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CITIZENSHIP and MEDIA EDUCATION: AN INTRODUCTION

Part 1

“The media are undoubtedly the major contemporary means of cultural

expression and communication: to become an active participant in public

life necessarily involves making use of the modern media.” (Buckingham 2003:5)

Introduction

This paper outlines the subject area of media education and introduces its theoretical background, which may be unfamiliar to non-specialist media teachers. The paper is in two parts: Part 1’s introduction to media education is followed by Part 2 which has schemes of work for KS3 – KS5 on Consumerism, the News, Youth in the Media, and Challenging Racism and Discrimination. The schemes of work focus primarily on Citizenship requirements, but are also useful for Media Studies, English, and PSHE.

The background information about media education aims to provide a context through which teachers can make connections with their own subject(s). The paper also raises awareness of media education as a discrete education field and encourages consideration of its distinct discourse and values in cross-curricular delivery; a situation with which Citizenship specialist teachers may be familiar. Such awareness aims to show how some specialist media analysis can extend the boundaries outlined in the current Citizenship curriculum and text books. Detailed knowledge of media theory and terminology are not necessary, however some acquaintance with basic vocabulary and different approaches to, for example the relationships between audiences and the media, can take students beyond the ‘common sense’ views that often hamper informed discussion of the media.

The paper starts with a description of media education in the secondary school curriculum. The paper then develops some of the points to explain some of the principles behind the way the media are analysed in media education and suggests some fundamental links between media literacy and the social literacy that Citizenship engenders. 

What is media education?

Media education is the generic term for different forms of education about the media, including Media Studies. The name Media Studies is specific to the subject’s formal examination courses. Media education is the process of teaching and learning the whole range of modern communications, and the issues and debates about them. Media literacy, the knowledge and skills learners acquire, is its outcome.

Literacy is by no means an uncontested notion as its metaphorical use may contain “a certain polemical quality” (Buckingham 2003:52) in attempts to bolster a subject’s status. Critical literacy might indicate a demand for a sceptical approach - say to media output in general. In terms of literacy as a currency in contemporary education, it is more than the ability to read and write. It is the repertoire of knowledge, understanding and skills that enables us all to participate in social, cultural and political life. Media education enables us to deconstruct media texts and processes in order to analyse the versions of the world they convey. With reference to McLaren (1988), the aim of media education is to attain three interacting levels of media literacy:

· Functional literacy: pupils decode the symbolic audio-visual and print sign systems of the media; and they have the technical skills to operate the media and even to be creative. Media educators also talk about creative literacy here. 

· Cultural literacy: pupils have knowledge and understanding of a range of media forms and texts. 

· Critical literacy: pupils can interpret, take pleasure in, and analyse the forms, ideas and values in media texts and processes.

Modern media communication systems are: cinema, television, radio, advertising, photography, the recorded music industry, print magazines, newspapers, comics; and electronic media such as the internet, mobile phones, and computer games. Media products are the TV and radio programmes, films, visual images, websites, and so on that are carried by these different forms of media communication. In the context of education they are referred to as texts (a text being any “meaningful cultural form”, Thompson 1995). 
Several media forms already cross a range of media technologies such as adverts (magazine, print, radio, TV, cinema); the advent of digital technologies has extended the range of platforms through which the each medium is encountered: viral advertising, television programmes and news on computers; radio on satellite television, and so on. Each technological platform varies the nature of the media form. Many media forms are called ‘mass’ media, which implies they reach large audiences although some are intended to reach only small or specialised audiences.

Media education in the Secondary Curriculum

There are several versions of media education in the secondary curriculum:

· Discrete examination subjects at key stages 4 and 5 such as Media Studies, Film Studies and Communication Studies, as well as applied and several pre-vocational courses, including the 14-19 Creative and Media Diploma. Media Studies is used here as an umbrella term for all of these courses; they share a common discourse of specialist terminology, key issues and debates, and an analytical framework structured by key media concepts. 

· Cross-curricular media education in which media texts and issues form part of the host subject’s curriculum. Levels of engagement vary from a core requirement within KS3 English, to course options and individual teachers’ chosen materials. Teachers’ specialist media knowledge varies and the media discourse is often subject to the inflexions of its host subject; for instance English may focus on film textual analysis via familiar narrative elements, Sociology may emphasise the power of the mass media, Citizenship may use media texts as stimulus material to explore social issues.

It is also important to clarify what media education is not especially at a time of rapid expansion in communication technology, and promotion of its use in schools. Using television and computers to teach any subject, say Science, ICT, History, with the assumption that such technologies are a neutral means of information delivery is not media education. Media technologies themselves, as well as the media texts they convey, present selective versions of the world, “and, for that reason, media educators have often sought to challenge the instrumental use of media as ‘teaching aids’” (Buckingham ibid: 5). While critical dialogue about how media technologies and texts shape knowledge can be incorporated into any subject teaching; teaching through or with the media should not be confused with media education.

· The media and culture

Understanding notions of culture is crucial to understanding media education, and indeed attitudes to it. Studying the media in schools has been a ‘bottom up’ development, most significantly since the 1970s, with cross-curricular beginnings in, amongst other subjects, Sociology and Art but mainly in English. These teachers believed that studying contemporary popular culture and communication forms such as television, film and radio, as well as their representations and ideas, were both valid objects of study, and engaging for their pupils for whom these texts were part of their lived experience. This move was in the wider educational context of democratization in which pupils’ out-of-school cultures were being “recognized as valid and worthy of consideration in the school curriculum” (Buckingham 2003:9).

The British Cultural Studies movement provided the theoretical initiative, notably encapsulated by Raymond Williams in Culture and Society (1958). The shift was from divisive notions of folk culture, popular culture, and High Culture (a fixed set of privileged artefacts which represented ‘the best that has been thought and said’), to the broad anthropological notion of ‘a whole way of life’. Instead, culture was seen as encompassing all social relationships and practices in which objects, consumer goods, and processes are embedded and given meaning. Culture thus also includes technology, art, science, and moral systems. The inclusion of ‘systems’ is important as it contributed to: 


“…the importance of meaning to the definition of culture. Culture,


it is argued, is not so much a set of things – novels and paintings or


TV programmes and comics – as a process, a set of practices.


Primarily, culture is concerned with the production and exchange of


meaning – between the members of a society or group.” (Hall 1997:2)

Media education examines how we experience the world through the media and the meanings created through the processes of production and audience uses. The key issue is the nature of mediation. Buckingham (ibid:1) refers to a dictionary definition of a medium as an ‘intervening means, instrument or agency’ through which effects or information can be carried or transmitted. In other words ‘the media’ provide indirect contact. Further, intervention is inherently selective; we should not then expect to experience reality (the world ‘as it is’) through the media. This expectation does of course raise philosophical questions about the subjective experience and ‘truth’, and indeed the possibility of completely objective representations.

How are the media studied in media education?
· Pedagogy

Teaching and learning in media education assumes an integrated “relationship between concepts and production and analytical skills” (Buckingham 1993) In literacy terms, any teacher recognises that understanding evolves through both ‘reading’ and ‘writing’. Conceptual knowledge is explored through production work; by participating in processes similar to those that shape and reshape professional media pupils learn the dynamic nature of meanings in society: how meanings are “made, conflict and change” West & Dickey (in Moss 2003:6) and, in this way also gain theoretical insights. Owning the material in this way “emphasises the social dimension of literacy: in a democratic society, pupils have the right to make and contest meanings as well as to understand how they are made” (ibid: 7). 

Production activities encompass pre-production skills (storyboards, scripts, thumbnails for newspaper and magazine layouts, sketches for print adverts, TV news running orders); and production skills (filming, audio recording, editing, photography, desk top publishing, constructing computer games). Citizenship does not need to have a large amount of production work, but if you would like to incorporate it, the ‘low-tech’ planning activities can be easily integrated into lessons and are excellent for focussing discussion; some planning templates are attached to Part 2.

Production work is predominantly undertaken in groups, which provides other beneficial outcomes, particularly the Key Skill of ‘working with others’. If you do your own (pre-) production or BBC/C4 News project you will see that pupils learn several skills: organisation, management, leadership, independent and primary research, responsibility, meeting deadlines, co-operation, using initiative, decision-making, as well as technical and creative skills. These are all transferable competencies which, progressing through the education levels, have made media graduates the second highest subject employees in the jobs market. 

If it is to have depth of learning, production work calls for a competent level of teacher and pupil technical skills, as well as being demanding to organise. KS4 Unit 8 ‘Producing the News’ for instance innocently suggests 

“…pupils could make a film or TV programme, or produce a newspaper or

 news-based website. The unit may run ‘live’ with the support of a local radio station…It may be useful to liaise with the English department…” 
You should go ahead if you have these good filming, editing, sound recording or desktop publishing skills. Otherwise, where possible cross-curricular liaison is advisable; if your school has a Media Studies department they are more likely to have the subject knowledge, skills and access to equipment than the English department. Most Local Authorities have a City Learning Centre who could also provide technical support. If your school does not have the media production expertise then you will greatly benefit from the professional expertise provided by taking part in News projects organised by the BBC - School Report for Year 8 and 9, or Channel 4- Breaking the News for Years 10-13 about which there are materials in Part 2. 

· Analytical framework: the key media concepts

The different media forms and wide variety of media texrs could have made media difficult to manage coherently, so a common ground needed to be found in order to achieve a “consistent line of enquiry” (Masterman 1980:3). Rather than basing study on text alone a conceptual, rather than a content-based framework is used.  All media study is structured by four key media concepts, which provide the guiding analytical and creative framework for teaching and learning. The Media Studies specifications slightly vary terminology and conceptual fields of enquiry. The outlines below, adapted from Buckingham (2003:54-60), use the most common conceptual terms and investigations. English teachers with media expertise are likely to use this framework for media education work in KS3 and KS4 English, and Citizenship colleagues will be able to see where it can be appropriated for your purposes.

MEDIA LANGUAGES

Meanings: How do media use audio, visual, graphic and verbal languages 

to convey information and ideas? What are the effects of particular

technical choices, e.g. a type of camera shot?

Conventions: what to we expect to see, hear and read? How do these 

conventions operate in different types of media text such as news, horror, 

comics? How do the uses of language become familiar and generally accepted.

Genres: how are conventions used by different texts in a similar form,

e.g. BBC News, Sky News; horror films, romcom films.

Narratives: How is meaning conveyed through the order in which we encounter 

elements of the text? What ideas do endings suggest? Narrative applies to both

fiction and non-fiction, e.g. the order of stories in a news bulletin.

Editing: How is meaning conveyed through selecting and combining 

images, sounds or words?

Technologies: How do technologies affect the meanings that can be 

created? 

MEDIA REPRESENTATIONS

Realism: How realistic is this text intended to be? 

Telling the truth: How do the media claim to tell the truth about the world 

e.g. events in non-fiction, emotional truth in fiction. How do they try to be authentic?

Presence and absence: What is included and excluded from the text? 

Who speaks and who is not given a voice?

Bias and objectivity: Does the text support particular views about the world?

Do they convey moral or political values?

Typing: How do the media represent particular social groups? Are they 

limited to a few characteristics (stereotyping)? For what purpose is the stereotyping used? How are character types common to all texts 

(archetypes) used, e.g. hero, outsider, villain.

Interpretations: Why do audiences accept some media representations as 

true, or reject others as false? 

Influences: Do media representations influence our views of particular 

social groups or issues?

MEDIA AUDIENCES

Targeting: How are the media targeted at particular audiences? How do 

They try to appeal to them? 

Categorisations: How are audiences grouped, e.g. socio-economic, fans,

psycho-graphic profiles, lifestyles?

Address: How do texts speak to audiences? What assumptions do the

Media producers make about the audience?

Making sense: How do audiences interpret texts? What meanings do they

make?

Social differences: What is the role of gender, social class, age, ethnicity

in audience behaviour? 

Uses: How do audiences use the media in their daily lives? What are their

habits and patterns of use? For what purpose is a text used?

Pleasures: What pleasures do audiences gain from the media? What do

they like or dislike and why?

MEDIA INSTITUTIONS

Technologies: What technologies are used to produce, distribute, and 

exhibit media texts? What differences do they make to the product? 

What differences do they make to audience uses and pleasures?

Professional practices: Who makes media texts? Who does what, and 

how do they work together?

The industry: What types of companies produce, buy and sell the media?

Who owns them? How do they make a profit? How does competition 

affect products?

Circulation and distribution: Who controls the production and distribution 

of media? How do texts reach their audiences? How much choice and 

control do audiences have?

Connections between media: How do companies sell the same products

across different media? How does ownership affect what gets made?

Regulation: Are there laws, self-regulation, codes of practice? How 

effective are they?

Access and participation: Whose voices are heard in the media? Whose 

are excluded and why?

Media Languages

The concept of ‘language’ is used since the media communicate meanings through codes and conventions that are learned, like verbal language as we grow up, and become generally understood. In fact they seem so ‘natural’ that study involves making the familiar strange through close observation of textual detail. The notion of coded signs comes from 19th Century Swiss linguist Ferdinand de Saussure, a sign being a unit of meaning in many forms. French cultural theorist Roland Barthes was a significant figure is developing semiotics, the study of signs, notably in Mythologies (1957) in which he analysed implied meanings in cultural images. 

A key point about signs is that they have no intrinsic meaning, their meanings are ascribed culturally but because we learn them as we grow up their meanings

become naturalised and seem right. Unfamiliar signs and ‘other’ interpretations of ‘our’ familiar language can therefore be unsettling and odd. Meanings in signs are mutable and subject to the contexts in which they are placed. The colour red, for example, may mean love, stop, or blood depending on whether it is a rose on a greeting card, a traffic light or a horror film poster. However, in Chinese culture red means good luck and prosperity. In India culture brides wear red dresses as red signifies fertility. So pupils need to be alert to learning common meanings, but open to seeing how the meanings of signs also vary according to the way they are is used in a text. Global media industries and the wider availability of media texts from diverse cultures are providing opportunities to become more familiar with different cultural signs and perspectives.

The two main sets of signs (codes) are:

· Technical codes (the technology used to produce media texts and how they influence meaning). In audio-visual media like film and television the choices of camera shot, position and movement, types of sound (music, dialogue, sound effects) graphics, and editing all convey narrative information and prompt particular emotions. 

· Cultural codes: the signs (the objects and processes) we recognise from life – what do the choices of costume, setting, transport, body language, actions, drink, weapons, etc. tell us about the characters, relationships, narrative events, society?

As in verbal language, making meaningful statements in media languages “involves paradigmatic choices – selecting from a range of possible elements, and syntagmatic combinations – putting the elements (Buckingham ibid:56) together according to established conventions equivalent to grammatical rules. As with any cultural system, ‘rules’ are more like “flexible guidelines” (Thompson 2003:37) and are also varied and broken. Media teachers use semiotics as the main way to analyse media texts. 

The analytical process can be deconstruction through which various elements of a text are scrutinised. In a newspaper front-page pupils look systematically at choices of story, copy to image ratios, headlines, photos and captions, point size of fonts to identify the news values. Another approach is comparison, particularly for identifying shared conventions and how they are varied. In television news for example the choices of studio setting, technology, where newsreaders are positioned, their dress and body language, the choice and order of stories. As noted above, pupils also analyse through doing, planning or constructing their own print adverts say and experimenting with combining images and captions to conveying ideas about a product image.

The main interest for Citizenship will be the cultural codes, which together comprise the narrative content: its events, settings, characters, and themes. However taking close observation of some aspects of the technical codes at key points gives richer readings. 

There are some guide sheets attached to Part 2; and a useful resource for moving image analysis is Moving Images in the Classroom, A Secondary Teacher’s Guide to Using Film & Television, available from the British Film Institute, see Media Specialist Resources below. 

Semiotic analysis is limited in that texts are studied separately from their historical, social, political and economic contexts, which more able and older students are able to do. This contextual approach will of course be useful for Citizenship.

Media Representations

Representation, to which some examination boards add ‘Messages and Values’ is

the media concept most directly connected to Citizenship. It explores what is said about the world and what beliefs, values and attitudes are implied, endorsed or condemned. The resolutions of films for example are forms of wish fulfilment so that their stories are like morality tales that say what society is or should be like. 

As noted above, mediation itself and the industrial processes of media production give us ‘versions of the world’. Meaning is therefore about “effective exchange” rather than ‘accuracy’ and ‘truth’ (Hall 1997:11). There are two points here. Hall is pointing to the fact that there cannot be objective truth in the media. Even when it is concerned with real life events as in news and documentaries “media production involves selecting and combining incidents, making events into stories, and creating characters” (Buckingham ibid:57). This is not to say that there is intent to deceive; rather that media texts are bound to be biased. Secondly, effective exchange comes from audiences knowing the conventions and sign systems used by producers, and they make comparisons with their own lives about what is presented to them and make their own judgements.

The possibility of a completely objective truthful account of the world is open to question, though ideological systems would lay claim to such an insight. It can be useful, though to read a text from an ideological perspective to highlight social issues. A Marxist reading can look at social class, economics and social power; identity politics can be explored through feminist, racial and sexual identity readings asking questions such as - how are these sections of society portrayed, what role do they have in the narrative, who don’t we see?

Analysis has to be more subtle and informed than “spotting media bias” (KS3 Unit 9, ‘Points to note’). Newspapers are intentionally biased; their raison d’etre is to promote their chosen political perspectives and readers choose the newspapers that reflect their own political views. Television news, on the other hand, has to operate with “due impartiality” within strict legal and ethical guidelines. Comparative analysis of news programmes on different television channels may nevertheless reveal unintended particular viewpoints perceived in differing story selection and presentation despite rigorous adherence to Producer Guidelines and codes of practice. 

Media education instead deals with realism rather than reality. Realism can be confusing because photographic reproduction is now so realistic, and audio-visual texts use many techniques to create the illusion of looking at real life. Realism is a selected and constructed version of the world. It is an aesthetic choice. Rather than asking how realistic a text is, which tends to produce reductive responses, the more productive question is ‘how realistic is the text meant to be?’ (Dyer). Documentaries, social realist films or newspapers say, are intended to be close to our lived experience and to contain verifiable facts. However they can also use conventions of entertainment and emotional cues to engage audiences such as music, graphics, drama recreations, tension building in the narrative structure. Fantasy and magical realism do not reflect what we expect to encounter, however, such texts do need equivalent cultural objects and processes, e.g. types of buildings, emotions, transport, relationships, power structures, for us to make sense of the text.

Media Audiences

The model of meaning making used in media education is an interactive triangular relationship between producer-text-audience. Producers consciously and unconsciously construct meanings in their texts. Audiences comprise individuals who are also part of socio-cultural groups. We, as audiences read media texts and thereby construct meanings that are both “individual-yet-common” (Phillips 2002:85). Our interpretations are common because we have learned the coded signs and conventions and we have shared cultural backgrounds with parts of the audience and possibly even the producers. Our readings are also individual because we have unique life histories and characters; our readings also vary historically when we revisit texts. In this way, “the unity of the text lies in its destination, not its origin” (Eco). 

Popular opinion and indeed media education itself has often been informed by simplistic assumptions about media audiences. Mass audiences are manipulated and duped, a vulnerable audience is subjected to a barrage of valueless media promoting sex and violence. Every new technology revives and extends such fears. Despite sensational claims of copycat killings and so on, research has failed to convincingly show a causal link between media viewing and anti-social and dangerous behaviour. Rather audiences are diverse, and they are sophisticated, experienced readers of media. 

There of course serious and understandable concerns, and regulation and censorship are in place for a reason. David Buckingham who has undertaken extensive qualitative research about young people and the media advises that rather than discussing whether the media have powerful negative effects, pupils should be encouraged to consider the motivations of the different participants in these very public debates, the assumptions made about different parts of the audience, and the evidence on which these assumptions are based.

Effects models of passive audiences absorbing unquestioningly what the media provide are largely discredited. The media inevitably by their ubiquity play a part in our identity formations (and this is as true of teachers as it is of pupils), but it is more productive to consider this process as active.  ‘Reception’ models of audience theory propose that audiences choose which media to use and for what purposes and pleasures: information gathering, escape and relaxation, socialisation, exploring personal identities, and so on. Learning and using discourse empowers people; for adolescents using media discourse is a highly active phenomenon applied to identifying oneself as a member of a socially meaningful group or ‘social network’ (Gee). 

Tasks in some Citizenship books need to be carefully scrutinised. One Year 7 activity ostensibly asks for open discussion about the influence of brands in clothing choices made by young people. However the accompanying illustration, captions and set task direct pupils to a highly passive interpretation. Such an approach does not invite reflective discussion or accommodate the pupils’ culture. It is more productive to ask young people what different brands mean to them, how they ‘play’ with them; they are often fully aware of exploitation of consumers but more likely to engage in serious reflection on cultural and economic issues if their pleasures are allowed to be part of the discussion. These issues are highly cultural and highly personal in their process of cultural agency and ‘becoming’ (Freire). 1985) 

The issue about media ‘influences’ is the same as issues about the influences of any other social institution; it is really about having an educated and enquiring mind. The stated aim of all Media Studies specifications is that of ‘critical autonomy’.

Media Institutions

The term ‘institution’ refers to knowing media organisations, and the cultures and ethos of their working practices. Pupils learn that media products are consciously manufactured, that economic interests are at stake, the strategies used to generate profits such as creating brands across a range of media, and exploiting franchises such as film sequels. Institution also looks at the relationships between the market sectors. The assumed economic dominance of major companies may appear to stifle smaller companies, but smaller companies often have younger creative and innovative personnel and mutually beneficial partnerships are often formed. 

The increasingly global scale of media industries raises issues of changing balances between the global and local media, which may threaten indigenous media. There may be bigger global audiences, but audiences can be more fragmented. Institution also looks at how less commercially viable or even subversive and politically challenging texts, like films such as Black Gold in Part 2 find distribution in alternative ways from mainstream cinemas. 

The rise of new media technologies has evolved issues related to other media concepts such as the “development of complex forms of representation”. The cultural spread of virtual worlds, avatars and social networking in a Web 2.0 environment “increases the need for an educated awareness of structure” (Price in Breslin & Dufour 2006:3.3). The speed of proliferating mainstream communication technologies, their integration into day-to-day life, and the fact that they are irrevocably multi-modal in format and most media include, or even require, active user participation make it essential for citizens to be media literate. 

The major media organisations are economically and culturally significant, but, as with audience, there tend to be over simplistic approaches in discussion. There are two key points here. Firstly, media texts and survive only as long as audiences want them

and media producers have to work very hard on audience research and marketing their products. Secondly, discussion of media ‘power and influence’ assumes the media work in isolated power setting and maintaining a society’s agenda. 

· Beyond the ‘power of the media’

An active engagement with the media does not start with the question how powerful is it? Such an approach harks back to the partial analysis of protectionist educational discourse and paternalistic teaching. Critical media literacy goes beyond routine participation in the use of modern media that is mere conformism and passivity. It is also not the sceptical assumption that the media are “all-powerful…or promote a singular and consistent view of the world” (Buckingham ibid:5). It is of some concern that the latter appears to be a guiding premise, along with notions of passive audiences, that underlie some aspects of the Citizenship media units, the commercial text books, and the Crick Report (1988:59) with its alarmist concern that pupils,


“already subject to a barrage of partisan opinions from the mass


media, may not be adequately equipped with ideas and information


which conteract those that they get from the media.” 

Amnesty International, on the other hand, take a more constructive approach to media power, by using the subversive imagery of Gorillaz for their youth magazine to inspire young people to challenge political imprisonment. For Amnesty International films can be affectingly informative: 


“Film – used with integrity – is a very powerful medium. It often 


expresses complex issues in a more direct way than is sometimes


possible with several thousand words. It also potentially provides


access to these issues for large audiences, including young people,


who would not consider them otherwise.”



(Tom Hedley, Chair Amnesty International, launch of



National Schools Film Week, 2006)

These points are not intended to overlook the major roles that the media plays in society, and indeed there are many instances of great influence, for instance Rupert Murdoch’s decision, through his company News International which owns The Sun, to direct its readers to vote Conservative in 1992 and then Labour in 1997. In both cases the ‘right’ result was achieved, however Murdoch ‘ordered’ the change to Labour because he could see social change in a Britain that was wearying of the Conservative Government. It was time for the fresh energy of Labour’s Tony Blair. The Sun may have helped, but it was not the only factor.
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Many media education text-books state the reason for studying the media is the need to

alert people to the media’s ‘agenda-setting’ capabilities – the notion that the media are the instrumental force that decides which issues are worthy of public attention and therefore achieve privileged prominence. This paper does not suggest that such a concept is erroneous, but that agenda-setting is part of an interplay between wider social forces. Noam Chomsky (1992) in Manufacturing Consent talks of any government’s need to persuade the public:


It is not the case as the naive might think that indoctrination


Is inconsistent with democracy, rather it is the essence of a


democracy.”

The present government, for example, is well-schooled in handling the media, Governments in democracies need the consent of its people to accept its policies and maintain power, it has to work hard at its audience. The relationship between political parties and the press is a close one on a day to day basis with press releases and long term subtle campaigns to make issues and then government solutions seem to appear naturally. More dramatically political expediency played a part in Rupert Murdoch backing Tony Blair’s election campaign. 

The media industries are essentially just that, industries that manufacture products that sell. They measure the success of adverts by the number of units sold during an advertising campaign, not whether audiences liked the advert. Media products do not survive if audiences do not like them. New media technologies have brought greater consumer power and successfully challenged, for example, the music industry’s protective financial practices. 

Media texts, then, are produced in the contexts of the wider social, economic, historical and political environments that shape them. Media education engenders informed personal preferences, and critical awareness of the enabling and inhibiting powers of media practices. In the context of Citizenship, media education becomes one of the key strategies to develop active and ‘empowered’ citizens (Price ibid).

Why study the media in Citizenship?

This section considers how media literacy is a significant and necessary component of social literacy through the acquisition of discourses, and the processes of identity formation.  Most reasons for studying the media point to their pervasiveness in society:

· They are socially important. Recent research points to the amount of time that young people spend watching television and using other media for leisure pursuits. The Activity sheet “Me as a Media Consumer’ in Part 2 is a content analysis activity in which pupils add up the weekly hours spent using the media during waking hours of roughly 112 (assuming a full eight hours sleep!). You can develop the discussion by asking pupils what they use their media for, in order to address the cultural importance issue; their shared experiences should also not be overlooked.

· They are economically important in profit generation and employment. Major companies turn over billions of dollars in global markets; small companies provide creative ‘engines’ and many satellite businesses. 

· They increasingly target the largely affluent youth market with their disposable income and media leisure interests. 

· They are the main way we receive political information and learn about political processes.

· Their cultural significance which lies in offering us “ideas, images and representations (both factual and fictional) that inevitably shape our view of reality” (Buckingham ibid:5).

Interest in, and attachment to the media begins, for most children, well before they attend school (Masterman 1985) where they arrive with a lot of experience of moving image and hypertext media (Bazalgette 2006). Many have TV sets and DVD players in their bedrooms, and their own collections of their favourite films and programmes. Through this experience, they have gained nascent understanding of media conventions, and their interest continues throughout their adult lives. Since the media are “embedded in the textures and routines of everyday life” (Buckingham ibid), it is generally argued that the media, like other social institutions such as families, schools, churches, societies, clubs and so on, are ‘a’, if not ‘the’, major socialising influence. 

Socio-linguist James Paul Gee (1987) defines discourse as greater than language as it “incorporates beliefs, values, ways of thinking, of behaving and of using language” (in Arthur & Davison 2000:17).  In formulating their model of ‘powerful social literacy’, Arthur & Davison combine Gee’s definition of discourse with Friere’s notion of human beings as cultural agents, to explain the process of social development, or ‘identity formation’ (Lankshear). Discourse comprises two parts: the  ‘primary’ discourse of the family, and the ‘secondary’ discourses of social institutions, such as those above. Schools are discourse communities with underpinning values, ethos, behaviours and ways of thinking both as a combined school community and variously in curriculum subjects.

Identity formation evolves through a process of ‘dialogue’ (Friere) when primary and secondary discourses interact. Literacy according to Gee (ibid:18) arises from control of language in a secondary discourse; ‘powerful literacy’ is the use of a secondary discourse to critique other discourses, both primary and secondary. Media education has several interacting discourses. It is a curriculum discourse that also introduces industrial media discourses. Good teaching in any subject makes links to pupils’ experiences; but the pupils’ social discourse around the media are an essential part of media education. Therefore, analysing the media is a complex but strong way to develop their cultural and critical media literacy Engagement with the media is part of pupils’ cultural agency in which they are “co-creators of [their] own version of the world” (Warren 1997); they are able to critique this social institution’s discourse. 

What is the media education discourse?

As in any educational fields there are competing views about the purposes of a subject, a situation exacerbated by the multi-stranded development of media education, and very limited formal teacher training. Media education did not find a formal place on the curriculum until it was installed as a modest element of English in the first National Curriculum (1988). Media Studies has long been one of the fastest growing courses, but although available for three decades not all secondary institutions offer it on the curriculum even now. Such inconsistency is indicative of the tentative process of change in dominant cultural attitudes in certain types of education institutions.

The following brief account of media education’s emergence cannot give full justice to the required contemporary historical, political and cultural contexts. However it is useful to note the power struggles between social class cultures and to illustrate the emergence of two consistent but contradictory strands of media education discourse. 

Davison’s (1994) analysis of Education reports and Government documents since the end of the 19th century to the early 1990s illustrates the prevailing trenchant faith in the power of High Culture, (English and English Literature) to transform the “ignorance” and “perverted power” (Newbolt Report 1921) of working class children into learning “to do fine things in a fine way” (Board of Education 1931). “Submission” to the Great Tradition prevented infection and corruption from popular culture such as cinema.

The mission to make all social classes culturally healthy, and in the process politically compliant, was echoed in the work F. R. Leavis. Pivotal to English teaching in developing practical criticism, he concurrently advocated teaching about the mass media – radio, advertising, popular fiction - to ‘discriminate and resist’ commercialisation, standardisation and manipulation. 

As noted above the 1950s-60s brought saw a shift in schools to bring pupils’ everyday experiences in to the classroom, but not in government policy. Antipathy towards popular culture and certainty in the lack of its cultural value continued The 1970s-1980s, particularly the work of Len Masterman (1980, 1985) brought more theoretical approaches into the classroom to ‘objectively’ analyse the media through semiotics, and ideological theories such as Marxism. The aim was to show how texts are constructed and to reveal dominant groups in society and their maintenance of power through the media.

The Government, although more ambivalent, continued to promote the self-evident merits of High Culture and resisted installing media education in the core curriculum despite wider European recognition of its necessity:


“The school and the family share the responsibility of preparing


the young person living in a world of powerful images, words and


sounds. Children and adults need to be literate in all three of these 

symbolic systems” (UNESCO Declaration on Media Education, 22/1/82)

Other social institutions, even the Church, recognised the formative value of popular culture. The Education Secretariat of the Jesuit’s Curia, 1987 stated their education programmed included critical evaluation of mass media influences. Through such “proper” education “these instruments of modern life can help men and women become more, not less, human” (Davison ibid:40). 

Demand and the faltering acknowledgement that media study had to addressed in the 20th Century, led to media education has been an entitlement in the National Curriculum since 1988. Government endorsement has become stronger with the former Media, Culture and Sport Minister Tessa Jowell declaring in 2006 that it was as important as Maths on the schools curriculum. Media education, though, is within English. Contrary to UNESCO’s recommendation that media literacy would “require some reassessment of educational priorities [which] might well result in an integrated approach to the teaching of language and communication,” media is a subordinate discourse. Research into English teachers teaching media within English and Media Studies courses found that despite positive attitudes to media education there was a preference for print analysis focusing on verbal language and little moving image analysis; and a prevailing philosophy to help pupils to “discriminate” and “resist media manipulation” (Hart & Hicks 2000). 

The Labour government has strongly supported media education and demonstrated commitment to both child and adult literacy by giving a national media education remit to

the broadcast media regulator Ofcom. The choice of agency is somewhat telling, and suggests another version of the protectionist agenda. Ofcom’s stated aims on its website suggest some critical awareness but overall are for a basic instrumental literacy, an emphasis on new media technologies, and the ability of adults and children to avoid offensive viewing. Buckingham (2003:12) suggests that the government’s enthusiasm for media education combined with the appointment of Ofcom as media literacy ‘educator’ is, in at least part, a public self-regulatory system. Media education is this formulation becomes a type of ‘consumer advice’. However, it is one way of dealing with the difficulties of enforcing regulation in the digital media age.

Ofcom are however working with the UK Film Council, which is the government-backed strategic agency for film in the UK. The Film Council’s Media Literacy Task Force is developing a more reflective critical framework, they have organised a national Media Literacy Charter which many major media education organisations have signed, and a website to champion media literacy as an entitlement for all. The Task Force is also in partnership with other European countries to develop a European Charter. 

The two main contradictory discourses identified by Buckingham (2003:9) are: 

· Democratisation through media education being implicitly informed by wider class politics that challenged established literary values and validated working class children’s culture as “worthy of consideration in the school curriculum”. 

· Defensiveness reflects various contemporary concerns – cultural in the 1930s, and political in the 1970s to prevent pupils falling for false beliefs. Buckingham adds ‘identity politics’ about race and gender representations, and more recently moral defensiveness against sex, violence, and consumerism. The assumption in this model of media education is that teachers believe they are outside media processes, and therefore an ideological stance. The protectionist agenda suffers the bias of which the media are so often accused, and it does not accommodate pupils’ different ideological readings from those of the teacher (Buckingham & Grahame, 1990). 

All these discourses still have varying degrees of influence, and concerns about the media have to be a serious part of any debate, as well as its roles and benefits. However, there have been major social shifts, and the 2007 Secondary Curriculum Review has moved secondary teaching from a content-led curriculum to a conceptual framework that gives teachers more freedom to choose their own materials, which points to a new phase in media education, and a more neutral rationale, for several reasons: 

· The protectionist agenda has not been superseded but the new paradigm of media education is less defensive for several reasons:

· Academic research and a more benign political context reflect changing views about young people and the media, especially as they can be more informed than teachers. 

· The notion of the media conveying uniform ideologies cannot be sustained in a highly fragmented media environment

· The lack of cultural worth is self-evidently wrong given the accumulation of rich media texts for over a century

· Contemporary research challenges the assumption of passive audiences; children are also much more autonomous and critical than it is assumed.

· Protectionist approaches do not work in practice; pupils reject hostile incursions into their cultures and pleasures.

· Younger teachers have grown up with digital media and are more enthusiastic about its capabilities and as a form of cultural expression.

· Pupils’ enjoyment and pleasure in the media are embedded in the media education curriculum, and subject responses are theoretically validated as

part of meaning making.

The democratic pedagogy typical of media education which develops the cultural capital of pupils’ existing knowledge and experience enables them to “develop the independent capacity to apply critical judgment to media content” (Bazalgette 1993a). Media education has become a form of preparation and aims to develop young people’s understanding of and participation in the media culture that surrounds them (Bazalgette 1989). Media competencies will then are a form of democratic citizenship through such participation.

Citizenship and Media Education: some conclusions 

Including media education in your Citizenship of course has the function of meeting the media curriculum options (KS3 Unit 9 The Significance of the Media in Society, and KS4 Producing the News), and provides one way to address the Secondary Review’s aim for a more holistic curriculum. More importantly, Citizenship and media education have a strong reciprocal relationship that benefits Citizenship’s aim of preparing pupils to become active citizens. The functional, creative and critical media literacy pupils acquire through media education benefits Citizenship’s aim of preparing pupils to become active citizens. In a society in which communication occurs increasingly through media technology systems, critical media literacy is an essential element of critical social literacy.

MEDIA SPECIALIST CONTACTS TO SUPORT CITIZENSHIP TEACHING 

If you do not have Media Studies teachers in your school, then you will be able to get support for media education based work from the following well-established organisations:

British Board of Film Classification (bbfc): The bbfc classifies film and video games.

They are very keen to explain their work and discuss related issues. They have an informative website at http://www.bbfc.co.uk, and you can phone with any queries about the information there, Tel: 020 7440 7598. There are two additional sites:  http://www.cbbfc.co.uk for parents and children aged 5-12; and http://www.sbbfc.co.uk designed for students and teachers. The bbfc has a well-organized seminar programme

for students, and may also provide visiting speakers, Tel: 020 7440 1580.

British Film Institute: Its Education Unit produces many excellent moving film and television classroom materials. The World in the Movies has been produced for Citizenship, and is an online resource. Go to http://www.bfi.org.uk, select Education Events and Resources, click on Teaching Resources, click on Curriculum Online and scroll down to The World in the Movies.

Moving Images in the Classroom: A Secondary Teacher’s Guide to Using Film & Television is a free publication that shows how to use moving images across the curriculum. Contact BFI Publishing Tel: 0870 241 3764, or email education@bfi.org.uk. I

The booklet includes the two activity sheets for Citizenship/PSHE ‘Working with moving images’, reproduced here; and ‘Using the basic teaching techniques’, a comprehensive list of teaching techniques to get young people discussing moving image texts in detail should you wish to develop this aspect of film analysis. 

City Learning Centres: the Excellence in Cities (EiC) programme established a network of over 100 school-based City Learning Centres (CLCs). They provide state-of-the art ICT-based learning for the pupils at the host school and for a network of surrounding schools and the wider community. Technicians are often available to support projects such as School Report and Breaking the News. To find your nearest CLC go to http://www.standards.dfes.gov.uk/sie/eic/clc, select the link to ‘CLC addresses’.

English & Media Centre: Although primarily geared to English and media, the Centre produces excellent packs of print and DVD materials linked to activities for the classroom which are either suitable for, or are also written for, Citizenship work. The EMC is planning to run Citizenship INSET from Autumn 2007. The following packs are suitable for KS3 and KS4, some can be bought with eLearning Credits, and all are highly recommended: Double Take (short films for Media, English and Citizenship with issues about refugees and immigration, consumer culture, gun violence); Doing News (print and broadcast); The Advertising Pack (2nd edition forthcoming 2007); Panic Attacks (debates about violence and the media).

Contact: Jenny Grahame jenny@englishandmedia.org.uk, Tel: 020 7359 8080.

Film Education: provides a wide range of film specific CD-ROMS, online resources, study guides and videos, which include lots of free resources such as downloadable film case studies. Film Education also runs the annual National Schools Film Week (mid-October in England and Wales, end of October/early November in Scotland) when schools throughout Britain can attend free screenings of a wide range of films. One of the supporting organisations is Amnesty International UK and accessible ‘political’ films regularly feature in the programming; recent examples include Hotel Rwanda, The Wind That Shakes the Barley, The Road to Guantanamo, Tsotsi; l. Go to: http://www.filmeducation.org, and http://www.nsfw.org. 

Film Education also has a London Gifted & Talented KS3-5 project on climate change that includes a set of resources Your Voices Your Truths: From Local to Global The Environment and You. It includes a CD ROM package to support viewings of The Day After Tomorrow and An Inconvenient Truth, a competition for students’ documentaries on the subject, and an interactive website http://:www.yourvoicesyourtruths.com. 
Independent cinemas: these include the cinema spaces in galleries, museums, arts centres and, of course, cinemas. Contact the manager of the organization, some cinemas have Education Officers and they are keen to work with teachers. They appreciate any ideas for programmes, and having audiences during the day is advantageous to the cinema. To find your nearest organisation go to http://amin.filmlondon.org.uk  and click on the links to ‘Independent Cinemas in London’, or ‘Independent Cinemas in the UK (excluding London)’. 

Specialist Media Arts Colleges: the remit of Specialist Schools and Academies, and indeed Beacon schools, includes supporting their subject work in the local area. It is also likely that one of the increasing number of Advanced Skills Teachers and Lead Practitioners in Media Studies is based in such schools. The website http://www.ssatrust.org.uk has lists of SSAs, however, it is not regularly updated and it is better to contact the SSA Trust direct: Tel: 020 7802 2300, or email info@ssatrust.uk. 

[image: image5.jpg]Working with moving images in

Understand that images of women and men are
constructed by the media and convey certain
messages about gender and body image.

Learn that common stereotypes and forms of
prejudice can be reinforced by some moving image
texts or challenged by others.

Leamn how to identify bias and emotive and
persuasive techniques in moving image news and
documentary, and understand how these may
influence public opinion.

Learn that dominant conventions of representation
can change over time, and about how and why this
can happen.

Discover the potential of moving image media to
represent themselves and/or their group in a positive
and effective way.

Know about some of the ways in which government
and other agencies use the media to try to influence
the public.

CITIZENSHIP/PSHE

s should have opportunities to:

Develop the tools to deconstruct a moving image text
(eg an advert or an extract from a feature film) in
relation to gender or body image. Students should look
for camera angles, voice-over, expressions, stance, age,
appearance, juxtaposition of images and sequences.

Compile representations of a spec
group and investigate audience responses to them,

using techniques such as questionnaires, interviews,
focus groups.

Collect and compare a range of news and
documentary texts to analyse current social values in
relation to a specific issue, eg asylum seekers, crime,
drugs, poverty, hunting etc. Analyse the presentation
and compare styles between different channels, and
identify the use of bias through exaggeration, emotive
language, voice-over and images used.

Look at past coverage of a specific group, institution,
event or issue (eg the family) and compare it with
present-day coverage, identifying similarities and
differences and accounting for these.

Look at home videos and other representations of
themselves and people like themselves, discussing
the positive and negative aspects of the ways they
have been represented.

Evaluate the use and effectiveness of moving image
texts in a pro-social campaign such as safer driving,
healthier lifestyles etc.

Pupils could produce:

A live or multimedia presentation using examples
from film, TV drama, adverts and documentary to

argue the case for or against the role of the media
in encouraging eating disorders.

A video montage drawing on a range of moving
image texts representing aspects of disability, with
a commentary evaluating the force of both posi
and negative images.

A video news item in the style of a chosen news
programme on an issue of their choice. Pupils use
techniques learnt to slant their item so that it
reflects a specific paint of view.

A letter to a commissioning editor or production
company to criticise coverage of an event or issue
and suggest ways in which it could have been
done differently.

A ‘video diary’ style presentation of their daily life or
a spedial event.

Re-edited version of an advertisement, public
health announcement or party political broadcast,
using ICT to cut or re-order the sequence, and/or
add different voice-over or music.




[image: image6.jpg]'syxe) 98ewl Buimow Aq padiojuial

9 UBD USW pUE LSLIOM INOGE SESP] [EUORUBAUOD
e} JaY10 Aue || peal, 9q ued sadew Suinopy
‘Buiueaw Aued ued adew [ensia e Jo Juawd|e Alang

AAA

‘UBIP|IYD JB paWIe Wl B Ul UMOYS

39 jJouued pue Ued Jeym 18y ||im siopey (e8] pue [ediypI <
“apisino
10 Jj2S} X2} By} BPISUI WOl 30 Ued sty *dn 31 ypeq

0} 32U3pIAS Po0S 2ARY ISNW JX3) B 0} D3UBJ[EYD [N Y <«

Auasaidaisi Aew Jo ‘quasaidal jou Aew
31 950y} pue ‘sjussaidal 31 S}S2IR3UI SY} 0} SN JIBJE UBD ‘N SUMO
Oy pue ‘) padueUl OYM ‘IX8) B BPeLU OYM IJNOGe UoKeuWLIoj|

‘uoiurdo sduanju;
0} pue apensiad 0} ‘uonows axjonoid o} sanbiuyday

Jo a8ues e asn pue safew sje[ndiuew s12ONpold <
‘Bulueaw a1eald 0} afew pue punos

usamaq diysuone|as diweuAp e asn s)xa} adew Suiop <«

“pnpoid 1ejiWis e 10§ PSApR JBLOUR

410 pnpoud e [|2s 0} UeW P S3sN JBY) 3IAPE U YIM palediiod
9 UBY} UeD SILj| "PaISPISU0D SIARUIAI[R PUB 10} PAJUNOIIR

8q pinoys sadloy sy 9jdoad pue spalqo a0 0} uone|as

ul pue awely sy} Uiy pauonisod si ays moy pue adueieadde
s,ueLUOM 3L} “as0d ‘adue)sip pue sajSue eiaLued 1N0jod
“Buny8i Buipnpur sedioyd jeuonisodwiod ajelaqiiap 0} uonuaye
meiq Pnpoid e |95 0} UBLLIOM © S9SN JeU} LSAPe U3soyd

© 0 J0ys yoea ssnasip o3 sjidnd ajqeus o) uoyng asned ayy asn

(awid 1eakdod Jnoge sauols sadedsmau pue Ldi1easal spayd
@duBIpNe se ypns sjeLsew aajoddns Jauo uani8 aq Aew sdnoio)
‘UOISIAP [euly Y} S Jieyd e pue ased Jiay andie sdnoid
‘uonedyisse> duyy Lo ApPap 03 pjay si Ajeqap Y 'BdUspIAS aAoddns
a0 pue wiyy 3t woy ssjdwexa yym spew syulod poddns snw
Asy] ‘pauisse aq pjnoys wiji ayy moy o} se (ajol ul) spustundie

Jo 351 e dn meip pue wjy ussoyd e yprem sdnoin sisudieduied
diysiosuad-nue ‘ualpjiyd ‘siaypes) ‘sjuaied pauIEdLOd ‘sIBUILEXD
uonedHIsse|d il :s3jo1 Buimo]jo) ayy uo ayet sjidnd ‘sdnoid uy

‘OM}. DU} USBANB] SBIUBIIYIP

U3 10} JUNO2IE ABLU UOHELLIOUI SIL) UDIYM O] JUS)XB By} JSPISUOD
uayy Ay "seousIpne 03 painguisip pue pajowoid usaq sey

31 MOY pUB ‘i SUMO oYM ‘AIBJUSLUNDOP DS JO S32IN0S 31} INoge
9|qissod Se ypNL Se N0 puly 0} ‘S92IN0S JBUIBIU| PUE ‘SBANUD
anSo|eied ‘s3unsij AL ‘sI9A0D 03PIA SE NS [eLSjeW [euonowold
asn Aay "anss! Jefiwis e SulOACD SLRIUBWINDOP BuNSEAUOD

oy 10} span pusd Jo/pue Suiuado ayy uo sejou jew spdng

rsadew ay) Aq papayje aq Aew suoiows moy ‘safew Jo uolppe
ayy Aq passyje aq Aew smain moy ‘saSewt ayy Aq pappe st jeym
U0 JUBLLLIOY "SUOMPIPaId JIBL} SSNISIP PUB LIBAPE 3|OYM B} MaIA
uay) ‘pasn safew sy} spIpaid ssep YL "punos ayl Uo uonua}e
SN0} 0} PaIAA0D UDIDS B3 UM [eadde Ajieyd uoisinaja) e moys

17 INIHDYAL 3191SS0d

auielq 9z3914

uonenuisg

Jrey, pue doy,

afew) pue punos

AHSd/dIHSNAZILID Ul senbiuydsy Suiyoeal diseq ayy 8uisn




Bibliography

Arthur, J. & Davison, J. (2000) ‘Social literacy and citizenship education in the school curriculum’ in The Curriculum Journal, Vol.11, No.1, Spring 2000.

Bazalgette, C. (wd) Primary Media Education: A Curriculum Statement, BFI Publishing

Bazalgette, C. (1993a) Keynote address to LATE Conference Which English?
Buckingham, D. (2003) Media Education: Literacy, Learning and Contemporary Culture, Cambridge, Polity.

Buckiingham, D. & Grahame, J. (1998) ‘English and Media Teaching Ten Years On: Teachers Talking’ in English and Media Magazine, 39, Autumn.

Buckingham, D. (1993) Children Talking Television, Falmer Press

Crick, B. (1998) The Crick Report, Education for Citizenship and the Teaching of Democrary in Schools, QCA

Davison, J (1994) ‘Unpopular Culture: Media Literacy and the Discourse on Popular Culture in Official Education Documents’ in Issues in Education, The Canterbury Papers, Vol.2, no.1, Summer 1994, pp.35-41.

Film Education Working Group (1999) Making Movies Matter: A Secondary Teacher’s Guide to Using Film & Television, London, British Film Institute. Available from BFI Publishing. Tel: 0870 241 3764; or contact Nicky North nicky.north@bfi.org.uk.

Hall, S. (ed) (1997) Representation: Cultural Representations and Signifying Practices,

London, Sage Publications.

Hart, A. & Hicks, A. (2002) Teaching Media in the English Curriculum, Trentham Books   

Masterman, L. (1980) Teaching About Television, Palgrave Macmillan  

Moss, J. (2003) ‘Which English?’ in Davison, J. & Dowson, J. (2003) Learning to Teach English in the Secondary School, Routledge (2nd ed)

Ofcom http://www,ofcom.org.uk/advice/media_literacy/of_med_lit/whatis/
Phillips, P. (2000) Understanding Film Texst: Meaning and Experience, BFI Publishing

Thompson, K. (1999) Storytelling in the New Hollywood: Understanding Classical Narrative Technique, Harvard University Press.

Warren, M. (1997) Seeing Through the Media, A Religious View of Communications and

Cultural Analysis, Continuum

PAGE  
21

