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In recent years, composition teachers and scholars have noted that
multimodal technologies have changed the landscape of the first-year college writing
classroom, causing many to consider the relevance of integrating these tools into the
writing curriculum. While some suggest that it is important to teach students to write
with a variety of technologies, others argue that a writing instructor’s primary
objective is limited to teaching students to use the language effectively, emphasizing
grammar, spelling, punctuation, and organization. As a graduate student and
college writing instructor, | have been asked to align myself within this debate
several times. After careful consideration, it seemed that this discussion lacked a
general understanding of how these technologies were currently being used to
support classroom instruction, without which it is difficult to establish whether or not
these tools improve writing instruction. To provide insight into the current
pedagogical practices of college writing instructors, this dissertation utilized a
constructivist paradigm to investigate three first-year college writing classrooms,
examining how multimodal texts and technologies changed the landscape of
traditional, computer-mediated, and online writing classrooms at three public

universities in Pennsylvania. By triangulating data through naturalistic observations,



artifact analysis, and culminating interviews, this dissertation provided insight into
how multimodal texts and technologies were recently used to support classroom

instruction, providing a foundation on which scholars can begin to more effectively
assess the relevance of multimodal texts and technologies in the first-year college

writing curriculum.
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CHAPTER ONE
INTRODUCTION
When | began teaching at a small community college in western

Pennsylvania, | was approached by the Dean of Humanities and Social Sciences.
He began to ask me how | intended to use technology in my classroom during the
upcoming semester. | was told that | would be in a semi-smart classroom, equipped
with an LCD projector and computer console at the front of the room. As | began to
discuss how | would make use of web resources in my college writing class, he
began to suggest a program called My Writing Lab. He explained that this program
had great applications and was linked to materials in the course textbook that I, as
an adjunct faculty member, was required to use in my writing classroom. | was then
informed that the use of this program would be mandatory for my intermediate
writing and college writing courses. According to the instructions offered to me by

the Dean, | signed on to a ready-made account at www.mywritinglab.com (powered

by Pearson, the publisher of the required textbook) and perused some of the
functions that | could use to supplement classroom instruction. Short grammar
quizzes and discussion boards were two of the functions that | selected to
incorporate into my writing classroom.

For my first semester, | was sent to teach at a small satellite campus in a
neighboring county. Later | learned that this particular county was the second
poorest in the state of Pennsylvania. The steel industry had left the community and
left in its wake a rural population with very few resources. Record highs in

unemployment drove many students back to school and into my classroom.
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At the beginning of my first class | explained that the college was going to
require us to use My Writing Lab to supplement classroom learning during the
semester. As | explained how we would use this program, several students began
shifting anxiously in their seats. Finally one student raised her hand and posed a
guestion that I had not considered fully—what if we don’t have a computer?

| paused for a moment and examined my class and asked “who doesn't have
access to a computer at home?” Of the 25 students in the room, 12 raised their
hands, indicating that they had no computer access whatsoever. | then asked “who
doesn’t have access to the internet at home?” Of the 25 students enrolled in that
class, 17 now raised their hands. | took this information to the campus’ Educational
Coordinator to discuss the possibility of accessing a computer lab once a week and
was told, simply, that the college did not have those resources available. The one
computer lab at this location was constantly booked with other courses who had
priority—mainly computer science, and nursing. This left four public access
terminals in the lobby that my students could share. When | mentioned my findings
to the Dean the next time | saw him, | was informed that | was still required to use
My Writing Lab in my classroom, and to do the best that | could with the resources |
was given.

The following investigation was fueled by this experience. | wanted to know
how other instructors were using technology to support instruction and reasons
behind their choice to use specific programs or technological devices in their
classrooms. Were other instructors being coerced into using technology in ways

with which they were unfamiliar, or did some choose to do so freely? This
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investigation examined how and why instructors of first-year college writing courses
used technology to support learning.
Statement of the Problem

In recent years, as multimodal new media technologies have become
increasingly accessible to the mainstream population, they have revolutionized the
way we teach, learn, and communicate with those around us. According to the U.S.
Census Bureau, in the year 2003, 54.7% of American households had internet
access, compared to 61.7% in 2007 (US Census Bureau, 2007). A report released
in October, 2009, reflected another significant increase in internet access, claiming
that now 76.7% of American households have access to the internet at home (US
Census Bureau, 2009). The increasing presence of these technologies has forced
us to redefine what it means to be literate. As these technologies have become
increasingly important in the professional and academic worlds, students (as well as
professionals) have relied increasingly on videos, audio recordings, and even
videogames to gain information; such behavior has forced many scholars to redefine
the term texts to include those newer forms of communication and expand the
definition of literacy to include the skills that allow individuals to communicate
through those means (Gee, 1991; Gee 2007; Kress, 2003). Many students enrolled
in college today already have a profile posted on social network sites, like Facebook
or My Space. According to Danah Boyd (2008), in 2006, 64% of teens, age fifteen
to seventeen, regardless of socioeconomic status, have already created profiles on
social network sites (p. 121). In response to increased student activity online,

teachers have adopted the use of online learning tools like WebCT, Moodle, and
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Blackboard to facilitate class discussions and to post relevant course materials so
that they can be accessible to students with internet access at home. Furthermore,
some teachers have seen their classrooms, in the physical sense, vanish altogether,
replaced by online classrooms that exist solely in the digital realm. Electronic
magazines and e-journals have found a place in a publishing industry that, until now,
existed solely in the form of print media that communicated through an alphabetic
system of letters and symbols. Books are being replaced by digital readers like
Nook and the Kindel, and the texts being published today communicate as much
through images and sounds as they do through written words.

Though few can argue that electronic media have greatly impacted the way
that we read, write, learn, and communicate, recent innovations have sparked an
intense debate regarding its role in the context of the writing classroom. Some
scholars, like Charles Moran and James Strickland, argue that introducing these
technologies into the writing classroom may distract from course objectives. They
suggest that the integration of certain technologies in the writing classroom will often
force instructors to teach the technology rather than writing skills and that there is
little to no evidence that these technologies actually improve the quality of classroom
learning (Moran, 2001). Strickland also goes a step further, arguing that students
from lower socioeconomic classes are often unable to afford the most advanced
technologies, while students from wealthier families tend to have more access and
will then have a considerable advantage over students with more limited access to
computers, programs, and software (Strickland, 1997). Still others, like Cynthia

Selfe, Mary E. Hocks, and Michelle Kendrick, argue that these technologies are
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relevant to the personal, professional, and academic lives of our students. They
suggest that our students are often expected to write for a digital audience utilizing a
variety of new media technologies and, if they are expected to do so to communicate
in both professional and casual contexts, we should teach writing skills that will help
them to do so effectively (Takayoshi & Selfe, 2007; Kress, 2003; Hocks & Kendrick,
2003). While this logic seems reasonable at first glance, this argument is
complicated further when teachers are uncomfortable with these technologies or are
unprepared to teach students to apply these technologies in the writing context
(Moran, 2001; Hocks & Kendrick, 2003).

As a graduate student and teacher of first-year writing courses, | have been
asked by many colleagues to align myself within this debate—can we teach writing
more effectively with multimodal new media technologies or with the traditional
methods of instruction? After careful consideration, it seemed to me that we were
asking the wrong question. While scholars continue to argue that the integration of
more technology in the writing classroom may benefit our students, it seems that few
have really examined how these technologies are currently being used. How can
you argue that integrating technology into the writing classroom will improve writing
instruction if we do not have sufficient knowledge of what instructors are actually
doing in the classroom and what caused them to make these instructional
decisions? Until we understand what the pedagogical practices of instructors in the
classroom are, currently, it is impossible to assess the advantages or disadvantages
of increasing or decreasing the degree to which certain technologies are used to

facilitate their teaching objectives.



The influx of digitally-based, multimodal technologies has, in recent history,
changed the landscape of the writing classroom. While it is true that many college
writing courses are conducted in traditional classrooms in which students work with
pencils, pens, and notebooks, an increasing number of classrooms offer students an
opportunity to work with computers. Still, as stated previously, some colleges have
instituted distance education classrooms on the World Wide Web, creating virtual
classrooms that do not exist at all in the physical sense and that are accessible only
through the use of personal computers. Therefore, to understand precisely how
technologies are currently being used in the writing classroom, this dissertation will
take the form of three case studies conducted in three different college writing
(ENGL101) classrooms at three public universities in western Pennsylvania—
identified in this investigation as Red Raptor University (RRU), Allegheny Highland
University (AHU), and Slick Pebble University (SPU). This exploration provides
vital insight into the pedagogical practices of instructors and how they choose to
integrate multimodal texts or technologies into their college writing classroom. By
examining a class conducted online, in a computer lab, and in a traditional
classroom, this dissertation will provide a well rounded overview of how the sampled
instructors are teaching now, how their pedagogical approaches vary from one
context to the next, and how they have prepared to integrate these technologies into
their pedagogical practices. While this project does not assess the effectiveness of
the pedagogical strategies employed by the participating instructors, it is impossible
to argue for or against the integration of multimodal new media technologies if we

are unaware of how those technologies are currently being used.
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This first chapter defines the purpose of this study, examines the research
assumptions that have been taken into account, expresses the rationale for the
research that follows, and states its significance to the discipline. It will identify the
research questions that will be addressed in the following pages and draw from
prominent scholars to situate this dissertation in the larger academic discussion.

Purpose of the Study

The purpose of this study is threefold: 1) to identify which new media
technologies are currently being used to support instruction in each of the sampled
first-year college writing classrooms, 2) to examine why instructors have decided to
use certain technologies, and 3) to describe the instructional practices that are
utilized in each of the sampled classrooms. This study provides the insight into
current pedagogical practices that is necessary to understand what we need to know
about new media before we bring it into the classroom. Though it does not evaluate
the effectiveness of pedagogical applications for new media technologies, it will
allow us to assess the extent of new media’s influence on writing instruction in these
three “typical” classroom settings.

Research Assumptions

In the development of this project, three research assumptions have created
a foundation on which this study can be built. These assumptions are as follows:

= Limited accessibility still influences which technologies are available and

how these technologies can be used to facilitate classroom instruction.

= Decisions made by administrators are likely to impact how instructors

integrate multimodal texts and technologies in their classrooms.
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= Multimodal new media technologies impact every classroom.
| have referred to these assumptions periodically to identify the research questions
that would drive this investigation and to develop a rubric to govern data collection
and analysis. It should also be noted that these assumptions are based largely on
my own personal experience teaching at a community college in western
Pennsylvania.

Accessibility of Technology is Limited

Even in what we call the digital age, access to technology is not limitless.
This assumption is driven by my own experiences as an instructor of first-year
writing courses at a community college in western Pennsylvania, and serves as a
“feeder” school for two of the universities sampled in this investigation. Moran
explains,

“technology has made this wealth gap, always present in our writing classes,

more dramatically visible . . . Today [1997] an up-to-date PC and printer cost

$1,500 at the least. Web and e-mail access are additional costs, as are

backup hardware, surge suppressors, software, [and] maintenance” (p. 218).
In other words, when technology is integrated into the writing classroom, students
from higher socioeconomic status have a distinct advantage over those with more
limited means. Wealthy students can pay for the new computer system, printers, the
Microsoft Office software package, and DSL internet, while students with more
limited means rely on dial-up internet access, outdated software packages, and
substandard computers. This concept is further reinforced by James Strickland

(1997) who explains that the “haves’ in our society will always have the latest
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hardware and software, and our only hope is to ensure the 'have nots' have access
at school” (p. 8). He argues that students who have insufficient computer access at
home must rely on the computer access at school and, though this access is in the
very least uneven, it is the best option we currently have available to manage the
accessibility issue.

Some of my colleagues, like Strickland, have argued that the best solution to
inequality of access is to install more public access terminals on campus, but what
they fail to recognize is that all access is not equal access. Moran argues that
“home access is when you have your computer . . . On this computer is your
software, with your settings, a Web browser with your bookmarks” (p. 218).
Students who lack personal “home” computers lack the ability to customize the
settings in a way that will allow them to be most efficient. Furthermore, because of
their lack of access at home, many of these students do not know enough about
public computers to change settings, even temporarily, in ways that will allow them
to accomplish the most in their limited amount of time. Many computer labs on
college campuses also have restrictions regarding food, beverages, and hours;
students who rely on public points of access may often have to leave during breaks
if they are hungry or thirsty and are unable to continue working when the lab closes
at the end of the day. Their access may be completely eliminated until the lab opens
the next morning.

As an instructor whose students often experience issues regarding
accessibility of computers, printers, and internet access, | have been forced to

reevaluate and modify my own pedagogical strategies. This experience has led me
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assume that many instructors must consider student accessibility (or perceived
accessibility) prior to making the decision to integrate or not to integrate technology
into the writing classroom. As a result, many of the questions | posed to
participating instructors during post-observation interviews have been selected in the
hopes of identifying the impact of these accessibility issues on their pedagogical
strategies for the writing classroom.
Administrators Influence on Instructor Pedagogies

As with the accessibility issues, college administrators have an impact on the
classroom, based on my personal experience. Prior to the Fall 2009 semester, the
chair of my department presented me with the list of goals and objectives for first-
year writing courses at our college. | was advised that we would be using an online
writing lab that was provided by the publisher of the textbook, which was also
mandated by the administration. Similar observations have been made by other
scholars that indicate that this is not an unusual phenomenon. Moran explains that
there is a great deal of pressure on administrators to keep up with new technological
developments from one semester to the next, one academic year to the next, and
that failure to do so results in the school becoming “roadkill on the information
highway” (p. 203). Because technology is so important to our contemporary lifestyle,
Moran argues that some students may choose not to attend a college that has
substandard access to technologies. What's worse, students who attend schools
without access to current technologies will graduate without skills that students at
other colleges have developed. The incentive of administrators to make students

marketable exists because it stands to reason that students who become gainfully
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employed are more able to produce alumni dollars down the line. If students are not
marketable, it not only impacts the institution financially through money generated
through tuition and budgets based on enroliment and retention, but it can reduce the
amount of money that these students will offer the university through post-graduate
donations.

In addition to the money that is generated by the students or budget
increases that are related to enrollment, many administrators are encouraged to
influence classroom practices by incentives offered through grants. Fred Kemp
(2000) explains that “often several levels of college administrators are bypassed by
grant money that establishes a computer-based classroom” (p. 270). This concept
is again reinforced by Moran’s experience at the University of Massachusetts, where
“we cheerfully spend money on computer-equipped classrooms, money that if it
were spent instead on direct instruction (teachers), would reduce our average class
size significantly” (p. 203-204). In either Kemp's or Moran's experience, we can
observe precisely how much influence an administrator can have on classroom
practices. If the technologies are present, instructors are encouraged, if not
required, to integrate them into their instructional methods. Furthermore, investment
choices made by administrators can also impact class sizes which may, in turn,
affect how the instructor teaches. With more students, it is increasingly difficult to
employ teaching practices that require teachers to facilitate small group activities or
to directly engage each student during scheduled classes. Therefore, administrators
can influence the instructional methods of teachers in the classroom regardless of

whether it improves learning.
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Mission and vision statements from each of the sampled universities also
provided a great deal of insight into how administrative goals influenced the way
technology was used in the classroom. The SPU mission statement declared that
the university placed “emphasis on technology and information literacy across the
curriculum.” Likewise, the vision statement from AHU stated that the university
strived to be recognized for its technological “innovation, leadership, and
commitment to excellence.” These two statements offered some insight that
administrators might influence the instructors’ decision to integrate certain
technologies into their classrooms.

In addition to the mission statements offered by the sampled institutions, the
assumption that administrators have some impact on classroom practices also arose
from my personal experiences, as well as from observations stated by other scholars
in the field, like Moran and Kemp This assumption has also guided some of the
interview questions that | have posed to the participating instructors and has
influenced the research questions | have examined in this project.

Technology Effects Every Class

The assumption that has been formed is based on a pilot study conducted in
January 2009 (Ruefman, 2009). This study examined course artifacts from college
writing classes at the same three public colleges in western Pennsylvania. Through
a discourse analysis of course artifacts, this project identified the pedagogical
implications suggested by the course artifacts. For example, through course
websites, syllabuses, and handouts, this project identified the requirements of

course assignments, the technologies students would be expected to work with to
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complete those assignments, and how instructors preferred to communicate with
their students. In this project, instructors required their students to utilize word
processing programs to complete course assignments and preferred to
communicate with their students outside of the classroom through email.
Regardless of how instructors choose to integrate technologies during scheduled
classes, the expectation that students will use certain technologies to complete
assignments outside of the classroom makes technology a factor in their
pedagogical practices.

Many scholars reinforce the assumption that what students do outside of the
classroom effects classroom instruction. For instance, many first-year writing
students enrolled in college writing courses are experienced writers. Many scholars
have recognized this, suggesting that students have been writing blogs, emails, and
text messages long before they reach the college writing classroom; students then
bring these experiences with them into the writing classroom (Gee, 2007;
Lindemann, 2001; Takayoshi & Selfe, 2007). Following the logic that students bring
their writing experiences from outside the classroom into the classroom, we can
assume that the writing projects and activities completed outside the classroom will
influence their learning during scheduled course meetings. Assuming that
instructors have a rationale for including each assignment in their classroom, it can
then be concluded that these assignments characterize instructor pedagogies.

Based on the findings of the pilot study—all nine of the sampled professors
required students to complete assignments by using desktop publishing and word

processing programs—the research assumption is that most of the instructors
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participating in this dissertation will require students to utilize multimodal new media
technologies to complete assignments outside of class meetings. Following the
logic of Takayoshi, Selfe, and Lindemann, it can then be concluded that these
technologies impact every classroom, even if these technologies are not used to
facilitate lectures or in-class activities. As a result, this assumption has caused me
to consider course artifacts that offer some insight into the nature of out-of-class
assignments instructors in each context require.
Research Questions

My primary research question is: how have multimodal new media texts and
technologies influenced the pedagogical practices of instructors teaching first-year
college writing courses? To answer this primary question, it will be necessary to
address the following secondary questions:

1. Which technologies do instructors use to support instruction and how were
they implemented? Even pens and pencils are technologies, though they
are not new media technologies. The answer to question is vital to
answering this study’s primary question. By identifying which technologies
are present in the classroom and how instructors are utilizing those
technologies during class time, the term “new media” is examined and
defined. Answering this question will offer a detailed account of the
influence of new media technologies on the sampled classrooms and how
that influence has evolved over time.

2. Which technologies do instructors expect their students to use to complete

course assignments either inside or outside scheduled class time? This
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secondary question operates on the assumption that most instructors
prefer students to use word processing programs, like Microsoft Word or
Word Perfect, to complete writing assignments. Because computer
ownership continues to rise among students and because computers are
increasingly accessible through public libraries and college campuses,
some instructors require students to produce texts using certain new
media technologies (Warren-Austin, 2001). Requiring students to use
certain new media technologies to complete course assignments allows
instructors to introduce these technologies to students. Therefore this
guestion will address how the expectations imposed on instructors
influence their instructional practices.

. To what extent does the accessibility of certain technologies influence the
way instructors choose to integrate new media into their first-year college
writing courses? While colleges certainly have wider access to computers
today than at any other point in history, no campus has unlimited access;
in fact not every classroom on every campus has a computer for every
student. As demands for computer-equipped classrooms are on the rise,
it becomes clear that not every instructor may be able to use a computer
equipped classroom for every course. Addressing this question will offer
insight into how prevalent accessibility issues are and what types of
accessibility issues concern participating instructors.

How do the instructors promote awareness of multimodal texts? While

instructors can certainly promote awareness by using multimodal
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technologies in the classroom, it is also important to understand

awareness can also be promoted through discussion topics (Gee, 2007).

Taking into account that there are some limitations on accessibility which

may influence the use of these technologies, it is important to consider

whether the instructor refers to other means to promote awareness of

these concepts.
Prior to answering these questions, it will be necessary to define new media by
examining new media theory, visual rhetoric, and composition theory in chapter two.
Once new media is defined and connected with the writing classroom, this
dissertation will bridge theory and practice by examining current pedagogical
practices of instructors in first-year college writing classrooms.

Significance of the Study
Many scholars, including Kress (2003) and Selfe (2007), have acknowledged

the increasing importance of new media technologies in education. Takayoshi and
Selfe suggest that, with the advent of digital writing environments, students require
the skills to read, write, and engage texts in “multiple modalities” (p. 3). That is to
say, the world of the text has moved beyond the concrete boundaries of printed
language and now can be engaged aurally and visually as well. For example, while
a printed text is generally accessed exclusively by reading the words on the page, a
text published on the World Wide Web introduces aspects of visual and aural design
that affect how the author and reader will engage with and interpret the meaning of
the text. Should the author choose to imbed streaming videos or audio recordings,

a digital text can then be consumed by reading the written words, observing the
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organization of materials on the computer screen, and watching and listening to the
uploaded materials; therefore, multimodal texts require readers and authors to
develop a variety of visual, oral, and aural literacies in addition to the ability to read
and interpret written language.

Multimodal writing is a means of communication that is utilized by a growing
number of students every day in their lives outside of the classroom. Whether by
blogging, texting, instant messaging, or tweeting, many students from junior high
through graduate school communicate daily through some means of written
correspondence. This means that many students who are coming into first-year
college writing classrooms are often experienced in composing multimodal texts.
Despite this fact, some students continue to express a deep seeded hatred for
writing. Takayoshi and Selfe (2007) argue that this phenomenon is largely due to
the fact that, while multimodal writing has become a valuable means of
communicating, “the formal assignments that many English composition teachers
give to students remain alphabetic and primarily produced via some form of print
media” (p. 1). In other words, the types of writing students are expected to complete
for class have become irrelevant to their lives. Instructors largely expect students to
submit texts that conform to an antiquated format (1-inch-margins, typed in a 12pt.
font, and printed on white paper) despite the fact that in their own lives, students are
largely “exchanging texts composed of still and moving images, animations, sounds,
graphics, words, and colors” (Takayoshi and Selfe, 2007, p. 2). According to

Takayoshi and Selfe, instructors must make an effort to update the definition of
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“texts” in college classrooms to once again make writing relevant to their students’
lives in the current age.

While Selfe claims that new media technologies and multimodal writing
should be integrated into the college writing curriculum, others, like Moran, caution
their colleagues to do so conscientiously. In some cases, scholars feel that the goal
of college writing courses is to teach students to utilize the language effectively.
These scholars largely feel that the integration of certain technologies will distract
from this goal, forcing instructors to teach the technology rather than writing and
language skills, and distracting from the rhetorical principles on which the
composition discipline was founded. Moran is one such scholar who advises college
writing instructors to proceed with caution. He argues that there is a great deal of
pressure on educators at colleges and universities to integrate educational
technologies into their classroom pedagogies, “despite the fact that there is no proof
yet that technology improves students’ learning” (p. 203). Therefore, before any
decisions are made, Moran advises writing instructors to evaluate their goals for
each class and consider carefully whether the integration of certain technologies is
compatible with those objectives.

In this polarized debate— to integrate or not to integrate multimodal
technologies into writing classrooms—it seems that both sides are arguing their
point without understanding precisely how certain technologies have already been
utilized by writing instructors and how efficiently the practices that are currently in
place accomplish the instructional goals and objectives. Until we have a better

understanding of how multimodal new media technologies are being integrated into
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writing classrooms, it is difficult to assess whether they improve the quality of the
students’ education or cause students to become more invested in the subject
matter. This dissertation fills that gap by providing detailed accounts of how real
instructors choose to integrate multimodal technologies into first-year college writing
classrooms. It presents its findings in the form of three case studies that offer
detailed accounts of the instructional practices of professors teaching in three
specific classroom contexts: (1) a traditional classroom without computer access, (2)
a computer-mediated classroom where each student has access to a personal
computer (PC) during scheduled class times, and (3) an online writing classroom

that exists entirely in the virtual world of new media.
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CHAPTER TWO

NEW MEDIA, MULTIMODALITIES, AND THE WRITING CLASSROOM

In the previous chapter, | have presented the rationale for this study,
discussed its objectives, and communicated its significance in the field. As new
media technologies become increasingly available to the mainstream population,
they have revolutionized the way that our students communicate, write, and learn.
New media technologies have forced scholars to continually redefine what we
consider “texts” to include compositions that communicate in multiple modes,
particularly in the case of those technologies that are continuing to shape
communication contemporarily (Kress, 2003; Takayoshi & Selfe, 2007; Selfe,
Fleischer, & Wright, 2007). As writing scholars have moved to redefine texts, they
also force instructors to reconsider their goals for college writing courses. However,
the first chapter alone is not enough to adequately define new media, multimodal
texts, or the pedagogical implications they bring into the writing classroom. As a
result, this chapter reviews the literature related to new media theory, composition,
and writing pedagogies, defining the important terminology and expressing how
these concepts were treated throughout this dissertation.

Defining New Media

New media, today, remains difficult to define because this terminology has
been used for generations to refer to the technologies that have changed the way
that we think, act and communicate. Over time, the technologies have continually
evolved as well. In fact, while new media theory was established relatively recently,

new media technologies have revolutionized western culture for centuries.
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Throughout history, the term new media has referred to the contemporary
technologies that have altered the way that humans interact with one another.
Some devices spring immediately to mind, like the printing press, typewriter,
telephone, radio, television, and personal computer. However, more subtle
technologies, like the pencil, fountain pen, ballpoint pen, and even our present
alphabet, were considered, at one point, to be new media technologies as well.
Because the term “new media” has been used to refer to so many different
technologies, it is important to better understand its etymology. By examining the
history of the term and its evolution, we will better understand what it means today
and what it may refer to tomorrow.
New Media: A History

Before examining the larger concepts that are associated with new media,
perhaps it is wise to first examine the words themselves. What do these words
literally mean? According to Selfe, media refers to “the technology on which—and
the technological systems through which—information is delivered or stored” (Selfe,
2007, p. 195). This definition suggests that media can be anything from DVDs and
computer hard drives to papyrus scrolls and paper. In the history of written
language, Egyptian hieroglyphs were carved into the stone walls of temples and
tombs, while knowledge in ancient Greece was preserved by tracing ink onto
papyrus scrolls. In these cases, the stone tablets and papyrus scrolls become forms
of media that allowed knowledge to be stored and accessed thousands of years
later. However, as noted by Wendy Hui Kyong Chun and Thomas Keenan (2006),

this is not to say that the papyrus or stone materials are media:
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the term “media” (as opposed to mediums or medium) is linked to mass
media: in the eighteenth century, paper was a medium of circulation, as was
money; in the nineteenth century, electricity was a medium; in the late
nineteenth and twentieth centuries, media emerged as the term to describe
inexpensive news papers and magazines and, in an affront to English and
Latin, became a singular noun. (p. 3)
In this passage, Chun and Keenan explain the difference between two terms,
“‘medium” and “media.” They explain that the term “medium” refers to the material
through which information is stored or transmitted, while “media” is a term that refers
to what they become after the information is recorded in the medium. For example,
a newspaper operates through a paper medium. It is not until after words and
images are printed on the paper that “media” is created. In the examples of the
stone tablets and papyrus scrolls, offered previously in this chapter, papyrus and
stone are the mediums through which the created media (scrolls and tablets)
operate. Today papyrus scrolls and stone tablets are still considered to be media
because they continue to store and transmit the information that was originally
recorded on them. However, most scholars would agree that these “media” are not
“new media,” despite the fact that, at one time, they were new. So when does “new
media” become simply media?
Some scholars, like Selfe, interpret the meaning literally, stating that “new
media” refers to a form of media that has developed and implemented within the last
five years. According to this position, digital media is no longer “new media” because

it has been around for several years (Selfe, 2009). Therefore the internet, which
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was invented over 20 years ago and has been relatively accessible since, is not
considered to be a new media technology. The electronic medium, through which
the internet and computer programs as well as television and radio broadcasts
operate, has been in place since the late nineteenth century. Therefore, according
to these scholars, there is no “new” media currently.

While the literal interpretation of “new media” that is offered by Selfe seems
valid, | believe that we should consider the position of Chun and Keenan, that “new
media” exists when it continues to develop, perpetually evolving into something
different. Referring to the Internet, Chun and Keenan explain that the “newness” of
new media had relatively little to do with the time it was invented. Instead they argue
that “we accepted the Internet or new media as new because of a concerted effort to
make it new” (p. 3). Chun and Keenan refer to the promotion of the Internet through
more traditional forms of media as a way to convince the public that it was a strange
new technology that would revolutionize the world, despite the fact that it had been
around for several years. Furthermore, the Internet that we navigate today has
changed drastically from the Internet that existed in 1995. Although the internet of
today functions in a way very similar to the internet of 1995 (through binary coding),
more recent innovations allow the mainstream population to utilize the internet in
different ways. For example, it was possible to upload streaming videos to the
Internet in 1995 but only if the individual had the knowledge to convert videos into
the appropriate digital format. The development of YouTube drastically changed the

way videos can be uploaded and viewed online. Now anyone with an internet
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connection and camera can upload videos, while any file conversions or coding is
processed automatically by the program that is in place.

While Selfe (2007) might argue that the term “new media” cannot be applied
to technologies that have existed for more many years, | would argue that new
developments are constantly changing the way new media technologies are used.

In the case of the Internet, despite the fact that it has existed for more than two
decades, | would still consider this to be included in the category of “new media” due
to the fact that there is a continued effort to develop new components that regularly
change how this technology is used today and how it will be used in the future.

While there is still some ambiguity that must be acknowledged when defining
“new media” and “new media technologies,” the main focus since 1967 has been on
those technologies that operate through an electronic medium. The first reference to
a connection between the term “new media technology” and the electronic medium
occurs in an article by John McHale (1967). In this article, McHale likens the
influence of electronic-based technology to that of a “Second Industrial Revolution”
(p.- 120-122). He explains that the first Industrial Revolution “spurred the
development in high-strength alloys; energy conversion; air, surface and undersea
transport; and radio communications,” while the second industrial revolution “marked
a new relationship between basic scientific research, technical development, and
social usage” (p. 122). In other words, the first industrial revolution developed a
wealth of technologies, while the second changed the way we use them.

McHale is among the first scholars to link “new media” explicitly with

electronic technologies. He argued that:
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the major tools and change agents, of our present period — electronics,
automatic control systems and computers—emerge from this relation [to the
second industrial revolution], plus the new ‘software’ media tools of
operations research—decision theory and systems analysis . . . From the
fusion of these ‘tools’ and the more direct application of scientific procedures
to human affairs come automation, and, as some have phrased its latest
development, cybernation. (p. 122)
According to McHale, the human experience since the second industrial revolution
has become inseparable from the electronic and computer-based technologies that
were used every day, resulting in hybrid society. While several scholars around this
time were aware of this phenomenon, McHale was the first to explicitly use the
phrase “new software media tools,” and becomes the earliest reference that realigns
the term “new media” specifically with electronic and computer-based technologies.
Since McHale’s article was published in 1967, the definition of the term “new
media” has continued to evolve, but, for the last fifty years, it has largely been used
to define the technologies that operate through an electric medium. This definition
was refined further to apply to the electronic and computer-based technologies that
were used to facilitate social actions; later this definition was refined further to refer
to the digital technologies, those that transmit, store, and translate language,
images, and sounds into binary code (Lunenfeld, 1999; Selfe, 2007; Kress, 2003).
Binary code is the language through which digital devices (e.g. personal
computer, cellular telephones, etc.) operate and is the defining characteristic of

anything that is identified as “digital” technology. Digital devices rely on binary code
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to transfer all “representational systems” into a common system so that “all
[information] can be stored, accessed, and controlled by the same equipment”
(Lunenfeld, 1999, p. xvi). For example, digital photographs have undergone a digital
coding and are actually stored on a memory card or hard drive as a series of “0” and
“1”. The computer reads this series of Os and 1s and translates them into the image
that can then be viewed by the human eye. Audio and video recordings that we
listen to or view on MP3 players or YouTube, and the texts that we read on the
internet are processed through this same binary coding system. To many
contemporary scholars, “new media” is synonymous with “digital media,” those
technologies that function through binary coding.

Given the history of the term, a certain degree of ambiguity must remain. As
assuredly as the term has evolved into what it is today, it will continue to act as a
place holder, referring to something different later. That being said, this dissertation
refers to “new media” in two ways. First, “new media” are the technologies that
operate through an electronic medium (McHale; Chun and Keenan), to create, store,
transmit, and display information and correspondence (Selfe, 2007) in a digital form
(Lunenfeld, 1999). Second, “new media” is a term that is used to define the
“products” or “texts” that are created or accessed through the use of these
technologies (Kress, 2003). This two-part definition was necessary because the
texts observed in these case studies are often intertwined with the technologies
themselves. Without the new media technologies, many new media texts cease to

function, while without the texts, the technologies cannot function.
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New Media, Writing, and this Investigation

As observed previously in this chapter, technology has had a great deal of
influence over the way that people write currently and how they have written
throughout history. While some inventions have been more complex than others, it
is safe to say that all inventions have made significant contributions that ultimately
led us to where we are today. Prior to the printing press, for example, many books
and pamphlets were hand written. This meant that creating a single book required
the individual to dedicate a great deal of time and effort, often taking years to
complete a single copy. However, the rise of the printing press made it possible to
mass produce legible texts with far less effort than before. In the past century, we
have seen the fountain pen succeeded by the ballpoint, the typewriter evolve into a
word processor, and the printing press make way for personal computers, printers,
and the World Wide Web. While there is no denying that the development of new
technologies has changed the way we write, the influence of these technologies
cannot be limited to simply the composition process. We must consider how new
media technologies have altered the way that we distribute and consume writing as
well (Kress, 2003, p. 6-7; Lunenfeld, 1999, p. xvi; Selfe, 2007, p. 195) and the extent
of this influence varies as widely as the technologies themselves.

For the purposes of this investigation, it is important to understand precisely
how | defined new media texts and technologies. Though many scholars have
treated these terms similarly throughout history, there are subtle differences
between their treatment of the term that must be resolved before moving forward.

While it is important to acknowledge the historical ambiguity of the term “new
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media,” it is vital to establish the more concrete parameters that have governed its
use in the case studies offered in chapters 4-6 of this dissertation.

In the current digital age, new media texts are often difficult to differentiate
from other mediums. Therefore, to better identify multimodal or new media texts and
technologies that were observed throughout this investigation, | identified four
characteristics that help identify multimodal or new media texts or technologies: 1.
production, 2. distribution, 3. consumption, and 4. function. In addition to these four
characteristics, the identified technologies are, to some extent, computer-based
programs, digital documents, and electronic storage devices. Though | may refer
periodically to non-electronic media, it is important to understand that the “new
media” that is discussed in this dissertation refers largely to the electronic media that
represents the most recent developments to date (Lunenfeld, 1999, p. xiv-xvi).
Production

Production refers to how texts are created throughout writing and publishing
processes. It addresses aspects of authorship and how authors draft and revise their
texts. Production must also be concerned with the media through which documents
and texts are published (Kress, 2003; Kress and von Leeuwen, 2006; Lunenfeld,
1999; Selfe, 2009). These electronic-based, new media digital technologies may
include everything from the software programs that are used by authors when
typing, revising, and editing their texts to the laser or inkjet printers that record the
final product on paper and the online databases used to compile electronic

documents and texts in a complex filing system.
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The technologies observed in this investigation have redefined authorship in
recent years. Kress argues that new media technologies “allow me to ‘write back.” In
the era of the book . . . the flow of communication was largely in one direction. The
new technologies have changed unidirectionality into bidirectionality”(p. 6). Kress
argues that new media technologies are the electronic devices that allow us to write,
revise, and republish texts. Electronic media, like blogs, allow us to author,
comment on, and publish texts that are able then to be consumed by an audience.
Kress argues that the flow of knowledge for books is one-way, not allowing the
reader to change the text or engage with the original author. In short, new media
technologies allow the reader to transcend the writer/reader boundaries and actively
participate in the creation and distribution of a text, as well as act as a consumer (or
reader) of texts. Kress states that, in the age of new media, “authorship is no longer
rare” (p. 6), suggesting that any member of the mainstream population with access
to these technologies has the means to authorship.

Consumption

Consumption refers to the decoding or interpretation of a text, simply known
as “reading.” By reading this text, for example, you are a consumer of it. You are
reading the words to extrapolate meaning from them, in some form. Because digital
technologies have an impact on how texts are produced, it stands to reason that
they also govern how we use or interact with these texts once they are published.

Throughout much of human history, books have been considered permanent
fixtures of culture, much like ancient architecture, sculptures, or paintings. Books

were timeless and permanent. However, in recent years, the influence of electronic
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technologies, like the Nook and Kindle, has forced us to reevaluate precisely what
the book is, how we read it, and how it has changed. Kress explains, “the books that
are published now are in very many cases books which are already influenced by
the new logic of the screen, and in many cases they are not ‘books’ as that word
would have been understood thirty or forty years ago” (p. 7). He goes on to argue
that, like this dissertation, traditional texts were constructed from multiple chapters,
each focused on communicating a very specific message through alphabetic words.
The flow of knowledge was generally one-way; a reader simply read the words,
thought about the message, and moved on. Today, according to Kress, books can
be much more interactive. For example, “the contemporary textbook is often a
collection of ‘worksheets’, organized around the issues of the curriculum, and put
between more or less solid covers . There is a sense that the issue now is to involve
students in action around topics, of learning by doing” (Kress, 2003, p. 7). Kress
suggests that, though we still call them “books,” those texts that we produce now are
somehow incomplete without the participation of the student, unlike the texts that
were published in the past. Through that participation, the meaning of the text is
finalized. When Kress argues that these texts are influenced and shaped by the
logic of the screen, he is referring to the interactivity of the text. For instance, as you
type on the personal computer, you can watch as you manipulate what is projected
onto the screen. Similarly, with what Kress calls “contemporary books,” readers
manipulate the text on the page in front of them.

Perhaps the most notable change regarding the consumption of texts,

however, is the fact that this interaction is no longer limited to the documents
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appearing on a printed page. In fact, newspapers, academic articles, essays, and
other forms of literature can now be largely viewed digitally, on a computer screen,
transmitted electronically through the internet. This means of accessing published
texts is not limited to contemporary texts, but to texts published throughout history.
For example, while searching JSTOR, an electronic database of academic articles, |
found that | had access to texts that were published in prominent academic journals
from the early 20™ century, approximately 100 years before the creation of an
electronic JSTOR database. These texts predate the digital media tools that | used
to access them. Sitill, digitally-based new media technologies allowed these
historical texts to be converted into a digital format and transmitted through the
internet. This allows for two points of access: 1) an original printed volume in a
library, and 2) a personal computer with an internet connection.

In addition to offering additional points of access, new media technologies
have also changed the way we read, interact, and interpret texts. Nowhere is this
more apparent than in the case of hypertexts. Many scholars are examining
different aspects of hypertexts, many of whom have unique insights that allow us not
only to define what hyperlinks or hypertexts are, but to examine how they function in
written texts today. For example, Landow explains:

hypertext is properly described as multisequential or multilinear rather than as

nonlinear writing . . . hypertext is an information technology in which a new

element, the link, plays the defining role, for all the chief practical, cultural,
and educational characteristics of this medium derive from the fact that linking

creates new kinds of connectivity and reader choice. (p. 154)
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The reader has a great deal of power when reading the hypertexts. The information
that is presented to the reader is directly contingent upon the links that he or she
selects, and the order in which they are selected. Unlike more traditional texts that
are intended to be read straight through from the first to the final page, hypertexts
provide many electronic connections, each of which leads the reader to another
body of information. This body then offers links which may lead the reader to a
completely different body of information (and so on and so forth). When the reader
reaches the “end,” he or she may start from the beginning again, selecting different
links and charting a different course through the text.

Although there are some printed texts, like the children’s stories that allow
readers to determine the ending of the story based on the decisions they made as
they read, the possibilities for these texts are finite. That is to say, there are only a
limited number of potential journeys, with two or three possible endings, that the
reader can experience. With hypertexts, on the other hand, the links are more
numerous and can lead, not only to other places within the particular text that is
being read, but to other texts in cyberspace. Hocks (2003) argues that hypertexts
are “internetworked writing—writing that involves the intertwining of production,
interaction, and publication” (p. 631). To elaborate, hypertexts are intricately
designed, consisting of several threads of thought that are woven into a complex
web. The author and the reader, then, co-construct meaning—the author by placing
links within different portions of the text which will lead readers to different places in
cyberspace, and readers by choosing which links they will follow. These threads, as

Hocks explains in her article, can lead to different places within the single
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publication, but can also lead the reader to other relevant publications (i.e.
webpages, other academic articles, etc.). In short, hypertexts have a unique
capability of creating an intertextual reading experience that grants the reader
access to other texts that the author feels are relevant to the subject matter and that
will shape the reader’s understanding of ideas that are presented throughout the
original text, whether it is a story, an article, an essay, a webpage, a videogame, or
an electronic book.

Distribution

The distribution of new media texts, as observed in the case studies, refers
primarily to the manner by which information is stored for later access, while the
consumption of the information concerns how the information is accessed and
engaged by readers.

Traditionally, the distribution of a text occurred by physically printing a text
onto paper, binding it, and then placing the volume in a library or bookstore where it
could then be accessed by potential consumers. However, many texts can now be
accessed digitally through library databases that are largely available online. All
forms of literature, from e-zines (electronic magazines), local newspapers, academic
journals, and even full-length books can now be accessed online, without ever
touching a physical copy of the text on paper.

As stated earlier in this chapter, the ability to store these texts digitally is a
result of binary code. Though much of this encoding currently occurs automatically,
often unbeknownst to the author of a text, this system is the foundation on which our

wealth of knowledge is digitally stored. Lunenfeld explains that this process is
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capable of indicating two possible states or conditions—‘0’ or ‘1’ or ‘off’ or

‘on'—the binary mode of cybernetic calculation might appear to resemble this

duality which is, in essence, the dualism of thesis and antithesis . . . On the

digital frontier, the endless alternation of off/on, a system of closed and open
switches, never generates a true synthesis; it simply impels the regeneration

of the system. (p. xviii)

According to Lunenfeld, this binary system is the key to the storing of all information
digitally, despite the fact that many people do not realize that it is occurring. Any
information stored on a personal computer—images, sounds, or words—are
converted by computer software into lines of binary code. When stored on a mass
storage device, like a computer hard drive or USB flash drive, the computer saves
the series of Os and 1s. When opened, the computer program reads the line of code
and then translates it into the image, sound, or text that can be recognized by the
reader. This method of translating and storing information is the foundation of
digitally-based new media technologies and is the key to storing and accessing
information electronically.

With that very basic understanding of binary code, we can then more
adequately identify new media technologies that allow us to store and access these
bodies of information. As stated previously, these technologies include hard drives
and USB flash drives, as well as any software package or computer program that

provides access to these documents (Selfe, 2007; Kress, 2003; Alexander, 2006).
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Function

For the purposes of this investigation, function is concerned with how the
texts themselves communicate with the reader. For example, texts may
communicate aurally, textually, or visually, depending on the format in which it is
published. Webtexts may include streaming video feeds, or textbooks may be
accompanied by a CD-Rom or DVD that allows the reader to experience the text in a
different way. Kress explains that the information that is expressed through a written
text today “is presented through image more than through writing—and writing and
image are given different representational and communicational functions” (p. 7). In
short, the use of electronic-based new media technologies has led to the creation of
multimodal texts. That is to say, these texts communicate using images and sounds
in addition to written words. Hocks argues, that “new media requires a complex
relationship between verbal and visual meanings . . . We need to recognize that
these new media and the literacies they require are hybrid forms” (p. 630). Until
recently, adding images into books was expensive and difficult, and therefore most
texts communicated in only one mode—uwritten alphabetic language. This concept is
explained further by Kress, who suggests that “given that the communicational world
around us is moving to a preference for image in many domains, the new technology
facilitates, supports and intensifies that preference . . . Multimodality is made easy,
usual, ‘natural’ by these technologies” (p. 5). New media allows us, for the first time,
to incorporate images and sounds into texts easily and at a relatively low cost. Now
instead of simply reading a text, new media allows us to watch and listen to a text as

well.
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The term “multimodal” refers to the ability to communicate in multiple ways,
often by appealing to two or more of the reader's senses. If we consider the
traditional essays that have been written by students in the classroom for
generations, we can observe that the text communicates primarily by spelling out
words in an alphabetic language. This type of text would be considered mono-
modal, presenting its message to the reader in only one form. However, when these
texts are published online, the author may integrate streaming audio recordings to
support the text’'s argument. In this event, the text becomes multimodal because it is
now communicating through the written words as well as the audio. This is the case
in Selfe’s article, “The Movement of Air, the Breath of Meaning: Aurality and
Multimodal Composing” (2009). In this article, Selfe references websites where her
audience can access voice recordings that are mentioned throughout the article,
allowing the reader to engage the text by listening to the examples she refers to.

Generally, multimodal texts and technologies can operate through the use of
three different modes: textual, visual, and aural (Selfe, Fleischer, & Wright, 2007, p.
13-16). The textual mode refers to the ability to communicate through the
components of an alphabetic language that readers decode or interpret based on
their knowledge of the language in which it is written. The visual mode
communicates through a semiotic system of still and moving images that readers
can interpret based upon what they see (e.g. photographs, videos, charts, graphs,
etc.). Finally, the aural mode communicates through auditory stimuli that readers can
interpret based upon what they can hear (e.g. audiobooks, tape recordings, video

soundtracks, etc.). Though this discussion will most often refer to these three
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modes, modes of communication are not limited to textual, visual, or aural. Spoken
discourse, for example, requires the author to present information in an oral mode;
texture can become a mode of communication when discussing braille texts, where
a document must be interpreted by feeling a series of raised marks on the page.
Texture can also play a role in the type of parchment on which a document is printed
when the type of parchment is selected by the author to communicate something to
his audience (as is the case for documents with a glossy finish). As new
technologies emerge, new texts can be created, and new modalities are brought to
our attention. | have selected to discuss textual, visual, and oral more specifically
because they are the most popular modes of communication that concern the
college writing classroom, which is the context in which this investigation was
conducted.
The Rhetoric of Multimodal Composition

James Kinneavy (1980) was one of the first scholars to express the desire to
use rhetoric to legitimize composition as a field of academic study. He writes,
“Composition is so clearly the stepchild of the English department that it is not a
legitimate area of concern in graduate studies . . . It does suggest one clear
hypothesis: there is no definite concept of what the basic foundations of composition
are” (p. 1-2). To be recognized by other academic disciplines, composition must be
informed by some type of theory that establishes foundation on which scholarship
could be built. As a result of this requirement, scholars began to draw from the
western rhetorical tradition to establish a foundation that would legitimize

composition. For this reason it is important to understand the influence that
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rhetorical theory has had on composition in the past and how that influence
continues in the 21 century with the growing awareness of visual rhetoric, new
media theory, and the nature of multimodal texts.

Composition, as an academic field of study, has been traditionally restricted
by the boundaries of what writing was perceived to be. For many years writing
referred to the creation of a document utilizing a complex alphabetic system that
communicated primarily through written language (Selfe, Fleischer & Wright, 2007,
p. 13). However, in recent years, new media technologies have made it increasingly
possible to create documents that communicate not only through an alphabetic
system of letters and words, but also through images and sounds. For that reason,
this dissertation must examine the rhetoric of written words, visuals, and sounds to
understand how we have come to redefine writing, the writing classroom, and the
realm of composition as a whole.

According to Erika Lindemann (2001), language allows humans to explore,
reflect, and share experiences which create knowledge of themselves and of society
as a whole (p. 6). After creating that knowledge, language then offers a means to
transfer that knowledge from one individual to another and, in the case of written
language, across great spans of time. Lindemann writes that language “can also
separate us, especially when our use of language creates misunderstanding or
deceives. Writing teachers must place themselves at the center of this paradox,
encouraging their students to use language effectively and for a variety of purposes”
(p- 7). She suggests that writing instructors must teach their students how to

communicate effectively in a variety of rhetorical situations, one of which is writing in
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new media contexts (e.g. webpages, blogs, and word processing programs on
personal computers) where multimodal communication becomes increasingly
important. New media technologies offer writers an unprecedented opportunity to
manipulate the visual appearance of a text as a whole as well as the characteristics
of the words themselves. However, texts written for various rhetorical situations
require different types of visualizations. For this reason it is important to teach
writers of the importance of the term kairos.

Kairos is a term that explains that different rhetorical situations call for
different styles of communication. Isocrates argues that “oratory is good only if it has
the qualities of fitness for the occasion, propriety of style, and originality of
treatment” (p. 73). In other words, a single use of language is not suited for all
occasions. However, as Isocrates explains, orators rely on different styles of speech
to communicate effectively with their audiences. Currently in the field of
composition, writers, too, must learn to use different words, styles, visuals, and
audio components to reinforce their message. However, while different uses of
language are appropriate for different situations, it can also be argued that different
styles of instruction are required for writing in different modes—business letters,
personal correspondence, persuasive essays, etc. It can also be argued, in the
realm of education, that no two writing courses are the same even when dealing with
the same focus or type of writing. In other words, no two college writing courses are
identical because they are composed of different groups of students, with different

experiences, and with different needs. Therefore, before we examine writing in the
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classroom contexts, it is important to first delve into the term kairos to understand
how it facilitates the message of a text in textual, visual, and aural modes.
Textual Writing

Textual writing is what Selfe, Fleischer and Wright (2007) refer to as “writing
with words” (p.13) and is the type of writing that is most often taught in the
composition classroom. Because this form of writing operates through language
presented in an alphabetic form, it must conform to certain rules to ensure that the
reader can access the author's message. Kostelnick and Roberts (1998) write that
“using conventions helps you satisfy your readers’ expectation and also helps
readers understand the message . . . readers rely on conventional practices for
punctuation, grammar, and spelling to follow from one idea to the next” (p. 34).
Failure to abide by grammar rules and punctuation can lead to a miscommunication
and undermine the credibility of the author. Consider the following sentences:

1. Ilike pizza, pickles and ice cream.
2. | like pizza, pickles, and ice cream.

In the first sentence, the audience may interpret the meaning to be that the author
likes to eat pizza and pickles in his or her ice cream. The second sentence states
that the author likes pizza, pickles, and ice cream, but not mixed together. While the
words themselves are the same, the punctuation between these two sentences
differs by the placement of one comma, and this comma alters meaning that is
perceived by the reader. Furthermore, texts that communicate solely through written
words rely on authors’ ability to abide by the rules that govern the use of language to

ensure that the text communicates effectively with their reader.
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The conventional practices that Kostelnick and Roberts discuss are a
representation of kairos operating in a text composed of words. In the example
mentioned in the preceding paragraph, the punctuation must be appropriate in the
message authors are attempting to convey in their text. In addition to the
punctuation, multiple meanings can be attributed to a single word. For example, the
word “bear” functions as a noun, meaning a specific carnivorous or omnivorous
animal. However, the word “bear” can also function as a verb, meaning to hold,
possess or carry. The meaning can change depending on the context in which the
word is used. Furthermore other rhetoricians suggest that, whether speaking or
writing, authors should choose their words carefully to ensure that the message is
received by their audience.

Visual Writing

Visual composing, or writing with “moving and still images” (Selfe, Fleischer,
& Wright, 2007, p. 15), is another modality through which texts can communicate
their messages. Though many scholars argue that new media technologies have
increased emphasis on visual modes in written communication recently, the
visual/verbal relationship has been long standing and historically complex. Thomas
Sheridan and Gilbert Austin are two rhetoricians whose work from the eighteenth
and nineteenth centuries reflect a consciousness of the visual that predates the
multimodal technologies of today.

Austin is the rhetorician who suggested that in spoken discourse, gestures
are instrumental to effective communication with a speaker's audience. He also

introduces a list of symbols that can be placed in the margins of a speech to remind
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the speaker which gestures can be presented at different times for maximum impact.
Through his work, “Chironomia,” Austin draws the attention of his audience to the
positions of the speaker's hands and feet, noting the nature of movement in between
(Austin, 2001, p. 891-897). Though his primary goal is to express the importance of
visuals in oratory, he also indirectly acknowledges the importance of the visual in a
written text and the apparent weakness of language when it is the sole mode of
communication. He writes, “For the greater convenience and precision, each figure
is numbered in the Plate, and referred to accordingly in the following notation” (p.
891). Here Austin is referring his readers to an engraving which depicts each of the
gestures he discusses in his text. In so doing, this written text then becomes
multimodal because it is designed to be read and interpreted in conjunction with the
images that he provides, offering both a verbal explanation of the gestures and a
visual depiction as well. This is important to note because, while one could argue
that the creation of electronic multimodal new media technologies allows us to more
readily create multimodal texts, there are multimodal texts that predate the electronic
media.

While Austin certainly emphasizes the importance of visuals in
communication, Sheridan is arguably the first rhetorician to theorize the significance
of visual rhetoric in written language. He argues that that language is a means “by
which all that passes in the mind of one man, may be manifested to another . . .
everyone who can read knows that our thoughts may be communicated by visible
marks, as well as by articulate sounds” (p. 881). According to Sheridan, letters are

visual representations of the spoken sounds of a language. The combinations of

42



letters are visual representations of spoken words of the language, which bear some
sort of meaning. Assuming that we accept Sheridan's logic, even written alphabetic
language crosses the boundary into the realm of the visual. Today the word
processing programs on personal computers validate Sheridan's views. These
programs allow authors to manipulate font styles in ways that can drastically impact
the message of a text.

Much like the verbal conventions that govern the use of words, visual
conventions influence how readers interpret or perceive texts. Kostelnick and
Roberts argue that “many visual conventions you’ve undoubtedly learned already;
others you've probably observed in documents you've received” (p. 35). These
visual conventions govern every aspect of visual design from the overall layout of
the information on the page to the minute visual cues, like superscripts, bold print,
and bullets. As Sheridan points out, all written alphabetic language is inherently
visual; the “sensible marks,” or letters, represent sounds and utterances associated
with a spoken language (Sheridan, 2001, p. 883). Every impression of every mark
carries meaning that must be observed and interpreted by the reader.

Aural Writing

While some instructors have begun to integrate visual writing into their
composition classrooms, few address the growing importance of sound in
multimodal writing. Audio texts, according to Selfe, Fleischer, and Wright, “use the
modality of sound as the primary semiotic channel. Compositing these texts
involves a series of broadly recursive production processes that—in some ways—

resemble those involved in more conventional alphabetic composing” (p. 14). Much
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like visuals, which can serve a variety of rhetorical functions, sounds can also
communicate many of the same concepts as written language and making audio
texts is a recursive process. When composing an audio text, many of the writing
processes are nearly identical to those used in writing a traditional essay using
alphabetic language. For instance, when outlining, brainstorming, and scripting
audio essays, the writer uses alphabetic language to plan, organize, and express its
message. This can be observed in the case of audio books, when authors or actors
record a reading of a book that may then be consumed aurally. However, as we can
observe, the audio book itself could not exist until the author penned the story. The
audio book utilizes sound to communicate its message to the audience, but the
writing process that leads to the creation of the text is relatively unchanged; the
author still has to write the book. Such is the case for screen plays and radio shows
as well, where the scenes must be scripted before they can be performed or
recorded.

Aural, or audio, texts refer to any communication that is accessed by
listening. While many visual texts, like streaming videos or movies, do contain an
aural component, audio texts communicate primarily through sound. Audio books,
songs, and speeches are all forms in which these texts can present themselves.

New Media Pedagogies

New media pedagogies are difficult to define without first examining the
pedagogies, identified by scholars like Britton, Berlin, Kent, McCommiskey, and
Flowers, from which they have grown. Despite their new feel and progressive

nature, new media pedagogies are largely an extension of other more traditional
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instructional theories, strategies, and practices. With that in mind, it is important to
examine the other pedagogies that have inspired the shift into what I call new media
pedagogies.
Expressive Pedagogy

Expressivist pedagogy is generally understood as the approach that allows
individual authors to position themselves within their own writing. This approach to
writing instruction “employs free writing, journal keeping, reflective writing, and small
group dialogic collaborative response to foster a writer's aesthetic, cognitive, and
moral development” (Burnham, 2001, p. 19). Expressive writing values the voice of
individual writers, requiring them to write about a topic by drawing from their
personal perspectives, experiences, and beliefs (Elbow, 1998). Often related to
what Butler calls the poetic mode, the use of personal journals and reflections to
generate ideas for writing are highly individualized. As a result, every topic that the
authors’ write about is inseparable from their own unique identity. Furthermore, the
expressive approach to writing demands that there is some sense of the writer
present in the composition, even in writing that is associated with academic or
research purposes.

For many scholars, expressivist pedagogy involves the teaching of what
Paley describes as “I writing” or writing about personal experiences (e.g. personal
narratives). Often expressive pedagogy is related to the teaching of poetic or
creative writing, requiring writers to use artful language and thick description to
express themselves (Burnham, 2001, p. 26-27; McComiskey, 2000, p.1-4). This

aspect of expressivist pedagogy informs how new media pedagogies have been
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used in the writing classroom to “elevate the importance of ordinary human
experience” (Paley, 2001, p. 10) and to express it through multimodal technologies.
New media writing pedagogies are predominantly focused on teaching
multimodal writing, or texts that communicate information through two or more
modes—most often through words and elements of visual design (Takayoshi and
Selfe, 2007). These instructional approaches seek to utilize new media technologies
to teach students that writing is not just about words and grammar anymore, but that
sounds, visuals, and hypertexts are increasingly important as well. Evidence of this
is offered in the sample writing assignments presented by Selfe, Fleischer, and
Wright. The directions for their first assignment, the audio autobiography, is as
follows:
Compose an audio essay that explores the role of sound in your own
personal literacy history and that will help class members gain a broader
understanding of your own literacy practices and values. This project should
not simply record and reproduce sounds. Rather it should use sound to tell a
story, make meaning about, create some commentary on, offer some insight
into your literacy practices and values. Most importantly, it should help
listeners reflect on what they are hearing. . . the assignment is wide open—
and purposefully so! | want you to exercise your own creativity in the service
of teaching us all something about literacy. (Selfe, Fleischer, and Wright,
2007, p. 19)
Here we see a description of an actual writing assignment used in a first-year

college writing course. In this sample assignment, the instructor embraces new
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media pedagogy by establishing an assignment that encourages students to
communicate through a mode other than words. This assignment also requires
students to use digitally-based new media technologies to “record some sound on
digital sound recording equipment” and to edit their recorded sounds with Audacity,
a sound editing computer software (Selfe, Fleischer, and Wright, 2007, p. 20).
Expressivist pedagogy presents itself in the subject matter of the assignment—
autobiography. For this assignment, students are still asked to incorporate their own
independent experiences into their classroom assignments, similar to the goals of
more traditional narratives.

Collaborative Pedagogy

Collaborative pedagogy is another instructional approach that has influenced
the way that we teach writing, particularly when we consider the importance of peer
editing in the writing process. Many scholars, like McComiskey and Howard, have
argued that all writing is a social activity that is greatly influenced by the culture of
the group (Howard, 2001, p. 54; McComiskey, 2000, p. 20-23). Furthermore, each
writing classroom consists of a different group of individuals who then create a
different classroom culture that wields some influence over the type of writing that
occurs.

Advocated by many scholars from many disciplines, collaborative pedagogy
is not limited to the writing classroom. This instructional strategy is student-
centered, allowing students, to some extent, to manage their own educations
(Howard, 2001, p. 56-59). It is founded on the principle that knowledge is socially

constructed and that conversations and collaborative projects allow students to
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“learn more and retain more” of the information than other pedagogical strategies.
While group discussions play a role in the composition classroom, much as in other
disciplines, the most common collaborative activity that takes place in this specific
context is peer response to writing. In this activity, students may be required to draft
an essay, seek constructive feedback from other students in the class, and then
utilize that feedback to improve the original. (Howard, 2001, p. 54)

Collaborative pedagogy has also contributed a great deal to how new media
writing pedagogies have begun to use technology to support collaborative learning
online. Recently some scholars have begun to note the similarities and differences
associated with face-to-face discussions in the conventional classroom context with
those that occur online. Gay (2000) explains,

in the conventional classroom, we had a lively whole-class discussion as

students worked toward positioning themselves on [certain] issues . . . After

our face-to-face discussion, we returned to the networked classroom to try to
clarify and support various positions. . . [Computer-mediated communication]
makes it possible for all students to voice themselves and hear difference in

ways not possible in a conventional classroom setting. (p. 151&157)

In Gay’s case, computer-mediated discussion boards and chats were conducted in a
computer lab where each student gained access to discussions through network
internet connections. However, these discussion boards and chats have also been
utilized in online distance education courses to facilitate conversations between

students in different cities, states, and countries.
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New media writing pedagogies, as can be observed through this specific
case, are less concerned with creating a new way of teaching and seem to be more
focused on using multimodal digital media and new media technologies to support
traditional pedagogical methods. As we can observe through this case of online
discussion boards, the technology is intended to integrate communication into the
classroom in a different way. While Gay does suggest that the technology allows an
element of honesty and consideration to emerge in online discussions, the basic
principles of collaboration remain the same.

Process and Post-Process Pedagogy

Teaching the writing process remains, even today, as one of the most
common instructional methods adopted by composition instructors in both secondary
and post-secondary curricula. It embraces the concept that writing is a process of
evolution in which drafting and revising meet to improve the overall quality of the
text. Elbow, who embraces a prototypical process view, explains that writers should
“think of writing as an organic developmental process in which you start writing at
the very beginning—before you know your meaning at all—and encourage your
words to gradually change and evolve” (p. 15). Teaching the writing process
involves the introduction of a variety of prewriting strategies to generate and
organize ideas, followed by drafting a text. Once the draft is complete, the text then
must go through stages of revision, at which time the author revisits the text,
corrects the grammatical errors, and improves on the original draft.

Though process pedagogy still has a great deal of influence in current writing

classrooms, some scholars have noted a sharp shift from process into a post-
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process approach to writing (McComiskey, 2000, p. 49; Matsuda, 2003, p. 74).
According to Thomas Kent (1999), “Most post-process theorists hold three
assumptions about the act of writing: 1.) writing is public; 2.) writing is interpretive;
and 3.) writing is situated” (Kent 1). Here Kent claims that writing is an act of
communication between the writer and potential readers (public) that requires
consideration to “make sense” of what is communicated (interpretive) from a specific
perspective or within a particular context (situated). To some extent Kent's focus
shifts from writing as a generative act to the larger concept of what the language is
communicating.

In addition to focusing on the communicative function of writing, post process
pedagogy also seems to blend the concepts of earlier product pedagogy and the
process pedagogy. For example, Matsuda argues that writing “constitutes a process
of some sort and that this process is generalizable, at least to the extent that we
know when to intervene in someone’s writing process or to the extent that we know
the process that experienced or ‘expert’ writers employ as they write” (p. 74). Here
Matsuda embraces the importance of process pedagogy in writing instruction.
However, he continues to explain that writing is more than process. Matsuda
explains that writing instructors should assist their students with the development of
a writing process that works well for them, but that students will not always have the
time to employ process writing and will not use the same process for different tasks.
In this sense, product pedagogy comes into play, where instructors teach students to
produce a clean, well-written text (p. 69). After observing that product pedagogy and

process pedagogy are still relevant, Matsuda suggests that there are elements of
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each that remain in post-process methods. When this is blended with the position of
Kent, we come to understand post-process writing pedagogies as the methods that
allow us to teach students to produce texts, by employing different elements of
writing and revision processes, for specific situations and in specific contexts.

Given this general definition of post-process pedagogies, | argue new media
methods to writing instruction are examples of post-process pedagogies, particularly
as instructors apply these technologies to specific writing contexts. Takayoshi and
Selfe, for example, argue that we should teach our students to write for digital
environments that use multiple modalities to convey meaning. By the very nature of
this argument, Takayoshi and Selfe are advocating a post-process approach to
writing, teaching students how to produce communicative texts intended to be
produced for and consumed in a specific “digital” context. It is important, therefore,
to make note of this connection as we work carefully to define “new media writing

pedagogies.”
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CHAPTER THREE
RESEARCH METHODS
Constructivist Research Paradigm

This investigation is composed of three descriptive case studies, each of
which is grounded in a constructivist research paradigm (Cresswell, 1998; Hatch,
2002). Constructivism, according to Berger and Luckmann (1967), is how human
beings can come to understand the world in which they exist. Berger and Luckmann
argue that “the reality of everyday life further presents itself as an intersubjective
world, a world that is shared with others” (p. 23). They go on to explain that we
come to understand the world through individual experience, with the knowledge that
others are doing the same elsewhere. Although our realities do not always overlap,
the individual experiences of others do have an impact on our own simply because
we are aware of their existence. This concept is later echoed by Cresswell (1998),
who argues that meanings “are not simply imprinted on individuals, but are formed
through interaction with others and through historical and cultural norms that operate
in individuals’ lives” (p. 21).

By including multiple case studies, this investigation is demonstrating an
awareness of multiple realities. Although each case study will focus on a different
classroom setting, the common subject matter (first-year college writing) will provoke
some discussion between each of the completed case studies. According to
Cresswell, as well as Berger and Luckmann, this interaction between each of the

studies serves to “co-construct” the findings of this study (Hatch, 2002), providing a
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better understanding of the current instructional methods favored by instructors of
first-year college writing courses than was available prior to the investigation.

The social constructivist paradigm has informed the methodology of this study
in several ways. First, it determined that this dissertation would include multiple
case studies (Hatch, 2002). This approach is employed so the study can replicate
the meaning-making process that is observed by social constructivists in the real
world. Multiple case studies reflect multiple realities and, when these case studies
are tied together by a common subject, as in this project, they engage the multiple
realities with one another. In the case of this investigation, it is necessary to
acknowledge that no two writing classrooms are identical. Instructors may embrace
different instructional philosophies that inform their pedagogical decisions
(expressionists, cognitivists, etc.), classes are conducted in different physical
environments, and instructors at different institutions are members of different
communities which may influence how college writing courses are taught.
Therefore, to more effectively define the role of new media in first-year college
writing classrooms, this investigation examined multiple cases, from three different
instructors teaching in three very different classroom contexts at three universities.
Like most qualitative studies, this research produced detailed accounts of each of
the three sampled cases. Though these findings do communicate something about
the current state of college writing pedagogies, it is important to note that these
findings are not generalizable to all college writing courses taught at postsecondary

colleges and universities.
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Second, the social constructivist paradigm led me to adopt the primary data
collection procedure for this investigation—naturalistic observations—because it
allowed me to document all classroom practices and procedures. This form of
observation is important to ensure that the researcher has as little impact on the
classroom as possible. Hatch (2002) explains that “while it is true that the very
presence of a researcher makes any natural context unnatural to some degree,
researchers who take on the role of the teacher, teacher assistant, or student in
school-based studies will influence the way that life plays out in those settings more
than the observer who acts as a fly on the wall” (p. 73). To ensure that my presence
did not impact the findings of these case studies, | assumed the role of a non-
participant observer, watching but not contributing to the classroom activities in any
way. Doing so ensured that the findings of this investigation accurately reflected the
instructors’ regular classroom procedures and that the classroom activities and
lectures that | observed were in no way influenced by my presence, unlike
participant observers who wield some control over the activities and events that
occur around them.

Third, the instructional practice of participating instructors during scheduled
classes offers a great deal of insight. However, to fully understand the pedagogical
practices of instructors, it is important to also examine how instructors engage
students outside of the scheduled class time. For this reason, | have also collected
and analyzed course artifacts, like syllabi and handouts, to examine how the
participating instructors communicate with their students outside of the classroom.

Although students produced artifacts in each of the cases, the artifacts analyzed for
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this dissertation were only the artifacts that the instructor introduced to the
classroom to facilitate instruction. | originally thought that this would allow me to limit
the investigation to those materials that would best reflect the instructors’
pedagogies.

Part of the data analysis of course artifacts involved identifying the medium in
which the documents were presented. Some instructors included both an electronic
syllabus, intended to be accessed on the computer, and a print syllabus intended to
be viewed on paper. As Barbara Johnstone (2002) explains, the social relationships
created through online correspondence are often different from those established
through printed correspondence and face-to-face conversation (p. 168). Essentially,
course syllabi, handouts, blogs, and webpages all serve as a line of communication
between instructors and their students. Therefore this correspondence serves as an
extension of the classroom, providing additional insight into the pedagogical
practices of instructors beyond that which is observable during scheduled classes
and conferences with students.

Finally, interviews with the participating instructors serve as the final method
of data collection for this investigation, and also reflect the importance of the social
constructivist paradigm. The interviews serve a dual purpose. First, interviews will
provide an opportunity for member checking, allowing the participants of the study to
“confirm the credibility of the information” (Cresswell and Miller, 2000, p. 127). As
with any study, the findings of this dissertation must be valid. By verifying the
findings of this study, | can avoid making assumptions that misrepresent the actual

positions of my participants. Second, these interviews reflect a balance between
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structured and unstructured questions. While the unstructured questions allow the
participants to clarify issues within their own classroom context, the structured
interview questions allow this dissertation to engage the responses of each
participant with one another, forming a discussion that will co-construct its findings.
Furthermore, to ensure accuracy, all interviews have been recorded and transcribed
to ensure that all instructor responses are accurately represented in this dissertation
Context of the Investigation

As stated previously, this dissertation consists of three case studies,
examining first-year college writing courses conducted in three very different
classroom settings. Each case study has been conducted on a different college
campus. However, to ensure that there is a degree of cohesion among the studies,
this investigation has limited its scope to that of three public universities located in
western Pennsylvania, all of which are affiliated with the Pennsylvania State System
of Higher Education (PASSHE). For the purposes of this project, the institutions are
identifiable only through the following pseudonyms: Red Raptor University (RRU),
Slick Pebble University (SPU), and Allegheny Highland University (AHU). Each
institution hosts an academically, socioeconomically, and culturally diverse student
population, drawing a large number of students from the three largest cities in
Pennsylvania (Philadelphia, Pittsburgh, and Erie), as well as students from the rural
communities in between. The diverse student body at each institution, derived from
a variety of socioeconomic and cultural environments, consists of individuals who
are products of different experiences. Although these experiences often overlap and

engage with occurrences in the lives of others, many formative experiences are
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uniquely theirs (Berger & Luckamnn, 1967; Hatch, 2002). Because these students
often have different needs, a diverse classroom is key to understanding whether
instructors make decisions to use multimodal new media technologies based on the
perceived need of their students (Tate, Rupiper, & Schick, 2001, p. vii). Though the
students did not participate in this dissertation, it is important to understand how the
instructors’ perceptions of their students influenced the instructors’ decisions to use
multimodal texts or technologies in the classroom.

In addition to diverse student populations, the overall size of the institutions
must be comparable to ensure cohesiveness between each case. For example, an
vy League, Research I institution cannot be accurately compared with a small state-
funded university with a quarter of the population and with fewer resources. With
these factors in mind, this research project sampled universities with an
undergraduate population between 8,000 and 14,000 students. All three universities
are affiliated with PASSHE, are comparable in size, and service a similar student
population, allowing for easier cross-case analysis. Furthermore, after consulting

the PASSHE website (www.passhe.edu), each of the 14 universities that are

included in the PASSHE system are united by similar goals, all instituted by a
common Board of Governors. This means that, although each of the observations
has been conducted at different, independent universities, there will be adequate
similarities between each institution to allow some cross-case analysis.

While it is important to acknowledge the institutional context for this study, it is
perhaps even more important to define the classroom contexts from which these

case studies have evolved. The pilot study, “Digital Media in First-Year
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Composition” (Ruefman, 2009), discussed briefly in Chapter One, indicated that
instructors at the three sampled colleges adapted their pedagogies to suit three
different classroom settings. These settings included traditional classrooms,
computer mediated classrooms, and digital/online classrooms. Though different
technologies are employed by instructors in each of these classroom contexts, the
pilot study demonstrated that students engaged multimodal texts and technologies in
each. The findings of this study were based solely on the analysis of course artifacts
and provided insight necessary to identify the three classroom contexts that were
examined in this investigation. Nine instructors volunteered syllabuses, handouts,
and other materials for analysis. The nature of the assignments and the description
of classroom goals provided clues as to the context in which each instructor’s first-
year college writing course was conducted. Based on the discourse analysis of
these course materials, | concluded that most first-year writing courses were taught
in one of three settings: (1) a traditional classroom with limited or no computer
access, (2) a computer lab in which every student had access to a personal
computer, and (3) an online, digital classroom that could be accessed only by use of
a personal computer.
The Traditional Classroom Context

The first classroom examined for this project was a traditional classroom.
These classrooms, in their purest sense, would offer no access to multimodal new
media technologies and would offer little more than desks, chairs, and a chalkboard.
However, in recent years, administrators at many colleges have added media

stations that grant instructors access to certain digitally-based, new media
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technologies (i.e. overhead projectors, desktop publishing programs, audio/video
equipment, internet access, PowerPoint presentations, etc.) in most traditional
classrooms (Kemp, 2000; Moran, 2001). Despite these updates, | refer to these
classrooms as “traditional” because not every student has access to the same
technologies during scheduled classes and most must rely on the traditional writing
tools that have been in use for generations (pens, pencils, paper, etc.).
The Computer Mediated Classroom Context

In recent years, as the number of computer labs available on college
campuses has increased, some instructors have been able to move the writing
classroom into the computer-mediated classroom. This classroom context is best
defined as the space in which every student, as well as the instructor, has access to
a personal computer during scheduled class time. While the technologies present in
each classroom are not universal, computer mediated classrooms generally offer
each student access to the internet and word processing programs.

The Online/Digital Classroom Context

Unlike traditional and computer mediated classrooms, online classrooms that
exist only in digital form are a bit more difficult to define. With a variety of online
programs available, classrooms in the digital world often utilize programs like
Blackboard, WebCT, Moodle, and Second Life. While many online writing
classrooms are composed of similar functions, schools making the move to institute
classrooms on Second Life offer very different experiences. For the purposes of this
investigation, | have defined the digital classroom online as any classroom that

exists wholly in the virtual world. That is to say, there is no designated meeting
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place, in a physical sense. Students can participate in the online classroom by
logging onto computers in the library, at home, or in local web cafés. This classroom
exists solely because of the new media technologies that the students must use to
access it, allowing instruction to transcend geographical and political boundaries that
limit student enrollment on the physical classroom.

Subject Selection

This project examines the influence of multimodal new media technologies on
the pedagogical practices of three instructors of first-year college writing courses.
Three instructors volunteered to participate in this project, each of whom was
teaching a first-year college writing course in one of the three classroom contexts
identified in the previous section, at one of three public universities affiliated with the
PASSHE . Each of the participants also participated in the pilot study. As | began
developing this dissertation, | contacted participants through email to request their
continued cooperation. After a preliminary interview, each participant completed an
informed consent form, as per the requirement of the IRB protocol approved by
Indiana University of Pennsylvania.

To protect the privacy of each of the participants, this study identifies them
only by the following pseudonyms: Aurora (traditional classroom at RRU), Scott
(computer classroom at SPU), and Tyra (online classroom at AHU).

Instructors who agreed to participate in this study have all participated in the
pilot study. Their continued cooperation was requested through an email that
provided a basic overview of this project’s goals, a link to the IRB Protocol, and the

informed consent form posted on this dissertation’s companion blog
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(http://mediapedagogy.wordpress.com). When participants responded to this email,

they were presented two printed copies of the informed consent form, one copy for
my records and one for their reference. At no point was any instructor coerced to
participate in this investigation and all were informed of their right to withdraw from
this study at any time during or after data collection. The primary participants of this
study are the instructors of the sampled college writing courses. Though students
will be present during certain portions of data collection, | have not analyzed any
student work or responses during classroom discussions. Instead, the focus was on
how the instructors communicated with students, the rationale that led to the
implementation of classroom activities, and the role of digitally-based new media
technologies in writing instruction. All of the data that has been collected and
analyzed in this dissertation focused on the instructors’ perspective. Because the
goal of this investigation was to learn more about college writing pedagogies, data
were not assessed to determine the effectiveness of any participating instructor or of
their instructional methods or philosophies.
Data Sources and Collection Procedures

These case studies consisted of three data sources: document analysis of
course artifacts, naturalistic observations, and individual interviews with participants.
These multiple data sources provided adequate triangulation to ensure that this
study was systematic and robust (Cresswell and Miller, 2000). Triangulating this
investigation with multiple data sources was vital to validating the research, ensuring
that the pedagogical implications and conclusions drawn from this study are

credible. To further guarantee that this study’s findings are indeed credible, the
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multiple data sources that have been employed offer opportunities for triangulation,
member checking, and allow for thick description of events to offer a more complete
understanding of this investigation.

Triangulation refers to the use of multiple data sources to “provide
corroborating evidence” (Cresswell and Miller, 2000, p. 127). In other words, while
one data source certainly provides a great deal of information, other sources must
also be used to ensure that the information gathered is not misinterpreted and to
ensure that all the relevant questions or concerns have been addressed.
Observations, for example, have provided a wealth of information regarding the
pedagogical practices of writing instructors for this investigation. However, the
observations alone only provide a limited amount of information. If | observe that
small group assignments play a role in the classroom lectures, | might conclude that
this instructor favors collaborative learning. However, this conclusion would be
based on my perception and would not necessarily reflect the goals of the instructor.
When observations are complimented by individual interviews, however, instructors
are offered an opportunity to explain their pedagogical practices and clarify any
misconceptions that I, as the researcher, may have developed. Multiple data
sources provide overlapping data that can effectively verify the findings, enhancing
the accuracy and credibility of the study.

Artifact Analysis

Course documents—course syllabuses, handouts, webpages, online

discussion boards, and other documents distributed to the students during

scheduled class times—were the first data sources examined for this study. This
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analysis offered important insight into how technologies support instructor
pedagogies both inside and outside the classroom. Because learning is not limited
to the classroom itself, it was necessary to examine any correspondence materials
that may have offered insight into the assignments completed outside scheduled
classes. This data source was vital to answering how instructors use multimodal
texts and technologies to support their instructional practices. Therefore, the
analysis of these course artifacts was conducted according to a rubric informed by
Barbara Johnstone’s Discourse Analysis. She explains that social relationships
created through online correspondence are often different from those established
through printed correspondence and face-to-face conversation (Johnstone, 2002, p.
168). Therefore, the discourse medium selected by instructors can offer a great deal
of insight into how instructors communicate with their students (or conduct what they
consider communication), implications for how these communications reflect the
instructors’ pedagogies, and the technologies with which the instructors are familiar.
These artifacts were approached as artifacts of correspondence and the rubric for
this analysis identifies the technologies used to create the text, the medium through
which the text was transmitted to class participants, as well as technologies that the
assignments themselves required students to utilize to fulfill the course objectives.
Following this initial review, the texts were then examined to determine textual,
graphic, and spatial elements of design (Kostelnick & Roberts, 1998), to determine
precisely to what extent instructors utilized multimodal texts to communicate with
their students. These findings provided information regarding the importance of

multimodal, new media texts and technologies in writing instruction, but also attested
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to different manners that the sampled instructors, both directly and indirectly, used to
teach students awareness of multimodal texts.
Naturalistic Observations

The largest body of data for these descriptive case studies involved
observations of how instructors use multimodal texts or technologies during
scheduled class time. These uses included classroom lectures or the presentation
of course projects, as well as other uses that presented themselves through the data
collection process. While these observations did not address how students meet or
fail to meet their instructors’ expectations, | observed what the instructors’
expectations were of their students. These observations focused on how visual
rhetoric and new media technologies had been integrated into the pedagogical
practices of first-year college writing courses. | was a non-participant observer
(Hatch & Stake, 2003, p. 445), documenting and reporting on the practices. To
ensure the validity of this study, classes were observed on at least four occasions
throughout the semester (Cresswell and Miller, 2000, p.127-128). Due to IRB
protocols, recordings have not been made of any classroom observations because
they would involve students in a way that is not intended for this investigation.
However, these observations have been carefully documented through a rubric that
observes the topics of course lectures, the technologies utilized to present
information to students during class. The field notes were analyzed, similarly to the
ethnographic methods observed in Shirley Brice Heath’s Ways With Words. Much

like her observations, these field notes have been transformed into descriptive
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narratives that provide a very detailed account of my experiences in each of the
classrooms.

Each course examined in this dissertation was observed on four separate
occasions during the 2009-2010 academic year. These observations account for the
technologies that are available in the classroom, technologies that are used by the
instructor during scheduled class meetings, topics addressed in classroom lectures,
and classroom activities that are assigned and observed during class time. A
portion of the rubric then allowed for me to document the pedagogical implications
as they became apparent and note any questions or comments as they presented
themselves, allowing me to address these during the culminating interview at the
end of this investigation.

Individual Interviews

Semi-structured individual interviews provided another data source for this
study and served multiple purposes. First, interviews provided an opportunity for
member checking, allowing the participants from each case study to “confirm the
credibility of the information” that was accumulated (Cresswell and Miller, 2000, p.
127). Member checking through these interviews verified the pedagogical
implications that | noted throughout this investigation, and provided me an
opportunity to correct potential misconceptions or errors that might have been made
during other portions of the data collection. Structured interview questions allowed
me to compile similar information from all participants that facilitated the cross case
analysis that occurs in Chapter 7. While these structured questions ensured that

there was some cohesion between each of the classroom contexts, unstructured
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interview questions were necessary to gain a more complete understanding of each
specific cases in Chapter 4, 5, and 6 (Lavelle and Zuecher, 2001, p. 381). A list of
guestions may be observed in the appendix.

Interviews have been conducted in two phases. Phase one interviews took
place prior to any of the classroom observations and featured structured interview
guestions intended to gain insight into the participants’ instructional philosophies.
This phase ensured that similar information was compiled to allow for some cross-
case analysis, invoking a discussion that allows all cases to co-construct the findings
of this investigation, and allowing me to gain a better understanding of each of the
contexts that | was about to enter. Phase two interviews were conducted when each
observation was concluded. While some structured questions were included in this
conversation, the majority of the questions were unstructured, relating directly to
each participant’s case. These interviews allowed me to understand how certain
experiences have influenced the development of each participant’s pedagogical
decisions and offer an opportunity for the instructors to communicate what they feel
is important and relevant to this study. Interviews, for the purposes of this study,
have been selectively transcribed and important passages were woven into
Chapters 4-7.

Data Analysis

As with any qualitative inquiry, this investigation does not begin with a
hypothesis that must be refuted or confirmed. Instead, this study compiles data from
multiple sources and identifies “patterns of relationship” that present themselves as

the data is processed (Hatch, 2002, p. 10). This was accomplished by examining
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the data through both inductive and deductive analytical processes and procedures.
Qualitative studies, like this one, are generally rooted in the data, meaning that the
findings arise from the data and are not artificially imposed by the researcher. As
this investigation progressed, each of the data sources was analyzed separately by
case—observations of the classroom contexts, interviews, and the course artifacts—
each providing significant preliminary conclusions. The findings of each data source
were then deductively compared to the findings of the other data sources, to
determine if the findings were supported by the data compiled from other sources
(Hatch, 2002). Despite the importance of deductive analysis, however, it was also
important to acknowledge that inductive analysis was vital to this investigation. In
other words, the data compiled was context specific. To facilitate the cross-case
analysis of this project, | acknowledged the specifics of each case and, through
some generalizations, compare and contrast the findings of each case with the
others (Hatch, 2002, p. 10). That is not to say that the findings of this investigation
are generalizable for all writing classrooms. Each case is specific to the particular
classroom in which a specific instructor teaches college writing. Inductive analysis
simply required me, as the researcher, to draw from the specifics the findings that
were generally stated.

Analysis was completed utilizing a three-part process advocated by Denzin &
Lincoln (1998): “data reduction, data display, and conclusion drawing/verification” (p.
180). As with any qualitative study, an immeasurable amount of data was compiled
from a single data source. Therefore, data reduction was a necessary first step that

allowed me to identify the most significant information that was relevant to this study.
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For instance, the focus of this dissertation was on the influence of multimodal new
media texts and technologies on the pedagogical decisions of college writing
instructors. The data that was discussed in this dissertation must then be relevant to
that purpose. Data reduction was the process that ensured that all the data
presented was compatible with this study's focus. This has been accomplished by
establishing a rubric that categorizes and codes the important information that has
been compiled through each of the data collection processes (Denzin & Lincoln,
1998). Once this reduction procedure was applied, | was left with a much more
manageable body of information.

The next step was data display. This refers to the decisions made to present
the information gathered in a way that facilitates the analytical process. For
example, the decision to create a table or graph that reflects which technologies
were most commonly observed in each context displays the information in a different
format that may make it easier to identify what is actually going on (Denzin &
Lincoln, 1998). Data displays allowed me to examine the information in a way that
makes the data more accessible. These data displays can then be presented to the
audience to demonstrate the findings of the investigation. After creating these data
displays, it was much easier to examine data and form conclusions in both case and
cross-case analyses.

Finally, the conclusions that | drew must be verified. This is the final step in
the analytical process. Based on the data that was analyzed, both inductively and
deductively, this investigation evaluated the data to arrive at some conclusions.

These conclusions were developed for each data set (inductively), and verified by

68



the findings of other data sources (deductively) to ensure that this investigation
contributes to the broader academic discussion (Hatch 2002; Denzin & Lincoln,
1998).
Case Analysis

In the case analysis, each data source was addressed first through an
inductive process that examines the data that was collected solely through that
source. To accomplish this, data displays, like tables, were created using word
processing and spreadsheet programs available on most personal computers. By
creating a rubric, data compiled from classroom observations were reduced, while
data displays presented the information in a manner that was more easily evaluated.
Similarly, a rubric and table was generated to evaluate the data collected through
artifact analysis of each case. A third data display was created by transcribing the
interviews to allow the responses of each participant to be easily compared with one
another. While each case was inductively analyzed, general preliminary findings
were attributed to each data set. These findings were then evaluated deductively,
confirming or refuting the findings of each data set, resulting in findings that are
considerably more valid.

Cross-Case Analysis

In the cross-case analysis, the findings of each context were compared and
contrasted with one another to arrive at a more complete understanding of how
multimodal texts and technologies have influenced the pedagogies of instructors of
first-year college writing courses. This was accomplished by implementing a

deductive analysis of the information. For example, the structured interview
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guestions that were presented to each instructor offer an opportunity to easily
compare participant responses with one another, providing information about
specialized training and other experiences that have shaped instructor pedagogies.
It was also worth noting when significant similarities and differences occurred
between each of the classroom contexts examined in this investigation. To
accomplish this, the data compiled from each study was reduced further, including
only that information that was easily compared for the cross-case analysis.
Additional data displays were then created to present the findings of each case in a
way that could be more effectively compared, leading to the development of new
findings that have arisen from the final analysis.
The Importance of Triangulation

As data sets were analyzed, the importance of triangulation, discussed
previously by Hatch, Cresswell, and Miller (2000), becomes increasingly apparent.
As defined by Cresswell and Miller, “triangulation is a validity procedure where
researchers search for convergence among multiple and different sources of
information to form themes or categories in a study” (p. 126). This is observable in
this research project when the deductive analysis creates a dialogue between
multiple data sources to confirm the findings of each body of information and to
formulate the conclusions attributed to each case. The multiple data sources
(observations, interviews, and artifacts) were necessary to ensure that the findings
of this study were not overly dependent on one data source. For example, instructor
pedagogies often require students to do a great deal of work outside of class.

Though these activities were not observable during classroom observations,
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assignments outside of class are still products of instructor pedagogies in each case.
Had | based my findings solely on classroom observations, | would have neglected
to note the importance of these assignments and what they communicated about
each instructor’s pedagogy. When the findings of the classroom observations are
compared with the analysis of the course artifacts, a more complete understanding

of the each instructor’'s pedagogy can be extrapolated from the data.
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CHAPTER FOUR
CASE STUDY ONE: THE TRADITIONAL CLASSROOM

This case study examined the classroom of Aurora, a tenured Associate
Professor at Red Raptor University (RRU). The course was conducted in a
traditional classroom with limited access to digitally-based new media technologies.

Defining the Space

When | first entered the classroom at Red Raptor University, | observed
immediately that limited accessibility to technology was very different than no
accessibility. A media center, nestled in the front corner of the classroom, housed a
desktop computer, combined DVD/VCR player, surround sound system, CD player,
overhead projector, and document camera. In the corner opposite the media
station, two color televisions, each with a combined VCR and DVD player, rested on
dust covered carts. On the adjacent wall, a dry-erase board bridged the two with
red, black, blue, and green markers scattered about the thin, silver tray that ran
below. Above the board, a large projector screen was rolled up and anchored into
the ceiling, as was a projector at the center of the room. Prior to the arrival of the
instructor and students, the large classroom contained 45 desks arranged in a
semicircle that remained open to the media station and marker board.

Following my initial review, this classroom exhibited access to more
technologies than originally anticipated, but access was still limited. In short, with
only one computer station in the classroom, the instructor was the only person who

had regular access to technology during scheduled class time. Therefore, because
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the students would not have access to these technologies during the class, | was
comfortable in identifying this classroom generally as a traditional classroom.
Artifact Analysis

Over the course of this investigation, the instructor referred her students to
three artifacts of correspondence which were volunteered for analysis—the course
syllabus, course schedule, and sample magazine assignments. Each artifact was
then evaluated in a two-step process that identified the visual elements of design—
textual, spatial, and graphic—that were observed in each of the documents, followed
by an analysis of the content found therein (Kostelnick & Roberts, 1998).

As discussed previously in Chapter Two, Kostelnick and Roberts argued that
the three major elements of visual design—textual, spatial, and graphic—function in
four different levels—intra, inter, extra, and supra—to communicate the message of
a text (Kostelnick & Roberts, 1998). However, for the purposes of this dissertation,
this visual analysis conducted for each artifact was limited to the textual, spatial, and
graphic elements and did not extend into the four levels of design. Streamlining
Kostelnick and Roberts’ rubric was necessary to ensure that the data gathered was
more manageable.

Course Syllabus

The course syllabus from the sampled classroom was presented in a form
with relatively few variations in the textual, spatial, and graphic format. It was
composed entirely in Calibri (a sans serif typeface) and the font size varied from 11-
18 pt. Components of the text also were manipulated further by bolding headings

and subheadings, and italicizing important information, keywords, and statements
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offered by the instructor’s interns. Spatially this text was arranged in a double-
spaced, block paragraph form, with 1.25” margins (left and right) and 1” margins (top
and bottom). There were no indentations, headings and subheadings were left
aligned, as was the body text. The one exception was the intern (undergraduate
teaching assistants) introductory statements that were italicized and centered
beneath a brief description of the interns’ duties. Outside of the necessary
punctuation, bullets were the only graphic element observable in the syllabus
design. Without images, logos, tables, textboxes, word art, gray scale, shading, or
borders, the communicative function the course syllabus is restricted to the message
conveyed solely through the words written in alphabetic language.

The course syllabus was presented by the instructor in two forms. First, it
was distributed in a printed packet on the first day of class. Later, the instructor
made an electronic copy of her syllabus available online. Although the format is
identical in both contexts, the one notable difference between them was the
presence of functional hypertexts. In the printed course packet, the syllabus
displayed web addresses that directed students to other web-based resources (e.g.
the instructor’'s email address, RRU’s student handbook, RRU'’s library, and the
Docutek electronic reading reserves). While the web addresses (URLS) are offered
in the printed document, they appeared as hyperlinks in the electronic syllabus.
Though this may not seem to be a significant difference in design, live hyperlinks
greatly impacted the functionality of the text as a whole. For example, the electronic
copy of this syllabus included live hyperlinks to the university’s student handbook.

As stated previously in Chapter Two, hyperlinks are defined as access points that
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are used to connect multiple texts together (Landow, 2006). When those
connections were used, the secondary text that was accessed (the student
handbook in this case) wielded significant influence over the interpretation and
understanding of the primary text (the syllabus). Although the printed text still
provides information that allowed the reader to access those secondary documents,
| must acknowledge that not every reader was guaranteed equal access to those
materials due to limitations with computer and internet access. However, if readers
have the capability to access the electronic syllabus (i.e. internet access and web
browser), they are also able to access the secondary resources through the active
hyperlinks.

The necessity to compare the subtle difference between the functionality of
both an electronic and printed copy of the syllabus was not apparent until | found
myself clicking on one of the live hyperlinks while reading through the electronic
syllabus, despite the fact that | had already reviewed this material in printed form.
After referring back to the printed course packet, | observed that the web address for
this particular link was printed in that form as well. Why, then, did | not log onto the
internet to examine the secondary text while reading the printed document, but felt
the need to do so when the same web address appeared as a link in the electronic
format? Furthermore, how would this subtle change influence the way that |
interpreted the content of the two nearly identical syllabi?

Printed Syllabus
As with any syllabus, this course packet was divided into several sections that

offered the contact information of the instructor, a course description, a list of
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objectives, an explanation of the class dynamics, the theme for the section, the
qualifications of the instructor, an explanation of the role the interns (instructional
associates) assumed in class, a list of required readings, a list of suggested course
materials, explanation of required assignments, the grading scale, classroom
policies (regarding absences/late assignments/cell phones/ participation/etc.).

According to the printed syllabus, the emphasis of this college writing course
was on non-fiction prose. Students were expected to develop their ability to write,
according to the conventions of Standard Edited American English, and were
required to develop independent drafting, editing, and revision strategies. Students
were expected to (1) generate, develop and support a thesis or argument, (2)
integrate the ideas and words of other writers into their own texts, (3) organize their
texts in a logical manner, (4) include their own voice or ideas in their writing, (5) draw
reasonable conclusions, 6) use writing to think critically about a variety of topics, (7)
become more open-minded, and (8) become reflective writers and students. In
addition to setting these goals for her students, the syllabus also suggested that this
course was intended to be a preparatory class that allowed students be more
successful in other academic courses.

The syllabus also provides a list of required and suggested readings,
including the required text, How to Hunt Ghosts, by Joshua Warren. Much like the
syllabus, many of the readings were monomodal, relying almost exclusively on
written language to communicate with the reader. However, Warren’s text was
decidedly multimodal because the written message was reinforced and enhanced by

the strategic placement of still images and photographs throughout his text, which
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was required for this course. Along with the required readings, the instructor also
listed several articles that students were expected to read throughout the semester,
all of which were posted on the electronic reserve program powered by Docutek.
Here, the instructor included the web address for the university’s electronic reserve
system, where students could access all readings relevant to the completion of this
college writing course.

After offering the required and suggested course readings, the instructor then
explained that the theme of this class was “the world of the paranormal.” All writing
assignments that students would be expected to complete, therefore, must have
something to do with the paranormal. Here the instructor provides a list of examples
that includes Bigfoot and other cryptids (unusual/unexplained animals), ghosts,
strange earthly phenomena, lost civilizations, and psychics. The instructor also took
the time in this section of the syllabus to explain what this class is not. She
explained that her class was not about Satanism, any form of religious worship,
black magic, or any other aspect that is affiliated with the “dark side of the
paranormal,” and stated that she did not wish to force any student to conduct
research on those areas as they may be offensive to the sensibilities of others.

Given that this was a first-year writing course, this instructor recruited the
assistance of two instructional associates (also referred to as interns) and explained
the role that they were expected to play throughout the semester. She explained
that these interns were juniors or seniors, with a declared major or minor in English,
who would be receiving internship credit by assisting English professors with several

aspects of the writing course. She explained in the syllabus that these interns would
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provide one-to-one tutoring and feedback on writing, but would not assign or have
access to student grades at any point. Here the instructor provides an internet
address that refers her students to a website that discusses the Family Educational
Rights and Privacy Act (FERPA).

Students were expected to complete a variety of writing assignments over the
course of the semester. The first assignment discussed in this packet was the group
magazine project, in which students were divided into small groups and required to
create a magazine about a paranormal topic of their choice. Each student was
expected to write 2-3 articles, design a cover, and format the pages to create a
magazine of professional quality. Students were also expected to create fictional
advertisements (e.g. SPF 2,000 sunscreen for vampires). Next, students were
required to complete a personal narrative about a supernatural experience with an
analysis of the event that was described. In lieu of this assignment, students also
were presented with an option to write an analytical essay about a television show,
movie, or piece of fact-based fiction. Finally, students were expected to write and
submit memos accounting for their writing and revision strategies for each
assignment, three critiques of peer papers, and responses to required readings and
discussions. Most assignments were required to conform to the MLA format and
citation style, with the notable exception of the multimodal magazine assignment,
where students were encouraged to design and format pages in a functional and
creative manner.

Finally, this syllabus includes a great deal of insight into the classroom and

administrative policies that this instructor implements in her college writing
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classroom. She explained that her students had the choice to withdraw from the
course within the first week and that this syllabus should be considered a contract.
The decision to not withdraw from the course is an indication that every student
agrees to the policies spelled out in syllabus. This means that every student must
respond to one another’s work critically but “without excessive negativity and without
dismissing someone’s ideas,” cell phones had to be turned off and students were not
permitted to use them in class for any reason, and that parents play no direct role in
this classroom. Furthermore, this section of the syllabus also spelled out a strict
attendance policy where students are not permitted any more than three absences
for the semester. Again, this section of the syllabus included web addresses to the
university’s undergraduate student handbook.
Electronic Syllabus

The format and content of the electronic syllabus was nearly identical to
printed copy, despite the fact that each one was designed to be consumed in
different contexts (computer screen vs. printed on paper). However, the presence of
hyperlinks suggests that the electronic syllabus had the potential of being more of a
multimodal text than the printed copy. While the printed web addresses increase
student awareness of additional resources that may promote a better understanding
of the syllabus, active hyperlinks made those resources a part of the electronic
syllabus (Landow, 2006).

When discussing the role of the student interns, the instructor cited the Family
Educational Rights and Privacy Act, providing a link to the United States Department

of Education webpage. In the syllabus, the instructor did not paraphrase or quote
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any passage of the Act, but by providing a link to a government webpage, the
instructor invited her students to explore their own rights under the law. This website
explained that “The Family Educational Rights and Privacy Act is a Federal law that
protects the privacy of student education records. The law applies to all schools that
receive funds under an applicable program of the U.S. Department of Education”
(Family Policy Compliance Office, 2009). In addition to information about the Family
Educational Rights and Privacy Act, this website also included links to information
regarding educational grants, research opportunities, school accreditations, and
PDF files of the FERPA regulations (updated 2008), a section-by-section analysis
that explained precisely what each section meant. Those who chose to explore this
hyperlink then experienced the website as an extended portion of the syllabus and
the exposure to this information offered a more complete understanding of why the
responsibilities of the interns were so limited.

Similar to the previous example, the instructor also included several links with
a webpage, entitled 2009-2010 Undergraduate Catalog. This text was, essentially, a
student handbook that included any and all information relevant to undergraduate
studies at RRU, including the University’s attendance policy, academic integrity
policy (particularly on plagiarism), and descriptions of all undergraduate courses.
The links provided directed students to specific sections of the University’s
Undergraduate Catalog. By following these links, | was promptly redirected to the
attendance policy which began, “The university expects all students to attend class.
Individual faculty members may define attendance standards appropriate to each

course and the consequences of not meeting those standards.” The link, which led
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me to this page, followed the strict attendance policy set forth on the syllabus,
“students may miss three classes for any reason without any formal penalty. For
every absence over three, | will reduce your final course grade by one full letter
grade” (Appendix A). After reading this attendance policy and following the link to
RRU’s Undergraduate Handbook, the link reinforces the concept that the instructor’s
policy is supported by the university’s administration.

Course Schedule

Much like the syllabus, the course schedule was presented to the students in
both a printed course packet on the first day of class and as an electronic document
online. However, unlike the syllabus, neither the content of the text nor its function
was altered in any way when viewed in either format. For that reason, only one
analysis was necessary to identify how textual, spatial, and graphic elements were
implemented.

Textually, the course schedule closely resembled the design of the course
syllabus. The sans serif typeface, Calibri, was the only font style that was used
throughout this document and the entire text was composed in an 11pt. font size,
with the sole exception of the title, which was 14pt. The document’s title also
appeared in boldface, as did the dates of scheduled classes and the due dates for
all assignments.

The tile of the document, “Schedule of Work: ENGL 101-040, Fall 2009” was
left aligned, as were the dates of scheduled class meetings. The remainder of the
text consisted of numeric lists and blocks of text which were indented at two different

levels. Due date notifications and numbered lists were indented %z inch (.5"), while
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the numeric lists were indented further to 1 % inches (1.75”). All text was single
spaced and the text was framed by 1 inch (1”) margins on all sides.

Much like the syllabus for this class, graphic elements of design were not
present in this text. Outside of the standard punctuation in sentences, there were no
images, no colors, no tables, and no data displays. Instead of bullets, the instructor
included numbered lists at several places throughout the course schedule. These
numbers functioned as the only graphic element that was observable, in both the
printed and the electronic format.

Sample Magazine Assignment

Unlike the course syllabus and course calendar (which were created by the
instructor), the sample magazine assignments the instructor utilized during her class
were created by former students. Although it was the intent of this dissertation to
focus solely on instructor pedagogies, the sample magazine assignments presented
in the current classroom seemed to transcend the student boundary and became
instructional artifacts that influenced classroom as much as the syllabus. After it was
confirmed that these magazines were offered to Aurora by former students, knowing
that they would serve as a pedagogical tool, it seemed necessary to take a closer
look at one of them to assess how they brought multimodal texts and technologies
into the college writing classroom.

The sample magazine assignment that was presented for analysis addressed
the topic of paranormal creatures and was entitled The Nature Freak. This 30 page
magazine was composed utilizing two discernible typefaces in the essays, and

WordArt functions to create text in the advertisements. The essay titles, as well as
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the title page of the publication and table of contents, appeared as an 18pt. Papyrus

(Fapgrus) typeface positioned in a textbox centered at the top of the page. The body

text was composed of an 11pt. Candara (Candara) typeface, with words occasionally
boldfaced or italicized for emphasis.

Unlike the course syllabus and schedule, this artifact was filled with a variety
of graphic elements. Each article included multiple photographs or sketches of the
subjects that were featured (e.g. Bigfoot, Chupacabra, Dover Demon, and
Mothman), portions of the text were printed in different colors, as were the borders of
text boxes and background of the page. Lines separated the headers from the
bodies of the text, dotted lines appeared around advertisements, and data displays
showed where the highest concentration of sightings were throughout the world for
each of the showcased creatures. Many graphic elements helped to organize the
information (e.g. thin lines separating the columns of text, borderlines around the
data displays, images, and textboxes), while colors made portions of the document
(particularly the advertisements) more visually appealing. Finally, the photographs,
images, and data displays (e.g. charts/tables/graphs) helped to clarify the message
of the text. For example, instead of relying solely on written words to describe what
each creature looked like, the photographs and sketches allowed readers to actually
see each of the featured cryptids for themselves.

Articles were organized into two even columns, approximately three inches
wide 10 inches tall, and were framed by ¥z inch margins on all four sides. The body

text of each article exhibited normal kerning, with just over single line spacing (1.15).
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Placement of the photographs and text boxes varied, depending on how many
appeared on a specific page. Some of these graphic elements were large
photographs placed across the line boundaries that intersected the columns of the
article, while smaller objects were placed wholly within the boundaries of a column.
Observations

Observations for this classroom took place during the fall 2009 semester.
This course was examined on four different occasions throughout the months of
October and November. This time period was selected to allow the instructor to
establish a routine for her class and get to know her students prior to my arrival.
Because of the many distractions that occur in the beginning and end of each
semester, | felt that the observations conducted in the middle of the semester would
best reflect the instructor’'s pedagogical strategies.

First Observation

Once the instructor, Aurora, and students filed through the classroom door, |
withdrew a chair from the semicircle and assumed a place beneath the windows
where my presence remained largely unnoticed. Aurora methodically unpacked her
canvas bag, placing student-made magazines on the small table at the front of the
room, and began to pass back the reading responses from the previous week. She
then asked her students to pass in the assignments that were due on that particular
day.

Aurora began with a short lecture, lasting for approximately five minutes,
which reviewed the concepts of structure and content that were addressed in the

readings assigned for October 13, 2009. However, once the basics were covered,
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she divided her students into five small groups to connect the importance of these
topics to their own writing projects. On the marker board, she proceeded to draw
three columns with the headings structure, content, and would be nice. Aurora then
instructed the students to describe “components of each” that demonstrated an
understanding of the assigned readings.

For the next 30 minutes, Aurora moved from one group to the next, listening
to the discussions that unfolded, chiming in to clarify specific points. In the first two
groups, her contribution was limited primarily to issues involving structure (e.g.
organization of ideas, layout of the text on a printed page, etc.). When consulting
with groups three and four, Aurora assisted the students with listing concepts
associated with content (e.g. facts, statistics, definitions, etc.). Finally, when she
directed her attention to the final group, Aurora explained what she meant by the
heading “would be nice,” explaining that not all writing will provide an opportunity to
include these things, but whenever possible, students should include these things in
their own writing. Examples that she provided of “would be nice” included images
(still or moving), sounds, colors, and graphics, to name a few. Then, referring to the
sample magazine projects that were completed by students the previous semester,
Aurora proceeded to point out examples of content, structure, and would be nice to
provide group five with a clearer understanding of each of the concepts.

As group discussions began to meander off the topic of writing, Aurora
instructed the class members to reconvene and share their findings with the other
groups. A representative from each was elected to write bulleted lists of words and

phrases categorized under each of the three headings on the marker board at the
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front of the room. When all of the representatives returned to their respective
groups, the class discussed the topics, shifting some of the bulleted concepts from
one column to the next, until the class was able to agree on a universal list.

The final classroom activity returned Aurora to the front of the room for one
last culminating lecture that related the concepts listed on the board with the
magazine assignment on which each group was currently working. Importance was
stressed particularly on the would be nice category, requiring students to utilize a
variety of design elements including a variety of images, colors, management of
white space, and graphics.

Following the final class summary and brief lecture, Aurora dismissed her
students, though many lingered for a while to ask individual questions which she
addressed before filling her canvas bag again with all of her course materials and
returning to her office down the hall.

Second Observation

Much like the beginning of the first observation, Aurora entered the
classroom, her canvas book bags weighed down by the materials that were needed
for the next hour and fifteen minutes. She methodically unpacked the contents of
each bag and organized the materials into four piles on a small table at the front of
the classroom. One stack contained only graded materials, stuffed into manila
envelopes with each student’'s name embossed on the front. Though some names
were written plainly in black pen or marker, others were cut from brightly colored

papers and pasted into place. The second and third stacks of materials consisted of
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samples of the current class project, and the fourth pile consisted of professional
magazines, focused on paranormal themes.

At the beginning of scheduled class time, Aurora instructed her students to
gather into their assigned groups and begin responding to the articles, essays, and
advertisements that each of them had written and designed for their paranormal
magazine. She then moved between groups and examined specific texts and
documents and discussed the observations made by each student. She then
offered her own perspective, identifying characteristics that she suggested the
groups consider more closely.

Suggestions from the instructor seemed to focus initially on the elements of
visual design and layout. After retrieving a professional magazine from the stack at
the front of the room, she began to draw attention to elements of design that made
the text more functional. First she pointed out that the text in the magazine was
arranged on each page in two or three columns and noted how much easier it was
for the eye to peruse the lines. Next she focused attention on photographs and
images, noting specifically how they supported or enhanced the message of the
written words. Finally, she explained how color and texture of the page on which the
magazine is printed communicates a great deal to the readers, as well. She referred
to the glossy, dog-eared pages and argued that the paper’s finish reflected a level of
professionalism, much like a heavier stock of paper utilized in resume writing.

Aurora continued to move between groups, offering the same insights to each
by drawing specific comparisons between the professional magazine articles and

advertisements with those created by the group. In this process, | noted that the

87



instructor addressed all textual, spatial, and graphic elements of design (Kostelnick
& Roberts, 1998) without using the specific terminology.

After meeting with each group, Aurora directed her students’ attention to the
stacked materials at the front of the room. She then instructed each group to send
one representative up to collect one sample assignment, produced by students in
the previous semester, and one professional magazine. The instructor then stated
that representatives were to examine those materials with their group, drawing
specific comparisons with their own work. Approximately after ten minutes, Aurora
then instructed group representatives to visit their neighbors and offer feedback on
their work, drawing attention to unique details that were observable in each of the
sampled materials.

Until the class period ended, Aurora continued to circulate among the groups,
passively observing the activities that unfolded. She wandered from one clustered
group of desks to another, speaking only when she believed that conversations
veered off the topic of the current activity.

When she was certain that the representatives had visited every group,
Aurora called for class attention before dismissal. She took a moment to recap the
information she had addressed regarding the visual design of each group’s text.
She encouraged her students to experiment with font styles, textboxes, columns,
images, watermarks, borders, and then asked students to consider how these
components influence their message. Referring specifically to the elements that she
observed in professional publications, Aurora argued that these design elements

make writing appealing and functional to readers.
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Third Observation

At the beginning of the next classroom observation, Aurora reminded
students that this was the day that their magazine projects were due. She initially
asked her students to gather in their small groups and then to share their magazines
with the other groups. For the first half hour of class, Aurora then migrated from
group to group, examining the end product that each had created. Focusing on the
positive, Aurora then asked each group to note the visual components of each
publication that they liked or felt were particularly effective. The instructor then
emphasized these points, explaining how each of those visual components made
the text more functional or bolstered the text’'s message.

When the small groups had finished their feedback, the class was instructed
to hand in their final projects, all of which were either tape or spiral bound, and to
reform the large classroom circle. As the commotion of moving bodies settled,
Aurora then shifted the class discussion from a student centered activity to a more
transactional/lecture style. She began by asking the students to consider a few
critical thinking questions regarding the paranormal course theme. Each question
was documented on the board.

The first question raised was “why hunt ghosts?” As her students considered
the question, she began to talk about pop culture television programs, like
Paranormal Cops, Ghost Hunters, Ghost Whisperer, and the old children’s television
show Ghost Writer. In each of these shows, Aurora explained that there was a
paranormal element present where ghosts assumed a key role in the plot. What

then does the presence of the paranormal contribute to the television programs as a
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whole? Then, over the next several minutes, Aurora and her students co-authored a
list of reasons, taking time to explain the importance of each reason. That process
determined that the primary reasons for hunting ghosts was to determine if they truly
exist, the purpose for their existence, and to understand the balance between life
and death and the fine line that divides the two states of being. The secondary
reason that Aurora offered stood simply as “it’s a fun, enjoyable experience.”

The second critical thinking question that Aurora asked the class to consider
was “what might change if we proved that ghosts exist?” A similar procedure
continued where the instructor worked with her students to compile a short list,
pausing at times to dismiss the concerns of certain groups as a product of their fear.
Aurora argued that religious organizations would be forced to change their doctrines,
humans would be required to reevaluate their conceptions of life and death, and
entire cultural, as well as personal, histories might be changed as well.

Furthermore, the role of these themes, as presented by the news media, could
possibly change as well.

The fourth question was “What can we learn by talking to people who have
ghostly experiences?” Again a list was generated by the class and, once more,
Aurora took the time to offer her own perspective on the matters. She explained that
the nature of personal accounts (narratives) that document paranormal activities can
go a long way to verifying the existence of ghosts and other elements of the
supernatural. In recent years, she explains that narratives have risen to a level of
importance that rivals research writing. By listening and documenting personal

experiences, Aurora argued that humans may be able to one day verify the
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existence of the supernatural and, in the end, learn something more about the fate of
all human beings.

Finally, Aurora turned her attention specifically to the role that the media (e.g.
movies, television, newspapers, etc.) could play in proving the existence of the
paranormal. She revisited the television show Ghost Hunters, mentioned
previously in class, and explained how they showcased actual ghost hunting
procedures. She said that students could compare the practices observed on that
documentary style show with those in movies, like Ghost Busters. After describing a
few of the events that occur in the respective show and movie, Aurora asked
students to consider how each of those “video texts” (Selfe, Fleischer, & Wright,
2007) presents a similar subject matter in a way that invokes a different response
from the viewer. Over the course of this portion of the lecture, Aurora argued that
the form by which the media embraces or denies the paranormal can control how
humans view the subject—in terms of morality, spirituality, or reality; therefore, the
media determines precisely what an audience can believe and on what foundation of
knowledge the audiences’ conclusions are built.

When the critical thinking portion of the lecture concluded, the instructor then
introduced the next assignment, an analysis of a visual text. She set the
parameters, referring often to the description of the assignment on the course
schedule:

Watch a television program that has to do with ghost hunting or haunting.

Many of these are also available on-line, so you can watch repeated times.

Write a brief summary of the “plot” of the show and pick out key elements of
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haunting or investigation that you can analyze. List these in a response

format along with the summary, and critique them, using Warren as well as

good critical thinking.
In this project, students were asked to treat a television broadcast as they would any
written text and to conduct a visual analysis that explored how the text's message
was influenced by certain elements of design and presentation. Aurora’s goals for
this assignment were spelled out specifically in the course schedule, emphasizing
the importance of critical thinking skills and focusing on the student’s ability to
compose a text that moves beyond a basic summary and internalizes more complex
elements of the primary text. In the explanation of the assignment that she offered
during scheduled class time, Aurora elaborated on the initial instructions, stating that
students should identify segments of the show through which viewers learned
something about the characters through both their actions and the visual cues
conveyed in the production.

When lecture was concluded and the students were dismissed, Aurora had
her interns redistribute the graded materials. She lingered for several minutes after
class to address questions or concerns that her students raised about their
assignments, past and present, and their progress throughout the course. Out of
respect for the students’ privacy, | did not observe precisely how Aurora dealt with
these issues as they presented themselves; however, it is important to note that she
did engage the students regularly after class to discuss any issues of concern. This
indicated that her classroom pedagogy was supplemented often by additional

contact outside of the class and that most of this contact was face-to-face,
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contrasting the way the instructors in chapters five and six interact with their
students outside of class.
Fourth Observation

Aurora arrived to class a few minutes earlier than usual for my fourth and final
observation. Without a word, she placed her canvas bags on the table in the front of
the room and began scribbling on the white marker board on the wall. She drew a
diagram that represented the structure of a story—rising action, climax, falling
action, and resolution. That diagram was then accompanied with key words and
phrases intended to facilitate the lecture that opened the class.

The opening lecture addressed the concept of fact-based fiction. Aurora
began by defining the term, stating that fact-based fiction were “untrue” stories that
were inspired by actual events, in whole or in part. That is to say that when writing
fact-based fiction, the events must reflect someone’s real-life experience while those
accounts have been altered in such a way that the entire story may not accurately
reflect the events entirely.

After briefly introducing fact-based fiction, she draws attention to the diagram
drawn on the marker board. The bell shaped curve has a series of Xs along right
and left perimeters, with a large one placed at the graph’s peak. Aurora explained
that the Xs placed along the diagram each represent a specific “scene” of the story.
On the left, the diagram is labeled as “rising action,” and she explained that each of
the marks represent a scene that added a layer to the story, eventually leading to

the “climax,” when all of those previous activities come to a head. Finally the falling
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action includes scenes that move the story from the peak of action to a sorted
conclusion any lingering questions are answered.

After addressing her diagram, Aurora then directed her students’ attention to
the phrase “show don't tell.” She then explained the best writing allows the reader to
observe the actions that are conveyed through the details of the story. For example,
instead of writing the words “he was sad,” an author might write, “his salt stained
cheeks flushed and his shoulders heaved with every sob.” By observing the details
in the latter statement, the reader gains an image of the subject in the story and can
judge the emotional state of the character for themselves. Aurora then bridges this
concept with the idea of dialogue, arguing that letting the characters speak for
themselves yields results similar to showing.

Her students were required to choose one of two potential assignments. For
the first option students conducted interviews with individuals who had paranormal
experiences and were then asked to analyze the data gathered. The alternative
assignment required students to compose a piece of fact-based fiction, inspired by
an actual account of someone’s paranormal experience. The students were then
divided into two groups, depending on the project on which they were currently
working and each group was asked to discuss potential topics that they could write
about. The instructor then spent time with each group, listening to what they were
talking about and questioning students on their personal experiences that led them
to select their topic. The instructor then collected student responses and dismissed

the class.
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Individual Interview

Following the observations and analysis of course artifacts, it appeared that
multimodal texts and technologies played a significant role in this traditional writing
classroom. However, as stated previously in Chapter 3, interviews allowed me an
opportunity to confirm many of my findings with Aurora. This ensures the integrity of
the study and also provides additional insight into the rationale behind the observed
methods of instruction.

| began the interview by discussing the instructor’'s credentials and then
moved into a line of questioning that allowed Aurora to explain the role that
multimodal new media texts and technologies played in her classroom. Aurora
explained,

Computers are important to almost every writing classroom, aren’t they?

When | started teaching | had to read a lot of hand-written papers because

many of my students didn’t have access to computers or typewriters even.

That was really tough to do because | had to decipher really bad handwriting,

| couldn’t set page limits because everybody wrote in different sizes, it was

horrible. But when colleges began to invest in computer labs on campus, |

could now state that | wanted all papers to be typed. Because they were all

much more neatly written, it was easier to identify errors in spelling and

punctuation, and | was able to read much faster. When | started

experimenting with different functions, | realized that we had so much control

over how things appeared on the page and that allowed me to develop
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different writing assignments, like the magazine assignment. I'd say the word

processing software packages have played a huge role in my class.

In this response, Aurora explained how the role of technology has changed over her
years of teaching experience. While it is clear that multimodal technologies and
multimodal writing was not always prevalent in her course, she explains that as
accessibility to certain media increased, she found that integrating them into the
classroom made her job more manageable. Still, she does acknowledge that
increased accessibility does not extend, necessarily, to all students. Aurora then
explained, “I try my best not to require my students to use any technology that is not
readily available on campus. | can’t expect them all to buy the latest version of
Office . . . some just can’t afford it.” In short, she acknowledged that, although
overall computer access is up, not every student can afford to keep up with new
developments and she expected that some of her students relied heavily on
outdated technologies, such as M.S. Word 97-2003 and dial up internet. While she
required her students to utilize some computer-based technology, she was also
careful to limit her choices to those devices she knew her students could access on
RRU’s campus.

Although word processing programs were utilized in her classroom, Aurora
explained that other technologies were used as well, for many different reasons. As
stated previously, word processing programs were used by students to complete
every assignment, given that it was Aurora’s requirement that all assignments must
be typed. In addition to this, students were expected to use a variety of web-based

databases to complete research for certain projects, view video online and offline for
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the visual analysis project, and communicate with classmates and the instructor
online via email.

Despite Aurora’s explanation of why certain multimodal texts and
technologies have a place in the writing classroom, she also argued that college
administrators did have an influence on how she used certain technologies:

Administrators here at [RRU] started charging students for printing on campus

a few years back. When that started, | noticed that a lot of students would

come unprepared for class because they either didn’'t want to pay for printing

or they couldn’t afford it. That's when | started printing a course packet with a

lot of classroom related materials, but then | ran into some copyright issues.

Then the department wouldn’t allow me to print as much in the office. The

only choice | had was to post readings on the library’s e-reserve.

In this brief statement, Aurora explained that the printing policies set by college
administration influenced her choice to use a specific technology to deliver course
readings.

Data Analysis

The observations, course artifacts, and culminating interview offered a great
deal of insight into how the instructor used technology to support instruction in the
traditional writing classroom.

Data Reduction and Visualization

Given the large body of data that this research produced, it was necessary to

develop a rubric to narrow the field. This rubric focused on how certain technologies

were utilized during a variety of course related activities, noting both the type of

97



computer software that was used and the hardware. By adding the types of

software with the hardware, | was able to quantify the influence of digitally-based

multimodal technologies during specific classroom activities (see Figure 1).

Table 1: Technologies integrated into the traditional writing classroom

Technologies Used

Software Used Hardware Used Total # of
Technologies
Used
Lectures MS Word Personal Computer 3
LCD Projector
Course Artifacts Internet Explorer Personal Computer 4
MS Word Printer
Writing Internet Explorer Personal Computer
Assignments MS Word Printer 6
YouTube (Machine Binding)
Course Readings Docutek EReserve | Personal Computer 3
Internet Explorer
Communication Email Personal Computer 3

outside of Class
time

Internet Explorer

Preliminary Findings

The primary objective for this traditional classroom was the development of

critical thinking skills, while secondary objectives included learning to write

grammatically, raising awareness of multimodal texts, and professional preparation.
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These goals were identified through the classroom observations, artifact analysis,
and were later confirmed during the culminating interview.

Reflecting initially on the course observations, it was determined that the
instructor raised awareness of multimodal texts and technologies primarily through
classroom discussions, lectures, and by the nature of the required textbook. Though
the instructor had internet access, a desktop computer, projector, document camera,
and audio/video capabilities, these technologies were almost never used during the
observed classroom meetings. This was because much Aurora’s scheduled class
time involved collaboration among students. Because the technologies that were
present were contained only in one location, it would have been very difficult for all
of the students to make use of these devices during small group activities. During
each class, the instructor adopted a student-centered pedagogy where she
instructed her students to collaborate to complete small group exercises, peer
review workshops, and projects, which generally consumed 70-80 minutes of each
observed class. On several occasions, the instructor supplemented this teaching
style with a more transactional approach through short lectures, lasting from 10-20
minutes. Furthermore, the in class activities observed were centered on the writing
and editing process, while the focus of the magazine assignment required students
to consider writing as a product. Based on these findings, the instructor
overwhelmingly favored a student-centered, collaborative approach to instruction for
her first-year college writing classroom, consistent with a post-process philosophy on

writing.
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Another conclusion drawn from Aurora’s classroom was that the concept of
writing was expanded beyond the written words. With the group magazine project,
she expected her students to produce texts that communicated visually as well as
textually; the words had to communicate something but the document design had to
be conducive to the texts ultimate rhetorical purpose. In another assignment she
asked her students to analyze a video clip, movie, or television show in the same
way a literary scholar might analyze a classic novel, expanding the concept of what
writing actually is. Therefore, because students were encouraged to break down the
boundaries of the writing classroom and tap into their creativity, Aurora’s classroom
seemed to also embody some elements of expressivism.

The final conclusion drawn specifically from this classroom was the influence
that college administrators had on the design of Aurora’s first-year writing course.
This issue was first raised during the individual interview when she explained that
the printing policies set forth by college administration forced her to use the library’s
e-reserve to share assigned readings with students. After a second glance at some
of the artifacts, the presence of college administration was emphasized further by
hyperlinks on her syllabus, directing students to the Undergraduate Handbook, and
the section of the syllabus that states explicitly that students will need a
copying/printing budget throughout the semester (Appendix A). The presence of
these brief statements on the syllabus offered a great deal of insight into how certain

decisions served as a motivating factor.
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CHAPTER FIVE
CASE STUDY TWO: THE COMPUTER-MEDIATED CLASSROOM

This case study examined the classroom of Scott, a tenured Assistant
Professor at Slick Pebble University (SPU). Here, Scott engaged students with a
variety of technologies in two classroom settings—the computer lab and a virtual
classroom in Second Life.

Defining the Space

Entering the classroom at SPU, | observed a room with long tables bearing
the weight of twenty nine computers. Two long tables, pressed together at the
center of the room, held ten computers, seven on each of the long tables. Along the
perimeter of the classroom were two more long tables with five more computers on
each of them. At the front of the classroom, another computer was set aside for the
instructor’s use and was wired to an LCD projector that was anchored in the ceiling
at the center of the classroom. A large projection screen was at the front of the
room, as was a long white marker board. In the front corner of the room, a laser
printer, wired into all of the classroom computers, was positioned on a small table.

After examining a few of the computers, | was able to determine that all
students had access to the internet, professional packages of Microsoft Office Suite
(including FrontPage), Roxio CD and DVD Creator, Skype, Second Life, Power
Cinema, QuickTime Player, and Windows Media Center. Also, each computer had
desktop shortcuts to the campus email system, the library’s internet resources, and

SPU’s English Department website.
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Artifact Analysis

A variety of materials were designed and distributed by the instructor over the
course of the semester. These materials included a course syllabus, webpage, and
sample texts to guide a variety of projects that students were asked to complete over
the course of the semester. As mentioned previously, the analysis of these
documents were two fold, first examining the elements of design, then evaluating the
content of the text.
Syllabus

The syllabus was provided to the class in two formats, in print during the first
class meeting and electronically via the course website. In both events, the syllabus
was composed in the serif typeface, Times New Roman. The title of the document,
“Signs of Life: Readings on Popular Culture,” appeared in two different font sizes (36
pt. and 24 pt.), subheadings throughout the document appeared in 13.5 pt. font size,
and the body text appeared in a 12 pt. font size. Spatially, the entire document was
left aligned, single spaced, with double spaces between subheadings and body text.

In both the print and electronic syllabi, the instructor incorporated several
graphic elements that served organizational and communicative functions
throughout the text. On the top of the first printed page, seven text boxes spread
under the title contained still images representing several aspects of popular culture.
However, viewing the syllabus in the electronic form revealed that those still images
were actually animated GIFs of dancers twirling, music notes waving, and a series of

DVD and album covers flashing from one to the next.
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Although the presence of many graphic elements suggested that the
instructor was familiar with elements of visual design and with the functions of word
processing programs, like Microsoft Word, content of the text offered several clues
as to how multimodal texts and technology had shaped this instructor’'s pedagogy.
On the first page of the syllabus, under “Working Materials,” the instructor informed
students that they required a 1GB USB data storage device (i.e. memory stick,
flash/thumb drive, etc.) on which they could save their work for the semester.
Furthermore the assignments that were introduced on the syllabus indicated that
students were required to use a variety of digitally-based multimodal technologies,
like YouTube, Second Life, Microsoft Word, and Microsoft FrontPage to complete
coursework.

While students were expected to engage a variety of technologies throughout
the semester, evidence suggests that they were also expected to engage multimodal
texts as well. This implication was gleaned from the organization of the course
readings into four units — “Images in Advertising,” “Images in American film,” “Street
Gangs, Militias, and Hackers in American Culture,” and “Virtual Culture”). These unit
titles suggested that students were asked to consider the communicative function of
images in a variety of media.

Course Webpage

The course webpage was linked to the instructor’s personal webpage and
was composed in the sans serif typeface, Verdana, between 10 pt. and 12 pt. font
size. Columns organized hyperlinks spatially. Links to other SPU sites appeared on

the left and the right of the course webpage, while the body text was left aligned
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within a center column. Graphic elements that were present in the document design
included one animated GIF, appearing at the bottom of the page, and a photograph
of the instructor centered as header in the center column.

Generally, the body text consisted primarily of a list of hyperlinks. These links
led to a variety of places on the World Wide Web, as well as to some relevant
course materials, like the syllabus and a webpage project template — both of which
have been analyzed independently. Because this webpage served as a distribution
hub for course related materials, it was understood that students would likely be
asked to use computers for course related projects, both inside and outside the
classroom.

Examining the content of the course webpage also revealed an interesting
way that digitally-based multimodal technologies had altered the way this instructor
communicated with his students. Noted under contact information were two sets of
office hours—physical office hours and virtual office hours. In addition to scheduling
time to meet with students on campus, this instructor also communicated with his
students through the online chat function on Facebook.

Webpage Project Template

A webpage project template was presented to the students as a multimodal
text, online, and implemented several aspects of textual, spatial, and graphic
elements of design. This template was composed in the serif typeface, Times New
Roman, and all text was between a 14 pt. and 18 pt. size. Spatially, the information
was organized with the title of the template (Our Home Page) appearing centered at

the top of the text, while the body of the template was left aligned. Lines were
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inserted, dividing the template into three very clear sections (Title, Body, and
Footer), and graphics were used to indicate where students were expected to insert
graphics of their own (e.g. photographs, animated GIFs, clipart, etc.). The template
concluded with a collection of several hyperlinks posted in the footer at the bottom of
the page, leading back to the course webpage, to the university’s webpage, and to
English Department’s homepage.

Much like a handout, the content of the webpage template provided students
with detailed information regarding how the instructor wanted his students to format
their group webpage projects. The instructor communicated through the template
that each group would consist of four students, whose names, academic and
extracurricular interests, and goals would be displayed in the body of their
webpages. Furthermore, it suggested that students were encouraged to present
something unigue about each of them that defined their group and from the others.
The placement of graphics next to each of the items listed in the body of the
webpage also indicated that students were encouraged to support their statements
by integrating appropriate images. It also appeared that the hyperlinks presented in
the footer of the template must also be present on all group web pages as well (see

Figure 1).
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Our Home Page

(ol 4

¥ Student Name
¥ Student Name
¥ Student Name
¥ Student Name

® School Name / Year
® Interests / Extracurricular Activities
® Goals for the future
® Something Unique about your group

ENGLISH DEPARTMENT WEBPAGE
Last Updated by:
Comments to:

Insert Image Hyperlink
to the University

Figure 1: Group webpage template.

Observations

This classroom was observed on four separate occasions. Three
observations were conducted during class meetings in a computer lab managed by
the English Department while one observation was conducted in Scott’s office when
the class met in a virtual classroom in Second Life.

First Observation

Scott breezed through the classroom door five minutes before the scheduled
start of class, carrying only a tattered textbook (Signs of Life in the USA: Readings
on Popular Culture for Writers) and a flash drive. As the students began to file in,

Scott logged onto the computer at the front of the room, turned on the LCD projector
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anchored into the ceiling, and began sifting through the files saved to his flash drive.
He opened two documents in Microsoft Word, muted the image on the screen, and
then turned to students seated at the computers in front of him.

Before the students logged onto their computers, the instructor asked them to
first gather into their groups and take a few minutes to wrap up their project
proposals, print out a copy and pass it to him at the front of the class. According to
the syllabus, these proposals were assigned approximately a week before when the
groups were first organized. As he patrolled the classroom in response to the raised
hands that popped up from the clusters of chairs, the laser printer at the front of the
room whirred with activity. Within minutes the proposals were piled on the table at
the front of the room and Scott reassumed his post at his computer in the front of the
room..

Approximately ten minutes after the start of class, Scott raised the topic of
“visual trends” in advertising and the role of the internet in promoting those trends.
He referred to first to fashion advertisements, comparing the airbrushed photos of
the 80s and 90s with department store ads from the 50s. Students responded with
their own independent observations and Scott recorded their ideas on the dry erase
board at the front of the room. Eventually the instructor posed questions specifically
on how the internet changes the way that the consumer receives this media and the
impact that this new forum has on the message.

Approximately 50 minutes into class, the discussion stalled and Scott took
that opportunity to turn the projector on again, revealing a digital copy of the course

calendar in Microsoft Word. He highlighted Thursday, January 28 which had
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“Second Life” in bold face printed directly under the date. He explained that he
wanted to help students consider how digital technologies can change perspectives
for both writers and audiences who are forced to contend with these issues in recent
years. Attempting to bridge the discussion with the ideas of advertising on the
internet versus the print media of the 50s, Scott referred to Second Life as a “21%
century trend” that has already redefined business offices and college campuses
across the United States.

After explaining that the agenda for Thursday was to meet in a classroom in
Second Life, Scott restored the second document that was already open on his
desktop. This document included instructions for creating an avatar—a digital
representation of an individual—and logging onto the network in the established
Second Life community. The final 25-30 minutes of class were designated to the
development of student avatars to ensure that all students were able to access the
campus in Second Life.

Second Observation

The classroom environment for the second observation was drastically
different from the first. Instead of requiring all participants to meet in the physical
classroom on campus, Scott asked his students to log into Second Life and have
their avatars convene in the “Ben Wiley Room” on the Second Life campus (see
Figure 2). Scott accessed Second Life from his office on the SPU campus and, prior
to the arrival of his students, set up an internet webcam, external computer
speakers, and a microphone. As he did so, | accessed Second Life on my laptop so

that | could observe Scott’'s actions in both the real and virtual worlds.
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Figure 2: Digital classroom in Second Life.

Avatars began to materialize on the computer screen before me; some
meandered through the classroom door while others simply dropped in from the
ceiling. Some avatars extended their hands in front of their torsos, strummed the air
with their fingers as though they were typing on a keyboard, until texts of the
conversation began to appear at the bottom of the page. Though many avatars
began interacting with one another in this way, voices too began to emanate through
my own computer speakers. Scott observed the students for several moments
before his avatar arose from one of the chairs in the room and took his place behind

the lectern.
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As his avatar did so, Scott’s real voice boomed through the classroom,
instructing his students to settle down and take their seats. As he gave these
instructions verbally, he then typed the instructions so that they appeared on the
computer screen, watched, and waited for the avatars to comply. Once all avatars
were seated in their chairs, Scott began taking attendance by typing each student’s
name and speaking it into the microphone and the corresponding avatars would
either respond by typing, speaking, or clapping their hands. Taking the time to
ensure that each avatar had responded to roll in some way, Scott began to
broadcast through his webcam.

The black screen to the left of Scott’s avatar glowed with his real face as he
took the time to address some of the basic rules of this classroom, advising students
to raise their hands and wait to be recognized before they respond by either
speaking or typing. Students with microphones were asked to shut them off until
they were recognized to minimize any disruptions caused by background noise at
their locations.

When the avatars were settled and procedures were in place, Scott opened
the class with a brief lecture on his observations of how digital media has changed
the landscape of the world. He drew primarily on how he has come to use
technology in ways that he would not have used previously to accomplish specific
tasks. He explained that online databases allowed him to research topics and find
articles that he would have normally found only in the campus library and that
YouTube videos and Podcasts provide quick information in a format that can often

be much more “fun” than sifting through written pages. “Who would rather watch a
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video than read a book?” he asked. The avatars in the classroom responded by
clapping and blowing kisses. He then concluded his lecture by stating his
predictions of how we will read, write, and interact with one another in the future.
Following the brief webcam lecture, Scott played a YouTube video through
the portal at the front of the classroom, explaining how Second Life has begun to
revolutionize certain aspects of the post-secondary classroom, citing the virtual
classrooms available at Case Western Reserve University, Harvard Law’s Extension
School, Penn State University, and the University Pennsylvania. He explained that
these schools often set benchmarks for education in several academic fields and
that the application of Second Life had already begun spreading to other smaller
colleges and universities around the world. Scott was able to stream videos from
YouTube through an embedded link that allowed the video to play on the screen at
the front of the Second Life Classroom. Then, without much interruption, Scott
played another few short clips from a DVD of the PBS documentary Declining by
Degrees. The clips offered from the PBS Documentary began with a lecturer at the
University of Arizona who was utilizing computer technology to poll students in his
class during lectures to see how effectively they were grasping the material. The
second clip dealt with a professor asking the question “why should 1?” when the
narrator asked her if she was focused on helping her students to become better
writers. Finally, Scott showed a short clip about how Second Life had already
revolutionized the way IBM executives conduct business, meeting often in Second

Life and leaving corporate buildings deserted.
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Following the viewing of the video clips (lasting approximately 12-15 minutes
total), the instructor then opened up the class to discussion. Several students began
to respond verbally and referred to their own experiences with technology in the
academic environment. Scott began mediating the discussion, reading the text
typed by students who lacked the ability to speak in the Second Life classroom,
while others could speak for themselves.

With approximately 15 minutes to go in the scheduled class time, an unknown
avatar, wearing only a pair of underwear streaked through the door and to the front
of the room next to Scott’s avatar at the lectern. This avatar danced around,
gyrating his hips and blowing kisses to the classroom. In the real world, Scott
responded with “what the hell,” which was then inadvertently broadcasted to
classroom. As Scott’s avatar began to intervene, the unidentified man began
running back and forth across the front of the classroom.

Noticeably flustered, Scott then concluded class, instructing the students to
gather in Second Life in their groups and explore the world. Each group was then
required to write a collaborative response on how interacting in this environment is
different or similar to their “First Lives.” After the students were dismissed, Scott
logged off and the naked avatar remained in the room.

Third Observation

For the third observation, | once again found myself in the computer lab on

the real world campus of SPU. On this day, Scott logged into the campus network

via the media center at the front of the room and then signed in to his YouTube
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account. Saved in his favorites were the links to several videos with which he would
open the class.

When the students arrived, Scott instructed them all to log into the computers
and open a new Microsoft Word Document. He then mentioned some of the
assigned readings from the course textbook relating to advertisements (from Unit
One) and movies (from Unit Two). Once the brief review of recurring themes was
presented, Scott asked his students to consider the messages conveyed by the
images in each of the following clips.

The first clip was a National Guard commercial. By depicting soldiers
conducting war maneuvers and providing disaster relief alongside the images of
civilian firefighters rushing through burning buildings, the video attempts to make a
persuasive argument that the “citizen soldier” has many other objectives besides
going to war. The images were accompanied by a highly instrumental music
composition and the video was entitled “At this Moment” and was part of the 2009
Army National Guard marketing campaign

(http://www.youtube.com/watch?v=AbfP|00pTNY). Following the video, students

were given an opportunity to write two brief responses to the video. For the first
response, students were asked to respond to their first impressions of the video.
Then Scott replayed the video and asked the students to respond to specific images
that stood out to them and argue for or against the efficacy of the video.

A short clip from Mel Gibson’s movie, The Patriot, was the next to be shown.
The brief scene depicted is entitled “Hold the Line” and displays Gibson grabbing an

American flag and rushing the front of the line in a battle during the American
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Revolution (http://www.youtube.com/watch?v=[9DqfURLC70). Once again students

were asked to respond to the video twice. First, students were instructed to respond
with their first impressions regarding the images on the screen. The instructor then
replayed the footage asking his students to respond with a critical eye, comparing
and contrasting the images from a movie about a war to the images from the 21%
century army recruiting commercial.

A Virgin Atlantic commercial from Great Britain was the third video selected
for this classroom exercise. In this commercial flight attendants (all beautiful
women) are depicted in red uniforms drawing attention from everyone as they
wander through the airport, while the flight attendants from competing companies
appear overweight and in dark, plain looking uniforms

(http://www.youtube.com/watch?v=oL1uud6Fy6M). Students were again given

several minutes after this short clip to compose two short responses before
responding to a music video, entitled “Stupid Girls.” This music video, mocks many
of the things that girls do in response to societal pressures. The pop singer, Pink, is
depicted on the operating table preparing for reconstructive surgery, standing in a
spray tanning booth, and washing a car in bikini top

(http://www.youtube.com/watch?v=BR4yQFZK9YM). After their initial responses

were completed, Scott once again replayed the video and asked students to respond

with common themes regarding gender and humor depicted in the two videos.
Following this exercise, the instructor asked several students to share their

responses with the rest of the class. As a result, Scott seemed to direct the

conversation to themes regarding gender in American popular culture, particularly as
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it applies to patriotism and military issues. The instructor explained the sexual
objectification of the female form in American pop culture, and then asked the
students to consider that issue when addressing the National Guard video. He
explained that although women wear the same uniform, the tasks that they are
depicted in vary greatly from the images of men. Men dominate the military
maneuvers and are the “citizen soldiers” depicted saving women and children from
disastrous situations. At the same time, the longest scene displayed in the video is
of a woman picking a photo album from the rubble of the burning building and
returning it to another woman. Following this explanation, Scott then asked his
students to consider the subliminal hints that images offer about the role gender
plays in the American military. Following a few moments of continued reflection, the
classroom discussion ensued and Scott recorded his students’ ideas on the dry
erase board at the front of the room.

With approximately ten minutes left in class, the discussion wandered back to
YouTube to a video entitled “Killing Us Softly 3: Advertising’s Image of Women.”
After watching this short lecture by Jean Kilbourne, students were then given the
task of writing an analytical response to the video, intended to expand their
intertextual understanding of the topics noted in the assigned readings and in the
media.

Fourth Observation

For the final observation, the course calendar was adjusted to meet in the

physical classroom instead of the Second Life classroom. As stated by Scott at the

beginning of class, what he called “the Second Life experiment” was abandoned due
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to the numerous accessibility and administrative issues that arose during the Second
Life meetings.

Prior to the arrival of the students, Scott once again logged onto the campus
network and opened the internet web browser. After typing in the desired URL,
Scott’s faculty webpage was displayed on the screen for his students. He selected a
tab entitled “sample webpage projects,” and opened a list of links.

As always, the students trailed into the classroom and logged onto the
desktop computers until Scott called their attention to the screen at the front of the
classroom. He took a moment to summarize the material that they would cover in
this class, and promised to give groups ample time to work on their ongoing group
webpage projects.

Class began with Scott walking through the web page projects created by
students in the preceding semester. He walked through the checklist of
requirements and pointed out the way that students often exceeded the
requirements to create an aesthetically pleasing and functional web page. His
previous students were required to create hyperlinks that would bridge their group
webpage with other sites in cyberspace. Students were also required to include
flash images and graphic art to draw their audiences’ interest. He often used
multiple links in several different windows and projected them in a way that would
allow students to compare and contrast the elements of design employed by
different students. Some created tabs along the top of the page that allowed the

user to easily jump to the information that they desired while others wove hyperlinks
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into the body text, which forced their audience to read through several paragraphs to
determine which links were of interest.

After approximately fifteen minutes of discussion, Scott granted the rest of the
class to their group projects. During that time, the groups who had been working on
this project for much of the semester already, gathered around one computer and
tweaked their projects to make them more appealing or navigable. Scott moved
casually from one group to the next, offering observations and referring students to
the elements of web design that were discussed on previous occasions. Concepts
that he focused on dealt primarily with using user-friendly typefaces or the use of
charts and textboxes to organize information. To several groups, he also advised
editing color schemes to be easier on the eyes and to make some webpages appear
more professional.

Individual Interview

Following the classroom observations, Scott was reluctant to continue with his
scheduled interview. He explained that he was embarrassed, that his class “fell way
short of his expectations.” | referred him to the IRB protocol that | had posted on my

dissertation’s companion blog (http://mediapedagogy.wordpress.com) and reminded

him that he did have the right to withdraw from this study at any time. However, |
also mentioned that the goal of this dissertation was not to judge his competency as
an instructor, but to simply find out how certain multimodal technologies had shaped
instructor pedagogies. | stated plainly that | learned a great deal from his classroom
but if he withdrew | would understand. So he would not feel coerced, | excused

myself from his office and took a walk to the coffee shop on campus.
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When | returned to his office twenty minutes later, Scott smiled from behind
his desk, gesturing at the chair across from him. As | took my seat, he stated, “My
great concern is not whether you have failed, but whether you are content with your
failure. Abraham Lincoln.” Unsure of how to respond to this, | waited passively for
Scott to elaborate. He obliged, explaining that although he failed to accomplish one
of his key goals throughout the semester, he was content in knowing that the
semester had not been a “waste of time” and that he had accomplished a great deal.
With that, he agreed to continue with the study.

As | switched on the recorder, | noticed that Scott was less apprehensive than
he was thirty minutes prior. Still | was surprised at how quickly he returned to the
topic of his perceived “failure.” | asked him to describe what his objectives were for
this course. He responded,

At first | wanted to teach communication skills. 1 know I'm supposed to teach

writing, but it's so hard to figure out what writing is nowadays, especially with

all the technology. So | guess my goal was to teach students to use that
technology to communicate effectively and how to think critically about the
world that they live in. But in the end it became more of a mission to use their

writing and grammar skills to communicate with their intended audience.

This shift from a goal of teaching broad-based communication skills was in response
to the failure of Second Life to achieve its stated intent. Because many of his
students enjoy video games and are fluent in “digital literacies,” he believed that

integrating Second Life would cause his students to become more engaged in the
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classroom discussions. However, he abandoned the Second Life classroom after
only two of the scheduled class meetings, despite the fact that he had hoped to
conduct nearly half of the class meetings in the online environment.

Much of the interview focused on the goals for Second Life in Scott’s writing
course. He cited computer games like World of Warcraft that allow users to create
complex storylines and lived experiences that are becoming, in some ways, more
real than their existence in the physical world. He argued, “these games have
changed how our students interact with one another,” and therefore it seemed
reasonable to use this to break down some of the social barriers that are raised
when interacting in the classroom. Scott believed that by applying what is often
perceived as a fun “leisure activity” to the classroom setting that his students would
find the class more enjoyable and cause them to open up more when they did meet
in the real-world classroom as well. Furthermore, Scott had hoped that some
students would be able to think more analytically when asked to compare this online
experience with that of the real-world.

Scott explained that there were three major flaws in the way that he applied
Second Life to the classroom. First, the classroom that he was using did not impose
any active security measures, meaning that any person with a Second Life avatar
could access this particular classroom at any time, even while it was in use. This
was a notable flaw that Scott observed during the first classroom meeting when an
unidentified avatar streaked across the front of the classroom and began to dance in
the corner. Though he could not prove the identity of the individual, Scott suspects

that it was a prank instituted by one of the members of his class.
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The second issue that Scott had with his Second Life classroom was the
difficulty in gauging his students’ participation during class activities. For example,
students were permitted to log on from any computer of their choice, meaning that
once their avatars were seated in the classroom and roll was taken, the students
could have abandoned the keyboard to participate in other activities. Though some
avatars responded regularly to the videos he played or questions he asked, several
avatars remained motionless for much of the class. During the second class
meeting, several avatars remained seated in the Second Life Classroom for a full
fifteen minutes after Scott had dismissed class, only adding to his suspicions.

Finally, the third major concern Scott had with his Second Life classroom
dealt with accessibility concerns. He explained that “students with microphones
were much more active in classroom discussions than students who had to type
their responses.” He suspected that this was largely due to the fact that spoken
communication was the most efficient means of communicating. To type their
thoughts, students would have to take several seconds, or even minutes, longer to
express themselves than a student who could express similar thoughts orally. He
continued,

That was mainly my failure to plan ahead. Because the university had

secured a large grant to update computer systems on campus, | figured that

students who didn’t have personal access could make due with the campus
network. Maybe | was naive, but | honestly didn’t realize how much of an
advantage a simple thing like a microphone could make. Like, the students

on campus had access to a fast internet connection; they had the same
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Second Life software. They had access to everything, except a $20

microphone, and that might be what made the difference.

Through this statement, the instructor explains that accessibility issues did cause
him to readjust his course plan. When combined with the other two reasons, Scott
deemed it prudent to abandon the use of Second Life for this first-year writing
course.

While the use of Second Life indicated that multimodal technologies played
some role in this writing classroom, the concept of multimodal texts was presented
through group webpage activity. | asked Scott to elaborate on why he selected this
activity as group writing assignment. He responded,

Like | said earlier, it's really tough to explain what writing is and that makes it

hard to teach. But | think that for students to be able to communicate

effectively anymore, they need to be able to express themselves online, so it
made sense to me to design a writing assignment that would allow them to
understand how to express ideas with words, support those ideas with

images, and how to design a legible, functional webpage . .. | made it a

group project because some of my students have done this before, others

have not. Logically it seemed like a good idea to let them work on this project
together so that those who have a bit more experience can help teach their
peers.

Here, Scott essentially argued that it was important to expose students in his first-

year writing course because they may be expected to work with these texts in the
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future, but he also expressed how difficult it is to teach this in a diverse classroom
where some students have more experience with the technology than others. In the
end, he felt that this group project successfully introduced the topic without
overwhelming any of his students.

Once the discussion moved away from specific classroom activities, Scott
expressed that pressure from college administrators influenced how he applied
technology to his writing classroom. Because of the funds allocated to improving the
technology on SPU’s campus, Scott was encouraged by his department chair to
utilize that technology in his classroom however he could. He explained that “the
university invested a lot of money into upgrading the technology in our department.
All of the faculty got new computers; labs were upgraded . . . the fear our chair had
was that if faculty did not use the technology, funds would be reallocated to other
departments.” In summary, Scott felt it was his responsibility to find new uses for the
technology that was made available to him. The administration suggested that the
more he used the technology, the better off the entire department would be.

Data Analysis
Data Reduction and Visualization

As stated in Chapter Three, a rubric was created to categorize information
relevant to the case analysis. The purpose of this rubric was to narrow the body of
data gathered to make data more easily accessible. Given the focus on digitally-
based multimodal texts and technologies, this rubric was intended to find out how

those technologies were used to support classroom lectures, which technologies
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were used by the instructor to create course artifacts, and which technologies

students were expected to use to complete course assignments.

Table 2: Technologies integrated into the computer-mediated classroom

Technologies Used

Software Used Hardware Used Total # of
Technologies
Used
Lectures MS Word LCD Projector
Internet Explorer Personal Computer (Desktop) 12
Second Life Microphone
Facebook Webcam
YouTube Surround Sound System
FrontPage Laser Printer
Course Artifacts MS Word Personal Computer 4
FrontPage Laser Printer
Writing MS Word Personal Computer
Assignments Internet Explorer Personal Printers 8
YouTube (laser/inkjet)
FrontPage
PowerPoint
Second Life
Course Readings Internet Explorer Personal Computer 2
Communication Facebook Personal Computer 5

outside of Class
time

Internet Explorer

Webcam
Microphone

Preliminary Conclusions

While the focus of this classroom was mainly on the development of effective

communication skills, it did appear that this particular instructor was very interested
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in teaching students to apply their communication skills to a variety of digital
contexts. This objective was emphasized by two of the writing assignments
presented by the instructor: designing, maintaining, and publishing group web
pages, and meeting in an online classroom in the virtual world of Second Life. This
observation was confirmed during the culminating interview as Scott continued to
emphasize the importance of digitally-based, new media technologies in both the
personal and professional lives of his students.

During the scheduled observations, it also seemed that Scott often required
students to expand the definition of the word “text” to include all means of recording
and storing communications. This meant that students were often required to watch
and listen to streaming videos or audio feeds online, responding to them as they
would any required classroom readings. One example of this behavior was
observed during the third day of observations when students were asked to visually
analyze videos uploaded to YouTube. Scott requested that students identify
common themes between the videos and consider the influence that those themes
have on American popular culture. On several occasions during the first three
observations, students were asked to consider how technology has revolutionized
every aspect of their personal and academic lives.

Despite the abundance of technology present in this classroom, several
traditional writing pedagogies are still observable. For example, Scott utilizes
process pedagogy, allowing students to adopt a variety of prewriting, drafting,
revision, and editing strategies throughout the semester. Although assignments

were handed in for credit several times throughout the semester, Scott allowed his
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students to continue to revise that work until the final week of the semester. Then
the most recent grades for each assignment were finalized and calculated for the
students’ final grades. In addition to process pedagogy, the group web-page
assignments reflect the inclusion of collaborative pedagogy. Indeed, several times
during the classroom observations and when reviewing the course syllabus and
calendar, it appeared that students were often required to meet in groups to
complete course assignments. These group activities established a writing
community, similar to communities writing instructors have been trying to establish
for many years. This class simply moved much of the group interaction from the
real-world classroom to a digital context.

The way that Scott chose to interact with his students was also very
interesting. During some class meetings, students interacted with Scott only in the
Second Life classroom. Granted, for a portion of this class, Scott used a webcam to
communicate with his students in the form of a “traditional” classroom lecture.
However, unlike the lectures in the real world where Scott adjusted his speech to
invoke a particular response from his students, his online lecture seemed much
more scripted. Although Scott could view the avatars in the virtual classroom, as
stated during his interview, it was very difficult to judge whether students viewing the
lecture in the online forum were “engaged.”

In addition to holding some class meetings online, Scott also made himself
available online for office hours. For one hour every evening, Monday-Friday, Scott
logged onto Facebook and, if his students chose to, they could speak with him about

any projects, questions, or concerns that were related to this class. These hours
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were in addition to his regular office hours on campus and, as stated during the
interview, “significantly more students” communicated with him during office hours
on Facebook that semester than sought out a face-to-face meeting in his physical
office. During his interview, he defined his classroom as a “hybrid space” that allows
for a degree of flexibility for writing instructors. Over recent years, he has found that
his students respond well to the hybrid classroom that affords them the option of
several different modes of communication and, due to this observation, he
“hybridized” his office hours as well. Because he felt that most students would be
more familiar with navigating Facebook, he selected it as the delivery system for his
virtual office hours instead of the virtual world of Second Life.

Overall, the influence of digitally-based multimodal texts and technologies
remained high throughout the semester. A variety of technologies were used by the
instructor to communicate with his students both inside and outside of scheduled
class time. Whether holding virtual office hours on Facebook or teaching a class in
Second Life, it remained clear that this instructor intended to engage his students
through a variety of multimodal media. Although most of these technologies were
used by the instructor during classroom lectures, the writing assignments he
designed for this class required students to use a variety of software packages and
computer hardware to complete tasks. His objective to engage students with
multimodal texts and technologies continued further through course readings and
discussions where students were asked to consider the communicative function

served by images in a variety of contexts. Therefore, | have concluded that
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multimodal texts and technologies had a significant impact on this instructor’s

pedagogy.
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CHAPTER SIX

CASE STUDY THREE: THE ONLINE CLASSROOM

This case study examined the classroom of Tyra, a tenured Associate
Professor at Allegheny Highlands University (AHU). In this class, Trya engaged
students online, utilizing Moodle, a web-based delivery system for courses taking
place solely in cyberspace.

Defining the Space

This case posed the most challenges of the three case studies, largely due to
the fact that there was no physical classroom involved, at least of the sort used in
the other two case studies. These observations were also the most time consuming
because students accessed the class at different times throughout the week, making
it difficult to observe the instructor’s interactions with them as they happened. As a
result, the days dedicated to observing consisted of my logging onto the AHU
Moodle system once every hour to note the changes that occurred throughout each
day when an assignment came due. Because the modules posted regularly
consisted of multiple assignments with different due dates throughout each week,
these observations also required me to make time to observe changes several times
a day for two or three days each week in addition to the time that | had already
planned on dedicating to this research.

Many of the challenges that arose throughout this case study stemmed from
the use of asynchronous activities in the online classroom. Unlike synchronous
activities which require students to log on simultaneously to interact with the
instructor and one another (much like the chat rooms of the late 90s), asynchronous
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activities allowed students to log on at a variety of different times to complete
required coursework. As stated during the observations, as students participated,
they redefined the classroom space, changing the way the Moodle appeared to me.
Because of this, it was particularly difficult to gauge how the instructor engaged her
students during all classroom activities, particularly when there was no scheduled
meeting time online.

The classroom space for this online course varied greatly from the physical
environment of the traditional classroom and computer lab. In the most generalized
sense, there was no shared physical environment in which the instructor interacts
with all classroom members. This space existed only in cyberspace, in a database
linked to the Moodle program that was used as the delivery system. Therefore, for
the unique purposes of this investigation, and so that there might be some cohesion
between the observations in all three case studies, this investigation treated the
webpage on which all discussion boards, assignments, instructions, and responses
were displayed as the physical classroom environment. The accounts that | offered
in this chapter explain how my own screen changed during each observation as the
instructor interacted with her students.

Though a physical classroom did not exist in this case as we usually think of
it, there is no doubt that the instructor and each of her students existed somewhere
in the physical world. Because | was granted access to the online classroom, | can
make some assumptions as to the technologies that the instructor and each of her
students must have used to access the course and to fulfill course requirements.

Similar to the computer lab, every student clearly had access to a personal computer
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and the internet at home, at work, or in a public space (e.g. library or web café). The
instructor required that all assignments be submitted utilizing various applications of
Microsoft Office Suite, but advised those who did not have access to these programs
to use Open Office as a free alternative. Documents created using Open Office
programs were saved in a format that is compatible with Microsoft Office so that all
work could be accessed by users of either program. Finally, all students had access
either Microsoft Internet Explorer or Firefox web browser to access the college’s
Moodle page. Because my observations of this class could not have taken place
without access to these technologies on my own computer, it stands to reason that
the instructor of this course, at the very least, required access to these same devices
to build the course curriculum and to review assignments completed by her students.
Likewise, because the instructor offered explicit instructions that all assignments be
completed utilizing certain programs, | concluded that, despite the different physical
environments in which each student might be working, all of those physical settings
were linked by the use of those technologies. While some students may have used
different types of internet connections (e.g. dial up, DSL, etc.), all students were in a
setting that offered internet access in some form. Furthermore, while some
computers may have other programs downloaded (e.g. Windows Vista/XP operating
system, Dreamweaver, Adobe Acrobat, etc.), all computers, at the very least, offered
access to Microsoft or Open Office, Internet Explorer or Firefox, and access to an

individual web-based Moodle account that was provided by the university.
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Artifact Analysis

Unlike the traditional classroom discussed in Chapter Four and the computer-
mediated classroom that was examined in Chapter Five, the online writing
classroom observations were also analyzed through artifact analysis in addition to
examining the events that transpired later in this investigation. While all three
classrooms generated artifacts, the online writing classroom was an artifact.
Because all classroom interaction between the students and the instructor took
place through the webpage itself, the nature of the class created a written document,
not unlike the handouts the instructors provided in the other cases. Therefore, the
online writing classroom Moodle was subjected to a similar analysis. Though the
students and instructor often co-constructed portions of this web-based artifact, it is
important to acknowledge that this analysis focused primarily on the components
that were put into place by the instructor and not on the specific elements that her
students contributed. This allowed the case study to remain focused on the
instructor’s pedagogy.

All artifacts for this online classroom were presented as electronic texts and
web pages that could only be accessed through the use of personal computers and
internet browsing software (e.g. internet explorer, Firefox, Netscape, etc.). However,
each artifact had unique characteristics that suggested how each were used in the
classroom. Based on this observation, | identified two types of artifacts: the course

schedule and syllabus.
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Course Schedule

The course schedule was the first webpage viewed after logging into the
Moodle system. This document was composed entirely in the sans serif typeface,
Arial, and varied in size from 10-20 pt. Both the title of the document (20 pt.) and the
headings in each of the modules (12 pt.) appeared in bold typeface. The body text
appeared as a 10 pt. typeface.

Several graphics, like hypertexts, photographs, and icon bullets, were woven
into the document’s design, adding to the functionality of the text as a whole. A
photograph of the instructor accompanied the contact information displayed at the
top of the page, along with the university’s logo. Scrolling down, the typed words
were organized into textboxes, referred to as “modules” by the instructor. The text
within each of those boxes, or modules, included a bulleted list of hyperlinks. Each
bullet corresponded with the type of text that the corresponding link led to. For
example, the small image of a web browser indicated that the link led to another
website, outside of the Moodle system, a clipboard indicated that the link led to
another Moodle page that was designed by the instructor (where handouts and other
course materials were posted), a clipboard with a checkmark icon led to graded
tasks, like exams, and the silhouette of the person led do discussion boards.

As a whole, the page was very attractive. Each of the bulleted icons were full-
color images (including orange, green, blue, and red elements), the hypertexts
appeared in a dark blue, headings and title text were in black, and the logo text was

red. Textboxes that organized all of these elements were composed of gray lines.
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Spatially, the page was divided into three columns, although the center
column was the only one that contained the artifact. To the left and right were
announcements from the university, links that led to the courses taught by the same
instructor during the current term, and all the administrative tools the instructor or
students would use to add or modify their posts. The headings of each module were
left aligned while the bulleted lists of links were indented Y4 inch.

Syllabus

As with every the course schedule, the syllabus was presented in the form of
a Moodle webpage that could only be accessed by using an internet web browser
(e.g. Firefox, Internet Explorer, etc.). Without images, sounds, or hyperlinks, this
text was largely monomodal, communicating only through written alphabetic
language.

The visual analysis of the course syllabus demonstrated that very little
attention was paid to textual, spatial, and graphic elements of design. Textually, the
entire document was composed in the sans serif typeface, Arial (11 pt.), and no
words appeared italicized or boldfaced. This design decision reduces “visual noise”
created by busy texts composed of artistic serifs and textual modifications which
cause online documents to often appear cluttered (Kostelnick and Roberts, 1997).
Spatially, the text was arranged in a block format—single spaced paragraphs,
double spaced between paragraphs, with no indentations. Outside of the
conventional punctuation, no graphic elements were integrated into the syllabus,
leading me to conclude that, despite its being presented as an electronic document

online, this document communicated its message entirely through alphabetic
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languge. This observation was only confirmed further when a secondary analysis of
the artifact revealed that it included no hyperlinks bridging this text with any other
electronic documents.

The content analysis of this artifact also offered some additional information
regarding the role that multimodal new media technologies would play in this specific
writing course. Although detailed descriptions of assignments were not explicitly
discussed in the syllabus, the instructor included an overview of the coursework that
students needed to complete throughout the semester. In addition to reading
excerpts from the required text, Mirror on America, students also were required to
“do some library and internet research for their papers” (Appendix F). The overview
of writing assignments offered some additional insight:

students will be completing online Modules. Students will engage in reader

responses to essays in Mirror on America, write a short paper about their

involvement in a popular culture activity, develop a proposal for a longer
project, create a longer paper about how popular culture reflects their chosen
profession, and explore their professions by developing a Power Point

presentation (Appendix D).

While this brief passage did not provide detailed requirements for the assignments
that were completed throughout the course, it did offer clues as to some of the
technologies students would be expected to use to complete those assignments.
For example, this passage explicitly states that students will be expected to create a
PowerPoint presentation. When combined with several reminders that this is an

online course, this syllabus implied that every student was required to use a
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personal computer equipped with basic Microsoft Office applications and with web-
browsing software. However, the true indication of the significance of multimodal
new media technologies in this class is raised by the presence of an “Online
Professional Courtesy” clause. Here Tyra explained that “the instructor will treat
students with professional courtesy at all times. Students are also expected to act
professional and be tactful as they communicate with fellow students online”
(Appendix D). The fact that the instructor feels such a clause is necessary is a clear
indication that she intended web-based technologies to contribute significantly to this
particular writing class.
Observations

The observations for this case study took place during the fall 2009 semester
from October — December. Unlike the set class schedule that was adopted in the
other two classrooms, the asynchronous activities were organized in modules that
students had a week to complete. As a result, each observation in this classroom
was completed over the course of several days. Please also note that screen shots
of several Moodle components are interwoven with the explanations accompanying
each observation. | elected to do so for two reasons: 1) to clarify any descriptions
that are unclear, and 2) to simply provide a first-hand visual of the classroom
components as they presented themselves.

First Observation

Because this investigation is focused on the instructor’'s pedagogical process,

| contacted her to identify how | might observe this class primarily from her

perspective. After establishing her trust, processing the IRB informed consent form,
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and establishing the parameters that would govern my use of the account, Tyra
granted me access to her own Moodle account. This allowed me to observe the
website from both the instructor’'s and student’s perspective. However, while utilizing
this, it was understood that (for ethical reasons) | would not be permitted to access
any student identification numbers, grades, or other materials deemed sensitive. |
obliged her request and avoided all sensitive areas that were deemed explicitly “off
limits.” However, these restrictions were reasonable and did not corrupt any of the
data that were gathered for this study given that the focus of this investigation was
restricted to the instructor’'s pedagogical practices and not the student outcomes.
Upon logging in to AHU’s Moodle for the first time, | was greeted by a
webpage that was constructed of three columns (Figure 3). To the left, in text
boxes, were hyperlinks that provided the contact information for students
participating in the course, quick links to assignments, forums, quizzes, and helpful
resources, as well as a box that listed all of the courses that Tyra was teaching
online during this current term. All of this information was present in both the
instructor and student views of the Moodle; the only difference between the two
views was that the instructor also had a text box in the left column that offered her
access to the administrative tools that allowed her to edit the web pages and to

attach student grades to any documents uploaded to the system.

136



Moodle

Allegheny Highland University

noodle. .edur FL2009

‘eople

B Participants

ictivities

I Assignments
P Forums

‘ﬂ Quizzes

3 Resources

iearch Forums

Advanced searchig)

idministration

# Turn editing on
{ settings

2 Grades

13 outcomes

4 Child courses
% Groups

H Backup

3 Restore
import

] Reports

«I Questions
dFiles

E Profile

lly courses

4 Fall 2009 Meta
all2009 MetaColleg
Writing

1

-meta-f2009 meta

Topic outline

ENGL 101 College Writing
Welcome to English101, an Online Course in College Writing about Popular Culture

Dr.

l_1

Fall 2009

[ Instructional Technology Support
& News forum
Organization of Course

1 Welcome
Fall 2009 Syllabus
Introduction
Microsoft Word Documents

You are logged in as (Log

Moodle Documente
Moodle Product Documentz

Contact the IT Support Ce

@ Switch role to..

~ | Turn editing on

Latest News

Add a new fopic..
20 Nov, 13:27
Elaine Ware

Complete Critiques more
Older topics ...

Upcoming Events

[5] Dec 2 Submit Final Drz
of Career Project
Tomon

[5] Dec 9 Submit Career
Power Point Presentation
Wednesday, 9 Decemi

G Classes End (end of d:
Monday, 14 Decemi

G Final Exams
Tuesday, 15 Decembs
12:00 A
» Salurday, 19 Decembe
12:00/

T Self Test on
Understanding the Proposi
(Quiz closes)

Sunday, 20 Decemt

Go to calendar
Mew Event...

Recent Activity

Figure 3: Opening Moodle page.

To the far right of the screen, a column of text boxes communicated recent

news, reminders of when the next assignments were due, and boxes that allowed

me to observe recent actions made by the instructor. Framed by these two columns,

a center column, considerably wider, provided large text boxes, referred to as

“modules.” Each module appeared as a text box with hyperlinks. The text in each

box offered a brief description of the information or documents that would be viewed

by clicking on the corresponding link. For example, the “Welcome Module”

consisted of three hyperlinks (Figure 4):

= Fall

2009 Syllabus
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= Introduction

=  Microsoft Word Documents

1 Welcome
Fall 2009 Syllabus
Introduction
Microsoft Word Documents

Figure 4: Module 1.

By clicking on the first link, students were offered access to a syllabus that
offered a detailed course description, explanation of required coursework, and class
expectations (regarding plagiarism, late projects, participation, extra credit, final
exam, online professional courtesy, contact grading, and the utilization of the writing
center on AHU campuses.

Like many other first-year writing courses, this online course had a theme that
students were expected to explore in the majority of the writing assignments
completed throughout the semester. The link labeled “Introduction” provided
information regarding this theme—writing about popular culture. By clicking that link,
students were directed to an internet window that described, in paragraph form, how
students would be encouraged to write about any aspect of popular culture, from
fashion and film to cars and toys.

The third and final link offered in the welcome module (also referred to as
“module 1”), was labeled as Microsoft Word. After opening this link, the instructor
explains how she expects every assignment to be completed in Microsoft Word, with
the notable exception of assignments in which students were required to use
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PowerPoint. However, Tyra also added the stipulation that if students do not have
access to Microsoft Word, or if the word processing program that they are currently
using cannot save files in a .doc or .docx compatible file, that these students can

download Open Office Writer for free at http://openoffice.org. This link then provides

detailed instructions that inform students, step-by-step how to save their files so that
they can be accessed in both Open Office and Microsoft Word programs.

Once finished reviewing the welcome module, | went to the module that listed
the work for the current week — October 12 -16, 2009 (Figure 5). This module
consisted of thirteen links that provided an overview of the week’s assignments, a
sample of what a student critique should look like, an article that provided insight on
how to critiqgue essays, instructions that describe precisely the aspects that the
instructor wanted the students to focus on, instructions on how to access the critique
forums, the reflection requirement, instructions on how to submit the first major

project of the term, and six critique forums (one for each group).
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11 Week 7 Oct 12-Oct 16

Overview

, Sample Critique

Responding to Student Writing by Richard Straub
Critique Module

Getting into Your Critigue Forum

G O 0 G G &

Writer's Reflection
[C] Oct 16 Submit Final Draft of First Major Project

Figure 5: Module 11.

The Overview link directed my web browser to a summary of the tasks that
Tyra required each student to complete in the coming week. For this module,
students were expected to submit assignments on Monday (October 12),
Wednesday (October 14), and Friday (October 16). On Monday, students who
submitted an essay draft were divided into small groups and were asked to post
drafts onto a critique forum and to critique the essays offered by each group
member. The comments generated by each critique forum would be visible to all
students in that group, as well as to the author of each draft. Submissions and peer
critigue forms were generated using the appropriate word processing programs
before being uploaded to the critique forum to which each student was assigned
(Figure 6). Comments were inserted into a message board while the original
documents were uploaded utilizing the browse function that appeared at the bottom

of the screen. By Wednesday, students were expected to finish critiquing all essays
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posted in their forum and to compose a reflection on the peer review process and on
how this constructive feedback could be utilized to improve upon the previous draft
that was submitted. Finally, the module was completed on Friday when all students
submitted a revised final draft, including a works cited page and the writers
reflection, by uploading it to Moodle. Once submitted, Tyra proceeded to grade
each essay and reviewed the writer reflections, offering feedback via the “track
changes” function in Microsoft Word. This function allowed Tyra to edit student
drafts in a different color that made changes more recognizable to her students and

to insert comments in the right hand margin.

Here is where you will postyour rough draft and peer critiques. ClickAdd a New Discussion Topic In Subjectboxtype in your name and rough
draft, for example Mary Smith's rough draft Inthe message boxyou can pasta in your rough draft, ornextto the attachment boxyou can click
browse and select your rough draft created in Word with a _doc or .docx extension. Then Posttoforum. This isthe same process youwilluse
10 post your critiques, for example, ary Smith's criique for Joe Davis.

Your new discussion topic

Subject* |
Message* @

e A

= RN - BODGR| O

e
el

Format @ HTML format
Subscription @ 1 dont want email copies of posts 1o this forum +

Aftachment (Max size: 1MB) @ [(Browse.

Mail now [J
Group All participants

Figure 6: Critique forum.

Second Observation
After logging in for the second observation, | immediately scrolled to the

current week’s assignments—Module 15, November 2-6, 2009 (Figure 7). This

141




module was composed of six hyperlinks that offered an overview of the week’s
assignments, provided a sample research proposal, gave directions for a working
annotated bibliography, provided access to a discussion board utilized to submit
drafts of research proposals, offered instructions to guide library research, and
presented a list of issues that should be addressed during reader responses for the

week.

15 Week 10 Nov2-Nové

[ Overview

| Sample Research Proposal

Working Annotated Bibliography Directions

5] W Nov 4 Submit Proposal

*Note* Wed Nov 4 is the last day to withdraw from the class.
Module 10

[C] F Mov 6 Submit Module 10 Reader Response

Figure 7: Module 15.

In the overview, much like the first observation, was a list of objectives and
due dates for the week. Students were instructed to continue drafting their research
proposals on Monday (November 2) and to submit them in the appropriate
discussion board by the end of the day on Wednesday (November 4). Then, for
Friday, students were instructed to read the link entitled “Module 10” and submit a
response to a research source of their choosing for the Career Project.

In the sample research proposal, the instructor advised students to divide
their proposals into six sections. First, students were advised to provide an overview
that identifies a gap in the research or emphasizes the importance of the research

project in society. Next, Tyra explained the importance of a brief literature review
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that identifies key sources that will guide the research. Students were instructed to
then create a research question that engages key concepts that arise through the
research proposal. The fourth section required by Tyra was a tentative thesis
statement that explains the goal of the study and a blueprint for how this study will
accomplish its goal. Once a thesis statement was completed, the instructor then
advised students to discuss the methods that they would use to collect data for this
investigation. Finally, all students were required to create a working annotated
bibliography that examines sources related to their topic that they deem to be
significant. Aside from submitting research proposals in a form, similar to the
critiqgue forum in figure 6, this observation noted very little activity on the course
Moodle. The instructor, however, did use the announcements function to remind
students that November 4, the Wednesday of that week, was the final day to
withdraw from courses for the current semester.
Third Observation

When | logged in for the third observation, | noticed that the instructor once
again utilized the announcements function to offer additional resources for the
student career projects. These announcements appear in the “Latest News” textbox
at the top of the right hand column of the course Moodle. After observing the
updated news, | proceeded to the module for November 16-20, 2009 (Figure 8).
Just like two previous observations, this module contains several links to guide
students through the week. The overview link advises students that on Monday
(November 16), students are required to submit a rough draft of the career project to

the instructor, at which time the students will be divided into groups of three for the
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peer critique process, identical to the process observed in the first observation one
month earlier. The students are advised to submit copies of their draft to the
members of their group on Wednesday (November 18) and that all completed
critiques, utilizing the critique form, should be submitted for their group members by
Friday (November 20). Students are then directed to use peer feedback to analyze

and improve upon their draft and prepare a final copy for the December deadline.

17 Week 12 Nov 16-20
Qverview
5] 11 Nov 16 Submit Rough Draft of Career Project
Critique Module
Getting into Your Critique Forum
& Career Critique Forum 1
& Career Critique Forum 2
gj Career Critique Forum 3
& Career Critique Forum 4
&P Career Critique Forum 5
33 Career Critiqgue Forum 6
& Career Critique Forum 7
&7 Career Critique Forum 8
& Career Critique Forum 9

Figure 8: Module 17.

Throughout the day on Monday, student essays were uploaded to the course
Moodle for the peer review process, utilizing the same critique forum displayed
previously in Figure 6. Completed forums generated tables that listed the group
names and the peer responses from each of the group members. When all
responses were posted, the instructor posted a comment for all group members.
Though | was permitted to access the instructor's comments to the students, | was
required to block out the last names of the students and offer an example of what a

completed forum looks like on the computer screen (Figure 9). In the following
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figure, each student name appeared as a hyperlink that directed students to the
uploaded Microsoft Word files. The students were then asked to critique one
another’s work utilizing the review functions in Microsoft Word, then uploading the

student drafts with the peer reviewer's comments.

Here is where you will post your Career Paper rough draft and peer critiques. Click Add a New Discussion Topic. In Subject box type in your
name and Career rough draft, for example Mary Smith's Career rough draft. In the message box you can paste in your rough draft, or next to the
attachment box you can click browse and select your rough draft created in Word with a .doc or .docx extension. Then Post to forum. This is
the same process you will use fo post your critiques, for example, Mary Smith's career crifique for Joe Davis.

{ Add a new discussion topic I

Discussion Started by Group Replies Last}
Bree Crifique for Jennifer Bree FL2009ENGL101 0
Bree Crifique for Brandon Bree FL2009ENGL101 0
Brandon Critique for Bree Brandon FL2009ENGL101 0
Brandon Critique for Jennifer Brandon FL2009ENGL101 0
Jennifer Critique for Brandon Jennifer FL2009ENGL101 0 Fri 20 Nov 2009, 03
Jennifer Critique for Bree Jennifer FL2009ENGL 101 0 Fi 20 ,_‘E,.J;,;'D";"Egz
Bree Career Rough Draft Bree FL2009ENGL101 0 . ... W
Brandon Career project rough draft Brandon FL2009ENGL101 0 Thu, 19 Nov 2009, 09:
Jennifer Rough Draft Career Project Jennifer FL2009ENGL101 0 Tus, 17 Now 2009, 08
Jennifer . Bree, Brandon 0

Tue, 17 Nov 2009, 07:

Figure 9: Discussion board.

In addition to utilizing the review functions of Microsoft Word, students were
also required to compose a paragraph following the guidelines from the “Critique
Module” provided by the larger module of the week, which was previously presented
in Figure 6.6. The directions provided by the instructor required each reviewer to
state the impact that the essay had on them as they read and make
recommendations regarding the organization of ideas, any questions that remain
after reading it, what was and was not enjoyable about the essay, and correct any
errors in MLA citation style for the Works Cited page and in text citations.

Furthermore, students were asked to state explicitly what the greatest strength and
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weakness was of their peers’ essay. Of all observations, this one noted the greatest
activity by the instructor to interact with her students through discussion boards and
the announcements function.
Fourth Observation

After logging on for the fourth and final observation, | noticed that the
instructor, Tyra, had posted two modules to guide students through that week.
Module 19 contained the usual overview, discussion board, and example; however,
the instructor also posted Module 20, which contained a variety of information

regarding the use of PowerPoint (Figure 10).

19 Week 13 Nov30-Dec4
Qwerview
Works Cited Module
Writer's Reflection
[C] Dec 2 Submit Final Draft of Career Project
Power Point Presentation on Career

20 Working with Power Point
] Sample Power Point with Directions for Career Presentation
(] Power Point Tutorials
Sample Student Power Points
B} Nursing
Bl Orthodontist
& Chemists

Alternative Program to Power Point—-Impress

Figure 10: Modules 19 and 20.

In the overview, Tyra stated that students were to continue working on the
career project for Monday (November 30) and make sure that a final draft of the
project was completed for Wednesday (December 2). Furthermore students were
directed to begin work on their Career PowerPoint presentations that examines the

profession that they wrote about in their final Career Project Essay. Like the related
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paper, this PowerPoint presentation required students to create a Works Cited page
in MLA style. At this point, students were also referred to the resources posted in
Module 20 to address any questions regarding the use of PowerPoint and the
alternative program, Impress, which is one of the programs provided by Open Office.
In addition to directions and tutorials that were posted to get students started, Tyra
also posted several example presentations that were created by students from
previous semesters.
Individual Interview

Unlike the interviews conducted in the other classroom contexts, Tyra
requested that | submit my questions to her electronically in a form that resembled
the discussion boards of her online classroom Moodle. She explained that
conducting an interview in this context seemed “more appropriate to the online
classroom” and was “much easier, given our geographical constraints.” Although
Tyra was currently teaching online classes for a university within the Pennsylvania
State System of Higher Education, she was currently commuting between her
current home in Pennsylvania and her hometown in Maryland, dedicating a great
deal of time to an ailing family member on the weekends. This online context
provided Tyra the flexibility to deal with certain familial obligations and, as a result, it
was necessary to utilize similar technologies to ensure that the culminating interview
could be conducted in a reasonable timeframe following the classroom observations.

Several concepts were raised during the culminating interview that provided a
clearer understanding of the pedagogical practices implemented by Tyra in her

online writing classroom. Because of this interview, | was able to identify several
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ways that the instructor’'s pedagogical approaches were influenced by certain
administrative mandates as well as by her own personal experiences. While a
complete transcript of this interview will not be provided in this dissertation, a
complete list of questions are included Appendix F.

After observing this online classroom for several weeks, | noted that a few
different technologies were used by the instructor throughout the semester. To gain
insight into why certain technologies were adopted over others, | asked Tyra to
identify certain factors that contributed to her use of certain technologies in the
online classroom. To this question, Tyra responded,

My classroom can only be accessed through Moodle and that program was

mandated by our administration. Before we used Moodle, the university

mandated that online instructors use Blackboard. There’s even talk about
adopting the eCollege delivery system in the next year or two because they're
finding that Moodle is not quite up to par.
In this statement, Tyra explained that college administration wields a great deal of
influence over the design of her online classroom, requiring online instructors to
build their courses with specific computer programs. Therefore, it appears that
some pedagogical decisions were not made by the instructor, but were actually
predetermined by the selection of the Moodle delivery system by the university.

Although school administrators offered workshops and handbooks to help
Tyra navigate the technologies she was required to use in the Moodle system, she
explains that she did not actively participate in any of the activities designed to prep

her to use these technologies. She explained that “the university has offered
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workshops on several of the classroom technologies, including Moodle, but | have
not attended them. | probably should have, though, but the administration, while
requiring us to use the technology, did not require faculty to participate in any
training.” Although it seems that university administrators, at least in this classroom,
have some influence over the technologies that this instructor uses to conduct her
class, it seems noteworthy to mention that this instructor was given the option to
attend training that would allow her to utilize these technologies to their full potential,
but that she did not participate in these activities.

In addition to the administration, it also appeared that the personal
experiences of the instructor also influenced the design of this online writing
classroom. When asked to describe any accessibility issues that influenced how
multimodal texts or technologies have been integrated into her classroom pedagogy,
Tyra responded,

| do think some students will only have a dial-up internet connection or may

have other limitations on the computer they use to access this class. These

issues popped up three years ago and, until | receive new information, | must
assume that they still apply. So I do not require students to view webpages
outside of the class Moodle or to upload images or videos on the internet,
although a few may have the means to do so. It would not be fair to include
these types of things unless all students could use them to their benefit.
Though | expected Tyra to address the limitations of the classroom technologies and
computer programs specifically, | was surprised that she instead chose to discuss

the limited accessibility of some of her previous students. She elaborated briefly,
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discussing that several students in the past had been enlisted in branches of the
United States military and were stationed on bases overseas. She explained that
the communication restrictions on military installations did not allow personnel to
access certain web-based resources that she had included in previous online
classes, like streaming videos and databases. Furthermore, some students had
previously explained that their technological limitations, like dial-up internet
connection, made it difficult or impossible to upload streaming videos and large
electronic files. Based on these prior experiences, Tyra designed this course to be
“all inclusive,” making all required course materials accessible on the class Moodle,
thus mitigating the accessibility issues faced by military personnel and students with
limited computer access at home.
Data Analysis

As with the other case studies, the body of data for this case study was
examined to identify the technologies that were used by the instructor to support
instruction. In this case, the instructor required the use of a personal computer
every time she engaged her students. Most communication occurred via email,
while course lectures, artifacts, and assignments came in the form of Microsoft Word
and PowerPoint documents. Those documents were posted to the courses’ Moodle
page. The table below offers a breakdown of the types of technology used by the
instructor to support different aspects of instruction as well as the total # of

technologies that were used during course related tasks.
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Data Reduction and Visualization

While examining the data gathered during this investigation, it was very
difficult to determine what technologies should be included in the online writing
classroom. As a result of this confusion, | decided that the technologies included
would be limited to the lowest common denominator—that is to say that | would only
include those technologies that were required by me to access the virtual classroom
and that were required to participate fully in all classroom activities. As a result, it
became clear that the same technologies were used to complete a variety of tasks
including lectures, assignments, and communication with the instructor outside of
class. For example, because the Moodle was the program through which most
materials were accessed, the Moodle interface was used to facilitate nearly all class
related activities. Through this program students could contact one another and the
instructor. However the number of technologies required to complete this course
were very few in number. This was partially due to the instructor’s desire to simplify
the class, thereby eliminating common accessibility issues that arose previously.
However, the lack of certain technologies stemmed also from the fact that the
instructor was unfamiliar with the program and was unable to put some activities and

applications into practice due to certain proficiency issues.
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Table 3: Technologies integrated into the online classroom

Technologies Used

Software Used

Hardware Used

Total # of
Technologies
Used

Lectures

MS Word / Open
Office Writer
Moddle

Internet Explorer
PowerPoint / Open
Office Impress

Personal Computer

Course Artifacts

Moodle

MS Word / OO
Writer
PowerPoint /
Impress

Internet Explorer

Personal Computer

Writing
Assignments

MS Word / OO
Writer
PowerPoint /
Impress

Moodle

Internet Explorer

Personal Computer

Course Readings

Internet Explorer
MS Word / OO
Writer
PowerPoint /
Impress

Personal Computer

Communication
outside of Class
time

Email
Moodle
Internet Explorer

Personal Computer
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Preliminary Findings

Following this investigation, | determined that digitally-based, multimodal texts
and technologies have greatly influenced the pedagogical approaches of this
instructor’s online writing classroom. Although most correspondence between the
instructor and students communicated almost exclusively through written alphabetic
language, this classroom lacked a physical setting that was observed in the other
two classrooms. All documents, artifacts, and communication occurred through the
electronic “delivery system,” Moodle. All handouts, discussions, and completed
assignments were presented in the form of a series of web pages that do not exist in
the physical world, outside the lines of the electronic computer system. As
designed, any interaction that the instructor wished to establish between participants
was also facilitated by the use of multimodal technologies and created multimodal
intertextual documents that often included hyperlinks to other Moodle pages. Often
these links directed students to assigned course readings, which would ultimately
impact the message of any artifact of correspondence between the instructor and
students.

While this classroom could not exist without the use of computer-based
multimodal technologies, it is also important to acknowledge that communication
was presented almost entirely in written alphabetic language. Due to her concerns
of her students’ accessibility, Tyra did not employ the full spectrum of multimodal
texts (e.g. streaming videos and audio recordings). However, several of her
assignments addressing popular culture allowed students to analyze Hollywood

movies, if any students wished to do so. In this way, Tyra was able to promote the
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awareness of multimodal texts through course assignments, without fully tapping the
benefits of multimodal texts in the design of her classroom.

During this observation, it became apparent that this instructor had adopted a
student-centered/collaborative learning pedagogy. Despite the fact that the students
did not interact with the instructor outside of Moodle, let alone with one another,
discussion boards generated by the critique forums provided a key opportunity for
the students to read and comment on one another’'s work. The instructor then
required the students to utilize peer feedback to complete revisions.

In addition to the student-centered collaborative learning pedagogy, | also
suspect that this instructor often compliments collaborative learning with the
transactional approach of classroom lectures. While many modules taught students
genre awareness by providing examples of course assignments, many also
contained specific instructions that offered students little to no opportunity to deviate
from the stipulations set forth the instructor. For example, peer responses were
expected to conform to a particular format and answer very specific questions posed
by the instructor. Students were discouraged by the nature of the instructions to
deviate from the prescribed format. Given the number of modules dedicated to
directions, | concluded that, if this instructor was conducting class in a physical
classroom, that a significant portion of each class meeting would be dedicated to a
classroom lecture. Though students would clearly have an opportunity to conduct
peer responses, it seems that the majority of these activities would take place

independently outside of scheduled class time.
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Given the complex design of the modules created by the instructor for this
course Moodle, it seems that she is either very comfortable with the use of certain
computer-based, digital media technologies, or has been working with them for an

extended period of time.
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CHAPTER SEVEN

CROSS-CASE ANALYSIS

As with other qualitative inquiries, the findings of these case studies are not
generalizable. This means that the findings from this investigation do not
necessarily transfer to all other first-year writing classrooms taught in these contexts.
However, cross-case analysis offers an opportunity to compare the findings from
each case to gain a more complete understanding of the influence multimodal texts
and technologies have had on overall instructor pedagogies in these classrooms.
Given this process, it is much easier to address the questions that were raised
during the investigation.

This dissertation stemmed from a concern | had as a graduate student when
asked by several colleagues to argue for or against new technologies in the writing
classroom. But how can we argue that integrating technology into the writing
classroom will improve writing instruction if we do not have sufficient knowledge of
what instructors are actually doing in the classroom. Furthermore, what caused them
to adopt those instructional strategies in the first place? Ultimately, we cannot. Still,
this investigation took a step in the direction, providing a foundation of knowledge of
three typical writing classrooms and reporting findings that begin to fill in this gap.

Addressing the Research Questions

To begin the cross-case analysis, | first compared the data visualizations from
all three cases and combined that information into a series of charts and graphs that
allow data from each case study to be compared more easily. | then began to

answer each of the research questions that I initially offered in Chapter One:
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= Which technologies were used by the instructors to support instruction?
= Which technologies were students expected to use to complete coursework?
= To what extent do accessibility issues influence the decisions of instructors to
use certain technologies?
= How did instructors promote an understanding of multimodal texts and
technologies in each of the classrooms?
After directly addressing these four questions, | examined the findings that arose
from the data that were of particular interest to me.
Technologies in the Classrooms
Technologies observed in each of the classrooms were categorized in one of
two classifications—hardware and software. The term hardware referred to physical
devices instructors used to support classroom instruction, like microphones,
webcams, and LCD projectors. Software, on the other hand, referred to digitally-
based computer programs used to format and present information to students during
classtime, like Microsoft Word, PowerPoint, and YouTube. Prior to each
observation, | made note of the technologies that were present in each classroom
and then made a second list of the technologies that each instructor actually used.
Several technologies appeared in more than one of the classroom settings
(the most overlay occurring between the traditional classroom and the computer lab.
As observed in table 4, all three classrooms used similar software, including the use
of Microsoft Word and Internet Explorer. In the case of the online classroom, the

instructor also offered students the option of using free software alternatives, like
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Open Office Writer and Fire Fox web browser, in the event that the student did not
have access to the expensive Microsoft packages.

Table 4: List of software and hardware in each case study

Classroom Context Software Utilized Hardware Utilized
Traditional Classroom MS Word Personal Computer
Internet Explorer Printer
YouTube Machine Binding (at Print
Docutek E-Reserve Center)
Email LCD Projector
Computer Lab MS Word LCD Projector
Internet Explorer Personal Computer (Desktop)
Second Life Microphone
Facebook Webcam
YouTube Surround Sound System
FrontPage Laser Printer
PowerPoint
Email
Online Classroom MS Word /Open Office Writer Personal Computer
Moodle
Internet Explorer
PowerPoint/Open Office
Impress
Email

Instructors in each of the sampled classrooms used these technologies to
support nearly every aspect of instruction—lectures, assignments, and facilitate
communication outside of class. Classroom lectures in both the traditional
classroom and computer lab were supported periodically with YouTube videos, while
all instructors used web-based resources to reinforce lessons. Students were
required to use some form of word processing program to complete assignments for
each of the classroom contexts. Then lessons and assignments were supported by

instructors outside of class using some form of digital communication. In the online
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and traditional classroom, much of this correspondence took place via email, while
the computer lab instructor used the chat function on Facebook. In all cases,
students and the instructor communicated outside of the classroom using some form
of web-based technology.

The graph below illustrates the total use of technology in the sampled
classrooms. As discussed previously, each classroom utilized technology in different
ways to support their classroom activities. This graph (figure 11) reveals that
although the computer lab used a wider variety of technology to support instruction
than did the other two classrooms, all three contexts integrated the use of

technologies to support course activities.
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Figure 11: Total technologies used to support instruction.
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Instructors’ Expectations for Their Students

Despite the fact that there was some overlap, instructors in these three
contexts required their students to use technology in a variety of different ways.
Multiple instructors expected their students to use Microsoft Word, PowerPoint,
Internet Explorer, and YouTube to complete their projects. Still programs, like
Second Life and FrontPage, were used exclusively in the computer lab, and the
online classroom defined itself through the use of Moodle.

Issues of Accessibility

There were two areas of accessibility that were observed during this
investigation—the accessibility of technologies in the classroom and the perceived
accessibility of students outside of the classroom. It seemed that the more
technologies that were available in the classroom caused instructors to use certain
technologies more often to support instruction. However, multiple instructors
expressed a reluctance to use some technologies because it was determined that
students would not have access to those technologies outside of the classroom.

Accessibility in the classroom was the most observable of the two
accessibility during this investigation, as demonstrated through the bar graph below
(Figure 12). This figure illustrates the relationship between the technologies made
available to instructors in each of the sampled classrooms and the use of those
technologies to support instruction. The most technologies available to an instructor
occurred in the computer lab. In the end that instructor used a wider variety of

technologies than other two. Likewise, the classroom that used the fewest
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technologies over the course of this investigation (the online classroom) was the
context in which the instructor had access to the fewest technologies through the

Moodle interface.
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Figure 12: Available technology vs. technology used.

The perception of student accessibility also influenced the way technology
was used in each of the classroom contexts. In each of the interviews, all three
instructors discussed issues of student accessibility. For Tyra, the focus was on
accessibility issues experienced by her students in the past, Aurora explained that
sometimes students had limited accessibility outside of class (even to certain
technologies were available in other locations on campus), and Scott explained that
not having access to a microphone for some students contributed to his choice to
abandon the Second Life classroom. Indeed, not all students had access to the

same technologies outside of the classroom. In every case study, these
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accessibility issues contributed in some way to the instructors’ choice to use specific
technologies.

Overall, instructors appeared to be sensitive to potential accessibility issues
of their students, but it did seem odd that none of the sampled instructors surveyed
students to find out what the actual accessibility issues were. Most made decisions
regarding the use of technology in their classroom based on past experiences. Tyra
had once had military personnel in her online class, and therefore does not integrate
a lot of external internet documents from other websites, like YouTube and blogs,
that the United States military deems “off limits” to soldiers overseas. Likewise,
because some online students might be accessing the course Moodle via a dial-up
connection, she does not upload large PDFs or videos to the system because this
type of connection lacks the bandwidth necessary to access those materials. Scott,
on the other hand, discovered an accessibility issue during his course regarding the
way students interacted in Second Life. This experience caused him to abandon the
program in mid-semester and may have dissuaded him from integrating the program
in future courses. Although all three instructors appear to be sensitive to their
students’ technological needs, upon further review we observe that none actually
surveyed their students to find out what those needs were.

Despite issues regarding limited accessibility to certain technologies by
faculty and students, all three instructors recognized a need to integrate
technologies into the writing classroom, citing the growing presence of technologies
in the lives of their students. Scott, for example, observed that his students were

more likely to request help during his online office hours on Facebook than to seek
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face time with him in his physical office on campus. In fact, all three participating
instructors suggested that they believed a significant number of their students were
writing in online environments. These assertions were supported by a recent study
from Ohio State University that found 85% of all undergraduate students in the
United States maintain active Facebook profiles, which are classified as a form of
multimodal text (Grabmeier, 2009). The participants in this investigation stated that
the large number of students using multimodal technologies to write outside of the
classroom was partially responsible for their decisions to adopt certain activities in
the classroom. In the traditional and online classrooms, this observation guided the
development of assignments that engaged students with the concepts of visual
design, like the magazine and PowerPoint slide activities. This same reasoning also
extended into the computer lab, guiding Scott to design assignments but also
influencing his choice to adopt the use of specific programs with which he expected
his students to be familiar, like Facebook and Second Life. Therefore, it | have also
concluded that instructors not only attempted to be sensitive to the issues related to
their students limited accessibility, but that these instructors also modified their
pedagogies to purposefully adopt those technologies with which their students were
likely to be familiar. In so doing, they avoided dedicating too much time to teach the
technology so that more attention was devoted to the subject matter.
Promoting Awareness of Multimodal Texts

As stated previously, all three classrooms instructors discussed aspects of

visual design in writing. In the online context, Tyra designed a PowerPoint

assignment that required students to consider all aspects of slide design, including
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spatial organization, images, and effective use of text; the magazine assignment
implemented by Aurora accomplished similar objectives as students designed the
page layouts for their groups’ publications; Scott accomplished the same objective
by requiring his students to design simple webpages. The presence of these
assignments revealed that all three instructors, to some extent, felt that it was
important to introduce aspects of visual design or visual rhetoric to their writing
classrooms, promoting awareness of the multiple modes of communication.

Awareness of multimodal texts were taken to the next level in Scott’s
computer lab. Here students also read a textbook, Signs of Life, which explored the
visual nature of popular American culture. While all instructors included handouts or
short articles that discussed visual design, Scott’s class read an entire textbook that
explored everything from visuals in movies to print advertising. In this course,
students were asked to constantly consider the impact that visuals had on written
language. What resulted was a class that resembled that of a visual rhetoric or
technical writing course.

Additional Findings
College Administration

Though the influence of administration was not initially a focus of this
investigation, it quickly became apparent that college administrators had a great deal
of influence over the instructional practices observed in each of the sampled
classrooms. While the influence may have been subtle in the traditional classroom,
the landscape of the online classroom and the computer lab were shaped largely

due to the influence of the administration. In the computer lab, Scott was—for lack
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of a better term—coerced by his department chair to incorporate more technologies
in his writing classroom. Although the chair did not threaten Scott directly, it may
have been implied that the failure to use more technology in his classroom might
adversely impact his upcoming reviews. As stated in earlier in Chapter Five, his
department chair was nervous about losing the grant funding that had recently been
allocated to update the computer labs used by the English Department. In short, the
more the resources were used to support instruction, the more the department would
be able to demonstrate a need, which would in turn ensure the funding remained
allocated to the department. Although Scott had already expected to use the
computers in the lab to support his writing instruction, he did report that this pressure
encouraged him to attempt to use new technologies, like Second Life.

The administrative influence over the online classroom was perhaps the most
drastic. Prior to adopting the Moodle delivery system for online classes, Tyra had
used Blackboard and WebCT to teach online. She stated during her interview that
these two programs were particularly easy to use and that she felt the “most
comfortable” with those systems. However, due to a change by the administration,
the campus discontinued its agreement with Blackboard, forcing instructors to use
Moodle exclusively for all class related activities online. Because of the different
delivery systems, Tyra had to redesign her entire course because certain functions,
like group chat rooms, were not available in the new program. Therefore, much of
her class was reformatted in a way that she felt was substandard to previous

courses.
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While Scott and Tyra reported significant influence of administration over their
classrooms, Aurora explained that the administrative influence over her classroom
was far less intrusive. In fact, most of the administrative activities that influenced her
class did so indirectly. The most notable that Aurora reported dealt with printing
costs by faculty and students across the campus. By cutting the budgets allotted to
faculty and charging students a printing fee, Aurora explained that students were
reluctant to print assigned readings and that she lacked the necessary allocation to
print enough copies of all readings and handouts for her students. As a result, she
was forced to use the Docutek electronic reserve database, available through the
library, to distribute many of the assigned readings in her class. Although this case
did exhibit a mild instance where administration influenced how the participant used
technology to support instruction, the overall observation of this investigation was
that the administration, for better or worse, is currently forcing instructors to find new
ways to incorporate technology, whether they trying to secure more funding or cut
costs.

Faculty Training

The pressure from administration forces instructors to use new technologies
in their writing classrooms, but that causes some concern over the support that
faculty receive that allows them to do so most effectively. Only in the case of the
Moodle software had any of the three instructors had an opportunity to become more
comfortable with the technologies that they would be expected to use. Even then,
Tyra did not participate in the training that was made available to her. Upon further

investigation, it appeared that most faculty training offered by Tyra’s institution was
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optional; instructors were at no time required to participate in any training that they
deemed unnecessary.

While Tyra passed on training opportunities, the other two instructors simply
did not have any formal training opportunities available to them. Scott was
pressured to use more technology in the computer lab, but no specific technologies
were suggested to him. The University had recently made a campus available in
Second Life where classroom space was created and made available to instructors,
but at no time did the university sponsor a faculty orientation that allowed instructors
to observe the possibilities the program had to offer. Instead Scott determined
which technologies were most relevant to his classroom by exploring the
environment himself. A brief training session where a Second Life expert could
provide faculty with a brief walkthrough could have provided Scott with the
foundation of information necessary to using this technology more effectively in his
writing classroom. In the very least it may have allowed Scott to foresee the simple
accessibility issues that ultimately caused him to abandon the use of the program
during his class. Simple insights, such as these, could have allowed Scott to make
better use of the program.

Emergence of Gaming Pedagogy

Two instructors also identified a new writing pedagogy that is currently
developing in the field—gaming pedagogy. While Aurora mentioned during her
interview that she had an interest in exploring video game literacy in her first year
writing courses, Scott had actually used Second Life in his classroom. He stated

that videogames allow the user to create complex storylines that change the virtual
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world based on the actions taken by the user, in a way that resembles the writing
process. Like Gee (2007), who argued that “Video gaming is a new literacy . . . a
technology that allows people to ‘decode’ meanings and produce meanings by using
symbols” (p. 135), Scott expressed that the way videogames operate now, an entire
virtual world evolves as the gamer makes decisions. The cause and effect
relationship between the gamer and the game itself then becomes a form of writing,
given that each time players enter the world, they experience something different.

Scott cited the growing popularity of games like World of Warcraft as a reason
why gaming is relevant to education today. He implied that whatever technologies
students are using to write have a place in first-year writing classes. To him, writing
is defined as a means of effective communication (a definition that includes words,
colors, textures, images, sounds, scents, etc). Because videogames, like Second
Life are immersive experiences, he felt that teaching students to write through those
experiences were conducive to his understanding of what writing is.

Recommended Skills and Knowledge for College Writing Instructors

The three case studies that made up this investigation offered some insight
into the skills that college writing instructors need to be successful in the classroom.
While it is true that each of the three contexts required instructors to acquire different
skills sets to teach effectively, there were two main areas where the classrooms
overlapped one another—the use of word processing/desktop publishing programs
and the presence of visual rhetoric in the classroom. In short, this overlap suggests
that all three college writing instructors required sufficient knowledge of the

applications of computer software packages, like Microsoft Office and Open Office.
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The fact that these are the only two word processing programs that that were
present in each of the three classrooms certainly emphasized their importance;
however, the presence of such a limited number of desktop publishing and word
processing documents caused me to consider the limitations that they both
presented. Because all software programs certainly have their limitations, by
expanding student options to include other programs, like GoogleDocs and
Buzzword, might allow students to gain a more complete understanding of the
strengths and weaknesses of a variety of programs. As experts in the writing field,
instructors might be expected to be familiar enough with multiple programs and
software packages to present students with options, allowing them to determine for
themselves the program or programs best suited for the writing that they are doing.

Perhaps even more important than the technologies themselves, this
investigation suggested that in the current age instructors must expand the
theoretical foundations on which they base instruction. While knowledge of
traditional composition pedagogies remained important for each of these instructors,
knowledge of visual rhetoric seems equally important, due to the lessons and
assignments offered in each context that required students to consider aspects of
document design. This was emphasized further by the treatment of multimodal texts
in the classroom.

Although the findings of this investigation do not necessarily transfer to all
other writing courses conducted in each of the contexts, the overlap suggested a few
areas that could assist instructors who are interested increasing presence of

multimodal texts and technologies in their college writing courses. Workshops could
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provide writing instructors with an introduction to new technologies. A word
processing workshop might be established, for example, allowing instructors to
experiment with the functions of underused resources—Google Docs, Buzzword,
iNetWord, and/or ZohoWriter. While most of these programs are relatively unfamiliar
to most, these web-based technologies each come packaged with their particular
strengths that are well suited for collaborative writing online, creating webtexts, and
converting files from other programs to PDFs, which can be more easily accessed
by others on the web.

In addition to learning more about some of the technologies themselves,
many college writing instructors might also benefit from workshops intended to
expand theoretical knowledge as well. While traditional composition theories still
provide an important foundation upon which instructors can design writing courses,
the growing importance of visual rhetoric and multimedia presented itself repeatedly
during this investigation. A brief introduction could be provided through a workshop,
introducing visual rhetoric to instructors who wish to increase its presence in their
college writing classrooms. This session would ideally provide a variety of sample
lessons intended to introduce many of the topics that instructors might present to
their students.

Reevaluating Writing Instruction in the Three Case Studies

One observation that was made during this investigation is that there is
clearly a push to integrate more technologies in the writing classroom. However,
much like in the movie Jurassic Park (1993), the move toward technology in

education is often driven by educators and administrators asking could we teach
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with these technologies instead of should we teach with technologies. It is true that
no scientific study has found that using technology in the classroom improves
education. Still, as seen in all three case studies, administrators consistently
pressure instructors to use digitally-based technologies to support their individual
pedagogies. Instead of improved learning, overuse of some technologies distracted
students from what they were supposed to be learning. Furthermore, the underuse
of certain technologies that are integrated into the classroom might be equally
detrimental if the instructor is unaware of how to use certain functions of the
technology to create context conducive to learning.
Traditional Classroom

In Aurora’s classroom, the decision to utilize the library’s electronic reading
reserves program was influenced indirectly by the decisions made by college
administrators, but do electronic readings increase student understanding? The
accessibility concerns raised by Moran (2001) indicate that, if anything, the
increased reliance on web-based programs to deliver course readings might actually
prevent some students from accessing readings at all, while a printed copy of
readings would at least ensure that all students had equal access to the same
materials. If a student, with limited financial means, is limited by a dial-up internet
connection (or is unable to afford home internet access all together), this student
would be unable to maintain full access to e-reserve materials. In this even the
student may be forced to attend class unprepared to participate, thereby actually

reducing their ability to learn (Moran, 2001; Strickland, 1997).
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Computer-Mediated Classroom

Scott’s classroom is perhaps the richest of the case studies, particularly if we
examine the overall failure of the Second Life classroom. Some scholars, like Gee
(2007) suggested that video games are a form of literacy and as students become
more engaged with videogames in their personal lives, there is a growing need to
examine the potential of videogames as a learning tool in the classroom. Scott’s
adaptation of Second Life in his writing classroom was in response this argument.
While | do not dispute that videogames certainly involve forms of literacy, | do
believe that they also have their limitations. For example, Gee (2007) explains that
while playing certain games, the gamer is creating the storyline. However there are
only a finite number of story lines that can be created because the ability for gamers
to create is limited by the parameters of the architect that wrote the program to begin
with. As gamers explore and interact with the virtual world, the actions they take can
influence the story line, but ultimately the game will have only two or three potential
endings. Unlike writing where the ability of authors to create is limited only by their
own imagination, gamers are incapable of creating storylines or endings that are
completely original.

In addition to the limited capacity of gamers to create, videogames are hardly
universal. Gamers play games on XBOXs, PlayStations, Nintendos, PCs, and even
cell phones. Even in the event that the same game is available for multiple systems,
the games are rarely the same. This means that when gamers utilize different
systems, they are largely developing different literacy skills that may or may not

transfer to other contexts. How then can instructors select one context over
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another? Scott’s decision to implement Second Life was based largely on his
perception that most students had access to computers on campus. Also, he based
his choice on his own personal experiences with World of Warcraft and Second Life
and not on the experiences of his students. Overall, the failure in Scott’s use of
Second Life stems largely from a lack of training combined with coercion from
college administrators to integrate additional technologies into his writing classes. In
this case, the use of technology undermined the goals of the writing classroom,
decreasing the overall quality of the learning environment.
Online Classroom

Although fewer technologies were used in the delivery of the online class, the
choice of college administrators to switch the delivery system to Moodle without any
required training significantly impacted the learning environment. While organizing
her class, Tyra noted that she had to trade synchronous chats for asynchronous
discussion boards. When asked during her interview, she explained that the Moodle
system that she was using was very difficult to manage and that she was having
difficulty setting up some of those activities. Upon examining the Moodle system
myself, | did acknowledge that the program did require significantly more technical
skills than setting up a traditional blackboard system. Had Tyra been required to
attend a formal training session or participate in a virtual workshop, many of these
set up issues may have improved her ability to navigate the program. By sacrificing
certain activities, Tyra may have compromised the integrity of the online learning
environment. Experiential learning theory has long determined that diverse activities

improve the learning environment by allowing students to immerse themselves with
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course materials in a variety of different contexts (Kolb, 2005). Synchronous
conversations are very different from asynchronous discussions. This often requires
students to think and react differently, often forcing students to experience the
information differently. When Tyra eliminated the live chats from her course, she
effectively eliminated a dimension of the experience and, in so doing, may have
detracted from the educational experience. In this case study, the overuse of
technology was not the issue, it was Tyra’s level of proficiency with the technology
that limited her ability to utilize the program appropriately.

Implications for Future Research

The purpose of this dissertation was not to resolve issues that these
instructors encountered while attempting to integrate technologies into their
classrooms; however, the findings of this investigation provide a starting point from
which we can launch future research intended to assess the viability of certain
methods of instruction in the current digital age. Suggested areas of future research
might include the use of video games to support writing instruction, the application of
new technologies to the online writing classroom, and—perhaps most important—to
assess whether or not additional technologies improve the comprehension and
retention of information presented in the writing classroom.

The presence of Second Life in the one case study suggested that video
games might have a place in future college writing classrooms. While the instructor
also taught writing in a computer lab, | found myself fixating on his decision to use a
supplemental classroom in Second Life. While he mainly used the technology to

teach students how to adjust their presentation to suit the context of the virtual world,
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| found myself asking what else could video games offer the college writing
classroom? In that way, this dissertation demonstrates the potential for a series of
future studies intended to assess the long-term viability of video games in college
writing courses and to evaluate the effectiveness of teaching writing with a video
gaming component.

Over the course of the 2009-2010 academic year, the three case studies
provided necessary insight into the technologies that have redefined the writing
classroom. As stated previously in Chapter One, it is impossible to discuss the
effectiveness of certain technologies in the writing classroom until we are fully aware
of the technologies have been used recently. This dissertation identified several
technologies that have been used recently to support instruction in college writing
classrooms (e.g. YouTube videos, Second Life, and a variety of web-based texts).
Building on the findings of this investigation, a follow-up study is necessary to now
evaluate the effectiveness of these technologies in the classroom—do they truly help
students learn or do they serve as a distraction? This dissertation provided a
foundation on which those future studies can be built.

A final question that was raised by this investigation concerned the online
course—is online learning as effective as real-world instruction? Given the current
state of education, it seems that online courses may be a necessary component of
the universities, both public and private, for many years to come. Even in the real-
world classrooms in this study there seemed to be a general push to incorporate
web-based technologies to supplement teaching, at least occasionally. As |

examined the data from each of the case studies, particularly with Chapter Six, |
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found myself asking how effective online learning was. If students were presented
with the same lessons in both an online classroom and a physical classroom, would
they benefit equally from the instruction? This question emerged from the data and
is worth exploring. While this investigation did not allow me to pursue an answer,
the knowledge of what was going on in each of the writing classrooms provided a
direction for another follow-up study.
Final Comments

While this dissertation confirmed my suspicions that multimodal new media
texts and technologies have drastically altered the landscape of the three sampled
college writing classrooms, this study offered new and significant insights into how
the presence of these media ultimately influenced instruction. In regards to the
number of technologies available in each case, there appeared to be a significant
correlation between the number of technologies present and the number of
technologies used. Higher access in the classroom resulted in an increase in the
number of technologies used, while decreased access resulted in fewer
technologies being used. While some researchers might find this correlation fairly
predictable, many might be surprised to learn that the online classroom offered
access to the fewest number of technologies. Ironically, the instructor who
depended completely on technologies for her classroom to even exist used relatively
few technologies to support learning.

Access to technology in the traditional classroom and computer lab were, to
some extent, concrete; | counted the different hardware devices and software

programs that were available in those two classroom contexts, something that was
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difficult to do in the online classroom. While access to technology in the physical
classrooms at RRU and SPU were largely outside the control of the instructors, the
online classroom at AHU allowed the instructor to design her classroom with only the
technologies that she desired to use. With that in mind, accessibility for this
instructor may have been influenced more by her preferences than by true
availability.

In addition to the actual accessibility, instructors also made judgments to use
or not to use certain technologies based on past perceptions of their students.
Ironically none of the three instructors actually surveyed their students to determine
what their actual levels of accessibility were. While many of their judgments may
certainly still be valid, the perceptions drawn previously by these instructors might
also be outdated. While one instructor stumbled upon an accessibility issue during
his class (while using Second Life), the other two instructors cited courses ranging
from the year 2004 to 2007, indicating that some of their perceptions are between 3-
6 years old. According to the U.S. Census Bureau, in the year 2003, 54.7% of
American households had internet access, compared to 61.7% in 2007 (US Census
Bureau, 2007). A report released in October, 2009, reflected another significant
increase in internet access, claiming that now 76.7% of American households have
access to the internet at home (US Census Bureau, 2009). These statistics
suggested that however accurate the observations instructors made in previous
years regarding student access to technologies do not necessarily reflect the current

students entering the college classroom today. Surveying students prior to the each
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semester might offer instructors current information that, allowing them to adjust
their pedagogies to accommodate their students.

While this dissertation provided significant information that fills a very
noticeable gap in the field, the analysis of the case studies revealed how little we
actually know about the impact that technology has had on college writing
pedagogies. Often college instructors and administrators seek out ways that new
technologies may be integrated into the writing curriculum, but few consciously ask
whether or not this move toward technology is truly beneficial to students. Now that
certain technologies have been associated with writing instruction a new study is

necessary to determine whether their use improves education.
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Appendix A: Aurora’s Syllabus

Syllabus: English 101-040
College Writing
Fall, 2009

Get ready to read—this is long, but FULL of all the information you need
to do well!

Contact Information:

Professor:
Oiffices:
kailbox:
Phone: Office:
Dept.:
Hiomne:

Emiail:
Crffice Howrs:
TR 11-12
W 9:05-12:05
Also by appointment: | am often in during the morning; rarely in the
afternoon.

HOW TO FAIND BY OFFICE:

-‘.l‘.l.ﬁ-: Arross =rn'n-1I:]T" is @ set of double doors. Go through those and down
one flizht of stairs. You will be looking at another s=t of double doors. Go through
those inte a tiny lobby arez. My office is the first one on your lefe

Course Description:

ENGL 101 focuses on writing non-fiction prose. Students will gain additional skils in the
conventions of standard edited written Amercn English, will be zsked to complete writing
tasks that provide 3 basis for future academic writing, and will work with ezch other in ways that
foster sronger invention, drafting. revising. and editing skills so that they @n spply these skills
to 3 wide range of writing tasks. Students sre plaosd into ENGL 101 on the basis of 2 portfolio or
@ timed writing sample, or enter having completed ENGL 100. There sre no other prerequisites.

In This Section:

We will complete a variety of writing esercises and papers, will read and disouss non-fiction
praose, and work both individually and collaboratively so that students will be better able to
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penerate and develop a thesis or point
support their idess, that is, to make an angument, not just express an opinion
=  begin to suocessfully integrate the idess and words of other writers imto their
o tEwts
=  organize their texts in ways that belp foster a reader’s understanding znd
Enjjoyrnernt
*  include their own ideas and “voice™ in their writing
make reasonzble inferences and draw reasonzble condusions
use writing as a way to think critically about various topics
work effickently and with civility with each other in lange and small groups
become mone open to considering the views and experiences of others in
diverss commiunity
improve their use of standard writben &merican English
enjoy writing
*  develop strategies and processes that help them approzch and successfully
compleie a wide range of writing tasks
=  become reflective writers and students.

How the Abowe Will Happen

Writing iz 2 performance, like music, dance, art or athletics. You cin read all the rules and
watch games or go to redtals and other people’s perfformances, but if you don’t do it yourself,
you will never leam how to do it yourself. Furthermore, though it can be broken down into
smaller part and you n do exercises to strengthen your skills ot accomiplishing these small
tasks, each pieoe of “real” writing will reguire you to demonstrate 2 whole range of skills. Think
shout driving a car: you need to understand the rules, keep track of what's happening sround
you, and make sudden decisions a5 well a5 more predictable dedsions. You get 2 leamer’s
permit first, and practice all kinds of smaller skills, like parzllel parking. Ewen after passing the
test for your license, you are still net an experienced driver and you continuee o learn and

imiprose.

Mo one can take ywour driver's test for you. And | can't simply “give” you the skills you need to
write well! | can expose you to college level writing, [ can ask you to practice certain skills, | can
ask you to meet and t=lk with me, | can point wou in the direction of the Writing Center for
wdditional advice, | can make comments and suspestions on your writing, and | Gn provide you
with interesting texts to read and helpful textbooks. But improving as & writer requires that you
wark hard, you follow good advice from multiple sournces, you take advantzge of all the help
that's available to you, and you do a lot of whatever it is you want to be good at

Ouite simiply, writing well is not just knowing the “grammar rules™ from 2 handbook, though
those are important. It is about understanding the task before you and setting zoals,
anticipating the needs of your readers, and being able to engage them and yourself in the texts
you produce. Students with poor writing skills often strugsle in many of their other courses.
Stmrting here, at ENGL 101, you hawve the opportunity to develop the kinds of skills that support
your learning and goals in other dlasses and contexts. Don't make the mistake of thinking. “Ifl
can just et through this dlass, Fll be okay.” Beyond ENGL 101, you will take, under the current
curriculum requirements, ENGL 121, EMGL 202, and two additionzl writing intensive courses,
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ome in your major and one outside your major. You will be writing in many of your other
courses. Beyond college, just about any employer or graduate school will pay @reful attention
to the writing skills you bring with you.

So0...come to the conferences | schedulbe with you; in fact, schedule more! Mest with the:
Instrsctional Assodate for the course! Go to the Writing Center. Come prepared with writing,
even if it's not up to your standzirds and you fiear it isn’t up to mine, and let your dassmates give
you feedback. Take seripusly their constructive comments. Take advantage of revising
opporiunities!

I understand that the skills of the students in this oourse will vairy enormoushy. When | S=irted
college, | could write with relatively few errors, but | couldn®t analyze or think critically and really
| knew onby one penne—the “five paragraph theme.” | could summarize what | rezd, even if |
oouldn’t” understand it. 50, in many ways, | wasn't 3 good writer. |t took me more than a year
to get miy first “A” in 3 writing class, and | was an English major! If your skills are poor when you
start, that means you will kave to do that much more work to improve them. But if you want
something enough, and you understznd what rode 2 skill or 2 kind of knowledge will play in your
future, you do what it takes to get it. I'll work with you as much as you want and sometimes
more than you want. | set high standznds, bemuse students try to meet them and usually do.
Why set low ones? Then everyone loses. I ywou have strong skills, expect me to continue to
challenge you to improve and wse your skills to help your dassmates!

Being Part of a Cohort

This class is 3 cohort group, part of the Crimson Connections program. After advising during
Orientation, you have chosen to cnt-:r- and be linked to other students who share
enmoliment in the smme Colleze and slso feel they will benefit from structured activities and
more engszement with 2 small growp of peers. fou will take this course and ADNT 070 together.
#z part of this class, |'will often ask you to think sbowt your major or possible major, your cireer
and educational goals, and to apply some of what we rezd to those srezs. | also have designed
somee writing assignments that will allow you to esplore 2 bit mone shout your possible major
fields. It's the hope of those involved with Crimzon Connections that such close contact with
peers, advisors, znd faculty over your first year will help you choose your field, be successful
scedemically and sodzlly, snd help you continue to make srong acdemic progress. While
soumetimes the requirements of the program may seem like “extra work,” ask yourself whether
you are gaining experience or knowledse that many other first-pear stsdents aren’t, and then
ask yourself how you'll use it to further your education. Most people get ONE CHANCE at 2
Bachelor's degree, and so any work you can do to be sucoessful over the next fesw years is, quite

simply, just plain pood thinking!
Theme for This Section

Beczuse this course is organized around performance and goals, the content is langely up to the
instructor. 've chosen to explore the world of the parsnormal: ghosts, UFDs, Bigfoot and other
unususal animals {cryptids), lost dvilizations, psychic abilities, strange earthly phenomena. |
hope this works for you—your feedback all along the way will help me continwe to develop this
course so that students get the most from it! The interest level about this topic among the
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general public is gquite high: note the number of currently available television shows, mowvies,
and books about the parancrmial! From major netaorks to cable shows—on respeched oble
channels like Dizcovery and The History Channel 2= well 2s “less reputable” channels—the public
iz fed a renge of information, theory, speculation, and owtright fantzsy shout the paranormal. OF
course, studying the paresnormal raises big questions: what other kind of “Tife” is “out thene,”
and what does happen to us after death® What possible shilities do humans have? Such study,
when done serioushy, invohees researchers in overlapping domains of science, religion, sodology,
and psychology, to name a few. It's truly multidisdplinang —exactly what the liberal @rts @ne
supposed to be! Did | mention that it's great fun to disouss and share? Wow, the stuff I've
l=armed from listening to my students’ experiences and beliefs!

Our conversations and discussions may be wery odd, o=rtzinly not what you may hawe had in
previous writing dasses. | expect you to be civil, to listen carefully to each other's views and
enperiences, to ask guestions that are respectful even when challenging, snd that help us zll
miowve toward better understainding or improved critical thinking. | hope this helps you fesl
comifortable with each other and develop 3 strong community. | expect you will form bonds that
will make the discussion in this class lively and honest! ['ve designed the course so that you n
aipply what you are learning in your other (probably all Liberal Studies core) claszes as well as
your personal interests in much of the writing you'll do.

There is not one “right™ position to take on the parsnormal inthis class. | am 2 non-

believer in some paranormal aress, skeptical of other beliefs, and 3 believer of some elements
of the paranormazl. | find it to be a challenging field, and | hope that you will enter with an open
mind and enthusiasm to learn mone sbowt it and share that knowledge and the speoulation it
raises in @ series of written texts. | have incleded for this course (on electronic reserve) an
extensive selection of appropriate texts which range in spproach from ungualified and uncriticzl
belief in 2 parsnormal topic to highly skeptical and belief-busting artickes from magazines like
Skaptical Enquirer and Soantific American . | enjoy them zll, because they make me think hard,
fou will consult them as you are preparing your papers and projects. While the paranormal isn't
usuzlly given lots of smdemic attention, there ARE credible pieces we can use, which will lead us
to skill in accessing the library databases; the internet and 'Wikipedia are not terribly high on the
credibility scale.

We'll zlso go on = ghost investigation during the semester. |t not reguired and you get no
extra credit—it’s for fun and to practice what you will read about in 2 required text. People
lmarn in wery different ways, and hands-on learning will kelp make what you read “stick™ with

you.

Some things this cowrse is MOT about: Satanism, worship of amy kind, black magic, or the “dark
side” of the paranormal. | feel that. as the instructor and initial shaper of this course, | do not
want to “force” anyone to rezd/research in those areas. You may have an interest in these
topics, and certzinly you could explore them more in your papers and res=arch. No one,
however, is reguired to deal with theze topics. I 2 dassmiate has written 2 paper exploring such
= issue and you find yours=f utt=ry incapable of reading and responding fairy, you are not
reguired to offer 3 critigue |of that paper; you'll sl have to oritigue someone else’s). Howewer,
itis important to be able to read about ideas and concepts critically, whether they ane
distasteful or you don't share the writer's beliefs. That's one way to grow as a person, and
certainhy you will leam a great deal sbouwt yourself and a topic. Leaming and challenging our
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own beliefs is part of the change that happens in college (and elsewhere). | hope you want to
be different in some way for having invested so much of your time and “se in ollege.

My Qualifications:

| assume you have met admission requiremeants and are gualified to be in this course. Mast
profeszors don't tell ywou why they are qualified. but it seems fSir for me to do so. | am in my
13" year :‘t- and have taught at two other oolleges before this for & totzl teaching Gme now
of 18 years. My specialty is writing: | hawe 3 Master of Fine &ris in Poetry, a Ph.Din
compasition, and | ezmed a B.A. in English, with a minor in ancient history. | have some aress of
specialization: sociolinguistics, writing assecment, and creative writing. | have published two
books, many articles, done lots of nationzl presentations to other teachers, and have won four
teaching awards, one of which was for ENGL 101. | really love teaching—if | didn't, I'd guit,
becuse it"s really hard to do it well, and | don't ke to do & job poorly. | love how | can't predice
what students will write sbout, =0 it's slways interesting: | love how we talk about sl kinds of
things that | may not expect; | love how first-year students are excited about college and willing
to tackle just about any assignment | give them. | tesch the same material only for a licde
while—unitil | gt it down rezlly well and feel it's time for me to learn something new. e been
teaching about the paranormal for about four years now, and | add new readings znd alter
assignments to keep it fresh. | like to keep adding to my teaching skills and my knowledge, and |
learn a lot from students. | partidpate in workshops offered through -E-:nter for Teaching
Excellence, which | have directed in the rec=nt past, and | like reading about reseanch and
findings in the Scholarship of Teaching and Lesming. From my oolleagues in thess endezwvors, |
pet 3 lot of help enhandng my skills. | also ask students for feedback—I'm interested in how |
am doing and want b make my courses important bo students by paying attention to their
needs and abilities. | consider myself lucky to be paid to do what | love, and | hope all of you
find yoursehves in such 2 position some day!

| am also a ghost investigator myself. As | began to get involved in the field of ghost
investigation and shared some of my experiences and photos with sudents, they were excited
and had a lot of stories to tell znd guestions to sk | thought, “Why not organize a course:
around this? Ifit's interesting. and maybe people will rezd and write more! | am also the
faculty advisor for the new Paranormal Snul:ietl.r-nf. |P'S.|, a recognized student
organization. One of our projects is to investizgate buildings mmrmus—- Hall,
where we'll be mesting, is one of our favorites!

Instructional Associates

In this section of ENGL 101 | am privileged to hawve two Instructional Associates. [As are junior or
senior English majors or minors who are receiving imtemship credit by sssisting the professor
with miany aspects of the course. The L&s in this section zne :ndﬂ
Here's what they hawve to say about themselves.

I am g senior Marketing major working on minors in Economics and Englizh and §
am excited to work with Or. - this fail. 8y no means am | the best teacher or
best instructional Assistant (youw can be the judge of that), but | hove had
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expenence in the past. I've helped teach business plans to local high schoaol kids
with ME-Etcemegmm. I have aizo velunteered by mentoring poung kids in
urinan centers.

This summer I interned with the United Notions Refugee Agency in the
fundraising office. This experience aliowed me to meel and tolk fo people all
over the world. | om excited to shore my post experiences in the class and learn
from everyons slse olso. | enjoy working with other people becouse | feel it con
ke us all better. During this fall | want everyone o get the most out of the
class, including or. ﬁgﬂﬂ' L I am very approachable and | will do my
best to make this first English class go smoothly. | am no lenger involved with
athietics m‘. s my schedwle i flexible alsa.

_ -I says this as part of introducing herself:

I zm o senior English mojor a!‘.. with o minor in communicotions media. | used to ba
an art minor for o yaeras wal. [ am wery involved on compus, induwding lesdarship rofaes
in t'w- Ambassodors and Walt Dismey Wonld Compus Sep Teom, but my schedule con
ba flaxible to help with any concerms pou may hawve! This post summer | assisted Dr.
ﬁ.‘n teaching o iberm stwdiies coss. My passion is wiiting [especiclly in the
crective sanse] ond [ hope to ollow you to see wiTting as o valuobie skill thet can actuelly
ba fun, not somatfing to be feared! Above oll | hope that this cdass will be enjoyable and
will alfow you the opporfunity to develop pour writing into the collaga lewal!

- and - will be helping with dass discussion; will read and respond to your responses,
drafis and papers; will meet and work with you one-to-one i you like; will mowe from growp to
gproup when we @ne workshopping: will do some pressntations and exerdses; and will create
materials to help us become better writers and readers. At no time will they ghee you grades,
nor will they see the zrades | ghee you—your privacy is proteched by lw (the Family Educational
Rights and Privacy Act. or FERPA)—and | will always bein the classroom supendising their
involvement. 'l ask you to evaluate them twice during the year, because evaluation helps us
improsve when it"s done well.

Students in other classes where 1As have been present have ssid that they're GREAT! You have
someone who is doser in sge and experiences to you—I'm a full generation shead of you, and
cresping up fast on bao generations. You have someone who is aooessible when I'm not {(I'm
old, | po to bed early, | chedk my email less frequently since | wasn't texting in the womb like
maost of you), and sometimes, if sudents are unhappy about something, they are afraid to tell
the professor. They may tell the L&, who can relay information back without revealing anything
personal. | mest with and -eurr,' wesk to talk sbout the class, to plan out what we'll
be doing, and to look &t any materials they are creating. Theyll have read all the ame matenals
you have, so they can ask you really pertinent questions about youwr drafts, not just work on
“errors” with yow. 5o if you can’t fit into your schedule 2 conference with me. please be sure to
fitone in with Ei‘therﬁ or

And if you think you, too, might want to.do an internship like this, =ik to me. PACT: Professors
and Associates Collsborating on Teaching, is the organization that coordinates these internships,
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and we can begin to prepare you for one very ezrly on, with resounoes, faculty who love to work
with you, and other students preparing or doing such internships. | hope that soon all other
departments will offer junior and senior students the same opportunity as English has.

REQUIRED Course Texts:
I've tried to use as faw texts as possible to keep costs down for you. The Twiobulleted
texts are required.,

# Joshua Wwarren, How to Hunt Ghosts. New York: Fireside, 2003.
# Couwrse Packet: Available at Copies Plus, acrass from the Oak Grove on Cakland
Ave.

The first text is available at the Coop Bookstore in the HUB. You may also purchase it on-
lime, sometimes for a lower price, but you need to get it ASAP! The course packet is
crucial—pick it up immediatehy.

Rationale for these texts:

The book by Josh Warren is one of the best regarding “ghost hunting.” Warren spends
half of his book addressing questions that are crucial: how could ghosts exist? What do
we know scentifically that could help us understand ghosts and ghostly phenomena?
He approaches ghost hunting as a believer but also a skeptic firmby rooted in science.
He doesn't dismiss the experiences of 50 many people, but he asks, "How can these be
explained, not ‘explained away?™ The second half of the book provides practical
informaticn on how to actually “humt™ ghosts, and students who want to continue to be
involved in such activities have found it very useful! Plus it's full of personal anecdotes
about his experiences, which are quite interesting.

The course packet indudes sample writing, guidelines, rubrics, assignments, and all the
stuff that is usually handed out to students. This is thick, but please don't be intimidated
by it! Look through it, and your'll see that there are sample papers from previous
dasses, sample responses to assignments, rubrics to show you how 1'll grade
assignments, and resources that I've designed because 'm not happy with what I've
found in textbooks—or because those books just cost too much!

Thera"s nothing to stop you from reading ahead in the Warren book—if you purchase it
earfy, start reading immediately! 1t'll help you in two ways: you will find yourself
jammed up with assignments (since college teachers don't check with each other and
create syllabi that are tailored to your schedule!), and if you have already read the
material, you will find it comes back quickly toyou on a second, much quicker read.
Also, reading material TWICE gets it into your head and puts you in 3 position to think
maore deeply about it—and who doesn't want to be a deep thinker?!
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1 use the packet because it keeps students from losing material and because my man
access o institutional copying is sometimes limited, meaning that | can't make lots of
handouts and give them to you. |wish | could, and | do use Electronic Resense, but
thiere are still times when you need hard copy, you need it right now, and you aren't
near 3 computer. YOU MUST PURCHASE THIS TEXT ASAP!

1 understand that sometimes, financial aid has not caught up with the semester—you
may well be starting with no money. Please note that the Coop store in the HUB will
permit you to purchase books before your financial aid has come in. Quite a bit of
Warren is on e-reserve. The whole course packet will be on reserve in hard copy. 1f you
WaEnt to use my course packet, you may come to my office during office hours to read
material there. The syllabus and schedule of waork is on electronic resenve. DO NOT
SIMIPLY MOT 3O THE REQUIRED RESPOMSES AND READINGS JUST BECAUSE YOU DON'T
HAWE THE TEXT. Your grade will surely suffer. | will do my best tio work with youw.

STRONGLY SUGGESTED class materials:

Copying/orinting budget—you will be making copies of your waork many times over the
sarmester for classmates or me. You will also be creating a magazine, a hard copy of
which | require you to turn in (one group will turn in a SINGLE hard copy, s0you split
costs: typecally, it will run you about 55.00). I you are warking from a computer lab on
campus, you will need to be sure you have money an your I-card for printing; if you have
your own computer and printer, you will need to be sure to have paper and ink
cartridges. | don't take email attachments and print them for you, and | won't print your
papers, responses, or critiques for you inmy office. | have to purchase my own ink
cartridges after | go over the few | am allotted each year, and | have often gotten viruses
from student CDs, flash/jump drives, and attachments. | was a poor college student, o 1
kmow that this kind of expense can seem to be “incidental” to books. But | have kept
the course book budget very low so that you CAM be sure to keep money on your I-card
or pay for a cartridge to print your drafts and final papers. Note that | mark you absent
if you don't have enough copies when copies are required, and that if you come in late
because you ran arcund looking for a printer {THERE ARE NOME IHi HALL!), that
will hurt your attendance. This should provide a lot of incentive to keep a copying and
printing budget!

Stapler—I'm not an office supply store! You will need to staple your materials together.

I don't want to mix up materials. also, | hand back materials in alphabetical order in a

pile, and if sormeone gets a page from your draft or response because you didn't staple

or at the least paper-clip it, it may be gone forever and my grade and comments and
sor = with it

One Large (Sx12] Envelepe—you will turn in your major papers in this envelope and
supporting materials for your magazine. Please don't use a long, standard latter
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envelope. Again, | carry your papers around with me, | work at home and my office, and
I don't want to lose your stuff or mix it up with amyone else’s. I you are artistic, you can
decorate your envelope so you can find it quickly in the bag of them that | bring in to
return. (Just don't use glitter glue—it gets all over everything!) The envelope @n be
previoushy genthy used—you don't need a new one.

Couwrse planner/organizer—| permanently reduce the grades on late papers. This isa
course with lots of writing and assignments, so if you can, | suggest writing down the
important dates in your planner or calendar and working backwards from there,
Students with good time management skills do far better than those with poor
management skills

Folder or Three-Ring Binder—you should save ALL your stuff. If there s any guestion
about a course grade, I'll go by my own record book i you don't have the paper with my
grade and comments on it to show me | made a mistake. Pm human and falible, and
sometimes | put the wrong mark in my own [itthe book. and though | keep two sets of
records in case | lose one, still, acadents happen. 1I'm happy to correct any emmor on my
part, but you need to show me the proof. Also, most of my students tell ma they are
proud of what they write, they often find they can use it in some way as they develop
papers or projects in other casses, and they wish to keep their material as a record of
their growth.

o | recommend backing up all your files on a CD in case your computer arashes. Also,
¥Ou can save materials on the s student drives, which are backed up every night.
wour first project is a group project, and one of you will nead to turn in the project on a
O, wihich will be returned to the owner.

Required Writing and Assignments:

« & magazing about the paranormal (written as a group project; 2-3 artides from
each writer], a personal narrative with analysis or an analysis of a
television,/movie OR 3 piece of fact-based fiction. (200 total points for articles,
additional points for magazine layout and editing along with participation; 100
points for final paper.)

Wiriter's memas to accompany each paper. (15 points)

Thiree extensive written critiques of classmates’ papers. (50 points each)
Responses to readings discussion/inteniews. (10 points each)

Classroom participation: large class discussion, small group work (75 points)
Other exercises as assigned (usually in class, ungraded).
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There"s a lot of writing in this class! You conference with me, you write, revise, write
maore.. you get the pictura! Butit’s a four-credit course to acknowledge that. You nesd
to keep up with the work and reading. | promisa to give you lots of feedback as quickly
as | cam, and I'll meet with you as often as you wish to help you produce and revise your
wiork.

Grading Scale:

A= 00-100; B=80-80; C=T0-7%; D=560-69; F=below 50. At the end of the semester, if you
have earmed an 2.5, | round it up to 90 and you get an A (Yay!) If you earn an £9.4, you
get the B. [Sormy!) doesn't offer plus/minus grading, which | personally think is a
shame, since there's a big difference between a 70and a 79.4. One way in which
teachers deal with that is to make the grade range smaller (like an A is 93-100), but that
dioesn't address the whole problem. To break it down a bit more for paper grades: A+=
100; A=55; &-=02, and do the same for the other grades.

You'll fimd & rubric for each paper or project in your packet. Please read it before you
turn im your paper to me. While you can revise some of your work for a better grade
after getting my feedback, it helps to kesp in mind beforehand what characteristics I'm
loking for. Because of the group structure for the magazine project and the fact that
the final paper comes in at the very end of the semester, the former offers limited
revision and the latter can’t be revised. You CAN revise some of your responses,
however, so that's another way to improve your writing and grade. There is no “extra
credit” in the course.

one thing to consider: Many students come from schools where technical correctness
wias valued above all else, and if the paper was boring, vacant, and lacked substance but
didn't hawve any technical ermors, they still got an A, “Cormectness” is important, but it's
still just one aspect of writing to consider when evaluating and giving a grade. Students
wihi have not been rewarded for using their owmn voice and creativity may find they do
better in this class than in high school, and students who have strong “grammar” skills
but haven't really developed other skills may find they don't do as well initialby, until
they gain thase skills. Really good papers do lots of things well, and that"s what we'll
wiork toward.

If you ever have a question about a grade, please make a conference to talk with me. By
law, | cannot discuss grades in public (mor would 1), and | cannot give gredes or personal
information over email. That means | can't talk abowt your grade after class or before
class with students milling around, but privataly, I'll b2 happy to explainin more detail
witvy | graded your work as | did. Given sufficient reason, I'll change a grade. However,
at the end of the sermester, asking me to change that 79.4 toa 79.5 and thus jumping to
a B simply because you don't want a C is NOT sufficient reason! And asking me what you
can do o improve your grade when we are at the end of the semester is also pretty
futile. 5o take advantage of opportunities while you can and pay attention to revising
deadlines.
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Late Papers/Assignments/Grading:

Papers are due on the day and during the class period indicated in the syllabus. A paper

turned in [ate will b2 reduced by ¥2 a letter grade for each day it is late, including

wieakends and days when we don't have class. Late papers should be turned into my

mailbox inthe English department office, and the administrative assistant must initial

and put the date/time on the ervelope. They should not be tumed in at my office in
because | may mot be there and thus may not get it for a while.

Imagine this scenario: a paper is due on Thursday and you don't turn it in until Friday
and then you do 50 by putting it in the emelope on my door 'n- Hall. 1 don't come
in on Friday because I'm researching something in Pittsburgh, and | don't get the paper
until the following Monday. | can't 53y when it was turned in, so now it's four days late,
iz reduced by two letter grades, and will ALWAYS be two letter grades lower, even if you
revise it. 5o a paper that would have received, if it was on-time, a B [£5) will receive a D
(65). You can revise it up to A [95), but it will stay two grades lower (75).

Iy advice: even if you don't feel like the paper is done, turn it in anyway. If there are
some spedal ciroumstances, please talk with me about it (not by email), and 1will
consider providing more time if possible and fair. By decisions on extensions for waork
are always made by trying to balance what's fair for the individual writer and for the
rest of the class.

Written critigues are due the day the syllabus says they are. Critigues tumed in lote
receive @ 0. This is because they are usually due just before your classmate has to revise
and turn in his/her paper, and i you give it to your classmate late, it does no good
whatsoever. These are not “busy waork,"” but a valuable response to a peer’s paper.
These are to teach you how to really help another writer as part of a writing cormmunity.

What about when you're sick or absent?

If you are il and don’t make it to class to give your critique to your classmate, send it
with someone else. If you are absent on a day when we exchange papers in order to
write a critique, you can make up that missed critigue [unless we have run out of
wiorkshop days); if you are present for 3 workshop and take 3 classmate's paper to
critique and either don't write a oritique or don't turm it in or turn it in late, you may not
make it up. Azain, speak to me with any guestions._

other work that was due on a day youwere sick may be twrned in at the next class
meeting without any penalty. If something is due on Tuesday and something else on
Thursday, and you are sick on Tuesday, you must turn in both reguired pieces of writing
on Thursday, unless you contact me to make other arrangements.

11
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Howewer._whean you are working on a group project like your magazine and there's a
deadline for the magazine to be put together and printed, you @nnot turn in your
material late. 1f you do so, it won't be in the magazine and it will mass up others" work.
one value of group projects is that you are responsible to many people, and usually that
makes you meet deadlines you might just ignore otherwise.

If you are absent on the day your final paper is dus, it is due the following day in my
mailbox in lm- by the end of our usual class time.

Late Pass

Mote that you have a late pass in your course packet. That will give you one more day
for & response and your final paper, even if you are not absant. 1t may not be used for a
draft being read in a workshop setting. The late pass an be used only once. i must be
attached to the late paper/response and turned in to my mailbox in 120

Please be sure the secretary puts the date and time on it a5 well as herinitials.

Plagiarism:

of course | expect you to dooument all scurces you use and to provide me with hard
copy of material that is not part of the course materials or in our electronic reserve files,
This helps me make sure you can document correctly. Plagiarism happens
unintentionally as well as intentionally. Sometimes you use someone's words and you
put quotes around therm but forget to tell the reader where it came from. Sometimes
you paraphraze someone’s words or ideas and forget to document it, though you may
have discussed it with me or in class. In such cases, | mark the paper with an “F" and
explain that this appears to be an error, not intentional, and you can revise the paper
with no penalty. (But if you don't revise, the F stays! Take advantage of your chances!)

Intentional plagiarism happens very rarely in my sections. There are several reasons for
this. viow will draft materials and hand in drafts, and § don’t occept papers for o grode if
I hawen't had o chance to read and respond to the drafts first Also, most students are
truly interested in learning new skills and realize they won't gain those if they plagiarize.
BAost are interastaed in the material and WANT to read and write about it, 3 knowledze-
gaining process which gets short-cinowited through plagiarism. Finally, most realize that
I care about themn as people. write lots of letters of recommendation, | get to know
mary of ry students, and it's really pretty tough for most people to engage in
plagiarism purposefully if they feel mutual respect.

If, howewer, | have reason to believe that you have intentionally plagiarized, | will pursue
whatever penalty seems most appropriate for your lack of academic integrity. vour
handbook and the university catalog lay out the process that must be followsed in cases
imvolving a lack of academic integrity. Through that process, | can fail the paper, fail you
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in the course, or, in extreme cases, ask for a harsher penalty, which can include being
suspended frum- and having a permanant notation in your record.

It is relatively easy mow for faculty to find the source of materials that are plagarized,
but it's not putting in that work alone that makes me and other teachers mad. 1t's that
you lied. You disrespected me and your peers. You lied to classmates as you passad
your paper through their hands and they worked on it to halp you improwve it and your
skills; you lied in your relationship to them and to me. ¥ou sold yourself short and didn't
leam amything of use when you plagiarized, and you involved us all in your cheating.

If you plagiarize and it is discovered, and you and | [or the committes which deals with
such cases) agree that you have failed the paper, your particdpation grade is also
severely affected. At most, you can receive only a "D from me for partcipation for the
samester. The average student does not cheat, “C" is an average grade, and you are
below average if you have plagiarized.

The usual reasons |"ve been given for the few cases I've had to deal with are that time
was running out and the student “needed” to do it; that the student "had to have an 4"
to pass the sermester, or that the student was afraid of not doing well. Manage your
time well and you don't need to rush. If you need an & in my class, you are likely doing
poarly in many of your other dasses and need to reassess your behaviors, skills, and
reasons for being in college at this time. i you are afraid of not doing well, think how
afraid you'll be to face me and a pool of faculty and students when the plag@arsm is
dizcoverad, not to mention the possibility of parents and future employers and graduate
programs finding out! Mot doing well academically isn't great, of course, but not doing
wll in terms of integrity is far worsa.

Attendance Policy:

Here's the bottom line. 1 have never failed a student for lack of writing skill. 1 @n
wiork with amy student who is willing to work hard, and if you follow my advice, go to the
Writing Center, and come see me before and after every paper, you will improve.
Howewer, | have failed quite o few students becouse of lock of attendonce and
preparation!

The university attendance policy is that you are expected to be in class and be preparad,
but we need to make some allowance for the way life works. 5oomy policy is this: you
may miss three classes for ANY REASON without any formal penalty. (That's a week and
a half of my class_} | don't need to see a doctor's letter, a note from a parent or
employer or advisor, an obituary, anything. If you overslesp, you oversleep. If you go to
a wedding, enjoy! If you have to take 3 mental health day and go shopping, hang out,
whatever, go do it. If you are sick, I'm sormy—get better! Showing me an “excusa™ or
documentation that you were sick or a bill for fixing your car doesn't “excuse” the
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absence. You don't get another absence because you had a doctor’s note. You get a
total of three absences for any reason.

If you miss a fowrth class, you @n make it up by either writing an additional response
assigned by me and earning at least a B on it or by writing an additional critigue for a
dlassmate and earning at least a B on it. 50 you could potentially miss two weeks of my
class for any reason whatsoever, yet, if you follow the above, have no penalty.

For every absence over three [unless you make up that fourth one], | will REDWUCE your
FIMAL COURSE GRADE by OME FULL LETTER GRADE. 50 if you were absent five times,
you made up the fourth one, and you earned a B in the class, you will get a C on your
final course grade. If you were absent six times, you have a D, and seven times will fail
you in the dass, even if you got Bs on your writing.

it's crucial you understand this. Attendance is important to me and in almost all other
“wporlds” you are likely to inhabit. This is a small class. we talk a lot, and that
conversation cannot be reconstructed for you because you were absent. We do
exercises, some of which are not always on the syllabus but which | create the night
before after reading papers or responses and sesing what needs to be done from that
wiork. | don't hand out notes for youw | often break you into small groups, particularly on
wiorkshop days, and | count on all of you being there. When you come prepared to work
hard with a small group of people and some of them are not there or not prepared, you
will also understand why it's so important.

If you are an athlete, musican, or othenwise involved in university activities, | am not
required to exouse you from class waork or attendance. | understand, however, that you
are jugsling multiple demands. The first four absences will count like anyone elsa’s;
after that, we will need to discuss what can be done. However, such discussion means
in advance, face-to-face. It doesn't mean that you can email me at 1:00 a_m. and say
you have 3 concert the next day and can't make it to class. and it does not guaraniee
that you will be granted any additionzal absences without penalty.

what sometimes happens is that students believe that they SHOULD use those
absences, even if they aren't ill, too tired to waork, or have some pressing business to
attend to. Sometimes, they use them all at once, near the end of the semester. If you
miss your four classes and then have an emerzency, you are absent and it will count
against you. &s the semester comes to a close, it becomes much more difficult for you to
make up missed work. 5o, please: make every effort to attend class and to come

prepared.

Coming in Late: it happens. But it shouldn't happen a lot. 1f you are more than 15
minutes late, I'll mark you absent. (1 use my watch, by the way, not yours. | if you are
late three times, I'll count it as adding wp to an absence, If you leave early, the same
rule applies.
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Coming in Unprepared: | can't abways catch this, honesthy. But if a written response is
required for the day and you don't have it, you won't be able to participate when we
hand them around for commentarny. That's about ¥: an hour of class time. 1 let this
pass once. After that, | mark you absent if you come in without a typed response. If you
don't have enough copies of your paper (or any draft at all) vo hand around to your
group on workshop days (unless 1°ve had to shift groups because of absences and
there's no way you could prepare for that), then not only do you not get zood feedback,
bt your peer group doesn't get the chance to learn how to workshop. In those Do
instances—no written response and not encugh copies or no draft at all—1°ll mark you
abs=ant.

I put emphasis on the absence palicy in my syllabus because it's what really trips people
up. Mostly, it's about commitment to the course and to leaming. You don't have to be
a great writer to show up on time and prepared. You just have to be dedicated to
improving your writing and helping your classmates improve theirs. | come to class on
time and prepared because I'm dedicated to helping you. 1'd be embarrassed to be
unprepared or underprepared, frequently late, or freguently not there at all. 50 while
you've got some wiggle room here because all kinds of stuff just happens (like traffic, no
parking spot, slow printer, power failure, etc.), you don't have carte blanche to wander
in and out when you wish in whatever state of preparation you wish, any mare than |
dia.

Call phone Policy

Please keep your phone turned off during class. Please don't set it to vibrate and stick it
in the pocket of your hoodie and pull it cut and check it regularty. For an hour and
fifteen minutes, please be fully in the class, giving your peers and me the benefit of your
thinking and attention. If you have an emergency call you are waiting for, let me know
before class. | expect that might happen once 3 semaster. If | ses you using your
phone, | will 25k you to put it away the first time. After that, | will simphy mark you as
“late,” and the third time, it will count as an absence. 171 kept chedking my phone for
messages, answering calls, and otherwise diverting my attention, you would think | was
niot 5o great 3 teacher. Please remember that teachers can form the same judgment
about students. One student, each class meeting, will b2 allowed to keep his,/her phone
o 50 We Can get any “reverse 911" calls.

Participation and Classroom Civility:

&ll of you are coming from different educational and cultural contexts. In addition to
what you are used to, each of you individually has different comfort levels of
participation. Motice that you get points for participation in this course. | ercourage
students to speak, to share, and to learn from each other. However, | reguire civility in
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disCussion, in CoMments you may write to each other on papers, and in your
interactions generally. It's important to learn how to oritically approach what someone
says without excessive negativity, without dismissing someone's ideas out-of-hand.
you sit and listen quietly, you will learn. But if everyone sits quietly, all you'll hear s
each other's breathing or what | say, and that gives you only one perspective. Side
conversations will spring up when people are interested, but try to keep them to a
minimum and instead spaak to the class—if the person next to you is interasted and you
feel compelled to speak, chances are, the rest of us want to hear it, too! Mot everyone
neads or wants to speak every day. But | will call on people sometimes to hear their
woice (to compel them to speak, using my teacherly power!). You can also participate by
writing thoughtful cormments on classmates’ responses; you can talk comfortably in
small groups even if you don't want to be group leader when we go back to large group
dizcussion, and you can participate by being ready with whatever is assigned. Humor is
encouraged, questions are encouraged, and sharing speaking time (sharing the floor) is
encouraged. 5o if you have spoken a great deal, | may ask you to be 3 listener for a little
bit and encourage others to speak.

If you engage in behavior that | feel is disruptive or disrespectiul, | will privately speak
with you or email you to ask that you stop. If you comtinue, | will hawe to ask you
publichy to stop. The dvility code permits me to ask students to leave a dassroom if
their behavior is disruptive. | have never had to do that, because |ve never had a
student who didn't understand, after a discussion or email, that his/her behavior was
making it difficult for learning to take place. If you are talking to others or ignoring
others because you are bored, come speak with me about the material and we'll see
what we can do.

Plan on staying in class for the whole dass period. Unless you are visibly ill, there are
very few good reasons to leave the classroom. Use the restroom before class. | see
students all the time wandering the hallway, texting or talking on their phones. Imagine
this is a business mesting or a committee meeting: if you leave, you may get assignead a
rotten job or miss out on being part of @ great team that gets set up. Clients and
coweorkers would want you there the whaole time, and so do your classmates and
teacher!

I typically hand back graded material at the end of dlass; if you disagree with a
comiment or a grade, please approach me after class and ask to set up an
appointment. (Rememiser, | can't disouss your grade in public.) Sometimas, students
are dizappointed and angry—they feel they've put in a lot of time and effort and should
get a higher grade—and they don't give themsehves time to clm down, to read and
think owver the paper and the commentary on it. Your classmates aren’t part of this
perzonal conflict, and the two of us can disouss it privately with the maturity 1"ve come
to expect in students at the college level.
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So what it comes down to is to avoid activities that are likely to be disruptive: leaving
class repeatedly to use the bathroom or leaving to wander the halls and answer a phone
call; speaking out repeatedly in class im a way that interrupts other speakers; ridiculing
ideas or readings or theories instead of questioning them and provoking thought, not
anger. Some ways of responding are learned skills, and we'll work on those in dass. In
the right atmosphere, learning blossoms!

Parental iInvoleement

This is a new section in my syllabus, but increasingly, parents are just & involved in their
children s college ives as they have been in their high schood ives. As 3 parent, | understand
that connection, but as a teacher at the college level, | have to tell parents that, by law, | Gnnot
disouss their adult (18 or older) child's progress in my classroom, nor can | discuss grades. Only
with express permission—a formal written note presented to me by the student and signed by
the student in my presence—on | discuss anything, and then not by phone or email, 25 | don't
know to whom |'m actually speaking. For many parents, it feels asif | am shutting them out of
their child's life. 5o | encoursge you to share the sssignments, resdings, snd your writing with
your family members if you are comfortable doing so. f you choose to share graded material
with them, that's fine! My mother was very imterested inwhat | was lesrning in oollege and
wished she'd had the chance to attend. | brought her home my books and papers and invoked
herin my lesrning. | was surprised (like many teens who feel parents don't really KNOW
anything!) that she made really good comments and asked great guestions sbout what | was
learming or writing. If you parents or siblings wisit you, they are welcome in the classroom.
fdvance notice would be heldpful, if | have handouts snd need to make extra copies.

Anythimg Blse?

| kenowe this syllabus is REALLY LONG! That's bewzuse some of you in this class will be new to
college. | have noway of knowing what you know before meeting and talking with you. | cme
to collepe as the first person in my family to attend, and | came from 2 high school where not il
that many students went on to four-year schools. 50 | was rezlly dueless when | started, and |
wished someone would explzin “stuff” to me. | didn't even know enowugh to be sble to fame a
proper question! | wasn’t sure how to interact with others in college, as opposed to high school.
50 don't worry about sounding stupid or lame if you sk me abouwt something. Call me at home
if you need to (| don't usuzlly check my emizil a3t home, 5o use the phone, please!) but try to call
before 9-30. since by many of your standands, | am as old as dirt, and so | get up early and go to
bed =arly. Or ask questions after or before dass or schedule 2 conference. Give me 2 note, i
you are too shy to ask me personzlly! | can't antidpate all questions from sudents | haven't yet
met, =0 help me owt after you've rezd this syllabus by writing down or speaking up aboutwhat
I've missed and what you wantto know. &nd ask all semester, whenewer you need to.

Welcome to the class! | hope you enjoy it as much as | abaays do!
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Appendix B: Aurora’s Course Schedule

Schedule of Work: ENGL 101} Fan, 2009

The schedule below is subject to change. It makes sense ot the moment, before the semester starts.
But if student skills vary greatly from what | expect, or the weather is awful, or | have to miss a dass for
some rezson, 1 revise the schedule. & copy of this schedule is posted in the P drive |Project
Directories, see h1:tp-:-'.l‘www...bdu,."i't.:upp-m't:enter.ﬂ'm*tn.::pr:?id:.??d?i| in the information folder
fior this dass and section, and any updates will be posted there 25 well. A copy is also on electronic
resenae under ENGL 101-020, Fall 2009: “Schedule of Work.” To socess Ereserve, poto thE-IJI:-ﬁr',r
home page. Click on services, e-reserve, and at the promipts, include the course password:
BLAENGLIOL. Click “socept™ and then a list of reserve documents will come up. Usually, §will take 2 few
minutes of each dass to po over what is due for the next dass. | may make o change at that point in
time, 5o if you are absent, it is your responsibility to chedk with dassmates or me to determine i there
aire zny changes in the schedule. Please remember that | don't wsually check my email in the late
sfternoon or evening. If you have questions, you may il me at home (the number is on your syllabus,
al=o posted in the information folder of the P drive for this cowrse) until 9:30 pm, or you may email me
zind expect an answer the following morming.

This is a four-credit writing class. You will have some kind of writing due every week. Please don't wait

1o prepare what's due, only to discoser that your printer is out of ink or you have no money on your

|-Card, or that you underestimated how long the assignment will take you. There is RO computer [abin
Hall; the nearest is on the first floor of Hall. All materials are due on the day listed.

If you zire unprepared to fully participate, | will mark you sbsent. If you are frequently underprepared,

Your participation grade will suffer. This is a small class, and because we often work in groups, your level

preparation affects uszll. Please, do your very best to come prepared?

T.5ept. 1: Introduction to the dass.
Duwe next class:

1. Complete the Paranormal belief scale in your padet

2. Purchase the course packe: at Copies Plus. Read the bong Course Syllabus in your
packet. |f you cannot purchase the packet until after Thursday. read the “Long
Course Syllabus ENGL 101—020, 2008° on Electronic reserve or in the Project
Directories (P Drive, available on computers on campus], in the information folder
for this course. Directions for mapping the P drive to your own computer can be
found at hﬁp:.l'_."ww.edu_-"ll:u pportoenterfhowbo aspa Fid=27473

3. Write 3 response to the cowrse syllabus. In your response, summarize guickly each
section |use the section headers to help you) and comment on the section. For
edzmple: are you clear on the materizl covered in that section? |s this different
from what you e experienced in the past? Is any of this familiar? Unexpected?
Does it make you interested? Do you have any conoerns or comments sbout the
policies or materizl in eath section? At the end of your response, if you have
guestions you need me to answer, please list them! ' be happy to cowver them in
class or privately, if you wish. FORMAT FOR RESPONSE: please use 3 two-ocolumn
format {in Word 2007, diick under “Paze Layout”™ snd select o two-oolumn format).
Type your response in the left-hand column only, lezving the right column blank by
hitting “return” until you are at the next page, l=ft codumn. This blank column will
allow for comments. A samiple response is in your packet
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R Sept_3:

T. Sept. B:

R Sept. 10-

Dupe: Belief sczle, response to syllabus.

In dass: we’ll discuss the range of beliefs we hold, why we hold them, and what
oonstitutes “evidence.” 'We'll discuss oritical thinking. We’ll slso look at how to write an
effective response to a reading.

Due next class:

1. Re-read in your course packet the “Guidelines for Written Responses”™ and the
s=mple response.

2. Read on E-reserve “The Nature of Belief,” by James Alcock.

3. Write 3 response to the artide, using the two-column format. Inyour response,
sumimarize the main points or arguments that the author makes znd why he feels as
hoe doems. 'What evidence or support does he offer for each main point? What do
you feel about each point or part of his angument? Apply his srgument to your own
life or to the world around you, using questions supplied by your lAs. Give examples
of your own critical thinking—or lack of it [we all are guilty of this 2t some point in
our fives!). Remember: you are writing your response as it the rezader has BNOT read
the srticle, but must rely on your summarny to understand it.

¥ you did not purchase your course packet yet, do so mow. This is a crucal and
required text. Please speak with me if this will be a problem for you. One copy is on
reserve but remember: it has & two-hour use limit, and you must go over to the
library and physically ask for it at the reserve desk. Remember to bring youwr student
1D to chedk it owt.

Duwe: RBesponse to article. f you do not have a typed response, you will be marked
abzent. Remember to lezwe the right columin blank for comments.

In dass: we’ll hand around responses to the zrtice and disouss the ideas in it We'll
also read in the course packet the assignment for the group magszine and look at
samples of previgus dass magszines and professional magazines. & limited number of
magazines can be signed out to read outside of class. 'We'll start the Interpersonal Style
materials in class.

Due next class:

1. Complete the “Interpersonal 3tyle and Adzptshility Index ™ in your cowrse packet.
Materials can also be found on the P Drive, Information folder.

Duwe: results of interpersonal style and adaptability test. In dass, we'll use those to
decide on groups to create magazines, We'll also discuss the structhure of the magazines
in more detail and begin to lay out ideas for the feature article.

D pmxck class:

1. Viz email or in some other efficient way, correspond with group members sbout
what you want to do with your magazine. Do you want to do something skeptical?
Something with = focus on a particular aspect? What zre your ideas for topics? For
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T. Sept_ 15:

R Sept. 17-

T. Sept. 22:

fillers? Get a gpeneral idea that you an agree on. One person should compile and
type up the perneral idea as a response. For examiple, “Three of us want to do this as
2 ‘believers” magazine and the fourth wants to be a skeptic, so he’ll write his pieces
as oppositions to curs. Dur topics for features, sofarare:... We are alzo interested
in doing XXXX, and will indude XXX penres. © You et the idea! Please print out
two copies. One you will give to me and one you'll give to your LA, This is not
praded, but is reguired and will give us 3 place to stzrt and for us to offer you
feedback.

2. Begin to do some research on your possible fegture. Don't worry if you aren’t
paositive this will be your feature; if you are interested in the topic, you'll probably
s this material for @ shorter article if you don't use it for the feature piece. BEGIN
WITH MATERIAL ON E-RESERYE! Try to find some material where there are specific
people you can guote and which offer differing views. PRINT DUT HARD COPY OF
THE MATERIAL YO FIND! You mast have THREE SOURCES that offer differing views
of the topic. Fill out the “Feature Sources™ form in packet.

3. Rezd on E-resenve “World of Features™ by Tim Harmromen. | realize that a portion of
this is not dear because of background color. Howewer, most of it is very readable,
and Il brirg in 2 copy so you can look at the rest.

Due: Sounces, compilation of group ideas, source list. In dass: you will work in your
groups to pet a better idea of the owerall content of your magazine. You'll work across
groups when appropriate on the topics and resources you found: remember,
cooperation, not competition! We'll discuss the sruchure of features in more detail,
and begin working with sources.

Due nexct class:

1. Find one more resource for your festure. Consider what information you still need to
prowide to readers. PRINT OUT HARD COPY?

2. Complete what you can of the “Feature Planning Form” in your padeet.

Due: Hard copy and Feature Information form. In dass, we'll hand arownd the forms to
dlassmates to add comments. We'll continue discussion of signal phrases and
avoiding plagiarism by working with your hard copy of resources, and begin working
on l=ads.

Due next class:
1. Draftfeature. Print out two copies.

Due: Two copies of draft of feature. In class, we'll hand around your drafts and provide
CoMmiments.

Duse nexct class:

1. Using the comments you got in dass, revise and add to your wery rough draft of youwr
fezture. Print out three copies of the revioed draft for in-dass work. Thess drafts
will wind up getting lots of comments, 5o the more complete and thorough you can
mazloe them, the mone helpful the commients will be o you!
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T.Sept. 20:

2. Read in your course packet the assignment for 2 Written Critigue of a Feature
Artide and the sample critique.

Dupe: Three copies of revised feature article. In class, we'll exchange copies with =ach
other. You will also send one of your three copies off with a classmate for 2 written
critique, ard you'll provide 2 copy to an |A or me for additional comments.

Due next class:

1 Read Warren, Intro-30. Write 3 response to Warren, using the model in the
packet Be sure to summarize for a reader who has NOT read the material
Respond personally—what sbout this book so far interests you? (| didn't say
you had to believe it, remember!) What does Warren do to pull you in and keep
you asking guestions? How does he make what he claims seem possible, even if
wyou hawen't had & personal experience with 2 ghost of some kind? Also: answer
in your response the questions created for you by the [z These will ask you to
apply Warren in some way either to your own writing, your life, or other
readings you've done as you've been working on your magazine.

2. Begin research for articlke number two. Print out hard copy from two sounces.
Use E-Reserve first! Fill out what you can on the &rticle Two drafting form in
your pachet

Dupe: Response to Warren., 'We'll disouss the ideas in the reading by Warren, and we'll
take a3 little time to work with your drafting form.

Due next class:

1 Find at lzast one more source for article two; two more if you are writinga
second feature. Try to find material that answers the guestions and concerns
your rezders had. Complete your article taro drafting form. Hawe hand copy for
all your sources available, as we'll use them to help us be more accurate and
avoid plagiarism.

Dupe: Artide Two Drafting Form. In class, we'll waork with your sources to structune your
artide.

Due next class:

1. Continue reading Warren, pp . 30-29. Write a response to these pages, using the
response format. If you are able to adequately summarize material for an owtside
reader, think now about mingling your summary with commentary as you go, which
puts YOUR voice into the response throughout, keeping our interest! If not,
continue o summarize first, being sure to get all important details, daims,
definitions, etc. that an outside reader would need, and then offer personal
commientzry and critical thinking. Then answer the guestions supplied for you by
the LAs.
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T. Ot B

A Oct. B:

T. Oct 13:

R Det. 15:

2. Draftarticle two. Be sure to bring one copy with you, and bring all your hard copy
printouts. Please mark your hard copy printouts with highlighter or in some other
way to indicte where you have drawn material for youwr artide.

Duwe: Response to Warren, draft of article two. In dass, we'll look at some photos and
listen ©o EVPs in order fo make better sense of Warren's discussion, and we'll share the
drafts of your article. If you need to make up an shsence, you can wirite & oritique for
SOITHEOINE.

Dwue next class:

1. If you are writing three articles, bring in your ideas for the genre and topic of your
third artide. i you are writing two features, bring in @ next to final copy of your first
feature for editing a5 opposed to revision).

Duwe: Appropriate materizl {above). In class, we will work on youwr writing in your
magazine group.

Dwue next class:

1. Bead in Warren pages 45-T2 Write 3 response to these pages, following the
response format and answering questions created for you by your |As.

2. Find sources for your third article [if you are doing three). You need at least three,
exch of which should offer you different information that you will use. Print out
hard copy, and hizhlight the materizl you are going to use. Write 3 draft of your
third article. Print two copies. On your copies, incdude questions for the rezder to
answer: what are you most concerned about? These will help foous the comments.

Due- response znd draft. We'll work with both in class.
Due next class:
1. Read Warren, pp.72-55. Mo response—yet!

In dess: we’ll discuss the reading from Warren, and then we'll look at professicnal
magazines and student samples again so that you can make layout and design decisions.

Dwue next class:

1. Rezd Warren, 36-112. 'Write o response to papes 72-112. Then go back through
Warren, looking at the sections he's laid out for you—uze his section titles to help
you think about the following questions, which you need to answer in your
response: What daims has Warren made that you ariginally felt were way off base
but which you mow are open to thinking about? What does he seem still to be off-
base or hias mot supported enough to suit you? 'What aspects of the paranormal
that hes discussed are most interesting to you and why? Has reading this portion of
Warren's book pushed your beliefs sbout ghostx in either direction on your belief
sezle? If you were afraid of ghosts before this, are you more or less afraid now that
you've regad Warren? If 2 friend told you about a parancrmal experience he/she'd
had, would you feel better able to analyze it, whether you befieved it or not?
Answer your |A%s questions as well.
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T. Oect 20:

2. Revise your second or third artide until it is at its next-to-final point. Bring in two
oopies for us to edit.

3. 'Write your “Notes from the Editor” which will introduce the magazine to readers
who you assume know nothing about this new magazine! Also, one group member
needs to compile your “Motes on the Contributors™ column and bring it in for
proofreading and discussion by magazine tezm members. One copy of each is 2l
that is requined.

Due: zll the sbove. In class, we'll share your articles and columins for editing, and we'll
hand around responses to Warren, We'll zlso cover final publiction requirements for
YOLIr MaEazine.

NO FORMAL CLASS ON THURSDAY, Oct. 22! Instead, use this time to meet with me or
your |4 to discuss the magazine: your concemns, questions, last minute revisions, etc. A
sign-up sheet will be avzilable for mestings . Remember: it's best if ot least two
members of 2 team mest with Angel, Katie, or |, so that you n both =ik about what
we said at your final group mesting. Comee to 2 meeting with zll required matenzl to
maike it most helpful! Tou also have several evaluations to finish and, of course, need to
print up 3 copy of your magazine!

Due on Tuesdey, Oct. 27: A LOT! Plezse make sune you have EVERYTHING!

1. Youhave a check sheet for this project in your course packet. Be sure to work with
it! Pull it out and check off the items a5 you put your materizl together.

2. Write your group/self evaluztion and reflection: guidelines and 2 sample are in your
packet. Thisis a crucial part of the shared prade and the participation grade. Two
Copies are needed.

3. Do the numerical evzluation of your group. Remember to include yourself in the
evaluation! This is also a required and orucial part of the project.

4. Bead @refully through your artiches BEFORE sending them to the Comipiler in your
group! Proof-read your own and a team mate’s articles, and, for extra measure, go
to the Writing Center in Eicher Hall and work with a writing tutor. Hawve them send
me a note about your visit, and Il count it toward your participation grade for the
course!

5. Make a careful note of what ssuroes you have used. Be sure you have dted them at
the end of your artide and that you have signaled your use of them IN the zrticle.
Mot doing so creztes a situation of unintentionzl plagiarism, which we want to
avoid.

6. Having done number 5, make sure you hawve highlighted, or underlined, or bradoeted
and starred, or in some way CLEARLY marked your hard copy for the material you've
used, whether it is guoted directly or is paraphrased [your words, the other writer’s
ideas or information).

7. Putintoyour large emvelope [see course materials needed, in syllabus) that has your
name, course, and section number on it the following: a) your marked hard copy of
sources, b)) your group/zelf evaluation and reflection, ) your numerical evaluztion

of your group.
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A Det. 22:

T. Oct 27:

A Det. 25:

T. Now. 3:

B. OME person in your group will submit a CD with the magazine on it &5 @ single file.
Il download this to where | need to have soozss to it and returmn the CD to that
person.

O. OME copy of your magazine, printed and bound, will be turned in to me. Youmay
certzinly print and bind sdditional copies for yourselwes—they are zreat to look at
and shaire with others, and you should be proud of them. [In my presious students”
experienos, family members foved reading these!)

10. Ore copy of your magszine should be put a5 a single file into the Project Directories
hand-in folder. 5ave it by the magazine tite.

11. Questions? Call me! Plezse don't forget stuff—it will slow down the grading and
responding and n sericusly hurt your grade.

HO FORMAL CLASS! See above; use the time to complete your magazine and, if
needed, meet with me, an 18, or the Writing Center.

Duwe: Magazine and supporting materials! We'll pass these sround to read and look at.
If you printed more than one copy, bring the extras to share—you'll get them back! In
class, we'll read Warren, 115-120 and talk about how this might help lead into paepr
two, depending wpon your writing choices. 'We'll also read the assignment |s] for paper
two and =ik about how that will work. We'll also discuss interviewing technigues and
questions.

D mawct class:

1. Imterview people to find someone who has had 2 paranormal experience or
believes they have had one. Write a response in which you summarize this person’s
experience, as well a5 what two other people have said—they may not believe in
the paranormal or may believe they also have had an experience, but it seems
“shakier™ to you. You muay be wsing thiz summary as part of your paper, sodoa
good job on it! Make sure you get contzct information from the person with the
stronpest experience 5o that you can speak with him/her sgain if needed.

Due: response to interviewing. In class, we'll share these and discuss some of them,
then we'll practice evaluzting them by applying Warren's idezs /thepries.

Due mawt class:

1. 'Watch a television program that has to do with ghost hunting or hauntings. Mary
of these are also available ordine, so you can watch repeated times. Write a brief
summary of the “plot™ of the show, and pick out key elements of the haunting or
investigztion that you cn analyze. List these in a response format slong with the
sumimary, and critigue them, using 'Warren as well 2= good critical thinking,.

Dupe: response to show. In dass, we'll share these, offer some additional critique of
shows, and work on doing visual analysis.

Due next class:
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T. Mow. 10:

1

Rezd samiple Fact-Based Fiction in your course packet. Take notes on the strengths
and weaknesses, with explanations for WHY you feel something is strong or needs
more work, and put it into 2 response format

Look badk through the topics listed on the parsnormal belief scale and those raised
by Warren. Look back through your magazire materials—pick 2 couple of poscible
topics to use inwriting a piece of fact-based fiction that uses the paranormal as a
crucial element.

Working with the FBF planning form. fill out the first couple of questions to hand
around in class.

Due: Besponse snd planning form. In class, we'll work with these to figure out what
makes a piece of fiction work. 'We'll discuss character motivation and the structure of
fiction.

D mawt class:

1

L

Decide whether you want to write an analysis of a ghost experience, an analysis of 2
television show, or 3 piece of fam-based fiction.

If you are writing a piece of fact-based fiction, rezd on E-reserve four very short
pieces by &nn Lamott Character, Plot, Dialogue, and 5=t Design. Summarize the
mzin points for 3 resder who hzs not read the material, and then apply them to the
characters, setting, and possible plot you have chosen to start working on. Be
specific! For example, if LaMott says that each character should sound different,
DOM T write, “T'll make my characters sound different,” but perhaps you might
write, "My main character will have a stutter and when he is channeling the spirit of
X, b wont hawe it.”

If you have chosen to write an analysis of either a ghost experience (your own or
somenne else’s)or 2 television show, o back to your responses dealing with this.
Re-interview [or reflect more deeply. if it was your experience] the person or
rewatch the television show. 'Write 2 response to the EVIDENCE [be wery dear what
it is!} @z if you are EITHER & total believer or 2 tot=] skeptic: pick just one position!
Youwr reader will be asked to take the opposite position.

Working from your planning sheet and feedback, creste a rough draft of Paper Tewvo.
Print three copies to distribute in cdass.

Due: Besponses. 'We'll share pairs and across class. 'We'll put together groups to work
based on preferences for paper genre.

Due mext class:

1

If you are writing an analysis of a television show, re-watch it, and this time, ke
eatensive notes on the use of sound and camerawork. Watch it at keast onoe or
twice without army sound. Also, rezd the materizl in the course packet on creating a
Thesis statement.

If you are writing about someone’s ghost experience, rezd through the alternate
position comments you received from readers. Then read through the materialin
the course packet on creating a Thesis Statement.

If youw are writing about a television show OR an experience, write some passible
thesis statements. Leave some space after each one for comments. Remember:
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T. Naow. 17:

R Mow. 19:

the anzument must be signifint, supportable by evidence |not simply belief), and
ENEaging to readers.

4. [fyou are writing a piece of fact-based fiction, read in your cowrse packet the
material on Using Dialogue, Tense, and Point of Yiew. Then write a short piece of
dialogue using characters you've chasen for your story. Also, write TWO paragraphs
in which you use 3 different point of view in each: first person and third person
limited, for example. RBemember: stay in one tense [FREFERABLY THE SIMPLE
PAST!)

Due: exercises from abowe. Well share, and in class, do some additional writing
ENErcises appropriate to your genre choice. For example, FBF folks should bring with
them the sources they are using and we’ll work with them on putting maone maternial in.
Analytical folks need to think about organizing evidenoe znd use of personal voice.

Due next class:

1. Draftyour final paper. The more you et done of it the better! Print out tao copies
fior sharing in class. If your draft is not complete, indicate where it's heading. For
eazimple, you might not hawe an ending in mind for your storg—what are the
possibilities? You might kave concerns about the srgument you zre making in your
analysis or about the guality of yoru summary—|et the reader know, zo that
comiments can be maost helpful.

2. Schedule 3 conference in the next couple of weeks with an 18 or with me to talk
ower the material.

3. Review your responses. Select up to four to revise. Bemember: you may MOT
“revise” any response you never wrote to start with, and | will drop the lowes:
response grade. Begin working on those: they are due no later than Dec 1. The
revision must be attzched to the original with the comments on it

Dupe- drafts of paper for sharing.
Due next class:

1. Revise andfor complete the draft of your analysis or story. Three copies requined.
One of these will go to me or an L& for comments. One will stay with you if you
want to keep working on it over brezk. One will go to 2 dassmate for o written
critigue.

2. [fyou have any responses revised, please tum them in.

3. PRead in your course packet the sppropriate guidelines for oritiguing either an
analysis of a television show/ personal experience or critiquing fact-based fiction.
Read the ample oritigues attached to each assignment.

Due: revised/extended papers. We'll workshop them in cdass, then exchange for
critigques. THIS 15 YOUR LAST CHAMCE TO WSE & CRITIGUE TO MAKE UP AN AESENCE!
Plezse don't be absent. i your draft doesn’t come in today, you will 1] receive no
critique from classmates and 2) receive very |ate feedback from me.

Due after Thanksgiving Break:
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1. 'Written critigue. Please print two copies: one is for me and one is for your
classmate whose draft you oritigued.

2. Al revised responses will be due on Dec. 1. None will be accepted after that date.
Be sure to attach the original to the revision.

Thanksgiving break. Hawve 3 great time! Talk shout your material with family members:it usually gets

T. Dec_1-

R Dec. 3:

T. Dec 8-

great discussion poing over dinner!

Dupe- written critigue and revised responses. |Inclass, we'll work on exercises based on
the =kills and problams that came up in the rough drafis.

Due next class:

1. Read on E-reserve: 5tephen King, “#ind Furthermore, Part One.”

2. Look at your draft. Take 3 single page of your draft and edit it, working 25 King does
with his draft. Look for places to cut |"He sat down in a chair” becomes: “He sat
cown” and “He thought to himzelf” becomes “He thought”™ [unlezs “he” is tebepathic
and thinks things to others on @ regular basis!]). You are writing to keep the
material moving, writing for darity, for style, whether it is fiction or non-fiction.

3. Be sure to bring a copy of your draft with you, just in case one of the other people
who has your draft doesn't bring it. We'll be working with it.

Duwe: revised page and your draft to work on.

Due naxt class:

1. Working from your critiques, feedback from me /|4, and classroom exercizes in
editing. put your last paper into its next-to-finzl shape. One copy is nesded.

2. Lookzhead to what's due for B Dec. 10. You may want to do the release and
informal evaluation NOW and not wait!

Dupez Mext-to-finzl draft. In dass, we'll work on correcting errors znd minor editing:
firishing the paper up!

D |zt clsse-

1. Print out two copies of your final paper. If you are doing FBF, be sure one includes
all sources and has been marked throughowt to indicte the use of outside material.

2. Complete the writer's memo for your paper: be sure to choose the appropriate
assignment! Two copies, plesse, attached to the paper copies.

3. Putboth copies of memos and papers into your large envelope with your name and
section number on it.

4. Put 2 copy of your paper and your miemao into your student folder or the hand-in
folder on the P drive. |Indicate for me in your reflective essay whens | will find it

5. PRezd crefully and sign the releaze form in the back of your packet. Sign in only one
spot: either | have permission to use your work or | don't. Don’t sign both!

6. Complete the final course informal evsluation form in the back of your padoet. This
is important to me. | make most of my changes based on what you have tot=ll me
here! This takes a litte time, so don't put it off!
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B Dec. 10: Due- all of the shove. In dass, we'll probably—it's hard to schedule?) do the FORMAL
class evzluation. We hawve some concluding activities, and I'll happily take your fine,
euciting last papers!

Final: TBA. At the time of writing this schedule, days and times have not been posted.
Howewver, | will let you know.

We do MOT have = “formal” final; your last paper znd memo sccomplish whatewer 2 tect
could. However, you will nesd to mest with me to pick up your paper and =xamine your
final course grade. | don'twant to make any emors and then go through = long process
of changing your grade. So we'll talk more about this in class.

Haowe a temific holiday break! Enjoy yourself and pleasze, get couvght up on your rest! Spring semester
iz when everyone seems very run down and it's much towgher than fall 5o use this
time to regroup, reflect, and come bock ready to go. Enjoy your family and friends.
Tharks for being @ part of this clazs!
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Appendix C: Scott’s Syllabus

Signs of Life: .

wiladlF Wi ERnM
| mwioirrvwoon

Readings on Popular Culture

College Writing I —Sections 26, 30

D,
Office:
Office Hours: TR 1-2:30; W3i-5
Phone:
E-mail:

Our Working Materials

' Maasick, Sonia and Jack Solomon. eds. Signs Of Life In The USA: Readings On Popular
Culiure For Writers. 2nd ed. Boston: Bedford Books, 1997

* A folder or three-ring binder for submitting your portfolio
* Access to Second Life on vour home computer or arrangements to access it on campus
* USE flashdrive on which you can store all of vour coursework

A Brief Description of College Writing I

College Writing I offers you the opportunity to further develop the writing skills vou will
need in college life and bevond. It is the first course in a two-course sequence required at

You will practice strategies for invention (brainstorming), arrangement (rhetorical
modes), revision (rethinking and/or expanding) and editing (meeting current standards of
American English while employing principles of good communication). You will also learn
how good writers are attentive to audience and purpose.
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My Goals for You during our Semester Working Together

» You will learn to read actively, attentively and analvtically.

« You will experience writing as both an individual and collective activity through
discussion, peer review, electronically mediated conversation, and cooperative and
collaborative problem solving.

« You will gain proficiency in the writing process and respect for yourself as a writer
who can present polished finished work for assessment.

« You will learn the importance of oral communication skills and discover varied
individual and group assumptions, as vou work to reach consensus, negotiate
difference, and make yourself understood.

« You will attune yvour writing to varied audiences and purposes

Your Writing Portfolio

Your writing portfolio is the collection of materials that you will assemble for assessment of
vour achievements in College Writing L It will show vour process and your finished work.
Arrange vour portfolio with an eye to your audience and purpose. I will appreciate vour
efforts to find an effective, appealing, and logical arrangment of vour draft work and
completed projects. I encourage vou to have high expectations of vourself. Nothing will give
me more pleasure than seeing vou succeed in meeting and EII:EH]III“"'. oUr aspira tu:rm: LA
table of contents at the heg;mm.ug of your portfolio and a series of dividers should signal
your arrangement, You can develop the portfolio gradually if von make a practice of
orderly arrangment and bring vour portfolio to conferences.

We Will Use a Grading Contract for Assessment

Vou will earn credit for vour work in College Writing I when it is ready for final
assessment and depending on the level of commitment you are willing or able to make to
our class. Be sure to note that vou need not only to complete work, but to earn credit on it
(CR). You should reread the confract grading guidelines below throughout our semester's
work to assess your progress. To earn credit the work must at least show evidence of a
process and be edited to meet standard conventions of English usage. I, along with vour
peers, will be commenting on vour work and giving vou suggestions for revision as vou
develop vour ideas. Do not be discouraged if vou do not earn credit immediately. It is one
of the myths of English Studies that good writing springs forth like Athena from the head
of Zeus. The birth of an idea lEqI.IJI.E"! gestation, during which the idea is nourished and
vour various peints are "wired up” like our neurﬁlpnthnﬁw Your writing is a process of
th.mkmg We never kmow what we think until we've had a chance to see what we say. Many
of your problems as a writer may have occurred because vou handed in a draft for final
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assessment. The keys to success are starting early and working progressively in
consultation with others. Open any book and vou will see an acknowledgements page in
which formal and informal readers of early versions are thanked for their help. I
encourage vou to set up a conference with readers at the Writing Center *] or
come to see me to diseuss revisions of vour work.

When yvou receive credit on an assignment, vour paper will be given a "CRE." You will have
the satisfaction of knowing vou have surcﬂsfu]h completed part of the final portfolio.

Descriptions of Possible Grades

A, B, and T grades are available to you in College Writing L. They build on each other so
that each successive grade assumes the others as a baseline, as explained below.

To Earn a*C*™

1. Please participate fully in daily activities and attend your scheduled conferences.

2. Be sure to turn in tvped, written assignments (including drafis) on time as announced, so
that I have time to read and return vour work before the revision date.

3. Remember to hand in vour final portfolio and double check vour project against vour
table of contents and the guidelines for what to include, as follows:

a. Four Problem-5olving or Analvtical Papers which have received credit, along with all
drafts and readers’ responses..

b. All in-class and homework writing completed in addition to the problem-solving papers.
. A mid-term and self assessment letter.

To Earn a “B”

1. Please participate fully in daily activities and attend your scheduled conferences.

2. Be sure to turn in tvped, written assignments {(including drafts) on time as announced, so
that I have time to read and return vour work before the revision date.

3. Meet with me in conference to plan an additional revision beyond the earned credit.
Your revision may integrate two completed papers or approach vour previous ideain a
different way.

4. Eemember to hand in vour final portfolio and double check each project against your
table of contents and the guidelines for what to include, as follows:.

a. Four Problem-Solving or Analvtical Papers which have received credit, along with all
drafis, and readers’ responses.

b. All in-class and homework writing completed in addition to the problem-solving papers.
c. A mid-term and final self assessment letter.

d. Your additional revision bevond the credit requirement.
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To Earn an “A"

The portfolie requirements for an “A” in our course are the same in quantity as the
requirements for a “B.” An "A" portfolio is different gualitatively, however, It shows
sperial excellence in material, organization, expression, or appropriateness for audience
and purpose. I urge vou to consider "excellence” in editing as a minimum standard of
acceptability for all of your finished work, since correctness is not the most important
feature of your work, vet no workplace vou will ever inhabit will kmowingly send vour
documents out if they do not meet current standards of usage and correcmess in every
respect.

Your Writing Assignments

Problem-Solving/ Analvtical Papers

You will carry four problem-solving paper through the process of inventing, drafting,
revising, and editing. These papers will be shaped by the units we will read in Signs and
our experiences in class (including the use of digital technologies, like Second Life) and will
be distributed throughout the semester.

Peer Response Sheets
You will respond to many pieces of writing during the semester. Response sheets received
for your own work should be kept in vour portfolio and used when you revise. At the end of

the semester, organize responses received on vour own writing so they appear with vour
drafts and final work of each project.

Reflections on Your Writing

Each time you ask me to assess a problem-solving paper for credit, you should include a
brief analytical reflection on how it is organized and why it has taken this shape. You can
also mention how it has benefited from the responses of your readers, vour main points,
and what yvou lilke best about it.

Short Response Writings

As we work to dialogue with the readings and with each other, vou may be asked to write
during class or as a homework assignment. This material will be part of the thinling out of
the final work for the unit and should be kept in the portfolic..

E-mail Discussions

You will participate in e-mail discussions in addition to our on-going classroom
conversations. The e-mail discussions may include conversations with students in other
clazses. In particular, _ and I have worked together to develop this course,
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A Word about Participation

I will make every effort to keep our class actively student centered, since recent research
shows that you will remember more for longer periods of time (and be able to use it!) if vou
engage yvour learning in applying it, vather than "being taught.” For a classroom to be
student centered, you have to be present and active, I will work to facilitate and
orchestrate, but you will "play the music.” Remember that your participation in all daily
work and all activities is necessary for passing the course. Periodically we will talk about
how actively we are engaged in our discussions and what can be done to ensure the full
participation of each of us.

Attendance Policy

Because of the importance of attendance to vour learning and the success of our joint work,
if vou miss more than one week of class without a formal medical excuse, vour final grade
will be lowered for each additional absence. Another reason not to miss class is that
changes to the syllabus and regarding dates for assignments may be made, depending on
the pace of our reading, the intensity of our diseussions, or the necessity to adjust timelines
for other reasons. If you are absent, please be sure that vou take the initiative to find out
what happened and inguire about new developments. Doing so is one of the ways you show
that vou understand what is meant by student-centered learning.

What You Need to Bring to Class

Please bring vour textbook, folder or binder, and flashdrive to class, along with any work
vou have been asked to prepare for that day.

What We'll Read from Signs Of Life
Introduction (3igns 1)

Unit 1 - Images in Advertising Patricia J. Williams, “The Fiction of Truth in Advertising™
(Signs 137) Gloria Steinem, “Sex, Lies, and Advertising” (5igns 155) Portfolio of
Advertisements (178)

Unit 2 - Images in American Film, Music, TV & Video Gary Engle, “What Makes
Superman S0 Darned American?” (Signs 344) Michael Parenti, “Class and Virtue™ (Signs
31%) Tania Modleski, “Dead White Male Heterosexual Poets Society™ (Sjggs 314) bell
hooks, “Madonna: Plantation Mistress or Soul Sister?” (Signs 223)
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Unit 3 - Cultural Outlaws: Street Gangs, Militias, and Hackers in American Culture Julie
Gannon Shoop, “Image of Fear: Minority Teens Allege Bias in ‘Gang Profiling™ ( Sjzns
507) Peter Doskoch, “The Mind of the Militias™ (Signs 611) Winn Schwartan, “Hackers:
The First Information Warriors” (Signs 618)

Unit 4 - Virtual Culture Mark Slouka, “*Realitv Is Death”: The Spirit of Cvberspace™
(Signs 706) Sherry Turkle, “Who Am We?” (Signs 730) LynNell Hancock, “The Haves and
the Have-Nots" (Signs 745)
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: Tyra’s Syllabus

Appendix D

Allegheny Highland Univer sity B [ wmote.. ®
Moodle Documentation

Moodle Moodle Product Documentation

Contact the IT Support Center

moodle. .edur FL2009 -meta-f2009 meta» Resourcess Fall 2009 Syllabus ﬁ pdate this Resource

Syllabus: EN 101 College Writing about Popular Culure
Dr. Email @ .edu. Most of our communications will be handled over email. | will check my email every morning around 8 am.
Cell Phone Number 615 796-1040. | a Verizon subscriber.

Materials:

Mims and Nollen, Mirror on Ametrica: Short Essays and Images from Popular Culture. 4th od
Computer access to internet; Access to Microsoft Word (your assignments should be Word documents with either a .doc or .doc file name) and Power Point

Course Description:

This EM 101 is an online course. It 1s NOT a self paced course but one that requires students to follow a schedule and meet deadlines. It offers students the opportunity to become more aware of the
functions of language as they improve their communication skills. This class will help students develop an academic orientation that will prepare them for the responsibilities of the professional world.
Students will develop critical reading and thinking skills as well as their writing skills. In this particular section of EN 101, students will be reading and writing about the ways that popular culture has
influence our lives and society. Students will analyze popular culture through narratives and analyses all of which the class will publish and share.

All of the formal papers require students to produce multiple drafts and to go through a collaborative peer critique and editing process. The difference between a rough draft and a final draft should
demonstrate significant re-vision on several of the following: adjustments to organization; refocusing of thesis or purpose; further development of main ideas, improved use of outside sources, etc.
Students will have many opportunities to communicate about their writing in online critiques with their writing partners and with the instructor via email and phone. Additionally, students an the main
campus are encouraged to use the Writing Center for extra help with their projects.

Required Course Work:

Readings: Students will read assigned essays from Mirror on America. In addition, they will read other students’ drafts and essays on popular culture. Students will also read the work of the instructor as
well as that of her former students who have written about popular culture. Students will also do some library and internet research for each of their papers.

Writing: The more students practice writing, the more comfortable they will become with the process. Therefore, writing will be required most days. Students will be completing online Modules. Students
will engage in reader responses to essays in Mirror on America, write a short paper about their involvement in a popular culture activity, develop a proposal for a longer project, create a longer paper
about how popular culture reflects their chosen profession, and explore their profession by developing a Power Point presentation.

Class Expectations:
Avoid Plagiarism: Plagiarism is presenting the ideas or words of another person as if they are your own. Remember, plagiarism, whether intentional or inadvertent, is unacceptable in the academic

community and will be handled by following due process as established by [UP. Students will be learning how to summarize, paraphrase, document and think for themselves; so, there will be no need for
them to consider plagiarizing. Moodle provides a self test that you should take to help you check whether you understand how to avoid plagiarism.
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Late Projects: Late projects are unacceptable. Students must learn that in the professional world deadlines are crucial, and that companies will fire employees who miss deadlines and who cost them
money or clients. In an online course a lot of the burden for keeping up with the class falls on the student. Students should regularly consult the Schedule so that they are aware of dates and deadlines.
Grade contracts will be permanently lowered for students who submit late work.

Class participation” The class will be structured online so that students will do much of their work independently There still will be considerable class participation as students engage in threaded
discussions and critiques with their fellow students online.

Buckley Amendment to the Educational Act: Despite the fact that many parents finance their children’s education, the spirit of the Buckley Amendment is that college students are adults who are capable
of managing their academic careers and responsible for the decisions they make concerning their behavior in the academic community. Therefore, because of the amendment, | am prohibited from
discussing your grades or your failure in a class with your parents; so, do not ask them to call me. If you have any complaints concerning your fair treatment within my class, first consult the syllabus to
review the class policies, which | will strictly follow; secondly discuss your concerns with me. If you are still unsatisfied, you should consult the Director of English Studies, then the Chairperson of the
English Department to help resolve the problem.

No Extra Credit: If you have failed to fuffill the course deadlines and writing requirements, do not ask for extra credit to make up for your deficiencies. All projects must meet a satisfactory level; no partial
credit is given. In the professional world employers will not give you extra credit opportunities for failing to do your job properly!

Online Professional Courtesy The instructor will treat students with professional courtesy at all times_ Students are also expected to act professional and be tactful as they communicate with fellow
students online.

Final Exam Period Activity: The class will not have a traditional exam. Instead there will be a student review about the final project.

Contract Grading: Students will be given the option to select the grade that they want to earn. The instructor will provide a list of requirements for each particular grade, and students will fulfill requirements
for the grade of their choice. If students do not meet the deadlines and requirements for their contract, the instructor will renegotiate a lower grade contract as a penalty. Once lowered, the grade will not
be raised.

Writing Center: The Writing Center offers free tutoring. Many good students visit the Writing Center more than once for each project. If you are on the main campus for this course you have the opportunity
to go to the Writing Center for help in order to revise your writing. Also remember that you can use the Writing Center when working on papers for other classes as well.
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Appendix E: Tyra’s Learning Contract

Learning Contract Module

NOTE: youwill needto fill outthe bottom ofthis contractand submititto the instructor.
ENGLISH 101 Learning Contract

A Parable for Students in this Class Regarding Grades,

Based on the Principle That Free Students Learn Best!

Once upon atime in a neighborhoodvery much like this one, atalented young potter learned how to throw excellently crafted coffee mugs. The
manwho ownedan artgallery nearher house offered her $10.00 for every mug she made. So, when she hadthe time andthe desire to throw
mugs onthewheel, the potter could easily make ten mugs andthe gallery ownerwould give her $100.00. Sometimes, if she was sick, or busy
atwark, or justdidn’tfeel like throwing mugs, she wouldthrow only eight, and she was satisfiedwith the $80.00 she earned. Ifthings were really
busyfor her, and she could onlythrow six mugs, she figuredthat $60.00 was good enough; after all, itwould pay forthis maonth's cell phone bill
Deciding for herselfhow many mugs to throw meantthat she was her own boss, and she was perfectly happywith getting paid for whatever
number of mugs she feltlike throwing on the wheel The gallery ownerwas happy because he believedthat potters oughtto make theirown
decisions abouthow many mugs they wanted to throw and how much moneytheywantedto earn; he believedthat everyone should be in
charge of theirown lives. So, allin all, itwas a greatdeal for all involved

This Class Has A LearningContract Based OnThe Number Of Products You Create

Alearning contractis sometimes a good option for students because it gives them flexibility in choosing how they wantto utilize the courses
they take at college and how much time and effort they wantto putinto their education. Essentially, itis a contract between you and your
professorinwhich you agreeto meet deadlines and do a certain amount of work for a stated grade inthe course. Many technical writing,
journalism, and creative writing classes also use such contracts. The learning contract below gives a description ofthe requirements you need
to complete in order to receive the corresponding grade inthis class. You are invited to read it and considerwhether ornotthis particular online
class andlearning contractis something you wouldlike to do. If so, you can copythe contract page, indicate the grade, fillinthe requested
information and email itto the instructor today.

How This Learning Contract Works For You

Atthe end of the course, ifyou have kept up with the schedule and metthe requirements forthe grade you signed up to receive, then you will
receive that grade. Ifyou fail to meetthe contract's requirements, then you will getthe grade level thatyou did meet Forinstance, perhaps you
signed an agreementto complete the worknecessaryfora B, but because you were busy with other commitments orjustdecidedto dothe
work that corresponds to the Crange, you will getthe C. On the other hand, ifyou exceed the requirements you originally agreedto meetand
actually met all ofthe deadlines and requirements forthe nexthighest grade, then you would receive the higher grade.

Learning Products For This Class : response papers on essays from Mirror on America and on sources usedin projects, threaded
discussions of class readings, online peer critiques ofrough drafts, online conferences, 900 word basic project on your participationin a
popular culture activity, proposal for alonger project, a 1500 word paper onthe way popular culture reflects your profession.

College Writing Contract Requirements
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To receive a grade of D or F in College Writing: | agree that | was notafunctioning member ofthe class ordid not continue to be one, and
did not communicate with Dr.’ to discuss ways to improve attendance and other aspects ofthe workin English 101, or, after
communicating with Dr . did notfollow her suggestions.

To receive a “C" in College Writing, | agree to follow the schedule to accomplish the following:

1. Complete the following Modules: Learning Contract, modules 1-9, Works Cited, 2 Critiques, Writer's Reflection, Proposal.

2. Create a 900 word paper aboutyour participationin a popular culture activity (including on line communication with Dr. ,rough draft,
online peer critiques, and writer's reflection J; revise project and writer's reflection until satisfactory levelis met{as indicated on grading
standards)

3. Write a 2 page proposal and do preliminary research for a longer project on the way popular culture reflects your chosen profession; revise
proposaluntilitis satisfactory (as evaluated by Dr. )

To receive a “B" in College Writing, | agree to follow the schedule to accomplish the following:

1. Complete the following Modules: Learning Contract, modules 1-11, 4 Critiques, Writer's Reflection, Proposal

2. Create a 900 word paper aboutyour participation in a popular culture activity (including on line communication with Dr. ,rough draft,
online peer critiques, and writer's reflection ); revise project and writer's reflection until s atisfactory level is met(as indicated on grading

standards)

3. Write a 2 page proposal and do preliminary research for alonger project on the way popular culture reflects your chosen profession; revise
proposal until itis satisfactory (as evaluated by Dr. )

4. Complete a 1500 word printed paper in MLA format about how popular culture reflects your chosen profession (including rough draft, online
peer critiques, writer's reflection); revise project andwriter's reflection until satisfactory level is met (as indicated on grading standards)

To receive an “A” in College Writing, | agree to follow the schedule to accomplish the following:

1. Complete the following Modules: Learning Contract, modules 1-11, Warks Cited, 4 Critiques, Writer's Reflection, Proposal, Final Activity.
2. Create a 900 word paper aboutyour participationin a popular culture activity (including on line communication with Dr. ,rough draft,
online peer critiques, andwriter's reflection J; revise project and writer's reflection until satisfactory levelis met{as indicated on grading

standards)

3. Write a 2 page proposal and do preliminary research for a longer project on the way popular culture reflects your chosen profession; revise
proposaluntilitis satisfactory (as evaluated by Dr )

4. Complete a 1500 word paper aboutthe way popular culture reflects your profession (including rough draft, online peercritiques, writer's
reflection); revise projectand writer's reflection until satisfactory level is met(as indicated on grading standards)

5. Create a Power Point presentation which explores your profession.

In Microsoft Word, highlightthe following document; click Edit, then Copy; type in your answers; Save in Waord as a.doc or.docx file with your
name such as MaryBrownContract Submitassignmenttoinstructor by clicking the Browse button atthe bottom of page, selecting your file from
your computer, then clicking the Uploadthis File button. Youwill geta message FILE UPLOADED SUCCESSFULLY.

Learning Contract for College Writing

Dr.

Department of English

University

| agree to followthe schedule to do all ofthe work required forthe grade of this semesterin Caollege Writing.

| understandthat | will receive a grade that corresponds to the number and quality of activities | complete, as listedinthe class syllabus,
according to the explanations of grade categories and requirements detailed in the contract

| understand that Dr. Ware will keepthis agreement on file for me.

Student's Name

Date Sent,

Student's IUP email address

Student's semester contact phone number Dr.Ware is aVerizon subscriber, solether knowifyou are alsoon
Yerizon.
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1)

2)

3)

4)

5)

6)

7)

8)

9)

Appendix F: Structured Interview Questions

Please begin by telling me a little about your background
(teaching/educational experiences).

Describe your teaching philosophy for me and explain what you believe the
role of multimodal new media technologies should play in the writing
classroom.

Which technologies have you found most useful in the college writing
classroom? Describe how you have utilized them to support instruction.

How did you determine which technologies would be used? Explain.

Have you undergone any training that has prepared you to utilize new media
technologies? If so, please describe these experiences for me.

What are your goals for your first-year college writing courses?

As you planned your course agenda, what skills did you expect your students
to have in order to successfully complete this course? What influenced these
expectations?

What technologies did you use to create course materials?

What technologies did you expect your students to use to complete the
required coursework?

10)What role do multimodal writing assignments and/or multimodal texts play in

your classroom? Explain their overall importance.

11)Describe some of the major influences that governed your instruction

throughout this course.

12) As | analyze the data gathered from the classroom observations, is there

anything that you feel | should be aware or any specific feedback you would
be interested in receiving from me?
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