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ABSTRACT
“Developing a Multimodal Pedagogy” explores the adaptation process of multimodal strategies
into pedagogical practice. This research attempts to examine the relationship between
multimodal assignments and creativity, and then use that relationship first as a model for revising
a multimodal assignment to better meet the needs of students within the composition classroom.
The research next investigates the effects of embracing multimodality and creativity as a
pedagogical practice that influences both large-scale course design and minute day-to-day
pedagogical choices. The research concludes that multimodal and creative practices are
necessary elements within the post-secondary classroom and that an acceptance of these
practices will lead students to develop more significant and transferable skills and become more
engaged in the classroom.
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CHAPTER 1: INTRODUCTION
1.1 Overview
When I was a student, I dreaded “creative assignments.” When my ninth grade English
teacher assigned students to select one of three creative projects – make a board game, a
documentary, or a symbolic work of art – I rolled my eyes and asked if I could just write
something instead. I envied my peers whose artistic talents would shine with their elaborate
models of Odysseus’ journey from The Odyssey or their impressive fictional documentary of To
Kill a Mockingbird. I was, decidedly, not creative.
So, when in my first year of teaching at Wichita State University, I was told to assign my
students a multimodal assignment where they could do things like draw a graphic novel, create a
soundtrack to a novel, or craft a film, I was not thrilled. In fact, I believe I rolled my eyes.
Although one year of teaching middle school and three years of teaching high school prior to
beginning my graduate school career at Wichita State University had helped me embrace some
creative elements within my classroom, I was shocked – and somewhat dismayed – to witness
these creative and multimodal elements required on my post-secondary syllabus. As I reviewed
the requirements of the assignment in the workshop prior to my first semester as a graduate
student, I reflected on my own first composition course, completed in 2011 – not that long ago, I
told myself. There were no multimodal elements and certainly few attempts to engender
creativity within students, or, at least, not that I remember. Of course, I don’t remember much
about that first composition course, and perhaps that is indicative of the problem. Regardless, the
idea of a multimodal assignment in the composition classroom felt new and daunting.
However, as the semester progressed, and I took my students through the traditional
writing assignments the proceeded the multimodal assignment, I felt myself begin to anticipate
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the assignment more. And when, in my practicum class we discussed the assignment, I felt
myself become more invested in its execution. I began to wonder how to best present this
assignment. I considered what students could gain from such an exchange, and how I as their
instructor, might ensure such gains occurred. What happened, I guess, is what happens to most
teachers when a pedagogical change is rolled down from the “higher-ups.” I resisted at first, and
then decided to make it work, and see how incorporating multimodality could really help my
students. What resulted, however, was unanticipated, as my experience with multimodality
resulted in a total pedagogical shift in my perspective and practice.
1.2 Fall 2016: Multimodal Inspiration
At Wichita State University, as at most institutions of higher learning, graduate students
who teach the introductory composition courses are given a set of curricular instructions to
implement in the classroom. While the day-to-day lessons of graduate students vary, the overall
nature of the course is consistent with each instructor using the same assignments and rubrics. In
Fall 2017, this meant that every graduate teaching assistant would, for the first time in the
composition program’s history, assign a multimodal assignment.
The multimodal assignment (see Appendix A) created for the composition courses gave
students several prompts that paired a topic with a medium. For example, Option A in the
assignment instructed students to create a graphic novel that reviewed students’ experience with
a culture or tradition. Option D allowed students to create a soundtrack for a text of their
choosing. Each option focused on a different combination of texts and images to facilitate a
multimodal experience for the student.
The fact that this was the university’s first semester implementing such an assignment
seemed an invaluable opportunity to me in terms of research. This unique assignment could
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provide an interesting point of information-gathering in that I could get authentic, first-time
reactions of students who would never have been influenced by peers from previous semesters or
myths circulating campus.
I, with the approval of the writing director, decided to conduct a small study within the
department. I first decided to provide my students with the opportunity to complete a small
optional survey and hold a class discussion, both reflecting on the effectiveness of the
multimodal assignment. The optional survey (see Appendix B) had seven statements that
students could rate for truthfulness from a one to a seven. The discussion was held shortly after
the assignment was due, and after the completion of the survey, and was informal in nature, with
students openly stating their responses in a group setting to my questions about their feelings
over the assignment.
In their verbal responses, some of my students expressed a great deal of excitement over
the multimodal assignment. These students were the ones who took the assignment as an
opportunity to explore one of their passions within the composition classroom. One such student
who had opted for Option D of the assignment, remixed his previously written compare-contrast
essay into a YouTube video that he published on his own YouTube channel, a channel already
replete with his friends’ humorous exploits. This student loved the assignment, and his
excitement was evident within the final product he produced.
However, many other students had a different and less-fulfilling experience. In a
discussion after the assignment, several students felt like they did not leave the multimodal
assignment with any identifiable skills. Many students complained that the prompts felt limiting
or confusing. They also complained that the wide variety of prompts made the assignment
increasingly confusing, and as it seemed that some prompts were easier than others – namely
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Option E, the soundtrack to a novel option – it was hard to gauge what qualified as the required
“five pages worth of work.” The students also expressed great concern over the grading process.
They felt that the rubric was mismatched to the assignment and many of them were concerned
that their grade would not reflect the effort they put in to the assignment, or conversely that
someone who put in far less effort would end up just as successful as they hoped to be.
Additionally, while students verbally did not complain about lesson plans, in the quantitative
data many students marked a 1 or 2 in response to the statement “The lessons my instructor
implemented were effective in teaching the skills necessary for the multimodal assignment.”
This indicated that many students were unable to make connections between the assignment
itself and the lessons intended to teach the skills necessary to complete the assignment. Finally,
in the quantitative data one of the lowest scoring statements was “I understood the purpose of the
multimodal assignment.” This indicates that many students did not understand the philosophical
justification to multimodal assignments and therefore did not internalize the general lessons
intended from the experience.
This feedback from students piqued my interest, particularly the response that students
were not able to identify the skills or purposes attained from the assignment. As an instructor,
receiving this feedback was disappointing, but wholly unsurprising. As we progressed through
the unit, I’d sensed the disconnect happening, but was not quite sure how to address the issue. I
decided that to better understand the situation surrounding this assignment, it would be
appropriate to seek out feedback from my fellow instructors to gauge whether they had similar
experiences in their classrooms.
To gather this information, I sent an open-ended questionnaire out to my fellow graduate
teaching assistants (see Appendix C). My peers completed the form and returned it to me via
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email. I also held a series of informal interviews with my peers to discuss the pedagogical
choices they made during the unit. The feedback received from my fellow graduate teaching
assistants showed a strong relationship between my student feedback and their own feelings. One
such point of intersection between student instructor feedback was the prompts. Like the
students, several of the instructors felt that the prompts were either too varied or too limited and
therefore made changes in their instruction. Many of the instructors broadened the expectations,
allowing students to write about any content they chose. One instructor, Cole Ethington, simply
told his students that they should just select two modalities and intersect them. He posed the
prompts to students but then said that students could have more freedom with content and
modalities per teacher permission. Ethington explained: “So, in essence, I went for the vague and
open ended route. I feel strongly that the students who got into the assignment were allowed
more room to push their final projects; and that those who were just going to blow it off anyway,
did that.” In contrast to Ethington, another instructor, Jose Intriago-Suarez, proceeded in the
opposite direction and limited the student’s prompts to only two prompt options. Intraigo-Suarez
justified his choice by stating, “I limited the choices for students as to avoid the problem of some
misunderstanding the prompt.” I think this varied response to the prompt by instructors links
again back a disconnect between knowledge of the assignment and knowledge of the purpose of
the assignment. While the instructors were all able to grasp the purpose of incorporating a
multimodal assignment in the composition classroom, it seemed that many of them lost sight of
that purpose in its implementation. I include myself in this assessment. It seemed as I taught this
multimodal unit, I frequently lost sight of the goal of multimodal assignments, and instead just
tried to teach “film” or “podcasts” rather than lessons targeted to the development of
transferrable skills.
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Reflecting on the experiences of my peer-instructors and my students, I concluded that
the multimodal assignment should be revised. My original primary goal in this revision was the
craft a multimodal assignment that could first result in student growth in writing. I also wanted
students to gain identifiable skills from the multimodal assignment. Finally, I thought my
revision could aid other instructors in adapting multimodal assignments to their own composition
courses and potentially beyond.
What resulted from my revision efforts was both more and less than what I initially
expected. My experience is catalogued in the following chapters. Chapter 2 serves as a literature
review, discussing both the origins of multimodality, the purposes of multimodal assignment,
and some introductory elements of my approach to multimodal assignments and the theoretical
support founded from them. Chapter 3 reviews the effect of my initial revision of the English
101 multimodal assignment, covering the revision process and some of the scholarly justification
behind the changes. Chapter 3 then reviews the effects of my revision and discusses conclusions
drawn from the process. Chapter 4 discusses what resulted from my efforts catalogued in
Chapter 3, which was an extension of my multimodal efforts beyond the composition classroom
and into my general pedagogical practice which is understood from my process of developing
and implementing an introductory literature course. Chapter 5 is then a discussion of additional
extension and opportunities for further research particularly to multimodal pedagogical practices
in online classes. Chapter 5 will also discuss challenges to multimodal practices in various
settings. In my conclusion, I will then summarize the general conclusion instructors may draw
from my efforts in this thesis.
In constructing this thesis, I found myself at a crossroads of scholarship. Composition
theory, creative theory, education principles, and literary instructional philosophies all appear in
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this project. In my research, I have found that many scholars are invested in the boundaries that I
am going to blur in my exploration. However, I have blurred these boarders because for me, they
do not exist. As an English Literature Master’s candidate, I have taught composition courses and
literature courses. I also spent four years in secondary education. In that short time, I taught
seventh, ninth, tenth, and twelfth grade English, as well as creative writing. My six years as a
successful instructor have been built on adaptation and remix, as, I believe, most in-the-trenches
pedagogy does. I believe that philosophical boundaries are meant to be blurred by the very reallife needs of our students.
I have also taken this boundary-blurring approach in the structuring and writing of this
thesis. While I am certainly engaged in the formal and scientific research process, I could not
move away from the personal narrative that developed through my experience. My writing is
therefore a blend of both formal scientific writing and personal narrative. In executing this
blended writing process, I looked to precursors such as Mike Rose’s Lives on the Boundary and
Wendy Bishop’s “Places to Stand: The Reflective Writer-Teacher-Writer Composition” as
models in writing and justification in execution.
The goals of my thesis are both practical and philosophical. I believe that readers,
particularly my fellow instructors, will gain some practical ideas of how to incorporate
multimodality more extensively within their classrooms. Readers will also be able to appreciate
my recorded process of revision, creation, and revision again, as the process of I demonstrate
will hopefully be able to be replicated in classrooms other than my own. Finally, I believe
readers will gain a better understanding of multimodal pedagogical practice, both in the
theoretical justifications behind the practice, as well as the philosophical and scientific
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reasonings that have proven to me, as it will prove to others, that multimodality deserves to hold
an essential role in any composition or literary pedagogical practice.
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CHAPTER 2
LITERATURE REVIEW
2.1 Multimodality: Changes in Communicative Practices, Economic Demands, and
Multicultural Representation
For most scholars, the advent of multimodal literacy aligns with the rise of digital
technology and society’s increased dependence and existence in that digital world. In 1996, the
New London Group published an article entitled “A Pedagogy of Multiliteracies: Designing
Social Futures.” This publication proved to be a landmark document that heavily influenced
scholars and instructors to change their curricular strategies to include more multimodal
elements. Primarily, “A Pedagogy of Multiliteracies” argues that digital technology has changed
daily communicative practices and that “new communications media are reshaping the way we
use language.” The pronoun “we” implies not just the scholars involved in the New London
Group, but individuals in every profession, especially students, have changed their
communicative practices to adapt to the modern advent of digital technology. The New London
Group then points out another dramatic shift that has happened simultaneously with this shift in
communication; within the economic field, there has been “a division of labor into its minute,
deskilled components is replaced by ‘multiskilled,’ well-rounded workers who are flexible
enough to be able to do complex and integrated work” (64). As stated, the group notes that the
once omnipresent emphasis on specialization has reached an end and is replaced by an emphasis
on “flexible” and “well-rounded” individuals who can adjust and adapt to the constantly
changing rhythm of the fast-paced technological world, and be a creative, contributing member
of that world.
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In addition to economic shifts, the New London group also discussed the dramatic change
technology has brought in terms of representation: “The new multimedia and hypermedia
channels can and sometimes do provide members of subcultures with the opportunity to find
their own voice. The technologies have the potential to enable greater autonomy for different life
worlds…” (70)./ This suggests that “subcultures” that had previously been underrepresented, or
perhaps not represented at all, have found new opportunities for exposure and interaction with
the advent of new media. Recent social media trends point to the truth behind the New London
Group’s prediction. Members of “subcultures” have found new avenues to expression and
increased voice. Paublo Gerudo confirms that this prediction made by the New London Group
has made in his text, Tweets and Streets: “In a way, modern media have always constituted a
channel through which social movements not only communicate but also organize their actions
and mobilize their constituencies” (4). Both of these studies confirm the notion predicted by the
New London Group that new technologies will provide increased voice for subcultures.
The shifts identified by the New London Group – changes in communicative practices,
economic demands, and multicultural representation – caused the group to conclude that the
English and composition instructional field must adapt to meet the demands of modernity. One
adaptation the New London Group suggests is to embrace different forms of text, or
multimodality, within the English classroom. In terms of communicative practice, this
acceptance of multimodal text allows the composition classroom to stay current with students’
experiences. Multimodality also shifts the focus of the English classroom from the banking
model identified by Friere—rote memorization and repetition—to an emphasis on skills such as
analysis and decision making. These skills will create scholars prepared to meet the demands of
the new global economy identified by the New London Group. Finally, as far as multicultural
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representation, multimodality encourages students who are members of the subcultures to
participate in the quest for better representation. Multimodal texts push instructors to search
outside the traditional canon for texts and will increase the exposure of students to subcultures
not typically represented by the canon. So, embracing multimodality will, as the New London
Group indicates, allow instructors to meet much of the requirements of modern society.
In addition to encouraging instructors to accept multimodality, The New London Group
invited instructors to craft a “situated practice.” Carey Jewitt explains in the later article
“Multimodal and Literacy in School Classrooms” that situated practice “involves the immersion
in students’ experience and the designs available to them in their life worlds” (248). Many
instructors interpret Jewitt’s recommended “immersion…in their life worlds” as a reference to
students’ technological world, but this immersion really means working with students in worlds
they are familiar with and building bridges between students’ familiar spaces and the lessfamiliar realms of academia. Multimodality is a key in crafting these bridges with situated
practice. Students regularly interact with texts other than the written word, and so utilizing new
modes will craft a stronger situated practice. The New London Group’s encouragement to
embrace multimodality to meet new demands of modern society and to craft situated practice
provided one of the initial motivations for instructors to embrace multimodality in the English
and composition classroom.
Since the New London Group, multimodality has become more accepted in the academic
world on both the secondary and post-secondary level. In the post-secondary world, there has
been overarching institutional support of multimodality. In January 2011, the council of Writing
Program Administrators (WPA) published the document “Framework for Success in
Postsecondary Writing.” This document was published as a collaboration between the WPA, the
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National Council for Teachers of English, and the National Writing Project. These overarching
organizations produced “Framework for Success” to outline the main goals of the composition
classroom on the postsecondary level. This document represents institutional acceptance of
multimodality with the section entitled “Composing in Multiple Environments.” This section
explains, “Composing in multiple environments refers to the ability to create writing using
everything from traditional pen and paper to electronic technologies…. As electronic
technologies continue to spread and evolve, writers (and teachers) need to be thoughtful,
effective users who are able to adapt to changing electronic environments. For example, a writer
might be asked to write a traditional essay, compose a webpage or video, and design a print
brochure all based on similar information” (10). The document’s acknowledgment of the how
technologies “spread” and “evolve” indicates an understanding of global trends similar to those
identified by the New London Group. These administrative organizations have dealt with said
trends by indicating an acceptance of multimodality in an institutionalized manner. While these
groups maintain an emphasis on “the writer,” they recognize the value of adaptation and
acceptance of mediums of communication outside of the traditional written word. One can see
this acceptance in the rise of presentations focused on multimodal efforts at recent conferences
held by these institutions. For example, at the 2018 Conference on College Composition and
Communication held in Kansas City, there were several sessions focused on multimodality,
including “Multilingual/Multimodal Interactions in Context: Dis/ability, Race, Community and
Culture” and “’Available Means’: Multimodality and Second Language Writers.” These are just
two of several sessions touching on multimodality, providing evidence of an institutional
embrace of multimodality in recent years.
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Not all composition scholars, however, have followed the New London Group in
approaching multimodality as a modern phenomenon requiring dramatic change within English
departments. In Jason Palmeri’s Remixing Composition A History of Multimodal Writing
Pedagogy, he argues that multimodal composition is not a product of the new global trends, but a
tradition throughout the composition curriculum, and any instruction in alphabetic composition is
inherently intertwined with multimodal composition. Palmeri quotes fellow scholar Kristie
Fleckenstein who agrees, “imagery, the incarnation of meaning in various modes and modalities,
is inextricable from ways in which linguistic meaning is taught” (qtd. in Palmeri 9).
Fleckenstien’s emphasis on “imagery” reminds readers that often the sole purpose of alphabetic
texts is to invoke images in the minds of readers, meaning that the two mediums of images and
text are not so distinguished as instructors might believe. Further proving his point, Palmeri later
discusses how students often ask the same questions when composing regardless of the medium
being composed. He writes the following questions as examples:
•

What is my goal or purpose for this text? How do I want people to think or act
differently after they encounter it?

•

Who is my audience for this text and how will I compose it with this audience in
mind? What enthymematic assumptions does my audience have about the world?

•

What strategies can I use to invent ideas for composing this text? What invention
strategies seem to work best for me as a composer? (49)

Each of these questions are applicable whether one is composing an essay or a song and help to
prove Palmeri’s point that the overlap between modalities is vast. In the end, Palmeri argues that
multimodality is not the foreign concept that many instructors believe it to be. In fact, when
articles such as those published by the New London Group emphasize new trends and global
13

shifts as the wellspring of curricular change, they might make the adaptation of new situated
practices more daunting for the instructor. Instead, when adopting a multimodal mentality into a
composition program, Palmeri’s perspective might make instructors more confident and
comfortable in the adoption process.
Regardless of whether one accepts Palmeri’s theories of the history of multimodality,
since the New London Group’s publication and general institutional support of multimodal
instruction, several institutions of higher learning have worked to change curricular practices to
adapt to multimodal expectations. In the article “Going Multimodal: Programmatic, Curricular,
and Classroom Change,” a group of scholars from Miami University record their experience in
adapting a multimodal mentality in a composition program. The groups’ motivations in adapting
multimodality directly align with the goals set forth by the New London Group: “Introducing
students early in their college careers to different ways to making meaning…leads them to a
deeper understanding of modality – that is, towards the ‘functional grammar’ modes, as the New
London Group describes it” (282). These scholars approached incorporating multimodality by
first making an infrastructure change to their university by advocating for greater access to
digital technologies in the composition classrooms. After securing digital access, this group then
worked to change course goals and objectives. They then comment, “The biggest and most
important changes, however, came in our instructor preparation programs. We wanted to ensure
that we did not merely ‘add on’ digital classrooms but fully integrated and supported a digital
pedagogy” (287). The group then pushed out instructor training and saw positive results in the
latter semesters in digital pedagogy. The experience of the group at Miami University
demonstrates that the adoption of multimodal strategies in a composition program is not merely a
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matter of crafting a new assignment but is a systematic overhaul and reinvention of pedagogical
practices.
2.2 Including, but Not Limited to Digital Literacy
However, while the efforts of these scholars to incorporate multimodality is admirable
and instructive, there is a definite flaw in their approach that is identified by the frequent habit of
making the term “digital pedagogy” equivalent with “multimodality.” While digital elements are
of course important to the adoption of multimodal strategies, multimodality should not be limited
to solely digital modes. In fact, the emphasis on digital technology is a significant flaw made by
many instructors, and even by the administrative groups themselves. The WPA’s emphasis on
digital technology within their “Framework for Success” document shows that even on an
institutional level, there is still misconceptions about the nature of multimodality. This
conflagration of multimodality and digital pedagogy could be traced back to the New London
Group’s emphasis on modern shifts in communication resulting from technological advances
being the spur to an acceptance of multimodality. Indeed, the notion of “situational practice”
could be seen as situating writing experiences solely in the digital world in which students
interact. However, just because technology may have motivated the New London Group’s cry
for multimodal pedagogy, it does not mean one needs to ignore the research complied by Jason
Palmeri and other scholars who identify the roots of multimodality not in just technological
trends, but in the field of composition itself.
Jody Shipka directly addresses the limitations of conflating multimodal texts with digital
texts. In her article “Included, but Not Limited to, the Digital: Composing Multimodal Texts”
and in her book Towards a Composition Made Whole, Shipka argues that multimodality should
not be limited to digital modes. Her book, Towards a Composition Made Whole, provides the
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philosophical background behind her argument for expanding beyond digital modes in that she
argues that multimodal composition should include modes outside of the digital because it frees
students to best understand situational communicative practice. She explains, “In an attempt to
free students from the limits of the page, we institute another, limiting them to texts that can be
composed, received, and reviewed onscreen. In so doing, we risk undervaluing the meaningmaking and learning potentials associated with the uptake and transformation of still other
representational systems and technologies” (338). In other words, if instructors limit their
students to only digital modes, then they undermine the notion that messages must be crafted to
their rhetorical situation. For there are, in theory, rhetorical situations that demand a dance or a
live performance, or a sculpture, and while it is not up to the instructor to force those students
into such situations, it is the goal of the instructor to leave doors open, so students may analyze a
rhetorical situation and make their own communicative choices. Additionally, when institutions
place an emphasis on digital literacy over multimodality, they discourage instructors from
adapting multimodal practices because those instructors might feel they lack the proper
technology or resources to properly incorporate multimodal practices into their curricular
practices.
In addition to mislabeling, multimodal curricular changes are often met with resistance
from scholars who see multimodality as blurring the lines of the composition field. In a response
to Cynthia Selfe’s “The Movement of Air, the Breath of Meaning: Aurality and Multimodal
Composing” where she advocates for increasing aural communication and multimodality,
Douglass Hesse poses questions of the limits of composition courses and whether they should
really expand so far in to the realms of other mediums. Hesse states, “I simply submit that there
are ethical as well as rhetorical dimensions to the affordances and constraints of modes and
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media, and that education has long tempered ‘what works’ or ‘what’s interesting’ with ‘what
should be’” (605). Hesse’s response is exemplary of those scholars who respond to multimodal
suggestions with “What about writing?” Hesse also seems to be pointing to the notion of limiting
the composition curriculum, as multimodality can blur the lines between composition and
communication so those within the field are uncomfortable and unclear with how to identify
within the academic field. Rather than address these difficult questions of gray-area, often many
believe that “digital” writing - that to have students’ writings published in a blog or posted in a
wiki – answers the issues brought forth by the New London Group. Even on a broad institutional
level, this conflagration of digital and multimodal is problematic. In the WPA’s “Framework for
Success in Postsecondary Writing” under the section “Composing in Multiple Environments,”
most of the language used is focused on composing in electronic environments. The documents
recommend teachers “use a variety of electronic technologies intentionally to compose” (10).
This language, restricting the suggested “multiple environments” to only the electronic realm,
appears to meet the demands of the new global economy but continues to hold on to traditional,
and somewhat fallacious ideals of the supremacy of the written word.
Multimodal scholars regularly respond to such claims as those made by Hesse, but
Cynthia Selfe responded directly to Hesse and presented several key arguments for the
justification of multimodality. Selfe first argues, “the inclusion of multiple modes of rhetorical
expression, represents a simple acknowledgement that a literacy education that focuses solely on
writing will produce citizens with an overly narrow and exclusionary understanding of the
world” (606). Selfe’s choice of the word “exclusionary” points to the nature of writing as a
privileged state accessible only by those who can afford the education to appreciate it and
inherently excludes the disabled, those who speak a different language, or those who simply
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received an incomplete education. Selfe then additionally states, “I try to design my composition
class as places where students begin the complex process of learning how to make use of all sorts
of design resources…to communicate in rhetorically effective ways” (606). Selfe advocates for
an instructional practice that approaches composition in the sense of rhetorical situations, not just
writing situations. This approach aligns with Jason Palmeri’s own assertions that multimodal
composition is a natural part of the field and has been done throughout years as instructors, and
hopefully students, realize that composing an essay involves a complex decision-making process
that requires an evaluation of the rhetorical situation, not just putting pen to paper. Therefore,
one can understand that multimodal composition engages students in a process of rigorous
rhetorical evaluation and is therefore highly relevant in the composition classroom.
2.3 Rigor and Creativity
Finally, it is rigor itself that is many professional’s last resistance to multimodality, as
many people view multimodal assignments as primarily creative, and thus lacking the necessary
rigor for inclusion in the composition classroom. Shipka touches on this issue in her introduction
to Towards a Composition Made Whole. She relates a time when she presented a workshop
about multimodality and shared a project completed by one of her students. The student had
written a research-based essay on a pair of pink ballet slippers. One of the participants then said,
“I have a question. So where did she put her footnotes? On a shirt?” This loaded question
represents again a resistance to creativity in the composition classroom. She later states: “There
is the potential that these less familiar looking texts will be misinterpreted, ridiculed, or simply
written off as being ‘creative,’ ‘childlike,’ or ‘artistic’ and so considered less rigorous, or less
scholarly than other, more familiar looking texts” (1885). Shipka explains that there is an
inherent resistance to non-written texts because they are creative and therefore less scholarly in
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nature. She then spends much of the rest of her book arguing how multimodal assignments are
intellectual and rigorous as well as creative. Shipka’s text does much to justify the presence of
multimodality in the postsecondary classroom. Her advocacy for a return-to-process theory
coupled with the real-life examples of student growth as evidenced by the interviews and student
samples she includes does a great deal of work in proving the value of multimodal assignments.
However, Shipka’s work also reveals a misconception within the composition field regarding
creativity and its place in the composition classroom.
Shipka’s anecdote demonstrates the notion that most composition instructors do not see a
place for creativity in their classrooms. This notion likely carries over from the long-held belief
that there is a great divide between scholarly composition courses and creative writing courses.
While many instructors and some scholars subscribe to this divide, in recent years many have
begun to recognize that scholarly and creative composition practices hold more in common than
different. In a different vein than the aforementioned article, Doug Hesse in College
Composition and Communication in 2012, wrote about the divide between the creative and
composition field. In his article, Hesse pointed out several reasons for why composition and
creative studies should intersect, but he significantly states “Rhetoric takes many forms in
constituting belief and action. Composition’s current interest in multimodality emphasizes the
ancient ‘available means in any given case’ to focus ALL available means, in whatever media,
or, I’ll add, whatever genre.” He later adds, “The aesthetic has rhetorical force…It may not be
the full-frontal assault of argument, but to imagine it has no effect beyond killing time is to
misunderstand what is actually possible” (48). Hesse is arguing here that composition scholars
must acknowledge the intersection of creative writing and scholarly writing – that they both
fulfill significant purposes, and indeed can to work towards the same purposes. It is significant to
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note that Hesse seems to have somewhat moved beyond his initial scruples with multimodality as
posed in opposition to Selfe, although he does seem invested in the absorption of creative writing
in the composition field and continues to be invested in the written word. Regardless, his
argument for the unification of creative writing points out the “rhetorical force” of the aesthetic,
or creative.
Other scholars have moved beyond Hesse’s acknowledgements and advocate openly for
the place of creativity in the composition classroom. In Patrick Sullivan’s “The UnEssay:
Making Room for Creativity in the Composition Classroom,” the scholar makes a passionate
argument for increasing the level of creative activity in the English and composition classroom.
He first points out that creativity is widely accepted as an essential twenty-first century skill by
both scholars outside of the English field and, significantly, scholars within the field, as the same
“Framework for Success” document discussed before labels creativity as an essential skill for
college students. Sullivan then discusses research regarding the nature of creativity and how
ideas of creativity have changed to accept the neuroplasticity of the brain and the aptitude
everyone has for creative actions. Sullivan continues his argument by stating, “I would like to
see us establish for creativity an even more ambitious and foundational role in our discipline and
our teaching practice. If we theorize creativity as a highly sophisticated and valuable form of
cognition, it must also, then, by definition, be regarded as a necessary and indispensable part of
any curriculum in a writing classroom.” Sullivan’s language that cites creativity as “necessary”
and “indispensable” helps scholars to understand that instructors should not treat creative
assignments as second-rate priorities or “brain-breaks” from actual thought. Actually, it is in the
creative moments of the writing classroom that some of the most strenuous thought processes
take place, as the well-known Bloom’s taxonomy has redistributed the hierarchy of thought
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processes, placing creativity at the top. Therefore, creativity should not be viewed as a break
from rigor, but as one of the most rigorous parts of the English classroom, and instructors should,
consequently, work to incorporate creativity more readily into their classrooms.
Sullivan finishes the argument portion of his article by making the natural jump from
creativity to multimodality: “Part of what we are discussing here can also be theorized simply in
terms of twenty-first-century literacy, rhetorical knowledge, and the public function and
situatedness of writing. Here we would be championing rhetorical dexterity.” Sullivan’s
comment demonstrates the significant connection between multimodality. Multimodal
assignments teach students to adapt and create in multiple rhetorical settings, or develop
rhetorical dexterity, a term Sullivan credits to Elizabeth Wardle. This rhetorical dexterity mirrors
the actual neural functions of the brain, as researchers now realize how much plasticity the brain
must adapt to new stimulations and situations. By placing students in rhetorical situations where
they must navigate and adapt not only their writing, but the mode of communication, we are
encouraging neural plasticity and the development of creative skills.
This connection between multimodality and creativity may seem obvious, yet scholars
continue to resist embracing this connection. While Shipka creates a passionate argument for
multimodality in Towards a Composition Made Whole, she resists the natural connection
between creativity and multimodality by spending most of her book arguing why multimodal is
an intellectually rigorous activity and is not “just” creative. This mentality negates so much of
the research done on the benefits of creativity and continues the needless segregation of
composition from anything creative. If instructors instead embrace the fact that multimodality is
inherently connected to creativity, and that cultivating creativity is one of the main goals of
multimodal experiences, then they will significantly improve their pedagogical practice.
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2.4 Purposes of Multimodal Assignments
What the discussion of the previous two sections really reveals in terms of multimodal
pedagogical practice is that often the true purpose of multimodal assignments can become lost in
the seemingly many moving parts. This disconnect could be traced back to the conflagration of
“digital pedagogy” and “multimodality” as discussed previously. Additionally, Instructors can
lose sight of the purpose of multimodality and become caught up in the minutia of teaching
different mediums. Teachers might spend an overabundance of time teaching students how to
navigate certain infographic websites or spend instruction time reviewing how to edit film on
iMovie rather than focus on the true purposes of the assignment. Indeed, in my own execution of
the unit that first semester in Fall 2016, I divided my classes into mediums where we explained
film one day, photo essays the next, and graphic novels the last day, and between these classes
there was little attempt at identifying overarching skills that could transfer between mediums.
Like me, in the process of opening the gates to new mediums, many instructors lose sight of the
goals of their multimodal assignments because we become distracted with implementing new
technologies or instructing in new mediums rather than developing new skills.
The question of course remains, what then is the purpose of a multimodal assignment in
the composition classroom. This answer is explored in Tracy Bowen and Carl Whithous’
introduction to Multimodal Literacies and Emerging Genres: “The contributors [to this volume]
consider how understandings of genre and media can be used in classrooms to help facilitate
students’ development as writers able to work across modes and across genres” (Bowen and
Whithous 3). Simply put, the authors in this volume believe that negotiating new genres will
improve student writing abilities because they will have a higher level of understanding of genre.
Students who understand genre and how genres are selected due to rhetorical situations will
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likely be able to better express themselves because they understand the rhetorical purpose. Any
instructor who has struggled helping students transition their writing style from a narrative and
more informal text to a formal argument essay can appreciate how important it is for students to
understand rhetorical situations and genre. Some scholars support this purpose and extend it.
Shipka’s Towards a Composition Made Whole argues for a paradigm shift in accepting multiple
genres and mediums as a natural part of the composition process. She points out several purposes
behind the multimodal approach, such as, developing a “more richly nuanced views of literacy,”
and that these assignments and new framework, ‘provides us with opportunities to “remediate
our actions by changing our tools and the way we share them with others’” (Shipka 1064).
Following Shipka’s model, multimodal assignments develop a student’s thoughtfulness and
reflective nature in order that they might “remediate” their actions. These are some of the skills
that I felt disappointed that my students missed in Fall 2016. As the benefits of reflective skills
are transferable and extend to all aspects of the composition classroom. Students who are
reflective and can make conscious composition choices during a multimodal assignment can
make conscious choices while writing an essay. These same students can use these newly
acquired skills of reflection to make a better presentation for their history class or write a better
proposal in an entrepreneurial business class. Taking these scholarly opinions together,
multimodal assignments are given to craft more compositionally conscious students, and the
design of these assignment should mirror that.
Another important purpose of multimodal assignments is again found in the connection
between multimodal assignments and the external creative theory. External creative theorists
believe that creativity does not happen in a vacuum of individual space, but in the transaction
between the individual and the sociocultural environment surrounding that individual. Karen
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Burke Lefevre states in Invention as a Social Act, “Writers do not invent in a vacuum.
Expectation of society, attitudes fostered by institutions, funding preferences of public and
private agencies, tacit rules about the nature of evidence and procedures for inquiry, and
availability of equipment and materials – these are but a few examples of what influences our
inventions” (78). As Lefevre here asserts, the writer, which is the focus of these external
creative theorists, does not craft a story directly from their own minds – like Athena sprouting
from Zeus’ brain – but instead creates in a space influenced by other individuals and institutions.
Lefevre also discusses the continuum of exchange in terms of creative invention. She states:
“One might think of invention in some cases as moving from a writer’s dialogue with an
internalized other to a collaborative process of inventing with peers in an organization, all the
while influenced by the collective forces of the organization’s goals and the culture’s
prohibitions and expectations” (94). Thus, Lefevre believes this exchange between the writer and
the environment can take place in a range of ways actively – by the writer seeking out interaction
with others during the process of writing, passively – through an internal dialogue taking place
inside the writer’s head while composing, or subconsciously – via the subconscious influences of
overarching and often unidentified institutions, such as the contexts discussed by Stanley Fish.1
It is in the midst of this exchange that the invention occurs.
Additionally, creativity from an individual is further supported by the creation itself.
Take, for example, the progression of the cell phone. The phone’s progression from glorified
house phone to cord-free brick to smart phone and beyond was stimulated by the innovation and
competition between phone companies. For a less capitalistic example, consider the success of
the rise of spoken word poetry. In recent years, particularly since the advent of YouTube, spoken
word poetry has become a movement, with both professional and amateur authors attending
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these events where they share rhythmic poetry, and then return to their homes to craft more, or,
bravely improvise poetry at the same event. This creative exchange demonstrates the true
reciprocal nature of the external creative theory. The individual, the socioculture, and the
creation itself all work together to influence and in the end, create. The figure below illustrates
this exchange.

Figure 1
This model mimics the nature of what Lefevre discusses in Invention as a Social Act in terms of
a continuum. The creative exchange is free flowing between these three elements – the unique
individual, the creation itself, and the socioculture, which in this context suggests the wide array
of external factors that exude influence on a creative figure, as Lefevre discusses in her text.
It is important to note that this creative exchange is not limited to the composition
classroom. This process is replicated beyond the writing classroom and takes place in the
engineering class where a student must determine how to stress-test a recently designed engine.
It takes place in the business classroom where a student must figure out how to pitch a new
product or business plan. It takes place in the music classroom where a student must create a new
work of art. The external creative process additionally transcends the classroom into the
professional world, where people must operate and create within an actively influential
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organization. Thus, this process is a point of development of transferrable skills for our students.
Composition instructors here can not only facilitate this creative process but give students
language to negotiate and understand their own, individualized process, thus empowering them
to better replicate the process in the future. Thus, one of the primary focuses of any assignment
in the composition classroom should be to facilitate this creative exchange.
However, even more than the average composition assignment, multimodal assignments
are particularly geared toward recreating this process. This is due to the nature of the
socioculture in which students now exist. The socioculture can be language- based things such as
a conversation or another text, but in the modern technologically-driven society writers may
dwell in, the socioculture is not limited to just written words. The influential socioculture
involves music, film, images, consumed either consciously through a social media platform
accessed on a smartphone, or subconsciously through a billboard advertisement. These nonlingual elements enter the thought-process of the writer and influence the creative act of writing.
As Palmeri states, “Writers do not think in words alone” (34). Therefore, the multimodal
assignment is particularly geared towards engaging students in the creative process because like
the socioculture in which the students partake, multimodal assignments are not solely language
based, and therefore allow for an even more compelling creative exchange.
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CHAPTER 3
ENGLISH 101: METHODS, DATA ANALYSIS, AND RESULTS
In Spring 2017, I, with permission and approval from the writing director who created the
original multimodal assignment, began the revision process. I was tasked with completing my
revisions in time for the university-specific textbooks to be published in May, so that the revised
assignment (see Appendix D) could be fully incorporated in all English 101 courses by Fall
2017.
I began my revision process with the purposes discussed at the end of Chapter 2 in mind;
I wanted the assignment I designed to improve student writing, refine their reflective skills, and
facilitate a creative exchange. I also kept in mind the original goals of the New London Group,
which was to prepare students for a global economy that demanded flexibility from its workers
and to give voice to those who previously had been denied representation. Finally, I also wanted
the revised assignment to result in more positive responses from both students and instructor
feedback. I wanted students to feel more engaged throughout the process and to be able to define
the skills they gained from the activity. And, I wanted the instructors to feel confident in their
abilities to teach multimodal units and to feel like multimodal assignments belonged in the
composition classroom.
3.1 Methods:
I used the theory I had already research to inspire the start of my revision process.
Specifically, I looked to the model I’d created as inspired by Lefevre’s Invention as a Social Act
as a source of guidance. I ended up making the following model as a visual guide for my efforts:
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Figure 2
This model mirrors Lefevre’s creative process in that each part is derived from the same part in
her theory. The individual remains the same – a unique force of creativity due to personality and
personal experience. The socioculture, as discussed in the external-creative model from Chapter
2, the point of inspiration for the topic of the multimodal assignment. And finally, the product
itself is represented as the selected method of communication or the multimodal innovation.
Similar to Lefevre’s idea of a continuum, these different components interact freely – influencing
one another in both the decision making process and the execution process. This model inspired
me to focus on student choice and transitioning the original multimodal assignment from a very
strict model, with the mediums and topics already tied together, to a more open model where the
students were allowed to select and pair topics and mediums based on their creative intuition (see
Appendix D).
However, I did not want to leave the assignment completely open to student choice. One
of my primary concerns when reading about other multimodal assignments that some scholars
crafted where there were almost no guidelines was that students would feel overwhelmed by the
idea of having to pick both a topic and medium from the vast sea of options.2 I think that so many
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options would be particularly daunting for English 101 students, as for many of them, this would
be their first encounter with such an assignment on a collegiate level. I also think assignments
with such little guidance disadvantage certain groups of students, such as first-generation college
students, who have not operated in academic spaces before and might not be equipped to meet
the unspoken demands of the academic environment. So, I instead decided to provide options. I
provided a list of options for topic selection. I used many of the same topics mentioned in the
original assignment because I felt that the continuity in topic would be helpful for instructors.
Additionally, the topics listed in the original assignment were very grounded in the socioculture
of Wichita State University. These topics connected students to current and community issues
that were either local or personal to themselves. I also believed that making the topics more
specific and not arbitrary helps to ensure an exchange will take place between the individual and
the world around them, as well as make students more conscious of that exchange because they
must literally look around themselves to select a topic.
In addition to the list of topics, I provided students with a list of potential mediums to
select from when designing their project. Again, it was important to allow students to select
which medium would be best suited to their topic to fulfill the purposes of the assignment. In this
case, the pairing of topic to medium helps students to better understand genre, as mentioned by
Bowen and Whithous. A student who selects the recent tobacco-free campaign on Wichita State
University’s campus, must consider which medium would be most appropriate for their topic, as
well as what stance they are taking on the topic, and to whom they are appealing. After these
considerations, students would then understand what genre their project best fits, and perhaps
could apply a similar process in their creative endeavors in the future.
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However, again like the topic selection, I thought it was important for students to have a
limited list of options in terms of mediums because I did not want them to feel overwhelmed
with the endless array of possibilities. The mediums I selected were again inspired by the
original assignment for instructor’s purposes, but also, I believe a good array of mediums that
would push students. I did not want to fall into the problem of limiting students to only
technology-based mediums, so the mediums offered vary from heavily technology-dependent
options such as film and infographics, to totally non-technology-based options such as a live
performance. Such options could be adapted to multiple genres and topics, leaving the space for
students to adapt their projects according to their creative aspirations.
Separating the topics and mediums and allowing students to make their own creative
choices facilitates a creative experience that mimics the model of creativity established by
compositional theorists. However, for the multimodal assignment to fully meet its purposes,
scholars such as Shipka have realized that students must gain a certain level of self-awareness
and reflection while making their creative choices. Shipka states, “I argue that students who are
required to produce ‘precisely defined goal statements’ for their work become increasingly
cognizant of how texts are comprised of a series of rhetorical, technological, and methodological
‘moves’ that, taken together, simultaneously afford and constrain potentials for engaging with
those texts” (2017). Shipka believes that students who produce “goal statements” will become
more “cognizant” of their creative moves and will hopefully result in more successful final
products as students can produce with the end in mind. In my revised assignment, I decided to
have students produce goal statements in the form of a proposal. I left the instructions of the
proposal open to instructor interpretation, but the presence of a proposal is essential so that
students can gain the additional cognizance of genre and their creative moves, which would
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hopefully help students to recognize the skills they are gaining from the unit and address one of
the primary areas of concern from the original assignment. I also think the presence of a proposal
is an opportunity for instructors to create authenticity in their work, as instructors could ask
students to mirror their proposals from a real-life example such as a business or grant proposal.
In addition to a proposal, a reflection is another element of my revised multimodal
assignment that is essential in successfully accomplishing the goals of the assignment. In asking
students to complete a reflection, I join a number of educators who recognizes that reflection is
one of the best ways to enable student learning. Shipka uses reflections as a way for both the
student and instructor to recognize the sophisticated choices and compositional moves students
make in their projects. Erik Ellis in his article “Back to the Future? The Pedagogical Promise of
the (Multimedia) Essay,” discusses his reflective essays and decides that these essays should be
“embodiments of their thinking that enable readers to experience their ideas as they have
unfolded over time” (52). The value of this “embodiment” of students’ thought processes lies in
the connections that students will make between their creative compositional process and the
goals of the assignment, and of course demonstrate an understanding of those connections to the
instructor. The reflection gives the student a valuable time to better understand concepts such as
genre, audience, and skills to be derived from the assignment. Similarly, the reflection gives the
instructor something written not only to grade, but to gauge whether the instructional practices
and assignment has met its goal.
The reflection I assigned in the multimodal project was largely left open to instructor
interpretation. Ideally, the instructors took the reflection and assigned it as a formal written
element to the multimodal assignment. In the assignment instructions, I did communicate some
of the purposes behind the reflection by stating, “You could be asked to explain choices of
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selection and composition. You might also be asked to reflect on skills you developed and how
the skills you use translate to other areas of composition or other fields.” These statements were
designed to encourage both instructors and students to make their reflections meaningful and not
just informal afterthoughts to the assignment. It should also be mentioned that in my assignment,
the reflection is designed to still be secondary to the final multimodal product. In her chapter of
Multimodal Literacies and Emerging Genres, Cheryl Ball discusses an assignment where too
much emphasis was placed on the reflection: “This is not an assignment I have chosen to repeat
because most students’ discussions of their literacy practices were demonstrated better in the
written design justification than in the final texts, and that runs counter to my purpose in teaching
multimodal composition practices” (26). This reflection by Ball shows that sometimes the
reflection can usurp the multimodal assignment itself, and that is problematic. The final
multimodal product should reflect the effort described in the students’ reflections. If the
reflections discuss a level of comprehension or skill that was obviously not replicated in the final
product, then the student has likely not fulfilled the intended goals of the assignment. To prevent
this from happening with my assignment, I encouraged instructors to define the percentage of the
grade the reflection and proposal would have when first giving the assignment. In further
revisions of the assignment, and adaptations in other settings, I created a separate rubric for the
reflection that showed its value in comparison to the multimodal final product.
The final addition in my revision of the multimodal assignment was to revise the grading
rubric. The grading process was one of the most complained about components of the
multimodal assignment from both instructors and students in that first semester of Fall 2016.
Both students and instructors struggled to adapt the given rubric to the assignment at hand.
Grading multimodal assignments in general is frequently problematic because the final products
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are so varied in nature and by nature some mediums require greater effort than others. For
example, a student in my first semester made a film adaptation of an essay he had previously
written in class. In his reflection, he discussed the many steps he’d taken to complete the project.
He had written a script, cajoled friends to volunteer to help, organized those friends, filmed the
scene, played a part in the film himself, and then edited the entire project. His multimodal
assignment took him a great deal of time and effort. In contrast, a fellow student in the same
class produced an infographic about endangered animals. This student used Piktochart, an
infographic generation website, and in her reflection admitted to spending only a few hours on
the entire project. Both projects fulfilled the requirements, and both projects received an “A.”
But as I was grading, I felt a twinge of conflict as I felt that the first student deserved more than
just an “A” for his above-average effort. This enters a difficult zone of grading theory in general
– should the product outweigh the effort? Or the reverse?
To address this issue, in my second semester of teaching English 101, I decided to
discuss the grading issue directly with my students. Two class periods into the multimodal unit, I
held a discussion with my class about the nature of the multimodal assignment and the grading
process. While we acknowledged that departmental requirements meant I as the instructor had to
adhere to the original rubric, we decided to come up with our own alternate rubric that would
better help guide both the students in their creation process, and myself in the grading process.
As a class we created a rubric with the following categories: Message/Purpose, Organization,
Production Value, and Written Mechanics. We also distributed the points according to which
categories we found to be the most important. We then took the rubric we created and discussed
how it could be adapted to the original rubric. After this exercise, we viewed example projects
and graded them as a class using both rubrics so our ideas of success were aligned. This exercise
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alone resulted in a dramatic improvement in the responses from students about grading. In a
short, written reflection after the assignment, students expressed that because of this activity,
they felt like even though the rubric might not have aligned with their ideal grading situation,
they were able to understand what to expect and better focus their efforts on what mattered most.
I also benefitted a great deal from this lesson experience as it guided me in my revisions of the
current rubric. While I considered briefly attempting to convince the writing director to abandon
a rubric all together, the value of a rubric is still significant in terms of alignment between
instructors. Holistic grading is unrealistic in terms of most writing programs who seek for some
level of consistency between first year composition courses. Additionally, the writing director
decided that he wanted the rubric to remain consistent with the other assignments which were
organized by six traits of writing. I therefore created a rubric (See Appendix E) divided into the
same six traits, but with each trait separated into two categories – one that defines the categories
in terms of the written assignment, and one that defines the categories in terms of a multimodal
assignment. Of the adaptations I made, the one that I feel was most effective was using my
students’ idea of “Production Value” to add some element that could gauge the efforts of the
students who used particularly difficult mediums to communicate their message. Overall, the
revised rubric would guide both students in their development process and instructors in the
grading process.
3.2 Data Analysis & Results
The revisions made to the multimodal assignment were published and implemented in the
Fall 2017 semester, one year after Wichita State’s first attempt at implementing a multimodal
assignment. Individually, as with most graduate students, my teaching circumstances were
dramatically different from Fall 2016 to Fall 2017. In Fall 2017, I taught two sections of online
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English 101. The revised multimodal assignment was implemented online as well, and I while I
saw some positive shifts in the assignment, I felt that gathering information from my peers would
be important to grasping a non-biased opinion on the effects of the revisions. Most of the
instructors for English 101 were first-year graduate students who had as little experience with the
multimodal assignment as the previous year’s instructors. This is an advantage when evaluating
the revisions because the lack of experience can be understood as a kind of control in this
multimodal experience.
I sent the English 101 instructors from Fall 2017 the same optional, open-ended
questionnaire that I had sent to my peers the previous year. Overall, the instructor feedback was
positive. Where as in the previous year, instructors expressed a level of discomfort and
displeasure with the multimodal unit, instructors from Fall 2017 expressed a great deal of
satisfaction towards the assignment. Most instructors felt that their students were successful in
their efforts and that the unit had an important purpose in the classroom. One instructor stated:
Perhaps the greatest benefit I could see from teaching the Multimodal Unit was the
inclusiveness towards first generation and minority college students. Many of my
students chose their own family heritage, culture, or origin for their “thesis” for their final
project. I also liked that this format allowed my students who struggled with writing to
really soar to great heights of achievement by expressing their thesis in something other
than purely alphabetic text. (Yenser)
This effect of reaching marginalized students is one of the most important effects of a
multimodal unit and demonstrates that this assignment helped to reach the identified goals of my
assignment which aligned with the goals of the New London Group when they first called for the
revolutionizing of the compositional world in their landmark publication.
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Another instructor, who had the rare opportunity of teaching English 101 in-person two
semesters in a row, also discussed her positive experience with the revised multimodal
assignment, focusing on the proposal element. She stated:
I think the most helpful additional to the multimodal assignment was adding a
proposal. This gave me a chance to show students how to structure a proposal and screen
some of their ideas, but it also gave students a chance to really think about the purpose of
their project. A lot of the students I had last semester were happy with creating a
multimodal project, but many of them fell short because they didn’t have a clear purpose.
With the proposal, students were required to think about why they were creating an
infographic on tobacco use on campus, rather than just throwing one together for the sake
of meeting assignment requirements. (Stewart)
This instructor’s feedback indicates not only the significance of the proposal but also of how the
revised multimodal assignment enabled students to consider elements such as purpose, which
would lead them to be more reflective in their rhetorical choices. Honing this reflective ability
was one of my primary goals of the assignment, and this feedback from the instructor
demonstrates that this was, in some ways, accomplished.
Finally, another instructor reported the positive experience he felt was cultivated in his
classroom because of the multimodal unit:
Most of the projects I received were pretty great; I stressed the effort and compositional
elements over the written elements of this essay and they seemed to react positively. I
allowed them to set their projects up in a World’s Fair-style exhibition and they enjoyed
having a day to show off their work and to enjoy everyone else’s work. (Parker)
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This response indicates a few things about the assignment. First, the instructor notes that students
reacted positively to his emphasis of compositional efforts rather than written efforts. This
positive reaction is hopefully a reflection of the students’ enjoyment of the ability to engage in
the creative process. Students, in this revised assignment, took parts of themselves and their
surrounding socioculture and engage with it in a meaningful way without limiting their
experiences to the written word. I hope this positive reaction is an indication of students’
satisfaction at being able to express themselves in a more honest and creative manner.
Additionally, this instructor’s feedback hits on another unintended benefit of the multimodal
assignment. The instructor states that his students enjoyed sharing their work with their peers in a
“World’s Fair-style exhibition.” This indicates that the students enjoyed participating and
engaging socially within the classroom, and points to the idea that multimodal assignments could
potentially be linked to increasing student engagement and activity within the composition
classroom.
I am inclined to believe that such a link exists because of my own experience with the
multimodal assignment, where even in the semesters prior to the revision process, students
seemed more engaged with each other after the multimodal unit. In Spring 2017, while in the
midst of my revision process, I ended up incorporating some elements of my revision in my own
classroom that semester, such as opening up the assignment by allowing students to select the
topic and pair it with whatever medium they preferred. My class that semester was an eight-week
session with only seven students. We met twice a week for two hours, and the class had been a
struggle to endure, as most of the students were quiet and from dramatically different walks of
life. However, once the multimodal unit began, my students became vastly more invested in the
class. Rather than walking into silence when class began or passing the break period on their
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phones, my students discussed their multimodal assignments, questioning their rhetorical
choices, and critiquing each other’s ideas. The unit gave my class an almost “Breakfast Club”like experience, and by the end of the semester we were all sad for the class to end. This
experience, paired with feedback from other instructors such as those listed above, caused me to
believe that there could be a strong link between a well-designed multimodal assignment, and
facilitating greater classroom participation and fostering a better classroom environment. Such a
link indicated to me that the potential influence of multimodality could extend far beyond just
one assignment and revolutionize my whole pedagogical practice.
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CHAPTER 4
ENGLISH 230: METHODS, DATA ANALYSIS, & RESULTS
By Fall 2017, when my revised multimodal assignment was being implemented, I found
myself in an informal conference with my advisor when he questioned how my project was
progressing. I struggled for a few moments to grasp the right way to express some of the
frustration I’d been feeling when an image sprung to mind: “It feels like a pancake.” Puzzled, my
advisor asked me to explain. I obliged and expressed how even though I’d structured my project
in a very formal and scientific manner in my mind, the influences of my project kept expanding.
I realized that the design of one assignment had limited effects and the controls of such an
experiment were very vast in an educational space. I felt the urge to institute new instructional
professional development, so instructors would be even better prepared to execute the
assignment. I also wanted to explore how multimodality functioned in other spaces than the
composition field – how could multimodality affect a college-level literature classroom? How
could it affect instructor’s efforts in an online space? Beyond these curiosities, as I worked to
redesign the multimodal assignment for the WSU English department, I realized that if I were
going to successfully incorporate a multimodal assignment, I would need to prepare my students
by incorporating multimodality throughout the rest of their course experience. It turned out that
embracing multimodality had a ripple effect and influenced my curricular choices, from largescale course design down to minute elements of lessons.
The large-scale effect of multimodality on my pedagogical practice perhaps may seem
obvious to some scholars, as many of those who write about multimodality discuss at least
briefly the impact it can have on day-to-day classroom procedures. The scholars who composed
the aforementioned “Going Multimodal” state, “We wanted to ensure that we did not merely
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‘add on’ digital classrooms but fully integrated and supported a digital pedagogy” (287). The
phrase “fully integrated” hints at the expectation of significant change resulting from the
incorporation of multimodal (incorrectly termed “digital pedagogy”). Similarly, Erick Ellis in his
article references his “Unessay,” the multimodal assignment he designed, when explains, “If we
design and scaffold our essay assignments carefully, we can enable students to explore their
thoughts, to give birth to interesting ideas…” (50). Ellis’ suggestion that instructors “scaffold”
their multimodal essay assignments hints at the need for a wide array of multimodal assignments
in the classroom to prepare students for success. However, while these scholarly efforts imply a
general acceptance of multimodal activities, none really encompass the dramatic shift
multimodality can make in daily pedagogical practice.
This daily pedagogical shift is accomplished more in the spirit of what scholars such as
Palmeri and Shipka express. Palmeri argues that instructors often have the wrong focus when
incorporating multimodality: “Instead of focusing multimodal composition instruction solely on
teaching students how to combine images and words to make coherent, linear argument, we
should also engage students in employing associative juxtaposition as a heuristic strategy for reseeing and reimagining the world in which they live” (111). Palmeri is here suggesting that
instructors do not focus on the basic combination of word and image in their instruction – which
suggests that spending endless amounts of time on the minutia of different mediums is an
ineffective pedagogical practice. Instead, Palmeri pushes instructors to have students “reseeing”
and “reimagining” their compositions. This implies a more holistic change to practice where
multimodality is omnipresent throughout the course. Shipka, expresses similar desires, when she
stated, “In terms of pedagogical practice specifically, I have argued that by creating courses that
increase mediational means (or suit of tools) students are able to employ in their work we help to
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underscore for students the fundamentally multimodal aspects of all communicative practice”
(1060). It is this notion to help students understand the “fundamentally multimodal aspects of all
communicative practice” that encouraged me to accept multimodality as not just a tertiary
element in a course, but something to be considered in every level of planning, from general
course design to daily lessons. This chapter will share the changes inspired by these scholars and
discuss the effects I hope it has on my classroom experience.
4.1 Methods
The first dramatic change of moving towards an acceptance of multimodality as a natural
part of the composition world came in terms of course design. In Fall 2017 I was offered the
opportunity to create an “Introduction of Literature” course for the English department. Already
steeped in the world of multimodality, in the creation of this course, I kept seeing the overlap
that existed between the goals of the multimodal unit in English 101 and the goals of my English
230 course. First, I wanted the students in my Introduction of Literature course to leave the
classroom as better writers. While literature courses do not share the same level of investment in
the writing process as introductory composition courses do, most literature courses do
incorporate some degree of writing in their course objectives and therefore assume a level of
responsibility to teach those writing skills; therefore, setting a goal of students improving their
writing skills during my literature course felt acceptable. Second, the goal for students to develop
reflective skills is one that easily overlaps with the goals of a literature course. The reflective
skills desired within the composition classroom, as identified by Shipka, overlap significantly
with the analysis skills desired within the literature classroom. In both circumstances, students
are required to analyze a language-based situation and draw conclusions from that analysis.
Additionally, the ability to reflectively understand a rhetorical situation helps students better
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understand the literary moves the authors make in their own texts. Next, Chapters one and two
already significantly reviews the importance of creativity and the beneficial effects creative
experiences can have on students’ brains and abilities. These benefits extend to any classroom
environment. And finally, what pushed me most to want to incorporate multimodality in my
literature classroom is the unexpected increased level of student engagement that resulted from
multimodal experiences in English 101. Literature classrooms thrive on student engagement, as
increased student engagement will result in prolonged and more in-depth discussions of the texts.
Therefore, if I had learned that incorporating multimodal elements into my literature course
would increase levels of student engagement, I would use this knowledge to my benefit.
In incorporating this new definition of text, my goal was to present these multimodal
elements in a manner that did not detract from the overall classroom experience. As the authors
of “Going Multimodal” point out, adding on multimodal elements for the sake of being
multimodal is an ineffective pedagogical practice (287). I learned this during my years as a
secondary English instructor when school administrators would encourage me to use whatever
set of recently purchased technology with suggestions that held little regard to what actually
happened in my classroom. Consequently, there was pressure to engage students in multimodal
experiences that were designed to meet an administrator’s checkbox rather than enhance their
learning experience. I therefore approached my course design with the understanding that my
multimodal goals would not detract from learning or add unnecessary hoops for my students to
leap through but be an essential and exciting part of my course. I accomplished this goal by
selecting the theme of “Remixing Lit” for my course. Below is the description included in my
syllabus:
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This class will approach the study of literature through the study of remix. As a class we
will read several texts and gain an understanding of their origins, both in terms of
historical context and authorial biography. We will work to analyze these texts to
understand their themes. We will then analyze how both the texts and themes are remixed
and remade repeatedly throughout time. Our study will take us through the written word
and beyond into the visual arts, film, music, and more. We will examine how literature
changes in the reader’s hand and debate who has true ownership over a text – the author
or the reader? By the end of the semester you should gain a greater awareness of the long
life of literature and your role in it as a reader and creator.
As stated in my course description, students are asked to analyze remixes to better understand the
life of literature. These remixes include visual art, music, and film, thus making multimodal
elements a natural part of my course. I also believe it is appropriate to be upfront about the
nature of a multimodal course because it is such a shift from traditional literature and
composition courses. I also believe that a discussion of remix is authentic in its need to be
discussed by students. Remix are a huge part of the socioculture that most people engage with,
whether it is recognized or not. So, gaining an understanding of remix would enable students to
better engage with their surroundings. Additionally, remix can be a source of empowerment to
previously excluded groups. For example, a superhero figure that is remixed and reimagined as a
different gender or race can reclaim the superhero narrative for that group that had otherwise
been excluded. Therefore, engaging with remix is an authentic experience for my students.
Finally, as the last line of my course description states, my goal is to help students understand
their roles as consumers and creators of texts. This orientation in the literary world will hopefully
enable students to more comfortably navigate texts beyond my classroom. My goals of designing
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with multimodality in mind helped me to, I believe, create a course that will engage and inspire
my students in the literary world.
I do want to note that courses can be designed with multimodality in mind and have
themes that are not obviously connected to multimodal principles. Shipka’s notion is that all
composition is multimodal, and therefore all courses that incorporate composition can include
multimodal elements. I have seen this in practice in my own course experiences when instructors
have incorporated an analysis of historical documents such as an advertisement or piece of music
that appropriately connects with the text. I believe multimodality already exists most
composition and literature classes offered. However, while students are presented with
multimodal texts to analyze, most English assignments are still grounded firmly in the world of
writing rather than accepting multimodal options. This fact pushed me not to just design my
course with multimodal elements presented for analysis, but to encourage students to compose
multimodal texts as well. This occurs in two separate ways in my classroom: first, in a long-term
assignment, and second in daily class activities.
The long-term assignment given in my remixing literature course is the final and
culminating project of the course. While students will have three shorter writing assignments
throughout the course, their final project is multimodal (see Appendix F). In designing this
project, I followed the same principles of design I discussed in the second section of this thesis: I
wanted students to have the opportunity to select their message and medium, as influenced by
their surrounding socioculture. The resulting requirements are as follows:
Rather than require a traditional exam or final 10+ page essay, I have decided to assign a
final project. The purpose of this project is for you to demonstrate your understanding of the
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theme of our class “Remixing Lit.” There are several avenues through which you can
demonstrate your comprehension, but you must be sure to meet the following expectations:
•

Your project must somehow connect to a work of literature we have read in this
course.

•

Your project must somehow demonstrate an understanding of “remix”

•

Your project must demonstrate an understanding of genre by selecting and justifying
the genres you have chosen, as well as your process working with the genres in a
written rationale.

•

Your project must demonstrate significant effort, as this project is 25% of your grade.
I expect at least 7+ “pages” worth of work.

As evidenced in the requirements, students are invited to explore any genre they desire, but
similar to Shipka’s designs, and my own from chapter two of this thesis, there is an emphasis on
students’ process as they must explain their choices in a written rationale. To inspire students in
their projects, I included a list of suggested projects:
•

You could remix one of the works of literature we read into a new medium.

•

You could remix a portion of a text to demonstrate a new critical approach to the text.

•

You could adapt a theme from one of the works of literature we read into a new
genre.

•

You could identify a newly remixed text and evaluate it as a remix. Your evaluation
could be communicated in any medium.

My hope is that through examples and by regularly analyzing remixes in class, students will feel
comfortable exploring new genres in their projects. This project will be introduced at the halfway
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point in the semester and will be followed by a series of benchmark check-ins to ensure students
feel comfortable and prepared to accomplish the task. And while the primary goal of this class is
the exploration of literature, I feel that by combining written assignments with this long-term
multimodal assignment will aid students in understanding the skills of composing as a whole and
how skills that may be seemingly isolated to the realm of writing are actually adaptable to many
situations and mediums. Such a focus on adaptability again points to the general value of
incorporating multimodality at every level of pedagogical practice.
In terms of grading this assignment, I felt that I could create a rubric that allowed me to
grade the assignments as authentically as possible. While I considered making the grading
holistic and abandoning the rubric all together, I realized that this would be a poor choice. The
benefits of grading rubrics have been long extolled by educational scholars. A grading rubric
given at the beginning of the assignment can act as a road map to students in understanding
where to focus their efforts. Similarly, a rubric helps to ensure that during the grading process,
there is a level of consistency in the instructor as she or he assigns grades to each student and
helps to eliminate bias. Therefore, I crafted a rubric that had the categories of “Purpose,”
“Medium,” “Genre,” and “Production Value.” Each of these categories focused on one element
of the multimodal assignment that would be pertinent to success. I made a secondary rubric for
the written rationale with the final product being worth two hundred points and the written
rationale worth fifty points, in order to keep the emphasis on the final product. In an effort to
maintain some of the benefits of holistic grading, I defined each of the categories of the final
product in general but did not divide the categories into specific point ranges. I felt that the point
ranges would limit the rubric and become cumbersome during the grading process. Instead, I will
assign points and then rely on giving students extensive feedback to aid them in understanding
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my grading process. I believe that this grading process best aligns with the purposes of the
multimodal assignment.
In addition to this longer assignment, I designed this introductory literature class to
incorporate multimodal elements into everyday activities. The goal of this is to avoid
overwhelming students with a sudden shift from solely written assignments to multimodal ones.
The isolation of multimodal experiences to only “project” situations also perpetuates the
aforementioned myth that multimodal assignments are only included in a course because they are
creative and are therefore tertiary rather than essential to the course’s success. Therefore, in my
class, I maintained a goal to have a multimodal element in every class period.
I first approached this goal through daily journals. Every day at the beginning of class,
my students were assigned a journal prompt with at least a multimodal option. Some of the
journal prompts are as follows:
•

Create a diagram of the perfect villain.

•

Draw an image of something quintessentially “American”

•

Draw the yellow wallpaper, using the text as a guide to your illustration. (Referencing
Charlotte Perkins Gilman’s “The Yellow Wallpaper”)

•

Create a comic book strip for Langston Hughes’ “A Dream Deferred”

Often, especially in the beginning of the course, I opted to include written options with these
multimodal prompts to encourage students to feel more comfortable with the transition away
from their traditional ideas of journal entries. It is important to acknowledge that students come
to English classes with conditioned expectations of what compositions like journal entries are,
and instructors can help students succeed by scaffolding students’ transitions into broader
notions of composition. However, at a certain point, it became important for me to force the
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multimodal experience, as many of my students opted for the written option simply because they
were used to it. The low-stakes setting of a journal entry is an appropriate place for this transition
to happen, as it is graded on completion and removes the pressure from students having to be
excellent drawers or whatever other role they step into during these multimodal experiences.
In addition to journal entries, I worked to incorporate multimodal examples into my
classroom daily. Given my course theme of “Remixing Literature” this proved easy, as showing
my students remixes of various texts in new mediums inspired our daily conversations about
remix in general. However, I did learn with time the multimodal examples with texts can be
presented in ways that enhance learning beyond just discussing the topic of remix. For example,
I anticipated students having a great deal of trouble with T.S. Eliot’s “The Lovesong of J. Alfred
Prufrock” before class. To help students understand the text, I found an online comic book
version of the text and sent out the link before class. In class, we targeted one stanza of the text
and pulled up the comic book not only for comparison and discussion, but as an aid in
understanding the meaning behind the text. Many scholars from secondary education recognize
how image can enhance learning, but I think many collegiate classrooms can improve their
incorporation of multimodal elements as an instructional tool and a way to lower the gate to
understanding for many students of varied-backgrounds.
Finally, I decided that certain multimodal elements of my course would best be served
from outside the classroom via a digital medium. I had already determined to use Blackboard as
an essential part of the classroom experience. Blackboard adds another layer of multimodality to
my classroom first because it is offered through a digital medium. Additionally, Blackboard
allows for an easier incorporation of images and films and allows for the use of certain mediums
such as GIFs. Finally, Blackboard, particularly the discussion boards, allow people to engage in a
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visual-conversation rather than a verbal one. This demonstrates again the increased student
engagement element of multimodality, as students who would maybe be less inclined to discuss
in a verbal conversation can have their voice heard online. To incorporate Blackboard into my
class, I drew on my own graduate classes and decided to have students prepare for class by
participating in online discussion boards prior to the class meeting. I required my students to
respond to one of my own discussion questions or post one of their own by Friday each week.
Then, by Sunday they were to respond at least twice to a peer. Class was then held on Monday
where students were, I think, better prepared to engage with the material and hold more
meaningful discussions in person.
I also tried to make Blackboard a wealth of multimodal resources for my students. As the
class afforded little time to grammar instruction, but many of my students – all of whom were
not English majors – felt they had inadequate tools for navigating grammar rules, I decided to
post weekly grammar tutorials. At first, these tutorials were simply PowerPoints that students
could navigate through. After time, and more concentrated effort on my part, I was able to post a
few grammar tutorials that were videos and “mini-lectures” on small grammar elements. These
films provided yet another mode of exchange with my students. I found these grammar tutorials
useful as I could create a small file of grammar videos that could regularly pull from and reuse in
my other classes.
Additionally, I posted all my lesson materials on Blackboard. Prior to class, I would post
any PowerPoint or handout that I planned to use in class. After and during class, I took pictures
of the material either I or my students had written on the board that day and then posted them in
folders via Blackboard. When I originally decided to begin this practice, I worried that it would
affect my students’ attendance, as they might feel that they could simply miss class and get the
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same materials. I addressed this partially by following my department’s policy of mandating no
more than 20% absences and making attendance a part of the participation grade in my class.
Additionally, after a few class periods, students seemed to understand that most of class was
grounded in discussion and the materials offered online would not substitute for actual
attendance. That said, this practice greatly benefited students, especially one student who dealt
with severe mental health challenges throughout the semester and yet was able to return to class
feeling confident in her ability to keep up with the rest of the course. This approach to using
multimodal materials as a wealth of resources online really, I think, benefitted my students.
The final strategy I used to incorporate multimodal elements into my course was to use
multimodal material as a resource for enrichment beyond the class’ scope. I created a blog for
my class using a third-party website, as Blackboard did not offer the tools I felt was needed. I
started this blog as simply a place where I could post interesting and unique remixes I found
during my research and browsing across the Internet. The remixes I posted were sometimes
related to the texts we read in class, but more often were just interesting explorations of remix.
After a few weeks of posting exclusively, I decided to get my students involved in identifying
remix as it naturally occurs in their life. So, I offered an extra credit opportunity to my students
where they could email me an example of remix they found in their lives, and I would post it on
the class blog to share with their fellow classmates. I decided to make the assignment extra credit
this semester, although in the future, I might make it a required component of the course.
Regardless of its weight, I feel like the experience of searching and finding remix in their
everyday life enhances not only their understanding of the theme of remix, but also increases
students’ interaction with multimodal materials, especially my adult students who might not
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engage as regularly with varied modes of communication as my freshman students do, thus
furthering my goal to make multimodality a more natural part of their lives.
While discussing these choices in retrospect makes them seem very conscious, most of
these multimodal choices felt natural and necessary to the success of my course. Again, I
attribute this partially to my choice of theme for the literature course, but I also believe the
widespread use of multimodal elements came from a conscious acceptance of the fact that
composition is not limited to the written word and multiple forms of communication belong in
any English classroom that lists composition as one of its primary goals.
4.2 Data Analysis & Results
Due to the timing of my thesis, written during the same semester as I am teaching this
Introduction to Literature course, I cannot give, at this tme, all of the data possible to convey the
success of the class or my multimodal strategies. Some data that I plan to collect to evaluate the
effects are the student evaluations given by the university; the students’ grade averages, as higher
grades indicate the practices were understood by students; a final course evaluation with short
answer responses asking targeted questions about the multimodal practices (see Appendix); and a
general review of the quality of the final projects and the written rationale components of the
final projects, which will show to what degree students engaged with multimodal composition
and the associated choices as a result of the course. In the meantime, I have given students a midcourse evaluation that has yielded some insights into the progress and success of these
multimodal strategies.
In general, the feedback from the mid-course evaluation was positive. The evaluation
included five open-ended questions for students. I asked two questions that specifically pointed
to the multimodal strategies I implemented in my course. The first question, “How do you feel
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about the theme of the class – ‘Remixing Lit’?” stemmed mostly positive responses as far as
topic selection. One student stated, “Taking literature and creating modern movies or plays is
very interest.” Another wrote, “This is a new concept to me. I find it thought provoking and
allows a different way of looking at literature and different media.” Finally, another student
responded, “I think it is very interesting. It is different from classes in the past. It is also
relatable, which makes it less painful than other English classes.” These comments tell me that
the multimodal texts are engaging students’ interests, pushing their perspectives, and making the
class more enjoyable. While this positive reaction was the consensus of the survey, many
students requested that we discuss the theme to an even greater extent with comments such as “I
would like to see it more,” and “I would love to see more.” In response to this, I am adjusting my
future lessons to include “Remix Moments” where we will evaluate a remix that does not
necessarily connect to a text from the class, but will inspire students with the possibilities of
remix and provide more fodder for their final projects.
The second question students were asked was, “How do you feel about the use of
technology both in and outside of the class? (Think: Blackboard, videos, etc.)” One student
responded, “I feel technology is needed for classes in today’s world with new generations born
into a multimedia world is something that the world we live in is needed.” Regardless of the
students’ syntactical errors, this response demonstrates not only an approval of the multimodal
strategies used in class, but also indicates an understanding of global change and the need for
education to shift in order to meet these changes and new expectations. Another student
responded, “Great. The discussion boards are very organized. Love how material from the class
is put up after.” This demonstrates approval of the resources made available via Blackboard after
class such as the images of the white board, etc. Another student expressed similar sentiments
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when stating, “I like the blackboard discussions, and think they are useful before the in-class
discussions. Blackboard works great as a tool.” This dual echo of approval of the use of
discussion boards before class confirms to me that combining online multimodal tools with inclass interaction results in positive feedback from students as well as increased participation in
class. Indeed, after observing my class, my advising professor, Dr. Rebecca Bechtold, stated in
her observation, “within 40 minutes into the class…every student had not only participated, but
had offered multiple readings of the text.” She additionally stated, “By referencing their online
postings as she did during discussion, Ms. Wiley encouraged students to think about both the inperson class discussion and the students’ online presence as an on-going and interconnected
conversation. One student with a laptop even had the discussion board pulled up so she could
refer to the posted conversations throughout class.” My professor’s observations similarly
confirm the feedback from students – that thus far the multimodal efforts are inspiring increased
participation and student engagement, thus better accomplishing the overall learning goals of my
class. Thus, I can safely conclude that my quest to infuse my course with multimodality has
yielded a positive change in my pedagogical practice.
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CHAPTER 5
OPPORTUNITIES, CHALLENGES, AND CONCLUSIONS
5.1 Opportunities for Continued Research: Online Teaching and Creative Multimodality
In Fall 2017 semester, while in the process of revolutionizing my pedagogical practice to
embrace multimodality and creativity at every level and preparing to teach English 230, I entered
another new pedagogical circumstance: I became an online teacher. I was assigned two sections
of English 101 online and engaged in a practicum that occurred concurrently with my instruction
of the class as a support system. The practicum I attended was very useful and taught me a great
deal about teaching online. However, I found the first semester of online instruction daunting and
experienced a degree of fear and struggle that I had not experienced since my first-year teaching
seventh grade English.
Many other instructors and programs have realized the difficulties of instructing online.
Marsha Carr, in her article “The Online University Classroom: One Perspective for Effective
Student Engagement and Teaching in an Online Environment,” summarized many of the
problems that online instructors face:
Even when courses can be delivered in an online environment, shifting from a traditional
program of student to an online format is not without challenges. Some obvious
challenges is the inability to see students, the absence of visual cues…lecture formats can
be difficult to present in online classrooms without student interaction and feedback.
Learning to navigate within the multiple layers in module designs can be frustrating for
instructors that need to personally have documents in hand. (100)
Carr’s summary of problems such as the inability to see students and engage is social cues, as
well as navigating layers of online modules, connects to many of the issues I ran into while first
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teaching online. Although I am comfortable with technology, I found the time-consuming nature
of learning to navigate the cumbersome Blackboard platform frustrating, and I was frequently
emailing my advisor or watching YouTube videos in an effort to just understand how to
accomplish my goals for the class. I additionally found the online environment with the lack of
face-to-face interaction with students less engaging than the online classroom, and, I believe, so
did my students. As the semester continued, my students completed fewer assignments and an
increasing number of them simply stopped completing the course all together. I failed more
students in my online classes in Fall 2017 due to lack of participation than I had in my previous
two semesters combined. These results were disheartening, and not isolated to myself. As online
instruction has become increasingly present in post-secondary institutions, scholars have been
preoccupied with how to maintain student engagement in online classroom where it is so easy for
students to become disengaged.
Marcia D. Dixson worked on this problem in her 2010 article, “Creating Effective
Student Engagement in Online Courses: What Do Students Find Engaging?” In her research,
Dixson discovered that while there was no singular strategy instructors could use to produce a
dramatic increase in student engagement, there were some types of activities that positively
increased student engagement. Specifically application-based activities were the most engaging
to students. These are activities meant those where students had to apply the concepts to case
studies or problem solving engaged students the most; these include elements like discussion
forums, lab and group projects, research papers, and current event assignments. Additionally,
Dixson states that interaction between instructors and students is helpful in increasing student
engagement: “instructors also need to provide multiple ways of interacting with students
themselves to create their own social presence that the literature confirms is an integral
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component to a successful online course” (8). Dixson discovered that students were more
engaged when there was a higher level of peer interaction. Dixson recommended, “instructors
should consider assignments in which students interact with each other and the content of the
course. Instructors need to create not just opportunities for students to interact, but the
requirement that they do so” (8). Dixson’s research demonstrates both that the problem of
student engagement is one that instructors beyond myself experience, and that there must be a
conscious adjustment of pedagogical strategy to address these engagement issues.
This need for pedagogical adjustment was similar to the need realized after redesigning
the multimodal assignment, and as before, I believe that an increased level of engagement with
multimodal texts could be part of the solution. Dixson, as quoted above, indicates that
assignments that require application spurs student involvement. I choose to compare these
“application” assignments to creative assignments. Creative assignments, as discussed earlier,
require students to utilize the influence of socioculture combined with the self to craft a new
innovation. In terms of the multimodal assignment given in English 101, students are given the
task of applying a new genre or strategy to create a message of their own choice. Indeed, when I
taught the multimodal assignment in the less-successful semester of Fall 2017, the multimodal
assignment received the highest percentage of on-time student submissions. Therefore,
assignment multimodal assignments helps to answer Dixson’s request that instructors assign
more application-based assignments.
The next request Dixson makes is that instructors increase the level of interaction
between themselves and their students to create a social presence online. Specifically, Dixon
recommends that instructors use “multiple ways” of communicating with students (8). Dixon’s
word choice of “multiple” points again to multimodality as a solution when creating more social
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interaction with students. In my transition as an online instructor from Fall 2017 to Spring 2018,
I made several goals to increase my interaction with students online. In Fall 2017, I primarily
interacted with students through mass announcements and feedback sections of my grading,
particularly through comments on essays. In Spring 2018, I continued this practice, but followed
the principles set for the by the Conference on College Composition and Communication Online
Writing Instructions principles, which encourage instructors to “develop personalized and
interpersonal online communities to foster student success.” I aimed to do this by increasing my
written correspondence through personal emails to struggling students, participation in online
discussion boards, and extended feedback paragraphs attached to major assignments. Beyond
written communication, I began posting videos that either explained assignments or offered tips
on writing or commentary on the readings. I additionally posted images, first as part of my
discussion board participation and then as part of my announcements. The images I used on the
discussion board was during the first discussion where I introduced myself. I included images
with the goal of making myself more personable and real to my students. In the announcements I
began including images with more of a social media approach. I selected simple GIFs and
memes that I thought students would find engaging, hoping to harness the same power that fuels
most students’ participation in social media. Finally, I try to increase my engagement with
students through setting up Skype appointments with students who were otherwise unable to visit
me during regular office hours. The results of the efforts remain to be seen at the end of Spring
2018. I will measure the effect of these efforts through documents such as the student evaluation
forms, as well as by comparing the level of participation from this semester to last semester
using grade point average and number of failing grades.3 This comparison will hopefully
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demonstrate that my efforts at engaging with students through multiple multimodal avenues will
increase student engagement with the course.
Finally, Dixson recommended that instructors increase the level of peer interaction.
Dixson explicitly states that it is important to require this interaction, not just make it optional.
This is true not only in the case of student interaction, but also in the case of multimodal
opportunities. For example, in Spring 2018, I added multimodal options to many of the journal
assignments thinking that this would be a way to comfortably engage students with multimodal
elements prior to their multimodal assignment. However, most students continued to write in the
traditional written word rather than engage with the multimodal option even when the
multimodal option would perhaps require less work from the student. In the future semesters, I
will amend this by following Dixson’s advice and making the multimodal option the only option
and thus a requirement for students.
Beyond this adjustment to the journals, some adjustments to the overall course might be
appropriate. This points to the necessity of a larger scale remodel of the English 101 Online
course. As many scholars have stated, “An online course is not a traditional course in a different
delivery format” (Carr 1). And while the English 101 online edition has been beautifully
modified to fit the online platform with weekly journal entries, reading assignments, and
discussion boards, further remodeling must be done to maximize students’ engagement. This is
difficult in lower-level English or composition courses given the goals of Wichita State
University’s English department to keep all English 101 classes with the same curriculum. This
is a common goal of most universities because the instructors of these courses are frequently
changing with shift in graduate students, etc. However, I believe that a balance could be struck
between online and in-person courses, where the online courses maintain the same major essay
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assignments, but perhaps deviate in smaller assignments such as journals and quizzes. For
example, changing the journal portion of the course to a blog option would require much of the
same low-stakes writing from students, but add an element of peer-to-peer interaction and thus
an increase in student engagement. Another option would be a dialogic journal, where peers are
paired and write back and forth in a semi-private journal setting. Additionally, I believe the
benefits of social media could again be tapped into when creating discussion boards that
naturally integrate multimodal elements such as GIFs, images, videos, and songs. All of these
changes and shifts could help to tailor the online edition of English 101 at Wichita State
University to better curry student engagement and consequently increase student success.
5.2 Challenges to Multimodality Online
With so many possibilities between the online classroom and the increased use of
multimodal pedagogical strategies, it is important to note some challenges to this adjustment.
The first challenge is the question of accessibility. Accessibility is the primary goal of the
organizing and overarching institutions of online composition courses. The overarching principle
of the Conference on College Composition and Communication in regard to online teaching is
that “Online writing instruction should be universally inclusive and accessible” (2). Accessibility
means different things in different contexts, but in terms of multimodality the primary context of
concern would be making sure that all students, especially those with disabilities, have access to
the materials. This means that all videos should be accompanied by scripts, all images should be
tagged with descriptions, all displayed text prepared for text-to-speech options, etc. This can be a
daunting task for instructors and will certainly dissuade some from adopting multimodal
strategies in their online teaching pedagogies. However, given the potential of multimodal
strategies for increasing student engagement, the effort seems worth it. Additionally, some of
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these challenges could be mitigated by the aggregation of multimodal resources whether between
instructors within a single department or professionals within a field. Such an aggregation of
multimodal materials would make the job of average instructors much easier, but of course the
challenge remains of finding those able to gather and catalogue such materials.
In addition to this challenge of accessibility, there is the additional challenge of teacher
instruction. Many teachers may, as I did, feel that simply negotiating the online platform to be
daunting enough when navigating an online course. This is a valid concern and should primarily
be handled on an institutional level by administrators selecting the best platforms for online
instruction as well as producers of online platforms regularly updating their platforms based on
feedback from real-time online instructors. Additionally, the training provided to online
instructors should be formalized and offered before the beginning of the term in which they are
expected to teach. If such a shift is impossible, then the proliferation of regularly updated
tutorials would also suit, to a degree, in satisfying the needs of online instructors for training and
preparation.
As stated previously, despite these challenges, the potential of taking the pedagogical
shifts towards multimodal-based instructional practice could have potentially great effects on the
online teaching world of composition. An increase level of student engagement, a potential
consequent of increased multimodal texts online, will result in not only increased student success
and increased instructor satisfaction, and other untold positive side effects. Therefore, efforts
should be made to research not only the logistics of these shifts but also to document their
positive effects as a way to revolutionize online teaching.
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5.3 Conclusions
The journey of this project began with me doing what many students do in the English
classroom daily – rolling my eyes. Incorporating a multimodal assignment in the first year
composition classroom seemed to me, at first, unnecessary. I was not a creative person. I did not
particularly enjoy giving creative assignments to my students. However, after recovering from
my initial antagonism and anticipating the challenge of incorporating such a novel-to-me
assignment, I decided to investigate the impacts of such an assignment in my classroom.
I initially approached this project as a single experiment that I created with a
scientifically-minded attitude. I expected to revise an assignment and see its results. However, as
the project continued, it grew from an experiment to an experience. I learned about
multimodality and its use in the modern classroom. I learned about the relationship between
multimodality and creativity. I crafted an assignment, and the reactions were positive. I learned
that multimodal assignments could improve student writing. Multimodal assignments could help
students develop important reflective skills that could be adapted and reused in multiple
classrooms. Multimodal assignments could help students have authentic creative experiences. I
unexpectedly learned that multimodal assignments could have a dramatic impact on students’
engagement and participation. These results extended my interest. My one revised assignment no
longer seemed like enough. I created a class that intentionally incorporated multimodality at
every level of its execution. I witnessed and anticipate continuing to witness many of the same
results of developing skills and increasing student engagement. I anticipated the effects that
multimodality could have in an online environment. My project expanded, and so did my
pedagogical philosophy. I now reject the rolled-eyes reaction to multimodal assignments. These
reactions, whether they come from my peer-instructors, dragging their feet to negotiate another
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“creative” assignment, or from my students, are simply a symptom of ignorance. Because once
my peers and students fully explore the pedagogical potential of multimodality, they will come
to the same conclusion I have: Multimodality is not a fringe-assignment and not even merely a
beneficial option but should become an integral part of the practice of both English and
composition instructors, and the majority of us who wear both hats. The benefits of multimodal
practices can revolutionize the postsecondary English classroom and the pedagogical practice of
any one who deeply engages therein.
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Notes:
1. Fish, Stanley. Is There a Text in this Class? Harvard University Press, 1982.
2. Here, I am thinking of some of the assignments set forth by Shipka in Towards a
Composition Made Whole. For example, while I admire the goals of her “A History of
‘this’ Space” assignment, I felt that it’s requirements were too broad (Shipka, Appendix,
Document A).
3. In 2017, Bourelle, Bourelle and Clark-Oates published an article titled “Designing online
writing classes to promote multimodal literacies: five practices for course design.” Many
of the strategies I attempt in my online course align with the practices outlined in their
article.
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Appendix A
Original Multimodal Assignment from Fall 2016 Wichita State University
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Appendix B
Optional Student Reflection Survey Fall 2016
Multimodal Assignment Reflection
Directions: Rate the following statements on a scale of 1 to 5, with 1 being Strongly Disagree and 5
being Strongly Agree.
1. I understood the purpose of the multimodal assignment.
1

2

Strongly Disagree

3

4

Neutral

5
Strongly Agree

2. I enjoyed the creativity allowed in the multimodal assignment.
1

2

Strongly Disagree

3

4

Neutral

5
Strongly Agree

3. I gained recognizable skills from completing the multimodal assignment.
1

2

Strongly Disagree

3

4

Neutral

5
Strongly Agree

4. I feel the prompts of the multimodal assignment pushed me to develop new skills.
1

2

Strongly Disagree

3

4

Neutral

5
Strongly Agree

5. The lessons my instructor implemented were effective in teaching the skills necessary for the
multimodal assignment.
1

2

Strongly Disagree

3

4

Neutral

5
Strongly Agree

6. I had sufficient examples of multimodal assignments to where I understood the difference between
an A assignment and an F assignment.
1

2

Strongly Disagree

3

4

Neutral

5
Strongly Agree

7. The grading rubric associated with the assignment seemed fair and reflected the skills I gained in this
unit.
1
Strongly Disagree

2

3

4

Neutral
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5
Strongly Agree

8. I believe the multimodal assignment is appropriate for an English 101 course.
1

2

Strongly Disagree

3

4

Neutral

5
Strongly Agree

9. I believe English 101 classes in future semesters should complete a multimodal assignment.
1

2

Strongly Disagree

3

4

Neutral

10. Additional comments/recommendations:
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5
Strongly Agree

Appendix C
Optional Reflection Questionnaire for Graduate Teaching Assistants Fall 2016/Fall 2017
Multi-modal Assignment Reflection – GTA Edition
1. What do you believe is the purpose of the multi-modal assignment?

2.

Did you make any changes to the multi-modal assignment requirements? If so, what

changes did you make?

6.

What skills did you focus on in your lesson plans in relation to the multi-modal
assignment? Did you see those skills translated into the final product?

6.

Did you have any particularly successful lesson plans? Please explain your lesson
plan objective and process.
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5.

What was your experience in grading the multi-modal assignment? Did you find the

rubric adequate? Why or why not
6.

What changes would you make to the multi-modal assignment in the future?

Any additional comments:

77

Appendix D
Revised Multimodal Assignment
Multimodal Writing Assignment (Basic Elements Draft)
Topic
You may select one of the suggested topics below to focus the message of your multimodal project:
A. Explore a personal cultural experience or tradition.
B. Analyze an important current event specifically relevant to WSU or Wichita.
C. Research and inform your audience regarding a social issue that might be of concern to a
student at WSU.
D. Create a “radical revision” of an essay your have previously written in English 101.
Modality
After selecting your topic, and narrowing down to a specific message, select a modality that you believe
would best communicate the message you intend. You may select from the following:
A. Graphic Novel
B. Photo Essay
C. Podcast
D. Infographic
E. Film
F. Live performance
If your teacher wishes, he or she may expand on the options of modality or accept suggestions from you
for different modalities.
Written Elements
Your multimodal assignment should include some written element. Depending on your instructor, you
may be assigned a proposal or reflection (or both) as outlined below.
A. Proposal: A proposal explains to your instructor your selected message and modality. You may
be asked to include an explanation or justification of your choices.
B. Reflection: A reflection explains to your instructor your decision process when creating your
multimodal assignment. You could be asked to explain choices of selection and composition.
You might also be asked to reflect on skills you developed and how the skills you use translate to
other areas of composition or other fields.
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Multimodal Assignment (Extended Version)
In 2011, the Council of Writing Program Administrators published the “Framework for Success in
Postsecondary Writing,” where they listed that one of the key outcomes of composition courses is that
students can “represent what they have learned in a variety of ways.” It is understood throughout this
document and in other published works, that one of the responses to the developing and varied
technology is that it is important for students to be able to communicate through modalities (means of
communication) other than writing. The means of communication in modern society are as varied as
society itself, but most communicative means can be boiled down to one of five areas:
1. Audio
2. Gesture
3. Linguistic
4. Spatial
5. Visual
This assignment asks you to take skills you have developed in the linguistic arena throughout your
composition course so far, and adapt them to new modalities. The hope of your instructors is that you
will create something that communicates a message you care about in a new and innovative way. You
will first select from the topics listed below and then narrow down your choice to a message you are
passionate about. You will then select a modality that you feel best suits the intended message. Finally,
you will complete some written element that will be specified by your instructor.
Topic
You may select one of the suggested topics below to focus the message of your multimodal project:
A. Explore a personal cultural experience or tradition. This can be modeled after Marjane Satrapi’s
memoir essay “Kim Wilde” found in your textbook. In her text, Marjane demonstrates her
personal cultural experience by sharing short stories from her childhood. While the stories she
includes are interesting, they depict events that would be typical of someone from that cultural
background. You can select a cultural experience to which you are personally connected. You
could explore your family’s Vienamese culture by sharing a story of a typical traditional
Vietnamese meal from your childhood. Or you could explore wedding traditions by sharing the
experience of your cousin’s wedding.
B. Analyze an important current event specifically relevant to WSU or Wichita. Like Gordon Parks,
you have the opportunity to discuss and reflect on current events around you. Your analysis can
include some research into the current event to include historical, cultural and social aspects of
the event. An assignment about the AIDS walk in Wichita, for example, might include some brief
history of the walk, the reaction of people in Kansas to AIDS, and perhaps more information
about AIDS awareness throughout the country.
C. Research and inform your audience regarding a social issue that might be of concern to a
student at WSU. The social issue you select should be one that has facts and statistics to share
with your audience, and the product you create should include extensive research, not be
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grounded solely in opinion. If you wish to discuss conceal carry laws on WSU campus, then you
must research conceal carry laws across Kansas, other states, other universities, and be able to
speak on them extensively.
D. Create a “radical revision” of an essay your have previously written in English 101. While it may
seem like you are merely “rewriting” a previous essay, in reality you are taking material and
adapting it to a totally new format. Because this is an adaptation, your instructor will scrutinize
closely your process of selecting a modality even more closely, as well as the choices you make
after your selection. You must create a project that demonstrates understanding of how
modalities can change information, and additionally demonstrate your own skill in adaptation.
Modality
A. Graphic Novel: Graphic novels combine visual and linguistic modalities usually to tell a narrative.
In your text book, Marjane Satrapi’s “Kim Wilde” serves as an example of a graphic novel. This
modality relies on the interplay between language and visual images, and asks you to make
design questions about color usage, level of detail, and even panel size. All of these elements
will combine to more effectively communicate your message.
B. Photo Essay: Photo essays also combine visual and linguistic modalities, but instead of handdrawing, you will incorporate technology into your work (a phone camera will usually suffice).
Photo essays can be structured with the text incorporated with the photos or as a subsequent
element. However, both the photos and the text must work to convey the message, which
means the photos must be as meaningful as the text. The photos should involve as much
composition and forethought as your text. If you want to include photos of any person not
actively taking part in a public event, make sure that you receive their permission to photograph
them. As this is an education project, most ‘fair use’ standards will cover your photographs.
However, if you have any doubt about taking a photograph you should always seek and receive
permission from the person, owner, or copyright holder.
C. Podcast: Podcasts combine audio and linguistic modalities. Podcasts are increasingly popular in
modern times, although they have been around for decades (think: radio shows). Podcasts are
more than just reading an essay aloud. Podcasts can involve interviews, conversations, sound
effects, music, and conscious intonation. All podcasts have some scripted element that details
how the narrator prepares for the performance. A podcast also demands that you have access
to recording technology, although there are many apps that help with that and should be easily
accessible.
D. Infographic: Infographics are often thought of as posters for the internet. They combine
linguistic and visual modalities, but can be expanded into other modalities, such as audio, as
well. Infographics are primarily informative and rely heavily on statistics and facts. Often times,
infographics are used to convey the results of research. There are several online tools for
infographics including Piktochart, a free website with infographic development resources.
E. Film: While you are all familiar with films, you may not be familiar with the effort it takes to
create one. Film combines almost all of the modalities – visual, linguistic, audio, spatial, gesture
– to communicate. Because it combines so much, a film takes a great amount of effort to create
and requires access to a great deal of technology. However, film continues to be one of the
most engaging modes of communication and is the most effective in communicating powerful
messages.
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F. Live Performance: A live performance can take many forms – it can be a dance, a spoken-word
poem, a short play. Regardless, a live performance combines linguistic, spatial, and gesture to
communicate a message in real-time. Live performances cannot just be improvisation. You must
provide proof of planning and forethought in what you turn in to your instructor.
Written Elements
Your multimodal assignment should include some written element. Depending on your instructor, you
may be assigned a proposal or reflection (or both) as explained below.
A. Proposal: A proposal explains to your instructor your selected message and modality. You may
be asked to include an explanation or justification of your choices.
B. Reflection: A reflection explains to your instructor your decision process when creating your
multimodal assignment. You could be asked to explain choices of selection and composition.
You might also be asked to reflect on skills you developed and how the skills you use translate to
other areas of composition or other fields.
Purpose
To effectively convey a message using multiple modalities. The modalities – linguistic and at least one
other – should work in concert so your message is conveyed cohesively. It should be clear to the
audience that the modalities your selected are the best suited for your topic choice. Your process of
selection and creation are especially important in this assignment, therefore your composition choices
must be clear and defensible.
Audience
Complete and total strangers. Your must operate under the assumption that your audience has
understanding of your topic, or the specific message you wish to convey. It is especially important that
you consider audience in creating your multimodal assignment because the audience will not think the
same way as you, and with multiple means of communication, there may be greater room for error in
interpretation. So closely consider audience and perhaps have friends and family review your work
before turning it in.
Possible Strategies
Your instructor will not have time to cover every possible modality in-depth. Instead, most instructors
will focus on analysis skills that adapt to multiple modalities. A consciousness of arrangement, point of
view, metonymy, and symbolism will serve you well when analyzing most modalities. Additionally, an
ability to identify and then define vocabulary specific to your preferred modality is also important. Also,
because you will be translating between mediums, it is likely you will incorporate skills such as dividingclassifying, analyzing, and analogy and metaphor in creating your multimodal assignments.
Guidelines
The combination of multimodal assignment plus any assigned written element should represent at least
five pages worth of work on your part. Any written element should be written in traditional format with
the proper heading, 12-point font, double spaced, stapled, and with correct margins. Create an engaging
title both for your written elements and the multimodal element. Your multimodal element should also
include a title page.
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Appendix E
Revised Multimodal Rubric
Grading Rubric
Beneath each category there is a brief explanation of how this grading category specifically corresponds
to the multimodal assignment. These definitions are flexible and subject to change based on instructor
discretion and adaptation.
Ideas and Content
40
• In the written elements, this will clearly meeting the assignments’ goals,
whether in the proposal or reflection.
• In the multimodal elements, this will include whether there is a defined
message and how well that message is conveyed to the intended audience.
Organization
40
• In the written elements, this can include the general organization of the
proposal and reflection, as well as internal paragraph organization.
• In multimodal elements, this will include aesthetic issues such as
arrangement, framing, and general design/flow of the project.
Voice
20
• In written elements, this will include the tone and level of professionalism in
either the proposal or reflection, or both.
• In multimodal elements, this can include establishing a point of view that the
audience can define, or creating a “persona” through your work.
Word Choice
10
• In written elements, this will include proper word and vocabulary selection.
This can also include referencing the unit vocabulary in your proposal and
reflection.
• In multimodal elements, this will reflect specific word choice or artistic
details that you incorporate into your work that have an identifiable
purpose.
Sentence Fluency
20
• In written elements, this will include appropriate arrangement of sentences
and internal structure.
• In multimodal elements, this will include appropriate and intentional framing
and juxtaposition aligned with the message or goals of the work.
Mechanics
20
• In both this refers to the proper use of grammar and spelling, and the
avoidance of mechanical flaws in presentation.
• Additionally, in the multimodal elements this can include the overall
production value of the work.
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Appendix F
English 230 Final Assignment

English 230 Final Project – Due May 7th
Requirements:
Rather than require a traditional exam or final 10+ page essay, I have decided to assign a final project.
The purpose of this project is for you to demonstrate your understanding of the theme of our class
“Remixing Lit.” There are several avenues through which you can demonstrate your comprehension, but
you must be sure to meet the following expectations:
•
•
•
•

Your project must somehow connect to a work of literature we have read in this course.
Your project must somehow demonstrate an understanding of “remix”
Your project must demonstrate an understanding of genre by selecting and justifying the genres
you have chosen, as well as your process working with the genres in a written rationale.
Your project must demonstrate significant effort, as this project is 25% of your grade. I expect at
least 7+ “pages” worth of work.

Potential Project Ideas:
Below is a short list of potential projects you could complete. You are welcome to come up with your
own project, pending instructor approval:
•
•
•
•

You could remix one of the works of literature we read into a new medium.
You could remix a portion of a text to demonstrate a new critical approach to the text.
You could adapt a theme from one of the works of literature we read into a new genre.
You could identify a newly remixed text and evaluate it as a remix. Your evaluation could be
communicated in any medium.

Process:
Below is a suggested process for approaching this assignment. You are not required to follow this
process exactly, although I will ask you to report your progress at various points throughout the
semester in an informal, non-graded manner.
1. Identify which literary text you would like to focus on.
2. Narrow down your purpose.
a. What do you want to do with this project? Are you going to remix a text or portion of a
text? Are you going to apply a new critical approach? Are you going to focus on a
particular theme? Are you going to evaluate a remix?
3. Narrow down your medium.
a. How will you communicate your purpose? Will you remix a text into a film, dance, or
work of visual art? Will you create a podcast to conduct your evaluation of a remix or
write a traditional essay?
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4.

5.

6.

7.

b. Be sure to have a justification for your selected medium!
Plan/Gather Resources
a. Start early on crafting your project. Consider all of the elements your medium will
require – a film needs a camera and editing tools – do you have that? A podcast needs
recording equipment – do you have that? Find your resources and don’t forget to use
WSU’s library (including their audio/video zone) as a place to get these resources.
Create your project.
a. Remember, I expect quality work. This assignment should demonstrate a great deal of
effort.
Write your rationale.
a. The rationale is an important part of your project. In this written document, you will
explain and justify your choice of genre, medium, theme, work of literature, etc. This
will be a formal document. You will see an example of a rationale prior to the due date.
Review and Revise.
a. Show your work around. Get other people’s opinions. Then, make changes. This is due
during Finals, so there will be no opportunity to revise

Grading Rubric:
For this project, there will be two grading rubrics – one for the final product and one for the rationale.
Both are listed below.
Final Product Rubric
Categories
I.
Purpose
a. Does the project clearly connect to a work of literature discussed in
this course?
b. Does this project clearly connect to the theme of “Remixing
Literature”?
c. Does this project demonstrate that the student understands the
definition of remix?
d. Does this project communicate some message about remix, a
theme, or a work of literature?
II.
Genre
a. Is this project crafted in the appropriate genre for its purpose?
b. Does the tone of the project match the genre and the purpose of
the project?
III.
Medium
a. Is the medium selected appropriate for the purpose?
b. Does the medium selected enhance and contribute to the message
the student wishes to communicate?
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Points

____/75

____/25

____/50

IV.

Production Value
a. Is the final product of a high quality? Does it meet general
expectations of the genre/medium?
b. Does the final product demonstrate a significant amount of effort
on the part of the student?
c. Is it evident that the project took a great amount of forethought
and planning from the student?

Total

_____/50
____/200

Rationale Rubric
Categories
I.
Purpose
a. Does the rationale clearly explain the author’s justification for
selecting their specific genre and medium?
II.
Organization
a. Is the rationale organized with an introduction and conclusion?
b. Is the rationale organized on a local level with topic sentences and
transitions?
III.
Tone
a. Is the rationale written in a tone that would be accepted in a
professional work-place environment?
IV.
Mechanics
a. Is the rationale written in the correct MLA format with minimal
spelling or grammatical errors?
Total
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Points
____/20

____/10

____/10

____/10
_____/50

