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  Abstract


  Faced with a society that uses the media from dawn until dusk, it is imperative to identify the relationship between users and media. Therefore, this quantitative research aims to determine media competence levels of teachers and students in compulsory education in six areas. Media competence offers a diagnosis of possible shortcomings and needs educational intervention in both groups. Primary education students have shown an intermediate level of media competence. Secondary education students are at a basic level of competence in all the areas, except for technology and media literacy, which are at an intermediate level of competence. Most teachers have a basic level of media competence in all areas. Despite having a curriculum that meets the needs of media literacy in compulsory education and the proliferation of policies supporting technology, this is the weakest area in participants. A critical revision of school curricula and a consensus in their design and development would facilitate students’ shared training and minimize a possible exclusion in relation to media. Meanwhile an own curriculum and a training through a network of related professionals is the way to achieve higher levels of competence in both groups.
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  1. Introduction


  Access to the media has become an essential factor for national, political, economic, social and cultural development, as well as becoming a factor for change at all levels. According to Carlsson (2011), we are facing the dawn of a new media society defined by different patterns of communication, a different perception of space and time, a change in the concept of public and private, as well as a blurring of both frontiers, similar to what is happening between the real and the virtual.


  The most traditional research into the media has focused on determining their influence on society and culture; the effects that advertising and media content have on their audiences; how the press influences political trends and the effect of videogames on children and teenagers, among other questions. However, everything needs to be redefined in a new context which has been defined as the mediatisation of the societies and cultures, according to Hjarvard (2008). It is now not time to analyse its influence, but to know what to do with the media (Carlsson, 2011).


  In this new society not everyone accesses and uses the media in the same way, it varies depending on the age, gender, social class and geographical context. Therefore, we need to pay special attention at a particular group; young people. To Gómez-Mendoza & Alzate-Piedrahita (2014), their daily lives focus on a future insertion in the society to become citizens. Accordingly they build their identity and that of others through the TV programmes and the films that they watch, music they listen to on the radio and on their MP3 player and smartphone, the websites they visit, the books, magazines and comics they read (Chomski, 2012). Although this contact with the media is not the only factor that contributes to the development of their identity, it means that our younger generation will grow up building their own image and the image of the people around them according to the media contents they receive.


  As previously mentioned, according to Ambròs & Breu (2011), the current society is dominated by audiovisual messages; however the control of its use is neither widespread nor homogeneous. These differences generate an unbalance between: “an elite who know how to use, understand and spread information and on the other hand, the majority who, although they are surrounded by information, they are unable to use it, understand it, interpret it and decode it. That is to say, “a functional illiteracy, like all kind of illiteracy, is a form of slavery” (Ambròs & Breu, 2011: 41).


  This situation demands the concept of literacy to be widened. Traditionally linked to reading and writing, it now requires the inclusion of new access sources to the information and the ability to decode and understand the systems and symbolic forms of knowledge spread by the media. The literacy of citizens regarding the media is then a must for the educational policies aimed at creating equal opportunities regarding the access to culture (Area, 2012).


  Along with this approach that claims the need of media literacy as a palliative measure of the “digital breach” or increase of a potential social exclusion, we also have the other point of view that warns about the risk of the media (Bringué, Sádaba, & Tolsa, 2011; Wan & Güt, 2011; Wilson, Grizzle, Tuazon, Akyempong, & Cheung, 2011; Tejedor & Pulido, 2012), as not being transparent (Masterman, 1993). In that respect, Livingstone & Haddon (2009) through the European Project “Kids Online” have demonstrated that northern European countries are classed in a category of “high use, high risk”, southern countries are the denominated “low use, low risk”, whereas those from eastern Europe are in a category called “new use, new risks”. Equally, they have shown gender differences due to the fact that the boys generate conduct risks whereas the girls are more prone to risks through contents and contacts. One of the results of the project had identified the need to find a balance between the education and protection of young people.


  In contrast with this vision of the media, we can consider a more positive view of the media that helps the development of imagination and language, the stimulation of the pleasure of asking and discovering, the knowledge of new languages and ways of communication, the increase of expository and reasoning capabilities, the durability of the knowledge based on the level of motivation that the media generates and the acquisition of the capacity of reflexion and ethical principles (Ambròs & Breu, 2011). In the same line of thought, Sánchez-Carrero & Aguaded (2009) pointed out that, after the application of a programme to foster critical reading among boys and girls based on the different TV programmes, there was a decrease in those classed as “not critical” and an increase in those considered “critical enough”. These kinds of studies demonstrate the need to provide new citizens with the appropriate tools for their empowerment of the media. The education and therefore, literacy are understood as a right of the citizens (Area, 2012), and all citizens regardless age, gender or context.


  The omnipresence of the media also reaches the education centres. On the one hand, the media content accompanies young people to school or to college, providing their own culture, different from the official one (Chomski, 2012). On the other hand, teachers also use the media when they buy online, read the newspaper on their tablets, or computer, send texts on WhatsApp to their friends or communicate with their family through Skype thus providing their own grounding to the system (Pallarés, 2014). However, in spite of the fact that both protagonists of formal education live surrounded by daily media experiences, the inclusion of the media to the learning and teaching process cannot be appreciated in the majority of the schools.


  Regarding the Spanish curriculum, various studies have demonstrated the appearance of media contents in the different branches of knowledge and in the curricular elements incorporated (Camps, 2009; Ramírez-García, Renés-Arellano, & Delgado-Ponce, 2014; Ramírez-García, Renés-Arellano, & García-Ruiz, 2014; Ramírez-García, Renés-Arellano, & González-Fernández, 2015; Ramírez-García, Renés-Arellano, & Sánchez-Carrero, 2013; Tucho, 2008). Nevertheless, the presence of the media in the school curricula appears quite blurred and influenced by the current branch of knowledge and interest of each autonomous community regarding the media literacy of their citizens. In Italy, the perception is similar, as indicated by Felini (2014), the institutionalization of the media education does not seem to be imperative for those that create the curricula and design the educational change.


  Simultaneously, the organization and management of the education centres has become a factor that has a direct impact on the addition or not of media to the centres (Cabero, 2004) and therefore, a higher or lower inclination to implement measures of media literacy. A centre that decidedly bets on the addition of those media to its daily life, increases the contact of the teacher with the media, contextualizes the learning acquired in other contexts in a formal education world and increases the future application to their activities with the students.


  Nevertheless, the reluctance of teachers to use the media, the new role that they are asked to play as a developer, careers adviser, motivator, point of reference and facilitator of experiences, creator of resources, researcher and co-apprentice, among others (López & Miranda, 2007), as well as their thoughts (Gewerc & Montero, 2013; Suárez, Almerich, Gargallo, & Aliaga, 2013; Tirado & Aguaded, 2014), their competences (Tejedor & García-Valcárcel, 2006) or their own academic education, implies a separation from those above and therefore, a step back in the acquisition of a true literacy of the media aimed for the future 21st century citizens and their teachers.


  That is why la Agenda de Paris (2007) reveals the need for developing initiatives of media education for both teachers and students at all educational levels. A step forward has been taken with the publication of the report “Media and Information Literacy Curriculum for Teachers”, supported by UNESCO in 2011, that recognises the need for media training for the development of an active population. It is imperative to implement a “media and information literacy, as it helps to expand the development of civic education, the teachers being the main change agent” (Wilson, Grizzle, Tuazon, Akyempong, & Cheung, 2011: 11).


  If students need to be educated and so do teachers, it is true that both groups are unable to face their relationship with the media. As a result, to check whether this belief is true or not, the scope of this research is to determine the level of competence that these two groups have towards the media.


   


  2. Methods


  The chosen design for the research was cross-sectional and descriptive because the research focuses on analysing the level and status of the variables at a given time in order to describe the phenomena and analyse their incidence at that time (Hernández, Fernández, & Baptista, 2006).
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  2.1. Participants


  The participants of this research were, on the one hand, 581 students of fourth grade of primary school and 665 of secondary and on the other hand, 905 active teachers working within different levels of education (Pre-school education, primary, secondary, high school and vocational training education). Both groups, students and teachers, belong to centres in 10 Spanish provinces: Cantabria, Córdoba, Huelva, Granada, La Rioja, Lugo, Málaga, Murcia, Seville and Valencia. The chosen samples were not stochastic, that is to say, they were established according to the related criteria of the research (Bisquerra, 2004). In that respect, the chosen criteria were as follows: authorization to apply the questionnaire in the education centres, differentiation of the various educational levels and heterogeneity of the centres (public, semi-private, and private).


  2.2. Tools


  The tools used in this research to gather the information were an online questionnaire about media competence for students in primary education (http://goo.gl/RA3mCt), as well as for those of compulsory secondary education (http://goo.gl/sd1P27), also including teachers (http://goo.gl/4Kd5Pa). In all the cases, the questionnaires have been designed ad hoc for this research and based on the systematized definition given by Ferrés (2007) in regards to media competence that tackles 6 out of the main areas that it comprises. In this sense media competence is associated with structures that include knowledge, skills, attitudes and aptitudes linked to these six areas: languages, technology, processes of perception and interaction, processes of production and dissemination, ideology and values and aesthetics. In table1 there are 6 areas shown which have been referred to and the items of the various questionnaires associated with them.


  The tool applied to the students in primary education is made of 22 closed questions of multiple choice, 5 out of them are linked to demographic data. On their side, the students of secondary education answered 34 questions, being 6 out of them related to their personal identification. Regarding the teacher’s questionnaire, this has 43 questions, out of which 6 were aimed to gather socio-demographic data. The questionnaires came along with their corresponding assessment headings that assessed the answers provided by the participants according to pre-established criteria, referring also to the level of competence.


  The validation of the questionnaire implied two procedures: the calculation validity and reliability. The validity was determined by using Delphi’s technique (Barroso & Cabero, 2010), in which 15 experts participated, following the stages proposed by Bravo & Arrieta (2005) and that implied the reformulation and elimination of some initial questions. With regard to the index of reliability, the questionnaire aimed at the students in primary education offered a Cronbach’s Alpha of 0.787, for those students in secondary an alpha of 0.667 and in the case of the teachers, the questionnaire was structured in two scales: the first one which brought an alpha of 0,812 and the second one of 0.625.


  2.3. Procedure 


  The application of the various questionnaires was carried out in consecutive stages in 2012, it started with primary education, followed by secondary and concluded with the teachers. In the case of the students, the permissions to access the education centres were requested, the availability of internet in the centres was checked and a day was agreed for the filling out of the questionnaire. In the case of the teachers the collaboration across the different media was requested: teaching centres, electronic mails to the actual centres or previous contact with the key informants. In all cases, the application was carried out simultaneously in the 10 provinces which participated within a timescale of a fortnight based on the dates agreed with the centres.


  2.4. Analysis of data


  The data was obtained through the various questionnaires and were gathered in a database generated by the online system where the questionnaires were designed. Later, we processed the transfer of the data into a statistical programme SPSS (v.18) and then the answers were categorized again according to the assessment heading previously designed for each questionnaire.


  The analysis of data was initiated through descriptive statistics followed by central and dispersion-tendency measures. The percentile measure was also used to determine the levels of media competence across the different groups of participants. Equally, tests were also undertaken such as Pearson’s chi-squared test, Phi and Cramèr’s V.


   


  3. Results


  Regarding the students in primary education, in figure 1, we can see a lack of values in the areas of languages and ideology and values at the advance level of the competence. The answer options of the questionnaire did not take into consideration the responses at this level due to the complexity of some questions that were dismissed after the questionnaire was submitted. Both are placed as the highest in terms of training among the students with an intermediate competence level of 66.8% and 59.2% respectively, followed by perception and interaction (52.85%) and aesthetics (54%). The most basic levels are in the areas of technology (45.1%) and production and dissemination (50.4%). However, in these last areas we can also see a considerable percentage of students that achieved an advance level with 21.2% and 30.6% respectively.


  Regarding the students of compulsory secondary education, the areas where they achieved the highest training are technology (41.2%) and aesthetics (87.4%), but in both cases at an intermediate competence level. In the case of the last area, it was necessary to eliminate some questions that impeded the configuration of an advance level of the competence. It is also important to note that a large percentage of the students from secondary are placed at the basic levels in the remaining areas - languages (49,1%), perception and interaction (56,7%), production and dissemination (43.7%), ideology and values (42,3%) (figure 2).


  Remarkably, the teachers represent the basic training all over the areas that integrate this media competence -languages (51,5%), technology (48,4%), perception and interaction (40,1%), production and dissemination (51%), ideology and values (47,5%) and aesthetics (48,2%).


  Comparatively, figure 1 shows the distribution of the three groups analysed against the levels of the different areas that comprise the media competence.


  In order to determine the statistically significant differences between the socio-demographic variables and the levels of competence across the different areas that comprise the media competence, we proceeded to carry out an analysis of the contingency and the results of Chi-squared test, Phi and Cramèr’s V. In short, in table 2 we can see those variables that have influenced the variability of the media competence’s levels across the different areas that it comprises. Along the same lines, it is worth mentioning that technology area is shaped by all the socio-demographic variables that portray the sample of participants, for both students and teachers.


  Regarding the students of primary education, apart from technology area, the areas of language and media literacy are influenced by the province of origin, gender, and the type of centre where students attend. The area of ideology and values are influenced by the province and the sort of education centre, whereas the area of production and dissemination are determined by the distinctive characteristics of the school. The areas of perception and interaction are influenced by none of the said variables.


  With regard to the students of secondary education, the areas of production and dissemination point to just two variables, the province and the education, and these variables, along with the typology of the education centre, are those that determine the levels of the technology area.


  As for the teachers, the training they have received is the variable that has a direct impact on all areas of the media competence, followed by the province of origin, gender of the participants, the education level at which they teach and finally, the education centre where they teach.


  Although it would be interesting to do a detailed analysis of the differences found between the levels of competence across the different areas and the socio-demographic variables, for obvious reasons of lack of space, it is not possible to carry it out. Nevertheless, it would be worthy concentrating on the variable teacher’s training, due to the educational impact that it may have.


  In the different areas that comprise the media competence we could appreciate that the teachers with none or some training in the communication field are placed at the lowest level of the competence, while a higher training in the field implies a superior level of competence. This situation is obvious in the areas of perception and interaction and in the areas of ideology and values (table 3).
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  4. Discussion and conclusions


  The scope of this research focuses on determining the levels of media competence that the students and teachers from primary and secondary education have. In that respect, the primary education students who have participated have demonstrated intermediate levels of competence, that is to say, the level of media competence across the different areas is at the intermediate level, standing out especially those referring to perception and interaction and to media literacy.


  [image: ]


  With regard to the area of perception and interaction, Ramírez-García, Renés-Arellano, & Sánchez-Carrero (2013) show that the curricular area of art education incorporates in its contents three basic aspects of this area:


  a) Ability to explain why there are some media, some products, some contents that they like more. This aspect is also established in the curricular area of natural and social science (Ramírez-García, Renés-Arellano, & González-Fernández, 2015).


  b) Ability to assess the cognitive effects of emotions.
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  c) Critical attitude towards the interaction of the screens.


  The area of Castilian language and literature also contributes to the development of this final aspect of the perception and interaction area and includes others such as:


  a) Ability to select, review and self-assessment of one’s own media diet.


  b) Ability to distinguish and manage possible dissociation between feeling and opinion and emotive nature and rationality.


  c) Ability to interact with people and different groups in plural and multicultural groups (Ramírez-García, Renés-Arellano, & Delgado-Ponce, 2014).


  As for the media literacy area, Ramírez-García & al. (2013) assert that this curricular area includes the following aspects of this competence:


  a) Ability to link media productions to other artistic forms.


  b) Sensitivity to recognise a media production.


  c) Ability to produce basic and understandable messages contributing to increase the personal or collective levels of creativity, originality and sensibility. This ability has been also included in the curricular area of natural and social science (Ramírez-García & al., 2015).


  d) Ability to manage and transform artistic production, encouraging creativity, innovation, experimentation and aesthetic sensibility.


  The previous contributions emphasize that the primary education curriculum includes some aspects that allow students of this level to achieve adequate levels of media competence in the said areas. However, the remaining areas are also present in the other curricular areas and this fact has not resulted in the acquisition of higher levels in certain areas such as technology, especially when the Education Law2/2006, of 3rd May, (LOE) and the Spanish Royal Order 1513/06, of 7th December, which establishes the curriculum of primary education, standardise the acquisition of some digital competence among students. It needs to be added that the educational policy in the field of technologies is also carried out by the different autonomous communities.


  It is, therefore, paradoxical that one of the aspects that should have been most developed in the education centres, positions students at the elementary of this area.


  The differences found on the level of the competence and variables such as province of origin and school could be explained by the curricular differences between the different autonomous communities; this would also explain a different application of the education rules. However, on the other hand, the differences could point to heterogeneous organisation and management of the centres (Cabero, 2004), and that is permitted due to the exercising of the pedagogical autonomy which has been recognised by the LOE (2006).


  Regarding the secondary education curriculum, the study has not been undertaken as rigorously as it has been in the context of primary education, however the analysis of the Spanish Royal Order 1631/2006, of 29th December, which establishes the basic learning in compulsory secondary education, defines as one of its following main goals at this education level “To develop basic skills when using the sources in order to wisely acquire, new knowledge. To acquire elementary training in the technology field, especially in the curricular area of information and communication”. There are two compulsory areas called “technologies” and “plastic and visual arts” which had to be taken from the first to the third year, as well as the acquisition of media competence “analysis of the information and digital competence”.


  Hence, these curricular subjects would guarantee higher levels of media competence among secondary education students. Nevertheless, the results across all the areas have demonstrated that this is not sufficient since the majority of the students were placed at the lowest level across all the areas, except for the areas of technology and media literacy where a significant percentage of students are at the intermediate level of competence.


  Additionally, the differences found among the students in terms of the province of origin and the centre where they have been attending, could be explained by the same reasons stated when analysing the primary education level.


  On the other hand, the analysis of the results gathered among the teachers shows such an alarming situation, since a high percentage of the teachers are placed at a basic level across all the areas of media competence. Nevertheless, there is also a substantial percentage of teachers who are placed at advanced levels of competence in the areas of technology, production, dissemination and media literacy. This polarization could be explained by the level and the subject taught, especially in secondary education. However, there is a remarkable influence of the teacher’s training across all the areas of media competence. Therefore, it has been verified that the better the teacher’s training, the higher the competence level achieved.


  Thus, training seems to be the key point in the achievement of optimal levels or degrees of the competence. It is with good reason that the framework “long life learning” establishes specific training programmes for teachers based on the “realistic” approach recommended by Korthagen (2010). He points towards a continuous interrelation of theory and practice in any formative process. This is a point of view also accepted by Sykes, Bird y Kennedy (2010). The OCDE report (2013: 234) regarding assessing the competences of the adult population has concluded that “the results reveal a need for a continuous learning and permanent training, in the different professional, individual and social environments in addition to school learning, including the experiences and competences achieved throughout their lives”. As far as the teachers are concerned, UNESCO (2011) has already defined the guidelines to follow in order to educate adults in media competence through an own curriculum. The next step is then to start formative processes that enable the teachers to achieve the highest media competence levels and accordingly to the international requests. In our opinion, these processes need to be linked to good docent assignments which can be used as a reference model. Therefore, the research carried out in Italy by Felini (2014) shows a set of criteria that can lead the way to approaching media competence and highlights the need to incorporate processes of co-teaching with more than one teacher taking part, the configuration of effective teamwork and the innovation of the formative activity on media literacy. These guidelines show that the teacher’s continuous training needs to be reshaped and re-orientated. Rather than showing a teacher how to manage a tool such as Twitter, it is best to introduce them through a network of other innovative teachers and put them all in contact with each other so that they can exchange their experiences in situ. That is to say, the challenge lies in enabling the relationship among education professionals with the media, not only as applied technologies, but as cultural instruments. It is imperative to change the mentality of continuous training, generating networks where the professionals with the most knowledge and media experience can become mentors for the most inexperienced until they acquire enough control and assurance to wisely handle the media tools. This way, we could carry out the media literacy of the new audience.
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