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Abstract

This descriptive study investigates Turkish academicians' perceptions of the media literacy
outcomes, assessment, and challenges of media literacy education, and their recommendations to overcome
these challenges in higher education. Data were collected from 41 Turkish academicians working at Turkish
universities from seven geographic regions. Data were collected via the "Media Literacy Assessment
Questionnaire" which was developed by Schilder (2014). Participants were academicians with subject-area
specialisation in English Language Teaching, Computer Education and Instructional Technology in the
education faculty, and academicians with subject-area specialisation in the departments of communication
faculty as these academicians were interested in media and technology and media literacy education. Results
of the study reveal that formative assessment was a prominent assessment method; however, most
assessment methods that the academicians used were also identified as time-consuming or complex to
develop. Results also show that academicians were unsure about how to interpret students' responses to
assess their media literacy and identified teachers' insufficient training as a challenge in assessing outcomes.
Based on the data results obtained from this study, specifying learning outcomes beforehand shouldn't be
accomplished by the force of administration, but should be determined by the consensus among all parties in
the field. Results also reveal that critical literacy and pedagogy should be taken into account in media literacy
education so that learners can become critically autonomous citizens in this globalised world.

Keywords: Media literacy, Media literacy education, Assessment, Critical pedagogy, Higher
education.

Ozet

Bu betimsel galismanin amaci, Tirk akademisyenlerin medya okuryazarhigi giktilari, degerlendirmesi,
medya okuryazarligi egitiminin zorluklarina iliskin algilarini ve yliksekogretimde bu zorluklarin Gstesinden
gelmek icin sunduklari 6nerilerini arastirmaktir. Arastirmanin verileri, TUrkiye'nin yedi cografi bolgesindeki
Universitelerde g¢alisan 41 Tirk akademisyenden toplanmistir. Veri toplamak igin Schilder (2014) tarafindan
gelistirilen “Medya Okuryazarligi Degerlendirme Anketi” kullanilmistir. Bu ¢alismada, medya ve teknoloji ve
medya okuryazarhgl egitimi ile ilgilendigi icin, iletisim fakiltesinde ve egitim fakultesi bolimlerinden de
ingilizce Ogretmenligi, Bilgisayar Egitimi ve Ogretim Teknolojileri alanlarinda uzmanliga sahip akademisyenler
yer almistir. Arastirmanin sonuglari, bigimlendirici degerlendirmenin 6ne ¢ikan degerlendirme
yéntemlerinden biri oldugunu ortaya koymaktadir ancak akademisyenlerin kullandigi ¢ogu degerlendirme
yonteminin de zaman alici veya gelistirmesi karmasik oldugu belirlenmistir. Arastirma sonuglari ayrica,
akademisyenlerin 6grencilerin  medya okuryazarligini degerlendirmek igin verdikleri yanitlari nasil
yorumlayacaklarindan emin olmadiklarini ve egiticilerin yetersiz egitimini, sonuglari degerlendirmede bir
zorluk olarak tanimladiklarini géstermektedir. Arastirmada elde edilen sonuglar, medya okuryazarligi 6grenme
¢iktilarinin yoneticiler tarafindan degil, alandaki tiim paydaslarin fikir birligi ile belirlenmesi gerektigini ortaya
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koymaktadir. Arastirma sonuglari ayrica, 6grencilerin kiiresellesen diinyada elestirel olarak 6zerk vatandaslar
olabilmeleri igin medya okuryazarligi egitiminde elestirel okuryazarlik ve pedagojinin dikkate alinmasi
gerektigini ortaya ¢ikarmaktadir.

Anahtar Kelimeler: Medya okuryazarligi, Medya okuryazarligi egitimi, Degerlendirme, Elestirel
pedagoji, Yiiksekogretim.

1. Introduction

In today's information society, there has been a simultaneous interaction between media texts
and people in various ways in every field of society. As individuals learn about the world from media,
researchers and educators have paid particular attention to media literacy education (Kahne &
Bowyer, 2019; McGrew, Breakstone, Ortega, Smith, & Wineburg, 2018). The reason is that "Media
literacy deals with the study of cultures and looks at the problems relating to hybridisation,
interconnection and cross-cultural issues between societies and peoples. In other words, media
literacy is all about intercultural dialogue" (Tornero, 2014, p. 5). As a consequence, the focus of media
education is on the critical analysis and production of media messages and improving individuals'
media literacy skills to have better cross-cultural dialogue for free and democratic societies
(Michallidis, 2010).

Considering the role of the twenty-first century media culture in learners' lives, learning
requires active inquiry and process skills underpinning the inquiry-based pedagogy. Hence, media
literacy education moves beyond traditional education where there is limited access to information
and knowledge via ready-made materials and textbooks, and where students' knowledge is assessed
through tests and papers (Jolls, 2008). Drawing from this perspective, open-ended questions constitute
the epitome of inquiry models in which the learner actively asks and answers questions to make
meaning of media messages (Jolls, 2008). In this inquiry process, scholarly frames and inquiry
approaches are offered to practitioners and teachers to benefit from the key questions to enable their
students to analyse media content (Schilder & Redmond, 2019).

In the active inquiry process and assessment of inquiry, individuals learn to question particular
concepts through media literacy education. For instance, Buckingham (2019) offers four concepts:
media language, representation, production, and audiences whereby individuals could critically think
and analyse media content. Media language is defined as analyzing the use of language and
construction of meaning in each media, and the concept of representation is the study of the
representation of reality and credibility of information in media (Buckingham, 2019). Questioning the
concepts such as authors and audiences, messages and meanings, and representations and reality are
offered by National Association for Media Literacy Education (NAMLE, 2014). Duncan, D'lppolito,
Macpherson, and Wilson (1998) offer questions about the text, audience, and production.

Considering the impact of the domination of the English language, understanding the target
culture that is reflected in the content of media sources and materials is another essential point. In
parallel with the impact of this language on the content of media texts, media as a medium should be
taken into consideration seriously to understand the target culture. Kramsch (1998) addresses the
significance of the context in communication from which the meaning of a word emerges because
there is an interwoven relationship between language and culture in multiple and complex ways.
Media literacy education provides learners with insights to understand the unlimited and complex
linguistics features such as vocabulary, grammar, and accent in discourse in which language is used to
convey messages and information in diversified contexts (Sherman, 2009). In Sherman's (2009) critical
view, this type of education is provided by neither course books nor the classroom environment.
Notably, there has been a global demand for media literacy education in which learners can both
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understand and use the information to solve complex real-life problems in the virtual and real world
(Jolls, 2020).

Incorporating English and American multimedia forms into English Language Teaching
classrooms to develop students' media literacy, Dvorghets and Shaturnaya (2015) suggest that
language teachers must also have interdisciplinary knowledge. They argue that media literacy is
requisite for both teachers and students to have successful cross-cultural communication. Regarding
the role of international multimedia materials in individuals' lives, understanding the significance of
the cross-cultural communicative aspect of multimedia sources in native and target language is
essential and must be a pre-requisite for both teachers and students to be a world citizen.

While studies about media literacy shed light on the perceptions of teachers, scholars, and
educators on media literacy education in the western context (Schilder, 2014), the state of media
literacy in the socio-political, cultural, economic and educational context of Turkey is not informative
enough to understand media literacy education in terms of higher education at the global level. In this
regard, this study aims to investigate Turkish academicians' perceptions on media literacy outcomes,
assessment, and the existing challenges academicians struggle against in higher education. The study
also offers suggestions to those challenges participants faced in their home country. In line with the
aims of the study, the following research questions were investigated:

RQ1.Which media literacy outcomes do academicians identify as important?

RQ2. How do academicians assess these outcomes?

RQ3.Which challenges do academicians discern regarding media literacy assessment?

RQ4.Which recommendations do academicians make to overcome the challenges of media
literacy assessment?

2. Theoretical Framework

Media literacy education was first identified as part of democratic participation and citizenship
in the 1970s (Hobbs & Jensen, 2009). UNESCO, which led an international symposium on media literacy
education in 1982 in Grunwald, Germany, also held the first media literacy education conference in
the Middle East in 2007 (Altun, 2012). UNESCO has incorporated information literacy into its media
literacy facilities since 2011 (UNESCO Tirkiye Milli Komisyonu, 2019). Media literacy education has also
gained momentum since 2000 by the EU's contributions to the development of media literacy (Silver,
2009). In this regard, the European Commission offered an approach to media literacy in the digital
space by the end of 2007 (Silver, 2009). As UNESCO and EU have brought attention to media literacy,
media literacy education has been considered seriously in the field of education.

In line with the shift in thought in educational sciences, scholars and educators have also
gained insights into understanding the theoretical background of literacy due to Vygotsky's (1978)
sociocultural approach to literacy in his work (Perry, 2012). Considering Vygotsky's contributions to
educational psychology, and the sociocultural theory that used in literacy and second language
learning, Mahn and John-Steiner (2013) note that human beings use symbols and signs that are socially
created and shared. These signs and symbols are investigated to understand how humans make
meaning and use language. However, Perry offers a critical approach to the definition of literacy in
sociocultural theory, saying that there is no fixed understanding of literacy from the socio-cultural
perspective. According to Perry, the sociocultural perspective offers different theories of literacy from
three distinctive perspectives: social practice, multiliteracies, and critical literacy. In defining literacy,
those perspectives shed light on power relations in terms of the use of language in the hierarchical
structures of the system.
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From Freire's (2000) standpoint, literacy is based on the critique that requires both
understanding and reflecting on the relationship between the use of language and its connection to
the world. Regarding the inquiry-based approach to learning, scholars and educators also paid
particular attention to Freire's notion of education that is grounded in critical pedagogy (Hobbs &
Jensen, 2009). In Freire's opinion, learners should question the refracted reality of today's global
system and reconstruct the knowledge in communication with teachers and other learners. Learners
can hereby manifest their worldview in their actions in society. Media literacy education where
individuals actively take part in deconstructing and reconstructing the knowledge has been regarded
as an essential practice of citizens (Hobbs & Jensen, 2009). That is, individuals are not seen as passive
learners as the material objects of education, but they are viewed as active learners who have control
over their autonomy in the learning process.

The goal pursued in media literacy education is to enable learners to use critical thinking skills
that help them transmit the knowledge to their professional, social, and individual life in their
interaction with media (Schilder & Redmond, 2019). From this aspect, scholars offer two approaches
to the media literacy assessment: the protectionist approach and the cultural studies approach
(Schilder, 2014). In his study, Buckingham (2019) criticizes the protectionist approach to media literacy
because media literacy education is viewed as a simple solution to protect learners from side effects
of media. However, the aim of educators and scholars is not to prevent media violence and abuse. In
this sense, the purpose of the cultural studies approach is to enable individuals to engage in media
through top-down instruction (French, 2020). Although both of these approaches to media literacy
assessment may seem to be a counter view of each other, Schilder (2014) says that both may overlap
to promote the fruitfulness of media literacy education.

In Martens' (2010) opinion, some educators advocate a protectionist approach to assess the
efficacy of media literacy education in more quantitative ways, while advocates of the cultural studies
approach employ qualitative methods to assess media literacy education. In the investigation of media
literacy, researchers benefit from media literacy, communication theory, and constructivist learning
theory (Buckingham, 2003; Duffy & Jonassen, 1992; Masterman, 1985; Schilder, 2014).

3. Methodology

To explore respondents' perceptions on media literacy education, media literacy assessment,
and assessment challenges as well as recommendation they made for media literacy education, we
conducted a descriptive study by employing a media literacy questionnaire. The research from which
this article is written was approved by the Cag University Research Ethics Committee on August 7th,
2020 and the consent form is numbered as 88998576-299-E.2000002385.

3.1. Participants and Research Context

We employed a media literacy assessment questionnaire, using Google Forms in the 2020-
2021 academic year. A convenience sampling was employed to select participants, and the
participation was entirely voluntary based on their consent. The questionnaire was administered to
150 Turkish academicians working in the faculties of education and communication, and 41 responded
to the questionnaire. In this study, the focus of the participant selection was on the academicians
working in English Language Teaching, Computer Education and Instructional Technology, and those
working in departments of communication faculty. Therefore, data were obtained from academicians
with subject-area specialization in English Language Teaching (n=14), Computer Education and
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Instructional Technology (n=5) in the education faculty, and with subject-area specialization in
departments of communication faculty (n=22). These academicians were interested in media and
technology and media literacy education, and some of them taught media literacy courses in higher
education.

Response to the questionnaire was anonymous, and confidentiality was assured. 41 Turkish
academicians working at state and private universities were in cities from the seven geographic regions
in Turkey. The demographic background of respondents is detailed in Table 1 below.

Table 1 Demographic Background of Respondents

n %
Respondents per City
izmir 5 122
istanbul 9 22
Ankara 7 17.1
Eskisehir 3 7.3
Antalya 1 2.4
Gaziantep 11 26.8
Trabzon 2 4.9
Erzurum 3 7.3
Years of Experience
0-4 15 36.6
5-9 15 36.6
10-14 8 195
15+ 3 7.3
Number of Respondents Working with Specific
Target Populations
College/undergraduate students 34 829
Graduate or doctoral students 4 9.8
Teacher Education 2 4.9
Faculty
Faculty of Communication 22 53.7
Faculty of Education 19 46.3
Teaching, lesson materials or research on media
literacy
Integrated in a specific subject area(s) 24 585
Taught or studied as a separate subject area 17 415

In total, 40 respondents answered the question about working with specific target populations,
and 82.9% of those respondents indicated that they worked with college or undergraduate students.
Additionally, 5 respondents answered the question about specific target groups by identifying the item
as “other”. Data results obtained from those 5 respondents are presented as follows:

In total, 40 respondents answered the question about working with specific target populations,
and 82.9% of those respondents indicated that they worked with college or undergraduate students.
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Additionally, five respondents answered the question about specific target groups by identifying the
item as "other". Data results obtained from those five respondents are presented as follows:

R1: I manage projects for primary school education.

R2: I'm interested in training in this field.

R19: Labour economics and business administration.

R23: Projects.

R39: | conducted interviews with the primary and secondary school teachers for my MA study
related to media literacy.

The quotes above reveal that academicians were not restricted in their disciplinary field, but

that they were expected to inform other members of media communities both in the academic and
real-life setting.

As presented in Table 1 above, 22 academicians identified their roles as lecturers at the faculty
of communication, and 19 academicians indicated that they worked as a lecturer at the faculty of
education. As seen in Table 1, 24 academicians (58.5%) indicated that they taught media literacy by
integrating into a particular subject area(s), and 17 academicians (41.5%) taught or studied as an
independent subject area.

3.2. Instrument: Media Literacy Questionnaire

In this study, "Media Literacy Assessment Questionnaire" which was developed by Schilder
(2014), was used to collect data from academicians in seven geographical regions of Turkey. This
instrument was used to gain insights into the media literacy assessment in the field and to investigate
Turkish academicians' perceptions on the issues that are significant for the assessment of media
literacy in the global arena. There were some Turkish respondents in the original study, as the data
were international (Evelien Schilder, personal communication, March 9, 2020). In the current study,
the questionnaire was translated into Turkish, the respondents' first language, to explore their
perceptions in more detail. The translation process was conducted in three steps. First, the original
instrument was translated into Turkish by the two researchers of this study. Four English instructors
were also asked to translate the instrument items into Turkish. In the second phase, to account for
linguistic validity, the Turkish version was checked by three academicians, who were proficient in
English and were media literacy experts. The two researchers of this investigation revisited the Turkish
version. Finally, a pilot study was conducted in which 10 academicians involved in media literacy
education completed the Turkish version of the questionnaire. According to consensus among 10
experts, the items were reduced to 18.

In the first five questions of the questionnaire, respondents were asked to provide their
demographic information. Questions from 6 to 10 were about media literacy objectives and outcomes.
For instance, question 6, which was asked to determine media literacy objectives was a 4-point Likert.
Furthermore, question 10, which was asked to identify specific media literacy outcomes was a 4-point
Likert. For this study, internal consistency coefficients of Likert-type questions were also computed by
SPSS. As seen in Table 2 below, Cronbach's alpha coefficients were calculated as .885 for media literacy
objectives and as .904 for specific media literacy outcomes.
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Table 2 Reliability Analysis

Cronbach’s
Tables ltems Type Alpha
Table 3 Media literacy objectives 7 a 4-point Likert .885
Table 7 Specific media literacy outcomes 7 a 4-point Likert .904

Table 8 The role of assessment in the media 5 a 4-point Likert 200
literacy course

Factors impacting media literacy

Table 12 6 a 5-point Likert .762
assessment

Table 14 The extent of challenges for media 12 a 3-point Likert .794
literacy assessment

Table 15 Academicians’ opinions on offered 7 a 4- point Likert 801

recommendations for media literacy
assessment

Additionally, respondents were asked questions from 11 to 14 about media literacy
assessment. In this regard, question 11, which was asked to identify the role of assessment in the
media literacy course was a 4-point Likert type item. As presented in Table 2 above, Cronbach's alpha
coefficient was calculated as .700 for the role of assessment in media literacy course.

Moreover, questions from 15 to 17 were about assessment challenges. Herein, question 15,
which was asked to rate factors that influenced the way academicians assess media literacy was a 5-
point Likert. Cronbach's alpha coefficient was calculated as .762 for factors impacting media literacy
assessment. Question 17, which was asked to identify the challenges for the assessment of media
literacy education in the field was a 3-point Likert, and Cronbach's alpha coefficient was calculated
as.794 as presented in Table 2 above. Finally, respondents were asked to answer question 18 which
was about assessment recommendations respondents provided was a 4-point Likert, and Cronbach's
alpha coefficient was calculated as .801 for academicians' opinions on offered recommendations for
media literacy assessment. In this questionnaire, there were six questions with a Likert type in total.

When respondents did not specify outcomes in question 7, they were asked to identify their
reasons for not specifying outcomes in the following question 8. This means that they did not need to
answer all 18 questions. The questionnaire also comprised open-ended items, which include open-
ended responses such as "other" options, are item 4, item 8, item 9, and item 10.

3.3. Data Analysis

Data were analyzed by using SPSS software. This questionnaire was administered in the
respondents’ native language. To answer research questions, frequencies, percentages, means, and
standard deviations were calculated through descriptive statistics. The questionnaire also included 4
open-ended items. Qualitative analysis was used for these items that comprised open-ended
responses to the “other” options were presented in the result section.
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4, Results

4.1. Research Question One: Media Literacy Outcomes Academicians Identify as Important

The first research question aimed to investigate academicians' perceptions on the objectives
and outcomes of media literacy education separately. In this section, they were asked to respond to
five questions in total to evaluate the objectives and outcomes of media literacy education in the
higher education context.

4.1.1. Objectives of Media Literacy Education

In this part of the questionnaire, participants were asked to identify the objectives of media
literacy education. Those items are rated in order of importance from 1 (not at all important) to 4
(extremely important). Table 3 below shows data results as follows:

Table 3 Media Literacy Objectives

Items n M SD

1. | want to prepare students to successfully participate in their personal,
o , _ 41 334 0.57
civic and professional lives.

2. | want students to enjoy producing media content. 41 3.17 0.62

3. | want to reduce the risk of unhealthy behaviours supported in media
41 348 0.59
messages.

4. 1 want my students to become critically autonomous, to give them a
41 348 0.55
sense of agency or empowerment.

5. I want students to have pleasure in exploring meaning and asking

. . 41 341 0.59
guestions about media messages.
6. | want to help reduce the harmful effects of media. 41 339 0.73

7. I want my students to have confidence in expressing themselves. 41 346 0.67

As presented in Table 3 above, item 3 (M=3.48, SD=0.59), item 4 (M=3.48, SD=0.55), item 7
(M=3.46, SD=0.67), and item 5 (M=3.41, SD=0.59) were identified as the most important objectives of
media literacy. Based on the data results in Table 3, other items, which were defined as important
objectives of media literacy, are presented as item 6 (M=3.39 SD=0.73), item 1 (M=3.34, SD=0.57), and
item 2 (M=3.17, SD=0.62).

4.1.2. Defining Media Literacy Outcomes

In addition to defining the objectives of media literacy education, academicians were also
asked to define how well they specify outcomes of media literacy as illustrated in Table 4 below.

Table 4 Specifying Media Literacy Outcomes

Items f %

1. 1 do not specify outcomes. 11 26.8

2. | do specify outcomes, but they are broad and open. 30 73.2
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As seen in Table 4 above, 30 academicians (73.2%) selected item 2 while 11 academicians
(26.8%) selected item 1. To examine in detail, academicians are also asked to explain why they do not
define outcomes of media literacy education in the following part of the questionnaire.

4.1.3. Reasons for Not Defining Outcomes

This part of the questionnaire aimed to determine why academicians did not define the
outcomes of media literacy education. Academicians, who mentioned that they did not define their
outcomes in Section 4.1.2., indicated their reasons in this section as presented in Table 5 below:

Table 5 Reasons for not Specifying Media Literacy Outcomes

Items f %

1. 1 do not know how to create them. 0 0
2. | want to leave the classroom open for other experience to ; 171
happen rather than teaching towards specific outcomes. '
3. | believe in personalized learning, and therefore do not want to 171

set outcomes for the whole group of students.

In total, 14 respondents answered the question of why they did not explicitly specify media
literacy outcomes. As seen in Table 5 above, seven respondents (17.1%) selected item 2 and the other
seven (17.1%) indicated item 3. On the other hand, no respondent selected item 1.

As detailed in Table 4 in section 4.1.2., 11 respondents selected item 1. However, regarding
data results in Table 5 above, 14 respondents preferred answering the question about why they did
not specify the outcomes explicitly and identified the specific reasons for that. In section 4.1.2.,
academicians who selected item 1 as not specifying outcomes further stated that they left the
classroom open for either other experiences to happen or personalized learning, as presented in Table
5 above.

Furthermore, 2 respondents selected the item as “other” to explain the reason why did not
define the learning outcomes in media literacy. These quotes from respondents are illustrated as
follows:

R7: My answer covers all of the answers in the items partially. The course includes the
undetermined learning experiences of students that emerge from the context where they
have the experience in multimedia environments.

R41: Specifying learning outcomes beforehand is accomplished by the force of
administration. Learning outcomes are not determined by the consensus among all parties
in the field. They will differ by the lecturer, his/her points of view, and ideology. It is almost
impossible to provide a common system.

In their responses to the explanation of the reasons for not specifying learning outcomes,
respondents 7 and 41 meant that specifying learning outcomes and leaving the classroom open for
other experiences to occur throughout the learning process are inherent parts of media literacy
education. Forinstance, respondent 7 referred to the significance of both specifying learning outcomes
beforehand and students’ learning experiences that emerge from the context. Furthermore, in
respondent 41’s opinion, specifying learning outcomes is seen as an obligatory issue that is put into
the process by the administration. H/she underscored that learning outcomes are shaped by



Perceptions of Turkish Academicians on Media Literacy... 239

disregarding the consensus among all stakeholders in the field. In comparison to other respondents,
respondents 7 and 41 explained why they did not specify the learning outcomes in detail.

Table 6 Explanation of Who Specifies the Outcomes

Items f %

1. | specify the outcomes myself. 7 17.1
2. The media literacy materials that | am using in my lessons have 55 61
specified outcomes.

3. The school or organization in which | work specifies the 5 4.9

outcomes.

As seen in Table 6 above, 25 respondents (61%) selected item 2. Furthermore, seven
respondents (17.1%) selected item 1, and 2 respondents (4.9%) selected item 3. On average, the item
with the highest score which they marked as the explanation of who specifies the outcomes was item
2.

Additionally, 2 respondents selected the item as “other” to verbalize their ideas about who
specifies the outcomes. The following quotes from respondents are illustrated as follows:

R7: Considering the course hours allocated to the implication of media literacy, the ECTS
course value, and current studies in the field, | determine the learning outcomes.

R41: Every period, learning outcomes differ by student’s creativity. We limit the learning
outcomes with rigid concepts. Through the practical implications, students must be
equipped with skills so that they could see the realities in media.

The quotes obtained from respondents reveal that academicians could shape the outcomes
based on contextual factors such as participants, and the educational environment and conditions. In
this regard, Respondent 7 explained how h/she selected the criteria for the learning outcomes of the
course. Respondent 41 also argued about the learning outcomes which are predetermined by the
external drives and factors. In his/her response, h/she addressed the importance of practical
implications of media and individual differences among learners.

4.1.4 Important Skills and Attitudes for Media Literacy

In this section, participants were asked to identify the extent of the importance of the specific
skills and attitudes that learners would be able to have at the end of the media literacy education. As
seen in Table 7 below, they were asked to identify outcomes that are rated in order of importance
from 1 (not at all important) to 4 (extremely important).
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Table 7 Specific Media Literacy Outcomes

Items n M SD

1. Accessing, using, and experiencing a wide variety of media messages 40 3.22 0.65
2. Critically analysing and evaluating media messages 41 3.6 0.58
3. Creating and producing media messages 40 3.22 0.76
4. Developing technological or practical skills 40 3.2 0.68
5. Reflecting on students’ own learning and outcomes 39 3.38 0.59
6. To become more open-minded, flexible, and empathetic 40 3.65 0.53
7. Collaborating with other students 40 3.3 0.6

As detailed in Table 7 above, item 6 (M=3.65, SD=0.53) and item 2 (M=3.6, SD=0.58) with the
highest scores are the most important skills and attitudes for academicians’ work on media literacy.
Moreover, item 5 (M=3.38, SD=0.59) and item 7 (M=3.3, SD=0.6) can be evaluated as important skills
and attitudes for media literacy. Skills and attitudes which are indicated as less important in their work
are item 1 (M=3.22, SD=0.65), item 3 (M=3.22, SD=0.76), and item 4 (M=3.2, SD=0.68).

4.2. Research Question Two: The Way Academicians Assess Outcomes

The second research question aimed to examine how academicians assessed learning
outcomes in their media literacy education. In so doing, they answered the questions about the role
and types of assessments as an outcome of the evaluations and interpretations of students’ work.

4.2.1. The Role of Assessment in Media Literacy Education

This part of the questionnaire illustrates what the role of assessment is in academicians’ media
literacy course (Table 8). They were asked to identify the role of assessment in media literacy on a
scale from 1 (strongly disagree) to 4 (strongly agree).

Table 8 The Role of Assessment in the Media Literacy Course

Items n M SD

1. Assessment does not play a large role in my work (teaching and a1 573 0.8
student interactions are more important to me). ' '

2. | use assessment to motivate my students. 40 3.07 0.47

3. | assess media literacy outcomes simply because assessment is
L s 40 2.85 0.62
inevitable in this world.

4. Assessment is critical in my work. 39 248 0.75

5. The student should be aware that the news in the media may be
biased, incomplete, and based on commercial concern. Therefore, | see 40 a5 0.5
media literacy education as an important tool to raise awareness about ' '

the need to question the news in the media and not to believe it blindly.

Based on the data results in Table 8 above, item 5 had the highest score (M=3.5, SD=0.5) while
item 4 had the lowest score (M=2.48, SD=0.75). Furthermore, item 2 had a higher score (M=3.07,
SD=0.47) than item 3 (M=2.85, SD=0.62) and item 1 (M=2.73, SD=0.8).
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4.2.2. Type of Assessment Methods

In this section, academicians were asked to identify the assessment method(s) they have used
in media literacy education or research. The types of assessment methods are detailed in Table 9 below
from most to least used media literacy assessment methods.

Table 9 From Most to Least Used List of Media Literacy Assessment Methods

f
Formative assessment of student work (drafts) 29
Classroom observation 28
Performance-based assessments 27
Media production 24
Self-assessment (reflection on students’ learning) 24
Media analysis or critique assignment 24
Self-assessment (attitudinal and values) 17
Written (essay) exams 16
Portfolios 15
Informal questioning in class 13
Conversations and feedback from other teachers 12
Student (b)logs 11
Informal conversations with students 11
Teacher-made quizzes 11
Focus groups with a group of students 10
Interviews with individual students 8
Quantitative surveys 6
Video documentation of classroom 4

As seen in Table 9 above, for formative assessment of student work (drafts) method 29
academicians (70.7%), for classroom observation assessment method 28 academicians (68.2%), and
performance-based assessments 27 academicians (65.8%) stated that they mostly used these methods
to evaluate media literacy in the higher education context.

As a consequence of this study, the least used assessment methods are respectively selected
as interviews with individual students by 8 academicians (19.5%), and quantitative surveys by 6 (14.6%)
academicians as well as video documentation of classroom that is indicated by 4 academicians (9.7%).

4.2.3 Evaluating and Interpreting Students’ Work

In this part of the questionnaire, academicians were asked to indicate how they evaluate and
interpret students’ works in media literacy.
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Table 10 The Way to Evaluate and Interpret Students’ Media Literacy Work for Each Assessment Method

By using By using By Looking for Using a Informally Looking at  Coding for  Comparing
outcomes or Bloom’s comparing depth of (my own the overall  categories  pre and
criteria that  taxonomy them to thought, judgement)  context and post-tests
are clearly previously evidence or and themes
expressed created complex classroom
beforehand examples understandings dynamics
n f % f % f % f % f % f % f % f % f %
Classroom
observation 28 2 4.9 3 7.3 4 9.8 6 14.6 1 2.4 2 4.9 10 244 O 0 0 0
Conversations and
feedback from
other teachers 15 0 0 1 2.4 5 12.2 4 9.8 1 2.4 3 7.3 1 2.4 0 0 0 0
Student (b)logs 18 0 0 1 24 3 73 4 9.8 5 122 1 24 2 49 2 49 0 0
Informal
conversations with 15 1 2.4 1 2.4 2 4.9 2 4.9 2 4.9 3 7.3 4 9.8 0 0 0 0
students
Formative
assessment of
student work 27 3 7.3 0 0 3 7.3 7 17.1 7 17.1 1 2.4 5 12.2 1 24 0 0

(drafts)

Self-assessment
(attitudinal and 20 0 0 2 4.9 2 4.9 7 17.1 3 7.3 2 4.9 4 9.8 0 0 0 0
values)
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By using By using By Looking for Using a Informally Looking at  Coding for  Comparing
outcomes or Bloom’s comparing depth of rubric (my own the overall  categories  pre and
criteria that  taxonomy them to thought, judgement)  context and post-tests
are clearly previously evidence or and themes
expressed created complex classroom
beforehand examples understandings dynamics
n f % f % f % f % f % f % f % f % f %
Self-assessment
(reflection on 22 4 98 2 49 4 9.8 4 9.8 3 73 1 2.4 4 98 0O 0 0 0
students’ learning)
Focus groups with
a group of 13 0 0 2 4.9 3 7.3 5 12.2 1 2.4 2 4.9 0 0 0 0 0 0
students
Performance-
based assessments 29 6 146 1 2.4 3 7.3 5 12.2 6 14.6 1 2.4 6 14.6 1 2.4 0 0
Media production 26 146 1 24 7.3 9.8 12.2 2.4 5 12.2 1 24 0 0
Portfolios 19 5 12.2 0 2 4.9 3 7.3 17.1 2.4 2.4 0 0 0
Written (essay)
21 4 9.8 1 2.4 2 4.9 5 12.2 5 12.2 2 4.9 2 4.9 0 0 0 0
exams
Total 31 15 36 56 46 20 44 5 0
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To evaluate and interpret students’ work, academicians preferred looking for depth of thought
and evidence or complex understandings (selected 56 times) as presented in Table 10 above. They
stated that they used a rubric (selected 46 times) and this is another most preferred way to assess and
evaluate students’ work. Academicians also indicated that they looked at the overall context and
classroom dynamics (selected 44 times). Furthermore, they identified that they evaluated and
interpreted students’ work for each assessment method by comparing them to previously created
examples (selected 36 times), by using outcomes or criteria (selected 31 times), informally (selected
20 times), and by using Bloom’s taxonomy (selected 15 times) as well as coding for categories and
themes (selected 5 times).

4.2.4. Perceptions on The Media Literacy Assessment

In this part of the questionnaire, academicians were asked to identify how they perceive media
literacy assessment as illustrated in Table 11 below.

Table 11 Perceptions on the Media Literacy Assessment

Items f %
1. | believe that there is one set of global media literacy that can 171
be assessed as a whole, regardless of the context. '
2. | believe that media literacy will always need to be assessed in a

specific context and that a single media literacy assessment 34 82.9

instrument can therefore not be developed.

34 academicians (%82.9) selected item 2 which addresses the significance of contextual factors
in media literacy education while 7 academicians (17.1%) selected item 1.

4.3. Research Question Three: Challenges Academicians Discern Regarding Media Literacy
Assessment

To examine the challenges academicians encountered in media literacy assessment, the third
guestion aimed to investigate those challenges they identified about the media literacy assessment.

4.3.1. Factors Impacting Media Literacy Assessment

The way academicians currently assess media literacy could rest on particular factors. In this
part of the questionnaire, they were asked to rate questions which included factors that influenced
the way they assess media literacy. In doing so, academicians were asked to indicate which challenges
they had encountered while assessing media literacy on a scale from 1 (never) to 5 (all the time). Table
12 illustrates data results as follows.
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Table 12 Factors Impacting Media Literacy Assessment

Items n M SD
1. Standards and/or regulations developed by (governmental)

institutions such as the ministry of education or education 41 3.21 1.07
department

2. School regulations 41 3.07 1.08
3. Amount of students | have to assess 41 3.39 1.08
4. Student characteristics (age, educational level, etc.) 41 4.02 0.75
5. Time and/or money 40 3.09 1.11
6. Access to technology and equipment 41 3.92 0.72

As seen in Table 12 above, 41 academicians indicated that statements in item 4 (M=4.02,
SD=0.75) and item 6 (M=3.92, SD=0.72) had an impact on their media literacy assessment. These items
have the highest scores rated by them.

Other factors, which also influenced 41 academicians’ media literacy assessment, were item 3
(M=3.39, SD=1.08) and item 1 (M=3.21, SD=1.07). Relatively, 40 academicians categorized item 5
(M=3.09, SD=1.11) as the factor which influenced their media literacy assessment. Among factors
impacting media literacy assessment, 41 academicians rated the lowest score for item 2 (M=3.07,
SD=1.08).

4.3.2. Media Literacy Assessment Challenges for Each Assessment Method

In this part of the questionnaire, academicians were asked to mention any media literacy
assessment challenges that they had encountered. As seen in Table 13 below, for classroom
observation 26 academicians (63.4%), for formative assessment of student work (drafts) 25
academicians (60.9%) and media production 24 academicians (58.5%) stated that they encountered
the challenge most when they used these assessment methods.
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Table 13 Assessment Challenges for Media Literacy Regarding Each Assessment Method

I am not sure

It is difficult to

] This The assessment It is hard to o
how to interpret o The assessment . It is difficult to control the
assessment method is time- . measure higher- .
or evaluate my . . method is o . get honest and learning
method is too  consuming or ) order thinking with ] )
students' o expensive to use ] authentic environment
. prescriptive or  complex to this type of . .
responses with . . or develop responses using this type
. intrusive develop assessment
this assessment of assessment
n f % f % f % f % f % f % f %
Classroom
. 26 4 9.8 2 4.9 10 24.4 0 0 5 12.2 1 2.4 4 9.8
observation
Conversations and
feedback from other 15 1 2.4 2 4.9 5 12.2 0 0 0 0 3 7.3 4 9.8
teachers
Student (b)logs 20 4 9.8 0 0 9 22.0 1 2.4 4 9.8 0 0 2 4.9
Informal
conversations with 15 3 7.3 1 2.4 2 4.9 0 0 2 4.9 6 14.6 1 2.4
students
Formative
assessment of
25 3 7.3 0 0 15 36.6 2 4.9 1 2.4 2 49 2 4.9
student work
(drafts)
Self-assessment
(attitudinal and 21 5 12.2 0 0 2 4.9 2 4.9 5 12.2 5 12.2 2 4.9

values)
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I am not sure

It is difficult to

] This The assessment It is hard to o
how to interpret o The assessment . It is difficult to control the
assessment method is time- . measure higher- .
or evaluate my . . method is o . get honest and learning
method is too  consuming or ) order thinking with ] )
students' o expensive to use ] authentic environment
. prescriptive or  complex to this type of . .
responses with . . or develop responses using this type
. intrusive develop assessment
this assessment of assessment
n f % f % f % f % f % f % f %
Self-assessment
(reflection on 23 6 14.6 1 2.4 6 14.6 1 2.4 5 12.2 3 7.3 1 2.4
students' learning)
Focus groups with a
13 3 7.3 0 0 4 9.8 1 2.4 1 2.4 2 49 2 4.9
group of students
Performance-based
22 1 2.4 3 7.3 10 24.4 3 7.3 2 4.9 2 4.9 1 2.4
assessments
Media production 24 1 2.4 0 0 14 34.1 5 12.2 2 4.9 2 4.9 0 0
Portfolios 17 2 4.9 0 0 10 24.4 3 7.3 1 2.4 1 2.4 0 0
Written (essay)
18 2 4.9 5 12.2 7 17.1 1 2.4 2 4.9 1 2.4 0 0
exams
Teacher-made
. 15 2 4.9 3 7.3 6 14.6 1 2.4 1 2.4 1 2.4 1 2.4
quizzes
Total 37 17 100 20 31 29 20
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As detailed in Table 13 above, academicians stated that most assessment methods they used
before were time-consuming or complex to develop (selected 100 times).

Furthermore, as a challenge for assessment methods, the statement of ‘l am not sure how to
interpret or evaluate my students' responses with this assessment’ was indicated 37 times. In higher
education, other challenges for the assessment methods were defined as ‘It is hard to measure higher-
order thinking with this type of assessment’ (selected 31 times) and ‘It is difficult to get honest and
authentic responses’ (selected 29 times).

According to academicians, for the assessment methods, the other challenges they
encountered were ‘The assessment method is expensive to use or develop’ and ‘It is difficult to control
the learning environment using this type of assessment’. In a similar vein, both of these statements
were selected 20 times. Finally, the least selected media literacy assessment challenge which they
encountered was the statement of ‘This assessment method is too prescriptive or intrusive’ (17 times).

4.3.3. Challenges in The Media Literacy Assessment

In this part of the questionnaire, many scholars and professionals identify challenges regarding
media literacy assessment. In this regard, participants were asked to discern to what extent they
believed these were challenges for assessing media literacy education. They were asked to identify the
challenges that were rated from 1 (not a challenge) to 3 (major challenge). Table 14 below illustrates
the results of the extent of challenges in media literacy assessment.
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Table 14 The Extent of Challenges for Media Literacy Assessment

Not a challenge A minor challenge Major challenge
Items f % f % f % M SD
1. Media literacy outcomes are not explicitly defined, so it is not clear
2 4.9 21 51.2 14 311 2.32 0.57
what should be assessed.
2. When assessing a media production piece, you cannot fully observe
media literacy learning by only looking at the product as you miss the 2 4.9 11 26.8 25 61.0 2.60 0.59
context in which it was produced.
3. Formal assessment (such as multiple-choice questions or written
Lo . 1 24 17 41.5 20 48.8 2.50 0.55
exams) may not capture true media literacy learning.
4. Assessments capturing higher-order thinking skills related to media
. . . . 3 7.3 10 24.4 25 61.0 2.57 0.64
literacy are time-consuming, expensive, or complex to develop.
5. There is a lack of teacher preparedness and teacher training to assess
o 3 7.3 8 19.5 29 70.7 2.65 0.62
media literacy outcomes.
6. It is difficult to go beyond the assessment of lower-order thinking
. 4 9.8 19 46.3 14 311 2.27 0.65
skills.
7. Different teachers often score the same students' work differently. 4 9.8 12 293 20 48.8 2.44 0.69
8. Comparing the scores of one class or school to the scores of another
o 17.1 12 29.3 19 46.3 2.31 0.77
class or school is difficult.
9. | feel very limited when it comes to assessing media literacy due to
outside influences (such as governmental decisions and other decisions 9 22.0 12 29.3 18 43.9 2.23 0.80
out of my control).
10. It is very difficult to control learning environments in media literacy
. o 3 7.3 19 46.3 16 39.0 2.34 0.62
research and to therefore get valid quantitative results.
11. It is difficult to take your own philosophical views out of assessment
and to think about the influence of your own background on the way 11 26.8 18 43.9 9 22.0 1.94 0.73

YOU assess students.
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Not a challenge A minor challenge Major challenge
Items f % f % f % M SD
12. Students often seem to say what | want to hear, rather than what
7 11.7 17 41.5 16 39.0 2.22 0.73

they truly think or feel.

As presented in Table 14 above, items such as 1, 2, 3, 4, 5, 7, and 8 as well as 9 indicate the media literacy assessment challenges that are perceived
as a major challenge by the participants. On the other hand, they considered item 6, item 10, item 11 and item 12 as a minor challenge.

The item with the highest score w was item 5 (M=2.65, SD=0.62); whereas however, item 11 (M=1.94, SD=0.73) was rated with the lowest score as a
media literacy challenge.
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4.4. Research Question Four: Recommendations Academicians Offer to Overcome the Challenges
of Media Literacy Assessment

Research question four aimed to reveal what recommendations the participants made in
higher education. Accordingly, recommendations of the participants on overcoming the challenges of
media literacy are provided in the results below.

4.4.1. Academicians’ Opinions on the Recommendations of Other Scholars and Professionals for
Media Literacy Assessment

In this part of the questionnaire, scholars and professionals in the field of media literacy have
provided recommendations for media literacy assessment. Thus, on a scale from 1 (strongly disagree)
to 4 (strongly agree), academicians were also asked to rate to what extent they believe those
recommendations which have been provided by other scholars and professionals would improve the
efficacy of media literacy assessment. Data results are presented in Table 15 below.

Table 15 Academicians’ Opinions on Offered Recommendations for Media Literacy Assessment

Items n M SD
1. Using a variety of assessment methods. 40 3.37 0.54
2. Conducting more research on media literacy assessment. 40 3.62 0.49
3. Coming together and collaborating as a research community. 40 3.42 0.67
4. Being clear and upfront to students about criteria and outcomes. 40 3.62 0.49

5. Look for depth and sophistication in students' answers, rather than right or
40 3.67 0.47

wrong answers.
6. The use of exemplars may help to improve interrater reliability (teachers 40 327 067
scoring students' work differently) and to agree on a common standard. ’ ’
7. When assessing media literacy, you should avoid getting your own

. . . . ) . 40 3.05 0.74
philosophical views in the way of assessing media literacy.

Based on the data results in Table 15, item 5 (M=3.67, SD=0.47) was the most recommended
statement by 40 academicians to create a more effective assessment in media literacy. Subsequently,
item 2 (M=3.62, SD=0.49) and item 4 (M=3.62, SD=0.49) which were other recommendations made by
40 academicians to overcome the challenges of assessment have equal mean scores. 40 academicians
also rated for item 3 (M=3.42, SD=0.67) and item 1 (M=3.37, SD=0.54).

Furthermore, 40 participants indicated the statement in item 6 (M=3.27, SD=0.67). In

comparison to other stated recommendations, the least recommended statement to overcome

challenges of media literacy assessment was rated for item 7 (M=3.05, SD=0.74).

5. Discussion and Results

In this current research, we investigated academicians' perceptions on media literacy
education, media literacy outcomes and assessment as well as the existing challenges they struggle
against in higher education in Turkey. Academicians also provided suggestions to those challenges they
faced in media literacy education. In this investigation, enabling students to question the media
content and to be critically autonomous, and raising students' awareness about the inappropriate
media content, are perceived as significant learning outcomes and objectives of media literacy
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education. Identifying learning outcomes beforehand in broad and open ways is also indicated by
academicians, and materials they used in their lessons are regarded as the determiner of media literacy
outcomes.

In comparison to Turkish academicians' approach to media literacy education and its
contribution to learners' critical thinking skills, critical thinking as the predicator of media literacy
education is not considered seriously in Russia, the Middle East, and North Africa. For instance, media
literacy education in Russia is not integrated into the curriculum as a compulsory course and is not
taken into account seriously (Bykov & Medvedeva, 2020). Abu-Fadil (2013) says that educators in the
Middle East and North Africa do not incorporate the concept of critical thinking into their educational
systems. However, international groups of educators and others have also provided new concepts and
methodologies with students so that they can explore new ideas which are creative and are not
controlled by the traditions (Abu-Fadil, 2013).

In a comparative study conducted by Mohebzadeh, Emamjomeh, Assareh, and Hamidi (2020),
the curriculum of media literacy education in the USA, Canada and Iran offers information about the
current status of media literacy in those countries. For instance, media literacy in Canada, which is
considered as a language skill, is taught along with English in the curriculum in an interdisciplinary way
(Mohebzadeh et al., 2020). On the other hand, media literacy is not included as a separate course in
the curriculum in the USA, but educators are provided with educational materials by different
American media literacy centres and media literacy education as a research-oriented education is
based on empowering critical knowledge and thinking in the USA (Mohebzadeh et al., 2020).
Mohebzadeh et al. (2020) say that in Iran, media literacy has been integrated into the high school
curriculum as a separate course since 2016. In this sense, it can be said that the historical and socio-
political context may determine the conceptualisation of media literacy education in different
countries. Similarly, in a current research study conducted in the USA and Israel, Turin and Friesem
(2020) note that the historical and socio-political conjecture plays an important role in the
conceptualisation of media literacy education in different nations.

In the context of this study, the role of media literacy assessment becomes significant in
education in that it raises critical consciousness about the refracted reality, representation of the truth,
and producers' commercial concerns in the construction of media content in both national and global
context. In other words, academicians use assessment to enable students to question the validity and
objectivity of the information in media content. Through assessment, they also aim to motivate
students and assess media literacy outcomes. Academicians indicate that they use formative
assessment to assess learning outcomes, and also identify classroom observations, performance-based
assessments, media production and self-assessment as mostly used assessment methods. The depth
of thought in learners' thinking and reflection, providing evidence and reasons, understanding complex
ideas, contextual features, and classroom dynamics as well as using a rubric become apparent in the
higher education context when they assess media literacy and evaluate students' work for each
assessment method.

However, most of the assessment methods Turkish academicians used for media literacy
before were defined as time-consuming or complex to develop. They also identified classroom
observation, formative assessment, and media production as assessment methods that they had
difficulty in employing as part of assessment practice. In this regard, Maxwell (2001) says that
evaluation of student's performance over a period of time within a particular setting by considering
the link between learning process and performance through classroom observation provides valid
evidence for learning outcomes. In addition, formative assessment enables learners to make a self-
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reflection and self-correction on their learning process so learners raise consciousness about their
learning in the long term (Moss & Brookhard, 2019). In parallel with the socio-political, educational
and economic as well as cultural changes under the conditions of globalisation, self-reflection and self-
correction are critical skills to improve intercultural communication through media. Therefore, it is not
possible to have media literacy skills without the knowledge of intercultural literacy, and vice versa
(Belousa & Stakle, 2010). As a consequence of this study, it can be said that there is a gap between
academicians' theoretical and practical approaches to media literacy. Results reveal that although
academicians aim to use formative assessment to assess learning outcomes and they identify
classroom observations, performance-based assessments, media production, and self-assessment as
mostly used assessment methods, they also have difficulty in employing those methods and regard
them as time-consuming and complex to develop. Regarding the assessment and evaluation of media
literacy education in the South Africa context, Saleh (2013) notes that some educators consider
evaluation as an assessment, but the definitions of those terms are not the same though they are
interchangeably used. For instance, evaluation is carried out in Africa to satisfy external needs (Johnson
& Foertsch, 2000). Addressing the improvement of instruction through assessment, Saleh (2013)
implies that educators should be aware of why they use the assessment information. From the critical
perspective of Saleh (2013), "evaluation is a process used to determine the worth of something; it is
an attempt to determine whether some product, process, activity, or procedure is of value or is
satisfactory" (p. 356). Thus, educators should consider the objectives, why and what they are
evaluating and should also be aware of the difference between terms: evaluation and assessment. In
the implementation of media education in Europe, Polakevicova and Lincényi (2017) say that media
education, as a combination of two differently perceived terms, aims to equip learners with media
competence, enabling them to be aware of the impact of media on their life. In other words, the focus
of media literacy education is on whether or not and how learners can operate and manipulate media,
obtain and interpret media text, and engage in the communication process.

In this study, student characteristics such as educational background and access to technology
and equipment are defined as challenges by Turkish academicians in assessing media literacy
assessment. However, the educators should provide diversified assessment approaches due to the
diversity in students' needs, and the significance of equitable assessment opportunities should be
covered in the teacher training and teacher professional development process to avoid any unfairness
in assessment (Nusche, 2013). Referring back to the previous decoade and the critical reading of media
literacy in Turkey, Yilmaz and Taylan (2016) argue that the financial and socio-cultural background of
individuals should not be disregarded in media literacy education. Individuals' critical thinking skills can
be improved in education only when they can get involved in media consumption and production
process as active agents (Yilmaz & Taylan, 2016). In doing so, they must be able to have the access to
technological equipment and materials as the initial phase of media literacy education.

In this study, another assessment challenge that was indicated by academicians is related to
feeling unsure about how to interpret students' responses to assess their media literacy. In this sense,
academicians stated that lack of preparedness and teacher training were seen as major problems for
the assessment of media literacy. As a consequence, it became significant that academicians needed
to be equipped with skills to perform their tasks efficiently in education. To enhance media literacy
assessment, they indicated that looking for in-depth insights and sophisticated responses in students'
answers, is required rather than looking for standardized answers.

In this investigation, the necessity and application of critical literacy and critical pedagogy have
become more significant in the Turkish higher education context. Considering today's technologically
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and politically structured global system, media literacy education as critical pedagogy should be
incorporated into the curriculum as a compulsory course, but not as an elective course in higher
education. Educators and academicians, whose expertise incorporates critical literacy, critical
pedagogy, language study, and language teaching, should also be involved actively in media literacy
education. Furthermore, media literacy as critical pedagogy should be taken into account in teacher
training programmes as well as post-graduate education in Turkey so that media literacy education
can be improved in educational contexts. Accordingly, academicians may not see teacher
preparedness and training as insufficient for media literacy assessment anymore. Through these
implications in further studies, the challenge of Turkish academicians' feeling unsure about how to
interpret students' responses to assess their media literacy, may be effectively sorted out in higher
education.

Educators and scholars in language teaching and communication departments should
collaborate to empower media literacy in teacher education programmes and post-graduate
education. In so doing, those professional people can actively contribute to the field and, in turn,
enable individuals and learners to take actions in daily life as part of their democratic participation and
citizenship. In Bruner's (1986) opinion, language as a medium of communication is never neutral
because language use aims to convey a particular point of view and ideology and the implications of a
world view from a particular position. Similarly, the language used in media requires the critical study
of meaning and symbols. As the researchers of this study with the subject-area specialisation in English
Language Teaching and Communication, we suggest that language teaching scholars in the field of
educational sciences and language studies and educators in the field of communication studies should
also collaborate to support media literacy education in the Turkish higher education. In a similar vein,
Domine (2007) highlights that the construction of knowledge plays an essential role in media literacy
education because the teacher perceives the process between media and students based on their
philosophical and pedagogical orientation to media.

Belousa and Stakle (2010) indicate that the process of globalisation requires the meta-content
of education as a consequence of the change in the social and cultural contexts in EU countries.
According to Belousa and Stakle (2010) "Membership in a European and global community has played
a significant role in fostering conditions conductive to pluralism in the society. These changes have
brought forward a discussion on issues of successful interaction in diverse multicultural environment"
(p. 115). As a result of globalisation, intercultural literacy is also a significant issue in education that
educators should consider seriously since it requires education to maintain a democratic society
(Belousa & Stakle, 2010). From Mclaren's (1995, 1997) perspective, intercultural education enables
students to understand their cultural identity and other cultural identities. In the report entitled
"Testing and Refining, Criteria to Assess Media Literacy Levels in Europe" which was published by the
European Commission in April 2011, media literacy levels in European countries are evaluated to
encourage member states to share information and experience on media literacy (Shapiro & Celot,
2011). In Turkey, media literacy education, which regulates its policies in the field of education and
other fields within the framework of EU laws in the EU harmonisation process, has become more
interactive with the integration of digital technologies into education. Thus, the data obtained from
this descriptive study can also be among the reference sources that can contribute to further studies
which will be conducted in EU countries.

To sum up, the purpose of the study was to investigate Turkish academicians' perceptions on
media literacy assessment in higher education. Further studies could be conducted with academicians
with subject-area specialisation in social studies because the focus of this study was on the perceptions
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of academicians with subject-area specialisation in English Language Teaching, Computer Education
and Instructional technology, and Departments of Communication in Turkey. Thus, one limitation of
this study is that results may not be generalised to academicians in social studies.
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1. Giris

GUnUmuz bilgi toplumunda, toplumun her alaninda medya metinleriile insanlar arasinda gesitli
sekillerde es zamanh bir etkilesim s6z konusudur. Bireyler medya araciligiyla diinya hakkinda bilgi
edindikg¢e, arastirmacilarin ve egitimcilerin medya okuryazarligi egitimine verdikleri 6nem artmistir
(Kahne ve Bowyer, 2019; McGrew ve digerleri, 2018). Ozgiir ve demokratik toplumlarda, kiiltiirler arasi
diyalogu artirmak icin medya okuryazarliginin odak noktasi, medya mesajlarinin elestirel analizi ve
bireylerin okuryazarlik becerilerini gelistirmektir (Michallidis, 2010). Yirmi birinci ytzyll medya
kiltirinde 6grenme, sorgulamaya dayali pedagojiyi destekleyen aktif sorgulama ve siire¢ becerilerini
gerektirir. Dolayisiyla medya okuryazarlig egitimi, hazir materyal ve ders kitaplari araciligiyla, bilginin
ve bilgiye erisimin sinirh oldugu ve 6grencilerin bilgilerinin testler ve kagitlarla degerlendirildigi
geleneksel egitimin 6tesine ge¢mektedir (Jolls, 2008). Dvorghets ve Shaturnaya'ya (2015) gére, medya
okuryazarligi hem 6gretmenlerin hem de 6grencilerin kilturler arasi iletisimde basarili olmasi icin
gereklidir.

ingiliz dilinin emperyalist etkisi gdz &niine alindiginda, medya kaynaklarinin ve materyallerinin
icerigine yansiyan kdlttrd anlamak bir diger dnemli noktadir. Bu emperyal dilin medya metinlerinin
icerigi Uzerindeki etkisine paralel olarak, hedef kiiltiiri anlamak i¢in medyanin araci rolliniin ciddiye
alinmasi gerekmektedir. Kramsch (1998), dil ve kiiltiir arasinda ¢oklu ve karmasik sekillerde i¢ ice
gecmis bir iliski oldugu icin, kelimenin anlaminin ortaya ¢iktigi iletisim baglaminin 6nemine deginir.

Medya okuryazarhigi egitimi, 6grencilere, farkli baglamlarda mesajlari ve bilgileri iletmek igin
kullanilan dilin, kelime dagarcigi, dilbilgisi ve aksan gibi sinirsiz ve karmasik dilbilimsel 6zelliklerini
anlamalari icin icgori saglar (Sherman, 2009). Sherman'in (2009) elestirel bakis agisina gore, bu tir bir
egitim ne ders kitaplari ne de sinif ortami tarafindan saglanmaktadir. Ozellikle, 6grencilerin sanal ve
gercek diinyadaki karmasik gercek yasam problemlerini ¢gzmek icin bilgileri hem anlayabilecekleri hem
de kullanabilecekleri medya okuryazarligi egitimine yonelik kiresel bir talep bulunmaktadir (Jolls,
2020).

2. Kavramsal Cergeve

1970'lerde medya okuryazarligi egitimi dncelikle demokratik katilimin ve yurttashgin bir pargasi
olarak tanimlanmistir (Hobbs ve Jensen, 2009). 1982 yilinda Almanya'nin Grunwald kentinde medya
okuryazarligl egitimi konusunda uluslararasi bir sempozyuma onciilik eden UNESCO, 2007 yilinda
Ortadogu'daki ilk medya okuryazarligi egitimi konferansini gergeklestirmistir (Altun, 2012). 2011
yilindan itibaren UNESCO bilgi okuryazarhgini medya okuryazarlig faaliyetlerine dahil etmistir
(UNESCO Tiirkiye Milli Komisyonu, 2019). Medya okuryazarligi egitimi 2000 yilindan itibaren AB'nin
medya okuryazarliginin gelisimine yaptig1 katkilarla ivme kazanmistir (Silver, 2009). Bu baglamda,
Avrupa Komisyonu 2007 yili sonunda medya okuryazarligini dijital ortama da uyarlamistir (Silver, 2009).
UNESCO ve AB'nin medya okuryazarligina dikkat cekmesi ile birlikte medya okuryazarligi egitimi ciddi
bir sekilde ele alinmaya baslamistir.

Medya okuryazarliginin amaci, 6grencinin medya ile etkilesimlerinde bilgiyi profesyonel, sosyal
ve bireysel yasamlarina aktarmalarina yardimci olan elestirel disinme becerilerini kullanmalarini
saglamaktir (Schilder ve Redmond, 2019). Bu a¢idan medya okuryazarligl degerlendirmesinde temel
olarak iki yaklasimla karsilasiriz: korumaci yaklasim ve kiiltiirel ¢calismalar yaklasimi (Schilder, 2014).
Buckingham (2019) korumaci yaklasimi, medya okuryazarhgini basitce medyanin zararli etkilerinden
koruma yontemi olarak ele almasindan dolayi elestirir. Kiltlrel ¢alismalar yaklasiminin amaci ise
bireylerin genelden 6zele 6gretim yoluyla medyayla ilgilenmesini saglamaktir (French, 2020). Medya
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okuryazarligl degerlendirmesine yonelik bu yaklasimlarin her ikisi de birbirinin karsiti gibi gériinse de
Schilder (2014), medya okuryazarhg egitiminin verimliligini artirmak icin her ikisinin de
ortisebilecegini soylemektedir.

Uluslararasi multimedya materyallerinin bireylerin hayatindaki roliinii, multimedya
kaynaklarinin anadilde ve hedef dilde kiiltiirler arasi iletisimdeki 6nemini anlamak hem 6gretmenler
hem de 6grenciler icin bir diinya vatandasi olmak icin temel ve 6n kosul olmalidir. Medya okuryazarligi
ile ilgili calismalar genelde Bati baglaminda medya okuryazarligi egitimine iliskin 6gretmen,
akademisyen ve egitimcilerin algilarina stk tutarken (Schilder, 2014), Tirkiye'de medya
okuryazarliginin sosyo-politik, kilttrel, ekonomik ve egitim baglamindaki durumu vyeterince
bilgilendirici degildir. Bu nedenle bu arastirma, Tlrk akademisyenlerin, medya okuryazarliginin giktilari,
degerlendirmesi ve medya okuryazarligi egitiminin zorluklarina iliskin algilarini ve de yiiksekégretimde
bu zorluklarin Gstesinden gelmek icin sunduklari dnerileri arastirmak amaciyla yirtttlmustur.

3. Yontem

Arastirmanin verileri, Tlrkiye'nin yedi cografi bolgesindeki Universitelerde ¢alisan 41 Tirk
akademisyenden toplanmistir. Calisma icin gerekli izinler alindiktan sonra, veri toplama araci olarak
Schilder (2014) tarafindan gelistirilen "Medya Okuryazarligi Degerlendirme Anketi” kullaniimistir.
Medya okuryazarhgl degerlendirme anketi katilimcilara, 2020-2021 akademik dénemlerinde Google
forms araciligiyla uygulanmistir. Calismanin katihmcilari, kolayli 6rneklem yontemi kullanilarak secilmis
ve arastirmaya katim tamamen gonllik esasina dayali olarak yurttilmustir. Arastirmanin ¢alisma
grubunu, ingiliz Dili Egitimi, Bilgisayar Egitimi ve Ogretim teknolojileri alaninda calisan akademisyenler
ile iletisim fakultesi bolimlerinde gorev yapan akademisyenler olusturmustur. Calismada, ilgi alani
medya ve teknoloji ve medya okuryazarligi egitimi oldugu icin iletisim fakiltelerinden (n=22) ve egitim
fakiiltesi bélimlerinden de ingilizce Ogretmenligi (n=14) ve Bilgisayar Egitimi ve Ogretim Teknolojileri
(n=5) alanlarinda uzmanhga sahip akademisyenler yer almistir.

Arastirmada katilimcilarin konu ile ilgili gérislerini belirlemek amaciyla agik uglu, likert tipinde
ve c¢oktan seg¢meli sorulardan olusan bir veri toplami araci kullaniimistir. Anket, akademisyenlerin
medya okuryazarhg egitimi hakkindaki algilarini daha detayli arastirmak icin Tlrkgeye cevrilmistir.
Ceviri sureci lic asamali olarak gergeklestirilmistir. Ceviri stirecinin ilk asamasinda, anket bu ¢alismanin
iki arastirmacisi tarafindan Tiirkgeye cevrilmistir. Ayrica, dort ingilizce b&limii d6gretim elemanindan
anketin maddelerini Tlrkceye cevirmeleri istenmistir. Cevirinin uygunlugu ve kapsami konusunda, ileri
derece ingilizce bilen ve medya okuryarligi ile ilgili calisan, alaninda uzman ii¢ akademisyenden goriis
alinmistir. Bu ¢alismanin iki arastirmacisi tarafindan Tirkceye cevrilen versiyon tekrar gbzden
gecirilmistir. Son olarak medya okuryazarligi egitiminde yer alan 10 akademisyen ile anketin Tirkce
versiyonu tamamlanarak pilot bir calisma ylritilmustiir. Alanda faaliyet gosteren 10 uzman
akademisyenin ortak goriisii sonucunda, anketteki soru sayisi 18'e diistiriilmustiir. Olgegin, ilk bes
sorusunda katilimcilardan demografik bilgilerini vermeleri istenilmistir. Veri toplama aracinda 6 soru
likert tipinde maddelerden olusmaktadir. Likert tipindeki maddeler medya okuryazarhg amaclar (7
madde, 4’li derecelendirilmis), spesifik medya okuryazarligi ¢iktilari (7 madde, 4’|t derecelendirilmis),
medya okuryazarligi dersinde degerlendirmenin roli (5 madde, 4’li derecelendirilmis), medya
okuryazarligi degerlendirme bicimini etkileyen faktorler (6 madde, 5’li derecelendirilmis), medya
okuryazarligi degerlendirilmesinde karsilasilan glicliklerin kapsami (12 madde, 3’li derecelendirilmis),
medya okuryazarligi degerlendirmesi icin sunulan o6nerilere iliskin akademisyenlerin gorisleri (7
madde, 4’li derecelendirilmis) ilgili maddeler olup bu maddeler ait Cranbach Alpha i¢ tutarlik
katsayilari sirasi ile .885, .904, .700, .762, .794 ve .801 olarak hesaplanmistir. Bu sorularin
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¢oziimlenmesinde her bir soruda yer alan maddeler icin aritmetik ortalama ve standart sapma
degerleri hesaplanmistir. Veri toplama aracindaki 4., 8., 9. ve 10. sorularda “diger” olarak
isaretlenebilen acik uglu yanitlari iceren maddeler de yer almaktadir. Agik uclu sorular, betimsel analiz
ile ¢cozimlenmistir. Coktan se¢cmeli sorular ise konu ile ilgili katilimcilarin gérislerine ait frekans ve
ylzde degerleri hesaplandi. Verilerin analizinde SPSS programindan yararlaniimistir.

4. Sonug ve Oneriler

Arastirmada, medya okuryazarligi degerlendiriimesinde bicimlendirici degerlendirmenin 6ne
¢iktigl sonucuna ulasiimistir; ancak akademisyenlerin kullandigi ¢cogu degerlendirme yonteminin de
zaman alici veya gelistirmesi karmasik oldugu belirlenmistir. Sonuclar ayrica akademisyenlerin,
ogrencilerin medya okuryazarhgini degerlendirmek igin verdikleri yanitlari nasil yorumlayacaklarindan
emin olmadiklarini ve egiticilerin yetersiz egitimini, ciktilari degerlendirmede bir zorluk olarak
tanimladiklarini gostermektedir. Ayrica, akademisyenler medya okuryazarligini degerlendirmenin
zorluklarini asmak igin 6nerilerde bulunmuslardir. Tartisma ve sonug¢ bolimiinde, bu c¢alismanin
sonuglari, medya okuryazarligi egitimi, kilturlerarasi diyalog, akademisyenler ve egitimciler ile is
birligini tesvik etmek icin farkli tlkelerde yiriatilen diger arastirma calismalarindan elde edilen
sonuglarla karsilastiriimistir.

Sonuglar, medya okuryazarligi egitiminde, 6gretmen yetistirme programlarinda ve bu alandaki
akademisyenler icin lisanslstl egitimde elestirel pedagojinin dikkate alinmasi gerektigini
onermektedir. Bu kapsamda, arastirma, elestirel okuryazarlik ve elestirel pedagojinin gerekliligi ve
uygulanmasinin Tirkiye’de yliksekdgretim baglaminda daha 6nemli hale geldigini gostermektedir. Bu
nedenle, glinimuzin teknolojik ve politik olarak yapilandiriimis kiiresel sistemi géz 6nline alindiginda,
elestirel pedagoji ile desteklenen medya okuryazarligi egitimi, yiiksekogretimde segmeli degil, zorunlu
ders olmali ve elestirel okuryazarlik, elestirel pedagoji ve dil egitimi ile dil 6gretiminde uzmanliklara
sahip egitimciler ve akademisyenler, medya okuryazarligi egitimine aktif olarak dahil olmalidir. Ayrica,
medya okuryazarligi egitiminin glglendirilmesi igin Turkiye'de lisansiistl egitimin yani sira 6gretmen
yetistirme programlarinda da elestirel pedagoiji ile desteklenen medya okuryazarhg egitimi dikkate
alinmahdir. Elestirel pedagoji ile desteklenen medya okuryazarligi egitimi, Turk akademisyenlerin
ogrencilerin medya okuryazarlik becerilerini degerlendirmedeki zorluklarin Ustesinden gelmesini
saglayabilir.

Hem dil 6gretimi hem de iletisim bolimlerindeki egitimciler ve akademisyenler, 6gretmen
egitimi programlarinda ve lisansistli egitimde medya okuryazarligini giiglendirmek igin is birligi
yapmalidir. Bruner’e (1986) gore, bir iletisim araci olarak dil asla tarafsiz degildir, ¢ciink{ dil kullanimi
belirli bir bakis acisini ve ideolojiyi ve belirli bir konumdan bir diinya gorisinin sonuglarini aktarmayi
amaclar. Benzer sekilde, medyada kullanilan dil, anlam ve sembollerin elestirel olarak incelenmesini
gerektirir. Bu baglamda, ingiliz Dili Ogretimi ve iletisim alaninda uzmanliga sahip arastirmacilarin
yliksek oOgretiminde medya okuryazarligi egitimini desteklemeleri icin is birligi yapmalar
onerilmektedir.

Klresellesmenin bir sonucu olarak, kiltirlerarasi okuryazarhgin egitimdeki 6nemi artmistir.
Demokratik toplumsal yapinin siirdirilebilirliginde egitime ihtiyac duyulmasi kdltlrlerarasi
okuryazarligin egitimciler tarafindan ciddiyet alinmasini gerektirmektedir (Belousa ve Stakle, 2010).
McLaren'in (1995, 1997) bakis acisindan kdiltirlerarasi egitim, 6grencilerin kiiltirel kimliklerinin yani
sira diger kiltirel kimlikleri de anlamalarini saglar. Avrupa Komisyonu tarafindan Nisan 2011'de
yayimlanan, “Avrupa'da Medya Okuryazarligi Seviyelerini Degerlendirmek icin Test Etme ve iyilestirme,
Kriterler” bashkli raporda, Uye (lkeleri medya okuryazarligi konusunda birbirleriyle bilgi ve deneyim
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paylasmaya tesvik etmek icin Avrupa Ulkelerindeki medya okuryazarlik diizeyleri degerlendirilmektedir
(Shapiro ve Celot, 2011). Ayrica AB uyum siireci ile birlikte egitim ve diger alanlardaki politikalarini AB
yasalari cercevesinde diizenleyen Tiirkiye'de medya okuryazarligi egitimi, dijital teknolojilerin egitime
entegrasyonu ile daha etkilesimli hale gelmistir. Dolayisiyla bu betimsel calismadan elde edilen veriler,
AB (ilkelerinde yapilacak daha sonraki ¢alismalara da katki saglayabilecek referans kaynaklar arasinda
yer alabilir.

Ozetle, bu calismanin amaci Tiirk akademisyenlerin yiiksekégretimde medya okuryazarlig
degerlendirmesine iliskin algilarini incelemektir. ileride yapilacak arastirmalarda benzer bir calisma
sosyal bilgiler alaninda uzmanliga sahip akademisyenlerle de yapilabilir ¢linkii bu ¢alismanin odak
noktasi ingilizce Ogretmenligi, Bilgisayar Egitimi ve Ogretim Teknolojileri béliimlerinde ve iletisim
fakdiltesi bolimlerinde medya okuryazarligi ilgi alanina ve uzmanligina sahip akademisyenlerin algilarini
arastirmak Uzerinedir. Dolayisiyla, bu calismanin bir sinirliligl, sonuglarin sosyal bilgiler alanindaki
akademisyenlere genellenemeyecegidir.

Yayin Etigi Beyani

Bu arastirmanin, Cag Universitesi tarafindan 07.08.2020 tarihinde 88998576-299-
E.2000002385 sayili karariyla verilen etik kurul izni bulunmaktadir. Bu arastirmanin planlanmasindan,
uygulanmasina, verilerin toplanmasindan verilerin analizine kadar olan tim siirecte “Yiiksekdgretim
Kurumlari Bilimsel Arastirma ve Yayin Etigi Yonergesi” kapsaminda uyulmasi belirtilen tim kurallara
uyulmustur. Yonergenin ikinci bolim olan “Bilimsel Arastirma ve Yayin Etigine Aykiri Eylemler” basligi
altinda belirtilen eylemlerden higbiri gerceklestirilmemistir. Bu arastirmanin yazim stirecinde bilimsel,
etik ve alinti kurallarina uyulmus; toplanan veriler tizerinde herhangi bir tahrifat yapilmamistir. Bu
¢alisma herhangi baska bir akademik yayin ortamina degerlendirme igin gdnderilmemistir.

Arastirmacilarin Katki Orani Beyani

Arastirmacilarin mevcut arastirmaya katkilari esit diizeydedir.

Catisma Beyani

Arastirmanin yazarlari olarak herhangi bir ¢ikar/catisma beyanimiz olmadigini ifade ederiz.



