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CJEC Special Issue on Media Education

Introduction

Mary F. Kennedy, Guest Editor

When | first began the editorid task of assembling this particular journal
issueover ayear ago, | had nothingbut alist of namesfrom around the globewho
were leadersin theareaof medialiteracy/mediaeducation. My persona knowl-
edge of the subject matter was dated — | had incorporated media studies in
English coursesin my former lifeasahigh school teacher, and | had, until thelate
1970s, read widely in the area. My only recent forays included the occasond
team-teaching of a graduate course in televison sudies. According to the
development of media education paradigms described by Masterman, | was
entrenched in the second stage — the Mediaas Popular Culture paradigm.

I had assumed that thethrust of the papersfor the pecid issuewouldbeon
the underlying theoretical frameworks of media literacy, on the relationship of
mediaeducation and critical thinkingskills. Instead | foundthat theauthorsare,
for the most part, comfortable with the existing theoretica underpinnings, and
they are now focusing on the more practical and operationa tasksof implement-
ing media education in the curricula and in the schools. Hence my decision to
change the name of the issue from Media Literacy to Media Education — a
somewhat subtle and yet important digtinction.

Theissue presents profiles of media education activitiesaround the globe—
from the United States, to England, to Denmark, to Audtralia, to South America
and back to Canada. The authors describe their experiences in working toward
the devel opment, implementation, and eva uation of media education programs
for students and for teachers, delineating the major accomplishments and the
constraints faced in trying to establish media studies as an integra part of
schooling.

The first article by Len Masterman traces the devdopment of media
education through three paradigms — (1) the inoculation perspective; (2) the
media as popular culture perspective; (3) the samiatic/ideologica perspective.
Masterman cdlsfor "the grounding of mediaeducation in thedominant visual -
televisua experiences of sudents.”

Bobyn Quin and BarrieMcMahon focus on theeval uation of mediaeducation
programs, indicating the need for identification and specification of learning
outcomes. They describe a regiond testing program in Western Australian
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secondary schools, and describe how the results should inform mediaeducation
practices.

TheBritish FilmInstitute hasbeenactivein providinginserviceprogramsin
mediaeducation for teachers in England over the past decade. Gary Baza gette
ddlineates problems faced by the government's stand on the provision of media
education without providing the support in terms of training for teachers, and
describes the BH's response - the development of a comprehensive distance
education program in cooperation with the Open University and the BBC
Production Unit.

Mediaeducation in theform of atelevision literacy course for undergraduate
studentsisthethrust of the paper by BarbraMorris. Sheemphasizestheneedfor
afocus on actua textua evidence, aswell as an understanding that the viewing
process is essentidly an individual experience.

John Pungente traces the growth and development of media education in
Canada. Whiletherearesignsof interestin someprovinces, therearemany aress
where mediaeducation is not asyet an issue. The province of Ontario, however,
has become a national leader, and indeed a recognized leeder internationally in
the area of media education.

Thefocus of mediaeducation in Chile ison teacher education. Miguel Reyes
and AnaMariaMendez describe the partnership devel oped by university teach-
ersinfacultiesof educationandteachersintheschool sysemwhoaccessinsarvice
education courseson mediaeducation. TheChileexperienceisinoppostiontothe
modd followed in many countries, where governmentshave mandated or at leest
approved media studies as part of the curriculum, but failed to provide the
necessay training or resources for teachers to properly implement such pro-
grams. TheUniversidad de PlayaA nchade CienciasdelaEducacion isensuring
that there is acadre of teachers interested in and trained to implement media
education programs, in anticipation of such courses eventually beingrequired in
thenationa curriculum.

The Danish Folkeskole was the dte of thirty-five experimenta media
education projects carried out between 1987 and 1991. Birgitte Tufte evaluated
the projects, and describes the advantages and limitations of the pecid project
approach to media education.

| have learned, through the development of this specid issue, that media
educationisanaccepted part of schoal curriculainanumber of countries, andthat
even where there is acceptance and, in fact, intelectua support there are ill
numerous hurdlesto be overcome. Teacher education does not include prepara
tionfor theteaching of mediaeducation, and most teachers charged with meeting
mediaeducation objectiveshavelittlesupportintermsof resourcesandinsarvice
training. | have dso learned that those who are actively leading the media
education movement are now functioning as doersrather than asthinkers. | do
not mean thisin anunflattering sensein any way. Itissmply an acknowledge-
ment, on my part, that there is much to be done to ensure that strong media
education programs are available to al students, and these action-oriented
activities are, for the time being, taking precedence over the more esoteric,
theoretical issues.
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Thedevel opment of the specia issueon MediaEducation relied on theinput
of the CJEC editoria board, colleagues from across Canada at the school district
levd, and colleaguesin the L earning Resources Program, Memoria University
of Nfld. I thank you al.

AUTHOR

Mary F. Kennedy is Associate Professor of Educational Communication and
Technology, Faculty of Education, Memorid University of Nfld., St. John's,
NFA1B3X8.
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Press Release
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The Association for Media and Technology in Education in Canada (AMTEC), which
includes among its members professionas in media education and instructional technology
in primary, secondary, post-secondary education and trainersin business and industry, will
be hold itsannual conference in June of 1993 in Windsor, Ontario. The program will
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Joan Pennefather, Gover nment Film Commissioner
National Film Board of Canada
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under the topics: Media Management, Program Devel opment, Media Production, Research
and Theory, Message Design, Distance Education and Applications of Technology.

A Media Awards Festival will highlight winning entries in the annual media production
competition. Categoriesinclude: videotape, sound filmstrip, sound dide, 16 or 8 mm film,
microcomputer and interactive media. There are awards for eight classes of entries:
individual school, school system, post-secondary, government agency, student course
project, commercia producer and business/industry.

AMTEC*93
Theme: Bridging Learning Opportunities
June 13 - 16, 1993,
Cleary International Centre
Windsor, Ontario, Canada

For registration Information, contact: Media Awards Festival entry forms are available from:
Margaret Landstrom, Division of Continuing Education  John Miller, Essex County Educational Media Centre,
University of Windsor, Windsor, Ontario N9B 3P4 360 Fairview Ave. Wegt,
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Fax (519)973-7038 Telephone (519)776-5610,

E-Mail ESOM@UCC.UWINDSOR.CA Fax (519)77fr4457
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The Media Education Revolution

Len Masterman

Abstract: This paper outlines some of the major principles of media education as it
is practised throughout the world today and discusses some of Its most Important
implications. It attempts toshow how current practice has evolved out of earlier, less
satisfactory paradigms of media education, and provides a brief critique of these
paradigms. Finally the paper suggests some points for future growth In the subject.

Resume: Dans cet article, nous voulons soullgner quelques princlpes importants,
appliques aujourd’hui partout dans le monde, dans le domaine de I'etude des
medlas. Nous discuterons egalement de quelques unes deses implications les plus
Importantes. Nous tenterons de demontrer comment les pratiques actuelles ont
evolue a partlr des paradigmes plus ou molns satisfalsants dont nous ferons une
breve critique. FInalement nous apportons quelgues suggestions quant al'evolution
de l'etude des medlas.

This article has a smple agenda. It will attempt to describe the major
principles of media education as it has devdoped across the world in the past
decade, culminatinginthepublication of theinvaluableMediaL iteracy Resource
GuideinOntarioin 1989.1will try todemonstratehow thoseprinci plesdeve oped
out of eexlier, lessstisfactory, attemptstoteach aboutthemedia. Andl1 will try
to suggest somewaysforward for the 1990s My smpleagenda, then, hasthree
parts Wherearewetoday? How didweget there? Wheremight wegofromhere?

In order to provide a specific focus to this synoptic account | shdl try and
outlinethedifferent answersthat have been given in different historical periods
tothat most fundamental of questions, "Why should webother to study or teach
about the media at dl? What is it, as teachers, that we are trying to achieve?
Mediateachers, have, inthe past, given threedifferent answersto that question
and those different answers (and the practices that followed from them) form the
three great historical paradigms of media education.

Theearliest answer tothequestion: Why study themedia?ran somethinglike
this. "Themassmediaareredly likeakind of diseeseagainst whichchildren need

Canadian Journal of Educational Communication, VOL. 22, NO. 1, PAGES 5-14. ISSN 0710-4340
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to be protected. What the media infect is the culture as awhole. The common

cultureiscontaminated by the medialscommercial motivations, their manipula-
tionand exploitation of their audiences, their corruption of language and their
offering of essy, low-leve gpped sandsatisfactions'. What makesthemediasuch
aproblemon thisandysisisthefact that they produce acounterfeit culturewhich
isadirect threat togenuineculture, andtoauthenticcultural vaues. Crucialy,

thisisanaudienceproblem. Itisnotsimplythat popular cultureandhighculture
cannot somehow co-exist. Clearly, at oneleve, they can. The threat comes
through the corruption of theaudience. Thefuture of seriousliterature, Queenie
Leavisarguedin 1932, i nher bookFiction and theReadingPublic, wasabsolutely
dependent upontheconti nuedexistenceof aseriousliteratereadershiptosustain
it. Andcontemporary newspapers, magazi nes, andadvertisementswereactively
destroying that serious reading public. The media demanded, and therefore
produced, shorter attention gpans and an appetitefor the sensational expressed

indick, smartandsuperficial language. Thiscongtitutedanattack uponthevery
foundations of serious reading and indeed serious engagement with any art form.

Itissalutary to remember that theseargumentswerebeingfully articulated
inthepre-tdevison era. They werearegponseprimarily to changeswhich had
taken placeinthe economicsof newspaper productioninthelate 19th century.
When advertising revenue rather than readers payments formed the bas's of
newspaper finance, there were corresponding changes in the content and form of
newspapers. Storiesbecameshorterandmorefragmented. Headlineswereused
toattractattention, andtherewaslessemphas suponinformationwithinstories,
and moreupon thehuman interest element. 1nshort, with themovement towards
financingprimarily by advertising, themodernpresswasborn. Essentialy now
newspapers made their profits not through the production of news, but through
the production of audiences, and all of the techniques | have described were
designed precisdly to hook and hold audience attention, to create the audience
commodity.

If themediawereadefinitekind of cultural diseese, then mediaeducation
was designed to provide protection against it. Mediaeducation wasan education
againg themedia, and contrasted themani pul ativenatureof themediawiththe
timedessvaluesof real culture, asembodied supremelyinliterature. That earliest
paradigm issometimes known astheinoculative paradigm. You dlow alittle
mediamaterial into the dassroom only in order to inocul ate the student more
effectively againg it.  On thewhole, mediateacherstoday represent apowerful
lobby againg that way of thinking about themedia. But itisgtill probably the
way inwhich most other teachers continuetothink about themedia. Andyouwill
gill sseremnantsof that oldinocul ativeview withinthemost progressvemedia
education practice. For example, teaching about advertisng is sill dmost
universally teaching againgt advertising, rather than an attempt to develop an
understanding of theroleand function of modern advertising agencies.

What effectively put an end to the dominance (though not the existence) of the
inocul ativeparadigmwasthearrival inschoolsintheearly 1960sof ageneration
of young teachers whose intellectual formation owed every bit as much to the
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influence of popular culture, and particularly films, as it did to print-based
culture. Such teachers were apt to argue that the films of directors such as
Bergman, Renoir, Bunuel, Fdlini and in particular the French New Wave
directors actually had as much intellectual energy and mora seriousness as

anythingthat was be ngproduced within European or American literature. They

produced anew answer to the question: Why study themedia? It wasto enable
students to discriminate not against the media but within them. To tel the

difference, that is between the good and the bad film, the authentic and the
shoddy tdevision programme, work within popular culture of someintegrity and
work which was merdly commercia and exploitative.

This was the Popular Arts paradigm — the idea that popular culture was
every bit as capable of producing authentic works of art as high culture. It gave
Media Education a new agendaand a renewed energy in the 1960s but by the
mid-1970s dmost al of that energy had been disspated. There were three
principa ressons, | think, why the Popular Arts paradigm failed to produce an
adequate foundeation for effective mediateaching.

1) Firstofall,mediaeducationwasstillessentiallyprotectionist. Itwasstill
asomewhat paternalistic exercisein improving students tastes. It was
still based on avery negative view of the media preferences of the vast
maj ority of students, and wasawayslikely toberessted by themforthis
very reason.

2) Secondly it remained an evaluative paradigm, which was severdy
disabled by thefact that therewerenowidely agreed standardsor criteria
availablefor evaluatingthe media. Mediateachersfound themsalveson
very uncertain territory when they wanted to demonstrate precisaly why
this newspaper or tdevison programme or piece of popular music was
superior tothat one. Therewasdso adangeroustendency for goodtobe
eguated with middle-class, and bad with working-classtagtes. Thekind
of mediamaterial which teacherstended to like - European filmsshown
infilm sodieties, televison documentaries, and serious newspapers - was
self-evidently good. Hollywood movies, tabloid newspapers, and televi-
son game shows - the kind of materia liked by students - were bad.

3) Thirdly, it was not Smply a question of the practica difficulties of
discriminating between the good and the bad in the media. Therewere
major doubts about the very appropriateness of applying aesthetic
criteriaat dl toavast rangeof mediaoutput. Wastherereally any point
in trying to discriminate, for example, between good and bad news
bulletins, adverti sements, sportsprogrammesor weather forecasts? The
Popular Arts movement was, essentidly, a way of legitimisng film
studies. It privileged film, within the study of the media, as the one
popular form with unchallengable claims to have produced works of
authentic merit. But it provided adistinctly limited way of illuminating
themediaasawhole. Andbythe 1970sit wasbecomingcrysta clear that
any media education that wasto have any relevance et all for students
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had to give some pre-eminence not so much to film, which was actualy
somewhat marginal to the experience of most students, but to televison
which was much more centrd to their experience.

Itwasclear, then, by themid-1970sthat the Popul ar Artsparadigm, asaway
of making sense of al of the media, was exhausted. No other coherent way of
thinking about themediaasawhol ehadyet emerged, however. Mostof the 1970s
arebest characterised asaperiod of fragmentation of thesubject. A typical media
sudiescourseof thetime, for example, might have conssted of aterm'swork on
film, aterm on televison, some work on advertisng, alittle time on popular
music, and 0 on, with teachersand studentsbringing to bear upon eech of these
aress, gpproaches and questions which tended to be topic-specific and to have
littleincommonwith oneanother. Theideathat theremight beover-archingkey
concepts, or a particular mode of inquiry which could integrate and unite the
different parts of the subject had not yet arrived. It was, asyet, difficult to think
of mediastudies as a coherent and disciplined area of study at all.

Sowly, however, during the late 1970s media teachers began to make
connections between their own down-to-earth classroom concernsand thedrift of
a number of structurdist idess, particularly in the areas of semiotics and
ideology. Very briefly, semiotics made two major contributions to media educa
tion:

1) Itexplodedthemediasown view of themsalvesaswindowsontheworld,

or unproblematic mirrors or reflectors of external redlity. The media,
rather, were actively produced, their messages encoded. Themedia, in
other words, mediated. They were sgn-syssems which needed to be
critically read, rather than reflections of a redlity which we, as the
audience, had to accept.
Samiatics, then, helped establish the first principle of media educeation,
theprincipleof non-transparency. And it hel ped establish thedominant
concept of mediaeducation as being that of representation. Themedia
dedlt with representations and not redities, and mediameanings could
not be pulled apart from the forms in which they were expressed.

2) Semiotics second greet contribution to mediaeducationwasscarcdy less
momentous. Aswe haveseen, the objective of mediaeducation up until
this point had been to encourage discrimination. The value question -
precisely how good isthis newspaper, film or television programme- was
centra tothewholeproject. Semioticsoverturneddl of this. Totakejust
one example when Roland Barthes in his key work, Mythologies,
analysed agtriptease act, aplate of stegk and chips, atourist guide, or a
wrestling-match, he was chalenging, by his very choice of subjects,
established cultural categories, tastesand vaues. For if aplateof sesk
and chipsor agtri ptease act wereto be asworthy of serious attention and
analyssas, say, apoem, then adaring equation had been madebetween
these cultural objects. Semioticsundermined, at a stroke, those appar-
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ently immutable distinctions between the culturally valuable and the
meretricious upon which media studies, and literary studies before it,
had been basad.

Both of theseagpectsof semi oti cs—itsemphas supon questionsof represen-
tation, and its by-passing of the value question — were of inetimable valuein
marking adistinct break with literary-based ways of anaysing the media. And
they particularly illuminated the nature of television, whilst havingasurprising
degree of potency across dl of the media. They provided media studies with
precisely the kind of cross-media coherence the subject had so far been lacking,
and they firmly grounded mediastudies in the dominant visud (i.e., tevisud)
experiences of students.

The way in which theories of ideology moved during the 1970s curiously
dovetailed with these developments. At therisk of grotesquely over-simplifying
arather complex st of arguments, | think wecan say that therewas certainly a
marked movement away from that traditional notion of ideology as a body of
dominant ideas and practices imposed from above upon subordinate groups and
which resulted in false consciousness.  Rather, following the rediscovery of the
work of Antonio Gramsci in the early 1970s ideology came to be equated with
common-sense, with what was most natural and taken-for-granted about our
ideas and practices. Dominancewasachieved, that is, asmuch by consent asby
imposition.

Thesedevelopmentsin semiol ogy and ideology pointed in precisaly thesame
direction. Itwasadirectionthat had profoundimplicationsfor al mediateachers.
They pointed to the fact that the ideologicd power of the media was very much
tied up with the natural ness of the image, and with the tendency of the mediato
passoff encoded, constructed messagesas natural ones. They demonstrated, too,
that questions of power were centra to discussons about the production,
circulation and consumption of images and representations. They raised ques-
tions about which groups had the power to define, and which groups were only
ever defined. They established, in other words, the importance of a politics of
representation, and thrust media studies into the heart of some of the most
important political and socid questions of our time.

| have emphasised the shift from a Popular Arts paradigm which was
principally concerned with questions of aesthetic value to a representationa
paradigm, thethird paradigm, which placed questions of paliticsand power at its
centrebecause | think that that shift lay at the heart of most of the debates and
discussons which were taking place within the media education movement
during the 1980s What was being achieved, | think, was a fairly massve
movement out of one paradigm and into the other, and what was being worked
outweresomeof themoreradical implicationsof that shift. For what soonbecame
apparent was that we were talking about something more than a change in
subject content. What was being proposed were radica changes in teaching
objectives, in classroom methodology, and indeed in epistemology, in teachers
and students understanding of what constituted knowledge.
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I can do no more than very briefly indicate some of the more important
implicationsof thenew mediastudies. First of al, and perhapsmost remarkably,
it de-centred the teacher in a number of ways which many found unsettling.
Teacherswere no longer the experts - the licensed arbiters of truth or tagte - in
quite the way that they had been and indeed ill were in more traditional
subjects. Inthemediadassany group of studentswasadwayslikely tohaveafar
wider range of popular cultural referencesat itsdigposa than any singleteacher
could have. Theexpertisewhich existed in the dassroom was much morewidey
dispersed.

Secondly, teachers no longer possessed an approved body of knowledge or
corpus of information to which they alone held the key, and which they were
expected to passdowntostudents. What Paul o Freirecondemned asthebanking
concept of education, in which knowledgeable teachers deposited information
upon ignorant students, did not seem to apply to mediastudies. Indeed media
teachersdid not control information at al. Theinformation which wasaroundin
the mediastudies classroom was being provided by the mediathemsaves. They
were communicating it lateraly rather than hierarchicaly, spesking across
rather than down to their audiences. Andthey addressed teachersand students
dike. Themediaequalised teachersand students. Both wereequally and equal
objects of the medids address.  This produced a quite new situation in the
cdassoom. Teachersandtheir studentsbecame co-investigatorsof mediaimages
andtexts. They could reflect critically upon information, sde by side, in away
which had been difficult when the teacher was more dosdy identified with the
subject content.

M edia education de-centred the teacher in other waystoo. Teaching meth-
odologies became much more student-centred. Simulations, practica work,
sequencing exercises, prediction exercises, code-breaking games and a whole
battery of techniques to encourage active learning were developed since it was
essentid to give students the confidence to begin to take control of their own
learning and to maketheir own independent judgments.

Why wasthisimportant? Well, onereason wasthat if mediaeducation was
to be of any value at dl, it had to be thought of as a lifelong process. Media
educationwasnot goingto beof muchvalueunlessstudentswerewillingand able
to gpply what they learned at school to their consumption of media outside of
schooal. Indeed, itwas not goingto be of much use unlessstudentshad the ability,
commitment and interest to carry their critical thinking about the media into
adult life.

When teachers took a lifelong perspective on their work, their dassroom
practices began to change in anumber of ways:

1) High student motivation became an end in itsdlf, rather than aform of
pill-sugaring. Simply, if students did not find the subject enjoyable and
fulfilling, then theteacher had failed. Students would not wish to go on
learning about and engaging with the media after they had passed
beyond the gates of the schooal.
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2) Having alifelong pergpective meant that it was essentia to teach for
transfer. 1t was never enough for amediateacher to help studentsgain
aninsight into that specific newspaper article or televison documentary.
It is aways necessary for students and teachers to move beyond an
understanding of specific texts towards an understanding of the generd
principles which would have relevance to the andyss of smilar texts.
What was important about media education was not 0 much what
students knew, but whether they could use and apply what they knew to
new situationsandnewtexts. Theobjectiveherewastodevel opstudents
critical autonomy: their ability to stand upon their own two critical feet
and apply informed critical judgementsto mediatexts which they would
encounter in the future.

3) Thedesiretoencourage critica autonomy, increase student motivation,
and develop lifelong abilities pushed teachersinto using teaching meth-
odologies which encouraged independent learning. Media education
became, too, primarily aninvestigative processwhich encouraged under-
standing rather than an initiatory process designed to develop gpprecia
tion or to impaose specific cultural vaues. It was organised around key
idess (sdlection, construction, mediation, representation, coding, etc.)
which weretaught viaaspira rather thanalinear curriculum, andwhich
were taught as andytical tools rather than as a kind of dternative
content.

Mediaeducation dso involved aquite new integration of anal ytical work and
practicd activity. Critical andysis had to be informed by some sense of the
congtraints of production. Practica work, for itspart, had to involve morethan
aset of merely technical competencies. It had tobecritical and reflective, and feed
back intoandysis. What mediaeducation aimed toachieveat itsbest wasafusion
of practical criticism and critica practice.

Finaly, what al of this added up to was a digtinctive episemology. It
involved a revaluation of what knowledge was and how it was produced.
Knowledge was not simply something which existed in the world-out-there, and
which wasrelayed to students viatextbooksand teachers. 1t was not something
which others possessad and studentslacked. 1t was not something that students
had only to accommodate to, or which oppressed them with its weight and
certainty. Knowledge and idess, on the contrary could be actively produced and
created by studentsthrough aprocess of investigation and reflection. Theworld-
out-there wasn't the proper end of education, but its starting point.

What al of this amounted to in the 1980s was a redlly quite remarkable
educationa revolution which was being carried out at atime of genera educa
tional conservatism. To return to my origina focussing question. The answer
which thisthird paradigm - the representationa paradigm - gavetothequestion
"Why Study theMedia?, went somethinglikethis. 'Incontemporary societiesthe
mediaare self-evidently important creators and mediators of socid knowledge.
An understanding of the ways in which the media represent redlity, the tech-
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niques they employ, and the ideologies embedded within their representetions
ought to be an entitlement for dl citizens and future citizens in a democratic

As| have suggested, in working through the implications of this paradigm,
teachers found themsalves working in new ways in the dasssoom. In fact, they
were beginning to answer what is probably the most important question faced by
educational sysemsin the late 20th century and beyond: What congtitutes an
effective democratic education for mgorities of future citizens? Media teachers
should be sduted for producing some innovative and exciting answers to that
question. And this at atime when educationa systems have tended to movein
theoppogtedirection, towardsgresater differentiation andditism, andwheneven
such ideds as equdlity of opportunity have been subjected to widespread
denigration.

So much for the past and the present. What of thefuture? Inwhat wayswill
mediaeducation have to change and devel op through the 1990s? L et me suggest
two related pointsfor future growth:

1) I think wewill need to wake upto thefull implications of the marketing
revol utionwhich hasbeen taking placesncetheearly 1980s Thegrowth
and expanson of commercialy-based media during that time has pro-
ducedasituation inwhich advertisingcan nolonger beseen assomething
which takes place between programmes on television, or in the soaces
aroundtheeditoria material inthepress. Rather, thewholeof themedia
has now been opened up, not smply to advertising but to awholerange
of marketing techniques such as product placement, public relations,
sponsorship, plugsfor films and records, advertisements, news manage-
ment, and the cregtion of disinformation in away which makesthe old
digtinctionsbetween advertising and editorial material dmost obsolete,
Similarly itissmply not possble for anyoneto be medialiterate today
if heor she does not understand that the primary function'of commercia
media is the segmentation and packaging of audiences for sde to
advertisars.  Up until now media education has been based upon a
premiseof themost astonishing naivety: that the primary function of the
media has been the production of information or entertainment. What
we have principaly studied in media education have been texts. televi-
sion programmes, newspaper stories, and magazi nearticlesfor example.
But these are not the chief products of themedia. They arewhat Ddlas
Smythehas cdled thefreelunch: themeansby which thered product of
the media, from which its profits are derived - the audience product - is
summoned into existence.

What | am suggesting here is not smply that we beef up our teaching
about advertisng and marketing as atopic. Rather, acritica under-
standing of the basic techniques and tenets of marketingwill need to be
brought to bear uponthestudy of all mediatextsandinstitutionsandwill
have as central aplacein the anayds of today's media as such concepts
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as authorship had within films studies in the 1960s, and representation
and ideology had in the 1980s.

2) Thesecond areaof concernisrealy the obverse of thefirst. For thegrowth
of commercia media has been accompanied by the increasing impover-
ishment of public serviceand pluralistic media. Thegpacesinwhichwe,
a members of society, can communicate with one another without
governmenta or commercia interference are being dosad down dra-
maticaly. In Britain, for example the great media debate of the 1990s
will concern the future of the BBC, and whether indeed it hasafutureas
achegply and universally available high quality public service paid for
by an annual licencefee,

Asmediateachers| think that wearegoingto haveto develop an explicit
commitment to the principles of open and universal access to informa-
tion, and to presarving the independence, from undue commercid
influence or government interference, of at leest some information
producers. As teachers working within public educational systems |
believe that we do have a de facto commitment to the maintenance and
defence of public information sysems, and that we have to find ways of
expressngthisnot intermsof anuncritical partisanship or onthebass
of a narrow anti-commercialism, but rather as an open and generous
dlegianceto democraticvaues. Andthat entails, asaways, puttingall
of theargumentsto our studentsbut leavingthemwith theresponsbility
for makingtheir own choices.

Make no mistake, very large issues are at stake in struggles over thefuture
configuration of the mediaindustries. Should information be regarded only asa
commodity or doesit haveasocid value? Isit preferableto produce information
which meetsgenerd socid needsor information which makesaprofit? Isaccess
to information a right, or should it be restricted to those who can pay? Is
informationonly anextension of property rightsor doesit lieinthepublicdomain?
Itisscarcaly an exaggeration to say that thefutureshapeof all culturesliesinthe
ways in which they answer these questions.

Theexistenceof aninformed and arti cul ate public opinion on theseissueswill
be an important — perhaps the importan — influence on how theseissues are
settled. Itisour important task asmediateachersinthe 1990sand beyondtohelp
createthat informed public. For that isoneof thedender threadsuponwhichthe
future of media freedom, and ultimately democratic freedom, hangs.
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Evaluating Standards in Media
Education

Robyn Quin
Barrie McMahon

Abstract: There is now considerable international consensus about the objectives of
media studies. The objectives focus on the processes by which audiences can make
sense of and critique the media. This paper addresses the outcomes of these
initiatives for one group of students In the Western Australian government school
system. Information is provided about a testing program of fifteen year old students
which investigated the extent to which the students were meeting the media
analysis objectives as outlined in the syllabus.

The results provide information about the students' capacity to make sense of the
media messages and about the performance of particular demographic groups
Including gender, non-English speaking background and Aboriginal students. On the
basis of strengths and weaknesses revealed in the testing program, some adjustments
to present teaching programs are proposed. These adjustments address the needs of
both the general cohort and the particular needs of special groups

Rdsumg£: On note, dI'heureactuelle, un important concensus International ausujet
des objectifs de I'6tude des medias. Ces objectifssont centres sur les processus par
lesquels les spectateurs com prennent et crlitiquent les médias. Dans cet article, nous
nous penchons sur les resultats d'une telle etude chez un groupe d'etudlants du
systeme scolalre gouvernemental d'Australie occidentale. Les resultats d'un pro-
gramme experimental applique a des etudiants d'une quinzaine d'annees,
montrent comment les etudiants attelgnent les objectifs d'analyse des medias tel
gu'ils sont enonces dans le programme scolalre.

Les resultats montrent egalement comment les etudiants comprennent les mes-
sages mediatlques et nous renseignent sur les reactions de groupes
demographiques speciflques. Ces groupes etaient dlvises selon le sexe, la langue
maternelle (autre que I'anglais) et, si les etudiants etaient d'origine aborigene ou
non. Les forces et falblesses de ce programme devaluation determineront les
ajustements a apporter aux programmes d'enselgnement proposes. Ces
ajustements concerneront les besolns de la majorite et les besolns specifiques de
groupes partlculiers.
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Inmany countries, includingBritain, Canadaand Australiamediaeducation
has found itsdf a place in the curriculum and a space on the timetable. This
position, within the establishment of subjects, has resulted in demands from
educational authoriti esforformal syllabusesand assessmentand courseeval u-
ation. Thispaper outlinesa 1991 project conductedin Western Australian schools
inresponsetosuchdemands. Theprojectamedtoassessthel eve of understand-
ing of the media among fifteen year old students who had sudied theformal
syllabusaspart of their English sudies. Inaddition, theproject wasdesignedto
indi catethoseareasof conceptual devel opmentwhichthesyllabuswasfailingto
devel opsatisfactorily. Projectleadershopedthat thetestingprogramwouldhel p
inthedevel opment of new and moreeffectiveteachingsrategies.

Background

The project was part of a syssem-wide analysis of standards in Western
Australianschools. Titled'M onitoring Standardsi nEducati on'thesystem-wide
programwasaninstitutional regponsetothecommunity’sconcernswitheduca:
tional standardsin government schools. Therewasagenera bdlief, fuelled by
risingunempl oyment and opportunistic politicians, that educational standards
werefalling, particularly intheareasof numeracy andliteracy. Publicaccount-
ability for development of skills in the basics became the popular cry. This
community and political concern with standards provided the opportunity for
media educators to identify student media andyss skills as fundamental, or
badgcsinther ownright.

All government school studentsstudy syllabuseswhi ch detail asequenceof
mediaanaysis skills to be developed in all students. The Lower Secondary
Studies Syllabuses (years 8 to 10) wereintroduced in 1988 and arecompul sory
for dl government school students, therefore those studentstaking part inthe
project discussed below had three years of study in the media andysis skills
identified in the English syllabuses. (Some year 10 students aso undertake
additional programsinvol vingmedi aanadys sby d ectingtodotheoptiona media
studiescourse))

Three phases of the project are complete: the development of outcome
statementsof studentlearning; thedeve opment, trial andimplementationof the
testinstruments; andtheeval uationof theresultsacrossarangeof variables. Y et
tobeundertakenisareview of thesyllabusmateria inthelight of thetest results.

The Development Phase

For the purposeof thetesting program, aconti nuum of outcomestatements
describing mediaandysi sskillswasdeve oped fromthesyllabusdocumentsby
ateam of senior mediaand English teachers. Thecontinuum coveredtheyears
Ktol2of schoaling. Thetenlevd sof understandingidentified ontheconti nuum
arenot rdated toyear levds, nor do they cover every aspect of thesyllabus. The
ten sages indicate key understandings only, and do not offer acomprehensive
summary of thesyllabus. Although thereisno nexusbetweenthegradeleves
of students and the ten stages of the conti nuum, year ten students (fifteenyear
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olds) could be expected to perform at the higher levels of the continuum. The
continuum identifies a content strand with the organisers of language and
narrative, and acontext strand contai ning the organisers of production/circula:
tion, audiences and vdues. Ten levds of difficulty are identified for each
organiser. Thecontinuumwasused to developtheappropriatetestsand later as
thebassfor marking student work.

The Testing Phase

Thenext step wasto devel op i nstruments by which we could asesstheleve
of mediaandysisskillsin studentsacrossthestate. Thereweresomeunderlying
and unstated aims behind our study. They can be categorized as follows:.

Political. Inthecurrent climatepaliticiansand parentsmust beassured that
the children are learning something and media studies has traditionally been
accused of offeringasoft option. It washoped that the testing program might offer
hard data asto the strengths and wesknesses of the mediaprogramsin schools.
Thiswasnot withoutitsdangers, butin thecurrent economicand political climate
teachers cannot remain aoof from demands for accountability. As advocates of
media education we thought it in our own best interests to contribute to the
accountability process and take responghility for the evaluation of the ams,
content and outcomes of the media course.

Educational. It wasfelt that the project could offer some valuable informa
tionfor teachersabout the strengths and wesknesses of the students, which could
be used to develop drategies, building upon the strengths and eradicating the
wesknesses. Thetest instrumentsweredesigned to be used in the samemanner
as doctors use blood tests— as a guide to professond judgement and not as a
replacement for it. Theinstrumentswereto serveasdiagnodtic toolsthat would
point to areas in need of remediation.

Two tests were deveoped by a pand of teachers. They were pre-piloted,
piloted and modified before the formal testing program commenced. The Media
Languagetest involved theanadyssof threedifferent print advertisements. The
second test, MediaNarrative, required the analysis of an introductory segment
from atdevison situation comedy. The students were shown a twelve minute
extract which was repeated once again after they had read the questions. Both
tedts covered to some degree the language, narrative, production/circulation,
audience and values organisers the emphassvarying in each test. Duringone
week in September 1991, 1425 students, representingjust under ten percent of
thecohort of fifteenyear oldsinthestate, weretested. A pproximately 50% of the
students attempted each test, but some students undertook both tests.

Asexperienced teacherswewerewe | awareof thepitfallsintest desgnand
theimpossbility of ensuringtruetestvaidity. A further complicationaroseinthe
preparation of marking guides because we were trying to place studentson a
continuum, thereforewehad to distingui sh between level sof sophisticationinthe
answers. There were no questions which demanded ayes/no, correct/incorrect
answer, therefore we had to determine the type of response which would place a
student at levdl six and the responsethat would placehimor her at leve nine. The
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resultsof thetrial testswereused to di stingui sh between the leve sof responses.
At times we were reminded of the piece from Alice in Wonderland

"... how canyou possibly award prizeswheneveryonemissedthetarget?' said
Alice

"Wdl" said the Queen, "some missed by morethan othersand wehaveafine
normal distribution of misses, which means we can forget about the target.”

The Evaluation Phase

Thetestswere marked by ateam of trained markersand then subjected to
andysisaong anumber of paradigms using computer-based programs (T-Teg,
Chi Square Test). Theresultsgave usinformation about students strengthsand
wesknessss, their pogition on the continuum of outcome statements, and their
postion in relation to others in the sample. In addition, the results offered
information about the differences in performances of maes and females; those
from English spesaking backgrounds compared to those from non-English speek-
ing backgrounds; those of Aborigina extraction compared with those from non-
Aborigina backgrounds, and heavy consumers of television compared with light
usrs

Gender Differences

Femal estudentsperformedbetter thanma esonthetests. Therewerenotest
items on which maes outperformed females. The gender factor turned out to be
the most significant of all the variables. The test items wherein adatistically
significant difference between the performance of maes and femaes could be
identified were those which covered the following aspects of mediaanadysis

understanding of mediacodes, particul arly thoserelated tothe symbolic
significance of body language, setting, objects, colour, technica conven-
tions (eg. the symbolic associaions with different print syles);
understanding of the link between codes and the construction of the
audience's pogtion (eg. the effect of voice-over in positioning the audi-
ence);

understanding of thelink between the codes and the cultural values that
are asodaed with them. (eg., the link between stereotypes, thevalues
they portray and the ideologicd positions they conserve)

A possible explanation for the gender imbalancein theresultsmight bethe
literacy factor. Students were required to read questions and provide written
answvers. Other Monitoring Standardstests havereveded that year ten females
havesuperior literacy skillstoyear ten mdes. Although thepossibility cannot be
completely discounted, the test items which required longer answers were not
necessarily thosewherefemal es outperformed maes, nor werethequestionsthat
were longer and/or more complex in their requirements necessarily those that
produced results with a gender imbalance.
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Theperformancedifference may dso beaby-product of thetest content. The
Media Language test used advertisements featuring women in various stere-
otypica roles. A possble explanation for the superior performance of femalesis
that femaes found more relevance in the images portrayed and were therefore
more ready to critique these representations. But as the superiority of females
wasillustrated acrossboth tests, the gender specific examplesthat wereusedin
the Media Language test cannot be a complete explanation of the performance
difference.

If the biasisnot in thetest items, afurther possibility isthat thereisabias
in theteaching and/or the culture that encouragesfemal esto develop morefinely
tuned media skillsthan maes. Thereisabody of evidence to indicate that our
culture (and concommitantly our education system and media) operatewithin a
masculine discourse. Theresult isthe comparative disadvantage of women, and
it could be argued that females have more to gain from recognising their less
favourable representation in the media and more to gain by chalengingit. In
contrast theempowered group, thewhitemiddledassmaes, haslesstogainfrom
recognising and critiquing the anomdies in the representations. Is it possble
then that the females in the test sample would be more sengitive to the images
portrayed and to the values underpinning them than the males — hence the
superior performance of females?

If this account of the gender performance difference isvalid then a partial
solutionmight befor teacherstoplacegreater emphasisontheanaysisskillsthat
areoutlined in thevaues strand of the MediaAnaysis continuum. Theperform-
anceof ma estudentsmay then beimproved toathreshold wherethey do possess
thecritical skillsto analysetheir own cultural postion. However if the premise
isaccurate, femal eswill continueto outperform maesinthisareabecauseof the
intrinsic motivation provided by the unfavourableimbaancesin cultural repre-
sentations. A change in focus is probably overdue. A large amount of textual
andyd scentresaround therepresentation of femaesinthemedia Therepresen-
tation of masculinity receives less attention and criticism. The traditiona
representation of masculinity is under threat currently from aternative repre-
sentations, stemming mainly from television. If the emergent representations of
males as caring, empathetic men isto contributein apostiveway toformingthe
socid identity of male students then these representations should come under
scrutiny. Both mae and female students could benefit from a wide-ranging
exploration of the media's representation of masculinity.

Language Differences

Not surprisingly, students from English spesking backgrounds performed
better on the tests than those from non-English spesking backgrounds. There
was no item with a variation of datistica significance in which non-English
speaking background students outperformed English spesking background
students. Thedifference was not as pronounced asthe gender difference. Again
the discrepancy does not seem to be attributabl e to the literacy dimension of the
test as questions with a high literacy component did not necessarily produce a
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ddidicaly sgnificant result. There were two related areas where English
speaking background students outperformed those from non-English speaking

backgrounds:

the ability to identify target audiences
the ability to determine audience gpped.

In the case of the target audiences, there was a datisticaly significant
differencein the performances of thetwo groups when they considered agerange
of audiences, gender preference for various audiences, dass identification for
different audiencesand thelink between target audienceand programtimedots.
Smilar problems were experienced by non-English speaking background stu-
dents when examining the audience apped of programs.

A possble explanation is that many of these non-English speaking back-
ground students read the media texts from outside the dominant reading
position. Thepreferred reading of thetext may not beeesily accessibletothenon-
English spesking background students because they are not well placed to
identify with the vaues and attitudes of core groups in society. They may see
themselves as peripheral and members of what can beloosdly termed The Other
by reason of their ethni c backgrounds. If thisassumyption iscorrect and teachers
areto address the problem it would seem that additional attention needsto be
givento the andysskillsidentified in the audience strand of the continuum.

Aboriginal and Torres Strait Idander Performance Differences

The tests did not identify sufficient numbers of Aborigina/Torres Strait
Idander students to make definitivejudgements about the performance of this
group. Therewere, however, sufficient studentsin the sampleto identify some
patterns. There was some correlation between the performance of Aborigina
students and thosefrom non-English speaking backgrounds but therewerefewer
test items, overdl, in which there wasasgnificant Satistical discrepancy. The
test itemswhi ch focussed on the mass mediacodes resulted in apoorer perform-
ancefrom the Aborigind and Torres Strait Idander students.

Given the smal sample and the variety of Aboriginal backgrounds within
that smal sample (some having English speaking backgrounds, somenot), it is
difficult to predict thetypes of Srategieswhich may lead tofurther improvement
for thisgroup other than tofocuson smilar targetsaswereidentified for thenon-
English speaking background students.

Television Viewing Differences

The corrdation between the number of tdevison viewing hours and the
performanceof studentsonthetestswasstatistically significant. Lighttelevison
users performed better than heavy tdevison users and this trend was more
pronounced with maes. Theresultsfor fema eswerenot statistically significant.
The two tests yielded different results. The tedts that required students to
andyseprint advertisementsdid not produceany statistically significant results.
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The results from the test requiring analysis of a situation comedy were signifi-
cant. Heavy users of tdevison, particularly mdes, performed at alower leve
than thelight userson the tdlevison analysistest.

How can thisresult be interpreted? Smpligtic equations such as"'the more
they watch, thelessthey know" may betempting, but could be mideading. Such
assumptionsabout theinfluence of televison may till havesomecurrency inthe
popular press, but they have been effectively discredited by research. It would
however belegitimateto concludethat smply watchingtdevison doesnot lead
to better mediaanayss skills. They haveto belearned. It isaconclusion which
should strengthen the claims of media teachers regarding their place in the
curriculum.

Eather more speculativeisthe question of why thisresult. Perhapsthe key
to the poor analyst/heavy viewer correation are the socid circumstances and
generd attitudestoschoolingof thestudents. Our resultsgaveusnoinformation
about such isues as leisure activities available to the sample group, school
performance, accessto learning resources and many other factors that might be
directly relevant to both their viewing habits and their test performance.

What do we do about thisresult? If the above speculation is correct, we as
teachers do not have control over the socid variables and cannot change the
students viewing patterns even if this were deemed to be desirable. We can,
however, arm the studentswith improved anadysisskills. Theseresultsindicate
such aneed.

The Sate-wide Profile

The evaluation project has pointed to some serious deficiencies in students
understandings. The major problems identified in the study are lack of an
awarenessand understanding of thesocia context andsocia impact of themedia,
thelack of an understanding of both ideology and themediasrolein maintaining
exiging power relationships. These weaknesses point to shortcomings in our
syllabus and our teaching grategies. We will examine these results in greater
detail.

The Social Context

Firg, theresultsindicatethat sudentscan gothrough themotions-they are
adept at deconstructing a given image. The students are surprisingly good at
textual andyd's, ableto pick animageto piecesbut unabl eto makethe conceptua
legp between the text and its context. The students problemswith linking their
textual anaysi swith wider issuesof representationis, on oneleve, aquestion of
maturity. Students do not have aworld view, asense of themsaves as part of a
wider society. Society for them is something out there that they will participate
in when they leave school.  The first problem identified, then, is the need to
furnish students with the skills to apply their andyds skillsto awider socd
context.
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Ideology and Power

TheMonitoring Standards resultsindicated that studentsgenerally lacked
the ability to discuss the mediain terms of its role as a consciousness industry .
This is a mgjor problem, as the common requirement in the syllabuses of
Austraia, Britain and Canadaisthe demand that students understand theways
inwhichthemediacirculateattitudesandvaues. Not all thesyllabusesusethese
words, someta k about waysaof thinking, waysof seeingtheworld. Thebolderuse
the term ideology. The findings of the study suggest that the central object of
mediaeducation-theability toanaysetherol eof themediai nwinningthehearts
and minds of people - isnot being met.

Implications

Thesyllabusisredly about what wewant studentsto beableto do after they
have left school. What we teach is determined by avison of the future. Wewant
students to be competent and critical users of the media - not competent and
critical for one schoaol year and long enough to passthe examination, but people
who will continueto be competent and critical users of the medialong after they
have left our care. Therefore the texts we give students to andyse at school are
smply vehicles—ameanstoanend—andthat endisthedeve opment of critical
skillswhich can be applied to any agpect of the mediain thefuture. Theexercises
we st studentsare only useful activitiesin so far asthey give students skillsand
knowledge they can apply in the future. If at the end of their schooldays the
students can talk and write intelligently only about the attitudes and values of
the texts they have studied in school but cannot apply their knowledge to other
mediaproducts, then asteacherswe havefailed. Weneed to develop strategies
that will encourage studentsto link what they do in the classroom to the world
in which they live.

Possible Srategies

What geps can be taken to rectify the problems and deficiencies identified
above? Beginningwith theissue of teaching about the socid context of themedia,
how might we go about giving studentsawider world view? A preliminary task
for theteacher isto demongrateto studentsthat any mediatext is polysemous,
that is informed by various pre-existent discourses. It will not be possible to
examinedl the available discourses on every issuebut it ispossbleto build up
over time a schemata of the avenues which might be explored. Case studies
deve oped aroundvarioustopica mediaissuescoul dbethemeanstothisend. For
example, a thetimeof writingapressngissueinour owncity isjuvenilecrime,
particularly Aborigina, juvenilecrime. Variousrepresentations of thisissueare
presented by the mediaand each representation articul ates aparti cular perspec-
tive on race, youth and socid justice.

A more difficult but exciting gpproach to widening the students world view
istouseradicd textsinthedassoom. Textswhich cut acrossthecommonly held
attitudes, texts which force the viewer to distance themsdves from the content,
texts which deny essy pleasure and evoke discomfort can be useful in focussing
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attention on thewaysthat va uesand messages are constructed. Such textsdeny
accustomed pleasures and so force the viewer into an evauation of his’her own
position visavis thetext. We have found that mogt students didike such texts,
but are sympathetic to the political clams they make and are interested in
discussing them.  On the negative dde such texts are hard to come by, often
expendve because they are outside the mainstream and, if overused, adienate
students because they deny pleasure.

Athirdpossiblestrategy isto providestudentswith somekey questionswhich
could be gpplied to current media non-fictional texts. Such questions might
include:

Through whose eyes or perspective do we get the information?

How isthis point of view constructed?

Whose voices are not heard?

Wheat other images could have been chosen to support alternativevoices?

If a key piece of information were changed how would the meaning
change?

Who hasthe power to shape the information we receive?

Who benefits from the current representations and who loses?

The second problem we identified was the inability of studentsto dedl with
issues of ideology and power in the media. Issues of power and ideology have
traditionally been skirted around in themediadassroom, often for reasons of salf-
preservation, but it hasbecome clear to us that perhaps they need to be tackled
head on.

One gpproach to theissue of ideology, or vaues, isto use old, dated texts.
Studentsaremorereadily abletodistinguishtheva uesinherentinoldtextsthan
current ones because they are often at odds with their own view of theworld. The
recognition will often be evident in their laughter. Laughter is their reqponseto
the discomfort they fed when faced with values they do not share. The laughter
can be used asaway into thetext (what was it about the extract that madeyou
laugh?) From that point it is possble to move into questions of reading. What
knowledge did you have accessto that madeyou respond in that way? How has
the class/gender/racel age orientation in the text affected your reading? The
denaturaising effect of the dated texts offers a way into the discusson of the
construction of values and attitudes.

Another strategy isto lead studentsto an understanding of there ationship
between animageand anideologicd podition by identifyingboth the connotations
and theimplied oppositionsin thetext. In theeval uation wefound that students
were experts at gootting the symbol but found it much harder to relate the choice
of symbolstoanideologicd position. Imagesaresdected for theassociationsthey
evoke. An accesshle example is from the closng minutes of Nicaragua: No
Pasaran. If students identify those images which are used to represent the
Nicaraguans and compare them to those used to represent the United States of

Americathey will begin to see apattern emerging. The oppostions congtructed
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and favoured within the text suggest to the audience particular ideas, propod-
tions and arguments about the film's position. The images are sdected for their
power to activate the attitudes and va ues of the viewer.

Conggtent across the gtrategies suggested is the implication of the need to
focus directly on the issue of sodd context and it seems to be an area not
prioritised in the syllabuses. Common to syllabuses in Canada, Australia and
Britain is a strong emphasis on textual anaylds at the expense of contextual
andyss. This could be because most texts have been written by people from a
literaturebackground; it might bethat experience hasindicated that thisisthe
mogt effective path. Whatever the reason it does not matter as long as the gods
arebeingmet. However unlesstheissues of representation, power and pleasure
andthearticulations of thesein current mediatexts arededlt with directly there
is the danger that student skills and knowledge will be limited to dassoom
application. How often arestudentsasked to analysethe congtructed oppositions
in the previous night's news broadcast?

In concluson the question of aims in media education will be addressed
briefly. The aims of mediaeducation need to be dearer to sudentsand parents.
Expectations of students need to be clearly and openly stated; teachers must
identify and use techniques to establish whether students are learning; student
progressmust be madevisibleto thewider community. Thisisnot to say that we
must embark on a campaign of mass testing. On the contrary, time wadting,
educationally suspect testing can be avoided if clear satements of expected
outcomes are provided for sudents. We need to cut through the rubric of the
syllabuses and gate directly what it iswe expect studentsto be ableto do. With
some refinement we are hoping that the continuum will provide auser friendly
guidefor teachers. They can useit to ask themsalveswhat their own studentscan
doat any pointintimeandwherethey shouldbeai mingfor next. It should provide
amodd for determining where we are heading with the students.

Weare now entering the next sage of mediaeducation. Thesyllabusesare
in place, teachers are being trained for the task, the subject has aplace on the
educationa agenda, but it isnot thetimefor complacency. The central purpose
of mediaeducation must be kept in mind if the courses are not to become nave -
gazing exerdses. We need to continue the search for new and more effective
teachingdrategies weneedto actively question our progressand determineour
path for the future. Refinement is needed.

ENDNOTES

1) Monitoring Standards in Education is an evaluation of the numeracy and
literacy skills of sudentsinyearsthree (eight year olds); seven (twelveyear
olds) and ten (fifiteen year olds) in Western Audtradian state government
schoals. It is conducted by the Ministry of Education and involves testing
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samplegroupsof studentsacrossthegtate. Thetestingin mediastudieswas
conducted as part of thetesting of literacy sKkills.

2) TheMonitoring Standardsprogram asit currently operatescalsfor testing
on asamplebasisonly. Thetests can beused to devel op profiles of students
skills and knowledge but cannot be used to compare students or teachers.
This factor was important in convincing teachers to participate.

3) Pamer, P. (1986). The lively audience: A study of children around the TV set.
Sydney: Alien and Unwin.
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Setting an Agenda for Training

Gary Bazalgette

Abstract: The British Film Institute (BFI) has provided a decade of training for teachers

In the area of media education. With currlcular changes that would see the

incorporation of media education as a requirement In the secondary English
curriculum Itbecame obvious to the BFIthatface-to-face Inservice programs would

no longer suffice. Over 46,000 teachers have little or no preparatory background In
media education, That, coupled with decreasing time and financial support for

inservice education, indicated the need for a different approach. The BFI, In

collaboration with the Open University and the BBC Production Unit, developed a
com prehensive distance education Inservice training course In media education for

teachers. This paper documents the development of that course.

R6sum6: La British Film Institute (BFI) forme des enselgnants, dans le domalne de
I'etudedes medlas, depuisdeja unedecennie. ['integration de I'etude des medias
auxprogrammesd'enseignementdel'anglaisaunlveausecondalreaamenelaBFI
d prendre conscience que les stages de formation face-d-face ne sufflralent plus.
Plus de 46 000 enselgnants n'ont aucune, ou ont peu de preparation en cette
matiere. De plus, les contraintes budgetaires et le manque de temps les em pechent
de pouvoir faire des stages de formation. Il est done necessalre de changer
d'approche. La BFl, en collaboration avec I'Open University et la BBC Production
Unit, ont done elabore pour les enseignants, un stage de form ation integre en etude
des medlas, d distance. Get article expose en detail le developpement de ce cours.

"At first | didn't know what quegtions to ask the children about the
photographs.. .Then| went on theBritish Film I ngtitute Easter School on media
education — suddenly it became dear. | could see how al the media could be
sudied asastefor languagelearning. Now (July) | can have adiscussion about
atdevidon programme | haven't seen and discuss points about redlism and
congtruction” (Letter from primary teacher, West Sussex).
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Y oulearnalotfromtrainingteachers. Overthepast tenyearsBF Education
has worked with well over a thousand teachers and advisers from al leves of
education, in short courses and conferences and in five-day residential schools,
the Easter School referred to above. And that number doesn't include the many
others that our four education officers have been invited to teach, in workshops
and seminarsrun by other people: advisers, trainers, consortia of schoals.

Butby 1988it wasd ready dawningon usthat therewerevast trai ning needs
inmediaeducationthat we, and other agenciesinthefield, couldn't possibly meet
through face-to-faceencounters. New speciadist examination courseswerebeing
st up at the levd of the Generd Certificate of Secondary Education (GCSE),
taken by dxteen year olds and at the Advanced Leve Generd Certificate of
Education (GCE) taken by eighteen year olds, but all too often thesewerebeing
taught by inexperienced people. Moresignificantly though, intermsof numbers,
there wereby then campaignsaf oot to insert mediaeducation into thecurricular
reforms that were developing in al parts of Britain, on the basis that media
education should be the entitlement of every child from the early years of
schooling.  That argument is logica, and easy enough to make as a piece of
rhetoric, but in practiceit has daunting implications, given that the government
was not planning any financial support for training or resources relating to the
new curricula.

As a cultural organisation whose remit is to foster the arts of film and
televison, the BFl does not have any statutory responsibility to develop media
education ortotrainteachers; itisour own palicy decision that doingwhat wecan
in the educational field is oneway of fulfilling the remit, while other parts of the
Institute fulfil it in other ways.

In England and Wales, the government was determined to force through a
National Curriculumbased ontentraditional subjects. arecipefor overcrowding
and conceptual overlgps. Inthissituation our pragmatic judgement wasto argue
for mediaeducation to haveabasein English, sncethat ssemed itsbest chance
of becoming abasic entitlement for eight million school aged children. Thereare
good rhetorical argumentsfor mediaeducation that permestesthewholecurricu-
lum, especidly at primary level, and there are dangers in attaching a hybrid
subject like mediaeducation to atraditional arealike English, but there seemed
tobeno practica dternative.

Even s0, that meant that in theory there were 46,000 English teachers
needing advice and training on media education, and many more generdist
primary teachers who would need to integrate mediawork into their teaching.
Although it wasapretty limited agpect of mediaeducation that actually ended up
inthe Statutory Order *, the examples and guidancegiven madeit clear that the
curriculumwas at least open to broader interpretation and that those teachers
whowanted to—and had theability and confidenceto do so—coul d develop more
flexible and imaginative versons.

These changes, however, were happening dongside other educationa re-
forms such asa drastic shift in the provision of in-service training. There were
goingtobefar fewer opportunitiesfor teachersto attend long courses, especidly
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full-time ones, and the financial base of training wasto be shifted to the schools,

who would purchasetrainingaccordingtotheir needs. Thiswould aggravatean
exiging problem: it wasvery difficult for teechersto obtain any trainingin media
education that went beyond basic introductory sessons. A 1987 report by Her
Mgesty's Ingpectors confirmed that the media teaching actually going on in

sthools tended to lack any sense of progression in learning — even though,

accordingto asurvey donethefollowingyear by BF andtheNational Foundation

for Educational Research, some 30% of schools claimed to be doing some media
education. Therewasapreponderanceof isolated topicsand projects—thesame
exercises might be tackled by eight year olds as by fifteen year olds, with little
snxe a either age of what was being learned or where it might lead.

Oneanswer, we decided, might beto devel op adistancelearning coursethat
woul d enableteachersto progressbeyond theintroductory sageandto seemedia
education as something that could be systematic and continuing. Even though
it would only reech rdatively few of the potentia audience of 46,000 plus, such
acourse would at leest serve as an exemplar for other training providers, and
might help to lift mediaeducation out of the campai gning and rhetoric stage, into
the realm of serious and coherent educational provison.

Accordingly, we entered negotiations with the Open University to develop a
package in collaboration with them. Thiswasto be afree-standing package, not
linked to any broadcast components and not, at this stege, carrying any certifi-
caion. We planned a seventy hour course, taught through five components. a
book, avideo, an audiotape, a st of dides, and ateachers workbook. A course
team of eight people was assembled, and work began in 1990.

Inretrospect, it isclear that theentire packagewas constructed back tofront.
Driven by production demands, we embarked first on the book and the videotape,
without any very clear idea of the pedagogic Strategies in which they would be
used. Itisposshble, though, that if we had tried to start from first principles, we
would still be arguing about them. We designed the book with an eye to what
books aready exiged in the field, and what we thought any aspiring media
teacher ought toknow. Thereisno shortage of bookswith impressivearguments
for mediaeducation and bright idees for ways of doing it. But mediaeducation,
in different guises such as Film Appreciation and Teevison Studies, hasalong
history in Britain and many of itsdebates are perennia ones. TheBFFsfirst book
on the subject, Talking About the Cinema, by Kitses and Mercer, was published
in 1966, and one of the most influential booksin thefield was Hall and Whannel's
The Popular Arts, published by Hutchinson in 1964. We decided that the book
had to give asense of the history, of how the debates about the medids nature,
cultural status and effects have trampled to and fro over the same ground, and
how, out of those debates, variousformsof classsoom practicehaveemerged. An
higtoricd dimension would, wefelt, giveteachersthat confidence to engagewith
these debates on their own terms, rather than imagining that there is an
intimidating and established body of knowledge to which they must defer.

Atthesametime, thebook obvioudy hadto giveasenseof theexcitement and
immediacy of working with children in dassooms. We accordingly commis
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soned twenty teachersat al levels of education to write short accounts of their
own practice: someat micro levd; someat themacro levd of planning and policy.

Thismode of atwo-part anthology, part historicd review and part contem-
porary experience, remai ned our workingbaseasweturnedto other components
of the package. But asthey grew, we redised that we needed more hi the book.
More origina writing was commissoned: guides to the different traditions of
thought coming from cultural studies and sociology; studies of pedagogy and
learning. Onequestion still remained: what linked the debates of the 1960sand
1970sto the practice of the late 1980s and 1990s? What did wethink teachers
ought to be thinking and doing? What the book needed was apivot, apoint which
made sense of how we had anthol ogised both past and present.

By now wewererefining our ideasabout the conceptual basisof the package
asawhole. We had agreed to take as our framework the six-part "Key Agpect"
structure of broad headings which was first outlined in our 1989 book Primary
Media Education: A Curriculum Satement?. Developed by a group of primary
teachersand advisers, thisframework attempted to link and adapt anumber of
the key concepts currently taught to students of fourteen years of age and ol der,
to the group's own perceptions of children's initial understandings about, and
interestsin, themedia.

Figure 1.
Chart of Key Aspects

- Who produces a text; roles In production process;
MEDIA media Institutions; economics and ideology: Intentions
AGENCIES and results.
R Different medla (television, radlo, cinema, etc.); forms
MEDIA : (documentary, advertising, etc.); genres (sclence
CATEGORIES | fiction, soap opera, etc.); other ways of categorising
- 4 texts; how categorisation relates to understanding.
MEDIA What kinds of technologles are avallable to whom,
CHNOLOGIES how to use them; the differences they make to the
TE production processes as well as the final product.
MEDIA How the medla produce meanings; codes and
LANGUAGES conventions; narrative structures.

How audiences are Identified, constructed, addressed
and reached; how audiences find, choose, consume
and respond to texts.

MEDIA
AUDIENCES

MEDIA
REPRESENTATIONS

The relation between medla texts and actual places,
people, events, Ideas; stereotyping and Its
consequences.
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Many media education curricula are basad on a series of axioms. For
example, Ontario'sresourceguide, Media Literacy, haseight Key Concepts, each
of which asserts aprecept: "media contain ideolo%!cd and value messeges” or
"form and content are dosdy rdated in the media™” But thereis not aclear link
between these precepts and the multiplicity of dassroom activities or "coping
drategies’ offered in the pages that follow. Are the precepts teaching gods, or
first principles? Itishard totell, and it iseven harder to tell how onewould plan
or evauate children'slearning (as opposed to dassoom activities) in relation to
them. It ought tobepossibletodeviseacurriculum framework that encompasses
both gods and first principles, and is cgpable of being mapped on to the
progresson of children's learning, without developing a mechanistic one-thing-
after-another syllabus,

A paper by Eke (1986), oneof the Primary M ediaEducation working group,
criticised "the tendency to break down mediaissues'theory into smdler "logicd’
components' after which "it is difficult to avoid the temptation to sequence the
fragments logicaly in terms of difficulty...and to teach on thisbesis' . The
group's own investigations into children's talk about the media expanded this
idea V ery young children were clearly making judgementsand hypothesesthat
could belinked, conceptudly, to key issues of mediatheory, "Blue Peter's more
rederthan BugsBunny"°isamodality judgement, focusingontheredity status
of texts, but drawing on generic knowledge and askilled reading of audiovisual
techniques and conventions. "They never let the baddies win" not only summa-
rises generic conventions but dso contains the term "they" which is capable of
devel opment towards an understanding of mediainstitutions, economic determi-
nants, waysof address ng audiencesand circul atingtexts. Any conversationwith
children about media has these theoretical connotations. In the end, it is not
crucia exactly which working concepts are chosen for acurricular base. But any
curriculum map of mediaeducation, whatever conceptua ground it covers, ought
to be capable of interpretation in both horizontal and vertical dimensions, likea
geographica contour map. It ought to ddlinegte the range of concepts, but at the
same time we have to be able to read the different levels at which each concept
can be thought about and discussed, from the most basic principles or generdi-
sdions, to the most complex and sophidticated interpretation. Inbrief, it hasto
beboth accessibleand challenging. A list of axiomsrunstherisk of being neither.

That sad, it must dso be recognised that we learn from our teaching.
Consequently, any curriculum framework should be provisona. Our Key Aspect
framework is, perforce, arecurrent thread in the package, atool for measuring
progress, generatingquestions, and planningactivities. Tosupportit, asubstan-
tial chapter outlining the Key Agpect framework was added to the book.

Thesixty minutevideo component was made by the BBC Production Unit at
the Open University, which introduced the practices and procedures of athird
institution to the BFI-OU collaboration dready in place. Television production
schedules are inexorable, and the video had to be made in the autumn of 1990
whether wewereready for it or not. Pragmatically, weknew therewereseverd
tasksthevideo had to perform. It had to offer audiovisud textsfor andyss, and
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there was no time for aleisurely review of cinema and broadcasting to find the

perfect exemplar. Onewell-used tactic was chosen: beginning the entire course
raw, as it were, by showing the opening of a feature film and asking people to
i dentify their ownresponses, their ownquestions, their own predictions- onthese
wewould build the conceptua framework of the course. Thefirst few minutes of
Celiawerechosen: an Australian film by Ann Turner which interestingly mixes
fantasy and palitics, and which has a child protagonist.

Adoptingthistactic for adistancelearning project created itsown problems.
Facetoface, itispossbleto draw out peoples comments and show how they link
to the conceptua framework. Tothe comment "l think it'sahorror film" onecan
respond ""how do you know?', and then draw out the student's own knowl edge of
category, identifying that as a worthwhile basis for further questions and
investigation. But in designing print and video for an unknown audience, there
isnoguaranteeof regponsesunl essthey areanticipated, andthereby pre-empted.
Thereisnosmplesolutiontothisdilemma Wesupplied alot of workbook notes
-far morethan originally planned— but it dso ssemed important todemonstrate
the conceptua framework in action on thevideo. Choosing aromantic, soft-sall
Italian tdlevison commercid for pasta, avoice-over waswrittentotakeviewers
through adowed and paused version of the commercid, to show how each Key
Aspect could be brought to bear on thetext and illuminate it in adifferent way.
Intheworkbook, asat of noteswasprovidedthat challengedthevoice-over, asking
readersto think again about what wassaid and to consider how far they feltit was
justified. Thevideo then providesanother text - aBBC programmetrailer - for
the package users to analyse on their own, using questions and notes from the
workbook.

In devisngthis part of the package we were on familiar ground. Wehad all
done exercises with teachers in the analysis of texts, using this conceptual
approach. Providing dides and audiotape, we could dso enable students of the
package to undertake standard exercisss in image andlysis and in making a
photo-story with a sound track. All this was based on the sound principle of
darting where the students are. showing them that they aready have knowl-
edge, understanding and skillsthat they can use and deveop.

Atypica procedurein many trai ningcoursesisto movefromthissort of work
draight into dassroom activity, either leaving the trainee to work out how the
activity is supposed to link to the conceptual signposts dready set up, or on the
basis of pure assartion: "thisactivity will teach children to..." or "by doing this,
pupilswill learn that..."

We were not happy with this gpproach. We felt we had to start with our
students own levels of understanding, hence we should be encouraging themto
dothesame. But how could we demonstrate the significance of their students
knowledge and understanding? We could not literally do this, but what we could
dowasto provide both video and audiotape of children's activitiesand talk, and
demandananayssof both, intermsof what kindsof knowledgeand understand-
ing were demonstrated, and what kinds of learning seemed to be going on.
Working with smal groups of children aged six, ten, and twelve, we taped
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discussions of two items already included in the package - adocumentary style
photograph and thepastacommercia . Wesd ected teachersof threedifferent age
groups (seven, thirteen, and sixteenyear olds), and filmed them at work in their
dassooms with their students.

Herewecameup againgt thepeculiar difficulti esof mediaeducationtraining.
If one is teaching people to andyse the way texts are constructed and to
interrogate their conventions, one cannot just show dassroom practicel  In
piloting sections of the package our nicefilms of busy children were shredded by
our newly critical students. Questions on the audiotape were pilloried. The
answer, and it isinevitably apartial one, wasto demand that the package users
focus specificaly on the problem of representing classroom practice through the
media. Any medium— print, audio, video, photography — involves choices. of
words, of framing, of editing from severd hours down to a few minutes. In
confronting these choices through both anaytica and practicd tasks, our
studentsinvolve themsavesin mediaissues and educationa issuesat thesame
time.

Dedlingwith these problemsgot usto thestage of identifying and producing
the content of nearly all the components, but in terms of the package's pedagogy
wehad only gotten through stageone. Most guidesto mediaeducation stopthere;
you havethe conceptual picture, you havetried out afew useful activities- goout
thereanddoit! Wewantedtodomore. Wewantedtoreturnto, and openup, some
of the intractable critical debates that shook media education in the 1970s and
have tended to be siwept under the carpet in the rush to make mediaeducation
arespectable curriculum subject for the 1990s What ever happened to ideology?
Wheat happenedtopleasure? And goingbackfurther ill, what happenedtovaue
judgements and aesthetics? These are by no means dosed subjects from an
unfashionable decade. We devisaed athree-sesson unit of the package that met
thesedebateshead on, revisiting suchtextsastheM acCabe-M cArthur debateon
realism® and Judith Williamson's "How Does Girl Number Twenty Understand
Ideology?" *, but asking students to engage with them in terms of their own
motivations, practice and gods here and now.

Prompted by the Ingpectorate's critiques, we dso wanted to tackle progres-
gon in learning.  The major difficulty here was that there is practicaly no
evidenceto use virtually no one gets achanceto teach mediasystematically to
thesamechildren over severd years. Thisunit thereforebecamevery hypotheti-
cd, asweasked studentstorevisit thetapesof children'stalk andwork at various
age leveds, and to think about the differences. The problem is that one cannot
extrgpolate progresson in learning from developmenta evidence.

Speeking of a 1940s documentary photograph, the 6-year-olds say "this
pictureéssomethingred.” What do they mean by this, and how doesonefind out?
Twelveyear oldslooking at the same photograph say "it doeslook abit fa se*yeah/
it doesn't look redigtic." Areboth groups recognising the documentary intention
of theimage? Aretheolder students ableto focuson what theyounger oneshave
missed, or are they reading it differently? And what difference would it maketo
those six year olds understanding if they had the opportunity to take different
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Figure 2.
Bert Hardy Photograph

photos of asubject and to explore their ownjudgementsabout what they think is
real and what they think isnot red? We cannot answer these questionsyet, but
we can at leedt dert teachersto their complexity and importance.
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Finally, it seemed crucial that the packagesusersshould not just learn about
mediaeducation asasat of teaching and |earning concerns, but that they should
be able to place those concerns in a gtrategic context. Where would they locate
mediateaching? How doesit relateto their own curricular requirements? How
would they promoteit in their own ingtitution or their own region? Again, the
debates anthologised in the book feed in a this point, as we ask the teechers
studying the package to plan aterm's work, and to prepare a presentation on
mediaeducation for an audience of colleagues or parents.

Not everyone using the package is going to take it on asafull seventy hour
course®. It isconstructed in sixteen sessions, someof two hoursand someof four,
organised into five units. Thereisdso asubstantial amount of reading between
ss50ns. Wehaveassumed that itisat least aslikely that trainerswill adapt and
sect from the package according to their own time constraints and needs, and
we indicate some ways of doing this. Nevertheess, our intention al aong has
been to set anew agendafor training. Any educational trainingthat failsto link
theory to practice, that offers teaching based on predetermined activitiesrather
than on children's learning, will not redly meeat teechers needs, however
accessible it may seem at first sight.

Inthefinal andysiswedo not want to train teachersto think that they know
ital - or eventhat they could know it dl. Thefinal session of the packageisopen-
ended, inviting teachersto define and undertake their own dassroom research,
taking the work of the package on into their own practice and into as yet
unanswered - or even unformulated - quegtions, of which there are many.
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Two Dimensions of Teaching Television
Literacy: Analyzing Television Content
and Analyzing Television Viewing

Barbra S. Morris

Abstract: Students engage in basic content research they design and com plete for
themselves and learn not to make unsubstantiated generalizations about text, or to
employ totalization In criticism. Students formulate a precise research question
about television text, hypothesize about what they will find, log and categorize
findings, and Interpret and report results in light of the original hypothesis, using exact
evidence from the text. Similarly, students must conduct viewer analysis In a
systematic fashion: responding to and designing questionnaires for focus groups
and engaging In analytical discussions. Sample student writings, originating from
college-level research into sports programming, Indicate development of television
literacy.

Resume: Les etudiants concoivent et completent par eux-memes des projets de
recherche elementalre. Us apprennent a evlter les generalisations sans fondement
au sujet des textes etudies et a ne pas etre absolus dans leurs critiques. Us posent
d'abord des questions précises au sujet de textes de television. Us formulent ensuite
des hypotheses au sujet de leurs constatations, notent et categorisent les résultats,
les interpreted et font ensuite rapport des resultats en se referant a I'hypothese
originate et en se basant sur des preuves qu'ils auront puisees dans le texte. Les
etudiants dolvent aussi proceder a une analyse system atique des spectateurs en
repondant a un questionnaire qu'ils auront eux-memes concu pour des groupes
cibles, et en precedent a son analyse par des discussions. Des textes, prepares par
des etudiants de nlveau collegial dans I'etude de la programmatlon des sports
montrent un développement certain de la connalssance du média de la television.

Interest in teaching critical thinking about televison has increased in our
schools. Asyet, however, toolittleisknownabout how dassroomteachersusethis
subject matter to promote students intellectual engagement and academic
development. Perhaps one way teachers might inform each other about their
teaching drategies would be to explain their own teaching approaches and
reasoning behind them, describe typical dassroom scenarios and, findly, illus-
trate sudents development of televison literacy with samples of their work.

In my own experience as a college teacher of tdlevison andyss, | have
learned to combine dose classroom study of content with requiring students to
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reflect on their own and others viewing responses. These two dimensions of
teaching appear to work well together in motivating and promoting students
televison literacy.

In Reading Television, Fiskeand Hartley (1978) dressthat thefirst tepin
televison content research is ascertaining precisdy what is in the text. They
indst that "The starting point of any study of televison must be with what is
actually thereonthescreen” (p. 21). Their straightforward postion, advocating
careful collection of evidence upon which to base televison criticism, argues
againg impressonigtic, superficia assartions about what is bad or good in
programming. Similarly, Brummet and Duncan (1990) labdled the practice of
making genera claims about al of televison content as the problem of
totalization or generdization about televison content as if al experiences of
televison-watching can be reduced to one category. They say that totalizing
maskscritical digtinctions, meaningthat "important differencesamong members
of any category are overlooked” (p. 225).

Moreover, lack of differentiation among teevison-watching experiences
often leadsto an assumption that al viewersrespond similarly. Thenotion that
large numbers of viewers passvely accept television content, regardless of its
quality, and without discriminations, issummarily dismissed by Liebesand Katz
(1990):

"Domedtic audiences are not homogeneous entities. The ethnic and cultural
communitiesthat makeup most societies, not to spesk of theaggregatesof age,
education, gender anddlass, areall different enoughtorai sethepossibility that
decodings and effects vary widdly within any given society” (p. 8).

In contrast to generdisations about television-watching experiences and
effects of the medium, then, teaching television literacy begins with careful
investigations into the actual complexity of texts. Equally important, literate
televison viewersdemongtrate willingnessto reconsider their own responsesto
any text. Analytic viewers understand that they read from their own unique
perspectives, and individual readings necessaxily differ from oneanother in levels
of insght into textual meaning.

In fact, it is the variety and vitality of content/viewer relationships that
emerge as intriguing aspects of dassroom teaching about televison. Therefore,
asimportant asit isin research into televison content to be accurate about what
actually appearsonthescreen, it isequally important to understand and respect
the enormous number of factors that determine any viewer's reactions to any
recaived televison text.

Although onefrequently hearstheassertionthat viewersareharmed by what
they watch onthescreen, assuming all tel evision-watching isnegative overlooks
the multiple roles viewers themsdves say televison sarves in their lives. For
example, in response to aquestionnaire distributed in winter 1992 to students
who were beginning my televison andyss course, a student observed that
televison had hel ped her adjust to adolescenceby establishing her ssnseof being
connected to society, despite feglings of isolation from her immediate family:
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"Whilel wasgrowing up, my best friend and teacher of what few socid <kills|
possesswas TV. | wouldn't listen to my parents, but | paid attentionto TV.
When | didn't likewhat it was telling me, | merely switched channds until |
found avoice with which | could emotionally and/or intdlectually unite.”

Here is a not uncommon instance of a viewer reflecting upon postive
interactions with televison. This student recdled journeys through the text,
again and again, finding compatiblevoicestherethat filled agapin her life. Those
who condemn tdevison for its negativeimpacts on society, eventhough many of
these concernsarejustified, need to be equally willing to examinewaysinwhich
televison provides positive empathic connections or socid linksfor members of
the TV audience who experience aienation from their own lived circumstances.

Aswe develop televison literacy in schoal, then, we need to be aware of a
meaningful socid community televison has provided for many members of its
audience. The dassroom where televison analyss takes place can be aplace
where students freely speculate about problems and benefits of their viewing
higtories. Inthissort of academic climate, studentscan avoidthelimitingaspects
of totali zati on about either television content or viewer reponsestoit. Televison
literacy, in other words, can combinedose analysisand criticism of televised text
with doseanays sand discussion of how and why viewersinterpret textsin the
ways they do.

Television Content Analysis

Because of the daunting amount of televison content available to study,
teaching television literacy is more manageable when students begin with very
precise examination of actual details of text. Furthermore, academic study of
television ought to depend on accurate documentation. Toward that end, then,
| ask students to begin their tdevison criticism by deveoping well-focused
content research questions. Once a precise research question is formulated,
studentsbecomebasi cresearchers; inlogging and coding content outsideof dlass,
they determinethe presence or absence of whatever featuresthey havedected to
sudy. Oncethey haveactual datato analyzeinhand, interpretations of possble
effects of the text begin.

During the fourteen weeks of atypical college semester, my students have
timeto study four genres of content: sports, news, commercids, and dramas. In
thefirst section of this paper, | will refer only to thefirst genrethat westudy, the
production and presentation of sports on television, to illustrate students dose
textual analysisWe have no trouble locating sports texts for our discussons.
American tdevison has embraced live tdevised sports-cagting; in fact, al the
mass mediacontribute daily to promoting generd awarenessof variouskindsof
goorts matches, or athletes, or persons connected to sporting events.  Even
studentswho claim that they rarely watch televison since they entered college
nevertheessreport that they keep abreagt of favouriteteamsor athletes, either
through newspapers or magazines or occasond broadcasts of the premier
continuous sports-broadcadting network on American tdevison: ESPN. Very
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few students say that they have never followed any sport whatsoever, and they
aredl, regardless of their attitudes toward sports-cegting in general, aware of
many major figures in the sports world. After more than a decade of teaching
content analysis, | find that sports, because it is a universally familiar topic to
students, offers a good place for them to begin serious televison study together.

Despite their familiarity with sports programming, most sports fans relate
uncritically to the representations of sporting eventsontelevision. Itisamost as
though viewers think they are watching unmediated direct transmissions of
athleticcontests. Therefore, sportscontentisaparti cularly eye-openinggenrefor
exploring constructions of stories about athletes, or matches between teams, as
well asinvestigating how our perspectiveson, and pleasuresin, entire sporting
events are created. Research into televised sports emphasizes study of the
cregtion of stories about people and events and ultimately workstoward prepar-
ingstudentsfor their studiesof storiesabout i ndividual sandissuesin newscadts,
the genre immediately following sports.

While it is fairly obvious to regular sports watchers that recounting of
athletes pagt exploits occurs in gportscads, the waysthese stories aredramati-
cdly congructed and presented within a program may not be quite so evident.
Indeed, just analyzing the powers of commentators as story-tdlers introduces
sudentsto consderinginput intoviewers attitudestoward content. Ordinarily,
mogt interpretations by commentators of visual text throughout asportscast are
well-accepted ingredients of the whole experience. To develop academic televi-
son literacy, however, | encourage students to research narrative positions of
commentators during atypica sportscast. 1ndoing o, | know studentswill dso
learn how illusions of authority are developed in telecasts.

One method of encouraging televison literacy, then, is to turn students
attention to observingavery few e ementsin atelecast that hel p shapethewhole
broadcast. For ingance, one student (Mary) decided to focus on developing a
better understanding of how commentators narration related to visuasin a
broadcegt of theUnited StateFi gure Skati ng Championships (ABC, 11 January
1992, 911 p.m.). She posed three research questions. What are the physica
rel ati onshi psbetween commentators and on-cameravisua s?\Which relationship
ismogt frequently employed?What effects might the rel ationships of commenta-
tor to imagery have on aviewer's reading of the content?

All students log and then categorize or code whatever features they dected
tostudy inactual broadcast programs. Intheir papers, they display their findings
in charts before analyzing the possble effects of those features on audiences,
soecificresearch dwayssarvesasthebadsfor their interpretations. Duringtheir
research, however, new discoveries about televison content invariably take
place

Mary, for example, hypothesized that she would find three predominant
categories of commentator-to-visua relationships; (1) voice-overs, duringwhich
aviewer hears only the commentator and sees something dse (2) face-to-face
cameraeditoridizing, duringwhich the commentator, when lookingdirectly into
the camera, appears to look directly at viewers, (3) face-to-face interviewing,
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during which acommentator gpeaks with someone dse on-camera, occasondly
looking at viewers, but ordinarily spesking with the other on-camera person.

In a short research proposa prior to beginning her logging of the figure
skatingcontest, Mary said shebdieved that voice-oversduringtheactual athletic
performance, or category one, would predominate during the broadcast. Her
hypothesisproved to becorrect. What Mary did not anticipatefindingwasaneed
to subdivide thisfirst category of voice-over into three sub-categories, (1) voice-
oversheard duringaskating routine, (2) voice-oversemployed duringamontage
of text replays or during an in-depth report of athletes, and (3) voice-overs used
asseguesi ntoand out of commercia breaksor programannouncements. AsMary
conducted her research, dose analyss of tdevison content heightened her
awareness of and appreciation for thetext'soveral complexity. 1n highly focused
research, astudent's devel opment of television literacy begins with dose exami-
nation of an aspect of content, yet it leads student researchers to discover and
digtinguish amongother, unexpectedfeaturesinthetext. Mary'sdepiction of her
precise findings about frequency and use of voice-over commentary in aone hour
figure-skating sportscast reveded the following:

Types of Camera/Commentator Number of
Relationships Occurrences
Voice-overs within a routine Total: 75

(Average=

125 per routine)
Voice-overs within a montage/ Total: 02 ongoing
report voice-over throughout)
Voice-overs as segue or stall Total: 18
Face-to-camera editorial Total: 13
Face-to-face interview Total: 03

In addition, for her research paper, Mary needed to log exact examples of
voice-over commentary, and this led to her undertaking some preliminary
rhetorical analysi sof thelanguageof commentary. Toquotefromherconclusions
about her findings:

"Asyou can seg, the findings partially support my hypothesis. The category
'Voice-overs within arouting' greatly outhumbers the other kinds of commen-
tary. My hypothesis, however, did not distinguish between typesof voice-overs,
0| neededtolook at threesub-divisions. | logged and noted each separatevoice-
over as asingleinstance of verba narrative; when voice-over sopped for two
seoonds or more, | considered atwo second break sufficient to indicate a new
voice-over had gtarted. | found that the majority of commentary was dedicated
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to educating the viewer about the sport and the quality of performance. The
agppearance and tone of commentators made mefed asthough | was getting an

authoritative ingde story. For example, when | first saw Al Michaelsand Dick

Button, they were wearing matching tuxedos. Peggy Fleming wore an elegant
evening gown andjewelry. Thevisuds suggested high quality competition to
me, whilethe excitement of their voices apparently was meant to persuadethe
audiencethat the competition wasworth their attention. Because of commen-
tators dignified gppearances, viewersarenot likely to question their expertise
and judgements. ...Voice-overs often contained persond insights into the
hedlth, well-being, and preparation of the skaters. | found the commentators
were trying to eese any disappointments in performances with consoling
remarks, Button cdled Harding a ‘dedicated, gusty, true-blue competitor'.
Heming, however, provided insght into the extra effort of Kerrigan : "That

waan't even scheduled into the program,” she remarked about a triple-toe,

double-toe combination.

Now that I have completed this preliminary study, | wonder if similar typesof
commentary aremadein other sports, and how commentary might changefrom
oort to sport. | am beginning to be aware of what isn't in ice-skating voice-
overs. tough anaysis and very complex evauations are absent. The commen-
tators apparently assume that we want to hear only supportive and positive
voices Now, | aminterestedinwhy theeva uationsaresolimitedandwhothey
think we are”

Mary's careful content analysis led her to ask new, more probing, questions
about thetext, far beyond her initial inquiry. Her emerginginterest intheeffects
of tdevison commentary and reasons behind the tone being established by both
visuds and voice-overs, and her questioning of assumptions about audience
interest bringher toward increas ngly sophi sti cated questi oning of content, while
her broadening perceptive insight displays adeveloping tdlevision literacy.

Analyzing Television Viewing

Studentsordinarily begin the study of television believing that they already
know the content well enough, and they won't haveto work very hard analyzing
it. Once they begin dose content research, however, they redize their
understandingshavebeenfairly casua. Moreover, studentsrarely havethought
about whether viewers read television differently from one another. In order to
introducetheval ue of critical dia ogue about television content and to encourage
expression of various points-of-view about it, | often bringto dassbrief question-
nairesfor studentsto complete. Inthesequestionnaires, studentsfrequently say
how important television isto them. At thesametime, as Luker and Johnson's
"Television in Adolescent Social Devel opment' (1989) indicates, sudents ssdom
haveopportunitiesto discusswhat tedevisonmeanstothem. Indassdiscussion,
however, students speculate about the presence of meaningful messagesin the
text about behaviour, attitudes, and vaues, and they redlize that these received
idess need to be questioned much more profoundly. With even the briefest
questionnaire answered before group discussion, participation by everyone in
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dassdiscussonsimprovestremendoudly.

In the past, when | did not ask for written regponses to samples of text
screened indass, relyingtotally on students spontaneous ora observationsto
them, some students ssimply would not be interested in examining their own
attitudesin comparison to those of others. Perhapsthey would ligen silently or
did not bdieve their own responses were valuable. But when everyoneviewsa
ssgment of tdevison text in dass followed by a brief questionnaire to be
completed about thescreening, and | illustratenumbersof Y ES/NO responseson
the blackboard, we are beginning dass discussion from apoint of full represen-
tation and participation. Indeed, | feel the collective energy of the dess, as a
whole, increases as we consder reasons behind differing responses to the same
text.

The questionnaires generate both quantitative and qudiitative information.
Some gquestionssimply ask for either aYES NO response. Some questionsask
for one word descriptions of individuals who have gopeared in the tdlevised
segment. Other questionsmay requireidentifyingorrankingfeatureshi thetext,
in their perceived order of importance. For example, in asegment from asitcom
or sogp opera, students might rank the generd attractiveness or the power of
individual characters in the scene.  In the lest casg, ranking is followed by
considering issues of acceptance or rejection of characters and the practice of
sereotyping peoplebecauseof visual appearanceor leve of languageintdevised
drameas.

Sometimes students are asked to form focus groups outside of dass to
investigate responsesto programsby peoplethat they regularly watch television
with. For example, many of my undergraduates have programs they watch in
their dormswith others. Studentsregularly report years of devotion towatching
certain programs, and they spesk of some characters as though they were
members of their own families.

Thisyear, one of my students (Tory) dected to develop a questionnaire to
distributeto her dorm-watching buddies, dl of whom met weekly together to sse
the program, "A Different World". She developed thefollowing list of questions
for themto answer:

Approximatey how long haveyou been watching this program?
How often do you watch this program?

Wheat isit about this program that kegpsyour interest?

What was the main theme of thisweek's episode?

Didyou enjoy thisepisode? Why or why not?

Who doyou fed isthe best actress on the program and why?
Think back to when you first began watching"A Different World."
How has the program changed?

Woas this change positive or negative? Explain.

Flease give abrief description (1 or 2 words) about the following
characters.
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Please give a brief description (1 or 2 words) about the following

characters;

DwayneWayne Whitley Gilbert
RonJohnson Kim Walite
Jdesa Taylor Freddy
Terrence Mr. Ganes

All of her respondents indicated that they had been watching this program
for ax or sevenyears. Tory analyzed their responsesto her questionnaires and
a0 asked questions directly to al respondents after they completed the forms.
Shelearned that her viewers preferred this program becauseit dealt with issues
that they were concerned about: sexud harassment, racism, tuition codts,
politicd trust, valuesand motivesamongfriends. Inher paper anayzingviewer
responses, Tory quoted from severd questionnaires, illustrating her viewers
concerns. One response that represents extended historical perspective reed:
"The program now deds with more universal issues than when it began. The
characters have grown up and the stories have more depth. It isno longerjust
a comedy."

Afterfocusgroup projects, each student presentsher or hisfindingstotherest
of thedassfor general discussion. For thiskind of presentation, studentsprepare
aone-page abstract of exactly what text was studied, and by whom, followed by
asummary of findings (with relevant illustrative quotes) and an interpretation
of findings. Thesesummary presentationsserveanumber of functions: (1) Weall
learn more about viewers responsss together, (2) Students own  viewing
experiences and peer groups are valued, (3) Discussion after each presentation
helps create and solidify us as acommunity of researchers in our classroom.

In the discussion that followed Tory's research into attitudes of her friends
toward "A Different World", we discussed ways in which characters in this
program solved their problems. L uker and Johnson (1989) suggest thefollowing
useful stages of such program discussions  "Edtablish the facts of the conflict,
establish the perspectives of the central characters, classify the coping style used
by the main character, explore dternativeswhich the main character could take,
and consider the consequences of each dternativeboth for themain character and
the fail" (p. 52).

Theresearchthat Tory completed outsideof dassset thestagef or anin-depth
examination of a sample program of "A Different World" in dass. She led the
discussion, with members of our dass involved in interpreting program content
aswadll. Establishing the importance of this program among regular viewersin
their own agegroup beforeanalyzingitin dasscreated agreater senseaf urgency
about understanding what the program'smessages actually were. As L uker and
Johnson (1989) point out: "It isimportant to be systematic intheuseof tdlevison
showswith adolescents. The lessonsthey offer maybeobviousto adults, but they
are likely to be hidden from adolescents - especidly if the problem portrayed on
televison is the very issue with which they are having difficulty” (p. 51).
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content indevel oping students academic and analytic abilitiesare eesewith text
and the depth of information they bringto their research. Beyond those benefits,
however, isanother advantage: television content anaysis legitimizes students
own experiences and insights both outside and inside school. Too many students
do not think their life experiences count in their own education. The lessonsand
samples of sudents work in this brief paper are, | hope, examples of how

televidon literacy, as a dasroom objective, can promote both serious textual

criticism and thoughtful reconsideration of the importance of ones own role in
interpretation of content.
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The Second Spring: Media Education in
Canada's Secondary Schools

John J. Pungente, SJ.

Abstract: Media Education in secondary schools has begun to develop In the
western Canadian provinces. There Is also some Interest being shown In the subject

In the Atlantic provinces. Quebec has its own stand on Media Education. In Ontario

- where more than one third of all Canadians live - Media Education Is very much
alive. The Ontario government has mandated the teaching of media within the
English curriculum for grades seven through twelve. There are a number of resources
available for teachers and the Association for Media Literacy provides Information,
workshops, summer schools, a newsletter, and In-service training In media.

Resum£: Get article suit le developpement des programmes d'etude des medlas

a trovers le Canada. L'etude des medlas dans les ecoles secondalres a dejd

commence a se developper dans les province de I'Ouest et les provinces de

I'Atlantique se montrent Interessees par le sujet. Le Quebec, pour sa part, a sa
propre position sur la question. En Ontario par contre, ou Ton retrouve plus d'un tiers
de la population du Canada, I'etude des medlas est tres active. Le gouvernement

ontarien a decide d'inclure I'etude des media dans son programme d'anglals de
la septleme d la douzleme annee. De nombreusessources d'informatlon sont 6 la
portee des enselgnant(e)s et ('Association for Media Literacy (AML) leur apporte un

soutlen pedagoglque d l'alde d'atellers, d'une ecole d'ete, d'un bulletin
d'informatlon et de stages de formation en etude des medlas.

INTRODUCTION

In 1922, Lewis Sdlznik, the Hollywood producer, isreported to havesad: 'If
Canadian goriesareworthwhilemakingintomovies, then companieswill besent
into Canada to make them.” Sdznik's dismissve words encepsulate a not
uncommon attitude among some Americans to their northern neighbours.
Canada, inthisview, isnot aplace whereinteresting things happen; al thegood
dories come out of the USA.

But in one areg, at leadt, this presumption is manifestly untrue. The
interesting gories in secondary school Media Education in North America are
Canadian gories.
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From the late 1960s until the mid 1970s, the Americans developed a series
of secondary school Media Education projects that showed great promise.
Unfortunately, mogt of these projectswereshort-lived for any number of reasons.
At present there are only ahandful of significant Media Education programsin
the USA

In Canada, by contrast, secondary school film courses blossomed in the late
1960s and the first wave of media education began under the banner of "screen
education." An early organization called CASE (Canadian Association for Screen
Education sponsored the first large gathering of media teachers in 1966 at
Toronto'sY ork University. Participantscamefromacrossthe country. Largely as
aresult of budget cuts and the genera back-to-the-basics philosophy, thisfirst
wavedied out inthe early seventies. But in the 1980s and 1990s there hasbeen
anew and stronger growth of secondary school Media Education, particularly in
the province of Ontario.

Canadaisavadt nation— thethird largest in theworld now that the Soviet
Union has broken up — with a relatively smal population of about twenty six
million. In fact, there are more people in the state of California than in al of
Canada. Canadasten provincesandtwonorthernterritorieseach havetheirown
education sysem. With responghility for education resting in the hands of the
provinces, therearedifferencesin how each provinceded swith MediaEducation.

The Provinces of Western Canada - British Columbia,
Alberta, Saskatchewan, and Manitoba

British Columbiadoeshaveprovision for someoptiona useof mediacourses,
but thereisno mention of it in official Department of Education documentsother
than one optiond course at the senior level on Writing for Journalism. Some
secondary schools teach televison production courses as a preparation for a
career inthemediaand afew of these schoolshaveindicated that they would like
to add aMedia Literacy component to such courses. But thereis no educationa
training which would provide teachers with abackground in Media Literacy.

Y et inthesummer of 1991, agroup met inVancouver toformaMediaL iteracy
Asodiation. Members of the group included representatives from secondary
school teachers, university professors, the Nationa Film Board of Canada,
MEDIA WATCH (awomen's group), The Knowledge Network (British Colum-
biaseducationd television station), Canadian Filmaker DistributorsWest, and
amagazine caled ADBUSTERS. The Asociaion was officialy launched in the
spring of 1992. Itsaim isto develop and implement educational drategiesthat
will foster and promote understanding of how mass media products are created,
and how they influence Canadian society.

Teachers and education officids in the province of Alberta are dso very
interested in MediaEducation. Since 1982, Viewing has been one of the strands
that is required across the curriculum. ' Unfortunately there are no teacher
trai ning coursesor other support materia sand few teachersactualy teach about
themedia Thereishopeforthefuture duein part to the strong interest of both
the public and Catholic school boards. Early in the 1990s groups such as the
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University of Alberta, The Society for Instructional Technology. The Alberta
Asociation for Curriculum and Development, and the National Film Board of
Canada held severd conferences on Media Education. This is a beginning but,
like British Columbia, thereisadong way to go in Alberta

Teachersinterested in M ediaEducation have moresupport inthenei ghbour-
ingprovinceof Saskatchewan. ThereMick Ellis, theAudioVisua Consultant for
the Saskatoon Board of Education, and a group of Saskatoon educators founded
MediaLiteracy Saskatoon (MLS) inJanuary of 1988. MLShasasitsgods

to establish and maintain communication among educators,

to advocate for the development and integration of media literacy in
educationd curriculg;

to influence educational policy makers;

to provide professiona support; and

to maintain contact with Canadian and international media literacy
organizations.

This support group for teachers of media has developed three programs -
Tdemedia, Newsmedia, Kidmedia- for usein the schoolsand haswritten aunit
of study in Film and Literature for the senior English course. They have dso
developed aMedialL iteracy curriculumthat extendsfrom primary through tothe
end of secondary school. Thisisinlinewiththeir bdief that MediaL iteracy should
be integrated with any and al agpects of the school curriculum from the earliest
years of school to its completion.

In 1991, ML S became an official gpecid subject council of the Saskatchewan
Teachers Federation (STF). Thisallows access to all teachers in Saskatchewan
through the STF Bulletin, provides an instant sort of respectability, and dlows
thefundingof inservice and aconference through an annual $600 grant. Thefirst
annual conference was held in October of 1991 with 45 in attendance including
representatives of three mass mediabusinessesin Sagkatoon.

Media Literacy Saskatchewan publishes a quarterly newdetter for its
members caled MEDIA VIEW which contains practical information, bibliogra-
phies, reviews of books and audiovisual resources, and lesson idees. Saskatch-
ewan has six categories of common essentia learnings which are to be incorpo-
ratedin all courses of study offered. Two of these learnings are Communication
Skills and Critical and Creetive Thinking. Using these, the MLS is currently
working on a proposa which would integrate Media Studies throughout the
primary and secondary curriculum. The proposa approachesthetopic of Media
Literacy through Appreciation, Analysis and Production.

Theprimary and secondary LanguageArtsPolicy in Saskatchewan requires
Media Literacy befurther integrated into the curriculum. Not only isit part of
thecommon essentia learningsbut it isalso oneof the supporting domainsof the
basic LanguageArtsstructure. Thereisasoroomfor MediaL iteracy asalocdly
devdoped option in Grades 10, 11 and 12 (ages 15 to 18).
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Asyet, very few schoolsof f er such coursespossibly becausethereisnoteacher
traininginthisarea. However, ML Sisworking hard to interest more schoalsin
the possihilities for Media Education and to offer some inservice programmes.
There isagreat ded of interest from teachers and the future looks bright for
Media Education in Saskatchewan.

Manitoba has an officia provincia policy on Media Education. Language
Artsteachers are encouraged to integrate Mediainto their teachingin the Early
andMiddleY earsby examiningthemessagescomingfromtelevision advertising.
Secondary school teachers are asked to invegtigate the media as part of their
English courses. Other possible vehicles for teaching about the media include
school and student initiated courses. Senior history courses can ded with
tdevison'sview of the Third World and Grade 9(14 year olds) Canadian Studies
courses look at the images of Canada presented on television.

However, many Manitoba teachers do not fed capable of dealing with the
mediain dassand hencedo not doso. Therearenoregular coursesavailableto
trainthem. In 1992, the University of Manitobaoffered asummer school inmedia
education for teachers. Thuswhilean official educational policy isin placewhich
would permit agreat deal of MediaEducation, thereislittlepractical support for
teachers wishing to teach media studies.

This situation is changing. The Manitoba Association for Media Literacy
(MAML) wasfounded in October 1990, theresult of aSpecid Areas Group (SAG)
Conferencesponsored by theArt Educators Association of Manitoba Atthattime
severd individuals interested in Media Education met with Neil Andersen and
John Pungente, SJ, executives of the Ontario-based Associaion for Media
Literacy (AML). The outcome of that meetingwasthe formation of MAML which
hasan affiliationwiththe AML, providingM AML with accesstotheconsiderable
resourcesAML makesavailabletoitsown members.

Therole of MAML isto promote the aims of Media Education, in particular
to assg individuals to examine the role of the media in society. Specificdly,
MAML wishes to provide individuals with an opportunity to:

deveop the kills, knowledge, and attitudes necessary to interpret the
ways in which media construct redlity;

develop an awareness of the sodid, cultural, political and economic
implications of these congtructions and their pervasive val ue messages,
and

develop an appreciation and aesthetic understanding of the media

To accomplish its gods, MAML sponsors presentations and workshops for
educators, parentsand membersof thepublicat large; assgsinthedeve opment
of medialiteracy programs for Manitobaschools, providesin-service opportuni-
tiesfor M anitobateachers, and publishesDIRECTIONS, aquarterly newd etter.
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Atlantic Canada and The Territories - Nova Scotia, New Brunswick, Prince
Edward Island, Newfoundland, The Yukon, The North West Territories

There are no official government documents supporting secondary school
Media Education in any of the four Atlantic provinces nor in the two territories
—TheY ukon and the North West Territories. Someteachersintheseplacesare
workingontheir owntointroduce MediaLiteracy intotheir courses—usually in
English.

With the beginning of the 1990s there has been a renewed interest in the
subject and the Nova Scotia Teachers of English invited Barry Duncan, President
of the Ontario-based Association for Media Literacy to soesk at one of their
annual conventions. And in the fall of 1992, the Asociation for Media Literacy
Nova Scotia was formed.

Central Canada - Quebec and Ontario

Over half of Canadas population livesin thetwo central Canadian provinces
of Ontarioand Quebec. Quebec'sMinistry of Education hasgivenapproval for the
teaching of some secondary school coursesin Media Literacy in both French and
English schools. There is a Communication element to the Language Arts
courses. Such courses are mainly taught in and around Montred. There have
been afew MediaLiteracy text bookswritten in French. The latest waswritten
by Jacques Piette, aprofessor at theUniversitedeMontreal, and publishedinthe
fall of 1992. The author has given a number of courses on Teevison Literacy in
French speaking schools in both Quebec and Ontario and is speaking with
government officias about a further implementation of Media Literacy.

In 1991, the Montred-based Centre for Literacy, which maintains an open
resources collection with materias related to every agpect of literacy, began to
receive alarge number of requests for resources on medialiteracy. The Centre
made a commitment to increase the media component of their collection and to
organize workshops and other activitieson mediaeducation. A similar develop-
ment has taken place at the Centre Saint-Fierre, a French language popular
education group.

Another step in the development of Quebec Media Education took place in
September of 1990. At that time a group of French and English speaking
secondary teachers, university academics, and others interested in Media Lit-
eracy met at the Protestant School Board of Greater Montreal to form the
Asociaion for Media Education in Quebec (AMEQ). The group meet monthly
and al meetings are bilingual. Their primary purpose is to promote Media
Literacy in Quebec by:

developing a network of those interested in Media Literacy;

sharing what is happening and what has been successful in Media

Literacy invariousschoolsand school boardsboth in Quebec and outside
of the province;

encouragingadid ogueon suchissuesasobjectives, implementation, and
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evaluation of media programs in Quebec; and
assigting teachers with in-service training and workshops.

Lee Bother, co-president of AMEQ, is working on a media guide for the
Ministry of Education which will replace the 1982 guides and will incorporate
decongtruction as well as construction of media

In Ontario, where over one third of Canadas population lives, Media
Education is thriving. In 1987 Ontario's Ministry of Education rdeased new
guiddinesthat emphasi zetheimportance of teaching MediaL iteracy aspart of
theregular Englishcurriculum. Atleast onethird of acourseinbothintermediate
and senior division English must bedevoted to mediastudy. Andin Grades 7 and
8 (12 and 13 year olds), ten percent of cassroom time must be dedicated to some
form of mediastudies. 1naddition students may choose acomplete mediastudies
course as either an optiona credit or as one of the five English credits required
for secondary schoal graduation. Ontario isthe only educationd jurisdiction in
North Americato make Media Literacy a mandatory part of the curriculum.

Thedecision by theministry wastheresult of severd factors. Theconcern of
many public groups about the proliferation of violence and pornography in the
mediaresulted in pressure to have the school system respond in some construc-
tiveway. Many parent groups, concerned by the increase in tlevision viewing
among theyoung, indsted that schools have some responsibility to teach media
literacy ills.

Atthesametimeasthenew English studiesguidelineswerebeingdevel oped,
teachers were surveyed about classroom practices. While only aminority taught
medialiteracy programs, morethan eighty percent indicated that they would do
soiftherewereresource materia sandin-servicetraining. Informal lobby groups
consisting of teacher federations, the Association for Media Literacy, and home
and school groups, submitted briefs to the Minister of Education asking that
medialiteracy be an essentid part of the school curriculum.

Onegroup aboveal isrespons blefor the continuing successful development
of MediaEducation in Ontario. ThisistheAssociationfor MediaL iteracy (AML).
There were seventy people at the AML'sfounding meetingin Toronto in April of
1978. The founders of the association were Barry Duncan, a secondary school
teacher, now AML President and head of English at Toronto's School of Experi-
ential Education; Arlene Moskovitch, then with the National Film Board of
Canada, now afree lance producer, writer and consultant; Linda Schulyer, an
dementary schoal teacher, who has since become a principa in Playing With
Time, Inc. the production company responsible for the popular televison series
seen around theworld— KIDS OF DEGRASSI STREET, DEGRASSI JUNIOR
HIGH, and DEGRASS HIGH; and Jerry McNab, head of the Canadian
FilmakersDigtribution Center, now head of Magic Lantern, afilm productionand
distribution center. By theendof the 1980s theAML had over 1000 membersand
atrack record of digtinguished achievements.

In 1986, the Ontario Ministry of Education and the Ontario Teachers
Federation invited ten AML members to prepare a MEDIA LITERACY RE-
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SOURCE GUIDE for teachers. Published by the government in the summer of

1989, the 232 page guide is designed to help teachers of media. It includes

teaching strategies and modds as well asrationale and ams. The main body of
thebook presents ideas and dassroom activitiesin theareas of Televison, Film,
Radio, Popular Music and Rock Video, Photography, Print, and Cross-Media
Studies (Advertising, Sexudlity, Violence, Canadian |dentity, News). The Re-

source Guidewas preceded by therd ease of avideo (produced by AM L members)

on Media Literacy for teachers. This guide is used in many English spesking
countries and was trand ated into Japanesein 1992,

Prior to the rdlease of the Resource Book, the Ministry seconded the AML
authorsto give asaries of in-service training daysto teachers across Ontario in
preparation for the introduction of mediacourses. Since 1987, AML members
have given over 100 in-service days and workshops in Ontario. AML members
have dso given presentations in western and maritime Canada, Audtrdlia,
Japan, Europe and the United States.

The Ontario resource guide describesMedia Education—or MediaL iteracy
asitisknownin Ontario—asbei ngconcerned ' with theprocessof understanding
and usingthemassmedia. Itisaso concerned with hel ping studentsdevelop an
informed and critical understanding of the nature of the mass media, the
techniques used by them, and the impact of these techniques. More specifically,
it is education that aims to increase students understanding and enjoyment of
how themediawork, how they producemeaning, how they areorganized, andhow
they construct redlity. Media literacy dso ams to provide students with the
ability to create media products.”’

The government resource guide is very specific about the ultimate aim of
media education. Ontario's aims closdy follow those first stated by Len
Magter-man in TEACHING THE MEDIA. Ontario sses Media Education as

"...alifeskill, and the success of an educational program must bejudged by the
behaviour of students after they leave schoadl. If the school can provide them
with the necessary knowledge, kills and awareness, they will then be in a
position to control their relationship with the media."?

Thereare many international influencesreflected intheMEDIA LITERACY
RESOURCE GUIDE. Severd of Ontario's conceptswere influenced by thework
of LenMaster-man, aBritishuniversity professor whoisoneaf theforemost Media
Education theorists. Masterrnan's statement on principal concepts resulted in
the development of the following eight key concepts in the guide

1) All mediaareconstructions. Arguably themost important concept isthat
themediado not present simpl ereflectionsof external redlity. Rather, themedia
presents carefully crafted congtructions which have been subjected to a broad
range of determinants and decisions. Media Literacy works towards
deconstructing theseconstructions.

2) The media construct reality. A mgor part of the observations and
experiences upon which webaseour pictureof what theworld isand how it works
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comes to us "precondgructed by the media, with attitudes, interpretations, and
conclusonsareadybuiltin." [4] Thusitisthemedia, not oursaves, whoconstruct
our redity.

3) Audiences negotiate meaning in media. Who we are has abearing on how
we process information. Each of us finds or "negotiates’ meaning in adifferent
way through a wide variety of factors "persond needs and anxieties, the
pleasures or troubles of the day, racial and sexud attitudes, family and cultural
background."®

4) Media havecommercial implications. MediaLiteracy includes an avare-
ness of "the economic bad's of mass-media production and how it impinges on
content, techniques, and distribution."' Mediaproduction isabusinessand must
make a profit. As wdl, Media Literacy investigates questions of ownership,
control and related effects. A reatively small number of individua scontrol what
wewatch, read and hear in themedia

5) Media contain ideological and value messages. All media products are
advertisnginsomesense—for themsavesbut asofor vauesor waysof life. Our
mainstream mediaconvey—aexplicitly orimplicitly - ideol ogica messages These
can includedl or some of the following: the nature of the "good lifeé' and therole
of affluenceinit, thevirtue of "consumerism”, the role of women, the acceptance
of authority, and uncompromising patriotism.

6) Mediahavesocial and political implications. Mediaaredosdy linked with
the world of politics and socid change. Tdevison can dect a national leader
largely onthebad sofimage. Andat thesametimeinvolveusincivil rightsissues,
famines in the Third World, and the AIDS epidemic. The media has intimately
involved usin national issues and globa concerns. We have become M cL uhan's
Globa Village.

7) Form and content are closely related to the media. Each medium, as
Marshall McLuhan noted, has its own grammar and codifies redlity in unique
ways. And S0, different media will report the same event but create different
impressons and messages.

8) Each medium has a unique aestheticform. Just aswe notice the pleasing
rhythms of certain pieces of poetry or prose, S0 ought we be able to enjoy the
pleasing forms and effects of the different media

Len Masterman makes an important exhortation to teachers. "Theredlly
important and difficult task of the media teacher isto develop in pupils enough
self-confidence and critica maturity to be able to apply critical judgments to
mediatextswhich they will encounterinthefuture.. . Theprimary objectiveisnot
samply critical awarenessand understanding, itiscritical autonomy." [7] Ontario
students who are media literate will have the ability to decode, encode, and
evauate the mediasymbol sysems that dominate their world.

Classoom textbooks in Media Studies were avallable from Australian,
British and American authors, but there were no suitable Canadian textbooks.
Since 1988, AML membershavewritten Canadian textbooksfor senior students
— Barry Duncan'sMASSMEDIA AND POPULAR CULTURE, DonnaCarpen-
te'sMEDIA: IMAGES AND ISSUES, Neil Anderson's MEDIA WORKS, Roy
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Ingram'sMEDIA FOCUS, and Rick Honeand Liz Flynn'sVIDEO IN FOCUS: A
GUIDE TO VIEWING AND PRODUCING VIDEO. TheAML aso publishesa
twelve page bibliography on Media Education.

During 1988 and 1939, the AML callected curriculum unitsin mediastudies
from Ontario teachers and published some of the best of these in THE AML
ANTHOLOGY 1990. Edited by AML executive, Bill Smart, the first edition
quickly sold out and THE AML ANTHOLOGY SUPPLEMENT 1992 was
planned. For the first edition of the Anthology, the AML executive felt the need
for an al-purpose compendium of media lesson plans and unitswhich demon-
drated avariety of mediagenresand strategiesfor avariety of gradesandlevels.
Some units were designed for teachers new to mediastudies, otherswere more
sophidticated in their application of the key conceptsand in their activitiesand
productiontasks.

Recognizing the importance of learning from what has been done in other
countries, the AML has collected materid sfrom around the world and organized
visitsto Toronto by LenMasterman from England, Eddie Dickfrom Scotland, and
Barrie McMahon, Robyn Quin Peter Greenaway and Stephen Waters from
Augtrdia. In addition, tofulfil aneed for atextbook for Grades 7 and 8 (12 and
13year dlds), two AML members - Jack Livedey and John Pungente - obtained
permission from Barrie McMahon and Robyn Quin to do a Canadian adaptation
of their excellent text MEET THE MEDIA. The Canadian edition was published
in January of 1990 and is now in usein schools across Canada.

Threetimesayear, theAML publishesMEDIACY . Thisperiodica, editedby
AML executive member Derek Boles, updatesAML memberson what hasbeen
happening, listssnew publicationsinthefield,announces speskersand topicsfor
quarterly events, and publishesarticleson related topics. Duringtheschoolyesr,
the AML quarterly events bring in speskers ranging from media teechers to
mediaprofessondsand dedl with topicsasvaried asMulticulturalism, Raceand
Media and Decongtructing Televison News. Each June, the AML holds an
annual seminar which attracts doseto one hundred teechers. Two streamsare
offered — one for the beginning media teacher and one for the experienced
teecher.

Since 1987, theAML hasdso offered three coursesfor mediateachersduring
summer schoal in conjunction with the Faculty of Education at the University of
Toronto.

Media Part | introduces the key concepts of the media how the media
congruct redlities through the interaction of media codes, cultural practices,
media industries and audience. Modds of critical pedagogy and cdassoom
organizations are presented. Students work in groups with camcorders and an
editing suite aswell as decongtruct avariety of media, review current resources,
and design practicd curriculum units. Specid speskersfrom themediaindustry
make presentations to the dass.

MediaPart Il reinforceswhat wasdonein Part | and hasaspecid emphasis
on how individual sand audiences negotiate meaning, showingtheimplications
of this for course designs and student discussons. In order to propose effective
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school-wide and board-wide courses, teachers ass=ss course frameworks deve -
oped in Britain, Australia, and severd Ontario school boards.

Media Part |11 students develop and present an origina reseaerch project
based on assessing student response to media curriculum in the dassroom.
Refining ideas drawn from media theory, critica pedagogy, and discourse
andyds, students learn appropriate research practicesand look at thevariety of
waysfor contextualizingteachablemomentsinthemedia Studentsareexpected
to acquiretheskills of conducting workshops and advising teachers at the school
board levd on course design.

These courses are do offered during evenings in the autumn and spring
smedersand on Saturday mornings. Plansareunderway for similar coursesto
be offered by AML members in conjunction with other universities across
Ontario. Students from these summer schools have gone on to help prepare
curriculum for some of Ontario's 182 school boards. Other AML membershave
donethe same. One exampleisthework coordinated by Derk V erhul st and John
Martyn to bring together ten eastern Ontario school boards to write a st of
classroom unitsfor theseboards.

The Canadian government is in the midst of passing legidation on a new
copyright law. TheAML hasbeenvery activein lobbyingfor theright of teachers
to a "fair usg' clause which would adlow them freely to show excerpts from
tdevisonindass

In May of 1989, the AML brought together forty-six educators and media
professionalsfor atwoday invitational think tank todiscussfuturedeve opments
of Media Education in Ontario. The Trent Think Tank took place at Peterbor-
ough'sUniversity of Trent. Participantsincluded classoomteachers, Ministry of
Education personnel, Language Arts coordinators and consultants, university
professors, and representatives from the Saskatoon Media Literacy Association,
the Development Education Centre, the Children's Broadcadt | nstitute, Strate-
giesfor MediaL iteracy (San Francisco), TV Ontarioand theNational Film Board
of Canada. Keynote speskers were Eddie Dick, Media Education Officer for the
Scottish Film Council in Glasgow, and Peter Greenaway, Professor of Media
Education at Victoria College hi Melbourne. Theresults of this conference were
published by the AML early in 1990.

The Asociation for Media Literacy organized the first North American
Media Education conference, hdd May 10-12, 1990, at the University of Guelph
in Guelph, Ontario. Chaired by AML executive, Rick Shepherd, this highly
successful conference featured keynote speskers Len Masterman, lecturer in
education at England's University of Nottingham and author of TEACHING
THEMEDIA; Eddie Dick, MediaEducation Officer for the Scottish Film Council;
and Barrie McMahon, senior curriculum officer for the Western Austraia
Ministry of Education and Robyn Quin, lecturer in MediaStudies at theWestern
Australia College of Advanced Education.

When the Association began planning for the conference, they hoped to
attract about 300 teachers. By thetime of the conference thefinal count was 420
participants. Space limitations forced the organizers to turn away another 100
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applicants. Theparticipantscamefrom eight provincesof Canada, nineAmerican
states and three oversess countries.

Participants had their choice of over 50 workshopsandtook part in anumber
of sodid events which gave them an opportunity to meet media teachers from
other areas. During this conference, the American National Telemedia Council
awarded Barry Duncan, AML's president, the Jesse McCanse Award for his
contributions to Media Education. The National Telemedia Council dso pub-
lished the keynote speeches in their newd etter.

Thesuccessafthe 1990 conference sparked acall for asecond North American
MediaEducation Conference. Onceagain, theAM L organized thisconference—
CONSTRUCTING CULTURE — at the University of Guelph from May 13-15,
1992. John Pungente, SJ, of the AML executive, chaired the conference which
atracted 500 participants from eight Canadian provinces, fifteen American
dates, and fourteen overseas countries. It wasamost international mix of media
educators from around the world.

Keynote speskers were Barry Duncan, President of the AML and author;
Susan Cole, author and editor of CanadasNOW Magazine; and Barry McMahon
and Robyn Quin from Western Australia. There were over 70 workshops and
panels to choose from during this very successful conference as well as video
screeningsof mediaeducati onresources, socid eventsand aspecid closingpand.

After the conference, representatives from Canadian provinces met in
Toronto to form the Canadian Association of Media Education Organizations
(CAMEOQO). Thepurposeof thegroupisto promote medialiteracy across Canada.
CAMEO'sfirst president isMick Ellis, head of Media Literacy Saskatchewan.

The Canadian Professional Media and
The Development ofMedia Literacy:

Having accessto good mediaresourcesisvery important for mediateachers.
Thisisespecidly truein Canadawherethecurrent copyright lawscomplicatethe
situation. There are a number of such resources available although there is a
condgderable distance to go before Canadians have access to the quantity of
material availableto British and Austraian teachers.

For many years Canadian teachers have used films from the Nationa Film
Board of Canada (NFB), subscribed to their educational newdetters, and taken
part in their workshops. Since 1989, the NFB has issued three video resource
packages which are proving very helpful for mediateachers -

- IMAGESAND MEANING isan anthology of nine Nationa Film Board
productionsto spark discussion and learningin medialiteracy courses. A
smal booklet gives a series of discusson guidelinesfor dasses

- MEDIAAND SOCIETYisespeddly useful dedingasit doeswith media
in contemporary society under four main topics - Advertising and Con-
sumerism, Images of Women, Cultural Sovereignty, and Shaping the
Truth. Eachtopicispresentedwith ashort, provocativeintroduction. The
package offers awide choice of topics in the form of short documentaries,
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animated films, advertisements, and excerpts. This video package con-
dgsof 3VHSvideoscontaining 19 NFB filmsor film excerptsand a 124
page Resource Guide. TheResource Guideincludesactivities, interviews
with filmmakers, backgrounds on the films, student handouts, articles
and quotes.

-  ASPECTSOF THE DOCUMENTARY dedswithtruth, fact, objectivity
and the nature of propaganda in the media The six video cassdttes or
lasardiscs house an anthology of films, film excerpts, interviews, and
origina production materia for usein senior medialiteracy dasses. The
accompanying 150 ResourceGui derai sescritical issuesaround documen-
tary filmaking and representations of fact and fiction in mainstream
media. The package is organized in six sections The Documentary
Process, TheViewing Experience, Documentary Traditions, The Search
For Truth, Many Voices, and New Directions.

Another resource is The Canadian Broadcagting Corporation's (CBC) IN-
SIDE THE BOX, a series of sx packages each of which include a video and
teacher's guide. The subjectsdedt with are Tdevison Documentary, Televison
News, Children's Tdevison, Drama, Tdevison and the Consumer, and Tdevi-
don asan Artigic Medium.

Other materid savailableinclude the 1990 Globa Tdevision Enterprisesof
Toronto's three part saries on tdevison and the medialiteracy materia pur-
chased by Ontario'seducationa channel, TV Ontario. In 1991-92, TV Ontarioal so
produced aweekly mediaorientedtalk show—MEDIUM CLOSEUP. Beginning
hi theautumn of 1991, YTV, the Toronto based nationa youth channdl, worked
with AML executive, Neil Andersen, to produce media literacy notes for their
weekly TV program STREET NOISE. Toronto'sCITY TV hasawesekly program,
Media Tdevison, which andyses various aspects of the mass media.

Finaly, thereisaCanadian Resource Center for MediaL iteracy. TheJesuit
Communication Project (JCP) in Toronto wasfounded in 1984 and hasamandate
to encourage, promote and help develop Media Education across Canada. The
JCP has aresearch library of over 2,500 books and periodicas on the media, as
well as numerous files on media topics and a collection of Media Education
material from around the world. The library is used by teachers, students and
researchers. Twiceayear, the JCP publishes CLIPBOARD, anewdetter which
gatherstogether information on M edia Educati on happeningsaround theworld.
CLIPBOARD issent to subscribersin 36 countries.

CONCLUSON
A study of Media Education around the world, shows that there are nine

factors which appear to be crucia to the successful development of Media
Education in secondary schools. Thexe are:
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1) MediaEducation, like other innovative programs, must be agrassroots
movement and teachers need to take amagor initiative in lobbying for
this.

2) Educational authorities must give clear support to such programs by
mandati ng the teaching of M edia Studies within the curriculum, estab-
lishing guiddines and resource books, and by making certain that
curricula are devdoped and that materials are available.

3) Faculties of Education must hire staff capable of training futureteachers
in this area. There should dso be academic support from tertiary
ingtitutions in thewriting of curriculaand in sustained consultation.

4) In-servicetraining at theschool digtrict level must bean integral part of
program implementation.

5) Schoal districtsneed consultantswho haveexpertisehi MediaEducation
and who will establish communication networks.

6) Suitable textbooks and audiovisual materia which are relevant to the
country/areamust be available.

7) A support organization must be established for the purposes of work-
shops, conferences, dissemination of newd ettersand thedevel opment of
curriculum units. Such a professona organization must cut across
school boardsand districtsto involve across section of peopleinterested
in Media Education.

8) Theremustbeappropriateeva uationinstrumentswhich aresuitablefor
the unique qudity of Media Studies.

9) Because Media Education involves such adiversity of skills and exper-
tise, there must be acollaboration between teachers, parents, reseerch-
ers and media professonds.

Austrdia, Scotland, and England, where many of the above factors are in
place, lead theworldin MediaEducation. Although Ontario hasnot had theyears
of experiencethat Australiaand Britain have, it isclear that Ontario does now
possess mogt of the factors critical to the successful development of Media
Education. Thepast fewyearshavessentheprovinceof Ontario becomeal eader
in Media Education not only in Canada but aso around the world.

END NOTES

1 Duncan, Barry et d. Media Literacy - Resource Guide. Toronto: Ministry of
Education, 1989, p.6-7.

2. lbid. p.7.

3. "Mediateachers should attempt to make alist of the principa concegptswhich
they wish their students to understand, for it is these concepts which can
provide the subject with its continuity and coherence across awide range of
mediatextsand issues” TEACHING THE MEDIA, p.23.

4. Op.cit, p.8.
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5. 1bid.
6. Op.cit., p.9.
7. Op.cit., p.24.
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Systematic Development of Media
Education in Chile

Miguel Reyes
Ana Maria Méndez

Abstract: Through this article we will describe how it has been possible for us to
establish a formal scheme for the critical and creative analysis of mass media in
education in Chile. This task was originally assumed by a university; then It was
projected through the academic system to different geographic areas of our
country.

R6sum£: Dans cet article nous vous decrirons comment nous avons pu etablir une
m6thode d'analyse critique et inventive de l'etude des mass-medlas dans
(‘education au Chili. Ce travail fut d'abord fait a I'unlverslt6 et par la suite diffuse,

par le blais du systeme scolalre, a trovers differents points strateglques au pays.

Malgré le peu de confiance qu'inspire le systeme scolaire aux chercheurs en

matiere d'etude des medias, deux stages de formation alternative pour
enseignants ont et6 integres au programme scolaire.

BACKGRAOUND

Media Education: Not Really Believing the System

Severd agpects of L atin American redlity have created an unreliableatmos-
phere around mediaeducation, and particularly toward education about televi-
sonwithintheacademicor scholarly system. |nsomecasssit has, indeed, become
antagonigtic. Critica educationa propostions such as Freires in Brazil have
resulted in media education being brought to the forefront of the education
system. The school system has not been open to providing experiences in the
anaysis and criticism of mass media, nor for the analysis and criticism of the
education system itsdlf. Certainly the politicd system situation in the past
decades and the military governments in our countries have not permitted the
devel opment of strategiesfor critical andyds, thesehavearisenwiththesupport
of the church and non-governmental organizations.
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Changes have been happening and there are sgns of more openness. In
October, 1991 L atin American mediaexperts met in Santiago, called together by
UNESCO. Among the 48 participants were 18 academics from Communication
or Education faculties of Latin American univerdties, and Sx participants from
official educational organizations. One recommendation for educationa minis-
triesand universitiesemphas zed the need to i ntroduce communi cations educa
tionwithinthecurriculaof nursery schools, e ementary schools, and high schools.
It wasa sorecommended that courseson communi cationseducation beincluded
in the curricula of Communication and Education faculties in universities and
colleges (Seminario, 1991).

Context: CIME - Who We Are

CIME - TheCentredel nvestigation deMedios paralaEducacion (Investiga-
tion Centre for Media Education) has been working in media education snce
1982, when it offered training to students through an educationa socid-commu-
nication project. It is an academic unit that belongs to the Science of Education
Faculty of the Universdad de Playa Ancha de Ciencias de la Educacion in
Vdparaso, Chile. CIME isoriented toimprovingeducation qualitatively through
research related to educational use of communication media, and particularly
mass media. The purpose isto devel op and promote research about mass media
as cultura agentsfrom outside the formal education system that are capable of
beingusedwith educativecriteria. Objectivesof CIME include () toqudlitatively
improveeducationthrough research inmediaeducation; (b) todevel opstrategies,
methods, andtechni quesfor educati ond approachestomassmedig; (c) todevel op
plans and programsto teach mediaeducation at the university and abroad; (d)
todiffuseresearch and activitiesthrough publicationsand other mediainsdeand
outsde the university; and (€) to communicate with other such centers or
ingtitutions within Chile and abroad.

CIME members are teachers within the university who carry out research
and conduct theses or seminars on media education coordinated by the Center,
and a0 teachers and researchers from abroad dedling with communiceation,
media, and/or education who are interested in working within the framework of
CIME objectives.

From the beginning there was an awarenessthat therea starting point for
future permanent action in media education was the training of teachers in the
devdopment of methodologies and techniques to be used in schools. Severd
inservice workshops and courses were given to teachers by the Center between
1982 and 1987. A systematic program "Mediafor Education: TV and Computing”
was cregted to satisfy the urgent need among teachers for such training. This
pog-titleprogram isaimed at creating an integrated educator; onewhoisableto
devel op awvarenessand to managethe most recent informati on, image, and sound
technologies to improve education qualitatively.

However, the post-title program only permitsthe Center to satisfy the needs
of teacher-studentswho livequite near theuniversity campus, and not the needs
that the school system has in places far from the urban centers. A workshop
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entitled Education for Teevison was developed to solve problems found in
relationto TV influenceintheschool system. Theworkshopmakesuseof distance
educationtechnology, trai ni ngteachersthroughashort period of actual presence,
sdf-ingtructional materids, and videotaped programs as complementary sup-

port.

Our Conceptual Bases

Thework hi teacher trai ningisbased onthe concept of mediaeducation. This
is understood as a discipline which enables the media perceiver to develop the
capacity of critical and creative analysis of mass mediamessagesand apply this
capacity with educationa criteriato all ow autonomous behavior of the person as
afinal god.

Our activity isbasad on this concept, which isframed within thetaxonomical
modd of Dynamic Reading of Sgnsdeveoped in Latin Americaby MariaJosefa
Dommguez. The modd involvesfive consecutive seps: education for objectivity
(denotation); educationfor subjectivity (connotation); educationfor critical analy-
ss (reflection); education for transforming answers (action-compromise); and
education for new experiences (cresativity) (Dommguez, 1990).

Alternative dtrategies for action are aso recognized for media education.
These are in accordance with the scheme developed by Golay (1988), as follows:
knowledge about producers and their language (the different agentsinvolvedin
the production of communication and the knowledge of the language of the
media); image-readingkills(deve opment of and trai ningin skillsand aptitudes
for perceiving and processing available symbols as quickly as possible); and sdf-
anaysi sand awareness (consci ousness about recei ver motivationsor thereasons
they reate to the mediain certain ways).

The specific activity aimed at training teachers is one thrust among many
others in media education. We have carried out projects on the family and
tdevison and on televison education through the use of tdevison (Reyes,
Dennis, & Mendez, 1990). We are committed to training teachers because we
oursalves are educators and we work in an ingtitution that prepares educators.
We dso bdievethat teachers are the educative agents who can best introduce
changes in the education system.

TRAINING INSERVICE TEACHERS
TWOALTERNATIVES

Post-title Media for Education: TV and Computing

In 1987 the pog-title program "Medios para la Educacion: Teevison y
Computation™ wascreated at the Sciences of Education Faculty, Universidad de
Playa Anchade Ciencias de la Educacion.

The program is structured in six courses during three academic semesters.
Itisoffered asinservicefor teachers, and for that reeson dasses are provided on
an evening schedule once weekly, with complementary readings and activities.
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Theteacher-students begin with an analysis of mediaimpact on the school
system. They review theoretical modds of different authors,different methodol o-
gies and study media languages, finally designing and implementing sdlected
methodologies to solve problems in their own redlity. The program dlows the
teacher-studentsto solve problemsthat the mediacreate among their students,
and dso dlows them to generate other solutions in either a wider context or
within the classroom in the future.

The six courses are as follows:

Media Education, the Educator and New Technologies
The Language of Media

Medialmpact on Children and Teenagers

Media Education Methodologies

Curricular Design Related to Media Education
Educating with Media (Workshop)

The workshop, which isthe final course, involves aterminal activity where
the teacher-students carry out their own projects on mediaeducation. They are
academically supported by the teachers of the program in designing, applying,
and eval uatingtheir methodol ogical propositionsbassd ontheknowledgegained
in the program. To date three groups of teacher-students have completed the
program, af ourthgroup startedin the second semester, 1991, andtwo new groups
began in March, 1992.

Since the program began teacher-students have completed final projects
related to a number of key problems such as advertising influence on choice of
snacks in nursery and eementary schoals, acoudtic pollution and youth, TV
addiction, sdf-esteem and its relation to models proposed by the media, and
clothing consumerism. They have verified these problems and designed and
carried out their own methodologica solutions. Teacher-student projects have
resulted in actions, within the schoolswhere they work, such as mediaeducation
unitswithintheschoal curriculum and extra-curricul ar workshopswith students
or parents. I nthisway theuniversity issupportingthedirectimplementationand
the use of ahilities acquired by teachers in their specidization programs.

One particular exampl e of the action taken by ateacher-student occurred at
Juan X X111 High Schoal in El Belloto - asmdl city approximately 25 kilometers
from Vaparaiso. Sixteen and seventeen year olds were creating their own
broadcagt tdevison production within the high school, preparing live and
videotaped programs with the help of the teacher. Audiences for the production
work included other high school students and neighbours living within 500
meters of the high schoal.

Distance Workshop on Educational Use of TV

During the past decade severd activities have been implemented to train
teachersin mediaeducation. Theserangefrom short meetingsto systematic post-
titleprograms. Oneof theearli est experienceswasthedeve opment of aworkshop
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in the education of tdevison viewers, undertaken with the support of the
Ministry of Education.

In 1990 we completed aresearch project, theaim of which wasto describethe
influence of televison on the academic sysem in the Va paraiso region and to
develop strategiesfor critical and creativeanalyd's, and educative use of tel evi-
son (ReyesMendez, 1989). Basad upon the background and the thinking of
teacherswho livefar fromtheuniversity, wecreated aworkshop on education for
televison. Theaim of theworkshop isto prepareteachersin critical and cregtive
anaysisof television messagesfor application to education.

Theworkshop is planned to be delivered partly through live experience and
partly via distance. The live experience includes afirst meeting of one half day,
asupport meeting of one half day, an intensive workshop of four days, and an
evaluation or feedback meeting of onehalf day. These meetingstake place at the
locations of teachers. Intergpersed with these meetings is a series of work
experiences including four self-instructional workbooks and a series of
videotaped television programs.

Participantsincludetwoteacher guides, onecoordinator f or each school that
participates, and approximeately twenty teacher-students. Thestructureinvolves
workingin groups, and teecher-students are expected to generateteamsin their
schoals, 0 that they can support each other, plan, and carry out their methodo-
logicd drategies

During the first gep, beginning with the initial meeting, teacher-students
work on the knowledge aspects of televison and on identifying problems that
arise from the media in the scholarly system. The first and second workbooks -
WhatisTVand Wher eistheProblem—support thisfirst gep. Theoutcomeisthe
identification and smple description of problems that tdevison generates in
their own scholarly redity. A short support meeting permits the exchanging of
criteriafor describing problemsin an educational way. Usingthethird workbook
— How to Analyse Television — during the following weeks teacher-students
andyseataxomonica modd to order and state priorities of tdlevison problems
inside school, and the educational objectives they want to aim at. The fourth
workbook — Searching Solutions — is used in the planning of educationa
drategies as areference for reaching their own solutions to the problems they
earlier described and prioritized.

The in-person workshop dlows for interaction among groups of teacher-
students and guides teachers to consolidate theoretical modds of media educa-
tion, to make use of group dynamicsto reach and solve detected problems, andto
design solution drategies. The putting into practice and vaidation of designed
gdrategies usually lagts from two to four weeks.

The feedback and evaluation meeting dlows for the recycling of the experi-
ences gained in the workshop, the visuaizing of new problems and solution
drategies beyond those implemented during the workshop, and dso the evalu-
ation of theworkshop objectives. Evaluation is done through areport written by
the teacher-students regarding the congtruction, implementation, and evaua
tion of their particular strategiesin their own schools
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The mogt significant achievement of thisaternativefor training teachersis
related to the space generated for mediaeducation within the school system. In
addition media education is based on the development of a methodological
approach to solving problemsin any redity, beginning with atheoretica mode
implemented jointly by university teachers and school system teachers. The
interaction of both groups has permitted a permanent revision of the conceptua
framework, integrating experiences from different redities.

There have been some difficulties. The low economic resources of teacher-
studentstobeadmittedtothepost-titleprogramisone. Eventhough theprogram
cod is low ($330.00 USA) it is expensive for the teachers budget. Another
difficulty is the physica distance from the teachers work settings and the
university. This year the systematic pogt-title program is to be offered in an
additional site— San Felipe— asmadll city 140 km. from Va paraiso.

Thesystematic programhasancther difficulty - that of formingteamstowork
together insde scholarly units. Teacher-students of the systematic program
generaly study as a persona decision, and it is unusual to find more than one
from each school. When they try to carry out media education activities in the
schoal thereisno support. We bdieve that preparing teams in each school may
facilitate media education. Institutional commitment is needed for permanent
resultsof researchandi mpl ementati onof awarenessstrategi estobecomepart of
the schools educative process.

MEDIA EDUCATION ASA SUBJECT
IN THE CURRICULA OF FUTURE TEACHERS

As an Optional Course

CIME research duringtheearly yearsdid not result in an immediate change
in teacher education at the undergraduate and graduate levels. The rigid
curriculum of Universidad de Playa A nchade Ciencias de la Educaci on does not
permit the introduction of modifications. The first courses on media education
were thus introduced in a private university — the Catholic University of
V al parai so—aselective courses. Since 1983 severa courseson mediaeducation
have been offered, including Education of the TV Viewer, Education and Socid
Communication and Learning to See Televison. These coursesare attractiveto
pedagogy students, and assigned vacanciesarefilled each semester. Todatemore
than 15 courses have been offered, with an average of thirty students in each
course. To this time the courses remain as dectives We know that similar
circumstances prevail in other universities in Latin America. Media education
coursesarescarcein collegesand facultiesof education. Coursesthat doexist are
mainly placed in communication faculties, and are offered to futurejournalists
and socid communicators.
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In the Formal Curriculum

During the past year the Universidad de Playa Ancha de Ciencias de la
Educacion has been reviewing the desired profile of itsfuture professonds. Asa
result the curriculum has been restructured. After ten years of systematic
research on mediaeducation, a course on Education and Socid Communication
has been introduced as a requirement for pedagogy students at the nursery,
dementary, and high schoal levels.

As of 1992 dl future teachers who study at this university will complete
Education and Socdd Communication. It is significant to point out that the
Universidad de PlayaAnchade Ciencias de la Educacion is assuming a pioneer
position, being the first in Chile, and perhaps in Latin America, to include a
required courseinmediaeducati onon pedagogy programs. Becauseof thiswecan
visualize a future with severd scholarly dassrooms where children work with
massmediaand developtheir abilitiestoexpressthemsdvesinacriticd, active,
and creative way through mass media, guided by teachers with avision beyond
that of defending children againgt "those horrible mass media.”

We are worried because in the Latin American and in our own nationa
context there is till not an awareness of the need to prepare teachers in media
education. But we fed stimulated by the growth of awareness in some Chilean
and LatinAmericanauthoritieswithtiestotheeducationarea, whoarebecoming
consciousof how important it isthat educatorsdevel op abilitiesto creatively and
critically analyze mass media

We expect that more and more teachers will participate in systematic
programsand workshopsthat enablethemto usetd evison and massmediawith
educativecriteria. Webdievethat educationa sysemsshouldintroducestrate-
giesthat enablethem to prepare studentsfor thetwenty-first century, tobeable
to use the cultural resources offered through the mediaaccording to their needs
and within the conceptual framework of permanent education. We fed impelled
to introduce new information, image, and sound technologies in a systematic
educational process. Otherwise we run the risk of preparing children and youth
for the year 2000 by looking back at Gutenburg.
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Media Education in the Danish
Folkeskole

Birgitte Tufte

Abstract: From 1987 to 1991 thirty-five m edia education projects were carried outin
the Danish primary and elementary schools. This article describes the alms and
practices of these projects. Categories were determined by the way media educa-
tion was organized In the various schools. The results of the evaluation point to the
need for changes in the present division between subjects In the school, toward
cross-curricular teaching, and toward Integration of media education within several
school subjects.

Resum6: De 1987 d 1991, trente-cIng projets portant sur I'etudedes medlas ontete
menes dans les ecoles primalres et elementalres Danoises. Get article decrit les
objectifs et les pratiques de ces projets. Les categories ont ete determinees selon
I'organisation de I'etude des medlas dans les diverses ecoles. Les resultats de
revaluation montrent : qu'il est necessaire de modifier la division qul existe
actuellement entre les diverses matieres au programme scolaire; que nous devons
dorenavant nous doter d'un enselgnement Inter-disclplinalre; que nous devons
Integrer I'etude des medlas d plusieurs matieres au programme.

Duringthepast 10 to 15 yearsmediaeducation hasgradually gained status
in many countries, although only a few countries have integrated it into the
curriculum of the school. (Masterman, 1980, 1985, Alvarado et d., 1987, Media
Development 1, 1991).

Until recently, however, amajor thrust of media education has been moral-
izing and playing the part of a guardian that sees the media as cultura
deterioration. Thisis partly because many of the teechers who have been in the
front line of mediaeducation originaly belonged to the socid movements of the
1960sand 1970s andthereforeemphas zed critical awareness. Furthermore, the
framework of media education has often been the informative, book-oriented
culturethat hasbeen, and sill isthecultureof the schools M ediaeducation has
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oftenbeen carried out asliterary andyd's, which meansthat theandysshashad
thesamegod asthat of traditional anaysisof literature, i.e. toteach thechildren
to appreciate the dassics, to foster good taste, and to teach the children to see
through inferior products such as popular culture.

However, the new media education — as it was discussed at the media
education conference in Toulouse (New Directions in Media Education, 1990) -
has a different approach, which is not based on mora panic. The new trend
emphasizes a more relaxed, pluralistic and cross-curricular gpproach to media
teaching — often undertaken on the initiative of enthusiastic and committed
teachers, but without policy statements cdling for the provison of media
education.

In Denmark the development of the media could be characterized as a
revolution. Until 1988 there was one public service TV channdl. Now, only four
years later, half of the popul ation is™able to watch between twelve and thirty-six
TV channdls. Accordingly, there hasbeen debate about children and television,
and there have been numerous committed teachers who have incorporated
agpects of mediateaching into their curriculain Danish, history, art, and socid
dudies. Inthisarticle | shall describe and discuss thirty-five media education
devel opment projects which havetaken placein the Danish Folkeskole (primary
and secondary school) from 1987-1991. (Tufte et d. 1991).

Which Kind ofMedia Projects?

Thethirty-five projects classified by the Council for Innovation and Develop-
ment as media education development projects were categorized by the evalua
tion team in terms of the organisational form the various projects employed. It
must beemphasi zed, however, that acertain amount of overlapping and border-
line crossing occurred. The categories were asfollows:

media as a separate subject
mediaintegrated in existing subjects
mediaworkshops

media in school and local community
interactive media

Who are The Teachers?

Regarding their professond preparatory background for media teaching,
gquedtionnaires reved ed that approximately one third of the teechers were sdif-
taught, while asmall proportion of them had had some mediatraining in their
goecidizations during their teacher training, such as for example, media
andydsin Danish. Somewhat morethan onethird of them had attended courses
at Country Media Centresor at the Roya Danish School of Educationa Studies.

Judging from the collected materid, thetypica Danish mediateacher could
bedescribed asbeing 30to 50yearsold, with 10to 15 yearsof teaching experience.
Both sexes were equally represented. He or she had specidized in Danish and
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possibly dso taught socid studies or mathematics. He or she was either sdf-
taught or had been to a media course and was either done in media education
work or had dlied him/hersdf with a colleague.

Aimsand Motivations?
In the project descriptions, teachers have formulated their motivations

regarding the aims of the project and regarding devel opment work in generd. In
some cases it was difficult to separate the two. Mativations had three main
concans

children's use of the media
the media and the school
the mediain relation to culture and society.

The majority of teacher motivations were concerned with children's use of
media- particularly tdevison. Characterigtic - and in line with the moral panic
trend - televison was considered partly to be dangerousfor children and partly
undesirable in its effect and passivity-inducing function.

Regarding the second concern - the mediaand theschool - severd teachers
argued that mediaeducation isaneglected areain school, that instructioninthe
subject is necessary to enabl e children to process mediaimages and to use media
actively, to strengthen its practical and creetive agpects, and to break down
traditional borders between subjects.

Therdatively few motivations comprisingthe mediain acultural and socid
perspective were concerned with exploiting the opportunities that exist in the
Cultural Centreideaandinloca TV andradionetworks. Accordingly, most of the
teachersinvolved in the projects formulated gods that were concerned with:

acquiring an understanding of and an insight into the function of the
mediaand itsrole in the society today in order to
maintain acritica and sdective approach to the media.

Theamsand godsarethuscharacterized by an ana ytical approach whereas
there are not many projectsthat specificaly emphasizetheimportance of media
production. Nevertheless, media production, especidly of video, isincluded ina
number of projects, mainly as a part of the anaysis.

What Were the Outcomes of the Projects?

There gppeared to be consderable overlapping in thefirst two organisation
forms, comprising media as a separate subject and mediaintegrated in existing
subjects. Inmost of theprojectsin these categories, mediastudieswereorganised
within the dready exigting framework of the curriculum, either by being
integrated into existing subjects or by congtituting a new subject. In some
projects, however, the existing framework was restructured by having media
education form a separate course, cutting across the school's traditional sharply
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divided subjects. It was characteristic that many of the projects comprised both
mediaanaysis and media production.

M ost of theteacherssaid that the mediaeducation project had been extremely
significant for them, both from the perspective of the learning process and new
conceptions of the teacher's role, and from the perspective of the subject specifi-
caly. Severd teachers pointed out, for instance, that they had acquired an
amount of theory and practice relating to the media which dso benefitted their
teaching of other subjects; for example the production skills typically being
deveoped in collaboration with the pupils, who are not afraid of the equipment
andwho—moresothan adults—areprepared to experiment through atrial and
error method. 1 n thissensethe production process can pavetheway to bresking
down the traditional authoritarian role of the teacher.

Some teachers felt that they had experienced problems with colleagues
because — as media teachers — they were working innovatively, using the
schoal's video equipment morethan the others, and needing a media dassroom.
Also, more significantly, the pupils enjoyed the lessons, which in some cases led
totheir pressing other teachersaso to teach about media. It would seem that the
teacherswhosea m wasto makethemsaves superfluouswerethosewhofelt this
derision from colleagues leadt, probably because they saw their function mainly
as helpers and advisersto pupils and to colleegues dike.

On the question of what the pupils gained from these projects, it isclear that
mediaproduction gave pupil sanew meansof expression. When pupilswork with
mediaover alonger period, they devel op acompetencethat enablesthemto sdect
the medium gppropriate to the content, and to produce apiece of work independ-
ently.

Regarding the ahility to anadyze, which was the basis of many teacher
motivations, teachers say that pupils have begun to look at television in anew
way. They havegainedinsight intotheway tel evison programmesaremade, and
this has led them to see TV as a congtruct of redity. With regard to the
academically weak and/or shy pupils, it is not completdly dear what effect media
education had or might havein the long term, since the projects were conducted
over acomparatively short period. | n somecasesit gppearsthat mediaeducation,
particularly media production, could strengthen them. These pupils have often
felt hampered by language, especidly in writing, but in media production they
have found an alternative mode of expression.

The following patterns were observed regarding gender differences. At the
youngest level therewasno marked difference. Boysand girls approached media
work and equipmentinmoreor lessthesameway. Atthe 13to 14 ageleve sthere
were some changes noted in sex roles; for ingtance boyswere more interested in
thetechnical sdeof theequipment whilethegirlsmostly regarded theequipment
asameans of expressing meaningful content. Girlswere usually more painstak-
ingwhen it cameto working out ashooting script or storyboard and morewilling
toundertakeit. Boysstarted shootingat once, and only later redised theneed for
planning a production sequence and constructing a storyboard.
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Media production was included in a number of projects, indicating that the
mediaworkshop aso functioned as part of the devel opment work. However, itis
the category specified as mediaworkshopsthat contains a precise description of
the way a media workshop both can and should function in schoadl. In al the
projectsevauated, the ideaof establishingamediaworkshop aroseastheresult
of in-service courses at the School of Educational Studies - either in acourse on
schoal libraries or a crestive arts course.

Therearetwo formsof mediaworkshops, arranged either as part and parcel
of the schodl library or situated doseto it, 0 that the schoal library's resources
of materias and technical know-how can be exploited. The media workshop
teachersindicated that they learned alot from their development work, but their
requests regarding the mediaworkshop wereall for moretime, moremoney and
in some cases more and better pace. Pupils dso expressed a greet ded of
enthusiasm for the mediaworkshops.

The category specified asMediain School and Locad Community hasitsroots
in recent years idea of opening the schoal to the locd community. The typica
teecher taking the initiative for a project in this category would be a locd
enthusiast who could dly him/hersalf with, for example, the head teecher,
colleagues, parentsand likeminded co-workersoutsidetheschool. Theseprojects
usually had adoubleaim, namely, theexterna - concerning the school as part of
theloca community, andthe internal - comprising a pedagogica aim regarding
the school and the pupil group. The practica work in this category took various
organisationa forms, reflectingto agreeter or lesser degreethe external andthe
internal agpects

Theseprojectshad anumber of problemsand barriers. For instance, thelocd
authoritieswere not dwayswilling to givetheir financia support. Although the
development projects might have been successful, this did not guarantee the
economic badis for continuing the work once the grant from the Council for
Innovation and Development was depleted. One particular project was the
subject of an intensive evauation. The conclusons indicated that the project
represented athemati sation of ademocratic mediaand cultural pedagogy which
could be significant for future practice of media education. Despite the findings
it was not essy to draw thesurroundi ngcommunity intotheproject work. Itwould
appear to beeasier for school peopleto break through the school wallswith their
media messeges than to establish a dialogue on and with the media beyond.
Building cooperation around ademocratic use of mediawoul d appear to bealong
term affair. However, the process has been st in motion.

Deveopment work in the category of Interactive Media was confined to
interactive video. The videodiscs used were partly Danish productions (Storage
mediafor largeamountsof photographs, texts, picturesof objectsand shorter film
sequences) and partly English language materid. The latter were made for
teachingin English, onefor Physicsincluding filmed experiments, and the other
for History giving pupils, sequence by sequence, the opportunity to seevarious
modes for the solution of socio-higtorica problems played out.
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Evaluation of theuse of thevideodiscsindicated that interactivevideois4till
in its infancy in the Folkeskole, the present material being partly hi foreign
language and therefore neither immediatdy linguigticaly availableto pupils, nor
of relevance for teaching in Denmark, and partly in Danish but with rdatively
primitive interactive posshilities.

In the project work, the videodiscs were used as one of a number of
information sources in a group work situation where the normal timetable had
been suspended. The relevant pictures were usually sdected in advance by the
teacher, and the pupils retrieved them with the aid of bar codes. The videodisc
thusplayed alimited rolein theteaching, and the possihility of adialogue on any
level abovethe most e ementary was only exploited sporadicaly in afew learning
s|guences.

The most advanced use of interactive video - pupils own individua and
systematic quest for knowledgeand discovery incomputer-guided discsand data
bases - is not suited to the normal organisation of lessonswithin the framework
of aschool timetable. This type of activity would best be exploited individualy,
outsidenormal school hours. The pedagogicd strength of interactivevideoliesin
the fascination of its images and advanced dialogue which chalenges the pupil
to seerch on hisownfor factsand experiencesor tosolveaprobleminasimulation,

What Was The Result?

Many of the gods that the teachers set themsdlves in their descriptions of
ams have been unachieveabl e because of insufficient funding. Many of the most
ardent teachers, out of sheer zed for the cause, placedunduestrainontheir own
resources, both persond and professond. In order to supplement the limited
technica and economicmeansavailable, many teacherstried new technigues, by
collaborating with loca mediaand county centres for educational media. Budget
cuts resulted in anumber of projects having to be modified in relation to their
origina descriptions. This meant that in most cases the eval uation team had to
evauate reduced projects.

Within the five organisationd forms there have been rudiments of media
education practices that, if developed further, could be significant for media
teaching in the future. Although the development projects cover a broad span,
they have some smilarities and certain generd features in common, being all
based on threecriteria, including; @ mediatype (video, dides/sound, radio, TV,
b) topic; and ¢) a mixture of mediatypes, media genre, media specific discipline,
topic and/or teaching form.

The teaching and working forms in the projects have been predominantly
those involving media production, mainly of video, andyss of pupils own
productions and those of professonds. To a certain extent, teachers have dso
taught media theory on agenerd levd. Production has taken up most of the
dlotted teaching time. Pupils have most often worked in smdler, independent
groupsintheproduction phase. Mediaanalys sand theory haveto alarge extent
been organized on awhole dass basiswith the teacher as central figure.
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Relatively significant wei ght hasbeen placed on the production processinthe
evaduation sncethis, morethan mediaandyss, isafairly new dementinmedia
education. However some teachers have downgraded analysis or even rendered
it superfluous in favour of production. But production in itsdf is not sufficient. It
is hi the interplay of production and anayss, both of pupils own and of
professonal productions, that the critical approach is devdoped and media
competence acquired.

Media Education of the Future

At an organizationd level, thebass for afuture modd for mediaeducation
could beto definemediaeducation asaseparateareainwhich teachingcouldtake
variousforms, and where one form does not necessarily excludethe other. These
forms could include:

media education as a separate discipling

cross curricular collaboration (integrated into different subjects and in
collaboration with these) throughout the whole schoal year;

day or week-long courses,

both day or week-long courses and cross curricular (integrated) with
severd existing subjects.

The consecutive course type sequence would afford both specific in-depth
study of the time-consuming production processes and dso give pupils the
necessary time to grasp new concepts and theories. The crass curricular model
dlowsthe possbility of working within aparticular themein aproblem-oriented
and lessfragmentary way. Thereisthusan emerging modd which embracesan
interplay between the subject specific and the cross curricular, and which is
profitable for mediaeducation.

Media education must comprise work with pupils own production, their
discovery, andyss and assessment of it as well as that of others, from both
practica and theoretical pergpectives. All typesof mediamust beincluded (print
medig, radio, photography, sound/dides, TV, video, film and computer graphics).

From a demoacratic pergpective, importance should be attached to the expe-
rience gained in the development projects, which have worked in collaboration
with locd TV and radio. Wherever possble, collaboration should be set up with
locd TV and radio so that pupils get the chance to produce for alarger public,
which hi turnwould enablethem to experience firsthand theconditionsfor public
media production and an idea of its sgnificance in the democratic process.

Any outlinefor futuremediaeducation shoulda soincludeamediawordshop,
with the permanent asssance of one or more teacherswith specid expertisein
mediaand mediaeducation. Themediaworkshop should providetheframework
for the use of technical equipment and for teaching, and could, for instance, be
established in dose connection with the schoadl library.

A recurringtheme, in interviewswith teachersonthemediaeducation of the
future, was that teachers felt ill-equipped to teach media, particularly the
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electronic media. Teachershaverepeatedly pointed out that competent teaching
of media studies would require them to have had training in the subject at a
qudlified levd aspart of their basictraining - that is, intheform of longer courses
or specidization. A widespread need for in-service courses has d so been empha:
Szed.

CONCLUSION

Future media education must be based on a theoreticd and methodical
overdl understanding of the function, structure and history of the media. an
understanding which involves communication and mediafrom the perspective of
sender, content and recipient, with an emphasis on the last of these, and with
focus on media production and media andyss. Media education in the school
should be combined with media education in theloca community. Based on the
thirty-five media education development projects, the concluson is that the
overdl god of future mediaeducation isthat the pupils obtain knowledge of the
function and role of the mass media; the ability to use the media as a way of
expresson and ameans of communi cation; and that media education should be
defined as badc knowledge adlong with reading and writing.

At thebeginning of thisarticle | indicated that mediaeducation has gamed
statusduringthe past fewyears, although thestatusisnot yet formalizedinthe
school systemsof dl countries. |n Denmark many committed teachershavebeen
teaching media for severd years, and the evaluation of these development
projects point to various modes and pedagogica approaches. Whilethere isa
greet amount of experience regarding media education, media education is not
yet compulsory as part of the curriculum in Denmark.

A new education bill isbeing debated at the present timein Denmark. We
do not yet know if the educational decison-makers will continue to regard the
mediaas the enemy to be fought with thebook - and only the book - or if they are
goingto listen to the mediaeducation teachersand takeinto account thefindings
of the project experiences. Wedo not yet know if thedecison-makersredizethat
the mediaeducation movement, internationally and nationally, isanew kind of
grassroots movement that N. F. S Grundtvig, our nationd father of pedagogy,
would have enjoyed.
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Mediaware Review

Teaching, Learning and Technology:
A Planning Guide

L. F, (Len) Proctor, Editor

Teaching, Learning& Technology isatwo part, interactive, multimedia
kit that has been designed to guide teachers and administratorsin planning
how to use current technology to enhance classroom teaching and learning.
Part one contains a step-by-gep guide to planning. Part two contains a
library of audio and visual examplesthat are used toillustrate the planning
process in action. Collectively, parts one and two do an excellent job of
presenting amodéd for planning and modeling how multimedia can be used
to support learning about and implementing a planning process.

Kit Description

The main components of thekit include a CAV videodisc, CD-ROM disc,
spira bound workbook, workbook duplication magters, a3.5 in. disk full of
planning templates, and amap. The map displaysthelayout of theprogram
and the interactive nature of the audio, video and text components. The
videodisc contains classroom examples of active learning, cooperative learn-
ing, interdisciplinary learningandindividuaizedlearning. TheCD contains
over 10 meg. of HyperCard stacksto control theflow of dl thetext, audioclips
and reference ligts, an interactive plan book, audio interviews, and an
ass=mbly toal for creating customized presentations. Theworkbook hasbeen
divided into severd sections. It startswith afocuson envisioningthefuture,
and continues on to asssssing whereyou are, setting gods, planning how to
achievethegods, makingthe plan happen, and evaluatingthe plan. Copies
of the HyperCard-based reference ligs and planning templates have been
reproduced at the end of the workbook.

Hardware and Software Requirements

A CD-ROM drivewith agpesker or headphones, Macintosh LC or Macl|
with acolor monitor, videodisc player, and videodisc monitor are required in
order to usethiskit. The program will run under later versions of Sysem
6orcurrentversonsof System 7. Atleast 2 megabytesof RAM arerequired
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for system 6 and 4 or morefor System 7 operation. Mac Writell isnot included
inthekit but it isrequired in order to use the planning templ ates on the floppy
disk. Thekitisavailablefrom Intellimation in the U.S. ($150.00 U.S.) or from
Perceptix Inc. in Canada ($180.00 CDN.).

Program Operation

To get the program up and running, the T, L & T Program folder must be
copied onto the hard disk. The HyperCard stacks will crash if they are run
directly from the CD-ROM. They will dso crash if they are loaded onto a hard
drive in older black & white Macintosh. Assuming that all physical connec-
tions have been properly made, a sufficient amount of memory is available,
and there are no conflictswith older versionsof HyperCard or resident INITS,
thetitle card will appear on the screen soon after clickingon theMain Program
HyperCard stack. Thisisawdcomesight. When thetitlecard appears, the
users must then sdlect an appropriate videodisc player from the set-up list.
Having made this choice, they then must specify a communications port and
abaudratethat iscompatiblewith thevideodisc player. Oncecommunication
has been established with the videodisc player, the Main Menu will appear.
Thisishomebase. From here, it iseasy to gain accessto and fromall segments
of the program.

For the information browser, the navigation system is ajoy to use. In
additiontotheusual Next, Previousand Back arrow buttons, thecontrol panel
facilitates easy access to the utility tools, help files, and the program map.
Given any point in the stack, at no time is the user more than two or three
mouse clicks away from any of the program's resources. Both audio and visual
feedback are given to the user to indicate the program's acceptance of the
button choice. While the audio feedback is effective, the constant "clicking"
noise can become abit tedious after using the program for an extended length
of time.

Each magjor section of program is further divided into sub-components. In
each sub-component, thereisabrief audio overview of what is contained in the
sub-component. Then one or more video clips are availabletoillustrate real -
life examples of the topic being explained. Radio programs, which are actually
audio interviews with key teachers or administrators, compliment the video
clips. Inaddition tothe audio and video clips, clickingon "hot text" bringsup
a didog box with additiona information pertinent to the highlighted text.
Finaly, links can be made to the technical details associated with the
production of each audio and video clip, appropriate hel p files, and the support
materials associated with the sub-component.

Because the program has been organized in this manner many different
types of user style can be accommodated. For example, users who feel most
comfortable ng and using theinformation in alinear manner can do so.
Similarly, those users who feel most constrained by a linear approach to
learning can choose their own paths. Each type of user is able to start from
wherever they feel comfortable. For both user types, the constant use of real-
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world metaphors, reversible actions, and internal command consistency goes
along way to help develop theillusion of, "geewhiz, it fedslikel've been here
before. 1 know how to do this stuff!”

Teacher Professionalism

While there have been many books written on teacher professionalism, it
isunusual tofind thistopic addressed inamultimediakit. Teacher profession-
alism hasbeen defined in the kit as "the sum of what teachers do both insde
and outside of the classroom to orchestrate student learning, contributeto the
art and craft of teaching, and influence educational policy making." Examples
are drawn from case studies showing how teachers can use computer-based
resourcesto createingtructional materialsand to collect, store, and exchange
information for efficient decison making. Whileitisnever stated explicitly in
the program, implicit in examples provided in this section is the suggegtion
that by putting program decisions into the hands of motivated teachers and
giving them access to a modest amount of current technology, the learning
environment will improve for students and teachers will experience greater
levels of satisfaction. 'The dignity you have as a professiond is very high
becauseyour decisons are given credence.. .you can fulfill them.. you makea
decison and see it implemented. Y ou are respected for your ideas, for your
knowledge, andforyour experience. 'Y ou havehel ped toconstructsomething."

Conclusions

In conclusion, it isimportant to note that models and examples contained
in this kit are not prescriptive. This is important because the use of any
planning modd is often context dependent. This package is sufficiently
flexible and customizable to be of help to dmost any schoal staff who wishes
to integrate technology into amost any subject area of the curriculum. The
benefit of being able to actually see and hear what other teachers have been
abletodoin their classrooms provides agood starting point to begin discussing
what is possble in onés own setting. And finally, once the plan has been
formulated, the program provides the necessary printer support to assist the
planning team in producing their presentation materias. A good plan should
not only begood, it should also look good. Themorecare and attention that has
been put into creating good audio, visua and print resources, the more
effective the presenters are likely be in sharing their vision of the future with
their colleagues, schodl officias, and parents.

EDITOR
Dr. Len Proctor isAssociate Professor in the Department of Communication,

Continuing and Vocationa Education, University of Saskatchewan,
Saskatoon, Saskatchewan S7N OWO.
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Book Reviews

Diane P. Janes, Editor

Instructional Design Strategies and Tactics by Cynthia B. Leshin,
Jodlyn Paollock, and CharlesM. Reigel uth. Englewood Cliffs, NJ Educational
Technology Publications, 1992, 331 pp. ISBN 0-87778-240-7 (CDN$44.40)

Reviewed by Earl R. Misanchuk

The need addressed by this book, according to the authors' introduction,
is for guidance in sdlecting and using instructional grategies, areas often
given short shrift in other articulations of the instructional systems design
(ISD) process. A largeformat (81/2X 11) soft-cover book, it iscomprised of five
units, some of which are further subdivided into two "seps”

Unit 1 - AnalyzingNeeds, iscomposed of two steps- Anayzethe Problem
and Analyze the Domains (Jobs or Subject Areas). The introduction to the
book points out that Unit 1 will be of grestest interest to trainers, while
educators may well decide to skip it with impunity. The distinction between
training and education is maintained throughout the book: where prescrip-
tions differ for the two concerns the authors make a point of distinguishing
between them. Unit Two - Selecting and Sequencing Content also consists of
two steps - Analyze Each Task and Sequence Its Mgjor Components, and
Anayzeand Sequence Supporting Content. DevelopingLessons- Unit Three,
is composed of asingle step, Design and Write Each Lesson. This step has
severd sections based on the kind of learning involved in a particular
situation: memorization of information, application of skills, understanding
relationships, and higher leve skills. Unit Four - Media Utilization, has one
gep - Perform InteractiveMessage Design, again with severa sectionsbased
thistimeontheddlivery method: human-based systems, print-basedsystems,
visud-based sysems, audiovisua-based systems, and computer-based sys-
tems. Thefinal unit (and step) is Evaluation. Needless to say, such compre-
hensive and complex subject-matter makes the arrangement of the contents
of the book itsdf an interesting object lesson in instructional design,
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Thefirst thing that struck this reviewer was the rather odd grouping of
subjects described above, with single sub-sections of sections having related
but different names. It makesone wonder why the use of units was necessary.
Perhaps the organization of the material into seven steps would have been
more functional.

Bethat asit may, the authors have goneout of their way to elucidate the
structure of the subject-matter of the book, and to ensure that the reader is
congtantly aware of where a particular section of the book fits into "the big
picture." A graphic organizer, or content map, is the device they rely upon
heavily throughout the book, generadly to good effect. Actudly there are two
graphic organizers, one corresponding to the major headings (the units and
sectionsreferred to earlier), and the other corresponding to more subordinate
headings. For lack of better terms, | shall refer to the two types of maps as
major maps and minor maps, respectively.

The major map that concludes the Introduction and provides an overview
of the I1SD process doesn't quite match the arrangement of the topics in the
table of contents, which unfortunately does not help in getting the reader
oriented. The samegraphic organizer, with different parts highlighted, isaso
used at the beginning of each step, but once again the terminology used in the
figure does not always match the headings. Thismakesit alittle confusing to
keeptrack of whereoneis—exactly the opposite of theintended purpose of the
graphic organizer. For example, one page displays the heading "STEP 5:
DESIGN AND WRITE EACH LESSON," while the facing page (the one
showingthemajor map) says"STEP 5. SPECIFY LEARNING EVENTSAND
ACTIVITIES"

A copy of the minor map, with the appropriate section name highlighted,
appears at the beginning of each sub-section in the text. The fact that the
heading itsdf (which is of course, the same as the highlighted portion of the
map) appearsdirectly below the map makes for considerable redundancy.

Supplementing the graphic organizer/content map in attempting to keep
the reader apprised of thecontext isarational, although complex, numeration
schemeforthevariousstepsinthel SD process. Attimeshowever (and perhaps
this is purely an idiosyncratic reaction) | found mysdf actually distracted by
the orientation devices. Reading section labelssuch as5B.2.3(U) isnot terribly
informativeper .2 Asdefromtelling methe obvious—that it isastep between
5B.2.2(U) and 5B.2.4(U) — the only function it seemed to serve (for me) wasto
cause meto flip back severd pagesto find out what steps 5B.1 and 5B.2 were.
Unfortunately even that knowledge didn't sseem to help mein contextualizing
the information in 5B.2.3(V).

Thelayout and typography used in thebook unfortunately dso do littleto
ad the reader in keeping oriented. While there is consistency in the use of
headings of various orders and a perceptible if not obvious differentiation in
szeamongorders, thereisfrequent opportunity for confusi on betweenvarious
eements comprising the text. The book is primarily composed of four types of
information (the labds are rather arbitrary, and mine): stepsin the process,



BOOK REVIEWS 85

elaboration of theory underlying the steps, guidelines, and examples. Unfor-
tunately the same typography is used for dl four elements, making it difficult
to distinguish one from the next (although guidelines are always boxed). The
consequenceissomewhat reminiscent of beinglost in ahypertext segment, and
despite the best efforts of the authors to provide orientation devices, the
devices do not always work as well asthey might.

Perhapstheproblem redlly liesin the choice of the medium. Asl read this
book | kept wishingit wasin eectronicform, sothat | could switch into outline
mode and collapse and expand topics and headings, like my word processor
dlowsmeto do. Or to beableto click amouseto obtain adisplay of guidelines.
Or examples. And, with another click, to makethem go away, leaving mewith
the outline structure of thetheory and prescriptions. Although the prospect of
reading 300 pages worth of text from ascreen isdaunting, | kept feeling that
if | had the capacity to expand and collgpse | would be much more at eese in
terms of contextuality. Perhaps this book could have been published as a
HyperCard stack? But | probably ask too much.

Itisquiteunfair of metohavedwelled so longon theshortcomings, because
despite them | liked the book and found it useful; moreover, | beieve | will
continuetofind it useful. As| noted earlier, the sheer complexity of the subject-
matter posed a significant sequencing and display challenge, and | found it
very instructiveto contemplate how | might havedoneit differently (das, with
little successl). Furthermore, the straightforward arrangement of the lucid
text that actually comprisesthe substance of the book more than makesup for
the problemsdescribed, and oncethereader getsinto thestgpsthemselves, the
chunking of subject-matter is rational and essy to follow.

The advice and the theory offered is pithy and succinct, and provides
something for both the neophyte and the experienced designer. The beginner
will be able to extract advice that is up-to-date (in terms of both theory and
research) and that can be applied immediately to instructional design, while
the more experienced designer can use the text amost like a check-list to
ensurethat nothing hasbeen overlooked. Teachersof instructional designwill
likely not find much in the book that they do not already know, but they will
find many things that they might occasiondly forget to pass on to their
students. Thusthebook's potential check-list quality isastrength, and | would
encouragethe authors, in asubsequent edition, to take greater painsto point
out to readers how it could thus be profitably employed.

Thestrongest partsof thebook, inmy opinion, areStep 5 (DesignandWrite
Each Lesson) and Step 6 (Perform Interactive Message Design), which are,
after all, what thebook promised to be about. Once again the complexity of the
subject-matter structure (with four kinds of learning in Step 5 and five dasses
of mediain Step 6 being addressed) makesfor acertain amount of redundancy
in presentation. Still the suggestions provided are generally valuable. | plan
to incorporate at least those portions of the book into an instructional design
coursethat | teach, and | expect that | will find mysdf often reaching for them
while designing instructional materials mysdlf. | recommend you take more
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than a cursory look at this book.

REVIEWER

Earl R. Misanchuk is Professor of Extension, University of Saskatchewan,
Saskatoon, Saskatchewan S7N OWO.

Distance Education: A Practical Guide, by B. Willis. Englewood Cliffs,
NJ: Educational Technology Publications, 1993. ISBN 0-87778-255-5,138pp.
(CDN $38.95)

Reviewed by Richard A. Schwier

Indeferencetothewritingstyle Barry Willisusesin thisbook, | wouldlike
to make three recommendati ons before the substance of the review:

« If your professiond life touches distance education in any way, buy th is
book;

« Ifyour professiond life does not touch distance education in any way,
buy thisbook for someone dse whose life does,

e If you are looking for an expangve treatment of the philosophy and
issues surrounding distance education, buy adifferent book and put it
on your shelf. Then buy this economical treatment, and read it.

Theremainder of thisreview will describe Distance Education: A Practical
Guide and discusswhy | make these recommendations.

Willis wrote this book for two primary audiences. The first is faculty
engaged in distance education, presumably in post-secondary institutions.
Mogt of us have encountered faculty who are superb scholars, yet know little
about teaching and next to nothing about distance education. Thebulk of this
book addressestheir needs. The second target group isadministratorsinvolved
in policy and program development. Although administrators will be inter-
eded in most of the same information as faculty, the book dso treats severd
important organizational and policy issues for this group, such as academic
legitimacy and tenure. After reading this book a couple of times, | would add
at lesst two secondary audiences for the book not mentioned by Willis. Oneis
instructional designers who often work very closdy with subject matter
expertsin thedesign and delivery of distance education courses. They will find
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this a valuable reference tool for finding quick answers to many difficult
questions SME's ask. The other isteacher educators. M any teacher education
programs now include a brief treatment of distance education, usually as an
dective or asaportion of ageneral pedagogy course. This compact book would
be an excdlent reference for instructors in these programs.

Willisincludes two stated purposes for the book:

"To provide a practical foundation for planning, developing, and
implementing effective distance education programs.

To offer suggestions, advice, and encouragement for those accepting
the chalenge offered by thispotentialy effectiveform of instructional

ddivery." (p. 4)

Distance Education: A Practical Guide has eight succinct chapters and a
brief "Glossary of Sdected Distance Education and Telecommunication
Terms”

Chapter 1 provides adefinition and overview of distance education. The
chapter includes arguments for how distance education differs from tradi-
tional teaching models and why it is an important approach for modern
institutions. Chapter 1 further acknowledges the historical and international
roots of distance education—adiscussion in which Canadian initiativesfigure
prominently.

Chapter 2 discussesresearch indistancelearning, first summarizingafew
generd principles derived from research. It then describes some of the
comparative mediaresearch andwhy it uncovered few significant performance
differences. After discounting thisavenue of research, Willis provides 17 very
useful factors which do influence instructional effectiveness.

Chapter 3 offers advice about the key players in a distance education
program, from students to administrators. Willis emphasizes integrated
participation and communication among members of the distance education
process.

Chapter 4 discusses the important component of faculty devel opment and
especidly factors which can improve the effectiveness of in-service training.

Chapter 5 dealswith the systematic instructional development and evalu-
ation of distance ddivered instruction. Willisoffersageneric modd of instruc-
tional development in the chapter and outlines the major points one would
consider in the process.

Chapter 6 describes media — the teaching tools of distance education.
Various media are listed, and Willis suggests that only by selecting media
which meet student and instructional needs can the unfortunate and expen-
sive cycle of technologica growth, demise and revival be avoided.

Chapter 7 briefly summarizes drategies for teaching effectively at a
distance. Thechapter offersadvicefor meeting student needs, course planning
and organi zation, teaching strategies, and interaction and feedback.



88 CJEC SPRING 1993

Chapter 8, "TheFutureof Distance Education” discussestrendsand needs
in the areas of research, ddlivery, evaluation, technological integration and
academic palicy.

Throughout the book, in both statement and tone, Willis emphasi zes the
importance of examining technol ogies of earning over e ectronic technologies
—especialy whiz-bang delivery technologies. | found it especidly invitingand
refreshing to find atreatment of distance education which made only passing
reference to satdlites. In fact, Willis rails against being distracted by the
trappings of distance education because teaching and learning will inevitably
suffer if the focus of the learning enterprise drifts away from the learner. He
warns vocaly of the danger of sdecting and purchasing hardware and then
attempting to fit instruction to it. He aso suggests that while distance
education is often considered unique, successful distance education differs
little in substance from other approaches. He states, "Inredlity, the novelty of
distance education is more perception than redlity." (pp. 40-41)

Another refreshing aspect of the book is the homage Willis pays to
international players in distance education, and the contributions made by
countries other than the United States. One might speculate that this is
because an author from Alaska is geographically separated from most of the
rest of the United States. Morelikdly, itisatributeto ascholar who isvitally
interested in what makes distance education work. Willis specificaly men-
tionsthe Open University (United Kingdom), Athabasca University (Alberta),
the Open Learning I nstitute and the Knowledge Network (British Columbia),
the Alberta Educational Communications Corporation, the University of
Quebec, and the University of Queendand (Australia).

Much of the material in this book will be familiar to readers with a
background in educational technology. For example, theinstructional develop-
ment model Willis proposes is well-worn territory for instructional designers,
and there is not much new offered here. But it is an important component of
the book for his stated audiences. Many administrators and faculty have little
acquaintance with modes of systematic instructional design, and Willis
mode offers a useful compression of idess.

Readers familiar with Fleming and Levi€s (1978) Instructional Message
Design from the same publisher will find Willis approach to be reminiscent of
that earlier work. Willis often offers statements of general principle, followed
by brief explanations or eaborations. This format is extremely readable. A
reader can scan major points, and stop to graze on additional information from
timetotime. Inother places, bullet-formlistspepper thepageswith key points.
In few places will the reader find extensive prose, daborate arguments or
extended discussion.

These approaches result in a crigp and highly approachabl e treatment of
distance education. Willis writing style is unpresumptuous and economical.
His tone is optimistic, yet redigtic. Willis does what 0 few of us have the
courageto do: he makesapoint and then shutsup. I'll demonstrate what I've
learned from his book and do the same.
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