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Leo Van Audenhove, Hadewijch Vanwynsberghe & Ilse Marién*

Mediawijsheid in Vlaanderen

VAN PARLEMENTAIRE DISCUSSIE TOT DE OPRICHTING VAN
HET KENNISCENTRUM MEDIAWIJSHEID

Inleiding

In heel wat Europese landen zijn de afgelopen vijftien jaar instellingen opgericht die
mediageletterdheid of mediawijsheid moeten bevorderen in hun respectieve landen.
Landen als Nederland en het Verenigd Koninkrijk gaven de toon aan door reeds in
het begin van het eerste decennium van de eenentwintigste eeuw aandacht te beste-
den aan mediawijsheid. In Nederland werd het belang van mediawijsheid in 2006
herbevestigd door de Raad voor Cultuur, een adviesorgaan van het ministerie van
Onderwijs, Cultuur en Wetenschap (Ingen Housz, 2011). Op Europees niveau wordt
media literacy specifiek belicht in een Commission Recommendation over ‘media literacy
in a digital environment’ uit 2009 (European Commission, 2009) en kort opgenomen
in de Audiovisual Media Service Directive van 2010 (European Parliament, 2010).
Ondanks de toenemende beleidsinitiatieven op het gebied van mediawijsheid, is er
weinig beleidsonderzoek naar hoe verschillende overheden hun intenties om media-
wijsheid te bevorderen, beleidsmatig vormgeven (Frau-Meigs, Velez & Michel, 2017).
Dit artikel belicht de discussie over én de beleidvorming van mediawijsheid in Vlaan-
deren.

In Vlaanderen startte de discussie rond mediawijsheid in het Vlaams Parlement in
2006. Toch duurde het tot 2013 voordat de Vlaamse overheid Mediawijs, het Vlaams
Kenniscentrum voor Mediawijsheid, oprichtte. Vlaanderen is daarmee een regio die
pas relatief laat een instituut opricht met als opdracht mediawijsheid te bevorderen.
Ook beleidsmatig heeft het relatief lang geduurd alvorens er een afgerond formeel
kader ontstond rond mediawijsheid. Dit artikel beschrijft en analyseert het Vlaams
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beleid op het gebied van mediawijsheid. Het licht de ontstaansgeschiedenis en de
opdracht van het Kenniscentrum Mediawijsheid toe. Voorts beschrijft het de rol van
de publieke omroep in relatie tot mediawijsheid. De publieke omroep maakt namelijk
deel uit van een meeromvattend beleid over mediawijsheid. Het artikel start met een
theoretische uiteenzetting waarin vier actuele discussies binnen het veld van media-
wijsheid worden toegelicht. Afsluitend worden een aantal reflecties geformuleerd.

Theoretisch kader

Actuele discussies binnen mediawijsheid

Het theoretische veld over mediawijsheid is bijzonder breed en divers. Renée Hobbs
(2005) geeft aan dat mediawijsheid raakvlakken heeft met verschillende disciplines,
zoals onderwijs, communicatiewetenschappen, mediastudies, psychologie, cultuur-
wetenschappen, literatuurwetenschappen, telecommunicatiestudies en bibliotheek-
wetenschappen. Het hoeft dan ook niet te verwonderen dat de definities en concep-
tualiseringen van mediawijsheid sterk uiteenlopen en dat de beoogde doelstellingen
vaak verschillen (Hoechsmann & Poyntz, 2012; Livingstone, Papaioannou, Del Mar
Grandia Pérez & Wijnen, 2012; Potter, 2014). De complexiteit van de discussie ver-
hoogt bovendien doordat de digitale revolutie in de media en de introductie van inter-
actieve online media het debat over mediawijsheid de laatste 25 jaar enorm hebben
beinvloed. Een vaak gehanteerde definitie is de definitie die ontworpen werd tijdens
de National Leadership Conference on Media Literacy in de Verenigde Staten in 1993:
‘Media literacy is the ability to access, analyze, evaluate and communicate messages in a
variety of forms’ (Aufderheide, 1993). Belangrijk in deze definitie is de insluiting van
het meer actief communiceren van boodschappen. Dit sluit aan bij de meer inter-
actieve toepassingen die het internet en sociale media mogelijk hebben gemaakt.

Het is niet de bedoeling om de lezer in te wijden in de uitgebreide theoretische en
conceptuele discussies over mediawijsheid. In wat volgt geven we een aantal trends in
die discussies weer, die belangrijk zijn om de huidige interesse in het brede veld van
mediawijsheid te begrijpen. Deze trends vormen meteen een conceptueel kader waar-
aan het beleid in Vlaanderen getoetst kan worden.

Ten eerste, in de laatste decennia is de discussie over mediawijsheid geévolueerd van
een eerder protectionistische invulling van mediawijsheid naar een meer empower-
ment-georiénteerde invulling van mediawijsheid. De protectionistische invulling ver-
onderstelt dat media een negatief effect hebben op gebruikers en meer specifiek
op jongeren. Daarbij ziet deze invulling de gebruiker als een passief ontvanger van
berichten (Potter, 2013). De protectionistische invulling heeft een lange traditie bin-
nen de communicatiewetenschappen en is theoretisch verbonden met uiteenlopende
scholen, meer specifiek met media effect studies en kritische politieke economie. De
eerste, de media effect studies, onderzoekt korte- en langetermijneffecten van media en
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media-inhoud, zoals marketing, gewelddadige inhoud et cetera. De tweede, de kri-
tische politieke economie, ziet media als een ideologische tool van het kapitalistisch
bestel dat inherent de waarheid kleurt en vervormd in functie van dat systeem. Media-
wijsheid is hierbij vooral gericht op het vermijden of beperken van het gebruik van
slechte of gekleurde media én/of in het leren duiden van slechte inhoud. De empower-
ment- of emancipatorische invulling gaat uit van de idee dat media integraal deel
uitmaken van onze samenleving. Gebruikers worden in staat geacht om op een actieve
en constructieve manier om te gaan met media. Mediawijsheid moet hen ondersteu-
nen om autonomer en kritischer om te gaan met media en informatie- en communi-
catietechnologieén (ICT) (Jenkins, 2006; O’Neill & Barnes, 2008; Von Feilitzen &
Carlsson, 2003). De empowermentinvulling promoot vaak de idee dat initiatieven
rond mediawijsheid moeten gebruik maken van de inhoud, programma’s en toepas-
singen die gebruikers effectief bekijken en consumeren, met andere woorden: van
inhoud die aansluit bij de leefwereld van de gebruiker. De empowermentinvulling is
nauw verbonden met de cultural-studies-traditie binnen de communicatiewetenschap-
pen en met de constructivistische aanpak binnen de onderwijswetenschappen.

Ten tweede, de hernieuwde aandacht voor mediawijsheid is nauw verbonden met de
enorme veranderingen in het veld van media, telecommunicatie en internetregule-
ring in de laatste drie decennia. Digitalisering maakt het mogelijk dat gebruikers zelf
producenten worden van informatie en inhoud, wat het beeld van de gebruiker als
passieve ontvanger van informatie en mediaproducten sterk in vraag stelt (Hoechs-
mann & Poyntz, 2012). Het verdwijnen van de grenzen tussen een lineair omroep-
model en de digitale verspreiding van inhoud heeft de impact van beschermende
regulatorische maatregelen op het vlak van inhoud sterk ingeperkt. Als gevolg is er
een duidelijke verschuiving in het regulatorische veld naar co-verantwoordelijkheid
op het Europese niveau (Marsden, 2011). Gezien het publiek meer inhoud naar zich
toe kan ‘trekken’ (pull mode), verhoogt de individuele verantwoordelijkheid voor wat
bekeken en geconsumeerd wordt. Zelfregulering op het niveau van het individu wordt
dus door velen belangrijker geacht dan het doorvoeren van sterk beschermende
mediaregulering (Wallis & Buckingham, 2013). Mediawijsheid wordt dan ook meer
en meer gezien als een manier om kritische competenties van gebruikers te onder-
steunen in afwezigheid van strikte mediaregulering (O’Neill, 2010; Wallis & Bucking-
ham, 2013).

Ten derde, het gros van de academici die werken rond mediawijsheid gaan uit van een
op competentie en vaardigheden gebaseerde aanpak van mediawijsheid (Livingstone,
2004; Potter, 2014). Potter identificeert zeven cognitieve vaardigheden: ‘analysis,
evaluation, grouping, induction, deduction, synthesis and abstraction’ (Potter, 2013). De
werken van deze academici hebben raakvlakken met andere recente discussies op het
gebied van vaardigheden en competenties rond e-skills, internetvaardigheden, code-
ringsvaardigheden et cetera. Echter, waar mediawijsheid zich initieel richtte op cogni-
tieve vaardigheden die een kritische deconstructie van media en media-inhoud ver-
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sterken, spitste de discussie rond digitale vaardigheden zich bij aanvang toe op opera-
tionele vaardigheden die het gebruik van technologie moeten garanderen. Tot voor
kort liepen deze discussies eerder parallel naast elkaar. Maar recente theorieén in het
veld van mediawijsheid nemen toenemend creatieve en communicatieve vaardighe-
den op in hun modellen om tegemoet te komen aan het interactieve aspect van media.
Van hun kant besteden competentiemodellen rond digitale vaardigheden steeds meer
aandacht aan cognitie en strategische vaardigheden (Hobbs, 2011; Hoechsmann &
Poyntz, 2012; Wallis & Buckingham, 2013). Het naar elkaar toegroeien van beide
stromingen is dus een direct resultaat van convergerende interactieve media. De
onderliggende doelstellingen van beide stromingen zijn echter inherent verschillend.
Mediawijsheid gaat uit van brede humanistische en esthetische doelstellingen in
relatie tot burgerschap, het genieten van cultuur, media, amusement, games en
kunst. Het debat rond digitale vaardigheden start doorgaans van sterk utilitaristische
doelstellingen, zoals economische vooruitgang, werkgelegenheid en individuele ont-
wikkeling. Daarbij negeert het debat rond digitale vaardigheden in grote mate het feit
dat media een belangrijke sociale en amusementsfunctie hebben in het dagelijks
leven van de gehele bevolking.

Antecedenten van mediawijsheid in Vlaanderen tot 2009

Zoals in vele andere landen heeft het debat rond mediawijsheid antecedenten in
eerdere discussies en initiatieven. Het huidige debat rond mediawijsheid in Vlaande-
ren heeft twee belangrijke voorlopers: 1) de discussie rond mediageletterdheid en
beeldgeletterdheid binnen het onderwijs en de culturele sector, 2) ontwikkelingen
binnen het veld van de digitale kloof en digitale inclusie als resultaat van de graduele
digitalisering van de media en de samenleving.

Discussie binnen onderwijs en culturele sector

Binnen de Vlaamse Regering valt de verantwoordelijkheid voor onderwijs onder de
minister van Onderwijs. In 2004 richtte de Vlaamse Regering een semionafthankelijk
Agentschap voor Onderwijscommunicatie op. De belangrijkste doelstelling van het
Agentschap was en is een communicatieomgeving te creéren waarin leraren, leer-
lingen, ouders en derden zich kunnen informeren, kunnen communiceren en actie
kunnen nemen in relatie tot onderwijs. Het mandaat van het Agentschap omvat
eveneens het stimuleren van culturele participatie van kinderen en jongeren, met
een specifieke focus op het kritisch, actief en autonoom engagement met kunst en
cultuur. Het Agentschap kent twee initiatieven die raakvlakken hebben met het veld
van mediawijsheid.

Ten eerste is de CANON Cultuurcel verantwoordelijk voor de opdrachten in relatie tot
cultuureducatie. CANON Cultuurcel heeft de afgelopen jaren meerdere projecten
geintroduceerd met een focus op culturele communicatie (Vos & Terryn, 2014).
Deze projecten leggen vaak de nadruk op audiovisuele kunst, esthetische aspecten
van media, cultuur en erfgoed. Sinds 2005 heeft CANON Cultuurcel een rij van
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INgeBEELD- projecten opgezet voor verschillende leeftijdsgroepen van 3 tot 18 jaar.
De INgeBEELD-werkvormendoos en online platformen moeten studenten, leraren en
lesgevers ondersteunen om multimediale geletterdheid te verhogen op basis van best
practices.

Ten tweede ontwikkelt Klasse specifieke communicatie over onderwijs in Vlaanderen
voor leraren, leerlingen en ouders. In haar magazines, nieuwsbrieven en online
platformen behandelt Klasse zowat alle thema’s die een raakvlak hebben met jeugd
en onderwijs. Specifieke topics die aansluiten bij de brede definitie van mediawijs-
heid, zoals gaming, privacy, mediaverslaving, sexting, mediaopvoeding et cetera, wor-
den behandeld vanuit verschillende perspectieven. Tot 2015 kregen alle huishoudens
met leerlingen op school het maandelijkse magazine Klasse voor ouders. Om budget-
taire redenen werd Klasse omgevormd tot een volledig online magazine, wat een
aanzienlijke impact heeft op haar bereik.

Digitale kloof en digitale inclusie

Vlaanderen heeft steeds de ambitie gehad om bij de sterke regio’s te horen in Europa
op het vlak van innovatie, digitaliseringsprocessen, e-government en meer algemeen in
de evolutie naar een kennis- en innovatiesamenleving. Door de jaren heen werden
verschillende plannen ontwikkeld om deze doelstellingen te bereiken. Het eFl@nders
Plan in 2002 (Vlaamse overheid, 2002), het Digitaal Actie Plan in 2005 (Vlaamse
overheid, 20053) en meer recent het Vlaanderen Radicaal Digitaal Plan in 2015
(Vlaamse overheid, 2005b) hebben alle in de eerste plaats een focus op innovatie en
groei. Daarnaast besteden al deze plannen ook aandacht aan meer maatschappelijke
uitdagingen, zoals de digitale kloof, vaardigheden en competenties, sociale cohesie en
democratische participatie. Vooral het e-inclusiedebat, dat verschoven is van een focus
op toegang in huis en/of op school naar een focus op attitudes, vaardigheden en
competenties, heeft sterke raakvlakken met de debatten over mediawijsheid.

Parlementaire discussies en beleidsbrief Peeters 2006-2009

In aanvang vinden de discussies over mediawijsheid in Vlaanderen voornamelijk
plaats in het Vlaams Parlement. De term ‘mediawijsheid’ duikt er voor het eerst op
in een vergadering van de Commissie Cultuur, Jeugd, Sport en Media van juni 2006."
De discussie handelt over de hervorming van de filmkeuringscommissie en de be-
scherming van minderjarigen binnen de audiovisuele media en de gamesector. De
heer Joris Vandenbroucke, parlementslid voor de sociaaldemocratische sp.a, verwijst
er naar het Nederlandse Kijkwijzer-systeem en breekt een lans voor een empower-
mentaanpak van mediawijsheid:

‘Ze hadden het [in de filmkeuringscommissie] niet alleen over het afschermen van
kinderen, maar ook over het verbieden van de toegang tot bepaalde vormen van
media voor kinderen. Ik ben daar absoluut niet voor. We moeten ervoor zorgen dat
we de nodige instrumenten in handen hebben om kinderen die televisiekijken en
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gamen, te begeleiden. We moeten er ook voor zorgen dat kinderen zelf instrumen-
ten in handen krijgen om op een verstandige manier met media om te gaan. Ik
verwijs naar Nederland waar niet wordt gesproken van mediaopvoeding, maar wel
van mediawijsheid. 1k vind dat een interessante term die enerzijds aangeeft dat
ouders en leerkrachten een verantwoordelijkheid hebben, maar anderzijds ook dat
kinderen best in staat zijn om op een verstandige manier met media om te gaan.’
(Interventie Joris Vandenbroucke in (Vlaams Parlement, 2000))

De toenmalige minister van Cultuur, Jeugd, Sport en Brussel, Bert Anciaux lijkt de
term ‘mediawijsheid’ in zijn antwoord niet ongenegen:

‘We kunnen ons de vraag stellen of het nog nodig is dat de overheid optreedt,
wanneer een bepaalde tak van de media-industrie zelf zo'n regeling uitwerkt. (...)
ik (zie) een verkoopverbod voor sommige games niet zitten. De spelletjes worden
er alleen maar aantrekkelijker door en jongeren weten die toch te bemachtigen,
desnoods in piratenversie. Een informatiesysteem waardoor ouders en opvoeders
de discussie aangaan met hun kinderen, lijkt mij daarom meer aangewezen. In die
zin kan je dan misschien eerder spreken over mediawijsheid.” (Interventie Bert
Anciaux in (Vlaams Parlement, 20006))

Deze discussie in het Vlaams Parlement is waarschijnlijk de geboortedatum van het
concept ‘mediawijsheid’ in Vlaanderen, maar ze leidt niet direct tot nieuwe acties. In
een Commissievergadering twee jaar later (mei 2008) — wederom in het kader van een
discussie over gaming — stelt parlementslid Tinne Rombouts (CD &V) opnieuw een
vraag aan de minister voor Cultuur, Jeugd, Sport en Brussel, Anciaux:

‘Men wil (...) een Nederlands expertisecentrum uitbouwen dat zowel gezinnen als
scholen zal ondersteunen in de goede omgang met de virtuele wereld. Mijn vraag
daarbij is of u mogelijkheden ziet om meer te investeren in projecten van media-
wijsheid (...). Zou zo'n kenniscentrum ontwikkeld kunnen worden en ziet u een
trekkende rol weggelegd voor uzelf als minister bevoegd voor kinderrechten en
jeugd?’ (Interventie Tinne Rombouts in (Vlaams Parlement, 2008Db))

Parlementslid Rombouts stelt in dezelfde periode gelijkaardige vragen aan Geert
Bourgeois, minister van Bestuurszaken, Buitenlands Beleid, Media en Toerisme
(Vlaams Parlement, 2008a) en aan Frank Vandenbroucke, minister van Werk, On-
derwijs en Vorming. Beide zijn ontwijkend in hun antwoorden. Bourgeois geeft aan
dat de openbare omroep reeds indirect bijdraagt tot kennis van media. Vandenbrouc-
ke geeft aan dat binnen het onderwijs reeds gewerkt wordt aan media en dat media
deel uitmaakt van de eindtermen. Op de vraag of er nood is aan een kenniscentrum
antwoordt deze laatste eerder negatief (Vlaams Parlement, 2008c).
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De werkzaamheden in het Parlement leiden echter tot een Voorstel van resolutie
betreffende de ondersteuning van de gamesector in Vlaanderen. Het voorstel wordt
op 5 juni 2008 ingediend door Rombouts en vijf andere parlementsleden afkomstig
van de christendemocratische CD &V, sociaaldemocratische sp.a, conservatief natio-
nalistische N-VA, liberale VLD en het ecologische Groen. Deze resolutie is politiek
gedragen door partijen uit de coalitie en buiten de coalitie. Ze handelt over gaming,
ratings van games, de ondersteuning van de gamesector én over mediawijsheid. Ze
benadert gaming op een positieve manier en beschouwt het als een cultuurproduct. De
resolutie formuleert aanbevelingen over zelfregulering in lijn met PEGI (Pan-Euro-
pean Game Information, het leeftijdskwalificatiesysteem voor games) en over toezicht
op zelfregulering, legt de focus op de educatieve waarde van games en stelt maat-
regelen voor tot het stimuleren van de gamesector. Over mediawijsheid stelt de
resolutie:

‘De indieners zijn van oordeel dat een kenniscentrum Mediawijsheid, naar het
voorbeeld van Nederland en Groot-Brittannié, een belangrijke bijdrage kan leveren
om ouders en kinderen beter toe te rusten om verantwoord en bewust met games,
internet en andere media om te gaan. (...) Het Vlaams Parlement (...) vraagt de
Vlaamse Regering: (...) 4° een kenniscentrum Mediawijsheid op te richten bij de
Vlaamse Regulator voor de Media dat kennis verzamelt over de technologische
ontwikkelingen, dat wetenschappelijk onderzoek uitvoert of laat uitvoeren naar de
effecten en de educatieve mogelijkheden van nieuwe media zoals internet, games
en interactieve software, en dat sensibiliseringscampagnes opzet voor jongeren,
ouders, leerkrachten en opvoeders, onder andere in samenwerking met de Ge-
zinsbond, het onderwijstijdschrift Klasse, de sociaal-culturele vormingsorganisa-
ties voor jongeren en volwassenen enzovoort; (...)." (Vlaams Parlement, 2008d)

De resolutie wordt door het Parlement aangenomen op 9 juli 2008 en wordt kort
daarop reeds vertaald in beleidsdoelstellingen binnen de executieve. In de beleidsbrief
Media van oktober 2008 van de minister-president — en intussen minister van media *
— Kris Peeters, wordt voor het eerst in een beleidstekst van de regering expliciet
ingegaan op mediawijsheid. Mediawijsheid wordt hier gekaderd in de problematiek
van opinievorming van burgers binnen een convergerende digitaal medialandschap.
Daarbij wordt vooral aandacht geschonken aan de negatieve aspecten van bericht-
geving en opinievorming in de digitale omgeving:

‘De meest relevante nieuwe factor in dit gebeuren is wellicht het bijbrengen van en
het streven naar mediawijsheid (...). Lezers, luisteraars en kijkers moeten meer
gevormd worden om de hen voorgeschotelde informatie te plaatsen en naar waar-
de te schatten. Dat is wat mediageletterdheid ook inhoudt: het kunnen omgaan op
een verantwoorde manier met de veelheid van voorgekauwde berichtgeving, het-
geen toelaat het kaf van het koren te scheiden en een kritische houding aan te
nemen ten opzichte van de soms ingelepelde berichtgeving.’ (Peeters, 2008)
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In termen van voorgestelde beleidsacties blijft het document nog vaag:

‘De Vlaamse Regulator voor de Media voert momenteel een vergelijkend onder-
zoek uit betreffende de organisatiestructuur van dergelijke kenniscentra in ver-
schillende Europese landen. Na deze studie zal beslist worden over de oprichting
van een passende structuur in Vlaanderen.” (Peeters, 2008)

In het kader van de ontwikkeling van een nieuw Decreet betreffende de radio-omroep
en televisie, komt de oprichting van een kenniscentrum mediawijsheid terug op de
agenda. Op 3 maart 2009 wordt een extra hoorzitting georganiseerd met twee the-
ma’s, waaronder standpunten over het op te richten kenniscentrum mediawijsheid.
Voor dit thema worden drie uiteenzettingen gegeven: 1) door Joris Sels, gedelegeerd
bestuurder, en professor Katia Segers,® voorzitter van de raad van bestuur van de
Vlaamse Regulator voor de Media (VRM), 2) door Christine Claus, secretaris-generaal
van het departement Cultuur, Jeugd, Sport en Media, en 3) door David Stevens,
voorzitter van de Sectorraad Media van de Strategische Adviesraad voor Cultuur,
Jeugd, Sport en Media (Vlaams Parlement, 2009). In haar uitgebreide bijdrage geeft
Segers haar visie op mediawijsheid en breekt een lans voor het inrichten van een
kenniscentrum binnen de VRM. Ze beschrijft een model van multistakeholder gover-
nance waarin volgens haar een spanningsveld bestaat tussen bescherming, via regule-
ring en controle, en emancipatie, waarbij wordt ingezet op media-educatie. Ze stelt:

‘Een reguleringsinstantie lijkt dan de aangewezen instantie om zowel controle uit
te oefenen op regulering ter bescherming, als initiatieven te initiéren en te coor-
dineren om “empowerment” te bewerkstelligen.” (Vlaams Parlement, 2009)

Christine Claus gaat in haar bijdrage sterk in op de mogelijke werking van een
kenniscentrum. Ze verwijst uitgebreid naar de verschillende activiteiten die het De-
partement Cultuur, Jeugd, Sport en Media reeds opneemt én naar de raakvlakken die
er zijn tussen het departement en de verschillende actoren in Vlaanderen. Zij pleit
voor het organiseren van de functies van het kenniscentrum binnen het departement
en geeft aan dat dit de beste plaats is voor de organisatie van een kenniscentrum
(Vlaams Parlement, 2009). De discussie die hierop volgt omvat overwegingen en
pleidooien die beide voorstellen in twijfel trekken of ondersteunen. Het zal echter
binnen de regering-Peeters [ niet meer tot een beslissing leiden.

De discussie rond mediawijsheid ontspint zich slechts langzaam in Vlaanderen. Toch

wordt uit de analyse duidelijk dat vanaf 2006:

1. dediscussie rond mediawijsheid in Vlaanderen vorm krijgt;

2. het Parlement — en meer bepaald de Commissie Media — in deze discussie het
voortouw neemt met een groot draagvlak binnen en buiten de coalitie;

3. er vaak verwezen wordt naar Nederland als inspiratiebron;
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Figuur 1 VRT Beheersovereenkomst 2012 - M VRT Beheersovereenkomst 2016 - 2020 I

FiIGUUR1.  Regering-Peeters I 2009-2014 en de conceptnota Mediawijsheid

4. de initiéle discussie sterk verbonden is met de mogelijke negatieve invloed van
digitale media, meer bepaald rond gaming en opinievorming;

5. de discussie rond mediawijsheid verbonden is met die van regulering van de
media door de overheid of in de vorm van co-regulering tussen overheid en in-
dustrie;

6. hetindividu - inclusiefkinderen — in staat wordt geacht op een verstandige manier
om te gaan met media.

Figuur 1 geeft een chronologisch overzicht van de formele beleidsdocumenten over
mediawijsheid en biedt een houvast bij de discussie van het formele beleid. Binnen
het Vlaams Parlement blijft mediawijsheid tot op heden een thema dat regelmatig op
de agenda komt, vooral in de commissies media en onderwijs.

Regeerakkoord, beleidsnota en beleidsbrieven

De regering-Peeters II is een coalitie van christendemocraten CD &V, sociaaldemo-
craten sp.a en conservatief nationalisten N-VA. Deze regering heeft een ambtstermijn
van 2009 tot 2014. Het is de eerste regering die mediawijsheid expliciet opneemt in
haar regeerakkoord, waarin de brede beleidslijnen worden uitgezet van wat de Vlaam-
se overheid in haar vijfjarig mandaat wenst te verwezenlijken. Het Regeerakkoord
2009-2014 vermeldt drie doelstellingen die raakvlakken hebben met mediawijsheid:
1) het wegwerken van de digitale kloof, 2) het voorzien van toegang tot internet tegen
een democratisch tarief, en 3) mediagebruikers de nodige vaardigheden bijbrengen
zodat ze op een adequate manier met nieuwe media kunnen omgaan (Vlaamse Re-
gering, 2009). In het regeerakkoord wordt de oprichting van een kenniscentrum in
het vooruitzicht gesteld:

‘Mediagebruikers moeten de nodige vaardigheden kunnen verwerven om ade-

quaat met de nieuwe media om te gaan. We richten daarom een Kenniscentrum
Mediawijsheid en Mediageletterdheid op dat de samenwerking zal coérdineren
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met alle betrokken partners. Overheidsvoorlichting moet ook gebeuren via inter-
net, in het bijzonder via de sociale media waar veel mensen actief zijn.” (Vlaamse
Regering, 2009)

De bepalingen over mediawijsheid worden door minister voor Media Ingrid Lieten
verder uitgewerkt in haar Beleidsnota Media 2009-2014* (Lieten, 2009). Mediawijs-
heid wordt hierin ruim gedefinieerd. De beleidsnota stelt een heel open en moderne
visie voor, waarin zowel creéren, als beschouwen opgenomen zijn voor alle vormen
van media:

‘Mediawijsheid omvat vele niveaus: het kunnen omgaan met alle bestaande media;
hetactief gebruik kunnen maken van media; de media kritisch kunnen benaderen;
het creatief gebruik kunnen maken/produceren van media (‘user generated con-
tent’); inzicht hebben in de economie van de media; zich bewust zijn van kwesties
die verband houden met auteursrechten in de huidige digitale samenleving.’
(Lieten, 2009)

Opmerkelijk in deze beleidsnota is ook de nadruk op specifieke doelgroepen en op
sociale aspecten van mediawijsheid:

‘Het kenniscentrum zal bij dit alles bijzondere aandacht hebben voor de specifieke
noden van doelgroepen als jonge kinderen, adolescenten en senioren, maar ook
kwetsbare groepen zoals mensen met een handicap of zij die leven in armoede.’
(Lieten, 2009)

In haar Beleidsbrief Media 2010-2011 werkt Lieten haar beleidsvisie op mediawijsheid
verder uit. Mediawijsheid wordt verder gedefinieerd en verbonden met e-inclusie,
digitale kloof van de tweede graad, stereotypering en representatie, vaardigheden en
diversiteit:

‘Kwaliteit hangt nauw samen met toegankelijkheid en vernieuwing. De complexi-
teit van de media zorgt er soms voor dat er “mediaslachtoffers” vallen — denk maar
aan jongeren die gepest of gestalkt worden via het internet. We zien ook een
nieuwe kloof groeien tussen mensen met “mediawijsheid” en zij die daar niet
over beschikken of we merken dat kansengroepen (...) zich uitgesloten voelen
omdat er van hen slechts stereotype beelden worden opgehangen. Het is mijn
vaste overtuiging dat elke Vlaming in staat moet zijn soepel met de (nieuwe) media
om te gaan en zich moet kunnen vinden in specifieke segmenten van het media-
aanbod. Vooral nu onze samenleving steeds diverser wordt, is het van het aller-
grootste belang dat die diversiteit erkend en gewaardeerd wordt.” (Lieten, 2010)

In de Beleidsbrief Media 2011-2012 wordt werk gemaakt van de implementatie van
mediawijsheid. Budgetten worden vrijgemaakt voor de ondersteuning van Media Kids
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Online en Villa Crossmedia, en er wordt een stimuleringsfonds opgericht voor media-
wijze projecten. In totaal wordt 650.000 euro uitgetrokken ter ondersteuning van
specifieke mediawijsheidsprojecten.

De Conceptnota Mediawijsheid

Een coherent beleid rond mediawijsheid wordt pas echt ontwikkeld in de Conceptnota
Mediawijsheid in 2012. De conceptnota is een initiatief van de minister van Media
Ingrid Lieten en de minister van Onderwijs Pascal Smet, beide leden van het sociaal-
democratische sp.a. De conceptnota heeft de ambitie om een kader te scheppen dat
bruikbaar is over de grenzen van deze twee beleidsvelden heen:

‘Mediawijsheid is een thema dat raakt aan diverse aspecten van de beleidsvoering
zoals media, innovatie, jeugd, onderwijs, cultuur, welzijn en armoedebestrijding.
Deze conceptnota heeft vooral aandacht voor het snijvlak mediabeleid en onder-
wijsbeleid, maar is tegelijk een uitnodiging naar een verbreding van de samen-
werking en beleidsmatige aanpak.” (Lieten & Smet, 2012)

In deze conceptnota wordt mediawijsheid gedefinieerd als:

‘Mediawijsheid is het geheel van kennis, vaardigheden en attitudes waarmee
burgers zich bewust en kritisch kunnen bewegen in een complexe, veranderende
en gemediatiseerde wereld. Het is het vermogen tot een actief en creatief media-
gebruik dat gericht is op maatschappelijke participatie.” (Lieten & Smet, 2012)

Deze definitie geeft duidelijk de filosofie en toon van de hele conceptnota weer. De
conceptnota gaat uit van een neutrale visie op de rol van media in de samenleving. Ze
start met de observatie dat onze visie op de wereld beinvloed wordt door media en dat
burgers zich hiervan bewust moeten zijn. De conceptnota stelt dat burgers actiever
worden in hun gebruik van nieuwe digitale media en benadrukt daarom ‘het ver-
mogen tot actief en creatief mediagebruik’. De conceptnota vertrekt duidelijk vanuit
een emancipatorische ‘empowermentgedachte’. Het document stelt dat ook met zo-
veel woorden:

‘Er wordt uitgegaan van een positieve pedagogie/benadering, die niet vertrekt
vanuit angst en vanuit verbieden, maar vanuit een emanciperende visie waarin je
die media gebruikt om jezelf uit te drukken.” (Lieten & Smet, 2012)

Een belangrijk aandachtspunt is dus de actieve gebruiker van media, waarbij ervan
wordt uitgegaan dat vooral jongeren ‘vandaag opgroeien als de native speakers van een
digitale game-cultuur’ (Lieten & Smet, 2012). Met andere woorden: vooral jongeren
bezitten reeds een aantal vaardigheden om deel te nemen aan de digitale wereld. De
conceptnota is daarbij niet blind voor sommige negatieve aspecten van media, noch
voor zekere ‘gevaren’ verbonden aan sociale en interactieve media, zoals cyberbullying,
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sexting, grooming et cetera. Ze streeft echter ‘naar een evenwicht tussen “emanciperen”
en “beschermen™ (Lieten & Smet, 2012). Daarbij is echter duidelijk dat mediawijs-
heid gekoppeld wordt aan een verhoogde zelfregulering door het individu. De con-
ceptnota stelt onomwonden:

‘In plaats van het antwoord te zoeken in een veelheid van regelgevende maat-
regelen is het echter de bedoeling burgers in de eerste plaats weerbaar, alert en
kritisch te maken. Zoveel mogelijk worden er vanuit een gebruikersblik suggesties
aangereikt die helpen om verschillende media positief en zelfstandig aan te wen-
den.’ (Lieten & Smet, 2012)

De conceptnota identificeert vier strategische doelstellingen die centraal staan in het

huidige beleid over mediawijsheid. We vatten de doelstellingen als volgt samen:

1. Het creéren van een duurzaam en strategisch kader voor mediawijsheid. Hierbij is de
conceptnota enkel de start van een breder scala aan activiteiten die meerdere
stakeholders en beleidsvelden moet omvatten. Het document beschrijft de ver-
schillende instellingen en actoren en hun mogelijke rol in mediawijsheid.

2. Het stimuleren en verhogen van competenties. De omgang met media vereist kennis-,
vaardigheden-, en attitudecompetenties. Hierbij moet specifieke aandacht uitgaan
naar achtergestelde groepen in de samenleving. Het zelfstandig kunnen functio-
neren wordt gezien als een essentiéle voorwaarde om maatschappelijk te kunnen
functioneren.

3. Het creéren van een e-inclusieve samenleving. Gelijke kansen verzekeren voor alle
burgers in de kennismaatschappij van vandaag en morgen wordt gezien als een
absolute prioriteit.

4. Het creéren van een veilige en verantwoorde mediaomgeving. Vooral voor jongeren
wordt dit als belangrijk gezien. Er wordt verwezen naar privacy op sociale media en
problemen als cyberbullying. Ouders, vormingsmedewerkers, leraren en media-
makers kunnen een rol op zich nemen binnen deze problematiek.

Onderwijs speelt een centrale rol in de realisatie van deze doelstellingen. Mediawijs-
heid wordt duidelijk gezien als een transversaal thema dat verschillende beleidsvelden
omvat en een groot aantal actoren raakt. Op Vlaams beleidsniveau verwijst de concept-
nota naar media, onderwijs, jeugd, cultuur, welzijn, innovatie en armoedebestrijding.
Op nationaal beleidsniveau wordt de link gelegd met sociale integratie, armoede-
bestrijding, sociale economie en stadsontwikkeling. Op stedelijk gebied wordt onder
andere verwezen naar lokale publieke toegang tot media en nieuwe media. De con-
ceptnota verwijst tevens naar de rol van de regulator, de openbare omroep, de com-
merciéle televisie en de radiosector, de geschreven pers, telecomoperatoren, de game-
sector, hoger onderwijs en universiteiten, volwassenenonderwijs, kunstonderwijs en
de lerarenopleiding (Lieten & Smet, 2012).
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De conceptnota maakt ook melding van de idee van de oprichting van een kenniscen-
trum voor mediawijsheid en lijkt te suggereren dat een zelfstandige organisatie zal
worden opgezet. Het document stelt dat:

‘Dit kenniscentrum zal in de eerste plaats voortwerken op de al bestaande maar
verspreide initiatieven en expertise, deze meer op elkaar afstemmen en acties
ondernemen wanneer de bestaande initiatieven niet voldoen of leemtes vertonen.
Daarnaast zal het centrum een sensibiliserende functie hebben met aandacht voor
de noden van specifieke doelgroepen. De opgebouwde kennis moet hierbij ook
volop doorstromen naar alle relevante actoren in de media-, cultuur-, en onder-
wijswereld. (...) Het kenniscentrum Mediawijsheid is een kleine, flexibele organi-
satie die middels een overeenkomst met de Vlaamse overheid, (...), een financie-
ring voor personeel en werking krijgt, gekoppeld aan een welomschreven op-

dracht, die zal worden geévalueerd.” (Lieten & Smet, 2012)

Rol van de publieke omroep — Beheersovereenkomst 2012-2016

In de Beleidsbrief Media 2011-2012 — die voorafgaat aan de publicatie van de concept-
nota — wordt reeds vermeld dat mediawijsheid in de educatieve opdracht van de
openbare omroep Vlaamse Radio- en Televisieomroeporganisatie (VRT) zal worden
opgenomen. In de Conceptnota Mediawijsheid wordt hier eveneens naar verwezen:

‘De VRT kan haar educatieve rol ten volle spelen in het mediawijsheidsverhaal. Zij
kan in de diverse programma’s en over de verschillende netten heen meewerken
aan het stimuleren van de diverse competenties en daarbij ruimte geven aan
luisteraars en kijkers om zelf mediacontent te creeéren. Ook kan de VRT een
aangepast aanbod brengen om minder vaardige mediagebruikers vertrouwd te
maken met nieuwe mediatoepassingen en kan zij haar media-archief openstellen
voor een zo breed mogelijk gebruik en publiek.” (Lieten & Smet, 2012)

Deze visie wordt rechtstreeks vertaald in de Beheersovereenkomst 2012-2016 tussen
de Vlaamse overheid en de openbare omroep VRT. Deze beheersovereenkomst is
bindend en bepaalt de missie en doelstellingen van de openbare omroep én de
indicatoren waaraan dit gemeten zal worden. In verband met mediawijsheid stipu-
leert de overeenkomst dat:

‘SD 23: De VRT draagt in het verlengde van haar educatieve opdracht bij tot de
mediawijsheid van de Vlaming.

OD23.1: De VRT draagt bij tot een democratische en mediabewuste houding via
onafhankelijke informatie over de werking van de media en via inclusief generalis-
tische programma’s die burgers kritisch en bewust met media leren omgaan. De
VRT wijst in haar algemene programmering de burger op de mogelijkheden en
risico’s van mediatoepassingen (...) en aspecten van mediagebruik (...).
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0OD23.2: De VRT werkt actief samen met andere stakeholders om mediawijsheid te
bevorderen. Binnen het jaar na de inwerkingtreding van deze overeenkomst moet
dit leiden tot een concreet actieplan.

0D23.3: De VRT brengt een aangepast aanbod voor kinderen, jongeren en digitale
inwijkelingen om hen vertrouwd te maken met (nieuwe) mediatoepassingen. De
VRT biedt specifiek voor deze groepen de kans zelf te experimenteren met creatie
en co-creatie van media.

0OD23.4: Binnen haar budgettaire en programmatorische mogelijkheden, schrijft
de VRT zich in, in het beleid van de Vlaamse Regering rond mediawijsheid’ (VRT,
2012)

De VRT zet deze drie operationele doelstellingen om in een eigen Actieplan Media-
wijsheid dat concreet aangeeft binnen welke programma’s welke aspecten van media-
wijsheid worden behandeld. Dit wordt het sterkst uitgewerkt voor kinderen, jongeren
en digitale inwijkelingen (VRT, 2013). Een belangrijk punt is tevens dat de VRT
duidelijk aangeeft dat het ook intern zal werken aan mediawijsheid:

‘Daarnaast maakt de VRT haar medewerkers attent op het belang van mediawijs-
heid en informeert hen over het integreren ervan in het aanbod.” (VRT, 2013)

Oprichting en opdracht Kenniscentrum Mediawijsheid — Mediawijs.be
In de zomer van 2012 lanceert minister Lieten een Oproep tot het indienen van
projectvoorstellen ter inrichting van een Kenniscentrum Mediawijsheid (Departe-
ment CJSM, 2012). De opdracht wordt hierin omschreven als:

‘Het Kenniscentrum Mediawijsheid stimuleert de kennisopbouw en -deling bij
organisaties en werkers in het brede veld van mediawijsheid. Het Kenniscentrum
biedt praktijkondersteuning en werkt aan praktijkontwikkeling. Het Kenniscen-
trum Mediawijsheid werkt actief samen met de relevante stakeholders uit de
overheid en het veld en bevordert de dialoog en samenwerking tussen die stake-
holders.” (Departement CJSM, 2012)

De strategische en operationele doelstellingen van het kenniscentrum worden hierin
specifiek uitgewerkt:

‘Organisaties uit het veld worden adequaat ondersteund en begeleid in de ontwikke-

ling van hun kennisopbouw en hun praktijkontwikkeling.

« Het up-to-date houden van de veldtekening Mediawijsheid waarin het veld met
zijn behoeften, werkvormen en organisaties werd gedocumenteerd. (...)
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« Kerngegevens over de stand van zaken en trends binnen mediawijsheid ter be-
schikking stellen van sector en overheid. Het Kenniscentrum maakt onderzoek en
publicaties bruikbaar voor de sector.

« Het Kenniscentrum moet dicht bij het werkveld staan om de vinger aan de pols te
houden van wat er leeft en waar er nood aan is. (...)

« Innovatieve praktijken en trends worden proactief opgezocht en ontsloten voor de
sector teneinde de organisaties en de werkers binnen de lerende gemeenschap tot
vernieuwing te inspireren.

« Het Kenniscentrum neemt initiatieven om opleiding, wetenschappelijk onder-
zoek en praktijk bij elkaar te brengen.

« Het Kenniscentrum neemt initiatieven om het veld kansen aan te reiken om zich
bij te scholen en hun kennis aangaande mediawijsheid te verdiepen, te verbreden
en te delen.

« Het Kenniscentrum biedt mogelijkheden tot structureel overleg en tot het creéren
van samenwerkingsverbanden (...). De Vlaamse overheid vindt in het Kennis-
centrum een partner voor haar beleidsvoorbereidende en beleidsuitvoerende op-
dracht.

« Het Kenniscentrum reikt de overheid actuele informatie aan over de staat van het
veld.

« Het Kenniscentrum biedt voor de Vlaamse overheid een platform om beleids-
initiatieven af te toetsen en partnerships aan te gaan. Het mediawijze denken en
handelen zijn verder verspreid.

« Het Kenniscentrum maakt werk van een actieve, up-to-date en op maat ontsluiting
van haar werking, van de beschikbare kennis en van het relevante onderzoek voor
het brede publiek.

« Het Kenniscentrum verwijst via haar kanalen door naar de relevante actoren in het
veld.

« Het Kenniscentrum onderneemt sensibiliserende acties t.a.v. de brede sector
en/of de mediagebruiker.” (Departement CJSM, 2012)

Hierbij is het duidelijk dat de overheid een intermediaire organisatie op het oog heeft

die:

‘(...) in eerste instantie een beroep doe(t)(n) op bestaande initiatieven, hun kennis
en kunde mobiliseren en beter bekend maken bij de betrokkenen. (...) Kortom,
het Kenniscentrum Mediawijsheid moet dus niet “ontdubbelen” wat reeds bestaat,
maar wel complementair en versterkend werken.” (Departement CJSM, 2012)

Uiteindelijk dienen drie consortia een voorstel in. Een consortium georganiseerd
vanuit iMinds® (een innovatiehub gesubsidieerd door de Vlaamse overheid), met
dertien partners uit het maatschappelijke werkveld, Vlaamse universiteiten en hoge-
scholen® wordt uiteindelijk gekozen om het Kenniscentrum Mediawijsheid vorm te
geven. Het voorstel van dit consortium zet inhoudelijk een aantal lijnen uit die ge-
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baseerd zijn op de strategische doelstellingen van de Conceptnota Mediawijsheid.
Daarnaast wordt aandacht besteed aan het opzetten van een organisatie die op zeer
korte termijn van start kan gaan. Door vijf experten deeltijds te detacheren uit de
indienende partners is het mogelijk dat de mensen met de gepaste expertise het
kenniscentrum op zeer korte termijn vormgeven (IBBT, 2012). De opdracht van het
Kenniscentrum Mediawijsheid wordt na onderhandeling tussen de partners en de
overheid vormgegeven in een overeenkomst die ingaat op 1 januari 2013. In deze
overeenkomst worden de strategische en operationele doelstellingen die in de oproep
werden opgenomen in meetbare indicatoren omgezet (Vlaamse Regering, 2012).

Regering-Bourgeois | 2014-2019: consolidatie van het beleid

Regeerakkoord en beleidsnota

De regering-Bourgeois I is een regering van conservatief nationalisten N-VA, christen-
democraten CD &V en liberalen VLD. De ambtstermijn van deze regering begint in
het najaar van 2015. Het Vlaams Regeerakkoord 2014-2019 verwijst slechts kort naar
mediawijsheid en de rol van het kenniscentrum:

‘Mediawijsheid en digitale geletterdheid zijn essentieel. We werken de digitale
kloof weg. Ook kwetsbare doelgroepen moeten voldoende mediatoegang hebben
en mediageletterd zijn. (...) Mediagebruikers moeten bovendien de nodige vaar-
digheden verwerven om met nieuwe (sociale) media om te gaan. Het Kenniscen-
trum Mediawijsheid moet de ruimte krijgen om een gecoérdineerd beleid te
voeren in samenwerking met de betrokken partners en met andere beleidsdomei-
nen, zoals onderwijs, welzijn en cultuur.” (Vlaamse Regering, 2014a)

In de Beleidsnota Media wordt echter duidelijk dat de liberale minister van Cultuur,
Media, Jeugd en Brussel Sven Gatz sterk inzet op mediawijsheid (Gatz, 2014c). De
eerste strategische doelstelling van de nieuwe minister is gericht op de actieve ge-
bruiker en zijn competenties om met media om te gaan:

‘Het mediabeleid waar ik wil op inzetten, vertrekt in de eerste plaats van de ge-
bruiker. Deze moet bewust en kritisch met media kunnen omgaan, zeker in de
hedendaagse digitale breedbandomgeving, waar gebruikers de media niet enkel
passief ondergaan maar er ook actief aan participeren. Actieve deelname aan de
media veronderstelt toegankelijke en betaalbare media. Tk wil daarnaast via een
gepast mediawijsheidsbeleid alle gebruikers klaarstomen voor de digitale maat-

schappij. (...)
In deze nieuwe legislatuur ga ik actief inzetten op het verhogen van de mediawijs-

heidscompetenties van de Vlaamse burger zodat deze maximaal mee kan in de
snel veranderende internationale mediaomgeving. Met de verdere uitbouw van
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een proactief en toekomstgericht Vlaams mediawijsheidsbeleid wil ik anticiperen
op aankomende trends en nieuwe vormen van media.” (Gatz, 2014c)

Daarbij wordt specifieke aandacht geschonken aan het dichten van de digitale kloof
van de tweede graad:

‘Tk wil er de komende jaren voor zorgen dat, naarmate de kloof afneemt tussen
mensen die wel en geen toegang hebben tot digitale media, ook de kloof gedicht
wordt tussen mensen die wel of niet weten hoe ze ermee moeten omgaan. Met het
oog daarop zal ik de komende jaren blijven inzetten op het Kenniscentrum Media-
wijsheid en op een verruimde, toekomstgerichte versie van het leesbevorderings-

”

project “Kranten in de Klas”.” (Gatz, 2014¢)

Ook in de Beleidsnota Jeugd en de Beleidsnota Cultuur wordt verwezen naar het
belang van mediawijsheid in deze sectoren (Gatz, 2014a, 2014b). Het toont aan dat
mediawijsheid gezien wordt als een transversaal thema dat men op een geintegreerde
wijze tracht aan te pakken. In de Beleidsnota Jeugd wordt extra nadruk gelegd op
digitale en sociale media (Gatz, 2014b).

Rol van de publieke omroep — Beheersovereenkomst 2016-2020

Ook in de nieuwe Beheersovereenkomst 2016-2020 tussen de Vlaamse Regering en
de publieke omroep VRT wordt mediawijsheid opgenomen. In de algemene introduc-
tie wordt mediawijsheid gekaderd in het actiever worden van de modale mediagebrui-
ker én in het toenemend belang van digitale media in het dagelijks leven:

‘De mediagebruiker is ook niet langer een passieve ontvanger van programma’s.
Hij heeft toegang tot platformen die het toelaten om zelf producent en/of omroep
te zijn. Hij kan, en dat gebeurt in toenemende mate, content uitwisselen via allerlei
peer-to-peer mechanismen, feedback geven aan de VRT, positief en negatief, en
dat heeft het potentieel van een interessante dialoog tussen mediagebruikers en
professionele mediamakers.(...)

Tegen die achtergrond, en gegeven het toenemende belang van digitale media en
digitale communicatie in het dagelijkse leven, in de relaties tussen burger en
overheid, in de economie, zorg, onderwijs, enz. is “mediawijs zijn” een belangrijke
competentie voor de Vlaming. Mediagebruikers in alle groepen van de samen-
leving moeten bewust, kritisch en actief met media kunnen omgaan. De publieke
omroep dient zich daar bewust van te zijn en bij te dragen aan de mediawijsheid.’
(VRT, 2016)

De concrete opdracht van de VRT omtrent mediawijsheid wordt in deze beheersover-

eenkomst minder sterk uitgewerkt dan in de vorige. Algemeen wordt bepaald dat ‘(d)e
VRT (bij)draagt (...) tot de mediawijsheid van de Vlaamse mediagebruiker’ (VRT,
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2016). Na een aantal algemene bepalingen vertrouwt de regering erop dat de VRT zijn
intern beleidsplan verder uitwerkt:

‘De VRT bevordert mediawijsheid door aandacht te hebben voor de toegang tot
media, de vaardigheden om media te gebruiken en het kritische begrip van media.

De VRT helpt het publiek om de mogelijkheden van het digitale medialandschap te
benutten, er kritisch mee om te gaan, door een gids te zijn naar betrouwbare
bronnen en door interactie met het publiek. Projecten die zich specifiek richten
op kinderen, jongeren en digitale inwijkelingen zijn daarbij aandachtspunten.

De VRT organiseert op regelmatige basis overleg met de partners op het veld, zoals
het Kenniscentrum Mediawijsheid en onderwijs.

Het Actieplan Mediawijsheid van de VRT is de leidraad voor wat ze op het vlak van
mediawijsheid doet.” (VRT, 2016)

Tweede overeenkomst Kenniscentrum Mediawijsheid — Mediawijs.be

De eerste overeenkomst tussen de Vlaamse Regering en iMinds met betrekking tot de
inrichting van het Kenniscentrum Mediawijsheid loopt van 2013 tot eind 2014. De
regering-Bourgeois I en zijn minister van Media Sven Gatz moeten dus beslissen of
het Kenniscentrum Mediawijsheid voortgezet wordt en in welke vorm. In zijn Be-
leidsnota Media benadrukt Gatz het belang van mediawijsheid én het belang van het
Kenniscentrum Mediawijsheid:

‘Om de Vlaamse mediagebruikers te helpen verstandig met hun privacy om te
springen, krijgt het Kenniscentrum Mediawijsheid in samenspraak met allerlei
betrokken organisaties in beleidsterreinen als Onderwijs, Welzijn of Jeugd meer
armslag.” (Gatz, 2014¢)

In overleg tussen het Kenniscentrum Mediawijsheid en de minister wordt een nieuwe
overeenkomst gesloten voor de periode 2015-2017 (Vlaamse Regering, 2014b). Input
voor deze overeenkomst zijn de White Paper Mediawijsheid (Vanhoucke, 2014) die tot
stand kwam in overleg met de ruime sector én de Visietekst 2015-2017 (Mediawijs.be,
2014) waarin het Kenniscentrum Mediawijsheid zelf voorstellen doet voor zijn werk-
ingin deze periode. De overeenkomst voorziet een sterkere coérdinerende rol voor het
kenniscentrum, zet in op meer samenwerking met de media-industrie, voorziet een
sterkere publieke rol met onder andere eigen campagnes gericht op een breed pu-
bliek, en verwacht dat het kenniscentrum een grotere rol speelt in het publieke debat.
Daarnaast blijft het de opdracht uitvoeren die reeds in grote mate was vastgelegd in de
vorige overeenkomst. Het budget van het kenniscentrum wordt verhoogd van
450.000 euro naar 600.000 euro op jaarbasis. Naast de intermediaire rol die het
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Kenniscentrum Mediawijsheid speelde onder de eerste overeenkomst, moet het cen-
trum voortaan ook een sterkere en eigen publieke rol gaan spelen.

Conclusie

In Vlaanderen neemt het parlement halverwege het eerste decennium van de eenen-
twintigste eeuw het voortouw in de discussie rond mediawijsheid. Opmerkelijk daar-
bij is dat deze discussie verbonden is met eerder negatieve effecten van media op
jongeren, zoals het geweld in games, filmkeuring en de nood aan bescherming van
minderjarigen, en het probleem van opinievorming bij het gebruik van digitale media.
Dit leidt echter niet tot een protectionistische houding ten aanzien van mediawijsheid
of tot discussies over strengere regulering. Vanaf het begin van de discussie over
mediawijsheid wordt gepleit voor een emancipatorische empowermentaanpak. De
duale houding tussen een beschermende houding en een emancipatorische grondslag
blijft echter een inherente karakteristiek van de discussie. Dit lijkt ingegeven door
twee overwegingen die steeds opduiken in de discussies:
1. In een sterk veranderende digitale mediaomgeving is een strenge controlerende
regulering moeilijk en waarschijnlijk niet meer effectief.
2. De overtuiging dat het individu in staat is om op een verstandige en autonome
manier met media om te gaan.

De Vlaamse discussie rond mediawijsheid — en het beleid zoals onder andere vorm-
gegeven in de Conceptnota Mediawijsheid — is daarmee in lijn met meer recent
theoretisch werk rond mediawijsheid in de culturalistische traditie, dat uitgaat
van de autonomie van het publiek in haar relatie met media (Hobbs, 2011; Hoechs-
mann & Poyntz, 2012). Mediawijsheid wordt gezien als een manier om de kritische
competenties van gebruikers te ondersteunen in afwezigheid van strikte mediaregule-
ring (O’Neill, 2010; Wallis & Buckingham, 2013). In het beleid blijft de beschermende
reflex echter sterker aanwezig dan in de vaak overoptimistische theorievorming.

In de beleidsbrief van minister Peeters uit 2008 wordt mediawijsheid voor het eerst
ingevoerd in het formele beleid. In de beleidsbrief wordt vooral de nadruk gelegd op
kritische vaardigheden die de burger in staat moeten stellen informatie te plaatsen en
naar waarde te schatten. In latere beleidsteksten én vooral in de Conceptnota Media-
wijsheid wordt — naast deze kritische competenties — ook aandacht besteed aan de
creatieve en communicatieve vaardigheden verbonden aan het maken/produceren van
media. Dit sluit opnieuw aan bij moderne visies op mediawijsheid die uitgaan van
een autonoom individu dat empowered wordt om op een creatieve manier om te gaan
met media. Wat in de Vlaamse context wel opvalt, is dat de verwijzing naar burger-
schap — vaak aanwezig in de theorievorming en politieke argumentaties rond media-
wijsheid — minder voorkomen in de discussies en beleidsteksten. De nadruk ligt in het
algemeen op maatschappelijke participatie en veel minder op politieke participatie.
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Wel een constante is dat in het beleid steeds aandacht is voor achtergestelde en
specifieke doelgroepen.

Om haar beleid rond mediawijsheid vorm te geven gebruikt de Vlaamse overheid twee

centrale instrumenten:

1. Zericht ze een Kenniscentrum Mediawijsheid op dat verantwoordelijk is voor het
stimuleren van mediawijsheid in Vlaanderen.

2. Ze schrijft mediawijsheid in als kernopdracht in het educatieve luik van de open-
bare omroep.

Dit is een relatief unieke constellatie, zeker in een Vlaamse context waarin de open-
bare omroep een belangrijk marktaandeel heeft. Bij aanvang moet het kenniscentrum
een intermediaire speler zijn die bestaande initiatieven versterkt en cosrdineert. Door
mediawijsheid in te schrijven in de opdracht van de openbare omroep verzekert de
Vlaamse overheid dat mediawijsheid mee opgenomen wordt door een media-instel-
ling die een groot bereik heeft naar een algemeen publiek én tot kinderen en jongeren
via haar jeugdzender.

Noten

1 Bij een zoekopdracht naar ‘mediawijsheid’ in de databank van het Vlaams Parlement is het oudste
resultaat van 2002. Mediawijsheid verwijst hier echter naar de grote ervaring van een van de deelnemers
met de mediasector. Het debat van mediawijsheid start dus echt in 2006. De term ‘mediawijsheid’ komt
in de databank 579 keer voor sinds 2006. De term ‘mediageletterdheid’ komt sinds 2004 92 keer voor.
De term ‘media-educatie’ 8o keer sinds 1995 en de term ‘mediaopvoeding’ 46 keer sinds 1997. Het is
dus duidelijk dat vanaf 2005-2006 het debat losbreekt. ‘Mediawijsheid’ is de dominant gebruikte term
en ‘mediageletterdheid’ wordt vaak als synoniem of in eenzelfde debat/context gebruikt.

2 Op 22 september 2008 stapt Geert Bourgeois (N-VA) op als minister van Bestuurszaken, Buitenlands
Beleid, Media en Toerisme na een breuk in het kartel CD &V-N-VA. De minister-president Kris Peeters
(CD &V) neemt voor de resterende periode van de regering-Peeters I de bevoegdheden van Bourgeois
over. De NV-A steunt de regering niet meer.

3 Katia Segers is professor in de communicatiewetenschappen aan de Vrije Universiteit Brussel. Van
2008 tot 2014 was ze voorzitter van de raad van bestuur van de Vlaamse Regulator voor de Media. Vanaf
2014 is ze Vlaams parlementslid voor de sp.a. Ze is tevens lid van de Commissie Media.

4 InVlaanderen is er een onderscheid tussen een beleidsnota en een beleidsbrief. De beleidsnota zet het
beleid van een minister uit voor de gehele legislatuur. Een beleidsbrief zet het specifieke beleid uit voor
een periode van twee jaar.

5 Ten tijde van het voorstel heette iMinds nog IBBT (Interdisciplinair Instituut voor Breedband Techno-
logie). De overeenkomst wordt ondertekend tussen de Vlaamse overheid en iMinds.

6 Deze partners zijn: SMIT-Vrije Universiteit Brussel, MICT-UGent, Cemeso-Vrije Universiteit Brussel,
ICRI-Katholieke Universiteit Leuven, Javi-Jeugdwerknet vzw, Katholieke Hogeschool Limburg, LINC
vzw, MAKS vzw, MIOS Universiteit Antwerpen, Provinciale Hogeschool Limburg, REC Radiocentrum,
Thomas More Hogeschool, Stuurgroep Volwassenenonderwijs.
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Introduction

The ongoing digitization of services — both public and private — has led
to an increased risk amongst the general population of being or becoming
digitally excluded (Helsper & Reisdorf, 2016; Marién & A. Prodnik, 2014;
van Deursen & van Dijk, 2014). This so-called digital turn poses a threat to
all individuals who do not have the necessary skills to handle the digitization
of the various life domains (Helsper, 2011). Recent studies have shown that
the socio-economic background of individuals is no longer solely
responsible for digital exclusion, and that mechanisms of digital exclusion
go beyond socio-economic vulnerable groups (Schurmans & Marién, 2013).
Moreover, research by experts in the field, such as van Deursen and van Dijk
(2014) and Helsper and Eynon (2013), highlights that digital skills and
competences, and the ability to make use of digital media in an autonomous
and strategic way, are of increasing importance to ensure users’ full societal
participation.

This emphasis placed on the growing importance of digital skills and
digital literacies contrasts with the lack of clarity and the lack of distinction
made between the various types of digital skills, literacies and competences
used in research, education or the field of e-inclusion: “The most
immediately obvious facts about accounts of digital literacy are that there are
many of them and that there are significantly different kinds of concepts on
offer” (Lankshear & Knobel, 2008, p. 2). The development of digital skills
and competences has, however, become a key element on the agenda of
scholars, practitioners and policymakers worldwide in order to ensure
citizens’ ability to fully participate in today’s increasingly digitized society.
To this end, actors in the field often make use of conceptual models on digital
literacy. As these models inevitably play a role in shaping the public debate
on digital literacy, it is important to gain insights into the concepts and ideas
they put forward.

This article therefore aims to (1) unravel the complexity and diversity of
concepts regarding digital skills, digital literacies, and competences; (2)
identify the concepts promoted, or chosen to be left out, in 13 selected digital
literacy models that have been published and used by actors in the field over
the period of ten years, between 2004-2014; and subsequently (3) analyse
the concepts that currently shape and/or dominate the scholarly and public
debate on digital literacy.
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Unravelling digital literacy concepts

Digital literacy, skills, and competences: what'’s the difference?

A first aspect that requires clarification is the conceptual difference
between digital skills, literacies and competences. Too often these concepts
are used as synonymous, while they are distinct in meaning (Martin &
Grudziecki, 2006, p. 256). Ala-Mutka (2011, p. 18) defines competence as
“the ability to apply knowledge and skills to different contexts, such as work,
leisure, or learning”. According to the work of van Deursen (2010), literacy
refers to certain competences and knowledge, whereas skills refer to the
more technical aspects of these competences and knowledge. In his
dissertation on Internet skills, van Deursen (2010, p. 71) distinguishes
between four types of practice-oriented skills: (1) operational skills, or the
so-called ‘button knowledge’ that refers to the operational manipulation of
computer and Internet software and hardware; (2) formal skills, or the ability
to understand and use formal characteristics of computer and Internet, such
as hyperlinks or move between Internet pages; (3) information skills, or the
skills required to search, select, handle and critically evaluate Internet and
digital media contents; and (4) strategic skills, or the capacity to use Internet
to one’s personal advantage. In his later work on Internet skills, a fifth and
sixth type of skills, namely communication skills and content creation skills,
were added to make reference to the skills needed to participate in online
networks, online communication strategies and the practical skills needed to
create and distribute content on the Internet (van Deursen, Helsper, & Eynon,
2014; van Dijk & van Deursen, 2014). A similar practice-oriented
interpretation of skills is used in the European Qualifications Framework
(European Commission, 2008, p. 11). In this framework, the distinction is
made between knowledge, skills and competence. Knowledge is defined as
“the body of facts, principles, theories and practices related to a field of work
or study”. Skills are referred to as “the ability to apply this knowledge”,
whereas competence is seen as “the proven ability to use these sets of
knowledge and skills for one’s personal development”.

Digital skills are consequently to be seen as the more practical and
measurable outcomes of media, information or digital literacies. The
conceptualisation of digital literacy in Martin and Madigan (2006, p. 255)
confirms this distinction between skills and literacies: “Digital literacy is the
awareness, attitude and ability of individuals to appropriately use digital
tools and facilities to identify, access, manage, integrate, evaluate, analyse
and synthesise digital resources, construct new knowledge, create media
expressions, and communicate with others, in the context of specific life
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situations, in order to enable constructive social action; and to reflect upon
this process”. However, this interpretation of digital literacy also highlights
the overall complexity of the different types of skills that can be classified as
digital skills. In the definition discussed above, reference is made to a variety
of aspects, ranging from mere access to more sophisticated elements such as
integration, evaluation, and analysis of media contents. When studying
digital skills, literacies or competences, it is crucial to take into account the
conceptual distinction, and their overall complexity and multi-layered
character.

A second aspect that adds to the conceptual confusion is the convergence
between media literacy, transliteracy and digital literacy. It is clear that, at
present, no consensus has been reached on how these different concepts
relate to one another, where they overlap and where they may be
incorporated by an overarching concept. In this context, media literacy has
been defined as “an ability to deal with information formats ‘pushed’ at the
user” (Bawden, 2008, p. 30). However, when users have to deal with
information ‘pull’, other types of literacy may come into play, such as
information, or moral and social literacy (Lankshear & Knobel, 2008). Potter
(2004, p. 58) defines media literacy as “the set of perspectives from which
we expose ourselves to the media and interpret the meaning of the messages
we encounter”’. The conceptual convergence is accentuated again in the four
main areas of media literacy action that can be identified: access and usage,
understanding, critical evaluation, and creativity (Buckingham, 2003; DTIL,
EAVI, & European Commission, 2011). These constitute a skills-based
approach to media literacy (Livingstone, 2004; Potter, 2004) which guides
the large majority of research initiatives on the subject. However,
Hoechsmann and Poyntz (2012) claim that the meaning and effects of media
extend well beyond questions of skills, and that more fundamental questions
regarding the social and political influence of media on our lives are required.
Other authors try to integrate the different forms of literacy into one single
concept. To this end, Frau-Meigs (2012) introduces the concept of
transliteracy, which she defines as: (1) the ability to embrace the full layout
of multimedia which encompasses skills for reading, writing and calculating
with all the available tools (from paper to image, from book to wiki); (2) the
capacity to navigate through multiple domains, which entails the ability to
search, evaluate, test, validate and modify information according to its
relevant contexts of use (as code, news and document).

However, this article does not aim to provide an answer to these
conceptual debates on knowledge, skills, competence or the different types
of literacy. The goal is to examine and compare 13 existing digital literacy
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models, through a common set of indicators. In the context of this article,
digital literacy models are comprised of knowledge, skills, and competences.
We refer to knowledge as the information, awareness, and understanding that
users have of the existence and usage of different digital tools. In line with
the literature previously considered, we define digital skills as the more
practical, measurable application of certain knowledge and aptitudes in
digital usage. Digital competence is discussed as the ability to apply said
knowledge and skills to various life contexts, from personal to professional.
To this end, digital literacy compiles the awareness, practical skills, and
competences necessary for users to access, understand, evaluate,
communicate with others, and create digital content in a strategic and applied
manner, towards the fulfilment of personal and professional goals.

From operational skills to digital content creation and beyond

The previous section has already pointed towards the difficulty in
identifying and defining the different types of skills that can be discussed
within the digital literacy framework. The model of van Deursen (2010) was
mentioned explicitly because it is one of the few frameworks that is complete
and accessible at the same time. The DIGCOMP framework developed by
Ferrari (2013) is exhaustive, but less applicable due to its underlining
complexity. Whereas the model of van Deursen is built around six types of
clear and practice-oriented skills, the DIGCOMP model comprises five areas
of digital competences and a total of 21 different types of competences. Each
of these 21 competences is subsequently translated into three proficiency
levels (cf. foundation, intermediate, and advanced) and a number of practice-
oriented interpretations in terms of desired knowledge, skills, and attitudes.
The dissertation of van Deursen (2010) is mainly built upon the work of
Steyaert (2002) and van Dijk (2005), but mentions a considerable number of
existing models and interpretations of digital skills that are subsequently
used to provide a detailed description of each type of skill and underpinning
activity. The same applies for the DIGCOMP model developed by Ferrari
(2013), which refines the mapping exercise on digital competences put
forward by Ala-Mutka (2011).

The goal of this article is not to provide a detailed overview and
description of all existing types of digital skills. There are however a few
interpretations that stand out. A first is the categorisation developed by
Jenkins (2006), which is interesting because it approaches digital skills from
a participatory and community-based perspective. Instead of solely
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highlighting individual attributes, Jenkins (2006, p. 4) frames what he calls

new media literacies as cultural competences and social skills that are

developed through collaboration and networking, and defines eleven
different new skills:

- Play: the capacity to experiment with one’s surroundings as a form of
problem-solving;

- Performance: the ability to adopt alternative identities for the purpose of
improvisation and discovery;

- Simulation: the ability to interpret and construct dynamic models of real-
world processes;

- Appropriation: the ability to meaningfully sample and remix media
content

- Multitasking: the ability to scan one’s environment and shift focus as
needed to salient details;

- Distributed Cognition: the ability to interact meaningfully with tools that
expand mental capacities;

- Collective Intelligence: the ability to pool knowledge and compare notes
with others toward a common goal;

- Judgment: the ability to evaluate the reliability and credibility of different
information sources;

- Transmedia Navigation: the ability to follow the flow of stories and
information across multiple modalities;

- Networking: the ability to search for, synthesize, and disseminate
information;

- Negotiation: the ability to travel across diverse communities, discerning
and respecting multiple perspectives, and grasping and following
alternative norms.

Jenkins’ approach clearly avoids a technologically deterministic
viewpoint and, moreover, opens up the skills debate to a number of
underpinning but crucial skills and competences such as experimentation,
problem-solving capabilities or the ability to pool knowledge and move
towards a common goal with others.

A second contribution that is worth mentioning is the categorisation of
digital literacy by Eshet-Alkalai (2004, p. 93), which integrates five types of
literacies, based upon “a large variety of complex, cognitive, motor,
sociological, and emotional skills”:

- Photovisual literacy: the ability to understand visual representations in
online environments, and messages from graphical displays and designs;
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- Reproduction literacy: the ability to reproduce existing digital content
into new meaningful digital content (cf. similar to content-creation skills,
but focused on the process of reproduction);

- Information literacy: the cognitive skills necessary to critically evaluate
media content;

- Branching literacy: the ability to read and understand hypermedia and
evaluate the quality and validity of media content;

- Socio-emotional literacy: the skills needed to understand and apply the
rules of online media environments.

The approach promoted by Eshet-Alkalai (2004) also moves away from
a mere technology and tool-oriented definition of digital skills. By
emphasising cognitive skills and the interpretation of text, image and rules,
this approach also opens up the skills debate and brings additional elements
into discussion that are crucial to ensure a full take-up and capital-enhancing
usage of digital media contents and online environments.

Overall, the models and approaches mentioned above, namely van
Deursen (2010), Ferrari (2013), Jenkins (2006), and Eshet-Alkalai (2004),
highlight that a broad, but accessible approach is needed, one that
simultaneously includes tool-oriented skills such as button knowledge,
together with more complex underpinning competences such as
collaboration, social, or communication skills. The next section of this article
is therefore aimed at identifying the concepts promoted in 13 selected models
on digital literacy, and subsequently at analysing which skills, competences,
and types of literacies are or are not mentioned across these 13 selected
models, and thus shape and/or dominate the scholarly and public debate on
digital literacy.

Method: Quick-scan analysis

The research used in the study is the quick-scan analysis. Quick-scan
analysis allows for a cross-case exploration of multiple case studies, on the
basis of a pre-determined set of variables. The method may be employed at
the beginning of a research project in order to determine a set of relevant
case studies for the specific field, and obtain a valuable overview of existing
research on a topic. A mapping of variables and indicators into a single
matrix facilitates the identification and analysis of similarities and variances
between them. Consequently, a more in-depth analysis of some of the case
studies may be pursued, in order to acquire a deeper understanding of the
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interconnections that are suspected or have already been identified between
the cases (Van Audenhove, Baelden, & Marién, 2016).

The method has been chosen for this study as it allows for a fast but
systematic way of identifying a set of conceptual models that the field of
digital literacy builds upon, as well as the variances between them in terms
of the skills and competences they promote. The small case studies in this
research are 13 digital literacy models. As they all put forward different sets
of skills and competences that individuals require in order to be considered
digitally literate, the quick-scan analysis was deemed an efficient method to
identify tendencies, similarities, and variances between the models. A close
reading of the conceptual models resulted in the identification of 39
indicators, each of which was mentioned in at least one of the models
discussed. These indicators were subsequently clustered into a matrix. For
each of the indicators, a definition based on the literature review was
formulated. The mapping of these indicators into a single matrix enabled a
broad overview of the concepts promoted through existing digital literacy
models, but also allowed for a cross-case analysis of similarities and
variances. In some instances, the matrix also facilitated insights into how
these models have conceptually evolved over the years, by tracing certain
visual patterns.

The 13 digital literacy models were selected on the basis of several
criteria. Firstly, the models needed to be consistently referred to and
acknowledged in specialised literature. Secondly, the models had to be
relevant to the discussion on digital literacy through conceptual novelty and
a comprehensive analysis of a wide range of digital skills and competences.
Priority was given to works that promoted their own sets of skills and
competences, but that also proposed methods for measuring digital skills,
implemented empirical studies of their own, or analysed established theory
and empirical research within the digital skills framework. Thirdly, the
models needed to be presented, to a certain degree, as frameworks, built upon
a classification of knowledge, skills, and competences. Finally, the models
had to be published over a period of ten years, between 2004 and 2014. This
allowed for a prioritisation of more recent publications, but was also
considered a wide enough time span for identifying evolutions in the debate.

It should be noted that some of the selected publications are considerably
lengthier and more comprehensive than others. It is important to consider
that books on the topic (e.g. Van Dijk & Van Deursen, 2014), extensive
academic works (e.g. Belshaw, 2011), or institutional reports (e.g. Ala-
Mutka, 2011; Hobbs, 2010) discuss the topic in more detail, and thus
consider a wider range of indicators, in comparison to more condensed
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works, such as journal articles (e.g. Calvani, Cartelli, Fini, & Ranieri, 2008;
Hargittai, 2007). The availability of more details in the original works
obviously leads to a more detailed description in our analysis. In other words,
variations in the length and depth of the selected publications are inevitably
reflected in the matrix.

As mentioned above, the quick-scan analysis of the 13 selected cases
resulted in a matrix that contains 39 indicators (See: Appendix, Table 1). The
cases are mapped in columns, while the indicators are placed in rows. The
indicators have been divided into five categories: operational, technical and
formal; information, cognition; digital communication; digital content
creation; and strategic. An additional column has been introduced in order to
count the amount of cases where each indicator is present. The matrix is an
efficient tool for the cross-analysis of the cases as it provides a visual
statement of which indicators have scored higher, and which lower.

Finally, once the matrix was composed, the 13 cases were analysed. The
aim of the analysis was to identify similarities and differences between the
models; evolutions over time; and which indicators are well and less well
represented. It should be noted that while at times numbers are used (e.g. X
number of models mention y indicator), the analysis is not a statistical
exercise. Numbers are used strictly to indicate variances between models and
indicators more clearly. The study does not make use of any statistical
programmes or other techniques to detect correlations; the findings result
from a visual analysis of the matrix, which is already based on a thorough
literature review, and may be complemented by in-depth knowledge of the
case studies.

Conceptual highlights and differences in 13 digital literacy models

The matrix serves for the cross-case analysis of the 13 digital literacy models
on two levels (Van Audenhove et al., 2016). A first level of analysis is
performed on the horizontal, between the different variables in the cases.
This places focus on the indicators themselves, and aims to answer the
question: What indicators score high/low? The analysis can further lead to
questions regarding the reasons behind the findings, but can point towards
the right method to answer these questions: Can this be explained through
more in-depth case studies? Can it be explained on the basis of the literature
review? Does it confirm what was found in the initial literature review? (Van
Audenhove et al., 2016, p. 7). A second level of analysis asks the question:
Why are certain indicators absent? (Van Audenhove et al., 2016, p. 7).
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Answers to this have also been sought in the extensive literature review, by
investigating what the conceptual underpinnings of the models are, and
whether they can explain the absence of certain indicators. Similarly,
enhanced attention has been paid to the period in which the models had been
developed or published, in an attempt to explain the findings through
developments in ICT, education, policy or other relevant contextual factors.

Not all the indicators that were identified and integrated into the matrix
are discussed in this section. Priority has been given to findings that were
deemed most relevant to the discussion on measuring and promoting digital
skills and competences. An overview of the indicators, and the degree to
which they are present in the different digital literacy models, can be found
in the figures inserted after the discussion on each category of skills and
competences, while an extended version of the matrix, together with more
detailed definitions for each of the indicators used can be found in the report
on Reconsidering Digital Skills (Iordache, Baelden, & Marién, 2016). In the
discussion on the findings, reference will be made to the extent to which
indicators are mentioned in the different cases. When indicators are
mentioned in more than 11 models, they are present in ‘many or a large
amount’ of models. When they are identified by 7 to 10 models, they are part
of a ‘fair amount’ of models and when they are mentioned by less than 7
models they are part of ‘some’ models (5-6) or ‘few to very few’ models
(less than 5).

Operational, technical, and formal skills and competences

The first category discussed consists of operational, technical, and formal
skills and competences (See: Appendix, Table 2). Among these, the
indicators ‘knowing and using hardware’, and ‘knowing and using digital
tools and software’ are at the foundation of virtually all digital literacy
models analysed. Although many of the frameworks emphasise the fact that
technology, or medium-related skills, are not necessarily the core elements
of digital use, these are nevertheless a primary requirement:“Content-related
skills somehow depend on the medium-related skills because the absence of
medium-related skills means that one will not even come to perform the
content-related skills” (van Deursen, 2010, p. 70). “Knowing and using the
Internet’ is discussed in a fair amount of cases, throughout the entire time
span investigated, from the earliest to the most recent models. As the Internet
has rapidly become a part of everyday life, most models agree that users
require the skills and competences to make full use of the medium. In the
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meantime, it is also important for researchers and policy-makers to
understand the complexity of factors behind the ways in which people use
the Internet, and the motivations behind them” (van Deursen et al., 2014, p.
7).

A fair amount of mentions was also awarded to the indicator ‘handle
digital structures’, which refers to the ability to handle the distinctive
structure of digital media, such as successfully working with menus,
hyperlinks and associative navigation. In this context, Eshet-Alkalai (2004)
discusses ‘branching literacy’, claiming that users face new challenges in
having to deal with ‘hypermedia and non-linear thinking’, and need the skills
to handle the new structures and not get lost in the digital space. Furthermore,
we can observe a fair amount of attention given to skills related to ‘privacy
and the protection of personal data’. Research in the field of privacy has
determined a trend that is particularly present in social networking sites
(SNSs), where the responsibility is pushed towards the user (De Wollf,
Heyman, & Pierson, 2013). In this context, it becomes instrumental for
individuals to understand the way their data and personal information is
being shared, accessed by others, or used by governments and corporations;
and, more importantly, they need to have the necessary skills to protect
themselves from disclosing information they may not need, or want to: “it is
crucial that users understand that those sites (without the appropriate privacy
settings and critical skills) can lead to loss of control of personal data, and to
having it delivered to third parties for commercial purposes” (Ala-Mutka,
2011, p. 10).

At the other end of the spectrum, three indicators in this category have
received limited attention in the models, having been mentioned in less than
five of the cases: ‘knowledge of where to seek assistance’, ‘cross-platform
navigation’, and ‘device safety’. The authors, however, accept that these
particular skills or competences may prove to be relevant on different levels
of digital knowledge and usage, which could explain for their absence from
some of the models. ‘Cross-platform navigation’, for example, denotes an
advanced to proficient level of knowledge and skills that could only prove
useful to a smaller percentage of users, while ‘device safety’ may often be
implied by other indicators, such as ‘knowing and using hardware’,
‘knowing and using digital tools and software’ or ‘knowing and using the
Internet’. Nevertheless, we would like to point to ‘knowledge of where to
seek assistance’ as an indicator which could have a positive impact on the
initial uptake of digital tools and on finding further support for learning and
development. The ability to know where to seek assistance, both online and
offline, is related to concepts such as autonomy and problem-solving, which

ITALIAN JOURNAL OF SOCIOLOGY OF EDUCATION, 9 (1), 2017

16



Developing Digital Skills and Competences C. Tordache, 1. Marién and D. Baelden

have been identified as important factors in the development of digital
competences (see lordache et al., 2016). This knowledge could empower
individuals to act independently in the development of their digital skills, to
search for information, and to solve problems they may encounter (Marién,
2016).

Information and cognition skills and competences

The second category discussed is comprised of information and cognition
skills and competences (See: Appendix, Table 3). Here, the main focus is
placed on critical skills through the indicator ‘analyse and evaluate’ online
information, which is mentioned in all 13 models. Eshet-Alkalai goes as far
as claiming that “the ability to evaluate and assess information properly has
become a ‘survival skill” for scholars and information consumers” (2004, p.
99). In this context, several of the analysed frameworks (Ala-Mutka, 2011;
Bawden, 2008; Calvani et al., 2008; Martin & Grudziecki, 2006) integrate
elements from Gilster’s model (1997), the first to emphasise that digital skills
were “about mastering ideas, not keystrokes”’(Bawden, 2008, p. 13).

Many of the models also discuss several of the indicators clustered in this
category under the construct of ‘information literacy’, which mainly
incorporates the ability to ‘search’, ‘identify/select’, ‘locate’,
‘access/retrieve/store’, as well as ‘disseminate/share’ relevant information,
thus generally concerned with “how data and information in any format and
form are managed, using different technological tools” (UNESCO, 2013, p.
13). Although they are more difficult to acquire, once developed, cognitive
skills are not as prone to quick changes as operational, medium-related skills
that need to keep up with the rapid and constant development of technical
tools (Ala-Mutka, 2011).

In addition to critical skills, the indicator ‘digital problem-solving skills’
is also discussed by a fair amount of the analysed models. Problem-solving
skills can have a positive effect on the development of digital skills and
competences, helping users identify the correct digital tools needed to reach
their goals, as well as enhance their ability to use digital tools in order to
solve conceptual, but also technical problems (Iordache et al., 2016). In the
analysed models, problem-solving skills are defined as the ability to
“identify digital needs and resources, make informed decisions on most
appropriate digital tools according to the purpose or need, solve conceptual
problems through digital means, creatively use technologies, solve technical
problems, update own and other's competence” (Ferrari, 2013, p. 32).
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Scholars have also claimed that the focus should not just be placed on
autonomous problem-solving, as is currently the case in the educational
system, but on collaborative problem-solving — working together in teams to
complete tasks and develop new knowledge (Jenkins, 2006; van Dijk & van
Deursen, 2014).

In this second category, the indicators that have been mentioned by few
to very few models are: the ability to ‘synthesise’, ‘multitasking’,
‘transmedia navigation’, and ‘supporting others in developing digital
competence’. We believe that the first three indicators refer to a higher level
of use and digital sophistication, the lack of which may have a limited impact
on digital uptake and general use, and thus explain their absence from some
of the models. However, the limited attention given to the latter has been
deemed particularly worrisome, as supporting others in developing digital
competence is important in an environment where technology evolves at a
fast pace, determining users to constantly update their skills in order to keep
up with digital changes. Research has shown that users often depend on
various support groups to develop skills and competences, outside of the
formal education environment (Hobbs, 2010), thus, family members,
teachers, friends, and co-workers all play a part in providing encouragement
and hands-on assistance in various contexts (van Dijk, 2005). This can
arguably be discussed as an attitude and a contextual element, but also as an
ability that users may develop in order to be able to support others.

Digital communication skills and competences

The third category of indicators focuses on digital communication skills
and competences (See: Appendix, Table 4). The majority of these indicators
are to be found in a large amount of the models discussed. Firstly, all models
highlight skills related to indicators ‘construct’ and ‘understand messages’:
“To read well, people need to acquire decoding and comprehension skills
plus a base of knowledge from which they can interpret new ideas. To write,
it is important to understand how words come together to form ideas, claims
and arguments and how to design messages to accomplish the goals of
informing, entertaining or persuading” (Hobbs, 2010, p. 31). Secondly, all
models discuss the indicator ‘exchange messages/share content’. To this end,
users are thought to require the knowledge and ability to comment on or
respond to material created and shared by others online (Hargittai, 2007),
while at the same time be able to share with others the knowledge and content
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they have themselves found or created, as well as be proactive in the
spreading of news, content and resources (Ferrari, 2013).

Many of the models also discuss users’ ability to “interact and collaborate
online’. Jenkins claims that a ‘participatory culture’ is emerging ‘as the
culture absorbs and responds to the explosion of new media technologies that
make it possible for average consumers to archive, annotate, appropriate, and
recirculate media content in powerful new ways” (Jenkins, 2006, p. 8).
According to this, in addition to communication skills that are necessary to
convey messages and interact with online audiences, the skills to ‘participate
in online communities and networks’ are therefore also important. This
indicator was mentioned in a fair amount of digital literacy models and can
be connected to the critical and privacy management skills discussed in the
previous section, as users participating in online communities also need to
be able to critically assess the information they consume and distribute.

‘Netiquette’ has also been discussed in many of the models. Netiquette is
necessary for users to identify and follow existing rules on the appropriate
and respectful way of communicating with others when using computer
networks and the Internet. Belshaw refers to this type of skill as ‘cultural’
and describes it as a “need to understand the various digital contexts an
individual may experience, different codes and ways of operating, things that
are accepted and encouraged as well as those that are frowned upon and
rejected” ( Belshaw, 2011, p. 207). It has also been suggested that netiquette
is a mode of online behaviour that must be learned in practice, seen as no
formal guidance is readily available (van Dijk & van Deursen, 2014, p. 34).
In the new media realm, the notion may also be associated with the concept
of ‘intimacy capital’, formulated by Lambert (2015) in his research on how
users negotiate unspoken, collective norms regarding the ‘public
performance of intimacy’ (Lambert, 2015, p. 8) through their Facebook
posts.

‘Managing a digital identity’ was discussed by only very few of the
analysed models. Nevertheless, the digital environment provides numerous
opportunities for users to create various ‘public selves’ which they can use
in different spaces and contexts (Ala-Mutka, 2011, p. 41). Individuals can
take part in a number of online communities using a different identity, avatar,
or persona in each space (Belshaw, 2011). Therefore, in order to protect
themselves but also to ensure an effective communication with others, it is
important that users are aware of the information they share through these
images and online personas, and how this information is accessed and traced
online. Closely related to the ability to efficiently and safely manage a digital
identity is the ‘awareness of audience’, indicator that was also present in few
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of the models, and that will be further discussed in the next category of
indicators.

Digital content creation skills and competences

Upon analysing the fourth group of indicators, consisting of digital
content creation skills (See: Appendix, Table 5), the indicator ‘create and
edit new content/ construct new knowledge’ is mentioned in a large amount
of models. According to this, users should be able to create new knowledge,
units of information, media products or other digital outputs which will
contribute to task achievement or problem solution (Martin & Grudziecki,
2006, p. 257). The ability to ‘produce creative expressions’ is mentioned in
many of the models, and seen as necessary for present day social
participation, personal expression and professional activity: “Creativity with
digital tools and media can benefit work, learning or hobbies by providing
new and innovative means of carrying out tasks or presenting results. Being
open to learn or invent, and to adapt and mould existing ways into new
models is necessary” (Ala-Mutka, 2011, p. 52).

A fair amount of digital literacy models also points to the skill users need
in order to ‘integrate and remix existing content’, as a relevant element in the
development of digital competences. In this context, Eshet-Alkalai talks
about ‘reproduction literacy’, or the “art of creative recycling of existing
material” (Eshet-Alkalai, 2004, p. 96), which requires multi-dimensional
synthetic thinking and aims to combine existing material in legitimate,
original and creative ways. Often linked to the practice of integrating and
remixing existing content is the ‘intellectual property rights (IPR) and license
awareness and management’, an indicator that was also mentioned in a fair
amount of the analysed models. As contemporary digital society is
considered one where personal communication and mass communication
converge (Castells, 2009), awareness and respect of property rights have
become highly valued. To this end, users should not only be aware of rules
regarding the use of existing work, but they should also be able to understand
the various types of licencing, and correctly apply them to their own digital
production (Ferrari, 2013).

As previously mentioned, the indicator ‘awareness of audience’ was only
mentioned in few of the analysed models. Research in the domain has
identified a series of different privacy and audience levels that users need to
be aware of in their online activity. Firstly, there are the ‘usual’ audiences,
where matters of interpersonal privacy come into play. Users who are not
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knowledgeable about the open design of social media run the risk of
downplaying the visibility of their online activity (De Wolf & Heyman,
2015). boyd (2010) claims there are three dynamics caused by social
networking sites (SNSs) that users should be aware of: context collapse,
invisible audiences, and the merging of the public and private spheres. In the
socialisation process, people develop different contexts such as family,
friends, and colleagues. However, SNSs make it challenging to clearly
differentiate between the three, thus creating difficulties for users to adopt
the online behaviour that is appropriate for each context. Research has also
referred to ‘imagined audiences’ — a mental conceptualization of people
towards whom a message may be addressed (Litt & Hargittai, 2016), and
which may become challenging considering that the “average everyday user
has likely not received any audience training so their strategies and
cognizance may be somewhat happenstance and spontaneous” (Litt &
Hargittai, 2016, p. 9). Affordances of social media create invisible audiences,
making users unaware of who is able to access their online performance,
while boundaries between the private and public sphere are blurred through
social media privacy management strategies (Lampinen, Lehtinen,
Lehmuskallio, & Tamminen, 2011). Secondly, people should be aware of
who their audience is with regards to third parties. Information that people
knowingly or unknowingly publish in the online realm may reach ‘silent
listeners’ through apps (Stutzman, Gross, & Acquisti, 2013; Wang, Xu, &
Grossklags, 2011) or advertisers. Research has shown that users are granted
more options to control the information flow towards other users, than to
third parties and service providers (Heyman, De Wolf, & Pierson, 2014).
Thirdly, scholars discuss algorithmic control, which undermines the users’
power over their online image and communication, placing the algorithm in
charge of aspects of their daily lives (Beer, 2009). Lastly, the matter of online
surveillance should also be considered by users, especially in light of recent
disclosures regarding state surveillance (Greenwald & MacAskill, 2013), or
the manipulation of users for research purposes, as is the case of the
‘Facebook experiment’ (Chambers, 2014).

Strategic skills and competences

In the strategic skills category (See: Appendix, Table 6), a fair amount of
models discusses the skill to ‘use information towards personal or
professional goals’. van Dijk and van Deursen (2014) consider strategic
skills to be the most advanced Internet skills, and claim they should be linked
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to notions of empowerment and decision-making. In this context, users
should be able to orient themselves, decide and act upon information
retrieved online to reach a particular goal, and eventually derive personal or
professional benefits. Strategic skills are built upon the previously discussed
categories of skills and competences, but are considered to be at a higher
stage in achieving educational, professional, and personal goals through the
appropriate use of digital means (Martin & Grudziecki, 2006, p. 265).

Within the same category, however, the ability to ‘identify digital
competence gaps’ was only mentioned in few of the analysed models.
Nonetheless, as digital literacy needs vary according to particular life
situations (Martin & Grudziecki, 2006) and change with the introduction of
new technology and communication tools, the development of digital skills
and competences is a lifelong process for which each individual needs to take
personal responsibility (Ala-Mutka, 2011, p. 42). Users must be able to
reflect on their level of competence, in order to identify the direction in
which they need to further develop, while aiming to reach personal and
professional goals in the current digital age. To this end, the DIGCOMP
project proposes a detailed self-assessment grid as a tool for users to describe
and understand how to improve their own level of digital competence (see
Ferrari, 2013).

Discussion

The quick-scan exercise has confirmed the highly complex nature of
identifying and defining digital skills, literacies, and related competences.
Although a set of 39 indicators was successfully established based upon the
13 digital literacy models considered, identifying the indicators within the
models has proven to be a difficult task, precisely due to the lack of a clear
distinction and the overlap between the concepts. Considering the potential
application of these models for the measurement, evaluation and comparison
of digital literacy levels, there is a clear need for a more integrated conceptual
approach, or even more, an overarching unique framework to be used as a
common starting point.

Another major challenge lies within the conversion of such an
overarching framework, and the extensive number of indicators it would
encompass, into survey questions. Issues regarding oversimplification of
indicators, technological determinism or limits of self-reporting for
measuring digital skills, literacies and related competences have been
highlighted extensively in literature (van Deursen, 2010).
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First steps in this direction are currently being taken by the Institute for
Prospective Technological Studies (IPTS), one of the seven joint research
centres (JRC) of the European Commission. This is attempted through the
further elaboration of the DIGCOMP framework, developed by Ala-Mutka
(2011) and Ferrari (2013), into ‘The Digital Competence Framework for
Citizens - Update Phase 1: The conceptual reference model’ (Vuorikari,
Punie, Carretero, & Van den Brande, 2016).

The quick-scan analysis of the 13 digital literacy models has led to a series
of interesting findings with regards to the digital skills and competences that
are being promoted in recent conceptual models. It is important to note that
there is an unbalanced focus on certain skills and competences, to the
detriment of others, some of which are, arguably, just as relevant. Firstly,
skills related to ‘knowing and using hardware’, ‘knowing and using digital
tools and software’, and ‘knowing and using the Internet’ are discussed by
nearly all of the digital literacy models analysed. As discussed in the previous
section, operational, technical and formal skills and competences are
generally regarded as the foundation of digital usage, and are thus widely
integrated and discussed in the models. Information and cognition skills and
competences, such as being able to ‘search’, ‘identify/select’,
‘disseminate/share’, and ‘locate’ the information needed, are also mentioned
in the majority of the 13 digital literacy models. The ability to ‘analyse and
evaluate’ content is regarded as relevant by all conceptual models, as they
collectively stress it is crucial for users to develop the necessary critical skills
to make the right decisions with regards to the content they encounter online.
Interestingly, the majority of skills and competences in the digital
communication category, such as ‘construct messages’, ‘understand
messages’, ‘exchange messages/share content’, ‘interact/collaborate online’,
‘netiquette’, and ‘encode/decode messages’, have been discussed by the
large majority of the digital literacy models employed in the study. The
ability to ‘create and edit new content/construct new knowledge’ and
‘produce creative expressions’ were also present in almost all of the models,
thus demonstrating that it is important to differentiate between digital
communication and digital content creation.

Although seen as instrumental by a fair amount of models, strategic skills
are completely left out of several digital literacy models. Users indeed
require skills from all of the categories discussed above in order to develop
this particular category of competences. However, the importance of users
to be able to ‘use information towards personal or professional goals’ needs
to be rethought and, we believe, regarded as highly relevant in future models.
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Societal and technological developments provide valuable context for the
increased visibility of certain indicators, as well as the reduced attention
others have received over time. Thus, an interesting finding refers to
indicators ‘managing a digital identity’ and ‘awareness of audience’.
Although mentioned in few to very few of the models, these have arguably
become more important with the introduction and increasing popularity of
new media. This shift of focus can be visually traced on our matrix, as the
two indicators are discussed primarily in models developed after 2010.
Notions such as ‘privacy and protection of personal data’ have also become
more present and, possibly more valued, in discussions on digital skills and
competences over time, for similar reasons associated with the new
challenges determined by the introduction and use of new media.
Meanwhile, the increase in mentions of content creation and remixing skills
can be attributed to a more general availability and accessibility of digital
creation tools and content sharing applications.

Finally, the analysis emphasises the need to expand the digital skills
debate beyond the micro-perspective. Too often digital literacy models refer
to individual attributes, without taking into account the social context.
Although the framework proposed by Jenkins (2006) clearly demonstrates
the need for a community-based approach for the development of digital
skills, there is an evident lack of focus on more contextual skills such as
‘knowledge of where to seek assistance’ and ‘supporting others in
developing digital competence’ in most other frameworks. The importance
and potential influence of support mechanisms has however been discussed
extensively in the work of Hobbs (2010), van Dijk (2005), and Eynon and
Geniets (2015). It is clear that, in the future, there is need for more attention,
reflection, and integration of the notion of support networks and the ability
to share different knowledge and resources, thus opening up the digital skills
debate to the meso- and macro-level.
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Appendix

Table 1. Matrix digital skills and competences

INDICATORS
DIGITAL SKILLS and COMPETENCES
OPERATIONAL, TECHNICAL AND FORMAL & B 3 5 3 B 5 5 8§ 8 4 6 6
Knowing and wsing hardware 13| x X X X X X X X X X x X X
Knowing and using digital tools and software 12| x X X X X X X X X x x X
Koowing and esing the Imternet 1] x X X X X X X X X x X
Knowledge of where 1o sock assistance 4 X [x] X (x)
Cross-platform navigation JI X X X
Handle digital structures !ll X X X X X X X X X X
Device sfety 4 x x x x
Privacy | protection of personal data 10 x X X X X X X X X X
INFORMATION | COGNITION 11 11 9 5 4 5 8 4 9 12 & 8 7
Search 12] x X X X X X X X X X X X
Identify Select 12] x X X X X X X X X X x X
Locate 1l x x X X X X x X X X X
Access/RetrieveStore 9 x X X X X X x X X
Organise SI X X X X X x x
Synthesse § x X X X X
Disseminate | Share 1] x X X X X X X X X X X
Distributed cognition 6 x X X X x X
Multitasking 1 X
Dagital problem-solving skills 8 x X X X X X X X
Support others i developing digital competence 2] X X
Analyse and evaluate lJI X X X X X X X X X X X x x
| Tmensmed:a navigati 4 x X X X
JDIGITAL COMMUNICATION 7 9 4 6 § [ 8 8 8 9 8 9 7
Encode’decode messages 1| x X X X X X X X X X X
Construct messages 13| x X X X X x X X X X X X X
Understand mess: l3| X X X X X X X X X X X X
Exchanpe messages/Share content 3l x X x x X x x X X x x X x
InteractCollaborate online lZI X x X X X X x x X X X X
Participzic in online comamities & netwarks lll X X X X X x X X X X
Effitency in communication 6] X X X X X X
Manzging a digital identity 5 X X x X X
Netiquetse 2] x X X X (x) X X X X X X
DIGITAL CONTENT CREATION 5 5 3 1 1 2 6 4 4 7 3 [ 7
Create and odit new content Construct new knowledge 12] x X X X x X x x X X X x
Integrate and remix existing content 8 x X X X X X X X
Produce creative expressions lll X X X X ) 4 X X X X x X
Awareness of purpase 4I X X X X
Awareness of sudience 4| X X X X
Awareness of composition technigues 7I X X X X X X X
IPR and Boense gwareness and management 8| X X X X x X X X
STRATEGIC | 1 0 2 [ 1 1 1 8 2 2 1 1 1]
Use information towands personzl or professiona! goals 9] X X X X X X X X X
Identify digital competence paps 3| x x  x
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Table 2. Operational, technical and formal skills and competences

C. Iordache, 1. Marién and D. Baelden

INDICATORS

DIGITAL SKILLS and COMPETENCES

OPERATIONAL, TECHNICAL AND FORMAL 5 5 8 8 4 6 6
Knowing and using hardware 13 X X X X X X X
Knowing and using digital tools and software 12 X X X X X X X
Knowing and using the Internet 11 X X X X X X X
Knowledge of where to seck assistance 4 [x] X (x)
Cross-platform navigation 3 X X X

Handle digital structures 10 X X X X X X X
Device safety 4 X X X
Privacy | protection of personal data 10 x x x x x

Table 3. Information, cognition skills and competences

INDICATORS
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INFORMATION | COGNITION

Scarch

Identily Select

Locale

w |= =

BN R I

Acocss Retrove/ Store

o e | I e

Organise

SRR PSS )
S Bl Ll B |
Sl BN B S B B

Synthesisa

Dessemmate | Share

B N EOl P O S B

o = | = |

Dustribused cognition

OB Nl Bl BN B P

Qﬂ_u:lumkmg

Drgital problem-solvny skilly

B S O P P

Support others in developing digital compesence

Analysc and evaluate

»

Transmedia savigation

Cl O N
>

ITALIAN JOURNAL OF SOCIOLOGY OF EDUCATION, 9 (1), 2017

29




Developing Digital Skills and Competences

Table 4. Digital communication skills and competences

C. Iordache, 1. Marién and D. Baelden

INDICATORS
DIGITAL SKILLS and COMPETENCES
DIGITAL COMMUNICATION 7 9 4 6 5 6 8 8 8 9 8 9 7
Encode/decode m 11 X X X X X X X X X X X
Construct messages 13] x X X X X X X X X X X X X
Understand m 13] x X X X X X X X X X X X
Exchange m Share cont 13] =x X X X X X X X X X X X X
Interact/Collaborate online 12] x X X X X X X X X X X X
Participate in online comunities & networks 10] x X X X X X X X X X
Efficiency in communication ] X X X X X X
Manaping a digital identity 5 X X X X X
Netiguette 12] x X X X X (x) X X X X X X
Table 5. Digital content creation skills and competences
INDICATORS
DIGITAL SKILLS and COMPETENCES
DIGITAL CONTENT CREATION 5 5 3 1 1 2 6 4 4 7 3 6 7
Create and edit new content/Construet new knowledge 12 =x X X X X X X X X X X X
Inteprate and remix existing content B x X X X X X X X
Produce creative expressions 11] =x X X X X X X X X X X
Awareness of purpose 4 X X X X
Awareness of audience 4 X X X X
Awareness of composition techniques 7 x X X X X X X
IPR and license awareness and 1 1ent B x X X X X X X X
Table 6. Strategic digital skills and competences

INDICATORS
DIGITAL SKILLS and COMPETENCES

ISTRATEGIC 1 0 2 0 1 1 1 0 2 2 1 1 0
Use information towards personal or professional goals 9 =x x x x x x x x x
Idcnli['x diEzlaI compelence gaps 3 X X X
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ABSTRACT

Media literacy has gained in importance in policy discussions on media, digital media and the
Internet in many countries. How do these policies develop and what can be learned? This case
study explores the factors contributing to the successful formulation and implementation of media
literacy in Flanders-Belgium. By examining the trajectory of policy debates and policy
formulation, this research highlights the development of the concept of mediawijsheid (media
literacy), the organization, the Knowledge Center for Media Literacy, and the role of the public
service broadcaster in relation to media literacy policy. This case study shows that media literacy
has been supported through three coalition governments in Flanders Belgium as different political
parties rallied around media literacy as a common denominator for the challenges posed by the
changing digital media environment. In particular, the empowerment view on media literacy
seems to charm the left, middle, and right of the political spectrum, a finding that may inspire
other actors in other countries as they attempt to move media literacy onto the national political
agenda.

Keywords: media literacy, media education, policy, Flanders, Belgium

Over the last decade, media literacy has gained in importance in policy
discussions on media, digital media and the Internet in many countries. In Europe,
Media literacy has been integrated into national and regional policies on media
and education at the level of member states and the level of the European
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Commission. New organizations have been set up to promote aspects of media
literacy such as Mediawijzer.net in the Netherlands or the Knowledge Center for
Media Literacy (mediawijs.be) in Flanders/Belgium. Existing institutions have
seen their mandate renewed or broadened to include aspects of (digital) media
literacy such as OFCOM in the UK, the Bayerische Landeszentrale fiir Neue
Medien (Bavarian Regulatory Authority for New Media) in Bavaria — Germany or
the Agencija za elektronicke medije (Agency for Electronic Media) in Croatia.

As occurs so often (apart from the case of the United Kingdom), very little
is known on how the different EU member states—or regional states for the
federal countries such as Germany and Belgium—approach media literacy, how
this is translated into national policy, and how policy is put into practice.
Although the Journal for Media Literacy Education and other scientific journals
from time to time publish articles on single countries, they often focus on
particular initiatives and seldom focus on national policy.

In 2014 the TRANSLIT project gathered 28 country case studies on Media
and Information Literacy Policies accessible via its website www.translit.fr. These
case studies resulted in a comparative study published in an edited volume on
Public Policies in Media and Information Literacy in Europe (Frau-Meigs, Velez,
& Michel, 2017). In 2016 the European Audiovisual Observatory published a
report Mapping of Media Literacy Practices and Actions in EU-28. This report
was commissioned by the Council of Europe and provides an overview of media
literacy practices in the different countries (Nikoltchev, Cappello, Cabrera,
Valais, & Chapman, 2016). As valuable as they are, in general, a drawback of
these comparative initiatives is that they are based on commissioned case-study
research using pre-formatted documents with strict editorial guidelines. These
case studies focus on comparability instead of on the specificity and particularities
of the national case.'

This article provides an in-depth view of one single nation/region. Single
country case-study research on policy and policy implementation can be a source
of inspiration for more localized solutions to media literacy policy and
implementation. The aim of this article is to focus on the political discourses and
policy developments around media literacy in Flanders — Belgium. In Flanders,
the discussion on media literacy started in the Flemish Parliament in 2006 but
only in 2012 was a comprehensive policy document on media literacy and
education adopted by the government. This Media Literacy Concept Paper was
jointly developed and signed by the Minister of Media and the Minister of
Education and Youth, which resulted in a broad definition of media literacy and a
transversal approach to implementation.

In this case study, we (1) discuss three major trends in the current debates
on media literacy that have implications for policy; (2) analyze the parliamentary
discussions on media literacy in Flanders; (3) introduce and analyze the Media
Literacy Concept Paper; (4) discuss the establishment of the Knowledge Center

' Furthermore, in both studies, only scant attention is paid to policy and policy discourse. The
main author of this article was also the author of the case-studies on Flanders and Belgium
commissioned for both the book and report mentioned above.
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for Media Literacy (mediawijs.be); and (5) discuss the role of the public
broadcaster. We conclude by formulating observations in light of the future.

Media Literacy Policy and Current Theoretical Debates

It is not our aim to provide readers with an in-depth overview of the
current conceptual and theoretical discussions about media literacy. Instead, we
aim to identify a couple of trends in these discussions that have a strong link to
the public debate and policy around media literacy. Whereas media education and
media literacy have been at the fringes of public policy for many years, in recent
years media literacy has become a central point of debate in media and
educational policies in many countries and especially in European countries.
Some of the theoretical discussions in the media literacy field have direct links
with the broader policy discussions. We identify three main trends in the
discussion.

First, over the last decades, we have witnessed a trend away from
protectionist media literacy approaches towards empowerment literacy
approaches. The protectionist approach starts from the idea that media has
negative effects on people (especially youngsters) and that users are more
susceptible if they are passive (Potter, 2013). The protectionist approach is
informed by two distinct theoretical schools in communication studies, i.e., media
effects studies, and critical political economy. The first, media effects studies,
focus on short and long-term effects of media and content such as advertising,
violent content, etc. on peoples thinking and behavior. The latter, critical political
economy, sees the media as an ideological tool of capitalism that supports the
capitalist system and inherently misrepresents reality. The empowerment,
emancipatory or promoting approach starts from the idea that media forms an
integral part of our mediated society. Users (including youngsters) are seen as
capable of actively engaging with media. Media literacy should stimulate them to
become more autonomous in their critical engagement with media and ICTs
(Jenkins, 2006; Brian O’Neill & Barnes, 2008; von Feilitzen & Carlsson, 2003).
The emancipatory approach often promotes the idea that education about media
should start from content, programs, and applications that users watch or use. The
emancipatory approach is theoretically close to cultural studies and constructivist
approaches in education.

Second, the heightened attention to media literacy is closely related to
shifts in media, telecommunication and Internet regulation. Growing digitalization
is transforming all users into active producers of content (Hoechsmann & Poyntz,
2012), while the blurring of boundaries between linear broadcasting and digital
content provision has diminished the impact of protective measures. As a
consequence, a model of ‘co-responsibility’ has recently gained traction at the
European level (Marsden, 2011). As audiences can consume more content in pull
mode, individual responsibility and self-regulation are becoming significantly
more important than protective measures (Wallis & Buckingham, 2013). Media
literacy action is more and more seen as a way to enhance critical skills and user
autonomy in the absence of strict media regulation (B. O’Neill, 2010; Wallis &
Buckingham, 2013).
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Third, most authors on media literacy advance a skills-based approach to
media literacy (Livingstone, 2004; Potter, 2014), which guides the vast majority
of research initiatives on the subject. Potter identifies seven cognitive skills:
analysis, evaluation, grouping, induction, deduction, synthesis and abstraction
(Potter, 2013). The skills-based approach is related to other skills and
competences discussions currently taking place, especially around digital skills, e-
skills, Internet skills, coding skills, etc. Whereas media literacy initially focused
on cognitive skills to deconstruct media and media content, digital skills
discussions focus much more on operational skills to be able to use technology.
Currently, both debates often run parallel.

However, recent theories in media literacy start to focus on the creative
and communicative skills needed to handle interactive aspects of media and
Internet. Digital skills frameworks integrate more cognitive or strategic skills in
their frameworks or competence models (Hobbs, 2011a; Hoechsmann & Poyntz,
2012; Wallis & Buckingham, 2013). In principle, they are all grappling with
increasingly converged media. This being said the underlying—and often
unformulated —goals of media literacy and e-skills frameworks are different.
Media literacy is informed by broad humanistic and aesthetic goals about
citizenship and enjoyment of media, entertainment, games, culture, and art. e-
Skills debates are informed by much more utilitarian goals such as employment,
economic development, and direct individual enlightenment. In this sense, the e-
skills debate largely neglects the fact that media in general and social media in
particular play an important social and entertaining function in people's day-to-
day life.

Parliamentary Discussions on Media Literacy in Flanders

Media literacy in Flanders - Belgium should be seen against the
educational, political and institutional developments in Belgium over the last 40-
50 years. Between 1970 and 2014, Belgium developed from a centrally organized
country with three languages, towards a decentralized federal system in which the
different communities—based on language and territory—have a high level of
autonomy.” The Belgium institutional setup is highly complex and changed
gradually in the forms of 6 State Reform. Simply put, the current Belgian system
consists of one national state with its government/parliament and three
communities: the Flemish Community, the French Speaking Community and the
German Community and three regions: Flanders, Wallonia and the Brussels
Capital Region with their governments/parliaments. The communities —especially
the larger Flemish and French Speaking Community —are responsible for person-

2 Culturally and sociologically, it refers to Flemish organizations, media, social and cultural life;
alternative expressions for this concept might be the "Flemish people" or the "Flemish nation" (in
a similar sense as the Scottish, Welsh, or Québécois people are nations, referring to an ethnic
identity). The term "community" should then not be capitalized. Politically, it is the name of which
both elements are normally capitalized, for one of the three institutional communities of Belgium,
established by the Belgian constitution and having legal responsibilities only within the precise
geographical boundaries of the Dutch-language area and of the bilingual area of Brussels-Capital
(Wikipedia).
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related matters amongst which education, culture, and media. Media literacy is
thus a community matter under the remit of the Flemish Parliament and the
Flemish Government.

As in most countries, the current media literacy debates have precursors in
earlier initiatives. The current debate on media literacy in Flanders has different
antecedents: (1) the discussion on media and cultural education which predates
the current discussion, but seldom reached the political level, (2) developments in
the field of the digital divide and e-inclusion which are the result of the gradual
digitalization of media and society. In this article, we will focus on the new
discussion, which emerged in the Flemish Parliament in 2006 with discussion on
mediawijsheid, a term that can be literally translated as media wisdom but is
largely synonymous with the term media literacy in English.

The term has evolved over time. In the databank of the Flemish
Parliament, the search term mediawijsheid pops-up 647 times since 2006. This
databank contains all transcripts of discussions in parliament, the discussions in
the commissions and their hearings, all draft laws and final laws put to the vote
before parliament since 1970 when it was established. Apart from mediawijsheid,
other terms have been used, including mediageletterdheid (media literacy), which
appears 104 times since 2004; media-educatie (media education) which appears
124 times since 1995; and media-opvoeding (another word for media education)
which appears 73 times since 1997.° Two broad observations can immediately be
made. First, before 2006 parliament discusses media education from time to time,
but with a low frequency. Today, mediawijsheid has emerged as the central
concept in parliamentary discussions on media literacy and the term is mentioned
manifold times in comparison to the period before 2006.

The term mediawijsheid first popped up in a meeting of the Commission
for Culture, Youth, Sports and Media in June 2006. The Commission discussed
the reform of the Film Screening Authority in the context of the protection of
minors in the audiovisual and gaming sector. A member of the social-democrat
party sp.a refers to the Dutch Kijkwijzersysteem—a film rating system introduced
in the Netherlands—and suggests a more empowerment-oriented approach to the
protection of minors concerning film and gaming. He noted:

We have to make sure that we have the necessary instruments to guide
children who watch television and play games. We need to make sure that
children themselves have the necessary instruments to engage with media
in a savvy way. I refer to the Netherlands where they no longer use the
term media education, but media wisdom (mediawijsheid). I think this is
an interesting concept because, on the one hand, it indicates that parents
and teachers have a certain responsibility, but on the other hand that
children are indeed able to handle media sensibly” (Joris Vandenbroucke
in Vlaams Parlement (2006), our translation).

The then Minister of Culture, Youth, Sports, and Brussels responded positively to
the use of the term mediawijsheid, noting:

3 Search carried out in August 2017.
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We can ask the question whether it is necessary that the government
intervenes in sectors where certain branches of the media sector have
developed a system of self-regulation. (...) I am not in favor of
introducing a system that prohibits the sales of certain (violent) games.
(...) An information system which leads to discussions between parents
and educators and children is in my view much more appropriate. In that
sense it might indeed be better to talk about media wisdom
(mediawijsheid)” (Bert Anciaux in Vlaams Parlement (2006), our
translation).

Two years later, in May 2008, in a meeting of the Parliamentary Commission on
Media—again in the context of a discussion on gaming—a member of the
Christian democratic party CD&V asked the Minister of Culture, Youth, Sports
and Brussels the following question:

In the Netherlands, they want to establish a center of expertise that
supports parents and schools in how to function in a virtual world. My
question, therefore, is whether you foresee the funding of projects in
media literacy. (...) Would you be in favor of establishing such a center
(in Flanders) and do you see this as a role for you as Minister in charge of
children’s rights and youth?” (Tinne Rombouts, Vlaams Parlement
(2008b), our translation).

The same member of parliament tabled this question on several occasions
to different ministers, amongst others to the Minister of Foreign Affairs, Media
and Tourism, Geert Bourgeois (Vlaams Parlement, 2008a) and the Minister of
Work and Education, Frank Vandenbroucke (Vlaams Parlement, 2008c). Both
were reluctant to support the idea. The Minister of Media referred the matter to
the public broadcaster who indirectly contributes to knowledge on media. The
Minister of Education indicated that schools are already supposed to work on
media and that media education is part the final attainment level.

Parliament is however not dissuaded. On May 5" 6 Members of
Parliament introduced a resolution in support of the gaming sector in Flanders.
The resolution covered different topics such as gaming, a rating system for the
gaming sector, support to the gaming sector in Flanders, and media literacy. In the
resolution, gaming is not perceived negatively but is seen as a potentially positive
medium and as a cultural product in its own right. The resolution formulated
recommendations about the self-regulation of the gaming sector, in line with
PEGI, about control over self-regulation, focusing on the potential educational
value of games and proposing measures to stimulate the gaming sector as a
service and creative sector in Flanders. This resolution is supported by Christian
Democrats CD&V, Social Democrats sp.a, conservative nationalists N-VA,
Liberals Open VLD and the Green Party Groen. The resolution is thus supported
by all major coalition and opposition parties, except for the ultra-nationalist party
Vlaams Belang.
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Concerning media literacy, the document states:

The members of parliament submitting this resolution are convinced that a
Knowledge Center for Media Literacy, in line with developments in the
Netherlands and the UK, can contribute considerably to parent’s and
children’s critical and appropriate use of games, the Internet, and other
media. (...) The Flemish Parliament (...) asks the Flemish Government:
(...) 4° to establish a Knowledge Center for Media Literacy within the
Flemish Regulator for the Media, that would gather knowledge in relation
to technological developments, that would carry out or outsource research
on the educational effects and possibilities of new media such as the
Internet, games, and interactive software, and that would establish
campaigns to inform youth, parents, teachers and educators, in
collaboration (with other organizations). (our translation, VIlaams
Parlement, 2008d).

The Resolution was adopted by Parliament on July 9, 2008 and had a direct effect
on policy. In a Policy Brief of October 2008 by the new Minister of Media—and
Minister-President of Flanders at the same time —the concept of mediawijsheid is
first mentioned in a government text. Media literacy appears in the context of
news in a digital age and opinion formation by citizens through digital media. The
document is fairly negative about news in a digital age. It concludes that:

The most relevant new factor (regarding a solution) is probably the
teaching of media literacy. (...) Readers, listeners, and viewers must be
educated to be able to evaluate and assess the value of the content
presented to them. That is what media literacy means: to be able to handle
the multitude of constructed information responsibly, to be able to sort the
wheat from the chaff and to develop a critical attitude towards the
sometimes biased news” (our translation, Peeters, 2008).

The document remains vague on how to implement the policy. It does consider
the establishment of a Knowledge Center but indicates that the Flemish Regulator
for the Media is carrying out a comparative analysis to look at the different
organizational options. These options were presented to the Commission for
Media of the Flemish Parliament in March 2009 (Vlaams Parlement, 2009) and
led to discussions on how and where best to establish a Knowledge Center. These
discussions were technical and political in the sense that some political parties
feared that specific options might influence the independence of such a center. A
decision would only be taken by the next government after the general elections.
However, what is clear from the analysis above reveals is that:

1. In Flanders, media literacy emerged on the parliamentary agenda after
2006;

2. It is not the government, but parliament and more specifically the
Commission on Media that is driving the agenda;
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3. There is broad support for the topic from all democratic parties both from
parties within the governing coalition as from opposition parties;

4. The initial discussions are sparked by the possible negative effects of
digital media, in relation to gaming and in relation to news and opinion
formation;

5. The discussion on media literacy is linked to the discussion on regulation
of the media by government in the form of self-regulation or co-regulation
between government and industry;

6. The individual—including children—are thought to be able to handle
media in an independent, sensible and critical way.

Figure 1 provides a chronological overview of the formal policy in relation to
media literacy, which will be discussed in the following sections. Within
Parliament, media literacy remains a topic that is regularly discussed, especially
in the Commission on Media and the Commission on Education. Figure 1 shows
the historical development of policy as formulated by the Minister of Media.
Other policy texts—especially in Education—do have provisions about media
literacy or briefly refer to it—however, it is the Minister of Media who takes the
lead in formulating a policy on media literacy. Regarding the implementation of
policy, the educational sector is, of course, an important sector to reach kids and
adolescents. Both the education department and the Knowledge Center for Media
Literacy will thus, in their implementation strategies, pay specific attention to
schools. However, this article focuses on formal policy and less on

implementation.
Policy Documents in Relation to Media Literacy
Peeters | Coalition Government Peeters |l Coalition Government Bourgeois |
2008 2009 2010 2011 2012 2013 2014 2015 2016 2017 2018 2019 2020
Policy Brief Peeters Flemish Government Agreement 2009 - 2014 Flemish Government Agreement 2014 - 2019

Policy Note Media Minister Lieten - 2009 - 2014
Policy Brief Media - 2010-11 /11-12 /12-13 /13-14
Concept Note Mediawijsheid Philosophy of the Concept Note largely retained
Policy Note Media Minister Gatz - 2015 -2019
Policy Brief Media - Gatz

Knowledge Center 15tC Knowledge Center - 2nd Contract Knowledge Center - 3th Contract
Figure 1 VRT Management Contract 2012 - 2016 VRT Management Contract 2016 - 2020

VRT Action Plan Media Literacy

Figure 1
Media Literacy under the Coalition Government Peeters I 2009-14
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Government Agreement and Ministers Policy Note

From 2009 to 2014, the coalition government Peeters II consisted of
Christian Democrats CD&V, Social Democrats sp.a, and Conservative
Nationalists N-VA. They were the first government that officially mentioned
media literacy in its Government Agreement. This agreement set out the broad
policy lines the government wished to achieve within its five-year mandate. In the
Government Agreement 2009-2014, three provisions are related to media literacy:
(1) overcoming the digital divide; (2) providing universal access to the Internet at
democratic prices; and (3) making citizens more media literate (VIaamse
Regering, 2009). In the Government Agreement, the establishment of a
Knowledge Center for Media Literacy is promised:

Media users have to acquire the necessary skills to be able to use new
media adequately. We, therefore, establish a Knowledge Center for Media
Literacy that will coordinate the collaboration on media literacy with all
partners in the sector. Information campaigns need to developed using
channels many people are using—via the Internet and more specifically
using social media (our translation, Vlaamse Regering, 2009).

The policy concerning media literacy is further developed in the Ministers Policy
Note 2009-2014 by the appointment of the Minister for Media, Ingrid Lieten.* In
this Policy Note, which is meant to specify the policy for the whole government
period 2009-14, media literacy is broadly defined. The brief proposed an open and
modern vision on media literacy with a focus on both creation and critical
thinking about all forms of media:

Media literacy has many layers: being able to handle all existing media,
being able to actively use media, critically engaging with media, creatively
using media in terms of producing/making media ‘user-generated content',
understanding the economics of the media, being aware of the authors and
copy right issues related to digital media in our society"(our
translation)(Ingrid Lieten, 2009).

Interesting to note is that there is an emphasis in the document on the needs of
specific vulnerable groups:

The Knowledge Center for Media Literacy will in all of this pay special
attention to the needs of specific groups under which children, youth and
senior citizens, but also specifically to vulnerable groups in society such as
people with disabilities of those who live in poverty (our translation,
Ingrid Lieten, 2009).

* In Flanders, a distinction should be made between a Ministers Policy Note and a Policy Brief. In
the Policy Note, the Minister sets out its broad ambitions for the five-year term of his/her mandate
in a specific field. The Policy Brief specifies concrete actions in the same field for two years.
Flemish Ministers are responsible for multiple fields and will, therefore, develop different of these
Notes and Briefs during their mandate.
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In her Policy Brief for the period, 2010-11 Minister of Media Ingrid Lieten further
developed her policy on media literacy to include a funding mechanism. In the
Policy Brief, 650,000 euros was made available to support media literacy projects
in Flanders. In this policy document, media literacy was linked to e-inclusion, the
digital divide of the second degree, stereotyping and representation, skills and
diversity, as this excerpt shows:

Quality is closely linked to access and innovation. The complexity of
media has as an effect that sometimes ‘media victims' occur—e.g., young
people who are stalked or bullied on the Internet. A new divide is
emerging between those who are media literate and those who are not.
Additionally, we notice that disadvantaged groups (...) feel excluded
because of continuous stereotyping representations. It is my firm belief
that each Flemish citizen should be able to handle (new) media
appropriately and should recognize herself in specific segments of media
content. Especially as our society has become more diverse, it is of utmost
importance that diversity is recognized and appreciated (our translation,
Ingrid Lieten, 2011).

Concept Brief on Media Literacy
In 2012, a coherent media literacy policy was jointly developed by the
Ministry of Media Ingrid Lieten and the Ministry of Education Pascal Smet. Both
Ministers belong to the social democratic party sp.a. The Concept Brief Media
Literacy (Conceptnota Mediawijsheid) had the broad ambition to develop a
framework for media literacy that reaches beyond the fields of media and
education. The document states:

Media literacy is a theme that touches diverse aspects of policy such as
media, innovation, youth, education, culture, welfare and poverty
reduction. This concept brief mainly focusses on the fields of media and
education, yet it is an invitation to broaden the collaboration and the
policy approaches” (our translation, Lieten & Smet, 2012).

In the Concept Brief, media literacy is defined as:

(...) the whole of knowledge, skills, and attitudes that allow citizens to
deal with the complex, changing and mediatized world in a conscious and
critical way. It is the ability to use media in an active and creative way,
aimed at societal participation” (our translation, Lieten & Smet, 2012).

This definition reflects very well the philosophy and tone of the whole Concept
Brief. It takes a somewhat neutral position as to the role of media in society and
starts from the observation that our view of the world is a mediated one and that
citizens need to be aware of this. The Concept Brief also stresses that users are
becoming more active participants due to the digitalization of media. The
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definition, therefore, stresses that users need the ability to actively and creatively
use media. The goal of media literacy is societal participation. Whereas in other
countries media literacy is often the result of a negative view on the effects of
media (for an analysis of policy in the UK, see (Wallis & Buckingham, 2013)),
the Concept Brief mainly takes an empowerment view. The document explicitly
specifies this:

We start from a positive pedagogy/approach that does not start from fear
nor from banning media or prohibiting media use, but from an
emancipatory vision in which media is used for self-expression (our
translation, Lieten & Smet, 2012).

A primary focus is thus put on the active use of media starting from the view that
‘(...) competences are already present in young persons’ (our translation)(Lieten
& Smet, 2012). The Concept Brief is not blind for some of the negative aspects of
media nor the ‘dangers' of social and interactive media such as cyberbullying,
sexting and grooming, but policy should ‘strive for a balance between
‘emancipation’ and ‘protection’ (Lieten & Smet, 2012). For the developers of the
Concept Brief, it is thus apparent that media literacy necessitates a heightened
level of self-regulation by the individual citizen. The policy states:

Instead of searching for answers in a multitude of regulatory measures the
goal is to make citizens more resilient, alert and critical. From a user,
perspective suggestions are offered that help to use different media in a
positive and independent way (our translation, Lieten & Smet, 2012).

The Concept Brief on Media Literacy identified four strategic goals that are
central to the current policy in Flanders. The strategic goals are in the Concept
Brief discussed at length. We summarize them here briefly:

1. Creating a strategic framework in Flanders. The Concept Brief was seen
as the start of a broader set of activities involving other stakeholders and
policy fields. The document described the different institutions and actors
and their possible role in media literacy.

2. Stimulating competences. A central focus of policy was in the
development of knowledge, skills, and attitudes through both formal and
informal learning. Being able to participate in society independently was
seen as essential; both formal and non-formal education have a role to
play.

3. Creating an e-inclusive society. Citizens should have equal opportunities
in the information society. Particular attention suggested that media
literacy addressed the needs of disadvantaged sections of society.

4. Creating a safe and responsible media environment. Especially for young
people, reference was made to social media and issues related to privacy,
cyberbullying and the role of parents, educators and youth workers in
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guiding children and young people in their media use (our translation,
Lieten & Smet, 2012).

Clearly, education is seen to play a central role in the realization of all of
these goals. Media literacy is explicitly seen as a transversal issue that touches
upon many different policy fields, terrains and includes different actors. The
document referred at the Flemish level to the policy fields of media, education,
youth, culture, welfare, innovation, and poverty reduction. It links to national
policies for social integration, poverty reduction, social economy and urban
development. At the level of cities and communes, the policy refers to the role of
public access to media and new media. The Concept Brief mentioned the role of
the regulator, the public broadcaster, commercial television and the radio sector,
the written press, telecom operators, the gaming sector and the social network
sector. It recognized the roles of formal education, higher education and
universities, adult education, arts education and teacher training (Lieten & Smet,
2012). In order to promote coordination, the Concept Brief reaffirmed
government’s intention to establish a dedicated Knowledge Center for Media
Literacy and described its goals and functioning:

This Knowledge Center will in the first place build on existing—but
scattered —initiatives and expertise and will coordinate them. It will take
action if existing initiatives are insufficient or show lacunae. The Center
will play a stimulating function with specific attention to the needs of
specific target groups. The acquired knowledge should flow to all relevant
actors in the media, cultural and educational fields (our translation, Lieten
& Smet, 2012).

The Role of the Flemish Public Broadcaster

Flanders is characterized by a dual media system with strong public
service media, the Flemish Radio and Television (VRT). Public service media is a
regional policy in Belgium. The Flemish public broadcaster VRT is very popular
attaining market shares of about 40% for television and 60% for radio. Its public
funding has decreased over the last decade. It now has a budget (combining 2/3 of
public revenue with 1/3 of commercial revenue) of about 400 million euros
annually, which is at the bottom of Western and Northern European countries).
The public broadcaster has a wide remit in the areas of information, culture,
education, entertainment, and sports.

The government considers the three priorities: discussing difficult societal
topics through documentary production, support for language skills, and also
media literacy. The latter is specified as one of the tasks of VRT and related to
people's participation in society and economy. Children, youngsters, and elderly
people are identified as critical target groups of media literacy initiatives.
Concerning the public broadcaster, the Concept Brief states that:

The VRT can, as part of its educational mandate, contribute considerably
to media literacy. In its diverse programs and over the different channels it
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can help to stimulate the diverse competencies, and it can give space to
listeners and viewers to create their own content. The VRT can develop an
offer to make less competent media users aware of new applications and
can open up her media archives to an as broad as possible audience (our
translation, Lieten & Smet, 2012).

This vision was—at about the same time the Concept Brief was released—
translated into the Management Contract 2012-16 between the Flemish
Government and the VRT. This binding contract sets out the mission, goals, and
indicators the public broadcaster has to achieve. Concerning media literacy, the
Management Contract makes these stipulations in Strategic Goal 23:

23. The VRT contributes, as part of its educational remit, to the media
literacy of all Flemish citizens.

23.1. The VRT contributes to a democratic and media-conscious attitude of
its viewers by way of independent information about media and by
way of inclusive general programming, learning citizens to engage
more critically and consciously with media. The VRT shows citizens
in its general programming the possibilities and risks of media
applications (e.g., social media, gaming, ...) and aspects of media use
(e.g., privacy).

23.2. The VRT actively works together with other stakeholders to support
media literacy. Within a year after which this Management Contract
takes force, this has to result in a dedicated action plan.

23.3. The VRT develops a specific and adapted program offer for kids,
youngsters and digital immigrants to acquaint them with (new) media
applications. The VRT offers specifically for this group the possibility
of self-experimentation with creation and co-creation of media.

23.4.  Within its budgetary means and its programming possibilities, the
VRT supports the policy of the Flemish Government concerning
media literacy (our translation, VRT, 2012).

The VRT translated the requirements of the Management Contract into its Action
Plan on Media Literacy (VRT, 2013), which concretely indicated what television
and radio programs will contribute to media literacy, particularly in relation to
children, youth, and digital immigrants. Additionally, the VRT indicated that it
will stimulate the consciousness about media literacy within its workforce:

(...) the VRT will make its collaborators aware of the importance of media
literacy and inform them on how to integrate it in its offer (our translation,
VRT, 2013).

An analysis of how the VRT has implemented this policy is outside of the scope

of this article. What is clear is that as a direct result, the VRT has over the past
five years supported many initiatives from third parties by providing airtime,
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integrating media literacy concepts into programming and promoting initiatives
on its radio channels and television stations.

Establishment of a Knowledge Center for Media Literacy
In the summer of 2012, the Flemish government launched a call for
proposals for the establishment of a Knowledge Center for Media Literacy
(Departement Cultuur, Jeugd, Sport en Media, 2012). Its mandate is defined as

follows:

The Knowledge Center for Media Literacy stimulates knowledge building
and transfer from organizations and individual professionals within the
broad field of media literacy. The Knowledge Center offers support for
practical approaches and develops good practices. The Knowledge Center
actively works together with relevant stakeholders from government and
the media literacy movement and stimulates dialogue and collaboration
between stakeholders’ (our translation, Departement Cultuur, Jeugd, Sport
en Media, 2012).

The document set out the strategic and operational goals for the Knowledge
Center. Some elements included these provisions:

The Center adequately supports organizations working in the field in the
development of knowledge and in the development of best practices:

The Center keeps the mapping of the field of media literacy up-to-
date with a focus on needs, practices, organizations (...)’;

The Center provides government and the field with information on
current trends related to media literacy. It distributes research and
publications appropriate for the sector;

The Center operates close to the field and is aware of the issues at
stake and the needs of the organizations in the field;

The Center searches for and disseminates innovative practices and
trends in support of organizations and practitioners in the field to
inspire and contribute to new learning;

The Center takes initiatives that bring together training, scientific
research, and best practices;

The Center takes initiatives to provide—and exchange— education
and training concerning media literacy for the organizations and
practitioners in the field;

The Center contributes to structural exchange between
organizations and creates collaborative networks within the field;

The Center is a partner for the Flemish Government regarding policy
preparation and regarding policy implementation:

5 The government ordered a mapping exercise on media literacy in 2012 which was used as a
background document to formulate its policy on media literacy (see: Vermeersch, Van den
Cruyce, Vandenbroucke, & Segers, 2012)
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* The Center provides Government with appropriate information on
the stats of the media literacy field in Flanders;

* The Center provides Government with a platform to assess new
policy initiatives and to develop new partnerships;

Media literacy thinking and practice are further spread (among the
Flemish population):

* The Center actively disseminates up-to-date information on its
work, available knowledge and relevant research to the broad
public;

* The Center is a clearing house for the field and refers to the right
organization in the field;

* The Center sensitizes actors in the field or the general public (our
translation)(Departement Cultuur, Jeugd, Sport en Media, 2012).

From the description of the strategic and operational goals, it became clear that
the Government wanted an intermediary organization in support of the already
existing initiatives in Flanders. The region is characterized by a number of small
and medium social and civil society organizations that play an important cultural
role in society. A lot of these organizations focus on youth, media, culture,
education, etc. and have activities that are linked or can be linked to media
literacy (Bens, Segers, Boudry, Van Houcke, & Marién, 2014; Vermeersch, Van
den Cruyce, Vandenbroucke, & Segers, 2012). The government did not want to
duplicate the work of these organizations. The document states that:

(...) (The Center) uses existing initiatives, mobilizes its knowledge and
practices and raises awareness. (...) In short, the Knowledge Center does
not ‘duplicate’ what already exists, it complements and strengthens (our
translation, Departement Cultuur, Jeugd, Sport en Media, 2012).

Three consortia submitted proposals for consideration in 2012. After an
evaluation procedure, the Government granted one of the consortia with the task
to establish a Knowledge Center on Media Literacy. The consortium consisted of
12 partners from the media literacy field, Flemish Universities and Vocational
Colleges® This consortium selected five experts to form the core management of
the Center. By selecting the experts from the ranks of the participating
organizations, the Center became operational on January 1, 2013 (IBBT, 2012).
The first contract ran for two years and the government translated the strategic
and operational goals into measurable indicators (Vlaamse Regering, 2012).

6 SMIT-Vrije Universiteit Brussel, MICT-UGent, Cemeso-Vrije Universiteit Brussel, [CRI-
Katholieke Universiteit Leuven, Javi-Jeugdwerknet vzw, Katholieke Hogeschool Limburg, LINC
vzw, MAKS vzw, MIOS Universiteit Antwerpen, Provinciale Hogeschool Limburg, REC
Radiocentrum, Thomas More Hogeschool, Stuurgroep Volwassenenonderwijs.
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Media Literacy under the Coalition Government Bourgeois I 2014-19
Moving closer to the present day, a new coalition government Bourgeois I formed
in 2014, consisting of the conservative nationalist party N-VA, the Christian
Democrat party CD&V and Open VLD, the liberal party. This government’s term
started in the fall of 2015. The Flemish Government Agreement 2014-2019 only
briefly mentioned media literacy and the role of the Knowledge Center for Media
Literacy:

Media literacy and digital literacy are essential. We will close the digital
divide. Also, vulnerable groups in society should have appropriate access
to media and should be media literate. (...) Media users should acquire the
necessary skills to be able to use (social) media. The Knowledge Center
for Media Literacy should be able to develop a coordinated approach in
collaboration with partners in the field and with policy domains such as
education, welfare and culture' (our translation, Vlaamse Regering,
2014a).

However, in its Policy Note 2014-19, in which the new Minister of Culture,
Media, Youth and Brussels, Sven Gatz, of the liberal party Open VLD, set out his
views on media policy. In this document, Gatz reaffirmed the importance of
media literacy. What is even more, he made media literacy the central theme of
his ministry for the five-year term. The document puts the user squarely in the
center of media policy:

The media policy I will deploy, in the first place starts from the user. The
user must be able to use media consciously and critically, especially in the
current digital broadband era in which the user does not passively receive
media, but actively participates in the media. Active use requires
accessible and affordable media. I will by way of an appropriate media
literacy policy prepare all users for the digital society (our translation,
Gatz, 2014).

The Policy Note 2014-19 provisions on media literacy were in line with the
Concept Paper Media Literacy of the former government. However, the new
minister did not put his accents. Apart from a stronger emphasis on the individual
responsibility of the user, the document focused more on future trends and
changes in current media landscapes:

With the further development of a proactive and future-oriented Flemish
media literacy policy, I want to anticipate emerging trends and new forms
of media. The aim is that the Flemish citizen learns to actively and
critically engage with the media of today, to prepare for the new media of
tomorrow” (our translation)(Gatz, 2014).

The Knowledge Center for Media Literacy was confirmed as a crucial element in
the implementation of the policy on media literacy:
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To be able to keep up with the fast digitalization and further mediatization
of society, media literacy needs to be further developed in the coming
years. I will, therefore, give the Knowledge Center for Media Literacy
more responsibilities. I will develop the Center into the reference point for
media literacy in Flanders. It will take new actions and develop new
initiatives, follow up on actual trends and reach out to specific target
groups (our translation, Gatz, 2014).

Although this Policy Note 2014-19 was the work of the Minister of Media and
Culture, it is reaffirmed that education plays an important role in media literacy.
The Knowledge Center—although financially part of the budget of the media
ministry —needs to closely work together with the education sector. As in the
Concept Brief on Media Literacy, it is confirmed that media literacy is a
transversal issue, deeply focused on digital and social media, that needs to be
widely supported by different governmental departments and other players (Gatz,
2014).

The Public Service Broadcaster’s Mandate for Media Literacy, 2016-2020
In the new Management Contract between the Flemish Government and
the public broadcaster VRT, for the period 2016 to 2020, media literacy was again
included in the contract. This time, media literacy was framed in the context of
the average user becoming more active and in relation to the rising importance of
digital media in day-to-day life:

The media user is no longer a passive receiver of programs. He has access
to platforms that allow the production and distribution of individual
content. He can, and this happens increasingly, exchange content through
peer-to-peer mechanisms, give feedback to the public broadcaster VRT, be
it positive or negative, which has the potential for an interesting dialogue
between media user and media professional" (our translation, VRT, 2016).

Within this context, and given the growing importance of digital media
and digital communication in daily life, in the relation between citizens
and government, in the economy, health, education, etc., being ‘media
literate' is an important competence for each Flemish citizen. Media users
in all strands of society should be able to use media in a conscious, critical
and active way. The public broadcasting service should be aware of this
and should contribute to media literacy" (our translation, VRT, 2016).

What actions stem from this mandate? Specific targets and outcomes were less
precisely developed in this Management Contract than in previous years. Very
generally, the contract states that the VRT ‘(...) should contribute to the media
literacy of Flemish media users’ (VRT, 2016). After a few general stipulations,
Government expects the VRT to develop its internal Action Plan Media Literacy
further. The Management Contract does stipulate that the public service
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broadcaster should consult with and work together with external partners such as
the Knowledge Center for Media Literacy (VRT, 2016).

The Knowledge Center for Media Literacy — Second Contract

The first contract organizing the Knowledge Center for Media Literacy ran
from 2013 to the end of 2014. The new coalition Government had thus to decide
whether or not to prolong the contract—and existence —of the Knowledge Center.
As we have discussed, the Minister of Media, Sven Gatz emphasized the
importance of media literacy and supported the Knowledge Center in his Policy
Note. He even indicated the Knowledge Center could have broader
responsibilities, noting:

To help the media users to handle privacy consciously, the Knowledge
Center for Media Literacy, in collaboration with all partners involved in
policy areas such as education, welfare, and youth will get more scope
(our translation, Gatz, 2014).

In 2015, a new contract was signed for the period 2015-17 between the
Knowledge Center for Media Literacy and the Minister for Media (Vlaamse
Regering, 2014b). The new contract was the result of a consultation process
between the Flemish Government, the Knowledge Center and the media literacy
stakeholders. As part of this process, the Knowledge Center carried out a broad
consultation process with the field, which culminated in a White Paper on Media
Literacy (Vanhoucke, 2014). The Knowledge Center also formulated its Vision
Text 2015-17 in which it sets out its aims and goals for the three year period
(Mediawijs.be, 2014). The new contract foresees a stronger coordinating role for
the Knowledge Center, expects a stronger collaboration with private industries,
puts more emphasis on the public role of the Center, (e.g., by way of extensive
media campaigns), and expects the Center to play a more prominent role in public
debates. The budget was raised from 450,000 euro to 600,000 euro annually. In
short, Government is expecting that the Knowledge Center shift from a purely
intermediate organization to an organization that is more focused on public
outreach and public debate.

Conclusion

As this research demonstrates, media literacy policy in Flanders has
shifted over time. Since the mid-2000s, the Parliament—and more specifically
individual parliamentarians in the Commission for Media—took the lead in the
public discussion of media literacy. Most of these debates were sparked off by
discussions on the harmful effects of media on children and youth, on adverse
effects of violence in games, on the appropriateness of stricter rules from the Film
Rating Authority, or on the problems of opinion formation through the news in
digital media.

Ironically, the resulting debates on media literacy did not end in a
protectionist attitude towards media, nor in calls for stricter media regulation.
Right from the start, parliamentarians and politicians pleaded for an
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emancipatory/empowerment approach to media literacy. The policies later
formulated and adopted that same empowerment philosophy. This ambivalent
attitude between an initial protectionist reflex and a subsequently more
emancipatory approach continues to be part of the current political discussions on
media literacy.

The empowerment philosophy seems to be informed by two
considerations that emerge throughout all discussions and are also referred to in
many of the policies: (1) the realization that a strong and controlling regulatory
approach to media in support of the protection of users—more specifically
children—is no longer effective in a digital environment; and (2) the belief that
the individual is able—in an autonomous and sensible way—to handle and use
media individually.

The discussion in Flanders and the position taken in the different policy
documents is therefore in line with recent theoretical work on media literacy in
the more culturalist tradition, that starts from the autonomy of the public in its
relation to media (Buckingham, 2008; Hobbs, 2011b; Hoechsmann & Poyntz,
2012). Media literacy is seen as a way to support and strengthen critical
competences of the user in the absence of stringent media regulation (O’Neill,
2010; Wallis & Buckingham, 2013). In both the political discussions as in the
policy documents, the protectionist reflex remains much more present than in the
often optimistic theoretical work on media literacy. Whereas the UK built their
policies on more protectionist interpretations of media literacy (Wallis &
Buckingham, 2013), Flanders has taken another position. In the 2008 Policy Brief
by the Minister of Media Peeters, media literacy was for the first time mentioned
in formal media policy. Emphasis was put on the critical skills a citizen needs to
be able to assess information. Later texts and especially the Concept Note on
Media Literacy emphasized the creative and communicative skills related to
producing and distributing ‘user-generated' content. Again this is in line with the
‘autonomous,’ ‘individual’ and ‘creative’ use of media that is often stressed in the
empowerment philosophy.

What should be stressed in the Flemish context is that there is less
attention to media literacy and citizenship. Often the discussion focuses on social
participation and the daily functioning of individuals in society. This participatory
approach reflects an awareness that extra initiatives are necessary for more
vulnerable and disadvantaged groups in society. In future years, it will be
interesting to see whether or not the civic functions of media literacy emerge as a
policy priority.

This paper documents how the Flemish Ministers of Media used two
central instruments regarding media literacy policy: (1) they set up and financed
the Knowledge Center for Media Literacy, (2) they inscribed media literacy in the
educational remit of the public service broadcaster VRT. This has resulted in a
unique constellation in which media literacy is broadly supported —especially in
the Flemish context in which the public service broadcaster plays an important
role and has a substantial market share. At first, the Knowledge Center for Media
Literacy was mainly seen as an intermediary organization that supports and
coordinates existing media literacy initiatives. By inscribing the goal of media
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literacy in the educational remit of the public service broadcaster, the government
ensures that the theme reaches a large audience. Seeing that the public service
broadcaster also plays an important role vis-a-vis children through its children
channel, this is an important age group that can be specifically targeted.

What is interesting to note is that—at least up until now—support for
media literacy crosses party lines. The Resolution of Parliament in support of
media literacy has been supported by all larger political parties, except for the
ultra-nationalist party. Under three different coalition governments—with
different constellations of political parties in the coalitions—there has been
support for media literacy. The ministers responsible for media—Peeters from the
Christian Democratic Party CD&V, Lieten from the Social Democrat Party sp.a
and Gatz from the liberal party, Open VLD —have all supported policies on media
literacy. Especially Lieten sp.a and Gatz Open VLD have made media literacy a
central theme of their media policies and initiatives.

The case of media literacy in Flanders raises hope for the adoption of
national media literacy policies in other countries. Politicians and
parliamentarians seem to be well aware of current changes in media and their
social consequences. The Flemish case shows that these discussions, which may
often focus on the negative consequences, can gradually shift towards
empowerment and that different political ideologies can rally around a shared
vision for media literacy. This means that media literacy can become a long-term
goal that is supported by different political factions and coalitions.

References

Bens, J., Segers, K., Boudry, E., Van Houcke, L., & Marién, I. (2014). Werken
aan Mediawijsheid. Veldbeschrijving Mediawijsheid 2013. Retrieved from
http://mediawijs.be/sites/default/files/artikels/bestanden/veldtekening_med
iawijsheid_2013.pdf

Buckingham, D. (2008). Media education: literacy, learning, and contemporary
culture (Repr). Cambridge: Polity Press.

Departement Cultuur, Jeugd, Sport en Media. (2012). Oproep tot het indienen van
projectvoorstellen ter inrichting van een Kenniscentrum Mediawijsheid.
Vlaamse Overheid.

Frau-Meigs, D., Velez, 1., & Michel, J. F. (2017). Mapping media and
information literacy policies: New Perspectives for the governance of
MIL. In Public Policies in Media and Information Literacy in Europe.
Cross-Country Comparisons (pp. 19—88). Oxon: Routledge.

Gatz, S. (2014). Beleidsnota Media 2014-2019. Vlaamse Regering. Retrieved
from https://cjsm.be/media/sites/cjsm.media/files/public/beleidsnota2014-
2019_media.pdf

Hobbs, R. (2011a). The state of media literacy: A rejoinder. Journal of
Broadcasting and Electronic Media 55(4), 601 -604.

Hobbs, R. (2011b). The state of media literacy: A response to Potter. Journal of
Broadcasting & Electronic Media, 55(3), 419-430.
https://doi.org/10.1080/08838151.2011.597594

78



L. Van Audenhove, I. Marién & H. Vanwynsberghe / Journal of Media Literacy Education 2018 10(1), 59 - 81

Hoechsmann, M., & Poyntz, S. R. (2012). Media literacies: A critical
introduction. Chichester: John Wiley & Sons.

IBBT. (2012). Formulier aanvraag projectsubsidie ter inrichting van een
Kenniscentrum Mediawijsheid. IBBT, niet publiek document.

Jenkins, H. (2006). Convergence culture: where old and new media collide. New
York: New York University Press.

Lieten, I. (2009). Beleidsnota 2009-2014. Media. Vlaamse Regering. Retrieved
from https://cjsm.be/media/sites/cjsm.media/files/public/beleidsnota2009-
2014_media.pdf

Lieten, I. (2011). Beleidsbrief Media. Beleidsprioriteiten 2011-12. Vlaams
Parlement. Retrieved from
https://cjsm.be/media/sites/cjsm.media/files/public/beleidsbrief2011-
2012_media.pdf

Lieten, I., & Smet, P. (2012). Media Literacy Concept Paper. Brussel: Vlaamse
Regering. Retrieved from
http://www.ond.vlaanderen.be/ict/english/Flemish-Media-Literacy-Policy-
Plan.pdf

Livingstone, S. (2004). Media literacy and the challenge of new information and
communication technologies. The Communication Review, 7(1), 3—-14.
https://doi.org/10.1080/10714420490280152

Marsden, C. T. (2011). Internet co-regulation: European law, regulatory
governance and legitimacy in cyberspace. Cambridge, UK ; New York:
Cambridge University Press.

Mediawijs.be. (2014). Visie 2015-2017. Vlaams Kenniscentrum Mediawijsheid.
Mediawijs.be. Kenniscentrum Mediawijsheid, Intern Document.

Nikoltchev, S., Cappello, M., Cabrera, F., Valais, S., & Chapman, M. (2016).
Mapping of media literacy practices and actions in EU-28. Strasbourg:
European Audiovisual Observatory.

O’Neill, B. (2010). Media literacy and communication rights: Ethical
individualism in the new media environment. International
Communication Gazette, 72(4-5), 323-338.
https://doi.org/10.1177/1748048510362445

O’Neill, B., & Barnes, C. (2008). Media Literacy and the Public Sphere: a
Contextual Study for Public Media Literacy Promotion in Ireland.
Reports. Retrieved from http://arrow .dit.ie/cserrep/15

Peeters, K. (2008). Beleidsbrief Media Beleidsprioriteiten 2008-2009. Vlaams
Parlement. Retrieved from
http://docs.vlaamsparlement.be/docs/stukken/2008-2009/g1922-1 .pdf

Potter, W. J. (2013). Review of literature on media literacy. Sociology Compass,
7/6,417-435.

Potter, W. J. (2014). Media literacy (Seventh edition). Los Angeles: SAGE.
Vanhoucke, L. (2014). White Paper Mediawijsheid. Aanbevelingen op basis van
een sectoranalyse. Kenniscentrum Mediawijsheid. Retrieved from
https://mediawijs.be/sites/default/files/nieuws/bestanden/white_paper_med

iawijsheid_-aanbevelingen_op_basis_van_een_sectoranalyse.pdf

79



L. Van Audenhove, I. Marién & H. Vanwynsberghe / Journal of Media Literacy Education 2018 10(1), 59 - 81

Vermeersch, L., Van den Cruyce, N., Vandenbroucke, A., & Segers, K. (2012).
Werken aan mediawijsheid in Vlaanderen. Veldbeschrijving, SWOT-
analyse van de actoren inzake mediawijsheid en beleidsaanbevelingen.
HIVA KULeuven, Cemeso Vrije Universiteit Brussel.

Vlaams Parlement. (2006). Handelingen. Commissievergadering. Commissie voor
cultuur, jeugd, sport en media. Zitting 2005-2006. 1 juni 2006. C266 —
CUL29. Vlaams Parlement. Retrieved from
http://docs.vlaamsparlement.be/docs/handelingen_commissies/2005-
2006/c0m266cul29-01062006.pdf

Vlaams Parlement. (2008a). Handelingen. Commissievergadering commissie
cultuur, jeugd, sport en media. Zitting 2007-2008. 15 mei 2008. C240 —
CUL27. Vlaams Parlement. Retrieved from
http://docs.vlaamsparlement.be/docs/handelingen_commissies/2007-
2008/c0m240cul27-15052008 .pdf

Vlaams Parlement. (2008b). Handelingen. Commissievergadering commissie
cultuur, jeugd, sport en media. Zitting 2007-2008. 15 mei 2008. C244 —
CUL28. Vlaams Parlement. Retrieved from
http://docs.vlaamsparlement.be/docs/handelingen_commissies/2007-
2008/c0m?244cul28-15052008 .pdf

Vlaams Parlement. (2008c). Handelingen. Commissievergadering commissie voor
onderwijs, vorming, wetenschap en innovatie. Zitting 2007-2008. 20 mei
2008. C249 - OND28. Vlaams Parlement. Retrieved from
http://docs.vlaamsparlement.be/docs/handelingen_commissies/2007-
2008/c0m2490nd28-20052008 .pdf

Vlaams Parlement. (2008d). VOORSTEL VAN RESOLUTIE betreffende de
ondersteuning van de gamesector in Vlaanderen. Zitting 2007-2008. 5 juni
2008. Stuk 1735 (2007-2008) - Nr. 1. Vlaams Parlement. Retrieved from
http://docs.vlaamsparlement.be/docs/stukken/2007-2008/g1735-1.pdf

Vlaams Parlement. (2009). ONTWERP VAN DECREET betreffende de radio-
omroep en televisie VOORSTEL VAN DECREET houdende wijziging
van de decreten betreffende de radio-omroep en de televisie,
gecoordineerd op 4 maart 2005, wat de ondertiteling, de Vlaamse
Gebarentaal, de audiobeschrijving en de auditieve ondertiteling betreft
HOORZITTING VERSLAG namens de Commissie voor Cultuur, Jeugd,
Sport en Media uitgebracht door de heren Jurgen Verstrepen en Paul
Delva Stuk 214 (2008-2009 - Nr. 3 - 6 februari 2009. Vlaams Parlement.
Retrieved from http://docs.vlaamsparlement.be/docs/stukken/2008-
2009/g2014-3 .pdf

Vlaamse Regering. (2009). De Vlaamse Regering 2009-2014. Een daadkrachtig
Vlaanderen in beslissende tijden. Voor een vernieuwende, duurzame en
warme samenleving.

Vlaamse Regering. (2012). Subsidieovereenkomst 2013-2014 tussen de Vlaamse
Gemeenschap en iMinds vzw met betrekking tot het Vlaams
Kenniscentrum Mediawijsheid. Vlaamse Regering, niet publiek document.

Vlaamse Regering. (2014a). Regeerakkoord Vlaamse Regering 2014-2019.
Vertrouwen, Verbinden, Vooruitgaan. Vlaamse Regering.

80



L. Van Audenhove, I. Marién & H. Vanwynsberghe / Journal of Media Literacy Education 2018 10(1), 59 - 81

Vlaamse Regering. (2014b). Subsidieovereenkomst 2015-2017 tussen de Vlaamse
Gemeenschap en iMinds vzw met betrekking tot het Vlaams
Kenniscentrum Mediawijsheid. Vlaamse Regering, niet publiek document.

von Feilitzen, C., & Carlsson, U. (2003). Promote or protect? Perspectives on
media literacy and media regulations. Goteborg: Nordicom.

VRT. (2012). Beheersovereenkomst 2012-2016 tussen de Vlaamse Gemeenschap
en de VRT. Vlaamse Radio en Televisie. Retrieved from
http://www vrt.be/sites/default/files/attachments/Beheersovereenkomst_V
RT_2012-2016.pdf

VRT. (2013). Actieplan Mediawijsheid. Vlaamse Radio en Televisie. Retrieved
from http://www .vrt.be/actieplan-mediawijsheid

VRT. (2016). Beheersovereenkomst 2016-2020 tussen de Vlaamse Gemeenshap
en VRT. Vlaamse Radio en Televisie. Retrieved from
http://www .vrt.be/sites/default/files/attachments/Beheersovereenkomst_20
16-2020.pdf

Wallis, R., & Buckingham, D. (2013). Arming the citizen-consumer: The
invention of “media literacy” within UK communications policy.
European Journal of Communication, 28(5), 527-540.
https://doi.org/10.1177/0267323113483605

81



PA3BOJ) JUTUTAJIHUX BELUTHHA U KOMINETEHUHJA:
bP3U NPEIEL CTABA 13 MOAENA JUITHTAJTHE
MUCMEHOCTH

Kamwanuna Jopgaxe’

Hnce Mapjan?

Jopun bangen?

Cluyguje meguja, UH0BAUUJA U THEXHONOTUjE
YHusep3uieiw Bpuje,

bentuja

YOK: 02:004

CaxeTtak

Pa3Boj AMruTanHe MMCMEHOCTH MOCTA0 je K/bYyUYHMW [1e0 areHe HayYH1Ka, CTpyUtbaka v
TBOpAlla NONWTHKA WHWPOM CBeTa. Y TOM LMIbY, Y MPaKCH CE YECTO KOPHUCTE KOHLeNnTyasn-
HWU MOZLENU IMTUTANIHE MUCMEHOCTH. Kako 0BH MOAENH HEU3DEXHO yTHUy Ha 00/IMKOBaHE
jaBHux nebata 0 AUrMTANHOj NUCMEHOCTH, BAXKHO je 1a Ce CTEKHE YBW[ Y Te KOHLenTe
W Waeje Koje oHu Hoce. Linmb oBor paaa je: 1) pasjaCHUTH CNOXEHOCT W pa3HOBPCHOCT
KOHLEeNnaTa Koju Ce 0JHOCE HA JWUTWUTANHE BEWTHHE, MUCMEHOCT U KOMMeTeHUHje; 2)
YyNno3HaTH KOHUENTE KOju ce npoMoBuWy y 13 n3abpaHux moaena AuUruTanHe nucme-
HOCTH; W 3aTUM 3) aHanu3upaTH KOHLeNTe Koju 0dAKKyjy u/vnu npeosnabhyjy y Hayu-
HWUM U jaBHWUM fedaTama 0 AWTUTANHOj MMCMEHOCTH. Pe3ynTaTu oBOr pajia ce 3aCHUBAjy
Ha KOHCYNTOBAHOj TWTEPATYPH M KPATKOj aHanu3u 13 moaena AMruTanHe nMCMEHOCTH
00jaB/beHUX W NpUMeHBAHKUX Yy Npakck umehy 2004. v 2014. roaune. OKBUPH Cy
yTBpheHu no npuHumny obpacua v Bpwuno ce nopehere 39 nokasatesba NoOAE/LEHHUX
y 5 KaTeropuja: onepaTUBHH, TEXHUUKK U POPMANHH; MHPOPMALWOHH, KOTHUTUBHMU;
OWUTUTANHO KOMYHWUKALKWOHKW; NOKA3aTe/bk CTBApatba AUTMTANHOT CafpXKaja; W cTpa-
TewkW. Pe3yntaTy aHanuse ykasyjy Ha HeyjenHaueHy ycpeacpeheHocT Ha onpeheHe
BEWTHHE U KOMNETEHLMje Ca NOCEDHMM HArNackoM Ha ONEPATHBHE BELUTUHE, BELUTUHE
NpeTpax1Bara HHOpPMaLIKMja U KOMYHUKALMOHE BELUTHHE.

K)'by‘-IHe peYH: AUTUTA/THA MUCMEHOCT, AUTUTAIHE BELWITUHE, AUTHUTANTHE KOMI'IGTGHLI,Hje,
KOHUENTYa/HKW MoJen.

1 Cryavje meauja, MHOBaLMja v TexHonoruje, YHueep3uteT Bpuje, benruja.
E-mail: catalina.iordache@vub.ac.be

2 CTyauje meanuja, vHoBauuja v texHonoruje, Yausepsutet Bpuje, benruja.
E-mail: ilse.marien@vub.ac.be

3 Ctyanuje meauja, MHOBaUMja W TexHonoruje, YHusep3uteT Bpuje, benruja.
E-mail: dorien.baelden@vub.ac.be



YBOJ

Capawmwa gWrvTanvMsaumja CepBUCA, JaBHUX W MPUBATHWUX, AOBENA je A0 no-
Beharba ONacHOCTK Aa onwTa nonynauuja dyae Uau a NoCTaHe UCK/byUYeHa 13
avruTanHor ceeta (Xencnep v Pajcaopd, 2016 (Helsper & Reisdorf, 2016);
MapjaH v A. TpoaHuk, 2014; Ban Jepcen (van Deursen) u Ban [ajk (van Dijk)
2014). OBaj TaK03BaHW AWTMTANHK 0DPT NpesCcTaB/ba NPeTY 3a CBAKOra Ko He
nocejyje HeONXO/JHE BelWTHHE 1a 0Blajld AUTUTANM3aLMjOM Pa3THUUTHX 0DNa-
cTv xuBoTa (Xencnep, 2011). HajHoBuWje cTynuje cy mokasane Aa ApylTBe-
HO-EKOHOMCKH KOHTEKCT NOjeA1MHALA BHULLE HUJE jeSUHW Pa3fNor MCKbYUYEHOCTH
U3 [UTUTANHOT CBETA W AA MEXAHW3MK TE UCK/YYEHOCTH NMPEBA3Uaa3e OKBUpE
ApYWTBEHO-eKOHOMCKH patbuBux rpyna (Cxypmanc (Schurmans) v MapjaH,
2013). LUTaBulle, UCTpaXKMBaka CTPyUHhaka Ha TEPEHY, MOMYT OHUX KOje Cy
Bpwunu Ban [lepcen v Ban Jajk (2014), v Xencnep u AjHoH (Eynon) (2013)
nokasana cy Aa Cy AUIMTanHe BEeWTHHE W KOMMeTeHuMje, U CNoCOOHOCT ca-
MOCTaNHOT W CTpaTewkor Kopuwherwa AUTHTaNHUX Meauja, CBE 3HAaUYajHH)HU 3a
obesdehurBare napTMuMnaumnje y Apywrsy.

OBo Harnawasawe cBe Beher 3Hayaja AWIMTANHUX BEWTHWHA W AUrMTaNHe
MUCMEHOCTH je Yy CYNnPOTHOCTM Ca MPUCYTHOM HejacHOhOM y Be3W ca pasnu-
YUTUM TUMOBHMA JWTUTANHKUX BELUTHHA, MMCMEHOCTH U KOMMETEeHUMja Koje ce
KOpHUCTE Yy UCTpak1Batry, 00pa3oBaky MAK 001aCTH e-HHKNY3Hje U HUXOBUM
Hepa3nWKoBarweM: ,HajHenocpeaHuje, OUWINesHe YWMtEeHWULE Yy BE3W Ca AM-
TMTaNHOM NUcMeHowhy Cy Aa MOCTOjU MHOLUTBO AMTUTANHWX MUCMEHOCTH M
03 je W3y3eTHO BeJWKa MOHYAa Pa3NuuMTMX BPCTa KoHuenata” (JIaHKWuWp M
Hodn (Lankshear & Knobel), 2008, ctp. 2). Pa3Boj AMrHTanHWX BEWTHHA W
KOMNETeHUHja je, MEHYTUM, MOCTA0 K/bYUHM €0 areHAe HayYHUKa, CTPYUHbaka
¥ TBOpALA NOMMTMKA LWUMPOM CBETA Kako bW ce rpahaHu ocnocodbunu fa y not-
MYHOCTW NapTULMNKUPAjy Y AdHALIHEM CBE BULLIE JUTMTANM30BAHOM APYLWTBY. Y
TOM LiMJbY, Y MPAKCH CE YECTO KOPWUCTE KOHLENTYyaAHW MOAENW AUTUTANHE MUC-
MeHOCTH. KaKko 0BH MOAENH Hen3dexHo yTuuy Ha 00nMKoBake jaBHWX AedaTa
0 AWTHUTATHOj MMCMEHOCTH, BAXKHO je Aa Ce CTEKHE YBHUA Yy T€ KOHUENTe U uaeje
KOje OHW Hoce. Llnmb oBor paaa je: 1) pa3jacHUTU CNOXKEHOCT U Pa3HOBPCHOCT
KOHLENATa KOjW CE OBHOCE HA AUTUTANTHE BELUTUHE, MUCMEHOCT M KOMMETEHLM]E;
2) yno3Hati KOHUENTE KOjU CEe MPOMOBHLLY WAM KOjU CYy HAMEPHO Hanylu-
TeHu y 13 M3adpaHux mMopena AWrMTaNHE NMUCMEHOCTH KOjWU Cy 0DjaB/beHU W
NMPUMEHUBAHK Yy NPAKCK y NEPUOAY Of AeceT rogvHa usmehy 2004. u 2014.
FTOAMHE; W 3aTUM 3) aHANM3MPATH KOHLENTE KOjU TPEHYTHO 00NAMKYjy W/unu
npeosnahyjy y Hay4HUM W jaBHUM Aedatama O AUTMTANHOj MMCMEHOCTH.
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PA3JALLKEHE KOHUENATA AUTHTATHE MUCMEHOCTH
LututtianHa GUCMeHOC, BEWIUHE U KOMUEIUEHUUjE: KOja je pa3nuka?

MpBo Tpeba pas3jaCHUTH acneKkT KOHUENTyasHe pasnuvke W3Mehy AUrMTanHKX
BELWTHHA, MUCMEHOCTH M KOMNETEHLMja. HeCcTo Ce 0BHM KOHLENTH KOPHUCTE Kao
CMHOHUMM MAKO Ce N0 3Hauewy pasnukyjy (Maptuu u Mpyheuku (Grudziecki),
2006, ctp. 256). Ana-Mytka (Ala-Mutka, 2011, ctp. 18) neduHuwe Komne-
TEHLMje Kao ,CMOCODHOCT NPUMEHE 3Hatba M BELITUHA Ha pa3nuuuTe caapiaje,
Kao WTO Cy pajg, nokoauua wav yyewe”. Mpema paay Bau Ldepcena (2010)
MUCMEHOCT nojpasymeBa ofpeheHe KOMMETeHUMje W 3HAE 40K Ce BewTH-
He OAHOCE BMLIE HAa TEXHWUYKKM aCMeKT OBUX KOMMETEHLMWja W 3Hawa. Y CBOjO)
AUCEPTALMjU O MHTEPHET BewTuHama Ban depcen (2010, ctp. 71) pasnukyje
YETUPH TWNA NPAKTUYHMX BELWTHHA: 1) ONEPATUBHE BELUTUHE WK TAKO3BAHO
,button knowledge”, koje ce 04HOCH Ha ONEepaTUBHO PYKOBakE PauyyHapoM W
UHTepHeT coTBEPOM W xapaBepoM; 2) hopmasnHe BeWTHHE MK CNOCOOHOCT
[a Ce pa3ymejy U Kopucte GopmManHe KapakTEPUCTUKE payyHapa v MHTEpHeTa
Kao LITO Cy XMNEPAWHKOBK MKW KpeTakwe mehy MHTepHeT cTpaHWuama; 3) 1H-
(hOpMaLMOHE BELITUHE UK BELLUTUHE KOje 3aXTeBajy NPeTpasKMBatbe, CeNnekuujy,
PYKOBah€ U KPUTHUKO OLEHHBAKE CafpKaja MHTEPHETA U AUTUTANTHUX MEAN)a;
W 4) cTpaTewke BEWTHHE MAK CNOCOOHOCT 1a C€ MHTEPHET KOPUCTH 33 IMUHK
Do/bHTaK. Y CBOM KaCHWjeM pajy O MHTEPHET BEeWTHHAaMa 40430 je NeT Wau
LWeCT BPCTA BELTHHA KOje jé HAa3Ba0 KOMYHUKALMOHWM BEWTHHAMa W BeWTH-
HaMa CTBaparba Cajpaja Kako DM ynyTHO Ha BELITHHE KOje Cy HeonXxoAHe 3a
napTHUMNUPare Yy OHNAJH Mpexama, cTpaTerdjama OHNajH KOMYHHWKAUWjU U
NpaKkTUUYHE BELWTHHE NOTpedHe 3a Kpeupamwe U AUCTPUDYMpare Cafpaja Ha
unTepHety (Ban epceH, Xencnep v AjHoH, 2014; Ban Hajk v Ban [LdepceH,
2014). CAvyHO TyMmayere NPakTUYHMX BELWITHMHA Hanasu ce y EBponckom ok-
BUpY KBanudukaumja (EBponcka komucuja, 2008, ctp. 11). Y oBOM OKBHpY
Ce Npasu pasnuka vamehy 3Hara, BEWTHHA W KOMNeETeHuuje. 3Hawe je ae-
(HHUCAHO Ka0 ,CKYM YMHEHULA, Hauena, TeopHja U NPaKTUUHOT 3Haha YHY-
Tap nojpyuyja pasa WM yderwa“. BewTuHe ce ofHoOCe Ha ,CNOCODHOCT Mpu-
MEHEe OBOr 3Haha" AOK Ce KOMMEeTEeHLWjOM cMaTtpa ,A0Ka3aHa cnocodHoCT
Kopuwhera CBMX 3Hata W BELUTUHA 3a TMUHK DOBUTAK".

CTtora aurutanHe BewTWHe Tpeda MOCMATpaTWM BUIIE KA0 MPAKTHYHE W
Mep/bMBE MCXOAEe Mefujcke, WHDOpPMALMOHEe WKW AWTUTANHE MUCMEHOCTH.
KoHuentyanusauuja aurutanHe nUCMeHocTH MaptuHa M MaauraHa (Martin
and Madigan, 2006, ctp. 255) notBphyje pa3nuky u3mehy BEWTHHA U NHUCMe-
HOCTH: ,[IMuruTanHa NMCMEHOCT je CBECT, CTAHOBHLITE M CMNOCODOHOCT 0code Aa Ha
NPUKNAAAH HAYMH KOPUCTH AWUTUTANHE anaTe v 0djexTe 3a WAEHTU(MUKOBAE,
MPUCTYNake, YNPaB/batbe, UHTETPALMjY, €BANyaLHjy, aHANU3UPAE U CUHTE3Y
AUTUTANHUX W3BOPA, (DOPMHUPatbe HOBOT 3HAtba, CTBAPathe MEAMjCKMUX H3pa3a 1
KOMYHULMPate Ca APYrMMa y CneurdrUyHUM MUBOTHUM CHTYaLMjamMa Kako Ou
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OMOTyhHO KOHCTPYKTUBHY ApYLITBEHY aKLMjy U MOrao a pa3MHuil/ba O OBOM
npouecy”. MehyTum, 0BO Tymauere AUruTasHe NMMCMEHOCTH Takohe nokasyje
CBY KOMMIEKCHOCT PA3/IMUMTHX BPCTA BELUTHHA KOje MOTY [1a Ce CBPCTAjy Y AH-
rMTanHe BewWTHHe. Y rope HaBeaeHoj aeduHMUKjK ynyhyje ce Ha pa3HOBPCHOCT
acnekarta Koju ce kpehy o4 NpocTor NpucTyna Ka COPUCTULMPAHHUJUM ENeMeH-
THMAa KA0 WTO Cy WHTErpaumja, esanyauuja U aHanM3a MeLujCKUX CajpKaja.
Kaga ce yyd 0 OUIMTaNHWMM BEWTHHAMA, MMCMEHOCTUMA W KOMMEeTeHUMjama
CYWITUHCKM je BaXKHO Aa Ce y3Me y 0031p KOHUENTyasHa pa3ivKka, CBa HUX0BA
C/NOKEHOCT W BULIEC/IOJHH KapaKkTep.

Hepa3ymeBatby KOHUENaTa Jo/aje Ce v IpYry acnekT, a 70 je 0djenHtbaBatbe
MEAMjCKE MUCMEHOCTH, TPAHCIWTEPALHje U AUTUTANIHE MUCMEHOCTH. JacHo je
[a Y OBOM TPEHYTKY HWJE MOCTUIHYTA OMLWTA CArfNacHOCT O TOME KaKO OBH pas-
NIMYUTH KOHLENTH YTUUY jedHU Ha Apyre, Aa 1M Ce npeKknanajy v aa v Mory aa
Oyay MHKOPNOPHpaHH y CBEODYyXBaTHW KOHUENT. Y TOM KOHTEKCTY, MeAMjCKa
MUCMEHOCT ce fedHrHuLe Kao ,CNOCODHOCT CyouaBamwa ca MHOPMALUOHUM
opmaTtima Koju cy ce ,ycTpemunu” Ha kopucHuka (bosen (Bawden), 2008,
ctp. 30). MehyTM, Kafa KOPUCHWLM Kene Aa ce M3bope ca ,NoBnayYerhem” WH-
dopmauroHux opmarta, Apyra BpCTa NMCMEHOCTH CTyMa Ha CUEHY, Kao LWTO
je MHOopMaUrMoHa MUCMEHOCT, MOpanHa Hauyena WaW couMjanHa NUCMEHOCT
(Naukwwp v Hobdn, 2008). Motep (Potter, 2004, cTp. 58) aeduHuwe meaunjcky
MACMEHOCT KA0 ,,CTAHOBHLITA Ca KOJUX CE€ OTBAPAMO NPEMA MEAUHUMA U TYMAYH-
MO 3Hauete Nopyka ca Kojuma ce cycpehemo”. KoHuenTyanHo objeaurbaBarbe
CE MOHOBO Harnalaea y YeTUPHU OCHOBHE aKTUBHOCTH Y OKBUPY MEAM)CKE MHUC-
MEHOCTH KOje MOry Aa ce oapefe Kao: NpuUcTyn W kopuwhere, pasymeBate,
KPHUTHUKO OLEHBARE M KpeaTuBHOCT (bakuHrem (Buckingham), 2003; DT,
EAVI? u EBponcka komucuja, 2011). CBE TO UMHW MPUCTYN MEAMJCKOj NUCME-
HOCT 3aCHOBAH Ha BewTWHama (JlueuurcToH (Livingstone), 2004; Motep, 200)
KOjW BOAMW Ka BENMHW MHULM]ATHBA 3 UCTPAXKMBAthe OB Teme. MehyTum, Xox-
cmaH (Hoechsmann) u Mojuu (Poyntz) (2012) TBpAe na 3Haueke W yTHUAjH
meauja wrpe AodpodMT Koja NpeBa3nnasv NUTare BEWTHHA WU Aa je noTped-
HO BHLUE CYLITMHCKMX MWTaka KOja Ce OAHOCE HA APYWTBEHW W MOMUTHUKH
yTHUA] MEAMjA HA HALle KWBOTE. lpyrk ayTopy MOKyWaBajy Aa WHTETpULLY
BMLLE 00IMKA MMCMEHOCTH Y jeanHcTBeH KoHuenT. C Tom Hamepom ®po-Merc
(Frau-Meigs) (2012) yBoaW KOHUENT TpaHCAWTEpPALMje KOju OHA AedHHHLe
Kao: 1) cnocodHOCT npuxBaTara LENOKYNHOCTH MyNTHUMEAHja KOja 0dyxBaTa
BELUTWHE YMTatba, MMCatba M OCNAkbatbe HA CBE PACMOJOXKMBE anate (04 xapTuje
[10 CNMKe, OA Kibure 00 Bukuja®); 2) cnocobHocT kpetatba Kpo3 pasnuyure

1 DTI — Danish Tech Institute. — [Tpum. fpes.
2 EAVI —The European Association for Viewers' Interests. — [Tpum. iipes.

3 Wiki — uHTEpHeT cTpaHMLa Koja ce KOPWUCTH 3a nocebHy BpCTy XxunepTekCTyanHe Konekluje Ao-
KyMeHaTa WK 3a nocedHy BPCTY mporpama Koju ce KOPUCTH 3a CTBapatrbe TaksBe AOKYMeHTaLuuje
— lpum. tipes.
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0bnacTu, WTo 3axTeBa CNOCOOHOCT NpeTpa)kMBatba, eBanyuparba, TecTupaha,
ouerHBarba U MoauduUKoBaka MHMOPMaUHKja Y CKNaLy Ca PeNEeBAHTHUM KOH-
TeKCTOM wHxoBor Kopuwhera (Kao WTOo je Koj, BECT U IOKYMEHT).

MehyTim, unb 0BOT pasia HUje 4a MPYXK OArOBOP HA OBe AedbaTte 0 3Hahy,
BELUTMHAMA, KOMMETEHLUHjaMa WK PA3IMUMTUM BpCTama nucmeHoctH. Cepxa
OBOT paja je aHanu3a v nopehere 13 noctojehux moaena AUruTanHe nucme-
HOCTH, Momohy 3ajeAHHYKKMX NokKasaTe/ba. Y OBOM pajy MOAENU AurvtanHe
MUCMEHOCTH 0DYXBaTajy 3Hame, BELUTUHE U KOMNETEHLHje. 3Hatbe NOCMaTPaMo
Kao MH(OPMaLMjy, CBECT M pa3yMeBarE KOPUCHUKA 0 MOCTOjaky U KOpHLLhery
Pa3IMUUTUX AUTMTANHUX anaTta. Y Ckiady ca MTepaTypom Koja je y3eta y 0d-
3Up, AUTUTANHE BEWTUHE AedUHUILEMO BHLLE KA0 MPAKTHYHY, MEP/UBY MpH-
MeHy ofpeheHor 3Hawa M CNocodHOCTH y Kopuwhewy AUruTanHor. Jurutantye
KOMMNETEHUMje ce pa3maTpajy Kao CnocodHOCT NpUMeHe HaBeJeHOT 3Hata U
BELWTHHA Y Pa3NHUUUTUM XKHMBOTHMUM KOHTEKCTMMA, Ofi AUUYHOr A0 npodecu-
OHanHor. Y TOM CMHCAY, AWTUTANHA NMUCMEHOCT je CKyM CBECTH, MPAKTHUYHMX
BELITMHA U KOMNETEHLMjA HEONXOAHWX KOPUCHULMMA Aa NPUCTYNE, pasymejy,
€Banyupajy, paMmemyjy ca ApyrMma 1 Kpeupajy LUrMTanHu CagpKaj, NIaHCKH
Y MPUMEH/BHUBO, KAKO DU UCMYHUAK TMYHE W NpodecroHanHe Lubese.

01 ONMEPATUBHHUX BELLTUHA 10 CTBAPAHA
AUTHTATHOT CAAPXAJA U LUUPE

MpeTxonHu oaembak Beh ce oaHocHo Ha Tewkohe y oapehuBamwy v feduHUCabY
pa3NMUMTHX BPCTA BELITMHA KOJE MOTY [ia C€ pa3matpajy y OKBUPY AWIUTaN-
He nucmeHocTH. Mogen Ban [lepcena (2010) ce ekCniMUMTHO HAaBOAHMO 3aTO
WTO je jefaH 04 HEKOMMKO MOTMYHWX W, Y WCTO BPEME, MPUCTYMAYHUX OKBH-
pa. DIGCOMP* okBup Koju je pa3suo ®epapw (Ferrari 2013) je ucupnat, anu
Matbe NPUMEH/BUB 300r M3y3eTHe cnoxeHocTH. [lok je Ban [epceHos moaen
3aCHOBAH Ha 6 BPCTA JaCHUX U MPAKTUYHO OPHjEHTHCAHMX BewTrHa, DIGCOMP
mozen odjeaumyje 5 00nacTH AUTUTANHUX KOMMETeHUMja U YKynHO 21 BpCTy
KomneTeHuuja. Ceaka oA oBe 21 KOMNETEHUWje Ce 3aTUM MPEeBOAM Yy 3 HWBOA
CNPETHOCTH (KOje ce MOTy MOpeanuTH Ca OCHOBHUM, CPeAHUM W HanpeaHUM) 1
HEKOMMLWHY MPAKTHYHO OPHUjEHTUCAHWX WHTEPNpeTaumrja y CMHUCNY XKebeHor
3Haa, BEWTHHA W cTaBoBa. Juceptauunja Ban [epcena (2010) ce y Benukoj
mepu 3acHuBa Ha paay Crajapta (Steyaert 2002) v Ban Jajka (2005), anun cey
FO0j CMOMMUILE 3HAaTaH Opoj nocTojehux MOAENa U MHTEpNpeTaunja AMTHTaNHKUX
BEWTHHA Koje Bax [lepceH oHAa KOPHUCTH 3a ieTa/baH OMKUC CBAKE BPCTE BELUTH-
Ha W aKTUBHOCTH Ha KOje ce ocnamajy. Mcto ce ogHock 1 Ha DIGCOMP moaen
Koju je pa3sro Mepapu (2013) koju yHanpehyje nnaH paja Ha AWUTUTANHUM
KOMMeTeHUuMjama Koje je passuna Ana-Mytka (2011).

4 DIGCOMP (The Digital Competence Framework for Citizens — OKBUpP AWTHTANHE MUCMEHOCTH 33
rpahaHe) — okBHp Koju je EBponcka KoMUCHja pa3Buia Kao CPEACTBO 3@ NodO/bLIAE AUTUTANTHUX
KomneTeHuuja rpahana — lpum. lpes.
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CBpxa OBOT pasia HHje fa NpYyXH AeTa/baH Npernes U onuc cBux noctojehmx
BPCTA AMTMTANHKUX BeWTHHA. [1ocToju, MEHYTUM, HEKONMKO WHTepnpeTauuja
Koje ce uctuuy. lNpBa je kaTeropysaluja Kojy je passuo LleHckuHc (Jenkins)
(2006) Koja je 3aHMM/BKBA 3aTO LUTO CE Y H0j AUTMTANIHUM BEWITUHAMA MPUCTY-
Ma W3 NapTULMNATOPCKE NEPCMEKTUBE U MEPCNEKTUBE 3aCHOBAHE HA 3ajEAHULM.
YMecTo nykor uctvuara MHAMBMAYanHWX aTpubyTa, LlenkuHc (2006, cTp. 4)
YOKBUPYJ€ OHO LUTO Ha3WBa HOBUM MELWJCKUM NMUCMEHOCTUMA Kao KYNTYPHUM
KOMMNETEHUMjaMa U APYLUTBEHUM BELUTUHAMA KOJE CE pa3BMjajy KpO3 capaikwy
¥ NoBe3WBahe, U AecduHue 11 pasnUuUTUX BELUTHHA:

e MUipawe: CnocoOHOCT EKCNEPUMEHTHCAA Ca OKPYXEHEM Y BUAY
peliaBatba npodnema;

e [3g0here: CNOCODHOCT NPUXBaTatba aNTEPHATUBHUX UAEHTUTETA Y CBPXY
MMMPOBH3aLMje U OTKPHBAHA;

e Cumynauuja: cnocobHocT objawraBawa M CTBAparta AWHAMHUYHKX
MOAENa peasHux Npoueca y CBery;

e [lpucsajarwe: CNOCODHOCT CMMWCAEHOT Yy3WMaka Yy30pKka W MOHOBHOT
cnarakba Cajpxaja;

e Cumynwianu pag: CNOCODHOCT OoCMaTpara OKpYXewa W, Mo noTpedu,
npedaurBatbe Naxmwe Ha UCTAKHYTEe MOjeJUHOCTH;

o [fluciwipudyupana cio3Haja: CnoCOOHOCT CMWCAEHE WHTEepakuuje ca
anaTMma Koju MpoLKpyjy MEHTaSHE KanauuTeTe;

o KonexkwiusHa UHmeNUTeHUUja: CNOCOOHOCT YAPYXHBatba 3Harba M CaBe-
TOBatba Ca JPYrMMa y onwTem Lusby;

e Pacyhugare: cnocODHOCT eBanyaumje noy3aaHoCTH U BEPOAOCTOJHOCTH
Pa3NMUMTUX W3BOPA MH(DOPMaLK)ja;

o TpaHcmegujcka Haguiayuja: cnocodbHocT npahera Toka paaru U UHPO-
pMaLMja Kpo3 BULLE MOJAMTETA;

e [loge3usare: CNOCODHOCT NMpeTpa)kMBatba, CMHTETM30Baka M [JUCEMM-
Hauulje MHopmaLumja;

e Bohewe gujanoia: cnoCODHOCT KpeTakwa KPO3 pasivuuTe 3ajefHwle,
pacno3HaBatba W MOLITOBAHA PA3NMUUMTHX MEPCMNEKTUBA M YCBajaka U
npahewa anTepHATUBHUX HOPMH.

Y LIeHKMHCOBOM MPUCTYNy jacHO Ce W3beraBa TEXHONOWKKW JETEPMHUHUCAHO
CTAHOBMLUTE W, WITABWLLE, pacnpas/ba O OCHOBHUM anH K/byYHWM BELUITHHAMA
M KOMMEeTeHUKWjama, Kao WTO Cy eKCNepUMEHTHCAe, CNOCODHOCTH pellaBatba
npodnema WAM CNOCODHOCT YAPYXHWBatba 3Hatba W KpeTakwa Ka OMWTUM
UM/bEBMMA 3ajefiHO ca ApYruMa.

Ipyrn ponpuHoc BpenaH nomumwana je Ewer-Ankanajesa (Eshet-Alkalai,
2004, ctp. 93) kateropuv3auuja AUrMTanHe MUCMEHOCTH, Koja objeaumyje 5
BPCTa MMCMEHOCTH, 3aCHOBAHA Ha ,BEMKOj PA3HONMKOCTH KOMMAEKCHMX, KOT-
HUTMBHUX, MOTOPHHUX, COLLMOMOWKHUX U EMOLIMOHANHWUX BELUTHHA":
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o  DoliosusyenHa iUCMeHOCT: CNOCODHOCT pa3ymeBatba BU3yenHe npeacrase
Yy OHNAjH OKPYXEwHWMa W TpadHuKkK NPHUKA3AHUX W [AU33jHUPAHMX
nopyka;

o OlucMmereHoCT 3a pelipogyKkosare: CNOCODHOCT penpoayKoBaka mno-
cTojehux [OWrMTanHUX Ccajpaja Yy HOBE peneBaHTHe [AWTUTanHe
caapxaje (CTMYHO BEWTHHAMA CTBApata CaApiKaja, aau je akueHaT Ha
penpoayKoBamwy);

o MHpopmMauUOHa TUCMEHOCTI: KOTHUTHBHE BELUTHHE HEOMXOLHE 3a KPUTHY-
KO OLEHUBAE MEAWJCKOT CaapXaja;

o OUUCMEerwEHOCT 3G pa3yMesare Ha BUWe HUB0A: CMOCODHOCT YnTama W pa-
3yMeBarba XMNEPMELH)a U eBaNyaLMje KBANMTETA U BPELHOCTH MELHjCKOT
CaApKaja;

o  CouUo-eMOUUOHANHA TUCMEHOCTI: BEWUTHHE NOTpedHe 3a pasymeBare W
NPUMEHY NMPABMIA Y OKPYXKEHUMA OHNAJH MEAMK]A.

Mpuctyn Ewet-Ankanaj (2004) Takohe n3deraBa TEXHONOLWKH JeTEPMUHK-
CaHO M Ha anaTlma 3aCHOBAHO CTAHOBULUTE AUTUTANHUX BEWTHHA. UCTHLAbEM
KOTHUTUBHKUX BELWTHHA W TYMAYEHe TEKCTa, CMKE W MPABMIA OBUM MPHUCTY-
nom ce Takohe oTBapa AedaTa 0O BEWTHHAMA W YHOCE CE JOLATHWU ENEMEHTH
Yy AMCKYCHJy KOjWU CYy K/bYYHM 3a ycBajawe W yBehare KOpWUCTM oh ynoTpede
CaApKaja AUTUTANHUX MELWja U OHNAjH OKPYKEa.

YonwTe, MOAENW W NPUCTYNMH KOjU CYy TOpe NOMEHYTH, 0g4HOCHO Ban [dypce-
HoB (2010), ®epapwujes (2013), LlenkrHcos (2006) v Ewet-Ankanajes (2004),
MCTUUY Aa je noTpedaH onwTW anud NPUXBAT/LUB MPUCTYN KOju O nmoapa-
3yMEBA0 Yy WCTO BPEME BELUTHHE 3aCHOBAHE HA anaTMma Kao wro je ,button
knowledge" 3ajefHO ca KOMNAEKCHWJUM OCHOBHWM KOMMETEHLUHWjaMa Kao LWTO
Cy Capajtba, COLMjanHe Uau KOMyHUKaLKHoHe BelwThHe. Cnegehu ogemsak crtora
“Ma 3a UW/b 1a Ce yTBpAe KoHUEenTH u3Hetn y 13 ogadpaHux moaena aurutante
MUCMEHOCTH, 3 3aTUM [1a CE M3BPLUM aHANM3a KOj€e BELUTHHE, KOMMNETEHUM)E U
BPCTE MUCMEHOCTH Jecy, a Koje HUCY cnomeHyTe y oBux 13 n3abpanux mogena,
W [1a HA Taj HAYMH ODAMKYje W/WAW JOMUHKUPA Y HAY4YHO) W jaBHOj AebaTtu o
BUTUTATHO] MUCMEHOCTH.

METO/A: bP3U MPEIJIE] CTAHA

McTpaskuBatbe CNpoBeAEeHO y 0BOj CTyAMjH je dp3u npernea ctawa. bp3u npe-
rneq ctaka omoryhaBa yHakpCHY aHanu3y Bulle CTyAWja Cydaja Ha OCHOBY
npeaeduHucane rpyne sapujabnu. OBaj METOA MOKE [1a C€ KOPHUCTH Ha NoYeT-
Ky UCTPAXXMBAYKOT MpojekTa Kako bW ce yTBpAWNa rpyna peneBaHTHUX CTyAH)a
cnyyaja cneuuduuHux 3a ogpeheHy odnact W kako du ce nobuo kopuctaH
npernen noctojeher ucTpaxkvBatba 0 Hekoj Temd. OpraHu3oBare Bapujadnu u
nokasartesba y jeJMHCTBEHM 0Dpa3al onakwasa yTBphHBake U aHaNU3y CIHY-
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HOCTH W pas3nuka mehy wuma. Ctora, Moxe Aa ce BpWH AyOWMHCKA aHanu3a
HEeKWX 0l CTyAMja cnydaja Kako du ce bosbe pasymene nose3aHOCTH Koje ce
npernocTasmajy uau cy seh ytephene mehy cnyvajesuma (Ban Aynenxose,
bannen (Baelden) u MapjaH, 2016).

OBaj meToa je u3abpaH 3a WcTpaskMBame nowto omoryhasa 0p3, anu cu-
CTEMATHYaH HauWH yTBphHBatba rpyne KOHUEenTyalHMX MOAena Ha Kojuma ce
3aCHMBA JMIUTANHA NMUCMEHOCT Y NpPaKcH, Kao W yTBphuBatba pasnuka mehy
tbMMa Yy Morneay BEWTWHA W KOMMETeHUMja Koje ce y whMa u3Hoce. Mane
CTyZMje Cyyaja y OBOM MCTPaXk1Baky Cy 13 MOAena AWTMTANHE MUCMEHOCTH.
Kako cy y hHMa M3N0XKEHE pa3nUKTe rpyne BEWTHHA U KOMMETeHLUH)ja Koje Cy
notpebHe nojeanHuUy Aa bW ce cMaTpao AMIMTANHO NMUCMEHWM, Dp3un npernes
CTaka Ce YMHWO eduKacaH mMeTos 3a yTBphHuBatbe TEHAEHUWjA, CNMYHOCTH U
pasnuka mehy mogenvma. [etabHUM pasmatparbemM KOHUenTyaaHWx moaena
naeHTudHrKoBaHo je 39 nokasatesa, 04 KOjUX je CBaKK MOMEHYT dap jefHOM
Yy pa3MatpaHMM MOAENMMA. 3aTUM Cy OBM MOKA3aTe/bu rpynucanu y Tabene.
3a cBakW nokasaTesb je Aata AedHHUUMjA 3aCHOBAHA HA KOHCY/ITOBAHOj /M-
Tepatypu. OpraHv3oBate nokasartesba y jeaaH odpasau omoryhuno je onwtw
npernej KoHuenarta Koju ce u3Hoce Kpo3 noctojehe moaene AWruTanHe nu-
CMEHOCTH, anK W aHaNU3y BULLE Cy4YajeBa CIMYHOCTHU U pasnvka. Y nu3BecHom
cmucay, oBaj odpasal je onakliao carnefaBare KOHUENTyasHOr pa3Boja Mo-
Aena TokoM BpemeHa npasehu oapeheHe obpacue Koju cy BUABUBH.

OBux 13 Moaena AWrMTanHe NUCMEHOCTH M3abpaHo je Ha OCHOBY HEKOJMIMKO
KpuTepujyma. Kao npso, Tpebano je aa cTpyyHa nuTepatypa fjocnenHo ynyhyje
Ha MOZeNe 1 1a Cy OHW Y bO0j NpHU3HaTH. [lpyro, Mmoaenu cy mopanu aa dyay pe-
NEeBAHTHH Y pa3MaTtpaky AUIUTANHE MUCMEHOCTH KPO3 KOHLUENTyasHe HOBUHE
¥ 00MMHe aHanu3e WWPOKOr CNeKTpa AUIUTANIHMX BELTMHA U KOMMEeTeHUMja.
MpesHocT je nata pajoBMMA Yy KOjUMA C€ W3HOCE OpUIMHANHEe rpyne Be-
WTHHA W KOMNETeHUKja, anu W MeTOAe 3a BPeJHOBAHe AWTUTANHUX BELUTUHA,
NnpUMereHa CaMoCTasHa eMNKUPHUjCKa NPOyYaBatba UK aHaNKW3a YCTaHOB/bEHE
Teopuje, U EMNUPHUjCKA UCTPAXKMBAA Y OKBMPY AUTMTANHKUX BelWwTHHA. Tpehe,
Tpedano je na Mmoaeny dyay npeacTaB/beHH y M3BECHO) MEPH K0 OKBHUPH 3aCHO-
BAHW Ha KNacudHKaLMj1 3HAA, BEWTHHA U KOMNeTeHuKja. Ha kpajy, moaenu
Cy Mopanu aa dyay nydnukoBaHu y nmocneawux aecet roguna, usmehy 2004.
n 2014. rogune. [pUOpUTET je AaT HOBMjUM NydAKMKaLMjaMa, anu ce y3umao y
0031p W JOBO/BAH BPEMEHCKH Neproj 3a yTBphrBame pa3soja TokoM aedaTe.

Tpeba cnomeHyTH fia cy Heke o, U3abpaHux nydaukaumja 3HaTHO 0OUMHHUje
OA Apyrux. BaxHo je y3eT y 003up Aa Khure Ha oBy TeMy (Ha npumep, Ban
Najk v Ban lepcen, 2014), 0dUMHHMjK akaaemMCcKy pafoBu (Ha npumep, ben-
wo (Belshaw), 2011) unun u3BewTaju vHcTuTyuunja (Ana-Mytka, 2011; Xobc
(Hobbs), 2011) aetamHuje odpahyjy Temy 1y hHMa ce pasmaTpa WHPOK CreK-
Tap nokasatesba y nopehewy ca CaeTWjum pafloBMMA, Kao LWTO Cy YNaHUM
y yaconucuma (Ha npumep, Kansanu (Calvani), Kaptenu (Cartelli), ®uHu u
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Panuepu, 2008; Xaprutaj (Hargittai), 2007). JacHo je Aa LOCTYMHOCT BWLIE
AETa/ba Y OPUrMHANHWM PAAOBMMA PE3YITHPA AETa/bHHUjUM OMUCOM Y HALO)]
aHanusu. Jlpyrum peuuma, pasnuuut odum W ayduHa caapikaja u3adpaHux
nydaukaumja HEMHHOBHO ce pednekTyjy Ha odpa3sadu.

Kao wTo je Beh cnomeHyTo, Op3u npernea ctakwa 13 M3adpaHux cnyyajesa je
pe3ynTupao odpacuem Koju caapxu 39 nokasatena (suaetv Joapatak, Tabena
1). Cnyuajesu cy pacnopeheru y konoHe, a nokasaTessu y pefose. [Tokasatessu
Cy MOAE/bEHU Y NET KATeropuja: ONepaTUBHKU, TEXHUUKK U (POPMaNnHH; MHGOP-
MaLMOHH, KOTHWUTUBHM; MOKa3aTe/bh AUTMTAaNHE KOMYHWKAUMWje; noKa3aTesbh
CTBaparba JUIMTANHON CafpKaja; U CTpaTellKK. YBEAEHA je jol jeaHa KOMOoHa
ca 30vpom cnyvajeBa y KojuMa ce nojasbyje cBakk vHaukatop. Obpasay je
ed1KacHO CpeACTBO yHaKpCHe aHanu3e ciydajeBa nowTo omoryhasa yBua y To
KOjW O[f MHOMKATOPA j€ Ha HAJBMLUOj, 3 KOjWU HA HAjJHWKO] MO3HULMJH.

KoHauHO, Kafa je Hanpas/beH 0bpasal, aHanusuparo je 13 cayuajesa. Lnm
OBe aHanu3e je OMO Aa ce yTBpAE CIMYHOCTH U pasnuke mehy Moaenuma; passoj
TOKOM BPEMEHa; W KOjU noKasaTesbk cy J0Dpo U Matbe A0DPO NpeacTaB/beHH.
Tpeba cnomeHyTH Aa aHanM3a HUje CTAaTMCTMYKA, MAKo CYy Y HOj NMOBPEMEHO
kopuwhenu dpojesr (Ha npumep, dpoj MoAena X ce OLHOCH Ha MHAMKATOP Y).
bpojesu ce KopuCTe MCKIbYYMBO a DM CE jaCHMje nokasane pasnuke mehy mo-
AeN1MMa W nokasatebima. Y CTYAWju Ce HEe KOPUCTE HUKAKBKU CTaTUCTUUKK NPO-
rPaMu HUTH Apyre TEXHUKE 3@ YyTBpHUBAtbe y3ajaMHOCTH. Pe3yntati npounctuuy
13 BM3yenHe aHanuse odpacua Koja ce 3aCHWBA Ha Nperneaawy AuTepatype u
MOTYy A1a CE A0MYHe AeTa/bHUM MO3HABaEM CTYAMja Clyyaja.

KOHUENTYAJTHE OCHOBE H PA3JIMKE H3MERY
13 MOAENA AUTUTATHE MUCMEHOCTH

Obpasay cnyxu 3a yHaKpCHy aHanu3y 13 mozena AUrMTanHe NUCMEHOCTH Ha
ABa HuBoa (BaH Ayaenxose v ap., 2016.). [pBr HMBO aHanu3e je NnpuKkasaH
XOPW30HTANHO, U3MeDy pasnMuMTMX nokasartesba y Cay4vajeBuma. TUME ce y
LEeHTAp Na)kkhe CTaB/bajy CaMH MOKa3aTe/bh WU UW/b J€ OATOBOPHTH HA MUTAHE
KOjU ¢y UHGUKATHOPU PAHTUPAHU goOpO Koju nouwie. AHANU3A MOXE gabe ga 8ogu
Ka QUi ary Koje ce 0gHOCU HA pasnoie WAKBUX Pe3ynilailia, anu Moxe ga HoKaxe
u uclipagan mewiog godujara 08ux 0giogopa: Aa N1 T0 MOXe dosbe Aa ce 0djacHu
AeTa/bHUM NMO3HABateM CTyaWja ciydajeBa? [la M To MosKe aa ce 0bjacHu Ha
OCHOBY npernegaHe nutepatype? [a nu 70 notephyje oHo wTo je HaheHo y
NpeNMMHUHAPHOM nipernesawy nutepatype? (Ban Ayaenxose v ap., 2016, cTp.
7). lpyrv HUBO aHaNW3e NOCTaB/ba NUTAWE: 3awilio ogpeheHu HoKa3awebU HUcy
ykmyuenu? (BaH Aypenxose W ap., 2016, ctp. 7). OAroBope Ha OBa MWTawa
TPaXMK CMO W LUMPWUM Mpernesarwem nutepatype, Tpaxehu koja cy KoHUenTy-
a/Ha ynopwLUTa MoAena 1 ia M OHa Mory Aa odjacHe HenocTojarbe oapeheHnx
nokasaressa. Mcto Tako, Beha naxma je duna ycmepeHa Ha nepuog y Kome cy
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MOZeNH DWW pasBHjaHKU MK 0DjaB/bEHH, Ca HAMEPOM J1a CE pe3ynTaTu odjacHe
pa3BojeM MHMOPMALMOHUX W KOMYHMKALMOHWX TEXHOMOrWja, 0bpasoBatba,
MNOMUTUKE UNK APYTUX PENEBAHTHUX KOHTEKCTYANHUX YMHKUAALA.

Y OBOM OAe/bKy Ce He pa3maTtpajy CBW MOKa3aTe/bW Koju Cy yTBpheHu u
yK/byyeHu y obpasau. [peaHoCT je AaTta pe3ynTatima Koju Cy Ce YMHWAK pe-
NEBAHTHUM 33 AUCKYCHjy O BPESHOBAY M MPOMOBUCAKY AUTUTANIHMX BELUTHHA
1 KOMNeTeHuuja. lpernes nokasaTtesba U CTENEH Y KOM CY OHW NPUCYTHU Y pa-
3IMYUUTHM MOJENUMA JUTHTaNHE MUCMEHOCTH NpHUKasaHu cy y dbpojkama koje
Ce Hanase nocne pasmMatpara CBAKE KATErOPHjE€ BELWITUHA M KOMMNETEHUM)a, a
WWpa Bep3uKja odpacua ca feTabHUjUM AedUHMLMjaMa CBUX MOKa3aTe/ba MOXe
[a Ce BUAW y u3BewTajy o [peucnuTuBamwy AUIMTANHUX BEWTHHA (Jopaake,
bangen v Mapjan, 2016). Y pa3matpawy pesyntata aahe ce HanomeHa o
00KMMY y KOM Cy MOKa3aTe/bk CMOMEHYTH y PasNUUUTUM ClydajeBuma. AKo cy
noKasaTtesbh CMOMEHYTH y BULLE 04 11 MOAENa, OHAA Cy OHW NMPUCYTHH Y ,MHO-
MM WK Benvkom Dpojy” moaena. Ako cy ytephenun y 7 oa 10 moaena, oHaa
Cy Ao ,A0BO/bHOT Dpoja“ Mojiena v ako Cy CMOMEHYTH Y Make 0J1 7 MOAEena,
[E0 cy ,Hekux" momena (5—6) unu ,HEKOAULMHA UK CAMO HEKOMKO" Mogena
(Mare oa 5).

ONMEPATUBHE, TEXHHYKE H ®OPMAJTHE
BELWUTUHE U KOMIETEHLUH)E

MpBy pa3MaTpaHy KaTeropujy UYWHe onepatuBHe, TexHWuke W (opmanHe
BEIWTHHE W KomneTeHuuje (Buaetw Lopatak, Tabena 2). Y OKBMpYy OBMX Be-
WTHHA ¥ KOMNETEHLMjA MOKA3aTe/bH ,MO3HaBake U Kopuwhewe xapasepa” u
,MO3HaBake 1 Kopuwhemwe JUTUTANHKUX anaTa v coTBepa” aHaNW3WpaHH Cy Ha
OCHOBY NMPAKTUYHO CBUX MOAENA JUTUTANHE MUCMEHOCTH. MaKko Cy MHOTM OKBH-
pY NMOKAa3anu 4a TEXHOMOLWKE BELWUTUHE WK BELUTHUHE KOjE CE TUUY MeAHja HUCY
HEONXOHO K/bYYHW YUHUOUM KOopHLLhera AUTUTANHKUX CapKaja, OHU CY, UNaK,
OCHOBHM YC/10B: ,BewTrHe Koje Ce OHOCE Ha CaAPAKaj HA HEKW HAUMH 3aBWCE 0f
BELUTMHA KOje CE OAHOCE HAa MEAMJE, jep KO He NOCEAYje BELUTUHE KOje Ce OIHO-
ce Ha meauje Hehe HW gohu Jo Tora Aa ynoTpedu BewTHHE Koje ce OAHOCE Ha
caapxaj” (Ban Oepcen, 2010, ctp. 70). ,Mo3HaBawe v Kopulwhere HHTEpPHETA
je pasmaTpaHo y A0BO/LHOM Dpojy cnydajeBa TOKOM UMTAaBOr nepuona Koju je
MCMWTHUBAH, Of HAJCTaPHjUX A0 HAJHOBUjUX MoAena. Kako je MHTEPHET HArno no-
CTao €0 CBAKOLHEBHOT XWBOTA, BEh1HA MOAENA NOKAa3yje Aa Cy KOPUCHALMMA
HEOMXOJHE OBE BELUTHHE W KOMMEeTEHUMje 3a Kopulwhere 0BOr Meauja y Leno-
ct. Y mehyBpemeny, Takohe je BaXKHO Ja UCTPAXKMBAUM M KPEATOPH MOAUTHKA
CXBaTe KOMMAEKCHOCT YMHWMALA KOjWU YTHUY HA HAUMH Ha KOjW JbyAW KOpHCTE
MHTEPHET 1 MOTHBAUMjy 3a TUM" (Ban JepceH u ap., 2014, cTp. 7).

Y A0BO/LHOM DPOjy je CMOMEeHYT 1 MoKasaTesb , PyKOBakbe AUTMTaNHUM CTPYK-
Typama“ Koju Ce OJHOCH Ha CMOCODHOCT PYKOBaka Pa3IMUyUTUM CTPYKTypama
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AMTUTANHUX Me[Kja, Kao LWTO je ycnewHo obas/batbe pajhbH Ca MEHUJUMA, XH-
MEPAUHKOBMMA W aCOLMjaTUBHOM HaBurauujom. Y Tom cmucny, Ewet-Ankanaj
pasmaTpa ,OMWCMEHEHOCT 33 pa3yMeBakwe Ha BWLWE HWBOA" TBpaehu aa ce
KOPWUCHWUM CyO4yaBajy Ca HOBMM M3a30BMMA ,XUNEpMeauja WM HeluHeapHor
MULL/bEHA" W Aa CYy UM MoTpedHe BelTUHE 33 PYKOBake HOBWUM CTPYKTypa-
Ma [1a ce He OW u3rybunu y gurutanHom npocropy. [labe MOXemo a BUAUMO
[a je y NOBO/bHOM Opojy cnyvajeBa nNaxwa duna ycpeapeheHa Ha BewTHHE
KOJ& C€ OJHOCE Ha ,MPUBATHOCT W 3aWTHTY IMYHKMX NojaTaka”. McTpaxuBama
y 001aCTW NPUBATHOCTK CYy YTBPAMAA TpeHA npedaluBarba 0AroBOPHOCTH Ha
KOPUCHHUKE KOJH je MOCeDHO Np1CyTaH KOA CajTOBA 3a PYLUTBEHO yMpeXaBate
(SNSs)° ([le Bond (De Wolf), Hejman (Heyman) v Mupcon (Pierson), 2013). Y
TOM CMMCAY, 3@ KOPUCHHUKE NOCTaje BAaXXHO Ja Pa3yMejy HauMH Ha KOjU Ce aene
FBUXOBW Mojaun U MHdOpMaLHMje Koje ce OJHOCE Ha HMX, HAYWH Ha KOju Cy
LOCTYMHE JPYrMMa UK UX KOPUCTE BNaae U koprnopauuje. M, jow BaXkHHje, KO-
pHUCHULMMA Cy NOoTpedHe BelWTHHE Koje Cy HeONXOoHe a DX ce 3alTUTUAK 0]
OTKpHWBAtha HEMOTPEDHMX HOPMALIMjA MTM OHUX KOje OHW HEe XKeNe: ,Kiby4HO
je Ba KOpUCHWUM pa3yMejy Aa TW cajToBu (De3 agexkBaTHUX NojellaBatba 3a
3aWTHUTY M KPUTHYKKMX BELITMHA) MOTY JOBECTH A0 Tyb/behwa KOHTpOse Haj
NIMYHUM NoJaumrMa v cnara Tpehum nuurma y peknamie cepxe” (Ana-Mytka,
2011, ctp. 10).

Ca fipyre cTpaHe, TUME LUTO Cy CMIOMEHYTH Y Matbe 0/ NeT CydyajeBa, TpUMa
nokasaTe/bMMa OBE KAaTEropuje y MOAENMMA MOKIOheHa je W3BeCHA Maha:
,3Hame 0 TOME rae NoTpakuTW nomoh”, ,Kpetawe Kpo3 nnatdopme” v ,bes-
bepHoct ypehaja“. Aytopu, mehyTum, npuxsaTajy Aa oBe nocedHe BewTHHe
WAK KOMMETeHUMje MOry Aa AOKaxy Aa Cy pPeNeBaHTHE 3a pas3lvyvTe HWUBOE
AMTUTANHOT 3Haka U KopHlwheha, WTo MOXKe 1a 00jaCHH HUXOBO HEMOCTOjatbe
y HekKuM Mopaenuma. ,Kpetawe kpo3 nnatcdopme”, Ha Npumep, 03HayaBa Ha-
MpeJHU HUBO 3Hatha W BELITHHA KOjU MOKE CAMO A1a MOKAXKE /1a je KOPUCTaH 3a
MatbK Dpoj NnpoueHaTta KOpUCHKKA, Aok ,0e30eaHocT ypehaja” nogpasymesajy
HEeKW Jpyry nokasaTtesbd, Kao LWTOo Cy ,No3HaBawe W kopuwhere xapasepa“,
,MO3HaBawe W Kopulwhere AUTUTANHKUX anata U codTBepa” WAK ,MO3HaBabe
u kopulwhewe nHTepHeTa". Unak, xenenm BUCMO 1a UCTaKHEMO Aa Ou ,3Hate
0 TOMe e NOTPaXWTHW NoMoh” Kao NMokasaTesb MOrao MO3WTUBHO J1a YTUUE Ha
CXBaTake AUTMTAHUX anata v Ha NMPOHANAXKEHE La/be NOAPLIKE 3a YyUere U
pa3Boj. 3Hake 0 ToMe rae TpaxuTh nomoh, duno onnajH, duno odnajH, no-
BE3aHO je Ca KOHLEeNTMMa Kao WTo Cy ayTOHOMMja W pellaBatbe npobnema Koju
CYy 03HAYEHHW KAO0 BAXKHW UMHWOLUM Pa3B0ja AUTUTATHUX KOMNETEeHUM]a (BUAETH
Jopaake v ap., 2016). OBO 3Hake MOXKE Ad OCHAXMW MOjeauHLEe Aa y pas3Bojy
CBOjUX AWTMTANIHUX BELITHHA Oy/ly HE3aBMCHH, [1a Tpaxe WHMOpMauuje U Aa
pewasajy npodneme ca KojuMa MOTy f1a ce cycpeTHy (Mapjax, 2016).

5 SNS — Social networking sites — lpum. ipes.
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MHOOPMALHUOHE U KOTHHTHUBHE
BEWUTUHE U KOMITETEHLHJE

[lpyra kateropuja Koja je pasmaTpaHa 00yxBaTa HH(OPMALMOHE U KOTHUTHB-
He BEWTHHe W KoMmneTeHuuje (BuaeTn Jonartak, Tabena 3). OBae cy y cpeauiuTy
Naxke KPUTHUKE BelTMHE NOCPeACTBOM NoKasaTe/ba ,aHanu3a v esanyauuja”
OHNajH MHMOPMauKja Koju ce cnomumwe y cBux 13 mopena. Ewer-Ankanaj
Wae notne aa TBPAM Aa je ,CNOCODHOCT vcnpaBHe eBanyaluje W npoueHe
“HOpMaLMja NoCTana 'BEWTUHA NPEXHB/bABAba' 3a HAYYHUKE M KOPHUCHHKE
nHopmaumja” (2004, ctp. 99). C TUM y BE3H, HEKOIMKO aHANU3UPAHWUX OKBHPA
(Ana-MyTka, 2011; boaen, 2008; Kansauu 1 ap., 2008; MapTuH v Ipyheukwu,
2006) odjenuryje enemente Inucreposor (Glister) moaena (1997), npsor
y KOME Ce Harnawaea Aa Cy AWrMTanHe BelTWHe dune ,CTBap CaBnajaBaha
uieja, He NpuTHCKawa ayrmaau” (boaen, 2008, cTp. 13).

Y MHOrMM Monenvma ce Takohe pasmatpa HEKOAMKO MoKasaTtesba rpynuca-
HUX Yy OBY KaTE€ropwjy y OKBMpY ,MH(OPMALMOHE MUCMEHOCTH" KOja YrNaBHOM
0djenumyje cnocodHoCT , Tpaxema”, ,maeHTudrKaumje/onabupa” ,nourparea”
W ,MpUCTyna/npeTpa)k1Bara/noxparwmnBara” Kao 1 ,AMCeMHUHaLNje/Ae/berba”
peneBaHTHUX MHOPMaLMja, yonwTeHo ce TUMe dasehu ,Kako ce ynoTpebom
Pa3NMUUTHX TEXHOMOWKKX anata ynpasba Nojaurma v uHdopmauujama y
ouno koM cdopmaty” (UNESCO, 2013, ctp. 13). Mako ce Texe CTUUy, jeiHOM
pa3BujeHe KOTHUTUBHE BELUTUHE HUCY TaKo CKIOHe Bp3uM NpomMeHama Kao one-
paTHBHE BEWTHUHE, BEWTUHE KOjE CE OAHOCE HA MEAHje KOje MOpajy Aa ApXKe
Kopak ca Op3vWM W CTaNHUM Pa3BOjeM IMTUTanHux anata (Ana-Mytka, 2011).

lMopea KpPUTUUKKX BELITHHA, Y JOBO/BHOM DpOjy aHaNU3MpPaHUX Moaena ce
pa3MaTtpao W nokasaresb ,BelITUHE pellaBatba IUrMTanHux npobnema”. Bewtu-
He pellaBatba Npodaema Mory No3MTUBHO Ja YTHUY Ha Pa3BOj AUTUTANHWUX BeLl-
THHA WU KOMMeTeHUHja noMaxXyh KOpUCHUUKMMA Aa TAYHO UABHTUDUKY]Y ANUTH-
Ta’HKW anat Koju UM je noTpedaH Aa UCMyHe CBOje LiW/beBe, anu W Nodosbllarbem
CNOCODHOCTH 1a KOPUCTE AUTUTANHE anaTe y pellaBaky KOHLENTYanHKWX, Kao U
TeXHWUKKMX npodnema (Jopaake v ap., 2016). BewTtrHe pewasara npodnema cy
y aHaNM3UPaHUM MOAeNMMa JedUHUCaHE KAao CNOCODHOCT ,MAEeHTU(DUKOBAKA
AMTUTANHUX NoTpeda W W3BOpaA, MOAM3atba HA BUWHW HUBO BAXKHWX OAYKA O
BehWHM NPUKNAAHUX OUIUTANHKUX anata y CKAady ca CBPXOM WK noTpedbom,
pelaBara KOHUENTya/HUX Npodbaema AWTMTaNHUM CPeACcTBMMA, KPeaTUBHOT
kopuwhera TEXHONOTH)a, peLlaBatba TEXHUUKMX Npodnema, ocaBpemerbaBate
CBOjUX W TyhKx KomneTeHuuja" (®epapu, 2013, cTp. 32). Hayunuuu cy Takohe
TBPAWAW Aa Y UEHTPY Naxhe He Tpeda Aa dyae camo CamMOCTanHO peluere
npodnema, Kao WTO je CNyyaj y AaHalkbeM o0Dpa3oBHOM cucTemy, Beh Ha
33jeJHWYKOM pellaBaty npodnema — THMCKMM pasom 0b0aB/batH 3aaaTke U
pa3BHjaTv HOBO 3Hame (Llenkunuc, 2006; Ban dajk v Ban Jepcen, 2014).
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Y 0BOj 1pyroj KaTeropvju, nokasatesbh Koju Cy COMeHYTH Yy 10BO/bHOM DpOjy
Moaena cy: crnocobHOCT ,CHHTETM30Baka”, ,CMMYNTAHOT BplUea paawH”,
,KPETata KPO3 Pa3NUUMUTE MeLWje” W ,MOLpKaBara APYTUX Y PA3BOjy AWUTH-
TaNHUX KOMMeTeHuuja". CmaTpamo Aa ce npBa TpW Nokas3aTe/ba OAHOCE Ha
BMLUKW HWBO KOpULWhera 1 AUrnTanHe COPUCTULMPAHOCTH W 1a HENOCeL0Bathe
OBMX BELITMHA MOXKE A3 UMA OTPAaHUYEH YTULAj HA SUTUTANHA 3Hatba W onwTe
kopuwhetbe, WTO 0djallbaBa 3aLUTO HUCY YKbYUEHH Y HEKe moaene. MehyTum,
cMmaTtpamo aa je nocedHo 3abpurasajyhe To WTo je Ha nocneaky nokasartesb
YCMEPEHO Mano Naxwe MOLWTO j& NOLPKABAWE APYTMX Y PA3BOjy OWIUTaN-
HUX KOMMNETEHLIMja BaXXHO Y OKPYXXEhY Y KOME Ce TEXHONO0THja pa3Buja dp3um
TEMNOM AUKTUPAjyhu KOPUCHWLKMMA CTANIHO OCAaBPEMEHABAME BELUTUHA KAKO
OW npatunu aurutanHe npomeHe. McTpaxvBare je nokasano Aa KOPHUCHWLM
Y Pa3Bujamy CBOJUX BELWITHHA W KOMMETEHLMJa YECTO 3aBHUCE Of PA3NUUMTHX
rpyna nojpluke BaH okBMpa cdopmanHor odbpasoBana (Xodc, 2010), Tako aa
UNAHOBH NOPOAMLE, YUUTE/bH, NPHjATE/bK W KONEre YUecTByjy Y 0XxpadprBamy
W MpyXatby NOMOhK y pa3nuunTUm cutyauujama (Ban Lajk, 2005). O oBome
CE MOKE pacnpas/baTh Kao O CTaBYy M KOHTEKCTYaJIHOM EIEMEHTY, aiu U Kao O
CNocodHOCTH KOJy KOPUCHHULM MOTY @ pa3BHjy Kako du dunu y cTamwy Aa no-
ADPXE Apyre.

BEWUTUHE U KOMMETEHUHJE AUTUTATHE KOMYHHKALUHJE

Tpeha kateropwja nokasartesba OAHOCH C€ Ha BELITUHE W KOMMETEHUHW)e JUTu-
TanHe KOMyHWKauuje (Buaetv Joaatak, Tabena 4). BehvHa oBux uHarnkatopa ce
Hanasuy BeNMKOM Opojy aHanusupaHux moaena. Kao npBo, CBU MOAENH UCTHUUY
BELUTHHE KOJ€ CE OAHOCE Ha MOKA3aTesbe ,Kperparwa” v ,pa3ymeBarba nopyka”.
,a du nodpo uutanu, wyau Tpeda na oBnaaajy BewTMHAMa AeliMdpoBakba U
pa3symeBaha y3 OCHOBY 3Hara NMomMohy Kor mMory aa npoTymaue HOBe WAEje.
3a nucare je BaXKHO pa3yMeTH Kako Cce peyd KoMOWHyjy aa du ce cTBopwune
Waeje, TBPAHE U apryMeHTH M Kako OCMHUCIWTH NOopyKe 3@ MHOopMUCatbe, 3a-
baBy unu ydehusamwe" (Xobdc, 2010, ctp. 31). Kao Apyro, y CBUM MoJenrma ce
pasmatpa nokasaresb ,pasMeHa nopyka / aemberwe caapxaja”. Y ToMm uusby, Ko-
PWUCHWLM CYy HAyYHH AA CYy UM NOTPedHHM 3Hatbe U CNOCODHOCT 1a KOMEHTAPH-
Wy WAK OArOBapajy Ha CaApiKaje Koje Cy APYrH CTBOPWIW W NOJENUAHU OHNAjH
(Xaprutaj, 2007), nok y ucto Bpeme Tpeba aa dbyay cnocodHu ga ca apyruma
[ENe 3HAE WU CapHKaj KOjU Cy CAMM CTEKW UK CTBOPHUIIHK, KA0 U 1a Npearaye
y WKMpEeHY HOBOCTH, cafpaja U u3sopa (Mepapu, 2013).

Y MHOrum mopaenuma Takohe ce pacnpaBmba M O CNOCODHOCTM ,OHNAjH
WHTEpaKLUKje W capaihe”. LIEHKMHC TBpAM fa ce ,'KyaTypa napTuuMnupara’
nojaBuna Kao KynTypa yCBajaka M OAr0BOPA HA EKCMI03Mjy HOBMX TEXHONOIH)a
meauja koje omoryhasajy mpoceyHWM KOPWCHMUMMA Aa cauvyBajy, 3abene-
e, MPUCBOje W MOHOBO KOPUCTE MEAMjCKK Caap:aj Ha MohHe HOoBe HauuHe"
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(LleHkuHc, 2006, cTp. 8). Y cknagy ca TUM, Y3 KOMYHUKALWOHE BELUITHUHE, He-
OMXOAHE 3a MpeHolWewe NopyKa W MHTepaKkuMjy Ca OHNAjH KOPHUCHULMMA,
BELUTHHE ,YUYECTBOBAHA Y OHNAJH 3ajeAHULAMA U MPEXAMA" BEOMA CYy BaXKHE.
Ogaj nokasaTesb je CMOMEHYT Yy 10BO/bHOM OpOjy Mojiena AUruTasHe NMCMeHo-
CTH WU MOXeE Ce MOBe3aTh Ca KPUTHUUYKMM BELITMHAMA U BELUTUHAMA YNpaB/batba
npusatHolwhy Koje cy pasmatpaHe y NpeTxoAHOM OAe/bKY, MOWTO KOPUCHHULM
KOjW YUYecTBYjy Y OHNAjH 3ajefHHUAaMa Takohe mopajy Aa dyay y cTary aa Kpu-
THYKHK npoueHe HHAOPMaUKjy KOjy KOPUCTE U AUCTPHUDYHpajy.

W ,HeTMKeumnja" je pasmatpaHa y MHOTUM MoLenrmMa. HeTukeuuja je kopuc-
HWLUKMMA HEOMXOAHA Aa OW YTBPAMAM W MOLITOBANM NPAaBKAA NPUKIAJHE WU YuTH-
BE KOMYHHKaLMje ca Apyruma Kopuctehu pauyHapcke Mpexe v uHTepHeT. ben-
wo ynyhyje Ha OBy BpPCTY BEWTHHE KAao ,KyATypHE" W onucyje je Kao ,noTpedy
[a C€ PA3YMEJY Pa3NUUUTH LUTUTANHU CaApPHajHU KOJE HEKO MOXE A JOKWBH,
pa3nuuuTH 0dpacum v HauMHW obaB/batba Hevera, CTBapH Koje cy npuxeaheHe u
MOAPaHe, Ka0 U OHE Ha Koje Ce MPLITUMO W oabujamo ux" (benwo, 2011, cTp.
207). CyrepMcaHo je 1 Aa je HETMKELMja HauMH OHMAjH MOHALaka Koje Mopa
Aa Ce Hayuu Kpo3 npakcy, cmatpajyhu na dopmanHa ynyTcTBa HUCY LOCTYMHA
(Ban Hajk, Ban [epcen, 2014, ctp. 34). Y obdnactv HOBKMX Meauja, 0Baj Nojam
Takohe MosKe Aa ce MoBexke WU Ca KOHLENTOM ,KanuTana MHTUMHOCTH" KOju je
topmynucao Jlambep (Lambert) (2015) y CBOM MCTpa)k1Bawy Ha TEMY Kako
KOopucHUUKM y Oejcdyk odjaBama npeHoce CBOje Her3peyeHe, KONeKTUBHE HOp-
Me KOje Ce OHOCE Ha ,jaBHO U3HOLLEHE HHTUMHOCTH" (JlTambep, 2015, cTp. 8).

,YNPaB/batbe AUTHTANHUM WAEHTUTETOM” CE€ pa3MaTtpano y CamMoO HEKONMKO
aHanM3MpaHux mosena. MehyTum, AUTUTANHO OKPYXKetbe NpyKa KOPUCHULMMA
OpojHe moryhHOCTH Aa cTBapajy CBOje pa3iMuyMTO ,jaBHO ja" Koje Mory aa Ko-
pUCTE Y Pa3NMUUTUM NPOCTOPHUMA M caapskajuma (Ana-Mytka, 2011, cTp. 41).
Ocobe mory aa maptvuunupajy y OpojHUM OHMajH 3ajegHullama kopucTehu
pasnuunTe WAeHTUTeTe, aBaTape WAK NUYHOCTH Yy CBakom npoctopy (benwo,
2011). Crora je, y CBpXy 1UHe 3aWTHTe, anu U ecdrkacHe KOMyHHWKaUuWje ca
APYrMMa, BaXHO Aa KOPUCHUUM MMajy CBECT 0 MHOpPMallMjaMa Koje aene no-
CPefCTBOM OBMX IMKOBA M OHMAjH TMYHOCTHM M KAKO Ce TUM UHDOpMalMjama
MPUCTYNa, U KAKO Ce OHe NPOHaNa3e oHMajH. YCKOo noBe3aHa ca cnocobHowhy
eUKACHOT W CUTYPHOT YyNpaB/batba JUTMTAHUM WAEHTUTETOM je ,CBECT O Ny-
dnnuM”, nokasartess Koju je Takohe H1o npucyTaH camo y HeKOAHUMHK Mofena,
a jetasbHuje hemo ra pasmatpaTu y cneaehoj KaTeropujy nokasartesba.

BEWUTHHE U KOMIMETEHUHJE CTBAPAA
AUTHUTATHOI CAAPXAJA

Ha ocHOBY aHanu3e 4eTBpTe rpyne WMHAMKATOPA KOja CafApKW BelTHHE
cTBapaka AWTMTANHOr caapxaja (Buaetu [lopatak, tabena 5), mokasatem
,CTBapahe v ypehuBare HOBOT cagpaja / rpahere HOBOT 3Hata" je CNOMEHYT
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y BenvKkom bpojy moaena. Y cknagy ca TMM, KOpHCHUUKM By Tpedano aa mory aa
CTBApajy HOBO 3Hake, AeN0Be MHOPMaLHja, MeHjCKE NPOU3BOAE UK APYTa
AMTWTaNHA OCTBapeHa Koju bW Tpedano fa yTMuy Ha MCNywaBare 3ajaTtaka
unu peliasare npodnema (MaptuH v Ipyheuku, 2006, ctp. 257). CnocobdHocT
,CTBApatba KPEATUBHOT M3pa3a” je CNOMEHYTA Y MHOTUM MOAENMMA U YKHHU Ce
[a je HEeONxOoAHa 3a ApYyWwTBeHo yuyelwhe, TMUHK U3pa3 U npodecroHanHy ak-
TUBHOCT: , KpeaTHBHOCT y pyKOBaky AUTHTANHUM anaTUMa U MEAWjUMA MOXe
Aa nodosblwia pag, yyewe uir xoduje najyhv HOBU ¥ MHOBAaTMBHUM CMHCAO 3a-
[3ALMMa KOje M3BPLUABAMO WM MPE3EHTOBAY pe3ynTata. HeonxonHa je 0TBO-
DEHOCT 3a yUYeHe WK CTBapate, U npunarohasame W 001MKoBake noctojehux
HauuvHa y HoBe moaene” (Ana-MyTka, 2011, ctp. 52).

[loBomaH dpoj moaena AUruTanHe NMCMEHOCTH Ce OAHOCH Ha BEWTHHY Koja
je KOpUCHUUKMMA noTpedHa 3a ,MHTerpucame W NOHOBHO Cnarake noctojehmx
Cafpxaja“, Kao pPeneBaHTaH €1EMEHT Y PA3BOjy AUTUTANHUX KOMNETEHUH]A. Y
TOM KOHTeKCTy, EweT-Ankanaj roBopv 0 ,0NMCMEBEHOCTH 33 PENPOAYKOBaHe”
WKW ,YMETHOCTH KpeaTUBHOT peuuknvpama noctojeher matepujana” (Ewer-
Ankanaj, 2004, ctp. 96), wWTO 3axTeBa BULWEAUMEH3WOHANHO DPA3MULLbAHE
CK/IOHO CMHTETM30Baky KOje MMA 33 LW/b UCNPABHO, OPUTMHANHO U KPEATUBHO
KombuHoBawe noctojeher matepujana. Ca npakcom MHTErpucara ¥ NOHOBHOT
cnarawa nocrojeher caapskaja 0dWYHO Cy NOBE3aHM ,CBECT M yNpaB/batbe Npa-
BOM Ha WHTENeKTyanHy csojury (IPR)® 1 go3sonom”, nokasatesm Koju je Takohe
CMOMEHYT Y JOBO/bHOM Dpojy moaena. CaBpeMeHo AWIMTanHO APYLWTBO CMa-
Tpa Ce LpYWTBOM Y KOME CE TMUYHA KOMYHMKALMjA M1 MACOBHA KOMYHHKALHja
cnaxy (Kacrenc (Casells), 2009) v y Kome ce CBeCT W MOLWTOBawe Mpasa
CBOjUHE BMCOKO BpefHyjy. Y TOM UW/bY, KOPUCHHUUKM He du Tpedano na dyay
CBECHM CaMO MpaBuaa Koja ce oaHoce Ha Kopuwhere noctojeher aena, seh
ov Tpedano na dyay y ctamwy Aa pasymejy v pasnuuuTe BPCTE 103B0O/A U Ad UX
MCMPABHO MPHUMEtYjy Ha COMCTBEHE AWruTanHe npowussoae (Mepapu, 2013).
Kao wTo je Beh pedyeHo, nokasartesb ,CBECT O NyOAUUMK" je CNOMEHYT camo Y
HEKONMMLUWHKW aHanu3MpaHWx moaena. Mctpaxusawe Te obnacti Takohe je
noKasano HW3 Pa3IMUUTUX HWBOA MPUBATHOCTH W MyDONUKE KOjUX KOPHUCHULM
Tpeda aa dyay CBECHW TOKOM CBOje OHMAjH aKTWBHOCTM. Kao npBO, mMocToju
,yobuuajeHa” nybnuvka v Ty cTynajy Ha CLUEeHy N1Tarba MHTEPNEPCOHANHE NpH-
BAaTHOCTH. KOPWCHULMMA KOjU HE MO3HAjy OTBOPEHOCT APYLUITBEHWMX MpEXa
MpeTH ONaCHOCT NOTLEHMBAMKA 3HAYAja BUABUMBOCTH HHXOBE OHNAjJH aKTUBHO-
ctv (de Bond v Xejman, 2015). boja (Boyd) (2010) TBpax aa noctoje 3 nojase
KOje y3pOoKyjy CajTOBM 33 APYLITBEHO NoBe3uBare (SNSs) 1 KOjUX KOPHUCHUUM
Tpeba fa dyay cBecHu: ypyllaBamwe Cafpaja, HeBUAbUBA MYONHMKA U Mellatbe
jaBHe W npuBaTHe cepe. TOKOM Mpoueca colujanvsauuje Jbyau rpaje pa-
3/IMYMTA OKPYKEhaAa, Kao LTO Cy MOPOAMLA, NpHjaTesu U konere. MehyTum,
CajTOBM 3a ApYLUTBEHO NOBE3MBAhE U3NUCKYjY jaCHY AudepeHunjaumrjy usmehy

6 IPR — Intellectual property rights — lMpum. Gpes.
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OBa TPW OKpyKeha, CTBapajyhu Tako notewkohe KopucHWUKMMA Aa YCBOje
OHNAjH MOHALIAKbE KOjE je NMPUKNAAHO 33 CBAKW 0 hWX. McTpaxuBamwe ce
Takohe 0AHOCHA0 Ha ,MMArMHAPHY NYyDNMKY" — MEHTANHY KOHLUENTyanru3auujy
/bYW KOJUMA MOXE Aa Ce nowase nopyka (Jlut (Litt) v Xaprutaj, 2016) 1 koju
mory na dyay v3asBaHu umajyhu y BUAYy Aa ,MPOCEYHU KOPUCHHUK BEPOBATHO
HWjE HULWWTA YYnOo O NydAKMLM, Na CY HEroBe CTpaTeruje 1 CBeCT 0 TOMe AoHeKe
cnyyajHe u cnoHtaHe” (Jlut u Xaprurtaj, 2016, ctp. 9). JocTynHOCT ApYLUTBEHMX
Mpesa CTBapa HEBU//bUBY MYyDHMKY U YMHM 1 KOPUCHHULM HUCY CBECHHW KO CBE
MOJE [1a MMa MPUCTYN HUXOBOM OHMAJH NPEACTaB/batby AOK Cy y CTpaTernjama
ynpae/batba MPUBATHOCTH APYLUTBEHUX MpEXa rpaHuue usmehy npuaTHe M
jaBHe cdepe HejacHe (JlamnuueH, JlextureH, Jlexmyckanuo (Lehmuskallio)
u TamuHeH (Tamminen), 2011). Kao apyro, sbyau Tpeda aa dyay CBeCHW Ko
je wrxoBa nybnvka umajyhu y suay v tpehe nuue. MHdopmaumje koje oHu
CBECHO WM HECBECHO 00jaBsbyjy OHMAjH Mory Aa aohy Ao ,TUXUX caywanaua”
npexo anavkauuja (Wryuman (Stutzman), Mpoc (Gross) v AkBuctu (Acquisti),
2013; Baur (Wang), Cjy (Xu) v 'pocknarc (Grossklags), 2011) vnu ornaca.
McTpaxuBare je NoKka3ano Aa KOPUCHHULM MMAjy BHLLIE HAYMHA Ad KOHTPOSM-
Wy NpoTOK MH(OPMauMKja Ka APYrdM KOPUCHWLUKMMA, Tpehum nuurma v aa-
Baouuma ycnyra (Xejman, e Bond v Mupcon, 2014). Tpehe, HayuHWuu cy
pasmaTpanyd anropuTamcKky KOHTPOAY KOoja MofpyBa MOh KOpPUCHMKA Hapg
COMCTBEHWUM OHMAjH NpeacTaBaMa M KOMYHUKALMjKU CTaBbajyhu anroputam y
cnyxdy CBHMX acnekaTta bMXOBOT CBAKOAHEBHOT xHBOTa (bup (Beer), 2009). Ha
Kpajy, KopucHuuu bu Takohe Tpebano na ce daBe nuTabeM OHNAjH HAA30pa,
HapOUMTO Yy CBETNY HeJaBHUX oTKpuha Haa3opa Koju Bpww Apxasa (MpuHBang
(Greenwald) u Makackun (MacAskill), 2013) uan manunynucarwa KOPUCHH-
LUMMa y UCTpaXHBaUKe CBPXeE, Kao y cayyajy ,dejcbyk excnepumenta” (Yem-
bepc (Chambers), 2014).

CTPATELWIKE BELUTUHE U KOMTTETEHLUH)E

Y KaTeropuju cTpaTewkux BewTrHa (Buaety Joaatak, Tabena 6) y 40BOBHOM
Opojy Moaena ce pasmartpana BewTWHa ,kopuwhewa WHbOpMauuja 3a
UCNYHEHE NTUYHUX U NPOdECHOHANHUX 3aaaTtaka”. Baw Jajk 1 Ban [epceH
(2014) cmaTpajy Aa Cy CTpaTeLIKe BEWTUHE HajHANPEeAHW]e MHTEPHET BEWTU-
He W TBpAE [a KX Tpeba Be3MBaTH Ca NOjMOBMMA OCHAXHBAhA M JOHOLEHA
oanyka. Y ToM cMHCy, KOPUCHWLM Tpeda aa dyay y cTaky Aa Ce OpHUjeHTHLY,
AOHEeCy oANyKy W Aenyjy Ha OCHOBY NMpWMJ/beHE OHMajH MHdOopMmauuje aa du
WCNYHWUNW ofpeheHn UK W eBEHTYaNIHO WM3BYKAW JIMUHY WAW NpodeCcuoHan-
Hy KopucT. CTpaTewke BELWTHHE Ce 3aCHMBAjy HA MPETXOAHO Pa3MaTpaHWm
KaTeropyjama BEWTHHA W KOMMETEHUMja, aau ce cmatpa Aa Tpeba aa dyay
Ha BULIEM HWUBOY MPUIMKOM WCMyHaBata 00pa3oBHUX, NPOdECHOHATHUX W
NMYHUX 3ajaTaka NoCpeAcTBOM afeKkBaTHe ynoTpede AWMIMTaNHKWX CpeacTaBa
(Maptun v 'pyheuxu, 2006, cTp. 265).
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MehyTtum, y oKBMPY MCTe KaTeropuje, cnocodbHocT ,yTBphuBama jaza mehy
AUTUTANHUM KOMNETeHUMjaMa" je CMOMEHYTa CaMO Y HEKONIMLMHKW aHannu3npa-
HUX mogena. Mnak, kako ce notpede 3a AMrMTanHOM nucmeHowhy memwajy y
cKknaay ca oapeheHum KUBOTHUM OKONHOCTUMA (MapTun v Ipyheuku, 2006) 1
yBOhE€HEM HOBHMX TEXHONOTMja U KOMYHWKALMOHUX anaTta, pa3Boj AUTMTANHUX
BELITMHA W KOMMETEHLM]a je MPOLEC KOjW TPaje TOKOM YWTABOT XKHUBOTA 3a KOjH
CBaKM nojesrHal Tpeba aa npey3me oaroBopHocT (Ana-Mytka, 2011, cTp. 42).
KopucHWuM Mopajy Aa dyay y cTawy Aa yTHYY HA HUBO CBOjUX KOMMETEHLM)A
Kako OW oapeauny npaesal y Kom Tpeda a ce pa3Bujajy ca UWbem aa obase
CBOje IMuHe v NpodecHoHanHe 3aAaTke y JaHallbeM IUTUTanHoM 100y. Y Tom
unmy, DIGCOMP npeanae npojekat AETa/bHE MPEXKE CAMOMNPOLEHE KA0 anat
nomohy Kor KOpUCHULM 0DjalltbaBajy v pasymejy HauuH Noau3aka CBoje Au-
rMTaNHEe KOMNETeHUMje Ha BUWHK HUBO (Mepapu, 2013).

PA3SMATPAKE

M3Bohewe dp3or npernega crtama je NOTBPAMAO M3Y3€THO KOMMIEKCHY NpH-
posy yTtBphuBara W AedHHHCAbA AWTMTANHUX BELWTHHA, MUCMEHOCTH M
BHMa CPOLHMX KOMNETEHUM]jA. MaKo je Ha OCHOBY pa3maTtpaHux 13 moaena
AUTWTANHE MUCMEHOCTM YCMELWHO YCTAHOBBEHO 39 nokasaTte/a, A0Ka3ano
ce Aa je ytBphuBare nokasaTesba y OKBUPY MOAENA TEXAK 3aAaTak, TauHuje
pasnor TOMe je HenocTojawe jaCHe pasfivMKke W npeknanama mehy KoHuenT-
ma. PasmaTpajyhu noTeHuujanHy npvMeHy OBMX MOAENa Ha BPeJHOBae,
eBanyauujy v ynopehvBarwe HUBOA JWUTMTANHE MUCMEHOCTH, jacHa je noTpe-
Da 3a WHTErpuMCcaHWjUM KOHLENTyaaHUM MPUCTYNOM MAW YaK CBEODYXBAaTHUM
jeAUHCTBEHWM OKBMPOM KOju by Tpebano na dyae onwTa nonasHa Tauka.

[lpyrv BEN1KKM M3a30B je KOHBEP3Mja TaKBOr CBEODYXBATHOr OKBMPA Kao W
BEAMKOTr Opoja nokasate/sa Koje dv oH 0dyxBaTao y aHKeTHA NuTawa. Nutara
KOja ce 0OfHOCe Ha 0becMMLL/baBatbe NoKasaTesba, TEXHONOLWKY OrPaHUYEHOCT
WKW OTPAHUYEHOCTH TMUHOT ONpesie/berba 38 BPEAHOBAE AUTMTANIHUX BELTH-
Ha, MMCMEHOCTH W HbHMa CPOAHUX KOMMETEHUMja 00MMHO cy odpaheHa y nuTe-
patypu (Ban Jepcen, 2010).

[pBe Kopake y TOM npasuy npeay3rma MHCTUTYT 3@ NepcneKkTUBHE TEXHO-
nowke cryauje (IPTS)’, jenan on cefam 0djefUHEHUX MCTPAXHMBAUKMX LIEH-
Tapa (OWL) Esponcke komucHje. TakaB NMOKyLWaj HANPAB/bEH j€ AETA/bHUjOM
enadopauunjom DIGCOMP-oBor okBupa Koju cy pa3sunu Ana-Mytka (2011)
n ®epapu (2013) y ,OKBUpPY AWrMTanHe KomneteHuuje 3a rpahaHe — HoBa
dasa 1: KoHuentyanHuu pedepeHtHn moaen” (Bypukapu (Vourikari), MyHuje
(Punie), Kapetepo (Carretero) v Ban nex bpanae, 2016).

bp3u npernea ctawa 13 MoLena AUTMTaNHe MMCMEHOCTH A0BEO je 1O HW3a UH-
TepeCaHTHHUX 3aK/by4aKka KOju CE OA4HOCE HA IUTUTANIHE BELUTHUHE U KOMNETEHLWje

7 IPTS — Institute for Prospective Technological Studies — Mpum. ipes.
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Koje Cy MpeAcTaB/beHE Yy HAjHOBWMjUM KOHLENTyaaHWM Mojenvuma. BaxkHo
je pehu pa je oapeheHum BewTHHAMa M KoMNeTeHuWjama nocBeheHo Bulle
Makke Ha yWTpd Apyrux, a HeKe of HUX Cy camo peneBaHTHe. Kao npeo, Be-
WTHHE KOje Ce OAHOCE Ha ,M03HaBawe U Kopuwhere xapasepa”, ,MO3HABAE
U Kopulherwe AUTUTaNHKUX anaTta v coTeepa” u ,Mo3HaBake U Kopuuwhere
WHTEpHEeTa" pa3maTpaHe Cy y CKOPO CBUM aHaNW3MPAHUM MOLENUMA AWUTUTAN-
He nucMeHocTH. Kao wTo je Beh peyeHo y NpeTxofHOM OAesbKy, onepaTus-
He, TeXHWYKe W hopMmasHe BEWTHHE W KOMMETEHUMjE YONWTEHO Ce CMaTpajy
OCHOBOM 3a ynotpedy AWrMTanHUX Caapxaja, Na Cy Tako Wy BEAWKOj MEPH
YK/byUeHe W pa3maTpaHe y mojaenuma. MHpopmalmoHe U KOTHUTUBHE BellTH-
He W KOMMEeTeHLMje, Kao WTO Cy CNOCODHOCTH ,Tpaemwa”, ,uaeHTudukauuje/
0aabupa”, ,AMcemMuHaumMje/aemera” 1 ourparka” notpedHux MHdopmauuja
Takohe cy cnomenyte y BehuHu oa 13 moaena aurutanHe nucmeHoctd. Cno-
CODHOCT ,aHanu3e v eBanyauuje” cagpaja cMaTpana ce peleBaHTHOM y CBUM
KOHUENTYa AHUM MOJIe/IMMA M KaKO CBM UCTHUY, K/byUHa je 3a pa3Bujatbe He-
OMXOJHUX KPUTHUUKHUX BELITUHA KOPUCHWKA Y AOHOLEHY WCMPABHUX OANY-
Ka y CKNagy ca cagpxajem ca kojum ce cycpehy oHnajH. MHTepecaHTHo, Y
BehWHKM MoAena AUruTanHWX BeWTHHA YK/bYUEHHUX Y CTYAMjY pacrnpasbano ce
0 BEWTHHAMa W KOMMEeTeHUWjaMa W3 KaTeropuje AuruTaaHe KOMyHWKauuje,
Kao WTO Cy ,Kpeupawe nopyka“, ,pasymeBame nopyka“, ,pasmeHa nopy-
Ka / nememwe cagpaja“, ,0HNajH UHTEpaKkUWja U capaawa”, ,HeTUKeuuja” u
LKOaupare/aekoaupare nopyka“. CnocobHoctv ,cTBapawa W ypehuBama
HOBOT cajap:kaja / rpaherba HOBOT 3HaHA" W ,CTBApatba KPeaTUBHOT HW3pasa”
Takohe cy NpuUCyTHE y CKOpPO CBMM Moaenuma nokasyjyhu Tako Ja je BaKHa
pasnuka umehy AurutanHe KOMyHUKaLMje U CTBapatba AUIMTANHOT CafpiKaja.
Mako ce cmatpajy nomohHuM y AoBO/bHOM OpOjy Mopaena, crpaTellke Be-
WTHHE MOTMYHO CY WCK/bYYEHE M3 HEKOJMKO MOAENa JWruTajaHe NMUCMeHo-
cTi. KopucHUUMMA Cy, 3anpaBo, notpebHe BewWTHHE W3 CBUX rOpe Crnome-
HYTMX KaTeropuja Aa o pasBuaM OBy nocedHy KaTeropujy KomneTeHuuja.
Mehytum, cmatpamo pa Tpeda NOHOBO pasMMCIMTM O 3HaAyajy Cnocood-
HOCTM KOPWCHWKA Aa ,KOPWUCTE WHMOPMauMWjy 3a JudYHe W npodecuo-
HanHe 3ajatke”, ¢ 0D3MpoM Ha TO Aa je BPJO 3HayajHa 3a dyayhe mopene.
[pywTBeHW W TEXHONOWKW PpA3BOj CTBApajy KOPUCHO OKPYKewe 33 Ha-
rnawleHy BWA/BUBOCT ojpeheHux nokasatesba, Kao WM 3a HegocTaTak NaxKie
yCMepeHe Ka [Apyrdma TOKOM BpemeHa. Tako Ce WHTEepPECaHTHW 3aK/byulM
0AHOCE Ha noKasaTesbe ,ynpas/batbe AUTMTANHUM WAEHTUTETOM” W ,CBECT O
nydnuumn”. Mako cy CNOMEHYTH Yy HEKOMMUWHW WK Y CAMO HEKOJIMKO Moje-
na, OBM MoOKa3aTe/bM Cy BEPOBATHO MOCTAIM MHOTO Ba*KHWjWU Ca yBOhewem U
nosehatem NonynapHOCTH HOBUX Meauja. OBa NMpOMEHa TEXWWTA, a Cy Ta
[Ba MnokasaTte/ba pa3maTpaHa NPBEHCTBEHO y MOAENWMA pa3BHjeHWM mnocne
2010. ronvHe, MOXe [a ce npatv y Hawem odpacuy. MojMoBM Kao WTO Cy
,MIPUBATHOCT M 3alUTMUTA TMYHUX NoJaTaka" TOKOM BPEMeHa MoCTanu Cy CBe
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NPUCYTHHjU W BEPOBATHO DO/bE BPEAHOBAHM Y AWCKYCHjaMa O AWMTUTANHWUM
BELWTHHAMa U KOMNETEHLMjaMa U3 pas3nora CAMYHUX OHWMA KOjU Cy NOBE3aHH
Ca HOBMM M3a30BMMa yBohema v Kopulwhera HOBUX Meauja. Y mehyBpemeny,
yewhe NOMUHbAHE BELITMHA CTBApatba M MOHOBHOT Clarawa Cajpiaja Moxe
CE MPWUMKUCATH OMLWTHjOj LOCTYMHOCTH W MPUCTYNAYHOCTH anaTa 3a CTBapare
AUTUTANHOT CafApKaja U anauKaumja 3a Se/bere cafpxaja.

KoHauHo, aHanu3a uctuye notpedy pasBujatba MHOTO LWKpe Aedate 0 Auru-
Ta/HMM BELITHHAMAa HEro WTO je TO MMKPO NepcnekTHBa. Bpao yecto ce moae-
NV AUTUTANHE NMMCMEHOCTH OJHOCE Ha NOjeArHAYHe aTpubyTe, be3 y3umamwa y
003up ApywTBeHor koHTekcTa. Mako LleHkuucos moaen (2006) jacHo nokasyje
notpedy 3a ApYWTBEHO 3aCHOBAHOM MPUCTYNYy pa3Boja AUTMTANHUX BELUTHHA,
Yy MHOTMM APYrMM OKBMDHMA €BMEHTAH je HeJocTaTak ycpeacpeheHocTH Ha
BEWTHWHE KOje CE BWLUE THUYY CaApXkaja, Kao WTO Cy ,3Hake 0 TOME rae Tpa-
KT nomoh” W ,NOAPKABAE APYTHUX Yy Pa3BOjy AUTMTATHUX KOMNETEHUH)a".
MehyTiMm, 3Hauaj 1 NOTEHUMjaNHK YTHULA] MEXaHW3aMa NOAPLUKE Cy ONWHWPHO
pasmaTtpaHu y pagosuma Xobca (2010), Ban Hajka (2005), v AjHoHoBe u Te-
uutcoBe (Geniets) (2015). JacHo je na he y dyayhHoctv OuTH noTpedHo MHoro
BMLLE Makte, yTHULaja U WHTEerpauuje nojMoBa NoApLIKe Mpexama M cnocod-
HOCTW Ae/beha 3Hatba M Pecypca YMme ce 0TBapajy AedbaTe 0 AMIHTaNHUM BeLl-
THHaMa Ha M€30 U MaKpO HUBOY.

[pesena c exnineckoi Ana Casuh
Pegakuuja tipesoga /byouua Jbyouwuh

Hacnos v3sopuuka: lordache, E., Marién, |, & Baelden, D. (2017). Developing
Digital Skills and Competences: A Quick-Scan Analysis of 13 Digital Literacy
Models. Italian Journal of Sociology of Education, 9 (1), 6—30.

doi: 10.14658/pupj-ijse-2017-1-2
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DEVELOPING DIGITAL SKILLS AND COMPETENCES:
A QUICK-SCAN ANALYSIS OF 13 DIGITAL LITERACY MODELS

Abstract

The development of digital literacy has become a key element on the agenda of
scholars, practitioners and policymakers worldwide. To this end, actors in the field
often make use of conceptual models on digital literacy. As these models inevitably
play a role in shaping the public debate on digital literacy, it is important to gain
insights into the concepts and ideas they put forward. This article aims to: (1) unravel
the complexity and diversity of concepts regarding digital skills, literacies and
competences; (2) identify the concepts promoted in 13 selected models on digital
literacy; and subsequently (3) analyse the concepts that shape and/or dominate the
scholarly and public debate on digital literacy. The results of this article are based
on a literature review and quick-scan analysis of 13 digital literacy models that have
been published and used by actors in the field between 2004—-2014. The frameworks
were mapped in a matrix and compared on the basis of 39 indicators, clustered in
five categories: operational, technical and formal; information, cognition; digital
communication; digital content creation; and strategic. The results of the analysis
point towards an unbalanced focus on certain skills and competences, with particular
emphasis on a series of operational, information-searching, and communication
skills.

Key words: digital literacy, digital skills, digital competences, concepts models.
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INTRODUCTION

The increasing digitization of public as well as private services is progressively posing a
threat for individuals and communities that do not possess the necessary tools to handle
the new digital ecosystem. As shown by recent studies ( Van Dijk 2005; Helsper 2008;
Marién et al.,, 2013), the traditional discourse that very often correlated digital exclusion
with social exclusion and deprivation is no longer valid. Indeed, there is no longer a clear-
cut view on the groups at risk of being or becoming digitally excluded.

As such, distancing from the traditional dichotomy - included versus excluded
populations groups, this paper argues that recognizing how social and digital inequalities
operate require to tale into account that digital inequalities are more than a mere issues
of access: digital and social exclusion are multidimensional social processes reflecting
broader types of inequalities.

Thus this leads us to two broad questions: first, with the increasing digitization of
services, both public and private, what new skills and literacies will be needed in order
to sustain an autonomous an empowered use of these services? Second, what range of
motion will be left for those already excluded at the social and economic level?

To answer these questions, this paper builds on empirical materials to consider
experiences with digital tools and series from a life course perspective. Based upon 90 in-
depth interviews with respondents equally distributed across three specific life stage -
18-30; 31-50; 51-70 - this article aims at identifying the crucial aspects that define an
autonomous use of digital media. The strength of this approach is that it allows to move
beyond the emphasis on quantitative data to show from a qualitative analysis that (1)
digital inequalities are highly related to life stages, and (2) various aspects define the
daily needs and wants within a specific life stage.

1. THE DIGITAL DIVIDE DEBATE
1.1. SETTING THE SCENE OF THE DIGITAL DIVIDE

Since it became clear that information and communication technologies (ICT), and
particularly the Internet, will play an increasingly significant role in all aspects of life,
general concerns about inequalities related to ICT diffusion and adoption have grown in
theoretical and political circles. Indeed, with the increasing democratization of internet,
policies and academic debates have been built around the idea that development of
digital technologies would lead to an information revolution that would change the way
people live and interact with each other. The digital divide, defined as ‘the gap that
separates segments of society as well as whole nations into those who are able to take
advantage of new ICT opportunities and those who are not” (OECD 2000:3), is based on
the deterministic assumption that mere access will automatically lead to a full of ICT,
regardless of the various social and cultural contexts in which are embedded. Put
differently, the notion tends to imply a singular demarcation between the digitally
engaged and the digitally disengaged. With this definition in mind, numerous policies and



academic researches have focused on disparities in physical and material access with the
idea that socio-economic status was the sole predictor of internet use.

As more people gained access to digital technologies, observers started noticing that
certain kinds of people (whites, males, wealthy....) were more likely to use the internet
than others. The strong differences among people with formal access to the internet
encouraged researchers and policy makers to shift the debate towards understanding the
patterns of inequalities brought to light and exacerbated by digital technologies. Indeed,
the significant in the forms of information and the ways it was accessed by people showed
the oversimplifying nature of the concept that too easily forecloses discussion about what
is at stake for the unwired side of the divide (Ginsburg 2005).

1.2. THE CURRENT RESEARCH

This article thus inscribes itself in the continuity of researches on digital inequalities.
Indeed, recent studies show that socio-economic background is no longer the sole
predictor of digital exclusion (Marién et al., 2013; Van Deursen& Van Dijk 2013...); as a
result, groups at risk of being digitally excluded become even more difficult to identify.
However, despite several exercises aimed at developing more comprehensive typologies
(Rogers 2003; Rogers 2003; Livingstone & Helsper 2007), limitations in digital
inequalities research - such as the lack of theoretical framework, the overemphasis of
problems that are social by nature (Marién& Prodnik 2014) - have soften the input if
these valuable contributions. In this regard, individual characteristics have often bee
taken as the start and end point of the analysis in trying to understand the processes that
drive the adoption of digital media in the everyday life. Yet, this approach is often set out
whitout clear theorization of how individuals influence each other or how social group
practices affect the digital engagement of individuals.

As such, this article furthers the debate by exploring the ambiguities and contradictions
as well as the relationships wrought, shaped, altered and challenged by and through
digital media. Most if the digital divide research has been focused on the who - who has
access and who doesn’t - when we should be paying attention to the how - how are
individuals making sense of digital technologies in their daily lives?

2. METHODOLOGY

Since it is essential to study digital inequalities and digital inclusion from a broader
contextual perspective, a life course approach allows to look at people’s life progress and
the consequences of digital differentiation according to the evolution of both
circumstantial and structural aspects that define people’s various needs, wants and
constraints.

The life course perspective refers to a sequence of activities or events embedded in
individual lives and aims at mapping, explaining and describing change in social positions
over time (Elder 1994; Meyer 2009;). Hence, the aim of such an approach is to uncover
specific moments or turning points in life that triggered or halted the use of digital media



to see if live events have had or still are still an influence on the current use of digital
media. In this way, tackling the issue of digital exclusion and inclusion form a life course
perspective is an innovative theoretical and empirical research insofar as it enables an

in-depth and dynamic understanding of the meaning of individual’s uses and their
societal outcomes according to tehir particular life events and social roles across life.

In this framework, this article is built upon interviews amongst 90 respondents equally
distributed across the three following life stages:

* The first life stage (18-30) which is the period in which young people are
building autonomy in all domains of the social life (employment,
relationships...) and steadily increasing their social, economic and political
participation in society.

* The second life stage (31-50) is a period in which which individuals are
assumed to have developed autonomy and participate fully in society;
however, the challenge at this stage is to maintain this this autonomy and full
participation while at the same time managing work, family and life hazards.

* The third life stage (51-70) can be characterized by the desire to remain active
participants of society and to remain independent while ageing is considered
an increasingly important policy challenge

Hence, the life course perspective is valuable insofar as it (1)- recognizes that different
period of life influence status social identity, roles and rights in society; (2)- emphasizes
the fact the developmental changes are continuous processes experienced through life
and not just through particular episodes of narrow life phases.

3. RESULTS

Throughout this study we have aimed at looking at the manners in which digital media
shape social practices as well as paying attention to the ways in which interpersonal
medium of communication have come to increasingly play a role in facilitating the
logistics of the everyday life (Haddon 2000).

[t thus emerges from our research that there is no longer a single aspect of the everyday
life in which digital media are not involved. Indeed, from managing a business to planning
family holidays, it appears that digital media have become an integral part of the conduct
of the everyday life. Following this observation, our research uncovered three main
categories that illustrate whre, how and why digital media have become so integrated
into the fabric of daily life.

3.1. GEOMETRIES OF THE INTIMATE

Looking closely at the family levels and at the interactions and digital uses of the familial
environment, our findings suggest that digital technologies play a major role in the
household, on the one hand by creating new forms of intimacies within the household.




Indeed, as digital media steadily fill in every domains of life, it appears that digital
applications (emails, instant messaging apps...) and especially social networking
platforms (Facebook, WhatsApp....) are gradually becoming the mainstays of most social
interactions within the family (Lomanowska 2016). In fact, regardless of age, and/ or
educational and social background, almost all the respondents across the three life stages
possess or are involved in group chats (on WhatsApp and Messenger generally)
dedicated to intense communication with the family. These groups chat thus reconfigure
the way people relate to each other by expending the opportunity for daily meaningful
contacts, especially between family members locked in different space-time routines,
whether because of work, school or business trips. It is what Jamieson (2013) concurs
when looking at intimacy and personal relationships in the digital age: “for both those
living together but spending more time apart (living together apart) and families and
relationships that think of themselves as a unit despite separation over distance (living
apart together), such technologies assist intimacy by providing new ways of dong ‘older
things’ (2013:9).

One of the ways in which these new forms of intimacies are wrought within the household
is through the organization of daily, seemingly mundane life activities:

I communicate a lot with my sister via Facebook Messenger or via SMS or WhatsApp
and we have something like that because we also go babysitting once at my mother’s
niece and that just such an easy way to communication, if something is happening
with the kids, or if something needs to be done once we arrive there... So yes,
WhatsApp is important. (Female, 1% life category)

In this sense, digital media do not replace existing means of communication, nor do they
render social contact obsolete; rather, they add a new layer of intimacy to existing
relations and networks. This point is thus important to understand the notion of
(dis)empowerment in the context of increasing digitization. Being able to keep in touch
with one’s network means being able to reach out for help when needed; it helps people
cultivates and garner resources through their social networks.

On the other hand, these new cartographies of the intimate were experienced by some
participants as alienating, especially when related to social media. In fact, some of our
respondents, the increasing reliance on social media within the confine of the household
was felt as particularly disheartening:

The peaceful idea of the family does not exist anymore.... How would I say that?... It’s

just that, if... when I am at home fro example my wife is on Twitter or Facebook and
my children there are connected continually with god knows who and if you are the
only one that consciously tries to keep away from all that, then sometimes you may
feel like quite a lonely soul. (Male, 2" life category)

In this light, new forms of intimacy mediated by digital technologies might actually
challenge social interactions and communication within the household and change the
quality of family relations.

3.2. REACHING OUT FOR HELP: THE IMPORTANCE OF SOCIAL SUPPORT

Our focus in the household and the changing practices within the family unity led us to
look beyond the micro-level to direct our attention on how larger networks of contacts -
whether remote or face to face - influence digital engagement and the formation of digital



autonomy. Indeed, with the increasing digitization of service, having access to a social
support is more and more important (DiMaggio&Hargittai 2010).

It appears from our research that most of the time, family and friend’s networks greatly
influenced how our participants adopted digital media, whether by increasing our
participants’ motivations to use digital technologies or by helping them develop their
digital skills. For one of our participants, downloading applications was a complete
mystery before she learned, by watching a close friend play a game on her smartphone,
that not only these apps were free but that she could download them as much as she
wanted. For another of our participants, the support of her daughters has been crucial in
the development of her digital skills and the formation of her digitally autonomy,
especially regarding services such as Instagram or Facebook.

Henceforth, the amount of social support to which a user has access is thus proving to be
instrumental in the uptake and further usage of digital tools. Indeed, in many cases, the
social environment provides a form of vicarious experience (Bandura 1977) whereby
participants, seeing their close relatives engaging in digital activities, can be motivated
into investing efforts in learning and using digital technologies:

At some point, my interest my interest in trying and experimenting Photoshop came
from a friend. I never followed any particular class, just trials and errors. (Male, 15

life category)

However, our findings also suggest the presence of strong social support can, in some
cases, hinder digital engagement. It is often the case in couples where one spouse is more
digitally skilled than his/her partner and takes up the all the tasks necessitating the use
of digital media, from online banking to printing a travel itinerary.

(talking about digital media) It is a bit regrettable that my wife is much better at
that than myself. She also came into contact with it very quickly so she has been
ahead of me for quite some years now, and she is just better at it anyway(..) It has
advantages but it has its drawbacks (laughter). If, so to speak she decides that she
will take care of something tomorrow, then I am almost... I am helpless in many
cases. (Male, 2" life category)

In this way, our findings confirm the research conducted by Eynon and Geniets (2015)
who found that “in some cases (...) peers seem to actually stymie the skill development of
our participants by doing tasks on their behalf”

3.3. SOMETIMES LIFE GETS IN THE WAY...:. TURNING POINTS IN DIGITAL
ENGAGEMENT

This last part puts an emphasis on the contexts in which digital media are used and their
implementation according to circumstances and life events. Indeed our research shows
that events such as the birth of a child, retirement, starting higher education or a new job,
can enhance or constrain digital engagement in very different ways for very different
people. It thus emerges from our findings that nearly all the transformations in digital
practices and engagement were triggered by life events.

I am in my forties and I have had two small children quite late so my world now is getting
up in the morning, school, football, music school, going to work, coming back home,
sprinting, driving around...Then there is not much time left at 11 o’clock to think about
anything else expect putting yourself in a comfortable sofa.so that is just a very busy phase



in a mother’s life where there is actually little room to actively engage or follow-up all with
digital technologies. (Female, 3 life category)

Now that I am retired I have ore time than before which means more time to go and look
for things online. I know more about the world than five years ago, because I am going to
look a a lot more things up online. In the time, when [ was working, I had much less time for
such things and less energy, when you come back in the evening usually you have no more
energy for anything else. (Male, 3™ life category)

Henceforth, what is important to note is that our findings show that digital engagement
cannot be simplistically defined in terms of use and non-use. It is rather more accurate to
say that people engage and adopt digital media in a series of ‘stop-pause-repeat process’,
often dictated by life events such as the birth of a child or the death of a spouse. As such,
the meaning that people attribute to digital medias as well as their use thereof shift over
time.

4. DISCUSSION: RETHKING ACCESS FROM PLATFORMS TO
SERVICES

The basic assumption of most research on the digital divide is that once people get access
to the internet, they will instantly begin to use and consequently catch up with the rest of
connected side of the population. As such, it reflects one of the shortcomings of the digital
divide research which is failing to see access through a spectrum approach ranging from
the ability to benefit from this access to the inability to seize the opportunities provided
online.

Hence, the increasing digitization of services forces to rethink access in social as well as
technological terms: the question is no longer who has a network connection at home,
but rather what benefits are people able draw offline from their digital engagements? It
is thus our perception that rethinking access opens up a broader understanding of the
term ‘access’ no longer in reference primarily to infrastructures and systems, but to
services. Indeed, our findings suggest that for most of our participants, access to digital
technologies ceases to be solely about the platform and but concerns the services they
wish to have access to achieve specific purposes. Put differently, rethinking access from
platforms to digital services does not mean that traditional equipment such as the
computer or the smartphone are now on the verge of becoming obsolete; rather, we argue
that they are secondary to our participants’ priorities. Therefore, this article contributes
to the research on digital inequalities by highlighting the fact that having access to digital
technologies is no longer matter of being connected; instead it implies the ability for each
individual to achieve their specific communicative purposes.

As access shifts from platforms to services, our study comes with a cautionary tale as our
findings suggest the deepening digital precarity of individuals unable or unwilling to keep
up with the digital. Such citizens are becoming steadily penalized by not being able to
share and receive information necessary for their inclusion and participation in society.
As predicted by Van Dijk (1999:236), “advancements in technology create situations in
which those who are limited to a very basic set of skills now will be outpaced by those who
are ahead in their ability to select and process information”.

This risk of exclusion is not merely limited to exclusion from specific benefits provided
by digital media - such as access to e-commerce or e-governments- but this growing risk



of exclusion is disquieting because it also insinuates being left out from societal and social
systems that are increasingly reliant on digital technologies (Mason&Hacker 2003).

CONCLUSION

It is by now undeniable the production and use of digital media have become integrated
into every spheres of the everyday life. Far from being a revolution, they constitute an
evolution of older modes of communication and interaction, facilitating social
reproduction, cultivation social interactions and establishing collective interests.
However, despite such achievements the digital age still betrays a structural myopia built
on the deepening of exclusion for certain groups in society; the concern here is that “terms
like the digital divide too easily foreclose discussion about what is at stake for those who are
out of power (Ginsburg 2008:9)

This empirical contribution has made clear that crucial issues of digital inclusion are not
just technological - that is to say that they should not be viewed solely from the lens of
physical access to digital media - but have to apprehended at the social and cultural level.
Indeed, the issue of inclusion and exclusion is social insofar as it entails the diversity of
formal and informal support networks that have a great influenced on the adoption or
rejection of digital media; studying issues of digital in/exclusion also means looking at
cultural components such as the values and expectations that enhance or constraint
access and use of digital technologies.

It is our belief that digital divide research as well as digital inclusion policies do not pay
enough attention to soft skills and de social environment of users as having a tremendous
impact on the development of digital autonomy and empowerment. As perfectly captured
by one of our participants: “I often wonder, with all this digital, how are things going to
evolve? It is becoming an essential thing is society, a right almost as important as electricity
or heating. It is no longer enough to have a connection but you need to have minimal skills
to be able to take part in all of it”; yet, what happens then to our society when access and
minimal skills are no longer enough?
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Une numérisation des services
d’intérét général qui peine a inclure
et a émanciper tous les usagers

Périne Brotcorne, Carole Bonnetier et Patricia Vendramin

Introduction

A T’heure ot les technologies numériques s’invitent dans tous les domaines de la vie
quotidienne, la numérisation des services privés et d’intérét général est présentée
comme une évolution a la fois inéluctable et porteuse de progres collectifs. Les discours
d’accompagnement de la transition numérique insistent sur le potentiel émancipateur
des usages numériques, censés renforcer I'autonomie des usagers/citoyens, notamment
dans le cadre de leurs rapports avec les services d’esprit public (Thévenot, 2001). Les
arguments en faveur de leur numérisation massive sont bien connus ; ils portent sur la
simplification et la personnalisation des démarches ainsi que sur la participation
accrue des usagers a la cocréation des offres de services numériques.

Les recherches sur les usages des technologies numériques adoptent une posture plus
critique par rapport aux potentialités des dispositifs numériques a améliorer le pouvoir
d’agir des usagers/citoyens (Dolbeau-Bandin, Proulx et Rivron, 2016; Granjon et
Denouél, 2011). Des études récentes pointent en particulier le fait que la numérisation
accrue des services - notamment d’intérét général - sous-tend une double exigence
souvent éludée : celle d’étre équipé et d’avoir les compétences numériques pour en
tirer parti (Pinéde, 2018). Cet état de fait génére des inégalités entre les individus
capables de répondre a ces exigences et les autres (Brotcorne, 2018 ; Mazet, 2019).

Dans I'ensemble, les recherches sur les inégalités numériques ont porté leur attention
sur les usages et les usagers des technologies numériques, en particulier de
I'informatique connectée. En revanche, peu de travaux ont appréhendé ce phénomeéne
par le prisme des fournisseurs de services en questionnant I'influence des pratiques de
conception numérique sur le faconnage de dispositifs plus ou moins inclusifs!. Or, le
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maintien d’un accés équitable aux offres de services constitue un enjeu majeur dans un
contexte de dépendance accrue au numérique (Beauchamps, 2012) ol la connectivité
devient une condition sine qua non d’accés a un ensemble toujours plus large de
démarches quotidiennes. Cette question se pose avec d’autant plus d’acuité pour les
organismes animés d’un esprit public qui fondent la justification de leur existence sur
des principes d’égalité et de continuité. Aussi, est-il particulierement pertinent de
questionner la fagcon dont ces organismes articulent la numérisation de leurs services

avec le respect de leurs missions singuliéres.

Cet article? a pour objectif d’examiner le processus de « mise en technologie »
(Badouard, 2014) de choix institutionnels relatifs a la numérisation d’offres de services
au sein de deux organismes d’intérét général en Belgique, actifs respectivement dans
les secteurs des transports publics et de la santé. En prenant appui sur des études de
cas, il se focalise sur un aspect particulier du travail de conception dont le réle est
majeur dans le cadre d’'un programme visant la numérisation de services orientés vers
le bien commun - celui qui a trait aux modalités d’implication du « point de vue
usager » au cours du développement des services étudiés.

Pour ce faire, I'article est structuré en quatre parties. Apres un bref cadrage théorique,
il présente les deux cas étudiés ainsi que la démarche méthodologique adoptée. Les
résultats des deux études de cas sont ensuite présentés ; ils révelent que le manque de
considération des biais inhérents aux modalités d’implication des usagers, couplé a une
volonté de personnalisation accrue des services qui s’appuie sur le modéle du monde
marchand, ménent a des phénoménes d’exclusion et de disempowerment (Bacqué et
Biewener, 2013). La conclusion dégage en filigrane quelques conditions qui
contribueraient au déploiement de dispositifs de prise en compte des usagers plus
inclusifs et capacitants.

Une approche inspirée du fagonnage social de la
technologie

Cet article s’appuie sur les travaux issus des Sciences et Technology Studies (STS),
notamment ceux menés au Centre de Sociologie de I'Imnovation (Akrich, Callon et
Latour, 2006). Au-dela de la diversité des approches, ces travaux s’accordent pour
reconnaitre la nécessité de dépasser les déterminismes, qu'’ils soient technologiques ou
sociaux, et de rendre compte de I'imbrication étroite du social et de la technique
(Valenduc, 2005). « Les technologies ne déterminent pas le social, mais elles ne sont
pour autant pas neutres [...] elles incorporent, dans leur conception méme, dans leur
programmation des dimensions sociales » (Martin et Dagiral, 2016, p. 13). C’est en ce
sens que Pierre Moeglin (1993) considére que les technologies sont un vecteur de
pouvoir dont les traits sont d’autant plus importants a mettre a jour qu’ils deviennent
invisibles une fois enfermés dans des « scripts d’'usage » (Akrich, 1991), produisant ce
que Beck appelle une forme de subpolitique (Beck, 1992, cité dans Bouillier, 2016, p.20).

Le questionnement portant sur I'implication des usagers dans le processus d’innovation
n’est pas neuf, Des travaux déja anciens (Akrich, Boullier, Le Goaziou et Legrand, 1990 ;
Boullier, 2002 ; Flichy, 2001) ont montré que la figure de I'usager était représentée trés
tot dans le travail de conception. Par ailleurs, depuis les années 1980, de nombreux
travaux en marketing ou en ergonomie ont permis d’étudier, dans le cadre des usability
studies et des Supported Cooperative Work computer (CSCW), la question des méthodes
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pour intégrer le point de vue de I'usager dans le travail de conception. Pour autant, ces
travaux microsociologiques ont peu porté leur attention sur la portée inclusive et
capacitante de ces méthodologies « centrées usager ».

Plus que de rendre compte des techniques d’implication des usagers, il s’agit dés lors de
saisir dans quelle mesure et, sous quelles modalités, les dispositifs de captation du
« point de vue usager » contribuent a configurer des services numériques dans une
perspective plus ou moins grande d’inclusion sociale et d’empowerment des usagers. Le
concept d’empowerment - traduit souvent en frangais par le terme « pouvoir d’agir » -
se définit comme un processus par lequel un individu ou un collectif acquiert les
moyens d’augmenter son pouvoir d’action pour agir sur ses conditions
socioéconomiques ou politiques (Bacqué et Biewener, 2013). 1l fait écho au concept de
« capacitation » (Sen, 2000). Celui-ci désigne le processus par lequel une personne
acquiert les ressources (individuelles, sociales, institutionnelles) susceptibles
d’accroitre sa liberté réelle de choisir et de mener a bien les projets auxquels elle
accorde de la valeur.

L’hypothése sous-jacente est que les modalités d’implication des usagers dans le travail
de conception, par le biais notamment des représentations des publics qu’elles
incarnent, ont une valeur performative : elles déterminent des formats d’acces, de
contenu et d’utilisation des services en ligne privilégiés par certains usagers au
détriment d’autres. Ces biais contribuent a générer la marginalisation voire I'exclusion
des publics « empéchés ». C’est en somme bien a I'analyse de I’(in)capacitation produite
par les pratiques de conception numérique, et en particulier par celles qui visent
pourtant a prendre en compte les attentes des usagers, que la suite de cet article est
consacrée.

UNE APPROCHE PAR ETUDE DE CAS AU SEIN
D'ORZANISMES D'INTERET SENERAL

La notion de service d'intérét public ou général se caractérise par son aspect
multidimensionnel. Elle peut revétir des différences de forme et de contenu a travers
les pays européens selon leur modéle étatique?. Au-dela de ces variations, retenons ici
une conception large et fonctionnelle des services publics. Celle-ci recouvre un large
éventail d’activités de nature différente (transports collectifs, soins de santé, services
administratifs, etc.) et aux formes organisationnelles diverses (institutions publiques,
associations, mutualités, etc.), mais dont le socle commun est de poursuivre une
mission d’intérét général en vue de répondre a des besoins collectifs évoluant dans le
temps et dans 'espace (Caponetti et Sak, 2016). Ce socle commun leur impose de
respecter des principes identiques au premier rang desquels figurent les principes
d’égalité de traitement des usagers et de continuité du service public.

Le terrain de cette recherche s’appuie sur des études de cas menées de janvier 2018 a
juin 2018 dans deux organismes d’intérét général en Belgique francophone (voir
encadré)®.
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Présentation des cas étudiés et de leurs services numériques

La premiére étude de cas a été réalisée au sein d’une société régionale de
transports publics. Cette institution est un organisme d’intérét public, c’est-a-dire
une entité de droit public indépendante des administrations - chargée par un
gouvernement régional en Belgique d’organiser I'exploitation des transports en
commun sur son territoire. La société exploite un vaste réseau de lignes de métro,
de tram et de bus ; elle a réalisé 417,5 millions de voyages en 2018. Elle est
I’employeur le plus important de la région et compte plus de 9000 salariés fin 2018.
Le déploiement d’une offre de services numériques de qualité s’inscrit dans des
enjeux plus globaux liés a I’évolution de la mobilité, et en particulier du transport
en milieu urbain, suite a la pénétration accrue des technologies numériques dans
ce domaine (régulation du trafic, expérience de mobilité grace au développement
de nouveaux types de services, etc.).

L’analyse des modalités d’implication des usagers dans le travail de conception a
en particulier porté sur deux services en ligne : la nouvelle version du site Web et
I'application mobile en cours de développement au moment de I’enquéte.

En 2017, le site Web a été reconfiguré en responsive design, c’est-a-dire accessible
sur tous les supports (PC, smartphone, tablette). Outre des informations sur
'organisme et I'actualité de la mobilité en région, le site propose un module de
recherche d’itinéraires sur la page d’accueil, des informations sur les
perturbations du réseau, un accés aux commandes et renouvellement de titres de
transport. Il offre la possibilité de s’abonner a la lettre électronique, a la page
Facebook ainsi qu’aux comptes Twitter et Instagram de la société. Un chatbot a
aussi été mis a disposition des voyageurs pour offrir une réponse personnalisée
24h/24 a leurs questions relatives aux itinéraires. Celui-ci se base sur les données
des horaires en temps réel et sur celles de géolocalisation des utilisateurs. Le site
propose un plan du réseau dynamique enrichi d’une option « personnes a mobilité
réduite », permettant de visualiser les lignes et les arréts leur étant accessibles.

L’application mobile, lancée fin 2018, propose une recherche d’itinéraire. Celui-ci
inclut le temps de marche et I'offre des autres opérateurs de transport public de la
région. La fonction de géolocalisation permet une planification du voyage et guide
I'usager étape par étape. Les horaires des transports sont affichés en temps réel.
Moyennant la création d’'un compte client, I'appli offre la possibilité d’enregistrer
des itinéraires favoris et d’obtenir des informations personnalisées en fonction des
habitudes d’utilisation. Des notifications peuvent également étre activées pour
avertir l'usager de son arrivée ou lorsqu’il doit partir.

La deuxiéme étude de cas s’est déroulée au sein d’'une mutualité. Celle-ci est un
organisme d’assurance sociale en matiere de santé (maladie, accident, prévention)
et un mouvement social. Comme les autres mutualités en Belgique, elle est un
opérateur privé sous direction publique. Sa mission principale porte sur la gestion
de I’assurance maladie obligatoire ; elle contribue en ce sens a la définition de la
politique en matiere de santé. Son réle est de veiller a offrir des soins de qualité
accessibles a 'ensemble de la population. Une seconde mission d’intérét général
porte sur |'offre d’une assurance complémentaire. Dans ce cadre, elle a un rdle de
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« coaching santé » aupreés de ses affiliés. Le déploiement des services numériques
analysés s’inscrit dans une volonté de soutenir le développement de la littératie en
santé des membres afin qu’ils puissent s’informer de fagon éclairée a cet égard.
Cette mutualité est la plus importante de Belgique avec plus de 4,5 millions
d’affiliés en 2018.

L’analyse a en particulier porté sur deux services en ligne : la nouvelle version du
site Web de 'organisme et le site web de son journal destiné aux affiliés, dont une
nouvelle version est en cours de développement au moment de ’enquéte.

Récemment, le site Web francophone a été reconfiguré afin de basculer d’'une
logique centrée fournisseur de services a une logique centrée usagers. Il est congu
en responsive design, donc accessible sur tous les supports (PC, smartphone,
tablette). Outre des informations sur 'organisme et ses champs d’action, il offre
des informations concernant les nombreux services aux membres ainsi que les
actualités liées a la santé et au social. Moyennant la création d’un compte
utilisateur, le site donne acces a un espace personnalisé au sein duquel est
regroupé un ensemble d’informations et d’applications concernant 'usager :
apercu de ses remboursements, commande de documents, recherches et
comparaisons d’informations sur les tarifs des hopitaux, etc. La page d’accueil
propose aussi une section contact ot un mode d’interaction multicanal est
privilégié : numéro de téléphone, formulaire écrit électronique, point de contact
physique proche ainsi qu’un chat qui n’est pas un bot. Le site donne I'opportunité
de s’abonner a la lettre électronique, a la page Facebook ainsi qu’aux comptes
Twitter et LinkedIn de I'organisme. Il est & noter que le site est conforme aux
normes d’accessibilité du référentiel WCAG 2.0 ; toutes les pages sont munies d’'un
synthétiseur vocal capable de rendre audible le contenu.

Le site Web du journal bimensuel de I'organisme vise, comme son corollaire
papier, a faire le lien entre la mutualité et ses membres. Le site offre une
navigation accessible a tous et sur tous les supports. Il donne acces a de
nombreuses informations sur des questions de société. Il suggere aux usagers du
contenu en fonction de leurs centres d’'intérét, en proposant des articles similaires
aux thématiques consultées lors de leur navigation. Les membres ont le choix
d’opter pour une version numérique ou pour le maintien du canal papier.

Au-dela de raisons pragmatiques d’opportunité d’investigation empirique, la sélection
des cas se justifie par le fait que ces organismes sont des institutions majeures de deux
des neufs secteurs d’activités retenus dans la typologie des services d’intérét public
dans I'Union européenne: (1) les services de communication, dont les transports
publics, (2) I'action sociale, dont les mutualités (Caponneti, Demertzis et Sak, 2016).

Le cadre méthodologique de cette recherche repose sur une étude de cas multiple (Yin,
2003). Pour chaque cas, nous avons récolté deux types de données :

« Des sources documentaires. Les « traces objectivées » ont trait a la fois aux réglementations
externes qui régissent I'activité des organismes (contrat de gestion, rapports d’activités) et a
ceux produits par les organismes eux-mémes au sein des divers départements (documents
relatifs a la présentation de I'entreprise, a sa philosophie, a son offre de services, documents

liés a la stratégie marketing pour les services en ligne, etc.).
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* Des entretiens individuels semi-directifs auprés de diverses catégories de professionnels de
'organisme, parties prenantes du programme de numérisation des services (n=18). Le panel
des personnes interrogées comprend des chefs de projet dans les départements IT,
communication et marketing, service a la clientéle, responsabilité sociale de I'entreprise,
mais aussi des concepteurs de sites internet et d’applications mobiles, des producteurs de
contenus, des analystes de données, et des représentants des usagers. Les parties prenantes
externes aux organismes étudiés, comme les clients/usagers impactés par la transformation
numérique des services n'ont pas été interviewés. Il est a noter que les acteurs des
départements IT - ingénieurs et webdesigners - ainsi que ceux du marketing sont
surreprésentés dans 1’échantillon (12 sur 18). Cette prédominance est moins le résultat d’'un
biais de sélection que le reflet des types d’acteurs engagés au premier rang dans la

conception des services numériques.

L’analyse qualitative du corpus diversifié de sources d’information a été réalisée avec
I'aide d’un logiciel d’analyse de données qualitatives, NVivo, sur base d’une grille
thématique. Cette analyse, en particulier celles des entretiens, a permis de saisir les
registres de justification mobilisés par les acteurs concernant les choix opérés quant
aux modalités d’implication des usagers dans le processus de conception. Les discours
révélent des convergences mais aussi des divergences en fonction de l'organisme
auquel ils appartiennent.

DES MODALITES D'IMPLICATION DES USAZERS A
SEOMETRIE VARIABLE

A la suite Madeleine Akrich et al (1990), il est possible de distinguer deux ensembles de
méthodes de représentation des publics dans le travail de conception des services
numériques : les méthodes implicites basées sur la mobilisation des porte-paroles
officiels, d’'une part, et les méthodes explicites fondées sur I'implication directe de
(représentants) d’usagers, d’autre part. Dés lors que l'article vise a interroger les
conséquences des modalités d’implication des publics au cours de la conception sur les
dynamiques d’exclusion et « d’incapacitation » des usagers, 'analyse se focalise sur le
second ensemble de méthodes.

Aux c6tés d’une logique de mobilisation de porte-paroles officiels des usagers (i.e.
designers, ergonomes ou associations de défense des usagers), encore largement
repérables au sein des organismes étudiés, la seconde logique, axée sur la participation
directe des usagers, apparait néanmoins de plus de plus répandue.

by

Le recours a ce second ensemble de méthodes a pour objectif de pallier les écueils
traditionnels des premiéres, notamment ceux liés aux biais ethnocentriques et/ou a la
non-représentativité de I'hétérogénéité des usagers. L'implication d’usagers réels, ou
du moins de certains de leurs représentants directs, permettraient ainsi d’associer
directement les usagers a la définition des services dans une réelle optique de co-
construction.

Le discours des acteurs interrogés révéle la prégnance de cette injonction a faire
participer des « vrais » usagers au processus de numérisation des services. Sur les
terrains observés, celle-ci renvoie autant a une préoccupation visant a déployer des
méthodologies centrées usager en vue d’'une « opérationnalisation » des principes
d’accessibilité numérique qu’a une volonté de parvenir a un fin ciblage du public-cible
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dans l'optique d’une personnalisation accrue du service sur le modéle du monde
marchand.

Cet impératif de participation d’usagers «réels » au processus de numérisation se
donne concretement a voir selon deux modalités : 'une repose sur le recueil de la
« voix » des usages a travers des sondages d’opinion et autres enquétes de satisfaction,
l'autre repose sur le big data. Ces méthodes se distinguent selon I'intention des usagers
a contribuer ouvertement a ce processus, ce qui questionne en creux les dynamiques
d’empowerment qu’elles induisent.

UNE PLURALITE DE PROfILS D'USAGERS LAISSEE DANS L'OMBRE

Le recueil de I'opinion des usagers/consommateurs constitue un besoin stratégique
pour tout organisme visant a délivrer un service a 'usager. Celui-ci est devenu d’autant
plus central que le développement de I'économie de services place la relation usagers-
prestataires au centre des stratégies marketing. Ce besoin a généré nombre de
techniques et d’outils visant a « faire parler » cette opinion pour la traduire sous la
forme d’indicateurs utiles a la prise de décision. Les cas étudiés n’échappent pas a la
régle. L'enquéte de terrain révele l'ingéniosité dont usent les professionnels du
marketing pour déployer des méthodes toujours plus innovantes en vue d’amener les
usagers a s’exprimer sur la qualité des services numériques en cours de conception ou
récemment mis a leur disposition. Des enquétes de satisfaction dans ses multiples
variantes, aux focus groupes, des tests d’utilisation en situation expérimentale a ceux
en situation réelle, on ne peut faire ici I'inventaire exhaustif de la variété des procédés
qui constituent le cceur du métier des acteurs rencontrés. Pour ces derniers, tout
’enjeu consiste a rendre ces informations opérationnelles pour les équipes chargées de
la conception des services numériques. Ces informations viennent ainsi notamment
alimenter des persona. Dans le domaine du marketing et du design, ces personnages
imaginaires, qui accompagnent tout le processus de conception, sont dotés de
caractéristiques psychologiques et sociales, censées refléter celles d'un groupe
d’usagers virtuels.

Bien que ce processus de représentation d’« usagers modéles » soit au cceur du travail
de numérisation des services étudiés, celui-ci semble dans I'ensemble négliger la
pluralité des publics susceptibles de rencontrer des difficultés face aux services
numérisés. Dans les deux cas étudiés, 'image des usagers peu autonomes sur le plan de
l'utilisation des services en ligne apparait sinon grossiére du moins peu affinée, ces
derniers étant apparentés aux seuls seniors et/ou aux personnes en situation de
handicap.

Or, les situations d’usages problématiques face aux services numériques peuvent
toucher un public bien plus large, qui dépasse de simples critéres d’4ge, de situation de
handicap ou de catégorie sociale : il peut s’agir de personnes en situation d’illettrisme
ou présentant des difficultés sensorielles, cognitives ou une fragilité sociale, mais aussi
des personnes n’utilisant pas de technologies dans la vie professionnelle, doutant ainsi
de leur capacité a étre « autonome numériquement» ou d’autres, en capacité
d’utilisation, mais dépourvues d’équipement ou de connexion satisfaisante.

Ce constat résulte d’une forme de méconnaissance, de la part des acteurs engagés dans

le travail de conception, des « mondes sociaux » des usagers (Flichy, 1995), un
phénomene sur lequel les chercheurs invitent pourtant a étre attentifs depuis
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longtemps. Certes, la démarche de modélisation de la « figure de l'usager » est une
étape indispensable a toute numérisation d’'un service. Néanmoins, des catégories
d’usagers aux stéréotypes, il n’y a qu'un pas, et ici le travail de catégorisation semble
minorer la pluralité des situations d’usage susceptibles d’étre problématiques dans la
vie quotidienne de nombreuses catégories d’individus.

Parallélement a ces représentations peu affinées des usagers, ce constat témoigne aussi
d’une certaine conception des publics & qui les professionnels souhaitent s’adresser en
priorité. Les entretiens révelent en effet combien les offres de services en ligne sont
configurées avant tout pour des individus supposés utilisateurs. L'usager modéle
apparait a priori « mobile et connecté » :

La digitalisation du journal aux membres peut permettre d’économiser des cofits et de
se positionner sur les besoins d’'un public avec des habitudes de lecture numérique. On
est parti du postulat qu’on avait plus de chance de toucher des affiliés déja utilisateurs

du site. Du coup, on a élaboré trois persona a partir d’interviews menés aupres
d’usagers aux habitudes de navigation différentes (chargé de projet Web, mutualité).

L’attention des acteurs de la conception est ainsi majoritairement portée sur les
attentes d'un public déja connecté, reléguant au second plan, plus ou moins
implicitement, les besoins de ceux qui, pour des raisons diverses, ne le sont pas:
« Notre volonté est d’adopter certaines normes d’accessibilité numérique mais sans
toucher au confort de notre clientéle globale » (customer experience manager,
entreprise de transport public). Le propos a le mérite d’étre clair. Toutefois, en regard
des missions d’intérét général, ce choix questionne s’il s’effectue en paralléle a une
réduction des alternatives aux dispositifs numériques.

Sur ce plan, des différences apparaissent entre les deux organismes. Au sein de la
mutualité, le maintien d’'une offre multicanale, d’une version papier du journal en
particulier, est présentée comme un « choix politique de solidarité » (direction,
mutualité). Chaque membre est ainsi invité a choisir entre 'abonnement papier ou
digital. Dans I’entreprise de transport public, en revanche, bien que I'argument de la
non disruption des services soit souvent mobilisé pour évacuer la question des effets
potentiels d’exclusion de la numérisation, les discours ne laissent pas entrevoir de
mesures concrétisant un engagement politique clair en faveur d’un maintien, a terme,
d’alternatives aux services numériques.

UNE INVISIBILISATION DES SILENCIEUX

Bien que les méthodes visant a saisir les feedbacks des usagers témoignent, comme on
vient de le voir, d'une diversification croissante dans les cas étudiés, elles ne
parviennent pas complétement a dépasser I'éternelle dissymétrie entre les usage(r)s
« projetés » et les usage(r)s « réels ». C’est pourquoi, les potentialités inédites qu’offre
la masse de données numériques enregistrées (big data) et les calculs informatiques
permettant de les analyser (algorithmes) apparaissent, pour les professionnels
interrogés, comme la solution d’excellence pour réduire cet écart et capturer les
comportements réels des individus au plus prés de ce qu'ils sont. De fait, dans le monde
de la conception et de la promotion de services numériques - d’intérét général ou non -
les données massives sont considérées telle une mine d’or en raison de 'accés qu’elles
offrent a cette matiére premiére tant recherchée : les habitudes en ligne des usagers.
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Par le biais de divers logiciels de reporting, comme Google analytics, d’outils de tracage,
comme les cookies, ou de géolocalisation, il est effectivement possible de capturer
toutes sortes d’informations laissées par les internautes lors de leur utilisation des
services. Qu'il s’agisse de signaux informationnels laissés intentionnellement - un like,
un commentaire sur le chatbot - ou de traces d’activités laissées non délibérément -
parcours de navigation - chaque activité connectée génére de multiples données
personnelles. Leur exploitation constitue une source précieuse pour ceux dont le
travail consiste précisément a aligner au mieux les offres de services en cours de
déploiement aux pratiques quotidiennes de leurs publics cibles.

Cette tendance est largement repérable dans les cas étudiés. Le recours au ciblage
comportemental est un horizon vers lequel les acteurs de la conception et du
marketing rencontrés veulent tendre. Concrétement, il s’agit d’établir des profils
utilisateurs a partir de leurs traces numériques : « On a construit les persona sur base
des habitudes de navigation du site web. On s’est donc appuyé sur ce que les gens font
et non sur ce qu’ils disent faire, c’est ¢a 'avantage » (chargé de projet Web, mutualité).
Ces méthodes prétendent ainsi évacuer le risque de biais subjectifs de toute médiation
humaine, considérée comme autant d’interférences venant brouiller la qualité des
données. La promesse de ces nouvelles techniques de calcul, en particulier celles
fondées sur une logique prédictive, tient a leur capacité a anticiper les besoins futurs
des usagers a partir de leurs traces d’activités : « Avec le big data, on peut aller trés
loin. L’objectif est de faire apparaitre uniquement les infos susceptibles d’intéresser le
client, comme le prévenir des perturbations sur les lignes qu’il fréquente, par
exemple » (digital transformation program manager, entreprise de transport public).

Ce ciblage comportemental permet ainsi de ranger les individus dans de fins segments
avec pour ambition de réduire l'incertitude qui peése sur les catégorisations
sociodémographiques classiques, jugées trop grossiéres. Comme le pointe Dominique
Cardon (2015, p. 87) : «La méticuleuse précision des micro-segments favorise la
multiplication de petites niches superposées qui découpent la société sans d’autre plan
d’ensemble que celui d’agir efficacement et « commercialement » sur chacune d’elles. »

De fait, l'offre personnalisée d’information proposée par ces calculs numériques est
issue du monde du marketing et basée sur une logique marchande. Dans le cadre de
services d’intérét général, ce glissement pose toutefois question en regard des principes
d’intérét général, lesquels différent fondamentalement de ceux issus du monde de la
consommation. A cet égard, des différences sont perceptibles entre les organismes
étudiés. Si la personnalisation des services issue d’une logique algorithmique sert
clairement de références dans les deux cas, la mutualité se distingue par un souci de
mise 2 distance de certaines pratiques jugées inadaptées a servir le bien commun. Outre
le fait de refuser la mise en place de stratégies de ciblage trop invasives comme le
retargeting par exemple, les acteurs interrogés témoignent aussi d’un choix délibéré de
privilégier, dans certains cas, la médiation humaine sur la médiation algorithmique.
L’installation d’'un chat plutét que d’'un chatbot sur le site illustre ce choix. En
réaffirmant une politique ou « I'affilié est au centre », 'objectif est bien de laisser les
commandes du dialogue avec l'affilié a un « conseiller capable d’empathie dans des
situations de détresse plus ou moins graves touchant a la santé » (manager changement
et communication, mutualité).

Au-dela de ces divergences, les pratiques de personnalisation des services, fondées sur
les calculs algorithmiques, sont relativement peu questionnées dans I’ensemble tant
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elles semblent naturalisées. Elles constituent en quelque sorte : «Un épistémé, c’est-a-
dire un cadre de pensée difficile a interroger tant on y baigne » Boullier (2016, p. 22).
Cet « impensé » (Robert, 2011) favorise un discours focalisé sur les avantages inédits de
ces méthodes sans réel regard critique sur ce qu’elles sont susceptibles d’induire en
termes d’exclusion et de disempowerment des usagers. Parce quelles offrent des
contenus adaptés a chacun d’eux, elles sont avant tout considérées comme un
processus favorisant l'inclusion des individus dont « I'autonomie numérique » est
fragile :

L’objectif de faire remonter des contenus spécifiques selon les comportements de
l'usager, c’est radicalement nouveau et ¢a rend l'information directement accessible.
Soyons clair, le journal papier est bien écrit, mais il peut manquer d’accessibilité pour
les membres ayant du mal a trouver I'information désirée. Ca va résoudre le probléme
(directeur communication, marketing, presse et promotion de la santé, mutualité).

L’argument n’est pas sans fondement : en laissant aux calculs le soin de sélectionner
I'information adaptée a I'usager, le guidage algorithmique réduit I'incertitude quant a
la qualité du contenu dans un univers ou ’'abondance rend le tri difficile. En ce sens, le
format numérique apparait plus accessible que son homologue papier.

Cela étant dit, ce raisonnement évacue les incidences de ces méthodes sur le processus
« d’'invisibilisation » de certains usagers. Celles-ci soulévent, en effet, des questions en
matiére de représentativité des traces captées. Dés lors que les services sont congus et
promus a partir des seuls comportements des personnes connectées, ne pas produire de
données numériques équivaut en quelque sorte a ne pas étre écouté, ni méme étre pris
en compte dans le processus. Ces méthodes ménent a « invisibiliser » les pratiques de
ceux qui, par contrainte ou par choix, sont peu ou non actifs en ligne. Jen Schardie
(2016) pointe en ce sens que le big data est trop petit et souligne I'importance de se
demander chaque fois si ’échantillon considéré est toujours représentatif de ce qu’il
prétend représenter.

Les biais de variable omise et de sélection (Bertail, Bounie, Clémencon et Waelbroeck,
2019), inhérents a ces pratiques, sont globalement peu considérés par les professionnels
rencontrés. Certains propos semblent méme parfois assimiler implicitement les
personnes connectées a tous les individus susceptibles de bénéficier de leurs services :
« Avec les algorithmes, on n’utilise plus d’échantillon, mais bien I’ensemble de nos
usagers, c'est révolutionnaire » (digital transformation program manager, entreprise
de transport public).

Or, cette question de représentativité de la pluralité des usagers est essentielle dans le
cas de la conception de services émanant d’organismes d’esprit public, dont les
principes fondateurs consistent précisément a offrir des services également accessibles
a tous les usagers et a s’assurer de leur continuité.

UNE INCLUSION DE L'USAZER AU DETRIMENT DE SON EMPOWERMENT

Aux cbtés de cette forme de déni de reconnaissance d’une partie des usagers, peu ou
pas connectés, la valorisation des seuls bénéfices du guidage algorithmique évacue
aussi ses conséquences sur les processus d’empowerment des individus connectés. Si la
conception des services des organismes concernés apparait bien « centrée usager »,
C’est davantage en tant que consommateur contributeur que véritable citoyen partie
prenante d’une co-construction des services. Leur participation se limite a livrer plus
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ou moins volontairement leurs traces numériques en échange d’un service rendu.
Certes, de nombreux individus donnent sans résistance leurs données parce qu'ils y
trouvent un intérét. Toutefois, cette participation apparait par « défaut» dans la
mesure ou elle conditionne I'accés aux services dont les usagers ont besoin. Le
caractére actif et « capacitant » d’une telle forme de participation peut en ce sens étre
questionné.

Corrélativement, cette modalité inédite d’implication des usagers souléve des questions
en matiere d’orientation des comportements et de liberté réelle de choix. Au nom d’une
personnalisation accrue des services, les usagers recourent aux contenus que les
algorithmes « poussent » vers eux parce qu’ils sont censés coller a leurs besoins. Si
cette technique de fidélisation offre a I'individu des outils pour soutenir ses décisions,
elle lui retire du méme coup une partie de son pouvoir d’action : I'algorithme supplée
désormais ses choix ; il n’a plus qu’a se laisser guider automatiquement.

Ce phénomeéne pose d’autant plus question que rares sont ceux qui comprennent les
mécanismes qui président a cette offre de services sur mesure et qui sont donc en
capacité d’adopter une posture distanciée face a ce fonctionnement, voire de s’en
émanciper. Dans des secteurs particuliérement sensibles comme celui de la santé, les
acteurs rencontrés n’ignorent toutefois pas cette problématique et choisissent, dans

certains cas, de conserver une distance avec les possibilités de prédiction automatisées.

«On a un algorithme permettant de détecter les membres qui ont une probabilité de
développer un cancer par le biais des data en notre possession. Techniquement, on sait
le faire. Mais on ne le fait pas pour des raisons éthiques. On se demande jusqu’oti on va
dans ce champ-la. Est-ce que la personne est vraiment encore acteur de ¢a?»
(directeur communication, marketing, presse et promotion de la santé, mutualité).

Par ailleurs, en se référant sur la seule régularité des comportements passés pour
préjuger des besoins futurs, 'offre singulieére de services enferme en quelque sorte les
usagers dans leurs propres pratiques. Elle contribue, en ce sens, sans le vouloir, a figer
les pratiques sociales dans leurs aspects inégalitaires (Cardon, 2015). Loin d’avoir la
capacité d’'infléchir une nouvelle tendance, les calculs algorithmiques exacerbent au
contraire l'existant. 1l semble donc inopérant de laisser le soin a ces méthodes
d’implication des usagers d’inclure automatiquement les personnes vulnérables
éprouvant des difficultés a faire valoir leurs intéréts en ligne et de rétablir ainsi

davantage d’égalité.

Conclusion

En somme, qu'il s’agisse d’une participation volontaire des usagers a travers
I’expression de leur point de vue ou d’une implication davantage « par défaut » par le
biais de la captation de traces numériques, les dispositifs d’écoute des usagers dans les
processus de numérisati