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 Media literacy is a competency needed for success in the 21
st
 century yet a clear 

purpose does not exist that is useful in curriculum design. The purpose of this study was 

to investigate a combined (eclectic) approach to media literacy education according to 

selected international media literacy organizations. Determining an eclectic approach 

from subject area experts will be useful in designing and integrating media literacy 

curriculum. 

 Methodologically, this study was a qualitative content analysis and is thematic in 

nature using a constant comparative method of analysis. Supporting frameworks were 

established through standards based curriculum development and Schwab’s (1969, 1971, 

1973, 1983) ideas of practical deliberation. Purposive heterogeneous sampling was 

utilized in identifying media literacy organizations from countries considered leaders in 

media education. This included organizations from Australia, Canada, and the United 

Kingdom. 
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 The primary approaches throughout all identified countries include an arts, 

critical, literacy, protectionist, and tool approach to media literacy. Through the process 

of curriculum deliberation, it is necessary to reconcile these approaches into one eclectic 

approach. Although individual subject areas may focus on one approach, it is important 

to consider all approaches equally during curriculum deliberation.  

 In comparing an eclectic approach to Florida language arts standards (modeled 

after the Common Core State Standards), it was discovered that an eclectic approach to 

media literacy is not present. These standards focus almost exclusively on a literacy 

approach despite state statue requiring the full integration of media literacy. Language 

arts standards also remain focused on print media despite acknowledging that students 

should be prepared for success in the 21
st
 century. This is a media saturated world and 

every subject should implement media literacy principles and approaches that prepare 

students to succeed in it.
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CHAPTER 1. INTRODUCTION 

Background 

Media literacy is a relatively new field (Banerjee & Kubey, 2013) and there is “no 

universal agreement on what it is” (Penman & Turnbull, 2008, p. 1). As such, it is 

beneficial to begin this study with a brief description and background of media literacy. 

Media literacy is commonly defined as the ability to access, evaluate, and communicate 

(produce) media in a variety of forms including print and nonprint texts (Considine, 

2009, p. 472; Penman & Turnbull, 2008). Historically, media has been print-based as 

audio media (i.e., radio) was not widespread until the early 1900s and video media (i.e., 

television) did not take off until the mid-1900s. 

The progression of radio and television appears slow compared to the arrival of 

social media via the Internet and the World Wide Web beginning in the last decade of the 

1900s and into the 21st century. Dawson (2013) demonstrated the staggering influx of 

social media outlets available on the Internet through broadband, cellular, and satellite 

signals using stationary and mobile devices. With this incredible variety of 

communication outlets, it is no wonder that traditional print media outlets have been in 

decline. This includes a decrease in the percentage of audience for traditional media with 

the Internet having the largest growth as a primary news source (Pew Research Center, 

2013). Not only have consumers radically changed their primary media outlets, but they 

also are “changing the dynamics of the process itself” (Mitchell, 2014, Six Major Trends 
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section, para. 3) from a passive to participatory audience through interacting with and 

creating original media communications. 

Media literacy education recognizes that it is no longer sufficient to be literate in 

only print media and that ideas of literacy must expand to audio, video, and visual media 

(Considine, n.d.). A media literate person is able to access, decode, evaluate, analyze, and 

produce both print and various electronic forms of media (Aufderheide, 1993). Put 

another way, media literacy involves the process of “critically analyzing and learning to 

create one’s own messages in print, audio, video, and multimedia” (Hobbs, 1998, p. 16). 

According to Yates (2004), all 50 states have some element of media literacy education 

in their standards while national standards, such as the Common Core State Standards 

Initiative (2014), also include aspects of media literacy. However, standards are not 

consistent between states (Schmidt, 2013; Thoman & Jolls, 2004). Educators often 

practice isolated aspects of media education without seeing the larger picture (Tyner, 

1991), and, in the academic field, no agreement exists on which standards or approaches 

of media literacy should be applied. Hobbs and Jensen (2009) from the Media Education 

Lab and Brigham Young University referenced the Core Principles of Media Literacy 

Education (National Association for Media Literacy, 2007a). Literat (2014) from the 

Annenberg School of Communication and Journalism referred to 12 new media literacy 

skills developed by Jenkins, Purushotma, Weigel, Clinton, and Robison (2009). Lastly, 

Wood (2009), a master’s student at the University of Denver referred to both the Key 

Questions of Media Literacy from the Center for Media Literacy (n.d.a) and Project Look 

Sharp’s 12 Basic Principles (Ithaca College, 2002). These are a small number of 

examples of the different standards referenced in media literacy academic literature. 
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In addition to a variety of principles of media literacy, there is also a variety of 

approaches. Prevalent approaches of media literacy include a critical approach 

(Burroughs, Brocato, Hopper, & Sanders, 2009; Gainer, 2010; Kellner & Share, 2007a, 

2007b), a protectionist approach (Banerjee & Kubey, 2013; Huesmann, Eron, Klein, 

Brice, & Fischer, 1983; Kupersmidt, Scull, & Austin, 2010; Scull, Malik, & Kupersmidt, 

2014; Tyner, 1991), and a media arts approach (Kellner & Share, 2005; National 

Coalition for Core Arts Standards, 2014; Tyner, 1991). Aufderheide (1993) noted that the 

variety of approaches to media literacy is a direct result of the historically decentralized 

U.S. education system. Lack of centralized control has presented problems in the 

organization of teacher training, in the acceptance of social and political change (Hobbs, 

1998), and in the development of projects motivated by individual interest (Aufderheide, 

1993). G-M. Chen (2007) went further, stating that the decentralized education system 

makes it “unrealistic to expect the United States to develop a national curriculum or 

policy for media education” (p. 94). Aufderheide (1993) recognized the prevalence of 

diverse individual media literacy projects across the nation, but suggested that national 

media literacy associations, in 1993, had begun to alter this individualized landscape. 

Now, over 20 years later, it is apt to examine existing approaches to media literacy 

developed by national media literacy organizations. 

Statement of the Problem 

Media literacy education focuses too much on individual approaches while 

lacking a cohesive purpose (Silverblatt, 2001; Tyner, 2000) or, according to Penman and 

Turnbull (2008), different cultural and disciplinary context have made many different 

approaches and “assumptions about the nature and role of media” (p. 1). This is an 
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endemic issue in education as Sleeter (2005) wrote that curriculum specialists always 

have grappled with the purpose of a curriculum. Tyler (1949) began his most celebrated 

book stating “educational programs do not have clearly defined purposes” (p. 3), but fails 

to address the purpose of a curriculum using little more than cursory remarks. It is wrong 

to look for a fixed structure of knowledge within a field (Schwab, 1969). In media 

literacy, individual approaches first must be clearly identified and understood for 

diversity to be a source of strength in curriculum development (Hobbs, 1998). Tension 

from competing approaches may hinder media literacy collaboration while, historically, 

agreements on basic concepts have demonstrated greater collaboration among educators 

and media literacy organizations (Aufderheide, 1993; Hobbs, 1998). By articulating a 

clear sense of purpose, it does not mean that there must be a single universal approach to 

media literacy. The purpose of media literacy, similar to any subject matter, must 

recognize that multiple approaches are relevant depending on the uniqueness of the 

students, teachers, and milieu (Schwab, 1971). 

Combining multiple approaches is similar to Aristotelian views that no one 

principle can account for all action (Miller, 2011) or in the notion that in the field of 

education, there is no universal theory (Cronbach, 1975). This suggests a need for an 

eclectic approach that brings together multiple existing and separate approaches to media 

literacy. This has been attempted by other organizations concerning various modes of 

media. For example, the Association for Media Education in Scotland (2012) has a goal 

to “consolidate the various approaches and types of activities in film education, across 

sectors and settings” (p. 5). This is an attempt to correct the fragmented state of film 



 

 5 

education across Europe and is similar to the fragmented nature of media literacy in the 

United States. 

The lack of a consistent purpose to media literacy was recognized by Tyner 

(1991) over 20 years ago when she called for educators to join a common effort in 

establishing media literacy goals. Many organizations since have made efforts in 

establishing goals but not as a unified front. Similar to the original problem of teachers 

expressing individual approaches, there now are many media literacy organizations 

presenting various approaches to media literacy. Additionally, media literacy education is 

not as advanced in the United States compared to other areas of the world (Kellner & 

Share, 2005). Media literacy organizations within the United States do not always follow 

approaches to media literacy from countries that are considered leaders in media literacy 

education including Canada, the United Kingdom, and Australia (Considine, 2002; 

Fedorov, 2008; Guofang & Gut, 2011; Hobbs, 1998; Kellner & Share, 2005; Kubey, 

1998; Penman & Turnbull, 2008; Pungente, 1995). It is imperative that an eclectic 

approach to media literacy become established through experts from organizations in the 

identified leading countries. 

There is also a general unawareness of media literacy in the United States. With 

this lack of knowledge, it is no surprise that there has been little effort in creating media 

literacy curricula (Kellner & Share, 2005). Media literacy is embedded into many 

national and state educational standards; however, these standards often do not appear to 

follow concepts and approaches to media literacy (Thoman & Jolls, 2004). For 

curriculum development to progress, it is clear that “media education advocates must 

satisfy the needs of educators by articulating a clear sense of purpose” (Tyner, 2000, 
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para. 12). This must come from media literacy organizations because teacher training in 

media literacy is a known obstacle in that media literacy is often missing from 

educational programs altogether and, when present, often is comprised of single classes 

taught as a special interest of a professor (Kellner & Share, 2005). A clear sense of 

purpose is ideally the first step in the curriculum development process (Sleeter, 2005; 

Tyler, 1949; Wiggins & McTighe, 2006); however, since existing standards already are 

in place, it is important to continue the iterative curriculum development process and 

reassess existing standards in comparison to an established eclectic approach to media 

literacy. 

Purpose of the Study 

As media literacy struggles to establish itself as a respectable discipline (Hart, 

2001), this study investigated an eclectic approach to media literacy education according 

to selected national and international media literacy organizations. An eclectic approach, 

which is drawn from the compromise of existing competing approaches (Ramparsad, 

2001), helped unify media literacy as a discipline by establishing a starting point for 

curriculum development. Scholars have demonstrated that media literacy in the United 

States lacks a concept to unite existing conflicting approaches (Aufderheide, 1993). It 

was anticipated that an eclectic approach to media literacy would be discovered that is 

useful in the assessment of existing media literacy curriculum. With this in mind, this 

study was guided by the following research questions: 

 RQ1: When examining international media literacy organizations, what are 

the principal approaches to media literacy?  
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 RQ2: How can the principal approaches to media literacy constitute an 

eclectic approach? 

 RQ3: In what ways does an eclectic approach to media literacy correspond to 

media literacy integration in Florida’s language arts curriculum? 

Significance of This Study 

According to Elizabeth Daley, dean of the oldest film school at the University of 

Southern California, “the greatest digital divide is between those who can read and write 

with media, and those who can’t” (as cited in Van Ness, 2005, para. 8). This study is 

significant because media literacy is a necessary skill and area of study that is needed in 

order to be productive in today’s society. Determining an eclectic approach to media 

literacy will be useful in furthering the field by supporting the creation and evaluation of 

curriculum development. Currently, evaluation must be accomplished through the lens of 

a selected viewpoint of media literacy. By drawing on these competing views, an eclectic 

approach will create an overarching design for media literacy curriculum, one that is 

essential for any curriculum to be effective (Walker, 1971). Walker (1971) gave an 

analogy that, when looking at a car, the car should be recognized first over the individual 

parts making up the vehicle. Media literacy also must be recognizable, not by individual 

approaches, but by a recognizable design. The reality of the current educational field in 

the United States is that media literacy standards are being embedded into existing 

standards without the quality assurance of a unifying vision.  

It also is important to understand how the United States compares in relation to 

countries identified as leaders in media literacy education. By comparing the United 

States to other countries, we will better understand our own conception of media literacy 
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while identifying aspects to improve. This study accomplished this through the 

examination of media literacy organizations whose support of media literacy is important 

throughout all levels of education. Australia, Canada, and the United Kingdom developed 

media literacy approaches long before the United States and offer much to be learned.  

Supporting Framework 

 This study was guided by a theoretical and interpretive framework. Understanding 

the theoretical framework will permit readers to appreciate the researchers approach to 

media literacy curriculum. The interpretive framework describes the researchers approach 

to qualitative research. 

Theoretical Framework  

 The theoretical framework of this study revolves around Schwab’s (1969, 1971, 

1973, 1983) ideas of practical deliberation. The actual process of deliberation is used to 

create curriculum and includes the practical arts, eclectic arts, and values of 

commonplace. Ideally, existing media literacy curriculum should develop through 

practical deliberation by a group consisting of subject area specialists, teachers, students, 

administrators, community members, and a curriculum specialist. Schwab (1973) 

identified these categories of individuals as crucial in the creation of any curriculum. 

Deliberation. By examining media literacy organizations, this study primarily 

was concerned with the subject matter specialist’s role in the deliberation group. A media 

literacy specialist knows the subject best to develop concepts and approaches to media 

literacy. Other members of the deliberation committee would continue deliberations to fit 

content area concepts according to a specific milieu, student abilities and needs, teacher 

knowledge, and other factors leading to a finalized curriculum. Through the exploration 
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of media literacy organizations consisting of media literacy specialists, this study will be 

most significant in the discussion of media literacy as a subject matter; the purpose of 

media literacy; or, most importantly, as an approach to media literacy that reveals how 

media literacy should be established as a curriculum.  

Schwab (1973) described curriculum deliberation as a two-part cycle involving 

(a) the examination of theory for a curriculum and (b) application to a specific situation. 

This cycle repeats while looking for differences between theories and creating alternate 

choices, not ending until saturation of the topic has occurred. This study followed this 

cyclical process by (a) examining different approaches to media literacy and (b) applying 

approaches to a specified curriculum (i.e., Language Arts Florida Standards) (Florida 

Department of Education [FLDOE], 2015) that are discussed in the literature review. 

Media literacy curriculum will benefit by this type of cycle that leads to defensible 

conclusions as opposed to forced decisions (Walker, 1971). 

Values of commonplace. Values of commonplace include the teacher, students, 

subject matter, and milieu. These curriculum areas should be considered equally for 

relevant curricular thought (Schwab, 1973). When one commonplace is emphasized over 

another, an unbalance occurs that makes a curriculum less complete and often ineffective. 

This study focused on the subject matter commonplace. By comparing existing 

curriculum to an eclectic approach to media literacy, it was posited that an unbalance 

regarding the subject matter commonplace, if one exists, will be discerned in the 

Language Arts Florida Standards (FLDOE, 2015).  

Practical arts. The practical arts were Schwab’s (1971) starting point for 

curriculum thought. Schwab took a bottom up approach, similar to the approach 
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advocated by Elmore (1979), which first examines and assesses practical considerations 

of curriculum as opposed to first examining a theory. In examining curriculum, the 

practical arts include a process of recognizing a curriculum issue, diagnosing the 

problem, discovering alternate solutions, choosing from alternate solutions and creating a 

plan of action, and deciding when to stop deliberations for implementation. The current 

study, recognizing a lack of cohesion in a purpose of media literacy (Tyner, 2000), was 

concerned with the next steps of curriculum examination involving diagnosing the 

problem and discovering alternate solutions. Maintaining practice and implementation at 

the focus of curriculum design, this study attempted to determine if the lack of cohesion 

in media literacy can be addressed by an eclectic approach. This study followed these 

ideas by examining the purpose of media literacy. This is the first step in developing 

curriculum (Sleeter, 2005; Tyler, 1949; Wiggins & McTighe, 2006), in addition to 

focusing on existing standards that currently are being implemented. 

Eclectic arts. Schwab’s (1969, 1971) idea of the eclectic arts were designed to 

bring opposing theories together because curriculum should not be grounded from one 

particular view. This also applies when creating curriculum objectives in that no one 

point of view is adequate (Tyler, 1949). According to Shulman (2004), society should 

nurture competing views as “the more distant a view from the mainstream, the more 

likely that it contains a seed of truth absent from prevailing views” (p. 431). In the current 

study, this entailed combining various approaches to media literacy into an eclectic 

approach. This study then examined an eclectic approach to media literacy according to 

the practical arts, e.g., existing Language Arts Florida Standards (FLDOE, 2015). 
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There is no universal method to create curriculum and solve educational problems 

in the eclectic arts (Cronbach, 1975; Schwab, 1971). Therefore, through the eclectic arts, 

multiple approaches to media literacy are the ideal way to approach media literacy 

education while permitting no single approach to dominate. Schwab (1971) referred to 

this as a polyfocal conspectus that examines problems from more than one viewpoint 

(e.g., approaches to media literacy from the viewpoints of different national and 

international media literacy organizations). Schwab also pointed out that a polyfocal 

conspectus is particularly relevant when examining groups. Relevant approaches to 

media literacy are fostered by a polyfocal conspectus by considering different approaches 

in relation to individual curriculum. This follows Schwab’s (1969) view that the eclectic 

arts intersect the practical arts by considering both the regularities and particularities of a 

curriculum. 

Interpretive Framework  

 The current study demonstrated a postpositivism orientation to qualitative 

research. This entails that research should be, at least somewhat, replicable (Creswell, 

2013). This was accomplished in this study through the methodological design of content 

analysis in addition to systematic analysis, i.e., constant comparative (Glaser, 1965). 

Additionally, multiple perspectives should be employed. This was a core concept of this 

study in its attempt to discover an eclectic approach to media literacy while examining a 

variety of media literacy organizations. 

This study also reflected a pragmatic orientation to qualitative research. This was 

demonstrated by focusing on the outcomes (e.g., actions, situations, consequences) as 

opposed to a focus on understanding the previous condition (Creswell, 2013). In this 
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study, outcomes investigated from the media literacy organizations were applied to 

current media literacy standards as a first step in improving implementation in the 

classroom. 

Limitations and Delimitations 

The first limitation to note was researcher bias in that the researcher of this study 

teaches media literacy classes. Though media literacy is not as polarizing a topic as many 

other areas of study, this study discussed controversial information within the field and 

the researcher must attempt to remain neutral. An additional limitation involved minimal 

checks of validity where, as is common in qualitative content analysis research, data is 

analyzed by the researcher (Krippendorff, 2013; Kuckartz, 2014). This study attempted to 

reduce this limitation through the implementation of constant comparative data analysis. 

This study had several delimitations. The first was that only documents published 

online from the selected media literacy organizations were examined. It was presumed 

that documents available for public consumption reflect the organizations values, as 

opposed to documents that purposefully were not placed online. A second delimitation 

was that only media literacy organizations from Australia, Canada, and the United 

Kingdom were included for investigation in addition to the United States. These countries 

were selected for their identification as leaders in media literacy (Considine, 2002; 

Fedorov, 2008; Guofang & Gut, 2011; Hobbs, 1998; Kellner & Share, 2005; Kubey, 

1998; Penman & Turnbull, 2008; Pungente, 1995). This excluded media literacy 

organizations that may have relevance to media literacy education in the United States 

(countries with similar geography, education, or culture, for example) or that may be 

dissimilar, which might foster a more diverse viewpoint. A final delimitation was the sole 
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inclusion of organizations that demonstrate basic concepts of media literacy in their 

organizations mission. This includes the “ability to access, analyze, evaluate, and 

effectively communicate in a variety of forms including print and nonprint texts” 

(Considine, 2009, p. 472). This definition of media literacy was selected for its general 

acceptance by media literacy professionals and for its neutral tone. By including this 

delimitation, it was anticipated that organizations whose primary mission does not 

include media literacy, and thus may not be media literacy experts, would be excluded. 

Future researchers might consider examining approaches to media literacy without these 

delimitations placed on this study. 

Definitions 

 The following terms are defined to assist the reading and understanding of this 

study. Terms have been selected because of their importance to this study and likelihood 

of conflicting perspectives. 

 Approaches to media literacy indicate “how” and “why” media literacy should be 

taught (Kellner & Share, 2007c). The current study began with Kellner and Share’s 

(2007c) approaches as a starting point and identified a critical, literacy, media arts, and 

protectionist approach. Media literacy definitions, principles, standards, and identified 

purposes often indicate approaches to media literacy. 

 Critical approach: A critical approach is one of the identified approaches of 

media literacy and was included in the definitions section to avoid confusion with critical 

thinking and critical theory. (It should be noted that this study was not based on a critical 

theory framework.) In this study, a critical approach was related closely to a cultural 

studies approach, which examines institutions, culture, and economics that influence 
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media for the purpose of active citizenship in a participatory democracy (J. Lewis & 

Jhally, 1998). The democratic participation and civic engagement perspectives guided the 

critical approach in this study as “critical literacy instruction emphasizes the democratic 

importance of progressive social change” (Hyslop-Margison & Pinto, 2007, p. 205). This 

descriptive definition was supported by Peters (1994) in that critical literacy requires a 

focus on the politics of culture while being transformative in nature. This is similar to P. 

Freire’s (1970/2012) concept of conscientization in critical theory that shapes and 

transforms both the individual person and their world, or to Searle’s concept of critical 

literacy in that people should take cultural action to improve and liberate themselves and 

their people (Lankshear & Knobel, 2009). 

 Critical thinking: This study relied on McPeck’s (1984) notion that the purpose of 

critical thinking involves determining the truth through thoughtful inquiry. This is similar 

to basic dictionary definitions of critical thinking referencing the ability to analyze and 

evaluate information (“Critical thinking,” 2015a, 2015b, 2015c), in addition to Paul and 

Elder’s (2006) definition of critical thinking involving analyzing and evaluating thinking. 

Similarly, media literacy experts espouse that critical thinking is regularly accomplished 

through questioning (Hobbs, 2004; J. Lewis & Jhally, 1998; Scheibe, 2004). In this study, 

critical thinking was viewed as the habit of questioning media in order to determine a 

truth and for transfer of knowledge to different situations and medium. 

 Eclectic approach: The term eclectic is defined by Merriam-Webster online as 

“composed of elements draw from various sources” (“Eclectic,” 2015a). Oxford 

Dictionaries online defines eclectic as a philosopher “who did not belong to or found any 

recognized school of thought but selected such doctrines as they wished from various 
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schools” (“Eclectic,” 2015b). It was in this sense this study attempted to describe an 

eclectic approach to media literacy; one that draws from existing schools of thought 

regarding a purpose of media literacy or, according to Schwab (1969), one that brings 

together competing views. 

 Literacy (see definition of “Traditional literacy”). 

 Media literacy is the ability to “access, analyze, evaluate, and effectively 

communicate in a variety of forms including print and nonprint texts” (Considine, 2009, 

p. 472). This builds upon traditional literacy as an area of expertise in media (“knowledge 

that relates to a specific subject”) and as a communicative capability (“the ability to read 

and write”) pertaining to multiple forms of media including audio, print, video, and visual 

(non-print) media. Considine’s (2009) definition complements other popular variations 

including definitions by the National Association for Media Literacy Education (2015) 

and the definition produced by the 1992 Aspen Media Literacy Conference (Aufderheide, 

1993). 

 Traditional literacy refers to what is commonly called “literacy.” Literacy is 

defined by Merriam-Webster online in two ways: “the ability to read and write” and 

“knowledge that relates to a specific subject” (“Literacy,” 2015). 

Outline of Study 

 The remainder of this study includes a literature review and methodology chapter. 

The literature review focuses on discussing current media literacy research and 

scholarship in order for key terms, ideas, and concepts relevant to the proposed studies 

research questions to be revealed and understood. Figure 1 displays how the literature 

review fits within the proposed studies theoretical framework. Schwab’s (1971) idea of 
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the eclectic arts was integrated with an eclectic approach to media literacy. The practical 

arts were incorporated into the skills, pedagogy, and policy, representing a bottom-up 

approach to curriculum development. The individual aspects of the practical arts also 

represented values of commonplace. Finally, the methodology chapter covers the 

procedures for conducting and analyzing the proposed qualitative content analysis.  

 
Figure 1. Literature review structured within theoretical framework. Demonstrates the 

relationships between the proposed studies theoretical framework and literature review. 

The focus of this study was on media literacy organizations that help constitute the 

subject matter commonplace and their role in an eclectic approach. 
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CHAPTER 2. LITERATURE REVIEW 

Introduction 

Being able to read and write with media represents a great digital divide in 

today’s society (Ness, as cited in Silverblatt, 2014) as people now receive the majority of 

their information from a wide variety of visual, audio, and multimedia sources (Kellner & 

Share, 2007a). Media literacy, commonly defined as the ability to “access, analyze, 

evaluate, and effectively communicate in a variety of forms including print and nonprint 

texts” (Considine, 2009, p. 472), is an emerging field (Banerjee & Kubey, 2013) and only 

recently has been embedded in national and state educational curriculum, standards, and 

policy in the United States. Unfortunately, media literacy education is informed primarily 

by theoretical work and lacks consensus of a purpose of media literacy to inform and 

develop curriculum. Defining a purpose of a field is often considered the first step in 

curriculum development (Sleeter, 2005; Tyler, 1949; Wiggins & McTighe, 2006) and 

should be informed by examining a variety of approaches, or what Schwab (1969) refers 

to as the eclectic. 

This literature review is presented to understand the context and establish media 

literacy as the area of study. The literature review lays a foundation of existing research 

in addition to identifying key terms and supporting studies that were relevant when 

examining the proposed studies research questions. Research questions for this study 

included:
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 RQ1: When examining international media literacy organizations, what are 

the principal approaches to media literacy?  

 RQ2: How can the principal approaches to media literacy constitute an 

eclectic approach? 

 RQ3: In what ways does an eclectic approach to media literacy correspond to 

media literacy integration in Florida’s language arts curriculum? 

The remainder of this extended introduction will discuss situating current media literacy 

education, international perspectives, media literacy organizations, and the current 

study’s research strategy and organization. 

Situating Current Media Literacy Education  

Media literacy education in the United States is a relatively young field, with the 

first graduate program in media literacy introduced in 2000 at Appalachian State 

University in North Carolina (Considine, 2002). Media literacy traces its roots to the 

communication field with the work of Marshall McLuhan, who is a recognized pioneer in 

media education (Jolls & Wilson, 2014) with his idea that the medium through which 

media is communicated plays an important role in the meaning in the message (McLuhan 

& Fiore, 1967). Hence, the book’s title “The Medium is the Massage” serves as a 

foundational concept in media literacy that examines the uniqueness of each type of 

media. 

Jolls and Wilson (2014) credited Len Masterman and Barry Duncan, from 

England and Canada, respectively, as the founders of current media literacy. According 

to Considine (2002), media literacy was seen as a form of protection from perceived 

dangerous media effects (e.g., influence of tobacco advertising). Media literacy 
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somewhat transitioned to include the popular arts while maintaining a protectionist focus, 

and finally moved toward a way to shape reality leading to a critical influence and focus. 

This progression of media literacy is seen in the work of Kellner and Share (2005, 2007a, 

2007b, 2007c) as they identified critical, literacy, media arts, and protectionist 

approaches to media literacy education. Although Kellner and Share (2005) advocated 

focusing on a critical approach, their descriptions and definitions of these various 

approaches were incorporated in the current study for the examination of an eclectic 

approach to media literacy education. 

Media literacy has evolved from a variety of fields “including curriculum and 

instruction, library science, social studies, health education, and language, reading, and 

exceptionalities” (Considine, 2002, p. 11). In addition to these and other fields, media 

literacy has evolved from and shares elements with other types of literacies. Selections of 

other literacies contain common elements with media literacy that has contributed to a 

diverse field. Various dilemmas now exist in media literacy education because of the 

diverse development. Potter (2010) and Hart (2001) described issues in determining a 

purpose of media literacy. In Hart’s qualitative case study in the United Kingdom 

investigating teachers’ purposes of teaching media, he discovered that unclear purposes 

and objectives created problems integrating media. Potter (2010) suggested that media 

literacy scholars necessarily do not differ on purposes of media literacy but rather 

disagree on aspects of media literacy that should be emphasized. Yates (2004) indicated 

disagreement on how to implement a media literacy curriculum, while Kubey (1998) 

established that educators constantly are recreating media literacy objectives and material 

that already have been developed by others. Walker (1971) also identified objectives as 
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an issue, stating that they are a diversion from teaching or an afterthought at best. 

Additional debates have focused on the benefits of integrating media literacy into other 

subject areas (Hobbs, 1998).  

Table 1 compares other literacies in how they overlap with media literacy and 

includes important tenets the scholars identifying these other literacies.  

 

Table 1 

Other Literacies and Their Relation to Media Literacy 

Literacy Important Tenets Proponents Overlap with Media Literacy 

Aesthetic/ 

Visual 

Examining visual works 

through the critical look at 

aesthetic qualities 

Hillyer and 

DeFrank (2007); 

Stankiewicz 

(1997) 

Important aspect of media 

production when making choices, 

designing, and communicating 

media messages 

Cultural & 

Critical 

Recognition that literacies 

change with the demands of 

society along with those in 

power; people have a 

democratic responsibility to 

enact change 

Kellner and Share 

(2005) 

Recognition of the importance of 

diversity and democratic 

participation in analyzing, 

consuming, and producing media 

Information Focus on research skills Gendina (2013); 

Lau (2013); Lee 

(2013); UNESCO 

(2013); Weiner 

(2011) 

Research skills are the first step in 

accessing media in addition to 

sharing critical thinking skills in 

evaluating information and media 

Multiliteracy Groups other literacies 

together in recognition that 

we live in an era of 

technological revolution 

Kellner (2001); 

Koltay (2011);  

M. Walsh (2010) 

Supports multiple types of media 

while sometimes supporting a 

multicultural, critical point of view 

Technology/ 

New Media 

Knowledge and ability to 

use existing and new 

technologies 

Bower, Hedberg, 

and Kuswara 

(2010); D. Chen, 

Wu, and Wang 

(2011); Gruba 

(2006); Hobbs 

(2010); Lin, Li, 

Deng, & Lee 

(2013) 

Media literacy uses technology as a 

medium for accessing and 

producing a wide range of media 

 

 

 

Though there are many different dilemmas involving media literacy education, 

the common element of these concerns revolve around media literacy curriculum. 
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Although this study did not directly focus on creating a uniform media literacy 

curriculum, the result of prompting practical classroom change is important and is 

discussed in Chapter 5. Identifying a purpose involving an eclectic approach to media 

literacy from national and international media literacy organizations is the first step in the 

curriculum development process through which the establishment of a media literacy 

curriculum is more possible. 

International Perspectives  

 Aufderheide (1993) predicted that the influence of other nations would be 

important for the growth of media literacy in the United States. There are several reasons 

why looking internationally for approaches to media literacy is important. First, Canada, 

Australia, and the United Kingdom have been identified as leaders in media literacy 

education (Considine, 2002; Fedorov, 2008; Guofang & Gut, 2011; Hobbs, 1998; Kellner 

& Share, 2005; Kubey, 1998; Penman & Turnbull, 2008; Pungente, 1995). For media 

literacy education to improve in the United States, it is important to measure against these 

identified leading countries. Educational systems in these countries also have given 

priority to media literacy within their curriculum (Association for Media Literacy, 

2016c). Second, the Unites States has a history of collaborating with other nations and so 

excluding media literacy organizations from other countries would make establishing an 

eclectic approach to media literacy incomplete.  

Canada, Australia, and parts of the European Union including the United 

Kingdom have long recognized the important role media literacy plays in education while 

also ensuring media literacy is a priority in public policy. According to O’Neil (2010), 

the Commission of the European Communities has “made media literacy a cornerstone of 
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the current regime” (p. 237). When compared to the United States, these countries have a 

richer history in integrating media literacy standards into educational policy. 

 According to Friedman (2007), media resources including technology, 

communications, politics, and education cannot be bounded geographically. Researchers 

regularly use international organizations to support their position of media literacy. For 

example, the United States and the United Kingdom collaborated on curriculum for 

television instruction in the 1950s and 1960s (Yates, 2004) and an international 

collaboration by UNESCO created a critical viewing skills framework in 1962. Media 

literacy organizations themselves have borrowed ideas from international sources. For 

example, the Center for Media Literacy (CML) in Canada uses many of Masterman’s 

(1989) concepts of media literacy when creating their core concepts of media literacy; 

however, CML also based the third core concept on work from the Birmingham Centre 

for Contemporary Cultural Studies in the United Kingdom (Kellner & Share, 2005). Even 

the National Association of Media Literacy Education (2007a), one of the leading media 

literacy organizations in the United States, acknowledges that their work is drawn from 

organizations and scholars from Australia, Canada, and the United Kingdom.  

 Tyner (1991) suggested that “U.S. media educators could learn much from our 

international colleagues” (Overcoming Barriers section, para. 2), especially regarding 

U.S. infatuation with the newest technologies often having prominence over what other 

countries consider core principles of media literacy in both media awareness and literacy 

(Lederer, n.d.). As the premier producer and exporter of media, media literacy is 

particularly difficult to implement in the United States with its extremely commercialized 

culture (Aufderheide, 1993). 
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Worldwide, media literacy education has been expanding for nearly 30 years. 

Countries such as Australia have mandatory media literacy education in kindergarten 

through 12
th

 grade, Ontario has had media literacy requirements for grades 7-12 since 

1987, and the United Kingdom has had thousands of students take media study exams 

since 1996 (Kubey, 1998). The Association for Media Education in Scotland (2012) has 

recognized a fragmented set of standards and goals in film education. Their solution, 

similar to the goal of this study for media literacy education, is to combine the variety of 

approaches into a common set of goals. Many of these countries have the benefit of 

having film and television media education since the early 1920s compared to media 

education in the United States beginning in the 1960s and 1970s (Hodgkinson, 1964; 

Yates, 2004). 

A final note concerning an international perspective concerns the differences in 

teacher autonomy between the United States and other countries. Kozolanka (2009) 

attributed the success of Australian media literacy curriculum to teacher autonomy. 

According to media educator Peter Greenaway Deakin University, “teachers in the US 

are treated as low-level ‘process workers’ who need to be given textbooks and told how 

to teach by others” (as cited in Kubey, 1998, p. 3). Kubey (1998) continued that the 

increased autonomy often develops with responsibility and innovation more easily 

outside of the United States. 

Media Literacy Organizations  

This study examined how selected media literacy organizations from Australia, 

Canada, and the United Kingdom advocate for media literacy education. Choices and 

reasoning for the specific media literacy organizations selected are discussed in detail in 
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the methodology section of this study. However, it is important to give a brief overview 

of media literacy organizations discussed in the literature. This will give credence to the 

selected organizations of this study while providing additional evidence of the need for 

an eclectic approach to media literacy. 

The importance of the development of standards and curriculum by experts in a 

field cannot be overemphasized. Berliner (2001) described experts in a field as being able 

to represent problems with more meaning, having more fluidity in planning, and more 

probable to take in a larger picture by working top down. Schmidt (2013) found it 

important for media literacy organizations to advocate for media literacy education 

throughout all levels of education. Schmidt came to this conclusion after conducting a 

quantitative study that found teachers perceived a lack of critical and analytical skills in 

students’ use of media, while only possessing basic skills in accessing media. Schmidt’s 

conclusion that experts should advocate for media literacy can be seen as a red flag in 

Florida where teachers outside the field of media literacy were selected to include media 

literacy standards. In a similar scenario in Australia where subject area experts from 

media and arts organizations reviewed new Australian curriculum documents, they found 

“major concerns about the number of contradictions, assertions and factual errors” 

(National Advocates for Arts Education, 2014, para. 3). Strong denunciations similar to 

this might be avoided by the inclusion of organizations as subject areas experts in the 

curriculum development process. 

 Media literacy organizations outside of the United States often demonstrate a 

hierarchical structure in their organization. For example, the Australian Teachers of 

Media (Project Guttenberg Self-Publishing Press, 2015) association has affiliated 
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associations throughout Australia including Queensland, Victoria, New South Wales, 

Western Australia, and Australian Capital Territory. The Council of Australian Media 

Education Organization is a media literacy organization consisting of one media teacher 

association from each state and one organization from New Zealand (Silverblatt, 2014). 

In Canada, the Canadian Association of Media Education Organizations is the 

overarching media literacy organization with locations throughout Canada (Jesuit 

Communication Project, n.d.a). Media literacy organizations in the United States do not 

demonstrate higher organizational structures within or between media literacy 

organizations, but do exhibit a greater focus on special interests (Penman & Turnbull, 

2008) including an emphasis on specific populations, types of media, locations, or a 

corporate component. Although this could already be viewed as part of an eclectic 

approach to media literacy, no structure exists with the eclecticism that is useful in 

curriculum development. Table 2 demonstrates the variety of special focus areas from 

media literacy organizations in the United States. 

  

Table 2 

Areas of Special Focus from United States Media Literacy Organizations 

Focus Organization 

Corporate Component Alliance for a Media Literate America (AOL, Time Warner, 

Discovery Channel, among others); National Alliance for Media Arts 

and Culture (The Andy Warhol Foundation for the Visual Arts, The 

McKnight Foundation, Microsoft, among others); Partnership for 21
st
 

Century Skills (LEGO Education, Disney Company, Cengage 

Learning, Crayola, Fisher-Price, Ford Motor Company, among 

others); The New Media Consortium (Adobe, Apple, Pearson, among 

others) 

 Table 2 (Cont.) 
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Focus Organization 

Location Citizens for Media Literacy (local Ashville, NC area); Gateway 

Media Literacy Partners, Inc. (Missouri, St. Louis); Grade the News at 

the School of Journalism and Mass Communications (California, Bay 

Area); Hands on a Camera (Utah, Provo) 

News Media Center for Media and Public Affairs  (news and entertainment); 

FactCheck.org (U.S. politics); Fairness and Accuracy in Reporting 

(media practice); Media Matters for America (misinformation in U.S. 

media); Media Research Center (balance in news media) 

Population About Face (women and girls); Appalachian Media Institute (people 

of Central Appalachia); Children’s Media Project (Mid-Hudson 

Valley and at risk kids); Marts Engine (students from participating 

colleges); Midwest Center for Media Literacy (Missouri students) 

Type of Media 911 Media Arts Center (digital); Action for Children’s Television 

(television); Alliance for Community Media (cable, Internet); 

Berkman Center for Internet and Society (cyberspace); Cable Impacts 

Foundation (cable); Center for Media and Social Impact (independent 

documentaries); Children’s Music Network (music); Citizens for 

Media Literacy (television); Commercial Alert (commercials); 

Community Film Workshop (film); Community Media Workshop at 

Columbia College (journalism); Educational Video Center 

(documentary video); Listen Up (video); Media Education Foundation 

(documentary films); Southwest Alternate Media Project (film) 

  

 Media literacy organizations are often formed through private and public 

relationships. Partnership for 21
st
 Century Skills (P21, n.d.) is an example of a 

public/private media literacy organization. P21 was founded in 2002 by a variety of 

organizations including the U.S. Department of Education, AOL Time Warner 

Foundation, Apple Computer Inc., and the Microsoft Corporation. P21 provides high 

publicity for media literacy as a key learning skill. However, its private influence has 

maintained a focus on workplace productivity. In doing so P21 lacks a social justice 

agenda (Kellner & Share, 2005) that is imperative to developing a critical approach to 

media literacy education. Non-profit organizations that directly support media literacy do 

not demonstrate similar effects of consumerism but do vary in their approaches to media 

literacy. The Association for Media Literacy (AML) in Canada emphasizes a critical 
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approach in their definition of media literacy whereas the CML in the United States does 

not (Kozolanka, 2009). 

 Media literacy organizations are often instrumental in the implementation and 

initial success of media literacy initiatives. In Ireland, the Irish Film Institute (2015) 

promoted media awareness while offering professional development opportunities for 

educators. The Teachers’ Association for Media Education (TAME) experienced success 

in lobbying and promoting media literacy education in the classroom (O’Neil & Howley, 

2002). Guofang and Gut (2011) described how the AML contributed to the successful 

creation of media literacy standards in Canada. AML also credits its advocacy work for 

integrating media literacy within language arts curriculum in Canada (Boles, 2013). This 

included developing teaching strategies for language arts teachers in partnership with the 

Canadian Ministry of Education, consulting with the Ministry of Education in developing 

and revising elementary and secondary level curriculum, and successfully integrating 

media literacy into every language arts course at the secondary level in Ontario. Finally, 

CML was instrumental in Canada’s development of the first mandatory media literacy 

program in North America (Wilson & Duncan, 2009).  

On a larger scale, Jolls and Wilson (2014) credited organizations such as 

UNESCO for supporting the global recognition and legitimacy of media literacy. 

Organizations heavily influenced media literacy even in the infancy of the era of radio 

and television. This included work by the National Council of Teachers of English in the 

development of listening skills, Education for the Wisconsin Association for Better Radio 

and Television’s work recognizing the importance of television media, and American 

Council for Better Broadcasts’ development of curriculum involving ideas of multi-media 
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literacy (Jolls & Wilson, 2014). The influence media literacy organizations demonstrate 

in promoting media literacy integration is evident. It is for this reason this study looked to 

media literacy organizations in examining an eclectic approach to media literacy. 

Research Strategy and Organization  

The remainder of this literature review includes three sections: (a) approaches to 

media literacy, (b) media literacy curriculum, and (c) educational policy. The approaches 

section discusses four common approaches found throughout media literacy scholarship. 

The curriculum section examines literature that focus on specific standards and skills 

necessary for application of approaches to media literacy. Finally, the section on 

educational policy discusses how political decisions and policy affect the creation and 

implementation of media literacy education. 

 The general key phrase “media literacy” was primarily used in searching for 

relevant literature. However, other subject areas were included for their shared 

components to media literacy education, including technology, communication, 

information, and library science topics. The primary strategy used to search the literature 

was an electronic search using SearchWiSE from the Florida Atlantic University library 

system. SearchWiSE searches digital and physical collections of journals, books, 

newspaper articles, and government documents, among other types of media. Primary 

collections accessed in the SearchWiSE database included the Educational Resources 

Information Center (ERIC), JSTOR, PsycARTICLES, and SAGE Knowledge. Additional 

searches were conducted using ProQuest Dissertations, Google Scholar, International 

Technology and Engineering Educators Association (ITEEA), Journal of Media Literacy 

Education (JMLE), SelectedWorks, and the International Journal of Learning and Media 
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(IJLM). Although peer reviewed articles were preferred, relevant articles from 

established media literacy sources that were not peer reviewed also were used. 

Qualitative, quantitative, and mixed method studies were selected for the literature 

review; however, the vast majority of scholarly works in media literacy are theoretical 

and conceptual pieces. It also was important to include international work in the literature 

review since this study was examining a purpose of media literacy from national and 

international organizations. 

A variety of search terms was used to locate relevant literature. Search terms fall 

into three main categories including media and closely related literacies, geographic 

locations, and educational components. Search terms including the general term “media” 

also were replaced with specific types of media (e.g., print, visual, audio, music, sound, 

film, television, screen). Table 3 lists the three general categories of information searched 

for as well as example search phrases. 

 

Table 3 

Search Categories and Example Key Words 

Category Key Words 

Media and closely 

related literacies 

media literacy, technology literacy, multimodal literacy, information 

literacy 

Geographic locations United States, Canada, the United Kingdom 

Educational 

components  

media curriculum, media, and language arts; media policy; Florida 

media policy; national media policy 

 

The only issue encountered while searching the literature involved not being able 

to access an occasional work. This issue was resolved by using Florida Atlantic 

University’s interlibrary loan system or purchasing the material when available. 
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Secondary citations of reference were used as a last resort when the original source could 

not be obtained practically.  

Approaches to Media Literacy 

The wide variety of approaches to media literacy represented in the literature 

demonstrates a lack of continuity. The lack of continuity is first demonstrated by the 

inability of scholars to create and use a common definition of media literacy. Potter 

(2010) described 23 distinct definitions of media literacy being implemented in the field, 

each implying a different approach. Some definitions focused on a literacy and skillset 

aspect of media literacy, including the definitions presented by the National Leadership 

Conference on Media Literacy and the National Communication Association. Other 

examples of approaches implied within definitions of media literacy include a focus on 

cultural aspects by the Coalition for Quality Children’s Media; a cognitive, critical 

thinking aspect by Silverblatt and Eliceiri (1997) in their Dictionary of Media Literacy; 

and a protectionist aspect by the Office of National Drug Control Policy. The approaches 

used by scholars and organizations are so varied that the Center for Media Literacy and 

the National Telemedia Council could not create a single definition. Both organizations 

instead created two distinct definitions of media literacy for dissemination. The cluttered 

approaches to media literacy go beyond these gleaned from media literacy definitions. 

According to Potter (2010), scholars add to the conglomeration of approaches, which 

range from looking at media literacy from a critical cultural perspective, as an 

interventionist, through textual interpretation, or even as a form of scholarly inquiry from 

various academic fields. 
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 Potter’s (2010) description of his own work, a state-of-the-scholarship essay, 

explicitly demonstrated this lack of cohesion in the media literacy field. Potter stated that 

his article unlikely would reveal definitive answers and did not focus on looking for a 

common approach to media literacy. This lack of looking for unifying approaches is 

rampant in media literacy scholarship, and does not lead easily to a clear focus of media 

literacy that is useful in a curriculum making process. Meanwhile, scholars continue to 

alter definitions of media literacy to suit their own work and struggle in understanding, 

fundamentally, the question of what is media literacy (Potter, 2010). Perhaps the most 

agreed upon definition of media literacy resulted from the Aspen Media Literacy 

National Leadership Conference in 1993, which defined media literacy as “the ability of a 

citizen to access, analyze, and produce information for specific outcomes” (Aufderheide, 

1993, p. 6). This definition too though can change, pending on the reader’s approach to 

media literacy. The changes in purpose of media literacy were predicted by Aufderheide 

(1993), who recognized that emphasis in media literacy varied from focusing on media 

analysis, directing production elements, studying the economics of media industries, 

understanding how media constructs public knowledge, to studying expression and 

aesthetic qualities of media. 

As a starting point, Kellner and Share’s (2007b) approaches to media literacy 

were utilized to investigate an eclectic approach to media literacy. These approaches 

were selected for their common appearance in media literacy definitions and use by 

leading media literacy scholars in addition to their historical presence in the development 

of media literacy (Considine, 2002). Table 4 compares the four approaches to media 

literacy by Kellner and Share (2007b), including noteworthy subcategories. Proponents 
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were organized by referenced use in this study, even though many advocate for multiple 

approaches. 

 

Table 4 

Comparison of Media Literacy Approaches 

Approach 

to Media 

Literacy 

Important Tenets Proponents Referenced Significant Subcategories 

Arts  values aesthetic 

appreciation of media 

and promotes self-

expression 

 media usage must 

consider an artistic 

dimension 

 focus on media design 

instead of content 

Aufderheide (1993); 

Chung and Kirby (2009); 

M. Freire and McCarthy 

(2014); Prewett and Stein 

(2009); Tyner (1991) 

 aesthetic appreciation and 

expression 

 appropriation approach 

 collaboration approach 

  programming approach 

Critical  media is not neutral 

 values the student voice 

to create own 

representation through 

empowerment 

 opportunity to actively 

resist injustices through 

social activism 

 transformative in nature 

Aufderheide (1993); 

Considine (2002); Davis 

(1992); Gruba (2006); 

Kellner and Share (2005); 

Peters (1994); J. Lewis 

and Jhally (1998); Prewett 

and Stein (2009); Tyner 

(1991) 

 active citizenship 

 cultural studies 

 democratic education 

 informed citizenship 

 media preparation 

 participatory democracy 

 radical democracy 

 social advocacy 

 user skills 

Literacy 

Focus 
 emphasizes a person’s 

ability to access, analyze, 

evaluate, and effectively 

produce media 

 producing media in a 

variety of forms 

 communicating for 

different audiences and 

purposes 

Considine (2002); Davis 

(1992); Norton and 

Hathaway (2010); 

Penman and Turnbull 

(2008); Prewett and Stein 

(2009); Tyner (1991); 

Vraga, Tully, and Rojas 

(2009) 

 critical thinking skills 

 media literacy as an 

instructional strategy 

 media preparation 

 news media education 

 producer skills 

 technology education 

Protectionist  hidden dangers exist in 

the media 

 media literacy addresses 

the addiction and 

manipulation of media 

regarding negative 

influences and behaviors 

Aufderheide (1993); 

Banerjee and Kubey 

(2013); Considine (2002); 

Davis (1992); Giroux 

(2002); Penman and 

Turnbull (2008); Prewett 

and Stein (2009); Tyner 

(1991) 

 consumer skills 

 critical thinking skills 

 focus on media intent 

 interventionist 
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Robertson and Hughes (2011) utilized these four approaches to develop an 

analytical framework to examine critical media literacy lessons from pre-service teachers. 

Part of their study included a content analysis of documents, similar to the content 

analysis of this study, where they added additional categories to Kellner and Share’s 

(2007b) original four approaches during data analysis. It was anticipated that additional 

approaches also would be identified while selecting and analyzing data in this study. 

Aufderheide (1993) echoed this view in her belief that “the range of emphases will 

expand with the growth of media literacy” (p. 9). In order to develop a foundation of 

media literacy approaches, the four identified approaches to media literacy are discussed 

next. 

Arts Approach  

An arts approach focuses on the appreciation of the aesthetic forms of media in 

addition to using media for self-expression (Kellner & Share, 2005; Tyner, 1991). 

Studying media as an art form was an early approach of media study in Europe while 

catching on in the United States beginning in the middle of the 20
th

 century (Prewett & 

Stein, 2009). M. Freire and McCarthy (2014) added to this approach by questioning what 

students contribute to the digital culture, aesthetic qualities of their media productions, 

and the motivation behind their artistic creations. Although Kellner and Share (2007a) 

presented a critique to this approach in favoring individualist expression that does not 

improve society’s use of media, this should be considered more of a reminder that an arts 

approach to media literacy should have an impact that includes and goes beyond the 

individual. Tyner (1991) described an arts approach often used in schools where resident 

artists work with at-risk students in video production activities aimed at self-expression. 
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She warned us that this type of confidence building through production expression is only 

successful when students also identify, analyze, and overcome “the daily erosion of 

human dignity in an unjust society” (Tyner, 1991, Media Arts Education section, para. 3). 

 The use of new media, which is aesthetically different when compared to 

traditional, analog media (M. Freire & McCarthy, 2014), displays an arts approach in 

moving beyond individual expression. M. Freire and McCarthy’s (2014) view of new 

media placed aesthetic considerations on networked communications, interactivity, and 

virtual reality. As a result of these new types of aesthetic qualities in media, a new visual 

media that utilizes senses beyond that of a visual tradition has emerged “to foster 

experiences that also engage the other senses” (M. Freire & McCarthy, 2014, p. 28). This 

has led to new approaches in the field of media art education including collaboration, 

appropriation, programming, and an intervention approach.  

The social, non-individualist, nature of these approaches demonstrates a 

counterpoint to Kellner and Share’s (2007a) warning on individual expression and 

reveals a variety of approaches within an arts approach. First, a collaborative approach 

involves the ability to use artistic skills in communities. This may involve art projects 

employing artists of various skills or working on an aesthetic design of a software 

interface. These communities often work in environments that engage other senses 

including sight, speech, and touch. Second, an appropriation approach explores the 

common use of remix and mashups in art. Although these are not new ideas, they are 

found more frequently in today’s media environment and, when combined with 

collaboration, force artists to address skills of giving up some control of their art (M. 

Freire & McCarthy, 2014). According to M. Freire and McCarthy (2014), an 
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appropriation approach also calls for an emphasis on relevant legal issues including 

copyright and intellectual property. Third, a programming approach emphasizes the role 

of programs in art as both a medium and form of artistic expression itself. M. Freire and 

McCarthy contributed need for basic programming skills to the growing open source 

platforms that can be used to generate artistic work from the code in addition to 

permitting the use of tools and processes for artistic manipulation. Finally, an 

interventionist approach is described as having the “potential for social agency through 

the use of digital media arts” (M. Freire & McCarthy, 2014, p. 30) and is often found 

using Internet technologies. 

Within an arts approach, the sub-approaches appear to be highly connected. An 

interventionist approach calls for the use of collaboration and would probably utilize a 

programming approach since it is based heavily on Internet technologies. The Internet 

also makes the creation and use of mashups and remixes more prevalent, which would 

call for an appropriation approach. It was anticipated that the similarities found in an arts 

approach also would be discovered when analyzing Kellner and Share’s (2007b) 

approaches to media literacy. This may be beneficial in leading to an eclectic approach to 

media literacy that has shared components instead of being too individualistic and 

disconnected. 

Critical Approach  

Kellner and Share (2005) promoted a critical approach to media literacy, stating 

that critical media literacy encompasses the other approaches. However, the logic of one 

approach having elements of the others can be used for the promotion of any selected 

approach. It should be recognized that, although approaches to medial literacy do rely on 
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each other, the purposes and focus of each approach offers a unique perspective. 

Currently, media literacy specialists in the United States are focused predominately on a 

critical approach; this is probably a result of advocating for a fresh approach to media 

literacy when an apparent focus of a protectionist approach became excessive (Tyner, 

2000).  

A critical approach to media literacy focuses on “cultivating skills in analyzing 

media codes and conventions, abilities to criticize stereotypes, dominant values, and 

ideologies, and competencies to interpret the multiple meanings and messages generated 

by media texts” (Kellner & Share, 2005, p. 372). This approach usually involves the 

promotion of democratic principles and becomes particularly important when two factors 

exist: a minority of groups dominates what is shown through the media, and media 

messages are accepted passively and without much critical inquiry (Kellner & Share, 

2005). 

Cultural studies and multicultural education have an important impact on a critical 

approach to media literacy; however, it is important to remember that media literacy does 

not only involve giving students a voice in creating their own representations, but also 

introduces opportunities for implementing action against oppressive forces (Kellner & 

Share, 2005). P. Freire (1970/2012) possibly would have supported this assessment, 

believing that the oppressed must first recognize its causes in order to take action to 

create new situations. A critical approach to media literacy places emphasis on taking 

action and, in this respect, shares goals with radical democracy. According to Kellner and 

Share (2005), both critical media literacy and radical democracy seek to foster democracy 

and democratic participation and are central ideas of a critical approach to media literacy. 
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A critical approach demonstrates a useful purpose, which Bruner (1960/1977) 

believed should be required of learning. However, careful attention should be observed 

that a “useful purpose” should not reflect what Hyslop-Margison and Pinto (2007) 

referred to as functional literacy. Functional literacy often emphasizes and promotes labor 

market expectations by focusing on employment skills instead of on democratic learning. 

A critical approach to media literacy must encourage an active rather than passive role 

while exploring elements, including oppositional readings, social criticism, debate, or 

even the exchange of simple dialogue.  

Critical literacy should prepare students for democratic and social change rather 

than accept the existing status quo (Hyslop-Margison & Pinto, 2007). In this regard, 

becoming media literate through a critical approach is important as it teaches individuals 

to improve the future of society, or, as P. Freire (1970/2012) would suggest, to help in the 

transformation of one’s world. Regarding the larger focus of media literacy though, one 

must ask if it should promote taking action to transform society. Hypothetically, is this 

the role of any subject matter, e.g., math, music, physical education? Regarding a critical 

approach to media literacy, themes such as democratic participation, multicultural 

education, cultural studies, civic engagement, and radical democracy were explored while 

examining an eclectic approach to media literacy according to international media 

literacy organizations. 

Literacy Approach  

 McLuhan and Fiore (1967) established the concept that the form through which a 

message is conveyed is as important as the content of the message itself. A literacy 

approach to media literacy is one that emphasizes a person’s ability to access, analyze, 
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evaluate, and effectively produce media in a variety of different forms to communicate 

effectively. Kellner and Share (2007a) referred to this approach as “media literacy 

education” (p. 61); however, using the term “literacy focus” is a more appropriate 

description since this approach attempts to broaden the ideas of traditional literacy. Much 

of the scholarly writing of this approach focuses on production aspects of media that 

recognize that all other approaches involve some form of production as an essential skill 

(Kellner & Share, 2005). According to some educators, students are not able to become 

media literate unless they specifically have experience producing media (Cheung, 2009; 

Hobbs, 1998). A literacy approach has much in common with technology education in its 

use of evaluating and producing media while requiring knowledge and training of 

technology skills. However, Tyner (1991) reminded us that technology education lacks 

an element linking technology to society. A literacy approach to media literacy, similar to 

technology education, is neutral in its outlook but stresses critical thinking skills in 

addition to practical expertise in order to become proficient in the sometimes 

controversial area of human communication. 

 A literacy focus can involve a wide range of skills revolving around the purposes 

of accessing, analyzing, evaluating, and producing media. Norton and Hathaway (2010), 

for example, studied the use of video production in classrooms as an instructional 

strategy. They found the high rates of multimodal interaction of teens to be a result of 

persistent multitasking to the constant stream of media (e.g., audio, video, print). Because 

of the use of multiple forms of media, Norton and Hathaway stated that teens cannot be 

considered media literate until they are able to partake in the creation of images, 

reporting news stories, designing web pages, and producing other forms of media. 
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Vraga et al. (2009) concentrated on a different aspect of a literacy focus. They 

view that the purpose of media literacy is to “teach students how to decode contextual 

media messages” (p. 71). Although their research is based specifically on news media 

literacy, their argument for critical thinking skills regarding media messages is an 

important component to a literacy approach to media literacy. In a democratic society, the 

ability to examine news critically in a non-biased way to make informed decisions is of 

particular importance (Vraga et al., 2009). Because of this, Vraga et al. viewed the ability 

to evaluate media messages as the most important and difficult component of media 

literacy and attempted to improve people’s ability to evaluate media in their research. 

Other approaches to media literacy became noticeable while examining a literacy 

approach. In addition to Norton and Hathaway (2010) making use of a literacy focus, 

their concentration on media literacy as an instructional strategy could become a useful 

addition to the approaches being discussed by Kellner and Share (2007b). Critical 

thinking skills and a news media approach also were important aspects to consider 

(Vraga et al., 2009). These ideas can be seen as subcategories of a literacy approach and 

were applied when reviewing documents from national and international media literacy 

organizations. 

Protectionist Approach  

 The United States historically has had a protectionist view (Prewett & Stein, 

2009), which attempts to “inoculate young people against the effects of media addiction 

and manipulation” (Kellner & Share, 2005, p. 372). When states include media literacy as 

part of their standards, it is common to find references to protectionist approaches 

(Scheibe, 2004); this has become more important to consider as young people receive the 
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majority of information, not from print, but from visual images, audio, and multimedia 

formats (Kellner & Share, 2007b). It is important to remember that being inundated with 

media does not mean that a person understands it (Considine, 2009), which is a probable 

reason why media often is blamed for teen pregnancies, the destruction of family values, 

rampant consumerism, and making children materialistic (Kellner & Share, 2007a).  

 Some scholars also believe that there is a need for protection from the excesses of 

capitalism. According to Giroux (2002), citizens are in the process of losing their 

personal identities in favor of the enticements of capitalism. This can be seen in college 

students who are selling their identities to corporate sponsors or in parents auctioning 

naming rights of their children to the highest corporate bidder. In both of these examples 

of capitalist extremism, media is used to entice the selling of one’s personal identity for a 

corporation’s benefit of media exposure. In this process, “individuality is reduced to the 

endless pursuit of mass-mediated interests, pleasures, and commercially produced 

lifestyles” (Giroux, 2002, p. 426). In education, even school principals are susceptible to 

the influences of media. According to Fusarelli (2008), district superintendents reported 

that their principals come back from conferences ready to purchase the newest and best-

promoted educational fix.   

Banerjee and Kubey (2013) conducted a meta-analysis of media literacy 

interventions from over 50 long- and short-term studies. Their research indicated that 

media interventions are helpful in giving consumers the ability to find their own voice 

concerning persuasive media strategies. They described an intervention as “increasing 

awareness and promoting deeper understanding of the meaning contained in media 

messages” (Banerjee & Kubey, 2013, p. 3). Unlike Giroux’s (2002) focus on capitalism, 
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Banerjee and Kubey (2013) found that there is an emphasis on the prevention of 

smoking, adolescent drinking, and violence, along with looking at issues related to body 

image and advertisement awareness. The successful interventions reviewed in this meta-

analysis indicated that building critical thinking skills is an important element in 

designing interventions designed to protect consumers of media. This also is consistent 

with Vraga et al. (2009) in their use of a literacy focus of media literacy in addition to 

definitions of media literacy by Silverblatt and Eliceiri (1997) in their Dictionary of 

Media Literacy. In addition to critical thinking, the idea of recognizing media intent also 

is present in many types of interventions including smoking prevention, drinking 

prevention, and basic recognition of advertising. 

 Critics of a protectionist approach have suggested there is an undue use of 

propaganda in which students are expected to memorize responses (Kellner & Share, 

2007a). P. Freire (1970/2012) also warned that society must not use propaganda an as 

educational force to fight propaganda as it can be viewed as an addition to the “arms of 

domination” (p. 68). While examining protectionist approaches to media literacy within 

national and international media literacy organizations, protection, as P. Freire would 

view as a practice of freedom, was anticipated to be the dominant position. While 

democratic ideas prosper, current protectionist approaches appear to be moving away 

from extreme forms of protectionism (Lin et al., 2013). 

Conclusion 

 In examining the approaches to media literacy by Kellner and Share (2007b), it 

was evident that there are unique aspects to each approach and that the field of media 

literacy lacks cohesiveness in pursuing more than one approach. This was evident by the 
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variety of singular approaches being used by scholars and researchers. However, despite 

this variety, many of the approaches have demonstrated a common purpose of supporting 

democratic principles, teaching critical thinking skills, building interventions, and 

supporting the ability to analyze and produce media. These approaches to media literacy, 

along with significant subcategories, were used to examine and explore an eclectic 

approach to media literacy within national and international media literacy organizations. 

Once an eclectic approach was identified, it then was possible to discover how this 

approach corresponds to existing media literacy curriculum. 

Media Literacy Curriculum 

 To determine how an eclectic approach to media literacy corresponds to 

Language Arts Florida Standards, it was imperative to examine current standards being 

implemented, identify skills inherent in media literacy education, and discuss pedagogy 

prevalent in teaching media literacy education. Historically, media literacy is not 

considered an established field in the United States (Considine, 2002; Kellner & Share, 

2005; Thoman & Jolls, 2004). Hobbs (2004) observed that media literacy often focuses 

on individual components of media literacy (production, for example) while missing 

other important aspects of media literacy because of these narrow views. This is 

consistent with Schwab’s (1969) position that a curriculum should not be grounded 

according to one view. Today, nearly a decade after Considine (2002), Hobbs (2004),  

and Kellner and Share’s (2005) assessment of media literacy, it was necessary to 

determine the current state of media literacy in the curriculum. In this effort, Language 

Arts Florida Standards was examined in relation to an eclectic approach to media literacy. 
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Skills  

 Media literacy skills are complex and cannot be acquired, completely, by simple 

instruction and practice. Barrow (1987) characterized these types of skills as an 

intellectual ability, developed by understanding a subject area rather than the practice of a 

specific skillset. The teaching of generic cognitive skills often is rejected (Barrow, 1987; 

Case, 2005; Hyslop-Margison, 2003; McPeck, 1984). However; this study did not focus 

on generic cognitive skills, but skills that are specific to the subject area of media 

literacy.  

The focus of any curricula should reside in practical matters, not the theoretical 

(Schwab, 1969). For media literacy curriculum to have a practical influence, media 

literacy skills should be identified. Some people believe that media literacy involves 

teaching kids how to watch television, while generally considering media literacy a frill 

not worthy of monetary support (Kubey, 1998; Yates, 2004). Adding to this perception, 

media literacy rarely is found in educational settings with any consistency among 

teaching practices or knowledge of basic concepts of media literacy (Jolls & Wilson, 

2014). In practice, media literacy must focus on sets of skills (National Association for 

Media Literacy, 2007a) that provide a foundation for approaches to media literacy 

education. Becoming proficient in these skills does not make one media literate as, 

according to Barrow (1987), skills inherently are limited in operation; however, they are 

necessary in becoming media literate nonetheless. 

In a quantitative study focusing on teacher perceptions of media literacy, Schmidt 

(2013) found that teachers consider media analysis (not a generic ability of analysis, but 

specific skills relevant to analyze the media) to be the most important aspect of media 
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literacy. Schmidt also concluded that students lacked competence in general media 

literacy competencies, especially concerning critical thinking and using media beyond 

basic applications of usage (e.g., Facebook, games, cell phone applications, etc.). Many 

of Schmidt’s conclusions were validated by Banerjee and Kubey (2013), who conducted 

a meta-analysis to identify curriculum interventions. They found that the two primary 

media literacy skills involve either analyzing or producing media. In addition to these 

specific media skills, this studies literature review recognized an ability to access and 

understand relevant legal issues as an important media literacy ability, facilitated by the 

acquisition of certain media skills. The skills and abilities discovered in the literature are 

discussed next and include specific media-related legal skills, critical thinking, and media 

production. 

Legal skills. Media literacy legal skills encompass legally researching, 

organizing, evaluating, and communicating with media (Markauskaite, 2006). Some 

scholars promote skills needed to keep people safe while accessing media for privacy 

protection (Considine, 2002; Robertson & Hughes, 2011). This largely includes securing 

private information when accessing media on the Internet. Burnett and Merchant (2011) 

even described how legal aspects extend to basic ideas of Internet safety and netiquette 

(unofficial rules of etiquette to follow while on the Internet). In addition to securing 

private information, it also is important to legally and ethically access and use the work 

of others by having copyright knowledge (Oxstrand, 2009) and when citing sources 

(Beatty, 2013; Hockly, 2012).  

 Accessing and using media ethically is strongly associated with ideas of 

consumerism by ensuring that people make informed choices about using media while 
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being aware of legal and political aspects of the media (Bulger & Zaborowski, 2013). As 

an example, net neutrality involves legal and political issues of media literacy for 

consumers in that, without net neutrality, consumers may not be aware of what they are 

unable to access. In addition to accessing and using media, consumer rights extend to 

media literacy in other ways including being able to distribute media (Lonsdale & 

McCurry, 2004; Nelson, Courier, & Joseph, 2011; Piper & Tag, 2011). Legal skills 

regarding media distribution concern the sharing of online content (Alper & Herr-

Stephenson, 2013) and repurposing existing media (Jenkins et al., 2009). Repurposing 

media involves transforming an existing media product. Television media sometimes 

refers to repurposing when a network television show is aired later by a different 

network; however, for the purpose of the current study, repurposing mainly involves the 

reuse of an existing media product to produce something new. For example, this would 

include creating a new audio book from an existing published work or turning a work of 

art into a larger mural, but would not include acts that simply recreate existing media 

without creating something new (e.g., rewording and reposting a blog entry). 

Repurposing media is becoming commonplace with the constant influx of new 

technology, leading some scholars to believe that legal aspects are even more important 

considering this rise of new types of media being used (Hobbs & Jensen, 2009). 

Critical thinking skills. Critical thinking is perhaps the most important media 

literacy skill (Yates, 2004) necessary to produce students who are strong thinkers and 

able to solve problems. Darling-Hammond (2006) referred to critical thinking 

components in saying that learning “cannot be managed primarily through rote 

memorization or drill. Students must take on novel problems and learn through their own 



 

 46 

inquiry to find, synthesize, analyze, and interpret information” (p. 9). Ennis (1989) and 

Case (2005) supported this position against rote learning in that students are not able to 

think deeply about a subject with this type of learning. Critical thinking is important in 

today’s information based world because ‘what’ we know becomes obsolete quickly and, 

according to Robinson (2011), it is more important to become proficient in evaluating 

information. 

Critical thinking skills in media literacy are supported by many media literacy 

scholars (Aufderheide, 1993; G-M. Chen, 2007; Considine, Horton, & Moorman, 2009; 

Hobbs, 1998, 2004, 2010; Kellner, 2001; Lin et al., 2013; O’Neil, 2013; Potter, 2010; 

Prewett & Stein, 2009; Scheibe, 2004; Thoman & Jolls, 2005; Yates, 2004) using a 

variety of connected, yet distinct, skills. For example, Jolls and Wilson (2014) believed 

that representation is the unifying concept of media literacy in that media re-presents, not 

reflects our world. Representation in media requires critical thinking skills of questioning 

in the examination and production of media. 

Only a small number of educators refute the merits or are unaware of critical 

thinking skills yet often misconstrue the propensity to teach these skills (Hyslop-

Margison, 2003). Critical thinking skills inherent in media literacy education always have 

existed in other subjects but were mainly a by-product of learning and mastering course 

content (Thoman & Jolls, 2004). Ennis (1989) believed there is a difference in mastering 

course content verses what he referred to as everyday knowledge. On the other hand, 

however, McPeck (1990) suggested that they are the same, which brings up the question 

of habit. For example, if cinematic production knowledge applies to educational and 

home entertainment movies similarly, then the habit of applying this knowledge is most 
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important for successful transfer. This holds true not only for the same type of media in 

different settings, but transfer in application to other mediums. In the current study, 

critical thinking skills in media literacy were broadly categorized into various types of 

questioning skills for the purpose of forming habits of inquiry. According to Barrow 

(1987), questioning is considered a skill as it is a limited operation that can be improved 

through practice. 

Questioning is an important aspect of critical thinking (Bailin, Case, Coombs, & 

Daniels, 1999; Case & Daniels, n.d.; Hobbs, 2004; J. Lewis & Jhally, 1998; McPeck, 

1984; Nosich, 2001; Paul & Elder, 2002, 2006; Scheibe, 2004). McPeck (1984) went so 

far as to state that the purpose of critical thinking is to “pursue truth through rational 

inquiry” (p. 34) while Bailin et al. (1999) believed that nurturing and valuing critical 

inquiry is a possible method in fostering critical thinking. According to Scheibe (2004), 

students should form a habit of questioning their own media productions by asking 

themselves about their purpose, target audience, what information has been left out, and 

what biases are being communicated. Scheibe also identified overarching critical thinking 

questions including: 

 Who created the message? 

 What is the messages purpose? 

 Who is the target audience? 

 What techniques are used to present the message? 

 What messages are communicated and/or implied? 

 Is the information in the message accurate? 

 What was not included in the message? 
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 Adding to this list, Hobbs (2004) advocated the examination and questioning of 

violence in the media. Many questions could be added to this list as long as the overall 

intent of questioning media and the use of media is not lost. Nosich (2001) identified 

general questions to ask as a first step in a critical thinking process including “what is the 

purpose behind the problem?” (p. 6), while Scheibe’s (2004) identified questions are 

specific to the subject of media literacy. 

In questioning, media literacy classes should focus on low-road transfer for 

successful practical application. Low-road transfer involves a simple change in setting in 

which transfer most probably will succeed (Hyslop-Margison, 2003) and, for example, 

includes asking the question “Who created the message?” within various types of media 

(audio, print, video, etc.). Although content knowledge often is needed to answer this and 

other critical thinking questions successfully (Case, 2005), this falls to the specialist in 

the specific subject being taught. Critical thinking success in media literacy primarily 

involves forming the habit and disposition of questioning media as a procedural 

operation. Forming a habit of questioning will not guarantee that critical thinking will 

take place; however, it will guide students closer to success. 

T.A.P. (Text, Audience, and Production) (Pettigrew, 2012) is a media literacy 

instructional model used to analyze media messages as a procedural process. (See Figure 

2 for a visual conceptualizing of the process.) Considine et al. (2009) implemented a 

variation of this model where critical thinking questions are asked to support 

comprehension of the media by comparing, contrasting, critiquing, and analyzing media 

texts. They group critical thinking questions according to the type of media (text); target 

audience (audience); and production techniques, marketing, distribution, and relevant 
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laws (production). Educators in the United States more often teach with media than about 

media with questioning. An example of teaching with media includes utilizing a DVD to 

relate information about the Civil War during a history class. If teaching about media, 

this same example might include questioning who made the DVD, their intended 

purpose, and possible alternate interpretations (Davis, 1992). It should be noted that when 

teaching about media, subject matter knowledge is not compromised and often is 

enhanced. 

 

Figure 2. T.A.P. (Text, Audience, Production). This model  displays the three 

components of media analysis and their relationships in the analysis process.  

Reprinted from “Media Literacy,” by K. Pettigrew, 2012. Retrieved from 

http://themedialiterateteacher.weebly.com/media-triangle.html. Copyright 2012  

by Ken Pettigrew. Reprinted with permission. 
 

 Questioning skills directly support skills to analyze, compare, and contrast media. 

Paul and Elder (2006) even defined critical thinking through improving one’s thinking 

through analyzing and evaluation. Hobbs (2004) advocated analyzing patterns found in 

the news to develop critical thinking skills while consuming news media. In Ireland, 

O’Neil and Howley (2002) supported analyzing media to identify the influence of media 
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institutions, to understand target audiences and representation, to enhance critical 

awareness, to understand advertisements while focusing on stereotypes, and to realize 

that all media message are constructed. Comparing and contrasting often supports the 

analysis of media for the development of critical thinking skills (Scheibe, 2004). This 

involves analysis by comparing and contrasting different forms of media (Considine et 

al., 2009; Hobbs, 2004). Hobbs (2004) gave examples by comparing and contrasting 

differences that are found between newspaper and television media, while Considine et 

al. (2009) suggested comparing and contrasting a specific theme across different media 

(e.g., comparing and contrasting a motion picture of the Titanic, originals news footage 

of the Titanic, children’s book of the Titanic, songs of the Titanic, etc.). By analyzing, 

comparing, and contrasting media, higher order critical thinking skills are developed, 

which include cultural awareness. 

Bailin et al. (1999) suggested that proficiency in critical thinking necessitates “an 

understanding of the various principles which govern good thinking in particular areas” 

(p. 272) and are domain specific. In media literacy, one such understanding is cultural 

awareness. Cultural awareness exists in various forms. In Australia, Considine (2002) 

identified elements of media representation, languages, points of view, audiences, and 

views that support or challenge social values, which are used to build cultural awareness. 

Irish researchers O’Neil and Howley (2002) added that media literacy often emphasizes 

social and cultural skills. Overall, cultural awareness skills are essential for a critical 

approach to media literacy. Cultural awareness involves higher order critical thinking 

processes that often integrate the critical thinking skills of questioning, analyzing, and 

comparing and contrasting the media. Hobbs (1998) believed that popular cultural 
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awareness is what separates critical thinking in media literacy from other related concepts 

and literacies and even UNESCO has defined media literacy education as the primary 

field of cultural education (Fedorov, 2010). 

In working with everyday problems, McPeck (1984) suggested that the 

truthfulness of a premise is significantly more important than the validity of a premise. 

This is because more than one opposing premise may be plausible but only one might be 

true. McPeck continued that what is actually meant by critical thinking is specific 

expertise of the domain in question. For example, in determining how a television 

commercial is attempting to sell a product, one does not need practice in logical thinking 

or argument analysis. In this scenario, knowledge of advertising and video techniques is 

required and general logical critical thinking skills would be of no benefit. 

McPeck’s (1984) assertion that general critical thinking skills have no or little 

merit and Ennis’ (1989) opposing viewpoint both appear extremist in that there is little 

acknowledgement of any truth  in the other position. The current study took a middle 

ground, or an infusion approach (Davies, 2006; Robinson, 2011), in the assertion that a 

balance between general critical thinking skills and specific subject knowledge in media 

is necessary. However, this study dealt with critical thinking in a specific subject (i.e., 

media literacy) opposed to general critical thinking skills and more closely resembled 

McPeck’s (1984) subject specific narrative or what Case (2005) refers to as a curriculum-

embedded approach. Students must have sufficient subject knowledge to make informed 

decisions and have general skills that lead to critical thinking, especially questioning, 

necessary to create transfer between different yet similar mediums. McPeck (1984) added 
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that for critical thinking transfer to occur, students must understand the philosophy of a 

subject in addition to facts and the logic of a standard approach to critical thinking.  

The idea of understanding a philosophy of a subject is similar to Reid’s (2010) 

recount that Schwab (1959) placed emphasis on what people were doing opposed to what 

they were saying. Additionally, many disciplines consider that critical thinking requires 

“becoming a knowledgeable practitioner of the discipline” (Robinson, 2011, p. 280). To 

understand the philosophy of media literacy or what the media is doing, or to become a 

practitioner, it is beneficial for students to partake in the creation of media themselves, 

which was discussed in the proceeding section. 

Production skills. Production plays an important role in media literacy education 

and can lead to approaches to media literacy involving communication and technology 

skills (Scheibe, 2004). Emphasizing production skills serves to recognize that teens are 

not consumers but producers of media, especially in the creation of Internet content 

(Considine et al., 2009). Emphasizing production skills is more important than ever in 

media literacy with the increasing amount of new technologies available for efficient and 

easy creation, production, editing, and distribution of electronic media (Baker, 2013). 

 Prewett and Stein (2009) included self-expression as a production related skill 

that supports ideas of effective communication. In this way, production skills also 

emphasize the analysis of media through demonstrating the construction and 

communication of media messages (Banerjee & Kubey, 2012). This establishes media 

production as a highly interconnected skill necessary for effective media literacy 

education within all related skills. Although production skills sometime are s not included 

as a result of time spent preparing students for high-stakes testing (Hobbs, 2010), as 
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reading and writing complement each other in traditional print literacy, students cannot 

be considered media literate without the ability to produce media. In this sense, 

production skills are associated with a literacy approach to media literacy. In this study, 

media production skills were examined as part of a literacy approach, unless a clear goal 

for the production had been established (e.g., producing a video to recognize gender 

inequality, which would be considered part of a critical approach to media literacy). 

Pedagogy  

 A current view in integrating media literacy is to “reinforce the delivery of subject 

content and learning in all subject areas” (Prewett & Stein, 2009, p. 3). Knowledge of 

how to deliver media literacy curriculum is important, as, according to Yates (2004), one 

obstacle to media literacy education is that teachers are not sure how to implement a 

media literacy curriculum. By using media literacy as pedagogy, educators can motivate 

and challenge students; individualize learning; make connections to current affairs in the 

world; and enhance the accumulation, retention, and transfer of knowledge. For example, 

reporting on a survey of social studies teachers integrating media literacy into their 

classrooms, Prewett and Stein (2009) indicated that media literacy can support social 

studies curriculum by (a) providing compelling narratives of social studies content; (b) 

having media play a part in shaping government, politics, and history; and (c) assisting 

students in understanding world views. This example represents a best practice of media 

literacy as pedagogy to contrast the popular view that media literacy education lacks 

meaningful context (Hart, 2001). Discussing pedagogy reflects the principle that “HOW 

we teach matters as much as WHAT we teach” (National Association for Media Literacy, 

2007a, 4.8 section). 
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Student-centered. Pedagogy must be created in partnership with students, not for 

them (P. Freire, 1970/2012). In media literacy education, pedagogy must be student-

centered and involve participation. Other countries, Ireland for example, demonstrate 

pedagogy that recognizes increased independent learning, and has the potential for 

learner-centered discussions, debate, and student-led activities (O’Neil & Howley, 2002). 

In a form of student-centered pedagogy, Kellner and Share (2005) advocated for a 

democratic pedagogy that utilizes power sharing. 

This is an especially important concept to keep in mind in a protectionist 

approach as, in a review of media literacy intervention studies, Banerjee and Kubey 

(2013) found that use of one-way, non-participatory instruction greatly increased the 

negative influences of media. Protectionism and other approaches to media literacy often 

fail to develop appropriate pedagogy. For example, Kellner and Share (2005) wrote that a 

critical approach to media literacy has no set principles, materials, or teaching 

procedures. They described a critical approach as having a democratic pedagogy that 

works collaboratively and fluidly between teacher and students. 

 The individualization that occurs in a student-centered approach is also an 

advantage. Individualization helps support diversity as formulaic approaches to teaching 

are less able to take into consideration the needs of diverse populations (Darling-

Hammond, 2006). This contrasts with a measured curriculum approach that emphasizes 

using standardized testing, scripts, and other sorts that dehumanizes the learner. 

According to Ayres, this places children in the role of products moving “along the 

assembly line, filling up with bits of subject matter and curriculum until they are 
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inspected” (as cited in Sleeter, 2005, p. 170). In a student-centered pedagogy, it is 

important for people to find and analyze their own voice (Kellner & Share, 2005).  

Pop culture. A student-centered rather than instructor-focused pedagogy is 

directly relevant to the use of pop culture (Hobbs, 1998). By creating a bottom-up 

approach, it is necessary for media to come from student’s own culture and experiences 

(Aufderheide, 1993; Considine et al., 2009; Kellner & Share, 2005). Pop culture 

pedagogy is foreign to many educators who often believe popular culture should be 

restricted to amusement purposes and might dumb down curriculum verses offering 

opportunities for real life transfer (Hobbs, 2004). However, “popular culture is not only 

entertainment but also a form of pedagogy” (Robertson & Hughes, 2011, p. 38). 

 Connecting pop culture pedagogy to media literacy critical thinking skills, 

Masterman promoted the idea that a progressive education must begin by “respecting the 

values and the ideas the kids are actually bringing into school with them… otherwise 

there’s no difference between education and propaganda” (as cited in Kubey, 1998, p. 5). 

Again, this builds on a bottom-up, student-centered approach where media must be taught 

in a functional manner (Potter, 2004). For media literacy to be functional, there must be a 

pedagogy that adapts to the customs of the intended learners (Küter-Luks, Heuvelman, & 

Peters, 2011).  

Activities. Pedagogy also includes the use of instructional activities of which 

several are prominent in the literature. According to Scheibe (2004), media literacy 

pedagogy should facilitate active viewpoints, encourage discussion, and involve note 

taking while encouraging questions. These activities are reinforced by Kellner and Share 

(2005) who wrote that students should engage in critical discussions, debate, and analysis 
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of inquiry processes to promote exploration of issues by which they are affected (Kellner 

& Share, 2005). This view connects ideas of a student-centered approach, pop culture, 

and specific activities together.  

 Other activities in media literacy pedagogy often include research papers, content 

analysis, historical approaches (Considine, 2002), and even viewing television shows or 

films (Kellner & Share, 2005). These activities should keep a student-centered approach 

in mind by integrating project-based media production. This can be as simple a process as 

rewriting a text or drawing pictures in order to create meaningful analysis (Kellner & 

Share, 2007b). The activities presented were prominently represented in the literature; 

however, there is great amount of variety overall. When identifying media literacy 

activities, media literacy skills discussed in the preceding section should be considered 

and should include legal skills, critical thinking skills, and production skills. 

Conclusion 

Concerning media literacy curriculum, it is important to note that the simple use 

of media by students, or teachers, is not media literacy. Media literacy education 

“requires teaching about media - the language it uses along with its narrative, codes, and 

conventions” (Considine et al., 2009, p. 474), including media literacy pedagogy. Media 

literacy should not exist exclusively for curriculum support unless the media itself is 

being taught concurrently. Since media literacy is a required component to teach in all 

Florida subject areas, 6
th

-12
th

 grade language arts standards examined in this study should 

prescribe what students should know for both language arts and media literacy, according 

to this section of the literature review. 
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 Understanding how media literacy fits within a larger curriculum is important in 

the development of a sequential curriculum (Schmidt, 2013). Understanding media 

literacy skills together with knowledge of where and how to teach media literacy greatly 

enhances the ability of educators, curriculum designers, and policymakers to understand 

how media literacy fits within a larger curriculum. In this study, this information 

supported answering the research question of how an eclectic approach to media literacy 

corresponds to language arts curriculum in Florida. In the next section, media literacy 

policy and its role in supporting curriculum change are examined. 

Educational Policy 

 The overall focus of this study was to examine an eclectic approach to media 

literacy between national and international media literacy organizations. However, a 

central purpose of this study was to investigate how this eclectic approach relates to 

current language arts curriculum in order to improve media literacy education. To 

accomplish this purpose, it was necessary to examine policy as it affects media literacy 

curriculum because policy and politics are involved in almost every decision that affects 

curriculum (Levin, 2008). The lack of existing policy knowledge regarding curriculum 

and pedagogy even has led to cynicism. Shanahan (2014) mused that the only distance 

further than a recent gamma ray burst in space to the Earth (3.8 billion light years) is the 

distance between educational policy and pedagogy. Media literacy organizations 

influence policy in addition to being a central component in developing curriculum at the 

state level (Shanahan, 2014; Westbury, 2008). As a result, any examination of a 

curriculum also should consider the policy that has facilitated its creation, 

implementation, or lack thereof.  
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Educational policy is an important matter of public choice and concern and it is 

unfortunate that most policy decisions are not seen by the public (Levin, 2008). By 

investigating the connections between an eclectic approach to media literacy and 

educational policy, a complete and accurate portrayal of media literacy curriculum can 

become more evident for practitioners. This section distinguishes and highlights policies 

that have influenced media literacy education in Florida in order to provide a basis to 

examine media literacy curriculum embedded within Language Arts Florida Standards. 

National  

In the United States, media literacy is considered a relatively small and emerging 

educational field (Hobbs, 1998; Kellner & Share, 2007c), and the United States as a 

nation never has strongly supported nor advocated for media literacy. Media literacy is 

advocated strongly for in many other countries. This often occurs as nations begin to feel 

a loss of their national culture, resulting from the dominance of media imported from the 

United States (Thoman, 2014). The size of the United States also has been a hindrance in 

creating a national media literacy curriculum in addition to isolating media literacy 

educators (Kubey, 1998). Because of the largely locally organized educational system, 

“very little gets done quickly or efficiently” (Thoman, 2014, p. 819).  

In a study of educational policy in relation to national policy decision, Lewis and 

Young (2013) examined documents using a mixed methods study. They found many 

forces at work in educational policy decision making with no specific indication of a sole 

influence on government policy agendas. They attributed a lack of influential people and 

events to the national mood concerning teacher education policy while adding that the 

“Obama administration was the primary mechanism for making teacher education 
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prominent on the federal agenda” (Lewis & Young, 2013, p. 211). The current study 

attempted to improve the issue of lack of influential people by examining media literacy 

organizations organized by leaders in the media literacy field. Additional issues in media 

literacy education policy that are discussed next include funding issues, accountability 

issues, and concerns that involve policy having to catch-up to current media cultural and 

technological practices. All play an important role at the national level. 

Funding. The federal government rarely funds media literacy (Kellner & Share, 

2007a) and, therefore, the government has little control over media literacy education 

(Yates, 1998). When the government does fund media literacy programs and initiatives, 

the majority are not long lasting. Examples include UNESCO’s framework for “critical 

viewing skills” in 1962, Television and Children conference initiated by the Ford 

Foundation, various “seed” projects funded by the United States Office of Education in 

the 1970s, and numerous support and advocacy groups (Yates, 2004). However, the 

majority of these programs were not long lasting. For the national government to have 

any influence on the implementation of media literacy, it first will have to establish 

reliable and consistent funding. Funding that supports media literacy initiatives mainly 

has been categorical as opposed to general (Shanahan, 2014), meaning that the federal 

government allocates money for specific projects rather than giving states money to 

pursue their own agendas. 

 An example of categorical funding includes a current plan to integrate media 

literacy into art projects at two California middle schools where the U.S. Department of 

Education allocated $800,000 toward this project in 2003 (Kellner & Share, 2005). In 

another example, the federal government funded critical viewing skills through media 
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literacy education in the early 1980s; funding that has since disappeared (Yates, 2004). In 

the 1970s, four seed projects at the elementary and secondary levels that focused on a 

protectionist view related to critical viewing of television, violence, and aggressive 

behavior in children were funded by the U.S. Office of Education (Yates, 2004). 

According to Yates (2004), one of these seed projects implemented an entire curriculum 

before addressing the purpose of the program or relevant goals. It is important to point 

out that this type of curriculum development is in direct opposition to curriculum 

development advocated in this study’s framework and by key educational scholars 

(Sleeter, 2005; Tyler, 1949; Wiggins & McTighe, 2006). 

 Instances of general funding have demonstrated more success in other countries. 

In the United Kingdom, media educators received funding for media literacy 

infrastructure, materials and supplies, and professional development that was “among the 

most crucial factors in the development of media education” (Kubey, 1998, p. 4). In 

contrast, general funding is not available for educators in the United States; therefore, 

teachers are required to pay for this type of support on their own (Kubey, 1998). An 

emphasis on a protectionist approach to media literacy in the United States (a result of 

public appeal) also has caused available funding to favor educational policy that 

promotes this fear-based approach. The tendency of policy to reflect a protectionist 

approach can be seen in Table 5, which lists intended and unintended outcomes for 

selected educational policy in addition to implied approaches to media literacy. 
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Table 5 

Referenced U.S. Policy Affecting Media Literacy – Intended and Unintended 

Consequences 

Policy Intended Consequence Unintended 

Consequence 

Implied Approach 

to Media Literacy 

1970s Seed Project 

Grants (2012) 

Address the viewing of 

television, violence, and 

aggressive behavior in 

children 

No lasting results as 

funding disappeared 

Protectionist 

2003 U.S. 

Department of 

Education, Arts 

Education Grant 

(U.S. Department of 

Education 

[USDOE], 2008) 

Implement a 3-year media arts 

education program 

Unknown Arts 

K-20 Education 

Code, 1003 § 41 

Integrate media literacy into 

all curriculum subjects 

Lack of funding and 

support makes this law 

completely ineffective 

N/A 

Action for 

Children’s 

Television, et al. v. 

the Federal 

Communications 

Commission and the 

United States 

Prevent television networks 

from over commercializing 

television towards children 

Weak legislation permits 

many loopholes 

Protectionist 

No Child Left 

Behind Act, Subpart 

4 

Improve accountability for 

student learning 

Emphasizes 

memorization as 

opposed to critical 

thinking, encourages 

federal control of 

curriculum 

N/A 

Partnership for 21
st
 

Century Skills 

Equip students to be career 

ready and critical thinkers 

Focuses on workplace 

productivity, promotes 

corporate influence in 

education 

Literacy 

Project SMARTArt Integrate media literacy into 

an arts curriculum 

Focus mainly on 

traditional print 

Protectionist 

 

 Corporate influence. Problems have been identified when national policymakers 

collaborate with private organizations (Kellner & Share, 2007a). P21 is a partnership 

between the U.S. Department of Education and various private organizations that 
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currently include the Disney Company, Crayola, Fisher-Price, Apple Inc., Intel, and Ford 

Motor Company among others (P21, n.d.). Although P21 advocates for some elements of 

media literacy, “its focus on workplace productivity and the absence of a social justice 

agenda demonstrate the influence of business interests” (Kellner & Share, 2007a, p. 64) 

that directly opposes seminal components to a critical approach to media literacy. It is 

important to note that when businesses have influence over educational policy, there is a 

great possibility that a company’s agenda will turn students into commodities. According 

to Kellner and Share (2007a), students then will become “consumers and workers instead 

of citizens and active participants of a representational democracy” (p. 64). This type of 

industry involvement is one of the reasons Penman and Turnbull (2008) attributed to the 

United States falling behind Australia, Canada, and the United Kingdom in media 

education.  

 Federal support of corporate interests has been observed in television advertising. 

In the case of Action for Children’s Television, et al. v. the Federal Communications 

Commission and the United States (1987), the Federal Communications Commission 

attempted to remove commercialization guidelines and procedures that assisted in 

monitoring children’s programming, giving broadcasting companies more freedom in 

advertising to children. The Federal Communications Commission was forced to 

continue its television commercial guidelines, but was permitted to reduce monitoring of 

television programming. The United States Court of Appeals D.C. Circuit, while playing 

a role in national policymaking, demonstrated a protectionist approach to medial literacy 

in an attempt to protect children from abuse of television commercials. 
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Shanahan (2014) described this shift towards corporate influence in education as a 

result of the A Nation at Risk (National Commission on Excellence in Education, 1984) 

report that revealed a gap between students in the United States and other countries. In 

this shift from an industrial to an information-based economy (Shanahan, 2014), 

educational policy has focused on workplace and technology literacy skills while often 

ignoring the media, which is how many people acquire their information. 

Accountability. National policy often de-emphasizes media literacy skills 

because of accountability measures. The No Child Left Behind Act (NCLB, 2002) is a 

prime example of emphasizing accountability. This policy encourages a positivist 

approach to education by emphasizing memorization as opposed to critical thinking 

(Kellner & Share, 2007a; Kozolanka, 2009; Torres & Mercado, 2006). The importance 

placed on accountability also has led to an increase in standardized testing and, as a 

result, an increase in time spent on test preparation in the classroom and a decrease of 

time allocated for media literacy (Considine, n.d.; Kellner & Share, 2007a). In addition to 

time constraints, accountability requirements have left teachers feeling overwhelmed and 

unlikely to teach media literacy (Silverblatt, 2014). This positivist stressing of numbers 

and tracking has led to what P. Freire (1970/2012) referred to as educational “banking” 

(p. 72), or involving learning through memorization without meaning. This type of 

education is an ideology of the oppressed (P. Freire, 1970/2012) and sharply contrasts 

goals of both a critical and protectionist approach to media literacy.  

 National emphasis on testing and accountability as demonstrated by the No Child 

Left Behind Act has negatively affected media literacy initiatives. The U.S. government 

funded the first media literacy grants in the early 21
st
 century, focusing on integrating 
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media literacy with the arts (Kellner & Share, 2005). Project SMARTArt (n.d.) was one 

of the largest of the grants awarded and involved a case study consisting of 25 teachers 

and 850 students in an effort to integrate innovative media approaches and technology 

into traditional curriculum. Student projects focused on a protectionist approach to media 

literacy while creating alternatives to violent messages. However, despite the monetary 

support, teachers faced obstacles in implementing lessons because of required (and 

sometimes scripted) curriculum (Kellner & Share, 2005). Even though the grants were 

billed to integrate media literacy, Project SMARTArt’s own summary says that they 

focused on traditional print literacy aligned to language arts standards and, with the 

exception of one student project, all projects were considered very low tech without even 

needing a computer (Quesada, n.d.). 

 Overall, increased accountability requirements have led to an increase in federal 

government control over monitoring, which now has led to government involvement in 

curriculum (Kubey, 1998; Shanahan, 2014). The No Child Left Behind Act is a landmark 

policy where the federal government began mandating aspects of curriculum along with 

“substantial compliance with federal mandates for all students” (Shanahan, 2014, p. 8). 

By threat of withholding funding, the government forces states to comply with national 

policy decisions (Shanahan, 2014). 

Trailing current trends. National policy has a history of playing catch-up with 

current media practices as students often demonstrate adoption of new technologies faster 

than schools can integrate new technology into their curriculum (National Association for 

Media Literacy Education, 2013). Since World War II, the Federal Communications 

Commission has limited television applications and licenses in order to develop 



 

 65 

necessary technical procedures (Silverblatt, 2014). This policy was a result of being 

technologically behind; however, other instances of policy catch-up reflect being out of 

touch culturally. 

A case study of media education policy in Taiwan used critical discourse analysis 

to examine the language and meaning contained in media literacy policy documents (Lin, 

2009). Lin (2009) found a disconnect concerning the use and acceptance of new media 

where many citizens were apprehensive of new media and discovered that policy 

generally did not reference new media technologies currently being used by younger 

generations or as advocated by media literacy experts. This is an important idea to keep 

in mind concerning media literacy policy in the United States. Media literacy 

organizations examined in the current study are comprised of experts in the field and 

policymakers should take heed of their conceptualization of media literacy that reflects 

leading ideas and up-to-date applications of media literacy. According to Kozolanka 

(2009), media literacy organizations sometimes are crucial in their advocacy for media 

literacy through lobbying efforts and general media literacy awareness. 

 The idea of playing catch-up also can be seen with the issue of students being 

treated as commodities and with accountability problems. Concerning accountability, 

national testing requirements are focused on print media sources for the purposes of using 

print-based texts (M. Walsh, 2010). This ensures that educators are preparing students 

using traditional forms of media as opposed to current media being used by students. 

Until educators take the lead in developing and integrating new types of media into their 

pedagogy, they probably will see the continued use of a traditional media focus in 
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addition to corporate interests controlling the development of media literacy concepts 

(Luke as cited in Kellner & Share, 2005). 

Florida  

Educational policy decisions presumably take place at the state level because of 

the Tenth Amendment (Shanahan, 2014; U.S. Department of Education, n.d.). The Tenth 

Amendment directs powers not explicitly given to the U.S. government as belonging to 

individual states. However, a more recent trend from the past 50 years has seen an 

increase of federal involvement in educational policy. Shanahan (2014) saw this trend 

mainly due to the federal government’s increased power. 

Although there is little evidence of state level policies in Florida that directly 

relate to media literacy, the state of Florida has written a statute stating that “curricular 

content for all subjects must integrate… media-literacy skills” (K-20 Education Code, 

2013, para. 1). This follows guidelines from media literacy professionals in that media 

literacy should appear in all school subjects in order to integrate the practice of media 

literacy as opposed to treat it as an isolated skill (Considine, 2014). Although there is a 

mandate for media literacy education in Florida, no guiding curriculum or course of 

action currently exists for implementation, even though there is a mandate for media 

literacy to be assessed (Exec. Order No. 13-276, 2013). In addition, state funding does 

not exist to support implementation of the K-20 Education Code regarding implementing 

media literacy. Although some national policymakers have begun to embrace and fund 

state implementation of media literacy because of the No Child Left Behind Act of 2002, 

only arts education funding is referenced specifically (Yates, 2004). 
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Educational frameworks do exist for fields related to media literacy, including 

technology literacy (Educational Technology Clearinghouse, 2003). However, similar to 

the P21 skills previously mentioned, the focus is on workplace productivity, which 

reflects an influence of business interests and demonstrates a lack of a social agenda. 

Media literacy does not relate directly to a high job market exchange value, which is how 

the value of education often is measured (Giroux, 2002). The absence of a media literacy 

framework, let alone curriculum, can lead to an absence of media literacy policy 

decisions as those who write educational policy often find it easy to dismiss calls for 

media literacy education because there is not a developed curriculum (Thoman, 2014). 

This lack of a developed curriculum directly relates to a primary reason of this study in 

that determining a collaborative and eclectic purpose of media literacy education will be 

instrumental in developing and improving media literacy curriculum. 

When media literacy is embedded into existing subject area curricula, it is not 

developed by media literacy experts. For example, the Next Generation Sunshine State 

Standards were written by math and language arts teachers (Foundation for Florida’s 

Future, 2015, para. 7). This means that media literacy standards embedded into language 

arts were written by language arts teachers. This goes against popular opinion that experts 

should advocate for media literacy (Schmidt, 2013). Through the examination of media 

literacy organizations, this study examined approaches to media literacy advocated by 

experts and leaders in the media literacy field. 

Standards  

In a quantitative exploratory research study by Prewett and Stein (2009), media 

literacy curriculum and professional development needs were examined. This study 
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found that 70% of the teachers agreed that media literacy education is an important aspect 

of their curriculum, yet 80% of these teachers did not link their lessons to current state 

standards. What were the media literacy competencies in their standards? This is a key 

question that all teachers must ask when incorporating media literacy into their 

curriculum. However, before existing standards are examined, it is important to identify 

(a) the subject areas in which media literacy standards should appear, and (b) whether 

media literacy should be used for instructional support verses studying the media itself. 

Where to teach. Educators still are unsure which part of the curriculum that 

media literacy education should take place (Yates, 2004); however, media literacy most 

often is integrated within language arts standards (Guofang & Gut, 2011; Silverblatt, 

2014; Yates, 2001). Texas and California were two of the first states to implement media 

literacy as part of their state standards; both states implemented media literacy into their 

language arts curriculum (Considine, 2002). Ireland primarily integrates media studies 

within English curriculum (Considine, 2002; O’Neil & Howley, 2002) as does Australia 

(Considine, 2002) and Canada (Aufderheide, 1993; Guofang & Gut, 2011; Jolls & 

Wilson, 2014). Australia’s SeeMe organization serves as a prime example of media 

literacy integration into language arts standards. SeeMe’s primary purpose is the creation 

of a short media literacy curriculum consisting of six modules that rely solely on 

standards in English and includes subcomponents in language, literature, and literacy 

(SeeMe, 2011e). 

 O’Neil and Howley (2002) conducted a qualitative study using observations and 

interviews to examine approaches to teaching media in secondary schools. Although 

media literacy often is included in the English curriculum in Ireland, O’Neil and Howley 
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concluded that media literacy was a better fit in vocational and elective courses where 

teachers have more flexibility over their curriculum. In addition, these researchers also 

found that teachers in Ireland support media literacy as a separate course because of 

limited time, reliance on text based assessment methods, and lack of instructional 

materials. An issue with independent media literacy courses is that only a small 

population of students will experience media literacy concepts. Integrating media literacy 

across subjects has the benefit of reaching every student, but may become a curricular 

afterthought without appropriate teacher training (Hobbs, 1998). 

 The position of media literacy as a standalone course often is taken because of 

concerns of limited technology integration within other subjects, especially concerning 

equipment, space, and time. A National Advocates for Arts Education (2014) committee 

in Australia found that there is limited time to teach existing arts standards in the 

curriculum (including media arts) and, furthermore, that the integration of additional arts 

subjects into other subject areas is not feasible. In support of media literacy as a 

standalone course, the South Australia Association for Media Education prominently 

recommends that “media arts should become a separate standalone subject and 

substantially reduced in content” (“National arts,” 2016, Recommendation 3 section, 

para. 1). However, many teachers find that there is insufficient access to technology and a 

lack of quiet spaces to utilize video as well as a need for excessive teacher preparation 

time (Norton & Hathaway, 2010). There often is a view that “students cannot become 

truly media literate – deeply critical consumers of mass media – until they can experience 

making photographs, planning and organizing ideas through storyboards, writing scripts 

and performing in front of a camera, designing a web page, and reporting a news story” 



 

 70 

(Norton & Hathaway, 2010, p. 146). Many subject area teachers have not been prepared 

properly for these skills and technologies. 

 Although the researcher in this study teaches a stand-alone media literacy course 

in a K12 Florida public school, the focus of this study was the prevalent integration of 

media literacy into language arts curriculum and the idea that media literacy is most 

successful when integrated into the curriculum (Center for Media Literacy, n.d.a). This 

study took place in Florida, as in many states that have adopted or created versions of the 

Common Core State Standards Initiative (2014), where media literacy has been integrated 

into the language arts standards. Before examining these standards, a brief discussion on 

media as a curricular content area support versus a media focus as the primary curricular 

content follows. 

 Curriculum vs. media focus. A curriculum focus refers to the use of media to 

support a particular subject area. In this study, this entailed using media literacy to 

support language arts standards (e.g., a language arts instructor had students examine 

videos clips to determine points of view). The opposing view is that the media itself 

should be an object of study (e.g., in looking for points of view in video clips, a focus on 

learning video production techniques also should take place).  

 Some scholars (Guofang & Gut, 2011; Prewett & Stein, 2009; Scheibe, 2004) 

have advocated for a curriculum-driven approach to media literacy, focusing on required 

content in a subject area rather than on a media literacy goal. This benefits students 

through improving interest and retention of the courses content. Through this approach, 

an emphasis is placed on media literacy pedagogy instead of specific media literacy 

skills. Prewett and Stein’s (2009) qualitative study found that teachers and scholars 
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demonstrate a preference to use media literacy to enhance their curriculum instead of 

learning about the media. This follows current interdisciplinary trends in the United 

States by integrating media literacy into traditional subjects (Considine, n.d.). 

Focusing on media literacy as a separate course of study, or as a focus in another 

content area, has its benefits; however, this type of focus is rare due to the emphasis 

placed on standardized assessments (Scheibe, 2004). In 2004, for example, all 50 states 

had elements of media literacy embedded in their state standards (Kellner & Share, 2005; 

Schmidt, 2013; Silverblatt, 2014; Yates, 2004), yet only 7 states contained media literacy 

as a separate strand (Scheibe, 2004). Media literacy education should emphasize critical 

thinking about the media itself (Hobbs, 2004). Hobbs reminded us that teacher integration 

of media in the classroom does not constitute media literacy, as student integration of 

media production does not equate to media literacy either. When teachers are integrating 

media only to support their curriculum, this links more closely to technology literacy. In 

examining media literacy organizations in the current study, a media focused approach to 

media literacy was expected. A media focused approach includes using media and media 

literacy pedagogy to support instruction and to teach about the media itself. 

Media literacy implemented for the sole purpose of another curriculum is an 

example of terminal formulation. Schwab (1973) described terminal formulation as the 

practice of creating curriculum to fit testing requirements; a perversion that “consists in 

degrading subject matter to the role of servant” (p. 515). This perversion also is true 

when media literacy is treated as a tool to benefit other subject areas. 

Florida standards. Content area teachers do not always see a relationship 

between media and their own subject area content (Yates, 2004). Without a common 
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conceptualization of media literacy, researchers sometimes appear to select media 

literacy approaches and practices randomly. The following examples support the wide 

variety of media literacy standards being applied: 

 Hobbs and Jensen (2009), from the Media Education Lab and Brigham Young 

University, respectively, reference the Core Principles of Media Literacy 

Education in the United States. 

 Literat (2014), from the Annenberg School of Communication and Journalism 

at the University of Southern California, refers to 12 new media literacy skills 

developed by Jenkins et al. (2009). 

 Wood (2009), in developing a purpose of media literacy to evaluate teachers’ 

use of media and evaluate district standards, refers to the Key Questions of 

Media Literacy from the Center for Media Literacy (n.d.b), along with Project 

Look Sharp’s 12 Basic Principles (Ithaca College, 2002). 

However, Wood (2009), similar to many media literacy scholars, did not discuss why 

these principles and approaches were selected to evaluate standards. An eclectic approach 

to media literacy from leading organizations was necessary to evaluate and create 

appropriate standards, but before this study investigated an eclectic approach, a 

discussion of existing standards is prudent. 

All subjects in Florida public schools are required to integrate media literacy 

skills (K-20 Education Code, 2013). This has led to implementing components of media 

literacy in Florida academic standards, including the Next Generation Sunshine State 

Standards (Florida Center for Instructional Technology, 2015), and in the adoption of the 

Common Core State Standards (Common Core State Standards Initiative, 2014). 
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Historically, research has suggested that greater success in implementing media literacy 

takes place using state standards rather than national standards (Kellner & Share, 2005); 

however, CCSS recently were revised by the Florida Department of Education and 

renamed Florida Standards (FLDOE, 2015) and now are considered state-created 

standards. The current study, however, still is relevant outside of Florida as Florida 

Standards closely resemble the original CCSS (O’Connor, 2014) adopted by 45 states at 

the writing of this manuscript and that by 2002, all 50 states had elements of media 

education in their standards (Kellner & Share, 2005; Schmidt, 2013; Silverblatt, 2014; 

Yates, 2004). From the Florida Standards, Language Arts Florida Standards (FLDOE, 

2015) were selected for examination in this study as media literacy most often is 

integrated within language arts standards (Guofang & Gut, 2011; Silverblatt, 2014; Yates, 

2001). The commonalities of language arts and media literacy education are 

overwhelming as media literacy essentially can be defined as an expansion of traditional 

literacy. Connections between language arts and media literacy also are apparent in the 

creation of some media literacy organizations; the Association for Media Literacy in 

Canada, for example, initially was formed by a group of high school English teachers 

(Thoman, n.d.). 

Media literacy standards most often are written to support existing content area 

standards, or content area standards are rewritten to integrate aspects of media literacy 

(Guofang & Gut, 2011). Both of these methods demonstrate media literacy as a 

subordinate subject. In the Language Arts Florida Standards (FLDOE, 2015), media 

literacy is implemented as a tool to support content area standards. Using LAFL Grade 8 

as an example, types of ‘media’ are listed four times. Hobbs’ (2004) reminder that the use 
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and integration of media does not translate to media literacy is relevant as these standards 

focus on using media to enhance communication and demonstrate a content-support 

implementation of media literacy. Standard LAFS.8.SL.1.2 exemplifies Hobbs’ message 

as students identify motives of communication that exist in various media, as opposed to 

a media approach that discovers the reasons why the various forms of media were 

selected and how the media itself contributes to the creation, dissemination, intent, 

meaning, and interpretation of the message. Table 6 displays the standard code, a brief 

summary of the standard, and the focus of Language Arts Florida Standards Grade 8 that 

demonstrates a media related component (FLDOE, 2015). 

 

Table 6 

Media Related Standards in the Language Arts Florida Standards Grade 8 (LAFL-8) 

Standard Code Summary Focus 

LAFS.8.RI.3.7 evaluates the uses of media in presenting material 
media as tool to 

support content 

LAFS.8.SL.1.2 
students analyze the purpose and motives of 

communication in different forms of media 

media as tool to 

deliver content 

LAFS.8.SL.2.5 
implements media into presentations to strengthen 

communication and add interest 

media as tool to 

enhance content 

LAFS.8.W.1.2 media supports comprehension of written text 
media as tool to 

enhance content 

 

 Kellner and Share (2007a) pointed out that people receive most of their 

information from “highly constructed visual images, complex sound arrangements, and 

multiple media formats” (p. 59). The LAFL-8 do not imply this variety and selection of 

media; language arts teachers would be able to meet these media literacy related 

standards through the often excessive and overuse of PowerPoint presentations (Chivers 
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& Shoolbred, 2007; Jones, 2003), often believed to meet the requirements of media 

literacy education (Kubey, 1998). These standards do not immerse Millennial Generation 

students in the study of language arts with media in a way that reflects their current 

practice involving electronic communication in the creation and sharing of artwork, 

photographs, stories, videos, webpages, and blogs (Considine, 2009). Language arts 

education continues to rely on print-based media that does not recognize new media’s 

capacity to represent traditional standards involving “foreshadowing, representation, 

character development, and symbolism” (Kubey, 1998, p. 4). In addition to discussing 

curriculum standards in terms of a media or content-support focus, it is important to 

identify essential media literacy skills that should be contained within standards and those 

skills are examined next. 

Conclusion   

 A vicious cycle can be seen in educational policy related to media literacy. States 

have the primary obligation to develop curriculum and make educational policy decisions 

that is offset by increased federal power and educational policymaking. Media literacy 

policy decisions, from a state or national level, are expected to be dismissed due to a lack 

of a developed curriculum and funding. When funding is available, frequently from the 

federal government, it often is categorical in nature and has many detrimental effects to 

media literacy education as can be observed in the lack of funding, commercialization of 

students, a focus on accountability, and often by playing catch-up to the ever-changing 

uses of media in our culture. 
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Summary 

 The purpose of this literature review was to provide background knowledge and 

previous research relevant to this study’s research questions. Research questions involved 

examining an eclectic approach to media literacy from national and international media 

literacy organizations that relate to language arts curriculum and policy in Florida. The 

literature review was organized around approaches to media literacy, media literacy 

curriculum, educational policy, and was grounded in Schwab’s (1969) view of an eclectic 

and practical curriculum. An eclectic curriculum is the idea that curriculum should not be 

grounded in a single area, whereas the practical is concerned, not with the theoretical, but 

with knowledge that leads to action and change in the classroom.  

Potter (2010) has suggested that it is fortunate to have a wide range of scholars 

interested in media literacy, which, as a result, makes it impossible to have a single 

curriculum. This study supports the integration of a wide range of scholars that supports 

Schwab’s (1969) view of the importance of an eclectic curriculum; however, this study 

does not support the view that a unifying curriculum is impossible. Through the process 

of identifying an eclectic approach to media literacy within national and international 

media literacy organizations, an emergent curriculum is possible. Other subject areas do 

not have similar issues in identifying a unifying curriculum. For example, music 

curriculum does not focus on a jazz, pop, compositional, or any other approach to music 

education. These different approaches to music education are secondary considerations to 

a common and often eclectic music education curriculum that includes these unique 

musical genres. In the view of this researcher, arts, critical, literacy, and protectionist 

approaches should be secondary considerations to an established eclectic media literacy 
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curriculum. Stating that the purpose of music education is to perform jazz for the purpose 

of self-expression is as unreasonable as stating that the purpose of media literacy is to 

produce and consume media with a critical agenda. 

 Approaches to media literacy help define the purpose of media literacy education. 

This study used four approaches to media literacy as defined by Kellner and Share 

(2007b) and included a critical, literacy, arts, and protectionist approach. Literature finds 

evidence supporting the use of these approaches, yet demonstrates a lack of cohesion in 

the field at the same time. The approaches to media literacy demonstrate democratic 

principles, the teaching of critical thinking skills, the building of interventions, and 

supporting media analysis and production. These areas align with media literacy skills, 

generally categorized in this study as legal skills, critical thinking skills, and production 

skills. Defining specific media literacy skills, in addition to approaches to media literacy, 

is important in determining how media literacy fits within a larger sequential curriculum. 

A sequential curriculum for media literacy currently does not exist, even though media 

literacy integration is required for every subject area in Florida. Media literacy currently 

is being used for instructional support in its integration into Language Arts Florida 

Standards (FLDOE, 2015). In this support role, media itself is not a focus of study, which 

is a requirement for media literacy education to take place. 

 Educational policy must be considered carefully for media literacy to become 

firmly established. In Florida and other states that have media literacy requirements in 

their governing statute, curriculum must be revised continuously and developed to reflect 

accurate components of media literacy within subject area standards. When funding is 
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available, it must be used wisely for this purpose, while keeping away from a focus on 

accountability, which is detrimental to media literacy education.  

Media literacy is a growing field, both in amount of literature and importance in 

today’s society, but lacks a strong curriculum framework. This is highlighted by the 

higher number of media literacy studies being conducted that examine media literacy as 

supporting various subject areas as opposed to focusing on students becoming media 

literate. Ideally, this review of the literature would highlight a variety of studies 

examining purposes, approaches, and concepts of media literacy; however, most 

scholarly work in this area is informed by theoretical works. This study sought to 

discover a common purpose of media literacy within the eclectic in order to support 

curriculum change and development. Defining a purpose of a field is the first step in a 

curriculum development process and is supported by many educators (Sleeter, 2005; 

Tyler, 1949; Wiggins & McTighe, 2006). Discovering a foundation for curriculum 

development validates this study’s practical significance in examining an eclectic 

approach to media literacy. 
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CHAPTER 3. METHODOLOGY 

Introduction 

This study sought to investigate different approaches to media literacy in an effort 

to establish an eclectic approach. An eclectic approach will enable a starting place for 

developing media literacy curriculum by indicating a shared purpose. This is the 

recommended first step in a curriculum development process (Sleeter, 2005; Tyler, 1949; 

Wiggins & McTighe, 2006) that media literacy has lacked as a unifying concept 

(Aufderheide, 1993). This study examined three research questions including  

 RQ1: When examining international media literacy organizations, what are 

the principal approaches to media literacy?  

 RQ2: How can the principal approaches to media literacy constitute an 

eclectic approach? 

 RQ3: In what ways does an eclectic approach to media literacy correspond to 

media literacy integration in Florida’s language arts curriculum? 

According to Merriam (2009), one of the defining characteristics of qualitative 

research is to focus on meaning and understanding while creating interpretations of the 

meaning. A basic qualitative design was chosen for this study in order to investigate and 

describe approaches to media literacy rather than test a hypothesis or determine cause and 

effect. In this study, the purposes of media literacy were constructed through the writing 

and online documentation of national and international media literacy organizations. 

Examining documents leads to discovery of an organization’s relations and social 
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meanings (Altheide & Schneider, 2013), which, in this study, included how an 

organization conceptualizes the purpose of media literacy. This involved collecting data 

in their natural setting, establishing themes, and exploring problems not easily measured, 

which are key benefits of qualitative studies (Creswell, 2013). In answering the research 

questions using a qualitative design, a richer, more descriptive and meaningful answer is 

possible. 

 Discovering an eclectic approach to media literacy involves taking a complex 

look at documents created by organizations that may have an agenda of their own. It is 

not a simple matter of counting figures or relying on results of other studies and 

predetermined information (Creswell, 2013). A document review permits researchers to 

identify an organization’s values and priorities (Frechtling & Westat, 1997). This study 

utilized document review to determine approaches to media literacy prioritized by media 

literacy organizations according to their publicly accessible documents. Content analysis, 

a method of conducting document reviews (Curry, Nembhard, & Bradley, 2009), 

specifically was utilized to benefit from its systematic, but not rigid, method of analysis 

(Altheide & Schneider, 2013). 

Content Analysis 

This study’s research questions were best examined methodologically through 

qualitative content analysis. A qualitative content analysis is able to reveal a group’s 

conscious and unconscious values and ideas through their communication (Fraenkel & 

Wallen, 2009). Mayring (2000) described qualitative content analysis as “an approach of 

empirical, methodological controlled analysis of texts within their context of 

communication, following content analytical rules and step by step models, without rash 
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quantification” (Introduction section, para. 5). There are many advantages to qualitative 

content analysis (Mayring, 2000) relevant to this study, including: 

 Preservation of quantitative methodological strength, 

 Examination of data as a model of communication for message intent, 

 Close reading of texts to develop categories, and 

 Rules of analysis contributing to reliability and validity. 

Historically, content analysis was developed as a purely quantitative methodology even 

though quantification of a text is not a required characteristic of content analysis 

(Krippendorff, 2013). Altheide and Schneider (2013) described this type of content 

analysis as a “method to determine the objective content of messages of written and 

electronic documents” (p. 25). The following brief historical overview is important in 

understanding the current study’s use of qualitative content analysis in investigating 

media literacy organizations approaches to media literacy. 

Historical Overview  

 The earliest traces of content analysis can be found in the hermeneutic analysis of 

texts such as Bible interpretations and early newspaper analysis (Krippendorff, 2013; 

Mayring, 2000), while classical quantitative content analysis has its roots in media 

analysis and was established in the early 20th century (Kuckartz, 2014; Schreier, 2014). 

This corresponded with the rise in media including extensive propaganda during the 

World War II. The first dedicated content analysis text by Berelson (1952) was not 

written until 1952, and, in the following decade, content analysis broadened into 

disciplines outside of media including linguistics, psychology, history, and arts, while 

also expanding to include non-verbal types of communication (Mayring, 2000). Content 
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analysis then began to be highly criticized for not respecting the importance of the 

media’s context; the quantification of data had become too simplifying and distorting. 

  A qualitative approach to content analysis was first introduced by Kracauer in 

1952 as an extension of classical content analysis led by Berelson (1952), which was 

becoming more quantitative (Kuckartz, 2014; Schreier, 2014). Kuckartz (2014) 

recognized the first qualitative content analysis methods book written by Mayring in 

1983, which emphasized the need to draw latent content while insisting that frequency 

counts do not necessarily imply importance. In the United States and other English 

speaking countries, quantitative content analysis has been used most widely with 

qualitative content analysis, primarily being an afterthought (Schreier, 2014). Schreier 

(2014) pointed out, however, that many of these quantitative studies have been misnamed 

and are, in fact, qualitative in methodological design. Notwithstanding the occasional 

professor holding out, qualitative content analysis is accepted now widely in the 

academic field as a method to focus on discovering meaning (Altheide & Schneider, 

2013).  

Modern Qualitative Content Analysis  

 The media roots of content analysis still are apparent in modern studies. For 

example, a qualitative study by Ehnert (2009) successfully examined websites for latent 

meaning. Ehnert studied company websites in order to understand how the companies 

convey meanings of sustainability and other human resource related issues. She found 

many benefits in examining data from websites, including subjects not being influenced 

by the researcher and improved reliability and reproducible results over other qualitative 

methods. This study also examined a collection of company (organizational) websites as 
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its source of data. The reliance on websites as a sole source of data is supported by 

Saldaña (2011) as a possible approach to qualitative studies. 

Kuckartz (2014) promoted and described qualitative content analysis as not being 

limited solely by manifest content, while relying on “hermeneutical traditions, which 

provide some basic principles for understanding and interpreting texts” (p. 31). In 

addition to a hermeneutic approach, qualitative content analysis clearly is distinct from 

classical content analysis in its classifying and categorizing of all of the data. In this way, 

a qualitative data analysis is a systematic yet flexible way to reduce data in order to make 

meaning with consideration of the context (Schreier, 2014). The methodological 

procedures utilized in this study are outlined in Figure 3 and described in the remainder 

of this chapter. 

 

 
Figure 3. Outline of methodological procedure.  

Step 1 

Site Selection: selection of 
countries and media 

literacy organizations 

Step 2 

Data Selection: through 
organization's online 

presence  

Step 3 

Segmentation: developing 
coded segments 

 

Step 4 

Data Analysis: coding 
frame indicating defined 

categories 

Step 5 

Iterative Process: cyclical 
process of data analysis 

Step 6 

Development of an 
eclectic approach through 

synthesis of existing 
approaches  

Step 7 

Comparison of an eclectic 
approach to existing 

standards 
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Site Selection 

Countries selected for site selection through the review of literature included 

Australia, Canada, and the United Kingdom. As described in Chapter 2, these countries 

have been identified as the leaders in media literacy education (Considine, 2002; 

Fedorov, 2008; Guofang & Gut, 2011; Hobbs, 1998; Kellner & Share, 2005; Kubey, 

1998; Penman & Turnbull, 2008; Pungente, 1995). Purposive heterogeneous sampling 

was used in selecting media literacy organizations from Australia, Canada, the United 

Kingdom, and the United States in order to achieve a high level of variation, useful in 

discovering an eclectic approach. All national media literacy organizations whose 

purpose embodies the following standard definition of media literacy were included: 

Media literacy is the “ability to access, analyze, evaluate, and effectively communicate in 

a variety of forms including print and nonprint texts” (Considine, 2009, p. 472). Table 7 

identifies the selection choices for inclusion of media literacy organizations according to 

their identified location and purpose of media literacy. The table was used when selecting 

sites to create a systematic, comprehensible, and replicable method. 
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Table 7 

Description of Site Selection Inclusion for Media Literacy Organizations 

Criteria Description Example Scenarios 

Media 

Literacy 

Organization 

Consists of an organized group 

of people who have a unified 

purpose in promoting media 

literacy 

A management structure and two or more persons 

in membership with a purpose of media literacy 

specified through written goals or objectives 

Location Media literacy organizations 

must be located in Australia, 

Canada, the United Kingdom, 

or the United States. By located 

it is meant that the organization 

must have a physical 

headquarters in one of the 

identified countries. 

1) A media literacy organization with its 

headquarters in the United Kingdom and working in 

the United Kingdom is acceptable 

2) A media literacy organization with its 

headquarters in the United Kingdom and working in 

and outside of the United Kingdom is acceptable 

3) A media literacy organization with its 

headquarters in the United Kingdom and working 

outside of the United Kingdom is acceptable 

4) A media literacy organization with multiple 

headquarters in different countries, meeting at least 

one of the scenarios described above, is acceptable 

5) A media literacy organization with its sole 

headquarter in France and working inside of the 

United Kingdom is not acceptable 

Purpose Purpose of the organization 

must embody the following 

definition: “ability to access, 

analyze, evaluate, and 

effectively communicate in a 

variety of forms including print 

and nonprint texts” (Considine, 

2009, p. 472). 

Media literacy organizations must meet all of the 

following:  

1) Promotes media literacy as an ability (e.g., 

organizations promoting only theoretical 

application will be excluded) 

2) Promotes media literacy as a critical thinking 

skill through inquiry (e.g., organizations that point 

to the dangers of media without encouraging 

individual choice or thought will be excluded) 

3) Promotes media as a form of communication 

(e.g., organizations that do not recognize the 

receiving and sending of information through media 

will be excluded) 

4) Promotes more than one type of media (e.g., 

organizations solely focused on one type of media, 

video for example, will be excluded) 

 

Data Selection 

Bowen (2009) stressed that document analysis requires data selection as opposed 

to data collection procedures. Creswell (2013) suggested that samples should be selected 

in a way to maintain a similar level of quality. With this in mind, this study used two 
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criteria for document sampling. First, documents must come from a selected media 

literacy organization’s website directly in the organization’s domain or associated sub-

domains. A document will refer to any symbolic representation that can be retrieved 

(Altheide & Schneider, 2013). The use of publicly available information is important to 

maintain because these are the documents available to educators, curriculum planners, 

and policy makers involved in the curriculum development process. The purpose of this 

study was not to examine what happens behind closed doors, but how media literacy 

organizations promote an eclectic approach to media literacy. Second, these collected 

documents must be selected for those that provide information regarding the 

conceptualization of an approach to media literacy. Documents not furthering the 

development of an approach to media literacy were not selected for further examination 

simply because they fell outside of the scope of the research questions. 

Segmentation  

 Once documents wren selected, text segmentation took place. Segmentation is the 

process of dividing parts of the text into units and, according to Schreier (2014), is 

important for quality assurance. The term “coded segments” is sometimes used in modern 

qualitative content analysis once the segments have been coded (Kuckartz, 2014) and 

were utilized in this study. This difference in terminology reflects the nature of a 

qualitative content analysis to constantly refer back to the original data while also 

proceeding in parallel (Franzosi, 2008; Kuckartz, 2014; Schreier, 2014). This contrasts 

with classical quantitative content analysis that might assign a numerical code from a 

matrix without having to examine the text again. 
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A document summary form (Appendix A), adapted from Miles and Huberman 

(1994), was used to assist in the organization and collection of segments. The document 

summary form added to the systematic process necessary for successful content analysis 

as segments were coded and compared to the coding frame (discussed in the following 

section). Both static (media that does not change often) and dynamic (media that changes 

regularly, e.g., calendars) documents were identified. The document summary form is a 

flexible text in that it could be revised while reviewing documents and during initial 

coding to reflect the iterative qualitative process (Altheide & Schneider, 2013). No 

confidential procedure was required as all data on the websites domains and subdomains 

are accessible publicly. 

Data Analysis 

Document analysis refers to a systematic process of “locating, identifying, 

retrieving, and analyzing documents” (Altheide & Schneider, 2013, p. 5). When 

conducting a content analysis, a coding frame often is used that includes its system of 

categories (Mayring, 2000). The coding frame has the central role in determining the 

quality of a study (Berelson, 1952; Flick, 2009). Kuckartz (2014) added a reminder that 

categorizing data is a natural process in how people view their world by reducing what 

they see into meaningful categories. Developing categories in a qualitative content 

analysis also aims to reduce data into smaller and less complex chucks to enhance 

meaning and understanding. To accomplish this, categories must have a high degree of 

complexity and be defined clearly by describing their content and assigning coding 

indicators (Kuckartz, 2014). 
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Coding Frame  

 The first step of a coding frame, after selecting texts, involves defining categories 

and subcategories (Schreier, 2014) in order to develop overarching themes (Bowen, 

2009). In this study, the main category included approaches to media literacy. 

Approaches to media literacy were described as the reason media literacy was studied; 

this included the way people and organizations conceptualize purposes of media literacy. 

The coding frame created for this study was adapted from Mayring (2000) and is shown 

in Table 8. Categories initially were developed deductively from the literature review 

(including a critical, literacy, arts, and protectionist approach), with others emerging 

throughout the iterative process (Altheide & Schneider, 2013). 

 

Table 8 

Initial Coding Frame From Literature Review 

Category Definition Examples Coding Rules 

A: Arts 

Approach 

Promotes the aesthetic 

appreciation and creation 

of media through self-

expression 

“each medium has a unique 

aesthetic form” (Association 

for Media Literacy, 2014d, 

section 8) 

Code when media 

education emphasizes an 

artistic dimension over 

ideas of activism and 

power. May contain 

neutral message similar to 

a literacy approach, but 

must emphasize aesthetics 

over particular skills. 

C: Critical 

Approach 

Explores ideas of power 

and promotes democratic 

participation 

“explores representations, 

misrepresentations and lack of 

representation of cultures and 

countries in the global 

community” (National 

Association for Media 

Literacy Education, 2007a, 

4.5 section) 

Code with one or more of 

the following: 

 Analyzing and 

viewing media: 

Indicates media is 

not neutral 

Creating media: Promotes 

civic engagement or 

democratic participation 

through using one’s own 

voice 

   Table 8 (Cont.) 
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Category Definition Examples Coding Rules 

L: Literacy 

Approach 

Emphasizes a person’s 

ability to access, 

analyze, evaluate, and 

effectively produce 

media 

“provide people with the 

ability to create their own 

media products” (Association 

for Media Literacy, 2016c, 

About Us section, para. 2) 

Code when media 

education message is 

neutral (e.g., stresses 

understanding and skills 

over empowerment and 

activism) 

P: 

Protectionist 

Approach 

Recognition that hidden 

dangers exist in the 

media 

“is this message good for me 

or people like me?” (National 

Association for Media 

Literacy, 2007b, Authors & 

Audiences section) 

Code when media 

education is portrayed as 

an intervention in relation 

to a negative media effect. 

 

Schreier (2014) suggested piloting the coding frame using material from the 

study. The pilot for this study used material from the actual sites. A majority of the 

categories in the coding frame were discovered through the pilot, which was considered 

part of the iterative process of this qualitative study. In conducting the pilot, it was 

discovered that some occurrences of approaches were superficially very similar and 

required reflection on the intent of the organization. For example, an occurrence dealing 

with bullying would be classified as a protectionist approach when demonstrating 

bullying as a negative effect of watching violent television shows, whereas an occurrence 

dealing with bullying would be classified as a critical approach if promoting the use of 

media to help change societal views of bullying. In another example, identified with the 

Alberta Association for Media Awareness, occurrences of rating systems were placed in 

both a literacy and protectionist approach. A protectionist approach was identified when 

referring to a need for television and movie rating systems in order to protect children 

from inappropriate content. A literacy approach was identified when occurrences of 

television and movie rating systems were neutral in context to understand ratings by 

focusing on understanding and knowledge instead of protection and possible dangers.  
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The coding frame also considered the depth of approach being portrayed by each 

organization, referring to either an “instance” or “section.” Sections of an approach 

include major portions of content within an organization. Examples of sections include an 

entire lesson plan that promotes an overall approach, an entire resource page dedicated to 

an overall approach, and a conference dedicated to an overall approach. Examples of 

instances include part of a lesson plan promoting an approach different from the overall 

lesson, individual resources indicating an approach different from the overall resource 

page, or a single conference presentation with an approach different from the overall 

conference. In other words, instances were identified as small portions of larger stand-

alone sections. 

Coding  

 In a qualitative content analysis, the researcher conducts all phases of the coding 

process. Dissimilar to quantitative content analysis where trained personnel are usually 

brought in as coders, a qualitative content analysis often is coded by the researchers 

themselves (Krippendorff, 2013; Kuckartz, 2014). Kuckartz (2014) suggested that initial 

work involves reading sequentially through the text to obtain a general understanding in 

relation to the research questions. In this initial work with the text, notes were taken, 

arguments were analyzed, and formal characteristics of the text including noticeable 

language and lengths of texts were observed. Definitions, meanings, and processes were 

identified in the text through quotes, descriptions, and reflective segments to ensure the 

collection of qualitative data (Altheide & Schneider, 2013). 

Double coding took place to verify coding quality. For double coding to be 

successful, text segments identified with the document summary forms were compared to 
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the same coding frame. Minimal changes occurred during double coding although coding 

terms and initial categories were refined and sometimes subsumed by other codes. For 

example, data initially coded as “media vs. curriculum” became “media as a tool” while 

“democratic participation” and “social responsibility” merged to become “democratic 

participation and responsibility.” Codes were also refined across categories for example, 

media access was initially coded under a critical approach to media literacy but also 

became relevant in a literacy approach when referring to basic knowledge of access 

opposed to attempting to improve access to media in order to improve society. As a 

guideline, Schreier (2014) has suggested that double coding one third of the main 

analysis is sufficient if minimal changes were made during the initial pilot. Even though 

minimal changes were made in this study, double coding occurred in half of the main 

analysis. This was structured by double coding the first half of the analysis from each 

selected organization. Although coding revisions were continual throughout the coding 

process, Table 9 displays the transformation between initial and final coding terms. 

 

Table 9 

Initial and Final Code Terms 

Category Initial Code Terms Final Code Terms 

A: Arts 

Approach 

Aesthetics, Arts, Collaborative, 

Communication and Expression, 

Creativity, Enjoyment 

Enjoyment, Expression of Self 

and National Identity, Visual Arts 

C: Critical 

Approach 

Access, Cynic vs. Skeptic, Cultural 

Identity, Democratic Participation, 

Ethics, Gender, Empowerment, 

Representation, Social Responsibility 

Democratic Participation and 

Responsibility, Empowerment, 

Representation, Stereotypes 

L: Literacy 

Approach 

Analyze, Credibility, Critical 

Thinking, Evaluate, Legal, 

Multiliteracy, Production, Re-

Purposing, Skills, Technology 

Access, Analytical, 

Communication, General Media 

Knowledge, Legal Knowledge, 

News, Production 
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  Table 9 (Cont.) 

Category Initial Code Terms Final Code Terms 

P: 

Protectionist 

Approach 

Censorship, Good vs. Evil, Harm, 

Media Effects, Privacy, Regulation, 

Security 

Age-Appropriateness, Gaming, 

Health, Marketing, Media Use 

and Effects, Safety, Violence 

T: Tool 

Approach 

Body Image, Cultural Diversity, 

Employment, General Instruction, 

Healthy Living, Personal Meaning, 

Self-Recognition 

Analytical Skills, Cultural 

Diversity, Employment, General 

Instruction, Reading and Writing, 

Self-Recognition 

 

Iterative Process  

 Schreier (2014) has suggested that category structuring and generating are 

repeated for every new text. To accomplish this iterative process, this study implemented 

a variation of Mayring’s (2000) deductive and inductive category models. Mayring 

identified separate models for deductive and inductive categories. This study primarily 

identified with the deductive category model as a priori categories have been identified in 

the literature. However, slight modifications were made to encourage the addition of 

inductively produced categories and subcategories identified through reoccurring themes, 

not found to be emphasized in the literature yet prominent in the data. 

Mayring’s (2000) inductive category model is very similar to the deductive 

model, with the primary difference of determining categories and definitions from the 

data as opposed from the literature solely. The inductive model also stipulates that 

revision of categories takes place after visiting 10-50% of the material. The deductive 

category model does not indicate a preference of when to revisit categories and so the 

inductive timeframe was utilized. The study’s iterative process of data analysis consisted 

of the following steps that repeat and often occur simultaneously: 

1. Identify/reconcile research questions 
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2. Identify categories from literature review 

3. Define categories, determine examples, and describe coding rules in the 

coding frame 

4. Work through texts utilizing the coding frame 

5. Revise categories and coding agenda after visiting 10-50% of material 

6. Complete a formative check of reliability 

7. Do final work through of texts 

8. Complete a summative check of reliability 

9. Interpret results 

The iterative process described follows the overall process as the constant 

comparative method of analysis developed by Glaser and Strauss (1967). According to 

Glaser (1965), a constant comparative method works with document analysis and permits 

flexibility to propose a variety of properties (e.g., media literacy approaches) by joining 

coding and analysis. Altheide and Schneider (2013) specifically stressed that documents, 

as a product of social interaction, can be studied reflexively in the constant comparison 

process of examining one feature according to what is known about others. A constant 

comparative method also added internal validity to the study by checking and rechecking 

coding, themes, and interpretation (Kolb, 2012). While constant comparative analysis is 

not designed to ensure replicability or test hypotheses, according to Glaser (1965), it does 

maintain sensitivity in examining qualitative data in order to increase consistency and 

plausibility without converting qualitative data into crude quantifiable form. 

 Specific descriptive components of Glaser’s (1965) constant comparative method 

of analysis were integrated within Mayring’s (2000) inductive category model. While 
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working through texts and utilizing the coding frame in step four, data were coded in as 

many categories as possible while comparing incidents in each category. In step seven 

involving a final work through of texts, coding ceased when category saturation occurred. 

Lastly, in step nine, data from each section of the document summary forms were 

grouped together for comparison according to category (Altheide & Schneider, 2013). 

For example, identified critical media literacy components from each organization were 

compiled for analysis. Categories then were summarized and considered in a larger 

overview of the results. Themes were established from the identified categories as 

suggested by Glaser (1965) and category revisions ceased. Category construction began 

with initial a priori categories developed from the review of literature, additional 

categories were added inductively during the coding process, and final category 

classification occurred during the analysis process. This evolution can be seen in Table 

10. 

 

Table 10 

Category Development Outline 

A Priori Categories 
A Priori and Inductive 

Categories 
Final Categories 

A: Arts A: Arts A: Arts 

C: Critical C: Critical C: Critical 

L: Literacy D: Developmental L: Literacy 

P: Protectionist L: Literacy P: Protectionist 

 M: Media and Curriculum T: Tool 

 P: Protectionist  

 S: Self-Recognition  
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Synthesis for an Eclectic Approach 

Schwab (1971) wrote that different approaches must be “joined and reconciled” 

(p. 500). In this study, identified principal approaches to media literacy from the selected 

organizations were synthesized in order to develop an eclectic approach. This combined 

eclectic approach was anticipated to demonstrate what the leading countries in media 

literacy education are doing from which other countries might draw. Skills, determined 

through various approaches to media literacy and part of the subject matter 

commonplace, were identified and synthesized in the creation of an eclectic approach. 

Comparison to Standards 

 Qualitative content analysis often is best used to test new concepts with other 

types of documents (Altheide & Schneider, 2013). It was this researcher’s intent to 

realize a practical component to this study by comparing the discovered eclectic approach 

to language arts curriculum in Florida. This is particularly relevant considering the 

bottom-up theoretical approach of this study advocated by Schwab (1971) and Elmore 

(1979). Language Arts Florida Standards (FLDOE, 2015) were compared to the 

identified eclectic approach to media literacy using the same coding frame developed 

during data analysis in examining media literacy organizations. Standards did not 

influence the existing coding frame as this study examined a purpose of media literacy 

through the expertise of subject area specialists regarding their place in the curriculum 

deliberation process. Analysis of standards was limited to identification of the existence 

of an eclectic approach to media literacy. 
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CHAPTER 4. RESULTS 

Introduction 

The primary purpose of this chapter is to report on the results of this study. 

Chapter 3 described the methodology used and, with minor exceptions as noted in this 

chapter, was followed without any issues. Interpretation of the results are limited in this 

chapter in setting up a discussion of the results in Chapter 5. Following this introduction, 

the organization of this chapter includes a review of each sample then describes results of 

data analysis in answering this studies research questions that included: 

 RQ1: When examining international media literacy organizations, what are 

the principal approaches to media literacy?  

 RQ2: How can the principal approaches to media literacy constitute an 

eclectic approach? 

 RQ3: In what ways does an eclectic approach to media literacy correspond to 

media literacy integration in Florida’s language arts curriculum?  

These research questions were developed in recognition of a lack of unified 

purpose of media literacy. A purpose is the first step in a curriculum building process; it 

is difficult to establish a media literacy curriculum or to evaluate existing curriculum 

without one. Many media literacy specialists, organizations, and curriculum experts in the 

United States appear to promote a singular view of media literacy. This study attempted 

to establish a combined purpose of media literacy while also evaluating existing media 

literacy standards embedded within Florida’s language arts curriculum.



 

 97 

 The researcher in this study is a media literacy teacher in the Florida public school 

system. He has experienced firsthand the difficulty in creating a media literacy 

curriculum regarding the variety of approaches to media literacy. The researcher also has 

observed that media literacy standards embedded within Common Core State Standards 

Initiative (2014) in the United States and, specific to this study, Florida Standards 

(FLDOE, 2015) that are based directly on Common Core State Standards, do not appear 

to complement what is considered media literacy standards in a media classroom. 

Recognizing the success and leading implementation of media literacy in Australia, 

Canada, and the United Kingdom, the researcher conducted a content analysis of media 

literacy organizations within these countries to determine a more eclectic approach to 

media literacy. 

Sample 

Applying the systematic methods described in Chapter 3, this study focused on 

the media literacy organizations from Australia, Canada, and the United Kingdom. These 

included meeting a definition of an organization, location requirements, and necessary 

communication with intent within statements of purpose. Table 11 highlights the selected 

organizations; discovered primary and secondary approaches to media literacy also are 

indicated for each organization. 
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Table 11 

Organizations Selected for Inclusion Along with Overall Approaches 

Country Organization Primary 

Approach 

Secondary 

Approach 

Australia Australian Council on Children and the 

Media (ACCM) 

Protectionist Critical 

 Australian Teachers of Media Queensland 

(ATOM QLD) 

Literacy Tool 

 SeeMe Literacy Critical/ 

Protectionist 

 South Australian Association for Media 

Education (SAAME) 

Literacy Critical/Tool 

Canada Alberta Association for Media Awareness 

(AAMA) 

Literacy Protectionist 

 Association for Media Literacy (AML) Literacy Critical 

 Canadian Association of Media Education 

Organization 

Literacy Protectionist 

 Jesuit Communication Project (JCP) Literacy Critical 

United 

Kingdom 

Association for Media Education in Scotland Literacy Critical/Tool 

 European Charter for Media Literacy Literacy Tool 

 English & Media Centre Literacy Tool 

 

Many organizations not included in this study were very close in meeting 

selection requirements but failed for one or more reasons. For example, MediaSmarts in 

Canada has an extensive online presence dedicated to media literacy. However, 

MediaSmarts has no participating members, only a governing structure, and so did not fit 

the organization requirement. UNESCO, which does a great deal of work in media 

literacy, did not fit the location requirement as they are based out of France. An example 

of an organization not meeting the purpose requirement includes the National Council of 

Teachers of English. This organization has many resources for teaching media literacy 
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but it is not part of their mission or statement of purpose; this organization also did not 

meet the location requirement. 

One organization, English and Media Center (EMC), promotes both the study of 

English and media (sometimes separately and sometimes jointly). The majority of their 

website revolves around English studies and it sometimes was difficult to distinguish 

between a focus on English verses media studies. For example, should the studying of 

poetry be considered a form of print media (text) or as a way to learn concepts exclusive 

to English studies (English studies are comparable to Language Arts in the United 

States). In these cases of ambiguity, information was compared to both A Level Media 

and A Level English Language studies and exams to find a best fit. (A Level exams in the 

United Kingdom are administered by one of five awarding examination boards). All 

organizations meeting the sampling requirements are discussed in further detail in 

addition to identified findings of approaches to media literacy. An example of leading 

approaches for each organization is presented in Table 12. 

 

Table 12 

Example of Leading Approach in Each Organization 

Organization Leading 

Approach 

Example 

AAMA Literacy Promotion of a visual literacy conference that includes 

“interpreting elements and examples of visual literacy” 

(Blair, 2010a). 

ACCM Protectionist “Studies find a relationship between violent television 

watching and behaviour” (ACCM, 2012, Exposure to 

Violence section). 

AMES Literacy “Learners will develop critical skills which will allow them 

to analyse both their own creative work as well as the work 

of other filmmakers” (AMES, 2012, p. 23). 

  Table 12 (Cont.) 
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Organization Leading 

Approach 

Example 

AML Literacy “Media literacy also aims to provide people with the ability 

to create their own media products” (AML, 2016c, About 

Us section, para. 2). 

ATOM QLD Literacy Offers professional development opportunities in 

scriptwriting, directing camera, sound, lighting and editing. 

Canadian 

Association of 

Media 

Education 

Organization 

Literacy A media literate person has the “ability to produce media 

products” (CAMEO, n.d., para. 1). 

EMC Literacy “Opportunity to develop their [students] editing skills on a 

range of ‘real’ rushes from a professionally produced short 

film” (EMC, n.d., para. 1). 

European 

Charter for 

Media Literacy 

Literacy Media literate people should “use media technologies 

effectively to access, store, retrieve and share content” 

(European Charter for Media Literacy, 2009c, European 

Charter for Media Literacy section, para. 2). 

JCP Literacy Media literacy gives “our children the critical thinking tools 

they need to live in our mass mediated world” (Pungente, 

2004, p. 2). 

SAAME Literacy Promotes a film guide lesson plan focusing on critiquing and 

analyzing film media. 

SeeMe Literacy Promotes production skills involving an advertisement with 

“a purpose, an intended audience, and a swag of advertising 

techniques” (SeeMe, 2011g, para. 1). 

 

AAMA  

 The Alberta Association for Media Awareness (AAMA) focuses on improving 

and promoting mass media awareness and education throughout the western Canadian 

province of Alberta. Founded in 1992, AAMA is a registered non-profit organization 

operated by a board of executives. Originally organized by educators, the current board 

of executives consists of educators, media professionals, and other media related 

stakeholders including media analysts and consultants. 
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 AAMA is arguably split between a literacy and protectionist approach to media 

literacy. A literacy approach was identified a majority of time at 33% compared to a 

protectionist approach at 25%. However, a protectionist approach contained more 

sections of occurrences opposed to a combined count of instances and sections (instances 

represent smaller occurrences of an approach, where sections represent the overall intent 

of major sections). This is the only organization in which the overall majority approach 

also did not contain the majority count of sections. A critical approach was represented in 

19% of the identified occurrences and a tool approach in 14%, with the remaining 

approaches all less than 10% (arts approach 6% and developmental approach 3%). 

AAMA, along with the Association for Media Literacy (AML) and the Jesuit 

Communication Project (JCP), is also the only organization to represent all six 

approaches to media literacy. 

ACCM  

 Located in the South Australian capital of Adelaide, the Australian Council on 

Children and the Media (ACCM) has a stated focus in “building and maintaining a media 

environment that fosters the health, safety and wellbeing of Australian children” (ACCM, 

2016a, Mission Statement section, para. 1). Although ACCM primarily focuses on issues 

concerning the development and raising of children, they do fit the selection criteria for 

this study regarding the identified definition of media literacy. ACCM is a non-profit 

organization, but they are limited by guarantee with a board of representatives primarily 

consisting of members in the educational field in addition to two corporate educational 

members. 
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 ACCM clearly is embedded in a protectionist approach. Of the 46 occurrences of 

approaches identified in online documents, 34 (74%) were focused on protectionism. 

Critical and developmental approaches each were identified four times (9%), a literacy 

approach was identified three times (7%), and a tool approach was identified once (less 

than 1%). An arts approach was not identified. 

AMES  

 The Association for Media Education in Scotland (AMES) is a registered Scottish 

charity and non-profit organization. Located in Aberdeen Scotland, AMES is run by a 

management committee, directed by a constitutional document, and monitored by the 

Scottish Charity Regulator, which regulates and registers non-profits in Scotland. The 

management committee is comprised solely of current and past educators, while the 

association itself initially was formed in 1983 entirely by media educators. This contrasts 

with many of the other organizations that also have non-education professionals within 

their organizational leadership and throughout their general membership. 

 A literacy approach to media literacy is the most prominent approach with 

AMES, taking place in 67% of the occurrences. A critical (13%) and tool (13%) approach 

to media literacy were observed equally, next followed by an arts approach (7%). 

Developmental and protectionist approaches were not identified. AMES is the only 

organization in all selected organizations that has no occurrences of a protectionist 

approach. It also should be noted that most observances of approaches were identified 

from curriculum documents; specifically, an example of teaching film media and a film 

curriculum document that attempts to bring together various approaches of film studies 
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into a single, teachable, curriculum (similar to the goal of this study in developing an 

eclectic approach to media literacy). 

AML  

 The Association for Media Literacy (AML) is based out of Toronto, Ontario, 

Canada and is comprised of various media related specialists including teachers, 

librarians, cultural workers, and consultants. AML’s membership also is made up of 

parents and other media related professionals who demonstrate an interest in media’s 

impact on current culture. AML has a long history in media literacy advocacy and 

education, including founding the first media literacy conference in 1978, the same year 

AML was founded. AML is run by an executive board consisting of a president, vice-

president, treasurer, board of directors, writer/consultants, teachers, and school board 

members. Compared to the other media literacy organizations examined in this study, 

AML comes across as much more opinion based, especially in their blogs and other 

resources where writing styles clearly are not neutral. 

 A literacy approach was dominant with AML, occurring in 55% of the total 105 

occurrences. A critical approach was recognized next at 26%, followed by a protectionist 

approach (9%), tool approach (8%), developmental approach (2%), and arts approach 

(1%). Contrasting other organizations examined, all of the recognized occurrences of 

media literacy approaches were instances as opposed to appearing as a theme from a 

larger section. Almost all of the occurrences came from various blogs that mostly were 

written informally and that first began in January 2013. The blogs and other resources are 

highly visible on their website; however, users must navigate multiple pages to access all 

of the material. Because of the large number of blogs, AML had more than double the 
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number of occurrences of recognized media literacy approaches than any other 

organization. AML, along with AAMA and JCP, is also the only organization to 

represent all six approaches to media literacy. 

ATOM QLD  

 The Australian Teachers of Media Queensland (ATOM QLD, n.d.) is an 

independent media literacy organization affiliated with an overarching media literacy 

organization, the Australian Teachers of Media (ATOM), whose online presence is 

limited to identifying media resources. Other affiliates of ATOM are located in the 

Australian Capital Territory, New South Wales, Victoria, and Western Australia. Of these 

affiliates, only ATOM QLD met the requirements set forth in the site selection of this 

study. ATOM QLD places more of a focus on screen media, specifically film and 

television; however, instances of supporting visual and new media were identified, along 

with strong advocation of multiple forms of media in the development of Australian 

national curriculum. 

Instances of an arts, critical, literacy, protectionist, and tool approaches were 

discovered through their online documents. Of these identified approaches, a literacy 

approach clearly was the most dominant, occurring during 50% of the observed instances 

of approaches (10 of 20 identified approaches). The least dominant focus was a 

protectionist approach (5%). An arts and critical approach was identified similarly (10%), 

while a tool approach occurred the second highest (25%). A developmental approach was 

not observed. 

The Canadian Association of Media Education Organization 

 The Canadian Association of Media Education Organization is an overarching  
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association of media literacy organizations throughout Canada. Founded in 1992, their 

stated purpose is to advocate, develop, and produce media literacy throughout Canada. 

The organization is run by an executive committee and a board of directors. Associate 

organizations include the Concerned Children’s Advertisers, Jesuit Communication 

Project, and the Media Awareness Network. CAMEO shares a domain name with the 

Jesuit Communication Project however; the webpages dedicated to CAMEO are separate 

from other content and identified by the subdirectory “CAMEO.” Much of the 

information on CAMEO documents are dated from the mid-1990s to early 2000s.  

 The Canadian Association of Media Education Organization had fewer types of 

approaches present than any other media literacy organization. Of the 13 total 

occurrences observed, 62% demonstrated a literacy approach and 38% demonstrated a 

protectionist approach. Most of the organization’s documents were over a decade old and 

may not reflect their current values concerning a purpose of media literacy. However, this 

is not relevant to this study because these documents are posted online and are easily 

accessible to the public. As an overarching media literacy organization, their online 

presence may carry additional weight to some viewers. 

EMC 

 The English and Media Center (EMC) is an independent educational charity 

organization located in central London. Serving students and teachers throughout the 

United Kingdom, EMC offers professional development courses, online publications, and 

consultation work, and is active in national debates and initiatives on English and media 

teaching topics. EMC is not dedicated exclusively to media literacy, so only documents 

with a media component, as opposed to a solely English studies component, were 
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examined. EMC themselves sometimes categorize content with the labeling of “English,” 

“English and Media,” and “Media” components. EMC does not have a traditional 

membership status seen in most public organizations, but does have comparable 

management and membership organizational levels including directors, consultants, 

administration, trustees, and patrons, which fits the organization requirement for this 

study. 

 The primary approach to media literacy occurring within EMC’s online presence 

is a literacy approach. A literacy approach represents 73% of the observed occurrences. 

This is followed by a tool approach (18%) and protectionist approach (9%). EMC is the 

only organization in the United Kingdom that did not include a critical approach to media 

literacy. 

European Charter for Media Literacy  

The European Charter for Media Literacy is an initiative comprised of multiple 

countries in the European Union. Although it strives to represent the entire European 

Union, the charter was developed by the United Kingdom Film Council and British Film 

Institute located in the United Kingdom. The United Kingdom Film Council has since 

closed, while the British Film Institute remains as a steering group member of the charter. 

The British Film Institute is an organization that specializes in a specific type of media, 

but the charter does not share their screen media bias, focusing instead on general 

principles of media literacy. It is important to note that the European Charter for Media 

Literacy specifically states that they are not an organization with membership status. 

Regardless, it still met the sample criteria in this study by being led, in part, by the British 
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Film Institute. Organizations and individuals that sign the charter agree to uphold and 

promote specific definitions of media literacy. 

A literacy approach was the most prominent being observed – 52% of the 

occurrences of approaches. This was followed by a critical approach (22%), tool 

approach (15%), and a protectionist approach (11%). The European Charter for Media 

Literacy demonstrated a more dominant literacy approach, similar to all other United 

Kingdom organizations. It was, however, more evenly dispersed in the remaining 

approaches. 

JCP 

 The Jesuit Communication Project (JCP) is based in Toronto, Ontario, Canada. 

The JCP emphasizes its media literacy advocacy and outreach in Canada and in the 

United States, Europe, and New Zealand. They accomplish this through workshops, 

presentations, conferences, and school and church programs, and as consultants. Founded 

in 1984, the JCP’s mission is to promote media literacy throughout Canada because those 

who are not media literate are at a greater disadvantage and more disempowered. JCP is 

not a traditional organization in that it does not have open membership; however, there 

are ways to become involved and JCP is itself a part of the broader national association of 

Canadian educators known as the Canadian Association of Media Education 

Organization. In fact, the executive director of JCP, John Pungente, also is the current 

president of the Canadian Association of Media Education Organization. 

 Similar to AAMA and AML, JCP is the only other organization to represent all 

six approaches to media literacy. The majority of occurrences indicate an overall literacy 

approach, taking place 42% of the time. Following a literacy approach was a critical 
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(22%), tool (14%), protectionist (12%), arts (6%), and developmental (4%) approach. 

The approaches present in JPC were mostly smaller instances; however, larger sections of 

approaches were present in both a literacy and protectionist approach. The second highest 

identified approach, a critical approach, did not contain any larger section. 

SAAME  

Located in the South Australian capital city of Adelaide, the South Australian 

Association for Media Education (SAAME) began as a screen media organization in the 

early 1970s. This organization still appears focused on film and screen media, but have 

since become a more inclusive media organization beginning in the early 1980s. SAAME 

now recognizes the importance of multiple types of media including web design, 

multimedia, visual, audio, and graphic design for the development of media literate 

Australian citizens. 

 A literacy approach to media literacy was prevalent with SAAME, accounting for 

54% of the 28 occurrences. With the exception of a developmental approach, all other 

approaches also were present in their online documents. A literacy approach was 

identified 14% of the time, a tool approach was identified at 14%, and a protectionist 

approach was present 11% of the time. An arts was identified the least number of times at 

7%. 

SeeMe  

 SeeMe was developed by the Queen Victoria Women’s Center Trust organization, 

which is located in Melbourne Australia. SeeMe has an overarching mission to tackle 

issues revolving around portrayals of beauty, body image, and gender stereotypes. 

Primary material of this website includes six teaching and learning modules aligned to 
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Victorian and Australian curricula that were created in collaboration with student leaders, 

teachers, Education Services Australia, the Victorian Association for the Teaching of 

English, and the Foundation for Young Australians. 

 SeeMe primarily demonstrated a literacy approach to media literacy, taking place 

52% of the identified occurrences. Of the literacy approaches identified, 90% were the 

focus of larger sections of documents. A critical approach was identified in 19% as was a 

protectionist approach; however, the protectionist occurrences primarily were comprised 

of small instances. A tool approach was identified 10% of the time, while the remaining 

approaches were not identified at all. 

Data Analysis 

 Thematic analysis with constant comparison approach as described in Chapter 3 

was followed with no substantial changes. Changes that did occur included the exclusion 

of media literacy organizations in not meeting sampling requirements and having to be 

more specific in coding procedures for questionable text. The final sample consisted of 

four organizations from Australia, four from Canada, and three from the United Kingdom 

(see Table 11). Once overarching themes were established during double-coding (initial 

coding ceased upon saturation, which did not require coding more than 40% of any 

organization), it was apparent that the coding frame required additional categories. In 

addition to the initial categories developed through the literature review, developmental 

and tool categories were added as they emerged through this iterative process. Table 13, 

adapted from Mayring (2000), shows the coding frame and identified approaches of 

media literacy including the a priori approaches identified from the literature review and 

the inductive approaches developed during data analysis. 
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Table 13 

Final Coding Frame 

Category Definition Examples Coding Rules 

A: Arts 

Approach 

Promotes the 

aesthetic 

appreciation and 

creation of media 

through self-

expression. 

“Each medium has a unique 

aesthetic form” (Association for 

Media Literacy, 2016b, section 

8). 

Code when media education 

emphasizes an artistic 

dimension over ideas of 

activism and power. May 

contain neutral message 

similar to a literacy approach 

but must emphasize 

aesthetics over particular 

skills. 

C: Critical 

Approach 

Explores ideas of 

power and 

promotes 

democratic 

participation. 

“Explores representations, 

misrepresentations and lack of 

representation of cultures and 

countries in the global 

community” (National 

Association for Media Literacy 

Education, 2007a, 4.5 section). 

Code with one or more of the 

following: 

 Analyzing and viewing 

media: Indicates media 

is not neutral 

 Creating media: 

Promotes civic 

engagement or 

democratic participation 

through using one’s 

own voice 

D: 

Developmental

(new category) 

Underscores the 

application and use 

of media in child 

development. 

ACCM conference theme: 

“Media, minds and 

neuroscience: The developing 

brain in a media-rich 

environment” (ACCM, 2016b, 

Fourth Australian Conference 

on Children and the Media 

section). 

Code when the physical or 

social development of 

children is associated to 

media literacy. 

L: Literacy 

Approach 
Emphasizes a 

person’s ability to 

access, analyze, 

evaluate, and 

effectively produce 

media. 

“Provide people with the ability 

to create their own media 

products” (Association for 

Media Literacy, 2016c, About 

Us section, para. 2). 

Code when media education 

message is neutral (e.g., 

stresses understanding and 

skills over empowerment and 

activism) 

P: 

Protectionist 

Approach 

Recognition that 

hidden dangers 

exist in the media. 

“I this message good for me or 

people like me?” (National 

Association for Media Literacy, 

2007b, Authors & Audiences 

section). 

Code when media education 

is portrayed as an 

intervention in relation to a 

negative media effect. 

T: Tool 

(new category) 
Utilizes media to 

support non-media 

topics and abilities 

in education. 

“Using new media to support 

homework activities” 

(Association for Media 

Literacy, 2016a, Speaking 

Topics section). 

Code when media is utilized 

for an educational purpose in 

a non-media related topic or 

ability. 
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 Once data were recorded and coded using a document summary form, data then 

were double-coded to verify the initial coding and for deeper analysis including the 

development of subcategories. For a protectionist approach, it was necessary to create 

additional levels of subcategories during analysis. For example, the initial subcategory of 

“harm” transformed into “sex and violence” then required further separation into 

subcategories of only sex, only violence, and combined references to sex and violence. 

Further analysis however subsumed this category into categories of “age-

appropriateness” and “violence” as seen in the final coding terms displayed in Table 9 in 

Chapter 3. 

Research Question One  

 The first research question sought to identify the principal approaches to media 

literacy from the selected media literacy organizations in Australia, Canada, and the 

United Kingdom. All organizations, established a dominant literacy approach, with the 

exception of ACCM from Australia, which demonstrated an overall protectionist 

approach. Of the 349 occurrences of approaches, 159 (47%) demonstrated a literacy 

approach, as can be seen in Figure 4.  
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Figure 4. Observed approaches of media literacy from all countries. This chart represents 

the total number of occurrences from all selected organizations in Australia, Canada, and 

the United Kingdom. Arts and developmental approaches each made up 3%. 

 

 Another way to look at this data is by identifying the most prominent approaches 

by organization and country instead of an aggregate number. There is no doubt that a 

literacy approach is the most prominent overall, being the most frequent approach in 10 

of the 11 organizations; however, the second, third, and fourth most prominent 

approaches change when examined by country. In Australia, a critical approach was the 

second most prominent, critical and protectionist approaches were tied in Canada, and a 

tool approach was the second most prominent approach in the United Kingdom. Figure 5 

demonstrates a revised order of approaches based on each organization, rather than the 

total number of occurrences from all organizations as shown in Figure 4. The primary 

reason these discrepancies occur is that the Australian Council on Children and the 
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Media, the only organization without a primary literacy approach, had 34 occurrences of 

a protectionist approach. This represents almost 10% of the total number of identified 

occurrences among all organizations. 

 
Figure 5. Instances of primary and secondary approaches to media literacy. This chart 

shows the count of primary and secondary approaches to media literacy for each 

organization. Three organizations had a tie for secondary approach that accounts for the 

discrepancy between the number of organizations and approaches shown. 

 

However, the specific order of significance of approaches to media literacy is not 

essential in recognizing principal approaches to media literacy in this study. It is clear 

that an arts, critical, literacy, protectionist, and tool approach are all principal approaches 

of media literacy. Each approach was present in over 50% of the organizations in this 

study and was recognized in every examined country. Excluded from this group is a 

developmental approach that was present in only four of the eleven organizations (36%) 

and not at all from any organization in the United Kingdom. 

Of the five identified principal approaches to media literacy, an arts approach is 

the only approach questionable in its inclusion. An arts approach is present in 55% of all 
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organizations (the least of all included approaches) and, though present in all countries, is 

the only approach identified less than 50% within a country (only identified in one of the 

three organizations in the United Kingdom). However, it is clear that an arts approach, 

one that focuses on aesthetics, is an integral part of other approaches, particularly a 

literacy approach. For example, SeeMe from Australia developed an evaluative module 

with a primary purpose to “create your own advertisement” (SeeMe, 2011i, Purpose 

section). For a successful advertisement to be created, its aesthetics must be thought out 

and included. Although not usually stated, this holds true for any production element or 

in the analysis of advertisements, news programs, or any other type of media. One might 

argue that an arts approach became a subcategory of a literacy approach; however, none 

of the organizations appeared to suggest this and, as previously stated, an arts approach 

was present independently in the majority of identified organizations. 

In further addressing each of the principal approaches, it is important to consider 

the make-up of each approach. For example, what does it mean to implement a critical 

approach to media literacy (or any other approach) according to the selected 

organizations? The five primary approaches are further explored in the next section, 

which addresses the second research question. 

Research Question Two  

 The second research question sought to determine how the principal approaches 

establish a combined, or eclectic, approach to media literacy. In creating an eclectic 

curriculum, Schwab (1971) wrote that varying approaches must be “joined and 

reconciled” (p. 500). This does not mean that individual approaches lose their identity 

and purpose in the creation of a new purpose, but that approaches will be united as part of 
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a combined approach. It remains up to the curriculum deliberation process to determine 

and create a curriculum, but an eclectic approach will permit such a group to have the 

necessary toolset from which to draw. 

A variety of subcategories were discovered, which demonstrates a high diversity 

of special interests and focus. These subcategories let curriculum specialists know what a 

specific approach to media literacy resembles. Subcategories constitute the skills and 

knowledge necessary in Schwab’s (1969) subject matter commonplace and demonstrate 

what each approach to media literacy contributes in a combined eclectic approach. Next, 

subcategories are described in alphabetical order according to each primary approach to 

media literacy. Although some approaches to media literacy were observed more 

frequently, in a combined approach all approaches should be present. The emphasis and 

frequency in which each approach occurs should be determined through Schwab’s 

additional commonplaces in a curriculum deliberation process and include the milieu, 

student, and teacher commonplaces. Table 14 shows the discovered subcategories of each 

overarching approach to media literacy. 

 

Table 14 

Subcategories of Principal Approaches Discovered in Media Literacy Organizations 

Overarching Principal 

Approach 

Subcategories 

Arts Enjoyment, national identity, self-expression, visual arts 

Critical Democratic participation and social responsibility, empowerment, 

representation, stereotypes 

Literacy Access, analytical skills, communication, knowledge, legal, news, 

production 

Protectionist Age-appropriateness, gaming, health, marketing, media use and effects, 

safety, violence 

Tool Instructional tool for analytical skills, cultural diversity, employment, 

general instruction, reading and writing, self-recognition 
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 Arts approach. An arts approach revealed a wide variety of themes ranging from 

learning to enjoy media to forming a national identity through the aesthetics of media. 

The most prominent theme, enjoyment, focused on forming an appreciation of media 

through understanding of the aesthetics. This can be seen in the Jesuit Communication 

Project’s (Pungente, 2007) emphasis on developing an “appreciation and aesthetic 

understanding of the media” (p. 3) and in our right to “enjoy the pleasing forms and 

effects of the different media” (Jesuit Communication Project, n.d.b, para. 8). 

Remaining themes were represented equally and primarily dealt with ideas of 

representation through expression. This included the South Australia Association for 

Media Education’s proposal to tell the Australian story and “to contribute to our national 

identity as formed through artistic and cultural activity” (“Media education manifesto,” 

2016). Australian Teachers of Media Queensland focused on an individual expressive 

approach. This included conferences with calls for submission, including student self-

expression, and lesson plans promoting the “development of your own unique artistic 

identity” (“Media education manifesto,” 2016, Course Goals section). 

Regardless of the subcategory, the leading theme in this approach is that media 

contains an aspect of beauty. The Association for Media Literacy (2016b) characterized 

this concept in their core concepts that include promoting the aesthetic qualities of media, 

not solely in purposefully artistic media, but also news reports, advertisements, television 

shows, public service announcements, or any other type of media. Through this aesthetic 

component of media, students might discover a pleasure and enjoyment in media, express 

themselves artistically, and recognize the aesthetics in a larger cultural context. 
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 Critical approach. Four subcategories emerged in a critical approach, including 

democratic participation and social responsibility, empowerment, representation, and 

stereotypes. Of these, democratic participation and social responsibility clearly were the 

dominant theme, taking place during 55% of the observed occurrences. Democratic 

participation and social responsibility are separate concepts; however, there is much 

overlap and they often are treated as a single idea by the media literacy organizations in 

this study. For example, the Alberta Association for Media Awareness (2014) sometimes 

treats social responsibility separately by including ways to “explore the opportunities that 

social networking tools provide for contributing positively to society” (This year’s theme 

section). Referring to democratic participation separately, the South Australian 

Association for Media Education stressed that media literacy education is essential “to 

create citizens who can effectively participate in our system of democracy” (“Media 

education manifesto,” 2016). At other times, organizations including the European 

Charter for Media Literacy (2009c) refer to these ideas concurrently as an ability to 

“make effective use of media in the exercise of their democratic rights and civic 

responsibilities” (European Charter for Media Literacy section). It is essential that these 

ideas complement each other, as part of a person’s social responsibility should also be to 

participate in a democratic system.  

 Remaining themes in a critical approach included representation (22%), 

stereotypes (13%), and empowerment (9%). Representation themes varied from 

representing women’s voices and rights in the media through a “critical reflection of pop 

culture and global perspectives” (Mitchinson-Schwartz, 2013, para. 10) to demonstrating 

social values of a person dying of AIDS (Pungente, 1996). Representation themes often 
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mirrored social responsibility. For example, the Association for Media Literacy called 

upon student representation to combat the “din of looping news coverage and 

sensationalistic reporting” (Townshend, 2014, para. 4).  

Stereotype themes were closely related to representation in order to understand 

representation based on stereotypes (Association for Media Literacy, 2014c). Throughout 

all organizations, the purpose of stereotypes appeared to follow the South Australia 

Association for Media Education in order to “maintain values of tolerance and fairness” 

(“Media education manifesto,” 2016). This varied from promoting portrayals of 

international beauty (SeeMe, 2011j) to abilities of the disabled (Australian Teacher of 

Media Queensland, 2015). Ideas of empowerment mainly involved references to 

dominant and subdominant groups and the conflicts between them. The Alberta 

Association for Media Awareness (Blair, 2010b) examined popular culture in relation to 

sexism and gender violence, while Andersen and Gomez (2008) explored race relations, 

including power and representation, in addition to examining instances of privilege and 

abuse in the media (Association for Media Literacy, 2014a). 

 A critical approach was the most apparent in Canada, represented heavily in 

Australia, and marginally in the United Kingdom. Overall, this theme was based on 

action and participation, especially in a democratic fashion or regarding a person’s social 

responsibility. The remaining themes gave purpose to the type of action, mostly referring 

to empowerment for equal representation, which also included representation by 

acknowledging stereotypes (which also can empower those being stereotyped). 

 Literacy approach. A literacy approach was the primary approach in 10 of the 11 

examined organizations. Two dominant themes, demonstrating analytical and production 
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skills, appeared within this approach. An analytical theme was recognized 37% of the 

time, while a production theme was recognized 28% of the time, together accounting for 

65% of the occurrences in a literacy approach. 

An analytical theme was strongly characterized by the application of reasoning 

skills, often using questioning. The term “critical” was used often in this theme and it is 

important to note that the use of this term here is different than previously discussed in a 

critical approach to media literacy. A critical approach to media literacy explores ideas of 

power and promotes democratic participation where the term critical here suggests the 

objective analysis of any issue or topic. For example, the Association for Media 

Education in Scotland (2012) has encouraged students to “develop critical skills which 

will permit them to analyse both their own creative work as well as the work of other 

filmmakers” (p. 23). In Australia, SeeMe (2011d) also specifically referred to analytical 

skills to “critically analyse media images and text to identify the techniques used to 

promote false information about body image” (Outcome section). SeeMe (2011a, 2011b, 

2011c) also was typical in their use of questioning to promote the analysis of media by 

integrating critical thinking questions into their educational activities. This is for the 

direct purpose of increasing content knowledge in the particular activity. A Jesuit 

Communication Project publication of a paper by Hobbs and Frost (n.d.) summed up the 

importance of questioning in that “the process of asking questions… has the capacity to 

disrupt the automatic and uncritical acceptance of factual information presented” 

(Discussion and Future Research section). 

Production skills were recognized in 9 of the 11 examined organizations. There 

were many general references to production skills including the Jesuit Communication 
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Project’s (n.d.b) idea that media literacy “aims to provide students with the ability to 

create media products” (Key Concepts About Media Literacy section, para. 1). Other 

organizations generally wrote about a variety of media production including the 

“production of videos, radio programs, newspapers & magazines, web sites, audio and 

music CDs” (“Media education manifesto,” 2016, Discourse section, para. 4). When 

referencing specific production skills, most organizations focused on film production and 

advertising. For example the English and Media Centre (2015a) often referenced 

advertising to “plan campaign strategies, and create ads” (Winner ERA 2009 section), 

whereas the European Charter for Media Literacy (2009a) referenced film production for 

“teams and individuals coming together to make their own films” (Cinemasports section). 

Remaining themes in a literacy approach were similar in number of occurrences, 

occurring between 6% and 9% of the time. This included themes relating to accessing 

media, communicating, general media knowledge, legal knowledge, and media news. 

However, these additional literacy themes were considered specific occurrences of 

analysis and production skills. A resource article in the Jesuit Communication Project by 

Hobbs (n.d.) discussed the need to discriminate between good and bad nonfiction media 

news, to “look at how experts are framed visually in television news and documentary 

production” (What Techniques Are Used section, para. 2). This involves the analysis of 

news media in the presentation of experts. The European Charter for Media Literacy 

(2009c) referred to communication skills to “use media creatively to express and 

communicate ideas, information and opinions” (We Believe that Media Literate People 

section). This requires production skills for the creation of the communicative media.  
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Only the theme of access, referenced similarly across all organizations, did not 

fall within a subsection of analysis or production. The European Charter for Media 

Literacy (2009c) stated the consensus that people must “use media technologies 

effectively to access, store, retrieve and share content” (We Believe that Media Literate 

People section). This theme may not have occurred as regularly, being somewhat 

common sense that to analyze media a person must first access it. It also makes sense to 

produce media and communicate with others if the ability to share what is produced 

cannot be met. 

A literacy approach closely followed the definition of media literacy used as part 

of this study’s sampling requirement. It follows the most accepted definitions of media 

literacy as the “ability to access, analyze, evaluate, and effectively communicate in a 

variety of forms including print and nonprint texts” (Considine, 2009, p. 472). The 

components of a literacy approach, specifically themes of access, analysis, and 

production, make up the core of this definition. As such, it was not surprising that a 

literacy approach was the most common of all approaches within the identified media 

literacy organizations. 

 Protectionist approach. A protectionist approach to media literacy had the 

greatest homogeneity among its identified themes. Similar to a literacy approach, seven 

distinct themes were recognized. The most prominent theme of violence was identified 

22% of the time, while the least prominent theme of gaming was identified 9% of the 

time. Other themes included media use and effects (18%), marketing (18%), safety 

(12%), health (11%), and age-appropriateness (11%). 
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Themes of violence primarily revolved around general statements of media 

effects. The Canadian Association of Media Education Organizations (1995) wrote that 

media literacy “will minimize the damage caused by the effects of watching television 

violence” (Introduction section, para. 7). What the specific “damage” consists of is not 

mentioned, but a desire to reduce the amount of gratuitous televised violence is 

demonstrated. The Australian Council on Children and the Media (2016b) also mentioned 

media effects in a conference titled “Scared Sleepless and Hostile: Children, 

Violent/Frightening Media and Public Policy” (Fourth Australian Conference on 

Children and the Media section); but, here too, specific effects were not indicated. 

Besides general reference to media effects of violence, issues of news and real-life 

violence also were present. This included a speaker for the Association for Media 

Literacy (2016b) promoting a topic titled “Media Violence and Real-life Violence” 

(Speaking Topics section). Other organizations, including the Australian Council on 

Children and the Media (2014b), referred to the impacts of real-life violence portrayed in 

the news by helping “children deal with traumatic events in the media” (How to Help 

Children Deal section). 

A theme of media use and effects consisted mostly of general statements of 

concern. For example, the European Charter for Media Literacy (2009a) suggested 

examining the “negative aspects of the media world of our kids” (Educational 

Consequences of Media Development section). Only the Australian Council on Children 

and the Media (Biggins, 2014) mentioned a variety of negative media effects by name 

that included obesity, poor sleep, slower language development, reduced attention, 

reduced school performance, aggressive attitudes, and unnecessary fears. A health theme 
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was closely related to media use and effects by focusing closely on one particular 

negative effect. A health theme primarily involved obesity as portrayed on television 

including popular reality television shows (Gustafson, 2012) and also included legislation 

to promote healthy eating in television media (European Charter for Media Literacy, 

2009a). A gaming theme also related to media use and effects by focusing on one 

particular use of media, namely gaming. Gaming concerns either focused on a fear of 

leading to aggressive behavior or gambling. The Australian Council on Children and the 

Media (2014a) wrote that the “exposure of children to games that simulate gambling may 

lead to problem gambling habits in adulthood” (para. 2). 

Organizations also focused on themes of age-appropriateness on media issues of 

violence, sexuality, and general “dangerous” media. For example, the Jesuit 

Communication Project published an online article by DeGaetano (n.d.) who believes 

that “it is more important than ever to know what kind of news programming is 

appropriate for your children” (para. 1). The final theme, marketing, encompassed many 

of the other themes including health (marketing of food), media effects (warnings of 

commercialization in popular movies), or how media “reinforce unrealistic, and 

unhealthy, perceptions of beauty, perfection, and sexuality” (Blair, 2010b, para. 1).  

Although a protectionist approach contains numerous themes, they all are closely 

related to ideas of media use and their effects. Sexual undertones also were apparent in 

many themes, including age-appropriateness, health, marketing, safety, and violence. 

References to sex were not found to be a major focus and so did not merit categorization 

as a separate theme. For example, the Jesuit Communication Project (2009) promoted a 

book by Neil Postman about “media’s erosion of the barriers of secrecy that once 
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protected the young from a world of adult violence and sexuality” (p. 109). This 

reference speaks more to a theme of age-appropriateness rather than a theme of sexuality. 

 Tool approach. A tool approach consisted of themes relating to the use of media 

to assist instructional practices. This was the only theme that emerged, but within this 

theme were many subthemes involving the application of media to content areas. This 

included subject areas involving general instruction (28%), self-recognition (28%), 

reading and writing (16%), employment (12%), analytical skills (9%), and cultural 

diversity (7%). General instruction themes involved references to use media to improve 

learning. This included the Alberta Association for Media Awareness’ use of video 

games as an “effective way to help reinforce curriculum concepts” (Gustafson, 2009, 

para. 1) or the Australian Teachers of Media’s use of media to “introduce connections 

between cinematic creativity and liberal arts education” (Mayer, 2013, Goals of this 

Course section, para. 4).  

 Self-recognition was tied with general instruction as the most observed theme in a 

tool approach. This theme developed in the three distinct areas of community, healthy 

living, and self-view. Ideas of community were linked to people knowing themselves in 

relation to where they lived. The Jesuit Communication Project (2014b), for example, 

publicized the Canadian Radio and Television Commission’s goal to “help Canadians 

better understand how their values and diversities shape Canada’s unique personality” 

(Canadian Radio and Television Commission section). A healthy living subtheme can be 

seen in SeeMe’s (2011f) Healthy Lifestyle Choices lessons in order to explain and 

describe what “healthy living means to you and your family” (Group Activity section) 

from the analysis of text-based media. Finally, a self-view subtheme emerged as a way 
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for people to understand themselves as individuals. That media literacy “may be yet 

another way to learn about ourselves as well” (B. Walsh, n.d., para. 14) or in recognition 

that how children view themselves is created and maintained through the media (“Media 

education manifesto,” 2016) demonstrates the ability of media to both influence and 

maintain one’s self-view. 

 The remaining subthemes supported what can be considered more traditional 

subject areas and educational skills. For example, the European Charter for Media 

Literacy (2009a) emphasized that “children who blog, text or use social networking 

websites have better writing skills” (Technology Boosts Literacy Skills section) in 

promoting media as a tool to improve writing. An analytical skills subtheme was seen in 

the English and Media Centre’s (2015b) support of “analytical and other learning 

activities” (p. 14), while the Association for Media Education in Scotland (2012) 

promoted studying film to develop soft skills that can “contribute to an individual’s 

employability” (p. 26) to highlight an employment subtheme. 

 Overall, a tool approach to media literacy represents a purpose to teach and utilize 

media for learning in other content areas. Although this appears to contradict the idea of 

teaching media literacy itself, it is necessary to understand all forms of media being 

integrated in a tool approach; therefore, media instruction cannot be removed from this 

type of application. Although less than five specific subject areas were mentioned, mainly 

consisting of social studies and language arts, it was apparent that a tool approach is 

relevant to all areas of study. 

 Conclusion. In an eclectic approach, each of the five principal approaches must 

be seen as dependent upon one another and none should be promoted as a dominant 
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approach in a classroom. There is not one correct ideological approach to media literacy. 

Curriculum deliberation must be utilized to determine which approach should be focused 

upon in each unique educational environment. It was apparent, though, that the five 

identified approaches and their themes are highly related and dependent upon each other 

in numerous ways. 

A literacy approach serves as foundational skills as all of the identified 

approaches rely heavily on abilities to access, analyze, and produce media. A critical 

approach integrating production can be seen as students “create a text that subverts the 

media message” (SeeMe, 2011h, para. 1). Analysis is evident in an arts approach to “look 

at how the media represent various aspects of the visual arts” (Jesuit Communication 

Project, 2014a, p. 40). An example of media access can be seen in a tool approach that 

focuses on obtaining information related to various content areas (European Charter for 

Media Literacy, 2009b). 

A tool approach is similar to a literacy approach in that it is neutral in its message. 

A tool approach may be utilized to develop “ways to use film versions [of novels] to 

enhance the study of the text” (English and Media Centre, 2015a, EMC courses section, 

p. 7); however, the use of media in this manner is neutral, serving only as a method to 

promote other material (that may or may not have a message). An arts, critical, and 

protectionist approach are separate approaches in their own right, yet also rely on one 

another in addition to the ability to access, analyze, and produce media established in a 

literacy approach.  

An arts approach connects with a critical approach in recognizing the aesthetics in 

producing media for democratic participation and cultural change, or even in recognizing 
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the aesthetics in media containing stereotypes and promoting misrepresentation. 

Understanding and acknowledging the beauty, even in unflattering media messages, can 

help students better understand the message. An arts approach is also a necessary 

component in a literacy approach when producing media, in a protectionist approach to 

recognize how aesthetics are used to promote marketing ideas, and in a tool approach that 

produces and uses media to teach non-media related subject matter. In all of these 

approaches, an arts approach is useful if not necessary. It should be decided through 

curriculum deliberation how much to focus on an arts approach, but is apparent that an 

arts approach touches each of the other principal approaches to media literacy. 

A critical approach to media literacy easily connects to other approaches. In 

examining ideas of representation in beauty (Gustafson, 2010; SeeMe, 2011j), the idea of 

aesthetics in an arts approach becomes important. Production is seen in a critical 

approach in “producing a meme to disseminate information about how different people 

are seen and represented” (Association for Media Literacy, 2014b, para. 5). Finally, a tool 

approach perhaps is most useful in a social studies themed classroom regarding the 

primary idea of action in public and private engagement, a central theme in a critical 

approach to media literacy. 

A protectionist approach, similar to an arts and critical approach, is highly 

associated with the other approaches. By focusing on the “targeting of young people by 

the advertising industry” (English and Media Centre, 2015c, para. 1), a protectionist 

approach examines the bias in media, which is an important idea in a critical approach. A 

protectionist approach aligns with a variety of curriculum to support a tool approach. This 

most prominently occurs in health related topics where television shows, focusing on 
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obesity, are discussed and analyzed in order to make healthier choices (Gustafson, 2012). 

Finally, similar to a critical approach, production elements are evident in a protectionist 

approach, which necessitates a foundation of a literacy approach along with 

acknowledgement of an arts approach in the consideration of aesthetic appeal. 

Research Question Three  

 The final research question in this study examined the ways an eclectic approach 

to media literacy corresponds to media literacy integration in Florida’s language arts 

standards. In doing so, a bottom-up approach to curriculum was established as advocated 

by Schwab (1971) in that ideas of curriculum specialists are used to analyze curriculum 

standards. This is opposed to a top-down approach in which standards might be created 

first for later development of a curriculum. 

Language Arts Florida Standards (FLDOE, 2015) are comprised of four strands: 

reading, writing, speaking and listening, and language. Separate standards in these 

strands are written for each grade level starting in kindergarten through 8
th

 grade. At the 

high school level, standards are shared for 9
th

-10
th

 and 11
th

-12
th

 grades. Codes used in the 

LAFS consist of the overall standard abbreviation “LAFS” followed by the grade level 

and first letter of the main strand. For example, the code LAFS.K.SL represents the 

kindergarten standard for speaking and listening. Reading standards are categorized 

further into literature, foundational skills, and informational text, and so the code 

LAFS.K.RI represents the kindergarten standard for reading informational texts. Each 

code ends in two numbers representing a cluster and sequence in the cluster. 

LAFS.K.W.1.2 represents the kindergarten standard for writing, first cluster, second 

standard within the first cluster. 
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 These strands, clusters, and codes are used consistently across all grade levels, 

with the higher-grade levels differing in complexity of description through scaffolding. 

Clusters in different grade levels only occasionally contain a different number of 

standards; however, this is an exception and is a reflection of the scaffolding of greater 

complexity. In addition, a supplementary reading strand exists at the K-5 levels for 

obtaining foundational skills. Although each grade level focuses on the same four 

primary strands of language, reading, speaking and listening, and writing, the current 

study examined the standards in each individual grade level. This was to ensure that 

occurrences of media literacy were not written differently into descriptions of standards 

because of the varying complexity between grades. When referring to standards in this 

study, only the strand, cluster, and cluster number were identified. Reference to specific 

grade levels only took place as needed to distinguish variations among standards between 

grades. No occurrences of approaches to media literacy were found in the Reading 

Standards: Foundational Skills (K-5) and Language Standards strands. 

 Reading standards for literature. Cluster 2 (Craft and Structure) and Cluster 3 

(Integration of Knowledge and Ideas) each had one occurrence of a literacy approach to 

media literacy. Standard RL.2.5 demonstrated a literacy approach to media literacy while 

displaying an analytical skills theme. This cluster begins with the ability to “recognize 

common types of texts (e.g., storybooks, poems)” (FLDOE, 2015, Grade K section) and 

moves to “analyze how an author’s choices concerning how to structure specific parts of 

a text… contribute to its overall structure and meaning as well as its aesthetic impact” 

(FLDOE, 2015, Grade 11 12 section). Although this cluster solely focuses on written 

media, it does emphasize various types of texts including storybooks, poems, stories, 
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dramas, and prose that contribute to analyzing, understanding, and producing a variety of 

text media. 

Standard RL.3.7, in contrast, focuses on analyzing multiple types of media. The 

primary approach to media literacy in this standard is also a literacy approach. The 7
th

 

grade standard exemplifies this approach to “compare and contrast a written story, drama, 

or poem to its audio, filmed, staged, or multimedia version, analyzing the effects of 

techniques unique to each medium (e.g., lighting, sound, color, or camera focus and 

angles in a film)” (FLDOE, 2015, Grade 7 section). There is also an instance of an arts 

approach in the 5
th

 grade standard that focuses on the aesthetic nature of media. This 

standard calls for students to “analyze how visual and multimedia elements contribute to 

the meaning, tone, or beauty” (FLDOE, 2015, Grade 7 section) of a variety types of 

media. 

 Reading standards for informational text. This strand demonstrates 

occurrences of a literacy approach to media literacy within standards RI.2.5, RI.2.6, and 

RI. 3.7. Some standards in this strand are very similar in application to a media literacy 

approach, but focus solely on text and literary elements of a language arts curriculum 

opposed to demonstrating a media literacy approach with a language arts curriculum. For 

example, RI.1.1 instructs students to “quote accurately from a text when explaining what 

the text says explicitly and when drawing inferences from the text” (FLDOE, 2015, 

Grade 5 section). This reflects a legal theme in a literacy approach yet all standards in 

this cluster solely focus on text-based media.  

RI.2.5 and RI.2.6, both in Cluster 2: Craft and Structure, mostly deal with text 

media, but do have several occurrences of a media literacy focus. The third grade 
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standard RI.2.5 calls for students to “use text features and search tools (e.g., key words, 

sidebars, hyperlinks) to locate information relevant to a given topic efficiently” (FLDOE, 

2015, Grade 3 section). The reference to hyperlinks adds a multimedia component 

opposed to a solely traditional printed text focus. This standard falls within a literacy 

approach in an access theme. A literacy approach also is demonstrated within standard 

RI.2.6 in the 4
th

 and 5
th

 grade levels. Both grades suggest an analytical skills theme, best 

represented in the 5
th

 grade standard, to “analyze multiple accounts of the same event or 

topic, noting important similarities and differences in the point of view they represent” 

(FLDOE, 2015, Grade 5 section). 

 Standard RI.3.7 contains a media literacy focus throughout all grade levels and 

demonstrates a literacy approach. An access theme was revealed in multiple grade levels 

and perhaps best represented in the 5
th

 grade standard where students “draw on 

information from multiple print or digital sources, demonstrating the ability to locate an 

answer to a question quickly or to solve a problem efficiently” (FLDOE, 2015, Grade 5 

section). Some standards do reference an emphasis on text, yet still integrate a clear 

media literacy component. For example, the 7
th

 grade standard has students “compare and 

contrast a text to an audio, video, or multimedia version of the text, analyzing each 

medium’s portrayal of the subject” (FLDOE, 2015, Grade 7 section). Although the 

various types of media used are all in reference to a text source, this type of standard 

references an analytical skills theme within a large variety of types of media and would 

possibly appear in a stand-alone media literacy course. 

 Standards for speaking and listening. Two clusters demonstrate approaches to 

media literacy in this stand in standards SL.1.2 and SL.2.5. In Cluster 1: Comprehension 



 

 132 

and Collaboration, a literacy approach developed, beginning with a communication 

theme in grades K-2. This is seen in the kindergarten standard for students to “confirm 

understanding of a text read aloud or information presented orally or through other 

media” (FLDOE, 2015, Grade K section). In this occurrence, media is an optional 

component, but nonetheless exists as part of the standard. An analytical skills theme 

developed in grades 3-8. This was established by the use of key words including the 

ability to determine, paraphrase, summarize, interpret, and analyze information. For 

example, students are asked to “interpret information presented in diverse media and 

formats” (FLDOE, 2015, Grade 6 section) and “Analyze the purpose of information 

presented in diverse media and formats” (FLDOE, 2015, Grade 8 section). Finally, a 

production theme emerged in grades 9-12. This is demonstrated by the ability of students 

to “integrate multiple sources of information presented in diverse media” (FLDOE, 2015, 

Grade 9 10 section) 

In Cluster 2: Presentation of Knowledge and Ideas, literacy themes of 

communication and production are intertwined in standard 2.5 throughout all grade 

levels. Production themes are evident, through standards that call for the creation of 

audio, integration of multimedia components, and the addition of drawings and other 

visual elements (FLDOE, 2015). Communication themes developed from the use of the 

produced media, mostly in the form of presentations. For example, students are asked to 

use multimedia to create “presentations to clarify claims and findings and emphasize 

salient points” (FLDOE, 2015, Grade 7 section). This standard is the most varied and is 

specific in the types of media to use in calling for audio recordings, digital media, 

drawings, multimedia, and visuals. 
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 Writing standards. Cluster 1: Text Types and Purposes conveyed a production 

theme within a literacy approach. W.1.1 focuses on producing opinion pieces integrating 

various media and includes a “combination of drawing, dictating, and writing to compose 

opinion pieces” (FLDOE, 2015, Grade K section). W.1.2 and W.1.3 also focus on 

production elements using a variety of types of media, but focus on information and 

explanatory writing instead of opinion. This can be seen in the Grade 6 W.1.2. standard 

to “write informative/explanatory texts to examine a topic… [using] multimedia when 

useful to aiding comprehension” (FLDOE, 2015, Grade 6 section). However, these 

occurrences of approaches are weak in the emphasis of media as W.1.1 and W.1.3 only 

integrate media literacy into the kindergarten standard while the use of media in standard 

W.1.2 is optional. 

Standard W.2.6 also identified with a production theme within a literacy approach 

but is considerably more technology focused. This is seen in the second grade standard to 

“use a variety of digital tools to produce and publish writing” (FLDOE, 2015, Grade 2 

section). Other grade levels add to this technical production knowledge to “demonstrate 

sufficient command of keyboarding skills” (FLDOE, 2015, Grade 5 section) and to have 

the ability to create links when publishing and citing sources (FLDOE, 2015), which 

revealed a legal theme. A third theme present in this standard was communication, also 

within a literacy approach. Communication references appear in grades 2 through 12 in 

the ability to use technology to “interact and collaborate with others” (FLDOE, 2015, 

Grade 7 section). The 11-12 grade standard adds an additional component to this theme, 

requiring students to respond and interact with ongoing feedback (FLDOE, 2015, Grade 

11-12 section). 
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 Standard W.3.8 demonstrated a literacy approach but, different than other 

standards in this strand, did not reveal a production theme. An access theme is evident for 

students to “gather relevant information from multiple print and digital sources” 

(FLDOE, 2015, Grade 6 section), while also referencing the recall of information in 

earlier grade levels. Analytical skills also were demonstrated by inferring the use of 

questioning to “assess the credibility and accuracy of each [print and digital] source” 

(FLDOE, 2015, Grade 7 section) in addition to assessing the “strengths and limitations of 

each source in terms of the task, purpose, and audience” (FLDOE, 2015, Grade 11 12 

section). Finally, a legal theme was evident in the standards indicating an avoidance of 

plagiarism when using print and digital sources (FLDOE, 2015). These three themes were 

present in the majority of grade levels for this standard. 

 Conclusion. A total of 12 standards demonstrated evidence of an approach to 

media literacy within the Language Arts Florida Standards (FLDOE, 2015). All 12 

standards clearly demonstrated a literacy approach, with only RL.3.7 demonstrating an 

additional approach in the arts of an enjoyment theme. Table 15 shows the language arts 

strands, clusters, and standards that demonstrate a principal approach to media literacy 

and related themes within this approach. 
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Table 15 

Language Arts Standards Containing Primary Approaches to Media Literacy 

Strand, Cluster, 

and Standard 
Approach and Related Themes 

RI.2.5 Literacy (access) 

RI.2.6 Literacy (analytical skills) 

RI.3.7 Literacy (access, analytical skills) 

RL.2.5 Literacy (analytical skills) 

RL.3.7 Literacy (analytical skills) and Arts (enjoyment) 

SL.1.2 Literacy (analytical skills, communication, production) 

SL.2.5 Literacy (communication, production) 

W.1.1 Literacy (production) 

W.1.2 Literacy (production) 

W.1.3 Literacy (production) 

W.2.6 Literacy (communication, legal, production) 

W.3.8 Literacy (access, analytical skills, legal) 

 

Within a literacy approach, varieties of themes were present including access, 

analytical skills, communication, legal, and production. Of these, analytical skills and 

production were each identified six times, access and communication themes were each 

identified three times, and a legal theme was identified two times. It is clear that the 

Language Arts Florida Standards merely associate with a literacy approach and are not 

representative of any other individual or eclectic approach to media literacy.  

Summary 

 This study first examined approaches to media literacy from media literacy 

organizations located in countries considered leaders in media education. It was 

determined that the principal approaches included an arts, critical, literacy, protectionist, 
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and tool approach. Although other approaches exist, they were not present consistently 

throughout all countries. A literacy approach was identified most regularly across all 

organizations and countries whereas an arts approach was identified the least regularly. 

The second research question determined how these principal approaches 

constitute a combined, eclectic approach to media literacy. Each approach was clearly 

distinct from one another yet also highly interconnected. This especially was noticeable 

in a literacy approach that served as a foundation for other approaches concerning 

required skills and technical knowledge in accessing, analyzing, and producing media. 

Although a literacy approach can be viewed as a starting point, any of the approaches can 

be selected as a focus while also touching upon all other approaches. It is through 

curriculum deliberation that all approaches must be considered equally and selected 

based on needs of the students and in consideration of the teacher and milieu. 

The final research question asked how an eclectic approach to media literacy 

related to existing language arts standards in Florida. It is clear that the Language Arts 

Florida Standards focus, almost exclusively, on a literacy approach. Only one occurrence 

of an arts approach was identified and an eclectic approach was not present in any form. 

The next chapter of this study includes a discussion of the results as reported in 

Chapter 4. While Chapter 4 focused solely on presenting the results of the content 

analysis, Chapter 5 will focus on interpreting these results. Additionally, 

recommendations and other implications will be discussed in how the results of this study 

can be used to improve media literacy curriculum. 
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CHAPTER 5. DISCUSSION 

Summary 

This study investigated approaches to media literacy according to organizations 

from countries considered leaders in media literacy education. The consensus from many 

media literacy scholars (Considine, 2002; Fedorov, 2008; Guofang & Gut, 2011; Hobbs, 

1998; Kellner & Share, 2005; Kubey, 1998; Penman & Turnbull, 2008; Pungente, 1995) 

indicated these countries to be Australia, Canada, and the United Kingdom.  

This study was guided by Schwab’s (1969, 1971, 1973, 1983) practical 

deliberation where multiple approaches to a subject are relevant depending on the 

uniqueness of the students, teachers, subject matter, and milieu. This study focused on the 

subject matter component of deliberation by investigating media literacy subject matter 

experts. The purpose was to aid in the resolution of media literacy curriculum focusing 

on too many individual approaches while lacking a cohesive purpose (Silverblatt, 2001; 

Tyner, 2000). It was seen that the media literacy curriculum focused solely on one 

approach without considering other relevant approaches. Penman and Turnbull (2008) 

contributed the great number of individual approaches because of cultural and 

disciplinary differences and assumptions about the role media. 

In examining media literacy organizations and approaches to media literacy, this 

study was guided by the following research questions: 

 RQ1: When examining international media literacy organizations, what are 

the principal approaches to media literacy?
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 RQ2: How can the principal approaches to media literacy constitute an 

eclectic approach? 

 RQ3: In what ways does an eclectic approach to media literacy correspond to 

media literacy integration in Florida’s language arts curriculum?  

This study implemented a basic qualitative design in order to investigate and 

describe approaches to media literacy rather than conduct hypothesis testing. The 

qualitative nature of this study focused on meaning and understanding while examining 

documents from organizations focusing on media literacy. Altheide and Schneider (2013) 

wrote that this type of examination leads to the discovery of an organization’s relations 

and social meanings and, in the case of this study, how an organization conceptualizes the 

purpose of media literacy. A content analysis was conducted and followed procedures for 

site selection, data selection, data analysis, synthesis, and comparison to existing Florida 

language arts standards as described in the methodology chapter.  

Principal approaches to media literacy were found to include an arts, critical, 

literacy, protectionist, and tool approach. Although individually unique, these principal 

approaches are highly integrated and can be viewed together as an eclectic approach. This 

indicates that all approaches must be considered equally within curriculum deliberation 

and that emphasizing one approach over another must be a result of deliberations 

opposed to personal doctrine. In comparing an eclectic approach to existing Florida 

language arts standards, it was discovered that a literacy approach was focused on almost 

exclusively. The only other approach identified in these standards was a single 

occurrence of an arts approach. The remainder of this chapter includes a discussion and 

implications of the major findings. 
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Multiple Approaches to Media Literacy Instead of a Singular Approach 

The principal approaches identified from organizations in countries leading media 

literacy education include an arts, literacy, critical, protectionist, and tool approach. It is 

noteworthy that the Alberta Association for Media Awareness, Association for Media 

Literacy, and the Jesuit Communication Project, all based in Canada, were the only 

organizations to contain all five approaches. Although all five approaches were found 

within Australia and the United Kingdom, Canadian organizations may be at the forefront 

in developing and promoting media literacy as an eclectic approach rather than focusing 

on a single approach. 

The five identified approaches are a much more concise number of approaches 

than identified in media literacy literature. For example, Potter (2010) indicated that there 

are at least 23 distinct approaches to media literacy. However, these identified approaches 

are similar to Kellner and Share’s (2007b) established approaches and to Considine’s 

(2002) writing of the historical development of media literacy. Adding to these 

established approaches, though, is a tool approach to media literacy. This discovered 

approach emphasizes the use of media literacy to assist in instructional practices rather 

than focusing on media literacy as a topic of study. 

There is a potential issue in using media literacy in a tool approach. According to 

Schwab (1973), this would be characterized by the term, terminal formulation, which 

entails using a subject as a means to serve another purpose. Schwab described this in 

dramatic fashion, naming it a perversion that “consists of warping the scholarly materials 

out of their character in order to force them to serve a curricular purpose” (p. 515). This 

distortion does not have to take place though if an eclectic approach to media literacy is 
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followed. An eclectic approach to media literacy begins by drawing equally from all 

approaches. When a tool approach is identified as a need, it should not be taken as a 

separate approach but as an extension of the other approaches. This will sanction the 

study of media literacy opposed to solely using media literacy to study another subject. 

 Contrasting a tool approach, an arts approach was found largely to emerge from 

other approaches. For example, when focusing on the aesthetics of a video, there was an 

understanding of why the video is being created other than for improving or discussing 

the aesthetics. In this example, the purpose might be in learning to develop a news story 

in a literacy approach or to understand how aesthetics are used to persuade consumers in 

a protectionist approach. An arts approach appeared to focus primarily on visual media 

(film and photography) while neglecting music and print media. The literature review 

revealed strong film and television historical roots in most of the identified countries, 

which may account for this focus. 

The use of an arts approach throughout the identified countries in this study 

closely followed the use of an arts approach in the literature review in emphasizing the 

appreciation and aesthetic nature of media. This explains why an arts approach was the 

least identified of all principal approaches. In teaching students to enjoy and appreciate 

media, this might lead to the use of popular culture and personal media use. In the current 

school culture that focuses on standardized testing (or sometimes career readiness), are 

teachers able to take the time to focus on teaching students a topic for personal use? This 

is compounded in that many educators feel that studying popular culture dumbs down a 

curriculum (Hobbs, 2004). Literature, however, supports the use of popular culture in a 

bottom-up, student centered pedagogy (Aufderheide, 1993; Considine et al., 2009; 
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Hobbs, 1998; Kellner & Share, 2005; Kubey, 1998; Küter-Luks et al., 2010; Potter, 

2004), which may lead to improvements in teaching aesthetics in an arts approach and 

other complimentary benefits including improving student engagement. 

 A protectionist approach demonstrated a variety of themes, but most were related 

to media use and effects. In other words, this is the idea that the use of media leads to 

negative consequences. The most prominent consequence found was the effect of 

viewing violent media. It was interesting that the specific effects of violent media were 

not discussed, yet strong preference to reduce the amount of violent media because of 

these effects were strongly advocated. Disturbingly, sexual undertones were often 

combined with references to violence. This connection was often nondescript, referenced 

simply as “sex and violence.” But if media is connecting ideas of violence and sex 

together, this might lead to other issues including gender relations, misogynism, age-

appropriateness, and health issues among others. Organizations must become more 

specific in naming and describing negative consequences of the media if their goal is to 

reduce the negative effects. Misogynism, for example, is regularly found and promoted in 

many popular styles of music, video games, and film media. Solutions for this and other 

issues might start with self-awareness (and perhaps cultural awareness) and 

accountability that will not commence with only vague references to general problems.   

The emphasis of violence and media effects was not prevalent in the literature. 

Media literacy literature instead focused primarily on media manipulation concerning 

consumers and health related issues. These ideas were found in this study in themes of 

marketing and health. A marketing theme often included reference to resisting pressure, 

mainly as a strategy not to consume products to feel accepted or to confirm to ideas in the 
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media. A health theme focused on obesity and healthy eating, especially in messages that 

promote unhealthy choices. The absence of violence and media effects in the literature is 

of particular interest for the United States that has historically held a protectionist view of 

media literacy (Prewett & Stein, 2009). A future study might examine this inconsistency 

between leading media organizations and media literature more closely however; this 

absence in the literature is likely a result of bias in preferring newer literature in this 

studies literature review as protectionism is one of the oldest approaches to media 

literacy. 

 A critical approach to media literacy was one of the most prominent approaches 

in media literacy literature. This approach was even advocated by Kellner and Share 

(2005), who proposed the approaches identified in the initial coding of this study. 

Although this study was searching for an eclectic approach to media literacy as opposed 

to a ranking, it is of interest that a critical approach was not the dominant approach 

among the organizations from the identified leading countries. In a critical approach, 

democratic participation and social responsibility emerged as the leading themes and 

coincided with the literature. For example, Hyslop-Margison and Pinto (2007) suggested 

that critical literacy should prepare students for democratic and social change. This focus 

greatly parallels a literacy approach to media literacy in that a starting point for problem-

posing education begins with “addressing issues of inequality and injustice in media” 

(Kellner & Share, 2005, p. 382). This is often accomplished though questioning and 

media production, both of which are primary aspects of a literacy approach to media 

literacy education. 
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Production and analytical skills (often in the form of questioning) were the 

primary themes in a literacy approach. Production skills often focused on film production 

and advertising when referencing specific products, although, overall, varieties of 

products were named, including audio (radio programs), print (newspapers), and video 

(movies) production. Although production skills were also stressed in media literacy 

literature, the literature often employed a technological skills focus to production skills, 

which was not present in the results of this study. Organizations in this study relied on 

production as a means to create media for specific purposes. 

References to critical thinking skills were similar to those in media literacy 

literature. For example, Vraga et al. (2009) discussed the decoding and evaluation of 

media messages. These examples of critical thinking skills are considered skills because 

they can be improved through practice (Barrow, 1987) and, more specifically, through 

developing a habit of inquiry while consuming media. In the literature, a wide variety of 

academics highly stressed a habit of inquiry (Bailin et al., 1999; Case & Daniels, n.d.; 

Hobbs, 2004; J. Lewis & Jhally, 1998; McPeck, 1984; Nosich, 2001; Paul & Elder, 2002, 

2006; Scheibe, 2004). A habit of inquiry is perhaps a connective theme that should be 

present throughout all approaches. Questioning can lead to the analysis of media in a 

literacy approach, the appreciation of beauty in an arts approach, examine issues of 

representation in a critical approach, and assist consumers in the evaluation of products in 

a protectionist approach to media literacy. 

It is important to note that a literacy approach most closely resembles the most 

common definition of media literacy: the “ability to access, analyze, evaluate, and 

effectively communicate in a variety of forms including print and nonprint texts” 
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(Considine, 2009, p. 472). Perhaps it is not surprising that this agreed upon definition 

would be highly present within media literacy organizations and in state standards 

compared to approaches and definitions of media literacy that are not as agreed upon. A 

literacy approach, though, does not offer a true purpose of media literacy by itself as it 

serves as a required skillset needed to participate in other approaches. In other words, 

studying a literacy approach exclusively would give no meaning to media literacy 

education.  

The Association for Media Education in Scotland (2012) found film education 

across Europe to lack standards and agreed-upon outcomes. Accordingly, they found that 

the “current state of film education across Europe is disparate, often invisible, and 

fragmented” (Association for Media Education in Scotland, 2012, p. 5). This description 

of film education in Europe can be avoided if an eclectic approach to media literacy is 

embraced. In this way, multiple approaches are combined as opposed to the steadfast 

narrow-mindedness of a singular approach. 

Superficial Integration Within Florida Language Arts Standards 

A literacy approach stands out from the other approaches in that, with the 

exception of a single mention of an arts approach, it is the only approach referenced in 

Florida language arts standards. It is logical that an arts approach would appear more 

regularly within the arts standards rather than language arts standards however; to say 

that language arts standards are integrating media literacy with one occurrence of an arts 

approach, and no occurrences of critical, protectionist, or tool approaches would be a 

fallacy. This makes it clear that media literacy is not a functional component of language 



 

 145 

arts standards. This is despite Florida statute requiring that “curricular content for all 

subjects must integrate… media-literacy skills” (K-20 Education Code, 2013). 

If the intent of this policy is to ensure media literacy is occurring across the entire 

curriculum as a whole (e.g. literacy approach in language arts, critical approach in social 

studies, protectionist approach in health and physical education, etc.) then it should be re-

written to make clear which subjects should integrate which aspects of media literacy. 

This interpretation however has not been observed. When reading and writing skills are 

incorporated into all subject areas this does not mean that music courses can read without 

writing while science courses can write without reading etc. it means that all courses, to 

some degree, should focus on reading and writing. If media literacy were integrated 

appropriately into language arts or any other standards, there should be some extent of 

evidence for all primary approaches to media literacy. 

When examining media literacy organizations, evidence of a literacy approach 

was not referenced to language arts or any other subject area, although, integrating this 

approach into a field may be helpful in teaching a literacy approach. According to 

Brunner (1960/1977), it is uneconomical to teach a skill “without making clear their 

context in the broader fundamental structure of a field of knowledge” (p. 31). This 

implies that solely teaching a literacy approach that primarily focuses on questioning and 

production skills is not useful unless given a broader and functioning purpose for these 

skills. Embedding a literacy approach within language arts also may alleviate a fear that 

exists in focusing solely on production (Norton & Hathaway, 2010). Teachers sometimes 

are fearful when teaching production skills when they have had little or no training in 
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media production. Integrating media production within their area of expertise might give 

teachers the confidence needed to pursue a literacy approach. 

In addition to Florida standards having a sole focus on a literacy approach, two 

other troubling areas were found, including an implied optional use of media literacy and 

a demonstrated lack of variety in types of media. Although most standards integrating 

media literacy required the use of media, some standards did not. This included SL.1.2, 

which simply states the standard can be met orally or “through other media” (FLDOE, 

2015, Grade 1 section). This standard involves the idea of being able to understand 

information through a variety of different forms (i.e., orally, visually, and combinations 

of the two). However, it focuses on a text being read orally, leaving other forms of media 

up to the discretion of the teacher. The importance of this media literacy component is the 

ability to communicate in multiple forms of media, and, although this standard does 

suggest this, the focus clearly is clearly on orally presented information. When a 

component of a standard is optional, there is of course no requirement to address it. With 

limited teacher training and wide disparity in teacher ability and comfort with media, 

optional media literacy components will likely be neglected. This standard should be re-

written so that aural and visual media are required. It would then be up to the discretion 

of the teacher to determine how this requirement is met which, for this young age group, 

might include giving students an age-appropriate image and asking them to voice what is 

happening, or including captions with an image and asking students to point out evidence 

in the photo regarding the written caption. 

Standard W.1.2 is another example of optionally integrating media literacy. This 

standard begins integrating multiple forms of media (drawing and writing) when writing 
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about a topic in kindergarten. However, the mandate for more than one type of media 

disappears in the first grade and reappears in the third grade standard as optional, stating 

only to use multiple forms of media if needed. The 4
th

-12
th

 grade standards add 

multimedia in addition to illustrations; however, this too is only to be used if necessary. If 

media literacy is to be truly integrated into language arts standards, students need to 

practice finding and writing about information from a variety of sources, not as an 

optional component but as a requirement. Outside of school, students receive information 

from a variety of media and this must be emulated in the classroom by including various 

forms of media with written content. This might include adding images that support text 

in a written presentation, creating a chart to represent written data visually, adding 

background music that adds to the intended mood of a poem, or many other creative ways 

of integrating multiple types of media. This should take place in a bottom-up approach 

with teachers recognizing relevant media for their students to work with followed by 

school-level professional development activities to ensure consistency. As with any new 

teaching strategy or topic, modeling by experienced teachers is recommended while 

expecting small, incremental steps in the classroom. 

 The final concern of integrated media literacy concepts within Florida’s language 

arts standards is the focus on print media. Throughout all grade levels, only three 

standards (RI.3.7, RL.3.7, and SL.2.5), from approximately 40 standards in each grade 

level, clearly suggest the use of a variety of media. Standard RL.3.7 refers to audio, 

digital texts, illustrations, live production, multimedia, oral, video, and visual media; but 

even this is compiled throughout all grade levels. For example, RL.3.7 in the 8
th

 grade 

only refers to the use of live production. This clearly does not permit students the ability 
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to learn multiple forms of media when the media are used sporadically throughout their 

education. For example, only grades 1-3 introduce working with illustrations while only 

grades 5-7 introduce multimedia elements. This could be compared to only working with 

the mathematical concept of multiplication and division in grades 5-7 without preparation 

in previous grades or repetition in future grades. Working with a variety of media is a 

required component in becoming media literate and students must have a repeated and 

consistent experience working with a variety of media. Text is also a form of media, but 

even in this area, language arts standards do not focus on a variety of types. Only 

standard RL.2.5 appears to focus on multiple types of texts by including books, drama, 

poems, prose, and stories. 

The study of language arts historically is text based, but the Common Core State 

Standards Initiative (2016) suggests an expanded approach concerning the purpose of 

language arts curriculum. The Common Core State Standards indicate that the purpose of 

literacy standards is to prepare students for life outside of school, and includes critical 

thinking skills in addition to “cogent reasoning and evidence collection skills that are 

essential for success in college, career, and life” (Common Core State Standards 

Initiative, 2016, para. 4). This is demonstrated in Language Arts Florida Standards 

through sections focusing on writing production and distribution, researching information 

to build knowledge, comprehending and collaborating through speaking and listening, 

and presenting information. Considine (n.d.) suggested that literacy as defined by print 

media is obsolete and that the concept of literacy must be expanded to include audio, 

video, and visual media. This is supported in statements by the Common Core State 

Standards Initiative (2016) in that the “standards also lay out a vision of what it means to 
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be a literate person who is prepared for success in the 21st century” (para. 4). 

Unfortunately, Florida language arts standards do not focus on literacy needed for the 

21st century. Instead, they are fixed in a traditional view of literacy from our past. 

Implications for Practice 

Greenaway (as cited in Kubey, 1998) once stated “to understand a culture, you’ve 

got to go outside it. Americans never go outside their own culture. That’s why media 

education barely exists there” (p. 5). Through examining organizations from leading 

countries in media literacy education throughout the world, this study went outside the 

educational culture found in state standards to discover primary approaches of media 

literacy and their relation to language arts standards. It also is recognized that researchers 

typically are concerned with micro levels of education within their field of study, while 

policymakers are more concerned with the macro level of education in order to appeal to 

the widest possible audience (Hess & McDonnell, 2008). The following 

recommendations address both the micro and macro levels by discussing organization 

structure, policy, and teacher training. These different levels of education should be 

joined during curriculum deliberation where both subject area specialists and 

policymakers are present. 

Restructuring Media Organizations in the United States  

Organizations from Australia, Canada, and the United Kingdom had a consensus 

concerning the principal approaches to media literacy. Although there definitely was 

variation between individual organizations in approaches emphasized, all organizations 

primarily emphasized at least one of the identified approaches. This type of continuity 

between organizations in the United States does not appear to exist as organizations 
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exhibit a wide variety of approaches and purposes to media literacy education. A possible 

reason for this difference is the individual structure of organizations in the United States 

compared to the organizational structure in Australia, Canada, and the United Kingdom. 

Media literacy organizations outside of the United States often demonstrated a 

hierarchical structure in their organization. For example, the Australian Teachers of 

Media (Project Guttenberg Self-Publishing Press, 2015) association has affiliated 

associates throughout Australia including Queensland, Victoria, New South Wales, 

Western Australia, and Australian Capital Territory. The Council of Australian Media 

Education Organization (Silverblatt, 2014) is a media literacy organization consisting of 

one media teacher association from each state and one organization from New Zealand. 

In Canada, the Canadian Association of Media Education Organizations (n.d.) is the 

overarching media literacy organization with locations throughout Canada. There also are 

overarching media literacy structures in Europe (the European Charter for Media 

Literacy, 2009c, for example) that include the United Kingdom.  

Media literacy education in the United States does not have comparable 

overarching organizations. If media literacy experts do not have a united approach to 

media literacy, then there is little expectation that state standards will either, as the 

developers of standards should be in consultation with media literacy experts as part of a 

curriculum deliberation process. Regardless of whether media literacy organizations are 

structured together, collaboration and agreement need to take place in developing media 

literacy to bring the macro view of media literacy education together. This should begin 

with the collaboration of a unified purpose of media literacy. Currently, media 

organizations in the United States have individualized purpose sometimes referred to as 
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principles of media literacy, general principles, media literacy fundamentals, basic 

principles, and media literacy concepts among other names. These individualized 

purposes are, in part, what has led to individualized approaches. There is a consensus in 

defining media literacy resulting from the 1992 Aspen Media Literacy Conference, next 

should be a joint effort in a unified purpose, one that includes an eclectic approach to 

media literacy. 

Policy without Implementation  

Florida is a state once recognized as being a leader in adopting media literacy 

education (Yates, 2001). This includes a state mandate for media literacy integration 

within all curriculum areas (K-20 Education Code, 2013) and an assessment requirement 

(Exec. Order No. 13-276, 2013). However, no assessment was observed in the 

examination of Florida language arts standards and only partial implementation of media 

literacy curriculum was perceived. Partial implementation included the integration of a 

literacy approach, while all other principal approaches to media literacy were 

fundamentally ignored. A well-rounded methodology to media literacy skills must 

include an arts, critical, literacy, protectionist, and tool approach in order to be considered 

a complete curriculum. According to Schwab (1969), “a focus on only one [curriculum 

view] not only ignores the others but vitiates the quality and completeness with which the 

selected one is viewed” (p. 9). In other words, a literacy approach is of little value by 

itself and media literacy education is not complete without the inclusion of all 

approaches. 

The declaration of Florida leading the embracement of media literacy occurred 

before the adoption of Common Core State Standards in 2010. Future research should 
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examine the changes in Florida policy regarding the adoption of these national standards 

compared to previous standards developed solely in Florida. This would be an important 

endeavor as the majority of states have adopted all or portions of Common Core State 

Standards. Thus, the failure of fully integrating media literacy within Florida standards 

possibly also has happened in many states. Assuming that media literacy pedagogy is 

agreed upon by experts in the field, it then falls to policy in the development of standards 

that prescribe how a body of knowledge or skill should be mastered (Sleeter, 2005).  

Once issues with content standards have been addressed, Florida’s requirement 

for media literacy assessment should be developed. This parallels curriculum-planning 

concepts that assessments should be created after standards (e.g. backward design). 

Currently, Florida has skipped the assessment stage of curriculum design as teachers are 

already creating lesson plans based on standards without the input of how students should 

or will be assessed. 

It is important to consider how media literacy policy should change in the 

development of standards and assessments with regard to state statute. One 

recommendation is to consider a multiple streams framework (Kingdon, 1995) that looks 

for a window of opportunity in consideration of current problems, policies, and politics. 

In Florida, this window of opportunity for policy change currently exists in that media 

literacy policy is not supported, there are state and national problems with the 

consumption of media (biased journalism, sensationalism, inaccurate reporting, diversity 

issues, and stereotyping, to name a few), and there are upcoming local and national 

political elections. In Florida, and many other states, there is also a highly diverse student 

population that is entrenched within current policies and politics. This can be seen in the 
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ongoing spree of race relation issues with law enforcement officers, gender inequality, or 

Islamophobia among other important issues. Whether Miami’s Cuban population, Lake 

Worth’s Mayan population, or Florida City’s Haitian population, the need for social 

justice through a media literacy framework is evident. These events clearly fit the criteria 

of a multiple streams framework. Although curriculum change should occur in very small 

increments (Schwab, 1969), these events are creating a great opportunity to make 

systematic changes in media literacy policy. 

Finally, there is a question of whether media literacy should be taught as a 

separate course or integrated into subject areas as required by Florida statute. If media 

literacy cannot be integrated adequately into curriculum standards, then it should be 

taught as a separate course of study. This will require the need for new policy to be 

drafted in addition to schools hiring new media literacy educators. This also may create a 

need for additional media literacy programs at the university level. If media literacy is 

integrated instead into other content areas, as required by current Florida policy, this 

policy should be enforced to ensure that media literacy is integrated accurately into 

curriculum standards. This means that the primary approaches to media literacy must all 

be reflected within content standards, which will require additional teacher training. 

Need for Effective Teacher Training  

 All teachers who deal with media already are responsible for the implementation 

of media literacy education. For example, a language arts teacher simply cannot show a 

movie to support the teaching of a main idea without understanding video production 

techniques that help reveal a main idea in film media. Policy often reinforces this 

requirement and curriculum standards currently integrate media literacy goals (albeit not 
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completely) at the state and national levels. However, the mere presence of standards is 

not sufficient to guarantee that they will be taught in the classroom. Yates (2004) 

suggested that many teachers enjoy the idea of media literacy but simply do not know 

how to carry it out. This problem is compounded in that standards integrating media 

literacy do not follow the principal approaches advocated by experts in the field from 

media literacy organizations.  

An important question for teacher training is whether educators of all subjects 

should be trained similarly. Teachers of different fields, when integrating media literacy, 

may require a focus on different approaches to media literacy. This does not mean that 

teachers should be trained in only one approach, but that they should focus on the 

approach most relevant to their field. For example, examined language arts standards 

clearly focus on media production and analytical skills, while, according to Prewett and 

Stein (2009), social studies classes are better suited to examine a diversity of viewpoints 

and the ability to be engaged as active citizens. This suggests that language arts teachers 

should focus on a literacy approach, while social studies teachers should focus on a 

critical approach to media literacy. 

Teacher training also must focus on promoting change to create a bottom-up 

approach to media literacy integration rather than a top-down model that currently is 

evidenced from curriculum standards. In taking personal ownership, teachers might 

mirror successful countries that have integrated media literacy as a teacher led effort 

(Considine, 2002). Teachers can begin this process by including popular culture in their 

curriculum. Integrating popular culture fosters a student-centered approach that naturally 

includes media students currently are using. Teachers also must be able to model best 
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practices of media literary education, using principal approaches from nationally 

recognized organizations including the ones identified in this study. 

Conclusion 

Overall, approaches to media literacy identified in this study were identical or 

related closely to approaches in the review of literature. This suggests that media literacy 

scholars are on the right track in furthering the field of media literacy; however, the 

problem remains in their focus on and promotion of a singular approach to media 

literacy. Media literacy, similar to any other curriculum, should not be narrowly defined 

without context. It is imperative that curriculum deliberation take place in deciding which 

approach should be promoted according to each of the commonplaces including the 

subject matter, teacher, student, and milieu.  

Media literacy education often takes places at the unconscious level and this must 

be changed. As reading and writing have become embedded within all subject areas, so 

too must media literacy including all primary approaches. Concerning language arts 

standards, the question of media literacy within these standards is very much dependent 

on expanding the definition of literacy. Is literacy in the 20
th

 century limited to print 

media or is it necessary to be literate in all forms of common communication? It is this 

researcher’s view that all forms of media are necessary. In order to become media 

literate, students must have experience and become skilled in arts, critical, literacy, 

protectionist, and tool approaches to media literacy. 

There are many areas of further research needed in media literacy relating to an eclectic 

approach and its implementation within curriculum standards. This study focused on 

language arts standards and it is important that similar studies examine how other subject 
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areas are integrating media literacy. It is significant to understand how teacher education 

programs are including media literacy, if they are including media literacy, and if they are 

following approaches to media literacy advocated by experts in the field. Finally, there is 

a need to understand how teachers are carrying out media literacy education in their 

classroom. All of these areas are parts of the curriculum deliberation puzzle that should 

begin at a student level in integrating popular culture, teacher level in having sufficient 

training and experience, school (milieu) level in considering approaches relevant to larger 

student and community populations, and curricular level in developing relevant standards 

and supportive policy. Students are currently “living in a world of powerful images, 

words and sounds” (UNESCO, 1982, para. 7), for students to thrive in this media 

saturated culture an eclectic approach to media literacy must be successfully integrated 

into all curricula. 
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