
ABSTRACT 

More than Tools: Can Media Literacy Emerge from Teacher Development 

in Technology?: A Narrative Study 

Brandi R. Ray, Ed.D. 

Mentor: Gretchen E. Schwarz, Ph.D. 

Media literacy challenges both students and teachers alike to think carefully and 

critically about the media and new technology tools. The purpose of this narrative study 

was to gain understanding of the teachers that have formed the group called the E5 to 

address instructional technology integration in a rural community school setting. It was 

the researcher’s main question to understand if the E5 was also integrating media literacy 

core principles and key questions simultaneously with educational technology. Findings 

of the narrative data highlighted the emergent themes of self-efficacy/risk taking, student 

collaboration/transfer of power, and relationships/trust. Implications of the study call for 

an explicit media literacy educational movement for both pre-service teacher education 

programs and in-service teacher development. 
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CHAPTER ONE 

 

Introduction 

 

 

Media no longer just shape our culture . . . they are our culture. 

−Thoman & Jolls, Media Literacy: A National Priority for a Changing World 

 

Media consumption is unavoidable. Babies to baby boomers are avid consumers 

of media and technology. A 2013 study of media consumption conducted by James E. 

Short, author of the report “How Much Media? 2013 Report on American Consumers” 

and produced by the Institute for Communications Technology Management (CTM) at 

the University of Southern California’s Marshall School of Business, captures the status 

of media: 

 By 2015, Americans are expected to consume media for more than 1.7 trillion 

hours, or an average 15.5 hours per person per day, again not counting 

workplace time 

 Mobile messaging hours, which in 2012 accounted for approximately 9 

percent of voice call hours, will double to more than 18 percent of voice 

hours, a year-over-year growth rate of more than 27 percent. 

 Viewing video on the Internet averaged less than 3 hours a month in 2008; by 

2012, viewing time increased to almost 6 hours a month, a year-over-year 

growth rate of 21 percent. By 2015, the report projects that Americans will be 

watching video for almost 11 hours a month, a compound annual growth rate 

of 24 percent a year. 

 From 2008 to 2015, total annual hours for users of Facebook and YouTube 

will grow from 6.3 billion hours to 35.2 billion hours, a year-over-year growth 

rate of 28 percent. (para. 1) 

 

Between the TV, computer, Internet, gaming systems, and smart phones, there are 

endless avenues for being plugged in. Children and young people are modeling the life 

trends of the adults around them, by continually being plugged in. Youth today are 

increasing their screen, game, and Internet time, and are growing up in an age where 
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constant media access is expected and desired. Author and media critic RushKoff (1996) 

called the youth of today screen-agers because their diverse use of media screens is one 

continuous stream of communication. 

From the use of computers, tablets, interactive white boards, and smart phones, 

teachers are also being challenged to find a place for media and the newest technology 

tools in their classroom settings. Due to the need to prepare students to be successful in 

the 21st century, the call to address media in their lives is more important than ever. 

Questions arise in relation to “understanding what media and technology do to today’s 

young people along with the equally intriguing issue of what they do with it” (Considine, 

Horton, & Moorman, 2009, p. 471). 

Moreover, in the 21st century lives of young people, being literate is no longer 

limited to words in print. “Today, information about the world around us comes to us not 

only by words on a piece of paper but also, more and more, through the powerful images 

and sounds of our multimedia culture” (Thoman & Jolls, 2004, p. 18). Now, students 

must become literate in photographs, TV, and movies along with digital print such as 

wikis, blogs, websites, and other new forms of technology. The National Council of 

Teachers of English (2013) teachers defined 21st century literacies as “a collection of 

cultural and communicative practices shared among members of particular groups” (p. 1) 

NCTE continues: 

As society and technology change, so does literacy. Because technology has 

increased the intensity and complexity of literate environments, the 21st century 

demands that a literate person possess a wide range of abilities and competencies, 

or many literacies. These literacies are multiple, dynamic, and malleable. As in 

the past, they are inextricably linked with particular histories, life possibilities, 

and social trajectories of individuals and groups. Active, successful participants in 

this 21st century global society must be able to: 

 Develop proficiency and fluency with the tools of technology;
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 Build intentional cross-cultural connections and relationships with others so to 

pose and solve problems collaboratively and strengthen independent thought; 

 Design and share information for global communities to meet a variety of 

purposes; 

 Manage, analyze, and synthesize multiple streams of simultaneous 

information; 

 Create, critique, analyze, and evaluate multimedia texts [bold added for 

emphasis]; 

 Attend to the ethical responsibilities required by these complex environments. 

(p. 1) 

 

In addition to a broader sense of literacy, the media offer learning opportunities 

across the curriculum. According to Kellner and Share (2005), “individuals are often not 

aware that they are being educated and constructed by media culture, as its pedagogy is 

frequently invisible and unconscious” (p. 372). This growing exposure and 

unknowingness to learning about media leads to the need for digital citizenship and 

media literacy education integration. “Students, beginning in elementary school need to 

become intimately familiar with their media culture to take full advantage of the vast 

array of research tools, digital content, and multimedia communications options available 

to them” (Thoman & Jolls, 2004, p. 20). Sadly though, many educators today are unable 

or unwilling to teach their students to become literate in such media forms. Although the 

digital world today seems daunting, it provides teachers with endless opportunities for 

authentic learning. “As always, it is the responsibility of today’s educators to build a 

bridge between the knowledge students already have and the content that they need to 

learn to be successful inside and outside school” (Considine et al., 2009, p. 471). 

At the Aspen Institute’s National Conference on Media Literacy, participants 

developed the following definition of media literacy: 

A media literate person – and everyone should be one – can decode, evaluate, 

analyze and produce both print and electronic media. The fundamental objective 

of media literacy is critical autonomy in relationship to all media. Emphasis in 
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media literacy training range widely, including informed citizenship, aesthetic 

appreciation and expression, social advocacy, self-esteem, and consumer 

competence. (Aufderheide & Firestone, 1993, p. 80) 

The Center for Media Literacy (2011) identified five major reasons why the 

teaching of media literacy should be an integral part of education in today’s society. 

These include: 

1) The influence of media in our central democratic processes. People need three

skills to be engaged citizens of a democracy: critical thinking, self-expression,

and participation. Media literacy helps encourage these core skills.

2) The high rate of media consumption and the saturation of society by media.

People are exposed to a larger variety and amount of media in one day than

people a century ago saw in a year. Media literacy teaches people how to

safely navigate this sea of images and messages.

3) The media’s influence on shaping perceptions, beliefs, and attitudes. Media

experiences exert a significant impact on the way people understand, interpret

and act on the world. Media education can help people separate themselves

from their dependencies on media influences.

4) The increasing importance of visual communication and information. While

school is continuing to be dominated by print, people’s lives are dominated by

visual images. Learning to read the multiple layers of image-based

communication is a necessary addition to traditional print literacy.

5) The importance of information in society and the need for lifelong learning.

The growth of global media industries is challenging independent voices and

diverse views. (para. 5)

Media literacy is a term that is inclusive of other concepts such as visual literacy, 

computer literacy, digital literacy, and multiple literacies. 

To the domains of reading, writing, and traditional print literacies, one could 

argue that in an era of technological revolution educators must develop robust 

forms media literacy, computer literacy, and multimedia literacies, thus 

cultivating “multiple literacies” in the restructuring of education. (Kellner & 

Share, 2005, p. 369) 

Tyner (1998) noted “the overlap between the competencies and purposes of the various 

multiliteracies is so close that their differences have more to do with constituencies than 

anything else” (p. 104). There is an increasing importance of visual communication and 

information efficiency in our society. It is essential that young people are capable of 
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reading various forms of communication and various media messages appropriately. 

Messages, today, come in multiple forms. Media literacy helps teach students to read 

these messages, while moving beyond the traditional print literacies of the past. For 

example, today students must know how to read and interpret messages about all subject 

matter from blogs and websites, Twitter, Facebook, Instagram, and so on. 

Media literacy professionals note that media literacy education is taught by using 

the five core concepts and five key questions that were publicized by the Center for 

Media Literacy. These include: 

1. All media messages are constructed / Who created this message? 

2. Media messages are targeted to audiences / What techniques are used to gain 

attention? 

3. Different people perceive media messages differently / How might others 

understand this message differently? 

4. Media have embedded values and points of view / What lifestyles and values 

are portrayed in this message? 

5. Most media are organized to gain profit or power / Why was this message 

sent?  (Center for Media Literacy, 2005, p. 1) 

 

Media literacy has a growing influence and now appears in all 50 of the state’s 

educational requirements. According to Hobbs (2011c), the renewed interest in education 

and the drive to re-write curriculum and develop standards has led to an expansion and 

growing interest in media literacy. Currently, in the State of Texas, the Texas Essential 

Knowledge and Skills (TEKS) at most grade levels and within most content areas, has 

integrated media literacy components. For example, in the state of Texas, media 

education is included in the state standards at the fourth grade level in English Language 

Arts (Texas Education Agency, 2008). There are many other examples in other subject 

areas such as social studies and health and at all grade levels. “As a cross-disciplinary 

field of study, media literacy education helps students and teachers better understand and 

http://www.ritter.tea.state.tx.us./rules/tac/chapter110/ch110a.html
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communicate their understanding of any subject area” (Domine, 2011b, p. 9). 

Nevertheless, state standards inclusion of media literacy does not mean that it is being 

taught. 

The need for students to be able to use critical thinking skills and have an 

understanding of media / digital literacy goes beyond technology integration and tool 

competence (Tyner, 1998). Nevertheless, schools, teachers, and parents remain focused 

on how to use new technology tools. Many have not even begun to consider the bigger 

issues at hand – the need to teach students how to be responsible media and technology 

consumers. “In an age where outcomes are at a premium, media literacy may be one way 

to show that students can become critical thinkers, engaged citizens, and media savvy 

individuals” (Mihailidis, 2008, p. 11). 

Educational technology and media literacy education have long been proceeding 

independently, but currently, there is new thought that the two fields should be more 

interwoven. For example, in the past, it could be said that educational technologist would 

look to have students create a website while media literacy specialists would have the 

students critique it. “It is paramount that teachers possess the skills and behaviors of 

digital age professionals” (North York County School District, n.d., para. 2). Often times, 

teachers find themselves being challenged to use technology in their classrooms and 

lessons. The questions lie in the purpose or goal of using such technology tools. 

According to Considine et al. (2009), “digital natives seem to have boundless interest and 

curiosity about emerging technologies” (p. 473). Media literacy experts recognize the 

interest and emphasis placed on new technology tools, while, at the same time, are 

hoping that media literacy education will soon find its place in demand. One possible 
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way could be, as predicted by this study, through the door via educational technology.  

In 2008, the International Society for Technology in Education (ISTE) released 

the standards for students which sounded much like media literacy principles. These six 

standards include creativity and innovation, communication and collaboration, critical 

thinking and problem solving, and digital citizenship as components (ISTE, 2007). In 

2008, the ISTE also introduced a new definition of educational technology. “Educational 

technology is the study and ethical practice of facilitating learning and improving 

performance by creating, using, and managing appropriate technological processes and 

resources” (Januszewski & Molenda, 2008, p. 1). According to Donaldson (2009), the 

most significant aspect of the updated definition is the emphasis on “ethical practice” (p. 

31). According to Palfrey and Gasser (2009), in their important book entitled Born 

Digital: Understanding the First Generation of Digital Natives, technology integration in 

school should be examined sensibly: 

The most important thing that schools can do is not to use technology in the 

curriculum more, but to use it more effectively. We ought to experiment with 

ways in which technology ought to be part of everyday curriculum in schools – 

but only where it belongs. The technology should only be applied in support of 

our pedagogy, not for its own sake. (p. 247) 

Although these educational technology standards and definition somewhat align 

with the current framework of media literacy, clear differences remain between the two 

fields. However, perhaps media literacy has the opportunity to affect students and drive 

curriculum in a powerful way with educational technology. Thoman and Jolls (2004) 

concluded, “even today, but more so in the future, learning happens anywhere and 

everywhere, 24/7. Increasingly, it occurs most powerfully through the convergence of 

media and technology” (p. 21). 
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Statement of the Problem 

In 1964, communications scholar Marshall McLuhan, often called the father of 

media literacy education, noted in his book Understanding Media: the Extension of Man 

that technology and media were growing at a rapid pace. Additionally, he stated, “without 

an understanding of media grammars, we cannot hope to achieve a contemporary 

awareness of the world in which we live” (Carpenter & McLuhan, 1960, p. xii). Public 

debates about topics such as student lack of attention or media violence typically 

emphasize the negative impact of media rather than the positive influence media has in 

children’s lives or in educational settings (Buckingham, 2003). Most would agree media 

is affecting our students’ lives at a greater pace than we can fathom and in greater ways 

that we can control or understand. Because of this urgency, it is important that educators 

find ways to move from the fear of media and technology tools to preparing students to 

critically analyze and integrate new media and technology. “Media literacy is not needed 

in the future, it is needed now, urgently, to assure that our citizens are equipped to make 

decisions and contributions a global economy and global culture demand of them” 

(Thoman & Jolls, 2004, p. 21). 

However, the primary problem remains that media literacy is not seen as an 

essential aspect of education in most parts of the U.S., while educational technology, with 

its integration of new technology tools into the curriculum, is perceived as being essential 

to schools and learning. Although the two fields may generally overlap in some of their 

guiding principles, the two fields are not the same. Media literacy and educational 

technology are simply different and do not necessarily exist in collaboration or on a 

continuum. This fragmentation of the two fields contributes to the problem, because 
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media and media influence continue to have a growing influence and impact on student’s 

lives. The use of technology tools alone does not address this growing problem. Media 

literacy education does address this issue and many more. 

While proponents of media literacy education have long been calling for its 

integration across the curriculum, the movement has shown less progress than hoped. 

Although many states have standards that contain media literacy components, a lack of 

full integration into education settings and curriculum has remained. “This is still a brand 

new subject in the USA and has little awareness or support from many” (Kellner & 

Share, 2005, p. 380). According to Potter (2010), “media literacy is a relatively new 

scholarly undertaking with almost all of the literature produced in less than three 

decades” (p. 690). 

One reason for the lack of success or integration could be a strong focus on 

testing accountability in the core subject areas in the school setting. Domine (2011b) 

notes that traditionally, “media literacy education clashes with schooling as it refuses to 

belong to one discipline and therefore cannot be bureaucratized” (p. 9). Because of this 

kind of bureaucracy, pressure to do well on such assessments, teachers and school leaders 

fail to see the need to integrate one more element into the already loaded curriculum. 

Additionally, the use of media literacy principles in the curriculum standards tends to be 

broad and general in the wording. For example, many state standards simply elude media 

literacy and do not explicitly reference the principles, definition, key concepts, or core 

questions of media literacy. This vagueness has created an impression that “if it is not 

listed in the standards, and it is not tested, then it must not be important enough to teach” 

notion. According to Kellner and Share (2005), “the current obsession with high stakes 
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testing and the movement back to basics has bumped critical thinking to the periphery . . . 

making the implementation of media literacy education in the USA even more difficult” 

(p. 380). Still, media literacy supporters note media literacy education and its components 

will better prepare students to think critically and therefore adjust the way students 

understand texts. 

Additionally, another problem with implementation is that, media literacy 

education is supported by advocates from diverse disciplines. According to Baker (2012) 

in his book Media Literacy and the K-12 Classroom, “Media literacy is not a separate 

course; instead, it is a lens through which we see and understand our media-saturated 

world. It is also a teaching strategy that should be incorporated into every course” (p. 6). 

While media literacy experts view media literacy being applied at all grade levels and in 

all content areas as strength, it could actually serve reason why media literacy is not 

being widely integrated in schools today. The general nature of media literacy 

perpetuates and passes the responsibility to teach media literacy principles onto another 

teacher or at another grade level. 

Yet another reason for the lack of integration of media literacy in schools and 

classrooms is the absence of university level courses taught in teacher education 

programs. According to Torres and Mercado (2006), there is such a need to include 

media literacy in K-12 curriculum, and “therefore in the teacher education core 

curriculum” (p. 260). Pre-service teachers, often times, do not know what media literacy 

education is or why it is important. They have had classes about educational technology 

or components of courses with technology requirements, but most have not had a course 

that included media literacy. Pre-service teachers must be explicitly taught about media 
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literacy, its definitions, the current state of the movement, its key questions and core 

principles, and how to integrate media literacy into the curriculum. If media literacy is to 

be widely integrated in schools today, it must be widely integrated into teacher education 

programs at the university level.  

One more reason for the lack of media literacy integration in schools is due to 

problems noted by in-service teachers. Because of the lack of explicit media literacy 

taught at the university level and the lack of professional development support at the K-

12 setting, teachers have little opportunity to learn, grow, and collaborate in their work 

with media literacy principles. While, many in-service teachers note the constant pressure 

to integrate technology into their lessons, they also note that they have very little support 

or training in how, why, or when this is to be done. The mediocre integration of 

technology is not an appropriate use of technology and it does not remotely resemble 

media literacy education. Often times, professional development for in-service teachers 

pertains exclusively to how to use new technology tools, but is mostly void of media 

literacy principles or media literacy pedagogy. The rapid speed at which technology and 

the media change brings a feeling of intimidation, leaving teachers feeling unprepared 

and unable to teach new tools when their students possibly know and understand more 

than what they do. According to Prensky (2001), the challenge for today’s teachers, who 

are largely digital immigrants, is to continue to provide students with the content of the 

existing curriculum while providing future content to prepare students for life in the 21st 

century. Although media literacy is not simply about teaching with media and technology 

or the tools being used in the classroom, it is about having the skills to examine carefully 

such tools and to create using these new tools. Because of the need to teach about the 
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media, media literacy brings the opportunity for teachers to renew their excitement for 

their content area and connect with other teachers and their students like never before. 

Media literacy creates the opportunity for teachers and students to learn hand in hand. 

The problem remains that many pre-service teachers and media literacy educators 

wonder, “How can we, as educators, help students develop critical and academic literacy 

skills that are the foundation for success in and out of school?” (Considine, Horton, & 

Moorman, 2009, p. 475). Media literacy can provide a way for students to grow in school 

settings to be successful citizens and careful consumers in the future, as well as critical 

users of technology. According to Jenkins, Purushotma, Weigel, Clinton, and Robison 

(2009), “Our goal should be to encourage youths to develop the skills, knowledge, ethical 

frameworks, and self-confidence needed to be full participants in contemporary cultures” 

(p. 9). Media literacy provides an avenue for educational technology tools to become 

engagement tools to strengthen the curriculum and add depth to the level of student 

engagement for the new participatory culture we live in. 

Purpose of the Study 

“In many communities, educators have begun the process of thinking seriously 

about expanding the concept of literacy to more systematically include media and 

technology” (Hobbs, 2011a, p. 57). The purpose of this narrative study was to gain 

understanding of the teachers that have formed the group called the E5 (named for the 

Texas Computer Educators Association conference theme Embark, Engage, Empower, 

Energize, and Educate) to address instructional technology integration in a rural 

community school setting. With this study, the researcher explored to what extent media 

literacy principles are used in the classroom along with integrating technology into the 
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curriculum. The following overarching question guided this study: What are the lived 

experiences of the E5 members?   

Narrative research gives a voice to the stories not previously shared in educational 

research (Creswell, 2007). Through this study, the E5 members had an opportunity to 

share how their formation, professional development, and curricular changes have 

influenced their perceptions of technology integration in the classroom and across the 

curriculum. Most specifically, the purpose of this study was to gain understanding, 

narratively, as to whether or not and how media literacy principles emerge while a group 

of teachers work to integrate educational technology within the curriculum. Additionally, 

insights into professional development and teacher leadership were gained. According to 

Connelly and Clandinin (2000), “experience happens narratively” (p. 19). It was the hope 

of the researcher that the experiences and lived stories of the E5 would function as a 

model and guide for media literacy in schools today. With this newly gained knowledge, 

the educational community could then utilize the experiences of others to make 

instructional decisions and professional development considerations with the E5 in mind. 

 

Research Questions 

In this study, the researcher sought to tell the story of the E5 and its members to 

illuminate their lived experiences while integrating new technology tools into their 

classrooms. In order to accomplish the above stated purpose and discover what emerged 

from their work, the following questions guided this study:  

1) To what extent do media literacy principles emerge in the technology 

integration efforts of the E5 members? 
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a. Are media literacy terms used within group discussions or by individual

members in reference to their own classroom applications? 

For instance, examples of these terms include words such as message, 

representation, stereotype, access, analysis, evaluation, creation, 

consumerism, deconstruction, image, audience, techniques, values, 

question, challenge, ethics, citizenship, multimedia, viewing, worldview, 

safety, privacy, communication, choice, information, interactive, 

convergence, text, interpret, and credibility. 

b. Do the five core concepts and five key questions of media literacy appear

in group or individual classroom applications? 

The five core concepts and five key questions include: 

1. Media messages are constructed / Who created this message?

2. Media messages are targeted to audiences / What techniques are used

to gain attention?

3. Different people perceive media messages differently / How might

others understand this message differently?

4. Media have embedded values and points of view / What lifestyles and

values are portrayed in this message?

5. Most media are organized to gain profit or power / Why was this

message sent?  (Center for Media Literacy, 2005, p. 1)

2) What attitudes toward new, multiple, and critical literacies do the E5 members

demonstrate in their district work together and in their own classroom 

applications? 

3) What technology questions or issues from the E5, working together and on

their individual projects, emerge? 
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Significance of the Study 

Many media literacy experts have urged partnerships between media and 

technology in the interest of media literacy education. The question remains “Can media 

literacy emerge in the use of technology tools?”  It is critical to gain an understanding of 

the possible avenue educational technology could bring for media literacy education. By 

conducting a narrative study such as this, an opportunity to investigate the potential of 

teachers discovering media literacy while learning about technology integration became 

possible. This study also had the potential to offer further understanding of teachers’ 

understanding, perceptions, and attitudes towards media literacy’s core concepts and key 

question. Further, this narrative study also was significant because it provided insight to 

ways media literacy education could be promoted in schools today.  

Additionally, this study was significant in the investigation of professional 

development models and the implication it had for others in the field. The question 

remains centered on what media literacy advocates can learn from professional 

development models such as the E5, focused on teachers dedicated to using technology 

well. The model of professional development highlighted in this study was meaningfully 

examined.  

According to Creswell (2007), “the strongest and most scholarly rationale for a 

study comes from literature: a need exists to add or fill a gap in the literature to provide a 

voice for individuals not heard in the literature” (p. 103). It was important to capture 

teacher voices in a narrative research style. Because no previous researcher has told the 

stories of these educators, it was important to document the work of the E5 and their 

efforts to change the way teachers learn about, integrate, and collaborate with students 
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when integrating new media and technology into the classroom and across the 

curriculum. 

Methodology 

The stories of the E5 and its members in their work related to technology 

integration could have been explored in many different ways. After conducting a pilot 

study in the Fall semester of 2013, it became clear to the researcher that a narrative 

inquiry research design would be the best option to gain insight about the E5. According 

to Connelly and Clandinin (2000), narrative research is best for capturing the stories of an 

individual or a small group of individuals. They are also referred to as narrative 

researchers to apply a narrow sample size. Merriam (1998) suggested purposeful 

sampling when selecting participants which “is based on the assumption that the 

investigator wants to discover, understand, and gain insight and therefore must select a 

sample from which the most can be learned” (p. 61). Through purposeful and convenient 

sampling, the participants for this study were identified and limited to the immediate 

members of the E5. 

Creswell (2007) emphasized the importance of the researcher to “establish rapport 

with participants so that they will provide good data” (p. 118). Because I, the researcher, 

had conducted a pilot study for the larger study, I had spent much time establishing 

rapport and gaining the trust of the E5. In qualitative research, the investigator is the 

instrument through which the data is collected. Merriam (1998) echoed this idea by 

saying “data are mediated through the human instrument, the researcher, rather than some 

inanimate inventory, questionnaire, or computer” (p. 7). 
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 Data were collected by spending time with the members of the E5, during their 

meetings, on their campuses, and in their classrooms gathering their stories through 

multiple forms of data (Creswell, 2007). Utilized for data collection were field notes, 

observations, research reflective notes, artifacts, and interviews. Interviews served as the 

primary source for gathering member’s individual stories about the E5. The group’s 

members were interviewed using a semi-structured and unstructured process. Each 

participant interview was guided by interview protocol.  

Data analysis took place, as described by Creswell (2007), by collecting and 

organizing the data, applying a content analysis to the narratives based on key terms of 

media literacy, by coding the data according to themes emerged, and by converting the 

data into a narrative or story. After all data were collected and transcribed, each narrative 

was analyzed for emergent themes and constant comparative categories developed 

(Merriam, 1998). Additionally, each narrative transcript and meeting field notes were 

analyzed by using a content analysis method aiding for the search and then presence of 

foundational terms, core concepts, and key questions of media literacy. In search of the 

principles of media literacy, the researcher used a media literacy framework matrix to aid 

the process.  

 

Limitations of the Study 

As the principal investigator of a narrative study, it was necessary to position 

myself within this study. Creswell (2007) noted qualitative study “reflects the history, 

culture, and personal experiences of the researcher” (p. 46). This study was conducted in 

the community where I am currently living and the school district where my children 

attend. Additionally, the participants involved included people with whom I am familiar. 
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As the primary researcher, I had extensive experience with both the environment and the 

subject matter and am aware of the “biases, values and experiences” (Creswell, 2007, p. 

243). 

While serving my first year as a board member on the Education Foundation 

board, I read a grant proposal for a summer camp called DigiCamp. This camp was to be 

financed potentially by our fundraising efforts for that year. The idea proposed was to 

join teachers from various ISD campuses with students to learn together about new 

technologies and how they could be used to learn in the classroom. It was to be a free 

camp limited to a select group of applicants and was the inspiration and dream of six 

educators and two technology coordinators who had attended the Texas Computer 

Educators Association (TCEA) conference earlier that year. 

At the TCEA conference, the two technology coordinators became passionate 

about forming a teacher led committee to grow a program that could encourage, teach, 

and support other teachers within the school district to try new ways to connect students 

to the content and to think critically while using new technologies (specifically Web 2.0 

applications). DigiCamp would serve as a trial run. If successful, the teachers were going 

to continue their work through the school year and present their program at the TCEA 

conference the following year. The Educational Foundation board that I serve on funded 

their proposal that year and DigiCamp was full to capacity. There was a wait list for 

attendance to the camp and all six teachers and two district technology coordinators 

worked hard in preparation for the inaugural camp. My son attended that first DigiCamp 

during the summer of 2011 after the completion of his second grade year. 
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Later, during coursework for my doctoral program, I took a course titled Media 

Literacy Across the Curriculum taught by Dr. Gretchen Schwarz. During work on a final 

project for the class, I collaborated with my son creating a Glogster to demonstrate and 

model the ways in which teachers can use new technologies to help students create and 

think critically about a topic of interest. It was a project focused on media literacy as 

hidden curriculum. While working with Aidan, I began to learn more and see the 

products of his time at DigiCamp. I became interested once again in the work of the E5 

based upon my new knowledge of the principles of media literacy.  

These experiences, of the primary researcher, of both the contextual knowledge 

and content knowledge allowed the researcher to have a clear understanding of the 

context of the E5, its progression over the past three years, and media literacy, but this 

knowledge may also affect the study through researcher bias. Yin (2009) discussed this 

principle of researcher bias by referring to “preconceived notions” in reference to quality 

research (p. 69). However, often times in narrative research, the researcher, while 

collecting the field texts or stories of the participants, gained a new perspective. Huber 

and Whelan (1999) noted this experience or limitation as the researcher gained insight 

into their own life or work.  

With this study, the researcher focused on the members of the E5 as participants 

within a rural school educational setting. The small sample size of this qualitative inquiry 

meant the findings were not generalizable. Merriam (1998) stated the value of such a 

study “involves leaving the extent to which a study’s findings apply to other situations up 

to the people in those situations” (p. 211). This researcher relied heavily upon 

illuminating the narrative stories of the E5 as a whole and each individual participant. 
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Although this study cannot be generalized, it did offer the opportunity to suggest ideas 

and a resonance for others interested in media literacy. This study allowed the researcher 

to offer possibilities for the future of media literacy, but not absolute conclusion. In order 

to be mindful of the validity and reliability of this study, rich, thick narrative descriptions 

were detailed in order to provide the reader ample opportunity to compare how closely 

their situation matches the situation of the participants in this study, to lead to 

transferability. 

In addition to the implications of researcher bias and narrow sample size in a 

qualitative study, there were limitations of access in this study. The members of the E5, 

along with school district administration, allowed for limited access within the school 

setting and classroom environment. As the primary researcher, my encounters with the 

participants were limited to gathering their stories during E5 meetings conducted during 

after school hours, and to their conference periods during the school day. Additionally, 

some data were collected via Google docs and email communications. I was not allowed 

to contact or interact with students of this district at all and further, I was not allowed to 

audio or video record participants within the school setting. Additionally, the artifacts 

collected were limited to email communications and word document attachments sent by 

the participants. This contributed a major limitation in the scope of this study. 

In order to minimize these limitations - preconceived notions and research bias, a 

small sample size, limited access and artifacts - in the collection or interpretation of the 

data during this study, I enlisted the use of member checking. Creswell (2007) explained 

this practice as involving “taking data, analyzes, interpretations, and conclusions back to 

the participants so that they can judge the accuracy and credibility of the account” (p. 
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208). The use of member checking helped paint a more accurate picture and complete 

narrative story of each member of the E5 and of the collective work of the E5. The 

members of the E5 were diligent in their contributions to member checking for the study. 

According to Creswell and Miller (2000) in this process, the parties (researcher and 

researched) negotiate the meaning of the stories, adding validation or member checking 

to the data analysis. 

In addition to member checking, I enlisted a peer debriefing team as a research 

limitation check process. “It is a process of exposing oneself to a disinterested peer in a 

manner paralleling an analytical sessions and for the purpose of exploring aspects of the 

inquiry that might otherwise remain only implicit within the inquirer’s mind” (Lincoln & 

Guba, 1985, p. 308). 

Peer debriefing was conducted by my peers who are members of a writing group 

formed as part of our doctoral program whose main function was to support each other 

during research and writing. This informal group was formed based on timing in the 

program and student’s own accord. Because of the self-efficacy of the group members, 

and their willingness to support one another during the dissertation process, the use of 

peer debriefing was extremely beneficial to this study. 

Conclusion 

The purpose of this narrative study was to gain understanding of the teachers that 

have formed the group called the E5 to address instructional technology integration in a 

rural community school setting (Denzin & Lincoln, 2000). “Knowledge is narratively 

composed, embodied in a person, and expressed in practice,” (Connelly & Clandinin, 

2000, p. 124). Living stories serve to guide education practice in a transformative way. 



22 

Teacher stories and the retelling of teacher stories contribute to educational change. By 

providing a voice for these educators, insight was gained through the E5 stories about 

ways media literacy can be more widely integrated within schools today. The following 

chapters cover the review of literature (Chapter Two), a description of the research 

methodology (Chapter Three), the presentation of the results (Chapter Four), and the 

discussion of the research findings (Chapter Five). A glossary of key terms used in this 

study follows. 

Definition of Key Terms 

Critical thinking – “The intellectually disciplined process of actively and 

skillfully conceptualizing, applying, analyzing, synthesizing, and/or evaluating 

information gathered from, or generated by, observation, experience, reflection, 

reasoning, or communication, as a guide to belief and action.” (National Council for 

Excellence in Critical Thinking, 1987, para. 3) 

Educational technology – “The study and ethical practice of facilitating learning 

and improving performance by creating, using, and managing appropriate technological 

processes and resources” (Association for Educational Communications and Technology, 

2004). Educational technology is also known as instructional technology, information and 

communication technology (ICT) in education, EdTech, learning technology, multimedia 

learning, technology-enhanced learning (TEL), and digital education. 

E5  – six teachers certified at various grade and content areas, and two technology 

coordinators who formed a group to address issues of educational technology in a 

specific school district. E5 stands for Embark, Engage, Empower, Energize, and Educate 

http://en.wikipedia.org/wiki/Information_and_communication_technologies
http://en.wikipedia.org/wiki/Information_and_communication_technologies
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which was the theme from the Texas Computer Educators Association annual conference 

that year. 

Media – “Something we use when we want to communicate indirectly with other 

people, rather than in person or face to face contact” (Buckingham, 2003, p. 1). Examples 

could include television, movies, radio, video, photography, advertising, newspapers, 

magazines, music, video games, social networking sites, online publishing, or the 

internet. “Conveys messages though visuals, language and/or sound” (Scheibe & Rogow, 

2011, p. 13). Media is also known as mass media or medium. 

 Multiple literacy – the ability to read and write using a variety of both tradition 

print forms and digital forms. Multiple literacy is also known as digital, 21st century, 

media, visual, or information literacies. 

Media literacy – the ability to access, analyze, evaluate, and communicate 

information in a variety of forms and formats (National Association of Media Literacy 

Education [NAMLE], 2007). 

Media literacy education – “The purpose of media literacy education is to help 

individuals of all ages develop the habits of inquiry and skills of expression that they 

need to be critical thinkers, effective communicators and active citizens in today’s world” 

Media literacy education has grown from WHAT is taught to include HOW we teach. 

(NAMLE, 2007, para. 2). 

 Visual literacy – the ability to both read and write visual information; the ability 

to learn visually; to think and solve problems in the visual domain (Gray, 2008). Visual 

literacy has been defined as the “ability to understand, interpret and evaluate visual 

messages” (Bristor & Drake, 1994, p. 74). 
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Information literacy - the ability to recognize the extent and nature of an 

information need, then to locate, evaluate, and effectively use the needed information 

(Plattsburgh State Information and Computer Literacy Task Force, 2001). 
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CHAPTER TWO 

 

Review of the Literature 

 

 Media literacy is a relatively new concept in the United States in terms of 

education and its history. Often times confused with educational technology, media 

literacy is not the mere use of digital or media tools in the classroom. It goes far beyond 

technology use. Tyner (1998) carefully noted that media literacy is not tool replacement. 

“Media education expands literacy to include reading and writing through the use of new 

and emerging communication tools. It is learning that demands critical, independent and 

creative use of information” (Tyner, 1998, p. 196). Media literacy challenges both 

students and teachers alike to think carefully and critically about the media and new 

technology tools. It also allows for the formation of creative products using technology 

tools, while allowing students to dig deeper into the meanings of all sort of messages and 

images. “‘I don’t know. How can we find out?’ is the media literacy mantra” (Thoman & 

Jolls, 2004, p. 24). 

 This chapter provides a clear understanding of the definition of media literacy as 

well as a history of media literacy education and a rationale for its inclusion in K-12 

curriculum. To begin, I explore the rationale and definition of media literacy and provide 

the current research and work of leaders in the field. Next, I discuss the impact of 

educational technology. Current leaders in the field will be reviewed while common 

themes of both media literacy and educational technology will be noted. This chapter 

continues with a brief examination of professional development in education. Finally, this 
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chapter concludes with an examination of other studies in the fields of media literacy, 

educational technology, and professional development. 

Why Media Literacy? 

Students, according to research, are enamored with pop culture, the media, and 

new technologies. In the 21st century lives of young people, being literate no longer is 

limited to words in print. “Today, information about the world around us comes to us not 

only by words on a piece of paper but also, more and more, through the powerful images 

and sounds of our multimedia culture” (Thoman & Jolls, 2004, p. 18). Now, students 

must become literate in photographs, TV, and movies along with digital print such as 

wikis, blogs, websites, and other new forms of technology. 

Simply stated, integrating media literacy into the classroom is a way to engage 

students in the material and to become literate, critical thinkers prepared to handle the 

various forms of media messages they receive. As part of the Pew Internet & American 

Life Project, Lenhart, Madden, and Hitlin (2005) interviewed a representative sample of 

1,100 American 12- to 17-year-olds. They found 84% of the teenagers reported owning 

one or more personal media device, and 87% use the Internet; 51% reported going online 

daily. Young people who have grown up in a world of “multitasking, collaboration, 

sharing, and public expression” (Mihailidis, 2011, p. 173). The challenge for today’s 

teachers, largely digital immigrants, is to continue to provide students, the digital natives, 

with the legacy content of the old curriculum while providing content and skills to 

prepare students for life in the 21st century (Prensky, 2001). 

The Center for Media Literacy (2011) identified five reasons why the teaching of 

media literacy should be an integral part of education today. These include: 
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1. The influence of media in our central democratic processes. People need three 

skills to be engaged citizens of a democracy: critical thinking, self-expression, 

and participation. Media literacy helps encourage these core skills.  

2. The high rate of media consumption and the saturation of society by media. 

People are exposed to a larger variety and amount of media in one day than 

people a century ago saw in a year. Media literacy teaches people how to 

safely navigate this sea of images and messages. 

3. The media’s influence on shaping perceptions, beliefs, and attitudes. Media 

experiences exert a significant impact on the way people understand, interpret, 

and act in the world. Media education can help people separate themselves 

from their dependencies on media influences. 

4.  The increasing importance of visual communication and information. While 

school continues to be dominated by print, people’s lives are dominated by 

visual images. Learning to read the multiple layers of image-based 

communication is a necessary addition to traditional print literacy.  

5. The importance of information in society and the need for lifelong learning. 

The growth of global media industries is challenging independent voices and 

diverse views. (para. 5) 

 

Our media saturated world can be seen as having a positive impact on the lives of 

young people. Students have access to an amazing amount of information that without the 

media, they would have never had access to. A first grader who wanted to learn about the 

Eifel tower for an integrated project, has the opportunity to take a virtual tour of the 

tower and investigate how it was constructed. The child has never been to Paris, but 

through the use of media and new technology, he or she feels as though they have.  

 Today, teachers note the need to engage students and the growing challenge to do 

so in this technologically advanced society. By learning through media, students and 

teachers alike find new ways to connect to the material. For example, a discussion about 

Auschwitz and the German Reich, in the past, would have been limited to sharing 

pictures in a book. Now, through media and new technologies, learning has become 

interactive. Students can participate in a virtual tour of Auschwitz on their IPads and 

explore a concentration camp as if they were there in real life. Students today can learn 

through media, but in order to do so effectively, they must have an appropriate 
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background in media literacy. The principles of media literacy give them a needed 

foothold to consider the messages carefully they are receiving through the media and the 

freedom to be creative using the media and technology. Domine (2011a) clarifies the 

difference: 

For example, the curricular difference lies in teaching middle-school students 

simply how to create a PowerPoint slideshow to fulfill state technology standards 

versus teaching middle-school students to create a PowerPoint slideshow that 

accompanies their speech on why their classmates should oppose a new policy on 

school uniforms. (p. 196) 

Consideration of the purpose of school, evaluation of sources, and ethics matter. 

While schools today have become a center for preparing students for future success in 

society, this often times is focused on college and career readiness, but not for civic life. 

For some, the need to drive instruction may come down to better scores on standardized 

tests or future career possibilities or monetary success, but the need to prepare well-

rounded citizens who are able to think critically about the world in which they live should 

still be an essential part of the schooling experience. Jenkins et al. (2009) calls teachers to 

carefully think about the learning that should occur in order to address problems such as 

the “participatory gap, the transparency problem, and the ethical challenges” in learning 

(p. 27). 

Young people today are bombarded with media messages at a continuous rate. 

From TV, the Internet, radio and music, advertising on billboards, in apps on their 

smartphones and gaming devices, in their school hallways and cafeteria, even in their 

textbooks, students today are exposed to a constant stream of media content and 

messages. Reports show youth today spend more than half of their waking day engaged 

with media (Ipsos OTX MediaCT, 2010). According to a study conducted by the Kaiser 
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Family Foundation (2010), most youth today spend an average of 53 hours per week in 

front of some sort of media platform. Many say that they have become numb to the flow 

of messages and the influence media has on their lives from a very young age. Parents are 

concerned, while at the same time have inadvertently created a digital footprint for their 

children since birth. In the 2008 book entitled Born Digital: Understanding the First 

Generation of Digital Natives, authors Palfrey and Gasser noted that from birth, children 

and their images are placed in social media outlets, thus creating a digital footprint for 

them. This footprint is not necessarily bad, but it does raise issues or questions parents 

and teachers must attend to: How do we prepare young people to manage their digital 

footprint and find a balance in their relationship with the media?  

 Next, media offers young people an opportunity to collaborate and exist within a 

collaborative setting. According to Jenkins et al. (2009), this collaborative environment 

can be referred to as a “participatory culture” (p. 5). “Participatory culture shifts the focus 

of literacy from individual expression to community involvement” (Jenkins et al., 2009, 

p. 6). Because young people are participating in media for expression, problem-solving, 

and to circulate ideas and affiliations, Jenkins et al. (2009) noted the goals of education or 

media literacy education should be to “encourage youths to develop skills, knowledge, 

ethical frameworks, and self-confidence needed to be full participants in contemporary 

culture” (p. 9). 

 Also, media and technology offers students the ability to be creative and express 

themselves. New technology tools and media provide an avenue of endless opportunity to 

create exciting products. According to Hayes-Jacobs (2010), “we need to go out of our 

way to encourage learners to take risks both in artistic expression and in the realm of 
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creating ideas” (p. 17). The future of our collective society relies heavily on creativity 

and students need to be encouraged to continue to use technology and the media as a 

creative outlet. Pink (2006) added: 

We are entering a new age. It is an age animated by different forms of thinking, a 

new approach to life – on that prized aptitudes that I call “high concept” and 

“high touch.”  High concept involves the capacity to detect patterns and 

opportunities, create artistic and emotional beauty, to craft a satisfying narrative, 

and to combine seemingly unrelated ideas into something new. High touch 

involves the ability to empathize with others, to understand subtleties of human 

interaction, and to find joy in one’s self and to elicit it in others, and to stretch 

beyond the quotidian in pursuit of purpose and meaning. (p. 2) 

Sadly, there are also many negative issues that surround the constant exposure to 

media. As noted earlier, students are now born with a digital footprint. Whether created 

by their parents using social media, by their medical records at the hospital, or their 

preschool records, young people, early on in their lives, enter the digital world without 

really knowing it exists. “Young people need guidance from their parents and teachers to 

learn to navigate the digital landscape and to protect their personal information, but they 

rarely get it” (Palfrey & Gasser, 2008, p. 63). 

Parents and teachers alike find themselves worried about the huge amounts of 

screen time exposure of young people. From the time spent on the internet, IPods, IPads, 

cell phones, and television, to the not-so-noticed times spent reading ads and billboards 

while driving down the street or even to the posters hung in the school cafeteria or on 

their book covers (or even in textbooks or worksheets), young people today have a 

constant flood of media saturation during their day. Because of the growing presence of 

popular culture in young people’s lives, media literacy leaders wanted to incorporate 

popular culture and media in the classroom while teaching students how to make sense of 

such media (Hobbs & Frost, 2003). How do we prepare students for this high rate of 
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media consumption and the values and ideas communicated in images?  Media literacy is 

the key to empower students to be both conscience and careful consumers of media and 

of the time spent on media consumption and being careful consumers. Media literacy 

teaches safe, responsible navigation skills to young people which clearly are needed. 

The media’s influence on shaping perceptions, beliefs, and attitudes can be 

overwhelming. For many, it can also be unknown. Media clearly shapes young people’s 

ideas of beauty, happiness, and stereotypes along with their perceptions and attitudes. 

Media literacy helps students understand the messages in the media and also the 

influence the media has on their lives and the lives of people in the world around them. 

The importance of information in society and the need for lifelong learning is a 

critical component in preparing students for the future. Huge amounts of information can 

lend to the notion that fewer voices are needed. It is one goal of media literacy education 

to prepare students to play a role in society and share the notion that the continuous 

learning process is important.  

Media literacy scholars propose that the purpose or goal of media literacy 

education should be to: a) show how media messages are socially constructed; b) 

examine the tools and other methods used to construct media; c) understand how 

different people interpret media messages; d) show the values hidden within the 

messages; and e) recognize that media is constructed for a specific purpose (Hobbs & 

Frost, 2003; Hobbs & Jensen 2009; Kellner & Share 2007; NAMLE, 2009). The goals of 

media literacy scholars are important, but also important are the understanding and 

rationale behind the goal of media literacy education. 
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“If we are to prepare students to be productive citizens in today’s global society, 

they must be armed with the skills necessary to address the images and media with which 

they are faced today” (Walker, 2013). In order to effectively assess and respond to such 

images, students need to develop additional skill sets, a new form of literacy. Through 

media literacy education, students can learn to think critically about the messages and 

media that they are around and create using these new technology tools in a positive way. 

“Media literacy, grounded as it is in inquiry-based, process-oriented pedagogy, offers not 

a new subject to teach, but rather a new way to teach and even more important, a new 

way to learn” (Thoman & Jolls, 2004, p. 21). 

What is Media Literacy? 

The definition of media literacy remains a source of conflict, but generally is the 

ability to think critically about media and culture. More specifically, media literacy can 

be defined by the following set of skills: 

1. The use of texts, tools, and technologies to access both information and

entertainment

2. The skills of critical thinking, analysis, and evaluation

3. The practice of message composition and creativity

4. The ability to engage in reflection and ethical thinking

5. Active participation in social action through individual and collective

efforts. (Hobbs, 2011a, p. 14)

Silverblatt (2001) offers a very comprehensive definition of media literacy: 

Media literacy emphasizes the following elements: a critical thinking skill that 

allows audiences to develop independent judgments about media content; an 

understanding of the process of mass communication; an awareness of the impact 

of media on the individual and society; the development of strategies with which 

to discuss and analyze media messages; an awareness of media content as “text” 

that provides insight into our contemporary culture and ourselves; the cultivation 

of enhanced enjoyment, understanding, and appreciation of media content; and in 

the case of media communicator, the ability to produce effective and responsible 

media messages. (p. 120) 
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Although lengthy, Silverblatt’s definition provides four basic guidelines. In short, the 

most commonly recognized definition of media literacy is “the ability to access, analyze, 

evaluate, and communicate information in a variety of forms and formats” (De Abreu, 

2011, p. 13).  

 Based on these four tenets, most educators and teachers recognize media literacy 

elements as being part of Bloom’s taxonomy. Bloom’s taxonomy is a progression to 

various questioning strategies that set out to promote critical thinking. Media literacy 

promotes critical thinking at its highest level going beyond traditional literacies. 

Integrating media literacy principles is a natural way to challenge young people to ask 

higher order thinking skills kinds of questions. Hobbs (2011a) provided seven benefits to 

show why it is important to teach media literacy in the post-modern world. Media literacy 

can help people (a) to gain appreciation of and tolerance for complexity, (b) to make 

effective choices in a media-saturated environment, (c) to foster sensitivity to and respect 

for multiple points of view, (d) to skillfully construct and disseminate messages, (e) to be 

part of a valued, respected, functioning team and community, (f) to make effective use of 

family, community and cultural networks, and (g) to set meaningful personal goals for 

the future. 

 The National Association of Media Literacy Educators (2013) was formed to give 

educators, university professors, and others a means to promote the principles of media 

literacy. The association has stressed the importance of media literacy as follows: 

Media literacy empowers people to be both critical thinkers and creative 

producers of an increasingly wide range of messages using image, language, and 

sound. It is the skillful application of literacy skills to media and technology 

messages. As communication technologies transform society, they impact our 

understanding of ourselves, our communities, and our diverse cultures, making 

media literacy an essential life skill for the 21st century. (para. 2) 
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The association created the core principles to give a clear framework for teachers and 

educators to use in their classrooms. “The purpose of media literacy education is to help 

individuals of all ages develop the habits of inquiry and skills of expression that they 

need to be critical thinkers, effective communicators and active citizens in today’s world” 

(NAMLE, 2007, para. 2). 

Media literacy education is described as follows: 

1. Media Literacy Education requires active inquiry and critical thinking about

the messages we receive and create.

2. Media Literacy Education expands the concept of literacy (i.e., reading and

writing) to include all forms of media.

3. Media Literacy Education builds and reinforces skills for learners of all ages.

Like print literacy, those skills necessitate integrated, interactive, and repeated

practice.

4. Media Literacy Education develops informed, reflective and engaged

participants essential for a democratic society.

5. Media Literacy Education recognizes that media are a part of culture and

function as agents of socialization.

6. Media Literacy Education affirms that people use their individual skills,

beliefs and experiences to construct their own meanings from media

messages. (NAMLE, 2007, para. 3)

These items also resonate with the six reasons Duncan proposed at the Association of 

Media Literacy, Canada (as cited in Bowen, 2006): 

1. Media dominate our political and cultural lives.

2. Almost all information beyond direct experience is “mediated.”

3. Media provide powerful models for values and behavior.

4. Media influences us without our being aware.

5. Media literacy can increase our enjoyment of media.

6. Media literacy can make a passive relationship active. (para. 4)

Thoman and Jolls (2004) from The Center for Media Literacy (CML), earlier 

suggested teachers and students should recognize five core concepts of media literacy as 

well as the five key questions that correspond with the concepts (see Table 1). These 

concepts are defined as: 
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1. All media messages are “constructed.” 

2. Media messages are constructed using a creative language with its own 

rules. 

3. Different people experience the same message differently. 

4. Media have embedded values and points of view. 

5. Most media messages are organized to gain profit and/or power. 

(Thoman & Jolls, 2004, p. 18) 

 

 

Table 1 

 

Core Concepts and Key Questions 

 

Keyword Five Core Concepts Five Key Questions 

Authorship All media messages are 

constructed. 

Who created this message? 

Format Media messages are constructed 

using a creative language with its 

own rules. 

What creative techniques are used 

to attract my attention? 

Audience Different people experience the 

same media message differently. 

How might different people 

understand this message 

differently from me? 

Content Media have embedded values and 

points of view. 

What lifestyles, values, and points 

of view are represented in or 

omitted from this message? 

Purpose Most media are organized to gain 

profit and/or power. 

Why is this message being sent? 

Note. (Center for Media Literacy, 2005). 

 

 

In addition to Thoman and Jolls’ (2004) five core concepts, they also suggest there are 

five key questions that correspond with each concept. The authors call these questions 

“deconstruction questions” (Thoman & Jolls, 2004, p. 18) and include the following: 

1. Who created this message? 

2. What creative techniques are used to attract my attention? 

3. How might different people understand this message differently from me? 
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4. What lifestyles, values, and points of view are represented in, or omitted

from, this message?

5. Why was this message sent? (p. 18)

NAMLE (2009) also recommended a longer list based on Thoman and Jolls 

(2004) questions for students to consider when analyzing media messages. This includes: 

Authorship: Who made this message? 

Purpose: Why was this made? Who is the target audience (and how do you 

know)? 

Economics: Who paid for this? 

Impact: Who might benefit from this message? Who might be harmed by it? Why 

might this message matter to me? 

Response: What kinds of actions might I take in response to this message? 

Content: What is this about (and what makes you think that)? What ideas, values, 

information, and/or points of view are overt? Implied? What is left out of this 

message that might be important to know? 

Technique: What techniques are used? Why are those techniques used? How do 

they communicate the message? 

Interpretations: How might different people understand this message differently? 

What is my interpretation of this and what do I learn about myself from my 

reaction or interpretation? 

Content: When was it made? Where or how was it shared with the public? 

Credibility: Is this fact, opinion, or something else? How credible is this (and 

what makes you think that)? What are the sources of the information, ideas or 

assertions? (NAMLE, 2007, p. or para. #) 

Media literacy is the 21st century version of literacy that goes beyond print 

literacy. Experts in the field such as Domine, Hobbs, Masterman, and Duncan validate 

the importance of media literacy in order for students to be able to think critically about 

the world around them and to, at times, challenge the stereotypes or images to which they 

are exposed. 

Other terms are also used for media literacy in the literature. For example, media 

literacy is often called digital literacy or multiple literacies. Hobbs (1994) claimed that 

media education in the United States is “a child with a thousand names” (p. 453). Those 

common names, such as media literacy, media studies, visual literacy, technology 
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education, and critical viewing, are all used interchangeably with media education, 

though, among them, media literacy is the most widely used concept in the field. The 

variety of the conceptualization of media education/literacy can be demonstrated by the 

following examples: 

 “Media education, therefore, is concerned with teaching and learning about the 

media” (Buckingham, 2003, p. 4). 

 “Media literacy incorporates both knowledge of the structure, economy and 

function of mass media system in society as well as the analytical skills to ‘read’ 

both the aesthetic and ideological content of mass media messages” (Thoman, 

1990, para. 5). 

 “Media literacy seeks to empower citizens and to transform their passive 

relationship to media into an active, critical engagement - capable of challenging 

the traditions and structures of a privatized, commercial media culture, and 

finding new avenues of citizen speech and discourse” (Bowen, 1996, para. 8). 

 “Media literacy, then, is about understanding sources and technologies of 

communication, the codes that are used, the messages that are produced, and the 

selection, interpretation, and impact of those messages” (Rubin, 1998, p. 3). 

 Media literacy is the ability to access, analyze, evaluate and produce 

communications in a diversity of forms (Potapchuk, 2007). 

From these definitions, it is evident that media literacy education, though used 

interchangeably with media literacy, can be perceived as the process of teaching and 

learning about media, while media literacy is the outcome of media education. The two 

most common components among the definitions of media literacy are the awareness of 
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the multitude of media messages and the critical ability in analyzing and questioning 

what we see, read, and watch (Hobbs, 2001; Silverblatt, 2001; Singer & Singer, 2005). 

Pedagogy and Curriculum in Media Literacy 

Media literacy and its principles can be traced back to the humanities. In 

academic disciplines, humanities can be described as the study of the human culture as a 

whole. Humanities, the liberal arts, are bodies of knowledge, such as philosophy, 

literature, and art that are concerned with human thought and culture. Traditionally, this 

can include art, music, culture, language, history, law, and so on. “The media, humanity’s 

means of communication, have long concerned thoughtful people, and educators in 

particular” (Schwarz, 2005, p. 234). Media literacy currently shares content with cultural 

studies, rhetoric, and communications. 

Most notable, media literacy pedagogy is focused on process, not just content. 

The pedagogy is one of inquiry. Experts argue that media literacy had grown from the 

concept of what to teach into a broader scope of how to teach. “The pedagogy that 

accompanies this approach helps students interrogate media texts along with the context 

in which they are both created and consumed” (Considine et al., 2009, p. 472). The goal 

of media literacy is not to memorize facts or to be a separate class, but to ask questions 

and think critically. “It involves posing problems that exercise higher order thinking 

skills – learning how to identify key concepts, make connections between multiple ideas, 

ask pertinent questions, identify fallacies, and formulate a response” (Thoman & Jolls, 

2004, p. 23). “The transfer between skill attainment and critical reflection is the crux of 

media literacy” (Mihailidis, 2008, p. 9). 
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 Media literacy is most often found in alignment with constructivist thought. When 

integrated into the classroom, many times this takes the form of a constructivist lesson 

(Schwarz, 2003). While media literacy should not be a stand-alone lesson, it finds its way 

into all core subject areas in busy, active classrooms where students are seeking to 

discover and find meanings. Often times, activities are collaborative in nature. According 

to Kellner and Share (2007),  

the basis of media literacy is that all messages are constructed, and when 

education begins with this understanding of social construction of knowledge, the 

literacy process can expand critical inquiry into multiple forms of information and 

communication, including television and other modes of media culture, the 

Internet, advertising, artificial intelligence, biotechnology, and of course, books. 

(p. 19) 

 

With this stance in mind, media literacy is a necessity to prepare students to be 

active participants in society. According to Domine (2011b), “production of mediated 

messages is an essential component of media literacy and it requires students to be deeply 

engaged in Dewey-like settings that are characterized by curricular experiences that are 

authentic and relevant” (p. 9). Domine continued the thought by noting “one could argue 

that the absence of media literacy education in schools jeopardizes the very social and 

political democratic purposes for which public schools were designed” (p. 8).  

“Most educators agree that effective media literacy pedagogy must involve the 

use of authentic media texts, so that students are actively engaged in not analyzing media, 

but creating media as well” (Baker, 2012, p. 25). Viewing and analyzing authentic media 

texts such as real commercials seen during their favorite TV show, ads in their favorite 

magazines, and posters next to their lockers at school all provide meaningful experiences 

for students.  
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By placing the student in the middle of the learning experience, media literacy 

education aims to teach students critical skills—comprehension, evaluation, 

analysis, production—of media messages across all media formats, in a way that 

enables the understanding and awareness of media’s responsibilities in democracy 

and roles in civil society critical. (Mihailidis, 2008, p. 1) 

Additionally, critical-thinking strategies are key to media literacy education. 

Ennis (1962) described critical thinking as a set of intellectual skills that allow a person 

to think rationally. He also added that critical-thinking included a set of values associated 

with these skills that included a pursuit of truth, open-mindedness, fairness, empathy for 

others, autonomy, and self-reflection. Ennis also created a checklist for critical-thinking 

skills that has been considered an effective approach to media literacy (see Table 2). 

Table 2 

Critical-Thinking Checklist 

√ Checklist Items 

□ Distinguishing between verifiable facts and value claims 

□ 
Determining the reliability of a claim or source 

□ 
Determining the accuracy of a statement distinguishing between 

warranted and unwarranted  claims 

□ 
Detecting bias identifying stated and unstated assumptions 

□ 
Recognizing logical inconsistencies 

□ 
Determining the strength of an argument 

Note. (Ennis, 1962) 

While there are various approaches to media literacy education with media 

literacy scholars differing on these approaches, most agree that media literacy is best 

implemented across curriculum and at various grade levels. According to NAMLE 

(2007), media literacy should be taught across the pre-K-12 curriculum and can be 
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integrated into nearly any subject area. Hobbs (1998, 2010) argues that media literacy can 

be applied across all grade levels and in subject areas such as social studies, science, 

English language arts, health education, math, and arts. There is not one set curriculum to 

follow, but rather a new way of thinking about the media and technology. It is not simply 

the use of media or technology in the classroom or curriculum. It also is not just the 

inclusion of popular culture in what we teach or to connect with students. “Framing 

media literacy education as both literacy and inquiry opens the door to a world of 

ongoing educational conversations from which media literacy educators have been 

heretofore largely absent” (Rogow, 2011, p. 21). Media literacy education can be 

considered to be meaningful in all subject areas and at all grade levels. Scheibe and 

Rogow (2011) argue that it is more effective if media literacy is routinely integrated 

instead of treated as a special or isolated topic. Considine (1990) argued for the inclusion 

of media literacy within schools as being integrated into existing curricula, not as an 

elective or separate class. Duncan (1994) added: 

Media literacy should not be considered as an add-on to the already crowded 

curriculum. A truly interdisciplinary activity, media literacy should be a means of 

facilitating the integration of critical thinking skills, aesthetics, the study of value 

messages, and the study of the social and political implications of media texts.   

(p. 3) 

 

Table 3 illuminates examples of how media literacy might be taught for each subject area 

with examples of activities that teachers could integrate. 
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Table 3 

Subject – Activity Sample 

Subject Activity Example 

Computer Science Media use log 

(TV, Internet, Games, Apps, Smartphones) 

English Language Arts Magazine picture collage biography 

(Teen Magazine, Sports Illustration Junior) 

Science Analyze environmental film clips for bias (Shell Oil) 

Math Product placement worksheet 

(M & M counting) 

Social Studies Media stereotype study 

(Middle East examples) 

History 

Media literacy is a relatively new field. Although some literature associated the 

movement dating back to the 1920s, it has predominately grown and become established 

in the U.S. since the 1970s. Other countries have a much more established media literacy 

background. For the purpose of this study, the history of media literacy focused on 

scholarship dating back to the 1970s. 

For instance, British media scholar Len Masterman (1985) wrote about the 

possible influences of media education on citizenship. Masterman (1985) underscored the 

role media education can play for citizens in democratic institutions: 

Media education is an essential step in the long march towards a truly 

participatory democracy, and the democratization of our institutions. Widespread 

media literacy is essential if all citizens are to wield power, make rational 

decisions, become effective change-agents, and have an effective involvement 

with the media. (p. 13) 
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Other countries have been reacting to media saturation by including media 

literacy in schooling for much longer than the U.S. Since at least the 1960s, media 

literacy has been taught in England, Great Britain, Norway, Canada, and Australia. 

UNESCO (1978) leaders stated media literacy must be a part in the education of young 

people for the purpose of peace, justice, freedom, and progress.  

In 1960, Marshall McLuhan, considered by some to be the controversial father of 

media literacy, said the medium is the message (Carpenter & McLuhan, 1960). He argued 

the technology in use carried just as much significance as the message transmitted did. 

He also coined the term global village (Carpenter & McLuhan, 1960).  In 1964, 

McLuhan, while being concerned about the state of technology and the power of the 

media noted, “For any medium has the power of imposing its own assumption on the 

unwary” (p. 15). McLuhan warned, during the 1960s, of the large impact television 

would have beyond what could be imagined.  

Although taught around the world, media literacy’s popularity did not catch on in 

the United States until more recently, but can be said to have been implemented since the 

1970s. During this time, media literacy education “began to be recognized as a critical 

practice of citizenship, part of the democratic rights and civil responsibilities,” (Hobbs & 

Jensen, 2009, p. 3). Additionally, Hobbs and Jensen (2009) noted the work of Lev 

Vygotsky and Paolo Freire in relation to power relationships. Critical media literacy 

became the avenue for which young people could challenge or question issues and 

problems they saw around them. For example, inequality in schools, power, and norms 

could be redefined by the ability to analyze and think critically about the world 



44 

(Alverman, Moon, & Hagood, 1999). Tyner (1998) added that during the 1970s media 

literacy was supported by the U.S. government and private sector: 

Buoyed by ample funding and a sense of optimism, media education in the 1970’s 

was at its peak. . . . The 1970’s marked the first concentrated and significant effort 

to involve elementary and secondary students in media studies by focusing on the 

medium of television, that is, “critical viewing skills curricula.” (p. 134) 

During the 1980s, schools began to see a rush of back to basics reform ideas due 

largely in part by the  A Nation at Risk report (National Commission on Excellence in 

Education, 1983). With this report, many states began mandating competency testing. 

Additionally, media literacy funding lost momentum while school reformists were 

uninterested in the media. At the same time, educator interest and enthusiasm grew for 

computers. Also during the 1980s popular writer and media critic Postman (1985) wrote 

of TV as the “other curriculum” that educators must fight against (p. 193). Len 

Masterman in his 1985 book Teaching the Media encouraged educators to consider 

applying an inquiry-based approach to media literacy education noting the work of Paulo 

Freire’s model. Additionally, the Ontario Ministry of Education built on Masterman’s 

work in their 1989 Media Literacy Resource Guide. With the push for inquiry-based 

learning, there continued to be a lack of classroom practice for media literacy. English 

and Canadian work in media literacy has influenced the U.S. 

The early 1990s in education brought the start of standardization, testing, and 

accountability. Schools and teachers felt the pressure to teach to the standards only. 

Media literacy continued to slow in momentum, not because it was not seen as important, 

but due to the overwhelming pressures to pass state mandated tests. Mihailidis (2008) 

noted that during the 1990s in the United States, “media literacy implementation across 

all levels of education lagged behind other major English-speaking countries in the 
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world” (p. 1). While some state standards such as that in English language arts and social 

studies began to contain some media literacy elements, the movement slowed and many 

did not recognize these standards to be necessary for the already loaded curriculum. 

In the late 1990s through current day, media literacy is finding some momentum 

again in the United States. Parents and teachers alike are finding it more critical than 

ever, in the digital saturated environment, to integrate media literacy across the school 

curriculum and at various ages and grade levels. In 1994, U.S. Deputy Secretary of 

Education Madeline Kunin stated at a gathering of educators in Athens, Georgia, that our 

schools “have to teach critical viewing, listening and thinking. . . . What we need is to 

develop young people, young adults, who can themselves block out, analyze, and 

evaluate media” (as cited in Considine, 1995, p. 32). “The media literacy movement may 

have remained dormant if not for the rapid penetration of personal computers into homes, 

school, and the workplace in the 1990’s and the proliferation of media influences, 

especially those targeted at young people” (Schwarz, 2005, p. 239).  

Considine (2002) relays the history of media literacy and its current state. He 

noted, “media literacy proponents in the U.S. began the process of winning friends and 

influencing people, including prestigious institutions and individuals” (p. 9). 

Additionally, the Carnegie Counsel on Adolescent Development (1995) published Great 

Transitions: Preparing Adolescents for a New Century in which they recommend schools 

include activities and instruction that include media literacy. However, “despite decades 

of struggle since the 1970s by individuals and groups, media education is still only 

reaching a small percentage of K-12 schools in the U.S.” (Kellner & Share, 2005, p. 369). 
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A trend in the 2000s, historically related in education, has been one of a shift in 

thought from the idea of protectionism or negative feelings toward media and technology 

to preparedness in relation to these new tools. Scholars in the field have substantiated this 

idea in media literacy. “Tension between protectionist and empowerment perspectives 

has long been a part of the media literacy field” (Hobbs, 2011b, p. 422). For example, 

Considine et al. (2009) noted the value of media literacy to shift education practices from 

warning and fighting against media to incorporating media coupled with student critical 

thinking and preparedness to address issues they encounter with the use of media. “Media 

literacy recognizes the pleasure they derive from media texts beyond the classroom and 

values their exposure to popular culture texts as an important part of who they are as 

individuals” (Considine et al., 2009, p. 475). 

Today, the state of education and media literacy continue to be in flux. According 

to Rogow (2011), there have been some successes and disappointments, but 

the expansion of media literacy education into schools has fallen into the latter 

category, with modest and growing numbers of teachers and library media 

specialists on board, but far short of the organization’s vision of universal media 

literacy education in the U.S. (p. 16) 

Although many teachers have not received formal training through their university 

programs, some seek professional development opportunities and social media venues 

that supplement the media literacy movement. Moreover, the idea of integrating 

technology has become a requirement in the classroom. According to Hobbs (1998), 

media literacy in the United States is not emerging from statewide or school 

district initiatives, but from the bottom-up energy of individual teachers who 

value the way that using media, technology, and popular culture improves the 

quality of their interaction with students or who are passionate about helping 

young people understand, challenge, and transform media’s cultural dominance. 

(p. 92) 
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 Many teachers in today’s schools are looking for new ways to engage their 

students in a meaningful way. Many have noted the burnout that is occurring in the 

profession related to the tough climate of standards and assessment. While most teachers 

agree testing can be beneficial to measure learning, they also feel it has crossed the line in 

terms of abuse to the students. Many feel students are being discriminated against by 

connecting funding with testing outcomes (Cortes, 2000; Darling-Hammond, 2006; 

Kohn, 2004; Kozol, 2005).  

 Teachers need an opportunity to see what is still good in their profession. Media 

literacy offers a way to renew the profession of teaching. It can connect other teachers 

across the curriculum by bringing popular culture into the classroom. Additionally, it 

offers deep level of thinking opportunities for students. Hobbs (2011b) also noted, with 

media literacy, “teachers adopt a more student centered perspective, which begins from 

young people’s existing knowledge and experience of media, rather than from the 

instructional imperatives of the teacher” (p. 427). This new way to excite students also 

excites teachers, thus providing for a renewal of teaching and professional development 

opportunities.  

 By teaching students to ask the five questions in relation to media messages, they 

are becoming prepared to think critically about the world around them. They find new 

ways to see messages in various media formats and ask themselves deeper level aspects 

in relation to who created the message, what its purpose is, who does it target, and how 

would others feel about the same message. According to Hobbs (2011b), “media literacy 

education builds skills that encourage healthy lifestyles and decision-making; it is not 

about inoculating people against presumed or actual harmful media effects” (p. 424). 
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Student are empowered by understanding and applying the framework of media literacy 

to their lives both inside and outside the school building. Scheibe and Rogow (2011) 

recently published a book for teachers entitled The Teacher’s Guide to Media Literacy: 

Critical Thinking in a Multimedia World. In this book, Scheibe and Rogow describe how 

media literacy can be integrated into any subject area to promote critical thinking. 

According to Palfrey and Gasser (2008), “our digital natives will succeed wildly if they 

can synthesize the information they find in the digital world; too many of them will 

founder if they cannot” (p. 181). 

Critical Media Literacy 

Media literacy, although not always critical in its original purpose, inevitably 

lends to an investigation of social issues in today’s world. By applying the standards of 

media literacy, students may reveal criticisms to the injustices around them. Media 

literacy’s principles open up opportunities for dialogue with young people about the 

world they live in and how they perceive it. When students begin to dissect media 

messages and carefully consider media use, they may find new frustrations. Ideas such as 

consumerism, privatization of schools, advertising and marketing inequalities, and so on 

may be discussed. Media literacy does not seek to hate the media, but rather it seeks to 

create a new kind of informed consumer and a respectful love for the media for what it is. 

According to Freire (1998), “as educators with open minds . . . we must, in fact, use it 

(media and television), but above all, we must discuss what is going on, what is being 

said and shown” (p. 123). 

Critical media literacy can be defined the same way media literacy is defined, but 

has an added element of social activism. Critical media literacy comes from a critical 
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literacy tradition established by scholars such as Freire (1998) and Giroux (2001). 

Critical media literacy scholars such as Giroux (2001), Kellner and Share (2005, 2007), 

Ravitch (2010, Chomsky (1997), and Morrell (2008) noted critical media literacy can 

help promote and develop democracy skills that lead to social activism. The idea is 

critical media literacy is transformative in nature, moving students from a passive state of 

media consumers to social activists against social injustice.  

 Key element of critical media literacy for students includes the ideas of equality 

and equity for all people, but especially in relation to our schools and students. Kozol 

(2005) noted the major issue our children face in this country is inequity in relation to 

school allocations and materials. Apple (2005), Freire (1992), and Freire and Macedo 

(1987) also mentioned the inequalities in teacher candidates in inner city schools, thus 

leaving children with an unfair advantage. Engaging students with pop culture and the 

media provides ways for young people to break the stereotypes and gives children a voice 

where once their voice was silenced. By teaching children the skills to evaluate the world 

around them critically, they are given a newfound confidence and freedom to break the 

traditional stereotypes imposed upon them (Garcia, Seglem, & Share, 2013). Critical 

media literacy serves as an avenue to give voice to all students as they grow in our 

participatory culture. Increasingly, the goals of critical media literacy can be found 

among all media literacy educators. 

 

State of Media Literacy Education 

 Today, media literacy in this country is growing in popularity with some, while 

also encountering much resistance with others. This may be due, in part, to the increasing 

demand for a national curriculum and standardized testing pressures. Many teachers 
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cannot find time or see the need to add one more thing to the already lengthy scope and 

sequence of what must be taught. Meanwhile, others note the imperative need to 

implement a full scale media literacy curriculum in schools. 

Many universities and schools of education that are certifying teachers today do 

not have a media literacy course in their degree plan nor do they include it in other 

classes offered for teacher prep programs. According to Hobbs (1998), university 

programs are essential to the furthering of media literacy education. 

If media literacy is to continue to develop as promising practice in K-12 

education, the first generation of innovative educators who have helped integrate 

media literacy into the context of existing curricula must now begin to create 

systematic, institutional change that moves beyond the classroom to influence 

educational leaders and educations institutions. (Hobbs, 1998, p. 95) 

The lack of training new teachers receive about media literacy may be the reason some 

are apathetic to its components. 

Bazalgette (1997) indicated to develop a sound media education program, five 

limitations appearing in the first stage of a media education movement need to be 

overcome: (a) media education is the province of enthusiasts, (b) little evidence about 

learning progression, (c) diverse notions of media literacy, (d) gap between media 

teachers and media practitioners, and (e) lack of research and informed debate. Generally 

speaking, there are others who also note the lack of measurable student outcomes as 

being a problem associated with the integration of media literacy education. Aufderheide 

(2004) pointed out the current media education in the U.S. needs to answer four clear and 

urgent needs: 

(1) data – researchers need to get more basic information and facts to support the 

development of media education; 

(2) publicity – need to develop a coherent image and definition, so that a common 

platform for diverse projects in media education can be established;  
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(3) infrastructure – need to establish a national agenda-setting institution that can 

network the diverse efforts regarding media education, and  

(4) productive relationships – need to build bridges with policymakers, 

community groups, and external organizations. (p. 80) 

 

Still, many educators and citizens advocate media literacy education. Perhaps, the power 

of educational technology can be used to further media literacy. 

 

The Impact of Educational Technology 

 Educational technology can be defined as the use of technology in the classroom 

or school setting. This can be seen as curriculum itself or integrated within the 

curriculum. Educational technology can include the use of film, video, computers, e-

readers, the internet, word processing, and so on. Postman (1992) describes technology 

education as: 

Education technology is not a technical subject. It is a branch of humanities. 

Technology education aims at students’ learning about what technology helps us 

to do and what it hinders us from doing; it is about how technology uses us, for 

good or ill, and about how it has used people in the past, for good or ill. It is about 

how technology creates new worlds, for good or ill. (pp. 191-192) 

 

According to Tyner (2003), “there is little consensus about how technology is best 

infused into learning environments and related systems, thus leading to the seat-of-the-

pants approach to classroom level (p. 379). While the definition of educational 

technology is continually changing, leaders in the field call for instructional strategies to 

evolve as well. “Conceptions of Educational Technology have been evolving as long as 

the field has, and they continue to evolve. Therefore, today’s conception is a temporary 

one, a snapshot in time” (Definition and Terminology Committee, 2008, p. 1). There is, 

however, an almost universal push for education technology in education today. 
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It is important to note the difference between technology in education and 

educational technology. Technology in education would be mainly concerned with 

hardware, or the amount of computers or devices available for use in the school setting. 

Educational technology takes into account various learning theories and has its origin in 

educational psychology. In a study conducted by Sen (2011), one of the most important 

findings was the confirmation that the field of educational psychology is of fundamental 

importance to the field of instructional or educational technology and its origins. 

“Educational technology involves applying ideas from various sources to create the best 

learning environments possible for students” (Hooper & Rieber, 1995, p. 154). 

Winn (2002) examined the research trends in the field of educational technology 

and summarized the current studies at the time. He found that while much had been done, 

“educational technology research has often been disconnected from practice” (p. 344). 

Winn also suggested future studies shift back to that of the educational research studies of 

the 1970s era that focused on the power of technology in educational reform. 

“Educational technology researchers therefore have as much responsibility in studying 

the means and ends of school reform as anyone else” (Winn, 2002, p. 347). 

Overall, there is a large amount of research that does point to the advantages of 

educational technology integration, but very few studies that show significant gain in 

academic success by the inclusion of technology tools in the classroom. Most often, “in 

U.S. schools, technological proficiency is a separate subject tested both at the state and 

national levels” (Domine, 2011b, p. 8). As a response to the need to emphasize the 

effectiveness of educational technology, the National Education Technology Standards 

for Students was created in 2000. Other studies point to the need for more teacher 



 

53 

training to address the issues with technology integration in the classroom. According to 

Papert (1994), an educational technology scholar: 

What is necessary is to recognize that the great issue in the future of education is 

whether technology will strengthen or undermine the technicalness of what has 

become the theoretical model, and to a large extent the reality, of School. (p. 56) 

 

Educational technology can be found to date back to the 1930s when film was 

introduced. Then, a professor noted film can be used to teach and at the time was thought 

to be a possible replacement of the teacher itself. Later in the 1950s, film studies were 

introduced and the idea of technology in the classroom grew as a means to supplement 

the material being taught. Johnson (2003), while retelling the history of the journal 

Computers in Schools, states that “the advent of the microcomputer was seen by many 

educators as the breakthrough that would finally make it possible to realize some long-

held dreams” (p. 3).  

 Cuban (1986) in his seminal work entitled Teachers and Machines: The 

Classroom Use of Technology Since 1920 discussed the paradoxical relationship that has 

historically existed between the classroom teacher and technology.  

Since the arrival of chalk, slates, and textbooks in the nineteenth century to the 

embracing of radio, movies, TV, and the personal computer in the twentieth 

century, new technologies do find their way into schools, but many schools still 

look remarkably like they did before these technologies. (Schwarz & Dunlop, 

2011, p. 314) 

 

Cuban (1986) further explains: 

I have found definite patterns in both academic and popular writings that pursued 

an unrelenting cycle. Claims predicting changes in teacher practice and student 

learning, mixed with promotional tactics, dominated the literature in the initial 

wave of enthusiasm for each new technology. (p. 4) 

 

 Kerr (1996) states that while the arrival of the computer in the 1980s “marked a 

shift away from traditional concerns of technologists, and ushered in a period in which 
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the interests of administrators, parents, community members, and teachers came to the 

fore” (p. 4), problems still arose. Kerr continued: 

The discussion has come forward without an examination of one central 

underlying assumption: that we should think of education, and schools, as sites for 

application of computers, software, networks, and associated technologies. 

Technology itself, rather than the particular goals and ends we wish to have 

students achieve by using it, often seems to have priority. (p. 4)  

Also in the 1980s, O’Shea and Self (1983) point out that educational technology 

was no longer solely focused on devices or equipment, but was a branch of behavior 

sciences. They continued: 

Educational technologists would not therefore consider the computer as just 

another piece of equipment. If educational technology is concerned with thinking 

carefully about teaching and learning, then a computer has a contribution to make 

irrespective of its use as a means of implementation, for the design of computer 

based learning environments gives us new prospective on the nature of teaching 

and learning and indeed on general educational objectives. (O’Shea & Self, 1983, 

p. 59) 

Issroff and Scanlon (2002), building on the work of O’Shea and Self, add “technology 

provides us with powerful tools to try out different designs, so that instead of theories of 

education, we may begin to develop a science of education” (p. 4). 

Januszewski (2001) outlined the history and changes in educational technology in 

his book Educational Technology: A Concept in Development. He notes, chronologically, 

the origins of the movement. Beginning with engineering, science, and the audiovisual 

educational movement, Januszewski explains how educational technology has been 

defined over the past four decades and relates the problems associated with each 

definition. Reiser (2001) also noted the evolution of the definition and terms associated 

with educational technology. “By the early 1970’s, the terms educational technology and 
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instructional technology began to replace audiovisual instruction to describe the 

application of media for instructional purposes” (Reiser, 2001, p. 59).  

After Sputnik and the race for space increased pressure for better education in the 

U.S., A Nation at Risk charged teachers and schools across this country to increase 

educational technology. In A Nation at Risk, the commission suggested that students need 

to: a) understand the computer as an information computation and communication device, 

b) use the computer in the study of the other basics and for personal and work-related 

purposes, and c) understand the world of computers, electronics, and related technologies 

(National Commission on Excellence in Education, 1983, p. 26). About this time, major 

spending for educational technology began to rise. According to Romano (2003), “for 50 

years, billions have been spent to boost learner achievement by empowering teachers 

with technology” (p. 4).  

 Educational technology and its professional organization created technology 

standards for both teachers and students. The International Society for Technology in 

Education ([ISTE] 2008) has provided National Educational Technology Standards 

(NETS) for students and teachers. Overall, ISTE’s NETS outline the communication and 

technology skills young people need to be engaged in appropriately through a variety of 

media. More specifically these NETS for students include six of the following standards: 

1. Creativity and innovation 

2. Communication and collaboration 

3. Research and information fluency 

4. Critical thinking, problem solving, and decision making 

5. Digital citizenship 

6. Technology operations and concepts. (ISTE, 2007, para. 1) 

 

In addition to the NETS for students there are NETS-T (National Educational 

Technology Standards for Teachers). Created in 2008 by ISTE, these standards stress the 
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importance of moving beyond traditional classrooms and behaviorist teaching approaches 

to classrooms that are more constructivist in nature. Mishra and Kohler (2006) suggest 

effective use of technology in education requires teachers to understand their content 

knowledge, include effective ways of teaching, and understand the strengths and 

weaknesses of a given technology. They suggest there is a need to recognize the 

relationship between the three areas in order for teachers to create instruction that uses 

technology effectively. 

Commonalities 

Media literacy experts and educational technology specialists both note in the 

literature the need to find ways of teaching young people about their digital footprint, 

internet safety, cyber bullying, as well as ethical use. Both find value in sharing the ideas 

of appropriate use of technology and creativity. According to educational technology 

scholar, November (2010): 

The essential question is not “What technology should we buy for our schools?” 

The much more important question is one of control: “Can we change our 

traditional culture of teaching and learning so that students are empowered to take 

more responsibility for making important contributions to their own learning and 

to their learning community?” If we can make this change, we have the 

opportunity to expand the quality of learning in our schools. In fact, we might find 

that our students’ contributions can raise the level of engagement and provide 

more depth and rigor to the curriculum than was ever possible. (pp. 193-194) 

Table 4 notes the overlap of the fields of media literacy education and the National 

Educational Technology Standards for Students. 

While trying to grow the field of educational technology to become more 

constructivist in practice, education technology also continues to cling to the past. This 

past tends to be lacking in inquiry that challenges the technology itself, unlike media 
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literacy. However, the success of educational technology may aid media literacy 

education.  

 

Table 4 

Six ISTE Skill Areas that Overlap with the Goals of Media Literacy Education 

ISTE Standards for Students 

1. Creativity and Innovation 

2. Communication and Collaboration 

3. Research and Information Fluency 

4. Critical Thinking, Problem Solving, and Decision Making 

5. Digital Citizenship 

6. Technology Operations and Concepts 

Note. (ISTE, 2007) 

 

 Based on Table 4 and the information provided in this chapter, it could be 

extremely useful if media literacy and educational technology would unite. This synergy 

could be the needed catalyst for the field of media literacy if media literacy principles 

could find their way into the classrooms by way of educational technology. So much 

focus and financial support have been given to the integration of the most cutting edge 

technology tools and programs in our schools. But, a key piece seems to be missing in 

this focus. Roszak (1994) reminds one that, “we are deceiving ourselves if we believe 

that getting children to use computers at an early age necessarily leads to mastery of 

knowledge” (p. 114). While both fields consider media technology in the classroom, 

educational technology education focuses on the usage of technology; media literacy 

education focuses on the usage and questioning of the technology.  
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Professional Development 

Professional development for teachers is essential to the growth and renewal of 

good teaching. Often times, school districts offer structured professional development 

opportunities in direct alignment with the school district or administration’s overall goals. 

More recently, research has shown that teachers find more meaning when they create 

their own professional development opportunities. “It is an issue of commitment to 

unwriting the details of district, state, or nationally driven curriculum guidelines, to give 

communities of teachers the necessary flexibility to work with each other in developing 

programs of their own” (Hargreaves, 1994, p. 209). When learning and professional 

growth are authentic, meaning can be drawn and applied in the individual teacher’s 

classroom. When school districts and campus leaders share leadership and empower 

teachers to create their own professional development opportunities, meaningful 

collaboration takes place. Teachers with internal locus of control seem to seek 

professional development opportunities that affect their students directly and allow for 

new opportunities to learn and grow. 

Teacher leaders seem to be critical to the process of meaningful professional 

development. According to Lieberman (1988), teacher leaders’ enthusiasm for learning is 

key to the process. She adds: 

These leaders are risk takers, willing to promote new ideas that might seem 

difficult or threatening to their colleagues. Their interpersonal skills – they know 

how to be strong, yet caring and compassionate – helped them legitimate their 

positions in their schools amidst often hostile and resistant staffs. (p. 150) 

Fullan and Hargreaves (1992) noted the need for professional development and 

school improvement programs to apply a comprehensive framework. This framework 

must take into account four elements: a) the teacher’s purpose, b) the teacher as a person, 
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c) the real world content in which teachers work, and d) the culture of teaching: the 

working relationships that teachers have with their colleagues inside and outside the 

school (p. 5). 

The most appropriate and useful professional development programs are those 

that align with the constructivists’ idea, providing teachers the opportunity to learn and 

create simultaneously. Many authors cite the benefits of using a constructivist model for 

learning as creating an authentic environment for professional growth and sparking 

intrinsic motivation. Fullan and Hargreaves (1992) add: 

Teacher development then must actively listen to and sponsor the teacher’s voice; 

establish opportunities for teachers to confront the assumptions and beliefs 

underlying their practices; avoid faddism and blanket implementation of favoured 

new instructional strategies; and create a community of teachers who discuss and 

develop their purpose together. (p. 5) 

 

The best professional development programs in schools are those created by the 

teachers with their direct needs in mind while meeting the upper level administration’s 

goal for the district. Fullan (1993), in relation to school leadership, discussed the need for 

professional development programs to be those created by teachers themselves and not 

just from school leaders. Fullan (1993) describes what he terms as “lessons” about 

educational change. Hargreaves (1994) summarizes effective professional development 

by stating: 

District policies and initiatives can be standardized. Classrooms and schools 

cannot. A more voluntary, development-oriented model for teacher collaboration 

could build more effectively on the discretionary judgments that teachers exercise 

in the varying contexts of their work. (p. 207) 

 

The E5 (named for the Texas Computer Educators Association conference theme 

Embark, Engage, Empower, Energize, and Educate) reflected some of the previous ideas 

about professional development. Although there is no clear name for a professional 
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development program, model, or group that is integrating both media literacy principles 

and educational technology standards in such a way, this study provided the opportunity 

for the researcher to explore to what extent media literacy entered in the doorway through 

an educational technology program. The fields of media literacy and educational 

technology are not commonly linked together. Generally speaking, they have different 

purposes or intents, but overall, there was a clear opportunity, through this narrative 

study, to see if and how the two fields emerged together. According to Tyner (2003): 

Questions about the best methods to support technology integration stumble over 

these deeply divisive ideas about optimum conditions for learning. Most would 

agree that education should foster and support critical thinking, but the division 

between traditional and constructivist pedagogies strikes at the heart of the debate 

about the role and purposes of schooling. (p. 381) 

Other Studies 

While lacking, there has been a recent influx in the publications of studies that 

seek to examine media literacy education. According to the Yates’ (2002) survey results, 

teachers believe media literacy is important, but noted implementation is not easy. 

Additionally, recent searches have shown some studies published in relation to specific 

elements of media literacy such as adolescence and media literacy (Vallocheril, 1997), 

high school TV production and critical thinking (Thayer, 2006), or that of gender or 

stereotypes. For example, Staples (2005) studied African-American urban adolescents 

reading the world and media texts. 

Most significant, however, is the study conducted by Lloyd-Kolkin and Tyner 

(1988) in which they surveyed teachers about their perceptions of media literacy and 

classroom practice. They concluded teachers see media literacy as valuable to learning, 

but noted the obstacles in classroom integration. Lloyd-Kolkin and Tyner cited these 
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barriers as lack of time, limited resources, and inadequate training. They also noted 

teachers felt these barriers to media literacy education make their efforts to educate 

students using media literacy seem overwhelming. 

Also important to note, there exists numerous studies in relation to educational 

technology. Many of these studies examined the various technology tools in relation to 

increased standardized testing scores or performance in math. The majority of these 

studies in educational technology point to the advantages of its integration. For example, 

Aiken (1992) noted the learner’s preference to multimedia use over traditional methods. 

The Software and Information Industry Association (1999) noted in classroom surveys 

that technology in the classroom increased student achievement.  

Additionally, recent searches discovered studies pertaining to professional 

development and educational technology. Strahler (2014) investigated the perception of 

twitter for professional development in educational technology. Marr (2011) noted the 

conceptions and misconceptions of educational technology specialists and the 

certification. However, no studies exist that could be found with a similar topic to the 

current study seeking to capture the voices of teachers in the field working to integrate 

technology into the curriculum while perhaps touching on media literacy principles. 

If media literacy is to find its place in schools, it may need to connect, in alliance, 

to educational technology in order to have a greater impact on students. According to 

Frechette (2005) citing the work of Meyrowitz (1998), “a curricular framework for media 

literacy with technology can be built using three multiple literacy notions – media content 

literacy, media grammar literacy, and medium literacy” (p. 105). Applying a framework 

that is inclusive of both media literacy and educational technology by seeking 
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commonality between the two fields may be the needed spark to further media literacy 

education today and for the future. “Media literacy education reconciles the clash 

between the standardized bureaucracy of technology education and the democratic 

implications of empowering youth as participatory citizens through their active and 

public uses of technology” (Domine, 2011a, p. 196). While a more explicit media literacy 

movement is preferred, during this current state of education, media literacy entering 

classrooms across the country through the doorway of education technology programs 

might be the ticket to access. Thus, this researcher has explored a new topic in the 

literature. 
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CHAPTER THREE 

 

Methodology 

 

Media literacy is the 21st century version of literacy beyond print literacy. It is 

defined as “the ability to access, analyze, evaluate, and communicate information in a 

variety of forms” (National Association of Media Literacy Education, 2007, para. 1). 

Experts in the field emphasize the importance of digital and media literacy in order for 

students to be able to think critically about the world around them. Tyner (1998) carefully 

noted media literacy is not simply the use of technology tools. “Media education expands 

literacy to include reading and writing through the use of new and emerging 

communication tools. It is learning that demands critical, independent and creative use of 

information” (Tyner, 1998, p. 196). Media literacy challenges both students and teachers 

alike to think carefully and critically about the media and new technology tools. 

In this chapter, the researcher provides a description of the research methodology 

employed to investigate one instance in which educational technology was integrated into 

the classroom. The purpose of this narrative study was to gain understanding of the 

teachers that have formed the group called the E5 (named for the Texas Computer 

Educators Association conference theme Embark, Engage, Empower, Energize, and 

Educate) to address instructional technology integration in a rural community school 

setting. In this study, the researcher explored to what extent media literacy principles 

were being used in the classroom along with integrating technology into the curriculum. 



64 

The following overarching question guided this study: What are the lived experiences of 

the E5 members?  

Research Questions 

As stated in Chapter One, with this study the researcher sought to tell the story of 

the E5 and its members to illuminate their lived experiences while integrating new 

technology tools into their classrooms. In order to accomplish the stated purpose and 

discover what emerged from their work, the following questions guided this study: 

1) To what extent do media literacy principles emerge in the technology

integration efforts of the E5 members? 

a. Are media literacy terms used within group discussions or by individual

members in reference to their own classroom applications? 

For instance, examples of these terms include words such as message, 

representation, stereotype, access, analysis, evaluation, creation, 

consumerism, deconstruction, image, audience, techniques, values, 

question, challenge, ethics, citizenship, multimedia, viewing, worldview, 

safety, privacy, communication, choice, information, interactive, 

convergence, text, interpret, and credibility. 

b. Do the five core concepts and five key questions of media literacy appear

in group or individual classroom applications? 

The five core concepts and five key questions include: 

1. Media messages are constructed / Who created this message?

2. Media messages are targeted to audiences / What techniques are used

to gain attention?

3. Different people perceive media messages differently / How might

others understand this message differently?
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4. Media have embedded values and points of view / What lifestyles and 

values are portrayed in this message? 

5. Most media are organized to gain profit or power / Why was this 

message sent?  (Center for Media Literacy, 2005, p. 1) 

 

2) What attitudes toward new, multiple, and critical literacies do the E5 members 

demonstrate in their district work together and in their own classroom 

applications? 

3) What technology questions or issues from the E5, working together and on 

their individual projects, emerge? 

In the following sections, the researcher discusses: (a) research design, (b) site and 

participants, (c) context of study, (d) data; (e) data analysis, (f) and results from each 

research question in correlation with media literacy principles. 

 

Research Design 

A qualitative study design was the most suitable choice for this research. In 

particular, the researcher utilized a narrative inquiry design. McEwan and Egan (1995) 

noted “narratives help us interpret the world” (p. 29). By following a narrative inquiry 

design, the stories of the participants’ lived experiences were conveyed in relation to their 

daily work within the E5 and the school district in which they are employed. According 

to Eisner (1998), “qualitative inquiry infuses the ordinary events of daily life” (p. 15). 

Narrative inquiry design was the most appropriate fit for this study: 

People shape their lives by stories of who they and others are and they interpret 

their past in terms of these stories. Story, in the current idiom, is a portal through 

which a person enters the world and by which their experience of the world is 

interpreted and made personally meaningful. Narrative inquiry, the study of 

experience as a story, then, is first and foremost a way of thinking about 

experience. Narrative inquiry as a methodology entails a view of the 

phenomenon. The use of narrative inquiry methodology is to adopt a particular 
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view of experience as phenomenon under study. (Connelly & Clandinin, 2006, p. 

375) 

Connelly and Clandinin (2000) compared narrative inquiry research to a search. 

“Narrative inquiry carries more of a sense of continual reformation of an inquiry than it 

does a sense of problem definition and solution” (p. 124). Narrative inquiry can be 

explained as the study of experience understood as stories as participants perceived it. 

Simply put, it is a way of thinking about and studying the experiences of others. 

According to Clandinin and Rosiek (2007), 

Narrative inquiry is a ubiquitous practice in that, human beings have lived out and 

told stories about that living for as long as we could talk. And then we have talked 

about the stories we tell for almost as long. These lived and told stories and the 

talk about the stories are one of the ways that we fill our world with meaning and 

enlist one another’s assistance in building lives and communities. (p. 35) 

Clandinin and Rosiek (2007) also noted a Deweyian view in which “experience is 

understood as the continuous interaction of human thought with our personal, social, and 

material environment” (p. 39). Additionally, they added this environment “shapes the 

kinds of questions asked and method employed” (p. 43). They also emphasized the 

importance of a narrative inquirer to understand and learn from the process to strengthen 

the future of the field itself. 

The stories of the teachers of the E5 are critical in illuminating potential aspects 

of media literacy education in relation to educational technology, how they are 

implemented, how they may relate, and the successes and failures in doing so. Although 

qualitative research cannot reveal the everyday thoughts and actions of teachers in 

context, it can however serve as the best way to illuminate their stories in a narrative 

style. According to Eisner (1998), “not everything can be said in a test score; for some 
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things we need literary forms” (p. 23). The living stories of teachers serve as a narrative 

data that can influence and guide teaching practices. 

Narrative inquiry is a way of understanding and inquiring into experience through 

“collaboration between researcher and participants, over time, in place or series of places, 

and in social interactions with milieus” (Connelly & Clandinin, 2000, p. 20). Noddings 

(1986) noted the importance of fidelity to relationships when ethically considering the 

collaboration process between researcher and participants within a narrative study. The 

relational aspect of narrative inquiry is unique and requires responsible consideration to 

maintain accuracy of each participant’s story and fairness in interpretation. 

According to Eisner (1998), “if qualitative inquiry in education is about anything, 

it is about trying to understand what teachers and students do in the settings in which they 

work” (p. 11). It was my goal to express the work of the E5 narratively as their 

professional journey over time in their classrooms and as a group. It was also my goal to 

commit responsibly with research integrity to each relationship with each participant in 

order to maintain accuracy in sharing their personal accounts. 

 Eisner (1998) noted six features of qualitative study. These include the study 

being field focused or existing in a “naturalistic setting” (Lincoln & Guba, 1985, p. 35); 

the researcher as an instrument which conducts observations, interviews, and critiques; 

the qualitative study is its “interpretive character” (p. 35); the use of voice and expressive 

language; focus on the details; and containing a criteria for measuring success with 

“coherence, insight, and instrument utility (p. 39). These six characteristics of qualitative 

study will be focused upon for the accuracy and detail of each participant’s narrative 

story.  



68 

Site and Participants 

When discussing site of the research study, Eisner (1998) discussed the need for 

qualitative research to be “field focused.” “On the whole, qualitative researchers observe, 

interview, record, describe” (Eisner, 1998, p. 32). He continued by noting the critical 

need for research to take place in the field. This research will take place in the field – 

more specifically a school setting. 

The research was conducted at a Central Texas school district that has 

approximately 1,600 students. This school district consists of one primary, one 

elementary, one middle, and one high school. As a collective whole, the district contained 

26% economically disadvantaged students, less than 2% limited English proficiency, and 

27% at-risk students (Texas Education Agency, 2012). According to the Texas Education 

Agency for the 2011-2012 academic school year, the ethnic distribution of this school 

district consisted of 83% White, 13% Hispanic, and 1% African-American. 

There were 112 teachers in the district with the average years of experience being 

14.6 during the time of data collection. Additionally, the average years of teachers 

working in this particular Central-Texas school district was 9.4. The student to teacher 

ratio in the classroom was 14:1 (Texas Education Agency, 2012). 

The E5 consists of six members, all whom have agreed to participate in both the 

pilot and larger study. Narrative inquiry is an appropriate research design when collecting 

stories of lives of a small group of people (Creswell, 2007). When selecting participants, 

Merriam (1998) suggests using purposeful sampling as a good fit. The author defined 

purposeful sampling as choosing participants who are most knowledgeable about the 

topic at hand. “In purposeful sampling there exists an underlying assumption that the 
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investigator wants to discover, understand, and gain insight and therefore must select a 

sample from which the most can be learned” (Merriam, 1998, p. 61). More specifically, I 

selected the members of the E5 based on criteria based purposeful sampling. By working 

with each member of the E5, a greater understanding of their processes took place based 

on the Merriam definition of purposefully sampling. This study’s primary purpose was to 

gain insight into the experiences of the E5 and illuminate their work, therefore making 

the six members of the group the most knowledgeable for this exploration. This study 

was limited, by purposeful sampling, to only the immediate members of the E5. Each of 

the six E5 members and their two district coordinators are the original group members 

and have remained affiliated to the group for the entire period. Additionally, it is 

important to note that no new members were added to the E5 during the span of this 

study. All of the names in this study are pseudonyms for the purpose of maintaining 

anonymity. The following is background information about each member of the E5: 

 

Teacher 1 

Jenna teaches at the middle school level. At the time the data were collected, she 

taught sixth grade English language arts and was the department chair; Jenna has now 

moved to an instructional coach role on the same campus. She holds a B.S. in Education 

and has been a teacher for 10 years. She has been with this particular district for seven 

years. 
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Teacher 2 

Kay teaches at the high school campus as a science teacher. She holds a B.S. in 

Zoology and a secondary teaching certificate in 6-12 biology and 8-12 composite science. 

She has been a teacher for 17 years and with the district for four years. 

Teacher 3 

Holly teaches at the high school campus. She currently teaches all levels of 

Spanish. She holds a B.A. in Spanish and Secondary Education with additional majors in 

Speech Communications and Business Administration. She has been teaching for 15 

years with the past six years being in this particular district. 

Teacher 4 

Diane teaches at the middle school campus. She currently teaches seventh grade 

science and is the Science department chair. She holds a B.S. in Education. She has been 

teaching for 24 years. She has been teaching at the district for 14 years. 

Teacher 5 

Darlene is a third grade teacher at the elementary campus. She holds a B.S. in 

Education and is also G.T. certified by the State of Texas. She has been a teacher for 26 

years. She has been teaching within this district for 11 years. 

Teacher 6 

Bree is a first grade teacher at the primary campus. She holds a B.S. in Family 

and Consumer Science Grades 6-12. Additionally, she is a certified elementary teacher 
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with a PreK/Kindergarten endorsement. She has been teaching for 21 years, with 20 of 

those years taking place at her current school campus. 

 

Technology Coordinator 1 

Julia is the District Instructional Technology and Media Services Director. She 

holds a Master’s of Library Science degree as well as a B.S. in Education. She is a State 

of Texas certified librarian as well as an 8-12 English Language Arts teacher. She has 

been working in education for eight years and has been employed with this district for 

three years. She was a co-creator of the E5 and asked the six original and current 

members to join. 

 

Technology Coordinator 2 

Josie is the Technology and Information Services Director for the district. She has 

a B.S. in Biology. She has been in education for 18 years and has been employed with 

this district for 10 years. She was a co-creator of the E5 and asked each member to join. 

For this study, it was of great value that each member’s story be represented to 

form the most complete and accurate narrative as possible. It was also important to 

include information from the coordinators of the E5 in order to have a more complete 

understanding of the full background, processes, and functions of the group. While the 

focus of the narrative data was to remain centered on the six teacher participants, it was 

also meaningful to include data collected from the district coordinators as well.  

 

Context of Study 

The E5 is a group of teachers in a rural Central Texas school district who 

voluntarily formed a group that actively meets to discuss, learn, and share ways to 
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integrate new technology tools within the classroom. The group consists of six teachers 

and two technology coordinators and represents various PK-12 grade levels and content 

areas. 

The E5 began its work in 2011 and contains the original members in 2013-2014. 

Each was asked to become a member by the two technology coordinators for the district 

and all six agreed to be a part of the group. After attending the Texas Computer 

Educators Association annual conference that same year, the participants were inspired 

by the “Embark, Engage, Empower, Energize, and Educate” theme from the conference 

that year and chose to name their newly formed committee the E5. Mostly during the first 

year, the group’s work was support and planning with each other. 

During the second year after the E5 formed, they led their first DigiCamp (a 

summer camp to learn new tools for both teachers and students funded by a local 

education foundation), attended the Texas Computer Educators Association conference 

held in Austin, Texas, and began learning new technology tools with students. 

Additionally, the E5 met monthly to discuss various issues pertaining to technology 

integration. During these meetings, the group also shared successes as well as failures 

pertaining to their use of various technology tools in their classroom. District policy was 

often reviewed and obstacles shared. 

During the third year (2012), the E5 contained the same original six members. 

They presented their work from the previous year, including their experiences hosting 

DigiCamp, at the TCEA annual conference. Additionally, they continued to meet 

monthly to discuss more focused issues and ideas such as teaching technology tools, 

teacher leadership, and feedback from students. The group set both individual and 
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collective goals and began to mentor other teachers on their campuses with technology 

integration. 

During their fourth year after forming, the E5 expanded their goals to include the 

formation of fuse groups (teams led by each original member on their respective 

campuses), digital citizenship, DigiCamp, and a technology wellness program initiative. 

All six of the original members remain intact and are now leading other smaller pods on 

their own campuses. They also have helped with the district technology wellness program 

and lead professional development seminars for the district. The wellness program 

included tracking and coding various levels of technology integration in the various 

classrooms to encourage greater depth in the use of technology beyond tool replacement. 

For example, collaboration with other students in another country via technology would 

be considered at the highest level of the technology wellness program, thus gaining the 

most points. The points were tied to incentives for each teacher participating in the 

program. The E5 led and modeled these tools for other teachers through these 

professional seminars that they hosted. These generally took place in the evenings once a 

month with mixed attendance depending on the topic or tool being taught.  

 

Gaining Access  

 Due to the nature of this research study, it was necessary to conduct a pilot study 

prior to the larger study. From this pilot study, appropriate approval by both district and 

campus leaders was made (Appendixes A and B). Additionally, it was necessary to gain 

approval prior to the study from the E5 members themselves due to questions of group 

cohesion and privacy. After inquiring if the E5 members might be interested in 

participation in the study, all participants signed full consent forms for the pilot study 
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(Appendix C). Institutional Review Board approval was received prior to the beginning 

of the pilot study (Appendix D). 

Parameters for the pilot study were set before I was allowed to attend the E5 

meeting (this took place at their first meeting of the school year in September 2013). The 

two technology coordinators, serving as gatekeepers for the study, were my initial 

contacts. My rapport with them had determined access to the district, individual 

campuses, and the E5 itself. During the pilot study field notes, observations, and 

background questionnaires were utilized. Each E5 member completed and submitted an 

electronic version of the background questionnaire (Appendix E) via Google Docs. This 

information allowed me to better understand and know the personal and professional 

history of each member. Six out of six members successfully completed and submitted 

the questionnaire during the pilot study parameters and time frame. 

At the completion of the pilot study, new campus approval forms (Appendix F) 

and E5 consent forms (Appendix G) were obtained in order to have approval to continue 

the study without disruption. IRB approval was also obtained (Appendix H). Due to the 

nature of the narrative inquiry methodology and the need for continuity without 

disruption, these approvals were necessary. Additionally, it was critical that the 

researcher obtain support and consent from the district superintendent. Prior to both 

phases of the study, I met with the superintendent and consent to study the group was 

obtained. 

Data Collection 

Connelly and Clandinin (2000) cited that within narrative research, data can be 

collected from multiple sources of data such as autobiography, journals, letters, field 
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notes, conversations, interviews, documents, photographs, and social artifacts. This 

research study utilized artifacts, observations with reflective field notes, and interviews. 

Most utilized and the primary source of data collection was the personal interviews with 

each member of the E5. Data were also collected for this study by means of artifacts, 

researcher observations with reflective field notes, and interviews. “The most important 

sources of data are observations of teachers and classroom life and teacher interviews” 

(Eisner, 1998, p. 81). Although much information can be gained from observations, field 

notes, and analysis of artifacts, Thomas (2003) summarized the researcher has more 

flexibility when conducting an interview versus a questionnaire. As Yin (2009) noted, 

evidence should include multiple sources such as documentation, interviews, 

observations, and physical artifacts. In this study, I utilized multiple forms of data 

collection in order to present the complete narrative story of the E5.  

A questionnaire (see Appendix E) seeking background information about each 

individual member of the E5 was given during a pilot study conducted in the fall of 2013. 

From this, the researcher was able to conduct a more informed semi-structured interview. 

Additionally, the pilot study served as a way to gain access and gain rapport with the 

members of the group. According to Creswell (2007), “gaining access to sites and 

individuals involves several steps in relation to narrative study” (p. 123). From the pilot 

study, the researcher was able to follow the appropriate steps in gaining access and 

building rapport with the E5 and the educational community at large.  

 Artifacts were collected from the E5 for this narrative study. These included 

monthly meeting agendas, email conversations, and conference or professional 

development presentation materials. These artifacts were collected from the members of 
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the E5 and used by their permission. All names and identifying labels were removed for 

confidentiality purposes. 

Observations with reflective field notes were collected during each of the monthly 

E5 meeting that took place on the first Tuesday of each month in the high school library. 

The E5 met at 4:00 P.M. and lasted for approximately one hour. During these meetings, 

the researcher observed the members of the E5 as they work through the meeting agenda 

to address each item and concern. Additionally, the researcher transcribed the notes taken 

and included reflective field notes in the process. 

As described by Yin (2009), “One of the most important sources of information is 

the interview” (p. 106). Interviews were the most important data of this narrative research 

study. The researcher utilized a loose-question and response guided approach, as 

described by Thomas (2003), when conducting interviews. Thomas stated the purpose of 

the loose-question approach “is to illicit respondents’ interpretation of a very general 

query” (p. 63); during the response-guided approach, “the interviewer begins with a 

prepared question, then spontaneously creates follow-up queries that are logical 

extensions of the answers the interviewee has given to the opening question” (p. 64). 

As Yin (2009) suggested, “The interviews will be guided conversations rather 

than structured queries” (p. 106). However, as described by Creswell (2007), there will 

be an interview protocol. The interview protocol included the following parameters. Each 

interview would be video-taped, pending permission of each participant, in order to 

create more accurate transcription for analysis. All six of the participants were 

interviewed for approximately one hour in length. Each interview took place on the 

school campus in which the E5 member is employed. The interviews were conducted 
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during the group member’s conference time, before, or after school to allow for adequate 

time. Interview questions were designed based on information gathered during the pilot 

study that took place during the fall semester of 2013 (Appendix I). Additionally, the 

research questions were each related to using media literacy as the framework. 

In addition, reflective notes were written after each interview session and 

throughout the transcription process. According to Creswell (2007), initial researcher 

thoughts and descriptive summaries are commonly used in narrative research. These 

researcher notes assisted in formulating follow up interview questions (if needed) as well 

as serve as a way to illuminate possible patterns emerging from the data for later theme 

development. 

The artifacts, observations with reflective field notes, and interview data was 

stored on a computer and IPad, and backed up in a drop-box storage system. 

Additionally, printed copies of the transcripts were stored in a locked file cabinet. From 

this data, artifacts, observations, and interviews, a well- rounded narrative story emerged 

and each E5 member’s experience was illuminated for a complete image of each member 

of the E5. These three sources of data provided for appropriate triangulation. 

 

Data Analysis 

Data analysis took place, as described by Creswell (2007), by collecting and 

organizing the data, applying a content analysis to the narratives based on key terms of 

media literacy, by coding the data according to themes that emerged, and by converting 

the data into a narrative or story. Data analysis took place throughout the data collection 

process. Once an interview was completed, reflective notes and transcription immediately 

followed. As stated by Creswell (2007), “the processes of data collection, data analysis, 
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and report writing are not distinct steps in the process-they are interrelated and often go 

on simultaneously in a research project” (p. 150). This simultaneous procedure was best 

described as a spiral process. 

In this study, the spiral process began with the data collection by means of 

individual interviews. The interview data entered the spiral. The data was transcribed and 

managed through a computer filing system. Next, note taking tool place followed by 

describing, classifying, and interpreting themes and patterns (Creswell, 2007). 

Additionally, a content analysis took place in which the researcher searched the narrative 

data for the presence of key words of media literacy. 

Each individual E5 member’s account was analyzed and coded. This process of 

open coding allowed for the identification of emergent themes (Denzin & Lincoln, 2000). 

Specific code names or labels were developed in relation to media literacy terminology as 

the data were analyzed. Once the data was coded, through the process of pattern 

matching, categories were developed and themes emerged. Patterns and themes related to 

access and equity for students and time restraints for teachers were expected. 

Once categories were established, specific themes were then expressed in 

individual E5 member’s narratives. In this portion of data analysis, the participants’ 

accounts were restoried. The restorying process is one in which the researcher 

reorganizes the stories into a general type of framework with an emphasis on key 

elements of the story and with a focus on chronology (Creswell, 2007). For this study, the 

framework of media literacy was applied to the key elements of the story. 

More specifically, for Research Question 1, the researcher matched key terms 

used as media literacy to the narrative data. For instance, examples of these terms 
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included words such as message, representation, stereotype, access, analysis, evaluation, 

creation, consumerism, deconstruction, image, audience, techniques, values, question, 

challenge, ethics, citizenship, multimedia, viewing, worldview, safety, privacy, 

communication, choice, information, interactive, convergence, text, interpret, and 

credibility. Although this list is not exhaustive, it served as a representational list 

encompassing of media literacy.  

Additionally, for the second part of Research Question 1, the researcher utilized 

the five core concepts and five key questions of media literacy to analyze the data (Table 

5). 

 

Table 5 

Core Concepts and Key Questions Used to Analyze Data 

 

Keyword Five Core Concepts Five Key Questions 

Authorship All media messages are 

constructed. 

Who created this message? 

Format Media messages are constructed 

using a creative language with its 

own rules. 

What creative techniques are used 

to attract my attention? 

Audience Different people experience the 

same media message differently. 

How might different people 

understand this message differently 

from me? 

Content Media have embedded values and 

points of view. 

What lifestyles, values, and points 

of view are represented in or 

omitted from this message? 

Purpose Most media are organized to gain 

profit and/or power. 

Why is this message being sent? 

Note. (Center for Media Literacy, 2005). 
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For Research Questions 2 and 3, the researcher noted emerging themes related to 

media literacy components. These themes were predicted to include ideas about target 

audience, diverse points of view, attention-getting techniques, constructed messages, 

democratic participation, lifelong learning, intellectual property, critical thinking, 

multiple literacies, pop culture, social action, relating the living room to the classroom, or 

message shaping. 

Role of Researcher 

Eisner (1998) stated the need for the researcher to be an “educational 

connoisseur” by incorporating both appreciation and criticism to the data collection and 

field work (p. 81). “The ability to make fine-grained discriminations among complex and 

subtle qualities is an instance of what I call connoisseurship” (Eisner, 1998, p. 63). He 

continued his thought by adding, “learning to see what we have learned not to notice 

remains one of the most critical and difficult tasks of educational connoisseurs” (Eisner, 

1998, p. 77). Additionally, Eisner noted that the data sources for educational connoisseurs 

are many, but relies heavily on observation and interviews. “Educational connoisseurs 

not only watch and see, they talk to others and listen to what they have to say” (Eisner, 

1998, p. 81). Eisner’s use of the term educational connoisseur applied to my own 

personal experiences as both an instructor of pre-service teachers in their field work 

experiences and as a pedagogical researcher during my doctoral work. 

As mentioned in Chapter 1, I had a unique position as the researcher and principal 

investigator of this study. Because of this, careful consideration of researcher bias was 

taken into account. I also paid particular attention to ethical matters as the research data 

was collected and the data was analyzed. Additionally, I was extremely mindful of the 
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responsibility placed on me, as the primary researcher, to convey accurately the lived 

stories of the members of the E5 and relationship commitment I had formed with each 

participant in this narrative study. Issues of anonymity and confidentiality were added as 

being of importance and focus. 

 

Trustworthiness 

 This study utilized Lincoln and Guba’s (1985) naturalistic perspective on 

validation strategies. In order to establish trustworthiness of a study, Lincoln and Guba 

(1985) use terms such as credibility, authenticity, transferability, dependability, and 

confirmability. In order to ensure trustworthiness, specific strategies were applied to the 

overall research process of this study. 

 The research methodology, including data collection, analysis, and interpretation 

underwent peer review as an external check of the research process and confirmability. 

This process provided an outside perspective to the research process and offsets any 

possible oversights held by the researcher. For this study, three peers also conducting 

qualitative research dissertation studies served as this clarifying outside perspective. 

These three, who are part of a writing group that was formed during the doctoral degree 

process, acted as both peer reviewers and editors. According to Lincoln and Guba (1985) 

the purpose of debriefing included:  

 through analytical probing a debriefer can help uncover taken for granted 

biases, perspectives and assumptions on the researcher’s part 

 through this process the researcher can become aware of his/her posture 

toward data and analysis 

 this is an opportunity to test and defend emergent hypotheses and see if they 

seem reasonable and plausible to a disinterested debriefer 

 provide the researcher with an opportunity for catharsis (p. 308) 
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For example, on one specific weekend, a retreat was held in another town in order to 

discuss data analysis results and test emergent themes found by the primary researcher. 

Another example included informal lunch meetings in which the peer group debriefed 

one another about various aspects related to the findings and results of this study. This 

peer debriefing team, over the time of this study, became my wise council and confidants 

in the process, my catharsis. 

In addition to peer review, authenticity and dependability was established by 

conducting member checks with the participants. Member checking “involves taking 

data, analyses, interpretations, and conclusions back to the participants so that they can 

judge the accuracy and credibility of the account” (Creswell, 2007, p. 208). According to 

Eisner (1998), those knowing the details, parameters, and goals of the study most 

appropriately conduct these member checks. During the research process, member checks 

conducted by the E5 members were used to ensure accuracy in the narratives being told. 

Additionally, the interviews, observations, and artifacts acted as a triangulation method 

for member checking data. Emerging themes and stories were also member checked for 

validity. At the completion of the data analysis and narrative stories, each narrative story 

was checked for validity by the members of the E5. This was done to ensure the accuracy 

of the information and stories told, and to allow for members of the E5 to add 

background information to better paint a complete picture of the study as a whole. 

Next, triangulation is a means to authenticate and make credible the E5 story. In 

triangulation, multiple and different sources, methods, investigators, and theories are 

utilized to provide corroborating evidence (Creswell, 2007). For this study, the six 

participants’ interviews, in conjunction with researcher observations with reflective field 
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notes, and artifacts, function as these multiple sources of data. Additionally, my role as 

researcher in this school district contributed to the credibility of this study. Being a 

knowledgeable member of this educational community assisted in making the 

verisimilitude of the study credible.  

 The narrative story of this research included rich, thick descriptions of each 

member of the E5, the research setting, and the meeting dynamics. These rich 

descriptions “allow the readers to make decisions regarding transferability” (Creswell, 

2007, p. 209). According to Merriam (1998), this “involves leaving the extent to which a 

study’s findings apply to other situations up to the people in those situations” (p. 211). In 

order to maximize user generalizability, rich descriptions was provided “so that readers 

will be able to determine how closely their situations match the research situation, and 

hence, whether findings can be transferred” (Merriam, 1998, p. 211). The results of this 

study may not be transferrable to every school district or professional development 

program, the researcher hoped to gain an insight into the E5 and illuminate their work in 

educational technology integration and media literacy. In addition, the stories of the E5 

will potentially resonate with readers.  

 There were various limitations to this study. Specifically, the data collected from 

both the observations and interviews was only allowed to be transcribed and not audio or 

video recorded. Only field notes and reflective notes were collected along with the 

interview notes. This limitation was based on researcher access and confidentiality 

concerns. This affected the generalization of the study’s findings due to issues of concise 

data collection by the researcher. Additionally, this could also restrict the scope of the 

study.  
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Gaining an appropriate level of trust by the participants was another limitation to 

this study. While each member of the E5 consented to the observation of the group 

meetings and individual interviews, trust and gaining participants’ confidence was a 

limitation. While the pilot study did assist the researcher in gaining trust, openness of the 

participants served as a limitation to the study. 

Conclusion 

As stated, the purpose of this narrative study was to gain understanding of the 

teachers that have formed the group called the E5 to address instructional technology 

integration in a rural community school setting. From their integration efforts, the 

research study offered opportunities to gain insight as to how and whether or not 

educational technology could be a means to integrate media literacy principles. 

This chapter introduced the methodology that was employed during the research 

study. The research design, population and sample, data collection, data analysis 

methods, and trustworthiness were discussed. The research took place in a Central Texas 

school district during the 2014 school year. The researcher gained a greater 

understanding of the research questions through observations with reflective field notes, 

artifacts, and interviews. The data was then analyzed for emerging themes and narrative 

stories were formed based on the collected data. Next, the study’s results and findings 

will be formulated and explained in Chapter Four of this study. 
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CHAPTER FOUR 

 

Results 

 

Media literacy is the 21st century version of literacy beyond print literacy. It is 

defined as “the ability to access, analyze, evaluate, and communicate information in a 

variety of forms” (National Association of Media Literacy Education, 2007, para. 1). 

Experts in the field emphasize the importance of digital and media literacy in order for 

students to be able to think critically about the world around them. Tyner (1998) noted 

media literacy is not simply the use of technology tools. “Media education expands 

literacy to include reading and writing through the use of new and emerging 

communication tools. It is learning that demands critical, independent and creative use of 

information” (Tyner, 1998, p. 196). Media literacy challenges both students and teachers 

alike to think carefully and critically about the media and new technology tools. 

In this chapter, I provide a description of the research results from the 

investigation of one instance in which educational technology has been integrated into the 

classroom. The purpose of this narrative study was to gain understanding of the teachers 

that formed the group called the E5 (named for the Texas Computer Educators 

Association conference theme Embark, Engage, Empower, Energize, and Educate) to 

address instructional technology integration in a rural community school setting. With 

this study, I explored, to what extent media literacy principles are also being used in the 

classroom along with integrating technology into the curriculum. The following 
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overarching question guided this study: What are the lived experiences of the E5 

members?  

Research Questions 

As stated in Chapter One, I sought to tell the story of the E5 and its members to 

illuminate their lived experiences while integrating new technology tools into their 

classrooms. In order to accomplish the stated purpose and discover what emerged from 

their work, the following questions guided this study: 

1) To what extent do media literacy principles emerge in the technology

integration efforts of the E5 members? 

a. Are media literacy terms used within group discussions or by individual

members in reference to their own classroom applications? 

For instance, examples of these terms include words such as message, 

representation, stereotype, access, analysis, evaluation, creation, 

consumerism, deconstruction, image, audience, techniques, values, 

question, challenge, ethics, citizenship, multimedia, viewing, worldview, 

safety, privacy, communication, choice, information, interactive, 

convergence, text, interpret, and credibility. 

b. Do the 5 core principles and 5 key questions of media literacy appear in

group or individual classroom applications? 

The five core concepts and five key questions include: 

1. Media messages are constructed / Who created this message?

2. Media messages are targeted to audiences / What techniques are used

to gain attention?

3. Different people perceive media messages differently / How might

others understand this message differently?



 

87 

4. Media have embedded values and points of view / What lifestyles and 

values are portrayed in this message? 

5. Most media are organized to gain profit or power / Why was this 

message sent? (Center for Media Literacy, 2005, p. 1) 

 

2) What attitudes toward new, multiple, and critical literacies do the E5 members 

demonstrate in their district work together and in their own classroom 

applications? 

3) What technology questions or issues from the E5, working together and  

on their individual projects, emerge? 

In the following sections, I discuss: (a) a profile of the participants; (b) information 

regarding the E5 meetings; and (c) results from each research question in correlation with 

media literacy principles based on the media literacy framework. 

 

Participant Demographic Data 

The E5 was a group of teachers in a rural school district in Central Texas whose 

primary focus was technology integration into the classroom. The E5 consisted of six 

teachers representing various campuses, grade levels, content areas, and years in the 

profession. Additionally, the group was led by two district technology and media center 

coordinators. The group had been in existence for three years and had currently grown to 

support smaller pod groups on various campuses with the original members each leading 

a pod.  

The pod groups or fuse learning groups, as referred to by the E5, consisted of 

various teachers on each E5 member’s home campus who are interested in learning how 

to better integrate technology into their classrooms. Fuse learning or pod group members 

were also part of the district’s technology wellness program and were seeking to gain 



88 

additional technology tools in their own classrooms. Each fuse learning group or pod was 

led by an E5 member with meetings held monthly. The leading E5 teacher was 

responsible for meeting agendas, sharing information discussed at the monthly E5 

meeting, tracking each fuse learning member’s technology wellness points, and 

supporting the members with new and their own technology integration endeavors. 

For purposes of this study, participants and data collection were limited to only 

the original members of the E5 itself. Fuse learning groups or pods are not a direct part of 

this study. 

E5 Members 

Teacher 1 – Jenna 

Jenna teaches sixth grade English language arts and is the department chair at the 

middle school level (at the time the data was collected). She has now moved to an 

instructional coach role on the same campus. Jenna holds a B.S. in Education and has 

been a teacher for 10 years. She has been with this particular district for 7 years. 

Professionally, she reflected upon her work: 

Many of my family members are teachers and so I have always known that 

teaching is what I wanted to do. I truly believe that teaching was a calling for me 

and I have never regretted the decision. I taught sixth grade for 11 years. I love 

teaching middle schoolers. The last two years I went back to school for my mid-

management degree. I will graduate in May. I love the instruction part of 

education. I don’t want to be a principal. I would like my career to go more into 

the curriculum and instruction side of education. Currently, I am the instructional 

specialist at the middle school. This is the first year for this position. I have 

learned a great deal and I continue learning more daily. 

Her hobbies included watching her children play sports and being involved in 

extra-curricular activities. She also enjoys going to the movies and exercising when she 

gets a chance. 
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Jenna describes herself as a laid back, easy going person. She added, “I get along 

with pretty much everyone and want everyone to be happy. I do not like confrontation, 

but will confront if I feel strongly enough about the situation.” She also added, “I am 

family oriented. When I think of family, I include my work family and friends as well. I 

want to do what is best for kids and our future.” 

 

Teacher 2 – Kay 

Kay teaches at the high school campus as a science teacher. She holds a B.S. in 

Zoology and a secondary teaching certificate in 6-12 biology and 8-12 composite science. 

She has been a teacher for 17 years and with the district for four years.  

She enjoys animals of all kinds and lives on a farm outside of town. “I would 

have 50 animals if I could, but my husband won’t let me!” Kay also enjoys boating and 

tubing. “I stink at skiing, but I would love to be good at it.” 

Her hobby and love is traveling, but “on a teacher’s salary I don’t get to go too 

often.” We usually go to Port Aransas, San Antonio, Greune, Fredericksburg “and other 

places not too far away when we need a small adventure.” Her big adventures include 

Mexico, California, and Florida. Her dream is to go to Paris or London, but an African 

safari would be the most exciting dream travel. 

She summarized her goals by saying: 

I would hope to raise happy and healthy children that contribute positive things to 

the world, and I hope to do the same. I am not sure if I will ever do anything other 

than teach science. I think I would maybe like to try my hand at helping people 

with instruction and using technology in instruction.  
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Teacher 3 – Holly 

Holly teaches at the high school campus. She currently teaches all levels of 

Spanish. She holds a B.A. in Spanish and Secondary Education with additional majors in 

Speech Communications and Business Administration. She has been teaching for 15 

years with the past six years being in this particular district. Holly has an extensive 

background in adult education and language. 

Holly personal hobbies include collecting antiques, reading, walking, mission 

work, improving her Spanish skills, and traveling. Holly describes herself as a follower of 

Jesus, introvert, leader, independent, organized, creative, adventurous, dedicated person. 

Accordingly, her goals included, “to always be on the path God has created for me, to be 

a good wife, a good mother, and a good teacher.” 

Teacher 4 – Diane 

Diane teaches at the middle school campus. She currently teaches seventh grade 

science and is the science department chair. She holds a B.S. in Education from a local 

university. She has been teaching for 24 years. She has been teaching in the district for 14 

years. Additionally, Diane created and teaches a science elective class for middle school 

students to have further access to lab work. According to Diane, “Our faith in Christ is 

where we find our guidance.” 

Teacher 5 – Darlene 

Darlene is a third grade teacher at the elementary campus. She holds a B.S. in 

Education and is also Gifted and Talented certified by the state of Texas. She has been a 
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teacher for 26 years and has extensive experience in both math and science for upper 

elementary grades. She has been teaching within this district for 11 years.  

Darlene reflected upon a story that guided her into becoming a teacher: 

I grew up struggling in school. I always felt like I did not learn in the same way or 

pace as other students did. Both of my parents were in education so I was always 

pushed and did extra work at home. As much as I could have hated school I told 

myself that I was going to become a teacher and make it easier for all kids to 

learn. My dad was really my inspiration for becoming a teacher. He grew up dirt 

poor on a farm. His mother died when he was 3 and his dad left shortly after that. 

He was raised by an aunt and worked in the fields picking cotton most of the time. 

He knew he wanted to make something of his life to help others and escape the 

place he was. My dad worked at a grocery store here and paid his own way 

through college to get his degree in Education. While I was in elementary school, 

my dad went to college at night and during the summers to get his Master’s 

degree. He wanted to be better than what life had given to him. He always 

encouraged me to be what I wanted to be, no excuses. Thus, I became a teacher. 

My first teaching job landed me in a school district with a low-socioeconomic 

population. This was back in the day when teachers had to go every summer and 

earn professional development hours for the state. I loved going to them because I 

wanted to know all I could not only about core material but also child 

development, learning styles, and brain research. I was driven to know more 

about how kids were wired in their learning. It opened my eyes to understanding 

what I went through in school. They were wanting all kids to learn the same way, 

and there was only one way, the way the teacher taught it! What a huge relief it 

was to me to know that every child is different and that we need to meet that child 

where they are and find a way learning works for that child. I did not have to put a 

square peg into a round hole! I have always been passionate about my students, 

they are an extension of me. I hurt when they hurt. Even with the 27 years I have 

been in the classroom, I still want to learn more and grow. I want to try new 

things. The kids are changing and I have to change too. 

 

 

Teacher 6 – Bree 

Bree is a first grade teacher at the primary campus. She holds a B.S. in Family 

and Consumer Science Grades 6-12. Additionally, she is a certified elementary teacher 

with a preK/kindergarten endorsement. She has been teaching for 21 years, with 20 of 

those years taking place at her current school campus. Additionally, Bree grew up in this 

community from the time she was in the second grade and attended a local university.  
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Bree said her hobbies are limited but “loves spending time with my family”. She 

enjoys baking and cooking and shopping with her daughters. She also likes to watch a 

good comedy or mystery movie (at home or at the theater). 

Bree mentioned that her goal or dream is to watch her girls finish school and 

college and begin their own families. “I pray I have been a good role model to them.” Her 

professional goal in her career is to prove to the district that: 

I can benefit all students with my knowledge of technology by becoming a 

campus technology integration teacher. I want to exit the regular classroom and 

work with all the teachers and students in my building so that all the kids can 

benefit from what I have learned about technology over the past four years. I want 

to help the teachers learn how to use and integrate technology into their lessons 

and classrooms. I want to bring classes of kids into the lab and do activities and 

lessons with them. I know how hard it is to fit new and exciting tech lessons into 

my day and I know that is why most teachers don’t attempt to do this like I do. I 

want to help them and do the extra work for them by creating lessons and 

teaching their kids. (The best part is . . . the teachers will learn alongside their 

students when I work with them.) I know right now, the district doesn’t have the 

money for such a position, but with the huge demand for our kids to keep up in 

the area of technology, I know that the demand for this position isn’t too far down 

the road---I hope anyway.  

Bree describes herself as a happy, outgoing person. She loves to make a 

difference in the day of everyone she encounters, kids and adults alike. “I want to leave 

someone better than how I found them. I like to make people smile before I walk away.” 

She added a personal reflection: 

My mom’s illness and death six years ago changed my life forever. I realized that 

you have to focus on the good and positive of every day and never take anything 

for granted. I miss her every second of every day, but I learned so much about 

myself and about life through her death. I love life and people like she did. I let 

the little things go and focus on the good in my day and in the people who 

surround me. I feel like I am the person that I am today because of my wonderful 

parents. I have always been close to both of them, but after my mom passed, my 

dad and I have become SO close. He is the kindest, most honest, giving, sincere, 

Christian man I have ever met. I hope that I can be half the person he is! He and 

my mom have been the biggest influences in my life and as an adult, my dad is 
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still my biggest hero because for who he is to me and to everyone who knows 

him. He is an amazing man!  

 

 

Technology Coordinator 1 – Julia 

Julia is the District Instructional Technology and Media Services Director. She 

holds a Master’s of Library Science degree as well as a B.S. in Education. She is a Texas 

certified librarian as well as an 8-12 English Language Arts teacher. She has been 

working in education for eight years and has been employed with this district for three. 

Julia also supervises four librarian/media specialist on each campus that are in charge of 

the various school libraries. She helped create the E5 and asked the 6 original and current 

members to join. 

Julia’s hobbies include sports. “I’m a sports nut. If there’s a competition I will 

watch it. I spent several days this summer learning the rules of cricket just because they 

were constantly showing games on my WatchESPN app.” She also considers herself a bit 

of a pop culture fan.  

Half of what I say is likely a quote from some movie or TV show and half of what 

I hear reminds me of a quote from something. It’s a little ridiculous, and I think it 

drives people I know crazy because they never know what I’m talking about. 

 

Julia has a dry sense of humor and “am way too sarcastic for my own good.” She 

described her personality as: 

I’m not a big social butterfly, and I’m pretty comfortable in my own skin. I don’t 

want people to dislike me necessarily, but if they do, they do. I’m not one to 

change too much just to please others . . . which may be a bit of a paradox, 

because I will bend over backwards for my family and/or coworkers if they need 

something. 

 

Julia joked about her dreams and goals for her life by stating: 

My semi-joke dream is to work as a waitress at Cracker Barrel someday. I tell 

people that all the time. There is something about that sort of a job that appeals to 
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me. You get the opportunity to make someone’s day by providing awesome 

service, and when you go home you don’t really have to think about anything 

work-related.  

When speaking more seriously, she noted that her personal goal was to be a good 

mom to her two children: 

I want them to be well-rounded and aware of the world they live in and know that 

they can count on me for anything. I know that you understand how lofty a goal 

that actually is. Being a mom is the hardest thing I’ve ever done. Professionally, 

my overarching goal is to do something that matters for students. When you are 

outside the classroom, it can be hard sometimes to keep that focus and harder still 

to see the impact you have. It makes it easier to prioritize tasks when you look at 

things through that lens though. 

Technology Coordinator 2 – Josie 

Josie is the Technology and Information Services Director for the district. She has 

a B.S. in biology. She has been in education for 18 years and has been employed with this 

district for 10 years. Josie also supervises two technology coordinators for the district 

who are responsible for daily functions related to technology logistics and function. She 

was the co-creator of the E5 with Julia and asked each member to join. 

“Most of the time my hobbies are on the backburner while I have the opportunity 

to watch my sons in various sporting events. I wouldn’t want to miss a minute!” 

She described herself as loyal, self-critical, self-motivated, and a hard working 

person. She also mentioned that talking about herself was very hard. “I am way out of my 

comfort zone!” She noted happiness when sharing her dream by saying: 

I would say that I am living my dream. I wanted to be a wife and mother for as 

long as I can remember. On the more professional side of things, I am very 

blessed to work with a wonderful staff. With these dedicated educators, we can 

move mountains and effect change that others just dream about. As Yoda says, 

“Do or do not. There is no try.”  



 

95 

E5 Meetings 

During the 2013-2014 school year, the E5 met a total of six times. These meetings 

were set to take place on the first Tuesday of each month, after school, in the high school 

media center. Each member of the E5 was responsible for being in attendance and taking 

notes on their school issued IPad specifically given to them as part of their technology 

wellness reward for their service to the district. Julia emailed an agenda to each of the 

members of the committee on the Monday before the meeting. Items of the agenda often 

included line items related to district communication from the technology department, 

construction updates, or campus reports by individual members of their pod progress.  

Of those meetings, I was allowed to be present at five of them. The group met 

after the start of school in September for their first meeting of the year, but it was decided 

beforehand, that I would not be present for this first meeting in order for them to discuss 

my involvement with the group and how I would be collecting data. It was agreed upon at 

that time that I would not be allowed to be actively involved in the meetings. My 

involvement as researcher would consist of and be limited to collecting field notes and 

researcher reflective notes from each meeting. Each participant was concerned that my 

vocal or physical involvement could hinder or affect the group dynamic formed by the 

E5. Therefore, I agreed to not speak, participate, or sit within the meeting parameters. As 

researcher, I sat away from the meeting, but in proximity to not limit hearing or visibility 

of the meeting. I would be notified via email communication of the meeting times and 

locations and provided an agenda prior to each meeting if changes were needed or an 

agenda was available.  
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E5 meetings were casual in nature. The E5 members arrived at various times 

before the meeting began based on distance of their home campus to the high school 

media center or after-school duty they were assigned. Generally, the members would 

greet one another personally and quickly sit down at a set of conjoined tables and open 

their IPad in preparation for the meeting. 

Each meeting was started by either Josie or Julia and the first agenda item was 

addressed. Normally, the meeting would then move to a more collaborative style and 

agenda items discussed naturally within the discussion roundtable by each member. 

Minutes were kept on a rotating or volunteer basis by one member. Minutes were not sent 

for approval or re-read aloud at the conclusion of the meeting. Minutes were loose notes 

that served mainly as a guide to reference if needed at future meeting or for goal setting 

purposes. 

Often times, E5 meetings were opportunities for each member to voice their 

questions, concerns, or frustrations. Based on the dialogue that had taken place, actions or 

solutions were discussed to remedy or to meet the needs of the members. For example, 

when Kay expressed concern and frustration when the campus leader was not enthusiastic 

during her presentation at a meeting in which she shared her experiences integrating a 

technology tool, other members of the E5 expressed similar difficulties and the group 

made plans to meet with campus leadership for discussion. It, at all times, was very clear 

that what was said during these meetings was confidential and private. The meetings 

were a safe place to work and share. This safe environment had been built and established 

over the three years prior to the academic school year of 2013-2014 in which data was 

collected for this study. 
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For example, at the meeting held on October 7, 2013, the first meeting I was 

allowed to be present, I noted frustration and inappropriate language use by Holly. At one 

point during the agenda item about the district’s technology wellness program, she 

pointed over to where I was sitting and spoke directly to me asking, “Did you just type 

what I said?” Julia calmly reminded her of the research agreement that was signed and 

that, as the researcher, I could not talk or participate in the meetings in any way. Holly 

then continued by noting her concern that a cuss word would be present in the researcher 

field notes. Overall, E5 meetings could be characterized by meetings bound by agenda 

items and time constraints, but authenticated by real, honest, transparent dialogue that 

took place to address various problems and questions that arose while each member was 

working to integrate new technology tools into the curriculum. 

 

Study Results 

 

Research Question 1 

To what extent do media literacy principles emerge in the technology integration 

efforts of the E5 members? 

a) Are media literacy terms used within group discussions or by individual 

members in reference to their own classroom applications? 

In order to answer this research question, the researcher applied a content analysis 

of all the researcher field notes from the meetings of the E5 and all interview transcripts. 

According to Titscher, Meyer, Wodak, and Vetter (2000), content analysis is “the longest 

established method of text analysis among the set of empirical methods of social 

investigation” (p. 55). The researcher looking directly at the transcripts of the meeting 
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field notes and finding the presence of key terms set beforehand for the search could 

explain a content analysis, for this study. For instance, examples of these terms include 

words such as message, representation, stereotype, access, analysis, evaluation, creation, 

consumerism, deconstruction, image, audience, techniques, values, question, challenge, 

ethics, citizenship, multimedia, viewing, worldview, safety, privacy, communication, 

choice, information, interactive, convergence, text, interpret, and credibility. 

Participants, during all five meetings that I was present, did not use terms related 

to media literacy. There were two times that the members of the E5 used a similar term in 

meeting conversation that was not related specifically to media literacy key terms. These 

included the word medium and the phrase digital learning. These terms were chosen 

based on their prevalence in media literacy. 

Only one recorded use of the term “medium” was noted on November 4, 2013 by 

Josie in regards to a discussion concerning video communication while some members 

were in attendance of the annual TCEA conference and the remaining members were 

back on their home campus with their pod learning groups. 

Each attendee with be paired with another member to do a virtual conference with 

while they are in attendance of the various sessions or while the members are 

meeting to debrief some of the sessions. We will do real time chatting while those 

behind are in their conference time or during their lunch . . . getting them involved 

while they are here on their home campus. Your medium is up to you . . . but 

Google doc, twitter, Google hangout . . . all of those could work. The goal is to 

bring them in. (researcher field notes, November 7, 2013) 

Only one participant recorded use of the term “digital learning” was noted on 

April 7, 2014 by Julia in regards to a discussion concerning a duty the E5 was responsible 

to the district for reporting to the state of Texas. 

House Bill 5 has asked districts and campuses to rate themselves on the various 

topics but the most relevant to us is digital learning. There has to be a district and 
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campus team to do so (this group will serve as these teams). These will come via 

email on a Google form for ratings - and the ratings are similar to the campus 

ratings. There are things we are good at and some we do not do, but be honest. 

Think of the district as a whole, then think of the campus you serve on. SBEC 

teacher standard charts will be updated by the 11th for your meetings. The NETS 

are aligned with the state standards. (researcher field notes, April 7, 2014) 

 

Additionally, based on the search of the interview transcripts, no use of the terms 

related to media literacy were used by the participants. The only exception includes the 

instances spoken by the researcher. Specifically, all participants were asked the following 

interview question: What are your experiences with media literacy? 

According to their responses to this question, a wide-spread lack of understanding 

of media literacy was evident. All six participants did not know what media literacy was 

and emphatically said so in their responses. Additionally, all six participants did not use 

any of the terms associated with media literacy in their responses. The participants’ 

responses, collectively, were void of media literacy understanding. For example, many of 

the participants asked questions in response to the interview question.  

For example, Darlene responded by asking me, the researcher, a question to 

clarify. “YouTube, I Station, Brain Pop? Intervention tools? Maybe we are but are not 

calling it that?” She appeared to be uncomfortable with her response yet did not continue 

with her thought. I then moved to the next interview question. 

Holly was also unclear of the term media literacy nonetheless noted larger themes 

often discussed as a result of media literacy education, but did not use the terms or key 

words specifically. “Critical thinking skills, an iPad will not help my kids think critically, 

in my class – because it is language . . . they need to critically think in a foreign language 

and as we get higher up, I throw in pop culture. Media literacy is not a term ever used.” 
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Holly hinted at some understanding of media literacy, but candidly stated that media 

literacy was not a term ever used. 

Bree responded by attempting to decode the term media literacy and began by 

discussing elementary  literacy. She referenced E-readers and E-books in her decoding 

process. “Technology in reading is big for emerging readers and classroom digital 

learning.” 

Kay was candid and noted that she was not familiar with the term media literacy. 

“I don’t think I have ever thought of it in those terms. I am thinking about engaging 

students and teaching with relevant, current things. Is that what you are meaning by the 

term media literacy?” The questioning about the intent or understanding of the term 

illuminates a clear lack of media literacy knowledge. 

Jenna responded to the media literacy interview question via email 

correspondence due to a health emergency that she had on the day her personal interview 

was scheduled. According to her response, Jenna was not familiar with media literacy or 

the terms associated with media literacy. “Honestly, I should probably have more 

experiences with Media Literacy, but this is an area where I need improvement.” I was 

unable to gauge her reaction to the question due to the email medium in which the data 

was collected. 

Lastly, when asked about experiences with media literacy during the interview, 

Diane sat very quietly for a moment and appeared to be uncomfortable and unsure. Diane 

responded to the question by stating, “I do not have any.” She looked at me and waited 

for the next interview question as if to conclude to me non-verbally that she was ready to 
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move along with the interview. As the researcher, I moved on to the next interview 

question to maintain an open environment during the interview process. 

 Each participant clearly addressed the interview question: what experiences do 

you have with media literacy? All participants were unclear or unsure of the term media 

literacy. Some followed up in their response with a clarifying question to the researcher. 

Others hinted at key aspect that could make up media literacy. NAMLE (2007) defined 

media literacy as, “the ability to access, analyze, evaluate, and communicate information 

in a variety of forms” (para. 1). 

b) Do the five core concepts and five key questions of media literacy appear in 

group or individual classroom applications?  

The five core concepts and five key questions include:  

1. Media messages are constructed / Who created this message? 

2. Media messages are targeted to audiences / What techniques are used to 

gain attention? 

3. Different people perceive media messages differently / How might others 

understand this message differently? 

4. Media have embedded values and points of view / What lifestyles and 

values are portrayed in this message? 

5. Most media are organized to gain profit or power / Why was this message 

sent? (Center for Media Literacy, 2005, p. 1) 

In order to answer this research question, the researcher again applied a content 

analysis of all the researcher field notes from the meetings of the E5 and all interview 

transcripts. This process aided in the search for each of the media literacy core concepts 

and all five key questions of media literacy. Bryman (2004) stated qualitative content 

analysis is “probably the most prevalent approach to the qualitative analysis of 

documents” and that it “comprises a searching-out of underlying themes in the materials 

being analyzed” (p. 392).  
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From this search for the definition of media literacy and the core concepts and key 

questions of media literacy, I concluded the following. During all five of the meetings 

that I was present, no use of the core concepts of media literacy or key questions were 

used by anyone present at the meeting with the exception of one discussion in which 

access was briefly discussed. 

During the April 7, 2014 meeting, a reporting session took place in which the E5 

members shared with the group the results of their goal setting meetings held with their 

pods on their respective campuses. The middle school representatives shared that the 

middle school pod focused its goal setting on project share webpages, Google drive for 

student group communication and collaboration away from campus, and the parental 

communication tools being enhanced. One member of the E5, who represents the 

elementary grade campuses, specifically asked, “Is access a problem” (researcher field 

notes, April 7, 2014)? The middle school representatives paused and the media center 

became quiet. Another elementary representative filled the void and responded in support 

of the other E5 member by saying, “We are concerned. It is a growing problem we are 

facing. You might want to think about it” (researcher field notes, April 7, 2014). No 

further discussion took place in regards to the topic of access while I was present and no 

other members of the E5 spoke. The discussion then moved to the next item on the 

agenda, planning summer training for the district. 

Additionally, from my content analysis of the interview transcripts, I concluded 

that no use of the core concepts or key questions of media literacy were present in the 

narrative interview transcripts of the participants with the exception of one participant. 

Darlene focused her response to the interview question about her concerns about the 
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work of the E5 in relation to issues of access to technology tools by students and parents 

of the district. 

I feel there are issues with access that need to be addressed. Over the years, the 

demographics of our district have changed. The older ones of us that have been 

around this district are fully aware of our changing student population. Our 

community has changed and we now even have kids labeled as homeless. There is 

not enough access for parents and children to technology in our community 

outside our school campuses. Some don’t have phones . . . so they cannot get 

some of the parental communication that goes out through text, Remind 10, or 

twitter. We need computers at the post office or Brookshires . . . anything to help 

with access and I see a need there. The flipped classroom, for example, is being 

consistently used by many teachers, but some families simply won’t get it. When 

we go to the meetings – I am a processor; I have to take things in. I have to think 

about it, and after thinking about it, I now realize very few of us on the E5 worry 

about access as being a problem in our district. It is.  

 

Darlene voiced in the interview setting, a response to the interview question about 

concerns, an interesting perspective. Darlene also pointed out issues often times raised by 

media literacy educators. Issues of access that she shared are in direct alignment with 

media literacy core principles and key questions.  

 I did, however, find evidence in the narrative story of an example of a contrary 

view of the foundations of media literacy core concepts and key questions. This finding 

existed in a response to the interview question that asked the participants: When do you 

get discouraged? One participant responded by clarifying a juxtaposing thought. “I feel 

discouraged when I feel like I do not get to start with the technology first, when planning 

that is. I wish I could start there and then form a lesson around the technology.” The story 

of wanting to put the technology tool as the central focus of lesson planning is clear 

evidence of the missing element; media literacy education would place the central focus 

of a lesson on content, not tool or product. For many media literacy experts, media 

literacy is pedagogy, therefore making technology and or media secondary to purpose.  
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Research Question 2 

What attitudes toward new, multiple, and critical literacies do the E5 members 

demonstrate in their district work together and in their own classroom applications? 

In order to answer this research question, I applied an inductive open coding 

process to all interview transcripts. Analyzing each interview session aided in the search 

for emergent themes; I concluded as follows. 

From the six participants’ interview responses, I found three emergent themes in 

their narrative responses. These themes included self-efficacy/risk taking, student 

collaboration/transfer of power, and relationships/trust. Through peer debriefing, it was 

confirmed that these three emergent themes were valid. 

Self-efficacy/Risk taking.  The participants consistently discussed a gained sense 

of self-confidence due to their affiliation and membership to the E5. Additionally, many 

E5 members noted a new personal characteristic trait of risk-taking in relation to trying 

new ideas and tools in their classrooms. Also, they often attributed a sense of risk-taking 

behaviors with self-efficacy, or a gained sense of leadership and openness to share with 

others. 

For example, Diane proclaimed a new found identity of self-efficacy and risk-

taking by stating, “I wrote a grant for technology – which I would have never done. All 

of that came from being on that committee.” Diane continued by adding, “I have been 

changing and growing. I can’t even think of all the changing that I have done – taking 20 

year old materials and making it current. I see things in a new way. I am now updating 

my curriculum to what our standards are and the current culture in a new way that is 

engaging to students. I am engaging them with materials in ways they want to be 
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engaged.” Diane included in her narrative examples, personal growth over a period of 

time. 

Bree also referenced self-confidence and risk-taking in the interview narrative. 

Personally, I learned that I can do it. I can figure it out . . . I used to not talk at the 

meetings, but now I feel I bring something to the table. I know it now. I realize it. 

I am broadening my horizons. There were times I wanted to step down, but kept 

pushing and then I realized that I can teach myself. 

 

Bree continued by adding,  

My personal goal is to – reflection has brought me to understand my purpose and 

get excited – my personal goal is to help my peers sooner in the year. The things I 

feel super comfortable with to share, I’d like to do so in a quick amount of time 

and then offer the support. I want to be that leader and help to support and 

encourage others. 

 

Bree then noted, “I know being a member of the E5 has pushed me to try things I would 

not have ever tried. It challenges me.”  

Kay collaborated the same idea when discussing personal improvement and the 

impact the E5 has had on teaching. “Being a member of the E5 has brought about new 

skills and ideas I never knew I had in me.”  

 

Student collaboration/Transfer of power.  Next, three of the six participants 

discussed ideas related to working closely with their students in a collaborative manner. 

From this, their narratives noted a shift or transfer of power in the classroom setting from 

a teacher-centered environment to a student-centered environment. Further, many E5 

members noted the concept of students teaching teachers or students and teachers 

learning together. The theme of student collaboration symbolized a transfer of power 

exchange that took place over time. 
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According to Darlene, 

Doing the DigiCamps is so much fun with the kids. I felt comfortable there. They 

will push any button and do anything; they will try all of it. They are teaching me. 

I love learning from them. It is a win/win situation. 

Darlene discussed her comfort level at the summer DigiCamp. Darlene openly noted a 

shift of students teaching the teachers and the effectiveness of the learning process in that 

manner. 

Holly added, 

My kids know that I have grown and use things now; they have been a part of that 

learning process. My classes are more interactive that kids can get into and lead 

activities and it spices up my teaching. It pulls in different kids and instantly adds 

differentiation for me. 

By Holly noting a transfer in power with students, Holly also recognized students 

validate and collaborate the personal growth that has occurred in teaching. 

Diane also mentioned the shift in her teaching and working with students. She 

noted: 

I have learned – when we started this project, we needed change. I am not good at 

change, I am a toe dipper, but with learning the technology and doing it 

backwards I began letting the kids teach me. I see the need for the change and to 

move forward to some of this stuff I did not know. Doing what we did 10 years 

ago doesn’t work anymore. Because we are moving our campus, I am packing 

and realizing how much I have changed and I don’t need the old materials 

anymore. It has been the biggest bang for your buck – student choice and learning 

with them.  

She continued by telling a personal experience at Digicamp: 

Digi Camp was my best moment working towards change because it was the first 

experience working with students in this way. We let the kids teach. Then it 

carried over that year in the classroom. Flipped classroom was another beginning. 

They held my hand for Edmodo in the classroom. We pick new things and 

worked through it together, with the kids . . . I did not know how to do it! I did a 

lot of saying “I do not know!” I freaked out. I don’t know? I’m the teacher. I’m 

supposed to know! Kids working together with us helps us all learn faster. We 

had an “I got it – eureka” moment together. Our kids were being teachers. That 
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was fun – it was hard, but being pushed in helped. Boy, once I’m in, I’m excited 

and I will tell everyone and be the cheerleader and encourager – that is my gift.  

Kay also stated that a personal experience with change or a transfer in power and 

in the way in which teaching was taking place. 

We have learned to use new technology tools; I did not realize there was so much 

free stuff to be used in the classroom. But I love that I have seen new ways to use 

technology collaboratively with my students. 

Kay continued this thought by adding, “I have a strong desire to make my teaching 

relevant and engaging for the kids. It is amazing what you can do! I love it when they 

teach me!” Kay, as well as the other members of the E5, commonly shared stories that 

represent a direct link to student collaboration or a transfer in power in the classroom. 

They each shared an enthusiasm and love of the shift in power and in working with their 

students in new ways. 

Relationships/Trust.  Finally, each participant, during their interview session 

noted a strong affiliation with the relationships that were formed and bonded as a result 

of their continuous commitment and membership to the E5. From these relationships, 

their personal stories illuminated another theme of trust among the E5 itself. From that 

theme of trust, other participants noted the ability to include the other themes as 

mentioned above of self-efficacy/risk-taking and student collaboration/transfer of power. 

For example, Jenna mentioned in her email correspondence her relationship with 

the E5 members. “I love this group and the people on it. We didn’t know each other that 

well when this all started, but we have developed friendships. These are my mentors and 

friends now. We share a special bond.” Jenna continued with the thought of the bond the 

E5 members share in an email written during a health crisis and hospitalization noting 
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that each member had visited and offered to help in any way they could. “Prior to my 

being a part of the E5, I never would have had the care and friendships from these people. 

I never would have known their hearts as I do now.” Jenna relayed the trust that exists 

within the E5 has been a critical aspect of the work they are doing. 

Holly discovered a new-found collaboration with professionals. “It has connected 

me with others on campuses but not to others with like content areas. The E5 team 

collaboration has been profound for me.” While Holly acknowledged a missing element 

of similar content areas for collaboration, she did validate the meaningful nature of 

connecting with other professionals on various campuses with other certification and 

content areas. 

Next, Diane declared that the relationships formed with the E5 members has 

enhanced her life on a professional and personal level. “Relationships I have with the 

people on the team have kept me committed to the E5 over the years. They sent out a 

prayer chain when I was having heart issues. It meant the world.” 

Bree discussed the relationships that have formed with the E5 members. She 

stated, “I know nothing is perfect when working with others, but it has been as close to 

perfect for me as things can get. It is comfortable and we have great relationships.” She 

continued by adding “My best moment in regards to the work of the E5 is the friendships 

that have developed and the connections that I have made. It is so nice to be part of this 

group and to be connected.” 

Finally, Kay summarized the same idea as the other E5 members in regards to the 

theme of relationships/trust. 

I look to others when I feel discouraged. I look to the committee. When we are 

sharing our struggles, I don’t feel alone with it. It has been a huge support. 
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Finding people to connect with and learn from has helped me improve my 

teaching. Relationships is the number one thing. 

 

Kay felt the main result of membership to the E5 was the new relationships that were 

formed because of her affiliation. 

 

Pilot study. During the pilot study conducted in the fall of 2013, field notes, 

observations, and background questionnaires were utilized in order to gain a better 

understanding of the work of the E5. Additionally, the pilot study served as a way to gain 

access and build the trust of the group for myself for the larger study. During the pilot 

study, each E5 member completed and submitted an electronic version of the background 

questionnaire (Appendix E) via Google Docs. This information allowed me to understand 

better and know the personal and professional history of each member for greater 

understanding and established context while I was present at the E5 monthly meetings. 

All six members successfully completed and submitted the questionnaire during the pilot 

study parameters and timeframe. Additionally, the two technology coordinators 

completed the background questionnaire. 

The emerging themes of relationship/trust and self-efficacy/risk-taking were 

present during the time of the pilot study in the personal responses submitted by the E5 

members via Google Docs. There was, however, a lack or no mention of the narratives 

related to the emergent theme of student collaboration/transfer of power. There were 

example of personal narratives that hinted to student collaboration, but during the pilot 

study, I did not find the theme related to the transfer of power to be prevalent as I went 

back to the pilot.  
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As the primary researcher, I did not necessarily analyze the background 

questionnaire for emerging themes. The purpose of the pilot study was to gain access for 

the researcher and collect background demographic information prior to being emerged 

in the field with the E5. Although not noted at the time of the pilot study, it has been 

concluded now, after analyzing the data for content and triangulation, the presence of the 

themes that emerged for the larger study’s narrative data were present in the E5 

member’s responses during the pilot study. 

The questions from the pilot study included: 

1. What is your campus and title?

2. What is your degree and certification?

3. How many years of service do you have?

4. How many years have you worked in the district?

5. How long have you been a member of the E5?

6. How did you get involved with the E5?

7. What do you contribute to the E5 meetings?

8. What have you found most beneficial about membership in this group?

9. What have you been able to implement in your classroom or teaching as a

result of your membership? 

10. Why have you remained a member of the E5?

11. How does the work the E5 is doing benefit your campus or other teachers on

your campus? 

Each participant’s responses were submitted via Google docs to myself and were closed 

and private from the other members of the group. I then collected the responses and 
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transcribed them in spreadsheet form for a visual representation and ease of access of the 

background demographics. From the responses, it was evident, while analyzing the 

narrative data from the personal interviews, the presence of the emergent themes were 

expressed by the members of the E5 even during the time period of the pilot study (Fall 

2013/Winter 2014). Those themes, again, included: Relationships/trust, student 

collaboration/transfer of power, and self-efficacy/risk-taking. 

For example, while completing the pilot study, three of the six members 

responded by noting the importance of relationships. Their response was related to the 

question: Why have you remained a member of the E5? For example, Darlene responded 

by saying, “Good question . . . I have not died yet! But I have been held up by the other 

group members. No, really. I really love this group of educators and I admire all that they 

do and like learning from them.” Kay also said, “The friendships are a big part of the 

reason I remain a member of the E5. I enjoy sharing strategies with my fellow teachers 

from all grade levels and subject areas.”  

Additionally, four of the six participants noted during the pilot study background 

questionnaire an emphasis on self-efficacy or self-confidence gained as a result of their 

experiences while serving on the E5. For example, Diane responded to the question about 

membership to the E5 with, “I have learned to jump in from time to time. I never would 

have done that on my campus before. Diane added:  

I think it has had tremendous effects on how much we are able to share and help 

our fellow teachers along the way. It is contagious! When you do something 

exciting you want to share it. Then others want to try it and the kids love it!! I see 

other teachers getting ideas from the teachers in our group. It’s so nice to see 

others trying things they would not have done it we hadn’t started this group two 

and a half years ago. 
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Jenna expressed a similar thought in the pilot study background questionnaire about self-

efficacy/risk-taking. 

Everything has had a benefit that I have gained from the E5. I truly feel that I am 

a better teacher because of this group. I try new things and then show the students 

and it even has built relationships with students who want to show me something 

“techy.” This group has also built my self-confidence as a leader and I am now 

pursuing my master’s in education degree.  

Jenna concluded by adding, “We have grown and made huge strides. We are a bridge.” 

It is important to note the emerging theme of self-efficacy/risk-taking being 

present in the pilot study. Also, it is a valuable snapshot to note one instance of an 

example from a participant, Holly, during the pilot study response of a lack of self-

efficacy or self-confidence but the presence of the theme of risk-taking because of the 

membership affiliation to the E5. Holly, in response to the pilot study question about 

what do you contribute to the E5 meetings, wrote, “I truly feel as if I contribute very little 

as they know a LOT about tech and I am not a tech-y person at all.” This statement from 

Holly marks a shift or progressive growth that occurred over the time spanning the pilot 

study through the larger study. 

Finally, during the pilot study responses by the participants, there was no mention 

of the emergent theme of student collaboration/transfer of power. There were examples 

of personal narratives that hinted to student collaboration, but during the pilot study, I did 

not find the theme related to the transfer of power to be prevalent in the background 

questionnaire transcripts. For example, Jenna wrote the word, “bolsters” in regards to 

student engagement in the classroom. Similarly, Kay discussed student engagement and 

noted, “student engagement has increased . . . therefore increasing student learning.” A 

detailed discussion of this trend will be presented in Chapter 5. 
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Researcher reflective notes. During the major study, field notes were collected 

during every monthly meeting of the E5. During these meetings, ranging in time length, 

from 1-2 hours, I collected field notes of what was taking place and what was being said 

by the each member of the E5. Simultaneously, I wrote researcher reflections based on 

questions I had or elements of special interest to me. From these research reflective notes, 

I have also noted the presence of the same emergent themes found in the interview 

narrative transcripts of the E5 members: self-efficacy/risk taking, student 

collaboration/transfer of power, and relationships/trust.  

 I noted during three of the five meetings, ideas in my reflection themes related to 

teacher self-efficacy/risk-taking behaviors. These notes were primarily in regards to a 

new found self-confidence gained by the teachers over the course of the E5 meetings. I 

also noted the gain of teacher self-efficacy and risk-taking behaviors. For example, 

during the fourth meeting of the E5, I noted in the researcher field notes that Jenna 

summarized how far the group had come and developed over the years. Also during that 

same meeting, I noted a conversation related to DigiCamp caused each member to get 

involved quickly and have the confidence to lead other teachers during the school year 

that followed. Finally, during the same meeting, I noted the presence of a discussion of 

leadership. “Each of them are in a leadership position now, whether they like it or not. 

The E5 has created that and is now working to facilitate that” (researcher reflection, 

fourth meeting). 

 Additionally, I discovered in my researcher reflection notes mention of student 

collaboration/transfer in power that was progressively taking place over time. For 

example, at the first meeting on October 7, 2013, I noted most of the discussions focused 
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on teacher-driven types of technology integration. There was little, if any mention of 

student-driven items or student created products. Later in the year, however, there was a 

clear presence of a more student-centered discussion and student-centered topics. “There 

is now a focus on student-driven items as far as technology integration goes. Greater 

depth is being mentioned now” (researcher reflection, fourth meeting). This is a critical 

piece in the progressive stories of the E5 teachers marking the absence of the theme in the 

pilot study to a progress shift during the span of the larger study itself. 

Finally, I noted a strong presence of the theme of relationships/trust in my 

researcher reflective notes. I found the theme of relationships/trust in five out of five of 

the E5 meetings that I was present. For example, I noted on October 7, 2013, during the 

first meeting I was present, “They are friends and have spent lots of time together over 

the past few months creating a program from scratch” (researcher reflection, October 7, 

2013). This is in alignment with the emerging theme of relationships/trust. Also, on 

January 13, 2014, I made note of the idea that they were “able to try new things because 

of the trust that has been created through established relationships with each other” 

(researcher reflection, January, 13, 2014). This comment was made in relation to a 

conversation occurring about building trust on their home campuses and how this could 

be done. Additionally, on April 7, 2014, I drew a picture in my researcher reflections of a 

life preserver. “This group is about support. They are there to help one another. They 

carry each other at times.” At five of the five meetings, I made various mentions of 

joking or laughter the participants share both during the meeting and after the conclusion 

of the agenda items. “The meeting ended with chatting and laughter. The cohesion of this 

group is wonderful” (researcher reflection, April 7, 2014). 
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Finally, in response to Research Question 2: What attitudes toward new, multiple, 

and critical literacies do the E5 members demonstrate in their district work together and 

in their own classroom applications? Three themes emerged from the interview narrative 

transcripts. 

In order to answer this research question, I applied an inductive open coding 

process to all interview transcripts. Analyzing each interview session, aided in the search 

for emergent themes. From these themes, I concluded the following information.  

From the six participant’s interview responses, I found three emergent themes in 

their narrative responses. These themes included self-efficacy/risk taking, student 

collaboration/transfer of power, and relationships/trust. Additionally, these three themes 

were also discussed as being present in the pilot study data in both the background 

questionnaire, the field notes, and researcher reflections.  

 

Research Question 3 

What technology questions or issues from the E5, working together and on their 

individual projects, emerge? 

In order to answer this research question, I developed specific interview questions 

to prompt a response from participants to Research Question 3. All participants were 

asked the following question: What concerns you in relation to the work of the E5? In 

addition to this question, all participants were then asked the following question: When 

you do get discouraged? From their responses to these two interview questions, I 

discovered the following results. 

From the six participant’s interview responses, I found two dominant concerns 

that emerged in their narrative responses. These concerns included issues related to time 
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and issues related to teacher technology efficacy or effectiveness/appropriateness of the 

technology that was integrated into their own personal classroom settings. 

Time. While conducting the interviews with each of the six members of the E5, I 

found that in response to the two specific interview questions, four of the six members 

focused their response around the theme of time concerns. This included both examples 

of time to plan lessons using new technology tools and time to learn new technology 

tools. No participant noted concerns of time in relation to the time commitment made to 

the E5 membership or meetings. 

Jenna clarified this notion by noting that in the spring months there is an increase 

concern with having enough time. “There is so much to do and stress from the upcoming 

tests and the questioning myself of did I do enough, was add the tech worth it, when the 

test is all paper/pencil.” Jenna continued, 

Time . . . it becomes addicting and you want to learn the newest greatest thing out 

there to share. But, trying to teach, plan, develop relationships with students . . . it 

becomes difficult sometimes and overwhelming to juggle it all. 

Jenna’s personal narrative during the interview session pointed to a clear link to a 

concern for the amount of time it takes to integrate or learn new technology tools. 

Bree also talked about time as being the biggest problem she faces in her work 

with the E5. “Finding the time, not for E5 meetings, but to go out and do something with 

all of the things we have learned has been the biggest concern I have had.” Bree also 

noted time had been a dominant complaint voiced to her by other professionals on her 

campus with regard to the E5 work and the pod groups. 

Holly discussed an emphasis on time, too. “Time is an issue. I worry about the 

time commitment and then the actual growth that may or may not be occurring.” She 
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continued by noting, “I get discouraged when I do not have enough time . . . especially 

when I know it can be something great for students, but I just can’t seem to get to it.  I 

have learned that technology is supposed to make life easier, but it does not. It takes 

time.” Holly also recounted her idea of technology not making life easier during an E5 

meeting as well. Ease of use of the new technology tools was a concern. 

 

Teacher technology efficacy. While conducting the interviews with each of the six 

members of the E5, it was also noted that in response to the two specific interview 

questions, three of the six members focused their response around the theme of classroom 

impact or concerns with the effectiveness/appropriateness of the technology being 

integrated into the classroom setting. This included both examples of reflection the 

participant was having in regards to ideas of appropriate or effective use of technology in 

the classroom and questions raised to participants by school employees not affiliated with 

the E5. For example, questions arose by other professionals on various campuses about 

the notion of the use of technology for technology’s sake alone. No participant noted 

concerns of effectiveness/appropriate use of technology in the classroom voiced by 

parents or community members.  

Bree began by mentioning the personal struggles faced in regards to being the 

only teacher representing the primary school campus that educates PreK – 2nd grade 

students. Bree discussed issues related to appropriateness of many of the technology tools 

for younger students and questioned their effectiveness in the classroom. “I am very into 

the technology, but it can be hard with little ones.” Bree also noted the difficulty she had 

faced with other teachers on campus that did not find the program to bring meaning to 

their classrooms work.  
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The work of the E5 is not as well received here on our campus – but it is getting 

better. It will just take time and enthusiasm to help it grow. I am working hard 

collaborating with others so that excitement can begin spreading.  

Bree raised concerns related to developmentally appropriate technology tools for early 

grade students. 

Jenna observed a problem in relation to other professionals on her campus. Jenna 

said, 

I get discouraged when I hear colleagues say that our lessons with technology 

aren’t teaching the students what they need to know. I defend technology and 

think it is great. Just not everyone has bought in . . . but more are turning the 

corner. 

Jenna did not say that questioning had occurred within her own classroom environment 

necessarily, but only mentioned the campus as a whole and other professionals working 

there. 

Often, enthusiasm for educational technology tools takes precedence over 

purpose.  Holly observed, “Leadership holds you to the fire and makes you teach all the 

newest things using technology, and so I do. But only when it lends pertinence and 

meaning to the lesson.” Later, Holly recounted another challenge to effectiveness when 

answering a different interview question. 

I do not like to learn things just because they are the latest craze. For me, it has to 

have meaning. I apply this same idea to my work with my students. Just because 

it is the newest thing, it may not be the best way for learning. 

Holly clearly articulated in the interview session issues encountered with technology 

integration with an emphasis on the impact on the classroom environment and student 

learning. 
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Finally, in response to the Research Question 3: What technology questions or 

issues from the E5, working together and on their individual projects, emerge? Two 

issues emerged from the interview narrative transcripts. 

I developed specific interview questions to prompt a response from participants to 

Research Question 2. All participants were asked the following question: What concerns 

you in relation to the work of the E5? In addition to this question, all participants were 

then asked the following question: When do you get discouraged? From their responses 

to these two interview questions, I determined the following information. 

From the six participants’ interview responses, I found two dominant concerns 

that emerged in their narrative responses. These concerns included issues related to time 

and issues related to the impact or effectiveness/appropriateness of the technology 

integrated into their own personal classroom settings. 

 

Other Findings 

During the participant interview sessions, I noted an interesting pattern in 

response to the last interview question asked: What do students need to learn in relation 

to technology and media and why? This question was written in conjunction with 

Research Question 2: What attitudes toward new, multiple, and critical literacies do the 

E5 members demonstrate in their district work together and in their own classroom 

applications? During the interview process, each of the participants’ answers varied in 

response. No response directly connected back to the research question or other research 

questions, but did, however, illuminate some interesting perspectives worth mentioning. 
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Darlene added an interesting perspective that could speak to the idea of safety and 

technology use, while also included a thought about the idea of technology as games. 

Darlene stated: 

They need to look at it as more than a play tool, it can be an educational tool. 

They need to know about safety and safe guards. Students need to be able to find 

out more information . . . kids need to know they are avenues to find a world of 

information and be creative with technology. They can be proud of what they 

create. It evens the playing field for a lot of kids or it can. It helps some kids that 

are graded subjectively – technology can level things in the classroom to allow 

students to present their knowledge and products in their own way. 

Holly mentioned keyboarding as a lost skill among secondary students and also 

discussed students need to be able to discern a credible source on the internet. She added: 

I think students need to learn to formally type. And they need to know what a 

good source is – don’t use Wikipedia . . . citations and academic integrity. There 

is lots of plagiarism that happens. 

Diane, also a secondary teacher in middle school, mentioned the need to increase 

students’ skills with computers and keyboarding. She concurred: 

They cannot keyboard to save them – they need to be more technically ok. They 

dropped that at middle school to add another elective. Basic computer skills need 

to be taught again. I do not know what they do – but more computer science stuff 

needs to happen for these students somewhere. For example, they really do not 

know how to do word processing and spreadsheets anymore. My son can do 

future work projects and planning, with financials and making a power point, he 

is capable of doing it on the lap top in the car with an air card. He did it on his 

own and had fun doing it . . . but basic keyboarding is gone. Access availability is 

big and cool and can have a positive impact on family life and time. And he loved 

it. 

Bree, an early grade teacher, noted internet safety as being something she feels 

students need to learn at an early stage. She noted: 

Safety is an issue. They do not know to fear or be careful online. I would never 

want to scare our students, but if these kids, at a younger and younger age are 

going to be using all of these technology tools, they need to learn safety first. 

They also need to know that there are different ways to use technology – not just 

gaming, but other uses too. One wonderful way to learn, though, is with games. 



 

121 

Kay recalled a personal experience she had with her secondary students. She cited 

social media and the complexity surrounding it by telling: 

How to use it right first of all – they are using technology in ugly ways at times, 

and it can matter to their future. They do not understand that. We did a technology 

digital footprint workshop for kids the first week of school but some are not 

getting that. Students need to see the tools and ways to learn and present ideas and 

explore concepts instead of just using technology to spread gossip. I have had that 

happen to me –a kid took a picture of me without asking and posted it on 

Instagram, and then Snap Chatted it. I had to explain that was not appropriate 

behavior. That student did not have my permission to do that. It really bothered 

me, but looking back on it now, I see that it was a teachable moment. 

 

During the participant’s interview session, I noted an interesting pattern in 

response to the last interview question asked: What do students need to learn in relation 

to technology and media and why? This question was written in conjunction with 

Research Question 2 which asked: What attitudes toward new, multiple, and critical 

literacies do the E5 members demonstrate in district work together and in their own 

classroom applications? The members of the E5 hinted at a call or need for media literacy 

integration, but did not explicitly conclude the issues their students need to address in 

relation to technology and media were related at all or could be prevented with media 

literacy. For example, when talking about issues of internet safety, the key question or 

core principles of media literacy would have helped students work through ideas in 

relation to message and authorship, but do not speak directly to safety. 

Additionally, when the E5 members referred to problems associated with social 

media, appropriateness, and disclosure, they are not necessarily associating the solution 

or teaching to be that of a call or need for media literacy. Media literacy education would, 

however, require students to evaluate and analyze the effects of social media on 

perception and the ideas surrounding the digital footprint they are creating. There is a 
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need to recognize that media literacy principles and key questions are a part of the 

process a student should be able to apply to their media rich worlds. 

Finally, two E5 members noted the need for basic computing and keyboarding 

skills to be re-entered into the curriculum. The E5 members validate this kind of 

computer literacy class no longer exists within the curriculum, but at the same time, 

called for a return of a class such as this. The E5 members, while not all of them, saw a 

need to revisit this kind of learning for a foundation of all new technology and media 

integration. This is not overtly related to media literacy. This may, however, be directly 

linked to educational technology. It is clear, from the review of literature in Chapter Two, 

the basis of educational technology grew from computer literacy. It does however raise a 

pertinent question about what media can and cannot accomplish. 

Artifacts 

Artifacts were collected from the E5 for this narrative study. These included 

monthly meeting agendas, email conversations, and conference or professional 

development presentation materials. Additionally, each of the E5 members submitted 

lesson plans to the researcher via email communication. These artifacts were collected 

from the members of E5 and used with their permission. All names and identifying labels 

were removed for confidentiality purposes. 

During the analysis of these various forms of artifacts, the researcher did not 

discover any form of media literacy core concepts or key questions used (see Table 6). 
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Table 6 

Media Literacy Core Concepts and Key Questions 

Keyword Five Core Concepts Five Key Questions 

Authorship All media messages are 

constructed. 

Who created this message? 

Format Media messages are constructed 

using a creative language with its 

own rules. 

What creative techniques are used 

to attract my attention? 

Audience Different people experience the 

same media message differently. 

How might different people 

understand this message 

differently from me? 

Content Media have embedded values and 

points of view. 

What lifestyles, values, and points 

of view are represented in or 

omitted from this message? 

Purpose Most media are organized to gain 

profit and/or power. 

Why is this message being sent? 

Note. (Center for Media Literacy, 2005). 

 

 

Additionally, the researcher did not note any use of the definition words of media 

literacy. The definition included the abbreviated NAMLE (2007) definition which stated, 

“media literacy is the ability to access, analyze, evaluate, and communication information 

in a variety of forms” (para. 1). The artifacts collected proved un-illuminating. 

 

Summary 

In this chapter, the results of this study were introduced. First, a narrative 

detailing the background information of each of the six members of the E5 and the two 

technology district personnel who started the E5 were discussed. Second, specific 

information regarding the E5 meetings was described in a group/researcher narrative. 

Third, the research questions that guided this study were discussed. Based on the data 
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analysis, three themes emerged: self-efficacy/risk taking, student collaboration/transfer of 

power, and relationships/trust. A discussion of the results and the implications of those 

findings will be presented in Chapter Five. 
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CHAPTER FIVE 

Implications and Recommendations 

 

Teachers cannot teach what they have not learned, and learned to value, themselves. 

−Goetze, Brown, & Schwarz, Teachers Need Media Literacy, Too! 

 

Media literacy is considered the 21st century umbrella version of literacy beyond 

print literacy. It is defined as “the ability to access, analyze, evaluate, and communicate 

information in a variety of forms” (National Association of Media Literacy Education, 

2007, para. 1). Experts in the field emphasize the importance of digital or media literacy 

in order for students to be able to think critically about the world around them. Media 

literacy is not simply the use of technology tools. Media literacy challenges both students 

and teachers alike to think carefully and critically about the media and new technology 

tools in the context of contemporary society. 

In this chapter, the researcher provides a description of the research implications 

and recommendations found as a result of the investigation of one school district in which 

teachers have integrated educational technology into the classroom. The purpose of this 

narrative study was to gain understanding of the teachers that have formed the group 

called the E5 to address instructional technology integration in a rural community school 

setting. The following overarching question guided this study: What are the lived 

experiences of the E5 members? 
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Research Questions 

As stated in Chapter One, the researcher sought to tell the story of the E5 and its 

members to illuminate their lived experiences while integrating new technology tools into 

their classrooms. In order to accomplish the above stated purpose and discover what 

emerged from their work, the following questions guided this study: 

1) To what extent do media literacy principles emerge in the technology

integration efforts of the E5 members? 

a. Are media literacy terms used within group discussions or by individual

members in reference to their own classroom applications? 

For instance, examples of these terms include words such as stereotype, 

consumerism, analysis of the medium, evaluation of the medium, media, 

representation, deconstruction, and image. 

b. Do the five core concepts and five key questions of media literacy appear

in group or individual classroom applications? 

The five core concepts and key questions include: 

1. Media messages are constructed / Who created this message?

2. Media messages are targeted to audiences / What techniques are used

to gain attention?

3. Different people perceive media messages differently / How might

others understand this message differently?

4. Media have embedded values and points of view / What lifestyles and

values are portrayed in this message?

5. Most media are organized to gain profit or power / Why was this

message sent?  (Center for Media Literacy, 2005, p. 1)

What attitudes toward new, multiple, and critical literacies do the E5 

members demonstrate in their district work together and in their own 

classroom applications? 
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2) What technology questions or issues from the E5, working together and on 

their individual projects, emerge? 

In the following chapter sections, the researcher discusses: (a) a summary of the 

research results; (b) a discussion of the additional data from the research questions; (c) 

limitations of the study; (d) implications of the results; and (e) future research 

possibilities.  

Summary of the Study 

In this narrative inquiry study, the researcher collected field notes, artifacts, and 

interview transcripts from members of the group called the E5 which stands for “embark, 

engage, energize, empower, and educate.” There were six participants of the E5 and all 

six were part of this study. Through a narrative inquiry design, the researcher sought to 

illuminate the stories of six teachers in the field who were trying to integrate educational 

technology into their classrooms and lead others on their campuses to do the same. It was 

the researcher’s main question to understand if the E5 was also integrating media literacy 

core principles and key questions simultaneously with educational technology. The five 

core concepts and key questions of media literacy include:  

1. Media messages are constructed / Who created this message? 

2. Media messages are targeted to audiences / What techniques are used to gain 

attention? 

3. Different people perceive media messages differently / How might others 

understand this message differently? 

4. Media have embedded values and points of view / What lifestyles and values 

are portrayed in this message? 

5. Most media are organized to gain profit or power / Why was this message 

sent?  (Center for Media Literacy, 2005, p. 1) 

 

While the members of the E5 may have alluded indirectly to media literacy ideas, it was 

found that ultimately they did not know about media literacy education and therefore 
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were not integrating it explicitly into the curriculum. The question was clearly answered, 

while education technology was the focus of the E5, educational technology and media 

literacy did not emerge together. 

Summary of Research Questions Results 

Research Question 1 

To what extent do media literacy principles emerge in the technology integration 

efforts of the E5 members? 

a) Are media literacy terms used within group discussions or by individual

members in reference to their own classroom applications? 

For instance, examples of these terms include words such as stereotype, 

consumerism, analysis of the medium, evaluation of the medium, media, 

representation, deconstruction, and image. 

In order to answer this research question, the researcher applied a content analysis 

of all the researcher field notes from the meetings of the E5 and all interview transcripts. 

From this search for key terms, I concluded during all five meetings that I was present, no 

use of the terms related to media literacy were used by any participants. Additionally, no 

use of the definition of media literacy was used. 

There were two times, during the E5 meetings, the members of the E5 used a 

similar term in the meeting’s conversation. These included the word “medium” and the 

phrase “digital learning.” Although this word and phrase are commonly used when 

talking about media literacy, it was concluded their use during these meetings was not 

related specifically to media literacy key terms, core concepts, or definition. 
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Additionally, from the search of the interview transcripts, it was concluded that no 

use of the terms related to media literacy core concepts or key terms or definition were 

used by the participants. The only exception included the instances spoken by myself, the 

primary researcher. Specifically, all participants were asked the following interview 

question: What are your experiences with media literacy? 

According to their responses to this question, participants did not know what 

media literacy was and did not use any of the terms associated with media literacy in their 

responses. The participants’ responses were evidence of an absence of media literacy 

understanding. 

b) Do the five core concepts and five key questions of media literacy appear in

group or individual classroom applications? 

The five core concepts and key questions include: 

1. Media messages are constructed / Who created this message?

2. Media messages are targeted to audiences / What techniques are used to

gain attention?

3. Different people perceive media messages differently / How might others

understand this message differently?

4. Media have embedded values and points of view / What lifestyles and

values are portrayed in this message?

5. Most media are organized to gain profit or power / Why was this message

sent?  (Center for Media Literacy, 2005, p. 1)

In order to answer this research question, the researcher again applied a content 

analysis of all the researcher field notes from the meetings of the E5 and all interview 

transcripts. During all five of the meetings that I was present, no use of the core concepts 

of media literacy or key questions were used by anyone present at the meeting with the 

exception of one discussion in which access was briefly discussed. Also, no use of the 

applied definition of media literacy was used during the E5 meetings. 
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From my content analysis of the interview transcripts, I concluded that no use of 

the core concepts or key questions of media literacy were present in the narrative 

interview transcripts of the participants. Additionally, the presence of the definition of 

media literacy was not found in the interview transcripts. There was one time, noted by 

the data analysis for the interview transcript’s content analysis, that the researcher found 

an isolated use of a term related to media literacy. Darlene focused her response to the 

interview question about her concerns about the work of the E5 in relation to issues of 

access to technology tools by students and parents of the district. (It is also important to 

note that Darlene is the same participant who used the term access during the one E5 

meeting in which media literacy principles were hinted upon). 

Research Question 2 

What attitudes toward new, multiple, and critical literacies do the E5 members 

demonstrate in their district work together and in their own classroom applications? 

In order to answer this research question, I applied an inductive open coding 

process to all interview transcripts. Analyzing each interview session, I discovered 

emergent themes. From the six participant interview responses, the researcher found three 

emergent themes in their narrative responses. These themes included self-efficacy/risk 

taking, student collaboration/transfer of power, and relationships/trust. Additionally, 

these themes were confirmed accurate by a peer editor for purposes of validity and 

triangulation. 

The emerging themes of relationship/trust and self-efficacy/risk-taking were 

present during the time of the pilot study in the personal responses submitted by the E5 

members via Google Docs. There was however, a lack or no mention of the narratives 
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related to the emergent theme of student collaboration/transfer of power. There were 

examples of personal narratives that hinted at student collaboration, but during the pilot 

study, the researcher did not find the theme related to the transfer of power to be 

prevalent. 

During the larger study, field notes were collected during every monthly meeting 

of the E5. These meetings ranged in time length from 1-2 hours. Simultaneously during 

field note taking, I wrote researcher reflections based on questions I had or elements of 

special interest to me. From these research reflective notes, I have also noted the presence 

of the same emergent themes that were found in the interview narrative transcripts of the 

E5 members: self-efficacy/risk taking, student collaboration/transfer of power, and 

relationships/trust. 

Research Question 3 

What technology questions or issues from the E5, working together and on their 

individual projects, emerge? 

In order to answer this research question, the researcher developed specific 

interview questions to prompt a response from participants to Research Question 2. All 

participants were asked the following question: What concerns you in relation to the 

work of the E5? In addition to this question, all participants were then asked the follow-

up question: When do you get discouraged? From their responses to these two interview 

questions, the researcher determined the following information. 

From the six participant interview responses, I found two dominate concerns 

stated by the participants that emerged in their narrative responses. These concerns 
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included issues related to time and issues related to the effectiveness/appropriateness of 

the technology. 

Other Findings 

During the participant interview, the researcher noted an interesting pattern in 

response to the last interview question asked: What do students need to learn in relation 

to technology and media and why? Each of the participants’ answers varied during the 

interview process. No response directly connected back to the research question or other 

research questions, but did, however, illuminate the following perspectives: 

 Darlene added an interesting perspective that could speak to the idea of safety

and use, while also included a thought about the idea of technology as games. 

 Holly mentioned keyboarding as a lost skill among secondary students and

also discussed students need to be able to discern a credible source on the 

internet. 

 Diane, also a secondary teacher in middle school, mentioned the need to

increase student’s skills with computers and keyboarding. 

 Bree, an early grade teacher, noted internet safety as being something she

feels students need to learn at an early stage. 

 Kay recalled a personal experience she had with her secondary students to

reflect upon the last interview question. 

Most of these issues are considered in media literacy: safety, finding credible sources, 

and technology skills. 
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Limitations 

There were various limitations to this study. Specifically, the data collected from 

both the observations and interviews were allowed to be transcribed but not audio or 

video recorded. Only field notes and reflective notes were collected and paired with the 

interview transcripts thus limiting the possible accuracy of the data. 

Gaining an appropriate level of trust by the participants was another limitation to 

this study. While each member of the E5 consented to the observation of the group 

meetings and individual interviews, trust and gaining participant’s confidence was a 

limitation. While the pilot study did assist the researcher in gaining trust, access to 

classroom observations was denied. The artifacts collected for this study were also 

limited, and did not reveal any data in relation to the research questions. 

Researcher bias, in this study, was also a limitation. Because I am a part of this 

community, my bias towards the school district, schools, and teachers which serve on the 

E5, do exist. As the primary researcher and instrument, I carefully considered the 

potential bias involved and enlisted member checking and peer debriefing to assist in 

preserving the accuracy of the data and analysis of that data. 

Implications and Recommendations 

Educational technology does not, in itself, lead to media literacy. Educational 

technology and media literacy operate on different assumptions and philosophies. While 

a few scholars have bridged the two fields (Jenkins et al., 2009; Baker, 2012), they 

remain in their respective silos within the academy. Therefore the implications and 

recommendations for this study include recommendations for explicit pre-service teacher 

education, in-service teacher development, and the need for outside organizations to offer 
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authentic support. Media literacy grows in importance while schools are struggling to 

keep up due to all the state and federal mandates. 

Explicit Media Literacy 

Around the 1970s in the U.S., media literacy education became noted as a much 

needed element in schools. With support of literacy experts and critical theorists such as 

Freire (1992), Giroux (2001), and Apple (2005), media literacy has been a call to action 

for students and teachers to think critically about the world they live in. Additionally, 

media literacy has offered a framework to teachers and students alike for numerous issues 

being faced in society as a whole. For example, the growing influence of the media in 

both areas of democratic process and perception shaping coupled with the rapid intake of 

media consumption led to the increased need to integrate media literacy education into 

the classroom (Thoman & Jolls, 2004). 

During the 2000s, media literacy process slowed, however. Although media 

consumption was continuing to increase within the lives of students, teachers and school 

administrators seemed to feel a constant pressure in an already loaded curriculum. This 

lack of progress of the media literacy movement could be a direct result of the high-

stakes testing environment which education must now handle. Teachers and 

administrators are challenged to balance the pressure to limit what they teach to the 

standards, and students must perform well on standardized tests based on these standards. 

Technology, not media literacy, had remained a priority, however. “Only technology 

could save schools; without its adoption, schools would never make the ubiquitous 

paradigm shift to the information age” (Robertson, 2003, p. 285). Educational technology 

does offer value, but lacks to meet the needs of 21st century learners. 
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Although media literacy does exist in state standards for students at all grade 

levels and content areas, the wording and language of media literacy is vague, at best, in 

most states. Furthermore, media literacy skills are not tested directly on standardized 

tests, and in the current educational state, if something is not on the test then it must not 

be important for students to learn. However, media literacy experts know that in order for 

students to be critical thinkers and lifelong learners in a media driven society, media 

literacy is an essential skill. While technology tools will come and go and always change, 

the essence of media literacy will remain the same. As previously noted, media literacy is 

the 21
st
 century approach to education. It provides a framework to access,

analyze, evaluate, create, and participate with messages in a variety of forms – 

from print to video to the Internet. Media literacy builds an understanding of the 

role of media in society as well as essential skills of inquiry and self-expression 

necessary for citizens of a democracy. (Center for Media Literacy, 2011, p. 1) 

Students, now more than ever, must have the framework of media literacy to be 

successful in the world in which they live. For example, student must learn to think about 

the messages they are receiving in media. But, how will they learn about media literacy? 

This study has clearly highlighted the call for media literacy to be widely integrated on an 

explicit basis with teachers in both pre-service teacher education programs in universities 

across the country and with in-service teachers currently serving in K-12 school settings. 

Pre-Service Teacher Education Programs 

The need to integrate media literacy at the university level is clear, in particular, 

into university teacher education programs. The inclusion of media literacy in teacher 

education curriculum would strengthen the pre-service teacher education program as a 

whole. According to Schwarz (2001), media literacy is a necessary content for future 

teachers, but can also “enliven and connect teacher education courses, from methods 
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courses and educational psychology to foundations courses and student teaching” (p. 

118). 

While there are some graduate programs in media literacy, such as Appalachian 

State University, generally speaking, there are primarily only select courses about media 

literacy in some graduate education programs across the country. In-service teachers are 

limited to the amount of exposure to university supported continued learning 

opportunities. There are, however, even fewer undergraduate teacher education courses 

offered. According to Tyner (1992), “there is a desperate need for pre-service teacher 

training that teaches about media. Students in university education departments, many of 

whom grew up in a saturated media environment, are clamoring for it” (p. 175). While 

most teacher education programs offer classes or certification in education technology, 

very few include the word “media” or include thinking about the media in these courses 

(Goetze, Brown, & Schwarz, 2005, p. 169). 

Schwarz (2004) also supports and calls for explicit media literacy to be added into 

teacher education programs to create a more prepared future teacher for their diverse 

classrooms to come. Schwarz (2004) notes media literacy in teacher education programs 

can and should accomplish four goals: a) gain an understanding of others who are 

different, b) learn to challenge media messages, c) learn alternative teaching approaches 

to engage students from diverse learning styles, and d) learn how to find resources that 

support diversity within the classroom. 

Media literacy can best be included across the curriculum, especially since most 

often, there is a perception that the curriculum is already loaded and there is no room to 

add another course. Media literacy has tremendous power to engage future teachers with 
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a wide range of materials and resources to engage their own future students. Media 

literacy helps connect critical thinking and their content areas in a new way. For example, 

student teachers can see how media and pop culture collide in both a positive or negative 

way to impact the way they think about the world around them and, in turn, the way their 

future students will think about the world in which they live. 

Many obstacles exist that have limited the amount of explicit media literacy 

taught in pre-service teacher education programs across the county. For example, a sense 

of skepticism remains about what media literacy really is by faculty that continues to hold 

onto elements of traditional literacies or do not feel the need to incorporate media or pop 

culture into their own classroom environments. Also, in higher education, a notion of 

exclusivity exists of only being interested or concerned with one’s own research agenda, 

and interdisciplinary consensus struggle. Additionally, universities tend to be slowly 

moving, bureaucratic institutions in which change does not necessarily happen at the pace 

it should. Also, accountability measures set out by outside organizations create problems 

with explicit media literacy integration into programs such as the Council for the 

Accreditation of Educator Preparation (CAEP formerly NAEP). These accreditation 

programs cause a similar struggle as that of the K-12 teacher or administrator that 

attempts to balance what should be taught with what is being tested. 

In teacher education, we are now in danger of being ensnared by “the outcomes 

trap,” which in a nutshell is the working theory that evaluating policies and 

programs related to teacher education on the basis of test scores will bring about 

major teacher education reform. (Cochran-Smith, 2005, p. 414) 

These accreditation programs are limiting what university professors emphasize in 

teacher education programs, again – not in the standards. 
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However, according to Goodson and Norton-Meier (2003), 

Media literacy is more than a curriculum add-on. . . . We can build our students’ 

immersion in media and popular texts, and, in turn, we can use those texts to help 

students understand the powerful semiotic codes that shape our literacies and our 

lives. . . . A curriculum that includes media literacy gives our students the 

opportunity to investigate the role of media in society. (p. 261)  

Media literacy, at the university level, and in particularly in teacher education programs, 

goes beyond the basics of media and communications or technology courses. Media 

literacy is inquiry-based pedagogy and it provides a new way to teach and a new way to 

learn (Thoman & Jolls, 2004). By modeling this new way to teach and learn for future 

teachers, media literacy can continue to grow at the university level and trickle down to 

the K-12 setting with a clearer understanding and alignment. 

In-Service Teacher Professional Development 

Professional development for media literacy core concepts and key questions for 

teachers in the field are few and lacking, at best. Projects in media literacy by teachers 

exist on a limited basis. For example, Project Look Sharp in New York and the New 

Mexico Media Literacy Project are examples of such work, but they are rare. In Texas, as 

an example, professional development often is directly related to increasing test scores on 

standardized testing alone. As noted, few teachers in the field were taught explicitly 

about media literacy in the teacher education programs at the university level. 

Additionally, there is a void in professional conferences on media literacy for K-12 

teachers to attend. Some, such as the National Council of Teachers of English (NCTE) or 

the International Literacy Association (ILA formerly IRA) may show an interest. With 

this lacking media literacy climate, where do in-service teachers learn about media 

literacy? 
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As with any good professional development program, professional development 

for in-service teachers in media literacy should be teacher driven, self-motivated, long 

term, and continuous. While the E5’s work was teacher driven, self-motivated, long term, 

and continuous, it did not include an explicit element of media literacy. Hobbs (1998) 

proclaimed “the future of media literacy depends on the development of long-term, 

rigorous and intellectually demanding educational work with classroom teachers as 

essential, even primary, partners in implementing media literacy in schools” (p. 74). At 

the completion of this study, it is now clear that a sound professional development 

program in media literacy could exist similarly to the E5 while being coupled with 

educational technology. Media literacy includes elements of creativity, and the E5 

showed that technology tools and their integration were a creative opportunity to 

reinvigorate their professional teaching practice. According to Schwarz (2001), media 

literacy offers an opportunity for teachers to renew their teaching practices, relate to 

students, gain a new sense of their subject matter, have a voice in reform efforts, become 

agents of change, be empowered to reach out to parents and the community, create 

partnerships with business and media outlets, and gain a new understanding of various 

disciplines. By adding a media literacy framework, the E5’s professional development 

program could be perpetuated and strengthened.  

According to Frechette (2005), “Teachers, educational administrators, and 

students are in need of a theoretical and pragmatic foundation that provides hands-on 

learning lessons encouraging knowledge about and through new information 

technologies” (p. 114). Frenchette continued on to note that media literacy should include 

educational technology “centered on technology access and critical evaluation” (p. 114). 
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The author’s ideas point to the notion that the E5 could be seen as in the beginning stages 

of questioning issues of access and critically evaluating the technology tools they are 

choosing to integrate within their own classrooms. 

Tyner (1998) also noted more perspectives are needed in order to shape the debate 

about the uses of new technologies in teaching and learning in order for students to be 

responsive in a world filled with information. The coupling, of media literacy with new 

technology in a professional development model such as the E5, although not an easy 

connection, could have possibly assisted in giving the E5 continued fuel. “Making 

connections in education is never easy, especially when technology has the aura of 

respectability American society grants to science and commerce, and media brings up 

visions of all that is the worst in pop culture” (Schwarz & Dunlop, 2011, p. 327). 

Technology and Media Literacy Connecting Explicitly 

Although media literacy principles and educational technology standards do have 

some similar components, essentially, they remain very different. For example, both 

include elements concerned with access and citizenship. After careful investigation 

during this study, it is apparent why these two fields do not naturally or historically 

couple together. The theoretical perspective that drives media literacy is different, at its 

core, than the theoretical perspective that drives educational technology. Oversimplified, 

yet accurately summarized, in our culture, technology is considered to be inherently 

good. Technology is associated with progress. Schools must progress with technology 

and society. Therefore, technology in school is inherently good. This linear logic remains 

largely unchallenged by society or education. According to Ellul (1981), technology has 

become “our point of view” (p. 47). 
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Rose (2002), in reference to authors who advocate for a more reasonable 

approach to technology integration in education, notes “although they question the 

instructional effectiveness of computers, they fail for the most part to take issue with the 

force that propels the bandwagon across the Western world: the underlying logic of 

technology” (p. 513). Can we challenge the logic of something that is engrained or 

programmed into our culture and minds? How would one do so? Rose contended that we 

cannot and called society and education today “Techno-Illogical” (Rose, 2002, 514). 

This study contributes to the knowledge base in media literacy very specifically. 

First, it illuminates the notion that media literacy needs to be, and must be taught at the 

university level to pre-service teachers in order for it to be integrated in a school setting. 

Although in-service teachers display self-efficacy and a passion for leadership and life-

long learning, in this study, the teachers were not exposed to media literacy. Professional 

development and professional conferences did not present information to them related to 

media literacy. It is key that teachers, both pre-service and in-service, are explicitly 

exposed to media literacy principles. I feel, as the primary researcher of this study, the 

best place to expose pre-service teachers must begin during their university coursework. 

Other Needed Support 

The National Association of Media Literacy Educators should be more visible and 

active in practitioner publications, curriculum, and professional conferences that in-

service teachers attend and are exposed to. For example, the initial dream of the E5 was 

formed when the two coordinators were in attendance at a national technology conference 

in Austin, Texas. Unknowingly, I was in attendance at the same conference as a 

representative of a Professional Development School campus team. There, I witnessed, 
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firsthand, the absence of inclusion of media literacy principles, concepts, or definitions. 

Media literacy was silenced. Media literacy was not presented at all at this conference for 

teachers integrating new technology tools. Technology integration and tools was the 

primary and single focus. The two fields should exist on a continuum or emerge together. 

The two fields should communicate more. As of current, the state of education most 

definitely includes educational technology, but it may or may not include a media literacy 

component. This is not enough. According to McLuhan and Fiore (1968), in reference to 

fish knowing nothing about water, note that our environment is invisible to us; therefore, 

it is not something we are inclined to naturally think critically about (p. 175). Media 

literacy can no longer serve as water to teachers in schools today. Media literacy must be 

something they not only think about, but something they integrate and frame all other 

knowledge around. 

This study sheds light on a problem with state and national educational standards. 

Although many times the literature notes media literacy standards are included in most 

state standards and at various grade and content levels, they are limited to overt inclusion. 

There is no direct use of the term media literacy, no specific uses of the definition of 

media literacy, no direct uses of the key questions of media literacy, and finally, no direct 

connections to the core concepts of media literacy. The examples often cited in literature 

as being in alignment with media literacy principles are vague at best. I have found this to 

be a major problem. In other words, media literacy remains off the radar in schools today 

and an attempt to sneak it in ultimately proves useless. 

Alignment with a movement, more specifically media literacy, could bring some 

self-efficacy to their group and work during difficult challenges.  As noted in the 
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researcher reflective notes, it was clear that during times of concern or questioning, the 

E5 members appeared to be looking for a framework to apply to their work and struggles. 

There were many examples of times when educational technology and its standards did 

not seem to fit or address the problems they were facing and wondering about. By giving 

each participant a framework in which to reference their work, I feel that the E5’s work 

could continue with a new sense of purpose and clarity. 

 

Successful Professional Development 

As previously stated, educational technology does not necessarily lead to media 

literacy. Therefore the implications and recommendations for this study included 

recommendations for explicit teacher development. The E5 has successfully modeled the 

kind of professional development that must take place in media literacy.  

 

Personal Reflection 

As I entered the research field, I was apprehensive and excited to learn about the 

work of the E5. I was familiar with the summer DigiCamp program, but unsure of the 

work integrated within their own classrooms, within their pods, and during their E5 

meetings. It had been such a lengthy process to gain access and approval from the district 

personnel and the E5 coordinators and members. The members of the E5 were especially 

protective of their group cohesion and synergy, and it was evident in the way access was 

gained. I had to agree, through the consent forms, to limit my interaction and 

involvement with the E5. For me, this was to be the biggest challenge of all – no 

interaction. 
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On the day of the first meeting I arrived early and set up my computer. As each 

member entered the media center on the high school campus, I felt a sense of unease as 

they made eye contact with me. Each member was unsure how to acknowledge my 

presence at the meeting. I, too, was unsure. I was walking a fine line. Exchanges were 

made by eye contact and non-verbal affirmations only and I sat apart from the group at a 

separate table tapping the keys of my IPad more quickly than I had ever done before. 

Periodically, one member would look over in my direction as to say, “did you just type 

what I said?” or “what are you writing?” or even, “do not put that in your notes!” It was 

clear we were all feeling the strain of my presence and I can admit now that I began to 

question my choice of topics and sites. I even began to wonder if my being there changed 

or altered their conversations during that first meeting I collected data. 

“Why are they so protective of the group?” “Are they afraid I will disclose 

information shared at the meeting” “Does periodic smiling and nodding help affirm their 

words or appear too participatory?” (researcher reflection, October 6, 2013). These 

statements were just a snapshot of the researcher reflective notes that I had written and 

reviewed that day as I sat in my car after that first meeting. The closing of the meeting 

had been equally as awkward. I stood and collected my things and slowly lingered, but 

again, no verbal exchanges took place. I graciously nodded to the coordinators and 

members and exited the building. I had never felt so misunderstood. I was not a big bad 

researcher coming to their meeting to highlight all that they were doing wrong and to set 

them straight or embarrass them with my findings. My sole purpose in conducting the 

research project was to illuminate their unique story of professional development and 

educational technology integration with a framework of media literacy. 
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As I sat in my car, I looked back over the field notes and researcher reflections 

that I had collected. There were pages and pages and pages of narrative data, direct 

quotes, non-verbal descriptions, and clarifying questions. But, the biggest question of all 

was still looming. Would the members of the E5 accept my presence as they continued 

on? Would I be such a distraction to them that all notions of the study would be lost? And 

just like that, I entered the research field and began the process of immersion with the E5. 

I would not give up. I would conduct this study within the parameters set forth. I would 

become an ethnographic researcher of sorts for a narrative inquiry study. 

Over the long weeks waiting for the next month’s meeting agenda to arrive via 

email, I began to reflect further on the possible reasons the E5 would be protective of 

their group. Through this reflection and time spent immersed in the literature, it became 

even more clear to me that this group did not fit into traditional categories of education 

technology or of that related to professional development. These teachers, their group, 

and their educational endeavors were rare. Rare things had to be protected. I gained a 

strong sense of respect for their protectiveness and this respect for them began to soften 

my uptightness about my presence with them. 

I received the notification of the next meeting, confirming time and location but 

void of an agenda. But there it was! The email, to me, was served as a symbol of my 

approval from the E5 that I may return. A few lines, drafted in an email, represented a 

summons back into the research field. I was elated. This was going to be one rare 

research endeavor for me too. But . . . challenge accepted! 

Over the next few months, things progressed both in the research data collection 

and in personal connections made. Periodically, one E5 member would greet me by name 
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before the meeting and ask how it was going. Another member politely made additional 

copies of materials and placed them beside my makeshift workstation. At the Christmas 

meeting, one E5 member brought a glass of iced tea and a plate of tortilla chips with 

some hot sauce and cheese dip over to my table. These acts, over time, I considered small 

research victories. They were becoming more comfortable with me, and if they were 

becoming more comfortable with my presence, then they would be comfortable enough 

to get back to honest, candid conversations that took place prior to the research study and 

my presence during E5 meetings.  Authenticity would be maintained. 

As spring approached, the work continued, and I sent a sign-up sheet around prior 

to the meeting start time for slots for each E5 member’s personal interview session. 

During the approval eight months prior, they had each agreed to participate in a semi-

structured interview. But, as the clipboard went from hand-to-hand of each of the E5 

members, I began to sweat. Visibly sweat. Would they change their mind? Would they be 

too busy? Would they disregard the sign-up sheet altogether? The time set was for a week 

during May, after the year ending meeting of the E5 and before the campus moves and 

the end of school pomp and circumstance would take place. Each member placed their 

name on the sheet, with preferred time and location, eagerly and without hesitation. My 

heart swelled. I immediately felt validated as a researcher – I had played along just as 

they had asked and this was my validation that the E5 thought I had done so. I had not 

harmed their rarity.  The E5 had been protected. Yippee. This was going to be good. 

In retrospect, I should have had an individual discussion with each member of the 

E5 prior to beginning the study as opposed to allowing the coordinators to serve as 

gatekeepers. I could have articulated more accurately my research agenda and purpose. I 
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feel these early critical conversations might have helped move the authenticity of the 

study along sooner. Educational research with in-service teachers working in their school 

environment is no easy task. But after the completion of this study, I see the need for this 

kind of research more than ever. 

Teacher’s stories must be illuminated for many reasons. Living stories of 

professionals can guide and influence practice and connect other professionals to one 

another. Most importantly, teacher’s narratives professionalize the field. The E5 

members’ stories influenced my teaching and professional practice forever, not because 

of their practices necessarily, but because of their purpose being lived out boldly. 

Teacher Reflection 

The literature relates to this study in terms of teacher leadership and professional 

development. While not exact, scholars in teacher leadership and professional 

development note the need to a bottom-up professional development program in schools 

directly led and of interest to teachers. According to Vrasidas and Solomou (2013), 

“Effective professional development for teachers has several characteristics that are 

common across various subject matters, such as a focus on content and engaging teachers 

in active learning opportunities related to their classroom practice” (p. 89). The E5 

exhibits and exemplifies this kind of active learning professional development at its best. 

The three themes that emerged from this study, although not necessarily what I 

was looking to illuminate with the research questions, is of major importance to the field 

of teacher professional development. Additionally, these themes are significant to 

perpetuating the media literacy movement in schools. This study, overall found, in 

relation to the research questions, three emergent themes in the E5 narrative data. These 
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themes included self-efficacy/risk taking, student collaboration/transfer of power, and 

relationships/trust. These three themes are extremely important to consider when moving 

forward with media literacy professional development for teachers. 

First, the future of media literacy professional development must be teacher 

driven, of teacher interest, and be teacher designed, as seen by the theme of self-efficacy 

in the narrative data. According to Lieberman and Mace (2015), “any attempt to design 

networks for teacher learning must be done with active leadership from classroom 

teachers themselves” (p. 86). Because the E5 was teacher led and teacher driven, the 

participants were committed long-term to their growth and learning. 

While collecting data and conducting interviews, I was surprised at how 

committed this group of teachers was to learning new tools and finding ways to connect 

to students for improved instruction. I was impressed with the leadership abilities of each 

member to empower other teachers on their individual campuses to do the same. I was 

also surprised at the lack of self-confidence many of the E5 members displayed at various 

times during this process of data collection. Although noted by participants on various 

occasions, they did not consider themselves to be experts in the field. But, as the study 

continued on, I expected, as the primary researcher, to encounter a new sense of expertise 

or heightened self-confidence by the participants. This did not occur. The members of the 

E5 remained unsure of their work’s lasting impact on their classroom teaching and on 

others in their school environment. They still considered themselves to be beginners in 

integrating educational technology tools and practice. As the primary researcher, over 

time, I have come to understand this personality trait as a strength of each member of the 

group in relation to the theme of self-efficacy/risk taking. Each member of the E5 has 
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displayed a sense of alignment with the guiding principle of life-long learning, never 

deeming themselves as the expert. I feel this personality trait they each share has helped 

sustain the E5; they were willing to take risks for learning and self-efficacy. Although 

this aspect of the emerging narratives of the E5 members surprised me, at the conclusion 

of this study, it has become one of the elements that I now realize makes the E5 continue 

on with their work. Life-long learning, self-efficacy, and risk-taking coupled with the 

notion of not being an expert is essential to the perpetuation of the E5 and also of any 

good professional development in general.  

Next, the future of media literacy professional development must include teacher / 

student collaborative practices. Because a theme of student collaboration and transfer of 

power was present in the narrative data collected from the E5, there must be present an 

element of collaborative learning that takes place in the future of professional 

development. Students and teachers learning together, in this study, illuminated a critical 

factor for teacher development.  

By giving away their “power” or control of the learning process, the teachers in 

the E5 felt their growth and learning over time was transformative and meaningful. 

According to Hunzicker (2011), “effective professional development is anything that 

engages teachers in learning activities that are supportive, job-embedded, instructionally 

focused, collaborative, and ongoing” (p. 177). The E5’s practices embodied Hunzicker’s 

conceptualization of effective professional development. As mentioned in the narratives 

of some of the E5 members, they felt most confident when giving away the responsibility 

of being the expert. This occurred both when working with students in their summer 
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DigiCamp and while collaborating with students within their own classroom environment 

on new technology tools. 

Finally, the future of media literacy professional development must include 

practices that value relationships and foster environments in which trust can be built by 

teachers. The theme of relationships/trust was highlighted in this study’s narrative data. 

The members of the E5 definitively noted the importance of the relationships they had 

formed with one another in order to learn new ways of teaching and working with their 

students. Hargreaves and Fullan (2012) emphasized relationships and trust by noting, 

“building trust in this way with colleagues is important as a foundation for teamwork and 

change” (p. 159). 

Because each member of the group trusted each other in the process, the 

participants valued and attributed their growth to the power of such relationships. This 

trust, which could be attributed to the autonomy that the E5 was given, allowed for the 

members to choose their focus and direction. This trust created an environment both 

within the group itself and with others in the district and allowed the members of the E5 

to move forward as they saw fit. Overall, teacher development, in order to be effective, 

must provide for trust and teacher choice. 

In short, the future of media literacy professional development must include 

similar components as the themes that emerged in this study:  teacher self-efficacy/risk 

taking, student collaboration/transfer of power, and relationships/trust. These findings 

present a logical and clear direction for the future of explicit media literacy instruction as 

professional development. Hargreaves and Fullan (2012) summarize by noting: 

Teachers soar not just when they want success but when they know how to get it, 

and when they know it’s achievable. Expertise alone is equally inadequate 
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without the desire and drive of teacher’s purpose and passion. Knowing what to 

do and how to do it is of little value if you don’t care about what you do or whom 

you’re doing it for, if you’re told to do things you don’t agree with, if you no 

longer have any say in what you do, or if you’re exhausted by doing too much of 

it for too long. (p. 58) 

The E5 professional development, although lacking in explicit media literacy, paints a 

picture of what is good, what could be, and what matters in our schools today. 

Future Research 

Future research in media literacy should include professional development and 

support for classroom practice. Hobbs (2001) noted: 

The future of media literacy depends of the development of long-term, rigorous, 

and intellectually demanding educational work with classroom teachers as 

essential, even primary, partners in implementing media literacy in schools. (p. 7) 

I will, very soon, conduct additional research with the E5. This additional research will 

include conducting professional development during the summer for the E5 that would be 

the introductory steps to understanding media literacy and activities and ideas on how to 

integrate media literacy into their classrooms. This professional development will be 

practitioner based. This additional research would also include post interviews and 

classroom observation. By collaborating with the E5 members, such as Hobbs (2001) 

referred to, I feel a greater understanding can be gained about implementation of media 

literacy in schools today. 

Scholars and educators who are designing and implementing teacher education in 

media literacy need to find opportunities to share their experiences, their 

strategies, and philosophies, and find ways to measure and evaluate the quality of 

teaching and learning experiences they provide” (p. 7). 

My hope and dream would be, because of the leadership roles the members of the E5 

now have on their own campuses, that media literacy could begin to spread and be shared 
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with other teachers in this particular district. From this, the work of the E5 and the new 

addition of media literacy integration can serve as a guide for other teachers to begin their 

work in media literacy. According to Schwarz and Dunlop (2011), “both technology 

experts and the media literacy advocates can, perhaps, be more successful together in 

bringing real change to the classrooms of the nation” (p. 327). The coupling of these two 

fields within the current research setting would, based on the groundwork done by the 

prior four years of the E5, make an excellent future study. 

In addition to a continued study with the E5, another valuable future study would 

be to pose the same research questions and methodology with other groups focusing on 

technology integration. By applying the same research analysis to data collected within a 

new context and school environment, interesting stories could be illuminated for a greater 

understanding of the themes that emerged from this study. The problems faced by 

participants in the future study could be compared to the participant’s responses in this 

study. 

Another interesting study for future investigation could be research focused on 

teacher resistance to technology. By seeking to understand those in-service teachers who 

do not find value in new technology being integrated within the classroom setting, 

possible ideas could be shared about the critical nature that already exists with the 

teachers who are challenging technology. 

Moreover, a study conducted to gain understanding about school administrators’ 

perceptions or knowledge of media literacy would be beneficial. The ideas illuminated in 

this study in relation to teacher perceptions and knowledge of media literacy could be 

shifted to investigate the understanding held by school administrators. 
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An essential future study would include a study with pre-service teachers and 

university coursework in teacher education. For instance, a study should be conducted in 

which an explicit media literacy component is taught to pre-service teachers that is not 

part of a technology class or component of a class within the program requirements. Pre-

service teachers, learning how to integrate media literacy across the curriculum and at 

various grade levels, would offer greater understanding of how media literacy should be 

integrated in teacher education programs. 

Researcher Conclusion 

Media literacy has long existed as a grass-roots movement. It is my hope that the 

grass roots movement can continue, but over time, pre-service teacher education 

programs and in-service professional development can move towards an era of explicit 

media literacy instruction. Based on the findings of this study, teachers in the field and 

students in teacher education programs need a framework to base their work upon. The 

time has now come for media literacy to be part of what we teach and, more importantly, 

part of how we teach. “The road forward is littered with obstacles, like NCLB, built on 

K-12 curriculum fragmentation, and the academic divisions common at the university, 

but genuine transformation is still possible” (Schwarz & Dunlop, 2011, p. 327). 

Lastly, an enlightening study could be conducted with university faculty, in 

particular, teacher educators, investigating their perceptions of media literacy. By 

highlighting faculty perceptions of media literacy, greater understanding about media 

literacy in pre-service teacher education programs and university coursework could be 

transformed to better equip future teachers. 
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APPENDIX B 

Campus Approval Form for Pilot Study 

B A Y L O R 

U    N    I    V    E    R    S    I    T    Y 

Date: July 1, 2013 

Informed Consent for campus participation in Media Literacy and The E5: A pilot 

study 

This form asks for your consent for campus participation in an educational research 

study. The purpose of this study is to describe teachers’ integration of Media Literacy 

principles in various classroom settings and their affiliation with the E5. 

There are no physical, psychological, and/or sociological risks involved. All data 

collected will be completely confidential and coded to insure privacy of teachers and 

their school. All data will be disposed of upon completion of the study. Names of 

participants and schools will remain confidential and will not be cited in the study.  

The study will last for one year during the 2013-2014 school year. The following outlines 

the various components your campus and some of its teachers are asked to participate in 

within the study: 

 Interviews

 Background Information Questionnaire

 Observations

All data will be destroyed and disposed of upon completion of the study. Print documents 

will be shredded and audio/electronic documents erased or deleted. Until that time, 

electronic data will be stored on a password protected and encrypted computer. Hardcopy 

data will be kept in a secured/locked storage cabinet with access availability limited to 

the researchers. You can drop out of the study at any time with no penalty  

If you have any questions or concerns, please feel free to contact me at (254) 315-0473 or 

brandi_ray@baylor.edu. 
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Your signature below constitutes your consent and willingness to participate in this study. 

Non-participation involves no penalty and participant may withdraw from the study at 

any time without penalty. The subject’s participation is voluntary, and his/her refusal to 

participate will involve no penalty or loss of benefits to which the subject is otherwise 

entitled, and that the subject may discontinue participation at any time without penalty or 

loss of benefits to which the subject is otherwise entitled. Please return signed document 

in the enclosed envelope. If you have any questions or concerns, please feel free to 

contact Brandi Ray at (254) 315-0473 or brandi_ray@baylor.edu. If you have any 

questions regarding your rights as a participant, or any other aspect of the research as it 

relates to you as a participant, please contact the Baylor University Committee for 

Protection of Human Subjects in Research, Dr. David W. Schlueter, Ph.D., Chair Baylor 

IRB, Baylor University, One Bear Place #97368 Waco, TX 76798-7368. Dr. Schlueter 

may also be reached at (254) 710-6920 or (254) 710-3708.  

I have read and understand this from and am aware of my rights as a participant, and have 

agreed to participate in the study based on the information provided. A copy of the signed 

from will be provided to the participant. 

____________________________________ ___________________________ 

Name (signature) (Date) 

___________________________________________ 

Brandi R. Ray, Doctoral Candidate 
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APPENDIX C 

E5 Consent Form for Pilot Study 

B A Y L O R 

U    N    I    V    E    R    S    I    T    Y 

Date: July 1, 2013 

Informed Consent for campus participation in Media Literacy and The E5: A pilot 

study 

This form asks for your consent for campus participation in an educational research 

study. The purpose of this study is to describe teachers’ integration of Media Literacy 

principles in various classroom settings and their affiliation with the E5. 

There are no physical, psychological, and/or sociological risks involved. All data 

collected will be completely confidential and coded to insure privacy of teachers and 

their school. All data will be disposed of upon completion of the study. Names of 

participants and schools will remain confidential and will not be cited in the study.  

The study will last for one year during the 2013-2014 school year. The following outlines 

the various components your campus and some of its teachers are asked to participate in 

within the study: 

 Interviews

 Background Information Questionnaire

 Observations

All data will be destroyed and disposed of upon completion of the study. Print documents 

will be shredded and audio/electronic documents erased or deleted. Until that time, 

electronic data will be stored on a password protected and encrypted computer. Hardcopy 

data will be kept in a secured/locked storage cabinet with access availability limited to 

the researchers. You can drop out of the study at any time with no penalty  

If you have any questions or concerns, please feel free to contact me at (254) 315-0473 or 

brandi_ray@baylor.edu. 

Your signature below constitutes your consent and willingness to participate in this study. 

Non-participation involves no penalty and participant may withdraw from the study at 
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any time without penalty. The subject’s participation is voluntary, and his/her refusal to 

participate will involve no penalty or loss of benefits to which the subject is otherwise 

entitled, and that the subject may discontinue participation at any time without penalty or 

loss of benefits to which the subject is otherwise entitled. Please return signed document 

in the enclosed envelope. If you have any questions or concerns, please feel free to 

contact Brandi Ray at (254) 315-0473 or brandi_ray@baylor.edu. If you have any 

questions regarding your rights as a participant, or any other aspect of the research as it 

relates to you as a participant, please contact the Baylor University Committee for 

Protection of Human Subjects in Research, Dr. David W. Schlueter, Ph.D., Chair Baylor 

IRB, Baylor University, One Bear Place #97368 Waco, TX 76798-7368. Dr. Schlueter 

may also be reached at (254) 710-6920 or (254) 710-3708. 

I have read and understand this from and am aware of my rights as a participant, and have 

agreed to participate in the study based on the information provided. A copy of the signed 

from will be provided to the participant. 

____________________________________ ___________________________ 

Name (signature) (Date) 

___________________________________________ 

Brandi R. Ray, Doctoral Candidate 
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APPENDIX D 

IRB Pilot Study Approval Letter 
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APPENDIX E 

Preliminary Background Questionnaire 

B A Y L O R 

U    N    I    V    E    R    S    I    T    Y 

E5 Preliminary Background Questionnaire 

This background questionnaire will help me identify topics that might emerge during the 

upcoming E5 meetings that will be taking place during the Fall of 2013. Please complete 

this form and return to Brandi Ray via brandi_ray@baylor.edu. You may use the blank 

space on this page to note any additional comments, questions, or concerns. Thank you 

for your participation. 

Name: 

Campus and Title: 

Degree and Certification: 

Years of Service: 

Years in District: 

How long have you been a member of the E5? 

How did you get involved with the E5? 

What do you contribute to the E5 meetings? 

What have you found beneficial about membership in this group? 

What have you been able to implement in your classroom or teaching as a 

result of your membership? 

Why have you remained a member of the E5? 

How does the work the E5 is doing benefit your campus or other teachers on 

your campus? 
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APPENDIX F 

Campus Approval Form for Study 

B A Y L O R 

U    N    I    V    E    R    S    I    T    Y 

Date: January 1, 2014 

Informed approval for campus participation by campus administrator in 

Media Literacy and The E5: A narrative inquiry study 

This form asks for your consent, as the campus administrator, for campus participation in 

an educational research study. The purpose of this study is to describe teachers’ 

integration of Media Literacy principles in various classroom settings and their affiliation 

with the E5. 

There are no physical, psychological, and/or sociological risks involved. All data 

collected will be completely confidential and coded to insure privacy of teachers and 

their school. All data will be disposed of upon completion of the study. Names of 

participants and schools will remain confidential and will not be cited in the study.  

The study will last for one year during the 2014 school year. The following outlines the 

various components that some of the teachers on your campus are asked to participate in 

within the study: 

 Interviews

 Observations

All data will be destroyed and disposed of upon completion of the study. Print documents 

will be shredded and audio/electronic documents erased or deleted. Until that time, 

electronic data will be stored on a password protected and encrypted computer. Hardcopy 

data will be kept in a secured/locked storage cabinet with access availability limited to 

the researchers.  

Some of the benefits of campus participation in the study could include the discovery of 

new ideas in relation to classroom technology integration or media literacy components 

that could impact future curriculum or classroom practices.  
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If you have any questions or concerns, please feel free to contact me at (254) 315-0473 or 

brandi_ray@baylor.edu. 

Your signature below constitutes your approval for teachers on your campus to 

participate in this study. Non-participation involves no penalty and participants may 

withdraw from the study at any time without penalty. The subject’s participation is 

voluntary, and his/her refusal to participate will involve no penalty or loss of benefits to 

which the subject is otherwise entitled, and that the subject may discontinue participation 

at any time without penalty or loss of benefits to which the subject is otherwise entitled. 

Please return signed document in the enclosed envelope. Inquiries regarding the nature of 

the research, your rights as a subject or any other aspect of your participation can be 

directed to Baylor’s University Committee for Protection of Human Subjects Research 

through the chairman Dr. David W. Schlueter, Chair Baylor IRB, Baylor University, One 

Bear Place # 97368, Waco, TX 76798. Dr. Schlueter may also be reached at (254) 710-

6920 or (254) 710-3708. 

I have read and understand this form, and have agreed to allow campus members to 

participate in the study based on the information provided. A copy of the signed form will 

be provided to campus administration.  

____________________________________ ___________________________ 

Name (signature) (Date) 

___________________________________________ 

Brandi R. Ray, Doctoral Candidate 
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APPENDIX G 

E5 Consent Form for Study 

B A Y L O R 

U    N    I    V    E    R    S    I    T    Y 

Date: March 1, 2014 

Informed Consent for teacher participation in  

Media Literacy and The E5: A narrative inquiry study 

This form asks for your consent for participation in an educational research study. The 

purpose of this study is to describe teachers’ integration of Media Literacy principles in 

various classroom settings and their affiliation with the E5. 

There are no physical, psychological, and/or sociological risks involved. All data 

collected will be completely confidential and coded to insure privacy of teachers and 

their school. All data will be disposed of upon completion of the study. Names of 

participants and schools will remain confidential and will not be cited in the study.  

The study will last for one year during the 2014 school year. The following outlines the 

various components you may be asked to participate in within the study: 

 Interviews

 Observations

All data will be destroyed and disposed of upon completion of the study. Print documents 

will be shredded and audio/electronic documents erased or deleted. Until that time, 

electronic data will be stored on a password protected and encrypted computer. Hardcopy 

data will be kept in a secured/locked storage cabinet with access availability limited to 

the researchers.  

Some of the benefits of your participation in the study could include the discovery of new 

ideas in relation to classroom technology integration or media literacy components that 

could impact future curriculum or classroom practices.  

If you have any questions or concerns, please feel free to contact me at (254) 315-0473 or 

brandi_ray@baylor.edu. 
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Your signature below constitutes your consent and willingness to participate in this study. 

Non-participation involves no penalty and participant may withdraw from the study at 

any time without penalty. The subject’s participation is voluntary, and his/her refusal to 

participate will involve no penalty or loss of benefits to which the subject is otherwise 

entitled, and that the subject may discontinue participation at any time without penalty or 

loss of benefits to which the subject is otherwise entitled. Please return signed document 

in the enclosed envelope. Inquiries regarding the nature of the research, your rights as a 

subject or any other aspect of your participation can be directed to Baylor’s University 

Committee for Protection of Human Subjects Research through the chairman Dr. David 

W. Schlueter, Chair Baylor IRB, Baylor University, One Bear Place # 97368, Waco, TX 

76798. Dr. Schlueter may also be reached at (254) 710-6920 or (254) 710-3708. 

I have read and understand this from and am aware of my rights as a participant, and have 

agreed to participate in the study based on the information provided. I agree to participate 

in a least one interview and to be observed at least 3 times. Additionally, I understand 

that I am committing at least one hour to each data collection session. A copy of the 

signed form will be provided to the participant. 

____________________________________ ___________________________ 

Name (signature) (Date) 

___________________________________________ 

Brandi R. Ray, Doctoral Candidate 
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APPENDIX H 

IRB Study Approval Letter 
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APPENDIX I 

Study Interview Questions 

B A Y L O R 

U    N    I    V    E    R    S    I    T    Y 

E5 Interview Questions 

1. What is your teaching background?

2. How did you find your way onto the E5?

3. What have you learned?

4. What would you like to see take place with the committee?

5. What concerns you in relation to the work of the committee?

6. What are your experiences with Media Literacy?

7. What is your best moment in regards to the E5?

8. When do you get discouraged?

9. What keeps you going and committed to the E5?

10. What impact has the E5 had on your teaching?

11. What do students need to learn in relation to technology and media and

why?
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