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Media Education as a Strategy for Online
Civic Participation in Portuguese Schools
La educación mediática como estrategia de participación cívica on-line en las
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ABSTRACT 
Whilst various studies have examined participation on the Internet as a key element of a new emergent civic engagement, infor-
mally or formally through national and local governments’ online measures, less has been done to measure or suggest ways of
overcoming social and technological constraints on online civic participation. Additionally, few studies have looked at the rela-
tionship between the actual implementation of such initiatives in classrooms and the messages which are conveyed indirectly as
a result of teachers’ own conceptions of classroom strategies, which are perhaps better described as a “hidden curriculum”. This
paper reports on these constructions through a set of detailed quantitative and qualitative case studies of the implementation of
civic engagement through online activity in several regions of Portugal. The data, obtained through questionnaires, were used to
produce novel composite scores reflecting the participatory and media literacy strategies of schools, as well as teachers and stu-
dents’ media literacy and online civic actions. We present empirical results from a study population consisting of 12 public secon-
dary school principals, 131 teachers, and 1,392 students in grades 11 and 12, suggesting that students’ online civic engagement
and media literacy levels are affected by their teachers’ classroom practices and further training and by the implementation of a
project-based approach to media education.

RESUMEN
Mientras que numerosos estudios han examinado la participación en Internet como elemento clave de una nueva involucración
cívica emergente, informal o formal, a través de medidas gubernamentales locales o nacionales on-line, el esfuerzo ha sido menor
para medir o sugerir formas de superar las restricciones sociales y tecnológicas de la participación cívica on-line. Pocos estudios
se han centrado en la relación entre la implementación de las iniciativas en las aulas y los mensajes expresados indirectamente
como resultado de las concepciones personales de los docentes en las estrategias didácticas que probablemente pueden ser des-
critas como «currículo oculto». Nos basamos en un análisis cuantitativo y cualitativo de un conjunto de estudios de casos sobre
la implementación del compromiso cívico a través de actividades en línea en varias regiones de Portugal. Los datos obtenidos a
través de cuestionarios fueron usados para crear un sistema de puntuación capaz de reflejar las estrategias escolares sobre la par-
ticipación y la alfabetización mediática, así como la acción cívica on-line de docentes y alumnos. Presentamos los resultados empí-
ricos con una población que comprende 12 directores de escuelas públicas secundarias, 131 docentes y 1.392 alumnos de los
cursos 11º y 12º. Los resultados sugieren que los niveles mediáticos de los estudiantes y sus niveles de compromiso cívico on-line
están influenciados por las prácticas de sus profesores, su formación y por la implantación de proyectos de alfabetización mediá-
tica. 

KEYWORDS | PALABRAS CLAVE
Media literacy, education, curriculum, teaching strategies, teachers’ training, online civic engagement.
Alfabetización mediática, educación, currículum, estrategias de enseñanza, formación de profesorado, participación ciudadana on-line.
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1. Introduction 
Civic participation and electronic government

through information and communication technologies
(ICT) and the Internet have become a talking-point in
many education systems. Potentialities and practices
have been studied worldwide (Davies & Pittard, 2009;
Harasim, 1995; Korte & Hüsing, 2006; Paige, Hickok,
& Patrick, 2004). In line with international guidelines
(e.g., World Bank, OECD, UN) advocating for citizen
participation in government services and decision-
making processes through ICT, governments are taking
a growing number of actions online. This, in turn,
increases citizens’ requirement to use the Internet to
interact with government, through portals, social net-
work websites and, in some countries, to vote electro-
nically, creating a demand for corresponding skills.
Whilst participation on the Internet has been exa mined
as a key element of a new emergent civic engagement,
less has been done to measure or suggest ways of over-
coming social and technological constraints on online
civic participation. Additionally, few studies have loo-
ked at the relationship between the actual implementa-
tion of such initiatives in classrooms and the messages
that are conveyed indirectly as a result of teachers’ own
conceptions of classroom strategies, perhaps better des-
cribed as a “hidden curriculum”.

The number and user-friendliness of Internet-
based tools is increasing, and young people are using
smartphones and other mobile devices to achieve
various other socially-oriented goals. At the same time,
governments have always favoured mediated interac-
tions with citizens. Decision-makers in today’s digital
societies take advantage of such online tools to reach a
greater audience in a more effective way. However,
the literature on online civic participation shows that
young people’s levels of interest are low (Albero,
Olsson, Bastardas-Boada, & Miegel, 2009; Hasebrink,
Livingstone, Haddon, & Ólafsson, 2009) despite their
intensive personal Internet use and the continuing ex -
pansion of e-governance.

In Portugal, although substantial human and finan-
cial resources have been invested in ICT for schools
(notably computer acquisition and teacher training in
digital educational resources and media literacy), these
changes have had a limited effect on young people’s
civic engagement and participation. 

A closer look at school and classroom-level strate-
gies in both media literacy and citizenship education
may offer important insights into factors limiting young
people’s online participation. In particular, data on tea-
chers’ conceptions and experiences on media literacy
and citizenship may offer insights into the “hidden

curriculum” and its effects on students’ learning and
development.

1.1. The importance of young people’s online civic
participation 

According to Dahlgren (2000: 338), “for people to
see themselves as citizens, and for a civic culture to
flourish, involves [...] the mutual interdependence of
knowledge and competencies, loyalty to democratic
values and procedures, as well as established practices
and traditions”. To enable young people to become
civically active, they should be involved in decision-
making on issues related to their interests. This serves
not only to support the development of skills such as
debate, negotiation, and prioritization (Lansdown,
2001; Sinclair, 2004) but, far more importantly, to
establish and deepen their self-perception as citizens.
Conversely, it has been argued that the civic commu-
nity can benefit from young people’s participation in
various ways: improved service delivery, through con-
sultation or direct participation in changing systems
and services (Kirby, Lanyon, Cronin, & Sinclair, 2003;
Sinclair, 2004); improved decision-making processes,
insofar as participation leads to more accurate deci-
sions (Kirby & al., 2003); and expanded democracy,
as young people’s participation in their community is
strengthened. 

Being brought up in participatory environments
offers the young more opportunities to internalize con-
cepts of democracy and citizenship, and the related
learning processes and positive experiences may play
an important role in shaping their understanding and
perceptions of citizenship. Early experience participa-
ting in community affairs may thus increase the chan-
ces that young people will get involved in democratic
institutions when they are older (Bragg, 2007; Head,
2011), thereby reducing the gap between youth and
adults with respect to democracy and civic engage-
ment. Because young people are heavy media consu-
mers who are able to express their preferences and
influence others (Sinclair, 2004), they are often con-
sulted online on goods and services. It has even been
suggested that consultation for market growth is the
main driver of young people’s online participation
across Europe (Barber, 2009; Kirby & al., 2003) and
is the main form of participation available to them
(Sinclair, 2004). However, this is a reductive concep-
tion of participation.

1.2. Exploring media literacy for young people’s
online civic engagement 

Media literacy education focusing on online citi-
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6zenship practices may be crucial to increasing young
people’s levels of online civic participation. In this con-
text, empowering youth with skills that enable them to
take an active role and deal with multimodal media
texts and services is a key goal. If we decide to ignore
the ongoing changes in literacy requirements, we are
marginalizing young citizens in the “global village”
(Cas tells, 2001) and failing to preparing them for new
labour markets (Reynolds & Caperton, 2011). 

Here, the role of schools and teachers is essential.
Substantial efforts are thus
needed to enable citizens to
develop the skills needed to
deal with online tools. The
alternative is deepening digital
inequality, reinforcement of
social injustice, and the perpe-
tuation of the divide between
those who can and cannot
participate and influence/set
the political agenda. 

Our use of any technology
and understanding of its poten-
tial is influenced not only by
our individual sense of agency,
but also by our cultural and
social environment. Literacy
thus cannot be seen as a purely autonomous individual
development, sufficient in and of itself to promote
change or to inspire young people to be active in their
community (Street, 2003); in fact, it is inherently ideo-
logical and contested. Instead, as Cope and Kalantzis
(2000) and Buckingham (2003) have argued, a social
perspective is needed, stressing the variable nature and
form of literacy in differing cultural contexts. 

In addition to these social considerations, media
literacy requires individual skills. The National Asso -
ciation for Media Literacy Education (2007) defines
media literacy as the ability to encode, decode, analy-
ze, and produce mediated messages. In this context,
Potter (2010) emphasizes the need to develop a broad
set of skills to deal with different messages and media
in order to be literate.

However, the fact that today’s young people have
been in contact and interaction with various media
from their earliest years does not imply that schools
should neglect the development of media literacy.
There are strong arguments that teachers should focus
on developing children’s critical skills (Burn & Durran,
2007; Parry, Potter, & Bazalgette, 2011). 

Moreover, teaching and learning to participate
online in a civic sense implies acknowledging that

technologies are shaped by the social, and, also, how
in turn their affordances shape our social relations
(Selwyn, 2010) and influence how we communicate
(Blau, 2004). Media education should, therefore,
develop not only technical knowledge, but also a criti-
cal take on technology neutrality, and awareness of
security, privacy, and the digital footprint, equipping
young people with skills to interact meaningfully with
ICT tools, rather than acting as passive media consu-
mers (Buckingham, 2003). 

Moreover, it is important to recognize that each
person appropriates technological artefacts differently
and that a given technology has different interpretation
and usage for different social groups (Bijker & Law,
1992; Pinch & Bijker, 1984). The relevant social
groups are likely not to be the initial designers and pro-
ducers (Selwyn, 2012): each social group reconstructs
technology according to their own goals and experien-
ces, producing a different processes of meaning
making. For this reason, it is necessary to address the
relationship of Internet tools as they are actually appro-
priated by young people to citizenship issues. And as
Bennett (2008: 12) has suggested, “young people
themselves can better learn how to use information
and media skills in ways that give them stronger and
more effective public voices”. However, Fedorov and
Levitskaya (2015) showed that less than 10% of
experts polled believe that media critics’ texts are used
quite often in media literacy education in their coun-
tries.

1.3. Citizenship and media literacy education in
Portugal

Portugal introduced democratic education into its
educational policies in 1986 via the basic law on the

A closer look at school and classroom-level strategies in both
media literacy and citizenship education may offer important
insights into factors limiting young people’s online participa-
tion. In particular, data on teachers’ conceptions and expe-
riences on media literacy and citizenship may offer insights
into the “hidden curriculum” and its effects on 
students’ learning and development.
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education system, which reflects the national environ-
ment of the time, immersed in the ideals of the 1974
revolution against the dictatorship. This law establis-
hed a cross-curricular approach to providing students
with a civic and moral education, fostering individual
contributions to society.

Since then, the Portuguese school curriculum has
undergone a number of substantial changes. In 2001,
civic education was integrated into the curriculum as
both a cross-curricular approach and a subject in its
own right (45 minutes/week) in grades 5-9 (age 10-
14), and in 2010 it was introduced in grade 10 (age
15). In 2012 civic education classes were removed
from the curriculum and it was returned to the status
of cross-curricular approach to all school subjects.

In 2012, independently of the national curriculum,
the Autonomous Region of the Azores developed a
“non-disciplinary school area” called “Citizenship”,
which is implemented between grades 1-9 in Azorean
schools. It aims to help students develop as moral indi-
viduals and citizens by cultivating cultural, scientific,
and technological knowledge to foster an understan-
ding of reality; enabling them to search for, select, and
organize information in order to turn it into mobilized
knowledge; and to promote the understanding of
health issues (Direcção Regional da Educação e For -
mação, 2010). 

Turning to media literacy education, the “Study on
the Current Trends and Approaches to Media Lite -
racy in Europe” (European Commission, 2007) high-
lighted some references to media studies in the ICT
component of the Portuguese curriculum, but these
were focused on developing skills for using Microsoft
tools in grades 8-10 (age 13-15) . 

The focus on developing skills for using Microsoft
tools reflects how the education system’s approach to
digital education is immersed in private sector interests
(Selwyn, 2010). Nevertheless, with its 2005 Tech -
nological Plan, the Portuguese government committed
to making large human and financial investments in
technological infrastructure for schools. The stated
aim of the programme was to mobilize the “informa-
tion and knowledge society” and encourage democra-
tic participation through ICT (Ministério da Ciência
Tecnologia e Ensino Superior, 2005). Under this pro-
gramme, schools benefited from broadband Internet,
computers and other digital equipment, and teacher
training in ICT, regardless of their teaching specializa-
tion. 

Moreover, in 2011 the Ministry of Education and
Sciences published recommendations on education
for media literacy (Recommendation of the National

Education Council, n. 6/2011), recognizing that media
literacy is a matter of citizenship and inclusion, which
is needed to avoid or decrease the risk of exclusion
from community life. However, the same government
gradually withdrew ICT education from the national
curriculum until, by 2012, the school curriculum did
not include any mandatory ICT classes at any level.
An optional ICT school subject may be offered in gra-
des 7 and 8, at the school’s discretion.

The concept of “digital natives” (Prensky, 2001),
which casts all younger people as naturally experien-
ced and knowledgeable users of digital spaces and
equipment, exerted a strong influence on govern-
ment’s decision to withdraw ICT as a mandatory sub-
ject. Adherence to this concept has prevented some
policy-makers from acknowledging that even if some
young people are more familiar with technological
tools, the Internet, computers, and video-games than
older people, they still need support in deepening the
development of critical skills in order to become pro-
ducers rather than passive consumers of online media
and services. 

2. Material and methods
The study reported on in this paper attempted a

detailed exploration of the above issues. It was con-
ducted of a study concluded in 2015, consisting of a
set of 12 case studies in Portuguese public schools
(mainland and Azores) and municipalities using a
mixed methods approach1. 

The use of a case-study approach initially sugges-
ted itself for two reasons: a) to develop an under -
standing of a sufficiently deep level to frame a mea-
ningful interpretation of teachers’ hidden and real
curricula, and b) to gather a rich dataset providing suf-
ficient detail and depth on a number of questions rela-
ting to education for media literacy and citizenship:
here, on teachers’ and students’ online civic actions.
The data were analyzed in terms of three main dimen-
sions: a) schools’ political goals with regard to media
education, b) implemented media literacy and citizens-
hip strategies (school and classroom level); c) students
and teachers’ online civic participation.

2.1. Establishing the sample
A cluster sampling process was used (latent class

analysis, using Latent Gold 4.5 software package) on
the municipalities employing a set of ICT and educa-
tion indicators, as the general focus of the study was to
explore the relationship between online civic partici-
pation and e-government strategies. The municipal
indicators were grouped into three dimensions: a) ICT
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affordances, b) services and activities delivered online,
and c) education.

The education dimension included the number of
grade 10-12 students, transition rate/completion of
regular secondary education, and the number of com-
puters per student in municipal schools where grades
10-12 are taught). They were chosen to reflect the
level of need for services and activities aimed at young
people as well as access to computers and the deve-
lopment of media skills in schools (Burn & Durran,
2007; Hobbs, 2011; Jenkins, 2006).

After this process, 12 schools were randomly
selected in each participating municipality to be case
study schools, with the exceptions of one substitution
(for a school which withdrew) and one chosen for
convenience as it is the school where one of the au -
thors is a teacher.

2.2. The study population
The study population consisted of 12 directors of

public secondary schools, 131 teachers, and 1,392
students in grades 11 and 12. The choice to focus on
students in these grades was related to the voting age
in Portugal (18 years) and the age range of the students
(15-21 years). 

2.3. Procedures and data analysis 
The questionnaires were administered directly by

the first author in each school. The questions were
grouped into the following categories: school media
education politi-
cal goals (school
p r i n c i p a l s ) ;
classroom media
literacy strate-
gies (school
principals and
teachers), media
literacy and onli-
ne civic partici-
pation (all
groups), and
p e r c e i v e d
opportunities to
participate (stu-
dents). 

2.3.1.
Composite
scores 

The data
o b t a i n e d

through the questionnaires were used to produce
novel composite scores reflecting the schools’ partici-
patory and media literacy strategies, as well as the
media literacy and online civic participation of school
actors. The composite scores were produced by
taking the sum of the items present in the question -
naires and they were as shown in tables 1-3:

In addition, for both the Download and Upload
categories, 1 point was scored if was checkedat least
one of the items in each of these as it was not expected
to check all of the items.

2.3.2. Statistical analysis 
The following inferential statistical analysis was

conducted: A Mann-Whitney U-Test was conducted
on the dataset of all students to compare pairs of inde-
pendent groups: by voting age (A:<18 years; B:>18
years), school grade (A: 11th grade; B: 12th grade),
gender (A: female; B: male), and municipal population
class (A: medium/city; B: small/village)3. Mann-Whit -
ney U-Tests were also conducted to compare the dif-
ferences between the groups of teachers by gender
(A: female; B: male) and age (A: [18; 43], B: [44; 69])
in scores for classroom strategies on media literacy and
citizenship. 

Pearson product-moment correlation coefficients
(r) were computed to investigate the strength and
direction of relationships between the variables (com-
posite scores, mobile Internet access frequency, age in
years, and municipality) on students and teachers’
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, data. Preliminary analyses
were performed to ensure
that the assumptions of nor-
mality, linearity, and homos-
cedasticity were not viola-
ted. A significance level of
α=.05 was used. 

Finally, a multiple re -
gression analysis was conducted to identify possible
predictive effects of a range of factors, including: stu-
dents’ scores, age, school year, whether the school
offered media literacy training, school media projects,
regularity of mayoral contact with young people, and
schools partnering with the municipality in projects. A
preliminary analysis was conducted to ensure that the
assumptions of normality, linearity, multicollinearity,
and homoscedasticity were not violated. 

3. Results
3.1. Media literacy strategies: School principals
and teachers

The school data reflecting the hidden and real
curricula are divided into two subsections: data from
school principals, expressing the school’s philosophy,
political goals, and decisions in relationship to media
literacy and citizenship; and teachers’ data, where the
focus was on teachers’ training and classroom strate-
gies.

3.1.1. School principals 
None of the schools considered students’ contri-

butions to the school website as a main priority, and
the majority considered both students’ participation in
school activities and access to information to a greater
diversity of stakeholders as main priorities for the con-
figuration of both their website (60%) and social net-
work website profiles (80%). In terms of media literacy
training, all schools offered ICT as a subject to stu-
dents. As for school media literacy projects, none of
the schools were involved with “Webin@rsDGE”
(webinars developed by the Portuguese Ministry of
Education and Sciences), “Digital Safety Seal for
Schools” and “GeoRed” (Geography project using
geographic information systems on the web). The pro-
jects most frequently present were “Seguranet”
(Portuguese programme for Internet security learning;
45.5% of schools) and offline school newspaper
(54.5%).

3.1.2. Teachers
Turning to teacher training, 80% had further trai-

ning on digital resources or ICT in the classroom, 50%

on media education or multimedia, 60% on using the
Internet for educational purposes, and 30% had trai-
ning in programming languages. Teachers scored low
on classroom media literacy strategies (M=16.8,
SD=9.3): only 13 teachers obtained a total score
above 30 out of 60 points. The strategy most fre-
quently implemented in schools’ classrooms was pro-
moting active questioning and critical thinking about
the messages conveyed in the media, traditional and
Internet (10 schools), followed by the promotion of
the students’ use of the school’s portal or webpage (6
schools). The least implemented were online debates
for students on citizenship issues (6 schools) followed
by teaching skills associated with developing applica-
tions as an alternative to existing models on the
Internet (5 schools).

Focusing only on media literacy for citizenship, the
majority of teachers presented the use of Facebook,
individual blogs, and Google search engine as their
main classroom educational resources, while less than
10% presented school-related websites (e.g., astropt. -
org; cienciahoje.pt, stra.mit.edu/genetics) and institu-
tional websites. The reasons presented for their choi-
ces were content diversity of the website (11.3%) and
curriculum content (16.2%), while only 4.9% aimed to
develop media literacy skills and 2.1% the trust and
reliability of the websites. 

3.1.3. Effects on media literacy and citizenship
strategies 

Mann-Whitney U-Tests showed no statistically
significant differences between the age ([18; 43] vs.
[44; 69]) or gender groups in teachers’ media literacy
and citizenship strategies. Classroom media literacy
strategies showed a strong positive correlation with
classroom citizenship strategies [r(109)=.564, p<
.001], and a medium positive correlation with both
teachers’ media literacy scores [r(109)=.288, p=.02]
and formal online civic participation [r(109)=.333,
p<.001]. Another interesting result was the medium
positive correlation between teachers’ perception of
their students’ online civic participation to be [r(112)=
.317, p=.001] and their own formal online civic par-
ticipation.

14
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6Teachers’ media literacy scores were low (M=
7.9; SD=3.5) and showed a medium positive correla-
tion with their perceptions of students’ media literacy
levels [r(114)=.336, p<.001], and their own formal
online civic participation [r(112)=.362, p<.001].
Teachers’ ICT training showed no statistically signifi-
cant correlations, apart from a weak positive correla-
tion with teachers’ media literacy scores [r(114)=
.207, p=.026].

3.2. Students’ media literacy and civic online par-
ticipation
3.2.1. Effects on students’ media literacy

Students’ media literacy scores were low (M=8.5;
SD=3.5). No significant effect of gender, voting age
or school grade was found. Students’ media literacy
scores were positively correlated with their formal
online civic participation [r(1134)=.178, p<.001] and
with their informal online civic participation [r(1182)
=.169, p<.001].

The multiple regression analysis on students’
media literacy showed that their formal online civic
participation (β=.139, p<.001), informal online civic
participation (β=.134, p<.001), schools implemen-
ting projects such as SeguraNet (β=–.246, p< .001),
Internet-based radio & TV (β=–.082, p=.012), and
school newspapers (β=–.215, p<.001) predicted stu-
dents’ media literacy, explaining 10.4% of variance
(R2=.104, F(5)=23.69, p=<.001).

3.2.2. Effects on students’ civic online participation
Students’ civic online participation scores were

low (M=1.5; SD=1.8) and showed statistically signi-
ficant effects of
school grade on
students’ formal
online civic partici-
pation (U=
144197, Z=–3.33,
p = . 0 0 1 ,
r=–.003), with
the mean rank of
grades 11 and 12
being 540.2 and
601.4, respecti-
vely. 

A significant
difference was
also found be -
tween the voting
age groups (<18
years, >18 years)

in formal online civic participation (U=75763, Z=-
3.23, p=.025, r=–.002). The mean rank of the non-
voting age and voting-age groups was 560.3 and
617.1, respectively. Moreover, students’ formal online
participation was positively correlated with their media
literacy scores (β=.139, p<.001), their informal onli-
ne civic participation [r(1135)=.343, p<.001], their
perceived opportunities to participate [r(1136)=.114,
p<.001], their mobile Internet access [r(912)=.073,
p=.028], and their age [r(1135) =.089, p=.003]. 

The multiple regression analysis on students’ for-
mal online civic participation showed that it was pre-
dicted by students’ media literacy (β=.123, p<.001),
students’ informal online civic participation (β= .320,
p<.001), students’ perceived opportunities to partici-
pate (β=.110, p<.001), and regular mayoral meetings
with young people (β=–.070, p=.035). Toge ther
these factors explained 14.5% of the variance in this
score (R2=.145, F(4)=38.22, p<.0010). 

4. Discussion and conclusion 
The results on students’ online civic participation

data suggest that students perceive civic participation
as an adult responsibility, and therefore believe that
they need to be of legal voting age to do it. Allied with
students’ low level of perceived opportunities to parti-
cipate, this suggests that students in this age range may
think more in terms of becoming citizens later, rather
than already being young citizens. In addition, the
mean rank difference between school grades indicated
that grade 12 students participate more online.
However, it was not possible to fully verify this point,
as the questionnaires did not directly ask whether stu-
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6 dents had citizenship as a school subject (some pro-
bably had). Finally, the correlation of students’ mobile
Internet access with their formal online civic participa-
tion confirms the arguments of authors such as Hobbs
(2011) and Jenkins (2006) suggesting that wider
access to Internet devices makes a significant differen-
ce to meaningful online interactions and media empo-
werment.

The non-correlation between media literacy data
and school grade observed here reflects the failure of
the formal media literacy education curriculum in
Portugal, where the development of students’ media
literacy skills is minimized (European Commission,
2007). It is also consistent with growing emphasis
among young users on their role as consumers (Barber,
2009; Kirby & al., 2003).

A number of results support our argument for furt-
her research on teachers’ conceptions, and experien-
ces related to media literacy and citizenship as a key
effect on students’ learning and development. These
include, notably, the positive correlations between tea-
chers’ media literacy strategies and their formal online
civic participation, and between their perception of
their students’ formal online civic participation and
their own formal online civic participation. The impor-
tance of the “hidden curriculum” is also suggested by
the positive correlations of teachers’ media literacy
scores with their perceptions of students’ media lite-
racy levels, and their own formal online civic participa-
tion. This influence is partly explained by the “Pyg -
malion (Rosenthal) effect” (Rosenthal & Jacob son,
1968), whereby teachers’ actions in the classroom are
constrained by their expectations about students’
knowledge and skills. 

While the results from teachers showed that a
high percentage had further training in digital educa-
tion resources, or media education, they also showed
low scores on classroom strategies for fostering media
literacy, which involves developing skills that can help
students deal with any type of message, in any type of
medium (Potter, 2010). Teachers also showed low
scores on media literacy strategies, a measure of their
use of pedagogy aiming to develop the interdisciplinary
ability to synthesize, analyze, and produce mediated
messages, consisting with Fedorov and Levitskaya’s
(2015) results on the use of media critics’ texts in the
classroom. No correlation was found between trai-
ning in ICT, media literacy, and citizenship education,
on the one hand, and teaching strategies, on the other
hand, suggesting that existing teacher training models
may emphasize a simple form of knowledge transmis-
sion, rather than promoting the effective development

of a complete range of media and participatory skills. 
Schools also had no clear plans for using available

technology and its affordances to empower young
people for civic engagement. None of the schools
aimed at promoting student contributions to the school
website; instead, they focused on using their website
and online social networks to motivate students to par-
ticipate in school activities and access information.
However, the implementation of media literacy pro-
jects such as “SeguraNet”, online radio and TV, and
school newspapers, were found to predict higher stu-
dent media literacy scores. These apparently represent
more effective ways to develop media literacy skills, by
enabling students to interact meaningfully with media
objects. Moreover, the significant relationships betwe-
en students’ media literacy and their formal and infor-
mal online civic participation suggest that online civic
involvement and media literacy are co-dependent and
mutually reinforcing. 

Future research in this area should also include
socio-demographic variables, school subjects, training
content, and service time as a teacher to better unders-
tand teachers’ educational choices and decisions on
media literacy and citizenship education.

Notes
1 The study reported on in this paper is “e-Literacy, schools and
municipalities towards a common goal: e-citizenship” (Dias-Fon -
seca, 2015).
2 School principals were included as teachers in this analysis. They
are members of the teaching staff who are chosen in triennial elec-
tions.
3 The municipal population class categories used: Small: less than or
equal to 20,000 inhabitants; Medium: between 20,001 and
100,000 inhabitants; Large: more than 100,000 inhabitants. 
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ABSTRACT 
Various research works and practitioners conclude that media pedagogy should be integrated in teacher education in order to
enable future teachers to use media for their lessons effectively and successfully. However, this realization is not necessarily
reflected in actual university curricula, as preservice teachers at some places can still finish their studies without ever dealing with
media pedagogical issues. To understand, assess and eventually improve the status of media pedagogical teacher education, com-
prehensive research is required. Against this background, the following article seeks to present a theory-based and empirical over-
view of the status quo of preservice teachers’ pedagogical media competencies focusing Germany and the USA exemplarily. To
form a basis, different models of pedagogical media competencies from both countries will be introduced and the extent to which
these competencies have become part of teacher education programs and related studies will be summarised. Afterwards, method
and selected results of a study will be described where the skills in question were measured with students from both countries,
based on a comprehensive model of pedagogical media competencies that connects German and international research in this
field. The international comparative perspective will help broaden the viewpoint and understand differences, but also similarities.
These data serve to identify different ways of integrating media pedagogy into teacher training and draw conclusions on the con-
sequences these processes entail for preservice teachers and their pedagogical media competencies. 

RESUMEN
Varios estudios de investigación y de práctica llegan a la conclusión de que la pedagogía de los medios debe integrarse en la for-
mación de profesores para que estos futuros docentes puedan utilizar los medios de comunicación en sus clases con eficacia y
éxito. Sin embargo, estos resultados no se reflejan en los programas universitarios vigentes, de manera que en algunas instituciones
los profesores en formación pueden llegar al término de sus estudios sin haber abordado cuestiones de educación en medios.
Para comprender, evaluar y más adelante mejorar la situación actual de la formación del profesorado en el ámbito de la pedagogía
de los medios se necesitan extensas investigaciones. Teniendo en cuenta esta situación, el siguiente artículo presenta un resumen
del «statu quo» de las competencias en pedagogía de los medios de los futuros profesores, centrándose en los ejemplos de
Alemania y EEUU. Para crear una base presentamos diferentes modelos de competencias pedagógicas mediáticas de ambos paí-
ses e intentaremos responder a la pregunta de si estas competencias son promovidas por los programas de formación del profe-
sorado. Después, se describirán el método y resultados seleccionados de un estudio que midió las competencias en pedagogía de
los medios de estudiantes de ambos países, estudio basado en un modelo generalizador de competencias pedagógicas mediáticas
que conectan la investigación alemana e internacional en este campo. La perspectiva internacional comparada ayuda a extender
perspectivas y comprender diferencias y similitudes. Los datos de este estudio sirven para identificar diferentes formas de integrar
la pedagogía de los medios de comunicación en la formación del profesorado. Además, se pueden sacar conclusiones sobre las
consecuencias que implican estos procesos para profesores en formación y sus competencias mediáticas.
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Media literacy, media education, pedagogy, preservice teacher education, competency based teaching, curricula, research, cross-
national analysis.
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1. Introduction
1.1. The relevance of pedagogical media compe-
tencies in teacher education

Given the omnipresence of media like TV, inter-
net and mobile phones and their wide influence on the
daily lives of young people (MPFS, 2014; Lenhart,
2015; EU Kids Online, 2014), the relevance of these
so-called “new media” for school and teaching has
developed and increased over the last decades as well.
On the one hand, they can be utilized as an appropriate
means to support successful learning processes and to
facilitate effective teaching; on the other hand, they
have become a subject themselves since students need
to learn about media education issues, like responsible
behavior in online environments or ethical aspects of
internet use, at school (KMK, 2012; ISTE, 2008).
Hence, scholars and practitioners all over the world
agree that teachers need specific knowledge and skills in
order to integrate new media into their lessons success-
fully. While most works of research have focused on
teachers’ and preservice teachers’ own media literacy
skills or technological knowledge (Fry & Seely, 2011;
Oh & French, 2004), further competencies are requi-
red for a professional inclusion of media into school.
Teaching with media and teaching about media /
media education are generally considered the two
core areas in this context. However, there are varying
concepts of the specific competencies and skills, which
will be summarized under the term “pe dagogical
media competencies” here.

A well-known and established framework for defin -
ing these competencies in question was developed in
the USA by Mishra and Koehler (2006) as TPACK
(Technological Pedagogical Content Knowledge),
which is based on Shulman’s work (1986). Shulman
defined pedagogical content knowledge, content
knowledge, and pedagogical knowledge as the core
areas of competencies that teachers should be skilled
in. Mishra and Koehler (2006) added the aspects of
technological knowledge, technological content know-
ledge, technological pedagogical knowledge and tech-
nological pedagogical content knowledge and thus
developed a comprehensive model of the skills needed
to teach with media successfully.

Despite the existence of frameworks like TPACK,
there is no common consensus about the precise
shape of pedagogical media competencies, neither
worldwide nor even within countries. Furthermore,
their integration into university teacher education is
also subject to discourse and has not been realized
consistently, even though teacher training has been
acknowledged to be a suitable and mandatory place

for the acquirement of media pedagogical skills (Blö -
meke, 2003). Hence, there are no binding curricula
yet which could ensure a basic media pedagogical
education for every preservice teacher, but there are
non-binding standards and guidelines that make sug-
gestions for such processes, as for example the UNES-
CO Media and Information Literacy Curriculum for
Teachers (Wilson, Grizzle, Tuazon, Akyempong, &
Cheung, 2011). 

This inhomogeneous situation, where efforts and
ways to integrate media pedagogy into teacher educa-
tion can be assumed to vary between countries and
institutions, forms the background of this paper. This
exploratory study aims to further explore the peda gogical
media competencies of preservice teachers in Germany
and the USA. Comparing two countries serves to over-
come cultural boundaries, to countervail the danger of
a narrowed perspective and to benefit from the back-
ground, research and knowledge of different view-
points. Both countries share a rich culture of pedago-
gical discourse and research on teacher education,
which provides a common background to build upon
(Grafe, 2011). Both countries share generally similar
approaches to educational policy and structure, as
strong state and local control of education is paired
with high levels of federal influence on educational
issues (Blömeke & Paine, 2008; Tiede, Grafe &
Hobbs, 2015). In the following, different models of
pedagogical media competencies from both countries
will be introduced and the extent to which these com-
petencies have become part of teacher education pro-
grams and related studies will be summarized. After -
wards, methods and selected results of a study will be
described where the skills in question were measured
with students from both countries, based on a compre-
hensive model of pedagogical media competencies
that connects German and international research in
this field. The international comparative perspective
will help broaden the viewpoint and understand simi-
larities and differences. These data serve to identify
different ways of integrating media pedagogy into tea-
cher training and point to conclusions about the con-
sequences these processes entail for preservice tea-
chers and their pedagogical media competencies. 

1.2. Pedagogical media competencies in German
and U.S. teacher education

The issue of teacher competencies is a key factor
in advancing the future of education both in the
United States and in Germany (see for a detailed over-
view of the development and current state of media
education in both countries for example Tulodziecki



& Grafe, 2012; Hobbs, 2010; Tiede & al., 2015).
The Standing Conference of the Ministers of

Education and Cultural Affairs of the Länder in the
Federal Republic of Germany has realized the need to
include pedagogical media competencies into teacher
training, as their according declaration on media edu-
cation at school reveals (KMK, 2012). Accordingly,
there have been various attempts for such an integra-
tion over the last decades (Bentlage & Hamm, 2001;
Imort & Niesyto, 2014). Nonetheless, there are no
binding national obligations for
institutions of teacher educa-
tion as, due to the federal sys-
tem in Germany, the responsi-
bility for higher education insti-
tutions lies entirely with the
individual federal states. Re -
cently it can be recognized that
in different federal states new
educational policy guidelines
and recommendations for
media literacy have been
published (for example in
Bavaria: Stmbw, 2016). As a
result of these efforts, most
German preservice teachers
can but do not have to engage
with media pedagogy in the
course of their education.
About 17% of all eligible
German institutions of teacher
education offer M.A. studies
with an explicit focus on
media pedagogy. The preser-
vice teachers at these institutions can accomplish such
studies in addition to their regular M.Ed. degree. With
regard to contents, the focus of these media pedagogi-
cal studies varies. The field of teaching with media is
addressed explicitly by most study programs (92%),
followed by media-related school reform (33%) and
media education (25%) (Tiede & al., 2015). 

In the USA, the new 2016 National Education
Technology Plan lately issued by the U.S. Department
of Education reinforced the call for a media pedagogi-
cal education of all preservice teachers, which is still
not obligatory, and emphasized the responsibility of
the institutions involved (p. 32-33). This plan refers
also to the ISTE standards for teachers, issued by the
International Society for Technology in Education, as
a background. These standards describe a framework
for the skills teachers should have regarding the educa-
tional use of media; they primarily address the field of

teaching with media but also include media educa -
tional issues and professional development (ISTE,
2008). Another important U.S. framework was deve-
loped by the National Association for Media Literacy
Education, named the Core Principles of Media Lite -
racy Education. These principles mainly focus on
media educational aspects (NAMLE, 2008). Like the
ISTE standards, the NAMLE principles do not have
to be adhered to mandatorily. 

U.S. preservice teachers generally have few elec-

tive courses; hence, there is a larger number of man-
datory courses with media pedagogical contents.
Additionally, 52% of all eligible U.S. institutions of
teacher education offer master’s programs with an
explicit focus on media pedagogy. These focus on tea-
ching with media (76%), media-related school reform
(23%) and media education (2%) (Tiede & al., 2015).
Unlike in Germany, preservice teachers can decide for
such master’s studies as part of their initial teacher cer-
tification, depending on individual regulations for each
state.

As these observations from Germany and the USA
indicate, the circumstances of the two countries are
comparable to some extent. Both of them generally
support and promote the integration of media peda-
gogy into teacher training and yet lack according natio-
nal binding obligations. Consequently, preservice
teachers in both countries can but usually do not have
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to study media pedagogical topics in the course of their
education. Media pedagogy is included into teacher
training either as elective courses as part of the basic
education, as additional courses and certificates or as
specific graduate studies (Tiede & al., 2015).

Obviously, there are also differences between the
two countries from a systemic point of view. To
substa ntiate this observation, first results of a study will
be presented in the following which sought to measu-
re the pedagogical media competencies of preservice
teachers from Germany and the USA. The develop-
ment of a test instrument will be outlined with particu-
lar regard to the special requirements of cross-national
research. Then, initial data will be introduced and
analyzed. 

2. Material and methods
2.1. The M³K model of pedagogical media compe-
tencies

A recent approach to defining pedagogical media
competencies was made in the course of the German
research project “M³K – Modeling and Measuring Pe -
da  gogical Media Competencies”, funded by the
Federal Ministry of Education and Research. This
M³K model of pedagogical media competencies serves
as a basis for the following study. As a starting point for
its development, a broad range of primarily German,
but also international literature was reviewed, particu-
larly the works of Tulodziecki and Blömeke (1997; see
also Blömeke, 2000; Tulodziecki, 2012) and their
follow-ups (Siller, 2007; Gysbers, 2008). A first model
was deductively derived from this theoretical basis,
structured in dimensions and facets of competencies.
In order to assess this structure and to further differen-
tiate the facets, media pedagogical requirements for
preservice teachers were surveyed empirically and
inductively by means of qualitative semi-structured
interviews with national and
international subject matter
experts (n=14) based on the
critical incident method
(Flanagan, 1954; Schaper,
2009). All interviews were
recorded and transcribed.
Based on qualitative methods
of content analysis (May -
ring, 2000), the relevant
aspects of pedagogical
media competences were
extracted and paraphrased.
The next step emphasized
the link between the identi-

fied elements of the paraphrased texts to the compe-
tencies dimensions previously identified deductively
from literature research (Herzig & al., 2015). 

The model which was created this way defines
pedagogical media competencies as an interplay of
three main areas. The first one is media didactics,
which means teaching with media or the design and
use of media content for educational purposes. The
second area is media education and addresses media-
related educational and teaching tasks, such as ensur -
ing the students’ responsible behavior in online envi-
ronments or teaching about ethical aspects of internet
use. The third field is media-related school develop-
ment; this refers to professional development and inte-
grating media on a systemic level (Tulodziecki, Herzig,
& Grafe, 2010; Herzig & al., 2015; Tiede & al.,
2015). 

The M³K model is designed as a matrix with the
three main areas: media didactics, media education
and school reform on the first axis. Five competency
aspects form the second axis. These competency
aspects are (a) understanding and assessing conditions,
(b) describing and evaluating theoretical approaches,
(c) analyzing and evaluating examples, (d) developing
one’s own theory-based suggestions, and (e) imple-
menting and evaluating theory-based examples. Each
field between the two axes is filled with two stan-
dards, as table 1 demonstrates. 

The field between “Media Education” and “Des -
cribing and evaluating theoretical approaches” for
example contains the following two standards: “Stan -
dard ME2.1: Student teachers are able to describe
concepts of media education and related empirical
findings appropriately” and “Standard ME2.2: Student
teachers are able to assess concepts from an empirical,
normative, or practical perspective” (Tiede & al.,
2015).
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2.2. Developing a measuring instrument of peda-
gogical media competencies 

Following the development of the model, a test
instrument was designed to measure the competencies
as defined before. The first items were developed
based on theory and on findings from the expert inter-
views (n=14) as operalizations of the model facets
and then tested for performance criteria (Herzig & al.,
2015). 

Further factors are understood to influence a suc-
cessful educational use of media even if they are not
defined as immediate constituents. This is true primari -
ly for beliefs with regard to teaching with media, teach -
ing about media and school development, perceived
media related self-efficiency, and technological media
knowledge (Blömeke, 2005; Grafe & Breiter, 2014).
Test instruments were developed for these factors,
too.

For the validation of the instruments, data were
collected from students in teacher training programs at
11 different Germany universities. There were three
major surveys with n1=591 test persons, n2=434 test
persons and n3=919 test persons; after the first and
second survey, the results were analyzed in detail and
the instrument was revised thoroughly. Additionally,
extensive pretestings, expert interviews and minor
studies helped improve and validate the items. 

The final version contains 16 items on media
didactics / teaching with media, 14 items on media
education, 10 items on school reform and 26 items on
technological knowledge. These items are amended
by 6 items on beliefs for each of the three main areas,
6 items for each of the three main areas that assess the
perceived self-efficiency and some demographic data.

The validation of these items is still work in pro-
gress, and further work on the test instrument will be
required to achieve entirely resilient results. According
to the reliabilities determined in the final survey, 11 out
of the 16 items on media didactics are suitable for
further improvements and should be retained
(∝=.56), and the same is true for 12 out of 14 media
education items (∝=.60), 8 out of 10 school reform
items (∝=.46) and 19 out of 26 items on technological
knowledge (∝=.81). The reliabilities of the beliefs
were ∝=.64 and the reliabilities of technological know-
ledge were ∝=.81 (19 out of 26 items) and of self-effi-
ciency ∝=.87.

2.3. Adoption of the German M³K questionnaire to
a US-American version

In order to use the M³K test instrument in an inter-
national context, a complex adoption process was

necessary. As international sources were included in
the process of developing model and instrument, the
international connectivity was generally given; still, a
number of steps had to be taken to guarantee compa-
rable results. Their main goal was to ensure the same
conditions for students of both countries. Therefore, a
five-step approach was applied which mainly builds
upon the Guidelines for Best Practice in Cross-
Cultural Surveys (Survey Research Center, 2011) and
on Harkness and Schoua-Glusberg (1998): 1)
Translation: two independent peer-reviewed transla-
tions were prepared by professional translators and a
third advance translation was made by a competent
member of staff; 2) Review: a preliminary translation
was developed from the first drafts; 3) Adjudication I:
an international expert was consulted, and decisions
were made on issues which had been identified as
controversial before; 4) Pretestings: an elaborate cog-
nitive pretesting with another expert was made to
ensure the cognitive validity of the translation, resulting
improvements were applied to the translation and a
first small test group of n=2 participants filled in an
online version of the test; 5) Adjudication II: the trans-
lation was reviewed and discussed once more, changes
were reconsidered and the adapted version was finally
accepted as appropriate for the upcoming explorative
international survey. 

2.4. The German and US surveys: samples and
method

For the international survey the following content
areas were included: media didactics / teaching with
media, media education, technological knowledge,
beliefs and self-efficiency, and demographical data. It
was decided to exclude school reform due to reasons
of efficiency and manageability and to avoid potential
difficulties with the cultural fit of this field which
depends significantly on systemic aspects.

The study was designed as an “ex-post-facto”
study since it was not possible to manipulate variables
or randomize participants or treatments. Therefore, a
descriptive, comparative and non-experimental, quan-
titative questionnaire-based approach was applied.

The US sample consisted of n=109 test persons
who were aged 22 on average (SD=2.16). 11.21%
were male. All of them were preservice teachers or
students of related studies from one college and five
public US universities. As for the procedure, the ques-
tionnaire was distributed both as a paper version and
as an online survey between April and May 2015.

For the comparison, the data from the third major
survey were included. This sample consisted of
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n=914 test persons aged 23 on avera-
ge (SD=4.24). 35.52% were male. All
test persons were preservice teachers
from six different universities. The sur-
vey was conducted as a paper version
in summer term 2014. 

The international survey was one
aspect of a greater project, so it was
designed as an exploratory study. It served to open up
a new comparative view but was not intended to reach
the same range as the German main study, which is
why the German and US test groups differed in size.

3. Results
For the descriptive comparative analysis, simple

T-tests were used to calculate the means for all items
separately for both samples. These means were then
summarized as one mean value for each field and sam-
ple. The confidence interval was defined as 95%. In
the following, the results will be introduced descriptively.
An interpretation will be provided in chapter 4.

As table 2 illustrates, the German means for all
three fields (media didactics, media education and
technological knowledge) are significantly higher than
the US means. The highest difference can be found in
the field of media education.

In the field of media didactics, German students
achieved higher results with items related to the follow -
ing topics: films at school, the constructivist use of
media in lessons, media didactic concepts, practice pro-
grams, computer simulations, computer learning pro-
grams, learning through films, behaviorism, and methods
of empirical/quantitative research. Three items are
opposed to this tendency, as US students achieved hig-
her scores here. The first one requires skills in identif-
ying and processing media influence (Tulodziecki,
1997), the second one knowledge about using com-
puter games for learning and the third one knowledge
about the use of online forums for homework.

With regards to media education, German stu-
dents had more success in answering a majority of the
topics covered by the questionnaire. These topics are
role models in the media, conservative pedagogical
attitudes, age-specific media activities, consumption of
violent media content, media use for the satisfaction of
needs, developing media competencies and conditions
of media production. One item contradicts the ten-
dency described. US students were 29.5% more accu-
rate than their German counterparts, which is a re -
markably high difference. This item describes a scena-
rio which requires expertise in the area of understan-
ding and assessing conditions of media production and

media dissemination (Tulodziecki, 1997).
Also in the field of technical knowledge, German

students answered a majority of questions with higher
success. These items were about general functions of
social networks, types of data, Google functions, inter-
net browser, hot spots, meta search engines, computer
hardware and software. Given this tendency, five
items do not correlate because the US test group
achieved higher results here. The two that show the
highest differences between the test groups (20.7%
and 65.4%) are concerned with knowing and using
different social media.

With regards to beliefs, the results show that the
German means are significantly higher than US means
both in the fields of media didactics and media educa-
tion. This indicates that the attitudes German students
expressed concerning using media for these purposes
were more positive; for example, they indicated to be
more convinced of the usefulness of a media integra-
tion which allows students to independently approach
lesson content, or they agreed less with the statement
that students are already aware of manipulations
inherent in media, which therefore need not be furt-
her addressed in the classroom.

The difference in self-efficiency is not significant,
meaning that the German and the US study participants
showed comparable confidence to be able to teach
with and about media successfully; for example, both
groups estimated their abilities to evaluate the quality of
digital learning programs approximately equally. 

4. Discussion and conclusion
For the interpretation of these data, it has to be

considered that the reliabilities of the test instrument
still require further improvement. Moreover, the num-
bers of participants in the two groups compared are
rather disproportionate. The results must not be
understood as sound proofs of pedagogical media
competencies but rather as tendencies that pave the
way for further research.

4.1. Media didactics / teaching with media
All in all, the data show that the sample of German

students had higher competencies in the field of media



didactics / teaching with media than the students in the
US sample. A possible explanation could be more rele-
vant learning opportunities during their studies, but the
students’ self-reports do not support this thesis: compa-
rable shares of German and US students claimed to
have learned about teaching with media during the
course of their studies (78.8% of German students vs.
77.8% of US students). Assuming that no confounding
factors like different perceptions of the item text came
into effect, another interpretation is that the quality and
topical focus of the studies both test groups
experience d were heterogenous and led to different
shapes of competencies. Consequently asking for
more details about the learning opportunities in future
studies would be helpful for the interpretation of the
differences in results.

With regards to an analysis on the level of items,
some items oppose this trend of higher media didacti-
cal competencies on the part of the German partici-
pants, for example two of these items required compe-
tencies in using computer games for learning and in the
use of online forums for homework. The results sho-
wed that the US sample achieved better scores with
regard to these items, as they might have had more
opportunities to gather experiences
with computer games in class and
forums for homework during their own
schooldays. Empirical data on students’
computer use support this assumption:
in 2009, when a majority of the study
participants was still at school, 88% of
all US students were reported to use
computers during instructional time in
the classroom rarely, sometimes or often (Gray,
Thomas, & Lewis, 2010), while the percentage of
German students who used the computer at school
was as low as 64.6% (OECD, 2015).

4.2. Media education
64.2% of all German participants indicated having

had learning opportunities in the field of media educa-
tion while the share of US students was 78.9%. Yet,
German students had significantly more success in
answer ing a majority of the media educational topics
covered by the questionnaire. This observation subs-
tantiates the assumption made based on the findings in
media didactics that the study content both test groups
faced differs.

Noticeably, the two items with the largest di -
fference in the answering pattern (with the means of
German participants being 28.2% and 33% higher)
contain the term media competencies. Despite the

complex adoption process, terminology problems have
to be regarded a possible explanation for these discre-
pancies: there are several ways to translate the German
term “Medienkompetenz”, and their precise definition
differs according to their context. One team of transla-
tors decided on a direct translation and chose media
competencies, which was accepted for the final ver-
sion. Other terms are also frequently used, as for exam-
ple media literacy (as suggested by the second team of
translators), digital competence, digital literacy, or com-
puter literacy (Røkenes & Krumsvik, 2014). As the
remarkably high discrepancies suggest, terminological
differences of key terms in the field of pedagogical
media competencies are a great challenge for the deve-
lopment of instruments that could work internationally. 

4.3. Technological knowledge
Also in the field of technical knowledge, the

German students answered a majority of questions
with higher success. It has to be considered that tech-
nical knowledge depends on everyday knowledge to a
higher degree than the fields of teaching with media
and media education, given the omnipresence of
media and their being part of our everyday life.

Acquiring media literacy and technical knowledge may
be part of teacher training, but it also takes place in
informal learning processes. Hence, the interpretation
seems likely that German students interact with media
in other ways than US students do. This thesis of var-
ying media use is substantiated by empirical data, for
example with respect to social media: in the US, 76%
of young people aged 13 to 17 reported using social
media in 2014/15 (Lenhart, 2015), while in Germany
only 68.5% of young people aged 14 to 17 reported
using social media in the same period of time, and 57%
if the age group from 12 to 17 is considered (MPFS,
2014). Consequently a great challenge when evaluat -
ing the success of teacher education programs on the
development of pedagogical media competences and
its dependent variables is to measure the informal
learn ing processes. For this study it can be concluded
that the integration of further items on informal media
use would be helpful for the interpretation of results.
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4.4. Beliefs and self-efficiency
According to Redman (2012), the perceptions of

the affordances of new technologies are also shaped
by students’ experiences with these technologies: it
was found out that, once the students in this study
became acquainted with certain media, their percep-
tions shifted towards a more positive assessment.
However, the German students in our study did not
describe more learning opportunities than the US
study participants but still showed higher means in the
according beliefs. Hence, the correlation of experience
and beliefs as argued by Redman (2012) could not be
confirmed here. 

Differences in the perceived self-efficiency of both
groups are not significant. This observation is note-
worthy since there is evidence that TPACK know -
ledge may be predictive of self-efficiency beliefs about
technology integration (Abbitt, 2011). Due to overlaps
of TPACK and the M³K model, comparable results
could be expected here, meaning that according to
Abbitt’s results (2011), German students should show
higher self-efficiency beliefs because of their higher
pedagogical media competencies which were measur -
ed in the study. Hence, further research will be neces-
sary here with regard to potential confounding factors
and other influences that may have led to this contrary
outcome. 

4.5. Conclusion
One important goal of this study was the adapta-

tion of a nationally developed instrument for further
use in other national contexts taking Germany and the
USA as examples. Results show that the international
comparative approach adds a number of challenges:
while an elaborate adoption process sought to ensure
comparability of the German and the US version, the
basis was still developed by German scholars and
influenced by a German background in terms of fun-
damental terminology and literature. The possibility
that this background has an impact on the results can-
not be ruled out and is a great challenge for cross-
national studies in the field of media pedagogy.

With respect to these limitations, the overall
results of the study suggest that the selected sample of
German preservice teachers has slightly higher peda-
gogical media competencies than the sample of US
students. According to their self-reports, German stu-
dents did not have significantly more learning opportu-
nities; as the differences in the competencies measured
are still significant, the learning opportunities both
groups had must have differed to some degree and led
to more or different competencies. Supposedly, the

topics within the field of media pedagogy that are
covered in both countries vary. It has been previously
established that, considering media pedagogy as an
interplay of the three fields teaching with media, teach   -
ing about media (media education) and school reform,
a majority of US study programs with explicit referen-
ce to media pedagogy focus on teaching with media
and neglect the other two areas, while the respective
German study programs show the same tendency but
put more emphasis on media education and school
reform (Tiede & al., 2015). A transfer of these conclu-
sions to the results of the study described in this paper
leads to the assumption that the media pedagogical
contents within teacher education of both countries
could also differ and include a larger variety of topics
within Germany. Therefore further research on a core
curriculum of media pedagogical topics in teacher
education would greatly assist further cross-national
research in this field.

Further research will be necessary to consolidate
these assumptions and exploratory findings. Although
a cross-national comparison inevitably holds a number
of challenges (e.g., culture, history, focus, language,
and background), it also has distinctive affordances,
allowing for valuable insights by increasing the variety
of viewpoints and providing a broadened, globally
interconnected perspective. It opens up a variety of
options for subsequent studies; elaborating on the dif-
ferences between media pedagogy in German and US
teacher training on the basis of the findings introduced
here will bring about valuable insight into potential
improvements of both systems. With regard to the var-
ying focus of media pedagogy within teacher educa-
tion, curriculum analyses and a comparative evaluation
will help draw conclusions on the status quo. Based
on the results introduced here, it can be assumed that
there are in fact differences in the pedagogical media
competencies of German and US preservice teachers,
resulting from differences in the role, shape and focus
of media pedagogy in the respective teacher education
programs. However, taking into account that media
pedagogy is not a mandatory part of teacher education
in either country, both the USA and Germany are
facing similar challenges and potentials for systemic
improvement. 

Sources of funding
The model of pedagogical media competencies and the surveys
introduced in this paper were part of the project “M³K – Modeling
and Measuring of Pedagogical Media Competencies”. This 3-year
project was funded by the German Federal Ministry of Research
and Education in the context of the line of funding “Modeling and
Measuring Competencies in Higher Education”.

26

© ISSN: 1134-3478 • e-ISSN: 1988-3293 • Pages 19-28

C
om

un
ic

ar
, 4

9,
 X

X
IV

, 2
01

6



References
Abbit, J.T. (2011). An Investigation of the Relationship
between Self-Efficacy Beliefs about Technology Inte -
gration and Techno logical Pedagogical Content Know -
ledge (TPACK) among Preser vice Teachers. Journal of
Digital Learning in Teacher Edu cation, 27(4), 134-143.
doi: http://dx.doi.org/10.1080/21532974.2011.10784670
Bentlage, U., & Hamm, I. (Eds.) (2001). Lehrerausbildung und
neue Medien. Erfahrungen und Ergebnisse eines Hochschulnet -
zwerks. Gütersloh, Germany: Verlag Bertelsmann Stiftung.
Blömeke, S. (2000). Medienpädagogische Kompetenz. Theore -
tische und empirische Fundierung eines zentralen Elements der
Lehrerausbildung. München, Germany: Kopaed.
Blömeke, S. (2003). Neue Medien in der Lehrerausbildung. Zu an -
gemessenen (und unangemessenen) Zielen und Inhalten des Leh -
ramtsstudiums. In Medienpädagogik. (http://goo.gl/rrGdPC) (2016-
05-23).
Blömeke, S. (2005). Medienpädagogische Kompetenz. Theoretis -
che Grundlagen und erste empirische Befunde. In A. Frey, R.S.
Jäger, & U. Renold (Eds.), Kompetenzdiagnostik-Theorien und
Methoden zur Erfassung und Bewertung von beruflichen Kompe -
tenzen. (pp. 76-97). Landau, Germany: Empirische Pädagogik
(=Berufspädagogik; 5).
Blömeke, S., & Paine, L. (2008). Getting the Fish out of the
Water: Considering Benefits and Problems of Doing
Research on Teacher Education at an International Level.
Teaching and Teacher Edu cation, 24(4), 2.027-2.037. doi:
http://doi.org/10.1016/j.tate.2008.05.006
EU Kids Online (2014). EU Kids Online: Findings, Methods,
Recommendations (deliverable D1.6). London: EU Kids Online,
LSE. (http://goo.gl/Vyefxf) (2016-05-23).
Flanagan, J.C. (1954). The Critical Incident Technique. Psycho -
logical Bulletin, 54(4), July.
Fry, S., & Seely, S. (2011). Enhancing Preservice Elementary
Teachers’ 21st Century Information and Media Literacy Skills.
Action in Teacher Education, 33(2), 206-218. doi:
http://doi.org/10.1080/01626620.2011.569468
Grafe, S., & Breiter, A. (2014). Modeling and Measuring Peda -
gogical Media Competencies of Preservice Teachers (M3K). In C.
Kuhn, T. Miriam, & O. Zlatkin-Troitschanskaia (Eds.), Current In -
ternational State and Future Perspectives on Competence
Assessment in Higher Education (KoKoHs Working Papers 6, pp.
76-80). Mainz/Berlin, Germany: Humboldt University of Berlin,
Johannes Gutenberg University Mainz. (http://goo.gl/cl5X6y)
(2016-05-23).
Grafe, S. (2011). «Media Literacy» und «Media (Literacy) Edu -
cation» in den USA: Ein Brückenschlag über den Atlantik. In H.
Moser, P. Grell, & H. Niesyto (Eds.), Medienbildung und
Medien kompetenz (pp. 59-80). München, Germany: Kopaed.
(http://goo.gl/t7C55L) (2016-05-23).
Gray, L., Thomas, N., & Lewis, L. (2010). Teachers’ Use of Edu -
cational Technology in U.S. Public Schools: 2009 (NCES 2010-
040). National Center for Education Statistics, Institute of Edu -
cation Sciences, U.S. Department of Education. Washington, DC.
(http://goo.gl/rPkkm1) (2016-05-23).
Gysbers, A. (2008). Lehrer-Medien-Kompetenz. Eine empirische
Untersuchung zur medienpädagogischer Kompetenz und Per -
formanz niedersächsischer Lehrkräfte. Berlin, Germany: Vistas.
Harkness, J.A., & Schoua-Glusberg, A. (1998). Questionnaires
in Translation. ZUMA-Nachrichten Spezial, 7, 87-125.
(http://goo.gl/gzQj8V) (2016-05-23).
Herzig, B., Martin, A., Schaper, N., & Ossenschmidt, D. (2015).

Modellierung und Messung medienpadagogischer Kompetenz.
Grundlagen und erste Ergebnisse. In B. Koch-Priewe, A. Koker, J.
Seifried & E. Wuttke (Eds.), Kompetenzerwerb an Hochschulen:
Modellierung und Messung. Zur Professionalisierung angehender
Lehrerinnen und Lehrer sowie fruhpadagogischer Fachkrafte (pp.
153-176). Bad Heilbrunn: Verlag Julius Klinkhardt.
(http://goo.gl/bKMWQp) (2016-05-23).
Hobbs, R. (2010). Digital and Media Literacy: A Plan of Action
(White Paper on the Digital and Media Literacy Recommen da -
tions of the Knight Commission on the Information Needs of
Communities in a Democracy). Washington, DC: The Aspen
Institute. (http://goo.gl/Q1pbRv) (2016-05-23).
Imort, P., & Niesyto, H. (2014). Grundbildung Medien in pädago-
gischen Studiengängen. Reihe Medienpädagogik Interdisziplinär,
10. München. (http://goo.gl/dtrzvf) (2016-05-23).
International Society for Technology in Education [ISTE] (2008).
ISTE Standards for Teachers. (https://goo.gl/AVPtnS) (2016-05-
23).
Kultusministerkonferenz [KMK] (2012). Medienbildung in der
Schule. Beschluss der Kultusministerkonferenz vom 8.3.2012. Kul -
tusministerkonferenz. (http://goo.gl/WxTwQm) (2016-05-23).
Lenhart, A. (2015). Teens, Social Media & Technology Overview
2015. Pew Research Center. (http://goo.gl/BTAvE5) (2016-05-23).
Mayring, P. (2000). Qualitative Content Analysis. Forum: Quali -
tative Social Research, 1(2). (http://goo.gl/Wg9Hm6) (2016-05-
23).
Mishra, P., & Koehler, M.J. (2006). Technological Peda -
gogical Content Knowledge: A Framework for Teacher
Knowledge. Teachers College Record, 108(6), 1,017-1,054.
doi: http://dx.doi.org/10.1111/j.1467-9620.2006.00684.x
MPFS (Southwest Media Education Research Association) (Ed.)
(2014). JIM 2014. Jugend, Information, (Multi-) Media. Stuttgart,
Germany: MPFS. (http://goo.gl/d8atIX) (2016-05-23).
NAMLE (National Association for Media Literacy Education).
(2008). The Core Principles of Media Literacy Education.
(http://goo.gl/Xq6Ywp) (2016-05-23).
OECD (2015). Students, Computers and Learning:
Making the Connection. PISA, OECD Publishing. doi:
http://dx.doi.org/10.1787/9789264239555-en
Oh, E., & French, R. (2004). Preservice Teachers’ Perceptions of
an Introductory Instructional Technology Course. Electronic
Journal for the Integration of Technology in Education, 3(1), 1-18.
(http://goo.gl/JXaQSi) (2016-05-23).
Redman, C. (2012). Experiencing New Technology: Exploring Pre-
service Teachers’ Perceptions and Reflections Upon the Affor -
dances of Social Media. AARE APERA International Conference,
Sydney 2012. (http://goo.gl/67rQzE) (2016-05-23).
Røkenes, F.M., & Krumsvik, R.J. (2014). Development of Student
Teachers’ Digital Competence in Teacher Education. A Literature
Review. Nordic Journal of Digital Literacy, 9(4), 250-280.
(https://goo.gl/YU5xdQ) (2016-05-23).
Schaper, N. (2009). Aufgabenfelder und Perspektiven bei der Kom -
petenzmodellierung und -messung in der Lehrerbildung. Leh rer -
bildung auf dem Prüfstand, 2(1), 166-199.
Stmbw [Bayerische Staatsministerium für Bildung und Kultur,
Wissenschaft und Kunst] (2016). Digitale Bildung in Schule, Ho -
chschule und Kultur. Die Zukunftsstrategie der Bayerischen Staat -
sregierung. München: stmbw. (http://goo.gl/qaCztN) (2016-05-
23).
Shulman, L.S. (1986). Those who Understand: Knowledge
Growth in Teaching. Educational Researcher, 15(2), 4-31. doi:
http://dx.doi.org/10.3102/0013189X015002004

27

© ISSN: 1134-3478 • e-ISSN: 1988-3293 • Pages 19-28

C
om

un
ic

ar
, 4

9,
 X

X
IV

, 2
01

6



Siller, F. (2007). Medienpädagogische Handlungskompetenzen.
Problemorientierung und Kompetenzerwerb beim Lernen mit
neuen Medien. Mainz (Germany): Johannes Gutenberg-Univer -
sität. (http://goo.gl/s8bwUR) (2016-05-23).
Survey Research Center (2010). Guidelines for Best Practice in
Cross-Cultural Surveys. Ann Arbor, MI: Survey Research
Center, Institute for Social Research, University of Michigan.
(http://goo.gl/60kGuo) (2016-05-23).
Tiede, J., Grafe, S., & Hobbs, R. (2015). Pedagogical Media
Com petencies of Preservice Teachers in Germany and the
United States: A Comparative Analysis of Theory and
Practice. Peabody Journal of Education, 90(4), 533-545.
doi: http://dx.doi.org/10.1080/0161956X.2015.1068083
Tulodziecki, G. (1997). Medien in Erziehung und Bildung. Grund -
lagen und Beispiele einer handlungs- und entwicklungsorientierten
Medienpädagogik (3rd edition). Bad Heilbrunn: Klinkhardt.
Tulodziecki, G. (2012). Medienpädagogische Kompetenz und
Standards in der Lehrerbildung. In R. Schulz-Zander, B. Eickel -
mann, H. Moser, H. Niesyto, & P. Grell (Eds.), Jahrbuch Medien -
pädagogik 9 (pp. 271-297). Wiesbaden (Germany): Springer VS.

(http://goo.gl/re1wgy) (2016-05-23).
Tulodziecki, G., & Blömeke, S. (1997). Zusammenfassung: Neue
Medien-neue Aufgaben für die Lehrerausbildung. In G. Tulodziecki
& S. Blömeke (Eds.), Neue Medien-neue Aufgaben für die Lehre -
rausbildung (pp. 155-160). Gütersloh (Germany): Verlag Bertels -
mann Stiftung.
Tulodziecki, G., Herzig, B., & Grafe, S. (2010). Medienbildung in
Schule und Unterricht. Grundlagen und Beispiele. Bad Heilbrunn,
Germany: Julius Klinkhardt. (http://goo.gl/HufDWA) (2016-05-23).
Tulodziecki, G., & Grafe, S. (2012). Approaches to Learning with
Media and Media Literacy Education - Trends and Current Si -
tuation in Germany. Journal of Media Literacy Education, 4(1),
44-60. (http://goo.gl/B4nTDE) (2016-05-19).
U.S. Department of Education, Office of Educational Technology
(2016). Future Ready Learning: Reimagining the Role of Techno -
logy in Education. Washington, D.C. (http://goo.gl/MAEGzv)
(2016-05-23).
Wilson, C., Grizzle, A., Tuazon, R., Akyempong, K., & Cheung,
C.-K. (2011). Media and Information Literacy Curriculum for Tea -
chers. Paris: UNESCO. (http://goo.gl/HWtH5i) (2016-05-23).

28

© ISSN: 1134-3478 • e-ISSN: 1988-3293 • Pages 19-28

C
om

un
ic

ar
, 4

9,
 X

X
IV

, 2
01

6



The Ecosystem of Media Literacy: A
Holistic Approach to Media Education
El ecosistema de la alfabetización mediática: Un enfoque integral y sistemático para
divulgar la educomunicación

Dr. Nudee Nupairoj is Lecturer at the Communication Arts College at the Rangsit University in Bangkok
(Thailand) (ndnupairoj@gmail.com) (http://orcid.org/0000-0002-9442-0289)

ABSTRACT 
This research article proposes a systematic way to disseminate media literacy education in Thailand, based on the UNESCO’s
media and information literacy competencies. A media literacy learning schema was constructed using a mixed-method research
before it was verified for efficacy and practicality by the in-depth interviews of media literacy experts. The interview data resulted
in “the Ecosystem of Media Literacy” as a holistic and systematic approach to disseminate media literacy education. The
Ecosystem of Media Literacy posits that the learning schema works in an environment that supports media literacy, with each
component operating interdependently and in parallel with each other. It consists of the Media Literacy Learning Schema
(Learners, Facilitators, Curriculum, and Pedagogy), the Society (Community, Civic Sectors, Media, and Parents), and the Policy.
It is believed that using the Ecosystem model can lead to a behavior change among learners, the ultimate goal of education. In
other words, media literacy will become a way of life. The Interview data also resulted in a new finding that Thailand’s media
literacy components should consist of access, analyze and evaluate, reflect, and create, instead of access, evaluate, and create
that the country has been using as a framework for over a decade. The findings of this research are applicable to other cultures
with different groups of learners, with minor adaptations that can serve as a provisional policy guideline.

RESUMEN
Este artículo de investigación propone una manera sistemática para difundir la educación de la alfabetización mediática en
Tailandia, basada en las competencias de la alfabetización mediática e informacional de la UNESCO. El esquema de aprendi-
zaje de la alfabetización mediática se estableció aplicando un estudio de métodos mixtos antes de que su eficacia y funcionalidad
haya sido comprobada por las entrevistas detalladas de expertos de alfabetización mediática. Los datos de estas entrevistas dieron
lugar al «ecosistema de la alfabetización mediática» como un enfoque integral y sistemático para divulgar la educación de la alfa-
betización mediática. El ecosistema de la alfabetización mediática postula que el esquema de aprendizaje funciona en un ambien-
te que favorece la alfabetización mediática, donde cada componente opera de forma interdependiente y en paralelo: el esquema
de aprendizaje de la alfabetización mediática (estudiantes, facilitadores, currículum y pedagogía), la sociedad (comunidad, secto-
res cívicos, medios, y los padres), y la política. Se piensa que el uso del modelo de ecosistema puede producir un cambio en el
comportamiento de los estudiantes, la meta final de la educación. En otras palabras, la alfabetización mediática se convertirá en
un modo de vida. Los datos obtenidos de las entrevistas también dieron a conocer un nuevo descubrimiento, al demostrar que
los componentes de la alfabetización mediática en Tailandia deberían consistir en acceder, analizar y evaluar, reflexionar, y crear;
en vez de acceder, evaluar y crear; un marco que el país lleva usando durante más de una década. Los descubrimientos de esta
investigación son aplicables a otras culturas con grupos diferentes de estudiantes, que con pequeñas adaptaciones, pueden servir
como una orientación política provisional.
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Media literacy, media education, ecosystem, Generation Y, literacy, policy, media policy.
Alfabetización mediática, educación mediática, ecosistema, Generación Y, alfabetización, política, política mediática.
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1. Introduction
This paper is a part of a doctoral dissertation titled

“Media Literacy Learning Schema for Thai Gene -
ration Y” of which the ultimate goal is to find a way to
effectively provide media literacy (ML) education to
Generation Y in Thailand. Based on the final step of
the complete research, this paper reports the ultimate
outcome and proposes a holistic approach that the aut-
hor calls “the ecosystem of media literacy”. 

In South East Asia, media literacy is not yet part of
the primary and secondary school curriculum, even
with a country where the media technology has pros-
pered and much developed like Singapore (Lim &
Nekmat, 2009); or in the larger Asia, eventhough
Japan does have ML in its school curriculum, there
are also proplems of educators lacking the skills to
teach the recently developed subject (Sakamoto &
Suzuki, 2007). In Thailand, there is currently neither a
media literacy policy nor a clear definition of term and
competencies to provide an operative framework.
The Thai ML literatures and practices are being deve-
loped more slowly than the fast-moving media lands-
cape, while people, Generation Y in particular, acti-
vely receive and create media messages in the partici-
patory culture; contrary to the more well and consis-
tently developed ML education in the Western coun-
tries where media literacy was already expanded to
encompass both the protection and preparation of
individuals for living in the 21st century media environ-
ment: Center for Media Literacy (2002), European
Commission (2007), Hobbs (2010), Media Literacy
Project (http://goo.gl/PbhedO), National Association
for Media Literacy Education (NAMLE) (http://goo. -
gl/RfqfbG), Office of Communications (Ofcom)
(2013), UNESCO (http://goo.gl/aDHwR), Zacchetti
(2007). Thai ML still concentrates solely on the nega-
tive sides of the media, and to protect the young from
the media, treating media users as passive receivers.
Because of the unique characteristics shaped by tech-
nologies and the dynamic media use behavior,
Generation Y was chosen to be the target for this rese-
arch. In this context, Generation Y people refer to
those who were born in early 1980s and 2000 (Beek -
man, 2011; Main, 2013; Stein & Sanburn, 2013). 

Hence, this study was based on the concept of
media literacy as a protection and preparation and the
skills for living in the 21st century, using the
UNESCO’s Media and Information Literacy compo-
nents (MIL) as an operative framework as it has been
used for over a decade. The UNESCO states that
MIL components include access, evaluate, and create
(Moeller, Joseph, Lau, & Carbo, 2011).

2. Research methods
In the earlier steps of the study, the author has con-

ceptualized a model of media literacy learning schema
consisting of five components as shown in graphic 1.
This paper reports the verification process of the model
and its outcome. This is to ensure the correctness, effi-
cacy, effectiveness, and practicality in the Thai context.
Note that the learning schema model was constructed
from scientific research methods, including the needs
assessment of ML competencies among Generation Y
through a survey of 400 samples in conjunction with
focus group discussions that resulted in the identifica-
tion of Generation Y’s weak and strong competencies
which provided the elements that constitute the
Teaching & Learning component. 

In the verification of the model, the in-depth inter-
view approach was used to gather comments and opi-
nions of the ML experts. A total of seven experts1

were purposively selected based on their availability
due to the limited timeframe of this research. The cri-
teria for being an expert include their ML-related
works, experiences, and their recognition in the field.
The conceptualized 5 components, including Learners,
Educators, Dissemination, Teaching & Learn ing, and
Policy, were shown and explained to the experts dur -
ing the interviews. The experts’ opinions and sugges-
tions were audio recorded and transcribed in order to
be codified into themes for data analysis, which led to
the modification of the model and the ultimate outco-
me of this study, the Ecosystem of Media Literacy, ela-
borated in the next section.

3. Research results
The interview data can be classified into two the-

mes: the ML competencies and the dissemination of
ML education.

3.1. Media literacy competencies
Thai experts expressed concerns over the neces-

sary life skills that learners must know. According to
the experts, there are four life skills: analytical thinking,
critical thinking, systematic thinking, and reflective thin-
king. While the first three skills were readily included
in the UNESCO’s MIL components (access, evaluate,
and create), the reflective thinking skill did not seem to
be distinctively addressed. Therefore, the interview
result indicates that the UNESCO’s MIL components
are not sufficient in the Thai context, and that reflecti-
ve thinking skill is to be added to the ML components.
By including Reflective Thinking to the media literacy
competencies, the global UNESCO’s concept has
been localized to fit the Thai context.
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3.2. The dissemination of media literacy education
For the dissemination of media literacy education,

it is found that the majority of experts generally agreed
to the learning schema’s five components. Never -
theless, they suggested that it should focus on the
implementation to achieve the goal of behavioral chan-
ge, that is, how to make ML skills a practice in every-
day life (S. Tripathi, personal communication, 2015-
03-15). The experts agreed with the proposition that
ML should be disseminated through both formal edu-
cation (an obligatory curriculum) and out-of-school
education (any ML-related
activities that occur outside the
academic premises). More
importantly, the out-of-school
education should eventually
lead to the ML environment in
the larger society (K. Wirun -
rapan, personal communica-
tion, 2015-04-16).

The experts also sugges-
ted that the learning schema
indicate the priorities among
the proposed components,
with a simpler framework for the Thai people to better
reflect the way to reach Generation Y, considering
their self-learning behavior that could be a barrier to
classroom learning (K. Wirunrapan, personal commu-
nication, 2015-04-16). According to the experts, it is
important to create a clear understanding of media lite-
racy concept among all stakeholders, from policyma-
kers to educators, so that they deliver the right actions:
the policymakers push forward a national media lite-
racy policy, the educators use the right pedagogy. The
experts agreed that the ML policy is the primary key to
empower the promotion of media literacy as a way of
life, through formal and out-of-school education;
while educators need to understand that ML educa-
tion is about practicing the skills, not another school
subject to be memorized, so that they can design the
appropriate learning process (K. Wirunrapan, perso-
nal communication, 2015-04-16). 

The experts agreed on the proposition that educa-
tors need to be media literate, and added that they also
need to develop their ML skills constantly to keep
abreast with the changing communication technolo-
gies. Only when the concept and principles of media
literacy are well understood can media literacy beco-
me a national policy and successful in both formal and
non-formal education. One of the most recurring con-
cerns among the experts was how to make media lite-
racy a way of life, since it requires a tremendous chan-

ge in the educational system, from the traditional hie-
rarchical method to student-centered. 

There is a lack of a clear understanding on the
concept of ML, as one of the experts stated: “There’s
a misunderstanding of what media literacy stands for,
what media literacy is, and what media literacy scales
are” (S. Gabai, personal communication, 2015-03-
20); the principle of student-centered pedagogy; the
traditional top-down teaching method, and the entire
Thai educational system are major challenges for Thai
ML education. As an expert maintained, “The disci -

pline of media literacy is trivialized by some administra-
tors and teachers, who see this area of study as simply
watching movies” (A. Silverblatt, personal communi-
cation, 2015-05-15). To accomplish the ML goal, tea-
chers need to spend a lot of time preparing for class
activities, but the traditional Key Performance Index
(KPI) system for teachers normally focuses on the stu-
dents’ grades, which becomes a great barrier to enga-
ge in the student-centered teaching. Additionally, like
several other countries, the traditional Thai teaching
method with the teacher acts as an authoritative figure
lecturing in front of the classroom causes the students
to memorize for exams and never actually use their
knowledge of ML skills in their everyday life. Further -
more, there are too many ML activities from the civic
sectors, but too few lessons learned as most activities
went by without proper evaluation and knowledge
sharing among actors. More importantly, the govern-
ment or policymakers do not recognize the importance
of ML because there are always more urgent issues
such as the economic issue to prioritize, particularly for
such a developing country as Thailand.

Noticeably, the challenges come from both the
system and individual stakeholders. The experts did
emphasize that “media literacy as a life skill can be
accomplished when the entire environment accom-
modates the learning process outside classrooms” (K.
Wirunrapan, personal communication, 2015-04-16),
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Figure 1. The preliminary Media Literacy Learning Schema for Thai Generation Y 
proposed to experts for verification.
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where Generation Y learn
and practice ML skills, and
that ML education is a conti-
nuous process that does not
end when school is out.

The in-depth interview
analysis leads to a modifica-
tion of the proposed learning
schema in accordance with
the experts’ suggestions: the
learning schema must be
clear and reflects the reach to
Generation Y population,
using a simpler framework
for the Thai context with an
emphasis on the learning pro-
cess, and the building of the
ML environment beyond the
academic institutions so as to
make ML a way of life. The result is “the Ecosystem
of Media Literacy” (graphic 2). 

Hence, the revised learning schema, in the form of
the Ecosystem of Media Literacy, consists of three
major components: the Media literacy learning sche-
ma, the Policy, and the Society. The Media Literacy
Learning Schema is the core component that revolves
around the education; the Society comprises the com-
ponents that contribute to the building of ML environ-
ment, involving largely with the out-of-school educa-
tion; and the Policy is the center of the Ecosystem in
facilitating, enforcing, and mobilizing media literacy,
both formal and out-of-school. All of these primary
components need to operate in parallel, supporting
one another, for media literacy to thrive as a way of
life. The details of the primary components are elabo-
rated below.

3.2.1. The Media literacy learning schema compo-
nent

The Learning Schema consists of four elements
crucial for education: the facilitators, the learners, the
pedagogy, and the curriculum. These four elements
directly involve in the learning process, both in the for-
mal and informal out-of-school education. 

a) Learners. In this context, the Learners are
Generation Y which consist of high school students
and young workers. The Generation Y students are
present in the formal education, while the Generation
Y workers are found in the out-of-school context. The
characteristics of Generation Y are the primary varia-
bles that influence the other three components within
the Learning Schema. According to the experts, Thai

Generation Y people have the following characteristics:
• Confidence.
• Prefer self-learning approach, particularly from

the Internet.
• Believe and trust people from their experiences,

not their titles or authority.
• Believe what they have discovered and learned

by themselves, as well as their peers, more than they
do their parents or teachers.

• Cannot take criticism.
• Multitasking.
• Have short attention span, partially a result of

multitasking.
These traits oblige the facilitators, or ‘educators’,

to adjust their teaching methods in order to engage and
motivate the over-confident, short-attention, multitas-
king, self-learning Generation Y in the classroom as
well as to practice ML in their everyday life. 

b) The pedagogy. The ML pedagogic attributes
should be student-centered and enquiry-based to en -
gage the short-attention Generation Y in the learning
process. Since these two pedagogic attributes involve
experiential learning, they respond to Gene ration Y’s
self-learning trait and value in experiences. 

To fulfill these pedagogic attributes, such teaching
strategies as textual and contextual analysis, case stu-
dies, translations, simulations, production, problem-
based learning (PBL), and cooperative learning can be
used. 

Never theless, it is necessary for the Thai facilita-
tors to truly understand the core principles of these
strategies to achieve the desired outcomes. It is also
important that the evaluation method be adjusted to
include other means than the traditional paper exams,

Figure 2. The Ecosystem of Media Literacy as a holistic approach to disseminate media literacy.
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for example, a peer review or self-assessment can also
be used to practice reflective thinking skill. 

c) The facilitators. The term ‘facilitator’ is used to
replace the term ‘educator’ because in student-cente-
red teaching, the teacher’s role becomes more like a
mentor or a guide who designs and facilitates the lear-
ning process that involves knowledge sharing, expe-
riencing and discussion rather than pure lecturing.
The changing role affects the qualifications of the faci-
litators. That is, the ML facilitators should:

• Understand ML core concepts, principles of stu-
dent-centric and enquiry-based pedagogy.

• Have interdisciplinary skills, particularly when
media literacy is an integral subject.

• Be media literate, in their teaching and practice,
and constantly keep up with the media environment. 

• Be competent in making the learners believe in
the learning process.

• Be friendly enough so as to create a discussion
and participation atmosphere in the classroom, not an
authoritative figure. 

• Have an open-mind and able to admit that they
do not know everything and sometimes they might
know less than the students in certain issues.

In addition, because Generation Y usually are
technology-dependent, facilitators can use technology
as a teaching aid as applicable. A simple task like assig-
ning a research using the Internet, a texting application
or social media for out-of-classroom communication
will do. Technology can help make Generation Y lear-
ners feel more comfortable with the learning process.
It is, however, crucial to realize that technology is only
an advantage, not a necessity. For those who have
access to technology, such as the computer and the
Internet, technology can be used as the teaching aid,
with guidance and how to use it right; while those
who have less opportunity should not entirely rule out
technology as part of the teaching. Essentially, the faci-
litators must keep in mind that media literacy is about
teaching the skills and competencies in relation to con-
suming and producing the media, thus, the focus must
be on the media, and the risks that come with them,
not about using the technologies (Hobbs, 2010: 27). 

d) The curriculum
Media literacy curriculum concerns how and

what to be taught to the learners. ML should be taught
both as a stand-alone subject and an integral subject.
ML as a stand-alone subject can either be a core cour-
se or an (mandatory) elective course, depending on
the students’ ML background in earlier school years,
which is not likely the case in Thailand as ML is not
mandatory in school’s curriculum yet. ML should be

taught in every level, with the content relevant to the
students’ lives or of their interests. ML as an integral
subject is considered a more effective way by the Thai
experts as it is more efficient in incorporating ML skills
in daily practice. Infusing ML skills to such general sub-
jects as history, Thai language, Buddhism, and so on, is
an efficient way to demonstrate how these subjects as
well as media literacy can be applied in everyday life.

The content of the curriculum should include
Competencies and skills, Ethics and morals, and Digital
Citizenship. 

The competencies and skills include four compo-
nents: access, analyze and evaluate, create, and
reflect. Reflective thinking, as mentioned earlier, is
added to the original UNESCO’s three-component
framework as a result from the interview data. Re -
flective thinking helps individuals make moral and ethi-
cal judgments when they create media content and
information, which corresponds to James Potter’s the-
ory (2008) that maintains that people should have
social responsibility and that to reflect is about applying
critical thinking for external benefits, based on internal
integrity, besides using it to focus on one’s own good
(Potter, 2008). It is also about recognizing how perso-
nal decisions affect the society and that one can con-
tribute to the society by taking certain action. It also
corresponds to the aim of media literacy to educate
people to “reflect systematically on the processes of
reading and writing, to understand and to analyze their
own experience as readers and writers” (Buckingham,
2003: 41, cited in Martens, 2010: 2). Noticeably, the
new Thai ML components are very similar to those of
Renee Hobbs’ (2010) proposed in the Aspen Insti -
tute’s Plan of Action. 

It is also noteworthy to mention that the create
component is often overlooked by the Thai scholars.
Based on the UNESCO’s definition, to create is not
just about teaching how to operate the software and
applications to produce media content, but also about
using it creatively and responsibly in order to make a
difference in the society, as well as to participate in the
civic society as a citizen. It is also a way to turn Gene -
ration Y’s strength in using technology and tools into a
power to do something good for the public. There -
fore, this paper suggests that create is always more or
less included when it comes to media literacy.

Ethics and morals are also an essential issue to be
included in the curriculum. Because Generation Y
were born with the Internet, the act of copy and paste
has become the convenience at their fingertips.
Plagiarism and copyrights violation have long become
the Thai habits. Therefore, it is crucial that the ML



curriculum reinforces the significance of the issues so
that it can change the learners’ behavior.

Digital Citizenship is another key content. The
term is defined as the norms of appropriate, responsi-
ble behavior with regard to technology use, and is
believed to be “the essential first step to being media
literate in the 21st century“. More importantly, tea-
ching digital citizenship fits the media use profile of
Generation Y as it addresses the use to technology in
all aspects, overlapping all of the skills mentioned in
media literacy. Ribble (2015) suggests the nine ele-
ments of digital citizenship as follow: 

• Digital access - full electronic participation. It is
the first step to equality in digital rights, which also
corresponds to the first ML component of access. 

• Digital commerce - users like Generation Y should
understand that electronic buying and selling of goods
can be both legitimate and illegitimate in different con-
texts and cultures. Knowing what is legal and what is
not makes them effective consumers in the digital eco-
nomy, particularly when the digital economy policy is
being promoted in Thailand.

• Digital communication – the communication tec -
hnology both hardware and software can be overw-
helming for some people, and thus, knowing how to
make decisions and judgment amongst these options is
essential.

• Digital literacy – includes the process of teaching
and learning about technology and its use in both scho-
ol and workplace environment. Digital literacy also
concerns how to learn in a digital society - to appro-
priately learning anything, anytime, anywhere. This
perfectly fits the self-learning behavior of Generation Y.

• Digital etiquette – concerns electronic standards
of conduct so that people are responsible users in the
networking society.

• Digital law – rules and regulations on electronic
actions and deeds to comply with. In Thailand, the digi-
tal law includes the Computer - Related Crime Act B.E.
2550, and the Electronic Transaction Act B.E.2544.

• Digital rights & responsibilities – these are the
major issues in Thailand. Technology users need to
understand their rights as well as to recognize other
people’s rights, and understand that these rights must
come with responsibilities. 

• Digital health & wellness – knowledge in physi-
cal illnesses from using technology, such as eye pain,
the so-called office syndrome, and back pain; or psy-
chological illnesses such as Internet addiction. 

• Digital security (self-protection) – how to protect
the privacy and personal information while being onli-
ne or while using digital technology.

Learners, facilitators, pedagogy, and curriculum
are interrelated and should operate together in para-
llel. Learners, Generation Y in this context, are the pri-
mary variable that influence and affect the way the
other variables – facilitators, pedagogy, and curriculum
– operate. The characteristics of Generation Y in -
fluence how and what they are taught, which conse-
quently oblige the facilitators to change and adjust
themselves to deliver the new teaching methods.
Without one component, the learning schema beco-
mes incomplete. 

3.2.2. The Society component 
The Society is the societal process that helps esta-

blish the ML environment, leading to the awareness
and the practice of media literacy as a way of life.
Through social learning, from parents at home, tea-
chers at school, to the youth influencer in a commu-
nity, learners are exposed to ML materials in every
step of everyday life. And since the learners,
Generation Y, receive ML knowledge through expe-
rience, piece by piece, the same way they receive
information –from here and there, concise, short, but
constantly all day long– the Society component res-
ponds well to Generation Y’s behavior and characte-
ristics. The function of the Society, hence, involves
cooperation and collaboration between individual ele-
ments within: the Community, the Civic Sectors, the
Media, and the Parents: 

a) The community. The Community should be
treated as an academic institution asset in the ML lear-
ning process, not merely a community outreach pro-
ject. A community can serve as the classroom as the
students engage in learning outside the school premi-
ses, passing their ML learning experience to the com-
munity leaders or the local wise men who are power-
ful influencers in the process. In this way, the ML
body of knowledge from the academic world is disse-
minated beyond the formal education, encapsulating
members of Generation Y who are not in the system
as well as other age groups including the parents. 

This process can only be achieved when teaching
and learning change, and when the academia recogni-
zes the power of the community. Subsequently, the
Community component becomes dependent on the
academic institutions, which is dependent on the
governmental or institutional policy. Disseminating
media literacy to the Community by other means, such
as the initiatives from the civic sectors makes the
Community depend on such sectors, as well. 

Communities have always played an important
part in the Thai society, particularly in the rural areas.
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They can be one of the most effective channels to dis-
seminate media literacy to those who are not in the
formal education system and be the first unit to serve
as a media literate society.

b) The civic sectors. The civic sectors refer to the
non-profits organizations, private and independent
agencies, as well as media professional organizations.
They are the key players in mobilizing, promoting, and
advocating media literacy in Thailand. Non-profits
organizations such as the Child Media, Thai Public
Health Foundation, and the Family Media Watch
networks should continue their
missions. The key is for these
organizations to share their know-
ledge and experiences, so that
they can learn from each other,
and use the knowledge to con-
duct and initiate future projects
more effectively and efficiently.

The civic sectors, together
with the academia, should be pro-
active in lobbying for ML policy.
They can also use the media
channels to publicize their activi-
ties and initiatives, which can be
made possible if the Policy provi-
des incentive for the media that promote ML.

c) The media. The media need to take part in dis-
seminating ML through their channels, be it traditional
or digital platforms. Prints, the Internet and the social
media should do just fine in advocating media literacy,
while the television stations might have a conflict of
interest issue with their sponsors as they educate peo-
ple not to fall for advertising strategies. Alternatively,
TV stations can focus on the Internet or the social
media literacy, while the public television like ThaiPBS
can function as the key leader to advocate ML on any
platforms as its revenues do not come from advertising.
In addition, the media can promote ML on any of their
platforms, such as websites or social media page,
which would reach Generation Y even better. 

The question of how to convince the media to
commit to ML depends largely on the Policy, either
through law enforcement, regulations, or incentives,
which will be elaborated further in the Policy. 

d) Parents. Parents are the closest people who
can provide ML education to their children. In order
to accomplish this, parents need to first become media
literate, which makes this component dependent on all
other components to educate them. Although
Generation Y can access the media in their privacy
through smartphones, tablets, personal computers, or

simply have a TV or a radio in their own room, the
parents can still establish certain house rules to regula-
te and monitor them. For example, they can allocate
the time that the entire family watch TV together, or
limit the time spent on the Internet, games, or other
entertainment media. Parents should also talk to their
children regularly and monitor their media use beha-
vior closely and regularly.

e) Policy. Policy is the most important component
to the success of ML education, formal or informal. It

can enforce or provide supports as well as ensure that
media literacy derivatives happen systematically with
the works of all stakeholders from all sectors in the
Society. In this context, Policy can be both national
(i.e., government policy) and institutional (i.e., school
or university policy). A governmental policy can play a
part in both formal and out-of-school education:

In formal education (through the Ministry of Edu -
cation):

• Mandate ML curriculum, from kindergarten to
university levels. 

• Adjust certain rules and regulations to support
ML teaching, such as designating the KPI that does not
rely on the students’ exam outcomes, or providing
grants and funds related to ML research and training.

In out-of-school education (through the National
Broadcasting and Telecommunication Commission):

• Provide incentives to encourage the promotion
of media literacy, such as tax reduction for the media
who contribute to ML promotion such as airing ML-
related programming.

• Enforce ML as a part of media regulations; for
example, designate the ratio of media literacy TV pro-
gramming.

In addition to pushing ML in education and pro-
motion through the media, the Policy can help guaran-
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as to create a media literacy society. It also offers 
a new knowledge that is applicable to other developing 
countries.



tee accessibility to the media and information by provi-
ding the infrastructure and technology. According to
the survey results conducted earlier as part of this rese-
arch, Generation Y who have easy access to the
Internet (connectivity to home/work network, WiFi,
or 3G) have higher Create competencies than those
who do not have such convenience (have to go to a
computer lab or Internet café). The result indicated
that access to the Internet provides more opportunity
to practice the skills and more exposure to ML infor-
mation, and hence, empowers users to experience
and learn about the effects of online information, such
as cybercrimes, on the first-hand basis. The Internet
helps open the windows to the world of information
as it responds to Generation Y’s self-learning habit.
Essentially, access is the fundamental factor to equal
rights to information. However, it is also important for
policymakers to realize that technology must always
accompany with the knowledge on how to use it
safely, wisely and responsibly. The Policy component
could be achieved by using the UNESCO’s MIL
country readiness as a guideline. The followings are
the Global Media and Information Literacy Assess -
ment Framework: Country Readiness and Compe -
tencies; there are five key areas to indicate if the
country is ready and competent to be a media literacy
nation (UNESCO, 2013: 51-53):

• Governmental aspect: Media literacy is a man-
datory subject in the curriculum and teacher training
curriculum.

• There must be a national ML policy to ensure
systematic ML derivatives and initiatives.

• There must be supply mechanisms to guarantee
access of media and information to the population.

• Academia and individuals aspect: The availabi-
lity and quality of services must be distributed to the
entire population.

• Public and private sectors aspect: There must be
non-governmental organizations and entities actively
engaged in the advocacy and promotion of media lite-
racy.

Meanwhile, Policy at the academic level involves
schools and academic institutions recognizing the
importance of media literacy and providing necessary
supports. It is crucial supporting teaching and integra-
ting ML in the institution’s curriculum, particularly
when there is no ML policy from the government.
The institutional policy can determine regulations that
promote and support the teaching of media literacy;
for example, establishing ML as one of the KPIs, offe-
ring incentives to teachers who participate in ML train -
ing, or providing funds and grants for media literacy

research or textbook translations and writing. Insti -
tutional policy can also help provide resources such as
books and textbooks. The challenge lies on how to
convince the school or university board that media lite-
racy is essential to students in living in the 21st century
that it should be taught in school.

The ML Learning Schema, the Society, and the
Policy components are highly interdependent, with
Policy serving as the main component that supports all
others. Although they can occur independently from the
Learning Schema and its components, the Society com-
ponents are vital for the ML Learning Schema to be
complete and accomplish its goal of being a way of life.

As an expert stated, media literacy is so sophistica-
ted and multidimensional that it needs to be mobilized
and requires efforts from many sectors. And because
the formal education alone may not be able to lead to
behavioral change, the out-of-school education in the
surrounding environment becomes a necessity to com-
plement the formal learning. With all components
operating together as an ecosystem, it is possible for
media literacy to become a way of life.

4. Discussion and conclusion
In Thailand, there have been a plenty attempts by

media literacy advocates from various civic sectors
during the past decade. Unfortunately, for a develo-
ping country, it seems that the policymakers are giving
priorities to other important issues such as economics,
while the politics in the country is very volatile and is
currently in the verge of drafting a new constitution.
The Ecosystem of Media Literacy involves multiple
stakeholders to accomplish the goal of creating the
media literacy environment with the Policy component
as the most crucial unit that can secure such a national
collaboration. With such obstacles, the top-down ini-
tiatives seems unlikely in the near future. 

The prospect of media literacy, therefore, relies
heavily on the Civic sectors, reflecting the notion that
media education must be initiated by the people, not
the authorities (Pungente, n.d.). However, although
several civic sectors, both private and non-profit orga-
nizations, are already working vigorously to dissemina-
te ML knowledge, they also need to collaborate with
one another and learn through knowledge sharing to
improve the ML projects. Convincing policymakers to
get an ML policy should not be ruled out. In lobbying
for a policy, it is essential that the ML advocates
understand the language of policymakers, presenting
practical solutions rather than lengthy scholarly
reports. They need to clearly explain the potential of
ML as a way to empower people to be active citizens
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and participate in civil society (S. Gabai, personal com-
munication, 2015-03-20). Scholars also suggest media
literacy for the new media reform plan (Preetiprasong,
2008; Thai Journalists Association, 2015; Benjaron -
gkij, 2011), as a recent study found Thai youths and
adolescents lack media literacy skills (Thai Netizen
Network, 2015).

The findings of this study, the ecosystem of media
literacy, and the ML competencies for Thailand,
address the concerns and practicality of ML education
dissemination and provide a holistic approach to syste-
matically implement media literacy education for
policymakers. In addition, despite being conceptuali-
zed for the Thai context, the Ecosystem of Media
Literacy can be applicable to different target groups
and contexts with minor adaptations in the content of
some components within the Learning Schema, while
the relationship between each component in the eco -
system remains intact. 

However, the implementation of the model is yet
to be further examined, for example, through a pilot
experiment, to test if the model works. Also, the details
of each component within the ecosystem of media
Literacy are yet to be elaborated and studied, particu-
larly in the Learning Schema, where curriculum design
and teaching and learning strategies are involved,
resulting in further investigation with the learners’
perspective. 

The researcher believes that the Ecosystem of
Media Literacy can help enhance media literacy edu-
cation to be more effective in changing learners’ beha-
vior as well as to create a media literacy society. It also
offers new knowledge that is applicable to other deve-
loping countries. 

Notes
1 List of experts in the interviews: Dr. Porntip Yenjabok, Assistant
Professor. Deputy Director of Kasetsart University Research and
Development Institute Bangkhen Campus; Khemporn Wirunrapan,
Director of Child Media Institute, Thai Health Promotion
Foundation; Assoc. Prof. Suriyadeo Trepati, M.D. Director of the
National Institute for Child and Family Development; Anothai
Udomsilp, Director of Academic Institute, Thai Public Broadcasting
Service (ThaiPBS); Dr. Warat Karuchit, Assistant Professor.
Lecturer and Assistant to the President of the National Institute of
Development Administration; Dr. Art Silverblatt, Professor, Webster
University, USA; Sara Gabai, International Consultant of the
Graduate Program in Communication Arts for ASEAN and lecturer
at Sukhothai Thammathirat Open University.
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ABSTRACT 
This article analyses the status of media literacy in Brazil from the perspective of non-formal education. It quantifies the situation
through a sample of projects (N=240) and organizations (N=107) that develop media literacy activities according to the inter-
nationally recognized three dimensions of media education (access/use, critical understanding, and media content production).
These projects are aimed at different communities of citizens according to various levels of segmentation (age, location, social sta-
tus, social groups, and professional fields). The analysis shows the preponderance of activities geared to the production of audio-
visual content (65.4%) and to expanding the rights and communicative capabilities of certain communities, generally excluded
from the traditional mass media (45.8%). Moreover, the majority of institutions have projects with a medium and high potential
of empowerment (77.6%). Based on the literature review and the analysis conducted, the research presents a model that can be
used for studying media education projects in the field of non-formal education. Thus, this article offers an initial look at non-for-
mal media literacy in a country that, due to its size and large social differences, should take advantage of the complementarities
that non-formal education provides to formal education and its curriculum, regarding the development of media education and
empowerment of citizens.

RESUMEN
Este artículo analiza el estado actual de la alfabetización mediática existente en Brasil desde la perspectiva de la educación no
formal. Cuantifica la situación mediante una muestra de proyectos (N=240) y de organizaciones (N=107) que desarrollan acti-
vidades conforme a las tres principales dimensiones de la educación mediática reconocidas internacionalmente (acceso/uso, com-
prensión crítica, y producción de contenidos mediáticos), y que están orientadas a diferentes comunidades de ciudadanos de
acuerdo a diversos niveles de segmentación (edad, lugar, situación social, grupos sociales, y campos profesionales de aplicación).
El análisis realizado muestra la preponderancia de actividades de producción de contenidos audiovisuales (65,4%) y de amplia-
ción de derechos y capacidades comunicativas de ciertas comunidades de personas generalmente excluidas de los medios de
comunicación tradicionales (45,8%). Además, la mayoría de las organizaciones trabajan con propuestas con un potencial medio
y alto de empoderamiento (77,6%). Asimismo, y basándose en la literatura y el diagnóstico realizado, se propone un modelo con
el que estudiar los proyectos de educación mediática desarrollados en el ámbito de la educación no formal. De este modo, la
investigación presenta una primera imagen de la alfabetización mediática de carácter no formal existente en un país que, por sus
dimensiones y grandes diferencias sociales, tiene que saber aprovechar las complementariedades que la educación no formal
ofrece a la educación formal y al currículum educativo, respecto a desarrollar educación mediática y empoderar a la ciudadanía.
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1. Introduction
Concern regarding the need of establishing public

policies related to media education is unanimous around
the world. The United Nations Educational, Scientific
and Cultural Organization (UNESCO) carried out
several projects over the last decade, like “Media Edu -
cation. A Kit for Teachers, Students, Parents and Pro -
fessionals” (Frau-Meigs, 2006) and “Media and In -
formation Literacy. Curriculum for Teachers” (Wils on,
Grizzle, Tuazon, Akyempong, & Cheung, 2011). It is
also important to emphasize the broad global mapping
performed by UNESCO a few years ago, which analy-
sed policies, views, programs, and goals regarding
media literacy at a global level (Frau-Meigs &Torrent,
2009). Today, there are several countries, mainly in the
Northern hemisphere, which not only include disci -
plines linked to media education in their mandatory
curriculums, but also implement agencies and public
councils to assist with this issue1.

In Latin America, however, initiatives regarding
media literacy have taken another direction, more fre-
quently being connected to non-formal education, po -
pular education, and civil society, as has been pointed
out by several specialists (Fantin, 2011; Girardello &
Orofino, 2012; Soares, 2014). After they began in the
sixties, with critical readings of cinema, they turned to
the critical reading of media, during the military dicta-
torship, in 1970-1980, and were complemented by
people movements for alternative communication and
Christian or Catholic movements (Aguaded, 1995;
Fan tin, 2011).

When analysing Brazil from a concrete pers -
pective, isolated initiatives carried out in the scope of
formal education should be mentioned: 1) since 2004
a law from the city of São Paulo included activities lin-
ked to media education in schools; 2) as to the Bra -
zilian Edu cation Department, the programs “Mais
Educação” (More Education) and “Mídias na Escola”
(Media at School) work with media education2. In
2015, this Department has put into public debate the
minimum bases of the curriculum for basic education
in which, according to an analysis by Soares (2015),
there are several curricular components related to
media education, although how they would be inclu-
ded in school activities is not explained. 

In non-formal education, however, the situation is
totally different. Since the nineties, these projects for
media education have been growing in Brazil, whe -
ther focusing on training critical reading or designing
alternative contents to traditional media. It is important
to emphasize the use of a concept of education put
forward by authors such as Paulo Freire and Mario

Kaplún, in which communication and education are
not only seen as intimately connected, but also as
having a liberating purpose. 

Thus, this research has the goal of characterizing
non-formal media literacy projects developed in Brazil
by the civil society: non-governmental organisations
(NGOs), public interest civil society organisations
(PICSO), and foundations, among others. The research
covers cultural empowerment (Kellner & Share, 2005),
media citizenship and autonomy (Gozálvez & Aguaded,
2012), from a perspective in which citizens would be
active subjects in processes of communication so as to
exercise the rights expressed in the Universal Decla -
ration of Human Rights (O’Neill & Barnes, 2008).

The strong and historical connection between
media education and empowerment is clear since the
“Grunwald Declaration on Media Education” (UNES-
CO, 1982), also appearing in the “New Directions in
Media Education” of Toulouse, which explicitly con-
nects both areas (Thoman, 1990). Indeed, it is difficult
to think of media education “unless it has a civic purpo-
se, that is, it must be endowed with an ethical, social
and democratic base that empowers citizens in their
dealings with the media” (Gozálvez & Contreras-Pu -
lido, 2014: 130).

The analysis also establishes links between the
many types of complementarities: 1) Media education
and media literacy (Buckingham, 2003); 2) Main
dimensions of media literacy proposed by Buckingham
(2005) and Ofcom3: access and use, critical compre-
hension, and production of communicational contents;
3) Production of media contents which are socially
relevant and filled with critical comprehension about
the media; 4) Community, democratic, and participa-
tory communication developed by the civil society and
the NGOs (Peruzzo, 2008, 2009); 5) New informa-
tion and communications technologies (ICT) and their
importance in poor areas (González, 2007).

This article proposes the following descriptive re -
search question: “Which are the most important di -
mensions associated to non-formal media education in
Brazil?”. The following work hypotheses are consi -
dered, related to media literacy projects developed by
NGOs in Brazil:

• H1: The projects mainly focus on production of
contents.

• H2: When the initiatives focus on ICT, they are
usually not linked to other communicational aspects.

• H3: The projects are concerned with the empo-
werment of citizens and the roles of the actors invol-
ved in communication processes. 

• H4: The initiatives are connected to community
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communication, with a tendency of offering perma-
nent communication media as a result.

2. Material and methods
Considering the research goals, the first task

(January-May, 2015) was to identify media education
projects carried out in Brazil by civil non-profit organi-
sations and outside the school environment. After a
direct research through the records of several Brazilian
congresses about communication, education, and citi-
zenship, parameters were established regarding aspects
such as training, education and communication, media,
and ICT. Thus, all initiatives
that focused exclusively on the
use and maintenance of com-
puters were excluded. 129
NGOs and civil institutions that
worked with media education
were found, and were then
catalogued in a database that
identified their characteristics
by researching their websites
and social networks. The loca-
tion, starting date, goals, and
the role played by communica-
tion and education were obser-
ved, as well as if the entity
focused exclusively on media
education activities.

Then came the second level of analysis (June-
October, 2015), after the classification of 302 media
literacy projects according to categories established
from a bibliographic review on the subject: 

• Dimensions: access/use, critical comprehension,
and content production.

• Actors: receivers, professionals, associates, and
sponsors.

• Communication media: print (newspapers,
magazines, newsletters, and others); audiovisual (cine-
ma, video, TV, radio/audio, photography, and others);
ICT (Internet, web design, apps, and others); digital
media (websites, blogs, social networks, mobile media,
and others); monitoring and follow-up of communica-
tion media (monitoring of themes related to the
NGOs, production of alternative guidelines and news,
training of journalists, and others).

• Digital technologies: level of importance of the
ICT and emphasis on digital inclusion.

• Community communication: as a permanent
vehicle and actors involved.

• Empowering: explicitly connected to media
education, defense of rights, and role of citizens.

The third level of analysis was quantitative, which
contrasted the quantitative information that was found
and was performed following these procedures: i)
codification of goals according to the keywords of the
projects; and ii) elimination of 22 organisations that
had little to do with the research or were not working
with media education anymore.

Finally, questionnaires (and reminders) were sent
(October-December, 2015) to the entities requesting
that they confirm their descriptive data and asking for
their opinion regarding certain aspects of the research
such as the importance of digital inclusion or about

empowerment of citizens. This information was obtai-
ned with multi-answer, open questions. 22 organisa-
tions answered within the delimited period. After cross
checking the information following to the established
parameters, 240 carried out by 107 organisations were
identified and validated.

3. Results
3.1. Basic characteristics

The 107 non-governmental organisations studied
here are spread throughout the more than 8.5 million
square kilometers that compose Brazil, a Latin Ame -
rican country with more than 200 million inhabitants.
Materially, 63 (58.9%) are entities from the Southeast
region, the most developed one, while 27 (25.2%) are
from the Northeast, the poorest region. The others are
spread across different states. As to their time of acti-
vity, a small number began their activities before 1990
(15%); most of them began in the nineties (31.8%) and
in the 21st century (53.2%).

Clearly, there are two great blocks of media educa-
tion activities developed by NGOs in Brazil. On the one
hand, 43 organisations (40.2% of the total) have com-
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It is not enough to promote public policies for media or 
digital literacy, which many times result in simply installing
technological tools: it is necessary to transfer the philosophy
of non-formal media education projects to all scopes, which
means to say that the empowerment of subjects in 
communication processes must be considered to be 
intrinsic to media education.
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munication as their main goal and their objectives are to
give voice to recipients and to democratise the use of
communication. They work with a public that is usually
excluded not only from traditional media, but also from
communicational processes of content production
(homeless people, socially excluded people, inhabitants
from poor communities or slums, etc.). On the other
hand, 64 organisations (59.8%) are focused on the dis-
semination of social issues and the claim of rights
(human, childhood, women’s, or black people’s rights),
promoting these themes which are invisible in the media
not only through propositions for alternative communi-
cation, but also with the training of journalists and the
production of alternative guidelines for the media.

Thus, 22 projects (9.2%) have journalists and
communication professionals as their recipients, focu-
sing on educating them on the themes mentioned
above, or observing the media regarding these issues.
Half the projects (120) focus on childhood and youth,
an aspect that must be emphasized, while only 4 pro-
jects focus on the elderly. It is also important to men-
tion that 41 projects (17.1%) are connected to formal
education, since they focus on teachers and students,
mainly from public schools. As to the other actors,
there is the support of certain foundations associated
to big companies (for example, to the telecommunica-
tion company “Oi”; to the construction company “Ca -
margo Correa”; to the state energy company “Petro -
bras”; or to the bank “Itaú”). There is also collabora-
tion between NGOs and public institutions, resulting
in a network of difficult connections that cannot be
described in a simple manner.

3.2. Dimensions of media literacy
The main dimension observed in the 240 projects

analysed here is content production: there are 157
workshops and courses (65.4%) inside this dimension,
mixed or not with the other ones. We observed 120
initiatives related to critical comprehension, and 91 to
the access and use of communication media, also com-
bining more than one dimension. In this sense, it
should also be mentioned that 70 projects are connec-
ted to critical comprehension and production content,
among which 22 also focus on access and use of com-
munication media. The predominance of content pro-
duction can also be observed if we consider there are
71 projects focusing exclusively on production, while
33 initiatives focus solely on access and use, and 30 on
critical comprehension. This confirms Hypothesis 1
proposed by this study. 

It is important to emphasize that simple content
production does not always result in empowerment

for citizens, since it is possible for an activity to simply
reproduce something that already exists in the media.
Thus, for the development of communicational abili-
ties it is essential that they be connected to critical com-
prehension. 

As to the means or processes of communication
emphasized by the 240 activities analysed here, most
of them (99) are connected to audiovisual media (TV,
video, radio, audio, and photography), while 41 emp-
hasize digital media (web pages, blogs, social net-
works, etc.) and 37 use printed media. It should also
be noted that 22 initiatives do not work with any real
communication media, since they are more concerned
with communicational processes and encouraging cri-
tical thinking. 

From all the projects, only 61 talk about ICT expli-
citly (29 as the main focus and 32 by complementing
them with other communication media). It is necessary
to clarify, however, that in most initiatives the ICT are
seen as auxiliary, since information and communica-
tions technologies are obviously used for the produc-
tion and publishing of contents. As to the connections
between this aspect and the dimensions associated to
media literacy, the data show that the projects that use
the ICT usually work with access and use: 40 focus
on this dimension (17 exclusively, and the rest mixing
it with other dimensions). This confirms the Hypo -
thesis 2 of this study. 

As to the 99 initiatives that focus on audiovisual
media, 70 consider activities of production of contents
and messages. Besides that, 46 of them target the
youth, which shows that most of the initiatives analy-
sed here combine audiovisual media, content produc-
tion, and youth participation. However, it is interesting
to note that cinema is kept alive in many of the initiati-
ves: 33 of the 240 projects emphasize this medium by
bringing it to poor communities and neighborhoods
through cineclubs and public movie sessions. 

In order to analyse the factors related to the empo-
werment of citizens, the proposals of the 107 NGOs
were catalogued and classified into four great groups
according to their objectives: 1) To democratise access
to any of these aspects: communication, education,
culture, and technologies; 2) To work for social chan-
ge, changes in society, and social inclusion; 3) To help
with the recipients’ social-economic insertion; and iv)
to guarantee and fight for human rights, citizenship,
and the rights of peoples in situations of risk of social
exclusion. 

Even though all the objectives are related to some
type of citizen empowerment, it is the proposal (or
combination of proposals) performed by the NGO
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that dictates if its media education activities are more
or less effective in the task of empowering citizens as
to their active part in communication. Thus, three
great tendencies can be traced about the potential of
the NGOs according to different, but complementary,
goals. Graph 1 shows that 27 (25.2%) of the NGOs
combine goals belonging to more than one group and
work with objectives that are very meaningful for the
empowerment of citizens through media education. 

According to the analysis, 56 organisations
(52.4%) focus solely on some goals which, even
though they are important for exercising citizenship, do
not seem to guarantee empowerment through media
literacy, since they focus on goals in an exclusive man-
ner, not a combined one. These institutions would
have a moderate level of empowerment potential.
Finally, the 24 remaining NGOs (22.4%) could be
classified as institutions with a low level of empower-
ment through media education, because they work
with more scattered objectives. It is necessary to emp-
h a s i z e ,
h o w e v e r ,
that this sce-
nario of
empower-
m e n t
t h r o u g h
media edu-
cation is an
o b s e r v e d
tendency ,
and it
would be
necessary to
study each
case in par-
ticular to
confirm it
def in i te ly .
Still, it
should be
emphasized
that practi-
cally half
the pro-
jects –mate-
rially, 110
(45.8%) –
have some
type of con-
n e c t i o n
with social

groups at risk of social exclusion. This confirms the
Hypothesis 3 of this study.

Figure 1 shows the synthetic and uniform distribu-
tion (Bastian, Heymann, & Jacomy, 2009) of the main
interrelations between the non-formal media educa-
tion projects analyzed in this project: the dimensions of
media literacy, the recipients, and the different media
used. The proximity between production activities
aimed at young people and the connection between
critical comprehension and audiovisual are clearly
observable, as is the relationship between the dimen-
sion of access and use and the media associated with
ICT. On the other hand, it was detected that digital
media has not reached the impact one would imagine.

If we examine the projects in detail, one important
aspect that should be considered is their connection to
permanent community communication vehicles. The
current scenario shows that this scope is still under
developed, indicating a tendency correspondent to
Hypothesis 4. From the 240 media education projects

Graph 1. Potential for empowering citizens related to the objectives for media education in Brazilian NGOs.
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present in this study, only 52 (21.7%) are associated to
the production of some type of community communi-
cation somewhat permanently: 15 are initiatives that
produce television programs (aired on university or
community channels) or videos; 14 are printed media
(newspapers, magazines, and newsletters); 12 are
radiophonic media; and 11 are online or digital plat-
forms (blogs, web pages, etc.). The audiovisual media
are predominant, but it is surprising that digital plat-
forms and media are still used so little, which means
that technologies are much more used as production
tools than as channels to air contents.

4. Discussion and conclusions
4.1. Situation

Faced with the high number of media literacy pro-
jects that make up the sample, which in future studies
has to be extended to other Latin American countries,
it can be said that media education carried out by the
Brazilian civil society is mainly focused on the content
production and that it has gained increasing importan-
ce over the last decades. In general terms, this study
confirmed that the projects developed in non-formal
educational environments contribute to the develop-
ment of the rights and freedoms of citizens with regard
to access to information, freedom of expression, and
the right to education, as established by UNESCO
(2013). 

Most of the cases studied here
give voice to certain communities
of people who are usually exclu-
ded from traditional mass media.
This is particularly important
when we consider the sociocultu-
ral context of Latin America,
where people have almost always
been unable to speak, and had to
settle for a culture of silence
(Freire, 1967, 1979). It is no coin-
cidence, therefore, that the pro-
duction of contents and messages
be the dimensions that were more
emphasized by the media literacy
projects analysed in this study. 

The emphasis on audiovisual
indicated by the data is consistent
with the context of contemporary
society, in which it is possible to
notice a fascination with audiovi-

sual language, which creates an
almost hypnotic power (Martin-
Barbero, 2003: 47). Image ultima-

tely prevails over other types of speech because it is
“the main substrate of the rhetoric of the media of
mass communication” (Rabadan, 2015: 33). In -
terestingly, cinema can still be found in several projects
studied here. We cannot forget that film literacy is a
deep-rooted tradition in many countries, mainly in
Europe, and identified as vital by experts of contempo-
rary media education, since “mastery of the language
of the moving image becomes more, not less, impor-
tant in an era of widespread access to digital technolo-
gies” (Reia-Bap tista, Burn, Reid, & Cannon, 2014:
356). 

The instrumental relationship of many NGOs
with communication, pointed out by the research,
confirms the aspects mentioned by Kaplún, who stated
that “for the base movement, communication is not an
end in itself, but a necessary tool for the organisation´s
service and for popular education” (1983: 41).

The empowerment of citizens proposed by the
projects analysed in this study exemplifies the idea that
Rivoltella (2005) put forward on the relationship bet-
ween media education and citizenship and that, for
him, becomes a dual exercise of citizenship: belonging
and instrumental. In this sense, media education
would call the attention of the civil society and political
powers to the values associated with citizenship and
also contribute to its construction. The media auto-
nomy achieved by the subjects involved should also be

Figure 1. Network of interrelations and proximity between the main dimensions of media
literacy, recipients and communication media in non-formal media education activities in

Brazil.
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mentioned briefly (Gozálvez & Aguaded, 2012: 3).
On the other hand, the projects that work with

digital inclusion are geared towards professional trai-
ning and the acquisition of useful skills for the work
environment, with no major concerns regarding media
citizenship. Usually, technology is seen outside the
scope of culture and seen only through its instrumental
dimension (Martín-Barbero, 2003). However, this
does not make it impossible to establish and require
more connections between media and information
literacy and its advantages for enterprises (Martínez-
Cerdá & Torrent-Sellens, 2014), or in the scope of
targeted actions, including to inmates (Neira Cruz,
2016). 

Finally, it can be said that media education, mainly
carried out by non-governmental organizations, can be
a key tool for community development, since the crea-
tion of their own communication media can enhance
and take advantage of the direct participation of citizens
in the public sphere (Peruzzo, 1999). In fact, in coun-
tries like Argentina and Ecuador, one third of the elec-
tric radio spectrum is reserved to community media,
which can be “a crucial tool for exerting social pressure
on the traditional media powers and for empowering
citizens and ensuring their active involvement in the
public arena” (Cerbino & Belotti, 2016: 50).

The priority given to children and young people as
recipients, and to content production, is observed
internationally. In the United States, media literacy
activities for young people also include aspects of par-
ticipation, exercising citizenship, and prioritise the pro-
duction of audiovisual media (Hobbs, Donnelly,
Friesem & Moen, 2013; Martens & Hobbs, 2015).

4.2. Proposal for a model of description and analysis
The analysis shows that non-formal media educa-

tion activities take into account interactions (learning),
people (recipients), technologies (ICT and media) and
places (rooms and community settings). And that is
why it is important that they be regarded as integral
work marks like the ones provided by social-technical
systems (Leavitt, 1965), based on people (personal
situations, etc.), structures (organisations, availability,
etc.), tasks (use, communication, skills, etc.), and tech-
nologies (digital devices, social networks, etc.). Thus,
this research also proposes a system model to describe
and analyse media education projects in the field of
non-formal education. 

According to this model (figure 2), civil society’s
media education initiatives are more complete and
effective when they cover more dimensions (quantita-
tive scope) and focus on content production that empo-

wers citizens (qualitative scope). The model is based
on the image of a trapezoid, which can act as a megap-
hone to a citizen located at its lower base. It is designed
from a range of models of indicators and media literacy
skills that must be acquired by citizens. Specifically, it is
based on three integrator studies which indicate the
main levels to be developed (Fe rrés, 2006; Celot &
Pérez-Tornero, 2009; Pérez-Ro dríguez & Delgado-
Ponce, 2012). The proposed model allows one to
view the amplifier potential that media education gives
to people, and takes into account a description and
analysis of the projects from the perspective of non-for-
mal education, from the parameters set by their goals,
characteristics and di mensions: 

Dimension 1: Access and use:
• Enables access to products, means and forms of

communication.
• Helps with the use of basic tools or with the ins-

trumental management of technologies and media. 
Dimension 2: Analysis, assessment and critical

comprehension:
• Deciphers communicational languages and their

construction.
• Analyses and offers tools for studying and com-

prehending contents, production processes and the
functioning of media and their ideological implications.

• Analyses and monitors hegemonic communica-
tional contents, enabling the generation of alternative
messages.

Dimension 3: Creation of content:
• Offers the necessary knowledge for under standing

communication processes and creation of contents,
messages and contributions for mass media communi-
cation, through contents generated by users. 

• Creates mechanisms that enable the recipients
to create channels for permanently generating contents
(community media).

Besides showing the characteristics of the activi-
ties, the proposed design also shows possible examples
in each level. The intention is to offer a tool with
which it would be possible to have a holistic under -
standing of the media education activities, going
beyond a proposal based on indicators used to assess
a possible ranking of projects. It should be emphasized
that usually a project does not perform activities in all
and each one of the levels proposed in the model,
since NGOs develop complementary projects among
themselves. In some cases, inferior levels are omitted
be cause the recipients already have basic knowledge
of how to use technologies and media. 

From the proposed model, we observe that the
final goal of media education activities developed by
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the civil society could be the
creation of permanent chan-
nels for community commu-
nication, with which the
effective participation of citi-
zens in social and communi-
cational processes could be
ensured. 

4.3. Conclusions
In general, the scenario

of media education in Latin
America and in Brazil is very
different from what is obser-
ved in Europe and North
America. The initiatives from
the North hemisphere are
almost always linked to for-
mal education, with activities
that target students. While
this can be found occasio-
nally in Brazil, the great num-
ber of projects developed by
NGOs seems to fill the gaps
that exist in this type of
public policy. From this pers-
pective, the ideal situation for
media education is to unify
and seeks complementarities
between formal public poli-
cies and initiatives developed
in non-formal education, all
of this in a context with great
social differences. 

Non-formal media edu-
cation activities enable a hig-
her development of certain
social settings which are dis-
tant from formal education, like the empowerment of
citizens throughout life, community development, and
media citizenship and autonomy in a global society that
is immersed in a communicative environment in which
citizens need to act critically and creatively towards
traditional and hegemonic media. 

Non-formal media education actions also help to
complement projects for professional capacitation with
the goal of social-economic integration of recipients, as
well as establishing a defense of their rights and capaci-
tation, with the adoption of abilities and useful skills to
develop themselves as citizens and rightful workers.

Now that the introduction of media education to the
official curriculum of countries like Brazil is put in debate,

with investments in corresponding public policies, it is
necessary to think about the experiences that have exis-
ted for several decades outside formal education settings,
with the goal of taking advantage of their benefits. 

Indeed, it is not enough to promote public policies for
media or digital literacy, which many times result in simply
installing technological tools: it is necessary to transfer the
philosophy of non-formal media education projects to all
scopes, which means to say that the empowerment of
subjects in communication processes must be considered
to be intrinsic to media education. 

Notes
1 For example: “Centre de Liaison de l’Enseignement et des Médias
d’Information” (CLEMI), in France; “Conseil Supérieur de l’Educa -

Figure 2. Model for the description and analysis of non-formal media 
education activities.



tion aux Medias”, in Belgium; “Department for Media Edu cation
and Audiovisual Media” (MEKU), in Finland; and “Media wijzer”, in
the Netherlands.
2 Details can be seen on: http://goo.gl/KNDFlh (2016-05-21).
3 Ofcom is a regulating agency that is independent from the commu-
nication industry in the UK. Among other tasks, it promotes and rese-
arches media literacy.
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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 par-
ticipants. 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.

RESUMEN
Ante una sociedad en la que desde el amanecer se utilizan medios de comunicación, es necesario identificar las relaciones que
se establecen con los mismos. Esta investigación de naturaleza cuantitativa pretende determinar los niveles de competencia
mediática del profesorado y alumnado de educación obligatoria en las seis dimensiones que la integran. Estos niveles ofrecen un
primer diagnóstico sobre posibles carencias y necesidades de intervención educativa. El alumnado de Educación Primaria demos-
tró poseer unos niveles competenciales medios. El alumnado de Educación Secundaria, salvo para las dimensiones tecnología y
estética, que se situaría en un nivel medio de competencia, en las restantes, el porcentaje mayoritario se sitúa en niveles básicos.
La mayor parte del profesorado en todas las dimensiones de la competencia mediática se ubica en un nivel básico. A pesar de
contar con un currículo escolar que responde a las necesidades de alfabetización mediática en la enseñanza obligatoria y proli-
ferar políticas de apoyo a la tecnología, en la práctica la mayor debilidad de los participantes, sobre todo profesorado, se centra
en el aspecto tecnológico. La revisión crítica de los currículos escolares y un consenso en el diseño y desarrollo de los mismos
facilitarían una formación común del alumnado y alejarían el fantasma de una posible exclusión mediática. Mientras que un currí-
culo propio y una formación mediante redes relacionales de profesionales son el camino para alcanzar mayores niveles compe-
tenciales en ambos colectivos.
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Media competence, media literacy, students, primary education, secundary education, teachers, curriculum, training.
Competencia mediática, alfabetización mediática, alumnado, educación primaria, educación secundaria, profesorado, currículo,
formación.
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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 dif-
ferent patterns of communication, a different percep-
tion of space and time, a change in the concept of
public and private, as well as a blurring of both fron-
tiers, 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 chil-
dren and teenagers, among other questions. Howe -
ver, 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 particu-
lar group; young people. To Gómez-Mendoza &
Alzate-Piedrahita (2014), their daily lives focus on a futu-
re 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, magazi-
nes and comics they read (Chomski, 2012). Although
this contact with the media is not the only factor that con-
tributes 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 accor-
ding 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 diffe-
rences 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 wri-

ting, it now requires the inclusion of new access sour-
ces to the information and the ability to decode and
understand the systems and symbolic forms of know-
ledge spread by the media. The literacy of citizens
regarding the media is then a must for the educational
policies aimed at creating equal opportunities regar-
ding 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, Akyem -
pong, & Cheung, 2011; Tejedor & Pulido, 2012), as
not being transparent (Masterman, 1993). In that res-
pect, Livingstone & Haddon (2009) through the Euro -
pean 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 con-
tents 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 sti-
mulation of the pleasure of asking and discovering, the
knowledge of new languages and ways of communi-
cation, the increase of expository and reasoning capa-
bilities, 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 prin-
ciples (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 dif-
ferent TV programmes, there was a decrease in those
classed as “not critical” and an increase in those consi-
dered “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 con-
tent 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 groun-
ding to the system (Pallarés, 2014). However, in spite
of the fact that both protagonists of formal education
live surrounded by daily media experiences, the inclu-
sion 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 curricu-
lar elements incorporated
(Camps, 2009; Ramírez-García,
Renés-Arellano, & Delgado-Pon -
ce, 2014; Ramírez-García, Renés-
Arellano, & García-Ruiz, 2014;
Ramírez-García, Renés-Arellano,
& González-Fernán dez, 2015;
Ramírez-García, Renés-Arellano,
& Sánchez-Carrero, 2013; Tu -
cho, 2008). Nevertheless, the
presence of the media in the scho-
ol 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 percep-
tion is similar, as indicated by
Felini (2014), the institutionaliza-
tion of the media education does not seem to be impe-
rative 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 lite-
racy. 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 refe -
rence and facilitator of experiences, creator of resour-
ces, 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 Curri -
culum for Teachers”, supported by UNESCO in

2011, that recognises the need for media training for
the development of an active population. It is impera-
tive 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 tea-
chers, it is true that both groups are unable to face their
relationship with the media. As a result, to check whet-
her 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-sec-

tional 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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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.
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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 acti-
ve teachers working within different levels of educa-
tion (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, Gra -
nada, La Rioja, Lugo, Málaga, Murcia, Seville and Va -
lencia.

The chosen samples were not stochastic, that is to
say, they were established according to the related cri-
teria of the research (Bisquerra, 2004). In that respect,
the chosen criteria were as follows: authorization to
apply the questionnaire in the education centres, diffe-
rentiation of the various educational levels and hetero-
geneity of the centres (public, semi-private, and private). 

2.2. Tools
The tools used in this research to gather the infor-

mation 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 defini-
tion given by Ferrés (2007) in regards to media com-
petence that tackles 6 out of the main areas that it
comprises. In this sense media competence is associa-
ted with structures that include knowledge, skills, atti-
tudes and aptitudes linked to these six areas: langua-
ges, technology, processes of perception and interac-
tion, processes of production and dissemination, ideo-
logy 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 educa-
tion 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 per-
sonal identification. Regarding the teacher’s question-
naire, this has 43 questions, out of which 6 were

aimed to gather
socio-demographic
data. The question-
naires came along
with their corres-
ponding assessment
headings that asses-
sed the answers pro-
vided by the partici-
pants according to
pre-established crite-
ria, referring also to
the level of compe-
tence. 

The validation
of the questionnaire
implied two proce-
dures: the calcula-
tion validity and
reliability. The vali-
dity was determined
by using Delphi’s
technique (Barroso
& Cabero, 2010), in
which 15 experts
participated, follo-
wing the stages pro-
posed by Bravo &
Arrieta (2005) and
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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 struc-
tured 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 stu-
dents, the permissions to access the education centres
were requested, the availability of internet in the cen-
tres 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 reques-
ted: teaching centres, electronic mails to the actual
centres or previous contact with the key informants. In
all cases, the application was carried out simultane-
ously 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 ques-

tionnaires 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 ques-
tionnaire.

The analysis of data was initiated through descrip-
tive statistics followed by central and dispersion-ten-
dency 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-squa-
red 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 lan-
guages and ideology and values at the advance level of
the competence. The answer options of the question-
naire 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 tech-
nology (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 compe-
tence level. In the case of the last area, it was neces-
sary to eliminate some questions that impeded the con-
figuration 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 trai-
ning all over the areas that integrate this media compe-
tence -languages (51,5%), technology (48,4%), per-
ception and interaction (40,1%), production and disse-
mination (51%), ideology and values (47,5%) and aest-
hetics (48,2%).

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

In order to determine the statistically significant dif-
ferences 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 stu-
dents 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, gen-
der, 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.
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With regard to the students of secondary educa-
tion, 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 tea-
cher’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).

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 inter-
mediate level, standing out especially those referring to
perception and interaction and to media literacy.

With regard to the area of perception and interac-
tion, 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 emo-
tions.

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 disso-
ciation between feeling and opinion and emotive natu-
re 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. 

Figure 1. Distribution by area and level achieved by the teachers and students of Primary education and Secondary education.
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b) Sensitivity to
recognise a media
production. 

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

d) Ability to manage and transform artistic produc-
tion, encouraging creativity, innovation, experimenta-
tion and aesthetic sensibility. 

The previous contributions emphasize that the pri-
mary 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, espe-
cially when the Education Law2/2006, of 3rd May,
(LOE) and the Spanish Royal Order 1513/06, of 7th
December, which establishes the curriculum of pri-
mary education, standardise the acquisition of some
digital competence among students. It needs to be
added that the educational policy in the field of tech-
nologies is also carried out by the different autono-
mous communities. 

It is, therefore, paradoxical that one of the aspects
that should have been most deve loped in the educa-

tion centres, positions students at the elementary of this
area.

The differences found on the level of the compe-
tence 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 edu-
cation rules. However, on the other hand, the diffe-
rences 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 deve-
lop 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 “tech-
nologies” and “plastic and visual
arts” which had to be taken from
the first to the third year, as well as
the acquisition of media competen-
ce “analysis of the information and
digital competence”.

Hence, these curricular sub-
jects 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 per-
centage of students are at the intermediate level of
competence. 

Additionally, the differences found among the stu-
dents 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 gat-
hered 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, pro-
duction, dissemination and media literacy. This polari-
zation 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 trai-
ning, the higher the competence level achieved.

Thus, training seems to be the key point in the
achievement of optimal levels or degrees of the com-
petence. It is with good reason that the framework
“long life learning” establishes specific training pro-
grammes for teachers based on the “realistic” appro-
ach recommended by Korthagen (2010). He points
towards a continuous interrelation of theory and prac-
tice 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 scho-
ol learning, including the experiences and competen-
ces achieved throughout their lives”. As far as the tea-
chers are concerned, UNESCO (2011) has already
defined the guidelines to follow in order to educate
adults in media competence through an own curricu-
lum. 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 innova-
tion 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 expe-
riences in situ. That is to say, the challenge lies in ena-
bling 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 au -
dience.
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ABSTRACT
Traditional educational models limit learning possibilities to formal and closed environments. However, mobile technologies and
digital platforms are changing this paradigm, expanding learning opportunities. Based on the principles of peer knowledge pro-
duction, we argue that Wikipedia can be used as an open learning environment that serves several purposes: a) it allows the
acquisition of basic skills; b) it contributes to collective intelligence; c) it shortens the global knowledge gap; and, d) it enables the
creation of global learning networks. The aim of this study is to introduce the process, strategies, and results of the implementation
of the Wiki Learning project at a Mexican university, as an open learning model for the use of Wikipedia as a learning tool. This
project included a variety of activities, from article production to workshops by and for students and teachers; 115 students and
57 teachers were surveyed to identify their perception about Wikipedia, its use and potential as educational tool. The results sho-
wed that, although the majority are Wikipedia users, there is still a lack of knowledge about its functioning, structure and communi-
ties, and a negative perception of the Wikipedia. This poses a great challenge to overcome this stigma and recover the value of collec-
tive knowledge production, the purpose of the encyclopedia and its place as a relevant product of collective intelligence.

RESUMEN
Los enfoques predominantes en el sistema educativo tradicional circunscriben las posibilidades de aprendizaje a entornos forma-
les y cerrados. Sin embargo, las tecnologías móviles y plataformas digitales están transformando este paradigma, expandiendo las
posibilidades de aprendizaje. A partir de esta condición y en el marco de la producción del conocimiento entre pares, sostenemos
que Wikipedia puede ser utilizada como un entorno de aprendizaje abierto que cumple varios propósitos: a) permite adquirir
competencias básicas; b) contribuye a la inteligencia colectiva; c) acorta la brecha global de conocimiento; y, d) facilita la cons-
trucción de redes globales de aprendizaje. Este estudio de caso tiene como objetivo presentar el proceso, estrategias y resultados
del proyecto Wiki Learning, como modelo de aprendizaje abierto a través del uso de Wikipedia en una universidad mexicana.
El proyecto abarcó desde la producción de artículos hasta talleres para el desarrollo de capacidades de profesores y estudiantes.
Se realizaron encuestas a 57 docentes y 115 alumnos para identificar la percepción acerca de Wikipedia, su uso y posibilidades
como herramienta educativa. Los resultados demostraron que a pesar de que todos son usuarios de Wikipedia, existe un desco-
nocimiento general sobre su funcionamiento, estructura y comunidades, además de cierta desconfianza. Se presenta un desafío
para romper el estigma y recuperar el valor de la gestión compartida del conocimiento, el propósito de la enciclopedia y su lugar
como producto de la inteligencia colectiva. 
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1. Introduction and state of the art
We live in an age where the mechanisms for pro-

ducing, circulating and consuming knowledge are
being reconfigured, and this poses profound implica-
tions for learning. Castells (1996) states that we find
ourselves within a new information paradigm which
displaces the previous one based on energy produc-
tion. Like never before in history, “with access to open
educational resources and free or inexpensive commu-
nication platforms, groups of people can learn together
outside as well as inside formal institutions” (Rhein gold
& al.,, 2013). The possibilities in so far as to the
amount of access to information and the possibilities
for interaction and participation offered through digital
technologies go beyond the constraining limitations of
mass media and traditional pedagogy (Buckingham,
2010). Under these circumstances, we need to rethink
the goals and meaning of learning in formal educatio-
nal environments in a way that institutions can respond
adequately to social demands and global changes.

We face a complex challenge; on one hand, the
transformation of the learning processes as a result of
the accelerated technological development; on the
other, the deficiencies of the formal educative system.
Because of these, it is essential to insist in the necessary
development of basic cognitive skills, but also, assign a
prominent place for other competencies relating to the
management of information, creativity and problem
solving. Furthermore, students should develop ethical
and civic competences during their academic forma-
tion so they can positively affect their communities. 

Wikipedia is the largest resource of knowledge
created through crowdsourcing and the seventh most
visited site in the world (Alexa, 2016). We argue that
Wikipedia can be understood as an open learning
environment for the development of a diverse set of
skills. In this text we will go over the theoretical cate-
gories related to peer knowledge production, learning
in the digital age and Wikipedia. Later we will present
the process, strategies and results of our pedagogical
proposal to put these principles into action in the case
of the project Wiki Learning. Finally, based on these
results, we will argue how complex it is to change the
current perception on Wikipedia into an environment
associated to the paradigm of open and distributed
knowledge.

1.1. Peer knowledge production
The debate on knowledge is framed in contexts of

permanent tension: on one hand, the establishment of
cognitive capitalism (Moulier-Boutang, 2011) is cha-
racterized by the concentration and privatisation of

information and knowledge; on the other, as a result of
this process of accumulation, the disparity in the pro-
duction of information and knowledge on a global
level generates new forms of control, inequality and
exclusion (Ostrom & Hess, 2007; Graham & Zook,
2013, Graham, Hogan Straumann, & Medhat, 2014).
Contrary to these, it emerges the understanding of
knowledge as a commons, or shared good, which
must be conceived, defended and construed (Ostrom
& Hess, 2007). Finally, the current state of the deve-
lopment of socio-technical structures and the growing
complexity of the digital and communications ecosys-
tem either recreates or attempts to transgress the routes
of production, dissemination and consumption of the
dominant knowledge. These scenarios provide a
frame of reference to approach the problem of know-
ledge production either as a commodity or as a com-
mons, and account for the way in which these ten-
sions materialize through the merger of structures of
knowledge production, both socio-technical and com-
municative.

If we assume that knowledge production posses-
ses social, cooperative and historic components
(Fuchs, 2008: 161) and that responds to the logic of
cognitive capitalism, it is necessary that we use this as
a starting point to locate our pedagogical and educati-
ve practice. Because of this fact, we would like to call
attention on the need to develop frames of reference
that situate the development of competences in a
wider socio-technical level, which includes reflecting
on the process of peer production (Benkler, 2013;
Benker, Shaw, & Hill, 2015) and the place of know-
ledge production in the educative process.

1.2. Learning in the digital age
According to United Nations 2030 Agenda (2015),

learning cannot be constrained to age, place, time or a
particular situation; and it is necessary to guarantee the
conditions so every person may “acquire the knowled-
ge and skills needed to exploit opportunities and to
participate fully in society”. To think on learning as a
permanent process that covers formal, non-formal and
informal learning, without restrictions of time and
space, is essential to “reformulate the purpose of current
educative systems at all levels and give cause to a gene-
ration of alternative contexts and strategies that allow
individuals to potentiate their capabilities to the fullest”
(Ricaurte, 2013: 7).

The technological development and the genera-
tion of a digital ecosystem have potentiated the cons-
truction of open environments that added to collective
knowledge production and peer learning (Rheingold
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& al., 2014); they allow that the learning processes
transcend the classroom walls. Open learning environ-
ments (Hannafin, Land, & Oliver, 1999; Mott & Wi -
ley, 2013), through supporting student-centered lear-
ning and the possibilities offered by technology, allow
broadening the perspectives on education, on the abi-
lities students can develop and the relevance of creati-
vity, collaboration and problem-solving. We maintain
that incorporating open learning in digital environ-
ments to the principles of formal
educative institutions constitutes
an opportunity for the students to
develop attitudes, competences
and values associated with a digi-
tal culture that is participative,
collaborative and borderless.

1.3. Wikipedia
Several authors have evalua-

ted the educative experience of
Wikipedia as a learning tool, and
they highlight both the develop-
ment of the competences as the
nature of the platform as a space
for the production of collective
knowledge. Staub and Hodel
(2016) state that Wikipedia is an
important and successful learning
tool and recommend its use within educative environ-
ments as writing articles and managing content are
founded on the principles of producing open and
decentralized knowledge. These activities reinforce
consulting and citing abilities in students, who also
learn to work in a collaborative environment (Alonso-
de-Magdaleno y García, 2013). What is more, the
concept of wiki (a platform where everyone can con-
tribute) questions the traditional notion of the cons-
truction of formal academic knowledge (hierarchic,
authorial, individual), and defends the vision of know-
ledge as the result of interaction and cooperation. In
this respect the model of knowledge productions pro-
moted by Wikipedia can be thought of as an epistemo-
logy and methodology of peer production and open
learning that aims to generate collective intelligence
(Levy, 2004) through collaborative and creative infra -
structures that support the development of multiple
competences.

1.4. Competences in the digital age
There is abundant literature focused on measuring

digital competences both for university students as well
as for university academics. Pérez-Rodríguez & Del -

gado-Ponce (2012) present an analysis of six studies
(Área, 2008; Celot & Pérez-Tornero, 2009; Chur -
ches, 2009; Di-Croce, 2009; Ferrés, 2007; and Mar -
quès, 2009) dealing with the issue of digital and audio-
visual literacies; and they establish a series of indicators
that define media competence. López & Aguaded
(2015) analyze the needs and deficiencies in media
education in Spanish universities. Gewerc, Montero,
Pernas and Alonso (2011) found that digital compe-

tences are usually ignored, while specific competen-
ces, belonging to one area of knowledge, are prioriti-
zed. Therefore, they point out the need of new peda-
gogic patterns that adjust to current technological
changes.

Marcelo, Yot and Mayor (2015) study the level
and learning activities in which teachers use technolo-
gies. Hepp, Prats and Holgado (2015: 38) reflect on
the importance of the development of digital compe-
tences as part of the training of teachers. Fernández-
Cruz and Fernández-Díaz (2012) state that teacher’s
competences determine the competences students
might be able to develop.

It is possible to identify diverse points of view to
define which competences should be prioritized both
in the training of teachers as well as in the education
of students. In many cases, institutional policies cons-
train the development of competences to the use of
applications and tools, but are not associated to theo-
retical or pedagogical models that justify their use.
Therefore, we argue that the development of digital
competences should be holistic and must be associated
with a set of principles related to the production of
knowledge and cooperation in the digital age.

We face a complex challenge; on one hand, the 
transformation of the learning processes as a result of 
the accelerated technological development; on the other,
the deficiencies of the formal educative system. Because of
these, it is essential to insist in the necessary development
of basic cognitive skills, but also, assign a prominent place
for other competencies relating to the management of
information, creativity and problem solving.
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We consider Wikipedia to be an environment
that allows the development of a wider scope of com-
petences. Through Wikipedia students can:

• Incorporate technology and digital media as
meaningful learning tools.

• Develop the abilities of critical thinking, informa-
tion management, research, and content curating. 

• Develop linguistic competences in their own lan-
guage and in others through translation.

• Produce and disseminate knowledge about their
culture.

• Develop a culture of respect to copyright and
partake in promoting a free culture, through the pro-
duction of contents and resources under Creative
Commons licensing.

• Engage in the philosophy of open knowledge
and open learning.

• Receive external feedback, erasing the physical
and formal constrains of the classroom and becoming
part of a global community.

2. Materials and method
Wiki Learning is a project that proposes the use of

Wikipedia as an open, collaborative and global lear-
ning environment. It is part of a model of innovative
education promoted by a private Mexican university.
The project emerges from a change in paradigm on
the production of knowledge that materializes in

Wikipedia. The strategic design is not centered only in
the encyclopedia, but in diverse features of the wiki
world: Wikimedia Foundation, Wikimedia’s Edu -
cation Program, GLAM (Galeries, Libraries, Archives
and Museums), Wiki Initiative, Wikimedia Commons
(a repository of images and other resources), Wiki -
pedia in Spanish, Wikipedia in English, and the events
of the Wikimedia Foundation (like Wiki mania). The
study presented in this article, part of an on-going pro-
ject, analyses the results of the work carried out during
the 2014-2015’s academic year. Its impact appears on

different levels that go from article
writing to the development of abi-
lities in teachers and students.
Here we present a descriptive
approach supported on surveys
whose goal was to explore the
perception, the use and the expe-
rience when using Wiki pedia.
First, 57 surveys were carried out
to explore the previous pedagogic
experience in teachers during two
Wikipedia workshops imparted
during the summer of 2014. The
workshops were part of a training
program with curricular value.
And second, 115 students were
surveyed during an edit-a-thon (a
marathon of editing), organized by
the institution and that lasted for
three days, in March 2015.

The questionnaire was desig-
ned to identify the notion that
both teachers and students have
about the encyclopedia, the expe-

rience of using it and editing it, the politics of use in the
classes, its incorporation in the educative practice as a
tool, and their expectations in relation to the possibili-
ties of its use in the future. Seven items composed the
questionnaire, divided in qualitative questions (those
concerning the users’ perception) and quantitative
(usage). An additional item was included in the stu-
dents’ survey to evaluate their learning after the edit-a-
thon.

2.1. Process and strategy for impacting the different
areas of Wikipedia 

a) Wikimedia Foundation, Wikipedia’s Educative
Program and GLAM. Wikimedia Foundation has two
great programs to get institutions involved: Wikipedia’s
Educative Program and the GLAM initiative. Nume -
rous institutions and organizations that have a global

To incorporate an innovative experience in learning 
processes implies a challenge for the institution as well as
for the teachers and the students. It is essential to have
institutional support for the teacher training, the availability
of the appropriate spaces, resources, as well as curricula
flexibility for the incorporation of activities that are not
measured through traditional parameters. From the 
teachers, it requires an additional effort: the development
of certain technological competences and to be convinced
of the importance of transforming their pedagogic 
experience through new paradigms.
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reach, such as the British Museum, the City of Sidney,
Germany’s Federal Archives, The Smith onian System,
and Harvard University among others participate in
these programs. The programs offer the best opportu-
nities for the students to gain access to people and
national and international institutions; for favoring the
generation of content for Wikipedia; and for the com-
munity to recognize and adopt it as a valuable learning
experience.

b) Teacher training and Wikipedists in Residence
(WER). For increasing the activities in Wikipedia and
get more people involved it is necessary to form a team
of qualified individuals.

c) Production of audiovisual resources (images and
audio) for Wikimedia Commons. Although writing
and editing texts is the main activity, donating photo-
graphs and other resources to Wikimedia Commons
repository is essential. Only those resources freed
through Wikimedia Commons can appear in Wiki -
pedia, since it is a way to guarantee that they possess
the proper licenses for their reuse and free circulation.
In Wikimedia Commons each image has its own page,
with a description, links to the donator (in this case the
institution) and metadata. These pages are categori-
zed, and are easily located with search engines. 

d) Production of Content for Wikipedia in
Spanish, English and other languages.

e) The creation of an institutional program. To
have a presence and receive formal support from
Wikipedia, the projects need to be recognized institu-
tionally; this means that they are part of a specific
group designed to collaborate with Wikipedia. It is
important that the participation is structured as a per-
manent program so it can have a larger impact and
reach. An institutional program is characterized by its
development of a culture of production of distributed
open content, so the group of teachers can have a
deep understanding of how Wikipedia’s technology
and community work. It is not easy to contribute pro-
perly to Wikipedia as, to be successful, students and
teachers need mentors to guide them in this task.
Wikimedia Foundation has developed a system of
ambassadors, volunteers who work as mentors to the
teachers and the students.

It is also important that the teachers who receive
the training from Wikipedia belong to different depart-
ments so that the students may take more advantages
of the existing opportunities. To support this process,
the institution must have at least one teacher who is an
expert on Wikipedia, known as a “Wikipedian on
Residence” (WER). WERs must be in contact with
other teachers and other campus instances to develop

programs and make the universities presence visible in
the communities of editors.

f) Student Wikipedian. The concept of Wikipe -
dian in Residence can also be applied to students.
There are many museums, archives and other institu-
tions that can benefit from collaborations with Wiki -
pedia but do not know how to do it. The project con-
templates training Wikipedians with experience that
can continue to learn through collaborating with these
institutions. These student Wikipedian “experts” are a
great support to the expansion of program.

g) Production of content to be used later in Wiki -
pedia. One restriction Wikipedia imposes on the con-
tent is that it does not allow the use of primary sources,
that is, original information that has not been pre-
viously published in trustworthy sources (books, arti-
cles, magazines, newspapers). Many subjects that
should be part of Wikipedia have not yet been cove-
red because of the lack of sources. One way in which
the universities can solve this problem is by creating an
institutional publication based on primary sources:
interviews, research, news articles about people or
topics, and then use them to write articles for the ency-
clopedia. With the project Wiki Biography students
can carry out interviews and research projects under
the guidance of their teachers. Then they can publish
the articles in Wiki Biography (with attribution)
through free licensing and then adapt the text for
Wikipedia with links to the original text.

h) Representation in Wikipedia Communities.
Wikipedia has its own community of editors in each
language, and these communities possess different
idiosyncrasies. If more academics understand how
Wikipedia in Spanish works, there are more possibili-
ties for supporting, correcting and judging the articles
written by the students. Furthermore, this community
of editors helps with the creation of groups to guide
the teachers that work on projects in Wikipedia in
Spanish. It is important to think about incorporating
students and teachers that speak other languages and
to sign agreements with other institutions to produce
articles in more languages.

i) Attendance to international Wikipedia events.
Wikimedia Foundation and other organizations sup-
port several events related to the dissemination of
Wikipedia and the wiki world. The most important
one is Wikimania, which takes place every year. It is
necessary that the Wikipedists attend these events to
get to know the community and create international
networks that allow them to make known the work of
their institution with Wikipedia.

We think that this model of incorporating Wiki -



pedia as a learning tool contribu-
tes to increase the participation
of a larger number of people as
editors for the encyclopedia.
Thus, the institution can achieve
an important place in the pro-
duction of knowledge in diffe-
rent disciplines of the culture of
the country in Spanish, in
English, and, when possible, in
other languages.

The project generated sy -
nergies between different areas
of the organization; institutional
contents were donated; training
workshops were imparted; stu-
dents were integrated into the
project as part of their social ser-
vice; and activities were desig-
ned so they could be incorpora-
ted by teachers into their regular
classes.

3. Analysis and results
The surveys were used as

an instrument to identify partici-
pants ‘s background and their
perception of the experience
with the encyclopedia through
the Wiki Learning project. The
results allowed us to establish a
starting point and to adjust the
model based on the areas that
required more attention and
competence development.

The results from the perception and Wikipedia
use survey (Ricaurte & Carli, 2016) show that for a
great percentage of the surveyed students (42.6%)
Wikipedia is a source of information. For another
group (12.1%), Wikipedia has a negative image, and
they considered it an unreliable source.

Most of the students (87%) have not edited a
Wikipedia article, mainly because they do not know
how to do it. A percentage (4.4%) of those who have
done it felt that editing was easy, while a minority
thought it was difficult (3.5%). In the case of the tea-
chers, an equal percentage (3.5%) found it to be either
easy or confusing. Although 66.7% of them said that
they used Wikipedia, most of the participants in the
survey (80%) have not used it as a learning tool.
Regarding the teacher policy on letting students consult
Wikipedia, 27% agree in allowing them to use it as a

reference. There is a positive response to the expecta-
tive of Wikipedia use, since 24.3% would like to learn
how to use it, while 17.3% would like to use it in the
classroom to support their classes or their area of
expertise. Only 5.2% does not want to do anything
with Wikipedia. For 9.5% Wikipedia represents colla-
borative knowledge, and 3.4% hopes they can partici-
pate in the collaborative content. 

While all the students know about Wikipedia, a
small percentage of the teachers (3.5%) does not. The
difference between teachers and students who have
edited content is less than a percentral point. Only
10.5% of the teachers mentioned having a policy that
allows the use of Wikipedia, in contrast with 27% of
the students. In its majority, neither the teachers nor
the students use Wikipedia as a learning tool.

In general, we were able to see that there are posi-
tive expectations in respect to the possibilities of using
Wikipedia. Both students (66.6%) and teachers
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(69.9%) show interest in learning to use it as an edu-
cative tool or participate in some way producing
knowledge through Wikipedia.

The additional question included in the student
questionnaire is on what they learned through their
use of Wikipedia. Most of them indicated that they
learned about Wikipedia and the use of the platform
(22.6%). The second most frequent answer was
about the open and collective character of knowledge
production, and the notion of the open and participa-
tive character of the encyclopedia (11.3%). Another
group (10.4%) mentioned the development of linguis-
tic competences –orthography, composition, transla-
tion–. The rest of the answers had to do with critical
thinking and the search for valuable sources of infor-
mation. Less significant are the values concerning the
learning of text editing, teamwork, the knowledge
about the topics developed in the articles and the resig-
nification of the encyclopedia as a reliable source of
information.

4. Discussion and conclusions
Based on the survey results, it is possible to see that

there are not big differences between the responses
given by teachers and by students. In both cases, there
is still lack of awareness about how Wikipedia works,
especially as a learning tool. This demonstrates that
Wikipedia could be included as a tool for the develop-
ment of digital competences in the field of education,
but educators are taking advantage of its potential.
One of the motives for this lack of engagement is the
general lack of teachers and students trust, as the ques-
tionnaires revealed (21% and 12.1% respectively, do
not consider Wikipedia to be a
reliable source.

If we go back to the argu-
ment made by Fernán dez-Cruz
and Fernández-Díaz (2016) and
consider that the teacher compe-
tences determine the competen-
ces in the students, we should
give a greater role to the develop-
ment of digital competences
when training teachers. In the
models of competences we
documented there was not speci-
fic attention paid to the produc-
tion of knowledge between
peers as a specific competence.
Although collaboration is high-
lighted as a fundamental ele-
ment, collective construction of

knowledge in open digital contexts is not emphasized
as a specific learning goal. None of the teachers surve-
yed had the intention or had considered using Wiki -
pedia to generate collaborative content. Teachers
should explore new approaches that allow them to
take advantage of the pedagogic possibilities of the
digital space; design activities, use tools that make pos-
sible the generation of collective knowledge and inte-
grally develop abilities. We maintain that Wikipedia
contributes to fulfilling this purpose and that the Wiki
Learning project was a way of bringing the encyclope-
dia and its possibilities closer to the university commu-
nity.

Some of the transformations that the institutions
require to become places that promote the develop-
ment of the competences for the 21st century include
flexibility in their programs and in their learning spaces;
intercultural competence; critical thinking; linguistic
competence; processes of co-production of knowled-
ge in digital contexts; and creativity.

Based on the questions asked to the students about
their learning after their experience of using Wiki -
pedia, it is possible to see that the pedagogic work with
the encyclopedia can potentiate the acquisition of
competences for their personal and professional life in
a place outside the physical limits of the classroom; it
can favour the inclusion of technology in their learning
process, the production of collective knowledge, criti-
cal thinking, information management and content
curation, and the improvement of their linguistic and
intercultural abilities. Furthermore, it can facilitate
being acquainted with the values of free culture and
open learning, and the enriching of students’ learning



experience through peer-to-peer learning. However,
it is necessary to design a pedagogic proposal that
allows the effective acquisition of multiple competen-
ces.

This change in the paradigm is neither immediate
nor simple. In the case of the Wiki Learning project,
even though training workshops for more than 100
teachers were imparted, few teachers worked for-
mally through the semester to develop projects with
Wikipedia. Although there was a good disposition on
behalf of the teachers, almost none had any previous
work experience with the Wikipedia (only 19.2% had
used it as a learning tool). This meant a larger challen-
ge for the first training given in this project, because we
had to begin with the notion that most of them were
not acquainted, namely the educative possibilities of
the platform. In order to get a professional commit-
ment with Wikipedia after receiving their first training
it was necessary a significant effort that required per-
sonalized monitoring, more training and technological
support. Therefore, it is necessary to develop a better
institutional strategy that allows more teachers to join
so that the obstacles can be reduced and motivate the
participation of the teachers. In spite of these issues,
the project achieved considerable results thanks to the
participation of students, which was linked to the gra-
des in a unit or as participation in their social service.

To incorporate an innovative experience in lear-
ning processes implies a challenge for the institution as
well as for the teachers and the students. It is essential
to have institutional support for the teacher training,
the availability of the appropriate spaces, resources, as
well as curricula flexibility for the incorporation of acti-
vities that are not measured through traditional para-
meters. From the teachers, it requires an additional
effort: the development of certain technological com-
petences and to be convinced of the importance of
transforming their pedagogic experience through new
paradigms. From the students, it requires the develop-
ment of a digital culture that gives special relevance to
collective knowledge production, authentic collabora-
tive competences and networks of learning on a global
scale. Therefore, it is necessary to generate synergies
that facilitate embedding Wikipedia as part of the aca-
demic and digital culture of the community.
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ABSTRACT 
Media convergence and massive usage of Internet-connected devices, distinguishing features of our current society, cause chan-
ges in the way that new generations learn and access knowledge. In addition, emerging new digital skills are necessary for the Z
generation to face the challenges of a digital society. This quantitative study, with a sample of 678 Primary School students, aims
to provide empirical evidence about the level of digital skills of students belonging to this generation. The results show that the
acquisition of digital competences is not inherent to use, but require specific instruction. Otherwise, there is a danger of creating
a digital divide, not due to frequency of use or access to connected devices but to lack of instruction on how to use them. The
absence of significant variance in the overall level of digital competence among Primary School students of different grades
reflects, to some extent, that this level is largely acquired by informal activities with ICTs in an informal context, rather than by
developing competences in a school context that affords gradual and progressive skills acquisition. The results show the need to
address digital competence in schools, focusing on the systematic development and enhancement of its component areas to move
beyond the informal level and reach the academic level, thus facilitating digital natives’ access to future employment.

RESUMEN
La convergencia mediática y el uso masivo de dispositivos conectados a Internet, rasgos distintivos de la sociedad actual, provocan
cambios en el modo en el que las nuevas generaciones aprenden y acceden al conocimiento. Además, emergen nuevas compe-
tencias, las digitales, que la Generación Z necesita para afrontar los retos de una sociedad digitalizada. El estudio presentado, de
corte cuantitativo, con una muestra de 678 alumnos de Educación Primaria, pretende aportar evidencias empíricas sobre el nivel
de competencia digital del alumnado perteneciente a dicha generación. Los resultados revelan que no adquieren habilidades digi-
tales de forma inherente sino que precisan de educación al respecto, atisbándose el peligro de una brecha digital, no por uso o
acceso a ellas, sino por falta de competencia. La ausencia de diferencia significativa en el nivel general de competencia digital
entre el alumnado de diferentes cursos de la etapa de Educación Primaria refleja que, en cierta medida, ese nivel se adquiere
más por convivencia con las TIC en contextos informales que por un adecuado desarrollo en el contexto escolar que potencie
gradual y progresivamente su adquisición. De los resultados se desprende, por tanto, la necesidad de abordar la competencia digi-
tal en la escuela, incidiendo en el desarrollo de las áreas que la componen y potenciándola para superar el nivel de uso en la vida
cotidiana y acercarla al nivel académico que facilitará su inclusión al mundo laboral. 
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1. Introduction
The knowledge society generates immense and

irreversible epistemological and structural changes in all
facets of life. Education is not oblivious to all these trans-
formations but is rather immersed in finding answers to
one of the challenges derived from this new information
context: educating a generation born and raised in an
era of technological explosion and currently encompas-
sing the student body of our schools.

These are students who, as described by Feixa
(2006: 13), “from the moment they begin to unders-
tand their environment, are surrounded by electronic
devices that have configured their vision of life and the
world”. Many terms have been fashioned to refer to
this group since Prensky (2001) mentioned digital nati-
ves, among which we find, as described by Fernandez
& Fernandez (2016), the Z Generation, the V (Vir -
tual) Generation, the C (Contents or Community) Ge -
neration, the Silent Generation, the Internet Genera -
tion or even the Google Generation, where the com-
mon link is technophilia and the incorporation of ICTs
in their daily activities. 

The expeditious transformation that ICTs impart
to essential habits, learning styles and interaction moda-
lities produces a vast array of possibilities as unknown
as they are incalculable (Wolton, 2000; Tapscott,
2008), which education must not only confront, but
also offer educational responses. This fact underscores
the importance of knowing in depth the characteristics
of the above mentioned Z Generation (Schroer, 2008),
a term that identifies the cohort born between 1995
and 2012 –most of whom are currently incorporated in
the education system– with the objective of pondering
the use of ICTs by this generation, the degree to which
they are integrated in daily life, and the level of digital
skills that should be reflected on the teaching-learning
processes developed in the classroom. 

1.1. Characteristics of the Z Generation student
body

From a socio-cognitive perspective, the Z Gene -
ration student body is characterized by distinctive fea-
tures that differ from students of previous generations,
amply described by Bennett & al. (2008), Gallardo
(2012), and Fernández & Fernández (2016). These
authors coincide in emphasizing a capacity of said
generation for rapid response, a desire for immediacy
and for continuous interaction. In the same vein, the
authors state that the student body of the Z Generation
considers itself as expert and competent in ICT, attri-
buting high expectations to technology, where learning
tends to be independent or autodidactic. 

Other notable characteristics are a preference for
visual information and ease of performance in digital
and visual environments accomplishing several tasks
simultaneously, a phenomenon known as multitasking
(Cassany & Atalaya, 2008; Reig & Viched 2013).
These characteristics are evidenced in the context of a
formal education that must adapt to a student body
also known as the “copy and paste in school” genera-
tion (Mut & Morey, 2008), which is increasingly dis-
tinguished from previous generations in the distinct
needs, demands, and behavior patterns brought into
and clearly displayed in the classroom. In this regard,
some authors such as Fernández and Fernández
(2016) question the capacity of current teachers to
meet adequate teaching-learning processes for Z
Generation students; a concern seeking answers to the
issues arising from inadequate skills in preparing future
citizens for the demands of their adult lives. 

1.2. Digital literacy within the context of Primary
Education

The Spanish education system regards digital lite-
racy as a third key proficiency for the student body to
acquire by the end of the compulsory schooling phase.
As reflected in Order ACD/65/2015 of 21 January,
“digital skills are those that encompass creative, critical,
and safe use of ICTs to reach the goals related to
work, employability, knowledge, use of free time, in -
clusion, and participation in society. These skills assu-
me, in addition to an ease in adjustment to changes
introduced by new technologies in literacy, reading,
and writing, the capacity to adapt to a new set of
knowledge, abilities and attitudes that are necessary in
this day and age to be competent in a digital environ-
ment” (Order ECD/65/2015, I). 

Digital skills and new literacies for Primary School
students are priority themes on government agendas (A
Digital Agenda for Europe and a Digital Agenda for
Spain). In this regard, as indicated by González & al.
(2012), this priority is substantiated by the directives of
what is known as School 2.0 and summarized in a
modified definition of literacy: digital literacy. 

The term refers to a multidimensional outlook
comprising the cognition, attitude, and capacity of indi-
viduals to utilize digital tools and sources to recognize,
access, negotiate, evaluate, analyze and synthesize digi-
tal resources to build knowledge, create multimedia
contents, communicate with others, and exercise criti-
cal skills in virtual contexts, so that constructive social
actions are established. (Martin, 2008; Thomson & al.,
2014). 

In a European context, the most representative
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study on digital skills was conducted by the Institute for
Prospective Technological Studies. Started in 2011,
the research yielded four reports that constitute the
most comprehensive European study on digital skills
and is the foundation on which all subsequent actions
are based (Ala-Mutka, 2011; Janssen & Stoyanov,
2012, Ferrari, 2012; 2013). That investigation gave
rise to the development of digital skills in five compe-
tence areas: information, communication, content cre-
ation, problem solving, and
security (used for the cons-
truction of the instrument).

It is important to note that
research regarding digital skills
in an education context has
mostly addressed higher levels
of education, i.e., secondary
education and particularly in a
university context (Cabero &
Llorente, 2008; Larraz, 2013;
Gros & Forés, 2013; Sendín,
Gaona & Gar cía, 2014),
where the evaluation and
development of digital skills
has been the focus of the lar-
gest number of investigations.

A review of the research
conducted in a primary edu-
cation context in Spain finds investigative work related
to the incorporation of Internet and ICTs (Sigalés &
Mominó, 2004; Sigalés & al., 2008), contributions
which primarily analyze the impact on innovation and
improvement in education. There are also studies on
the attitude of primary teachers towards ICTs (Al -
merich & al., 2005; Sáez, 2011). However, specific
research on the digital skills or digital literacy of the
Primary School student body in our education system
has not been, in general, a focus of study, despite the
existence of some comprehensive research on the mat-
ter (Aguaded & al., 2015; Pérez-Escoda, 2015). 

Therefore, we consider it important to conduct a
diagnostic evaluation of digital skills of the student
body at this level, which corresponds to the Z Ge -
neration: Primary School students from 2nd to 6th year
(aged 7 to 12). With that aim we propose the follo-
wing investigation, focusing on the achievement of five
objectives: 

• Determine the extent of the use of technological
devices as well as the Internet by the student body in
informal environments. 

• Ascertain the degree to which ICTs are integra-
ted into the daily life of the Z Generation.

• Ascertain the levels of digital skills by compe-
tency areas: information, communication, context cre-
ation, security, and problem solving.

• Analyze the results as a function of the sample
characteristics for a better generalization of findings. 

• Understand the possible implications of the fin-
dings in terms of teaching and training of the student
body and, in view of the results obtained, study the
curricular inclusion potential. 

2. Material and method
2.1. Sample

The sample comprised pupils in primary educa-
tion from the Spanish region of Castile and Leon. It
was a convenience sampling, consisting of 678 stu-
dents: 347 public school children and 331 children
from private schools. Eight schools in Castile and
Leon, from rural as well as urban environments, and
from Leon, Salamanca, Segovia, Zamora, Valladolid,
Burgos and Avila, collaborated with the study.

The sample consisted of 52.4% boys and 47.6%
girls, ranging in age from seven to twelve. There were
52 students from 2nd grade (7-8 yrs.), 125 students
from 3rd grade (8-9 yrs.), 164 from 4th grade (9-10),
178 students from 5th grade (10-11) and 159 students
from 6th grade (11-12 yrs.). First-grade students (6-7
yrs.) did not participate in the study as they have not
yet mastered their reading-writing skills, which would
have created an impediment in the methodological
application of questionnaires.

Although the sample is limited in its ability to gene-
ralize, we consider that the results obtained can be
considered representative and of interest to the educa-
tion community, since there was a diagnostic evalua-

Education has the challenge and responsibility of offering a
response tailored to this reality, transitioning toward a
School 2.0 that does not overestimate the digital skills of the
student body and that allows students the possibility to not
just sit in front of screens, but to do so in an effective 
manner, repositioning the need for critical and participative
literacy in the handling, creation, and dissemination 
of information.



tion process of digi-
tal skills of a primary
education student
body that aims to
trigger, through its
findings, thoughtful
consideration of the
status of such skills. 

2.2. Information
gathering instru-
ment

The choice
was to design a
questionnaire of
closed questions in
order to simplify
answering by the
children and con-
trol the consistency
level, thus avoiding
confusion for the
children as they
answered the ques-
tions (Cres well,
2009). The ques-
tionnaire was com-
posed of four diffe-
rentiated blocks (ta -
ble 1) as a function
of variable type and
data collected. 

The first block ad dresses contextual variables,
demographic data and sample identification. The
second block consists of five questions to evaluate ICT
usage and time spent utilizing them. The third block
evaluates the degree of integration of ICTs into daily
life. Finally the fourth block, composed of 21 items,
focuses on the dimensions of digital skills by competency
areas.

The internal consistency of the designed question-
naire was measured for validity and reliability. An initial
exploratory analysis of the set of items allowed us to con-
clude that, given the nature of questionnaire blocks, it
was better to perform psychometric analyses in a diffe-
rential manner and with the purpose of obtaining a clear
justification, particularly in the block that measured digital
skills. Thus, in block three we found the Cronbach’s α
correlation coefficient of item-total values to be higher
than 0.89, which indicates a high reliability in the block.
The content was validated with a pilot application of 15
children from different grade levels with the aim of eva-

luating from 2nd grade to 6th grade of Primary School.
This pilot was used to obtain the final version of the
questionnaire, with semantic modifications applied
according to comments made by the group.

The phases that guided the investigation took full
account of the ethical issues that should steer any
investigation involving children, ensuring their freedom
to participate. The schools’ management teams were
contacted first, to explain the project and its goal.
Once a favorable response to participation was obtai-
ned, information circulars were sent to families descri-
bing the proposed study and requesting their approval
for involvement.

To promote a sense of security among the stu-
dents, data collection was performed in the participa-
ting schools by their own teachers, who were instruc-
ted about how to proceed, thus avoiding the presence
of strangers in the classrooms. The questionnaires
were administered in writing due to the impossibility of
online access for all students in participating schools
that lacked the adequate infrastructure.
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3. Analysis and results
3.1. ICT use and computer time used

The data gathered from the questionnaire reveal a
high frequency in the use of technological devices by
the Primary School student body, with computers
being the most utilized (77.3%) followed by tablets
(75.5%), mobiles (74.3%) and laptops (54%). These
findings suggest the hegemony of the computer and its
pervasive presence in the homes of the students.

Data analyses of findings by grade (see figure 1)
indicate the laptop as the least utilized device at all
levels. When results are analyzed by grades, we see
that Primary School 2nd graders use computers more
often than those in higher grades, 82.7% of 2nd gra-
ders versus 77.3% of 6th graders. Another interesting
finding is that
75% of 2nd gra-
ders use mobile
devices. 

Results obtai-
ned in this con-
tent block show
how the student
body in Primary
Schools is capa-
ble of using diffe-
rent technologi-
cal devices with
ease in their daily
life. In fact, 82.7%

of 2nd graders claim to
use more than one devi-
ce, and the numbers in -
crease with the academic
level, with 96.9% of 6th
graders stating that they
use more than one tech-
nological device in their
daily life.

Regarding the item
“with whom did you
learn to use the computer
and Internet,” data show
the highest percentages
corresponded to family
(68% of students) and
autodidactic; friends or
by themselves was indi-
cated by 29.7% of stu-
dents; while the response
“with teachers” was the

least selected, at 19.2%.
An analysis of these findings in relation to the context
variable “rural or urban environment” demonstrates
that rural students are more likely to have learned from
teachers (21.2%) compared to those from urban envi-
ronments (16.9%). However, students from an urban
environment say they have learned more with family
(78.9%) than those from a rural environment (59%).
Finally, the student body in rural environments tends
to be more autodidactic (29.4%) than those in an
urban environment (21.5%).

The analysis of the variable “time spent” addresses
those students who say they use computers in their
daily life by asking how often they use them. As can be
observed in figure 2, the majority of students in all gra-
des use the computer once or twice per week.
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Figure 2. Length of time spent using computer in daily life.

Figure 2. Length of time spent using computer in daily life.



Students from 2nd
and 4th grade report
the highest use of
computers (almost
daily). 

Computer use
and specifically Inter -
net use by the Primary
School student body leads us to analyze how long chil-
dren have been accessing the Net. In this regard, the
data throw up striking results, since over 34% of 2nd
graders have been using the Net for over a year.
Almost 30% of third graders have been accessing the
Net for over 3 years and finally, 22% of 4th graders,
26% of 5th graders, and 16.4% of 6th graders have
been surfing the Net for over 5 years. These findings
demonstrate an increasing trend of younger children
using the Internet. When looking at the gender varia-
ble to analyze this indicator, it is revealing that girls
have started to use Internet and computers earlier, as
shown by figure 3 (https://goo.gl/K2wUC1), even
though an independent sample t-test as a function of
gender did not find statistically significant differences
(n.s. 0,05) in the use of ICTs between gender and fre-
quency of use (Table 2). 

3.2. Degree of integration of ICTs in daily activities
In this section we analyze the degree of ICT inte-

gration in daily activities: play, search for information,
search for videos, watch movies, do homework, chat,
and write emails. As seen in table 3, data show that
the most popular activity is play, with the highest mean
(1.5), followed by searching for information (1.34)
and searching for videos or music (1.3). Ho wever,
when analyzing the frequency of use of different devi-
ces, data show each activity has a different device fre-
quently used. By way of example, play and searching
for videos/music, a tablet is most frequently used, with
64.9% and 49% respectively, while the computer is
the most utilized device to search for information on
Internet (48.7%), to do homework (50.4%) and to
watch movies (33.3%). Finally, the mobile device has

the highest frequency of use for chatting and talking
with friends (58.2%) and writing emails. 

The distribution of the amount of time students
use ICTs for daily activities (table 4) indicates that the
tasks to which they dedicate most time (almost every
day) are playing (32.7%), chatting or talking with
friends using technological devices (31.3%) and sear-
ching for videos or music (31.3%).

3.3. Level of digital skills among Primary School
students 

The third proposed objective was to determine
the level of digital skills by competency areas as repor-
ted by the students, in order to establish lines of action
aimed at enhancing their training. Three digital skill
levels were established for this purpose according to
the answers students gave to each item. Using a Likert
scale, the levels were determined as nil, low, little,
some, sufficient, and much. Based on the answers, the
levels were finalized as follows: 

• Level nil: From lowest value to 19th percentile.
• Level low: Percentiles 20 to 41.
• Level medium: Percentiles 42 to 63.
• Level advanced: Percentiles 64 to maximum value.
Table 5 shows the number and percentage of stu-

dents in each established competency level.
From the distribution of the student body among

the three levels of digital skills, it is evident that compe-
tency is heterogeneous; but it is remarkable that only
5% of the student body is classified in the advanced
level versus 22.5% that show no digital skills at all (see
more details by competency areas in table 5.1 (https:// -
goo.gl/ZweFIV). Digital skills levels can be affected by
conditional variables such as grade level, gender, rural

or urban environ-
ment of the student.
Because of this, if
we study the block
by variables, the ten-
dency is confirmed.
Table 6 shows spe-
cifically how the
lowest percentages
are found in the
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advanced level for all
grades. 

Furthermore, an
analysis of the gender
variable yields statisti-
cally significant diffe-
rences, es pecially in
the content creation
competency level,
where an indepen-
dent sample t-test shows disparity between genders
with significant bilateral values 0.030, 0.000 and
0.007 for the three variables in this area (as shown in
table 7: https://goo. gl/AnZ1uW).

Finally, in the ANOVA analysis of variance the
differences in this block are studied according to grade
levels. Evidently, the striking feature here is not the dif-
ference in skills levels among grades (which is comple-
tely expected) but the absence of statistically significant
differences between the youngest and the oldest with
the item “record videos” (within the content creation
competency level, Table 8: https://goo.gl/lx6io5).

4. Discussion and conclusions
The coexistence of the student body correspon-

ding to the Z Generation, currently at the primary edu-
cation stage, and ICTs is clear. Access to technology
at an early age is a characteristic of this generation, as
noted in the theoretical framework (Prensky, 2001;
Feixa, 2006; Schroer, 2008). This is also apparent
from the present investigation, where we found that
the student body at lower grade levels (2nd grade of
primary) uses ICTs and demonstrates an amount of
usage time higher than that of the student body in the
highest primary grade. These data reinforce the argu-
ments that with increasing precocity children are
intensely engaged with screens (García, Callejo, &
Walzer, 2004; Blanco & Römer, 2011), since - as
research demonstrates - before they learn to read and
write with ease they surf the Net and use all kinds of
digital devices.

However, this study demonstrates that simple
exposure to, use of and coexistence with media and
technology do not imply development of digital skills.
Data obtained in the evaluation of digital competency

of the stu-
dent body
belonging
to the Z
Generation
i n d i c a t e
low skill

levels, in contrast with expectations of digital natives.
These results point to a new type of digital divide
among those born with technologies, not due to lack of
use or access but to a lack of digital skills (Van-Deursen
& Van-Dijk, 2010). We therefore agree with the pre-
mise indicated by several authors (Cabra-Torres &
Marciales-Vivas, 2009; Cobo & Moravec, 2011) who
refer to the fallacy of the digital native. From our pers-
pective, this concept would assume that the child has
access to and coexists with ICTs, not that the child
knows how to use digital technologies. In this regard,
Horizon Report Europe 2014 (Johnson & al., 2014)
points to the insufficient digital skills of European chil-
dren and adolescents, which corresponds to the pre-
sent findings of the sample we analyzed, where the
lack of significant variance in the general level of digital
skills among the students in primary education grades
reflects, to some extent, that such a level is acquired by
coexisting with ICTs and not because of adequate
development in a school context that increases acquisi-
tion in a gradual and progressive manner. 

While we understand that this study has limita-
tions, it does nonetheless offer objective clues for fu -
ture lines of investigation that reinforce the need to
address digital skills in school, focusing on the develop-
ment of their component areas, enhancing them to
surpass the level of daily use and raise them to an aca-
demic level that will eventually facilitate the develop-
ment of digital abilities for the world of employment
(Diario Oficial de la UE, C451, 2014). If, as we have
noted, current digital skill levels correspond largely to
the stimulation of a socio-familiar context and the
child’s contact with ICTs, there is a danger that these
skills, if not well developed or cared for in an educa-
tional context, will propitiate inequalities in the promo-
tion of digital competency. Education has the challen-
ge and responsibility of offering a response tailored to
this reality, transitioning toward a School 2.0 that does
not overestimate the digital skills of the student body
and that allows students the possibility to not just sit in
front of screens, but to do so in an effective manner,
repositioning the need for critical and participative lite-
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racy in the handling, creation, and
dissemination of information (Suñé
& Martínez, 2011). 

To achieve this it is necessary to
sensitize teaching staff as to the
actual digital competence level of
the student body, focusing on the
fact that digital literacy is not inhe-
rently achieved through the use of
technology but rather needs adequa-
te instruction (Cabero & Marín, 2014). The following
are some guidelines that may steer the teaching-lear-
ning process of the student body of a Z Generation,
which tends to place high expectations on technology
and develops independent or autodidactic learning,
and perhaps facilitate a real and effective inclusion of
digital skills in the Primary School curriculum: 

• Design assignments that assume the student
body will apply skills and strategies to access informa-
tion, to decode and construct new messages in an ethi-
cal and critical manner that favors the development of
transmedia navigation and an ability to follow the flow
of media information. 

• Organize tasks and undertakings that entail the
utilization of technology in a collaborative manner,
incorporating networking activities.

• Organize activities that entail the development
of critical judgment to evaluate the reliability and vera-
city of the information sources being accessed.

• Assume that the role of the instructor in the
classroom should be more as an energizer and super-
visor and not so much as a transmitter of information. 

• Develop problem-solving through technological
resources from a collective, participative and active
perspective.

• Introduce gamification as a teaching strategy,
incrementing motivation, team work and development
of ethical values. 

These strategies, in our view, should help favor
the development of a School 2.0 that responds with
quality and efficacy to the need for digital and media
literacy in a student body which is exposed to electro-
nic devices and should acquire digital skills to utilize
technologies in a critical and effective manner (Ferrés,
García, & al., 2011). 
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ABSTRACT 
This study examines the transformation of classroom dynamics brought about by the use of tablets for educational purposes. The
empirical bases of this study were defined by the “Samsung Smart School” project, which was developed by Samsung and Spain’s
Ministry of Education during academic year 2014-15, in which teachers and 5th and 6th year students attending 15 primary schools
across several Autonomous Communities in Spain were provided with tablets. The research sample comprised 166 teachers. A
qualitative analysis strategy was applied by means of: a) non-participant observation, b) focus groups, c) semi-structured inter-
views with teachers, and d) content analysis of teaching units. These techniques enabled us to extract and examine six dimensions
of teaching (educational objective, teaching approach, organization of content and activities, teaching resources, space and time,
and learning assessment). Our findings show that teachers tend to apply a transversal approach when using tablets to work on
different competencies, focusing more on activities than on content through the use of apps. They reclaim the act of play as part
of the learning process, and indicate tablet use encourages project-based learning. To sum up, this study shows that teachers view
tablets not only as a technological challenge, but also as an opportunity to rethink their traditional teaching models.

RESUMEN
El presente estudio examina la trasformación de la dinámica del aula a través del uso educativo de las tabletas. La base empírica
de este estudio se enmarca en el proyecto «Samsung Smart School», desarrollado entre Samsung y el Ministerio de Educación
de España en el curso 2014-15. Se dotó de tabletas a profesores y alumnos de aulas de 5º y 6º de primaria de 15 centros de
Educación Primaria de distintas comunidades autónomas del territorio Español. En suma el estudio se llevó a cabo con una mues-
tra comprendida por 166 docentes. Se empleó una estrategia analítica cualitativa mediante: a) observación no participante, b)
grupos focales, c) entrevistas semiestructuradas al profesorado y d) análisis de contenido de unidades didácticas. Dichas técnicas
permitieron abordar el estudio de seis dimensiones pedagógicas (finalidad educativa, enfoque pedagógico, organización de con-
tenidos y actividades, recursos didácticos, espacio y tiempo y evaluación del aprendizaje). Los hallazgos evidencian la tendencia
del profesorado a trabajar con tabletas de forma transversal distintas competencias, centrarse en las actividades más que el con-
tenido a través de las apps, asumir el reto de recuperar el juego como parte del aprendizaje y poner en práctica el aprendizaje
basado en proyectos. En suma, la principal evidencia es que los docentes entienden la tableta no solo como un reto tecnológico,
sino como la oportunidad para repensar sus modelos pedagógicos tradicionales. 
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1. Introduction and state of the question 
The use of mobile devices in the classroom is

currently a subject of keen interest for the teaching
community (Johnson, Adams-Becker, Estrada, &
Freeman, 2014), not only for the huge potential they
offer for enriching the educational process (Traxler &
Wishart, 2011) but also for their broad acceptance,
accessibility and the educational expectations they
generate (Maich & Hall, 2016). This recognition is
not just a question of the increasingly sophisticated
nature of these technological devices in terms of their
use in education (Kanematsu & Barry, 2016), but also
due to factors such as: the increase in sales of mobile
devices over personal computers, the exponential
development of educational devices, the potential to
access educational resources or the experience of ubi-
quitous anytime connection that opens up new paths
for education and learning (Haßler, Major & Henne -
ssy, 2015; Kim & Frick, 2011).

The huge increase in the use of personal devices
at home and school poses important questions concer-
ning their usage and role in the development and pro-
cess of learning (Chiong & Shuler, 2010, Crescenzi &
Grané, 2016; Price, Jewitt, & Crescenzi, 2015; Ruíz
& Belmonte, 2014). The presence of these devices in
students’ everyday lives means that we can now talk in
terms of some serious emerging educational alternati-
ves, with technology such as BYOD (Bring Your Own
Device) (Arias-Ortiz & Cristia, 2014) or “the flipped
classroom” (Davies, Dean, & Ball, 2013). The poten-
tial is even greater when you find the same, or even
more, technology at home than at school (Mascheroni
& Kjartan, 2014).

However, although the advantages of using mobi-
le devices in the classroom seem evident, the “positive
impact” of their emergence in formal education is by
no means overwhelming. Several studies show that
their use in the classroom improves the quality of edu-
cation as opposed to traditional learning methods,
while others do not find sufficient empirical evidence
to justify such positive claims. In this sense, Nguyen,
Barton and Nguyen (2015) show that although the use
of tablets in the educational context enhances the lear-
ning experience, it does not necessarily lead to impro-
vements in performance. Similar studies coincide with
works by Leung and Zhang (2016) and Dhir, Gahwaji
and Nyman (2013), who point out that while tablet
use can stimulate motivation towards learning, its real
impact is limited. Instead, motivation to learn is based
on challenge, curiosity, cooperation and competitive-
ness rather than the use of these devices in the class-
room (Ciampa, 2014).

Studies on the use of tablets in education tend to
report on what works and what does not, or on the
scenarios and conditions that must be in place for tech-
nology and “mobile learning” to function in class. In
other words, they provide good practice models that
aim to act as a teacher toolkit on the subject. The
question posed by educational studies on tablet use
should not be about whether these devices are effec-
tive or not, but how they can be deployed in the class-
room and whether their use continues to be conditio-
ned by traditional pedagogical or text book-based
models (Marés, 2012). 

Apart from academic performance, tablets can
also enhance the learning experience in the classroom.
For example, Kucirkova (2014) shows that the acade-
mic value of a tablet depends on the features of the
apps and how their content can influence participation
in the classroom. Likewise, Falloon (2013) shows
how app design and content are crucial for learning in
a productive and motivating setting, as demonstrated
by the author with an effective intervention program-
me based on a careful selection of apps for the class-
room. Falloon (2015) also shows that tablet usage in
the classroom can consistently broaden students’ lear-
ning provided there is a carefully designed itinerary
based on collaboration, debate and negotiation, and
sufficient role changing when group work is underta-
ken. This type of study, like the work we present here,
insists on the pedagogical rather than the technological
component (Flewitt, Messer, & Kucirkova, 2015).

According to Ciampa (2014), academic research
into tablet use in the classroom should focus on the
pedagogical benefits, the device’s potential for self-
directed learning, personalization of the device, team
work, increasing and improving communication and
collaboration, reinforcing autonomous learning, stu-
dents’ commitment and motivation, the potential for
individualized learning (personalized), more effective
special needs teaching and the creation of interactive
classroom environments (Kim & Jang, 2015). All this
forms part of the “pedagogical culture” surrounding
technology, and tablets, that all teachers need to deve-
lop (Freire, 2015). 

So, the use of technology in general, and tablets in
particular, should adhere to the premise that pedagogy
involves technology, not the reverse (Hennessy &
London, 2013). Without an alternative pedagogical
model based on good practices, mobile devices
amount to no more than a sophisticated resource in
the teaching and learning process, one more piece of
academic furniture (Suárez-Guerrero, 2014). So, the
objective of our study is to understand and characteri-
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ze the pedagogical
model designed to
promote the educatio-
nal use of tablets in the
classroom rather than
determine if there is a
causal link between
tablet use and impro-
ved academic perfor-
mance. Our work is
aligned to Botha and
Her selman (2015) in
terms of under -
standing the process
of integrating tablets as one part of the technological
and pedagogical ecosystem.

To discover teachers’ perceptions of the digital
transformation of the classroom via the educational use
of tablets, we analysed the “Samsung Smart School”
project set up by Samsung Electronics Iberia, in colla-
boration with Spain’s Mi nistry of Education, Culture
and Sport, and several of the country’s Autonomous
Communities involved in the project. The project
analysed the educational changes that occurred in
classroom dynamics as a result of the implementation of
the “Samsung Smart School” in Spain in academic year
2014-15. The project encouraged the use of tablets in
5th– and 6th-year primary schools students in the
Autonomous Communities of Aragón, Asturias, Ca -
narias, Canta bria, Castilla-La Manc ha, Castilla y León,
Ex tre madura, Galicia, Islas Baleares, La Rioja, Madrid,
Murcia, Navarra, and the Au to nomous Cities of Ceuta
and Melilla. 

Given that understanding the process by which
teachers appropriate the technology is fundamental to
identifying the challenges of technology in education,
and in order to help teachers manage this process, the
study we made also led us to design a Digital Edu -
cation Toolkit for just such users. The toolkit provides
13 structured didactic recommendations covering
three major areas of intervention (table 1) so that tea-
chers in general, and those teachers involved in the
“Samsung Smart School” in particular, can learn how
to manage tablets better from an educational perspec-
tive (Suárez-Guerrero, Lloret-Catalá, & Mengual-An -
drés, 2015). This article describes the research pro-
cess and the results on which the toolkit is based. 

2. Material and methods 
2.1. Aim of the study 

The aim of this was to discover the pedagogical
changes that occurred in the classroom as a result of

the use of the tablet, based on teachers’ activities and
perspectives, within the framework of the “Samsung
Smart School” project in Spain in academic year 2014-
15. For this project Spain’s Ministry of Education,
Culture and Sport, through the National Institute of
Educational Technologies and Teacher Training
(INTEF), and the educational authorities in Spain’s
Au tonomous Communities and Samsung selected one
primary school centre from each of the participating
Autonomous Communities and from the Autonomous
Cities of Ceuta and Melilla, based on the following cri-
teria: a) schools in remote rural areas, b) areas with
high school drop-out rates, c) areas with high levels of
unemployment, d) Special Education centres. 

2.2. Design 
This research applied a qualitative approach

based on Grounded Theory (Glaser & Strauss, 2009)
and aimed to study the educational uses of tablets in
primary school settings through six pedagogical dimen-
sions: 

• Educational Objective: Which competences
does the teacher aim to develop in the classroom with
tablets? 

• Teaching approach: Which approach for stu-
dent learning does the teacher apply in the use of
tablets in the classroom? 

• Content and activities: What content does the
teacher use and how does he/she develop it with the
tablet? 

• Teaching resources: What materials does the
teacher use to develop learning through tablets? 

• Space and time: How do tablets transform edu-
cation in the classroom and how does the teacher
manage time? 

• Learning assessment: How are tablets used to
evaluate students’ learning?

We studied these dimensions by applying four

83

© ISSN: 1134-3478 • e-ISSN: 1988-3293 • Pages 81-89

C
om

un
ic

ar
, 4

9,
 X

X
IV

, 2
01

6



qualitative data-gathering techniques: a) non-partici-
pant observation, b) focus groups, c) virtual inter-
views, d) analysis of the content of the project’s tea-
ching units. 

2.3. Participants and procedure 
The study population consisted of 166 teachers

and 766 students from 15 primary education centres.
Of the teachers, 29.8% were men and 67.5% women,
and their average age was 40.5 years. Among the stu-
dents, 44.5% were girls and 55.5% were boys, aged
between 10 and 11. 

Firstly, we carried out a non-participant observa-
tion in four of the primary education centres involved
in the project, in the provinces of Zaragoza, Gua -
dalajara, Madrid and Murcia. These specific units
were chosen by random sample. Three observers
were responsible for developing this phase of the pro-
ject. A check table was used to monitor the behaviour
of the teachers and students related to the analysis of
the dimensions proposed. A total of 12 check lists
were formulated for subsequent treatment and analy-
sis. 

Secondly, focus groups were set up, and in order
for all the centres to be represented, two focus groups
were established, each holding a parallel two-hour
session, one that consisted of teachers (n=7) and
ambassadors –teachers who acted as project coordina-
tors– at the project centres (n=8). The participants
were selected by a cluster sampling procedure. The
structure of the dynamic dealt with: a) habits, the rela-
tion to, and effect of, the use of tablets on students’
attitudes; b) a SWOT analysis of classwork using
technology; c) assessment of the “Samsung Smart
School” project experience: perceptions, its potential
and suitability for profiles/centres, optimization, and
recommendations for implementation. The advantage
of small-scale focus groups is that each participant’s

voice and opinion is heard (Wibeck, Dahlgren, &
Oberg, 2007); it is also a common technique for gat-
hering qualitative information in educational research
(Puchta & Potter, 2004). Both sessions took place at
the same time in two observation rooms with one-way
mirrors, and were directed by two expert researchers
who had been trained to prevent any deviation from
the dimensions of the study. The project researchers
had contact with session directors, and they monitored
the sessions for later treatment and analysis. 

The project also developed 13 virtual interviews
consisting of at least one teacher/ambassador in each

of the project centres. Using a
semi-structured script of 10
open questions based on the
six study dimensions, the 30-
minute interviews –developed
via Adobe Connect– gathered
the perceptions of the intervie-
wee on his/her experience of
the integration of the techno-
logy in the classroom, the diffi-
culties encountered and the
recommendations and solu-
tions they saw as feasible for
other teachers in order to opti-

mize the “Samsung Smart School” project. The 13
interviews were videoed for later treatment and analy-
sis. 

Finally, a qualitative content analysis (Mayring,
2000) was carried out on 80 teaching units used by
the centres in the programme. The aim of this analysis
was to understand the planning behind the teaching
and learning process with tablets, as well as to detect
good practices in the design of curricula with techno-
logy.

2.4. Data gathering and analysis 
The data for this study were collected between

December 2015 and May 2015. The interviews were
videoed for subsequent analysis, with prior authoriza-
tion from the interviewees. Data on the non-partici-
pant observations and focus groups were recorded
manually while the teaching units were processed in
RTF format. The content of the recordings, the obser-
vations, interviews and the teaching units were stored,
processed and analysed, always with the utmost res-
pect for the anonymity of the participants. The trans-
cripts of the focus groups, interviews and non-partici-
pant observations generated a huge amount of infor-
mation, so the approach of the analysis in terms of the
study objectives helped us to manage these data
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(Krueger & Casey, 2014). The data gathered by the
instruments were processed and analysed using Atlas.ti
7 software, enabling us to analyse the content of the
video recordings without the need to transcribe them.
Likewise, the use of RTF and PDR files saved time on
transcription and analysis. 

Content analysis is a research technique suitable
for formulating valid reproducible inferences from par-
ticular information that can be understood within the
study context (Krippendorff, 1990). So, we performed
a mixed (deductive and inductive) coding process
based on the six dimensions of the study, which gave
us an emergent coding (Strauss, 1987). By means of a
qualitative analysis estimation –inferring relations ra -
ther than generating hypotheses– (Krippendorff,
1990), we ran an individual thematic analysis of the
data by reading, codifying, recodifying, family assigna-
tion and data categorization –framed by the study
dimensions- (Braun & Clarke, 2013). The themes
generated were reviewed by the authors together in
order to reach common agreement on the findings.
The validity of the method used in this research is, the-
refore, rooted in compliance with the criteria descri-
bed by Cresswell and Miller (2000): a) triangulation
with data and researchers; b) reviewing with the
members of the research team. 

3. Analysis and results 
Here we present the results of the analysis of the

non-participant observations, the interviews, focus
groups and analysis of the content of the teaching units
organized around the six dimensions of the study: 

3.1. Educational objective
In the teaching units generated within the project

framework, the content analysis and observations
reveal a clear trend towards developing learning acti-
vities with tablets that integrate the key competences in
the various curricular areas. Nevertheless, the analysis
of the teaching units shows a marked emphasis on
developing the linguistic communication and digital
competences. In contrast, mathematics and basic com-
petences in science and technology receive least atten-
tion. It is worth noting that the very nature of the
“Samsung Smart School” project enabled teachers to
develop digital competence to an extent that had not
been possible before due to limited access or family
financial constraints: “If it weren’t for the project, we
could not have stimulated the development of the digi-
tal competence” (interview 7). 

Furthermore, the interviews and focus groups sho-
wed that the teachers on the project saw the use of

tablets in terms of learning activities related to the
search for, and selection, organization and use of
information, either individually or in groups. They also
agreed that the educational use of tablets connected to
Internet generated different expectations in the stu-
dents in terms of information sources. 

3.2. Teaching approach 
The teachers in the interviews and focus groups

insisted that tablets in the classroom could only be used
effectively if there was a change in methodology, and
that such a change must lead to the adoption of active
methodologies like Project-Based Learning (PBL) and
collaborative learning. 

The participants also pointed out that when no
pedagogy exists to exploit their educational potential,
tablets amount to no more than a sophisticated repro-
ducer of monotonous tasks. For example, one teacher
from the ambassadors’ focus group commented that “if
you have no pedagogy, then tablets won’t work in the
classroom”. And this pedagogy is not necessarily about
improving teaching in the classroom but understanding
the new activities that students are capable of doing
when they use tablets in their learning, either as indi-
vidual learners or in groups. This means that although
PBL and collaborative learning are distinctive features
of the project, there are also other pedagogical cha-
llenges that can be exploited to get the most out tablets
in the classroom. 

3.3. Content and learning activities 
The interviews and focus groups showed that tea-

chers now view the tablet as a notebook for students
to manage their own learning in digital form. Beyond
reading and writing, this “new notebook” can stimula-
te other activities such as investigation or multimedia-
based tasks. So, for many teachers on the project, the
main function of the classroom tablet is not to provide
content, as if it were a book, but to enable students to
get involved in, and develop, new types of activities
and manage their own learning. One teacher put it like
this: “After using a tablet, a class given in the traditional
format no longer interests them…teachers must now
reinvent their educational activities” (interview 11).

The analysis of the content of the teaching units
revealed that two thirds of these units clearly aim to sti-
mulate collaborative use of the tablet among students.
In the main, they direct students towards enquiry and
dialogue rather than individual work and competition
between students. Little of the content analysed
attempts to limit tablet usage to the development of
one single type of curricular content. 
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The interviews and focus groups show how tea-
chers now recognize that they are no longer the single
source of information, and that the students are now
an active component of classwork. Data also show that
teachers recognize the considerable creative potential
of tablets in the classroom, for example in editing
documents, making presentations, scheduling a radio
programme, online investigation, book design and edi-
ting photos and videos. And these are tasks that can be
developed individually and in collaboration thanks to
tablet technology. 

3.4. Teaching resources 
Data show a trend among the teachers to use apps

that are not necessarily linked to specific content but
which are generic in nature and allow students to per-
form a variety of learning activities across a spectrum
of subject areas. The most popular are “sound and
image treatment” apps that enable the students to cre-
ate and design content (the camera, Tellagami,
Aurasma, audio and video editor, etc.), and apps for
communication and information browsing. The analy-
sis of the didactic units demonstrated that the teachers
use these apps to create activities: “Tablets can help us
create learning activities, not just searching for infor-
mation, which is the function of the book” (interview
4). 

Yet the tablet is not the only resource in the class-
room. The analysis of the teaching units and the visits
to the centres showed how teachers use the tablet for
teaching via the TV screen or the interactive digital
whiteboard (PDI), if the centre had one, as well as by
laptop/PC, and even cell phone. The teachers used
tablets in different ways in the classroom, and opinions
on their use varied. For example, the interviews reve-
aled how some teachers thought that tablets were
more versatile in fomenting the classroom dynamic
than the laptop, and others said that PDIs were tech-
nological devices that reproduce traditional pedagogi-
cal models as opposed to tablets which clearly reinfor-
ce group work. 

Another useful complement for teachers in class is
the digital pencil S Pen, often used in conjunction with
the S Note app. The teaching units’ analysis showed
that teachers made extensive use of the S Pen in acti-
vities involving writing by hand from note taking to dra-
wing, which added value to the teaching in the class-
room. 

An important aspect that came up in the observa-
tions and focus groups was how the teachers saw that
tablet as a tool for personalizing learning. In contrast to
the conventional blackboard or PDI, which the tea-

chers associated to the dissemination of content
towards the class, the tablet represents an important
advance in giving students individual attention and
monitoring their work more closely. However, the tea-
chers pointed out that to make this work successfully,
more time would be needed to plan and develop acti-
vities for use on the tablet. 

Another positive aspect for teachers is sustainabi-
lity, which saves on photocopying, but also throws up
a new problem in technological incompatibility betwe-
en operating systems, web apps and files.

3.5. Space and time 
The observations, interviews and focus groups

noted the teachers’ remarks on the fact that the stu-
dents are also aware of the changes that have taken
place in the classroom, not just due to the physical pre-
sence of technology but also for the change in the type
of learning activities, the role of the teacher and stu-
dent, as well as the physical reorganization of the
classroom. In the focus group one teacher said: “The
students are no longer sat in rows looking at other stu-
dents’ backs. Classes are now mobile”.

The classroom is no longer a rigid environment
with students lined up in rows listening to a teacher
but an open flexible space endowed with a different
dynamic in which everyone can stand up, walk
around and talk to everybody else, and all this thanks
to the tablet. Yet the analysis of the teaching units also
showed how the teachers rarely used the tablet to
move out of the classroom and occupy another area
and transform it into an educational space. 

The project teachers’ opinions varied in terms of
the time students need to be able to work autono-
mously with a tablet. There was no agreement on a
definitive average time required for students to be
tablet self-sufficient, as the responses to this question
showed, because students’ previous experience with
technology and the frequency of tablet use in the class-
room were important unquantifiable factors.
However, all teachers insisted that the students nee-
ded to be given time to manage the device indepen-
dently and to evolve from using the tablet as a toy to
using it as a learning tool. 

3.6. Assessing student learning 
Although from the visits, interviews and focus

groups we learned that some teachers feel that assess-
ment “is the big unresolved issue”, most of the project
participants cited four changes in the way students are
assessed: assessment as a game, the introduction of
rubrics, the immediacy of feedback and the use of onli-
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ne multiple choice assessment. The tools most widely
used in this respect are Socrative, Kahoot, Rubistar or
Google questionnaires. Analysing the teaching units
helped us to see how traditional forms of assessment
mixed easily with alternatives such as joint-assessment,
self-assessment or even the opportunity to personalize
learning. As one focus group member said: “The tablet
gives you more flexibility; you can design material spe-
cifically for one particular student”.

4. Discussion and conclusions 
This study forms part of an

emergent line of investigation
in education, digital pedagogy.
This pedagogy is under cons-
truction, and is fundamentally
centred on assessing educatio-
nal models that use technology
in the classroom, and on detec-
ting its potential use, the cha-
llenges it represents and trends
in other educational spaces
(Boling & Smith, 2014; Chai,
Koh, & Tsai, 2013, Gros,
2015; Harris, 2013). This line
of investigation, as this present
research, is not about technology in itself but aims to
know what technology can actually do in the classro-
om (Flewitt, Messer, & Kucirkova, 2015).

However, we must point out that this study was
carried out in optimum technological conditions since,
thanks to the “Samsung Smart School” project, tea-
chers and students each had access to a tablet and an
Internet connection. So, these pedagogical findings
should be measured against settings and situations in
which technology access for all students and teachers
is not an issue. 

The content analysis of the data generated by the
four qualitative techniques enables us to infer (Braun
& Clarke, 2013) that the project teachers face the cha-
llenge of the table not just from a technological pers-
pective but also construct a pedagogical vision of its
use in education (Butcher, 2016). Configuring the
tablet with this pedagogical vision, as shown in the
categorization of the six dimensions studied, is evident
in the teachers’ activity with, and perception and pro-
gramming of, the tablets. 

And despite what one might think, the project tea-
chers’ pedagogical vision of the tablet is evident not
only in answer to the question “what tool do I use to
learn?”, which is associated to the apps in this study,
but also in the definition of the educational objective,

the conception of the didactics, the development of
activities, the representation of educational space and
time, and in the assessment of learning. As the results
show, technology opens up a wide range of new edu-
cational functions that the teacher assumes as part of
his/her curricular activity. This seems to be the trend
in terms of the educational value of the new conditions
generated by mobile devices for learning (Traxler &
Kukulska-Hulme, 2016).

In terms of the main educational functions the
Internet-connected tablet offers the primary school

classroom dynamic, the project teachers recognize that
although the most widely worked competences are lin-
guistic communication and digital competence, the
tablet enables them to work with various other compe-
tences transversally, and that the use of this device for
educational purposes involves a change in teaching
methodology that fits neatly with the development of
Project-Based Learning and collaborative learning. Of
course, tablets provide access to information but its
main didactic use is not to contribute specific content
but, thanks to the generic apps it contains, to develop
a wide range of activities that evolve from information
consumption to production, and which implies the
development of a digital competence that is directly
linked to multimedia language. And, the use of tablets
can open up a rich seam for personalizing learning and
joint-assessment (Botha & Herselman, 2015) 

As the interviews and focus groups have shown, it
is essential to understand that tablets presage –which
does not mean to say that they cause– a series of tran-
sitions: the evolution of the tablet from toy to learning
tool, from pedagogies of information consumption to
pedagogies of creation, from static pedagogies to mobi-
le pedagogies, from the potential of the text book to
that of the digital notebook, from content to activities,
from managing achievements to managing errors, and
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in the classroom, rather it is the symbolic tool that teachers
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range from new functions to transitions that demand going
beyond the mere replacement of the old with the new.



the biggest jump, from the image of technology as a
neutral tool to one that stimulates change in standard
classroom culture. 

Changes in education are not just about the use of
the tablet in the classroom, rather it is the symbolic tool
that teachers can use to think about all the pedagogical
elements that range from new functions to transitions
that demand going beyond the mere replacement of
the old with the new. 
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ABSTRACT 
The current information ecosystem, crossed by a logic mediamorphosis, is increasingly generating the emergence of digital media
and information portals that do not follow the formal publishing procedures of conventional media. The crisis of traditional media
has also changed the way we become informed. However, information quality remains a factor for discussion in the absence of
unified criteria for analysis. In this regard, the question arises: how do we evaluate and assess the quality of information in digital
media? This study aims to seek agreement between academics and media professionals on the areas and dimensions of informa-
tion quality of digital media according to objective or quantifiable values. For this, a taxonomy of the dimensions related to infor-
mation quality was created, based on the review of scientific literature and further evaluated and validated by 40 experts, inclu-
ding scholars and media professionals alike, who focused on verifying the classification´s reliability. As a result, three macro areas
of information quality, containing 21 areas, inherently comprised of a total of 75 dimensions, were validated. Lastly, this study
proposes a structured model that will allow for the analysis of information quality of digital media, both in its pre-information
phase catalogued in the media-business and on the media-workers’ socio-occupational characteristics, as well as its final product
and informational content.

RESUMEN
El actual ecosistema informativo, atravesado por una lógica de mediamorfosis, está generando con gran velocidad el surgimiento
de medios digitales y portales informativos que no siguen los procedimientos editoriales formales de los medios convencionales.
La crisis de los medios de comunicación tradicionales ha cambiado también nuestra forma de informarnos. Sin embargo, la cali-
dad informativa sigue siendo un factor de discusión al no existir unidad de criterios para su análisis. En este sentido surge la pre-
gunta ¿Cómo evaluar y valorar la calidad informativa de los medios digitales? Este trabajo contribuye a buscar convergencias entre
académicos y profesionales de la comunicación sobre las áreas y dimensiones de la calidad informativa de los medios digitales en
función de valores objetivos o cuantificables. Para ello se ha realizado una taxonomía de dimensiones de la calidad informativa a
partir de la revisión de la literatura científica, para posteriormente someterla a la evaluación y validación por juicio de 40 expertos,
académicos y profesionales de la comunicación, para verificar su fiabilidad. Como resultado, quedaron validadas tres macroáreas
de la calidad informativa, que contienen 21 ámbitos que consideran intrínsecamente un total de 75 dimensiones. Esta investiga-
ción propone finalmente un modelo estructurado que permitirá analizar la calidad informativa de los medios digitales, tanto en su
fase pre-informativa, catalogadas en el medio-empresa, las características sociolaborales de los trabajadores del medio, así como
el producto final y el contenido informativo.
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6 1. Introduction
Communication media are a fundamental pillar of

society, as it is through the construction of information
that public discourse is created, shaping the realities of
our surroundings (Gieber, 1964; Searle, 1997; Watz -
lawick, 1976: 173). The role or public opinion as a
counterweight guarantees democracy (Shoema ker,
2006; Shoemaker & Cohen, 2006), inserted in a con-
text of western liberties and values (Schultz, 2000;
McQuail, 1992: 23-66).

Mediamorphosis, characterized by a process of
changing consumption habits, and the immediacy and
gratuity of most of the media found on the Internet
(Aguaded & Romero-Rodríguez, 2015: 45-56), has
made many traditional media move to digital inter -
faces, pitting them “head-to-head” with novel underta-
kings that take advantage of the Net’s simplicity for
their development. This evidences the imposition of
the information production model of the written press
in these new stages (Barnhurst, 2013), and even calls
into question the belief that the digital media generate
novel information, different from what is produced by
their conventional analogues (van-der-Wurff, 2008).

This information stage, ruled by immediacy and
pushed into an ecosystem that does not necessarily rely
on an editorial validation process, can decline into
superficiality, imprecision and even infoxication and
disinformation (Salaverría, 2005; Craig, 2011; Urban &
Schweiger, 2014). Moreover, as commercialization dif-
ficulties increase, ergo the financial management of the
media, due to exponential growth in competition, they
(news outlets) could plunge into vices and violations of
information quality norms in order to stay in the market
(Bogart, 2000; Beck, Reineck & Schubert, 2010).

Therefore, it is very common and obvious to see a
reduction of payroll in communication media outlets,
cancellation of correspondents abroad, pay cuts and
the violation of information worker’s rights, in order to
reduce information production costs to guarantee the
media outlet’s subsistence. All of this while the con-
tents gravitate towards sensationalism (Gómez-Mom -
part, Gutiérrez-Lozano & Palau-Sampio, 2015; Ro -
mero-Rodríguez, De-Casas-Moreno, & Torres-Tou -
koumidis., 2015: 33), leisure and pseudo-information
to garner attention from audiences and to increase
internet traffic, which is translated as returns of capital
investment.

This loss of media quality has led to loss of credi-
bility from audiences (Ramírez-de-la-Piscina, Zaba -
londo, Agirre, & Aiestaran, 2015), due to the factual
errors, as well as to the ignorance of journalistic prin-
ciples of equality and impartiality. These were the

conclusions of a 3-year public-opinion study conduc-
ted by the “American Society of Newspaper Editors”
(1998), coinciding with later analysis such as those
conducted by Wyss (2000), Singer (2005), Fortunati
and others (2009) and Gómez-Mompart, Gutiérrez-
Lozano and Palau-Sampio (2013). These analyses
insist on prioritizing the creation of theories on dimen-
sions and indicators of information quality of the media
in view of being able to determine the right formulas
for offering high-quality journalism.

2. Information quality: State of the art
Defining informational quality is not easy, as the

term “quality” covers dimensions where the characte-
ristics of an object –in this case the information pro-
duct- are compared with certain standards that are lin-
ked to norms and values (Rosengren, Tagerud, &
Carlsson, 1996). Therefore, quality is an indefinable
term, defined through the subjective perception and
interpretation of the user (Leggat, 1996). In practice,
having a single criterion that is agreed upon by journa-
lists, academics and audiences is a near impossible task
(Wallisch, 1995; Gómez-Mompart & al., 2013; Ur -
ban & Schweiger, 2014). While for audiences that
read some kind of information, quality can be expres-
sed and defined by the clarity of presentation of a mes-
sage or it is derived implicitly from the media outlet’s
brand or agency that created it, for a journalist, this
could be based on the time it took to conduct the
investigation, access to reliable sources, and the con-
trasting of information. However efforts have been
made in the academic world to try to define quality
and its components, based on more or less objective
criteria.

For Picard (2004: 54-66), information quality is
present when the amount of self-produced informa-
tion is greater than that generated by external agents,
and when information and education take precedence
over leisure content. Also, it should be taken into
account that said content should follow a method of
information obtention, such as relying on diverse and
contrasting of informational sources, as well as techni-
cal efficiency of the organization that allows the pro-
ducts to be well organized and understandable.

For Schultz (2000), information quality depends
on three existing elements: availability of adequate
resources, political and legal regulations that protect
and guarantee the exercise of freedom by the commu-
nication media, and the journalist’s adherence to pro-
fessional standards. In addition, other essential aspects
are the diversity of media and ideologies represented,
as well as objectivity. In addition, the author explains
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conditions of the media, but also to the context where
it is found.

This understanding is also supported by McQuail
(1992: 23-66), who defines informational quality from
the perspective of public interest, where the evalua-
tion criteria are deduced from Western values such as
liberty, equality and order. The authors do not concei-
ve that information quality of the media could exist in
countries that have democratic deficit, limitations to
the exercise of associated liberties such as expression,
information, access to official
sources, nor in those countries
lacking adequate available
resources –whether economic,
human or technological– for
the journalistic endeavor.

Rosengren (1979: 31-45)
arrived at the conclusion that
the most adequate method for
verifying the existence of infor-
mation quality was to measure
the journalistic discourse
against statistical data or inde-
pendent documentation.
Howe ver, this method is limi-
ted to understanding quality
only in terms of truthfulness or
contrast, but does not take into
account events that do not
come or are not shown in offi-
cial documents. 

Two decades earlier, Lang and Lang (1953: 2-12)
ensured that the formula for measuring truthfulness
and objectivity of a journalist narrative is the compa-
ring and contrasting of published information directly
with witnesses present at the event. Halloran, Elliot
and Murdock (1970) as well as Meyer (1987) have
also recommended this method, but this is an evaluati-
ve process that due to the complexity of its execution,
is impossible to perform for a representative amount of
samples.

A third group of authors, among which we find
Martin (2008), Bird (2010), Madianou (2010) and
Costera-Meijer (2012), consider that excellence in the
exercise of journalism is confronted with changes in
the habits of information consumption, a tendency that
prioritizes leisure content over any evidence of quality.

2.1. Taxonomies and models of evaluation
Most of the structural efforts for cataloguing nor-

mative dimensions of information quality have been

performed by German and Dutch academia (Schatz &
Schulz, 1992; Pottker, 2000; Arnold, 2009). Urban
and Schweiger (2014: 823) unify these catalogs into
six basic dimensions of informational quality: 1) diver-
sity (of points of view and sources); 2) relevance (in
terms of the usefulness of the information for the
making of decisions); 3) exactness (of the information
with respect to the events); 4) understandability (so
that it is understandable by the audiences); 5) impar-
tiality (to guarantee neutral and balanced informational
coverage); 6) ethics (respect the fundamental rights of

the people and maintain moral attitudes). On is part,
Costera-Meijer (2012) presented a second method of
evaluation and evaluation of journalism through the
experiences of the user through common patterns
such as participation (interactive component), repre-
sentation (semantic component) and presentation
(aesthetic component). 

A third model, from authors van-der-Wurff and
Schönbach (2011), catalogues and evaluates the ele-
ments of informational quality, as a function of codes
of conduct and transparency using a 5-point scale, as
follows: Carefully verify the facts (4.7); Separate edi-
torial content from advertising (4.6); Complete identi-
fication of the sources (4.5); Avoid using journalist
pseudonyms (4.4); Not manipulating images or decla-
rations (4.4); Diversity of opinions (4.4); Under -
standability of the information (4.2); Transparency
(4.1); Separating facts from opinion (4.1); Objectivity
(3.9); Protection of privacy (3.8); Classification of the
news as a function of their importance (3.7); Separate

This means that information quality is not only subject to the
final product of the media –the information–, but also to
internal conditions and the context where the media is
found. Therefore, when referring to quality and information
standards of the media, far from being an unreachable 
subject due to its diverse subjective interpretations, all the
stages of the productive process should obligatorily be taken
into account, and the final product should be analyzed as an
objective function of its indicators, dimensions and areas.
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6 information from entertainment (3.5); Only publish
information with informational value (3.0); Publish fast
(2.9); Answer the audience’s requests (2.4); and
entertain the audience (2.2).

It is important to highlight that since 1995, a rese-
arch team from the University of Chile, led by Silvia
Pellegrini and Constanza Mujica (2006: 14-15), has
started to apply a model of evaluation of journalistic
quality in various countries in South America, creating
the formula “Journalistic Added Value” (VAP). This
formula is based on putting into operation concepts of
equality, exactness, relevance and fairness –a concept

inspired by Hagen (1995) and Hagen and Beren
(1997: 158-178)–, so that they can be later measured
in content analysis of the information (Alessandri,
Edwards, & Porath, 1999: 114-115; Pellegrini & Mu -
jica, 2006: 14-15). This analytical taxonomy studies
the work by communication media exclusively through
their content, taking into account two key moments in
the journalistic process: the selection of information
and the creation of units of information, each one with
their respective indicators. Another important research
effort is the one by Iglesias-García y González-Díaz
(2012), who analyzed the quality of the digital news-
paper VilaWeb through a model constructed “ad hoc”
where indicators and score values were verified.

On their part, De-Pablos and Mateos (2004: 341-
365) have developed a set of quality tags for printed
media, which they state should be freely available to
audiences. These take into consideration two aspects of
the internal context of information production: media as

a business and media as a place of work, as well as how
information product (content) would be evaluated.

With regard to the first aspect, related to the busi-
ness dimensions of the medium, De-Pablos and Ma -
teos (2004: 359) explain that the composition of sha-
reholders, the state of the accounts and distribution
and sales data should be made available to the public.
These data would allow readers to understand the
economic and political interests of the medium, as well
as its editorial inclination. In second place, in agree-
ment with the social-work dimension, the authors ask
that worker conditions be measured as a function of

their number, productivity,
professional qualification,
degree of specialization on the
designated source, deontologi-
cal and style norms, degree of
labor conflict, salary, shifts and
workdays, as well as the staff’s
work benefits. Lastly, the
model of quality tags, as well
as the VAP model explained
above (Pe llegrini & Mujica,
2006), re views the content as
a function of the final product’s
quality, evaluating aspects such
as: diversity of sources, fre-
quency of use of corporate
sources, use of document data-
bases, percentage of their own
subject matter, percentage of
investigative journalism and
degree of linguistic correctness.

3. Materials and methods
Starting with the literature review and the analysis

of diverse methods mentioned in the academic litera-
ture, we now proceed to posit an articulated taxo-
nomy for the evaluation and assessment of information
quality of digital communication media, focused on
“online” editions of printed media, as well as those that
have only a digital presence. The analysis of cyber-
media aims to determine parameters of quality and to
identify guidelines or tendencies. Also, the objective is
to establish comparisons between the many existing
digital media, and to create a reliable model of infor-
mation quality. For this, we start by structuring three
macro-areas or index that have close relationship with
information quality. These are: a) Business characte-
ristics of the medium; b) Social-work conditions of the
information professionals; c) Content and final pro-
duct.

We now proceed to posit an articulated taxonomy for the
evaluation and assessment of information quality of digital
communication media, focused on “online” editions of 
printed media, as well as those that have only a digital 
presence. The analysis of cyber-media aims to determine
parameters of quality and to identify guidelines or 
tendencies. Also, the objective is to establish comparisons
between the many existing digital media, and to create a
reliable model of information quality. 
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6For each of these macro-areas or index, a set of
areas and dimensions that come from the academic
literature review are established a priori, especially the
works by Alessandri and others (1999: 114-11), De-
Pablos and Mateos (2004: 341-365), Pellegrini and
Mujica (2006: 14-15), van-der-Wurff and Schönbach
(2011) and De-Urban and Schweiger (2014: 823).

After the initial structuring of the taxonomy of
information quality elements and their organization
intro three macro-areas that contain 21 areas and 75
dimensions, their evaluation and validation by expert
judgement was performed in order to verify the relia-
bility of the model. Also, the granting of a quantitative
assessment to each dimension would in practice allow
for obtaining a score for each unit of analysis of the
digital media.

3.1. Methodological strategies
The methodological framework that supports this

empirical study was conducted through a selective
methodology, with the objective of obtaining quantita-
tive information from the population or professional
branch, using a design that externally controls the
correct selection of the elements of analysis and the
systematization of the gathering of data on information
quality of digital media (Gómez, 1990). In order to
create the questionnaire, the main theoretical referen-
ces that comprise this research were taken into
account, pointing to the most-significant indicators to
justify the object of study. In this sense, the validation
of areas, dimensions and indicators was made through
a quantitative poll comprised of 75 questions using a
Likert scale of 1 to 5, where 1 corresponds to “com-
pletely disagree” and 5 to “completely agree”.

Therefore, an expert judgement was used for the
development of this tool which, according to Cabero
and Llorente-Cejudo (2013: 14), consists in soliciting
a set of people’s judgements towards an object or opi-
nion on a specific aspect. In this way, a total of 40 eva-
luators were used, of which 32 were European and 8
Latin American. We intended to delve into a double
academic and professional viewpoint, with the aim of
attaining an instrument with high index of reliability.
From the total sample, 55% belonged to the academic
sector, and 45% were journalism professionals or
another sector related to communication. In order to
obtain a high-quality tool, construct validation of the
content was performed (Jaime, Galán, & Pacheco,
2016: 9). This was done with the aim of studying the
units of analysis of the digital communication media, as
well as the order and coherence of the proposed
items, to subsequently conduct an exploratory factorial

analysis tending to the mean and the standard devia-
tion of each of the 75 items.

To measure the degree of agreement between the
experts consulted, the statistical program SPSS was
used, establishing the need to not reject the subjective
elements that the judging could provide. In this way, if
the agreement was high, there would be a greater con-
sensus in the process of assessment, and therefore, a
greater possibility of response by the instrument of
measurement (Escobar-Pérez & Cuervo-Martínez,
2008; Robles & Rojas, 2015).

The internal consistency of the test was highly
reliable, with a Cronbach’s Alpha of .884, confirming
the measuring of the multiple inter-related factors.
According to George and Mallery (2003: 231), when
the Alpha coefficient is >.90, we could say that the
reliability of the instrument is excellent, and if it is
>.80, we can say that it is good. On their part, Welch
and Comer (1988) confirm that the reliability and
internal consistency of the questionnaire can be calcu-
lated with Cronbach’s Alpha and the correlation of the
items through the use of a Likert-type scale that were
used in this study. Then, when comparing the diffe-
rent items proposed, it can be stated that the internal
consistency is good, as none of the indicators had a
Cronbach’s Alpha that was below .879.

4. Analysis of the results
In order to explain the validation of the instrument,

it should be noted that the descriptive statistical data of
the 75 items are presented, as well as the means, thus
establishing a differentiation between the groups of
those polled (academics or professional) that compri-
sed our sample of expert judgment.

The first macro-area, focused on the business cha-
racteristics of the medium, received values close to 3,
at the academic as well as at the professional level.
The overall high values were found for items 10, 8
and 2, while the lowest scores were detected in items
4, 15 and 1. Also, the highest values in the academic
sector were linked to items related to economic inte-
rests (4.77/item 2), the obligation of the right to res-
pond (4.77/i10) and the code of ethics rules (4.64/i8).
On their part, at the professional level, the values that
garnered the highest results were the existence of a
code of ethics rules (4.89/i8), the obligation of the right
to respond (4.89/i10) and the acceptance of prizes
given to journalists (4.78/i6).

On the other hand, the data on the lowest scores
granted by the economic sector were those related to
the legal entity (3.45/i1), the personnel hiring laws
(3.82/i5) and the acceptance of prizes (3.91/i4). On
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6 their part, the professional sector
granted the lowest scores to the
legal entity (3.61/i1), the personnel
hiring laws (3.72/i15) and the
acceptance of prizes (3.89/i4).
Despite having an elevated mean
in the work area, it can be conclu-
ded that there was unanimity
among those polled (table 1).

The second macro-area, rela-
ted to the social-work conditions of
the professional sector, received a
score close to 3, with some high
scores in a few dimensions. The
high scores at the academic level
were given to items related to the
mean of editor and directors in
communication media (4.82/i20),
the mean of members of the
Editorial Board (4.77/i19). Lastly,
the mean of members of the
Management Board, the mean of staff and the mean of
photographers, all obtained the same score (4.5/i18,
i21, i22). As for the professional sector, the highest
assessment was linked to the mean of the members of
the Editorial Board and the mean of editor and direc-
tors, both with the same score (4.83/i19, i20), and the
mean of staff and the mean of photographs, also with
similar values (4.72/i21, i22).

On the other hand, the lowest-scored items in the
group of academics were given to the columnist’s
salary (3.50/i31), the percentage of junior journalists
(3.41/i37) and health coverage (3.18/i33). On their
part, the professional sector gave the lowest scores to
study grants (3.44/i34), the average salary of their
collaborators (3.33/i32) and health coverage (3.11/
i33).

It should be noted that this dimension had a more
centered mean, despite counting with elevated values
in some items. Also, it is necessary to indicate that
there is a differentiation between the answer of some
polled according to the sector they belonged to, but
overall, only on the lowest scores (table 2).

Lastly, the third macro-area, whose aim was to
analyze the content and the final product, received
very high mean values, closer to 4. From the total
obtained, the higher calculations corresponded to
items 73, 75, 71 and 72, while the lowest scores
belonged to items 60, 64 and 65. Therefore, the
results that had the highest scores as given by the aca-
demic sector were found for the items related to: the
coherence of the photographs (4.86/i75), linguistic

correctness and understandability (4.77/i73) and with
the same values, the use of primary sources, the ideo-
logical equilibrium of the columnists, the process of
selection of front page news, and the statistical indica-
tors (4.55/i49, i66, i71, i74). As for the professional
sector, the data with the highest scores were connec-
ted to linguistic correctness and understandability
(4.83/i73), coherence of photographs (4.72/i75) and
the quality of basic elements of information (4.67/i72).

On the other hand, the lowest scores given by the
academic sector were associated to the average of
international information from agencies (3.64/i46), the
average of news from geographical sub-areas per issue
(3.59/i64) and geographical diversity of the columnists
(3.18/i65). While in the professional field, the items
with the lowest scores were those like the average of
pseudo-information (3.56/i63) and with the same
value, the use of self-created photographs, the average
of educational content and the average of entertain-
ment content (3.50/ i47, i59, i60).

In this last dimension, besides showing high values
on the average, a lack of consistency between both
sectors was also showed, coinciding with the accep-
tance of few similar items (table 3).

5. Discussion and conclusions
Designing a taxonomy for the evaluation and

assessment of informational quality of media, specifi-
cally for digital media, is not an easy task, in the sense
that quality is a polysemic term under subjective eva-
luation (Leggatt, 1996; Rosengren & al., 1996).
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through expert judgement, a series of areas, dimen-
sions and indicators as selected by journalists (45%)
and academics (55%). This task, in agreement with
Wallisch (1995) and Urban and Schweiger (2014),
was practically impossible due to the dissimilarities
coming from the variety of interpretations of informa-
tional quality of the media that these two groups could
have. Likewise, the present model allows for the com-
bining the idea of the parameters and indicators,
which, as indicated by Codina and others (2014), turns
into a sort of “grammar” of evaluation, allowing the
development of studies of cyber-media with the help of
the dimensions and indicators posited in this study.

The model presented unifies and adapts models
presented by Alessandri and others (1999: 114-115),
De-Pablos and Mateos (2004: 341-365), Pellegrini
and Mujica (2006: 14-15), van-der-Wurff and
Schönbach (2011) as well as Urban and Schweiger
(2014: 823), classifying information quality into three
macro-areas. Two of these are related to the pre-pro-
duction and journalistic
production stages
(Media-Business and
Social-Work Aspects),
and one analyzes the
content of the media as a
result or final product.
These macro-areas are
organized into 21 areas
that intrinsically include
total 75 dimensions.

In the first place, the
macro-area “Business
characteristics of the
media”, which contains
17 dimensions, achieved
a score of acceptance of
4.2 points over 5. The
dimension related to the
legal form of the media
(private, public or mixed
capital) received the
lowest score, with a total
of 3.52/5. The area
“Social-work conditions
of professional media
workers”, with a total of
26 areas, obtained an
average acceptance score
of 3.93 points over 5.
Within it, we found the

dimension with the lowest score of the model, related
to the health coverage given to journalists, with a score
of 3.15. In third and last place, the macro-area
“Content and final product of the media”, which com-
prises 32 areas, was scored with an average of 4.14/5,
with the lowest score given to the item relating to the
geographical diversity of the columnist, with a score of
3.42/5. In this way, the evaluation performed by the
experts leaves the model with an average score of
3.95/5. This score allows us to deduce that the experts
consulted wholly approved the model presented, as the
assessment of all the dimensions and indicators shown
received a score above 3/5. Likewise, the global relia-
bility of the instrument used for the gathering of data
had a Cronbach’s Alpha of 0.884, clearly indicating
that the reliability was excellent, as the value was close
to >0.9 (George & Mallery, 2003: 231).

These results equally back ideas proposed by
Schultz (2000) in the sense that information quality
was dependent on the availability of adequate resour-
ces, political and legal order that protects and guaran-
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tees the liberty of journalism and the journalist’s adhe-
sion to professional standards. This means that infor-
mation quality is not only subject to the final product of
the media –the information–, but also to internal con-
ditions and the context where the media is found.
Therefore, when referring to quality and information
standards of the media, far from being an unreachable
subject due to its diverse subjective interpretations, all
the stages of the productive process should obligatorily
be taken into account, and the final product should be
analyzed as an objective function of its indicators,
dimensions and areas. To conclude, the research pre-
sented supports future studies and activities that back
the information quality of digital media. Likewise, futu-
re research could complete the unfinished list of indi-
cators and dimensions that could help improve the
weaker aspects of the evaluation of cyber-media.
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ABSTRACT 
The undisputed presence of Information and Communication Technologies (ICTs) in our lives has led to the development of
new forms of social, interactive and critical relationships. This study aims to compare the level of media competencies, in relation
to six established categories, of two population groups: adults (aged 18-55) and elders (aged over 55). The sample was composed
of 714 people from the eight provinces making up the Spanish region of Andalusia. The study conducted was based on the selec-
tion and comparison of results of specific items drawn from two separate questionnaires, directed to both population groups. The
data were statistically processed in accordance with the distribution of the sample proportions. The objective was to identify and
contrast the degree of digital literacy of these two groups, in terms of their use, productivity and interaction with technological
tools. The results highlight the needs and demands of both groups in terms of technology, critical reading and audio-visual pro-
duction. It is notable that adults aged 18 to 30 have a higher level of expertise in the interaction and language dimensions, while
those aged 30 and above perform better in critical and participative dimensions offered by such media, such as reflection, analysis
and creation. In the over-55 group, there is a direct correlation between income bracket and level of media skills, the latter signi-
ficantly diminishing with age.

RESUMEN
La presencia indiscutible de las tecnologías de la información y la comunicación en nuestras vidas supone el desarrollo de nuevas
formas de relaciones sociales, participativas y críticas. Este estudio tiene como objetivo comparar el nivel de competencia mediá-
tica, respecto a seis dimensiones establecidas, para dos grupos poblacionales, adultos (18-55 años) y mayores (+55 años). La
muestra total asciende a 714 individuos de las ocho provincias de la Comunidad Autónoma de Andalucía (España). Se basa en
la selección y comparación de resultados de determinados ítems de dos cuestionarios independientes, dirigidos a ambas pobla-
ciones. Los datos han sido sometidos a tratamiento estadístico, según la distribución de proporciones muestrales, para identificar
y contrastar el uso, producción e interacción de las herramientas tecnológicas en ambos colectivos. Los resultados destacan las
necesidades y demandas de ambos grupos en tecnología, lectura crítica y producción audiovisual. Se advierte además que los
adultos con rango de edad entre 18-30 años presentan mejor nivel de competencia mediática en habilidades técnicas relacionadas
con el uso instrumental, interacción y lenguaje, mientras que a partir de los 30 aumentan las destrezas en dimensiones críticas y
participativas, como reflexión, análisis y creación. En los mayores de 55, existe una relación directa entre el nivel de ingresos y
de competencia mediática; esta última disminuye significativamente con la edad.

KEYWORDS | PALABRAS CLAVE
Media skills, digital/media literacy, ICT, adults, elders, active ageing, social inclusion.
Competencia mediática, alfabetización digital, TIC, adultos, mayores, envejecimiento activo, inclusión social.
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Adultos y mayores frente a las TIC. La competencia mediática de los inmigrantes
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6 1. Introduction and state of the art
Information and communication technologies

(ICTs) are part of society and of our everyday life. It is
difficult to find anyone today without a presence on
social media or who does not have a mobile device,
read the news, access television series through a com-
puter, or who does not notify a possible late arrival at
a meeting through instant messaging programs or
applications. There is no doubt that technology is pre-
sent in everyday life: “its implementation has had re -
percussions in society in general, and in communica-
tion in particular” (Almansa & Castillo, 2014: 24).

Thanks to ICTs unalterable, solid and traditional
information has given way to constantly-changing
information. In the words of Area and Pessoa (2012:
14), to “a flux of production of unstable information
and knowledge, in permanent change, in constant
transformation, as a counterweight to the cultural pro-
duction developed – mainly in the 19th and 20th cen-
turies- where stability and inalterability of the physical,
material and solid was a priority”.

This permanent change in the flow of information
is precisely one of the main difficulties encountered by
digital literacy. “Not even interactivity or the technolo-
gical possibilities provided to the current audiences are
enough for the development of a society of knowled-
ge” (Orozco, Navarro, & García, 2012: 74). Media
literacy is essential to enable the population to acquire
digital competencies.

According to the report “The Information Society
in Spain”, “more than half of the Spanish population
use the Internet on a daily basis” (Fundación Tele -
fónica, 2014: 36); if we relate the data on Spain with
the rest of the European Union (EU), “70% of the
Spanish households have access to the Internet, and of
these, almost all connect through broadband, which
implies a quality of connection that is medium-high
compared to the rest of the EU” (Fundación España
Digital, 2014). In the case of Andalusia, where the
present study took place, “more than 1.8 million Anda -
lusian households have access to the Internet, resulting
in an Internet connection rate of 66.5%” (Fundación
Telefónica, 2014: 78). However, the concern is irre-
futable: “previous data have allowed us to conclude
that the degree of competency in audio-visual commu-
nication is extremely low in Andalusia, with important
shortcomings in the ability to interpret audio-visual
messages in a critical and rational way” (Aguaded &
Cruz, 2014: 71).

Being immersed in a digitalized society does not
mean that the population, especially adults and elders,
possesses this competency (Cruz & Acosta, 2010;

Rosique, 2009; Aguaded, Tirado & Hernando, 2014;
Ramírez, 2010; Gómez & Durá, 2011; Renés, 2010).
The question of how ICTs are being used requires
investigation give that the “mere consumption of media
does not guarantee critical ability” (Contreras, Marfil,
& Ortega, 2014: 138).

“Age continues to determine differences in access,
which are greater when the segment studied is youn-
ger” (Fundación Telefónica, 2014: 36). Hence one
can speak of a digital divide in the case of non-digital
natives or digital immigrants (Prensky, 2001). Although
these concepts have been questioned, given that there
are young people who have not acquired digital com-
petency skills, whereas supposed immigrants do have
them, a differentiation can be drawn at present betwe-
en a passive consumer and an active “producer and
prosumer” user (Jenkins, 2014; Belshaw, 2014).

According to Santibáñez, Renés and Ramírez
(2012), adults –particularly elders– are more vulnerable
to the media. They are not digital natives but digital
immigrants who do not know the inner-workings of
audio-visual media, thus becoming passive consumers:
“in the digital era that we are crossing, they become
functional illiterates who lack technological and com-
municative competencies” (Rodríguez & Barrera, 2014:
58). According to Area (2002: 57), this is the case of
adults, for whom “this phenomenon is generating a new
type of illiteracy that consists in the inability to access
culture that is driven by the new technologies”.

However, ICTs also have a positive side, since
“media competencies can become tools for improving
social life” (Contreras & al., 2014: 130). The fact that
“an elder citizen enjoys a good state of health means
that besides being physically healthy, he or she has to
be in a good emotional and psychological state as
well”. In this regard, Pavón and Casanova (2008) and
Vilaplana (2013) note that activity using such media
can contribute, in general, to driving creativity, practi-
sing composition and writing, as well as improving
social aspects, memory and mind. Bru and López
(2014) and Macías-González and Manresa (2013)
add also that, for elders, the Internet is a source of
opportunities in four broad categories: information,
communication, transaction and administrative, leisure
and entertainment. Thus, in a connected world,
media literacy will necessarily be digital and multimo-
dal, while literacy has to be understood in its full
extent, not limited to the simple use of computers.

The present study, funded by the Andalusian
government, has as its main objective the comparison
of the level of media competency of two population
groups: adults (18-55 years of age) and elders (+55
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6years old). The adults were distributed in different age
segments, as follows: “ages 18-30, 31-45 and 46-55”
(Aguaded & al., 2014: 7). The total sample comprised
714 individuals from the eight provinces making up the
region of Andalusia. The study focused mainly on
comparing the frequency of media consumption, pro-
duction of content on the web, and the interactivity of
the two above-mentioned groups. It was based on the
six basic dimensions of media competency established
by Ferrés and Piscitelli (2012: 75-82): “languages,
technology, production and dissemination, reception
and interaction, ideology and values and aesthetics, all
of which are considered in terms of both content
analysis and expression”.

1.2. Objectives
The present study seeks to

compare the level of develop-
ment of media competency of
the population groups studied,
according to the following spe-
cific objectives:

• Determine and compare
the level of media competency
of adults (18-55) and elders
(+55) in Andalusia.

• Identify, analyse and
compare the scope of the
socio-demographic variables’
restrictions on the levels of
media competency attained by the two groups.

• Verify, if appropriate, the existence of a digital
divide among the population with the aim of defining
possible courses of actions for the media integration of
the aforementioned groups in society.

2. Materials and methods
2.1. Sample

The sample presented was drawn from more
extensive heterogeneous research and the sampling
plan established took into account basic collectives and
social groups comprising the structure of the informa-
tion society: gender, age, social status and economic
status. In order to take into account the population
structure, the indicators were stratified so that each
Andalusian province had: a) an equal number of ques-
tionnaires; b) proportionality with regard to gender; c)
for the adult group, proportionality and diversity with
respect to level of education, employment status and
profession; d) for the elder group, proportionality with
respect to participation or non-participation in a
University Program for Adults (UPA).

2.1.1. Restrictions according to age group
a) Adult group: composed of 714 individuals, of

whom 62.3% were women and 37.7% men. This
sample was stratified into the following age groups:

• Group 1a: composed of 313 subjects aged 18 to 30
• Group 1b: composed of 252 subjects aged 31 to 45.
• Group 1c: composed of 149 subjects aged 46-55.
b) Elder group: a sample of 478 individuals older

than 55, of whom 60.5% were women and 39.5%
men. The most numerous age range of this group
corresponded to individuals aged between 55 and 60,
who comprised 31.7% of the selected sample (152
subjects). The lowest populated age group was the

+80 years-old group, with 10 subjects (2.1% of the
total sample).

2.1.2. Geographical area: study limited to the eight
provinces of Andalusia

The sampling was based on Simple Random
Sampling (SRS). In this scheme it is possible to guaran-
tee a sampling error as a function of the sample size,
the sample error being understood as the error associa-
ted with the difference between the proportions obtai-
ned in the sample and the real, existing population
proportions.

The following formula allows us to obtain the
sample size “n”, assuming an infinite population as a
function of the pre-set error, “e” and the proportions
“p” and “q”. By setting the confidence value to 99%
(Z=2.58), “p” and “q” in their most unfavourable
values “p=q=0.5”, and the sample size “n=714” sub-
jects, the error of the measurements is below 5%.

2.2. Tools
The study is based on the selection and compari-

This permanent change in the flow of information is 
precisely one of the main difficulties encountered by digital
literacy. “Not even interactivity or the technological 
possibilities provided to the current audiences are enough
for the development of a society of knowledge”. Media 
literacy is essential to enable the population to acquire 
digital competencies.
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6 son of the results
of specific items
from two inde-
pendent ques-
t i o n n a i r e s ,
addressed to the
adult and elder
po pulations of
Andalusia. The
questionnaires
were validated within the context of their respective
research (Aguaded & al., 2014; Ti rado, Hernando,
García-Ruiz, Santibáñez, & Marín-Gutiérrez, 2012).

The first 11 items in both questionnaires were of a
socio-demographic nature (age, gender, level of educa-
tion, etc.), while the remainder were related to the dif-
ferent dimensions of media competency. The ques-
tionnaire directed to the elders was composed of a total
of 28 items and that used for the adults consisted of 36
items. The heterogeneity of both questionnaires was
due to their design, which took into account their suita-
bility for the groups which they were intended for. In
any case, the reliability of the study and the compari-
sons between the two population groups were not
affected as they focused on a sample of 6 items that
coincided in both questionnaires and which were sig-
nificant with respect to the dimensions of media com-
petency and their influence on the studied groups.

The stability of the scale comprised by the selected
items was established through the Cronbach’s Alpha
reliability co-efficient, which gave acceptable values of
.773 and .788 for the sample of adults and elders, res-
pectively. Due to the Likert and categorical nature of
the items, the inferential analysis was based on the
study of the proportions and their comparisons among
strata using the Chi-square test together with the
Contingency Coefficient, which were used to esta-
blish the degree of dependency among the variables
deemed of interest.

3. Analysis and results
The analysis aimed to detect the degree to which

the results of both studies were significantly different.
To that end, the items that more clearly showed a digi-
tal discrimination in the use of the media were chosen.

The 6 items chosen for the study were sufficiently
discriminatory to distinguish the maximum number of
dimensions in the questions used.

It should be recalled that the aim of the study was
not to detect differences among the specific age seg-
ments, but to dichotomize the different details related to
the media competency dimensions with respect to a cut-

off point that is naturally established by the two question-
naires. Although different, the questionnaires have suffi-
cient common features for comparison. It is also impor-
tant to bear in mind that there is no research on this sub-
ject with previously-defined levels. There fore, the adult
group was defined according to the criteria established
by Aguaded & al., (2014), with the experiments by Bru
and López (2014), while Pavón and Casanova (2008)
were used as the reference for the elders.

3.1. The use of technologies by adults and elders.
Multimedia language

According to Ferrés and Piscitelli (2012), the
analysis of the language dimension seeks to study the
ability of a person to interact with the media in a signi-
ficant manner, in order to improve his/her competency
in multimedia communication.

The item chosen for comparison and contrasting
in both questionnaires was “Indicate if you have per-
formed any of these activities: participate in Wiki -
pedia, create a blog, upload files to YouTube, partici-
pate in an Internet forum, in a chat (Skype…) or on
Facebook” with the options (1=Frequently), (2=At
some point) and (3=Never).

As shown in Figure 1 and its associated table, for
the option “Participate in an Internet forum”, response
3 (Never) predominated in the elder group, while res-
ponse 2 (At some point) predominated among adults.
These results show a reluctance to voice opinions in
forums or leave comments on blogs, which could indi-
cate the prevalence of Web 1.0, which is essentially
based on information-gathering. In addition, Table 1
shows that the Chi-square hypothesis contrast is signi-
ficant to 95% confidence, indicating dependency
among the variables defining the sub-groups adults and
elders and participation in Internet forums. The corre-
lation score obtained through the Contingency
Coefficient was .436 (significant).

As for participation in a chat or on Skype, option 1
(Frequently) increased in both groups, with the adults
standing out clearly. The Skype tool appears to enjoy
great popularity and its use has been increasing in the
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professional sector. Elders are also keen users, an indi-
cation of their progressive inclusion in the technologi-
cal world.

Additionally, table 1 shows that the Chi-square hy -
pothesis contrast is significant to 95% confidence, indi-
cating dependency among the variables that define the
sub-groups adults and elders and participation in a chat
or on Skype. The correlation score obtained through
the Contingency Coefficient was 0.457 (significant). 

3.2. Technology dimension
The technology dimension entails the develop-

ment of three abilities: “Ability to correctly use commu-
nication tools in a multimedia and multimodal environ-
ment. Ability to adapt technological tools to the com-
munication objectives sought. Ability to create and
manipulate images and sounds being conscious to how
representations of reality are constructed” (Ferrés &
Piscitelli, 2012: 79).

The item chosen for its comparison was “In the
case that the Internet is used, what do you use it for?:
Reading a digital newspaper, shopping, electronic ban-
king, downloading of films, e-books and downloading
of music”, using a Likert scale comprising five options
(1=Daily); (2=Sometime during the week); (3=
Sometime during the month); (4=Once in a while);
(5=Never).

The distribution of the responses shows clearly
that Internet shopping is beginning to become an acti-

vity that needs to be taken into account in these popu-
lations. Figure 3 shows that option 4 (Once in a while)
stands out in the adult group. This is also true for the
over-55 group, although to a lesser degree. The Chi-
square test was also significant at 95%, as shown in
Table 1. The degree of dependency between both
items was measured through the Contingency
Coefficient, which - although low - was found to be
significant (C=0.392).

Regarding electronic banking, although the ban-
king sector is pushing clients at present to carry out
their transactions on Internet and using automated
teller machines, the distribution of the answers shows
that some reluctance persists (Figure 4) since option 5
(Never) stands out as the distribution mode in both the
adult and elder groups.

Table 1 shows that the Chi-square test was signi-
ficant to 95%. The degree of dependency between
the items was measured using the Contingency
Coefficient and proved significant (C=0.237).

The results relating to download content merit
special attention as they are particularly relevant when
a stratification by age is performed. This stratification

was more precise than the simple adult-elder dichoto-
mization and was especially true for the age-group
sub-populations [18-30], [31-45] and [46-55].

As expected, the 18-30 year old segment was cle-
arly distinguished from the others, with a higher fre-
quency of movie downloads, music material and elec-
tronic books.

More specifically, 65.4% of downloads by this seg-
ment were related to the aforementioned content,
compared to 23.8% and 14.7% of said content in seg-
ments [31-45] and [46-55], respectively.

3.3. Indicators of the Production and Programing
dimension

This dimension is characterized by the human abi-
lity to select significant messages, internalize them and

Figure 1. Participation in Internet forums.

Figure 2. Participation in chats or Skype.

Figure 3. Shopping on the Internet.
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transform them in order to produce new meanings,
share and disseminate information. The item selected
as being representative of this dimension, together
with the response options, was “Before entering per-
sonal data (credit card, e-mail, phones, etc.) on the
Internet, when shopping, downloading a program, or
registering for an electronic service, for online banking:
1. I let myself be carried away by the professional
aspect of the site; 2. I trust my personal instinct; 3. I
seek comments and opinions from friends or acquain-
tances; 4. I would not trust any sites; 5. No opinion”.

The percentage analysis of said question showed
that distrust prevailed in adults and elders when ente-
ring their personal data, with percentages of 29.9% for
adults and 45% for elders (Figure 5).

The Chi-square test was found to be significant to
95%, as shown in Table 1, and the degree of depen-
dency between both items was measured through the
Contingency Coefficient, which was found to be sig-
nificant (C=0.374).

This same item, analysed as a function of the adult
age segments, showed that the 31-45 age group was
the sub-population that was most convinced by the
professional look of the site visited (7.9%), while
18.9% of the adults from the first age segment [18-30]
preferred to seek out comments from friends or
acquaintances. Surprisingly, 15.7% stated they did not
trust any site, a response that was not expected for this
age segment.

As for the results concerning electronic commerce,
elders showed - proportionally by age - greater distrust
when entering personal data (credit card number,
phone numbers, etc.) on the Internet while shopping,
etc.
3.4. Indicators of the Reception and Interaction
Dimension

This media competency dimension refers to the
active stance on interaction with screens, and is
thought of as an opportunity to construct a more fulfi-
lling citizenship, as well as the knowledge of the legal
possibilities of registering complaints.

In the more critical and participative dimensions of
communication media, education level was found to
be particularly relevant when consideration was given
to the stratification by age range of the adults [18-30],
[31-45] and [46-55]. The contrasting of the item
“Have you used the Internet to communicate with
government authorities? (1=Yes, in the past year);
(2=Yes, in the last three months); (3=No, never)”
showed that the level of education positively influen-
ced communication with and complaining to govern-
mental institutions (20.2% of adults with a university
degree had used the Internet in the past year). The
Chi-square contrast was found to be positive with a
Contingency Coefficient of C=0.275).

As for employment status, the results indicated that
the unemployed made most use of Internet to commu-
nicate with public authorities. The results from the
elder group are especially interesting: in this group,
those who had recently used the Internet to communi-
cate with the authorities held a university degree.

The Chi-square contrast (34.3%) defined the rela-
tionship between using Internet to register a com-
plaint/communicate with the authorities and the level
of education as being significant. Staying “in touch”,
keeping feeling young and alert etc reflect a struggle
against a general fear: social death, “social apartheid”.

3.5. Indicators of the Ideology and Values
Dimension

This dimension is related to the ability to harness
the new communication tools to transmit values and to

contribute to the improvement of one’s surroundings,
through social and cultural engagement.

The results of the contrast of the item: “Do you
use any type of media (email, blog, etc.) to send mes-
sages or to validate actions that could contribute to the
improvement of the social environment where you
live? (1=Yes, often); (2=Yes, sometimes); (3=No)”
showed that option 1 (Yes, often) was prominent for

Figure 4. Use of electronic banking.

Figure 5. Degree of confidence in the Web.
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6adults from the first two age segments with the follo-
wing percentages: [18-30] (12.6%), [31-45] (11.6%).
For its part, option 2 (Yes, sometimes) obtained the
following percentages: [18-30] (18.4%), [31-45]
(13.1%). These options decreased significantly among
adults from the third age segment [46-55], reaching
percentages of 4% and 6.9%, respectively, with option
3 (No) standing out.

This result could indicate that digital citizenship
does not come solely from knowing how to use the
media, but also knowing the latter’s value for contribu-
ting to the improvement of one’s social surroundings.
In this regard, adults below 46 seemed most aware of
the need to use this technology to transmit values and
to actively collaborate in the improvement of society.

In the elder group, responses 1 (Yes, often) and 2
(Yes, sometimes) increased with level of education:
9.4% of those with a university degree chose the first
option, and 11% of those with a university degree
chose the second.

3.6. Indicators of the Aesthetic Dimension
The aesthetic dimension relating to media compe-

tencies, with indicators such as awareness in recogni-
zing a media production, appeared not to differentiate
between the sub-populations analysed. 

More specifically, the analysis of item “When
deciding on a media type, do you take into account
what it communicates, or when choosing, do you give
value to formal and aesthetic aspects?” did not produ-
ce sufficiently clear differences to be considered statis-
tically significant.

4. Discussion and conclusions
The general aim of this research was to compare

the level of media competency between the adult
population of Andalusia (aged 18-55) and the over-55
population, taking into account the six dimensions esta-
blished by Ferrés and Priscitelli (2012). The results
show that the adult population aged 18-30 evidenced
superior knowledge regarding the use of social net-
works and the array of resources and applications avai-
lable on the web and mobile devices. This subset of
the population had the highest levels of competency in
the “interaction” and “language” dimensions therefore.

However, it should also be noted that this group
was not competent when defining media literacy as a
skill or concept that transcends strictly technical and
interactive dimensions to be defined under critical and
ethical dimensions. Adults above 30 were more able
and developed more possibilities in terms of the pro-
duction and programming dimension of media compe-

tency that communication media offer (reflection,
analysis, creation), even though broadly-speaking this
population sub-group had lower levels of media com-
petency.

As for those aged 55 or more, in agreement with
Agudo, Fombona and Pascual (2013), the results of
the study showed that fewer tended to use ICTs com-
pared to the rest of the population.

Likewise, Nimrod (2016) –who conducted a
study based on a European poll of 1,039 Internet users
above 60– also found that elders were more keen to
use traditional communication media than new social
communication media and also preferred synchronous
communication over asynchronous communication.

Concerning the relationship between socio-demo-
graphic variables and the levels of media competency
of the population groups studied, the analysis showed
the influence of schooling and education on the levels
of media competency acquired. A direct relationship
between elders’ level of education and their commu-
nity engagement is seen. Similarly, the ability to har-
ness ICTs to transmit values and for social and cultural
engagement was also directly related to the level of
education in the elders’ group. We agree with Cruz,
Román and Pavón (2015) that UPAs which are
dependent on Universities should, with prior agree-
ment, develop the media competencies of elder stu-
dents and thus help palliate the socio-economic diffe-
rences in access to ICTs and multimedia communica-
tion that have come to light in the present study.

Among those older than 55, media competency in
its more critical and participative dimensions signifi-
cantly decreased with age. There was a direct rela-
tionship between income bracket and level of media
competency. The most popular activity was searching
for information on the web and communication with
other individuals. Respondents were less secure with
respect to operations related to shopping or electronic
services, although a keen interest in and level of use of
computer applications such as email or Facebook was
shown by this group. Along the same lines, recent stu-
dies (Vošner, Bobek, Kokol, & Krečič, 2016) have
shown that age, gender and education are significant
and have a direct or indirect effect on the use of social
networks online by older active users of the Internet.

The present research also addressed the so-called
digital divide, with the aim of defining possible lines of
action to guide the different population groups accor-
ding to their needs. The study has found that the pre-
sence of a digital divide was significant among the peo-
ple of Andalusia. Considerable differences were
found when employment, salary and the education



status of Andalusian citizens were related with the
level of literacy required to perform activities using
communication media. In agreement with these
results, the study by Öngün and Güder (2016) reveals
that older adults from two different social strata sho-
wed different degrees of loneliness with a significant
relationship between the ways of using technological
media.

Lastly, a systematic and detailed review of the sub-
ject at international level, with regard to the use of
communication technology by adults and elders (in the
most technological dimension, which was significant
among both population groups, as well as the dimen-
sions of language, ideology and values, production and
reception processes), has helped highlight the need for
the population of Andalusia to harness information
technologies as a medium that could propitiate both
the instrumental use (technical abilities) and social use
(critical reflection and social responsibility abilities) of
such media. This would allow adults and elders to
take advantage of communication technology for social
integration and for opportunities to develop their skills.
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