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(“Abstract )
Digital transformation in higher education is being driven by artificial intelligence (AI) and transforming the skills
needed in media and journalism education. This study explores the digital and pedagogical conditions that could
impact the future Al-enabled transformation in the selected Indian higher education institutions. A descriptive cross
sectional mixed method design was used, with a quantitative survey of 100 faculty members using purposive non-
probability sampling and qualitative focus group discussions with faculty and students. Descriptive statistics were
employed to measure faculty readiness, technology knowledge, implementation challenges, assessment challenges,
alternative assessments using digital tools, and institutional support needs. The results indicated that 77% of faculty
members had moderate to high readiness to teach online and 90% had moderate or higher level of familiarity with
digital technologies. Practical media subjects, especially camera skills, filmmaking and photography, were still
challenging to teach online. The main assessment challenges were restricted direct observation, lack of non-verbal
cues and the challenge of assessing practical skills remotely. Digital inequality, limited access to hardware and
software, and less peer interaction were also found to be ongoing limitations. The study concludes that Indian media
education has a meaningful digital foundation for future Al integration, yet, for that to happen, there is a need for
improving Al literacy, infrastructure, equitable access, assessment redesign, and institutional governance.

\Keywords: Artificial Intelligence; Media Education; Digital Readiness; Higher Education; Al Literacy

INTRODUCTION

The digital transformation is not only impacting the production, distribution, consumption, and teaching of
media, but also moving toward intelligent, automated, and generative systems, which are at the heart of
artificial intelligence (AI). Al has been increasingly employed in journalism and media for automated content
creation, data-driven reporting, audience analysis, recommendation systems, transcription, translation, image
and video generation, and editorial decision support [1]. The changes are changing the nature of work and the
competencies needed for graduates to enter the modern media landscape. This has put a strain on higher
education institutions to adapt media and journalism programs to include Al-assisted production,
computational skills, algorithmic understanding, data literacy, and responsible technology use [2].

The significance of digital transformation in media education is especially strong as technological change in the
media sector is faster than traditional curriculum-development cycles. Al is not only being used in computer
science or engineering applications but is also being adopted in teaching and learning, assessment, academic
support, research and knowledge production in higher education [3]. In the field of journalism, education has
also started to integrate Al, data analysis, and computational methods into the curriculum, equipping students
for the future of a technology-driven profession [4]. Similarly, BRICS universities also exhibit signs of rising
trends in Al skills in journalism courses, with varying levels and methods of integration across institutions and
countries [5]. This transformation is particularly relevant in the Indian University context where they will have
to address technological modernization, digital divide, faculty capacity, curriculum relevance and
employability aspects all in one.

One of the key differences in this shift is between digital competence and Al literacy. Digital competence
enables teachers and students to use the learning-management systems, communication tools, online
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assessment tools, and media-production tools. Al for education, however, requires more holistic competencies,
including an understanding of Al systems, a critical evaluation of the results produced by Al systems, an
understanding of the limitations and biases of Al systems, and how to responsibly use Al systems [6]. Technical
knowledge, ethics, critical thinking and human oversight are also emphasized in the modern competency
models of Al In the context of Indian higher education, enhancing these skills becomes more pertinent in the
context of institutional modernization and equipping students with the ability to thrive in Al-driven workplaces
[8].

The main research question is how the rapid evolution of Al-enabled media environments contradicts the
technological and pedagogical situation in higher education. Students may understand the opportunities
presented by Al tools in their learning, enhancing efficiency, inspiring ideas and supporting them, but they may
also have concerns about accuracy, reliance, academic honesty, and responsible use [9]. Al also alters the
learning process and the industry that students are training for, making it another challenge for media
education. In summary, the comprehensive Al revolution in journalism requires a rethinking of the professional
skill, editorial process, evaluation system, creativity, human judgment, and the relationship between media
workers and Al [10].

Given this context, the current study is concerned with the digital preparedness and pedagogy of selected
education institutions in India at the higher-education level. The study does not evaluate a specific Al system's
adoption, performance, or effectiveness. Instead, it delves into the technological and educational landscape that
enables or obstructs future Al-driven transformation. The conditions are Faculty Preparedness, Technological
Familiarity, Practical Media Instruction, Assessment and Feedback Practices, Institutional Support, Digital
Resources and Student Learning Experiences. This positioning is methodologically relevant as digital readiness
is a prerequisite for meaningful Al adoption, yet it is not synonymous with direct Al adoption.

As the study is limited to technology mediated media education in selected higher education institutions in
India, the study is largely based on the evidence gathered from the faculty and students who have experience
of online teaching and learning. Particular attention is given to preparedness, digital literacy and practical
issues in teaching, limitations in assessment of students' learning, alternative approaches of assessment, needs
for institutional support, and experiences of students. The concepts of Al literacy, use of generative Al, Al
adoption behaviour and performance of specific Al tools are not directly operationalised in this study.
Therefore, the results are described as measures of digital and pedagogical readiness in relation to future
transformation with the support of Al

The study's contribution is the connection between the current digital situation in media education and the
new needs of Al-supported higher education. The findings can help universities, media schools, curriculum
planners, and educators to find out where current capabilities might be able to support the integration of Al,
and where more investment in infrastructure, professional development, assessment redesign, governance,
and equitable access is needed. The study also adds to the debate on human-centred Al, as technological
transformation should augment, not supplant, hands-on learning, creativity, ethical judgments, professional
mentoring, and human decision-making,.

Research Objectives

e To assess faculty preparedness, technological familiarity, and perceived institutional support for
technology-mediated media education in selected Indian higher-education institutions.

e To examine the major pedagogical and assessment challenges associated with the digital delivery of
practical media education, including student engagement, direct observation, feedback, and practical skill
evaluation.

e To identify digital teaching practices, assessment adaptations, institutional support requirements, and
student learning experiences that provide a foundation for future Al-enabled transformation of media
education.

2. Literature Review

Al has gone beyond being a computational technology to becoming a socio-technical force that is impacting
journalism, higher education, and professional media practice. Al is now being used to generate, verify, analyze
audiences, assist in editorial decisions, and more in journalism. The authors of Hollanek et al. highlighted the
importance of critical Al literacy in the responsible use of Al in journalism, which involves assessing algorithmic
systems, challenging algorithmic outputs, and understanding moral issues related to Al-assisted journalism
[11]. As Al-assisted production becomes the norm in journalism and media education, these skills are becoming
more significant.

But faculty readiness is also a key factor in curriculum change. Despite the increasing practical interest in Al
technologies, Jaakkola and Wiik found that there is significant variation in journalism educators' readiness to
apply Al to journalism education [12]. This means that simply having access to digital tools is not enough for
meaningful integration of Al. Dierickx et al. also showed that LLMs can assist with various tasks in the field of
journalism, but that operational abilities and critical assessment of the LLMs' output are needed to make them
effective [13]. Media education needs to therefore move beyond the traditional digital competence to
structured Al literacy and professional Al capability.
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Generative Al has opened up significant opportunities for higher education, but also poses new risks. Tlili et al.
found advantages like personalised support, accessibility, interaction and quick access to information, but also
disadvantages regarding reliability, misuse, and ethical governance [14]. Although Kasneci et al. pointed out
the potential for the use of LLMs in the personalization of learning, feedback, creation of content, and academic
support, there is also a potential risk for inaccurate information, bias, overreliance, and academic integrity
problems [15].

The integration of Generative Al into educational contexts is crucial for determining its effectiveness. Crompton
and Burke discovered that while ChatGPT can aid in personalized instruction and flexible learning, it poses
difficulties in assessment design, responsible use, and academic integrity [16]. Jo also demonstrated that
attitudes towards ChatGPT can change from apprehensive to learning supportive as more people become
familiar with the capabilities and limitations of ChatGPT [17]. These results indicate that the use of Al should
be viewed as a pedagogical and institutional process, not just a technology-acquisition decision.

Students' perceptions play a key role in the sustainability of Al in education. Johnston et al. discovered that
students see the value of using generative Al to support their learning but are worried about fairness,
inappropriate use, and the limits of acceptable support [18]. These are especially pertinent in media education,
where originality, creativity, authorship and intellectual ownership are key to the practice of the profession.
Strzelecki found that the perceived usefulness, ease of use, and expected performance benefits are factors that
impact students' intention to use ChatGPT [19]. Delcker et al. also found that AI competence was significantly
correlated with the intention to use and actual use of Al tools for learning [20]. These results show that access
to technology does not guarantee that it will be used in meaningful ways. Kim et al. also found significant gaps
between faculty and student attitudes and perceptions of generative Al, highlighting the need to consider these
differences in implementation strategies.

The ability of faculty is still a key factor in successful Al integration. Verano-Tacoronte et al. demonstrated that
the anxiety and uncertainty that might affect university teachers when generative Al advances more rapidly
than guidance and professional development within the institution [22]. Training for faculty should not stop at
digital skills, but should also cover the use of Al for assessment, algorithmic bias, privacy, intellectual property,
hallucination, synthetic media, and responsible use.

Tzirides et al. highlighted the importance of human and artificial intelligence working together to enhance the
Al literacy, stating that technological capacity must complement human judgment, critical reasoning and
interpretation in context [23]. This is particularly pertinent in the field of media education as creative
production, ethical assessment, verification, editorial judgment and professional responsibility cannot be
automated.

Another critical aspect of Al revolutionizing education is institutional governance. An et al. found that there is
a lot of variability in the higher education policies related to generative Al in teaching, learning, research, and
administration [24]. This necessitates clear institutional guidelines on acceptable use, disclosure,
accountability, data privacy and responsible participation in Al

Academic integrity is another challenge as generative Al can generate text, images, audio, video, and other
creative content. Coates et al. suggested that universities need to rethink integrity systems to safeguard and
promote authentic higher order thinking, in addition to traditional integrity detection systems [25]. In media
education, this is especially significant as Al-generated content can directly impact authorship, originality, and
creative evaluation.

In total, the literature suggests that there are five interrelated dimensions that influence the transformation of
media education through Al: Al literacy, faculty readiness, student acceptance, pedagogical redesign, and
institutional governance. But there has been relatively little empirical work focused on the underlying digital
and pedagogical context that can facilitate or hinder the integration of Al in Indian media education. The
present study aims to fill this gap by studying faculty readiness, technological familiarity, practical teaching
constraints, assessment challenges, support needed by institutions, and student learning experiences as the
signs of readiness for future transformation with Al

3. Research Methodology

The study was conducted based on the descriptive cross sectional mixed method design of research to
understand the technological, pedagogical and institutional conditions of digital transformation in Media
Education in Higher Education in India. The design was a combination of quantitative survey questions and
qualitative focus group discussions for measurable response patterns and contextual experiences. This was
appropriate, as the study was to identify the patterns of technology mediated teaching and to understand how
the faculty and students enacted the patterns.

The quantitative aspect was obtained from adopting the primary data collected using a structured
questionnaire with closed and open-ended items. The instrument focused on faculty members' readiness to
teach online, familiarity with digital technologies, difficulties to teach hands-on media courses, limitations of
assessment and feedback, other means of digital assessment, and institutional supports required. These
dimensions were used as proxies for digital readiness and technology-mediated pedagogical capacity, but not
as direct measures of Al adoption. The qualitative component was done through focus group discussions with
the faculty members and students of the undergraduate and postgraduate course of study in media. These
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conversations offered context evidence regarding digital access, practical skill development, student
engagement, peer collaboration, resources available, and technology-enabled teaching practices. The
qualitative strand was not employed to develop an alternate theoretical model, but to enhance interpretation
of the quantitative results.

Research Design
Descriptive Cross-Sectional Mixed-Method

!

Sampling
Purposive Sampling, 100 Faculty Members

!

Data Collection

Questionnaire + Focus-Group Discussions

!

Data Analysis
Descriptive Statistics + Thematic Analysis

!

Mixed-Method Integration

Quantitative + Qualitative Findings

l

Outcome
Digital Readiness for Future Al-Enabled Media Education

Figure 1. Methodological Framework for Digital Readiness and Al-Enabled Transformation in Media
Education

3.1 Sampling Design and Participants

The sampling method used was purposive non-probability sampling, where the respondents had to be
someone who directly experienced the process of teaching or learning the media-related courses in the online
learning environment. The quantitative sample comprised of 100 faculty members who were mainly from the
Pearl Academy campuses in Delhi, Mumbai, Bengaluru and UPES, Dehradun. Qualitative focus group
component was also conducted with faculty and students. The study's purpose was not to represent the
broader population of higher education students, but rather to explore the experiences of those who had
specific experiences with technology-mediated media education, so a purposive sampling approach was
appropriate. This sampling approach enabled the study to elicit informed responses from those who had first-
hand experience of pedagogical and technological challenges being investigated.

3.2 Data Collection Procedure

Data were gathered from two sources: a structured survey instrument and focus-group discussions, both of
which were used to gather primary data. The data collected from closed-ended items in the questionnaire were
quantitative and were analyzed using descriptive statistics, whereas the data collected from open-ended items
in the questionnaire and focus-group discussions were qualitative and analyzed based on participants’
perceptions and experiences.

Technological readiness, awareness of digital platforms, challenges to teaching practical media subjects,
alternative digital assessment methods, and faculty support needs were covered by the survey. The focus group
discussions explored other related issues in greater detail, including digital inequality, internet access,
hardware and software access, practical learning, engagement, peer interactions and adaptive teaching. Both
sources provided an opportunity for methodological triangulation of numerical response patterns with
contextual evidence from the participants.
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3.3 Quantitative Data Analysis

The quantitative data were summarized, coded, tabulated and analyzed by descriptive statistical methods. For
each item on the questionnaire, frequency distributions and percentages were computed to determine the
predominant response patterns for the sample. The analysis was based on faculty readiness, technology
familiarity, teaching challenges, assessment limitations, digital assessment practices, and perceived needs for
support. The research design was descriptive and not causal or predictive, so only summary statistics were
used in the analysis and no inferential modelling was attempted.

3.4 Qualitative Data Analysis

The qualitative data obtained from the open-ended responses and focus-group discussions were analyzed
using descriptive thematic analysis. The analytical process comprised of familiarizing oneself with the
participant responses, identifying recurring ideas, grouping of similar responses into larger categories, and
categorizing of the larger categories into interpretive themes. The main themes were related to digital access,
technological infrastructure, practical skill delivery, student engagement, collaborative learning, faculty
adaptation, and technology-supported pedagogical innovation. This process enabled recurring experiences to
be systematically organized and linked with the quantitative findings.

3.5 Mixed-Method Integration

The quantitative and qualitative strands were combined at the interpretation stage. The prevalence of major
challenges and opportunities was determined from survey results, and qualitative evidence was used to explain
the circumstances surrounding the patterns. For instance, quantitative results about challenges in practical
media education were analysed in conjunction with teachers' and students' experiences of restricted access to
equipment, decreased face-to-face contact and restricted studio-based learning. This integration reinforced the
descriptive interpretation by integrating numerical patterns with contextual evidence, but not necessarily
causal relationships.

3.6 Methodological Positioning for Al-Driven Transformation

The study does not directly assess the adoption of Al, Al literacy, or the performance of specific Al systems.
Rather, the empirical variables represent the digital readiness, technological capacity, pedagogical constraints,
and institutional support conditions that provide a foundation for the subsequent Al-enabled transformation
of media education. The interpretation of the findings and implications of the findings are therefore limited to
discussion with regard to Al This stance ensures methodological validity and enables the empirical findings to
be integrated into the general knowledge of digital transformation in Indian media education using Al

4. Results

Descriptive statistical analysis and frequency distributions were used for the quantitative survey data and
patterns observed in the qualitative evidence from the focus-group discussions with faculty and students were
interpreted. The results are classified under the following headings: faculty readiness, obstacles to media
education, familiarity with technology, limitations in assessment, digital assessment practices, institutional
needs, and participants' experiences with technology mediated learning. The analysis is descriptive and only
variables that have been collected in the data collection process are presented.

4.1 Faculty Preparedness for Technology-Mediated Teaching

The faculty respondents had different degrees of readiness for the shift to online teaching. About 44% stated
moderate preparedness and 33% very prepared as shown in Table 1. 19% responded that they were somewhat
prepared and 4% responded that they were completely unprepared. The extremely prepared category was not
selected by any of the respondent.

Table 1. Distribution of Faculty Preparedness for Online Teaching

Preparedness level | Frequency | Percentage (%)
Not at all prepared 4 4

Slightly prepared 19 19

Moderately prepared | 44 44

Very prepared 33 33

Extremely prepared | 0 0

Total 100 100

The total collected responses showed that 77% of the respondents were either moderately or very prepared.
The spread therefore shows a high background level of readiness but there were no respondents in the highest
category which could show that readiness was rather high.

4.2 Difficulties in Delivering Practical Media Subjects
There were significant variations among subject areas. Production-oriented subjects were found to be
significantly more challenging to teach online than theoretical instruction.
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Table 2. Media Subject Areas Reported as Difficult to Teach Online

Subject area | Frequency | Percentage (%)
Software 37 37

Filmmaking | 61 61

Photography | 61 61

Camera skills | 72 72

Theory 0 0

The top three areas of difficulty reported were camera skills at 72%, followed by filmmaking and photography
at 61% each. Thirty-seven percent indicated that software instruction was a problem, and none indicated a
similar problem with a theoretical subject.

90
BO
70
60
50
40
30
20
10

0

Software Fllmmaking Photography Camera Skills Theory

Figure 2. Distribution of Difficulties in Teaching Media Subjects Online

As shown in figure 2, the subjects that are more difficult to teach are practical and production oriented. It was
observed that the pattern was that a camera-based and production-intensive learning approach was
significantly more difficult than was a theoretical approach, and this was when the learning was mediated by
technology.

4.3 Faculty Time Investment in Addressing Online Teaching Challenges
Faculty members also differed in the amount of time devoted to investigating and responding to online teaching

challenges.

Table 3. Weekly Time Devoted to Understanding Online Teaching Challenges

Weekly time allocation | Frequency | Percentage (%)
Less than 2 hours 44 44

3-5 hours 54 54

More than 10 hours 2 2

Total 100 100

54% spent 3-5 hours a week getting to know the challenges of online teaching. 44% spent less than 2 hours
and only 2% spent more than 10. This pattern suggests moderate pedagogical adaptation activity and weekly

activity continued to be limited.

4.4 Technological Familiarity of Faculty Members
Faculty familiarity with technological tools and platforms was generally high.

Table 4. Faculty Familiarity with Digital Teaching Technologies

Level of technological familiarity | Frequency | Percentage (%)
Very familiar 36 36

Moderately familiar 54 54

Somewhat unfamiliar 10 10

Total 100 100

90% of the respondents said that they were at least somewhat familiar with the technological platforms
necessary for online teaching. 54% indicated being moderately familiar and 36% very familiar, with only 10%

indicating some level of unfamiliarity.
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W Very Familiar B Somewhat unfamiliar

B Moderately Familiar

Figure 3. Faculty Familiarity with Technological Tools and Platforms

Figure 3 displays this distribution of responses in the “moderate” and “high” familiarity ranges, and the digital
familiarity of the faculty members who participated in the survey was generally high.

4.5 Assessment and Feedback Challenges
Assessment represented one of the most substantial areas of difficulty. Respondents could identify more than

one challenge; therefore, percentages in Table 5 are not mutually exclusive.

Table 5. Challenges in Assessing Student Progress and Providing Feedback

Assessment-related challenge Frequency | Percentage (%)
Limited opportunities for direct observation 75 75
Lack of non-verbal cues 75 75
Difficulty assessing practical skills/projects remotely | 55 55
Ensuring academic integrity 38 38
Managing assignments and timely feedback 21 21
Difficulty providing constructive feedback remotely | 20 20
Technical issues affecting timely feedback 16 16

Limited opportunities for direct observation and the absence of non-verbal cues were the dominant challenges,
each reported by 75% of respondents. Difficulty evaluating practical skills or projects remotely was identified

by 55%, while academic integrity was reported by 38%.

80
0
60
50
40
30
20
lo l . l
0
Limited Lack of non Ditficutty In Technical Managing a Ensuring Difficulty in
opportunities  verbal cues m providing Issues alfecting  large number academic asesung
for direct assessang constructve timely of assignments  integrity in practical skills
observation student feedback feedback and provkiing online or projects
urderstanding  without fuce timely assessments remotely
to-face feedback
interaction

Figure 4. Distribution of Assessment and Feedback Challenges in Online Media Education

Figure 4 shows that interactional and observational constraints were more prominent than purely technical
barriers, highlighting the difficulty of evaluating practical and performance-oriented learning through remote
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environments.

4.6 Adoption of Alternative Digital Assessment Practices
Faculty members responded to assessment constraints through a range of alternative digital mechanisms.

Table 6. Alternative Assessment Methods Used in Online Media Education

Assessment method Frequency | Percentage (%)
Online quizzes or tests 92 92
Social media or online community engagement | 88 88
Online portfolios or showcases 71 71
Peer assessment/collaborative assignments 49 49
Live presentations via video conferencing 48 48
Video or multimedia projects 13 13
Online discussion forums or debates 13 13

Online quizzes were the most frequently adopted mechanism at 92%, followed by social media or online
community engagement at 88% and online portfolios at 71%. Peer assessment and collaborative assignments
were reported by 49%, and live presentations by 48%. Multimedia projects and discussion forums were less

prevalent at 13% each.
-, -, I I

- - e

Figure 5. Utilization of Alternative Digital Assessment Methods

The figure 5 demonstrates substantial variation in assessment adaptation, with structured online testing,
digital portfolios, and community-based engagement being considerably more prevalent than multimedia-
project and discussion-based approaches.

4.7 Institutional and Professional Support Requirements
Faculty responses also identified several forms of support required to strengthen technology-mediated

teaching.

Table 7. Faculty-Reported Support Requirements for Effective Online Teaching

Support requirement Frequency Percentage (%)
reported

Training to develop engaging online assessments To be verified 98

Digital tools and accessories 80 74

Access to reliable internet 47 44

Regular training for online lecture planning 80 74

Latest upgraded learning platforms 5 5

Training for engaging online assessments was the most frequently identified requirement, reported by 98% of
respondents. Digital tools and accessories and regular faculty training were each reported by 74%, while 44%
emphasized reliable internet access and 5% identified upgraded learning platforms.

The original record reports a frequency of 106 for the first item despite the stated quantitative sample of 100.
The frequency should therefore be verified against the source data before the final manuscript is submitted;
the reported percentage of 98% should not be converted into a frequency without confirmation.
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Latest upgraded learning platforms

Regular training to plan ondine lectures
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Digital tools and accessonies to support online teaching
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Figure 6. Faculty Support Requirements for Technology-Mediated Teaching

Figure 6 indicates that professional development and access to technological resources were prioritized more
strongly than replacement or upgrading of learning platforms alone.

4.8 Qualitative Findings from Faculty Focus Groups

The quantitative patterns were supplemented by evidence from faculty focus-group discussions. Unstable
internet connection, unequal access to hardware and software, inadequate AV equipment, challenges in
teaching practical skills, and less engagement of learners were consistently mentioned. Around 80% of the
faculty participants mentioned digital inequalities and the lack of access to suitable technological resources.
Faculty members also outlined adaptive responses such as virtual museum and factory visits, home studio kits
with lighting and photography equipment, remote shooting activities, expert masterclasses, provision of
software packages and access to digital-library.

Table 8. Thematic Synthesis of Faculty Focus-Group Findings

Qualitative category Principal observations

Structural and technological Internet limitations, digital inequality, hardware/software

constraints shortages

Pedagogical constraints Practical skill delivery, interaction limitations, reduced
engagement

Adaptive teaching practices Virtual visits, home studio kits, remote production activities

Institutional responses Software provision, digital-library access, expert-led sessions

4.9 Student Learning Experiences

Student focus group feedback confirmed the challenges of practical learning, connectivity, collaboration and
access to software. The loss of studio-based instruction and less peer-to-peer interaction were noted as
important factors by the participants.

Meanwhile, the student evidence showed clear benefits. About 60% said they had good experiences in theory
classes and the same percentage said they had good experiences in software classes. 80% appreciated
flexibility of learning in their own environment and at their own speed.

4.10 Integrated Empirical Pattern

The overall results show four main trends. First, faculty were moderately prepared and had relatively high
levels of technology knowledge. Second, digital delivery proved to be significantly more effective for theoretical
and software oriented learning than for practical media-production activities. Third, assessment was still
limited in terms of direct observation, minimised non-verbal interaction and challenges in assessing practical
skills. Fourth, faculty and students exhibited adaptive capacity in the form of alternative assessment, virtual
activities, digital resources, online collaboration, and flexible learning.

The results of these studies together offer an empirical profile of the technological and pedagogical conditions
of the digital transformation in media education. They offer empirical evidence to interpret the digital readiness
and its implications for the subsequent Al-enabled transformation, without mixing up the variables that were
measured in the study with the implications of Al that were developed in the Discussion section.

5. Discussion

The results indicate that there exists a strong digital foundation for the future of Al-enabled media education
in India, albeit at different levels of preparedness. There was moderate faculty preparedness, with 77%
reporting moderate or high preparedness and 90% reporting moderate or high familiarity with digital
technologies. But digital competence is not synonymous with Al literacy. There are other abilities that are
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needed for effective integration of Al, such as critical evaluation of the outputs of Al systems, ethical use of Al
and responsible human oversight of Al systems. Faculty readiness and Al literacy are also highlighted in prior
studies as key enablers for effective adoption in journalism and higher education [11]-[13].

One of the key areas of limitation was related to practical media education. 72% of the respondents said that
camera skills were hard to teach online, followed by filmmaking (61%) and photography (61%). These findings
indicate that technology mediated education is highly task dependent. While Al-assisted simulation, virtual
production, multimodal learning, and automated feedback can supplement hands-on learning, they are not a
substitute for studio-based experience, creativity, observation, or professional judgment. Thus, the use of
Generative Al as a pedagogical tool is more valuable as an augmentative tool than a replacement tool [14]-[17].
This is further underscored by the assessment challenges. 75% reported limited direct observation and 75%
reported limited non-verbal cues and 55% reported difficulty assessing practical skills. Al-powered formative
feedback and adaptive assessment might help mitigate some of these drawbacks, but academic integrity will
be crucial as generative Al systems can generate text, images, audio, and video. Perceived usefulness,
competence, and clear boundaries for responsible participation also impact student acceptance and effective
use [18]-[21].

Sustainable transformation thus depends on faculty development. The training should not be limited to digital
skills but should also cover prompt literacy, validation of Al-generated content, algorithmic bias, intellectual
property, privacy, synthetic media, and responsible human-Al collaboration [22, 23]. The institutional
governance also plays a pivotal role, as there are certain policies that need to be in place for Al use to be
effective, such as acceptable use of Al, Al authorship, assessment, accountability, and academic integrity [24,
25].

The qualitative results also show that infrastructure and equity continue to be issues. Connectivity, hardware
and software limitations, and access inequity with audiovisual resources can turn into an Al divide when
advanced tools and machines have to be accessed on the cloud or through subscription services or are too
heavy on the device. Based on the results, it can be seen that the Al model can be used to support
individualization, evaluation, digital production, and learning support, while teachers are still needed to
provide mentoring and personalization, creativity, ethical aspects, and contextual understanding. Thus the
empirical results of the study are proxies for digital readiness for Al-powered transformation, but not evidence
of Al adoption or effectiveness of Al-systems.

6. Conclusion

The study shows that the process of Al transformation in Indian media education is not simply a technological
shift, but rather a continuation of the digital transformation. There was a significant level of technological
familiarity and readiness among faculty members and institutions had already implemented a variety of digital
teaching and assessment practices. However, in the practical world of media education there are substantial
restrictions in terms of media skill assessment, engagement, infrastructure, and equal access to the digital
media. These conditions are important as they are the basis for successful integration of AL

The findings indicate that Al adoption should be done in a more human-centric way. Al can support
customization of learning, formative feedback, creation of digital content, software teaching, accessibility, and
flexible assessment, but not hands-on learning, creative decision-making, ethical considerations, collaborative
creation, or professional mentorship. Thus, faculty development should not focus on the traditional digital skills
but also include Al literacy, responsible use of generative Al, algorithmic bias, academic integrity, synthetic
media, copyright, and Al-assisted assessment.

Infrastructure, connectivity, access to software, governance and equitable participation should also be covered
by institutional policies. A limitation of the study is the descriptive cross-sectional design and the absence of
direct measures of adoption of Al or of effectiveness of the Al-system. The results thus do not directly reflect
the implementation of Al but rather provide a baseline for future research on Al. Future studies are required
to explore the Al-specific competencies, Al adoption, utilization of generative Al, and the effectiveness of media-
learning interventions with the support of Al in larger and more diverse populations.

References

1. M.-F. de-Lima-Santos and W. Ceron, “Artificial intelligence in news media: Current perceptions and future
outlook,” Journalism and Media, vol. 3, no. 1, pp. 13-26, 2022.

2. H. Babacan, E. Arik, Y. Bilisli, H. Akgiin, and Y. Ozkara, “Artificial intelligence and journalism education in
higher education: Digital transformation in undergraduate and graduate curricula in Tirkiye,”
Journalism and Media, vol. 6, no. 2, Art. no. 52, 2025.

3. H.Crompton and D. Burke, “Artificial intelligence in higher education: The state of the field,” International
Journal of Educational Technology in Higher Education, vol. 20, Art. no. 22, 2023.

4. S. Tejedor, L. Cervi, L. M. Romero-Rodriguez, and S. Vick, “Integrating artificial intelligence and big data
in Spanish journalism education: A curricular analysis,” Journalism and Media, vol. 5, no. 4, pp. 1607-
1623, 2024.

5. L. Yang, P. Song, S. Wang, and ]. Xu, “Al in journalism education: Curriculum development and
implementation of journalism in BRICS universities,” Media and Communication, vol. 14, 2026.

Vol.6, No.10s, 2026 1021


http://www.svedbergopen.com/ijaiml

www.svedbergopen.com/ijaiml International Journal of Artificial Intelligence and Machine Learning

6. D.T.K.Ng, J. K. L. Leung, S. K. W. Chu, and M. S. Qiao, “Conceptualizing Al literacy: An exploratory review,”

Computers and Education: Artificial Intelligence, vol. 2, Art. no. 100041, 2021.

7. T. K. F. Chiu, Z. Ahmad, M. Ismailov, and I. T. Sanusi, “What are artificial intelligence literacy and

competency? A comprehensive framework to support them,” Computers and Education Open, vol. 6,
Art. no. 100171, 2024.

8. M. Rehman, M. A. Dar, and I. Rasool, “Al literacy at higher education and India’s vision Viksit Bharat 2047:

A systematic review,” Discover Artificial Intelligence, vol. 5, Art. no. 294, 2025.

9. C.K.Y.Chan and W. Hy, “Students’ voices on generative Al: Perceptions, benefits, and challenges in higher

10.

11.

12.

13.

14.

15.

16.

17.

18.

19.

20.

21.

22.

23.

24,

25.

education,” International Journal of Educational Technology in Higher Education, vol. 20, Art. no. 43,
2023.

T. Dodds, R. Zamith, and S. C. Lewis, “The Al turn in journalism: Disruption, adaptation, and
democratic futures,” Journalism, vol. 27, no. 3, pp. 530-544, 2026.

T. Hollanek, D. Peters, E. Drage, et al.,, “Al, journalism, and critical Al literacy: Exploring journalists’
perspectives on Al and responsible reporting,” Al & Society, vol. 40, pp. 6393-6405, 2025.

M. Jaakkola and ]. Wiik, “No-panic pragmatism: Nordic journalism educators’ preparedness to teach
artificial intelligence (Al) in 2024,” Journalistica, vol. 19, no. 1, 2025.

L. Dierickx, F. Bjerknes, A. L. Opdahl, and C.-G. Lindén, “A taxonomy of LLM-supported tasks for
critical Al literacy in journalism,” Postdigital Science and Education, 2026.

A. Tlili, B. Shehata, M. A. Adarkwabh, et al., “What if the devil is my guardian angel: ChatGPT as a case
study of using chatbots in education,” Smart Learning Environments, vol. 10, Art. no. 15, 2023.

E. Kasneci et al,, “ChatGPT for good? On opportunities and challenges of large language models for
education,” Learning and Individual Differences, vol. 103, Art. no. 102274, 2023.

H. Crompton and D. Burke, “The educational affordances and challenges of ChatGPT: State of the
field,” TechTrends, vol. 68, pp. 380-392, 2024.

H. Jo, “From concerns to benefits: A comprehensive study of ChatGPT usage in education,”
International Journal of Educational Technology in Higher Education, vol. 21, Art. no. 35, 2024.

H. Johnston, R. F. Wells, E. M. Shanks, T. Boey, et al,, “Student perspectives on the use of generative
artificial intelligence technologies in higher education,” International Journal for Educational
Integrity, vol. 20, Art. no. 2, 2024.

A. Strzelecki, “Students’ acceptance of ChatGPT in higher education: An extended Unified Theory of
Acceptance and Use of Technology,” Innovative Higher Education, vol. 49, pp. 223-245, 2024.

J. Delcker, |. Heil, D. Ifenthaler, S. Seufert, et al., “First-year students’ Al competence as a predictor for
intended and de facto use of Al tools for supporting learning processes in higher education,”
International Journal of Educational Technology in Higher Education, vol. 21, Art. no. 18, 2024.

J. Kim, M. Klopfer, ]J. R. Grohs, H. Eldardiry, et al., “Examining faculty and student perceptions of
generative Al in university courses,” Innovative Higher Education, vol. 50, pp. 1281-1313, 2025.

D. Verano-Tacoronte, A. Bolivar-Cruz, and S. Sosa-Cabrera, “Are university teachers ready for
generative artificial intelligence? Unpacking faculty anxiety in the ChatGPT era,” Education and
Information Technologies, vol. 30, pp. 20495-20522, 2025.

A. 0. Tzirides, G. Zapata, N. P. Kastania, et al,, “Combining human and artificial intelligence for
enhanced Al literacy in higher education,” Computers and Education Open, vol. 6, Art. no. 100184,
2024.

Y. An, J. H. Yu, and S. James, “Investigating higher education institutions’ guidelines and policies
regarding the use of generative Al in teaching, learning, research, and administration,” International
Journal of Educational Technology in Higher Education, vol. 22, Art. no. 10, 2025.

H. Coates, G. Croucher, and A. Calderon, “Governing academic integrity: Ensuring the authenticity of
higher thinking in the era of generative artificial intelligence,” Journal of Academic Ethics, vol. 23, pp.
2015-2028, 2025.

Vol.6, No.10s, 2026 1022


http://www.svedbergopen.com/ijaiml

