In Austria, a
lower-profile, but more integrated use of photography has involved younger pupils in identifying
areas for improvement in their own schools (Schratz and Steiner-Lõffler 1998). In Holland Dirk
Schouten and colleagues have extensive experience of using practical media work in helping
school students to identify, investigate and intervene in areas of shared concern (10). Schouten's
greatest contribution to this particular debate has been to identify and clarify the processes by
which such work can be developed in schools. His twelve-stage model for Media Action Projects
(Schouten and Watling 1997) has been used in a wide variety of settings and, as I have discussed
elsewhere (Watling and Clarke 1995; 1998) has the great advantage of delivering education about
and through the media at the same time.

All of these examples try to raise the profile of students' pretexts for practical media work. This is
not without its difficulties (especially within certain educational contexts), but it does offer one way of
extending the range of pretexts under which practical media work is offered in our schools,
colleges, universities and informal educational settings. My own allegiance to it rests on a belief that
autonomy has become too easy to promise and too hard to deliver. Like its related terms
(empowerment, capacity building, entitlement) it presents a problem for practitioners who see their
job as providing students with power they can use in the future, but who feel that teachers need to
retain such power in the classroom. Addressing this issue, as I explained at the beginning of the
paper, is part of a personal commitment to promoting ethical social change. It requires us, in Wolin's
terms, to promote action rather than practice: Action is not identical with practice. Practice signifies
doing things competently according to the appropriate canons. Action is often role-breaking or
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custom-defying, for frequently it seeks to defend the collectivity against evils that are sanctioned by
rules and traditions." (Wolin 1988, (p. 200))
Without this notion of action, I would argue, practical media work soon regresses into education
about the media, and denies students the opportunity to use knowledge as a tool for their own
ends. The ambition for media education to result in critical actions rather than celebratory practices
is inextricable linked to the active role that Masterman and others identify for media education in
contemporary cultures. The question I have tried to address in my own work, is whether such action
is best confined to critical engagements with the media, or whether there are other areas for critical
action as well. I believe we can, and should take the broader responsibility. Identifying and
exploiting opportunities for "critical action" takes nothing away from media education, and can add
significantly to its achievements. But will it remain a suitable option in the futures we are considering
at this conference?

Emerging contexts
In turning to emerging contexts I think it is easier to say what is unlikely to be the case, rather than
what we are certainly going to face. And it is easier to identify the probable continuities than the
fractures. Even this is a leap of faith, and there are others here who are better trained in leaps of
faith than I am. So please excuse me if these points appear timid. It seems to me that:
The young people of tomorrow will not spend any less time engaging with the media.
The material, discursive, political and subjective impact of these engagements will be no less
significant than those we have witnessed this century.
Young people will spend larger amounts of their own time making their ow n media texts, but that
this shift will not necessarily be repeated in school unless the right contexts and pretexts are
developed.
The media corporations are unlikely to be making less money out of these activities and will
continue to influence their technological and cultural development.
Formal and informal educational settings are unlikely to be the place where young people develop
most of their familiarity with the media.
These settings are, however, likely to remain the most important site for them to develop critical
approaches to the media (in the widest sense of critical).
Media educationalists (formal and informal) are going to remain "responsible" for devising strategies
for developing these critical approaches.
The contribution of practical work to that development is going to be no less important.
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So what are we going to do? Well firstly I would argue that we need to see our role in a wider
context than just the development of good media education. One strategy would be to make what
Michael Young has called "connective specialisations" (Young 1998 p77) between our concerns
and those of others trying to develop a "curriculum for the future." These connective (as opposed to
divisive) specialisations give renewed emphasis on the curriculum and its broadest educational
ambitions. They offer us ways of retaining our own curricular expertise and passions, but
harnessing them in the pursuance of shared goals relevant to the emerging economic factors and a
changing curriculum. Young's book challenges us, amongst other things to find ways of
"incorporating the concepts of learning as social participation and community of practice into
schools, colleges and universities and their relationships with other types of organizations where
learning takes place" (182)

In a clear, and closely argued reworking of major debates on the social construction of education,
Young concludes with a call to base future work on a new theory of learning. One main task, he
suggest, is to move away from the more-individualistic theories of learning we have followed in this
century, and to reconceptualise it as a social process at the heart of all social life and all institutions
- whether they specialise in education or not. The main elements of such a theory, he says, would
need to be that:
- it has a concept of the future of education in relation to a vision of a society for the future.
- it connects rather than insulates the concepts and approaches developed by the different
educational disciplines.
- it gives primacy to the issues of learning and the production of new knowledge.
- it has an educational purpose associated with realizing the emancipatory potential of learning for
all people throughout their lives.
- it is critical in relation to the expansion of mass schooling and formal education generally as well
as of the limits of learning in workplaces and communities. (Young 1998 p 181)

Media education, as it now stands in many countries, should have no difficulty in being associated
with such a social project. And practical work, as I have described it, could surely make its own
contributions. The value of offering young people the space to create their own media texts, on their
own terms, would not diminish - indeed it would probably grow. But the range and types of physical
and discursive spaces we create for that work will need to reflect the widest possible pretexts under
which it might be carried out. That will require the brave step of making space for the critics.

Notes
The extent to which the discussion of socially constructed truth in general consists of these four
elements is discussed authoritatively and at length in (Henriques, Holloway et al. 1998).
Grahame's shorter definition reads: "Any exercise which actively engages students in the process of
producing meaning through sound and image." (Grahame 1991 p. 147). I have found it necessary to
include the element of reflection, and my own summary of the pretexts of such activities.
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See, for example, (Bazalgette 1989; Bowker 1991; Grahame 1991; Craggs 1992; Stafford 1993;
Watling 1995, Buckingham, 1995 #474))
Some media work (including practical work) is undertaken in the Welsh language in Welsh schools,
whose experiences may be of interest to delegates with bilingual education systems. More
information on this can be obtained from Media Education Wales, UWIC, Cardiff, CF2 6XD. Tel +44
(0) 1222 68901.
I am grateful to Len Masterman for his observations on this issue. Other accounts of these tensions
can be found in Hart (1992) and Learmonth and Sayer (1995).
The same general pattern is found in Wales, Scotland and Northern Ireland, but the legislation, the
content of the broader curriculum and the st ructure of the particular qualifications varies in different
parts of the UK. It is partly for this reason that the paper concentrates on the position in English
Schools.
See, for example, (Ferguson 1981; Buckingham 1987; Grahame 1991; Mottershead 1992; 1995).
Useful starting points for navigating this minefield include (Cohen 1984; Gleeson 1990; Young
1998).
The following two sections are summaries of a more detailed discussion of "critical autonomy" in
(Watling 1998).
While much of Schouten's early writings on this subject were in Dutch and are now unavailable, his
most important work can still be found at http://knoware.nl/users/schoutdi
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CANADA

Media Literacy and Global Education:
A Transformative Paradigm for the Twenty-First Century

Carolyn Wilson

Background
In May of 1998, at the International Congress on Communication and Education in Sao Paulo,
Brazil, Dr. Robert Ferguson spoke about the challenges facing media educators today. He
compared the type of enquiry which media educators and students should undertake to the voyage
of the Titanic. While he did not suggest that media education was doomed, he did encourage us to
look carefully at the construction of our educational voyage and to ask questions about who is
navigating, on what orders and for what purpose.
At that time, I didn't realize just how applicable the metaphor of the Titanic would come to be for
media educators in Ontario. While Dr. Ferguson's message did not spell out impending disaster,
last summer the message we received from our provincial government certainly did. In August of
1998, in a decision made with little consultation, the Ministry of Education and Training eliminated
the Media Literacy credit offered within English at the secondary level. The reasons given for this
decision were few: we were told it was time to streamline the secondary program, re-define the
basics--including English, and develop new ways of providing students with the knowledge
necessary for life and work in the next century.
After a year of intense lobbying, it appears that the Media credit might be reinstated and that
politicians are re-discovering the value of Media Literacy for Ontario students. Still, for many
educators, the Ministry decision was a wake-up call that reminded us of the vulnerable,
marginalised position that media education still holds after many years of existence. It challenged
us to begin examining new places where media education might find a legitimate home and gain
some measure of security.

What I am outlining in this paper is a way of expanding our study of the media so that media
education might find additional space and l egitimacy in Ontario schools. This paper also suggests
that the voyage for media education has the potential to move in new and important directions,
directions which ultimately point to such local and global issues as social justice, human rights, and
citizenship. While I am certainly not suggesting that the ideas here will guarantee absolute security
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for media education, I do believe that they will do much to guarantee its relevance in Ontario
schools, and perhaps in some way they will also be useful for schools outside Ontario.

Traditionally, media education has been tied to the English curriculum, with its focus on textual
analysis and, more recently, on audience response theory. In many classrooms, textual analysis
has included on an examination of genre, narrative techniques, symbolic and technical codes,
stereotypes and characterization. Audience response theory has broadened the study of media to
include the ways in which audiences use and respond to media texts, the basis for the text's appeal,
and the ways in which media industries target specific audiences.
Both textual analysis and audience response are important areas of study and I am not suggesting
that these be ignored in favor of something new. However, I do believe it is time for media
education to move beyond the topics and approaches currently used in the English program. I
believe educators should consider an interdisciplinary approach to media education and, for a
number of reasons, I want to advocate for an integration of media literacy and global education.

Media education can make a significant contribution to the study of important global issues of our
time- issues which we cannot afford to ignore. I believe that the union of media literacy and global
education will encourage a much needed examination of the political, social, and economic contexts
in which all media exist. This union will, in turn, infuse our work in the English program with new
perspectives, debates and insights.We need to create room for new perspectives in media
education, not merely in an effort to seek some measure of security for our programs, but to utilize
the contribution that it can make to preparing our students for life in our global village.

Defining the terms
It is important here to define what I mean by global education. In recent years global education has
been promoted in some secondary schools in Ontario--as discreet courses, or themes in other
courses--in an effort to respond to global trends and to "bring the world into the classroom" (SweeHin 1993, p.9). Many courses have been concerned with a number of local and global issues-human rights, poverty, development, peace, and aboriginal rights -as well as the meanings we
assign to these issues in our contemporary culture and the struggles over power and resources
which are tied to them.
The courses are based on a transformative paradigm which encourages students to critique the
social, economic, and political structures which create and sustain inequalities in knowledge and
power. Global education has the potential to "empower learners and teachers not only to critically
understand the world's realities but also to move learners to act toward a more peaceful, just and
liberating world" (Swee-Hin 1993, pp. 11).
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While the philosophy behind the programs is impressive, in actual practice common themes in
global education have led to a paradigm which can be problematic. Typically these themes include:
promoting an appreciation for the culture of others; exploring the interdependence of local and
global communities; assessing the progress or development of foreign countries. However,
promoting an appreciation for others can still reinforce cultural divisions and positions of dominance
and oppression. In exploring the interdependence of nations, the historical context of relationships
is often ignored, and interdependence is viewed as something managed by the North. In assessing
the progress or development of other countries, 'success' is often based solely on the benchmarks
of capitalist economies.

Concerns about the validity of many current global education programs have also developed as a
result of a recent study from Dalhousie University. In this study, entitled "The Global Outlook of the
Class of 1990", the views of 4, 244 Grade 11 Canadian students were analyzed. The study
indicates that young people today are very concerned about a number of global problems including
the threat of nuclear war, global hunger, poverty and environmental issues. "A detailed analysis of
the responses also indicates that the knowledge and attitudes of Canadian youth are determined
largely by the vivid images created by the electronic media and not through the formal education
process" (Lyons 1993, 10).

While the role of the media in shaping our perceptions of the world is acknowledged in this study,
only recently have educators begun to look carefully at what media literacy can bring to a study of
global issues. This is not to say that the mass media have not been used as texts or resources, but
it is to say that most educators have been teaching through and not teaching about the media. To
date, while the marriage of media literacy and global education is still pending, many educators
have embraced media literacy for the contributions it can make to a global, transformative
paradigm. In its global context, media literacy is concerned with helping students develop a critical
understanding of how the media work, how they construct meaning, how they can be used, and
how to evaluate the information presented by them. In this context, media literacy is closely
associated with critical literacy and cultural studies, where media texts are examined in terms of
their social, cultural, political and historical contexts. Media literacy, then, involves analysing media
texts for the representations of global events and issues and the ways in which these
representations help to shape the meanings we assign to them.
It involves understanding the ways in which ideology and values can be constructed and defined in
the media, and asking questions about who benefits from this construction. It also involves
examining the ownership and control of media and technology, and asking questions about the
impact of current policies and practices on access, choice and range of expression.
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Media literacy is also associated with Giroux's notion of critical pedagogy, where the task is "not
only creating new objects of knowledge, but also addressing how inequalities, power and human
suffering are rooted in basic institutional structures" (Giroux 1992, 29). Media literacy encourages
an interrogation of mainstream media as structures and institutions which, if left unchecked, can
create a curriculum dominated by a hegemony of first world interests. This interrogation includes an
examination of the Western media for the way relationships between the North and the South are
defined, and for the positions of dominance and oppression that may be reinforced through them. It
6
involves investigating the impact of North American culture on the developing world, and offers a
critique of the ideology of consumerism, especially as it is used to determine 'success' and notions
of 'the good life'.

In defining countries or people as 'developed' and 'developing', or as the 'North' and the 'South', th
e
terms are most often used to describe the material wealth or economic prosperity of a country.
While this definition is very common and is the one being used for this paper, it is important to
address the fact that for many people, money and material wealth are not the only measures used
for determining prosperity. Many other factors such as community life, children, and access to
natural resources are given higher priority. And also worth noting is the fact that while many people
in developed countries prioritize better incomes as a way of improving the quality of life, at the same
time we also express concerns about the negative impact of consumerism which affects all of us on
a local and global level.

Program Content
To examine what media literacy can contribute to a study of global issues, several curriculum units
are described below. In the design and implementation of these units, every effort is made to reject
an imperialistic stance--that is, the focus is not on looking at Western media as conqueror and the
world beyond the West as victim. Rather, the units attempt to examine the complex relationships
between the media and its varied audiences. The following units are offered as examples only, to
suggest possible program content and directions which teachers may consider pursuing further:
- Ownership and Control of Media and Technology
- Tourism: Seeing Beyond the Brochures
- News Reporting and the Developing World
- Transnational Advertising and the Corporate Image

6

It is important to note that the terminology used when labeling both regions and issues in global
education can be problematic. Many of the terms which are in use work to differentiate 'us' from
'them'. Many terms perpetuate a detachment which does not help to resolve the inequality which
exists in our world today.

195
Educating for the Media and the Digital Age

- Alternative Media--Alternative Voices
- The Sponsored Society

Unit Descriptions

1. Ownership and Control of Media and Technology
Thanks largely to the mass media, we live in a 'global village'- a term coined by Marshall McLuhan.
This term suggests that the media and new technologies have enabled us to know a lot about each
other and about what is going on in our world. But much of the information exchanged within this
village arrives in small sound bites and short video clips with little or no contextual information.
Western ownership of media networks has ensured that people in developed countries hear few
stories from developing nations, and when they do, the people from developing nations rarely get to
tell their stories themselves. While the plethora of television stations and newspapers available in
Canada today would suggest that we do receive a diversity of perspectives and stories about our
world, the phrase “limited sources, limited views” has particular relevance in a Canadian context. In
the Canadian newspaper industry, two groups--the Thompson Corporation and Conrad Black’s
Southam Inc.--own and control nearly every newspaper in Canada. Southam Inc. publishes thirtythree newspapers in Canada, including The Ottawa Citizen, The Montreal Gazette, The Vancouver
Sun, and The National Post. Thompson Corporation owns sixty-eight papers in Canada and the
United States.

When it comes to the medium of television, the viewing public in Canada has access to eighty
channels through cable (Canada is the most wired country in the world) and hundreds more through
satellite technology. However, most of the television we watch in Canada comes from the United
States, and most of this is owned and produced by seven companies (who also own many other
media related businesses). These companies include Tele-Communications Inc (T.C.I.), Time
Warner, Disney, Rupert Murdoch’s News Corporation, General Electric, Viacom, and CBS. Mark
Crispin Miller (1998) explains that these seven companies produce about 90 percent of what we
see during prime-time television on all six television networks, and their control may be increasing.
In 1998 the Federal Communications Commission in the United States began a review of the rules
of ownership. Corporate lobbyists are interested in securing the right for a single corporate entity to
own several television stations in a single market, or the cable system and TV stations, or the cable
systems, TV, and the daily newspaper. With the digital age upon us, the corporations also have the
opportunity to own a lot more. In 1997, “the Clinton administration announced it was ‘loaning’ every
television station in the country another channel -i.e. spectrum space valued at about 70 billion
dollars- so they could make the transition to digital TV”(Jacquet 1998).
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In the classroom, students can investigate the patterns of media ownership and control and
examine the implications of these patterns for choice, access and range of expression. Students
can debate the concerns of critics such as Crispin Miller, who claims that “there is a direct
relationship between the worst of TV--tabloid news, trash programming, runaway commercialismand the nature of the beast that owns the medium.” Students can examine the potential impact of
anti-trust laws, public funding and a public service code for broadcasters and for the viewing public.
The strengths and liabilities of our own public broadcaster--the CBC--can also be explored,
especially since its future (and potential privatization) has been the topic of public debate for some
time now.

2. Alternative Voices - Alternative Media
The question of "alternative" is a question of degree. Alternative media typically express alternative
values, points of view and lifestyles which are different from those normally communicated through
the mainstream media. Mainstream media don't deny alternative voices, but they tend to
marginalize or trivialize them. Members of the mainstream media have more recently appropriated
the term "alternative" to separate themselves from the competition and to appeal to young
consumers. They know that for youth, being associated with alternatives is often a badge of identity.
Needless to say, the more independent of commercial influence, the more likely the text will remain
"alternative".

In some ways, new technologies have made it easier to hear alternative voices (although the
challenges of access and distribution must also be considered here) .International networking and
global activism is made easier and immediate through the internet. Desktop publishing and video
technology have made it possible for more and more people to set up their own production
companies. Video production in many developing countries is growing, and it is possible now for
small groups to produce their own newsletters and magazines. Using alternative resources in the
classroom provides students with the opportunity to access information from a number of different
perspectives. These resources can help to place global events in a context which emphasizes the
situations preceding and following the actual events. In Ontario some of
the valuable "alternative" resources available to teachers include websites, videos and publications
by: The National Labour Committee (USA); The Media Foundation (Canada); The National Film
Board (Canada); Paper Tiger Television (USA); The Council of Canadians; Canadian Broadcasting
Corporation (CBC); One World Global Education Programs; Amnesty International; and magazines
such as Adbusters, Extra, New Internationalist, The Nation, and Canadian Forum.
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3. Tourism - Seeing Beyond the Brochures
Many critics have stated that tourism will be the world’s biggest industry by the year 2000 (New
Internationalist 1993, 7). In the tourism industry, travel is seen as a commodity which is bought and
sold. Examining the images sold to vacationers through travel brochures and the mass media can
open up a study of the design and marketing of what some travel agents refer to as 'pleasure
propaganda'. Often the images suggest that the world is a one way adventure playground for those
who have money to spend.

One in four people holiday in developing countries (N.I. 1993, 7). In travel brochures for vacations
in these countries, the images are often exoticized or romanticized, and seem to offer us an escape
to fantasy island. In the classroom, the language and images of the brochures can be contrasted
with the voices from the people and communities affected by tourism. In some situations, tourism
provides business opportunities and employment; in others it results in the displacement of
communities and the degradation of the environment. Topics of study also include the growth of the
sex trade and child prostitution in resort areas; the economics of the "inclusive" holiday, where
North American tour operators reap huge profits and leave little or no money in the host country;
and the possibilities and promotional materials which exist for "low impact" or "ethical travel".
Clearly while tourism is not inherently 'bad', it is important to ask questions about the relationships
of everyone involved, and use the glossy pictures of the vacation brochure to begin an examination
of what can actually result from the interaction between the tourist and the 'toured' (N.I. 1993, 10).

4. News Reporting and the Developing World
Since the news media are often referred to as our window on the world, students should have the
opportunity to examine just what we are seeing through this window. The popularity of television
news and the pervasiveness of CNN have had a significant impact on the stories we see and hear:
the news must be visual. Dependency on visuals has certain implications for the way news events
are reported. Stories are often reduced to a collection of images - images which are miniaturized,
ordered and framed. The emphasis given to visuals can serve to obscure the complexities
surrounding an issue and eliminate its political, historical and economic context (Lutz and Collins
1993, 23).

Some critics say that this 'visual imperative' leads to an unbalanced reporting of world events-especially in developing countries. The obsessiveness with which some journalists try to capture the
perfect image has led to the use of the term "disaster pornography" (Omaar and de Waal 1993, 13).
As the phrase "disaster pornography" suggests, the images depict disaster and suffering, and like
subjects of pornography, the people in the photographs and the footage are exploited,
dehumanized, and presented as objects for our consumption. While this kind of media coverage is
very common in the coverage of developing countries, it can occur wherever there is an opportunity
to record tragedy, to frame the victim or event for the viewers, and provide them with the 'privileged'
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position of onlooker or voyeur--they can look as long as they want to, and they don't have to get
involved.

When an event from a developing country does make the news, it is often only reported as part of a
story about a Western 'saviour'--a prominent celebrity or wealthy North American who, we are told,
knows just what the 'victims' need and will rush in to perform a heroic rescue. There are also
concerns about the important ‘good news’ stories we don't see while the mainstream media is
obsessed with depicting disaster pornography and the beneficient saviour. The kind of media
coverage which dominates the mainstream press contributes toward what Alcoff describes as
"reinscribing the 'hierarchy of civilizations' " (1992, 26). It sets up an imperialist discourse where the
Western 'saviour' is presented as the person in possession of knowledge about the ‘Other’. For
teachers and students, transformation in the media classroom involves "reading the word and the
world" (Freire and Macedo 1987): by identifying the way the Western news media represent global
issues, we are better able to evaluate how our acceptance of these images contributes to the
creation of unjust power relations. In discussions about developing countries, this 'reading' serves
to emphasize what Foucault recommends, and that is the need to reconceptualise discourse asan
event where consideration is given to the speakers, the words or images, the choice of language,
the location of the speaker and the audience (Alcoff 1992, 26). This new discourse will allow us to
look more carefully at the inherent complexity of medianarratives: how media stories are told, who
tells the stories, and who benefits as a result. Constructing our discourse in this way will allow us to
place media representations in their political, economic and social context and evaluate the
influence of this context on the stories and voices we do and do not hear.

5. Transnational Advertising and the Corporate Image
An analysis of advertising in the mainstream media can provide teachers and students with the
opportunity to investigate the ideology of consumerism and its effect on the developing world.
Specifically, students can explore the concept of "recolonization" as it applies to transnational
advertising (Mies 1993, 110).
In developing countries the phenomenon of advertising and the promotion of a consumer culture is
relatively recent. While every society mediates global culture differently, the availability of Western
products in developing nations and their marketing world wide has profoundly affected local
cultures. This is not to suggest that global corporations and their marketing campaigns obliterate
local culture, but corporations do look for opportunities to make changes in a local culture which will
"open up the psyche" of their audience, cultivate brand loyalty and eventually lead to profits
(Seabrook 1998, 23). Through the use of television and advertising, corporations hope to make the
distant and exotic seem acceptable and even desirable (23).
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However 'assaults' on the psyche and traditional customs are not passively accepted nor do they go
unchallenged. The resistance to McDonald's in India is a well known example. The attempts
McDonald's made to find an acceptable veg-burger did not replace traditional Indian snacks. And
other investments made by Western corporations have been seen as positive, making available
such things as technical goods and educational opportunities. It is perhaps more accurate to
describe the way that communities and individuals take up some Western influences and reject
others, as "both a stubborn confrontation and a crossing over in discussion, borrowing back and
forth, debate"(Said 1994, 34).

Yet the promotion of a consumer culture has become a target for criticism because of what many
believe are its negative effects on lifestyles and values, the environment and indigenous cultures.
Critics of global advertising and marketing are convinced that things do not always go better with
Coke. Maria Mies (1993) warns that “the resource base of our planet is limited...and that the
philosophy of unlimited growth of goods and services...will necessarily outreach the planet's
ecological limits. It is also clear the ‘good life’ model, or the consumer oriented model prevailing in
the industrialized North cannot be generalized to the rest of the world.” Ed O’Sullivan states that in
spite of these facts, “through the mass media we attempt to export our lifestyle all over the planet"
(O'Sullivan 1999, 168). Transnational advertising campaigns have also been controversial because
they are mainly targeted at the poor in developing countries and their message is often intended to
be demobilizing:
Consumer democracy is held out to the poor around the world as a substitute for political
democracy. After all, as the advertising executive who transformed the U.S. Pepsi ad campaign
'Join the Pepsi Generation' for use in Brazil to 'Join the Pepsi Revolution' explains, most people
have no other means to express their need for social change other than by changing brands and
increasing their consumption (Janus 1993, 297).
This co-opting of the rhetoric of political and social change by advertisers is an important topic for
the classroom. The questions which can be raised here are ethical and political: Who speaks? Who
is being spoken to? What does this slogan imply about political and social change? Who benefits if
this message is accepted? Who loses?
An examination of transnational advertising encourages teachers and students to question the
ideological assumptions about our 'privileged position' as a consumer society. Examining the
commodification of lifestyles, values and political issues allows us to question the impact of our
consumer culture on our global village and on our planet. Studying advertising as an example of
recolonisation allows us to examine positions of dominance and oppression which are being
created and sustained in our media culture today.
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6. The Sponsored Society
Another current trend in advertising worth investigating is the creation and marketing of the
corporate image. This trend has developed, in part, from a desire to distance big business from the
controversy over the effects of rampant consumerism at home and abroad. For example, by
creating the impression that a company is actually concerned about social issues, the company
taps into the customer's sense of social responsibility, and distracts him/her from any concerns
about the negative effects of consumerism.

A great deal of the energy which goes into the creation of a corporate image today is directed
toward what many refer to as "caring capitalism". The strategies for creating this caring image are
becoming the ten commandments in the boardroom. "Cause marketing"- marketing your company
by sponsoring social causes- is the fastest growing segment in advertising. Many experts predict
that companies will pay over half a million dollars this year for the rights to sponsor social programs,
community events and charities (Kadlec 1997, 33). While this form of sponsorship gives needed
funds for social causes, many critics suggest that companies are only donating in order to benefit
their bottom line. Through their donations, companies not only have their name associated with an
event, but they can launch extensive marketing campaigns which ensure that their product will
acquire an image and stand out in a world where many look the same (33).
Stuart Ewen, professor of Media Studies at Hunter College, suggests that the real danger of this
kind of sponsorship is that an issue becomes something that people can address only in the terms
structured by the corporation. In other words, corporations take a real social problem and “frame” it,
presenting it, along with the company’s product, as a consumable item.

When social issues get turned into consumable products, they ultimately inherit the fate of all
consumable products. People use them, people buy them, and people get tired of them... [Then]
when they can no longer be sold, when they can no longer garner an audience, they will be wiped
away. I don't think that the kinds of issues that need to be addressed can afford to be wiped away
like last year's model car or last year's style of dress (Consuming Hunger 1989).
Other criticisms of corporate caring include the fact that charities not 'sexy' enough will never
receive any support. Critics challenge the failure of governments to take responsibility for social
programs so that all needs can be addressed equally. As Len Masterman (1996) states: "Corporate
sponsorship is disastrous for a democracy. Sponsorship is the worst possible mechanism for
distributing resources in any culture or society. It gives the most to those who need it the least
because sponsors want to be associated with already proven success".
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When one looks at this from a global perspective, 'corporate caring' certainly does seem to be a
poor mechanism for distributing resources, since many companies involved in 'corporate giving' are
doing so only in developed countries, while the standard of living in other parts of the world where
their products are marketed and manufactured is, in many cases, at the lowest level imaginable.
We don't hear much about companies setting up social programs to help the poor in Haiti, the
Dominican Republic, or Indonesia. But we do hear about the abuse of workers from a number of
human rights groups. Looking at popular advertising and the corporate images of such companies
as Nike and Disney can provide a powerful entry point for investigating the reality behind the
images: the controversy surrounding the labour practices of these companies and the sweatshop
conditions which exist in their manufacturing centres.

Conclusion
The challenges facing educators today in Ontario and elsewhere are many. Designing programs
and curriculum to prepare our students for the challenges of the next century is not an easy task.
Examining new communications technologies, the social and economic changes resulting from
globalization, and the media representations of our neighbors in the global village are just a few of
the areas that many educators believe should be addressed in Ontario schools.

Integrating media literacy and global education provides students with the opportunity to investigate
the images and information we receive about global issues through the media, and examine,
ultimately, how the media can influence the values and meanings we assign to them. This
investigation includes examining the techniques used in the construction of media texts, the
messages conveyed through them, and the way these texts are used and interpreted by audiences.
Media literacy contributes to the goals of a transformative paradigm because students are
encouraged to critique the mainstream media for a hegemony of first world interests. Students
examine the representations of issues, people and events in the media for positions of dominance
and oppression which these representations may reinforce. The curriculum provides students with
the opportunity to examine the role of the media in shaping the perception they have of themselves,
of people from developing nations and their relationship to them. Several topics are central to a
study of the media and global issues. These include investigating the ownership and control of
media and technologies and asking questions about the stories and voices we do and do not hear;
exploring the representation of developing countries in the mainstream Western media and
evaluating how our acceptance of these images contributes to the creation of unjust power
relations; examining transnational advertising and corporate sponsorship, and investigating the
impact of consumer values on our global village and on our planet.
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While curriculum areas still need revision and improvement, educators are taking important steps in
addressing several issues which affect us on a local and global level. I bel ieve the potential does
exist through media literacy and global education, to "empower learners and teachers not only to
critically understand the world's realities but also to move learners to act toward a more peaceful,
just and liberating world"(Swee-Hin 1993, 11) Hopefully, an integrated program will motivate
students to reconceptualise discourse about global issues, and take into account a number of
alternative viewpoints and new perspectives. And, hopefully, this new discourse will help them
grasp a sense of their responsibilities as global citizens, remain open to the lessons we all need to
learn, and become a catalyst for creating a more just and liberating world for the twenty-first
century.
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CANADA

Assessment in Media Education

Chris M. Worsnop

This paper reports on two assessment instruments that I have developed. The first is an analytical
assessment scale for assessing student made media products. It uses a five level scale and
assesses five characteristics. The second is a holistic scale for assessing qualities of sensitive
issues in media productions. It uses a three-level scale and assesses six characteristics. By
sensitive issues, I mean such things as violence, sex, substance abuse, and bias. The paper ends
with a discussion and recommendations about important work remaining to be done in media
education assessment.

Why is assessment important?
Throughout the world education is under the gun to prove that it is succeeding in delivering what it
claims to deliver. Good assessment provides information about program success, as well as
providing teachers and students with clear information about present achievement, profiling
strengths and weaknesses and outlining action needed. Where assessment is weak, courses,
teachers and students base their judgments and actions on unreliable information.
Assessment has to be authentic. Authentic assessment is criterion-based, rather than norm-based,
and is designed to support good classroom practice. Authentic assessment invites teachers to
teach to the test, because the test - the assessment - mirrors exactly the kind of activity required of
student in the program.

Why is assessment particularly important in media education?
Media education is a dangerous subject because it teaches students to understand the engines of
information and social power. It is in a precarious position in the overall curriculum because some
political and business leaders believe that a critically informed citizenry is not desirable. Where
media education is under attack, one form of defense is for teachers to be able to demonstrate that
they practice valid, rigorous and reliable assessment, and to show that their students are learning,
growing and developing in a number of clearly defined cognitive, and socially useful ways.
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The scale for assessing media work
This scale measures 5 traits of student-made media products:
- ideas and content
- organization
- effective use of media language (rhetoric)
- voice/audience
- technical competence

It plots these five traits onto a five level scale, describing in detail what each trait looks like at each
level. The organization of the scale is as follows:

LEVEL 5

Consistently exceeds expectations

LEVEL 4

Consistently meets and
exceeds expectations

LEVEL3

Usually meets expectations

LEVEL 2

Inconsistently meets expectations

LEVEL 1

Does not meet expectations

LEVEL 0

Not present

occasionally
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TECHNICAL COMPETENCE
LEVEL 5
Consist ent ly

_ Shows complete control of conventions/technology of the medium.

exceeds
expectat ions

_ Flaws/errors in the control of conventions/technology pass unnoticed,
or do not interfere at all with the audience=s comprehension.
_ Minimal editing/revision is required.

LEVEL 4
Consist ent ly

_ Shows strong control of conventions/technology of the medium.

meets & may
occasionally
exceed
expect ations
LEVEL 3
Usually meets

_ Flaws/errors in the control of conventions/technology do not interfere
with the audience=s comprehension.
_ Some editing/revision is required.

expect ations

_ Flaws/errors in the control of conventions/technology rarely interfere
with the audience=s comprehension.

_ Shows control of conventions/technology of the medium.

_ Moderate editing/revision is required.
LEVEL 2
Inconsist ent ly
meets
expectat ions

_ Shows limited control of conventions/technology of the medium.
_ Flaws/errors in the control of conventions/technology sometimes
interfere with the audience=s comprehension.
_ Significant editing/revision is required.

LEVEL 1
Does not meet
expectat ions

_ Shows only occasional control of conventions/technology of the medium.
_ Flaws/errors in the control of conventions/technology interfere with and
may occasionally hinder the audience=s comprehension.
_ Major editing/revision is required.

LEVEL 0
Not present

_ Shows little awareness of conventions/technology of the medium.
_ Flaws/errors in the control of conventions/technology hinder or prevent
the audience=s comprehension.
_ Very extensive editing/revision is required.
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Teachers use the scale by carefully matching the descriptions in it to the student work they are
assessing to establish which of the five levels best describes the piece.

The scale for assessing sensitive issues in media
The scale for assessing sensitive issues in media is intended to be used to assess the way media
texts address the sensitive issues of:
I.

violence

II.

sex

III.

substance abuse and misuse (illegal drugs, alcohol, tobacco)

IV.

bias against: gender, race, faith, class, sexual orientation, age

Rather than examining each sensitive issue separately (E.g. kinds of violence: punching, kicking,
use of weapon, shooting etc.) or counting the number of instances of certain kinds of content (E.g.
four scenes showing people smoking, three scenes with heavy kissing, two scenes with partial
nudity etc.) this scale tries to assess certain qualities in the treatment of sensitive issues.

INTEGRITY:
how important (or integral) to the text is the use of this example of a sensitive issue? In a war
movie, for instance, use of guns, killing, destruction of property, depictions of death can be an
important part of the message of the film. The famous scene in Gone With the Wind of the outdoor
hospital for the wounded is both memorable and moving for many viewers. On the other hand,
viewers are not unanimous in assessing the violence in films like Natural Born Killers or in some
Martial Arts films. To some people the violence appears integral, while to others it appears
gratuitous.

RESTRAINT:
how much attention is paid to the sensitive issue? In a TV police program, for instance, there may
be graphic scenes depicting criminal violence against women. The question of restraint asks if the
depictions are sufficient to make the point about violence against women, or if the producers might
have taken the opportunity to include more scenes of violence than the subject called for, to the
point of being excessive. People have different tolerance levels for what they would call excessive,
and so they would be likely to give very different reactions to shows like NYPD Blue.
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CHALLENGE:
is the sensitive issue included in the media piece for a truly serious purpose which might challenge
and expand the audience´s perceptions, or is the piece taking advantage of the sensitive issue to
conceal offensiveness behind pseudo-serious intent? In a news report about a bad traffic accident,
for instance, the producer may include some graphic glimpses of injured or dead victims. The
viewer has to decide if the purpose of this was to challenge viewers into taking more care at the
wheel, or to risk offending some viewers while titillating others. Once again it is a judgment call for
the viewer.

CONSEQUENCES:
does the production show not only the sensitive issue, but also their full consequences? Does
violence lead to pain and disfigurement? Does drug abuse lead to sickness and personal
problems? Or are consequences sometimes inappropriately turned to comic or sensational effect?
This debate rages long and loud in the way people react to cartoons, or to live shows such as
Power Rangers that are like cartoons.

GLAMORIZING:
does the media piece deliberately make sensitive issues look attractive? Is cigarette smoking, for
instance, connected to sympathetic characters, and shown in situations connected with pleasure?
Is violence or sex presented in a way that excites and stimulates the audience without any good
purpose other than excitement or stimulation? Some people would argue that there are no good
purposes at all, and others would ask what is wrong with excitement and stimulation.

BUNDLING:
does the media piece connect sensitive issues to each other to enhance their effect? Sex, violence
and sexist language and behavior; substance abuse, violence and racism? A re -viewing of some
of the movies of bygone decades can sometimes reveal situations where Abbot and Costello make
fun of stereotyped Arab people while inflicting violence on them that is played for comedy. The
same can be found in more recent films like Raiders of the Lost Ark, and Romancing the Stone.
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So these six aspects of sensitive issues are the ones that are assessed in the scale:
I.

INTEGRITY

II.

RESTRAINT

III.

CHALLENGE

IV.

CONSEQUENCES

V.

GLAMORIZING

VI.

BUNDLING

There are five points on the scale: The references and depictions to sensitive issues in the media
piece displaya sense of responsibility that is:

Level 3

Better than generally expected in my personal value system

Level 2

Acceptable in my personal value system

Level 1

Not acceptable in my personal value system
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The scale works by describing each aspect as it would appear at each of the levels. Using
INTEGRITY as an example, the scale looks like this:

SCALE FOR ASSESSING SENSITIVE ISSUES IN MEDIA

INTEGRITY
References to sensitive issues in the text are:
LEVEL 3

Integral and important to other parts of the text

LEVEL 2

Weakly or unrealistically connected to other parts of the text

LEVEL 1

Gratuitous and/or unrelated to other parts of the text

The entire scale, with all six aspects described is on the next page.
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LEVEL 3
BETTER THAN
EXPECTED
IN MY
PERSONAL
VALUE
SYSTEM

LEVEL 2
ACCEPTABLE
IN MY
PERSONAL
VALUE
SYSTEM

REFERENCES TO SENSITIVE ISSUES IN THE TEXT
ARE:
integral and important to other parts of the text
restrained to the amount made necessary by other parts
of the work; understated or subtly presented; not
stealing focus from or interfering with other parts of the
work
thought-provoking, challenging and/or disturbing
clearly and realistically connected to consequences
clearly not glamorized or exploited for sensational effect
connected (e.g. violence and sex) but responsible and
realistic in depicting these connections
weakly or unrealistically related to other parts of the
text
slightly more than) sufficiently in tune with the
demands of other parts of the work; obvious and
unsubtle; close to stealing focus from or interfering with
other parts of the work
pseudo-serious, exploitative, apologetic-yet-graphic
unclearly or minimally connected to consequences,
which may be little emphasized or presented as not
important
unclear, non-committal, ambiguous or ambivalent in
their stance on glamorizing
clearly linked to each other to increase interest and
appeal, but stopping short of bias and sensationalism
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LEVEL 1
NOT ACCEPTABLE
IN MY
PERSONAL
VALUE
SYSTEM

8 1997 Chris
M. Worsnop

gratuitous and/or unrelated to other parts of the work
excessive to the requirements of the work; blatant, crude
and flaunted; taking the focus from other parts of the
work to become the center of attention
offensive
not connected to consequences, which may be ignored,
distorted, falsified and/or manipulated for sensational or
comic effect
glamorized, unrealistically desirable or sensational
Blatantly bundled for sensational or prurient effect
and/or to support bias

INTEGRITY
References to sensitive issues in the text are:
LEVEL 3
integral and important to other parts of the text
LEVEL 2
weakly or unrealistically connected to other parts of the
text
LEVEL 1
gratuitous and/or unrelated to other parts of the text
RESTRAINT
References to sensitive issues in the text are:
LEVEL 3
restrained to the amount made necessary by other parts of
the work; understated or subtly presented; not stealing
focus from or interfering with other parts of the work
LEVEL 2
(slightly more than) sufficiently in tune with the demands
of other parts of the work; obvious and unsubtle; close to
stealing focus from or interfering with other parts of the
work
LEVEL 1
excessive to the requirements of the work; blatant, crude
and flaunted; taking the focus from other parts of the work
to become the center of attention
CHALLENGE
References to sensitive issues in the text are:
LEVEL 3
thought-provoking, challenging and/or disturbing
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LEVEL 2
pseudo-serious, exploitative, apologetic-yet-graphic
LEVEL 1
Offensive
CONSEQUENCES
References to sensitive issues in the text are:
LEVEL 3
clearly and realistically connected to consequences
LEVEL 2
unclearly or minimally connected to consequences, which
may be little emphasized or presented as not important
LEVEL 1
not connected to consequences, which may be ignored,
distorted, falsified and/or manipulated for sensational or
comic effect
GLAMORIZING
References to sensitive issues in the text are:
LEVEL 3
clearly not glamorized or exploited for sensational effect
LEVEL 2
unclear, non-committal, ambiguous or ambivalent in their
stance on glamorizing
LEVEL 1
glamorized, unrealistically desirable or sensational
BUNDLING
References to sensitive issues in the text are:
LEVEL 3
LEVEL 2
LEVEL 1

connected (e.g. violence and sex) but responsible and
realistic in depicting these connections
clearly
linked to increase interest and appeal, but
stopping short of bias and sensationalism
blatantly bundled for sensational or prurient effect and/or
to support bias
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Well, believe it or not, that was the easy part. Making the scale was easy, applying it can be very
problematic indeed. Here’s why. A scale looks like a hierarchy, and hierarchies are used to
separate the good from the not-so-good. The hierarchical use of this scale applies to our individual
assessments.

That is to say, if you assess a piece of media a straight level 3 across all the different aspects,
somebody else might come along and assess the same piece at level 1 all across the scale.
Neither one of you could be justified in claiming that the scale supported their opinion and not the
other. Each assessment is only a personal assessment. In each case, the scale has served as a
clarifier for arriving at a judgment, but the judgment is made by the individ ual in the end, not by the
scale. The standards are in the viewer, not in the scale.

When two people disagree over an assessment after using the scale, there is no question of right
and wrong; but, because of the scale, there is a basis for dispassionate, objective discussion and
debate, in which the two parties clarify for each other how they interpret the descriptions in the
scale. Without the language of the scale, they would lack a common focus for the discussion.

The scale then, can not really sort out good media from bad, but it can help you decide which
examples of media appear good and bad in your own personal frame of reference. It can provide a
basis for discussion of different frames of reference, leading to an understanding of how audiences
react differently to the same media texts, and how media texts set out to appeal to specific
audiences.

This scale is not capable of changing the media to make them more suitable to your tastes and
preferences. It is capable, though, coupled with talk, of helping you become more aware of your
tastes and preferences if you use it as a basis for intelligent and civil discussion with others, either
within your family or in some other community. The scale will tell you the limits of your tolerances,
and how those limits are the same or not the same as the limits of other people or other groups.
The scale will not tell you which set of tolerances is right and which wrong, and it is not intended to
be used as an instrument in telling others that their judgments of media texts are good or bad, right
or wrong.
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Discussion and recommendation
A good media program engages students in three kinds of media work.
they should experience media
they should interpret media
they should make media

Strong assessment instruments are needed to track student progress in each of these three areas.
I believe that the assessment instrument I have developed in my own book, Assessing Media Work:
Authentic Assessment in Media Education is suitable for assessing the section on Amaking
media@.
An extremely important task remains to be done, however: to develop and disseminate the
paradigms, exemplars or anchors for these assessment scales. Many people who are now using
them have said that their reliability is compromised by the lack of samples of student works
exemplifying the various levels of achievement on the scale. The task of developing these anchors
is a tremendous undertaking. What is needed eventually is no less than different sets of exemplars
for:
each genre or kind of media production students make
work of beginners as well as experienced students
work of students at various ages and stages of expertise. That is to say 14-year-olds who are
novices in media as well as 14-year-olds who are in their third, fourth, fifth and sixth year of
studying and making media

To begin with, though, we should try to develop through an international project exemplars for both
elementary and secondary schools at two levels each: novice and experienced. These exemplars
should be for the genres of:
TV/video/motion photography
radio/audio
photography
poster/collage/advertisement
story-board

I have made a very modest start in collecting some samples of student video work from various
countries.
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For experiencing media, my scale for assessing sensitive issues may be a starting point, but it
needs extensive trials and refinement by scholars and practitioners around the world. I would
welcome any interests others might show in helping with this testing of the scale. I suggest, further
that we can draw from the work done already in reading assessment. Response theory, or personal
response theory has led to the development of a number of instruments to assess students’
connection to written text. I have made an attempt to extend some of this work into a scale for
assessing personal response to media, both in Assessing Media Work, and in the work I have just
completed for the State of Washington, Classroom-Based Evidence: Media Education. This work
needs extensive validation.

Work is needed in developing assessment instruments to measure students’ critical awareness.
(Interpreting media) I have done a little preliminary work in this area, and am engaged with
Professor Alexander Fedorov in a joint project to develop it further, based on some research
already completed by Professor Fedorov. I hope that he and I will be able to report on this work in
future years as it progresses. We need some international beacons from which media education
programs in all countries can take their bearings. One such may be the new International
Baccalaureate course in Film, now being prepared by a team of educators under the leadership of
Mike Clarke. This team will meet next month (May, 1999) in Cardiff, Wales. I will be working with
them in the area of assessment.

An important issue to address in developing or selecting any instrument is to make sure that the
assessment is a direct measure of the intended ability or performance, rather than of something
else. The most common problem of this kind is the practice of assessing student ability through
their ability to write about it. What we end up assessing in such cases is as much the students’
ability to write in certain required ways as the students’ ability in the area we are seeking. We
therefore need assessment instruments that focus directly on the actual outcomes, expectations
knowledge, skills, abilities, or competencies we are looking for, rather than on those same things
mediated through writing ability. Achieving this will engage us in some interesting debates with
established educational traditions and traditionalists.
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UNITED KINGDOM

Making a Real Difference

Cary Bazalgette

For the last twenty years, we have witnessed a steady trickle of initiatives and projects across the
overdeveloped nations of Western Europe, the Americas and Australia/ Asia, dedicated to what we
could call the media education project. This project likes to think of itself as a united front, as
evidenced by our collective presence here in Vienna. We are all supposed to be signed up to the
same fine rhetoric of 'developing critical awareness' and confronting the brave new world of global
media markets and the digital revolution.
But if that's the case, then why are we still witnessing only a trickle of initiatives and projects - why
not a flood? Why is there still so little hard evidence about extended and established practices of
teaching and learning? Why do educational ministry reports - where there are any; goodness
knows there are few enough of them - why do such reports in any country tell the same story now
as they did ten and fifteen years ago; that provision is patchy and uneven in quality, largely driven
by enthusiasts, that the majority of teachers still have no clear idea of what the leaving outcomes of
media education are meant to be; that there are no satisfactory models of learning progression?
Why was it so easy for the Ontario Ministry of Education to remove the media credit from the
curriculum, or for the English Qualifications and Curriculum Authority to keep media education
confined to a tiny fragment of the curriculum, even for its new version for 2000?

Because, I suggest, the media education project is nothing like as united and clear as we would like
to think. We have in fact failed to sell it to teachers, and we have failed to sell it to governments,
because it is confused and contradictory, and woefully lacking in self-criticism. What is the media
education project about? Consider the following questions.

•

How would you rank these three media education activities in importance: analysing popular
cultural forms like soap opera and rock music; teaching children to suspect the motives of
global conglomerates like News International; introducing children to media texts they might not
otherwise encounter, such as historically significant or culturally diverse material?
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•

Which do media teachers spend more time on, using contemporary fil ms and TV to examine
issues like gender or bullying, or analysing the stylistic and generic characteristics of these
media in their own right?

•

At what age is it appropriate for children to design a newspaper front page or storyboard a 30 second advertisement? Eight or 16? I've seen both tasks done by both age groups and with not
a great deal of difference in quality.

•

Which media matter most in media teaching: film, radio, television, press, Internet?

•

Do media educators work with or against the media industries?

If we think we have the answers to all these questions, why aren't we getting through to the people
who matter? Because, I fear, media educators on the whole either don't answer these questions in
any sort of consistent way, even within national boundaries, or they actually don't want to answer
them. They would rather say, well, it's ALL-important! It's the critical approach that matters, not the
content! It doesn't matter what media you study - they're all converging anyway!

Well, I can only observe that all the time media educators have spent analysing the machinations of
PR and marketing experts has not paid off. Just because they're capitalists doesn't mean they're
wrong when they say you can't sell six ideas at once.

Let me make a probably unpopular proposition. Media education is not a subject. It's incoherent,
it's unmanageable, it's a theoretical hybrid, and it’s trying to do too much. It can never form the
basis of a coherent model of learning, certainly not in the current climate where education policies
world-wide - like it or not - are looking very hard indeed at what value for money they get out of their
education systems.

What media education has been is a movement. It's sought to change pedagogical, concepts of
cultural value, political attitudes, the imbalance between producers and audiences. It's argued that
you can teach about ideology and economics in cultural contexts. And of course it's not been alone
in that -similar changes have happened in some countries in other subjects too. Perhaps it's fairer
to say, then, that media education has been part of a movement - the whole post colonial,
postmodernist, globalising cultural change of the past twenty years. And like the rest of those
changes it is already being accommodated and accepted, it's being diffused into the curriculum in
almost invisible ways. It's so easy to recuperate a sprawling and incoherent project! Advertisers
think media education is great: they love sophisticated audiences. The film industry loves it too they're happy to pour money into educational resources about Titanic or Men in Black.

How much does this matter? If the media education movement has been of value - and I think it
has - then what do we take from media education project that we believe to be of value and actually
get it into our education systems as a basic entitlement- not an option, not an extra, but something

223
Educating for the Media and the Digital Age

everyone has a right to learn? We are each going to have to answer this in nationally/or regionally
specific ways.

My answer is therefore particular to the UK now and to the situation we find ourselves in. It may not
be relevant in other world regions - it may not be something all other media educators in the UK will
accept, but it's something I'm going to argue as an educato r working in a national, publicly funded
body dedicated to the development of film and television. I will argue that one definable, coherent
and referable sector of the media education project is the moving image.

"But that's ridiculous," I hear you cry: in the new digital wonderland all the media are converging the boundaries between them are blurring - you can't just single one out!" Well, just where is the
evidence for this "blurring of boundaries"? Did radio blur the boundary between the spoken and the
written word? Are you likely to mistake a TV news bulletin for a newspaper front page? Digital
technologies are delivery systems - they'll affect content, they'll affect the status and role of existing
technologies, they'll affect modes of consumption. They may – in the fullness of time - create new
languages in the same way that the cinematograph created a new language in the early years of
this century. But that day is some way off, if it ever comes, and for the time being I'm confident that
the language of the moving image - that extraordinary rich, and powerful language that has reached
every point of the world and dominated our lives for nearly a hundred years - that language is a
distinctive, worthy, appropriate and essential object of study for children growing up in the 21st
century. They should know its history, they should know what it's capable of - both good and bad –
and above all they should know how to use it.

Until now it has not been a realistic option to make that claim, because the only access to moving
image production that children have had for the last seventy years or so is the camera, and as
everyone knows or ought to know, movies are not made by cinematographers but by editors.
Children can now edit moving image and sound on computers. Teenagers are making feature films
for $1000. Adolescents are broadcasting on the web. Movies have thus arrived, or are beginning to
arrive, in the same digital world that print, music and still images have been in for some time. But
what follows is NOT confusion and blurring of boundaries. The essential thing about digital
technologies is not, as Bill Gates or the Oracle Corporation would like you to believe, getting your
head round the latest hardware or signing on to the newest and most complicated software system.
It's knowing what you want to use them for.

If you've got a system, as we now have, that lets you manipulate and send messages in print, still
image, moving image and sound, which medium suits your message best? To answer that, you
have to be literate in all four. And being literate does not mean treating them as if they were all the
same. It means knowing how they work, what they can say, what they have said - it means
knowing their classics and their avant-garde. They are the four fundamental rhetorics of our times
and what we must argue to our legislators and our sponsors is that children have a right to be
literate in all of them.
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So why then am I focusing attention on just one of them?
Because, as I said, we face a very specific moment in the UK right now, a situation of which we
intend to take the fullest advantage. When the Labour Government came to power in May 1997
one of the first things they did was to set up a committee of inquiry on the film industry. When that
committee reported the following year, one of its recommendations was that a way had to be found
of broadening the taste of the British cinemagoer - not, as you might expect, just to want to go and
see British films, though obviously that's partly the idea - but with the rather larger ambition of
creating a "more lively and popular cinema culture" and "an informed and critically engaged
audience". How was this to be done? Through education, of course - that sector of the economy
that gets all the impossible jobs and all the blame when things go wrong.

So last summer the BFI was asked to form another committee to see how this might be done. We
have just delivered our report to the Secretary of State for Culture, Media and Sport. It covers
formal and informal education at every level from primary schools through to adult education. and
although we were asked to look at "film", we've interpreted that as broadly as we can, to cover the
moving image and all the different ways it can be accessed. I believe that in doing this we have
been able to tell a single, comprehensible story that our Government will listen to.

Our report is called Making Movies Matter - we're saying that here is a language, a history, an
industry, a mode of communication and expression, a creative opportunity for everyone, a field of
employment for many - and it's an absolute scandal that it is not regarded as an educational
entitlement as basic as point literacy.

But how is this going to happen? We're being realistic. We're proposing a series of small but
salient changes - in the curriculum, in teacher training, in schools inspection, in film
funding policy, in cinema exhibition and distribution. We're asking for new priorities in classroom
resources and software development. We're proposing partnerships to raise funding for research
into learning progression, the uses of digital technology for moving image work, and to map out the
existing national provision for non-vocational practical opportunities in moving image production.
We'll be making a bid for Lottery funding to establish a national network of production workshops in
after school clubs. And we are including in our report a new model of learning progression in
moving image education, which covers learning from age 5 through to higher education.

None of these is a huge project but cumulatively, even if only some of them happen, they may
make a difference. And I think this has to be our project now. What is it, in the real world of
national politics, that will actually make a difference? What should be available not just as an
option, not just as special projects, but to all our children as of right?
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SOUTH AFRICA

Building a Nation in the Media

Costas Criticos

Introduction
The purpose of this paper is to analyse the active involvement in a media society and the use of
media and information skills to advance national development. Building a nation through media
education is dependent on an ongoing programme, which extends from formal schooling through to
7
non-formal or public education initiatives.
The paper is a companion to an earlier paper by my colleague Jeanne Prinsloo. Jeanne’s
contribution examined the social context of education and media education in South Africa. She
identified where we are in relation to the practice of media education in other countries and she
gave an account of a new beginning in the development of media education through our new
national curriculum. Jeanne advocates the growth of media education through the Language
Literacy & Communication learning area of our curriculum and through the development of media
education skills in new teachers.
I will attempt to show evidence of where media education can be put to work to advance democracy
and national development. Four cases will be presented to illustrate this utility. The first case
relates to the so-called educational crisis. The second concerns national initiatives to advance
information and communication skills, the third is concerned with educational television
broadcasting, and the fourth and final case relates to the unchecked spread of HIV and Aids in
South Africa.
Building a nation in the media is a slow process, which includes the development of critical media
literacy through formal media education programmes in schools as well as through public education
initiatives. These programmes of media education provide some of the skills of critical citizenship,
which are essential for the growth of modern democracies. Countries in the South cannot ignore
the involvement of ordinary citizens in media and information technologies. Global economic and
cultural demands are placing pressure on these countries to redefine the educational, technical and
social competencies in formal and public education.
In the final era of Apartheid (1984-94) one of the most effective forms of resistance against
repression was through people who disarmed dominant media through critical reading and others
who created alternative media and cultural forms. In this period, resistance was popular and civil
7

Public Education is used to describe informal and non-formal education as well adult education, which is work or
community-based. Public education therefore encompasses all education outside of the formal education sector.
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society was in a viable state. Many NGOs, labour, civic, church and youth organisations included
media skills as part of their organisation’s education programmes. To a limited extent media
education programmes were starting to be established in schools.
Unfortunately, these critical and creative skills, which were called into action to disarm Apartheid,
were very seldom used to develop the new democracy. There was a sense of having won the battle
and so the critical armour was laid aside. This was mirrored in the macro-political level as
international support for the anti-Apartheid movement dried up and was diverted to other arenas
such as the Soviet Union and Bosnia. With a change in international funding and inability of the
new government to support the large NGO sector there was a dramatic fall in the number of NGOs8.
Those that remained were subjected to severe staff cuts and the development of more
entrepreneurial skills to increase their income base. With a depleted NGO community and a
Government with too many economic demands – media education remains a low priority. Unless
there is deliberate effort to maintain and advance the media and information skills of citizens in
formal and public education there is a real danger of erasing the gains made in the last days of
Apartheid.

Southern Perspectives on Media Education
In 1990, the Toulouse Colloquy brought together international media educators who attempted to
explore the "New Directions in Media Education". The significance of this meeting is that for the
first time we have attention being given to the perspective and interests of developing countries at
an international media education conference. The conference participants were divided into three
commissions and one of these was devoted to the developing world - Commission III: Media
Education and Developing Countries.
In the first part of their statement the commissioners acknowledge that outside of the West, media
education has a different history and form. In some of these countries media education is an
interest of both school and organisations, and moreover, is concerned with both creative and
analytical interests.
They said:
In developing countries, media education outside the formal educational system deserves
particular attention. Educational activities of grassroots and non-governmental organisations
are also especially important and the Commission wishes to stress those aspects of media
education which enable individuals and groups to contribute actively to endogenous cultural
development (Commission III 1991)
The commissioners' exhortations signalled what we knew all too well during the period of late
Apartheid. Repression in South Africa (and in other countries) was about dis-empowering people
through an impoverished education, which has left the majority of South Africans in an educational
political, technical, and media void. In the post-Apartheid era, “building a nation” goes beyond
levelling the playing fields it also involves training the players– it is about equity as well as redress.
In educational terms it has not been enough to equalise teachers salaries and education budgets
between racial groups and provinces. Redress goes beyond economic compensation to
educational compensation. I am concerned to show that media education can make a contribution
to this educational compensation. Media Education offers school and adult students the opportunity
8

Many of the NGOs were devoted to providing teacher and curriculum support and to compensate for
Apartheid’s differential provision of education to different racial groups.
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to become active citizens who are active in a society – a society in which many were inactive
because of their apathy or because of restrictions on their participation. The skills which media
education offers to animate this social action are an extension of what Prinsloo (Prinsloo 1995) and
others (Criticos 1993) have called critical literacy. It is a critical literacy in which critical action is an
important dimension. This type of socially oriented and active critical literacy has been called
“critical citizenship” (Criticos 1997) or “civic courage” (Giroux 1992).
I will now explore some cases that show how urgent social challenges experienced in developing
countries can become educational challenges and specifically media education challenges. The
four cases deal with school and post-school applications of media education. In each case a
rationale and some contextual information precede the illustrative examples.

Case 1: Critical Action in School (School-in-Society Strategies)
In addition to the need to locate media education within a subject or learning area (such as the
Language, Literacy and Communication area advocated by Prinsloo at this conference) one also
needs to find ways in which the media skills developed in this area can be strengthened and utilised
throughout the school curriculum. What I am advocating is an across -the-curriculum approach to
media education. This is promoted for the following reasons
1. It gives students an opportunity to see the utility of critical media skills in other curriculum areas.
2. It helps students to break down the artificial division between school and society.
3. It enables students to encounter a more contemporary and contextual understanding of their
education.
This is not simply a concern of what should be taught and when it is taught. It is a commitment to
particular ways of engaging with media. Media education lessons ought to give students
opportunities to develop understandings in a critical, creative, communal and contextual manner.
According to Palmer, pedagogy is enmeshed with curriculum.
“The way we know has powerful implications for the way we live. Every epistemology tends
to become an ethic, and every way of knowing tends to become a way of living. The
relation established between the student and the subject tends to become the relation of
the living person to the world itself. Every mode of knowing contains its own moral
trajectory, its own ethical direction and outcomes.” (1990, p107)
Habermas' theory of how fundamental human interests influence the social construction of
knowledge is another valuable contribution to this examination of pedagogy. He rejects the
dominant view of knowledge that is separate and discovered by the individual in favour of a
knowledge that is constructed in communal action (1972). Apart from the social dimension to
progressive education it also values particular ways of learning. Stanton, a proponent of social
learning, highlights some these characteristics.
“Emancipatory education has an alternative epistemology which, in contrast to an objective
knowing, is based on a connected knowing. This is an education which is generat ive not
consumptive, concerned with perception not reception, searching not researching. In such a
system intelligence is a process not a product, and intelligence equals intelligent behaviour.”
(Stanton 1990)
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Media Education Challenges
Connected and contextual understanding of media is demonstrated in this example of media
technology – one of the important interests of media education. The School Water Action Project
(SWAP) is an example of how developing media technology skills (in the interest of media
education) can advance other curriculum interests and social action.
This SWAP project uses indigenous knowledge, local communities, and environment as a school
laboratory. Children at schools who are involved in the SWAP project develop skills associated with
ecology and environmental responsibility during an audit of their local water resources. The
information that they have gathered is incorporated into a national database of water resources.
Not only have the children developed their biological knowledge in a social context but also they
have had an introduction to sophisticated information technology and the Internet.
SWAP co-ordinator, Rob O’Donoghue, reaches remote schools and river areas on his bicycle,
which is equipped with a laptop, GPS system, and a cellular telephone. Field data recorded by
students on a spreadsheet is uploaded to the SWAP home page on the Internet. In this project the
students are starting to develop some of the skills of citizenship and local action at the same time as
they refine their biological and media skills.
In an earlier paper (Criticos 1998) I suggested that media education in South Africa might start
moving towards a “development” paradigm and away from the “critical” paradigm (Hart 1998)
prominent in the late eighties and nineties. This paradigm shift is likely to redirect the critical and
emancipatory interests of the critical paradigm to concerns of national development and growth. In
essence what this means, is that we are likely to see an increase in media education activities
which examine media and cultural products associated with education and development. Alongside
feature films, newspapers and magazines we can expect the analytical spotlight to fall on health
campaign materials, web-based instruction, and textbooks. In addition, it is expected that issues of
production and technology will become more prominent in this shift.
In addition, the interest in connected and contextual education will result in media education moving
away from simple exercises to bigger case studies and projects which also have opportunities for
civic responsibility. As an example of this change we may see a move from away from a single
lesson devoted to tobacco advertising to a more comprehensive research programme which would
examine economics, farming, the tobacco industry, advertising budgets and health legislation etc.

Case 2: Critical Action and Information Technology
South Africa has the highest rate of Internet connectivity and telephone density in Africa. However,
within South Africa itself there are enormous differences between rural and urban communities. In
the Northern province there is only one telephone per 52 people against Gauteng province, which
has 5 people for each telephone. (Glennie 1997) The government and particularly the Department
of Communications under Minister Jay Naidoo believe that access to communications technology is
the engine of development and prosperity.
By the time this conference is over our Minister of Communications, Mr Jay Naidoo will have
completed an expedition which will travel, through 12 African countries over a period of 21 days to
promote the continent as a new frontier for telecommunications and information technology
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investment. The expedition called the African Connection rally is a framework for infrastructure
development endorsed by 44 countries that jointly want to develop Africa9 as a powerhouse for
telecommunications and investments. The will travel 16 000 km from Bizerte in the North to the
Cape Agulhas at the southern tip of Africa. At the press conference to launch the expedition
Minister Naidoo said,
"We need a vision and a dream to bridge the gap between the information-rich and the
information-deprived, between the urban and the rural, between the men and women. We
need a dream to build a highway in the sky from the tip of Africa in the north at Bizerte, in
Tunisia, to the tip of Africa in the south, at Cape Agulhas in South Africa, connecting every
city and town, every village, school and clinic." (Rantao 1999)
During the trip, a Telecentre will be established in each of the countries in Africa, uniting them in a
unique continental partnership, which will illustrate Africa's determination to leapfrog into the 21st
century. The Telecentre is a South African innovation in which state and corporate sector funds are
used establish a community facility with Internet and telecommunication facilities. In 1998, one
hundred Telecentres were established in South Africa. These centres were built to fast-track
access to communications in rural areas where there is no landline service or electricity. Generally
the centres becomes nodes of commercial growth and provision of social services. Apart from
these service-oriented centres there is an expectation that a digital, fibre-optic, high-speed
backbone would build the African Internet economy and promote electronic commerce. (Department
of Communication 1998) (Rantao 1999)
Another major constitutional coup has been the establishment of the Universal Service Agency (US
Agency) by parliament. Minister Naidoo is reported to be an advocate of an Internet system that will
provide every citizen with a unique email address. The US Agency is charged with ensuring
universal access to all telecommunications services. Currently this is defined as access to public
facilities of telephone, fax, TV, email, and web services within 30 minutes walk of every citizen’s
home. At present the US Agency is pursuing this goal through the Tele centre model. (Department
of Communication 1998)
Apart from South Africa two EU countries are in pursuit of national and European union bills which
will ensure Internet access as a "universal right". Rafael Arias Salgado, Spain's minister of Public
Works and the Economy said, "Spain and France will present a joint proposal to introduce what we
could sum up as the ‘Internet as universal utility’. We think that the time has arrived, in the realm of
community legislation, that Internet access as an absolutely decisive instrument-- particularly in
sectors like education and health - must form part of what we consider universal services." (King
1999) Free trade provisions of both EU legislation and the General Telecommunications Law
currently prevent any type of aid or subsidy - except for these so-called "universal services."
For a similar sized population to our own of 40 million people, 2.5 million Spaniards have access to
the Internet. This is more than double the number of South Africans who have access. While
South Africa has used the Tele centres as a strategy to advance universal access, the Spanish
government has used a strategy of “affordable access”. This has been activated through a monthly
flat rate fee of approximately US$30 for the combined ISP contract and phone call charges. (King
1999)
9

Africa is a continent with the lowest teledensity in the world
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Media Education Challenges
If communication tools will be guaranteed within 30 minutes walk of every citizen as a universal
right in South Africa then our media education programmes ought to take advantage of this new
provision. Similarly, if the goals of the “African Renaissance” and Minister Naidoo’s African
Connection rally are realised then we can expect an acceleration of African economic and social
development through e-commerce and communication services. In such a future even rural citizens
will need to include Information and Communication Technology as part of their media literacy. Not
only are these skills essential for economic prosperity but they are also essential for political
access. A citizen who is skilled to utilise these communication tools will be able to utilise the
increasing number of government information and social services, which are electronically
accessible. One example of this is a new web site, which is available to check whether a person is
listed on the voter role of this year’s national election. At present only 1 in 50 citizens can utilise
this resource which ironically has been established to maximise political involvement.
In addition to the establishment of Telecentres in rural areas there is also a movement which is
promoting Multi-Purpose Community Centres (Butcher 1998). These centres are based in both
urban and rural areas and will host a range of education and social services with a strong IT
infrastructure. Current planning models for new schools includes the “clustering model” in which
schools will become smaller and will be clustered around community services such as the
Telecentres or Multi-Purpose Community Centres so they can take advantage of the centralised
information services. Even the worldwide web is destined for depressed areas without
telecommunication lines. This year Orbicom, the satellite company, and MultiChoice, the cable TV
company, will use “Webcasting” to broadcast the WWW into resource centres in deprived
communities. The satellite will be used to broadcast a sizeable portion of the most useful
educational sites on the web (say 20Gb) to a local server. Later on students will use PCs which are
linked to the “thin client” server in an Intranet to access data at very high speeds. Each evening the
sites are refreshed so that the web is never more than 24 hours out of date.
The challenge for media education teachers is to find ways of exploiting these opportunities and
incorporate Internet and Web media into their media education programmes. Unless teachers
promote and prepare their students to participate in the IT environment they will contribute to the
fulfilment of the cynical view which anticipates an ever-widening gap between the information rich
and the information poor.

Case 3: Critical Action through Educational TV Broadcasting
The Independent Broadcasting Authority (IBA) awards all South African TV broadcast licences. The
licences are conditional on policies, which are consistent with our national constitution and include a
minimum quota of news and educational programmes. SABC, the public broadcaster, is allocated 3
channels and has a dedicated Education Unit to provide educational programming to support formal
education. Subscriber revenue and a central government grant from the Department of Education
finance this unit.
Coincident with our first democratically elected government in 1994 there was a major change in
educational broadcasting. A new management team introduced a more democratic work culture
and shifted the focus of the unit to a more development-oriented service. In 1998 the Education
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Unit commissioned a research study (SAIDE 1998) to investigate the state of educational
broadcasting and to recommend a new range of programmes and policy. As a result of the
research and consultation process a more progressive policy has moved educational programming
away from the formal didactic style to a more contemporary format.
The report recommended that mainstream popular genres should be utilised. These included
special interest news and current affairs programmes; soaps and sitcoms with education themes;
magazine programmes; talk shows and drama series. The new programmes based on these
recommendations have been implemented and there have been mixed reactions by viewers.
Educator Express a weekend magazine programme aimed at teachers has been well received.
Schools TV, a programme aimed at junior primary school children during school hours is hampered
by the small number of schools with TV sets and a flexibility by teachers to incorporate ETV
broadcasts into the school day. This limitation was anticipated and the Education Unit has
prepared teacher training materials, schools resource packs and a facility for assisting Schools who
require TV sets.
10

Yizo Yizo is the country’s first truly multilingual series, which incorporates seven of the official
languages and is fully subtitled in English. The script is based on research in schools and features
many of the concerns of schools such as demotivated teachers, drugs and gang activity, violence,
teenage pregnancy and rape. It takes a "hard-hitting" and explicit look at the volatile situation in
schools and it has generated heated debates about its value.
Producer Desiree Markgraaf says "The script is an amalgamation of real things that have happened
in schools across the country".(Sterkowicz 1999) This series is probably the most popular of all the
programmes ever produced by the SABC's Educational TV unit and has ratings comparable to any
of the more popular local and international drama series. Alongside the many young viewers
11
attracted by the Kwaito score and youth culture, parents and teachers are angry because they feel
the series glorifies gangsters. The producers have pleaded for patience as they claim that
eventually the hardworking and committed teachers win the day and the gangsters lose their control
over the school. Notwithstanding the controversy, this series has generated more debates about
the state of education than any documentary. (Krouse 1999)

Media Education Challenges
Although there is an expected low level of ownership of TV sets there is a surprisingly large number
of viewers who have access to TV broadcasts through viewing in communal settings 12. Apart from
Soaps, special events like national football games and inaugurations and other major political
events are often watched in taverns, community halls, and other public places. Media Education
teachers in South Africa often fail to take these contextual factors into account. These may include
fragmented viewing, communal viewing and delayed viewing. While we have advocated that
teachers deal with local media environments we have not realised the extent to which TV
broadcasts intrude into rural media environments.
10

Yizo Yizo means “That way it is” Refers to a fatalistic response to the crisis in education and in particular to the
conditions of many schools in Black townships.
11
Kwaito is a South African version of gangster rap which has the biggest following of township youth
12
These may be in neighbouring homes or community centres.

234
Educating for the Media and the Digital Age

In addition to our inaccurate perception of media environments we have also failed to realise the
extent to which people are interested in examining the media. Power of Persuasion, a recent series
on prime-time television, featured local and international advertisements. The presenter gave
production information on the featured advertisements as well as his review on the quality of these
materials. He invited media producers and critics on his show and also included features on the
making of advertisements. The series was enormously popular attracting 30.3% of the total South
African viewership. At the end of 1998 it achieved a rating of 7.4 ARs (South African Advertising
Research Foundation Audience Ratings). This was the highest rating in this time slot on all five TV
channels. The news on channel 1 had a rating of 6.4 ARs. (Staff Reporter 1999)
Programmes like Yizo Yizo and Power of Persuasion are wonderful springboards for developing
media education programmes. In my Master’s class – 20 mature mid-career teachers are studying
modules on materials development. They are presently conducting a series of investigation in their
schools (related to the Yizo Yizo series) on viewing patterns, age and gender factors and incidents
of copycat delinquent behaviour. Although they are not media education students the critical
interests of media education has enabled them to examine media products from a more critical
perspective.

Case 4: Critical Action in Society
If we support the notion of a caring civil society, which enables and supports democratic
governance then we need to examine our media education curricula and methods more carefully.
Critical citizens, the building blocks of a civil society, do not happen automatically. They acquire
these attitudes through informal educational encounters or formally in the classroom. Media
Education perhaps more than any other subject is a discipline, which is inherently interested in
equipping critical learners to look outwards and inwards, to ask questions and to express their
opinions in different media formats. But what is it about media education which makes it so
valuable for democracy and a multi-cultural future? In South Africa, media education can ensure
that: •

Students become critical media "readers" who are able to discern falsification, bias and
absences in media reportage and representation.

•

Students develop an understanding of media production. They can see human agency
and the manufactured nature of media below the surface.

•

Media education programmes offer a safe environment in which moral and social
questions can be explored. Many media exercises force students to work through
perspectives of the other political view, class, race or gender.

•

The creative side of media education ensures that an increasing number of citizens can
express their views through the many media forums.

Media Education Challenges
The last two qualities of media education – “a safe environment in which moral and social questions
can be explored” and “citizens can express their views” are particularly important ways of dealing
with some of the major crises in our country. One such crisis is the AIDS epidemic in South Africa.
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By all accounts the crisis is deepening as the pace of infection accelerates throughout South Africa
and especially in our province, KwaZulu Natal.
It is very rare that AIDS related stories do not feature in our daily newspaper. We have had our
share of stories from mismanagement of AIDS education budgets to premature announcements of
AIDS cures. We daily see evidence of the moral dilemmas faced by a nation living with AIDS.
Insurance policy rules, employment practices, the selective use of preventative medicine and so on.
If our students can wrestle with these dilemmas in the classroom and the training room they will be
better equipped to respond to real dilemmas when they are encountered.
The urgency of the situation is best illustrated by statistics from local clinics. In one study it was
found that 50% of mothers who gave birth in hospitals were HIV positive. Most babies born of
these babies will also be HIV positive. My university has just concluded clinical trials that show that
the transfer of HIV to infants can be reduced to 30% if mothers are given an inexpensive drug
combination. (Peters 1999) This treatment is not been used because of other health department
budget priorities. Critical action or what Giroux has called “civic courage” can be animated in
relation to these AIDS issues as students consider the media reports related to these statistics. In
some cases this courage may lead to personal or group action in relation to the spread of HIV, it
could lead to a protest over health service priorities or it could evoke some action in relation to the
way in which Aids stories are covered in the media.
Adult and school learners might have seen a report in the press of the killing of a local woman who
revealed that she was HIV positive. The civic challenge is whether any of the teachers or trainers
will have the “civic courage” to respond to this event in their lessons. Because of the prominence of
the story in the press and electronic media a teacher would be well placed to deal with the story as
a media event which demands critical reading and critical action.
The story was reported in an electronic forum (VeIHache Electronic Forum 1998) which requested
protest letters to be addressed to a government minister. A summary of the story is that as part of
an awareness campaign on World AIDS Day in Durban, Gugu Dlamini revealed that she was HIV
positive. Three weeks later on December 21st 1998, a man attacked Gugu because she had
revealed she was infected with HIV. In spite of pleas for police assistance she was unprotected
from her neighbours who attacked her in her home on December 22 “because she had brought
shame to their community”. She died the following day from injuries sustained when she was
stoned and beaten with sticks.
If students have access to the Internet they can follow up the links to AIDS sites or they can
participate in the electronic protest about Gugu’s death. Because of the silence which surrounds
AIDS, a media education lesson related to this event will not only contribute to the students
developing media skills, they will also be sensitised to social issues. At some stage in their lives
their actions, influenced by these lessons, may be able to prevent someone like Gugu Dlamini
losing their life.

Conclusion
The four cases highlight the extent of the social challenges experienced by newly emergent
democracies and developing countries. The social, academic and technical skills essential for a
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response to these challenges map very well onto the skills, which many of us have claimed flow
from media education. For these reasons, media education is not luxury or an option for the South.
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INDIA

Media Education for the Marginalised in the Digital Age

B. P. Sanjay
One of the stated goals of this meeting is to outline the need for media ed ucation and discuss the
practices of contents and methods in the present context. My presentation will confine to the
initiatives of a Non Governmental Organisation (NGO), the Deccan Development Society in
evolving a communication strategy for the marginalised and by the marginalised in one of the
backward areas of Andhra Pradesh, India. The initiatives are holistic and are an integral part of the
learning without frontiers scheme of the UNESCO.
Deccan Development Society (DDS) works in 75 villages in Medak district. Village sanghams,
voluntary associations of the poor women are the base of this organisation. These associations are
formed by the Dalit women and have been working for the past 12-15 years. This range of
activities, undertaken by the sanghams are in the realm of sustainable development. The fact that
these initiatives are sustained by women from the poorest section of the rural community needs to
be highlighted. The learning matrix for the DDS is poorest of the poor, women, school dropouts and
girls. Based on its experience it perceived a major gap in the process of self-learning and selfdevelopment particularly with regard to a full-scale management of their sanghams and network
with other associations. This called for bridging the gap be tween learning and development and
formed the basis of support by the UNESCO's Learning Without Frontiers Project.

An exploratory workshop (1996) in Pastapur from where the DDS operates identified a number of
areas which could form the basis for LWF programme. They touched upon Sangam Management;
Financial Management; Education for out of school children, integrated rural development;
Community Communication and networking. The underlying approach was to reverse the
conventional top down tendency of education. It was also intended to empower the women within
the framework of grassroots governance. A combination of purposeful literacy and improving and
building communicates skills based on their strong interpersonal links was incorporated as an
overall strategy for this project.

A reconception of literacy is built into the project. According to P.V.Sateesh the director of DDS the
rationale for literacy projects should be revised. He raises a fundamental query. Why do we
promote literacy and want people, especially adults to acquire literacy skills. Obviously to equip
them with negotiating skills. When the asymmetrical structure of the society does not in any case
allow or restricts negotiation and where the terms of negotiation are uneven the purpose of
conventional adult literacy projects are defeated. Therefore, it is imperative for us to search for
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alternatives. The alternatives, apart from reworking traditional avenues of interaction and learning
such as Jatras and schools, can also be harnessed by the use of new communication technologies.
Sateesh feels that the handicaps faced by different sections of the societies in developing countries
in acquiring skills necessary for handling new technologies are the same.

Further in the Indian context there is a generation of men and women who are non-literate
(conventional sense). However, they have deep reserves of knowledge in farming, forestry,
ecology, and natural resource management. Definitely, this knowledge has eluded the so-called
non-literate. Should societies discount the rich knowledge and skills that people have in surviving
the harshest of environment and push literacy, as the skill is a question that DDS raises with
reference to its work with the disadvantaged women? The emphasis on education is summarised as
follows:
"Today we recognise that people have more knowledge than us, more appropriate
technologies than we can think of. Therefore our programmes have evolved into three
principles: gender justice, environmental-soundness and people's knowledge. Central to
these (DDS) attempts is the relocation of people's knowledge in the areas of health
(through revitalising the traditional healthcare systems), agriculture (understanding,
documenting and promoting people's knowledge of farming systems and practices) etc."
By valuing people's knowledge and building further on their confidence the organisation identifies
with the people. It also recognises that various tools of expression with which these people can
communicate with the outside world have to be explored. The reality of the outside world makes it
imperative to communicate. Literacy was not the only choice as non-literate people's aural and
visual narratives are powerful. Therefore, the possibility of providing video and audio technologies
as a means of expression for the disadvantaged rural women became integral to the collaborative
project.
The idea of communicating through video is based on the self-evolved and expressed goals. (The
participants were asked why they choose to come to learn video. The answers were followings: "We
would like to let our issues known outside." "Our news must go outside" "We are working on the
gene bank. Several times you people come to shoot our work. They are seasons when it is
important to shoot. At that time you people may not be available. When you do not come, we can
do our own shooting." "We want to communicate with others" "When big government people come
to our village, we would like to record what they tell us. This becomes a record and document for
us."
•

Enhance communication skills

•

Communication of common interest problems and issues with the Sanghams

•

Communicate their experiences and stories with the outside world

•

Record events in their community

A TV producer/director familiar with the rural ethos, a cameraman-producer and a trainee technician
were the training team. A digital video camera, two VHS video cameras and a makeshift editing set
up formed the equipment base.
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Training process
It was designed as a four-day operation course and between January and May 1998, five video
workshops have been organised. The approach and design of the training was to introduce the
purpose, the idea or exercise and to set up discussion. The pace and design of the training was set
by the participants who evolved their own video language for better comprehension, expression and
communication. The participatory glossary formation in the local language was spontaneous.
Glossary formation had another discussion linked to their social conditions. For example, in a
session on camera angles - high, low and eye level, nomenclatures for these angles and shots
were found. The landlord (patel shot), the farm labour (Gaayadolla/shot) fitted into their reality.
When it come to eye level shot, they called it as the Sangham shot. Appropriately the video
documentation of one aspect of the training programme is called as the Sangham shot.
Their training was put to effective use during an unprecedented spell of rains in their villages
leading to substantial loss of crop. The group decided to tell their story. Ms.Narasamma a 25 year
old non-literate farm worker was selected as the reporter. Two cameras were taken to the field and
the reporter stood in ankle deep water and gave her piece to the camera. It was their fields that had
undergone destruction and no outside reporter can or could have been more realistic. The regional
TV network run by the Government and a private channel have telecast this story.
An experienced trainer and one of the founding personalities of television in India,
Ms.Jaichandiram, who observed the process and carried out an evaluation, commends the value of
such training and feels that handling the camera gives visibility to the community and empowers the
women to document the stories of the community. The fact that they are quick to learn and
internalise the principles of composition is another justification. What is needed and has to be done
is to extend the skills into programme making to enable the women to communicate with the outside
world. The fact that they have already projected a news story gives encouragement to the DDS to
use its goodwill with broadcasting networks for having a regular time slot.
Sateesh who trained the women has also trained students in postgraduate institutions and inservice
personnel at national and international levels. His view that all these groups start with the same
handicaps with regard to communication technologies establishes the potential and justification to
use these technologies for training the marginalised. Their ability and capacity to absorb the skills
and tell their own stories makes it a compelling need. As an academician heading an institution
involved in training young persons in television I sense the difference. We often get trained to tell
others stories in a competitive environment. Completion has its own dynamics and limitations. The
victims and the marginalised telling their stories using their skills and idioms is the strength of this
project.
Another medium which is being contemplated and will be put to use subject to an uncertain policy
by the government is radio. Orality allows radio to be a natural choice. The initiative is part of the
women speak to women programme of UNESCO. The women will own and operate the station. A
horizontal communication strategy is intended. The video and audio components of the project is
perceived as providing a technology for the education of deprived rural communities. The
infrastructure and training aspects of the medium are complete. The operationalisation of the radio
station is subject to government regulations. Although considerable groundwork and sensitisation
has been done by DDS and many other NGOs the government has not yet accorded sanction. The
state feels that available slots on its network could be tapped by the NGOs for a modest fee. NGOs
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and particularly the community feel that radio should be a voice of their own. Apart from the
philosophy and justification much depends on what the government will do.
The experience of DDS in initiating and carrying out the project suggests that endogenous
communication frameworks should be the basis for a project. It is necessary to build on experiences
of the local people, particularly those who are marginalised for various reasons. Literary in the
conventional sense is an imposed skill. Other forms of capacity building in conjunction with respect,
regard and commitment to empowerment in village governance and strengthening their expressive
skills through new media technologies are relevant developmental goals. Among the many areas of
concern for Media Education in the digital age this should be a considered policy option.
A schematic conception of the overall approach to Learning Without Frontiers by the DDS is as
follows:
Learning without Frontiers

Holistic Approach

Build around a network of activities already in progress

Association of the poor (Sanghams)

Activities designed and planned by the people

Gaps in process of self-learning and self-development

Project

Empowerment
of Women

Communicating
through Video &

PRA
Techniques

Village Educational
Jataras
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AUSTRIA

Media Maturity
The Pedagogic Return to Basics of Media Pedagogy

Walter Schludermann

Introduction
Insecurity was the starting point of media education in German speaking Europe. Or more exactly,
the insecurity of the traditional agencies of education, school and church, by the „new“ medium film
at the beginning of the century. The prevailing reaction was rejection or condemnation respectively,
which was embodied in the so-called protective approach of media education (SCHLUDERMANN
1991: 58). Its primary objective was the protection of the adolescents against the assumed negative
effects of the film.
Some 100 years later, despite of - or just because! - the fast developments in the field of the media
the general public associates the concept of media pedagogy or media education with those
pedagogical preventive measures, which should protect children and youth from the dangerous
potential of the mass media.
Today it’s especially television - once more an (audio-) visual medium - which is seen as a potential
source of risk concerning the mentally and physically development of adolescents. The central
issue is the representation of violence - first above all fictional violence - which is hold responsible
for increasing aggression among the youth. Additional issues are the influence and manipulation
respectively by advertising and the amount of viewing hours in general. These ideas imply a media
theoretical concept of strong media effects, a position which has been outdated. Also outdated in
the pedagogical discussion is the protective approach of media education, which sees the youth as
objects who are more or less helpless in the hands of the media and therefore tried to neutralise the
supposed media manipulation of the children by manipulation of a normative media pedagogy.
Such concepts and ideas must appear obsolete as the foundation for media educational activities in
a multimedia information society.
There is no dispute that intentional education including media education must contain normative
elements, because the educational objectives are mostly defined authoritatively by an educational
institution. The decisive criterion whether children and youth are manipulated objects or can act as
self-determined subjects in the media educational discourse is dependent on the degree of possible
autonomy of our youth.
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Competence instead of Protection
Media are not the monopoly of a single scientific subject but because of their complexity,
omnipresence and multifunctionality they are objects of different research disciplines.
Media science, pedagogy, sociology, psychology, political and cultural science - to name the most
important ones - have each a very specific approach to the field of the media. Characteristic for
pedagogy and for media education is the fact that in the centre of the scientific and practical interest
are not the media, but rather individuals with all their different relations to the media
(BAACKE/KÜBLER 1991: 35 in SWOBODA 1994: 13).
Today, the area of an action oriented media education is commonly referred to as „the field of all
efforts that focus on the initiating and supporting of media related learning processes for children
and youth, which aim at a proper and self-determined, creative and socially responsible acting in a
world which is penetrated by the media“ (TULODZIECKI 1994: 18). The limitation of this general
pedagogical objective to the aspect of the medial conditionally of our social and societal
environment means concretely that the recipients should be helped to become media competent.
“Media competence” has long since progressed from being a media pedagogy (and media policy)
slogan and has become an established and accepted concept, and this not only within the
specialised scientific community. Its wide scope of interpretation has made it an integrative concept
that provides shelter for very differing interests. Thus for business and politics, from the point of
view of utilitarian functional journalism, it is primarily the specification of a detailed list of
qualifications needed to meet the demands of the media and information society.
The term media competence can boast a relatively short but all the more successful career. It was
BAACKE (1973) who, based on and continuing the work of the linguist N. Chomsky and
approaches in social science, introduced the term communicative competence into the media
science and media pedagogy discussion. In the meantime the term, amended and honed as media
competence, was taken over by media pedagogy as a superordinate principle and as the most
comprehensive learning objective, without the “interconnections and interactions required for
communicative competence being sufficiently established and explained” (KÜBLER 1994: 68). On
the other hand, BAACKE (1999: 12) regards it as having established itself as a guiding concept on
the same level as “upbringing” and “education” in terms of “theoretical and practical relevance”.
BONFADELLI and SAXER are among the pioneers, who tried to discuss the concept of media
education in a systematic way. They referred media competence to as “those skills, which are
related to the acquiring and using of communication for purposeful actions. It (i.e. media
competence, W.S.) comprises the skilful gathering, interpreting, evaluating and applying of
communication regardless of what medium and mode of presentation it might be“ (1986: 23).
That is, the superordinate key concept for media competence is communication. In a next step of
specifying they deduce from this the following media educational relevant fields of action, which can
be assigned primarily to the dimension of reception:
“- Recognising, identifying and influencing of those motives, which lead to one’s own media
consumption;
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- Critical scrutinising of values, norms, idols and stereotypes which are embedded in the media
messages;
- Analysis of the media specific conditions in terms of production and effects;
- The ability to understand media specific formats and codes (BONFADELLI/SAXER 1986: 24 - 25).
Expanded by the field of media design and explicitly related to school practice TULODZIECKI
(1992: 72) gives a similar list of essential skills in order to reach the already mentioned general
objective of all media educational efforts - that is to say media competence:
“- Dealing with the effects of media, especially with impeding and annoying feelings, misleading
conceptualisations and problematic behavioural orientations,
- Using the media by considering carefully different options of action with a reflected selection of
media
offerings,
with
experiencing
of
alternative
action
towards
media
consumption and with appropriate decisions in cases of conflict,
- Active production of media, which can be documentary, fictional or experimental, school related,
public related or critical,
- Media analyses and media critique as analysis and critique of media products, situations of
reception and media institutions as well as societal conditions of media production, media reception
and media dissemination.“
The latest in a series of attempts to operate the target category of media competence by the
description of areas of content (c.f. for instance PÖTTINGER 1997, SCHORB 1997, THEUNERT
1997) is that by BAACKE (1997, 1999), who distinguishes four dimensions:

1. The ability of media critique, in a threefold way
Analytical; the appropriate grasping of problematic societal processes (e. g. processes of media
concentration)
Reflexive; every person should be able to apply analytical knowledge to themselves and their
actions
Ethical; that is the dimension which brings together analytical thinking and reflection under the
auspices of social responsibility
2. Media science, which contains the knowledge of the contemporary media and media systems
The informative dimension contains traditional fields of knowledge (e.g. what is a dualistic
broadcasting system? How journalists work? What are the media genres? E tc.)
The instrumental and qualificatory dimension means the qualification to work with the new
technology, e.g. using computer software or logging into the net.
3. Using the media, which must be learned in a twofold way
Receptive, that is the competence of using different programs
Interactive, that is communicating with services like tele-banking, tele-conferencing, etc.
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4. Media design, which has also two aspects
Innovative, that means changes and further developments of the media system within its own logic
Creative, that means focusing on aesthetics and going beyond the borders of communication
routine

The already mentioned breadth of interpretation of the concept of media competence also contains
the danger of technological rationality in two ways:
1. The ignoring of emotionality, which is an integral part of every media reception, necessarily
foreshortens the complexity of the process of media use.
2. The involvement of an instrumental and qualificatory component into the goals of media
competence (HILLEBRAND/LANGE 1997:35; Mai 1997:103) might engender a technical and
economic tendency, which will make media competence primarily “functional to technological
developments“ (MIKOS 1997: 78)
According to this approach, media competence manifests itself in the mastery of a comprehensive
and definitive list of media-related abilities and skills that should include the dimensions of
knowledge, reception and (action-related) use of (mass) media (HUGGER 1995: 16). All this
indicates that the term media competence as an objective of the educational process is at least
implicitly based on a transitive understanding of education.

Maturity - The Goal on the Horizon
The updated term “media maturity” proposed by BOECKMANN (1994) in connection with the
discussion of media education objectives is not simply academic conceptual sophistry, but rather
the attempt to accentuate in particular pedagogic access. For in contrast to competence, maturity is
a pedagogic concept. Thus M. Heitger defines achieving maturity as the leading idea of any
education (SCHAUSBERGER 1970: 37), dictionaries of pedagogy refer to the general objective of
education inter alia “as maturity globally and formally” (e.g. WEHLE 1973: 135), while for
Mollenhauer the maturity of the individual is the constitutional principle of educational science
(Historisches Wörterbuch der Philosophie 1984: 231). Ever since Emanuel Kant described
enlightenment as “the departure of the individual from the immaturity of which he himself is the
cause” and immaturity in the broader sense as the “inability to use one’s own understanding without
the instructions of another” (Historisches Wörterbuch der Philosophie 1984: 227), the principles of
self-determination and emancipation have become inseparably linked with the concept of maturity.
It follows from this that maturity as a pedagogic objective necessarily presupposes a reflexive
understanding of education.
There is no dispute that maturity as a person-related disposition is in principle indivisible, and that in
the present context “the relationships between media behaviour and other aspects of social
behaviour are so close that it is impossible to conceive of an individual who otherwise acts maturely
with the exception of his relationship with the media” (BOECKMANN 1994: 34). It’s only because
the systematic discussion that the concept of media maturity will be systemically differentiated from
the broader discussion of maturity.
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Maturity cannot be described – and this is the major difference to the concept of competence – a
priori by as complete a catalogue as possible of observable behavioural patterns and skills, but
must be reconfirmed individually in every relevant behavioural context. This must also apply to the
sub-category of media maturity. From this it follows that mature media behaviour above all is
manifested in an interpersonal process of a cognitive and emotional grappling with (mass) media
communicates (BOECKMANN 1994: 35).
Media pedagogy is an area of pedagogy, i.e. it is not the media but the importance of the media for
the person in question – both as an individual and as member of his social environment – that forms
the starting point for any media pedagogic considerations. It is also from this that the
superordinated guiding principles of the concept of media maturity are derived: self-determination
and social responsibility (HIPFL 1996: 33). These principles refer to that media maturity must
become effective both on an individual and societal level. So media maturity doesn’t only mean a
mature media consumer but above all a media mature citizen.
In principle the subjective and dynamic definition of media maturity is an obstacle to a normative
and differentiated operationalisation of relevant contents. Nevertheless, the following lists a number
of core points whose consi deration is of fundamental importance in connection with media maturity
(BOECKMANN 1994: 35):

1. Mass communication can be both a reduction and an expansion of communication.
Reduction: It is one-sided and therefore it is not possible to negotiate a common meaning.
Expansion: It opens up new worlds of experience which are only accessible via mass media. An
important point here is the awareness that mass communication never can nor should become a
substitute for personal communication.
2. Media reception is an active and subjective action in which meaning is constructed.
Subjective means that the reception of media messages occurs in an individual context (in terms
of
needs,
emotions
or
feelings
and
so
on)
the term action should stress the potentially active character of media reception.
Once again, the important point here is the understanding that the meanings of media messages
are not unchangeable, as each recipient has their own interpretation of these messages.
3. Media products are subjective creations of a selective and value-making nature, which are
characterised by commercial, political and other institutional or individual interests. The
important aspect here is the understanding that there is a strong connection between the
appearance of the media in terms of content and form and the framework of the media industry
(the political system, economy, ownership, private or public service, etc.)
4. Media products are cultural and aesthetic creations and therefore perhaps the most substantial
part of our cultural environment with all the resulting implications.
5. The mass media are the most important forum for political discourse. The main point here is the
understanding that there is a broad spectrum of different roles and functions which the media
can have in a democratic society. This includes the awareness of the significance of concepts
such as freedom of opinion, diversity of opinion, freedom of the media, objectivity and similar
and consequently as the basis for individuals forming their own personal political opinions.
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From the characteristics of the concept of media maturity it necessarily follows that we are dealing
with open punctuation here, that is, it can expand and/or changed on an individual basis according
to context.
The principally indivisible nature of the concept of maturity and the general importance for the
societal discourse goes beyond the specific context of media education and spills over into other
pedagogical fields.
One of these fields is certainly political or civic education. Political education is not imaginable
without an inclusion of the media (both in terms of content and didactics) and on the other hand
media education is not conceivable without the inclusion of political aspects and questions. This
potentially includes synergy effects for pedagogy. Exploiting these effects in a positive way in order
to create a more democratic society will be one of the most important tasks for pedagogy in a future
information and knowledge society.
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UNITED STATES

New Directions for Media Education in the United States

Kathleen Tyner

Introduction
The North American public is increasingly knowledgeable about the use of new communication
technologies and with this familiarity comes a growing expectation that new media can and should
be integrated into the design of educational environments. As electronic devices change the nature
of work and recreation, there is a nebulous belief that visual, audio, and networked communication
forms have a place in the classroom alongside alphabetic literacy. In looking for the theories,
models and concepts for integrating new media into the classroom, educators in the United States
have turned to media education as one possibility. As a result, awareness of media education
practices and principles, as well as its implementation, is spreading in the United States.
Nonetheless, media education is one of a host of possible interventions related to the uses of new
media and its status as a viable educational strategy remains precarious in the United States. In
order for media education to maintain its momentum, it must create a coherent identity, articulate its
benefits and reach out to colleagues with compatible interests who can help the field establish a
formal place in the curriculum. Media educators realize that they cannot go it alone. In the parlance
of business, an acquisition or a merger with related interests is the best strategy for success. Media
educators must be selective about partnerships. As past collaborations have proven, there is
always a possibility that the aims of media education can be co-opted and distorted for purposes
unrelated to either media or education. But with compatible partners, media education can draw
from its many strengths to keep its agenda on course. One thing is clear, media education must
seek new partners, solicit new ideas, and leverage existing efforts if it is to influence the educational
agenda in the United States.

Moving On
Media education advocates limit themselves when they recycle past rationale for its inclusion in the
curriculum. The need for media education is still strenuously argued from the perspective of critical
viewing of television, that is, that media have negative effects that can be remedied through
education about media. Current arguments in this vein capitalize on anxieties surrounding the
introduction of new technologies, hyper-consumerism, popular culture content, and other perceived
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threats to society. These arguments work from a cultural “deficit model” that positions media as
more of a liability than an asset (Desmond, 1887, p. 340).
In order to commit resources to the study of scaleable practices in media education, researchers
must have a more compelling rationale for its promise as an educational intervention. The best
rationale is based on research evidence, but rationale may also be justified by general trends in
research, or it may grow out of a political agenda, or both. For example, the “critical viewing
movement” in the 1970s in the United States combined a political and a research-based rationale.
Wartella and Reeves have commented on the opportunistic way that mass communication research
trends focus on anxieties related to new and emerging media (Wartella & Reeves, 1985). They
comment, “The roots of these trends…probably reside in an understanding of the nature of public
controversy about the adoption of new media technology into American life” (p. 130). In the case of
critical viewing, researchers plugged into the political current generated by Senate subcommittee
hearings on television violence and their effects on children. The impetus for these hearings was a
host of complex social and cultural factors. Legislators pulled from the research to bolster their
political agendas and to provide a compelling rationale for critical viewing programs. These
research and political trends resulted in major funding for the integration of critical viewing curricula
into public schooling (Tyner, 1998a, p. 129-139). As political concern about television violence
waned, so did public funding for critical viewing programs. Its integration as an educational
intervention was superficial and short-lived and as a result, evidence of its efficacy was never
amassed.
It is safe to say that research and development interests have not seized upon a comparable and
compelling reason to study media education since the critical viewing years. This is a vexing
problem for media education in the United States, a classic “vicious circle.” Media education does
not have the scale to attract research and development resources, but without research and
development projects, it cannot be scaled up. Without the benefit of scale, the more idiosyncratic its
implementation and the less coherent its theory base. Thus, saddled with a confusing t heory base
and implementation strategy, it becomes more difficult to articulate a rationale that will marshal the
research and development needed to launch, establish and grow media education in a systematic
way.
This dilemma is one reason that media educators still attempt to capitalize on cyclical moral outrage
around television content or on similar “panic theories” surrounding the introduction of new media
such as the Internet. After all, advocates reason, “crisis thinking” worked to launch the critical
viewing movement of the 1970s. And, many media education advocates in the United States still
harbor lingering concerns about media effects. As a result, media education continues to shape its
rationale in the critical viewing mold. In the 1990s, it has been co-opted and touted as an
educational strategy for television reform and regulation efforts; health and prevention education for
drugs, tobacco and sexuality; and to counter harmful stereotypes in multicultural education – in
other words, as a continuation of a deficit model that seeks to protect against the harmful effects of
media. The research generated from the 1970s and 1980s, however limited, is still used to bolster
the same arguments, primarily media effects and cultivation theories, as well as to perpetuate
content analysis methodologies (American Psychological Association, 1985, 1998; Center for

252
Educating for the Media and the Digital Age

Communication and Social Policy, 1998). Consequently, two decades later, the research agenda
for media education remains largely unchanged.
It is no surprise that efforts by advocates to raise the profile of media education in the policy arena
comparable to that enjoyed by the critical viewing movement have resulted in its association in the
public mind with the critical viewing of television and advertising. Tired arguments about the need
for critical viewing education to protect children from the harmful effects of media are not helpful in
an educational climate dominated by conversations about the efficacy of digital, networked
computers for teaching and learning.
It will take much more than good intentions and boosterism to create the research and policies that
will be necessary to turn a deficit model into an asset model. In order to build a more formidable
foundation for scaling up media education in the United States, several factors must be in place: a)
rigorous and substantial research and development efforts; b) demonstrated compatibility with the
goals of related fields and sub-fields such as educational technology, information literacy, etc.; c)
on-going and unflinching evaluation of media education programs and practices; d) new designs for
teacher preparation and professional development that capitalize on media education’s strengths;
and e) a coherent and sustained articulation of the theories, purposes and practices of media
education to stakeholders and policymakers. To make matters more difficult, these complex factors
must be orchestrated simultaneously. As educational scholar Michael Fullan (1992) points out:
“…schools are not in the business of managing single innovations; they are in the business of
contending with multiple innovations simultaneously.”
In spite of vital partnerships over the years, the implementation of media education falls short of
sustained and systematic in tegration into the curriculum on anything resembling scale. Because of
its ad hoc status, media education has never formally found its niche in mandated and accredited
elementary and secondary curriculum in the United States. Its existence in higher education or in
teacher preparation programs is equally spotty. As a growing number of individual educators pick
and choose from the media education strand, media education becomes amorphous, shaped by a
hodgepodge of standards, tasks and purposes. It is growing, but its spread can be attributed as
much to “word of mouth” as to strategic dissemination efforts. As a result, media education in the
United States takes on a kind of “boutique” quality in the curriculum: rare, precious and
idiosyncratic.

Friends and Acquaintances
Media education has enjoyed a loyal following the United States. Constituencies can be found
among classroom teachers, teacher professional organizations, non-profit organizations, media
industry professionals, and international mentors. Each of these brings strengths and limitations.
With few exceptions, media education in the United States is marked by voluntary local efforts to
integrate media analysis and practice into traditional classroom fare. Individual teachers may
integrate units about genre, or representation or advertising into their language arts, humanities, or
technology programs. In some cases, whole school teams or teacher networks have integrated
media education into a common curriculum.1 On occasion, a “media literacy” course is “tacked onto”
1

This is the case for a local school district in Minneapolis Minnesota (http://mpls.k12.mn.us/medres.html)
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the existing curriculum as an elective subject.2 Media educators comb through state and national
standards documents to find language that they hope can justify its integration into the curriculum.
Content and performance standards related to media education are seen indirectly in the form of
“viewing” or “critical thinking” strands, or they can be found in more direct references to the inclusion
of multimedia. Seldom are state content and performance standards directly assigned to a “media
education” or “media literacy” strand in the curriculum.3 In addition, professional associations of
educators have attempted to include media education in national standards documents.4 It is
important to note that adoption of standards documents by local districts is strictly voluntary,
although national standards are useful as models for local curriculum reform efforts. Inclusion in
standards is one vehicle for media education, but the standards-based education movement is still
struggling for acceptance at the classroom level.
Informal youth media programs in museums, public television stations, film festivals and afterschool programs have also demonstrated well-developed media education programs.5 Informal
media education programs are growing in after school and media arts programs across the United
States. Informal youth media partnerships have served as important proving grounds for media
education principles and practices. But these partnerships have not proven strong enough to
sustain media education. Unfortunately, informal education has had modest influence on the
curriculum of formal schooling. This is due in part to the fact that informal media education
programs have “come of age” at a time when funding for the arts and humanities in both formal and
informal education is in decline, thus limiting their scope and reach.
The same limitations can be seen in not -for-profit organizations that support media education from
outside the formal public educational bureaucracy. These organizations have been the mainstay of
media education for decades. They have initiated and supported some of the most important media
education efforts in the United States. Nonetheless, they are continually constrained by the
vagaries of philanthropy. Key not-for-profit organizations are engaged with media education as their
sole aim. In addition, community-based efforts occasionally adopt media education as a strategy to
and for several schools in the state of New Mexico, among many others. (http://www.nmmlp.org/)
2

The state of Texas includes a media literacy course as an elective for speech requirements.

3

More than a dozen states include performance and content standards related to media education, including
Texas, North Carolina, New York and New Mexico.
4

The National Council of Teachers of English (NCTE), an organization of elementary and secondary
language arts teachers, maintains a media literacy committee to inform their federally funded standards
creation efforts. The National Communication Association, an organization consisting mainly of mass
communications scholars, has initiated National Media Literacy Standards (Speech Communication
Association, 1996) from a higher education perspective.
5

Examples of informal education include after-school programs and non-profit organizations such as DCTV
in New York City, the Long Beach Museum’s VidKidCo program, and youth media workshops during the
Dallas (Texas) Video Festival.
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accomplish other purposes related to the social good, including health prevention, regulation of
children’s television, violence prevention, etc. These efforts may influence school curricula on
occasion, but the main goals of these organizations can more often be characterized as social
6
activism. It is not that social and educational goals are mutually exclusive. Instead, it can be said
that the scope of media education efforts in the service of other social campaigns is often unwieldy,
confusing and difficult to sustain.
Efforts to integrate media education into higher education are scarce, but growing. These programs
are more likely to come to media education from an educational perspective. Higher education
partners are extremely valuable to media education. An overarching barrier to collaboration is a
general chasm between elementary/secondary education and higher education. It is almost as if
the two educational communities speak different languages – when they speak at all. Nonetheless,
scholars are desperately needed to lend cache and rigor to the study of media education over time.
In particular, teacher preparation programs must integrate media education if it is to be taught at the
elementary and secondary levels. Higher education is a necessary and valued partner for any
7
consortium-building effort for media education.
Media industries have also initiated media education projects as vehicles for critical viewing kits and
8
media literacy campaigns (Tyner, 1998a, p. 123-128). These industries have provided valuable
resources to the field. The fact that they occasionally derive financial benefit from forays into the
production of educational media raises questions about the viability of using industry-produced
materials to teach about the political economies of media. This is no small matter. Nonetheless,
media industries have been constant partners in media literacy campaigns over the years and
teachers are enthusiastic about their materials and support.
International media educators have been generous with their support to U.S. educators. It is
tempting to borrow from the experiences with media education Canada, England, Australia and
other countries where media education is mandated. These countries have years of experience in
implementing standards, tasks and assessments for media education in the formal curriculum. But
inter-cultural borrowing can only go so far as an adoption and dissemination strategy. If it is to
become successful at home, media education must be customized to the complex and unique
cultural, social, historical and economic conditions underlying public education in the United States.

6

The two media literacy non-profit organizations with the highest profile are the Center for Media Literacy in
Los Angeles and the National Telemedia Council in Madison, Wisconsin. Non-profit social activist
organizations include the Media Education Foundation in Massachusetts and the Center for Media Education
in Washington, DC. See http://interact.uoregon.edu/medialit/homepage for a more complete list.
7

Two examples of programs for teacher preparation can be found at Appalachian State University (Boone,
North Carolina) and the Media Literacy Project at Clark University (Massachusetts).
8

Media-related industries involved in media literacy campaigns include the National Cable Television
Association, the National Academy of Television Arts and Sciences, Newspaper Association of America,
Turner Learning, the Public Broadcasting System, etc.
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It would make more sense for media education to identify compatible research and development
trends within the contexts of United States schooling, to partner with these efforts and to ride on the
coat tails of promising practices initiated by other school change efforts. These include efforts to
overhaul the curriculum through standards-based education and authentic assessment; to reform
teacher preparation; to search for appropriate professional development models; to integrate
technology across the curriculum; and to find rigorous methodologies to evaluate the efficacy of
educational interventions. What is needed is a research and development agenda for the future.

Research and Development for Media Education
Observers point to local control of schooling as a key reason that U.S. media education has not
made progress in the curriculum comparable to international efforts, where centralized educational
governance is the norm. It is true that local governance characterizes the educational bureaucracy
in the U.S., thus making it more difficult to disseminate and scale promising practices in education
beyond the local venue. (Some would say that this hinders the spread of bad ideas, as well.) Local
control, in addition to its political aspects, does make some sense for student-centered strategies,
because it allows flexibility to customize curriculum to the particular circumstances and social
conditions at the local site. At least this is possible in theory. Local control is a hindrance to the
spread of media education in the United States, but it is also something of a red herring. Local
control is a given. The practice has long historical and institutional roots and besides, problems in
integrating media education go deeper than local control. A more formidable barrier to media
education can be found in the research or lack thereof. By all evidence, media education has been
sidelined from research and development efforts for two decades.
This is where centralized educational bureaucracies can help. Local control does not mean that
state and federal educational bureaucracies are without influence. In fact, they have a great deal of
authority, not only because they control large funding streams, but also because they can exercise
a unique overview of programs and practices that contributes to a knowledge base over time. In
other words, large educational bureaucracies set the agenda for research and development in
elementary and secondary education in the United States. These include state, regional and federal
educational agencies, professional education associations, and on occasion, universities. These
agencies decide where to allocate resources to study and disseminate educational practices that
show promise for school improvement. To a certain extent, economies of scale drive these
decisions. Local research and development efforts and other small research samples become most
useful when they can be consolidated for analysis in order to reach a kind of “Gestalt” about
promising school change efforts that may have wider implications beyond the local site. Large
educational bureaucracies have greater capacity to compare and contrast research over a wider
geographic area, using more complex and diverse sets of variables. When an intervention shows
promise, it is rewarded with more resources for research and dissemination. This ability to take a
“birds-eye view” of educational interventions is one of the most beneficial roles of state and federal
bureaucracies. Research and development of this type is precisely what is necessary if media
education is to transcend its parochial and disjointed status in the curriculum. As in any vocation,
those who conduct research and development in the United States have their own discourse,
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studded with arcane buzzwords. Research and development (R&D) looks for promising educational
practices that have the potential for dissemination, (never called marketing), a strategy for spread.
The concept of spread was once referred to as replication, but in honor of the diversity of local sites,
it is now referred to as scaling up. These efforts are studied in testbeds, that is, in field sites such as
pilot programs, demonstration sites, and other venues, and the results are scrutinized for their
efficacy under various conditions. The route to public support of promising practices follows the path
of classic research and development models. Wide-scale research and development contributes to
a larger knowledge base, which in turn provides compelling rationale for educational policy
initiatives. Policy directives then shape subsequent support for school change efforts in the form of
constituencies and funding.
There are no research and development resources specifically earmarked for media education at
this time. If U.S. media education advocates wish to be opportunistic, they must also be strategic.
In order to be successful, media educators must engage with existing trends in research and
development that accomplish the aims and purposes of media education. Roughly speaking, these
involve the study of literacy practices for the purpose of expanding opportunities and life chances
for all students in a diverse, multicultural, multilingual society. Media educators must also seek new
ideas and new partners to reframe the agenda for research and development. Fortunately, the time
is ripe for those seeking new approaches to teaching and learning. There are strategic collaborators
who already have a compatible agenda in place. These include literacy scholars, media specialists,
librarians, and mass communication scholars. Media educators would be wise to take advantage of
all available opportunities to engage with conversations in these fields of interest. In particular, the
field of educational technology offers an entry point for media education’s success in the United
States.

Making New Friends
It is important when studying media education in the United States, not to get too “hung up” on
terminology. It is far more productive to look past the educational labels toward the desired
outcomes of media education and then to generalize over several emerging “fields” or sub-fields of
study. Although scholars have strong allegiance to precise terminology, elementary and secondary
policy documents seem to employ a dizzying array of “buzz words” to convey what amounts to
essentially the same concept. Also, media education is a relatively new concept to teachers and
they are often unaware of its international roots and definitions. It is most often referred to as media
literacy in the United States, but is also associated with visual literacy, communication education,
media arts, information competencies and so on. In part, media literacy is indicative of conventional
wisdom about literacy as an “obtainable commodity” instead of as a lifelong process. In particular,
information literacy is being presented in policy documents as a way to get at competencies for
analysis and practice through the use of educational media. A comparison of definitions is useful:
Information literacy is defined as “the ability to find, evaluate, and use information effectively in
personal and professional lives.” (American Library Association, 1991, p. 52, 1990).
Media education is defined as “the ability to access, analyze and produce communication in a
variety of forms.” (Aufderheide & Firestone, 199e, p. v).
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Although both relate to media analysis and practice, there are definitely different nuances and
constituencies for each term. For example, information literacy is more strongly associated with
library science, networked computers and digital media. It is the term most often used by those
who operate in the emerging “field” of educational technology. By using the word “information”
instead of “media,” it attempts to sidestep messy controversies around popular culture. It implies
efficiency (to “use information effectively”) and is ambivalent about the knowledge creation issue of
student production (“use” instead of “produce”). The word “find” infers the potential to teach
objective research skills, in contrast to “access,” which connotes advocacy for access in the spirit of
social equity. Media education, on the other hand, is more often associated with television, social
activism and popular culture. It is frequently associated with the arts and humanities disciplines. It
carries vague connotations of social activism and artistic expression. Although these nuances
reveal fissures in the underlying ideologies of constituencies for information literacy and media
literacy, the two also have much in common.
While it is necessary to seek compatible partners who will advance the goals of media education
within existing institutional structures, it is still important to position media education in the United
States in relation to internationally recognized sets of knowledge and skills that operate under the
term media education. In this way, media educators in the U.S. can take advantage of international
research about media education and join a community of learners with many years of experience.
This is tricky. It would be far simpler if U.S. educators would get beyond the naming stage and
arrive at some consensus in terminology that is in step with the rest of the world. Nonetheless, it
remains to be seen which term – information literacy, media education, media literacy or some other
term -- will achieve the goal of representing the whole host of multiliteracies being advanced to
expand the definition of literacy in the United States (Tyner, 1998a, p. 62-63, 94-95).
Although arts and humanities have declined as a research and development trend in recent years,
a byproduct of the politically partisan “culture wars” of the 1980s and 1990s in the United States,
the use of technology in education has seen a surge of interest and funding. Information literacy is
the term used by technologists and librarians and it is closest to concepts and principles embodied
in media education. This presents an opportunity for media education to leverage the research
agenda of educational technologists and to learn from efforts to define and implement information
9
literacy standards across the curriculum.
Research and development conducted by educational technologists, library scientists, curriculum
designers and others concerned with the efficacy of technology in education are beneficial to media
educators in a number of other ways. The research in these fields presents an opportunity to
collaborate on issues of mutual concern to media educators, from the promise of school change
efforts, to the practical uses of multimedia across the curriculum. Educational technology research
and development models could also serve media educators by demonstrating strategies for the
incorporation of the codes and conventions of digital media. In this way, media education could
move on and reframe its aims and implementation beyond television critical viewing to address the
9

Among these are the American Library Association (ALA), the International Association of Technology
Educators (ISTE), and the National Council for Accreditation in Teacher Education (NCATE).
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uses of digital media. At this point, the study of literacy practices in digital media is the purview of
research and development in the field of educational technology.
Media education in North America has been pre-occupied with analysis of film and television and in
many ways, has squandered opportunities to address the literacy practices of digital media and
computer networking. All forms of technology are difficult to integrate into a culture of schooling that
is dominated by alphabetic forms of literacy. Television and the moving image carry the added
“baggage” of popular culture, making it more difficult to get past the high culture gatekeepers in
public schooling. However unfairly, computers have been more strongly associated with
“information,” that is with texts that have educational potential, as opposed to entertainment
potential. Thus, they are more readily accepted as a way to provide familiar classroom resources in
novel, though deceptively traditional, ways. As digital video and audio become more technically
viable, it is likely that those who seek to marginalize the codes and conventions of popular culture
by embracing information literacy, will be forced to reconsider the role of popular culture in
contemporary schooling. Digital convergence will raise troubling questions about the way that
sound, image, text and moving image are integrated across the curriculum. Educational technology
can sideline this issue for now, but the day is rapidly approaching when it must be addressed.
Media education has much to say about the way that multiple media and multiliteracies are used to
create meaning. But for now, it is still “business as usual” in the text-based classroom. Arguably,
the textbook model of instruction, that is, traditional classroom tasks that pivot around the use of
packaged materials, are privileged over production/creating/writing tasks across the curriculum. It is
for this reason that today’s computers are used to create "better, faster, cheaper" versions of
yesterday’s courses and curricula, primarily to supplement face-to-face information, to supplement
textbook information, as word processors and calculators, and as a reward for “good” behavior.
Critics argue that this still constitutes a "smoke stack" vision of educational technology and
presumes that learners have a narrow and constricted relationship with knowledge. In this
paradigm, knowledge is applied and uni-directional and the roles of teacher and learning are
hierarchical and set (Tyner, 1998b).
At this point, the insinuation of new media into the curriculum is an irritant that exacerbates troubling
questions about the goals and purposes of education. Many perspectives are needed to reframe
the issues and arrive at a vision for schooling in a highly technological society. Media education
draws from an international body of knowledge and experience that can contribute to the
conversations about the use of technology and can turn its preoccupation with the moving image to
its own advantage. New designs for classroom resources, critical literacy and related pedagogies
are the strands that weave media education research with educational technology research in the
United States (Tyner, 1998b).

New Visions for Literacy
An alternate and more radical vision of communication technology use takes advantage of their
power to integrate visual, aural, and textual materials; to provide access to source materials; and to
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encourage learners take an active role in knowledge production. This vision promotes a kind of
media education that seeks to marry analysis and practice through inquiry-based tasks. It seeks to
expand the boundaries of literacy to include multiple media and critical practices. Teachers would
be charged with creating learning environments, coaching, and assessing progress. Schools would
be "learning environments" or "learning organizations" that encourage lifelong learning in formal and
informal ways, as well as on-going change for students, faculty, staff and the public (Senge, 1990;
Stamps, 1998). They should foster "engaged learners." Engaged learning is a concept advanced
by Stanford Research Institute researcher Barbara Means (1994). Some indicators are:
Children are engaged in authentic and multidisciplinary tasks;
Students participate in interactive learning;
Students work collaboratively;
Students learn through exploration;
Students are responsible for their learning;
Students are strategic. (McKenzie, 1998, p. 28; Jones et. al, 1996)
This is no easy task, depending on how deeply teachers and learners can afford to be “engaged.”
For example, in order to engage with a text in a critical way, readers must negotiate the interplay
between at least four indicators of critical literacy: content, context, form and function. Probing any
one of them will reveal meaning, but critical literacy is a demanding way to go beyond the surface
decoding of a text to uncover the complex cues for the meaning embedded within each text. In the
process, the critical reader mines for meaning through deeper and deeper probing of the nuances
and complexities of each of these indicators and the way that they work together. As if this were
not complex enough, each individual brings a bundle of prior knowledge and experience to the
reading, in addition to the meaning that the producers of the text have attempted to encode. In U.S.
classrooms, this prior knowledge is represented by a mind-boggling array of languages and cultural
backgrounds.
Arguably, critical literacy requires more mindfulness and reflection than more applied or recreational
ways to use texts, but this does not mean that it is a less “efficient” literacy practice for the busy
classroom. Obviously, superficial or applied readings are useful for some purposes and closer,
more critical readings are more appropriate for other purposes. Like most things, the critical reader
becomes increasingly fluent over time and the rewards of critical literacy practices are cumulative.
Nonetheless, the effort of engaging with a text in a critical way results in a range of reader
response, from deep satisfaction for some readers to abject frustration in others. The role of the
educator is to offer practice in a wide range of literacy practices that can be utilized to meet the
changing needs of each individual learner over time. Again, customized instruction must be seen in
the context of educational environments made up of students who have diverse language, cultural
and literacy needs and a wide range of learning styles.
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The problem of offering students a range of possibilities for literacy in U.S. public schools is
exacerbated by the dominance of literacy practices that privilege content delivery pedagogies for
highly applied purposes. Because of its efficiency for content delivery, the introduction of electronic
technologies in education has only exacerbated and accelerated the trend toward applied education
in elementary and secondary education (Meyrowitz, (1995). The trend to solidify applied education
through content delivery is in keeping with systemic features of public schooling. These have to do
with public expectation that schools will perform a wide range of social roles, beginning with
custodial care, through health care, including character development, nurturing citizenship, and
culminating in job placement. Rarely are communication tools used in classrooms for creating
knowledge products, communicating with a broader learning community, or even for conducting
simulations of real-life events. The ability for technology to provide "content delivery" fits in neatly
with a vision of education as the transmittal of standardized "info nuggets" for students to consume
(Tyner, 1998b).
As educator Beverly Hunter notes, "The implicit message to the student is that knowledge
mysteriously appears and is handed down authoritatively, and that the students is not expected to
play any role in producing knowledge or in solving problems for which solutions are not already
known. Students are thus taught to be consumers of knowledge. Yet, in a knowledge-based
economy, it is the producers of knowledge who are rewarded. Knowledge workers inquire, observe,
synthesize, and communicate perspectives which result in more effective actions" (Hunter, 1997,
106).

Learning By Doing
In addition to its knowledge base about the codes, conventions and audiences for various media
and genre, media education in the United States draws strength from its embrace of experiential
pedagogy. Almost since its inception, media education has adhered to the belief that practice is a
necessary complement to analysis tasks. Educational theorists have long remarked on the need to
incorporate experiential education into learning tasks in order to strengthen cognitive skills,
processes and knowledge (Dewey, 1938/1963; Freinet, 1993; James, 1989). This pedagogical
technique, known as “learning by doing” or “hands-on education” has gone through a number of
iterations in the United States. Of late, these are articulated as “project-based education” or “design
curricula,” each with strong experiential components associated with problem solving. Methods
related to experiential education can be seen in the revival of theories of apprenticeships, whereby
students engage in problem solving and group work through the creation of projects. Interest in
apprenticeships includes traditional apprenticeships, as well as cognitive apprenticeships. Whereas
traditional apprenticeships work with tangible materials, cognitive apprenticeships work with more
symbolic materials, such as language acquisition and discourses. In a cognitive apprenticeship,
students are “initiated” into challenging realms of literacy practices, discourse and social processes
by educators who reveal the “tricks of the trade” in matters related to thought, language and culture
(Berryman, 1992; Collins, Brown & Newman, 1989; Lee, 1995; Tharp and Gallimore, 1988; Tyner,
1998a, 173-194).
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Although research evidence is scarce and much of it anecdotal, studies have shown that production
tasks are beneficial to a complete program of media education (Fisherkeller, 1998; Hobbs & Frost,
1998; Masterman, 1988; Sefton-Green & Buckingham, 1998; Schouten & Watling, 1998). The
problem for educators who accept the belief in experiential education becomes one of balance
between analysis tasks and production tasks. Research in this area is much needed to inform the
content, contexts, form and function of media education across the curriculum.
Like alphabetic literacy practices, media education can be loosely divided into the two hemispheres
analogous to reading (viewing, listening) and writing (producing/creating/speaking). In media
education, the two hemispheres are often referred to as analysis and practice, although each
contains myriad assumptions about related content, knowledge and skills. Teachers are familiar
with this split from their work in alphabetic literacy. In theory, a skillful educator can design learning
environments that dovetail the knowledge and skills required for reading and writing to successfully
improve student progress in both areas. For example, some features of the writing process might
include: writing for an audience, revisions of personal writing, peer and expert critique of writing
products, reading/critique of writing produced by others, and talking about writing. Strategies for
teaching and learning seamlessly leverage reading tasks to inform writing tasks and vice versa.
The problem with knowledge creation for non-alphabetic texts is that media analysis (reading) and
practice (writing) represents an uneasy mismatch of skills and knowledge. Part of this has to do with
the fact that cognitive and skill-based competencies are often at different levels of sophistication.
Students’ prior knowledge may favor analysis over production, or vice versa. Part of it is a problem
of opportunity, that is, barriers to access of production tools. And even with access, the mastery of
tools can be a diversion. Yet another reason is due to a formidable school culture that continues to
privilege the traditional mode of student consumption of information vs. that of student creation of
information.
As new media are added to the list of tools that teachers are asked to incorporate and master,
questions about their efficacy become all the more acute. Educational technology scholar Karen
Sheingold (1992) sums up the dilemma when she asks: “How do we help teachers to teach in ways
they were not taught, to create classrooms unlike the ones they studied in, and to develop
confidence that they are doing the right thing for their students?”

Teacher Preparation and Lifelong Learning
If professional development is to contribute to school improvement in a sustained way, there must
be some core consensus about what both media education and technology education can and
should do to meet the needs of contemporary learners. Past discussions about hardware and
software have diverted attention from the way that technology can be used to meet educational
goals and objectives. Although networked computers have the potential to transform education,
there is evidence that the primary use of technology is to support the very classroom practices that
are in most need of reform (Tyner, 1998b). Media educators would be wise to engage in debates
about the integration of educational technology across the curriculum.
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In early 1999, the CEO Forum on Education and Technology, a group of 20 business and education
leaders, issued a report on the status of technology and education in the United States. The report
found that schools spend more than 10 times as much on computers and Internet connections than
on training teachers to use such high-tech tools. On average, schools spend about $88 per student
on computers and $6 on teacher training, according to the study. And while the nation's 87,000
schools have about 6 million computers and about 80 percent of the schools have Internet access,
the report said few teachers are ready to use technology in their lessons (CEO Forum, 1999).
In a similar vein, U.S. Department of Education survey found that only one in five full-time public
school teachers said they felt well qualified to teach in a modern classroom. According to the
report, only 20 percent of the nearly 4,000 teachers surveyed nationwide said they were confident
in using modern technology or in working with students with disabilities or from diverse
backgrounds. Although 78 percent of the teachers reported training in technology, just 20 percent
felt “very well prepared” to use it in their classrooms. (Honan, 1999; U.S. Department of Education,
1999).
This insecurity on the part of teachers reflects a disconnect between teacher preparation programs
at the university and actual classroom conditions in the field. Furthermore, university faculties
experience the same confusion about the integration of new media as reported by their colleagues
in elementary and secondary education. Walter Baer from RAND Corporation, a U.S. research and
development agency, notes some common applications for information systems in higher
education:
Placing course outlines, syllabi, readings, and assignments on the Web; encouraging
students to gather course-related information from the Web and submit papers and other
assignments by electronic mail; engaging in one-on-one, student-faculty discussions via email (a practice sometimes known as virtual office hours); and holding larger class
discussions via e-mail" (Baer, 1998, 83).
These applications extend and expand existing classroom practices to take advantage of the ability
of technology to offer “any time, any place” education. But whether these uses represent
knowledge creation is debatable. In many cases, applications of technology that look new are, on
closer examination, the perpetuation of “factory model” educational practices, such as teachercentered, applied, “one-size-fits all” content delivery. At the very least, Baer would prefer uses of
technology that:
…feature entire courses held on the Internet, complete with lectures and multimedia
presentations available on-demand or asynchronously; student access to fully digital
libraries and information sources; interactive simulations of complex phenomena and realworld situations; Internet-based videoconferences with leading scholars in a given field; and
collaborative projects among students and experts from around the world (Baer, 84).
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Although still in the realm of technological determinism, this vision is a departure from the norm.
Tension around technology integration reflects a lack of consensus in the United States about the
roles and purposes of technology in education for a highly diverse and mobile student population.
There is one area of agreement: digital media is a novel way to teach traditional, alphabetic literacy.
The problem is that teachers have seen educational interventions come and go so often that they
must be convinced about the value of “novelty” for their students. A technology specialist in Utah
comments on the resistance to new computers for the middle school’s technology lab:
Even though our principal is very supportive of technology use, we've met some resistance.
The teachers have computers on their desk and in their classrooms, although not
networked computers and not one for each child. The computers in this lab are less than a
year old and before that we had 286s with no hard drive, no multimedia, no mouse. They
were just basically cases. The teachers wanted to stay with the 286s and some of the
teachers actually fought the purchase of the multimedia computers. I had teachers who feel
that middle school kids are not able to handle technology. The teachers were just basically
afraid of the change. They still use these powerful multimedia computers as word
processors. Many of them are excellent writing teachers. But they haven't tapped into the
way that the Internet could help their students write and publish in new ways. And of
course it takes time to change their teaching and they don't have much time. Just trying to
get them in here and use things other than a word processor is difficult. We have at least
12 teachers at a time in here. I have at least 20 teachers I have to rotate in the Lab, so
even the ones who do want to use them have to schedule their classes in here. We will
have more labs in the next year, but we are still trying to figure out how the kids can do
research in the Web and still make it compatible with our Acceptable Use Policy [A policy
that defines acceptable Internet content]. So we're getting more and better access, but we
still haven't worked out all the issues. Technology Specialist, Mt. Logan Middle School,
Paradise, Utah (Tyner, 1998c).
Even when production tasks are privileged in the curriculum, students rarely have an opportunity to
experiment with non-alphabetic forms, narratives, or aesthetics. In their study of the uses of
computers at home and at school Sexton-Green and Buckingham (1998) note:
…we were depressed by the overall emphasis in both school on typing and presentation of
written material, when students were talking to us about needing guidance on how to use
animation or audio editing software (Sexton-Green & Buckingham, p. 78).
It is obvious that textual, alphabetic literacy is extremely well integrated into the classroom.
Knowledge creation tasks are done quite often through the use of print materials. Listening and
speaking skills are similarly dominant. Problems arise with technology integration when teachers
try to integrate images and sounds alongside text-based tasks. It can be argued that the problem of
technology integration is not exactly one of integrating technology tools. It can instead be
characterized as one of integrating media. Whether integration of media in a variety of forms can
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be achieved through various professional development models is a topic of mutual concern to the
fields of both media education and educational technology.

The Case of SURWEB
Examples of research and development that incorporate the analysis and production of media
provide possibilities to inform media education and the more general integration of technology in the
10
classroom. The Southeast Utah Regional Web project (SURWEB) is one such example.
SURWEB is a testbed for promising practices in teaching and learning. Located in a rural region in
the U.S. western state of Utah, the project is a demonstration project funded in part by the U.S.
Department of Education’s Technology Innovation Challenge Fund program. SURWEB features a
unique technology application that offers learners a digital archive of images, moving images and
sound from which they can build classroom resources, or “learning segments” by using the Internet.
The purpose of the tool is to foster knowledge creation and related pedagogy. Its users have the
option of selecting multimedia from the existing database, or using their own multimedia files that
they upload or link from other sites on the World Wide Web. Teachers and students express
enthusiasm in using SURWEB, especially when they are learning about the culture, history and
resources of the state of Utah.
In the course of evaluating SURWEB, it became apparent that teachers and students had very little
prior experience in combining various media with text. Although the teachers were gifted in the uses
of alphabetic literacy, many of them writing process teachers, their knowledge of the codes and
conventions of non-alphabetic media was limited. For example some of the students at a middle
school in Provo Utah, where SURWEB was used extensively, completed a task where they were
asked to create a report about a place in Utah. Their assignment was to choose graphics about
counties in Utah from the SURWEB database and to write what they found out about the sites
under the pictures that they had selected. Upon examination, ma ny of the students’ texts had little
relation to the images. Furthermore, because the teachers were concerned that the computer tool
was difficult for students to use, the major criterion for assessment of the project was “completion.”
The next most important assessment indicator was based on the quality of the written text. None of
the assessment criteria addressed how the picture was anchored to the text. When teachers were
asked why they thought that the text and pictures were sometimes out of sync, they replied that it
was possibly the first time that students had ever been asked to write text for pictures (Personal
conversation with author, November 1997). A technology teacher at a middle school in Paradise,
Utah comments:

The biggest drawback to using SURWEB is that our teachers don't have the computer
literacy skills to feel comfortable making an assignment. We have a pentium computer on
every teacher's desk that's hooked to a T-1 network. We have LCD panels and project
systems available for sharing. But not very many teachers feel comfortable using them. Not
all of our teachers use audio-visual presentations in the first place. A few of our teachers do
use audio-visual presentations. And those are the same teachers who feel most
10
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comfortable using SURWEB. The ones who use A-V materials are not the types to follow a
textbook exactly, they are more likely to customize their classroom teaching. They are
bigger risk takers in general. (Personal conversation of author, November 1997).
In this case, “computer literacy skills” is a also code word for “audio-visual skills.” In order to
introduce teachers to new practices using multimedia, SURWEB mentors found that they had to
scaffold the staff development and student instruction, that is, break it down into smaller tasks. In
addition to the inclusion of analysis tasks for multimedia form and content, it became increasing
necessary to support teachers to explicitly connect the uses of SURWEB to academic goals and
objectives.
I teach the technology class and so we teach the use of tools. I consider SURWEB a tool
that they can use for other curricula. I'll teach them the bells, the whistles, the buttons. I
show them how to use flatbed scanners, digital cameras and other types of communication
methods. And then if they need to modify something, each student has a directory that they
can save things into at school and so if we need to post things to the Web, there's very little
problem. We broadcast the text and images.
I also adjust my training according to the teacher's feedback. For example, we definitely
changed the order of procedure. We first started by saying, "Ok, this is SURWEB, play
around with it." It didn't work very well and really it doesn't work very well with any program
or any Web site. So now what we do is say, ‘Identify a state curriculum objective for your
own curriculum.’ And we show them where those state standards are located on the Web
at the Utah Education Network site. And then our workshop participants pick one. So now
we have a standard. So then we ask, ‘You're going to go back and teach this year. What
standard do you want to improve with your students?’ We hammer that down. We want
them to identify a subject area that they're going to teach and say how they're going to
teach it. This is before we even get to SURWEB.
Then they go to the SURWEB site and we show them how to use the Utah map to find
information. We show them how to browse through the three areas of living, cultural and
natural resources. We also show them how to do quick searches, using the search tool.
And from that we start showing them how they can match that up to their standards.
After they created a linear media show in SURWEB, which is what we call it when they use
what's available on SURWEB. When they do a linear show, they don't customize the text.
They just go into the existing database for SURWEB and grab pictures and make it work.
It's natural to start with the linear shows. We say, ‘Here's the objective. Go through the
database.’ After they have the linear shows down, then we showed them how to use the
‘customize’ feature to go out and grab images, or sounds, or upload their own scanned
images to create their own customized shows. (Dave Anderson, Technology Instructor,
classroom teacher, and SURWEB Advisory Board Member in Tyner, 1998c).
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The SURWEB project takes advantage of formative evaluation to adjust and improve its efforts over
time. It has developed approaches to overcome barriers to new teaching and learning practices
caused by traditional schooling’s adherence to textbook models, content delivery and alphabetic
literacy practices. In the process, SURWEB instructors have come to probe issues related to media
education, that is, the role of audiences, and the codes and conventions of media. They begin to
address the issue of political economies as they encounter barriers to production such as copyright
laws, ownership, citation of source documents, and media ethics.
The teachers who use SURWEB are actively searching for a coherent theory and research base
from which to practice their new knowledge about the use of multimedia. The tool allows their
students to create information for a large audience beyond the four walls of the classroom, but
teachers are still struggling to use the raw materials and to design tasks in ways that use
multimedia to improve student achievement. Because of its strong association with the moving
image, media education can support educators who hope to address topics related to media
audiences, design of media, the codes and conventions of media, the intertextuality of media, and
the context of media products. Media education can broaden the concept of “technology” beyond
text-based literacy to promote knowledge creation through the analysis and uses of images, text
and sound. Research generated by educational technology projects such as SURWEB contributes
to a knowledge base that will also help to answer questions about the efficacy of media education.

Amassing Evidence of Lessons Learned
A body of knowledge grows out of rigorous evaluation of programs and practices over time and
provides both a rationale and a map for teaching practices. The value of formative and summative
evaluation is unquestioned in business, but its usefulness in education is overshadowed by the
predominance of a very narrow data set for the measurement of success in education, that is, the
reliance on norm-referenced, standardized test scores.
Since the 1950s, these tests have served as the dominant benchmark of educational quality in U.S.
public education. Results for each school are widely disseminated to the public. Low test scores
have real consequences in school funding, local real estate values, and community perception of
teaching and learning, as well as in student placement in the university. Elected public officials are
sensitive to the results of standardized tests and their concerns are sometimes reflected in policy
and legislation. The media virtually ignore alternative performance measures.
For this reason, teachers feel compelled to prepare students for high-stakes tests – even at the
expense of other agreed-up content and performance standards that may not be aligned with
standardised tests. In this way standardised tests can be used to drive the curriculum – a case of
the cart before the horse. Furthermore, the strategy of teaching to the tests does not always work.
Students are often asked to perform on standardised tests in ways that they have not been taught,
thus driving test scores lower. Authentic assessments, that is assessments based on standards and
actual classroom tasks, are more in use than ever before, but they still do not have the widespread
acceptance and credibility with the public enjoyed by standardised test.
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Standardised tests have a place in education as a tool to measure student progress. What is
needed are a more diverse, alternative methods to measure student performance. The need for
diverse instruments and new evaluation designs is especially acute for the field of educational
technology. The variables involved in the uses of technology appear to be too complex, changeable
and innovative to influence student performance as measured by standardised test scores,
especially when measured in short time frames. The same might be said of the critical analysis and
production tasks taught in media education.
Because researchers are fairly certain that gains in student achievement will not be reflected in
standardised test scores, they often resort to qualitative measures to collect and explain evidence.
The research about media education and technology education have much in common in that they
are characterized by an abundance of heartwarming stories about their efficacy in education -single-case, qualitative and descriptive evidence. Qualitative methodologies are extremely useful
and rigorous in their own right, but credibility demands more diversity in the research. There have
been too few studies in the field of educational technology that are conducted longitudinally or that
result in quantitative or comparative evidence of improved student achievement. Media education
has amassed even fewer studies that assess its contribution to teaching and learning. This is a
sorry state of affairs that must be remedied if media education is to be taken seriously as a viable
educational strategy. Even the smallest media education program must find a way to collect
credible evidence of its efficacy.
Research and development about the integration of multimedia into the classroom would be a place
to start and a boon to both technology educators and media educators. What is needed is a formal
research agenda for media education: setting priorities for research; development of testbeds for
study; creation of new evaluation tools and methodologies as well as the use of traditional methods;
employment of rigorous evaluation designs; and widespread dissemination of outcomes — both
negative and positive. The best hope to accomplish this kind of research and development is to
follow the agenda of educational technology research and development efforts and to develop
projects with like-minded individuals in order to study issues of mutual concern related to teaching
and learning.

Setting the Research Agenda
Media education in the United States has much to contribute to conversations about school reform.
It has spearheaded the effort to expand the definition of literacy to include electronic and digital
forms of communication. Because it assumes that analog and digital forms of communication can
be added to traditional alphabetic practices, media education broadens the resources available to
teachers. It values knowledge creation, experiential education, the use of source documents, and
critical literacy practices.
Media education privileges student kn owledge and student-centered instruction and can support a
customized, educational environment by drawing from the needs and preferences of each student.
It also leverages the prior knowledge of the classroom as a whole. For example, because the codes
and conventions of media and popular culture are a kind of lingua franca with students, media
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education has the potential to use classroom resources to focus group instruction for students from
diverse language and cultural backgrounds. Furthermore, through the use of multiliteracies, media
education offers opportunities to customize education for diverse learning modes. Finally, it offers
redress from the narrow discourse of schooling, dominated by highly specialized constructs of
alphabetic literacy. When students analyze and produce media in a variety of forms, the experience
offers a wider range of literacy practices for students who may not be successful with alphabetic
literacy modes alone. In short, media education has the potential to amplify the most life enhancing
features of literacy by offering students more opportunities to engage with a diverse range of social
and critical literacy processes.
Even the best intentions run up against a host of intractable school practices. These include issues
related to theory and purpose; pedagogy; standards and assessments; teacher preparation; and
program evaluation. Any one of these can drive a wedge between analysis and practice throwing
the whole media education program out of balance. This is to be expected in school change efforts.
Tensions within each of these issues are symptoms of a whole system of schooling that is out of
step with the expectations of an increasingly mediated, highly-technological culture of
communication. The problem goes well beyond the modest goals and ideals of U.S. media
education advocates. Media educators must find a way to demonstrate their benefit to school
change efforts, if only to seek out hospitable educational environments in which to nurture and grow
fledgling programs.
Educational technology offers an entry point. Media educators in the United States are wise to
engage in the debates about the role of technology in the classroom. Trends in the research
regarding professional development and program evaluation for educational technology have major
implications for media educators. Educators who study the uses of educational technology for
school improvement have already embarked on widespread research and development efforts.
Educational technology advocates have an agenda, but it is one that can be influenced by good
ideas from like-minded educators. It is only through consortium building of this type that media
education can leverage the resources to meet its goal of educational improvement. Media
educators in the United States have shown great stamina and should take pride in past efforts. Now
is the time to move forward in challenging new directions. There is little point in looking back.
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Draft version of the Final Report

RECOMMENDATIONS
addressed to the United Nations Educational Scientific
and Cultural Organisation UNESCO
adopted by the Vienna Conference

''Educating for the Media and the Digital Age''
18-20 April 1999

General framework and organization
The Twenty-ninth General Conference of UNESCO in adopting Draft Resolution 61,
approved that, for its programme in 1998-1999, support for media education and the creation of
media space for young people should be ensured through different modalities and actions. These
actions are based on a number of different events and documents of UNESCO and its Member
States, notably the "Grünwald Declaration on Media Education" (1982) and the Toulouse Colloquy
"New Directions in Media Education" (1990).

Following preparatory work in 1998, the Austrian National Commission for UNESCO and
the Austrian Federal Ministry of Education and Cultural Affairs in co-operation with UNESCO
organised an international conference "Educating for the Media and the Digital Age" (Vienna,
Austria, 18-20 April 1999).

Forty-one invited representatives from 33 countries attended the conference. On the basis
of the Conference recommendations, it is planned to prepare for renewed action in UNESCO's
Member States through UNESCO's programme in media education and the creation of media
space for young people.
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Chair and drafting committee
The Conference confirmed the following nominations:
Chairperson:

Susanne KRUCSAY (Austria)

Vice-Chairpersons:

Alexandra POLITOSTATHI (Greece)
John PUNGENTE (Canada)

General Rapporteur:

Didier SCHRETTER (Belgium)

Deputy Rapporteur:

Kenneth NOYAU (Mauritius)

The chairs of the 3 working groups were designated and approved by the conference:
Chairs:

Cary BAZALGETTE (United Kingdom)
Kenneth NOYAU (Mauritius)
Jeanne PRINSLOO, (South Africa)

UNESCO was represented by Peter GONDA and Carlos A. ARNALDO. The Austrian National
Commission for UNESCO was represented by Dr Harald GARDOS.

Throughout the meeting there was continuous video and newspaper coverage by students of a
nearby Austrian secondary school, and radio interviews were conducted by another Austrian
primary school. These concomitant activities not only ensured a lively coverage of the conference
but served also as concrete examples of how young people can learn and handle media even in
adult situations.

After presentation and discussion of the papers of the conference, three working groups were
formed to draw out from the participants possible policy statements or suggestions regarding
actions for recommendation to UNESCO on the conference theme, Educating for the media and the
digital age. The following morning, a specially appointed working group attempted to structure these
statements and actions into a list of policies and a set of recommendations. This group was
composed of Ms Cary Bazalgette, Susanne Krucsay Kenneth Noyau, Jeanne Prinsloo and Didier
Schretter. The UNESCO secretariat assisted as observers.

General definition, principles and statements of policy
Media Education . . .
- deals with all communication media and includes the printed word and graphics, the sound, the
still as well as the moving image, delivered on any kind of technology;
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- enables people to gain understanding of the communication media used in their society and the
way they operate and to acquire skills in using these media to communicate with others;
- ensures that people learn how to

● analyse, critically reflect upon and create media texts;
•

identify the sources of media texts, their political, social, commercial and/or cultural
interests, and their contexts;

•

interpret the messages and values offered by the media;

•

select appropriate media for communicating their own messages or stories and for reaching
their intended audience;

•

gain, or demand access to media for both reception and production.

Media Education is part of the basic entitlement of every citizen, in every country in the world, to
freedom of expression and the right to information and is instrumental in buildin g and sustaining
democracy. While recognising the disparities in the nature and development of Media Education in
different countries, the participants of the conference “Educating for the Media and the Digital Age“
recommend that Media Education should be introduced wherever possible within national curricula
as well as in tertiary, non-formal and lifelong education.

•

Media Education addresses a wide range of texts in all media (print, still image, audio and
moving image) which provide people with rich and diverse cultural experiences.

•

In countries moving towards the introduction of new technologies, Media Education can
assist citizens to recognise the potential of the media to represent/misrepresent their culture
and traditions..

•

In situations where access to electronic or digital technologies is limited or non existent,
Media Education can be based on available media texts in that context.

•

Media Education should be aimed at empowering all citizens in every society and should
ensure that people with special needs and those socially and economically disadvantaged
have access to it.

•

Media Education also has a critical role to play in, and should be responsive to, situations of
social and political conflicts, war, natural disaster, ecological catastrophe, etc.
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In the light of these general definitions and statements of policy, the Participants of
the Vienna Conference recommend that

1.
UNESCO should facilitate several forms of research at local and international levels to
address different aspects of Media Education, including:
•

exploratory projects in locations that wish to introduce or to develop Media Education
programmes

•

comparative international studies

•

rigorous evaluation to provide evidence about the efficacy of Media Education programmes
and practices

2.
UNESCO should facilitate cross-cultural evaluation of initial and in-service teacher training
methods and programmes, and ensure the sharing of experience in their utilisation.

3.
UNESCO should develop appropriate guidelines, based on ethical principles, that address
corporate sponsorship of Media Education initiatives and programmes to ensure that the
educational integrity of curricula, pedagogies and resources are not compromised

4.
UNESCO should facilitate partnerships and finance to fulfil the recommendations of the
Vienna Conference and help to design an action plan.

5.
UNESCO should make better known the existing copyright conventions and should
encourage the development of national and regional copyright instruments which take full account
of the needs of Media Education and which provide that the right to copy audio-visual and digital
media for educational purposes is no less than for print material.

6.
To facilitate and co-ordinate all these actions, UNESCO should set up an international
Clearing House for Media Education.

This Clearing House should collaborate with functioning national and international networks and
organisations that deal with Media Education. It should stress co-operation among all experts and
organisations dealing in a formal or informal way with Media Education. It should:
•
•

share strategies, disseminate Media Education materials, promote and stress awareness
of Media Education;
be a permanent observatory for the development of Media Education;
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•

give special attention to wide dissemination in order to encourage equality in
development of Media Education in all countries and languages.

The Clearing House should be set up as soon as possible to fulfil all the recommendations adopted
during the Vienna Conference

The participants urgently recommend that UNESCO review its programme for
Media Education and allocate the resources required to implement these
Recommendations.

UNESCO and all the participants of the Vienna Conference should endeavour to transmit and
disseminate these recommendations to the national representatives of UNESCO and other
interested institutions.

Approved unanimously by the participants of the Vienna Conference in plenary session.

Vienna, April 20th 1999
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