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ABSTRACT

This contribution analyzes media and information literacy from an educational and curricular
perspective, emphasizing development of competencies that students require in order to participate
actively in the modern world. It considers the political and technical components of curriculum
development that reflect the type of society we wish to construct. Likewise, it presents the
concept of inclusive education as an educational vision that aims at guaranteeing the right of all
children, young people and adults to receive an education matching their expectations, needs
and forms of learning, and that ensures participation and equal opportunities. The concept of a
«glo-local» curriculum is discussed, which is based on developing competencies in students to
enable feedback between global and local realities, trying to bring schools closer to the situations
of daily life. The analysis concludes that media and information literacy should be cross-cutting
in the curricula, which requires, among other tenets, high-quality teacher education, smooth
communication among teachers, and solid, inclusive educational proposals within a participatory
consensus-building process.
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1. Introduction

Discussing media education from a curricular perspective promotes competency
@ development in students. This basically means mobilizing and integrating values,
attitudes, behaviours, abilities and knowledge to enable students to address and resolve
situations in daily life, shaping and reinforcing their action as citizens to develop and
change societies. Progressively becoming a competent person is a necessary step to
be able to read, understand, criticize, and propose, effectively wielding citizenship
comprehensively.

When we refer to education for citizenship in the framework of education as a
right, we include Media Education as a core component, since the media permeate
people’s lives, generating, consolidating and changing —among other things— ideas,
visions, attitudes and opinions. The challenge is not just to provide criteria and ins-
truments so the child or youth can critically face off to the media, but also to understand
that the media contextualize and often determine the ways that people exercise their
rights culturally, politically, economically and socially.

We feel that media education must be part of a broader, plural, open, in-depth
discussion about the roles of education and curriculum as key factors contributing to
laying the foundations for citizenship and the kind of society we live in and want to
build. Discussing the media without educational and curricular references and contents
may be an exercise loaded with noble aspirations, but without the anchoring that the
educational system actually requires to become a mental and social change factor.

Teaching and learning about media and information involves critical thinking
when receiving and producing mass media. This entails knowing about personal and
social values, responsibilities for ethical use of information, participation in cultural
dialogue and maintaining autonomy in a context in which the influences eroding that
autonomy may be particularly subtle. The media and teaching about media can be
summarized as basic capacities: critical thinking, creativity, citizenship and intercultural
communication'. These capacities materialize and develop through competences
mainstreamed through comprehensive citizen education. Competencies must enhance
opportunities and help narrow inequities in the knowledge society, attempting to
reflect renewed ways of understanding and responding to children’s and youth’s
expectations and needs.

We propose to discuss a series of ideas and concepts to inform the construction
of a comprehensive vision of media education, namely:

* Political and technical construction of a broad vision of curriculum, by defining
the roles of education;

* Inclusive education as the principle orienting Education for All that in fact
helps democratize educational opportunities;

* The concept of a curriculum integrating realities, from global to local (glo-
local), grounded in developing competencies to link effectively, critically, and creatively
schools and classrooms to challenges and situations of daily life.

MAPPING MEDIA EDUCATION POLICIES IN THE VWORLD



2. Education and Curriculum, Two Complementary Currents of Change

Viewing education as a right, the role of education in society has at least five

core dimensions: (41]

* Education as a means to lay the conceptual and empirical groundwork for
democratic citizenship in a society sharing a basic set of values and norms. The
purpose is to foster understanding, knowledge and to practice values such as liberty,
pluralism, justice, solidarity, tolerance, respect and excellence. Integrating means under-
standing and valuing diversity and its multiple expressions, focusing on universalism
by combining and reconciling global, national and local responsibilities. Present-day
discussion (e.g., in France) regarding cultural models for citizenship in liberal republics
illustrates the tensions and conflicts, as stated by Yves Lenoir?, between universal
representation of values and norms based on a national body politic and forming a
community as a free, instrumental association of people sharing values and purposes.

* Education as a key social and economic policy contemplating equity and
quality as complementary concepts in the quest for conditions and opportunities for
equitably distributed well-being. Education is not just social policy, but a key cornerstone
of sound economic policy. Without equitable, high-quality education, sustainable
economic growth and fair distribution of opportunities are unattainable. Therefore,
education as economic and social policy entails developing public policies to narrow
the disparities in access to educational achievement, often associated with the lack of
an approach to education adapted to the diversity of cultural, social, economic, gender,
ethnic and migratory factors. Gaps in learning outcomes and in acquisition of basic
competencies —as shown by PISA— may prove to be powerful sources of exclusion
and disenfranchisement for most of society (as in Latin America®).

* Education as the main factor in reducing poverty and marginalization with a
long-term outlook emphasizes the need for early interventions to facilitate children’s
development. Historically, the role of education has been understood as circumscribed
to situations of poverty, implementing compensatory and/or remedial measures (e.g.,
school meals and health care targeting certain societal groups). However, since the
1990s (e.g., in Latin America), the scope of discussion has been expanded and enriched
by introducing the concept of «educability».

As Néstor Lépez* puts it, educability is a relational concept about the degrees of
interconnection between 1) family and societal conditions suited to enable active
participation in the educational process (access to minimal well-being and socialization
of values and attitudes promoting and supporting the relevance of learning) and 2)
educational conditions (schools familiar with students” characteristics and expectations
and pursuing strategies to meet them).

The role of government is a key factor to ensure this interrelation, forging the
necessary links, interactions and dialogues among civil society, families and schools.
The concept of educability helps transcend a sort of social determinism, mainly
associated with the belief that it will be enough to improve material conditions, in
order to achieve quality education; further, it emphasizes the educational system’s



responsibility to understand and be responsive to student diversities. Learning conditions
and processes call for a minimum foundation of educability.

@ * Education as the most effective way to achieve dignified, proactive, intelligent,
productive integration of national societies in a globalized world. This is not to accept
fatalistically that the world’s realities cannot be changed, or to endorse international
values and standards as «politically correct» as the one proper way to think. On the
contrary, it entails developing citizen competencies to address real-life situations
promoting and facilitating critical analysis of reality and the capacity to understand
and change that reality.

Moreno (2000) says: «Educational reform worldwide is increasingly curriculum-
centred, as growing demands for change tend to focus on both structures and contents
of school curricula»’. The curriculum must integrate political and technical components
into an educational proposal reflecting the type of society we hope to build. So, with
an understanding of the basic roles of education, curricular discussion emerges as the
necessary counterpart, as one of the fundamental instruments available to materialize
a vision of education.

Demeuse and Strauven (2006) say that a global vision of curriculum should
include: learning outcomes to achieve, pedagogical and instructional strategies linked
to teaching and learning, teaching materials for teachers and students, the discipline’s
contents, evaluation of learning outcomes and achievements, and curriculum ma-
nagement®. Recognizing its multidimensional nature, Blaslavsky (2002) conceptualized
curriculum as «a dense, flexible contract among politics, society and teachers»’. The
idea is to combine and blend universal concepts supporting implementation (density),
and to help generate clear, concrete opportunities to choose among options and
materialize them (flexibility). Curricular proposals work better with sound national
referents shared by all, fostering local freedom and autonomy for school administrators
and teachers to co-develop the curriculum.

Curricular issues are not endogenous or exogenous for any person or institution.
The curriculum expresses and reflects a society’s values, attitudes, expectations and
feelings about its welfare and development. It is also a complex mixture of visions and
interests of multiple institutions and stakeholders, often contradicting each other.

A curriculum may be viewed as a product (the what) or a process (the how),
both equally important. Prerequisites for quality learning include, among others: sen-
sible curricular documents reflecting society’s vision of what and how students should
learn; innovative implementation strategies that are conducive to a pleasant, friendly
learning environment; and inclusive teaching and learning practices.

A curriculum is not «the answer» to educational problems. However, there is
no effective educational reform without sound curricular vision. It would be difficult
to improve educational quality (processes and results) without developing a curricular
vision justifying why and what is important and relevant (basic and necessary) to
teach students, according to how we interpret society’s expectations and demands.
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Interpretations are always arguable, and largely swayed by political, ideological and
historical considerations. A good example is the discussion about national history ;
programme objectives and contents, especially in societies that have experienced @
recent conflicts®.

What to include or exclude from a curriculum, in terms of disciplines and
contents, always generates complex, heated debates; often, a core problem with
educational reform is ending up with an overloaded curriculum that is too much for
students to learn effectively (Opertti 2006)°. Coll and Martin (2006)° established the
difference «between what is basic and absolutely necessary, and that which is basic
and desirable in elementary-school curriculum» — «absolutely basic» being learning
that is essential to students” personal and social development, to their lifetime pursuits
and social inclusion. They have said that «curricula and school time are not elastic».

Discussion about most curricula does not involve the roles that society and its
stakeholders expect from education, but rather with historical disciplines, traditional
forms and contents for organizing knowledge, and the strong and sometimes decisive
influence of corporate interests. Cristian Cox (20006) refers to the «cultural rigidity of
categories for organizing knowledge and observable isomorphism between this
structure and teachers’ professional identity»'!. Cecilia Braslavsky, who was responsible
for reforming high-school education in Argentina (1997-99), considers that «an attempt
to shift boundaries between disciplines also involves redefining teachers” positions
and identities»'?.

The problem is not just redefining the traditional boundaries among disciplines
in response to the changing epistemological nature of the way knowledge is cons-
tructed, validated and ultimately applied in daily life, but also reflecting on how the
new way of organizing knowledge actually affects teaching and learning in class-
rooms. For example, a social sciences curriculum would surely be a better way of
sharing broader schemes of reference with students to enable them to understand the
world they live in (including, for example, media education), than the traditional
arrangement of history and geography as separate, disconnected subjects. Similarly,
if teachers and administrators oppose the new curriculum and do not even try to
understand it; this generates what Jacinto and Freites Frey have called «resistance to

facing a reform»".

It is likely to be tempting to return to the past, to the pre-reform stage that is
«more comfortable and less bothersome», reaffirming the disciplines and traditional
ways of teaching (frontal learning strategies, conveying more than sharing and imposing
rather than orienting). So, we run the risk that students will see the curriculum as
something distant and irrelevant, unmotivating and eliciting no commitment to learning.
Such a curriculum penalizes the most vulnerable population sectors most, since they
often have no other cultural, social or cognitive stimuli to help motivate them and to
make sense of school. This holds for remote population groups without, for example,
any libraries to look for information of interest, where reading becomes irrelevant to
students’ lives.



3. Democratizing and Including

The central challenge for educational change is to include everyone, demo-
@ cratizing the conditions and opportunities for access, processes and results. Equal
opportunity has historically meant access to education, mainly to elementary school
(e.g., creating schools in rural areas). This concept of equality has spread and grown
to include equal conditions for social service provision, for acquiring basic competencies
and achieving results. Further, we now talk of equity rather than equality as the
guiding criterion to design and evaluate policies and programmes, particularly in regard
to narrowing inequities (gaps) such as in learning outcomes.

Achieving increasing equity requires inclusive educational systems and curricula.
The concept of inclusive education has evolved to mean that all children must have
equivalent learning conditions and opportunities regardless of their social and cultu-
ral backgrounds and different abilities and capacities.

The pressing need to democratize opportunities to access and enjoy quality
education can take inclusive education as a central category to re-create and renew
policies and programmes for educational change. Inclusion is not just a response to
traditional, structural problems of poverty and challenges of modernization and so-
cio-cultural integration. Inclusion is also a way to address other forms and contents of
exclusion, such as social gaps separating people from access to Information and
Communication Technologies (ICTs), marginalizing youth who do not study or work,
and considering social or cultural diversity as an obstacle to integrating society.

Inclusive education means enforcing the right of all children, youth and adults
to education, participation and equal opportunities, lending special attention to those
living in vulnerable situations or suffering from any sort of discrimination. From a
social perspective, inclusive education is substantially related to the discussion about
the type of society and quality of democracy we want and pursue (a feedback loop
between education and society). So, inclusive education is a central social policy
underpinning long-term equitable development of society.

This expanded perspective reveals core issues of educational inclusion, such as
1) the fight against poverty, marginalization, segregation, exclusion, and HIV-AIDS;
2) considering cultural diversity and multiculturalism as a right and a context for learning;
and 3) guaranteed rights for minorities, immigrants and native populations.

From a strictly educational standpoint, an inclusive strategy carefully considers
the specific, unique details of each child and youth, to provide them with genuine
lifelong educational opportunities. The ways teachers and students interact and
generate empathy, growing closer, understanding and respecting their differences,
will jointly create the appropriate, feasible conditions of relevant learning opportunities
for all.

Education including all must progressively personalize educational offerings in
response to diversities —not just cultural or social, but also individual. Personalization
of education is a growing trend in educational systems and basically provides a way
to achieve high levels of equity and quality. This entails, among other things: a)
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developing more flexible curricula adapted to the requirements of different population
groups, less overloaded with contents and more oriented toward developing the :
competencies required to cope with the situations and challenges of daily life; b) @
schools led and managed in an open, ongoing relationship with the community, upheld
by professional communities of practice that believe in and work toward developing
relevant responses to students” learning needs; c) differentiated support for students,
so each school foresees learning difficulties and overcomes them with personalized
attention, as an opportunity to learn more and better.

In general, making education inclusive'* calls for reflection and collective action
regarding the concepts of social justice, beliefs about each student’s learning potential,
conceptual frameworks embodied in the best practices for teaching and learning, and
promotion of a broader view of the curriculum to include processes and results.

4. A Glo-local Curriculum to Reconcile Diverse Realities and Democratize
Learning

Educational systems seeking inclusion as a central policy goal will necessarily
require curricular change and development to materialize in schools and classrooms.
Curricular construction is specific and unique in each national context, reflecting the
diversity of approaches and proposals by multiple stakeholders, within the educational
system and outside it, to meet society’s needs (the arduous, complex and delicate task
of understanding and responding to society’s expectations and demands). There are
no international «success» models to copy or replicate mechanically. However, there
are trends, references and results to share inter-regionally that look like visions, strategies
and «sensible practices» (rather than calling them «best practices», which could sound
prescriptive).

One of the greatest challenges lies in striking the delicate balance between glo-
bal society and national needs. As Cox (2006) puts it, «without such a balance,
wouldn’t there be the risk of contents (globally referenced or aligned) without context
(national socio-economic realities)?»">. The quest to reconcile and integrate national
and local realities and contents would seem to be an increasingly universal trend in
the approach to and materialization of educational change.

What are some of these universal trends? First of all, agreement about the
education — curriculum association and that the curriculum reflects the society we
want to build, outlined in a series of foundational goals, structures, strategies and
evaluation systems, grounded in a common vision. This is not the summation of
uncoordinated subjects limited to the teacher-subject relationship and lecture-type
styles of transmitting information and knowledge.

Secondly, the progressive universalization of curricular concerns and issues
demanding precisely a suitable inter-relationship among global, national and local
levels. Globalization contextualizes these topics but the answers are always national
or local constructs. There is growing recognition of common core issues (e.g., citizen
education, education for sustainable development and HIV / AIDS), leading to



significant similarities in structure, contents and methods for new curricular proposals
; (Meyer, 1999)'¢. Competency-based approaches that countries at different levels of
@ development are tending to adopt contribute to a relative standardization of curricular
change.

Thirdly, following the previous point, there is also growing awareness that
implementing curricular change results in similar challenges in different regions of the
world, as described by the International Bureau of Education (IBE-UNESCO)'7.
Braslavsky (2004) found that educational systems are constructed on the basis of
imagined societies more than on reality, and imagined forms of progress are quite
similar over the world'®.

Braslavsky (2004) has also suggested the possibility of working toward a «glo-
local» curriculum'® integrating realities and issues under a diversity-based concept of
universalism. Accordingly, there are five aspects that seem to reflect certain increasingly
universal trends:

* A marked emphasis on such learning areas and subjects as mathematics,
languages (native and foreign languages complementing each other, English starting
in elementary school) and sciences (integrating the teaching of biology, physics and
chemistry, to develop scientific and technological competencies) and mainstreaming
worldwide concerns (citizenship education, education for sustainable development,
etc.). This array of proposals promoting equitable quality education supports demo-
cratization and extension of educational opportunities (e.g., nine to ten years of basic
education).

* Progressive opening of the curricular structure toward activities defined at the
school and local level, where the school plays a pivotal role in co-developing the
curriculum institutionally and pedagogically®®. This entails a fundamental change in
the ways we understand teachers and their roles. Beatriz Avalos quite rightly says that
«over the course of their lengthy teaching careers, educators have developed their
own opinion about what to teach and what should be done»?'. Teachers cannot be
considered as mere implementers of others” designs and plans, disregarding their
backgrounds, visions and feelings about educational and curricular reform.

* According to the comprehensive vision of the curriculum that we are suggesting,
teachers are deeply involved in curricular change as co-developers, overcoming the
traditional separation between design and implementation. Teachers become key
historical actors who are irreplaceable for the necessary ample discussion about what
curriculum is most appropriate to meet society’s demands and expectations. If any
educational reform is to succeed, teachers must participate in the conceptualization
and definition of the curriculum’s role in society. This does not imply simply accepting
their visions, ideas and strategies, but rather recognizing their role, making it publicly
clear for the many stakeholders in the educational system and outside the system, as
a necessary starting-point to construct collectively curricular change.

* Ongoing renewal of approaches to teaching in order to center education on
students” expectations and needs, to better address their diverse contexts and ways of
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learning, closer to day-to-day situations. Undoubtedly, conceptualization and increasing
use of competency-based approaches is crucial for renewing methodologies (e.g., :
designing criteria and components for formative evaluation), complemented by @
significant shifts in discipline categories (e.g., mathematical problem-solving in daily-
life contexts, and the communicational approach in language teaching).

* Greater concern regarding the introduction of religious education in national
curricula. A study by Jean-Francois Rivard and Massimo Amadio (2003) revealed
that, in half of the 73 countries analyzed, religious education appears at least once in
the class schedule during the first nine years of schooling, as either a required or an
optional course?. A core question we might ask is how religious education can con-
tribute to comprehensive citizen education in societies that understand laicism to
mean respect for and safeguarding of diversities, under a series of universal shared
values.

* The emphasis on multicultural education as a cross-cutting topic that may be
approached through a group of disciplines under various formats (mandatory/ elective).
Generally multicultural issues are approached as part of a curriculum to promote the
idea of «learning to get along with each other», renewing learning strategies and
methodologies (e.g., developing competencies involving negotiation and peaceful
conflict management skills).

Conceptualizing a glo-local curriculum regarding universal concerns and issues,
competency-based, to seek the necessary balance and an enriching integration between
national and global realities. This is possible if we understand that all the resources
we can mobilize to develop competencies (e.g., values, attitudes, knowledge and
skills) to address situations are historical and social construction for which the intention
and meaning are defined by institutions and stakeholders dynamically and variably.

Competency-based approaches may be understood as possible progressive ways
to achieve an inclusive curriculum, integrating, as Philippe Jonnaert” puts it, the
curricular logic (resources and activities to cope competently with different types of
situations), the learning logic (students developing competencies) and the logic of
action in situations (applying competencies). Competency-based approaches involve
developing actual capacities in effective terms, not virtual capacities in hypothetical
terms.

An inter-regional comparative analysis of countries that have applied competency-
based approaches?! shows us, among other things:

* The need to discuss educational policy in depth, seriously and frankly
addressing competency-based approaches, without dodging ideological conside-
rations®’, but informed by data and evidence in order to clarify concepts and proposals.
A competency-based approach can be a valid alternative to the notion of a curriculum
as a plan of studies, providing an innovative way of conceiving and organizing disci-
pline-contents, contributing to the development of individuals who are competent as
autonomous, critical, assertive citizens. It challenges the traditional way of seeing the
educational system as the sum of its sub-sectors, institutions, stakeholders and discipli-



nes, encouraging discussion around cross-cutting themes of curricular development
: viewed holistically. It also profoundly impacts the balance and distribution of power
@ within the educational system and around it, by opening discussion up to include
society, its requirements and needs, and tough-mindedly questioning any teaching
that is limited to conveying information and knowledge by lecturing.

* Consolidation of competency-based approaches, mainstreamed to help con-
ceptualize and define the foundations, goals, curricular structures, syllabus and
institutional and pedagogical practices in schools and classrooms. Competencies are
not defined in general, abstract terms as curricular orientations, but incorporated into
all stages of curricular development, coherently reaching to the actual classroom.

* Conceptualizing learning situations as a strategy and an instrument to im-
plement effectively a competency-based approach (Jonnaert, 2006% & Roegiers,
2007?7). Quoting Jonnaert, «situations are the origin and criterion for competencies»,
but we have a long way to go before our competencies are driven by learning situations.
Rather, the tendency has been to apply learning resources to situational problem-
solving.

* The need to understand that learning situations are effective ways to select,
mobilize and integrate lessons learned, linking curricular development to the challenges,
concerns and situations of daily life. Students” expectations and needs are the focus
of conceptualizing and defining situations, striving to grasp that students are not the
objects of learning, but individuals who learn in diverse ways.

* Educational reforms based on competencies must include changes in teachers’
profiles and roles, and support their ongoing professional development. One of the
main obstacles to educational reforms has been and remains the unhealthy, ineffective
lumping together of elementary and secondary education based on competency
development, with teacher training curricula still heavily divided into subject discipli-
nes and the transmission of information and knowledge.

5. Final Observations for Open Discussion

We may agree that media education is a core component of comprehensive
citizen education, starting from very young ages, to help democratize society and
educational opportunities. A citizen who has not been educated in the required com-
petencies to understand, analyze or criticize the media is seriously hampered in
attempting to wield citizen’s rights or participate in society.

So, the challenge is not just to convey information about the media to young
people, or to list good intentions about developing capacities and competencies re-
garding comprehensive citizen education. VWe must primarily think about the role,
functions and implications of media instruction in terms of a) a long-term view of
education; b) a curricular proposal that is inclusive of diversities —cultural, social and
individual— reaching out to everyone and c) a series of competencies and knowledge
comprising a concept of democratic citizenship, integrating local, national and global
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concerns, and explicitly addressing inter-relationships among political, economic, social
and cultural dimensions of enforcing and enjoying rights.

A possible option to explore is mainstreaming media education through curri- @
culum from elementary to the university within the framework of life-long learning,
so students face the challenge of finding answers to learning situations linked to real
life. Media education is not memorizing and repeating information or introducing
concepts such as «current affairs» in study programmes regarding social science dis-
ciplines.

Mainstreaming is complex, long-term and requires solid curricular proposals,
quality teacher training, and much coordination and group work among teachers.
Breaking away from «excessive subject-oriented curricula» and teacher «isolation-
ism» is a tough task, calling for time and patience, but it is essential to move toward an
inclusive curriculum. It is possible to think about different ways of mainstreaming, for
example, with more media education in those subjects related to communication and
citizen education. What we feel would not be desirable would be to box it into a
subject, because that would reduce and ignore its relevance to constructing and
consolidating democratic societies.
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