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ABSTRACT 

VICTORIA S. DODD 
FROM BEOWULF TO FACEBOOK: COMPARING STUDENT PERCEPTIONS OF 
TRADITIONAL LANGUAGE ARTS AND NEW MEDIA LITERACY CURRICULA 
Under the direction of SHERAH B. CARR 

The purpose of this research was to examine the student perceptions of classroom 

quality of a hybrid British literature-media literacy pilot course that has the potential to 

replace the current senior language arts curriculum at an urban public high school in the 

southeastern United States. A convergent parallel mixed methods design was used to 

address the research questions of the study. The quantitative results indicated a 

significant difference in some areas between the student perceptions of classroom quality 

of the traditional language arts and new media literacy curricula. Although descriptive 

statistics indicated greater student perception of all of the constructs for the new media 

literacy curriculum than for the traditional language arts curriculum, only the greater 

student perceptions for meaningfulness, appeal, and self-efficacy were statistically 

significant. The qualitative results provided confirmation for the quantitative results in 

that participants described both curricula as challenging and the media literacy 

curriculum as more meaningful and engaging than the traditional language arts 

curriculum. 

After both data sets were integrated, the quantitative data and the qualitative data 

were found to be highly congruent. The results of this study suggest that educators can 

xii 



design curricula that consider student perceptions of meaningfulness and appeal without 

sacrificing challenge or rigor. Additionally, combining the study of traditional literature-

based language arts curriculum with the study of media literacy can allow curriculum 

designers to meet these goals within the context of secondary language arts courses. 



CHAPTER 1 

INTRODUCTION TO THE STUDY 

Children from ages eight to 18 in the United States interact with the media for an 

average seven hours and 38 minutes each day, which would be a full-work week plus 

approximately 13 hours overtime if media consumption were a profession (Rideout, 

Foehr, & Roberts, 2010). English language arts scholars agree that providing students 

with curriculum and instruction in order to develop media literacy skill among students is 

a paramount concern for schools in the 21st century; however, scholars continue to 

disagree about what this curriculum should consist of and how educators should teach 

media literacy (Christ & Potter, 1998; Lewis & Jhally, 1998; Potter, 2004). Continuing 

conflicts among scholars can be divided into two basic theoretical frameworks: cognitive 

or constructive media literacy versus critical or protectionist media literacy (Hobbs, 2009; 

Kelner & Share, 2005; Potter, 2004). Media literacy conceptualized from cognitive or 

constructivist frameworks emphasize student interpreting, negotiating, and questioning of 

media messages through the development of critical thinking skills (Hobbs. 1998b; 

Hobbs, 2009; Potter, 2004). Media literacy conceptualized from critical or protectionist 

frameworks emphasize the development of critical thinking skills in order to protect 

students from negative media effects and to decode media messages to challenge media 

institutions and raise questions of power in society (Kelner & Share, 2005; Lewis & 

Jhally, 1998). Scharrer (2002) argued that this scholarly division inhibits the development 
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and evaluation of media literacy curricula and researchers should reduce the emphasis on 

their theoretical divisions as both frameworks emphasize critical thinking skills. 

School systems across the country are involved in the development of new 

curricula and curricular reform. An urban public high school in the southeastern United 

States determined that its current senior language arts course did not sufficiently meet the 

curricular and instructional needs of its twelfth grade students. The traditional senior 

language arts curriculum of this school consisted of two semesters of British literature. A 

review of college freshmen composition course syllabi and expectations of surrounding 

colleges and universities revealed a focus on writing, rhetoric, and media literacy skills 

not sufficiently addressed by the traditional senior language arts curriculum (Dodd & 

Bush, 2009). Therefore, the leadership of this high school decided to pilot a new hybrid 

British literature-media literacy course as a potential replacement for the current year

long study of British literature as the senior year language arts curriculum. The school, 

district, and state leadership approved the combination of senior composition and media 

literacy instruction because media literacy instruction has been demonstrated to improve 

the writing quality and textual analysis abilities of secondary students (Hobbs & Frost, 

2003). 

Within the curriculum of media literacy instruction, scholars continue to 

emphasize several patterns, two of which include development of students' creativity and 

authentic self-expression and the exploration of economic, political, cultural, and social 

media issues in contemporary society today (Hobbs, 2004). The pilot curriculum 

addressed both of these patterns, allowing students to partner their creativity with critical 

thinking (Dockter, Haug, & Lewis, 2010). The Georgia Department of Education as well 
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as the school and district leadership approved this pilot initiative under the guidelines of 

flexible scheduling in January of 2010 for implementation during the 2010-2011 

academic year. 

Statement of the Problem 

As the United States is the most media-saturated country in the world, many 

critics of American schools assert that the lack of media literacy instruction in the United 

States is a serious problem (Potter, 2004). An urban public high school in the 

southeastern United States decided to address this weakness in its curriculum by piloting 

a new hybrid British literature-media literacy course as a potential replacement for the 

current year-long study of British literature as the senior year language arts curriculum. 

The proposal for this course originated with the researcher and another language arts 

teacher at the school. The initial course design consisted of a year-long study of media 

literacy and the elimination of British literature from the senior language arts curriculum. 

Although the school administration initially supported this course design, they recognized 

the content expertise of the language arts department head and suggested that the 

proposal be revised. The revised design consisted of the pilot course curriculum of one 

semester of British literature and one semester of media literacy. This revised design was 

presented to the language arts department head, the school administration, the district 

leadership, and the Georgia Department of Education and approved by all parties (Dodd 

& Bush, 2010). 

The pilot course consisted of the traditional British literature curriculum for the 

first semester and a new curriculum based on media literacy and composition for the 

second semester (Dodd & Bush, 2010). Although the first year of the pilot phase of the 
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course was only offered at the honors level due to concerns of the school's administration 

regarding course scheduling and logistics, the intent of the researcher in proposing and 

developing this pilot curriculum is to make it available to college preparatory students as 

well. The second phase of the pilot program is currently being offered at both the honors 

and college preparatory levels. 

According to Hobbs and Frost (2003), "little school-based empirical research has 

been conducted to demonstrate the impact of media literacy curriculum on students" 

attitudes, behavior, knowledge, and academic performance" (p. 335). The main concern 

of the state and district leadership involved the potential perception by students of the 

new media literacy curriculum as being less challenging than the traditional British 

literature curriculum (G. Hey, GCPS Area Superintendent, personal communication. 

December, 15, 2009). However, the leadership viewed the potential for greater student 

perception of appeal and meaningfulness of the new curriculum as a means for increasing 

engagement and combating the student apathy common in high schools (Education Trust, 

1999, 2001). Potter (1998) asserted that educators must understand that students have 

different motivations and agendas for their education and that failing to consider these 

student perspectives in planning media literacy curricula will result in the failure to 

engage many students who expect instruction in media literacy to be radically different 

than what they encounter in school. 

Due to the current focus on standardized testing, student beliefs and perceptions 

concerning their education and instruction are often disregarded, even though these 

beliefs are associated with achievement (Eisner, 2001; Gentry, Gable, & Rizza, 2001; 

Gentry & Owen, 2004). Analyzing student perspectives can aid in determining the 
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effectiveness of curriculum and instruction (Ames, 1992; Eisner 2001; Popham. 2001). 

Ames (1992) argues that educators and researchers should determine what students 

perceive in their classrooms. Schubert (1992) stated that without "knowing much about 

the impact of curriculum on the outlook of students, and without clear insight into the 

ways students theorize about schooling, educators are in an indefensible position to 

advocate what students should experience through subsequent education" (p. 240). 

Gentry and Owen (2004) advocate measuring the student perception of classroom quality 

in order evaluate curriculum and instruction using the following constructs: challenge, 

meaningfulness, appeal, self-efficacy, and choice. 

This convergent parallel mixed methods study examined the student perceptions 

of classroom quality of the new senior language arts class. This design allowed the 

researcher to collect in parallel, analyze separately, and then merge quantitative and 

qualitative data (Creswell & Clark, 2011). In this study the quantitative survey data 

collected was used to compare the student perceptions of Gentry and Owen's (2004) 

constructs of classroom quality for both the traditional language arts and new media 

literacy curricula. At the same time in the study, qualitative open-ended survey responses 

were used to explore student perceptions of both curricula in greater depth. The reason 

for collecting both quantitative and qualitative data was to validate the quantitative results 

and allow the two forms of data to provide greater insight than would be obtained by 

either type of data separately (Creswell & Clark. 2011). 
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Theoretical Framework 

This study was guided by the Cognitive Model of Media Literacy developed by 

W. James Potter (2004), which conceptualizes media literacy within six axioms: 

responsibility, effects, interpretation, power, purpose, and the importance of shared 

meaning. According to Potter, individuals bear the primary responsibility for increasing 

their media literacy and that unless students accept this responsibility they will have little 

motivation for change. However, Potter also asserts that schools have a special 

responsibility to provide instruction in media literacy and provide reasons for students to 

develop their media literacy skills. Potter recognizes positive and negative effects of the 

media and insists that media literacy theory should not be based solely on avoiding 

negative effects. Potter places the interpretation of media messages within a cognitive 

context and believes that individuals should control their meaning construction while 

interpreting media messages. However, Potter also states that individuals cannot 

construct all interpretations of media messages and that students must be taught meaning 

matching, the ability to link concepts and their cultural designated symbols, in addition to 

meaning construction as well as the ability to recognize when to use which skill. In order 

to obtain the power to control their meaning construction, individuals must have 

knowledge of media content, media industries, media effects, the real world, and the self. 

Potter (2004) stated that the purpose of media literacy is to "empower individuals to shift 

control from the media to themselves" (p. 68). 

Potter's Cognitive Model of Media Literacy requires that students be prepared for 

exposure to media messages and taught how to consciously process these messages. 

Within this theoretical model, knowledge of media effects, media content, media 
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industries, the real world, and the self provides students with the foundational knowledge 

needed to build their media literacy, such that they can construct their individual 

meanings from media messages and make better decisions in order to reach personal 

goals. This knowledge also builds their personal locus, the goals and drives that govern 

their information processing. Within this context, media literacy is a cognitive process 

that can operate both consciously and unconsciously. Students use their competencies and 

skills to enact the goals and plans developed within their personal locus. Although having 

competencies does not guarantee media literacy, lack of competencies can inhibit its 

development, such as illiteracy or limited language proficiency. Students must use their 

competencies and skills in order to process information. They must decide whether to 

ignore or filter information. Then, they must make sense of the information and construct 

their individual meanings. Constructing individual meanings rather than accepting 

surface meanings of messages requires skill and conscious effort. Media literacy 

curriculum designed within Potter's (2004) theoretical framework provides students with 

the power to deconstruct media messages, construct their own meanings, and make their 

own decisions. 

Research Questions 

1. Is there a difference between student perceptions of the classroom quality of the 

traditional language arts and new media literacy curricula? 

a. Is there a difference between student perceptions of the challenge of the 

traditional language arts and new media literacy curricula? 
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b. Is there a difference between student perceptions of the meaningfulness of 

the traditional language arts and new media literacy curricula? 

c. Is there a difference between student perceptions of the appeal of the 

traditional language arts and new media literacy curricula? 

d. Is there a difference between student perceptions of self-efficacy in the 

traditional language arts and new media literacy curricula? 

e. Is there a difference between student perceptions of choice in the 

traditional language arts and new media literacy curricula? 

2. In the voice of the students, how do students perceive the traditional language arts 

and new media literacy curricula? 

a. How does the coursework for each curriculum challenge the students? 

b. How does the coursework for each curriculum engage the students? 

c. How do the students make connections between each curriculum and the 

real world? 

3. To what extent do the quantitative student perception results data and the 

qualitative open-ended survey response data agree for students in the pilot class? 

Significance of this Study 

An urban public high school in the southeastern United States piloted a new 

hybrid British literature-media literacy course during the 2010-2011 academic year as a 

potential replacement for the current year-long study of British literature as the senior 

year language arts curriculum. There has been little school-based, empirical research that 

measures media literacy curriculum and instruction and its effect on the attitudes of 

students (Hobbs & Frost, 2004). Measuring the success of this course from a student 
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perspective provided necessary school-based, empirical data that enabled the school, 

district, and state leadership to evaluate the success of the pilot course, particularly as the 

main concerns expressed by the leadership involved student perceptions of the course (G. 

Hey, GCPS Area Superintendent, personal communication, December, 15, 2009). 

Furthermore, the school, district, and state leadership approved the extension of this 

program to students enrolled in college preparatory (non-honors) language arts courses 

for the 2011-12 academic year. Data from this study aided in the development and 

implementation of the curriculum and instruction for the second phase of the pilot 

program. The second phase of the pilot program includes over 200 students and two 

additional teachers. These students are divided into seven sections, four of which are 

offered at the college preparatory level and three of which are offered at the honors level. 

Finally, this study will aid other researchers, teachers, administrators, and policy makers 

in developing and evaluating media literacy curricula. 

Limitations 

This study was framed by the following limitations, the first of which involved 

the sample size of twenty-eight students. The sample size may have limited the statistical 

power of the quantitative data due to its smallness and the researcher's ability to find 

individual experiences in the qualitative data due to its largeness. The students enrolled in 

the hybrid British literature-media literacy course and participating in the student 

perception surveys were randomly selected via lottery from a list of ninety-one students 

who volunteered to participate in the pilot program. The sampling procedures were 

initially based on volunteer sampling and then followed by a simple random sample of 

volunteers. Excluding non-volunteers was a necessary limitation due to the requirement 
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by the school and district's administrations that only volunteers participate in the pilot 

course. Furthermore, the pilot course was an honors level class, so the results represent a 

more limited student body than the general student population. 

Another limitation was that the researcher was also the instructor for the media 

literacy pilot course. As the researcher did not have control over course assignments, this 

was unavoidable. However, the researcher addressed this limitation in the following 

ways: 

1. The researcher neither selected nor registered the pilot course students. 

2. The school's Assistant Principal of Curriculum and Instruction randomly selected 

the students from the list of student volunteers and registered the selected students 

for the course. 

3. The quantitative and qualitative instruments were anonymous, with no names or 

other identifiers attached to student responses. 

4. The researcher consciously separated her role as teacher and her role as researcher 

while analyzing the data, particularly while coding the qualitative data. 

An additional limitation related to the role of researcher as instructor is that participants 

may have been influenced by the student-teacher relationship when completing surveys. 

Participants were aware that their responses could impact their teacher and the future of 

the pilot course. In order to address this limitation, participant responses were 

anonymous, allowing participants to respond positively or negatively without having to 

identify themselves to their teacher. 
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Researcher Bias 

As the instructor and researcher in this study, I had to consider my personal biases 

while conducting the study and analyze the data. As the instructor, my role in the study 

was from an emic perspective. I had insider knowledge of the participants and their 

perceptions of the pilot course, which could have influenced my analysis of the data 

results. This bias could have been particularly problematic when analyzing the qualitative 

data. In order to reduce the impact of this bias, I asked an independent researcher to 

analyze and thematically code the qualitative data in order to provide triangulation for my 

analysis and conclusions. The independent reader had no knowledge of the research 

questions for the study or the constructs addressed by the quantitative research 

instrument. Having an independent outside reader added an etic perspective to the study 

and validated my analysis of the results and conclusions. 

Definitions of Key Terms 

The definitions provided for the following terms are operational for the scope of 

this research study. The researcher recognizes that there are limitations and debate over 

some of the terms and definitions. The following articulates the definitions that will be 

utilized in this study. 

Appeal. The combination of interest and enjoyment creates appeal in curriculum 

and instruction (Gentry & Owen, 2004; Renzulli, 2001; Schiefele, 1991). 

Challenge. The combination of the "rigor, depth, and complexity" (Gentry & 

Owen, 2004, p. 21) within curriculum creates challenge in student learning. 
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Choice. The ability of students to direct and make important decisions about their 

learning (Cordova & Lepper, 1996; Deci, Koestner, & Ryan, 2001; Gentry & Owen, 

2004; Gentry & Springer, 2002) provides choice in curriculum and instruction. 

Classroom quality. The combination of the challenge, meaningfulness, appeal, 

self-efficacy, and choice (Gentry & Owen, 2004; Gentry & Springer, 2002) determines 

the level of classroom quality of a specific course. 

Honors courses. Honors level classes consist of "coursework designed at an 

advanced level or pace for students who excel in that content area" (GCPS, 2009, p. 5). 

Meaningfulness. The connection that students make between curriculum, their 

prior knowledge, and the world in which they live determines the level of meaningfulness 

that students perceive in their studies (Dewey, 1922; Gentry & Owen, 2004; Piaget, 

1929). 

Media literacy. Media literacy consists of "the ability to access, analyze, evaluate, 

and communicate messages in a variety of forms" (Aufderheide, 1993. p.l) and "the set 

of perspectives from which we expose ourselves to the media and interpret the meaning 

of messages we encounter" (Potter, 2004, p. 58). 

Media literacy instruction. Media literacy instruction provides students with 

explicit instruction in order to provide students with media literacy skills. 

Self-efficacy. Self-efficacy consists of one's beliefs about one's capabilities 

(Bandura, 1977, 1982, 1994). 

Student perception of classroom quality (SPOCQ). The perception of students on 

the challenge, meaningfulness, appeal, self-efficacy, and choice of a specific course 

(Gentry & Owen, 2004) determines the student perception of classroom quality. Gentry 
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and Owen developed the SPOCQ instrument as an extension of the My Classroom 

Activities instrument, which was created to assess third through eighth grade students' 

perceptions of their classes (Gentry, Gable, & Rizza, 2001). The SPOCQ has been tested 

for reliability and validity, specifically for use with honors and non-honors secondary 

students in measuring student perceptions of classroom quality (Gentry & Owen, 2004). 

Traditional senior language arts curriculum. The traditional senior level language 

arts curriculum consists of the year-long study of British literature (GCPS, 2010a). 

Summary 

An urban public high school in the southeastern United States piloted a new 

curriculum for its senior language arts course that has the potential to replace the current 

senior language arts curriculum, a year-long study of British literature. This new 

curriculum consisted of one semester of British literature and one semester of media 

literacy. The new curriculum was evaluated in a mixed methods experimental study 

comparing student perceptions of Gentry and Owen's (2004) constructs for classroom 

quality: challenge, meaningfulness, appeal, self-efficacy, and choice, which provided the 

quantitative component of the study. The qualitative component consisted of five short 

answer questions that provided context and depth for the quantitative results in this 

parallel convergent mixed methods study. Evaluating this new curriculum from a student 

perspective with these constructs was appropriate and addressed the main concerns of the 

school, district, and state leadership. 



CHAPTER 2 

REVIEW OF RELATED LITERATURE 

The purpose of this research was to evaluate a hybrid British literature-media 

literacy pilot course that has the potential to replace the current senior language arts 

curriculum at an urban public high school in the southeastern United States. This study 

compared the student perceptions of classroom quality, as defined by Gentry and Owen 

(2004) to include challenge, meaningfulness, appeal, self-efficacy, and choice, of two 

language arts curricula: a traditional British literature curriculum and a pilot media 

literacy curriculum. This study was guided by the following research questions: 

1. Is there a difference between student perceptions of the classroom quality of 

the traditional language arts and new media literacy curricula? 

a. Is there a difference between student perceptions of the challenge of 

the traditional language arts and new media literacy curricula? 

b. Is there a difference between student perceptions of the 

meaningfulness of the traditional language arts and new media literacy 

curricula? 

c. Is there a difference between student perceptions of the appeal of the 

traditional language arts and new media literacy curricula? 

d. Is there a difference between student perceptions of self-efficacy in the 

traditional language arts and new media literacy curricula? 

e. Is there a difference between student perceptions of choice in the 

traditional language arts and new media literacy curricula? 

14 
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2. In the voice of the students, how do students perceive the traditional language 

arts and new media literacy curricula? 

a. How does the coursework for each curriculum challenge the students? 

b. How does the coursework for each curriculum engage the students? 

c. How do the students make connections between each curriculum and 

the real world? 

3. To what extent do the quantitative student perception results data and the 

qualitative open-ended survey response data agree for students in the pilot 

class? 

Although the earliest English curricula in the United States emphasized the study 

of rhetoric and grammar, current high school English curricula primarily revolve around 

the study of what has become the traditional British and American literary canon due to 

the lasting influence of the Committee of Ten and the academic model of English study 

(Applebee, 1974; Ohmann, 1996; Scholes, 1998; Shuman, 1990). Although media 

literacy as a field for academic research is still developing, it has been an active field of 

academic research for over 25 years (Hobbs, 2004), and the definition of media literacy 

continues to evolve (Aufderheide & Firestone, 1993; NMMLP, 2009a), as well as the 

implementation of media literacy in school and state curricula (Hobbs & Jensen, 2009). 

By the middle of the 20th century, countries such as Great Britain, Canada, and 

Australia had formalized their curricula to address media literacy (Considine, 2002; 

Luke, 1999), unlike the United States, which is currently in the process of developing and 

formalizing media literacy curricula. Although the United States lags behind other 
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English-speaking countries in regards to media literacy curricula (Kellner & Share, 

2005), instruction in media literacy has been incorporated into the curricula to varying 

degrees of schools in several states across the country, including Massachusetts, Texas, 

Maryland, New Mexico, North Carolina, and Georgia. Additionally, the federal 

government has begun to involve itself in promoting media literacy curricula. Lastly, this 

review will shift to discuss students' perceptions of classroom quality as measured by the 

constructs of Gentry and Owen's (2004) Student Perceptions of Classroom Quality 

(SPCOCQ): challenge, meaningfulness, appeal, self-efficacy, and choice. 

English Language Arts Curriculum 

The teaching of literature is continually swinging from a sentimental and falsely 

philosophic standard on one side to the dwelling upon merely technical matters of 

information, etc., on the other. The student is either required to descant upon the 

moral lessons conveyed, to formulate appreciations of the various kinds of 

beauties presented (formulations of necessity conventional and second-hand), or 

the text becomes a peg upon which to hang the dictionary and encyclopedia. 

(Dewey, 1896, p. 279) 

Early Traditions 

The study of English language and literature is a young curriculum (Applebee, 

1974; Graff, 2007; Scholes, 1998). From the late seventeenth until the early nineteenth 

centuries, language arts curricula in the United States largely involved the study of 

rhetoric and grammar, specifically for young men preparing to study law or theology at a 

limited number of available colleges (Russell, 2002; Scholes, 1998; Squire, 2003). 

Furthermore, the study of classical languages (particularly Latin) superseded the study of 
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English (Applebee, 1974; Herbst, 1996; Russell, 2002; Scholes, 1998). For example, the 

Harvard College curriculum in 1642 required students to attend rhetoric and Latin 

declamations for all three of their classes every Friday (Herbst, 1996). English grammar 

and composition were added to the curriculum at Yale in 1767, and a Professorship of 

Rhetoric and Oratory was established in 1817 (Scholes, 1998). 

In the late nineteenth century, colleges and universities began to include the study 

of English language and literature as part of their curriculum and subsequently began to 

require incoming students to demonstrate their English proficiency in entrance 

examinations (Applebee, 1974). Incidentally, Yale faculty resisted adding literature to 

entrance examinations as they were designed to assess candidates' readiness for the 

freshman year curriculum, which did not include any English courses until the 1891-1892 

academic year (Applebee, 1974). The study of English literature did not achieve equal 

status with the study of rhetoric at American colleges and universities until near the end 

of the nineteenth century when lecturers and professors adopted the teaching of literature 

using philological methods, which emphasize cultural history within the study of 

literature and language, as part of the cultural and moral development of their students 

(Graff, 2007; Ohmann, 1996; Scholes, 1998). 

Although many colleges added the study of the English language and literature to 

their curricula, classical studies, similar to the curriculum described in the Yale Report of 

1828, were the primary focuses of humanistic curricula in the United States until the end 

of the nineteenth century (Graff, 2007; Scholes, 1998). High schools modeled their 

curricular concentrations on those of colleges and universities (Applebee, 1974; Graff, 

2007). Formal instruction in literature was unknown to American high schools in 1800, 
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but many schools offered limited study of literature by 1865, and by 1900 literature was 

nearly universally viewed as an important and necessary component of high school 

curricula (Applebee, 1974; Ohmann, 1996; Scholes, 1998). William James Rolfe is 

credited for introducing the regular study of literature to American high schools in the 

mid-1800s as a teacher and principal at various New England high schools (Applebee, 

1974). As a recognized scholar of philology (Harvard awarded him an honorary A. M. in 

1859), Rolfe was able to his lend scholarly credibility to a previously disregarded field of 

study (Scholes, 1998). High schools across the country modeled their curriculum and 

incorporated Rolfe's philological approach to teaching literature (Scholes, 1998). By the 

end of the nineteenth century, English curricula structured around literature fulfilled the 

instructional requirements of the time period: usefulness, discipline, moral value, interest, 

and patriotism, such that schools would adopt literature as a legitimate course of study 

(Applebee, 1974; Ohmann, 1996; Scholes, 1998); furthermore, literature would be valued 

greater than the originally dominant study of rhetoric and composition (McComb, 1917; 

Fowler & Fowler, 1984). 

Committee of Ten 

In 1892, the National Education Association (NEA) commissioned the Committee 

of Ten in order to define the nature and purpose of education for American secondary 

schools (Herbst, 1996). The Committee of Ten, led by then Harvard University President 

Charles W. Eliot and composed mostly of other university presidents, was established to 

assure that high schools were adequately preparing students for college-entrance 

examinations and for successful completion of college (Aulbach, 1994; Herbst, 1996). 

Samuel Thurber, Master of Boston Girls' High School, chaired the 1892 Conference of 
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English and served as the primary author of the conference's report to the committee that 

was included in the Committee of Ten's report for the NEA (Ferry, 1984; NEA, 1894; 

Smith, 1953). Thurber and his colleagues defined English curricula as the study of 

English language, grammar, composition, rhetoric, and English literature and determined 

that the study of literature and training in the expression of thought should be the primary 

curricular components of high school English classes (NEA, 1894), which coincided with 

the curricular evolution of college and university English courses of the time (Smith, 

1953). 

The committee stated that all high school students should study English for five 

hours per week for four years (NEA, 1894). Two years later the National Conference on 

Uniform Entry Requirements reduced the recommended hours of English study to four 

per week for four years (Applebee, 1974; Aulbach, 1994). The study of rhetoric was 

removed from the first two years of high school and only one hour per week in the third 

year was deemed sufficient for any systematic view of the subject (NEA, 1894). The 

committee also determined that all students should be required to read all of the "certain 

masterpieces of English literature" (NEA, 1894, p. 93) included on college entrance 

examination reading lists developed by the Commission of New England Colleges, which 

contradicted the statement that "secondary schools do not exist for the purpose of 

preparing boys and girls for colleges" (NEA, 1894, p. 51). 

High schools of the time were not prepared to meet the increased English 

instruction requirements and did not have enough qualified teachers, resulting in the 

overuse of newly developed textbooks by ill-prepared teachers (Aulbach, 1994). 

Textbook publishers responded by basing their contents on lists of authors and titles 
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found on college-entrance examinations, strengthening the control of colleges and 

universities on high school English curricula (Applebee, 1974; Squire, 2003), particularly 

after the creation of the College Entrance Examination Board (Hook, 1979). In an effort 

to address the practical concerns of high schools, the 1894 National Conference on 

Uniform Entry Requirements created two reading lists, one for "wide" and one for "deep" 

study, a practice that had already informally developed in high schools overwhelmed by 

ever expanding college reading lists (Applebee, 1974; Squire, 2003). The new curricular 

focus on college preparation led to dissatisfaction from certain segments of the American 

public (Urban & Wagoner, 2009), particularly from those students not interested in 

attending college and also from the increasing number of immigrants arriving in the 

country, many of whom were unable to master the new curriculum (Applebee, 1974; 

Aulbach, 1994; Hook , 1979). Many students did not complete high school, as they did 

not view the curriculum as useful or relevant to their futures (Tanner & Tanner, 2007). 

NCTE and English Curriculum Reform 

The increasing public dissatisfaction with the curriculum endorsed by the 

Committee of Ten led to the push to reform secondary English curriculum (Ferry. 1984; 

Urban & Wagoner, 2009). The work of psychologists such as G. Stanley Hall and 

Edward Lee Thorndike prompted educators to a greater interest in the personal 

development of their students (Applebee, 1974; Aulbach, 1994). Thorndike's criticism of 

using instruction in "mental discipline" as a means to justify curriculum directly 

challenged the main defense of the classical curriculum (Applebee. 1974). In 1911. 

James Fleming Hosic, of the Chicago Normal School, led the formal protest made by the 

New York English Teachers Association to the NEA regarding the influence of college 
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entrance examinations on high school English curriculum (Aulbach, 1994; Ferry, 1984), 

which was particularly relevant as only five percent of the population at that time 

attended college (Applebee, 1974). The English Round Table of the Secondary Division 

of the NEA, which had previously opposed the dominance of reading lists created by the 

National Conference on Uniform Entry Requirements (Hosic, 1917), appointed Fleming 

to survey college entrance exam requirements, and his committee determined that a 

national, permanent organization of English teachers was needed (Ferry, 1984; Hook, 

1979; NCTE, 2010). On December 2, 1911, approximately 65 people attended the first 

meeting of what would become the National Council of Teachers of English (NCTE) 

(Ferry, 1984; Hook, 1979). These early members of the NCTE believed that the emphasis 

on "high culture" as represented on current college and university reading lists 

(Applebee, 1974) was not "appropriate for all segments of a democratic society" 

(Aulbach, 1994, p. 1) and that the development of good citizenship and material self-

improvement should replace morality as the purpose of education (Fowler & Fowler, 

1984; Smith, 1953). 

The NCTE continued to actively address English curriculum content and policy 

by working with the NEA to create the National Joint Committee on English that 

sponsored the Commission on the Reorganization of English in the Secondary Schools 

(Applebee, 1974; Aulbach, 1994; Hook, 1979; Squire, 2003). NCTE founder J. F. Hosic 

chaired the committee and compiled its final report: Reorganization of English in 

Secondary Schools (Hosic, 1917). The committee established that high schools should be 

common schools that serve all types of students and not just those intending to attend 

college as a basis for its study (Applebee, 1974; Hosic, 1917; Tanner & Tanner, 2007). 
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The committee also argued that the "best preparation for anything is real effort and 

experience in the present" (Hosic, 1917, p. 5) and asserted that the current dominance of 

college preparatory curricula and its "monotonous and unintelligent uniformity" (p. 7) 

actually did little to prepare students for college. 

The committee rejected the belief that English curricula should require the study 

of facts about certain authors or books and promoted the development of thoughtful 

reading and love of learning (Applebee, 1974; Ferry, 1984; Hosic, 1917; Smith, 1953). 

Both the committee and the NCTE sought to promote reading for enjoyment by 

adolescents and encouraged teachers to offer their students wide ranging choices among 

various types of literature, rather than solely emphasizing titles from college reading lists 

(Applebee, 1974; Hosic, 1917; Squire, 2003; Smith 1953). However, the committee also 

specified which works of literature should be studied at each grade level, listing titles for 

both independent and class study (Hosic, 1917). Although the committee shifted the goals 

of high school English curricula, it did not change the materials suggested for teachers to 

reach these goals, as the specified reading from its report did not abandon the titles listed 

by the National Conference on Uniform Entrance Requirements (Applebee, 1974). The 

literature section of the final report also emphasized the need for the development of an 

English pedagogy, based on the belief that bad English teachers will ruin the best English 

curricula (Hosic, 1917). The NCTE responded to this call with the development of The 

English Journal in 1912 (Hook, 1979), which Hosic personally funded (Ferry, 1984), in 

order to promote discussion of pedagogy in the English classroom from a practical 

standpoint. 



23 

Although educators across the country continued to call for high school 

curriculum reform (Smith, 1953), ultimately John Dewey developed a unified perspective 

representing the growing forces for change in American schools (Applebee, 1974; Fowler 

& Fowler, 1984; Tanner & Tanner, 2007). Dewey directly supported the emancipation of 

high school English curricula from the directives of colleges and universities through his 

conception of education as part of an intentionally progressive society, his rejection of 

traditional literature as the sole purveyor of culture, and his conviction that democracy 

demands education for all and does not allow the development of a cultural elite 

(Applebee, 1974; Dewey, 1916, 1922; Fowler & Fowler, 1984; Tanner & Tanner. 2007). 

Although articles in The English Journal and other NCTE publications would support the 

progressive movement in education (Squire, 2003), the influence of the Committee of 

Ten would remain in American high school English classrooms and continues to do so 

today (Applebee, 1974; Aulbach, 1994; Ferry, 1984; Scholes, 1998; Tanner & Tanner, 

2007). 

Academic Model of High School English 

As early as the 1930s, university scholars began criticizing what they viewed as a 

lack of intellectual rigor and historical perspective in high school curricula embracing the 

ideals of Dewey and other progressives (Applebee, 1974). Robert M. Hutchins, while 

serving as the president of the University of Chicago, gave a series of lectures at Yale 

University in 1936 criticizing progressive philosophies in favor of curricula emphasizing 

discipline and culture as presented in the "Great Books" (Hutchins, 1936). Mortimer 

Adler, a law professor and colleague of Hutchins at the University of Chicago and who 

would partner with Hutchins to found the Great Books Foundation, expanded on 
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Hutchins's criticisms of progressive educators (Adler, 1940). Although Adler refuted 

progressivism with his harshest criticism directed at Dewey (Applebee, 1974), he listed 

four of Dewey's books in his list of "Great Books" in later printings of How to Read a 

Book (Adler & Van Doren, 1972). James B. Conant, president of Harvard University 

from 1933 until 1953, appointed two committees whose purpose was to examine high 

school curricula and programs (Applebee, 1974). The reports of these committees did 

not criticize progressive education as harshly as Hutchins and Adler (Applebee, 1974; 

Tanner & Tanner, 2007), but they did state that current high school curricula needed to 

reemphasize ethical and cultural heritage through the study of "great authors"' and "great 

books" (Conant, 1942, 1945). 

Although college and university scholars critical of the progressive movement 

continued to influence high school English curricula throughout the 1950s (Applebee, 

1974), the launch of Sputnik by the Soviet Union in 1957 and the resulting passage of the 

National Defense Education Act of 1958 ended the support for progressive education in 

the United States (Tanner & Tanner, 2007; Urban & Wagoner, 2009). Even though many 

students do not develop sufficient reading skills to allow them to read the literature 

traditionally emphasized in high school English language arts curricula (Shuman, 1990), 

English as a content area predominantly remains the study of English the literary 

discipline: the sequential and cumulative study of the literary canon (Applebee, 1974; 

Graff, 2007; Scholes, 1998). 

Standards Model of High School English 

Standards based reform has become increasingly important in curriculum 

development and implementation (Superfine, 2008; Valencia & Wixson, 2001). Several 
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reports critical of American public schools, such as A Nation At Risk, conducted by the 

National Commission on Excellence in Education in 1983 (Tanner & Tanner, 2007; 

Urban & Wagoner, 2009), and Time for Results, conducted by the National Governors' 

Association in 1991 (Ruth, 2003), and an increasing dissatisfaction with public schools 

(Ruth, 2003; Squire, 2003) contributed to the support of the standards movement. 

Between 1982 and 1984, over 200 state commissions to review education and make 

recommendations for reform were created (Ruth, 2003). In 1991, The National Council 

on Education Standards and Testing (NCEST) investigated the desirability and feasibility 

of national standards and tests recommended policies for setting voluntary national 

education standards (NCEST, 1992). NCEST (1992) reported that the lack of national 

curricular standards resulted in "de facto" (p. 2) minimum expectations and curricula 

focused on low-level reading and mathematics skills and concluded that national 

standards and assessments were both desirable and feasible. In 1993, the United States 

Congress passed the Goals 2000: Educate America Act (Urban & Wagoner, 2009), which 

was designed to promote national curricular standards and assessments by tying federal 

funding to voluntary adoption and assessment by states of curricular standards emulating 

national educational goals (Ruth, 2003; Spring, 2005). 

Developing standards for English language arts curricula is particularly 

problematic in that so many educators and scholars disagree on whether standards should 

be focused on specific content and information or around issues and ideas (Applebee, 

1997). For example in 1996, the NCTE and International Reading Association (IRA) 

were criticized after issuing their joint Standards for the English Language Arts, which 
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focused on broad ideas of student learning rather than specifying specific content (Burke, 

1996). The division among educators and scholars that began under the academic model 

of high school English continues in the present standards-based curricular model in that 

there is no clear consensus regarding the purpose of English language arts curricula, and 

the inconsistent development and implementation and assessment of English language 

arts standards reflect this division (Ruth, 2003). However, the adoption of English 

language arts standards by 49 of the 50 states by 1999 demonstrates the influence of the 

standards movement in American high school English classrooms (Ruth, 2003; Valencia 

& Wixson, 2001). 

No policy has had as much of an impact on standards-based reform than the 

version of the Elementary and Secondary Education Act (ESEA), commonly referred to 

as No Child Left Behind (NCLB), that was passed by the United States Congress in 2001 

and signed into law by George W. Bush in 2002 (Popham, 2008; Tanner & Tanner, 2007; 

Urban & Wagoner, 2009). Under the policies of NCLB, all states were required to 

implement and assess standards-based curricula in order to receive federal education 

funding (Urban & Wagoner, 2009), and every state has complied with this mandate 

(Superfine, 2008), including the previously standards resistant state of Iowa (Ruth, 2003). 

Some critics of the standards movement and the policies of NCLB assert that standards 

result in curricula limited to prescribed content, reduced local flexibility and authority, 

and an over emphasis of test preparation (Brooks & Brooks, 2004; Spring, 2005; 

Superfine, 2008). Other critics believe that the curricular focus on standards does not 

address other factors that contribute to student learning, particularly poverty (Ayers, 

2004), and that the underlying purpose of standards-based reform is to centralize power 
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over education (Ruth, 2003; Spring, 2005). In 2010, the United States Department of 

Education (USDOE) released A Blueprint for Reform: The Reauthorization of the 

Elementary and Secondary Education Act, as the NCLB version of the ESEA expired in 

2007 (USDOE, 2010). If this policy is adopted, then states will be required to develop 

"comprehensive, evidence-based, preK-12 literacy plans and to align federal, state, and 

local funds to provide high-quality literacy instruction" (USDOE, 2010, p. 26). States 

will also compete for grants to fund the creation and implementation of these literacy 

programs, and priority will be given to those states that adopt the Common Core State 

Standards (CCSS) developed by the National Governor's Association (NGA) and the 

Council of Chief State School Officers (CCSSO) as part of the Common Core State 

Standards Initiative (CCSSI) (CCSSI, 2010; USDOE, 2010). Additionally, priority may 

be given to states that integrate technology into literacy instruction, particularly for 

struggling students (USDOE, 2010). The English language arts component of the CCSS 

includes four strands: reading, writing, language, and speaking and listening (CCSSI, 

2010). The appendices of these standards include exemplar texts that represent the 

traditional literary canon, contemporary texts, and informational readings, as well as 

suggested assessments and student writing samples. Critics of the CCSS assert that the 

new standards are overly technical and lack sufficient focus on interdisciplinary curricula 

(Wraga, 2010) and that the English language arts standards fail to assign responsibility 

for literacy and writing instruction outside of language arts departments (Heller, 2010). 

The CCSS have been adopted by 41 states, Washington D. C., and the U. S. Virgin 

Islands (CCSSI, 2011). 
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Media Literacy Curriculum 

Every step from savagery to civilization is dependent upon the invention of media 

which enlarge the range of purely immediate experience and give it deepened as 

well as wider meaning by connecting it with things which can only be signified or 

symbolized. (Dewey, 1916, p. 272) 

Evolving Definition of Media Literacy 

There are multiple definitions of media literacy, many of which have evolved and 

grown as this area of study has advanced. One of the earliest and most often quoted 

definitions of media literacy is "the ability to access, analyze, communicate, and produce 

media in a variety of forms" (Aufderheide & Firestone, 1993, p. 1) from the Aspen 

Institute Report of the National Leadership Conference on Media Literacy. Aufderheide 

(1997) extended this definition to include the ability to decode and evaluate media texts. 

Christ (1997) stated that media literacy includes both media analysis and media creation 

and lists multiple skills that media curriculum should address: critical thinking, general 

literacy, communication competency, visual literacy, computer literacy, information 

gathering, media writing, production competency, contextual competency, and adaptive 

competency. The National Council of Teachers of English (NCTE) and the International 

Reading Association (IRA) jointly adopted a new definition of 21st century literacies 

(NCTE, 2008): 

• Develop proficiency with the tools of technology 

• Build relationships with others to pose and solve problems collaboratively and 

cross-culturally 
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• Design and share information for global communities to meet a variety of 

purposes 

• Manage, analyze, and synthesize multiple streams of simultaneous information 

• Create, critique, analyze, and evaluate multi-media texts 

• Attend to the ethical responsibilities required by these complex environments 

The NCTE and IRA's definition of 21st century literacies closely connects to the 

recommendations of the International Society for Technology in Education (ISTE), 

which include the following standards (ISTE, 2007): 

• Creativity and Innovation: Students demonstrate creative thinking, construct 

knowledge, and develop innovative products and processes using technology. 

• Communication and Collaboration: Students use digital media and environments 

to communicate and work collaboratively, including at a distance, to support 

individual learning and contribute to the learning of others. 

• Research and Information Fluency: Students apply digital tools to gather, 

evaluate, and use information. 

• Critical Thinking, Problem Solving, and Decision Making: Students use critical 

thinking skills to plan and conduct research, manage projects, solve problems, and 

make informed decisions using appropriate digital tools and resources. 

• Digital Citizenship: Students understand human, cultural, and societal issues 

related to technology and practice legal and ethical behavior. 

The National Association for Media Literacy Education (NAMLE) defines media 

literacy as "the ability to ACCESS, ANALYZE, EVALUATE, and COMMUNICATE 

information in a variety of forms" and further argues that "media literacy represents a 
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necessary, inevitable, and realistic response to the complex, ever-changing electronic 

environment and communication cornucopia that surround us" (NAMLE, 2008, para. 1). 

Additionally, the New Mexico Media Literacy Project (NMMLP) defines media literacy 

as "the ability to critically consume and create media" and includes "understanding the 

'text' (surface content) and 'subtext' (hidden meanings) in messages received from: 

television, radio, newspapers, magazines, books, billboards, signs, packaging, marketing 

materials, video games, recorded music, the internet, and other media" (NMMLP, 2009a, 

para. 1). 

Early Media Curriculum Adoption: Great Britain, Australia, Canada 

The earliest adopter of formal media literacy curriculum was Great Britain 

(Considine, 2002; Kellner & Share, 2005). In the 1960s, many teachers viewed 

themselves as protectors of children from the subliminal messaging of the media and 

included lessons on media literacy in their courses in order to heighten the awareness of 

this messaging in their students (Hart, 2001a). By the 1970s, media literacy curricula 

rapidly grew to include new courses, such as film studies and media studies, and became 

part of the national curriculum in England and Wales in 1989 (Hart, 2001a). The 

instructional emphasis became less protectionist and more focused on developing literacy 

and critical thinking skill among students (Buckingham, 2003). The national curriculum 

connects media literacy to several content areas, including citizenship and the necessity 

of a media literate populace in a democratic society (DCMS, 2001; Sargant, 2004). 

Additionally, the national government of Great Britain recognized the economic role of 

media literacy with the passage of the Communications Act of 2003, which requires the 

Office of Communications (Ofcom) to promote media literacy among the adult 
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population in order to attain the skilled workforce necessary for a strong economy in an 

information-rich society (Blake, 2006; Ofcom, 2003). Part of this initiative included the 

launching of MediaSmart, a media literacy curriculum that targets students both at school 

and at home and includes resource materials for both educators and parents; this program 

is intended to provide media literacy instruction for children and adults (Jackson, 2003). 

Although the national curriculum and examinations formalized media literacy as a 

component of education in Great Britain, implementation of this curriculum has varied 

due to school policies, resources, professional training, and individual commitment (Hart, 

2001b). 

Media literacy instruction has been a part of curriculum in Australia from 

kindergarten through 12th grade since the mid-1990s (Considine, 2002; Potter, 2004). 

Although the initial purpose of media literacy education in Australia modeled the original 

British focus of decoding hidden power structures and ideologies, during the late 1990s 

the curriculum changed to recognize students as active consumers of media, rather than 

passive recipients of messages (Luke, 1999). Additionally, media literacy is taught from a 

social justice position with the following rationale: "media texts students are exposed to 

daily, year after year, are the very texts that help shape their understandings of social 

inequalities and equalities, differentially valued cultural resources and identities, and 

differential access to various forms of social power" (Luke, 1999, p. 624). The Victorian 

Certificate of Education (VCE) course of study includes a media literacy program, and 

the VCE Board recognizes the impact of media on people's lives as a rationale for media 

literacy curriculum and instruction (Considine, 2002). Educators in Australia continue to 



32 

expand the focus of media literacy curricula by emphasizing multimodal literacy 

instruction using media-based texts and technologies (Walsh, 2009). 

The curriculum in Canada is designated by provinces, and Ontario, with the 

assistance of the Jesuit Communication Project, has made the most significant gains in 

formalizing media literacy instruction, as media literacy has been a part of the curriculum 

there since the late 1980s and a requirement since the mid-1990s (Kelly, 2005). 

Aufderheide (1997) argues that the success of the Ontario initiatives in the development 

of media literacy curriculum stems from a grassroots base of teachers, active support 

from boards of education, in-service training, teacher-support materials, and collaboration 

between teachers, parents, researchers, and media professionals. Although the media 

literacy movements in both Australia and Canada initially gained support as a means to 

combat American and British cultural imperialism, the curricular focus has evolved to 

emphasize analysis, evaluation, and other critical thinking skills (Considine, 2002; Kelly, 

2005). 

Media Literacy Curriculum Origins in the United States 

Media literacy study in the United States evolved with the development of the 

media industry (Brown, 1991; Rosenkranz, 1931). One of the early iterations of media 

literacy curriculum in the United States originated in the study of films in the early 1960s, 

as conceived by John Culkin (Moody, 2009a), a Jesuit priest who connected the study of 

film to the study of the media as a whole after studying Marshall McLuan, a Canadian 

who developed the premise that media (defined as speech, print, photography, telegraphy, 

telephone, film, radio, and television) function as extensions of humanity to increase 

humanity's power and speed (Moody, 2009b). In 1969, Culkin also founded the Center 
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for Understanding the Media, the first organization in the United States whose purpose 

was to train teachers to understand media and teach their students media literacy skills; 

the center received funding from the Ford Foundation and conducted summer programs 

for teachers in New York public schools in the early 1970s (Moody, 2009a). Later 

researchers would extend Culkin's ideas and concentrate on evaluating the media 

consciousness of media consumers, which Altheide and Snow (1979) define as "'a general 

logic that media professionals and the audience use "to make sense' out of the 

phenomenon presented through the media" (p. 200). 

By the late 1970s and early 1980s, researchers were examining the relationship 

between media exposure and the ability to process and analyze information, as well as 

how formal instruction in media literacy was affecting the ability of both children and 

adults to analyze and synthesize information (Brookfield, 1986; Rapaczynski, Singer, & 

Singer, 1982). By the late 1980s and early 1990s, media literacy instruction was 

becoming more common and, in some areas, moving into the more mainstream areas of 

curriculum and instruction, as discussed at the first media literacy conference in the 

United States hosted by the Aspen Institute, where the most quoted definition of media 

literacy was established (Aufderheide & Firestone, 1993). 

Several organizations dedicated to promoting and supporting media literacy 

studies in schools also formed during this time period. In 1978, Barry Duncan founded 

the Association for Media Literacy (AML) in order to provide media literacy education 

support for educators in Canada (AML, 2011). Currently, the AML is an international 

organization whose purpose is to help "students develop an informed and critical 

understanding of the nature of the mass media, the techniques used by media industries. 
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and the impact of these techniques" (AML, 2011. para. 2). In 1989, Elizabeth Thoman 

founded the Center for Media Literacy (CML) in order to "encourage new ways of 

thinking about television and media and to develop new teaching resources for exploring 

the impact - pro and con -- of media and new technology" (CML, 2011, para. 4). The 

CML continues to advocate for media literacy curricula and instruction in schools and to 

develop media literacy instructional materials (CML, 2011). In 1997, Elizabeth Thoman, 

Renee Hobbs, Nancy Chase Garcia, and Lisa Reisberg formed the Partnership for Media 

Education (PME) in order to promote media literacy curricula and to organize and host 

national media literacy conferences (NAMLE, 2011). The PME hosted four national 

media literacy conferences and then converted to a membership organization in 2001, the 

Alliance for a Media Literate America (AMLA) (NAMLE, 2011). In 2008, the AMLA 

became the National Association for Media Literacy Education (NAMLE) and began 

publishing the Journal of Media Literacy Education, a peer-reviewed journal (NAMLE, 

2011). The International Society for Technology in Education (ISTE) was founded in 

1979 and has created the NETS, "a comprehensive framework for digital age learning, 

teaching, and school leadership" (ISTE, 2011, para 1). ISTE is one of the largest 

organizations that address the study of media literacy, particularly in areas of technology 

and digital communication (ISTE, 2011). 

The mid-1990s and early 2000s in the United States saw a focus on incorporating 

media literacy instruction into the curricula of already existing courses, particularly 

language arts classes. These media literacy units utilized films, documentaries, interactive 

pictures, multimedia, and popular music as platforms to teach students to analyze a 

variety of communication tools using the literacy tools they had already developed in 
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their language arts classes, for example reading for author's purposes or examining the 

same topics from multiple points of view (Horton, 1994). Furthermore, others began 

incorporating media literacy instruction as part of their writing programs for elementary 

and secondary students (Baines & Dial, 1995; Hobbs, 2004; Hobbs, 2007). The inclusion 

of web-based tools, such as blogging and social networking, into media literacy 

instruction has allowed educators to capitalize on the social and participatory nature of 

emerging media in order to facilitate learning conversations and peer-to-peer dialogue 

(Merchant, 2009). 

The NCTE has issued a resolution affirming that media literacy courses meeting 

the same academic standards of other high school English courses should be counted as 

English credit for admission to universities and colleges (NCTE, 1997). One such course 

exists in New Hampshire at Concord High School where the faculty redesigned the scope 

and sequence of the English language arts curriculum to include American literature for 

ninth grade, world literature for tenth grade, media/communications for eleventh grade, 

and a choice of English electives (such as poetry and creative writing) for twelfth grade 

(Hobbs, 2007; Hobbs & Frost, 2003). During the implementation of the eleventh grade 

media/communications curriculum, researchers examined students' reading 

comprehension, writing skills, critical reading, critical listening, and critical viewing 

skills for nonfiction informational messages and found that media literacy instruction 

improved the students' ability to identify main ideas in written, audio, and visual media 

as well as improving the quantity and quality of student writings (Hobbs, 2007; Hobbs & 

Frost, 2003). 
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Media Literacy and State Curricula 

By the late 1990s, states were incorporating formal media literacy instruction into 

their curricula and either creating new curriculum standards specific to media literacy 

knowledge and skills or making media literacy connections to already existing 

curriculum standards (Hobbs & Frost, 2003). In 1995, the Massachusetts Department of 

Education (MDE) added media literacy skills to the language arts, social studies, health, 

science, and arts curricula (Hobbs, 1998a). For example, 2,500 teachers and students in 

Billerica, Massachusetts, created their own comprehensive media campaign to prevent 

smoking as part of a school-wide project, combining language arts, health, social studies, 

and science curricula with media literacy instruction (Hobbs, 1998b). In 2001, these 

standards were expanded to include General Standard 26: Analysis of Media that requires 

that students "identify, analyze, and apply knowledge of the conventions, elements, and 

techniques of film, radio, video, television, multimedia productions, the internet, and 

emerging technologies, and provide evidence from the works to support their own 

understanding" (MDE, 2001, p. 95). In November 2008, the Massachusetts Department 

of Elementary and Secondary Education's Task Force on 21st Century Skills issued its 

recommendations as part of the state's current curriculum revision process. The task 

force called for a shift in curricular priorities, specifically by admitting that in order to 

incorporate their recommended increased focus on media literacy into the state 

curriculum standards, then other, less relevant material would have to be either reduced 

or removed (Mass. Task Force, 2008). 

In 1997, the state of Texas adopted the Texas Essential Knowledge and Skills 

(TEKS) and included within those standards was a new strand: Viewing and 
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Representing, in the English Language Arts TEKS (TEA, 2005). The Texas Education 

Agency, Texas Cable & Telecommunications, and Discovery Communication Inc., and 

various Texas teachers created a teacher resource entitled Viewing and Representing: 

Media Literacy in Texas. Renee Hobbs, then of Babson College, directed the 

development of these materials (TEA, 2005). Furthermore, State Board for Educator 

Certification (SBEC) states that Texas teachers must now demonstrate their ability to 

"understand how to interpret, analyze, and produce visual images and messages in 

various media and provide students with opportunities to develop skills in this area" as 

part of the certification process for becoming reading and language arts teachers at the 

elementary, middle, and high school levels (SBEC, 2008a, p. 1; SBEC, 2008b, p. 1). 

Texas teachers have found the incorporation of media literacy instruction into their 

reading and language arts curriculum to be mostly successful. For example, one Texas 

elementary school used the curriculum to teach critical reading of advertisements in a 

fourth-grade class and found that the students began to think critically about the 

advertisements they were exposed to during this unit (Gainer, Valdez-Gainer, & Kinard, 

2009). 

The same researchers from Babson College that collaborated with the state of 

Texas, again headed by Hobbs, worked with Discovery Communication Inc. a second 

time to create a six-module media literacy curriculum for the Maryland State Department 

of Education (MSDE) (Hobbs, 2004). They created three different versions of the 

curriculum for implementation at the elementary, middle, and high school levels. All of 

these modules are accessible for teachers via the MSDE website; lessons revolve around 
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specific media literacy skills, such as asking critical questions and understanding media 

genres (MDSE, 2003). In 2001, researchers from Rutgers University issued a final report 

evaluating the success of the new curriculum (Kubey & Serafin, 2001). They found the 

program to be effective in increasing the media literacy skills of students and that 

teachers were generally satisfied with the lessons and would continue to incorporate them 

into their instruction. The teachers were particularly satisfied that the curriculum modules 

included correlations to their state standards (Kubey & Serafin, 2001). Some schools 

have expanded upon the state curriculum in regards to media literacy. For example, 

Montgomery Blair High School, in Silver Spring, MD, created an Academy of Media 

Literacy as part of their smaller learning communities initiative (MBHS, 2009). 

The New Mexico Media Literacy Project (NMMLP) began in 1993 as an outreach 

project of Albuquerque Academy, an independent school located in Albuquerque, New 

Mexico (NMMLP, 2009b). Schools across New Mexico, public and private, incorporated 

the resources developed by the NMMLP into their curricula (Pungente, 1994). The 

NMMLP, unlike the media literacy programs in Maryland and Texas, deliberately 

refused to associate itself with corporate media institutions in order to preserve its 

independence (NMMLP, 2009b). In March 2009, the state of New Mexico legislature 

proposed HB 342a that would amend the state Public School Code to allow media 

literacy to be offered as an elective in middle and high schools, and the New Mexico 

Public Education Department (NMPED) has proposed the adoption of this change and 

development of curriculum standards for this course; both the legislature and the NMPED 

propose to adopt the definition of media literacy established by the NMMLP (NMPED. 



2010). This legislation is currently under review by the Education Committee of the New 

Mexico House of Representatives (MLP, 2011). 

In 1993, the Center for the Advancement of Teaching, in conjunction with faculty 

from Appalachian State University, began offering media literacy instruction in-service 

training to teachers in North Carolina, coinciding with the addition of media literacy 

skills to the state curriculum in 1992 (Considine, 2001). The governor's office has 

promoted the use of media literacy curriculum with at-risk students in order to better 

prepare them for the evolving demands of college and corporate America, such as the 

launching in 2003 of the North Carolina New Schools Project (NCNSP), which includes 

100 new high schools that emphasize media literacy as a curriculum focus as part of the 

redesign of state high schools (NCNSP, 2004). The current state curriculum, adopted by 

the Public Schools of North Carolina State Board of Education in 2005, emphasizes 

media literacy in the new Information Skills strand of the North Carolina Standard 

Course of Study (Department of Public Instruction, 2005). Furthermore, the new 

Professional Teaching Standards currently under consideration by the North Carolina 

Professional Teaching Standards Commission (NCPTSC) that will be used to evaluate 

public school teachers requires the inclusion of 21st century and media literacy skills as 

part of instruction in all content areas (NCPTSC, 2009). 

In 2004, the Georgia Department of Education (GADOE) began the 

implementation of a new curriculum: the Georgia Performance Standards (GADOE, 

2009). The state provides standards for 11 secondary English language arts courses, nine 

of which consist of traditional literature-based curricula (GADOE, 2011). The secondary 
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English language arts standards include strands for reading, writing, conventions, and a 

separate strand for listening, speaking, and viewing (GADOE, 2004). The standard in the 

viewing section that the GADOE intends to address media literacy instruction (GADOE, 

2004) utilizes the same wording for grades nine to 12: 

The student formulates reasoned judgments about written and oral communication 

in various media genres. The student delivers focused, coherent, and polished 

presentations that convey a clear and distinct perspective, demonstrate solid 

reasoning, and combine traditional rhetorical strategies of narration, exposition, 

persuasion, and description. (GADOE, 2006) 

Although the rules for teacher preparation programs set by the Georgia Professional 

Standards Commission (GAPSC) do not specifically address media literacy, several of 

the requirements include knowledge of media literacy skills (GAPSC, 2005): 

(3.i) The program shall prepare candidates who are knowledgeable about 

language; literature; oral, visual, and written literacy; print and non-print media; 

technology; and research theory and findings. 

(3.vii) The program shall prepare candidates who demonstrate knowledge of the 

range and influence of print and non-print media and technology in contemporary 

culture. 

(4.ii) The program shall prepare candidates who examine and select resources for 

instruction such as textbooks, other print materials, videos, films, records, and 

software, appropriate for supporting the teaching of English language arts. 

(4.vii) The program shall prepare candidates who engage students in critical 

analysis of different media and communications technologies. 
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As Georgia has adopted the CCSS developed by the NGA and CCSSO, the GADOE is 

currently revising the state curricular standards for all content areas, including the 

English language arts (GADOE, 2010). 

Media Literacy and the Federal Government 

In the mid-1960s, the United States Office of Education funded the development 

of a new curriculum Media Now, which was designed to educate high school students 

about media issues, including media hardware, production, evaluation, interpretation, and 

presentation (Jensen, 2009). However, federal funding of media literacy curricula 

declined in the 1970s and was nearly eliminated in the early 1980s, due in part to political 

attacks on federal educational grants (Kubey, 1998). In the mid-1990s, the relationship 

between watching violence in the media and violent actions (particularly by children) 

became an issue of public debate, causing the United States Senate to hold several 

hearings to which they invited educators and researchers involved in media literacy 

curricula (Thoman, 2009). However, media literacy curricula did not become federally 

funded or mandated as a result of these hearings, and no mention of providing media 

literacy instruction in schools was included in the Senate's final report: Children, 

Violence, and the Media: A Report for Parents and Policy Makers (Hatch, 1999). 

In 2000, following the school shootings in Columbine, Colorado, then United 

States Secretary of Education Richard W. Riley and then Chairman of the National 

Endowment for the Arts Bill Ivey announced nearly $1 million in grants for school 

districts to "help young people better understand the artistic content of electronic media 

images" (USDOE, 2000, para. 1). Although the federal government's reauthorization of 

ESEA in 2001, commonly known as NCLB, did not mandate media literacy standards or 
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assessments, NCLB did include requirements for technology integration into instruction 

in public schools and provisions for community technology centers. The federal 

government combined with corporate America to promote media literacy in 2002 with 

the formation of the Partnership for 21st Century Skills (P21), which is funded by the 

USDOE, Microsoft Corporation, Apple Computer Inc., Sun Microsystems, and the Walt 

Disney Company, among others (P21, 2004). Some find this government-corporate 

partnership to be troubling due to its focus on workplace productivity and absence of a 

social justice agenda (Kellner & Share, 2005). Upon the 2007 expiration of NCLB, the 

P21 issued a call for the next version of the ESEA to explicitly address 21s1 century 

learning and skills (P21, 2007). 

As of 2003, all 50 states had addressed media literacy or some component of 

media literacy within their curricular standards, and the federal government had also 

called for instruction of media literacy concepts as part of the arts standards in the Goals 

2000: Educate America Act (Heins & Cho, 2003). In May 2009, Senator Jay Rockefeller 

of West Virginia introduced the 21st Century Skills Incentive Fund Act. which, if passed, 

would authorize the Secretary of Education to provide matching federal funds, with S100 

million appropriated, to states that provide students with curriculum choices that include 

what the bill identifies as key 21st century skills, including information literary and media 

literacy. Furthermore, states already providing this curriculum would receive financial 

support. The bill is currently under consideration by the Senate Committee on Finance 

(S.1029, 2009). 

As NCLB expired in 2007, the USDOE has released a new version of the ESEA 

for authorization by Congress. This proposed legislation, A Blueprint for Reform: The 
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Reauthorization of the Elementary and Secondary Education Act, states that state 

curricular standards and assessments must address 21st century learning and literacies 

(USDOE, 2010). States will compete for grants rather than being allocated funds as under 

NCLB, and priority will be given to those states that adopt the CCSS developed by the 

NGA and the CCSSO (USDOE, 2010). The CCSS English language arts standards 

include four strands: reading, writing, language, and speaking and listening, as wells as 

integrated media and technology standards among the strands (CCSSI, 2010). The 

integrated media and technology standards include (CCSSI, 2010): 

• Integrate multiple sources of information presented in diverse formats and media 

(e.g., visually, quantitatively, orally) in order to make informed decisions and 

solve problems, evaluating the credibility and accuracy of each source and noting 

any discrepancies among the data 

• Make strategic use of digital media (e.g., textual, graphical, audio, visual, and 

interactive elements) in presentations to enhance understanding of findings, 

reasoning, and evidence and to add interest 

• Use technology, including the internet, to produce, publish, and update individual 

or shared writing products in response to ongoing feedback, including new 

arguments or information 

The P21 states that the CCSS English language arts standards are promising but criticized 

them for not sufficiently addressing creativity or collaborative communication (P21. 

2010). The CCSS have been adopted by 56 states, Washington D. C., and the U. S. 

Virgin Islands (CCSSI, 2011). 
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Media Literacy Curricular Concerns 

Educators may resist the inclusion of media literacy instruction into K-12 

classrooms (Deal, Flores-Koulish, & Sears, 2010) due to preferences for curricula and 

instruction grounded in the traditional literary canon in order to develop student cultural 

literacy (Beaudoin, 2010). Teachers who do not view themselves as curriculum creators 

(Deal, Flores-Koulish, & Sears, 2010) are more likely to value the development of 

content-based cultural literacy (Beaudoin, 2010) rather than skills-based media literacy 

(Potter, 2004), particularly in secondary English language arts departments (Beaudoin, 

2010). Furthermore, the valuing of the literary canon as a conveyor of universal themes 

and ideas places secondary English language arts curricula within a static and unchanging 

framework (Beaudoin, 2010) as opposed to the dynamic and fluid conceptual frameworks 

of media literacy (Christ, 1997; Considine, 2001). 

Although many classroom teachers agree that their students should become media 

literate, they may feel unable or unwilling to integrate another component into what they 

view as an already overcrowded curricula (Muller, Sancho, & Hernandez, 2009; Sperry, 

2010) or may lack administrative support to stray from or expand strictly proscribed 

curricula or pacing charts (Deal, Flores-Koulish, & Sears, 2010). Educators who desire to 

integrate media literacy instruction into their courses also may struggle with time 

constraints due to the extended class time students need to deconstruct and construct 

media messages (Deal, Flores-Koulish, & Sears. 2010). Additionally, teachers may 

desire to include media literacy instruction into their classroom instruction, but they often 

lack access to materials related to their core content areas and the time or ability to 

construct their own instructional materials grounded in media literacy development 
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(Muller, Sancho, & Hernandez, 2009; Sperry, 2010). These materials are necessary to 

provide students with historical, political, or cultural contexts and enable them to analyze 

and interpret media texts (Sperry, 2010). Even if teachers have access to media resources 

and technology, they often lack the skills or access to training to effectively incorporate 

them into instruction (Merchant, 2009; Muller, Sancho, & Hernandez, 2009). 

Although one of the main objectives of media literacy instruction is to promote 

independent thinking among students, the inability of teachers to recognize and 

acknowledge their own biases may inhibit this goal (Ryan, 2009), particularly among 

media documents that teachers or students are predisposed to agree with (Deal, Flores-

Koulish, & Sears, 2010; Sperry, 2010). Educators may continue to resist recognizing 

these biases even after receiving training in deconstructing their beliefs and also may not 

recognize a connection between media literacy instruction and critical thinking skills 

development (Deal, Flores-Koulish, & Sears, 2010). In order to successfully implement 

media literacy curricula that promotes critical thinking skills, teacher-educator programs 

and school districts must provide instruction and staff development in constructivist 

pedagogy in order for educators to be able to teach students meaning-making skills (Deal, 

Flores-Koulish, & Sears, 2010). Also, teachers, even those trained in constructivist 

protocol, often perform the analysis themselves while working with media texts rather 

than consciously encouraging their students to construct their own meanings (Sperry, 

2010), requiring continuing training and staff development in constructivist pedagogy 

(Deal, Flores-Koulish, & Sears, 2010; Sperry, 2010). 
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In order to effectively implement curricula emphasizing media literacy, students 

must have access to the internet and other technologies at home as well as in the 

classroom (Walsh, 2009). The availability of school technology (NCES, 2008) and the 

use of available technology by teachers vary widely in the United States (NCES, 2009). 

Students attending schools in rural areas and in urban areas with low socio-economic 

status are less likely to have access to technology and the internet at home or in the 

classroom (Goode, 2007; Rideout, Foehr, & Roberts, 2010). Teachers in these areas need 

more access to school technology resources and ongoing staff development and training 

in effectively incorporating these resources into their instruction (Goode, 2007; Rideout, 

Foehr, & Roberts, 2010; Walsh, 2009). Schools have the potential to help students 

overcome economic disadvantages by providing access to emerging technologies and 

instruction on how to use these technologies to enhance critical thinking skills (Muller, 

Sancho, & Hernandez, 2009). 

Educators often overly focus on the technology itself, rather than analyzing how it 

is used in curriculum development and instruction (Mishra & Koehler, 2006). Mishra and 

Koehler (2006) proposed a new framework for the development of teacher knowledge for 

technology integration into curriculum and instruction. This framework. Technological 

Pedagogical Content Knowledge (TPACK), explores the relationship between teacher 

knowledge of content, pedagogy, and technology and then integrates them into one 

construct. TPACK permits researchers, teacher-educators, and teacher trainers to develop 

a nuanced understanding of teacher knowledge of content, pedagogy, and technology and 

then examine the interplay among these complex bodies of knowledge (Mishra & 

Koehler, 2006). This multi-faceted approach allows for the development of multiple 
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solutions to issues surrounding the integration of technology into curriculum and 

instruction, as "there is no single technological solution that applies for every teacher, 

every course, or every view of teaching" (Mishra & Koehler. 2006. p. 1029). 

In addition to technological and pedagogical concerns, questions of safety and 

classroom control also may inhibit the implementation of media literacy curricula and 

instruction. Many educators are concerned about the potential for bullying and 

inappropriate behavior while using web-based tools and some feel that incorporating 

media texts and technologies into curricula can destabilize classrooms (Merchant, 2009). 

Teachers need time to reflect and collaborate with colleagues in order to develop sensible 

policies that allow them to utilize technology to promote media literacy in their students 

without sacrificing the human element of learning (Ryan, 2009). Districts, schools, 

parents, and educators must collaborate to coordinate policies designed to maintain 

student safety in media enriched classrooms (Merchant, 2009). 

Lastly, the cost of obtaining permission for reproducing all media documents 

needed for media literacy instruction would be prohibitive for educators (Sperry, 2010). 

The Center for Social Media (CSM) created The Code of Best Practices in Fair Use for 

Media Literacy Education in order to provide educators clear standards for legally using 

media texts in classrooms under the guidelines of fair use (CSM, 2011). Under fair use, 

educators using the concepts and techniques of media literacy (CSM, 2011): 

• can choose illustrative material from the full range of copyrighted sources and make 

them available to learners, in class, in workshops, in informal mentoring and teaching 

settings, and on school-related websites 
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• can integrate copyrighted material into curriculum materials, including books, 

workbooks, podcasts, DVD compilations, videos, websites, and other materials 

designed for learning 

• should be able to share effective examples of teaching about media and meaning with 

one another, including lessons and resource materials 

• should be free to enable learners to incorporate, modify, and re-present existing media 

objects in their own classroom work 

• should work with learners to make a reasoned decision about distribution that retlects 

sound pedagogy and ethical values 

Furthermore, teachers must instruct their students about the ethical use of copyrighted 

materials and model appropriate practices in their instruction (Ryan. 2009). 

Defining and Measuring Classroom Quality 

The only freedom that is of enduring importance is freedom of intelligence, that is 

to say, freedom of observation and of judgment exercised in behalf of purposes 

that are intrinsically worth while...the fixed arrangements of the typical traditional 

schoolroom, with its fixed rows of desks and its military regimen of pupils...put a 

great restriction upon intellectual and moral freedom. Strait-jacket and chain-gang 

procedures had to be done away with if there was to be a chance for growth of 

individuals in the intellectual springs of freedom without which there is no 

assurance of genuine and continued normal growth. (Dewey, 1938, p. 61) 

Although the primary purpose of this literature review has been to present the 

evolution of English language arts and media literacy curricula, the focus now will shift 

to defining and measuring classroom quality, as the purpose of this study is to measure 
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the student perceptions of the classroom quality of a new hybrid British literature-media 

literacy course. According to Gentry and Owen (2004), there are five significant 

constructs to classroom quality: challenge, meaningfulness, appeal, self-efficacy, and 

choice. They developed the Student Perceptions of Classroom Quality (SPOCQ) in order 

to measure student perceptions of these constructs. Furthermore, they argue that these 

constructs relate to student achievement and that they are important educational 

outcomes. 

Challenge 

Children prefer to engage in tasks that are slightly beyond their current abilities 

and growth in intellectual development requires challenge, as demonstrated in the work 

of Vygotsky and his Zone of Proximal Development (Daniels, 2005; Vygotsky, 1978). 

Students should be given tasks that are not too hard and that are also not too easy, but that 

appropriately challenge them, allowing them to gain confidence from their competence 

and success (Pintrich, 2003). Students become bored if tasks are too easy and frustrated if 

tasks are too difficult (Brophy, 1987). Underachievement can be caused by boredom from 

lack of challenge and its resulting decrease in student motivation to learn (Gentry & 

Springer, 2002). Furthermore, rewards given for successful performance of appropriately 

challenging tasks sustain interest and promote self-efficacy (Boggiano & Ruble, 1979). 

Challenge involves rigor, depth, and complexity, and appropriately challenging 

curriculum with effective instruction can substantially enhance student learning (Gentry 

& Owen, 2004). Challenge, when embedded in the structure and design of curriculum 

and learning tasks, contributes to student motivation and achievement (Ames, 1992). 



50 

Meani ngfulness 

Meaningfulness has long been a consideration in evaluating the quality of 

curriculum and instruction (Dewey, 1916). According to Dewey (1922), "good consists in 

the meaning that is experienced to belong to an activity when conflict and entanglement 

of various incompatible impulses and habits terminate in a unified orderly release in 

action" (p. 210). Students find meaning in their learning when these conflicts and 

entanglements act in a unified way (Hostetler, Latta, & Sarroub, 2007). Furthermore, 

Piaget (1929) argued that students could construct meaning when they connect prior 

knowledge and experiences to new information and concepts (Beilin, 1992). Renzulli 

(1999) extended this view when he stated that learning content and processes within 

context increases meaningfulness and students are more likely to engage in instruction 

when they perceive it as meaningful and personally relevant. Curriculum must be 

relevant, interesting, and meaningful and appeal to students' imaginations for optimal 

learning to occur (Cordova & Lepper, 1996; Phenix, 1964). 

Greene (1965) argued that providing students with meaningful, authentic learning 

experiences can allow them to develop "personal knowledge" (p. 418) of curriculum. 

Helping students connect learning to their personal interests facilitates learning with 

personal depth (Brophy, 1987; Gentry & Springer, 2002). "When content and methods 

have relevance to students' lives and are significant, important, connected, and worth 

caring about, then meaningfulness has been achieved," and researchers should consider 

how learning can be made meaningful to students as an "important aspect of quality 

education" (Gentry & Owen, 2004, p. 21). When students find meaning in their 

assignments, they are more likely to approach their learning with mastery goals and 
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achieve greater academic success (Brophy, 1987; Cordova & Lepper, 1996). Ultimately, 

students are the final arbiters of meaningfulness in learning experiences (Tanner & 

Tanner, 2007; Thomas & Schubert, 2001). 

Appeal 

Appeal is the combination of interest and enjoyment, and interest is connected to 

motivation, and motivation is connected to learning (Linnenbrink & Pintrich, 2003; 

Gentry & Owen, 2004). Schiefele (1991, 1999) divides interest into two categories: 

personal and situational, with personal interest being a relatively stable evaluative 

orientation toward a certain domain, while situational interest is a temporary state elicited 

from specific features or actions and can influence student motivation and achievement. 

Several theorists have urged the use of interests in order to engage students in their own 

learning (Brophy, 1987; Dewey, 1916; Renzulli, 2001), and studying interests should 

lead to insights that improve teaching and learning (Deci, Koestner, & Ryan, 2001; 

Gentry & Springer, 2002; Gentry & Owen, 2004). Many researchers have demonstrated 

interest in analyzing student interest and appeal in regards to curriculum design 

(Boekaerts & Boscolo, 2002; Schiefele, 1999). Students who find appeal in their course 

content become interested and intrinsically motivated to learn, making them more likely 

to succeed academically (Boekaerts & Boscolo, 2002; Brophy, 1987; Linnenbrink & 

Pintrich, 2003; Ziehe, 2009). Students who do not find appeal in their courses may avoid 

or disengage from their studies and may experience few social or cultural consequences 

for this avoidance (Ziehe, 2009). Additionally, many researchers have found a 

relationship between student interest in curriculum and learning tasks to increased student 
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self-efficacy and increased student performance (Cordova & Lepper, 1996; Corno & 

Mandinach, 1983; Hidi, 1990). 

Self-Efficacy 

Self-efficacy consists of one's belief about one's capabilities (Bandura, 1977, 1982. 

1994), and academic self-efficacy is the belief that one can successfully complete 

assigned academic tasks, and, furthermore, is a significant motivational belief in regards 

to academic achievement (Schunk, 1991; Linnenbrink & Pintrich, 2003). Although 

people avoid activities that they believe are beyond their abilities, they assuredly perform 

tasks they believe themselves capable of completing (Bandura, 1977). Students with low 

academic self-efficacy for an assigned task may choose to avoid it. while students with 

the belief that they are capable are likely to readily participate in the task or activity 

(Schunk, 1991; Stipek & Daniels, 1988). Attending to student self-efficacy allows 

students to "transform from the socialized to the self-authoring mind" (Keegan, 2009, p. 

50). 

It is important for students to have confidence in their pursuit of specific knowledge 

and skills in addition to performing well on achievement assessments (Gentry & Owen, 

2004). Students use information embedded in their curriculum to make decisions about 

their ability, their willingness to attempt, and their feelings of satisfaction regarding their 

learning tasks (Ames. 1992). Furthermore, students who lack confidence in their 

academic abilities are more likely to develop a learned helplessness response pattern 

towards their studies and less likely to meet performance goals (Dweck & Legget, 1988; 

Elliott & Dweck, 1988; Stipek & Kowalski, 1989). Jagacinski and Nicholls (1987) link 

low self-efficacy to decreased student effort and lower academic outcomes, which 
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coincides with Bandura's (1982) conclusion that perceptions of self-efficacy determine 

the amount of effort people will expend on accomplishing tasks and overcoming 

obstacles to task completion. Those with high self-efficacy exert greater effort to master 

challenges, while those with low self-efficacy are less likely to achieve in the face of 

difficulties (Bandura & Schunk, 1981). Educators must attend to student self-efficacy, as 

they "cannot over attend to where [they] want the student to be...and ignore where the 

student is" (Keegan, 2009, p. 48). 

Choice 

Choice in curriculum and instruction enables students to direct and make 

important decisions about their learning (Gentry & Owen, 2004). Researchers, such as 

Dewey (1916) and Gardner (1991), have concluded that offering students choice in their 

curriculum and instruction motivates and encourages them (Bloom, Maduas, & Hastings, 

1981). Additionally, offering students choice promotes their achievement (Linnebrink & 

Pintrich, 2003), increases their intrinsic motivation (Deci, Koestner, & Ryan, 2001; 

Cordova & Lepper, 1996), and increases student perception of school-connectedness 

(Glasser, 1998). Allowing students choice in their learning promotes personal 

involvement and a greater sense of ownership in the educational process (Brophy, 1987; 

Gentry & Owen, 2004; Glasser, 1998) and can enhance relevance, achievement, and 

belonging (Gentry & Springer, 2002; Glasser, 1986). Learning tasks that include variety 

and diversity facilitate learning and student achievement (Marshall & Weinstein, 1984; 

Rosenholtz & Simpson, 1984). The degree to which educators involve students in 

decision making is related to positive motivation patterns in students (Brophy, 1987; 

Deci, Schwartz, Sheinman, & Ryan, 1981), particularly in regards to promoting student 
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intrinsic motivation towards their learning tasks (Cordova & Lepper, 1996; Ryan & 

Grolnick, 1986). 

Summary 

The purpose of this research was to evaluate a hybrid British literature-media 

literacy pilot course that has the potential to replace the current senior language arts 

curriculum at an urban public high school in the southeastern United States. This study 

compared the student perceptions of classroom quality, as defined by Gentry and Owen 

(2004) to include challenge, meaningfulness, appeal, self-efficacy, and choice, of two 

language arts curricula: a traditional British literature curriculum and a pilot media 

literacy curriculum. The definition of media literacy continues to evolve and research in 

this area continues to grow. Although media literacy curriculum in the United States 

currently lags behind that of other English-speaking countries, several states are 

addressing media literacy as part of revised curriculum standards. The federal 

government is also involved in several initiatives designed to promote media literacy, 

including proposing new legislation. Curriculum and instruction can be evaluated using 

student perceptions of classroom quality, which will provide an empirical method of 

evaluation for the media literacy pilot course that addresses the main concerns of the 

district level leadership in regards to the media literacy curriculum. 



CHAPTER 3 

METHODOLOGY 

The purpose of this research is to examine the student perceptions of classroom 

quality, as defined by Gentry and Owen (2004) to include challenge, meaningfulness, 

appeal, self-efficacy, and choice, of a hybrid British literature-media literacy pilot course 

that has the potential to replace the current senior language arts curriculum at an urban 

public high school in the southeastern United States. A convergent parallel mixed 

methods design was used to address the research questions listed below. 

Mixed methods research involves the use of both quantitative and qualitative 

research methods in tandem, such that the overall strength of the research design is 

greater than either quantitative or qualitative designs alone (Creswell, 2009; Creswell & 

Clark, 2011; Johnson & Onwuegbuzie, 2004). An advantage of mixed methods research 

is that it allows researchers to ask both confirmatory and exploratory questions 

simultaneously, thereby verifying and generating theory in a single study (Teddlie & 

Tashakkori, 2006). A convergent parallel mixed methods design includes one phase that 

simultaneously collects both quantitative and qualitative data (Creswell & Clark, 2011). 

The researcher is able to derive inferences by synthesizing the results from both strands 

of data in order to form meta-inferences and reconcile information gleaned from both the 

quantitative and qualitative research strands at the end of the study (Teddlie & 

Tashakkori, 2006). The rationale for this approach is that the quantitative data and 

analysis provide a general understanding of the research problem while the qualitative 
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data and analysis refine and validate the statistical results by more deeply exploring the 

views of participants (Creswell, 2009; Creswell & Clark, 2011; Johnson & Onwuegbuzie. 

2004). Collecting both quantitative and qualitative data using this mixed methods design 

enabled the researcher to validate the quantitative results and allowed the two forms of 

data to provide greater insight than would be obtained by either type of data separately 

(Creswell & Clark, 2011). 

Research Questions 

1. Is there a difference between student perceptions of the classroom quality of the 

traditional language arts and new media literacy curricula? 

a. Is there a difference between student perceptions of the challenge of the 

traditional language arts and new media literacy curricula? 

b. Is there a difference between student perceptions of the meaningfulness of 

the traditional language arts and new media literacy curricula? 

c. Is there a difference between student perceptions of the appeal of the 

traditional language arts and new media literacy curricula? 

d. Is there a difference between student perceptions of self-efficacy in the 

traditional language arts and new media literacy curricula? 

e. Is there a difference between student perceptions of choice in the 

traditional language arts and new media literacy curricula? 

2. In the voice of the students, how do students perceive the traditional language arts 

and new media literacy curricula? 

a. How does the coursework for each curriculum challenge the students? 

b. How does the coursework for each curriculum engage the students? 
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c. How do the students make connections between each curriculum and the 

real world? 

3. To what extent do the quantitative student perception results data and the 

qualitative open-ended survey response data agree for students in the pilot class? 

Research Design 

A random sample of high school seniors selected from a list of volunteers 

participated in the study. The participants attended an urban high school with a diverse 

student population that was located inside the metropolitan area of a large southern city. 

Students enrolled in the pilot hybrid British literature-media literacy course and 

participating in this study were surveyed simultaneously using both quantitative and 

qualitative measures in a repeated posttest only test design. The quantitative instrument 

was the Student Perceptions of Classroom Quality (SPOCQ) (Gentry & Owen, 2004) 

(Appendix A). The qualitative instrument was a survey consisting of five open-ended 

short answer questions. The questions for the first semester (Figure 1) and questions for 

the second semester (Figure 2) were the same with the exception of one question. The 

qualitative instrument for the first semester asked the students why they chose to 

participate in the pilot course, and the qualitative instrument for the second semester 

asked participants if they would recommend the pilot course to a friend. Both the 

quantitative and qualitative instruments were administered during the first semester, in 

which the participants studied the traditional British literature curriculum, and again 

during the second semester, in which participants studied the new media literacy 

curriculum. Participants answered both the quantitative and qualitative questions using 
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Zoomerang (MarketTools, 2010), a web-based survey software program, in a computer 

lab at the research site. 

Population and Sample 

The target population for this study consisted of students enrolled in a hybrid 

British literature-media literacy pilot course at an urban public high school in the 

southeastern United States. These students were senior honors students who were 

randomly selected from a list of ninety-one volunteers. The high school studied had a 

total population of 2,391 students (GCPS, 2010b). Although 29 students were selected for 

the course and agreed to participate in the study, one participant was unable to submit his 

responses using the online survey tool. As this participant was identified by the 

researcher and, therefore, no longer anonymous, he was removed from the study. The 

remaining 28 students enrolled in the pilot course participated in the study. 

All participants were senior honors students enrolled in a hybrid British literature-

media literacy pilot course that has the potential to replace the current senior language 

arts curriculum at this urban public high school. Honors level classes at this school are 

expected to address instructional objectives more deeply than college preparatory (non-

honors) courses (GCPS, 2009). Honors level classes also require more student 

independence and involve greater use of abstract or critical thinking skills in order to 

address more rigorous and sophisticated assignments, particularly those that involve 

writing and research outside of the classroom (GCPS, 2009). The participants of this 

hybrid British literature-media literacy pilot course received language arts graduation 

credit for the course, as approved by the district curriculum office and the state 
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department of education. See Table 1 for demographic data of the school as a whole, 

senior honors level language arts classes, and the hybrid British literature-media literacy 

pilot course. 

Table 1 
c / / yA 

Attribute School 12th Honors LA Classes Pilot Course 

N % n % n % 

No. of Students 2,391 100 158 100 29 100 

Race 

African American 554 23 26 17 7 25 

Asian 507 21 38 24 6 24 

Hispanic 627 26 30 19 0 0 

White 603 25 60 38 14 50 

Multiracial 100 4 4 2 2 1 

Gender 

Male 1,217 51 74 47 13 45 

Female 1,174 49 84 53 16 55 

Exceptionality 

Gifted 424 18 20 13 5 17 

Native language 
other than English 

1,028 43 57 36 8 27 
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All of the junior honors language arts classes at the research site were visited and 

provided with information about the pilot course. The students had the opportunity to 

volunteer to participate in the pilot course during their senior year of high school. There 

was no application or teacher recommendation required. The signup period lasted for 

three days, and 91 students volunteered by providing their names and student 

identification numbers on signup sheets posted in two separate locations at the school. 

The Assistant Principal for Curriculum at the school randomly selected 29 students from 

the volunteer list and assigned them to the hybrid British literature-media literacy pilot 

course. Participation in the study was not a condition for enrollment or any grade in the 

pilot course. The willingness for the students to participate in the study was ascertained 

through the processes dictated by the IRB of the district office of the high school in 

which the pilot study was conducted and by the IRB of Mercer University. 

Research Measures 

Quantitative 

The quantitative component of the study will measure the student perception of 

classroom quality using the tool developed by Gentry and Owen (2004), the Student 

Perceptions of Classroom Quality (SPOCQ). This tool measures classroom quality by 

assessing the student perception of the following criteria: challenge, meaningfulness, 

appeal, self-efficacy, and choice. This tool was designed and tested for validity and 

reliability for use with both advanced/honors and non-honors students and, as the pilot 

course was an honors level class, was appropriate for this study. The test was developed 

as an extension of the My Classroom Activities instrument, which was created to assess 

third through eighth grade students' perceptions of their classes (Gentry, Gable, & Rizza, 
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2001). The SPOCQ consists of 38 items addressing five constructs: challenge, 

meaningfulness, appeal, self-efficacy, and choice. The challenge, appeal, and choice 

constructs each include seven items; the meaning construct includes five items; the self-

efficacy construct includes eight items. Participants used a five-point Likert response 

scale (with responses ranging from strongly disagree to strongly agree) to respond to the 

items. See Table 2 for specific examples of items for each construct, and see Appendix A 

for the complete instrument. 

Table 2 
Sample Items for Each Construct of the SPOCQ 

Construct 

Meaning 

Challenge 

Choice 

Self-efficacy 

Appeal 

Item No. Item 

24 In my class I explore real issues that affect the world 
around me. 

27 I use my critical thinking skill in this class. 

1 I am given choices regarding how to show the teacher 
what I have learned. 

30 I can easily understand reading assignments for this 
class. 

26 I find the reading material for this class a pleasure to 
read. 

The instrument was first tested with an initial validation study (Gentry & 

Springer, 2002) and then fully tested with a nationally representative and purposive 

sample of students in grades 7-12 (n=7,411), attending rural, urban, and suburban middle 

schools (n=12) and high schools (n=14) (Gentry & Owen, 2004). The developers used 

AMOS 5 to perform a confirmatory factor analysis (CFA) that included two measures of 

fit: comparative fit index (CFI) and root mean square error of approximation (RMSEA). 
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The results of these two measures were a CFI of .997 and RMSEA of .051. As CFI values 

greater than .95 represent a good fit and RMSEA values less than .08 represent an 

adequate fit and less than .05 represent a good fit (Schumacker & Lomax, 2004), the CFA 

results were very strong, demonstrating the high validity of the SPOCQ. The developers 

also used SPSS to determine the alpha reliability coefficients for the five test constructs. 

The results were as follows: appeal (.85), challenge (.81), choice (.81), meaningfulness 

(.81), and academic self-efficacy (.82). As alpha reliability coefficients greater than .80 

demonstrate very strong relationships (Field, 2009; Salkind, 2008), the reliability for the 

SPOCQ is also high. 

Qualitative 

The qualitative component of the study addressed how students perceived the 

traditional language arts and new media literacy curricula and consisted of five open-

ended survey questions (Figures 1 & 2). Participants typed their responses to the 

questions into expandable answer boxes using the online survey tool Zoomerang 

(MarketTools, 2010). There were no limits placed on the length of their responses or on 

the time in which they had to answer the questions. 
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You chose to take this course instead of a year-long study of British literature. 
Please answer the following questions about this course and explain your answers 
using as many specific details and examples as you can. 

1. Why did you choose to take this course instead of the year-long British 
literature class? 

2. What about the readings, writings, and/or projects from the current semester 
did you find challenging? 

3. What part of the course content from this semester did you find most 
engaging? 

4. What part of the course content from this semester did you find least 
engaging? 

5. How do you make connections between the content of this semester and the 
real world? 

Figure 1: Short Answer Questions for First Administration 

You chose to take this course instead of a year-long study of British literature. 
Please answer the following questions about this course and explain your answers 
using as many specific details and examples as you can. 

1. What about the readings, writings, and/or projects from the current semester did 
you find challenging? 

2. What part of the course content from this semester did you find most engaging? 
3. What part of the course content from this semester did you find least engaging? 
4. How do you make connections between the content of this semester and the real 

world? 
5. Would you recommend taking this course instead of taking the year-long British 

literature course to a friend? Why or why not? 

Figure 2: Short Answer Questions for Second Administration 



As the students volunteered to participate in the pilot course, knowing their 

reasoning for enrolling in the class contributed to an overall understanding of their 

perceptions of the new pilot course as well as the traditional curriculum. Directing 

students to explain what they specifically found challenging about both curricula 

provided the researcher greater context to evaluate and compare their perceived level of 

challenge. Student explanations of what they did and did not find engaging provided the 

researcher with a greater context to evaluate and compare the degrees of appeal for both 

curricula. Student evaluations of their ability to connect the content of both curricula to 

the real world enabled the researcher to analyze and compare student perceptions of 

meaningfulness. Determining why participants would or would not recommend this 

course to a friend allowed the researcher to obtain an understanding of the participants' 

overall perceptions of the pilot course. 

Research Procedures 

The researcher administered the SPOCQ and the open-ended short answer 

questions near the end of the first semester of study (British literature) and again near the 

end of the second semester of study (media literacy) using the online survey tool 

Zoomerang (MarketTools, 2010). The students completed the surveys in a computer lab 

at the research site. Student assent (Appendix B) and parental consent (Appendix C) were 

obtained prior to collecting the data. In order to protect the confidentiality of the students' 

responses, the survey responses were anonymous and did not include student names or 

other identifiers. 
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Data Analysis 

The quantitative data analyzed consisted of student responses to the SPOCQ for 

the British literature curriculum and student responses to the SPOCQ for the media 

literacy curriculum. Descriptive statistics of item scores from the SPOCQ were used to 

analyze student perceptions of classroom quality for the hybrid British literature-media 

literacy pilot course based on the five constructs of the instrument: challenge, 

meaningfulness, appeal, self-efficacy, and choice. Additionally, a two way multivariate 

analysis of variance (MANOVA) was conducted in order to compare the student 

perceptions of traditional curriculum (British literature) to the pilot curriculum (media 

literacy): challenge, meaningfulness, appeal, self-efficacy, and choice, using the IBM 

Statistical Package for Social Sciences (SPSS) version 18. As some of the constructs 

were related, a MANOVA technique for analysis was appropriate (Field, 2009; Salkind, 

2009) and allowed for the effects of the independent variables, British literature 

enrollment and media literacy enrollment, to be estimated for each of the constructs 

independently of one another (Carey, 1998; Salkind, 2008). 

The qualitative data analyzed consisted of student responses to the open-ended 

survey questions. The researcher read and re-read the student survey responses multiple 

times in order to code the data for its major categories of information and identify the 

themes revealed by the data (Corbin & Strauss, 2008; Creswell, 2007; Maxwell, 2005). 

The researcher developed concepts and explored their interconnectedness and 

relationships (Creswell, 2007; Creswell, 2009). Prior to administering the survey, the 

researcher established several organizational categories based on the constructs of the 
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quantitative instrument and the topics of qualitative questions (Maxwell, 2005). After 

analyzing the participants' responses, the researcher developed substantive categories in 

order to describe participants' concepts and beliefs (Maxwell, 2005). These substantive 

categories were inductively developed by the researcher via close coding of the data 

(Corbin & Strauss, 2008). Additionally, these categories were emic, taken from the words 

of participants, and etic, derived by the researcher's descriptions of the data (Pike, 1954). 

Coding the qualitative data in this method enabled the researcher to identify relationships 

that connected the responses of participants within a context in order to develop a 

coherent whole (Maxwell, 2005). Finally, an independent reader with expertise in both 

traditional language arts and media literacy curricula read the qualitative data and 

corroborated the researcher's coding. 

Both the quantitative and qualitative data were merged in order to determine their 

level of congruence. The researcher combined information from both the quantitative and 

qualitative data collection and presented this information in a side-by-side comparison for 

merged data analysis (Creswell, 2009; Creswell & Clark, 2011). The quantitative and 

qualitative data sets were analyzed for congruent and discrepant evidence, consistencies 

and inconsistencies, and conflicts that can be resolved and contradictions that cannot be 

resolved (Creswell & Clark, 2011). The researcher presented the quantitative results 

followed by relevant quotations from the qualitative results that represent the level of 

convergence or divergence within both datasets in order to facilitate data comparisons 

and to convey the merged results (Creswell, 2009; Creswell & Clark, 2011). 
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Summary 

The purpose of this research was to examine the student perceptions of classroom 

quality, as defined by Gentry and Owen (2004) to include challenge, meaningfulness, 

appeal, self-efficacy, and choice, of a hybrid British literature-media literacy pilot course 

that has the potential to replace the current senior language arts curriculum at an urban 

public high school in the southeastern United States. A convergent parallel mixed 

methods design was used to address the research questions of the study. The researcher 

administered an online survey collecting both quantitative and qualitative data near the 

end of the first semester of study (British literature ) and again near the end of the second 

semester of study (media literacy) using the online survey tool Zoomerang (MarketTools, 

2010) to the 28 high school seniors who participated in the study. Participation in the 

study was not a condition for enrollment or any grade in the pilot course. The willingness 

for the students to participate in the study was ascertained through the processes dictated 

by the IRB of the district office of the high school in which the pilot study was conducted 

and by the IRB of Mercer University. The researcher analyzed the qualitative and 

quantitative datasets independently of each other and then merged the results from both 

datasets in order to determine their level of congruence. 



CHAPTER 4 

RESULTS OF DATA ANALYSIS 

The purpose of this research was to ev aluate a hybrid British literature-media 

literacy pilot course that has the potential to replace the current senior language arts 

curriculum at an urban public high school in the southeastern United States. The new 

curriculum was evaluated in a mixed methods experimental study comparing student 

perceptions of Gentry and Owen's (2004) constructs for classroom quality: challenge, 

meaningfulness. appeal, self-efficacy, and choice, which provided the quantitative 

component of the study. The qualitative component consisted of five short answer 

questions that provided context and depth for the quantitative results in this parallel 

convergent mixed methods study. The quantitative and qualitative data was then 

integrated in order to evaluate the level of congruence between both types of data. 

Research Questions 

1. Is there a difference between student perceptions of the classroom quality of the 

traditional language arts and new media literacy curricula? 

a. Is there a difference between student perceptions of the challenge of the 

traditional language arts and new media literacy curricula? 

b. Is there a difference between student perceptions of the meaningfulness of 

the traditional language arts and new media literacy curricula? 

c. Is there a difference between student perceptions of the appeal of the 

traditional language arts and new media literacy curricula? 

68 
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d. Is there a difference between student perceptions of self-efficacy in the 

traditional language arts and new media literacy curricula? 

e. Is there a difference between student perceptions of choice in the 

traditional language arts and new media literacy curricula? 

2. In the voice of the students, how do students perceive the traditional language arts 

and new media literacy curricula? 

a. How does the coursework for each curriculum challenge the students? 

b. How does the coursework for each curriculum engage the students? 

c. How do the students make connections between each curriculum and the 

real world? 

3. To what extent do the quantitative student perception results data and the 

qualitative open-ended survey response data agree for students in the pilot class? 

Quantitative Results 

A MANOVA with one factor (type of curriculum) and five dependent variables 

(student perceptions of challenge, meaningfulness, appeal, choice, and self-efficacy) was 

performed on participant responses to the Student Perceptions of Classroom Quality 

(SPOCQ) survey in order to answer the first research question: 

1. Is there a difference between student perceptions of the classroom quality of the 

traditional language arts and new media literacy curricula? 

a. Is there a difference between student perceptions of the challenge of the 

traditional language arts and new media literacy curricula? 

b. Is there a difference between student perceptions of the meaningfulness of 

the traditional language arts and new media literacy curricula? 
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c. Is there a difference between student perceptions of the appeal of the 

traditional language arts and new media literacy curricula? 

d. Is there a difference between student perceptions of self-efficacy in the 

traditional language arts and new media literacy curricula? 

e. Is there a difference between student perceptions of choice in the 

traditional language arts and new media literacy curricula? 

The assumptions for testing significance with MANOVA are independence of 

observations, random sampling of data, multivariate normality of group population 

independent variables, and homogeneity of group population variance-covariance 

matrices (Field, 2009). Although multivariate normality cannot be determined in SPSS, 

univariate normality was evaluated for each of the five constructs. The results of the 

Komogorov-Smirnoff test with Lilliefors significance correction indicated normality for 

meaningfulness, £>(56) = .10,/? = .20; self-efficacy, £>(56) = .09,p = .20; and choice, 

£>(56) = .11,/? = .07 and non-normality for challenge, D(56) = .13,/? = .01 and appeal, 

D(56) = .15, p < .01. Levene's test indicated equality of variances for challenge, F(l. 

54)  =  . 12 ,p  =  . 74 ;  mean ingfu lness ,  F ( l ,  54 )  =  .13 , / ?  =  .72 ;  se l f - e f f i cacy ,  F ( l ,  54 )  =  .42 ,p  

= .52; and choice, F( 1, 54) = .12,/? = .74; and did not indicate equality of variances for 

appeal, F(l, 54) = 7.55, p - .01 (see Table 3). Most of the variables were normally 

distributed with equality of variances. MANOVA, particularly the Pillai-Bartlett trace 

statistic (Olson, 1976), is robust to violations of normality and variance when group sizes 

are equal (Field, 2009), as they are in this case. Lastly, Box's M test for equality of 

covariance matrices was not statistically significant, p > .05, indicating that the group 

population covariance matrices could be assumed equal. 
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Table 3 
Normality Test Results 

Variables Komogorov- Levene's test 
Smirnoff 

D P F P 

Challenge .13 .01 .12 .74 

Meaningfulness .10 .20 .13 .72 

Appeal .15 .00 7.55 .01 

Self-efficacy .09 .20 .42 .52 

Choice .11 .07 .12 .74 

The MANOVA results indicated a significant difference between the student 

perceptions of classroom quality of the traditional language arts and new media literacy 

curricula, F (5, 50) = 15.72,/? < .01, Pillai's trace V= .61. Separate univariate ANOVAs 

with Bonferroni correction (.05/5) of the dependent variables revealed significant 

differences between student perceptions of meaningfulness, F( 1, 54) = 34.52, p < .01; 

appeal, F( 1, 54) = 36.60, p < .01; and self-efficacy, F( 1, 54) = 9.16,/? < .01; and non-

statistically significant differences between student perceptions of challenge, F(l, 54) = 

.36,/? = .55, and choice, F(l, 54) = 2.4,p = .13, of the traditional language arts and new 

media literacy curricula. Although descriptive statistics (see Table 4) indicated greater 

student perception of all of the dependent variables for the new media literacy curriculum 

than for the traditional language arts curriculum, only the greater student perceptions for 

meaningfulness, appeal, and self-efficacy were statistically significant. 
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Table 4 
Descriptive Statistics and ANOVA Test Results with Bonferroni Correction for SPOCQ 

Variables Traditional New Media 
Language Arts Literacy 

Curriculum Curriculum 

M SD M SD F P n2 

Challenge 3.99 .45 4.07 .44 .36 .55 .01 

Meaningfulness 3.72 .47 4.46 .46 34.52 <.01 .39 

Appeal 3.34 .70 4.29 .44 36.59 <.01 .40 

Self-efficacy 3.71 .47 4.06 .41 9.16 <.01 .12 

Choice 4.04 .53 4.24 .49 2.41 .13 .04 

Qualitative Results 

In order to answer the second research question, the researcher administered two 

surveys to each of the 28 participants. Both surveys consisted of five short answer 

questions regarding participant perceptions for the traditional language arts curriculum 

(British literature) and for the new curriculum (media literacy). 

2. In the voice of the students, how do students perceive the traditional language arts 

and new media literacy curricula? 

a. How does the coursework for each curriculum challenge the students? 

b. How does the coursework for each curriculum engage the students? 

c. How do the students make connections between each curriculum and the 

real world? 



73 

The researcher read and re-read the student responses multiple times in order to 

code the data for its major categories of information and identify the themes revealed by 

the data (Corbin & Strauss, 2008; Creswell, 2007; Maxwell, 2005). The researcher 

developed concepts and explored their interconnectedness and relationships (Creswell, 

2007; 2009). Coding the qualitative data in this method enabled the researcher to identify 

relationships that connected the responses of participants within a context in order to 

develop a coherent whole (Maxwell, 2005). Finally, a peer reviewer with expertise in 

both traditional language arts and media literacy curricula independently coded the 

qualitative data. The data coding and themes developed by the peer reviewer coincided 

with those of the researcher, corroborating the validity of the study. Survey responses 

from all 28 participants for both curricula can be found in Appendix H. In both the 

appendix and in the following analysis of the qualitative data, participant responses are 

numbered and labeled by curriculum: T for traditional language arts curriculum and M 

for media literacy curriculum. 

Challenge: "I Like That My Teacher Challenged Me " 

Participants wanted challenging courses that would prepare them for their futures. 

When asked why they chose to take this pilot course rather than the yearlong British 

literature class, participants specifically referenced their perceived challenge of what the 

new course would offer. They fell the new course would be more challenging and 

provide better preparation for college than the traditional curriculum. One participant 

stated that, "this class seemed interesting and challenging ... 1 wanted to challenge my 

abilities and this seemed like a good way to do it" (T15), while another stated, "1 chose to 

take this class because of the second semester preparation for college. It sounded useful 
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and helpful for me to suceed [sic] in college" (T22). However, two reported that they 

thought the new course would be less challenging than the traditional yearlong study of 

British literature. 

When asked what they found challenging about the traditional language arts 

curriculum, participants indicated difficulty in understanding the course readings. One 

participant responded, "mainly understanding the language used, and being able to 

interpret some of the poems" (T45), while another stated, "the readings are sometimes 

confusing because of the old English that it is written in" (T48). Participants also found 

writing about the literature to be challenging. For example, one participant stated, "I 

found the Macbeth essay to be difficult because for me the Macbeth play was hard to 

understand. So it was harder to analyze" (T33) while another responded that "writing the 

Macbeth paper was hard. I had people read over it, but still didn't do so swell" (T43). In 

addition to the curricular content, five participants also reported that they found the 

pacing of the traditional language arts semester to be challenging. These participants 

stated that they were accustomed to having more time to complete their assignments. 

However, three of these five participants also reported that they found the pace of the 

course to be motivating. 

All participants reported being challenged by the traditional language arts 

curriculum. Participants also reported appreciation for being challenged at what they 

considered to be an appropriate level. One participant stated, "I found that it was all up to 

the level that I get challenged but not up to the level that I don't know what I'm doing" 

(T42), and another wrote that "it's about what I would be doing in a normal honors class" 
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(T35). Participants also reported that the readings, writings, and pace of course were 

preparing them for college, particularly their study of Macbeth by William Shakespeare: 

I found this class challenging in the fact that it was fast paced and the assignments 

are not busy work but rather preparing us for college like the Macbeth paper. 

(T40) 

I found the Macbeth paper and reading Macbeth challenging but at the same time 

I know that it is important to write a paper like that for college. (T55) 

The Macbeth essay assignment and a student work sample are located in Appendices D 

and E. 

As with the traditional language arts curriculum, all of the participants also 

reported being challenged by the media literacy curriculum. Participants reported being 

challenged by the high demands for critical thinking that they perceived as pervading the 

media literacy curriculum. For example, participants responded with statements such as: 

Basically, everything that we did was linked to something challenging. There was 

not one thing, whether it was fun or not, that did not include some type of work 

that challenged us to think critically. (M30) 

I found all the projects and assignments challenging because they really make you 

think. The assignments take a deeper thinking than usual and cause us to learn 

multiple things about the material. (M37) 

Participants also felt that the level of challenge and emphasis on critical thinking skills 

required by their assignments motivated them and contributed to their enjoyment of the 

course: 
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Like, the Senioritis project, we had to think through every single idea we had for 

the project. We had to consider what would sell, what commercials could be 

appropriate, and how our consumers would react to it. It was a challenging 

project, but in a really good way because it was fun. It wasn't like a ridiculous 15 

page paper on why you should buy our product. It was a video, and what ended up 

being a 20 page paper describing our product and why it was awesome. (M29) 

The Senioritis Project assignment and excerpts from a student work sample are located in 

Appendices F and G. 

In addition to class projects, participants also reported being challenged by the 

level of thought processes required in their writing assignments. They felt that the topics 

required them to think in depth, reconsider their ideas, and then write about their thought 

processes. One participant described the challenge of the thought processes required by 

the writing assignments of the media literacy curriculum: 

The subject of our writing or the topics we must write about makes you use a lot 

of critical thinking skills to figure it out. It's not like it's a question you can 

answer right away. The questions and/or topics we have make us really analyze 

the question, brainstorm about it, and then write what we have thought about. 

(M32) 

They also felt challenged by the emphasis on written expression and technique in their 

writing assignments. For example, one participant stated that the "writings for this class 

was [sic] challenging because we really had to focus on having good content in them, 

instead of just rambling" (M49), while another stated that "I need to work on my active 
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voice" (M51). Although participants felt challenged by the writing assignments, they also 

felt the level of challenge was appropriate and helped them improve their writing 

abilities. One participant felt that "the essays were still difficult but more in a challenging 

way and not uncomfortable" (M42), and another stated that "the more I write I get better 

at it" (M34). Overall, participants found the challenge of media literacy curriculum to be 

appropriate for their abilities, such that they were able to improve their critical thinking 

and writing abilities. 

Engagement: "I'm Like PRODUCT PLACEMEN! 

Participants found the media literacy curriculum to be more engaging than the 

traditional language arts curriculum. Prior to studying the media literacy curriculum, 

participants were asked why they chose to enroll in the course. They responded that they 

were interested in learning something new and that they were specifically interested in 

learning more about the media. They thought that learning about the media would be 

interesting and useful, and they also wanted to minimize their study of the traditional 

language arts curriculum. For example, participants responded: 

Honestly for two reasons. 1 liked that it was only one semester of Brit lit, and I 

was excited to see that second semester had something to do with what I want to 

do when I get out of school. I like the idea of being able to learn about things that 

I can actually use in my future career at school. (T7) 

I chose this course because I didn't want to take two semesters of Brit Lit and the 

Media Course offered sounded interesting and 1 wanted to learn more about the 

media around us everyday [sic], (T12) 
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Participants viewed studying the media literacy curriculum as more engaging than 

studying traditional language arts curriculum and partially based their decision to enroll 

in the pilot course on these perceptions. 

When asked what they found engaging about the traditional language arts 

curriculum, most participants responded with short, vague responses. The one aspect of 

the traditional language arts curriculum that they found particularly engaging was the 

study of archetypes and analysis of archetypes in contemporary films (Appendix H), an 

approach that combined traditional literary and new media literacy approaches to 

language arts curriculum. When asked what they found least engaging, participants stated 

that they were not engaged by the course readings, particularly poetry. They stated that 

did not like studying poetry because the "poems were pretty hard to decipher" (T85) and 

that the "poems are boring and don't capture [their] attention" (T103). The participants 

also responded that their struggles in comprehending the course readings, even with 

teacher assistance, contributed to their lack of engagement. For example, one participant 

described the play Macbeth as "hard to comprehend" and stated, "I got lost in the story at 

times even with the teacher helping explain" (T105). Another participant responded, 

"Beowulf, the Canterbury Tales, and Macbeth. They're boring, confusing, and not 

relevant to what I want to do" (T91). Participants did not engage with the course readings 

because they found them to be too difficult to comprehend and not relevant to their lives. 

When asked what they found engaging about the media literacy curriculum, 

participants responded at length and in much more detail about how the curriculum 

engaged them than when responding to the same question regarding the traditional 

language arts curriculum. Participants stated that they were engaged with the media 
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literacy curriculum because they could connect what they learned in class to the world 

around them. For example, one participant stated, "Now whenever I watch TV or music 

videos, I'm like 'PRODUCT PLACEMENT.' My parents started to do it now too" 

(Ml 34). Other participants stated that studying media literacy was engaging because it 

"made me more aware of the advertising I see every day and the techniques companies 

use to persuade buyers" (M65) and because "we are surrounded by ads and music in 

society and it's interesting to learn how they affect us and how businesses use them to 

influence the things we buy" (M71). The ability to immediately connect and apply their 

coursework to real world outside the classroom increased participant engagement with 

the media literacy curriculum. 

The ability to learn the media literacy curriculum autonomously with their peer 

groups also engaged participants. For example, when describing their experience with the 

Senioritis Project (Appendix F). participants stated: 

I found the senioritis project to be the most engaging content from this semester. 

It allowed us to work in groups and work around the school. This assignment was 

mostly with our groups and the teacher didn't really help. This shows us what it is 

like in the real world where people make commercials for a company as their 

source of income. (M61) 

Other teachers give tests every two weeks in order to demonstrate what they have 

learned, but [the teacher] allows us to be independent and show us our knowledge 

in various ways. (M63) 

Participants reported being engaged because of their ability to explore the media literacy 

curriculum without always relying on the teacher for help. They also were engaged by 
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being able to decide how they demonstrated their learning and felt confident in making 

those decisions. 

When asked what about the media literacy curriculum did not engage them, most 

participants responded that they were engaged by all of their coursework. Participants 

responded with comments such as: 

I can honestly say that I have not disliked any of our topics from this semester. 

All of our work seemed meaningful with a purpose. (M91) 

1 honestly have not found anything to be boring or uninteresting. Although the 

class is writing intensive, the writings we do in class are preparing us for college 

writing. (M99) 

I found every aspect of the course to be engaging because it was all material that 

was very cuiYent and that I could see taking place in the world around me. (Ml04) 

Participants found the ability to connect their coursework to the world around them to be 

engaging and were able to understand the purpose behind their assignments and studies. 

Participants who did report a part of the curriculum as not being engaging stated that they 

were not engaged when learning about political advertising because they were not 

interested in politics in general or when being required to read an independent novel 

because they did not like to read. 

Connections: "I Am Learning About What Happens in Real Life" 

Students perceived the media literacy curriculum as more meaningful and better 

connected to the real world than the traditional language arts curriculum. Participants 

were asked how they made connections between the content of each semester and the real 

world. When asked about the traditional language arts curriculum, most participants 
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replied with vague responses or directly stated that they did not make any connections 

between the traditional language arts curriculum and the real world. They responded with 

statements such as: "To be honest, I don't really know" (T119), "There really isn't a big 

connection" (T118), "I can't really" (T126), and "I don't see much connections between 

the two" (T138). Some participants responded that they were able to connect some of the 

skills they learned to college preparation, particularly analytical and writing skills that 

they felt they would prepare them for college. 

Participants responded at length about their abilities to make connections between 

the media literacy curriculum and the real world. Participants reported that studying 

media literacy helped them to develop a critical awareness of the role of the media in 

their lives and the world and to apply that awareness to their decision-making processes. 

For example: 

What we learned about advertising techniques really opened my eye to how 

commercials have evolved over the past years. Just sitting at home and watching 

television like I have been my entire life has changed into something where as I 

sit there watching, I am continually shocked at how oblivious I was to what 

advertising companies have been doing. Learning about advertising techniques 

really opened my eyes. (MU3) 

Participants stated that the media literacy curriculum was meaningful because they could 

connect their studies to their futures. One participant commented, "The things we learn in 

this class is [sic] information we will actually retain and use at some point in our lives. 

90% of the stuff we learn in other classes at school is not" (Ml 15). Another participant 

stated, "What we learn right now in this class directly relates to the real world and we are 
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finding out things that will be helpful to us in the future. The content we are studying 

prepares us to be more analytical for our future school work or jobs" (Ml 28). Participants 

appreciated the ability to relate their studies to the real world and their daily lives and 

responded with comments such as: "Everything I have learned in this semester is real life. 

It's like a breath of fresh air because I can relate to it. It's not like 1 am reading a fictional 

story. I am learning about what happens in real life" (M131) and "We are studying things 

we see and come in contact with everyday [sic]" (Ml20). Participants viewed the media 

literacy curriculum as relatable to their lives, their future, and to the world around them. 

Perceptions: "1 Strongly Recommend This Class " 

All of the participants stated that they would recommend taking the hybrid British 

literature-media literacy course instead of the year-long British literature course to a 

friend. They wrote at length about the reasons they felt the hybrid course was interesting, 

useful, engaging, relevant, and challenging. Participants stated that: 

I would deffinately [sic] recommend this course over the year long literature 

course. Although, the work load is much more vigorous than the other course I 

think the subject matter is much more useful. (M9) 

I definitely recommend this course over British Literature because this is a lot 

easier to relate to real life. Therefore, it is a lot more interesting and easy to 

understand. Also, it helps develop writing skills that can relate to any subject, not 

just literature. I'm very glad I was chosen to take it. (Ml2) 

Yes, I would recommend taking this course instead of taking the year long British 

literature because it's far more interesting and students get more exposure to the 



83 

real world. This course is the best language arts class 1 have taken in high school. 

I strongly recommend this class. (M20) 

Overall, participants reported that they want to be challenged by their studies, but they 

also want to be able to connect what they learn in school to the world outside of school. 

They expressed positive perceptions for the media literacy curriculum and felt that the 

hybrid British literature-media literacy course provided them with the skills they needed 

for college and beyond. 

Merged Quantitative and Qualitative Results 

In order to integrate the quantitative and qualitative data sets and determine their 

level of congruence, the researcher connected the results for four constructs of the 

SPOCQ, challenge, meaningfulness, appeal, and self-efficacy, to participant responses to 

the short answer questions regarding their perceptions for the traditional language arts 

curriculum (British literature) and for the new curriculum (media literacy) to answer the 

third research question: 

3. To what extent do the quantitative student perception results data and the 

qualitative open-ended survey response data agree for students in the pilot class? 

The SPOCQ construct of choice was not integrated with the qualitative data as the 

qualitative instruments did not address that construct. 

Linking quantitative results with qualitative quotations is an effective display 

technique for presenting data from mixed methods studies (Creswell & Clark, 2011; Lee 

& Greene, 2007). The quantitative and qualitative data sets were analyzed for 

consistencies and inconsistencies as well as congruent and discrepant evidence and 

presented in side-by-side joint displays, which aided in identifying analytical 
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relationships between quantitative and qualitative data sets and developing a more 

complete understanding of the subject being studied (Lee & Greene, 2007). The 

quantitative data provided by the SPOCQ and the qualitative data provided by the short 

answer surveys were found to be highly convergent. After analyzing the data for 

congruence, the researcher selected representative quotations from the qualitative data in 

order to illustrate the results of integrating the qualitative and quantitative data sets. The 

total number of congruent and discrepant qualitative responses are included in Tables 5-8 

As can be seen in Table 5, participant responses to the short answer questions 

generally confirmed the results of the SPOCQ for perceptions of challenge for both 

curricula. The results of the SPOCQ indicated high participant perceptions for challenge 

for the traditional language arts curriculum (M-3.99) and for the new media literacy 

curriculum (A/=4.07). Additionally, participants repeatedly described both curricula as 

challenging in their responses to the short answer questions, as the representative 

congruent quotations in Table 5 illustrate. Only one discrepant quotation was found in the 

short answer responses for the traditional language arts as well as for the new media 

literacy curricula. 

The results of the SPOCQ for meaningfulness {M-4.46) and participant responses 

to the short answer questions for the media literacy curriculum were highly convergent. 

As illustrated in Table 6, both data sets indicated high student perceptions of 

meaningfulness for the media literacy curriculum. All participants described the media 

literacy curriculum as meaningful; there were no discrepant responses in the short answer 

questions. The results for the SPOCQ for meaningfulness and participant responses to the 

short answer questions for the traditional language arts curriculum included were not as 



convergent as for the media literacy curriculum. The SPOCQ score (A/=3.77) indicated 

moderate levels of meaningfulness. Although some participants described the writing 

assignments for this curriculum as meaningful in that these assignments prepared them 

for college, several participants described the traditional language arts curriculum as 

lacking meaningfulness. Overall, both the SPOCQ and the survey responses illustrated 

that participants found the media literacy curriculum as more meaningful than the 

traditional language arts curriculum. 

As Table 7 conveys, the quantitative and qualitative results for both curricula 

were predominantly convergent and demonstrated that participants found the media 

literacy curriculum as more appealing than the traditional language arts curriculum. The 

results for the SPOCQ for appeal for the traditional language arts semester (M= 3.34) 

suggested that participants did not enjoy that curriculum in comparison to the media 

literacy curriculum. The qualitative data supported this result, as most participants did not 

find the readings of the traditional language arts curriculum appealing. However, some 

responses were divergent in that some participants reported appeal in the writing aspect 

of the curriculum because they felt these assignments prepared them for college as well 

as the archetype analysis project that they felt connected what they learned to the real 

world. The SPOCQ results for the media literacy semester (A/=4.29) indicated that 

participants found that curriculum as highly appealing, which was also supported by the 

qualitative data. Participants described the curriculum as interesting, enjoyable, and fun. 

Furthermore, participants qualified their divergent comments by stating that they were 

not interested in a particular course assignment rather than the course as a whole. 
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Both the results of the quantitative and qualitative data indicated greater 

participant perception of self-efficacy for the media literacy than for the traditional 

language arts curriculum. The SPOCQ results for self-efficacy for the traditional 

language curriculum (A/=3.71) indicated moderate participant perceptions for that 

construct. However, the qualitative data included some points of divergence (Table 8), 

particularly in regard to participants' perceptions of their writing abilities. The SPOCQ 

results for the new media literacy curriculum (A/=4.06) indicated high participant 

perceptions of self-efficacy for that curriculum and the lack of discrepant qualitative data 

supported that result. 



Tabic 5 
Linking SPOCQ Scores and Suney Responses for Challenge 

Traditional Language Arts Cumaihim New Media Literacy Curriculum 

Survey Responses Survey Responses 

SPOCQ.1/ Congruent (n-2?) Discrepant SPOCQM Congruent (n* 27) Discrepant ui-l1 
(n=l) 

3 99 We learn a lot this semester They are not 4 07 The subject of our -A nting or the I found most of 
and it was a lot to digest particularly topics we must wnte about makes the assignments 
weekly (T29)  challenging. you use a lot of critical thinking to be relatively 

but they skills to figure it out iM32: easy <M53» 
I have found most of the work require 

skills to figure it out iM32: 

pretty' challenging (T31 i understanding 
of the material 

I found all the projects and 
assignments challenging because 

I found this class challenging (T53) they really make you think The 
in the fact that it was fast assignments take a deeper thinking 
paced and the assignments are than usual and cause us to learn 
not busy work but rather multiple thinss about the material 
preparing us for college like (M37) 
the Macbeth paper (T40) 

I found the advertising analysis 
I found the Macbeth paper and most challenging because it was a 
reading Macbeth challenging lot of work that needed to be done 
but at the same time 1 know in top quality (M4Si 
that it is important to write a 
paper fike that for college I found many of the analizanon [sic] 
(T55) and interpretation projects to be 

quite challenging (M54) 

oo 



Table 6 
Lmknig 5POCQ Scores and Sun n Responses for Mecmmgfiimess 

Traditional Language Arts Curriculum New Media Literacy Curriculum 

Survey Responses Survey Responses 

SPOCQ.1./ Congruent (n=2Q) Discrepant (n=8) SPOCQM Congnient <n=2S) Discrepant (n=0) 

3.77 Tbe course provides us The topics we talk 4 46 Well, everything we've done this N"o data 
w ith the skills that we about are older topics semester is about the real world available 
need to have when and the stories we read Advertising affects our everyday 
starting college It have to deal with older lives as does music The Kite 
prepares as to write and British literature Runner is a book based m a very 
read correctly in order which isn't that real country and a very real war our 
to succeed (T122) interesting (T126) countrv has been in for a while interesting (T126) 

(Mn:> 
The college essay that I don't really make 
we had to do is sinular connections between This class helps learn more about 
to what w e have to do the real world and the advertising and the media in 
in the real world Also content of this general which we are surrounded 
the Macbeth essays are semester (Til5) bv in everyday life It was good to 
similar to what we have leam about the specifics of the 
to do in college (T131) I always read the 

subjects and I try to 
things that are very prominent in 
my life (Ml 19) 

The siniations in the take what I leam to 
readings go hand m myreal life situations. Our big subject this year has been 
hand with life And vet thev don't really on media, and we alwavs go back 
they provide life come up (T125) and relate it to how things were 
lessons <T121> either started or back to our lives 

ar d what we do ever/ dav (M124) 



Table 7: 
Lmknie SPCK Q Scores ami Suney Responses for Appeal 

Traditional Language Ans Cumaihan 

Survey Responses 

New Media Literacy Curriculum 

Survey Responses 

SPOC QM Congruent (n-30) Discrepant ( n=2 5) SPOCQ.\/ Congruent (n«39) Discrepant m— 141 

3 34 I found the Canterbury 
Tales and Reign of Fire 
to be engaging and 
funnv I also enioyed 
writing my "Why I" 
paper < T 61) 

I liked all the projects 
we did in tins class like 
the Anglo Saxon 
posters the Reign of 
Fore [sic] movie project, 
and the movie 
Archetype Analvsis 
project iT67) 

I enjoyed the archetvpe 
movie and project 
because it goes to show 
how archetvpes are all 
around us < T6S> 

The reading Just 
wasn't enjovable 
am 
I ha\ie cot be*n ftslly 
engaged a: ac 
a-iiemmrnT 60111 thit, 
course v*t <T90) 

Most of the time 
during the readings I 
lose attention on the 
literature and just 
stare at the words 
The stories and 
poems are boring and 
don't capture my 
attention (T103) 

4 29 This class is engaging and fun I 
look forward to coming to class at 
the end of the day to learn about 
something that's interesting to me 
iMl) 

Bus class allows student > to 
broaden their knowledge on 'fun' 
topics and still leam (M?) 

I enjoyed the advertising and the 
music industry unit s We are 
surrounded by ads and music in 
society and it s interesting to 
leam how they affect use and how 
businesses use them to influence 
the things we buy (M711 

I found the seniontis project that 
we did really interesting If was a 
fun way to learn and make 
learning fun' (M66) 

The independent 
readme 
assignment is the 
least engaging ui 
my opinion 
because I do not 
like to read novels. 
<M92)  

I found the 
political 
advertising 
analysis the least 
interesting only 
because I am not 
interested in 
politics at all 
(Ml 03) 



Table S: 
Linking SPOCO Score: and Sunn Response; for Self-efficacy 

Traditional Language Arte Curriculum New Media Literacy Cnmmlnm 

Survey Response:, Survey Responses 

SPOCQ Congruent (n= 13) Discrepant (n=5) SPOCQ A/ C ongruent (n=20> Discrepant (n=0) 

3.71 The reading is somewhat I am not good at 4.06 [The Semontis Project] allowed No data available. 
challenging, but lhat is writing poetry <T39) us to work in groups and work 
good because it helps me around the school. This 
to better understand what I am not a peat assignment was mostly with oui 
I am reading because I writer (T4S j groups and the teacher didn't 
have to use more critical really help. This shows us what it 
thinking skills (T36) [T]rying to raise my is like in the real world wheie 

le\el of writing to people make commercials for a 
I found that the readings my teacher s company as theu source of 
and projects were up to standards was income. (M61) 
my level of learning I difficult. (T50) 
found that it was all up to The more I write I get better at it. 
the level that I get 0434) 
challenged but not up to 
the level that I don' t The essays were still difficult but 
know what I'm doing. more m a challenging way and 
(T42? not uncomfortable. (M42) 

If the student puts in the Analyzing the different forms of 
work, the results will advertisement for the project and 
show. (T53) test were a little hard at first but I 

understand them now. (M47) 
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Summary 

The purpose of this research was to examine the student perceptions of classroom 

quality, as defined by Gentry and Owen (2004) to include challenge, meaningfulness, 

appeal, self-efficacy, and choice, of a hybrid British literature-media literacy pilot course 

that has the potential to replace the current senior language arts curriculum at an urban 

public high school in the southeastern United States. A convergent parallel mixed 

methods design was used to address the research questions of the study. The quantitative 

results indicated a significant difference in some areas between the student perceptions of 

classroom quality of the traditional language arts and new media literacy curricula. 

Although descriptive statistics indicated greater student perception of all of the constructs 

for the new media literacy curriculum than for the traditional language arts curriculum, 

only the greater student perceptions for meaningfulness, appeal, and self-efficacy were 

statistically significant. The qualitative results provided confirmation for the quantitative 

results in that participants described both curricula as challenging and the media literacy 

curriculum as more meaningful and engaging than the traditional language arts 

curriculum. After both data sets were integrated, the quantitative data and the qualitative 

data were found to be highly congruent. 



CHAPTER 5 

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS 

The purpose of this research was to evaluate a hybrid British literature-media 

literacy pilot course that has the potential to replace the current senior language arts 

curriculum at an urban public high school in the southeastern United States. The new 

curriculum was evaluated in a mixed methods experimental study comparing student 

perceptions of Gentry and Owen's (2004) constructs for classroom quality, challenge, 

meaningfulness, appeal, self-efficacy, and choice, which provided the quantitative 

component of the study. The qualitative component consisted of five short answer 

questions that provided context and depth for the quantitative results in this parallel 

convergent mixed methods study. The quantitative and qualitative data was then 

integrated in order to evaluate the level of congruence between both types of data. 

Although descriptive statistics indicated greater student perception of all of the constructs 

for the new media literacy curriculum than for the traditional language arts curriculum, 

only the greater student perceptions for meaningfulness, appeal, and self-efficacy were 

statistically significant. The qualitative results provided confirmation for the quantitative 

results in that participants described both curricula as challenging and the media literacy 

curriculum as more meaningful and engaging than the traditional language arts 

curriculum. After both data sets were integrated, the quantitative data and the qualitative 

data were found to be highly congruent. 
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Research Questions 

Is there a difference between student perceptions of the classroom quality of the 

traditional language arts and new media literacy curricula? 

a. Is there a difference between student perceptions of the challenge of the 

traditional language arts and new media literacy curricula? 

b. Is there a difference between student perceptions of the meaningfulness of 

the traditional language arts and new media literacy curricula? 

c. Is there a difference between student perceptions of the appeal of the 

traditional language arts and new media literacy curricula? 

d. Is there a difference between student perceptions of self-efficacy in the 

traditional language arts and new media literacy curricula? 

e. Is there a difference between student perceptions of choice in the 

traditional language arts and new media literacy curricula? 

In the voice of the students, how do students perceive the traditional language arts 

and new media literacy curricula? 

a. How does the coursework for each curriculum challenge the students? 

b. How does the coursework for each curriculum engage the students? 

c. How do the students make connections between each curriculum and the 

real world? 

To what extent do the quantitative student perception results data and the 

qualitative open-ended survey response data agree for students in the pilot class? 
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Summary and Conclusions 

This study was guided by the Cognitive Model of Media Literacy developed by 

W. James Potter (2004). This model of media literacy requires that students be prepared 

for exposure to media messages and taught how to consciously process these messages 

and asserts that schools have a special responsibility to provide instruction in media 

literacy and provide reasons for students to develop their media literacy skills. As the 

United States is the most media-saturated country in the world (Hobbs, 1998; 2009), 

English language arts scholars agree with Potter (2004) that providing students with 

curriculum and instruction in order to develop media literacy skill among students is a 

significant concern for schools in the 21st century. Constructing individual meanings 

rather than accepting surface meanings of messages requires skill and conscious effort. 

Media literacy curricula designed within Potter's (2004) theoretical framework provide 

students with the power to deconstruct media messages, construct their own meanings, 

and make their own decisions. While the Cognitive Model of Media Literacy provided a 

theoretical base for the design of the media literacy curriculum component of the pilot 

course, the constructs of Gentry and Owen's (2004) Student Perceptions of Classroom 

Quality (SPOCQ) were used to evaluate participant perceptions of both the traditional 

language arts and new media literacy curricula. The constructs of the SPOCQ are 

challenge, meaningfulness, appeal, self-efficacy and choice. 

Challenge 

As illustrated in the work of Vygotsky and his Zone of Proximal Development, 

children prefer to engage in tasks that are slightly beyond their current abilities, and 
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growth in their intellectual development requires challenge (Daniels, 2005; Vygotsky, 

1978). The participants found both the traditional language arts and the media literacy 

curricula to be challenging. The quantitative data revealed no statistically significant 

difference in student perceptions of challenge between the two curricula. However, the 

qualitative data revealed that participants did not experience the challenge construct the 

same for the traditional language arts and new media literacy curricula. They found the 

traditional curriculum challenging in particular due to their difficulty in comprehending 

and writing about course readings. Pintrich (2003) stated that students should be given 

tasks that are not too hard and that are also not too easy, but that appropriately challenge 

them, allowing them to gain confidence from their competence and success. Although 

many students did struggle with the canonical readings, they also reported appreciation 

for being challenged by their coursework and being prepared for college. 

Unlike their difficulties with comprehension with the traditional language arts 

curriculum, participants reported being challenged by the high demands for critical 

thinking that they perceived as pervading the media literacy curriculum. Students become 

bored if tasks are too easy and frustrated if tasks are too difficult (Brophy, 1987). While 

studying the media literacy curriculum, participants felt that the level of challenge and 

emphasis on critical thinking skills required by their assignments motivated them and 

contributed to their enjoyment of the course. They found the difficulty of their 

assignments while studying the media literacy curriculum to be rigorous enough to be 

engaging and accessible enough such that they did not become frustrated. Challenge 

involves rigor, depth, and complexity, and appropriately challenging curriculum with 

effective instruction can substantially enhance student learning (Gentry & Owen. 2004). 



96 

Participants felt motivated by being challenged by their coursework, but they also wanted 

to be able to think critically about what they learned and not always struggle with 

understanding the curriculum itself as they did while studying the traditional language 

arts curriculum. They found satisfaction in thinking about and exploring in depth the 

complex topics addressed by the media literacy curriculum. The challenge embedded in 

the structure and design of the media literacy curriculum and assignments contributed to 

participant motivation and achievement (Ames, 1992). These results indicate that 

educator concerns regarding potentially decreased student perceptions of rigor in 

transitioning from the traditional year-long study of British literature to the new hybrid 

curriculum may be unfounded. Students want to be challenged and appropriate levels of 

challenge can be provided by the new media literacy curriculum. 

Meaningfulness 

According to Renzulli (1999), learning content and processes within context 

increases meaningfulness and students are more likely to engage in instruction when they 

perceive it as meaningful and personally relevant. Furthermore, student perception of 

meaningfulness is an important aspect when evaluating the quality of education (Gentry 

& Owen, 2004). The quantitative data revealed a statistically significant greater student 

perception of meaningfulness for the new media literacy curriculum than for the 

traditional language arts curriculum. When asked how they made connections between 

the traditional language arts curriculum and the real world, most participants replied with 

vague responses or directly stated that they did not make any connections between the 

traditional language arts curriculum and the real world. Although some participants did 

connect the analytical and writing skills they were learning to college preparation, the 
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majority did not see the curriculum as relevant, interesting, or meaningful (Cordova & 

Lepper, 1996; Phenix, 1964). Participants wanted to connect what they learned in school 

to the world around them and find meaning in what they learned in school. The 

traditional language arts curriculum did not connect to their lives or their worlds or 

engage their imaginations in comparison to the new media literacy curriculum. 

Perceptions of meaningfulness have great impact on student achievement and 

engagement (Brophy, 1987; Cordova & Lepper, 1996), and the lower student perception 

of meaningfulness for the traditional language arts curriculum should be a concern for 

educators. 

In contrast to the traditional language arts curriculum, participants reported the 

new media literacy curriculum as being highly meaningful. Providing students with 

meaningful, authentic learning experiences allow them to develop personal knowledge of 

the curriculum (Greene, 1965). Unlike the short, vague responses when asked about the 

traditional language arts curriculum, participants responded at length about their abilities 

to connect the media literacy curriculum to their lives, their futures, and the world around 

them. The great satisfaction in developing a critical awareness of the multiple roles that 

the media plays in their lives directly connects to the Cognitive Model of Media Literacy 

(Potter, 2004), which views media literacy instruction as a way to empower students and 

shift control of decision making process from the media to the students themselves. 

Participants reported that the media literacy curriculum enabled them to connect what 

they learned in school to the world around them and critically explore areas of personal 

interest, which facilitated their learning with personal depth (Brophy, 1987; Gentry & 

Springer, 2002). Because of the high perception of meaningfulness they found in the 
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curriculum and their assignments, students were able to achieve academic success 

(Brophy, 1987; Cordova & Lepper, 1996). Findings regarding participant perceptions of 

meaningfulness and challenge indicate that students can be challenged by language arts 

curriculum that they perceive as meaningful and relevant to their lives and future goals 

outside of the traditional study of literature. 

Appeal 

In addition to increased perceptions of meaningfulness, participants also reported 

greater perceptions of appeal for the media literacy curriculum in comparison to the 

traditional language arts curriculum. Appeal is the combination of interest and 

enjoyment, and interest is connected to motivation, and motivation is connected to 

learning (Linnenbrink & Pintrich, 2003; Gentry & Owen, 2004). The quantitative and 

qualitative results for both curricula demonstrated that participants found the media 

literacy curriculum as more appealing than the traditional language arts curriculum. 

Students who do not find appeal in their courses may avoid or disengage from their 

studies (Ziehe, 2009). Some participants stated that they enrolled in the pilot course in 

order to minimize their exposure to the traditional language arts curriculum. Participants 

also stated that they did not enjoy reading or writing about canonical texts and poetry. 

Their dislike of traditional literary topics may have not only influenced their decision to 

enroll in the pilot but also their motivation while studying the traditional language arts 

curriculum. 

Many educators and researchers support the use of interests in order to engage 

students in their own learning (Brophy, 1987; Dewey, 1916; Renzulli, 2001). Although 

some participants did find the traditional language arts curriculum appealing, all 
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participants reported higher perceptions of appeal for the media literacy curriculum than 

for the traditional language arts curriculum. When designing the media literacy 

curriculum, the researcher considered student interests, likes, and dislikes; participants 

reported being more engaged and intrinsically motivated during this course of study. 

Many researchers have demonstrated interest in analyzing student interest and appeal in 

regards to curriculum design (Boekaerts & Boscolo, 2002; Schiefele, 1999). The results 

of this study support this view; educators should consider the enjoyment and perceptions 

of appeal when designing and reforming curricula in order to increase student 

engagement and motivation, making them more likely to succeed academically 

(Boekaerts & Boscolo, 2002; Brophy, 1987; Linnenbrink & Pintrich, 2003; Ziehe, 2009). 

All participants of this pilot stated that they would recommend this course to a friend 

because, even though they found the curriculum to be challenging, they found that the 

course engaging and appealing. They were able to have fun while learning to become 

better readers and writers. Educators should consider student perceptions of appeal when 

designing and reforming curricula in order to increase student engagement and 

motivation, making them more likely to succeed academically. 

Self-Efficacy 

Self-efficacy consists of one's belief about one's capabilities (Bandura, 1977, 

1982, 1994). Both the results of the quantitative and qualitative data indicated greater 

participant perception of self-efficacy for the media literacy than for the traditional 

language arts curriculum. Jagacinski and Nicholls (1987) link low self-efficacy to 

decreased student effort and lower academic outcomes, which coincides with Bandura"s 
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(1982) conclusion that perceptions of self-efficacy determine the amount of effort people 

will expend on accomplishing tasks and overcoming obstacles to task completion. 

Participants believed themselves to be more capable of success while studying the new 

media literacy curriculum than while studying the traditional language arts curriculum. 

Critics of media literacy may disregard this finding by arguing that students reported 

higher perceptions of self-efficacy for the media literacy curriculum because they believe 

that the curriculum may lack the rigor or challenge of traditional language arts curricula. 

However, both the quantitative and qualitative data indicated that participants perceived 

the media literacy curriculum just as challenging as the traditional language arts 

curriculum. Furthermore, the qualitative data indicated that participants found that the 

media literacy curriculum required greater demands of critical thinking than the 

traditional language arts curriculum. These results support the consideration of student 

perceptions of self-efficacy in curriculum design and reform. Students can 

simultaneously feel confident about their abilities and be academically challenged by 

their courses. 

Choice 

Students should have choice within their courses in order to best demonstrate their 

knowledge and learning. Offering students choice in their curriculum and instruction 

motivates and encourages them (Bloom, Maduas, & Hastings. 1981) and promotes their 

achievement (Linnebrink & Pintrich, 2003). Several participants reported that they chose 

to participate in the pilot course because they wanted to try something new and to have 

options in their courses. Allowing students choices in their learning promotes personal 

involvement and a greater sense of ownership in the educational process (Brophy, 1987; 
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Gentry & Owen, 2004; Glasser, 1998). Participants felt involved in their learning because 

they were given the opportunity to select the course. They wanted options and a voice in 

designing their course of study. Schools should consider student input when designing 

programs of study and should also offer students options even within mandated core 

classes in order to increase student motivation and achievement. 

Recommendations 

Although many educators feel constrained by the current standards-based 

initiatives, curriculum reform can originate at the classroom level. The researcher of this 

study realized that her students did not feel motivated or engaged by what they were 

learning in their language arts classes. Rather than accept this situation as inevitable and 

unchangeable, she proposed a new course to her department, administrators, district 

officials, and, ultimately, the state department of education. Although her proposal was 

twice rejected at the administrator level, she continued to research and revised the 

proposed course until she was able to gain administrator, district, and state level approval. 

Too often educators view curricular reform as impossible or unobtainable within district, 

state, or federal mandates. However, teachers can work within their systems to develop 

and teach curricula that meet the educational needs of their students. Furthermore, 

researchers should examine the role of self-efficacy (Bandura, 1982) in curriculum design 

and reform. Increasing teacher self-efficacy as curriculum designers will allow greater 

teacher participation and voice in ongoing school reform initiatives. Who better to 

understand student needs than the ones who work with day after day - their teachers? 
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Implications for Practice 

Secondary language arts curriculum is in a state of flux and reform. With the 

adoption of the Common Core Standards, school districts and states across the country 

are redesigning language arts courses. In secondary schools, they are expanding the 

traditional emphasis of literature in language arts curricula to other areas such as media 

literacy and placing greater emphasis on analytical and critical thinking skills. American 

students live in the most media rich environment in the world. Schools have a 

responsibility to prepare their students, not only for college, but for navigating the media 

messages that will continue to surround them in constantly evolving methods as the 21st 

century progresses. 

When designing and evaluating new language arts curricula, curriculum designers 

should particularly consider student perceptions of challenge, meaningfulness, and 

appeal. Although students want to connect what they learn in school to the world around 

them and find meaning in what they learn in school, many of their language arts courses 

do not meet these criteria. The traditional focus on the literary canon can alienate students 

and cause teachers to overly focus their instruction on developing students' academic 

vocabulary rather than promoting student critical thinking and analytical skills. By 

merging the study of canonical literature with media literacy instruction, educators can 

provide students with curricula that challenges them, that represents their lives, and that 

they enjoy, while also respecting the literary tradition. Explicitly incorporating media 

literacy instruction into language arts courses can allow educators and curriculum 

designers to increase student perceptions of meaningfulness and appeal without 

sacrificing challenge or rigor. Although this study addresses secondary language arts. 
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curriculum reformers should consider student perceptions when designing courses of 

study in all areas. 

Implications for Future Research 

The results of this study as well as continuing curricular reform and design 

initiatives in secondary language arts present many areas of further research. The 

researcher is currently replicating this study by evaluating year two of the hybrid 

traditional British literature - new media literacy pilot course at the same research site. 

The replication study has a much larger sample, over 200 participants, which can allow 

for more nuanced and generalizable results. The researcher also intends to compare the 

initial data set analyzed in this study to the replication study and evaluate their 

congruence. Furthermore, this replication addresses several limitations of the original 

study examined in this document. This study includes multiple instructors, helping avoid 

possible bias resulting from the researcher's role as the sole instructor, and also has a 

much larger sample size consisting of both honors and college preparatory students, 

allowing for more generalizable results than available in the limited sample of honors 

students examined in this study. 

Additional areas that have not been considered include teacher perceptions of the 

new curriculum. As the program expands, multiple instructors will be needed to teach the 

increased enrollment of students. Examining teacher perceptions of the hybrid British 

literature - media literacy course using qualitative methods would allow for critique and 

evaluation of the program as it expands and consideration of the views of the very people 

responsible for implementing study of the curriculum in their classrooms. In particular, 

researches should evaluate teacher perceptions of training and staff development needs in 
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implementing this new curriculum. Also, considering teacher perspectives of the program 

would enable researchers to develop a greater understanding of grassroots curriculum 

reform as it evolves and expands through school districts. 

In addition to evaluating the expansion of the curriculum from the perspective of 

teachers and administrators, researchers should also continue to monitor student 

perceptions of curriculum reform initiatives using both quantitative and qualitative 

methods. Examining student perceptions of challenge, meaningfulness, appeal, choice, 

and self-efficacy as this new curricula are piloted and introduced would provide insight 

into the evolving needs of 21st century learners. The construct challenge should be 

considered from a multi-dimensional approach that recognizes that students can struggle 

with curriculum due to limited academic vocabularies or reading comprehension skills 

but still not be challenged to think critically or conceptually. Researchers should 

distinguish between student perceptions of challenge based on comprehension and 

student perception of challenge based on requirements for higher order thinking and 

conceptual evaluations. Ultimately, researchers must understand how students perceive 

their studies while working to expand and evaluate 21s' century curricular reform. 

Summary 

The purpose of this research was to examine the student perceptions of classroom 

quality, as defined by Gentry and Owen (2004) to include challenge, meaningfulness, 

appeal, self-efficacy, and choice, of a hybrid British literature-media literacy pilot course 

that has the potential to replace the current senior language arts curriculum at an urban 

public high school in the southeastern United States. A convergent parallel mixed 

methods design was used to address the research questions of the study. The quantitative 
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results indicated a significant difference in some areas between the student perceptions of 

classroom quality of the traditional language arts and new media literacy curricula. 

Although descriptive statistics indicated greater student perception of all of the constructs 

for the new media literacy curriculum than for the traditional language arts curriculum, 

only the greater student perceptions for meaningfulness, appeal, and self-efficacy were 

statistically significant. The qualitative results provided confirmation for the quantitative 

results in that participants described both curricula as challenging and the media literacy 

curriculum as more meaningful and engaging than the traditional language arts 

curriculum. After both data sets were integrated, the quantitative data and the qualitative 

data were found to be highly congruent. 

The results of this study suggest that educators can design curricula that consider 

student perceptions of meaningfulness and appeal without sacrificing challenge or rigor. 

Additionally, combining the study of traditional literature-based language arts curriculum 

with the study of media literacy can allow curriculum designers to meet these goals 

within the context of secondary language arts courses. 
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APPPENDIX A 

STUDENT PERCEPTIONS OF CLASSROOM QUALITY SURVEY 
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APPENDIX B 

STUDENT ASSENT FORM 
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Literary Analysis: Macbeth 

Choose one of the topics below to write your Macbeth essay. Your essay must be typed 
and in MLA format. I am not assigning a specific length, but most essays are usually 
around 3 pages (double-spaced). Don't forget to have an original title! 

1. "Power tends to corrupt; absolute power corrupts absolutely." 

An observation that a person's sense of morality lessens as his or her power 
increases made by Lord Acton, a British historian of the late nineteenth and early 
twentieth centuries. Apply this statement to the play Macbeth. Consider characters 
and their internal and external conflicts as well as their evolutions. Think about 
how Shakespeare would view this opinion using the circumstances in the play as 
evidence to support your opinions. Use specific details, examples, quotations to 
support your statements. Remember to use parenthetical citation ex: (V,ii,3-4). 

2. "Men are not prisoners of fate, but only prisoners of their own minds." 

A view supporting individual choice and free will over the power of fate 
expressed by Franklin D. Roosevelt, the 32nd president of the United States. 
Apply this viewpoint to the play Macbeth. Consider the role and power of fate in 
the conflicts and resolutions of the play. Is Macbeth a prisoner of his mind or a 
prisoner of fate? What could a reader infer about Shakespeare's views on fate? 
Would he agree with the above statement or disagree? Think about how 
Shakespeare would view this opinion using the circumstances in the play as 
evidence to support your opinions. Use specific details, examples, quotations to 
support your statements. Remember to use parenthetical citation ex: (V,ii,3-4). 

3. "Do what thy manhood bids thee do, from none but self expect applause; He 
noblest lives and noblest dies who makes and keeps his self-made laws.'" 

As written by Sir Richard Francis Burton, a 19th century British explorer, 
regarding how to behave as a man. Consider this idea of manhood in the context 
of the play Macbeth. Think about: Who is a "man"? How? Why? Who is not a 
man? How? Why? Ultimately, what conclusions can a reader reach about what 
Shakespeare would think of this statement. Use evidence from the play to support 
your opinions. Use specific details, examples, quotations to support your 
statements. Remember to use parenthetical citation ex: (V,ii,3-4). 
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4. "The world is governed more by appearances than realities, so that it is fully as 
necessary to seem to know something as to know it." 

Daniel Webster, an early 19th century US diplomat, lawyer, orator, and politician, 
felt that, as appearances governed the world, seeming to understand an idea was 
as important as actually understanding it. Consider appearances and their 
deceptions and manipulations in the play Macbeth and apply this viewpoint. Why 
do appearances deceive? What aspects of human nature is Shakespeare exploring? 
What would Shakespeare think of Webster's statement? Use evidence from the 
play to support your opinions. Use specific details, examples, quotations to 
support your statements. Remember to use parenthetical citation ex: (V,ii,3-4). 
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SAMPLE MACBETH ESSAY 



The Human Nature of Corruption 
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Lord Acton, a famous British historian in the late nineteenth and early twentieth 

century, stated that "Power tends to corrupt; absolute power corrupts absolutely." Lord 

Acton theorized that a person's lust for power decreases his sense of morality and 

empathy. William Shakespeare's Macbeth addresses the same concept and demonstrates 

the consequences of power. Macbeth, the loyal knight of Scotland, is consumed from the 

temptation of power and ultimately loses all sense of humanity and morality. 

Shakespeare's characters in Macbeth demonstrate the repercussions of power and 

illustrate the corruption of human nature. 

Greed and temptation consume the human being. Macbeth falters from a noble 

knight and transforms into an atrocious scoundrel. Macbeth has moments of internal 

conflict where he tries to stay admirable without losing his honor to the deceptive acts of 

evil. Macbeth reveals his struggle when he thinks Duncan's "murder yet is but [a] 

fantastical" thought, but the thought of murder already consumes his mind (I, iii, 139). 

Macbeth battles the thought of corruption by convincing himself that Duncan has already 

honored him as the Thane of Cawdor and questions if Duncan has "ill" intentions toward 

him, then why has Duncan given him "earnest success" (I, iii, 130). Macbeth's internal 

struggle for justice or corruption becomes clear when he decides to kill Duncan. Macbeth 

finally becomes the king of Scotland, but his obsession eventually causes him to fall into 

the pandemonium and darkness of power. 
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The ferocity of Macbeth's corruption reveals the intensity of how fast one can 

change. Shakespeare uses Macbeth as a dynamic character that starts off as an ideal 

warrior, but soon, plunges to pits of evil. Macbeth's transformation occurs from the 

thought of climbing the royal hierarchy. Although he is already near the top end of the 

royal hierarchy, Macbeth becomes possessed from the thought of being king. Fighting 

against the temptation, Macbeth makes an effort to "proceed no further in this business" 

to kill Duncan (I, vii, 32). At Duncan's expense, Macbeth eventually has the thought to 

kill him and "The Prince of Cumberland, a step on which [Macbeth] must fall down, or 

else o'erleap" (1, iv, 48). Macbeth, who also once revered friendship, annihilates Banquo 

and becomes "cabined, cribbed, confined, bound in to saucy doubts and fears" (III, iv, 

25). Macbeth's actions act as a testament to the metamorphosis that corruption can cause. 

Macbeth chooses his own poison and gives up the luxury of being a successful knight, 

ultimately becoming a slave to his own corruption and paranoia. 

Macbeth's lust for power demonstrates his downward spiral to absolute 

corruption. Shakespeare juxtaposes several characters with Macbeth and solidifies the 

idea of the divine right of kings. Banquo, the honorable and loyal knight, acts as the 

epitome of a warrior and how one should act in face of temptation. At the most crucial 

inciting point, Banquo dismisses the idea of power by suggesting that the witches are 

trying "to enkindle [Macbeth] unto the crown" (I, iv, 121). Defending his honor, Banquo 

also agrees to join Macbeth's cause as long as Macbeth respects his honor and keeps his 

"bosom franchised and allegiance clear" (II, ii, 29). Malcolm, the rightful successor to 

Duncan's throne, cares for his country with great fervor and even beckons his "exiled 
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friends... that fled the snares of watchful tyranny" to return to Scotland and begin a new 

age of tranquility (V, viii, 66). The devotion and righteousness shown by these characters 

demonstrate the way of the divine right of kings and that humans can avoid corruption if 

they choose to do so. 

Shakespeare foreshadows that Macbeth will enter the stage as a tyrannical ruler. 

Macbeth, who doubts his legitimacy as a true "man," becomes manipulated by his wife, 

Lady Macbeth. Lady Macbeth convinces Macbeth to kill Duncan by saying, "What beast 

wasn't then that made you break this enterprise to me? When you durst do it, then you 

were a man (I, vii, 47). She makes him question his masculinity in order to convince him 

to kill Duncan. The three witches also act as one of the main sources of manipulation. 

Hinting about Macbeth's future, the three witches prophesize: "Macbeth to be king, 

Thane of Cawdor, and Banquo's descendants to be future kings (I, iii, 50). Predicting 

Macbeth's demise, the three witches tell Macbeth to "Beware Macduff! Beware the 

Thane of Fife" (IV, I, 71). Shakespeare's moments of foreshadowing predict an 

absolutely corrupt Macbeth who succumbs to the manipulation of others. 

Ultimately, Shakespeare would agree that power corrupts mankind. Although 

Shakespeare promoted the divine right of kings in his play, the system functions off the 

emotions of greed and power. The divine right of kings is an imperfect system that 

thrives on corruption. If this system were to collapse, then the world would be a more 

peaceful place where everyone would be equals. There would be no rulers, no authority 

figures, and no leaders. Unfortunately, as long as humans exist, there will always be a 

perpetual lust for power and people who aim to be the alpha figure. 
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Too Much Senioritis!!!! 

Too many seniors are struggling with that terrible disease...SENIORITIS! Your task is to 
develop and market a cure. 

Tasks: 
1. Analyze your audience 
2. Develop your product 
3. Determine how best to advertise this product 
4. Write an advertising plan for your product including all of the following: 

a. Audience analysis 
b. Description of the product 
c. Description of which persuasive techniques you are using to advertise the 

product and why those techniques are appropriate 
d. Slogan and logo for your product 
e. TV shows that would be appropriate for product placement and/or 

advertisements with explanations of why you chose those shows 
f. Websites that would be appropriate to host your marketing video with 

explanations of why you chose those sites 
g. Script for an approximately 5 minute video advertising your product 

5. Make the approximately 5 minute video advertising your product 
6. Create a presentation for the class that describes your advertising plan and also 

includes your video 

Scoring: 
/ 10 pts 
/ 10 pts 
/ 20 pts 
/ 10 pts 
/ 20 pts 
/ 20 pts 
/ 30 pts 
/ 50 pts 
/ 30 pts 

200 pts total 

Audience analysis 
Description of the product 
Description and analysis of persuasive techniques 
Slogan and logo 
TV show listings and analysis 
Website listings and analysis 
Video script 
Video 
Presentation 
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SAMPLE SENIORITIS PROJECT EXCERPT 
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Drink the MIST, or get the fist 

A product (if CitcU'CoIti 

(Names deleted) 
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Audience Analysis: Senior Mist 

Second semester seniors around the world struggle with a contagious 

condit ion colled Seniori t is  So what exactly is Seniori t is? Some say Semorit is  is  

"being lazy and unmotivated," while others say i t  is  "a residual  effect  of gett ing 

into college" Whatever the definit ion of Seniori t is  is ,  this  condit ion infects 

innumerable seniors every year around spring break.  When we asked seniors how 

they would cure Seniori t is ,  they wanted to "move up graduation" or really,  to end 

school early.  Although moving graduation would not realist ic,  one senior suggested 

making second semester grades cri t ical  to college acceptance.  

The stat ist ical  data we collected from the survey taken by students has 

been used to analyze how Seniori t is  affects 

high school seniors.  Approximately 9!  3% of 

seniors said they have Seniori t is .  There is  no 

need to worry seniors because there is  a  cure 

for Seniori t is .  Coca-Cola 's  newest  and most 

ingenious product yet  is  called Senior Mist ,  and 

both versions of this  product al leviate the 

symptoms of Seniori t is .  For the parents,  

s tudents,  and teachers convenience Senior 

Mist comes in a refreshing, readily availaDle 

drink and an easy to carry and use spray.  In 

drink form. Senior Mist  is  an all  natural  soda 

that  uses ginseng, immune boosting remedies to improve memory,  combat s tress,  

and work as a natural  energy booster Senior Mist  is  available for purchase in any 

Coca-Cola vending machine in the country,  exclusively at  Target ,  or  in your nearest  

gas stat ion.  As a spray.  Senior Mist  is  a  chemical  free refreshing mist  sprayed onto 

the face providing the student with a  t ingling and refreshing sensation that  not 

only wakes the student up.  but  helps Stimulate their  brain once absorbed into the 

skin The mist  dries instantly on contact  leaving only the sl ightest  scent behind 

The spray's  small  s ize is  able to f i t  in or  on most pockets,  purses,  and key chain,  

which enables it to be carried everywhere.  The fresh,  l ingering scent gives users 

senses a Durst of energy to keep them alert  

Do you have 

Senioritis? 

H 70"'-

* ! -s YDS 

91:30% £ No 



How many classes 

do you usually sleep 

in? 

4 JOH 

These two versati le products can be used by teachers or fel low students to 

prevent seniors from sleeping in class.  About 52.2% of seniors reported sleeping in 

one to two classes a day The Senior Mist  

drink will  be available for purchase by 

students in any vending machines at  school 

to keep them awake.  The drink gives 

seniors the energy to remain alert  in class 

instead of sleeping.  I t  is  the equivalent  of 

drinking two cups of coffee and i t 's  al l  

natural  so i t  is  healthy to consume, has no 

crash period after  +he effects wear off ,  

and can last  up to 12 hours.  The drmk is 

designed to keep students awake long 

enough to do their  homework.  The spray on 

the other hand can be used by students,  parents,  and teachers.  Teachers will  enjoy 

spraying their  infected seniors in the face with Senior Mist ,  and parents will  enjoy 

this  fun new way to wake their  children up.  By Spraying students with the mist ,  i t  

gives them instant  energy and motivation.  The spray has a  non-sticky formula which 

allows the mist  to penetrate the skin giving students a burst  of mental  power.  

<U.W: 

How much 
homework do you 

get everyday? 

0 ? hcurs 

13% 

52.20 
% 

34.80 
% 

assign 

ments or even none of i t  can use the 

drink to st imulate their  mind and 

complete all  of  their  given 

assignments for the night Senior 

Mist  improves memory and is  made of 

all  natural  ingredients,  so consumers 

Why should seniors purchase Senior Mist? Senior 

Mist  not  only combats the symptoms of Semontis ,  

i t  also can be used to for other things as well .  

Approximately more than half  of  the seniors 

reported having two to four hours of homework 

each night and when asked how much of i t  they 

actually did,  only one senior reported completing all  

of  their  given assignments By purchasing Senior 

Mist  those students who usually only complete half  

or  less 

How much of your HW do you 

ACTUALLY do everyday? 

of 

their  



will  not  crash after  consuming the drink.  Also for those seniors who need a boost  

of motivation to complete their  homework,  the spray does a wonderful  job of 

providing a rejuvenating burst  of energy.  The spray can also be used for after  

school extracurricular activit ies such as sports  and clubs.  Sometimes seniors can 

feel  t i red and sleepy before a rigorous practice,  but  with the Senior Mist  spray,  

players can spray their  face gaining a  burst  of energy to make i t  through practice 

If  you saw your favorite television 

character drinking Senior Mist ,  would you go 

out and buy i t? High school seniors with 

Seniori t is  spend more t ime watching television 

then doing homework.  Product placement on 

shows such as Gossip Girt, South Park, and Glee 

can influence seniors to purchase and use 

Senior Mist .  These shows use humor,  

bandwagon effect ,  and storytell ing in order to 

hook viewers into watching their  show. Seniors 

who watch these shows are greatly influenced 

by the characters or,  the show and advert ising 

on such a show would most l ikely result  in the 

We asked seniors what they would pay for Senior Mist  and received a spli t  

answer If  Senior Mist  was available during school hours,  meaning in the vending 

machines and the school s tore,  half  of  the seniors were will ing to pay between one 

to two dollars.  On the other hand, if  the products were available in local  grocery 

stores and gas stat ions,  the other half  of  the seniors were will ing to spend 

between three to five dollars on the product.  The spli t  between the prices can 

show consumer preference and convenience.  If  the senior is  out  shopping,  they can 

stop by the grocery store and pick up a case of Senior Mist  or  the spray,  however 

if  sold at  school,  seniors can stop between classes and buy Senior Mist  in the 

vending machine 

Senior Mist  will  De sold both in school vending machines for a dollar ,  and in 

local  grocery store between three to five dollars Since Senior Mist  is  a  new 

product of Coca-Cola,  al l  consumers should be able to trust  the brand and purchase 

the new drink and spray.  Although, Seniori t is  is  a  contagious condit ion spread 

among high school seniors.  Senior Mist  can help reduce i ts  symptoms and create 

energy that  had been absent for a while So "Drink the Mist ,  or  get  the fist .  

What would you 

be willing to 

spend? 

2610% 43.50% 

43.50% 

purchase of Senior Mist .  

v. $; 

Si $ >  

' K i t  
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Product Description 

Coca-Cola has created a new ingenious product to cure Seniori t is  called 

Senior Mist .  Senior Mist  comes in two forms, a  spray and a drink.  The spray is  a  

refreshing all  natural  mist  sprayed onto the face giving a  t ingling and refreshing 

sensation.  The mist  dries instantly on contact .  Senior Mist  is  easy to use and 

portable I ts  small  Size is  able to f i t  in pockets and purse,  and can be carried 

everywhere.  The fresh scent gives users a burst  energy to keep them alert  As a 

drink.  Senior Mist  is  an all  natural  soda containing ginseng, immune boosting 

quali t ies,  which improves memory,  combats stress,  and is  a  natural  energy booster.  

Senior Mist  can be bought in the vending machine or in your nearest  gas stat ion.  



Television Analysis 

1 . NBC'- The target  audience of the vast  majori ty of their  TV shows are people 

seniors '  parents '  age.  This is  an ideal  group to market  to because c parent or 

a  teacher would be more apt  to purchase a product to motivate their  student 

rather than a student purchasing i t .  However,  shows like The Office and 

Late Night with Jimmy Fallon ore popular among high school s tudents and 

would therefore be good places to market  our product.  For example,  the 

characters on The Office could use our product to help them focus when 

trying to meet a  deadline.  

i .  The Office 

ii .  30 Rock 

i i i .  Law A Order SVU 

2.  CBS: CBS is the network on TV with the highest  number of consecutively 

successful  shows. Their  target  demographic ranges from 18 to 89.  which f i ts  

our target  demographic because i t  covers both high school and college-aged 

seniors as well as their parents and their teachers. For example, on NCIS 

Gibbs could use our product to Stay awake when solving a  case The 

characters on The Big Bang Theory could use our product to focus on what 

Sheldon is  rambling about in new episodes or to finish writ ing their  theories.  

Seeing as how CBS is the number one rated network in the country and in at  

least  three other countries,  this  is  an excellent  marketing center for our 

product.  

i .  How I  Met Your Mother 

i i .  The Big Bang Theory 

ii i .  NCIS <5, NCIS: LA 

iv.  Criminal  Minds 

3. USA: We chose to advert ise on this  network because i t  has a lot  of good 

shows that  both parents and seniors watch.  Students watch USA because 

the shows are action packed,  f i l led with at tractive actors,  and have 

interest ing plots.  Such quali t ies are very big draws among our target  

demographic Though none of the shows on USA have high school s tudents,  

our products could st i l l  be used in almost any show on the network.  For 

example.  Burn Notice is  about an ex-spy fighting bad guys in Miami.  Michael  

Westen,  the main character,  could use an at tention boosting pick-me-up 

from time to t ime, r ight? 

i .  Burn Notice 



i i .  White Collar  

i i i .  Royal Pains 

4.  Comedy Central:  Comedy Central  is  the number one network in prime-time 

among men ages 18-24,  which makes i t  an excellent  place to market  our 

products.  This channel has lots  of funny shows that  teenagers watch and 

love This would also be a good place to market  to the gamer population as 

well  as  the college students suffering from laziness or the collegiate version 

of Seniori t is  South Park is  a  show about four kids gett ing into trouble and 

being ludicrous.  For example,  on South Park Stan's  dad can have the spray 

and go around town spraying all  the lazy people in town because he saw our 

commercial .  We could also advert ise on a  rerun of Scrubs. For example,  Turk 

could drink some Senior Mist  before a surgery to help himself  get  through 

i t ,  

i .  South Park 

i i .  Tosh.O 

ii i .  I t ' s  always Sunny in Philadelphia 

5. The CW: The CW has some of the most popular shows among teenage girls .  

Almost al l  of  the shows on The CW are based in a  school set t ing,  which 

makes i t  an excellent  place to market  our product because viewers can see 

the product being used by "actual" students.  As the entire marketing world 

knows, American teenagers are incredibly influenced by pop culture and pop 

media such as TV shows and movies,  and their  shows (such as Gossip Girt) are 

the ones teenage girls  most often try to emulate.  Gossip Girl is  a  show about 

well  to-do Upper West Side teenagers who wear gorgeous clothes,  meet 

gorgeous equally rich young people, and have affairs with them. On Gossip 

Girl, our company could have perfectionist  Blair  Waldorf drinking our 

product while studying for a  final  in order to keep up her perfect  4.3 SPA at  

Yale.  Hellcats, which is  a  new show on The CW, is  about a  college cheer-

leading squad with some atypical  cheerleaders and some internal  

complications On Hellcats, Aly Mishaka's  character could drink our product 

before a competi t ion to help her prove her worth to her snotty teammates 

i .  Gossip Girl  

i i .  Hellcats 

i i i .  One Tree Hill  

6 .  Fox: Fox has had some of the most successful  shows on television in the last  

10 years.  Glee, American Idol, Bones, and House are. some of the most 

successful  shows on TV and are all  on Fox now. In the past .  Fox has also had 

Lost and 24 up unti l  the end of 2009 (24) and 2010 (Lost) ,  when the shows 



ended. Siee is  arguably the most popular show on television r ight  now. which 

would make this  an incredible place to market  our product -  especially 

considering the sett ing of the show. Glee is  about high school kids who will  

oe seniors next season,  and thus the perfect  group to market  Senior Mist .  

Shows like House and Bones could market  to parents,  teachers,  and 

students.  Fox would be an ideal  network to market  our product because of 

the diverse viewership and the broad appeal  of their  shows. 

i .  Glee 

ii  House 

ii i .  Bones 



Website Analysis 

1. Facebook: We decided to advert ise on this  website because Facebook has 

133,925,380 users as of January 2011. This is  one of the most,  i f  not 1he 

most,  popular websites on the face of the planet  and also the most popular 

website that  students use for procrastination.  Since one of the biggest  and 

most diff icult  s ide-effects of seniori t is  is  procrastination,  going r ight  to the 

source of the problem is a  logical  and effective tactic Facebook embraces 

obnoxious advert ising -  e-mails ,  ads on the side of every page,  etc.  -  which is  

economically savvy because not only does i t  market  the product but  also 

markets the company. Through Facebook's  "l ike" system of pages,  our 

company can effectively saturate the home screens of every person who 

l ikes our product with news and "exclusive" deals.  

2.  YouTube: In 2009, YouTube reported that  they were receiving over one 

bil l ion hi ts  per day on their  website.  This is  an ideal  place to market  a  cure 

for Seniori t is  because i t  is  probably the second most popular place for 

people to procrastinate.  YouTube is  also akin to a black hole,  because when a 

viewer goes onto YouTube more t imes than not they get  sucked into 

watching another video,  and another video,  and another video,  and before 

the viewer knows i t ,  two hours have gone by and their  homework st i l l  is  not  

done.  YouTube also favors video advert isements since they are a video bosed 

company. This is  ideal  because i t  directly markets our products with the 

viewers,  and i t  doesn' t  just  associate our product with things such as TV 

shows and Internet  personali t ies.  

3. Gmait: Gmail  is  Google 's  e-mail  service,  and Google is  the most popular (and 

populated) website in existence.  Gmail  is  extremely popular among students 

for a lot  of reasons,  but  one of the biggest  is  the chat  feature Many 

students every day across the world can chat  with their  f  r iends through an 

essential ly unOlockable website at  school.  This would be an ideal  place to 

market  our product because of how much t ime students spend on Gmail  and 

other Google services,  such as Google Docs and Google Translator.  W<th the 

recent addit ion of Google 's  video chat  feature on G-chat,  Gmail  also becomes 

a prime place to do video advert isements 

4. Tumblr: Tumblr is  the Internet 's  best  kept secret ,  and one of the fastest  

growing websites today.  In August  of 2009 Tumblr reported an average of 

5,000 new users every day,  650,000 posts per day (which equals 6 new posts 

per second),  and 1.5 reblogged posts per second With TV channels Such as 
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MTV now talking about Tumblr,  the number of high school and college-aged 

users has skyrocketed.  Users of the blogging website claim that  the si te is  

"addicting" and they spend "if  not  al l .  most" of their  t ime on the Internet  on 

this  website.  While the company doesn' t  do advert isements on their  website 

or on the users '  blogs,  many companies have converted their  websites over to 

a Tumblr blog.  These companies have associated themselves with bands and 

internet  personali t ies through Tumblr,  and gained an incredibly loyal  

following as well .  This would be a prime marketing opportunity to create a 

bond with the customer through actually interacting and reblogging 

followers '  posts.  

5. Commonapp/collegeboard: For seniors,  these two websites represent the 

cause of their  s tress and their  seniori t is  Both websites are serviced 

specifically to high school students,  and play a  major part  in any seniors last  

year in high school.  Commonapp is  a  general  application that  students can use 

to apply to numerous colleges through one application instead of having to 

mail  in applications.  To advert ise on a website that  the average high school 

senior probaoly spends close to two hours on the website a  week when 

applying to colleges is  acumen. Collegeboard is  the SATs website that  offers 

college help,  SAT registrat ion information,  SAT prep classes/games,  etc.  

Any advert isements on both websites would enforce application deadlines 

and registrat ion deadlines.  

6 Sparknotes/Cliffnotes:  These two websites are essential  to any student who 

is  in a  class that  has required reading.  Both websites give students a shorter  

version of a  story or book They would be an ideal  place to market  our 

product because laziness is  a  Symptom of Seniori t is ,  and both of these si tes 

promote laziness.  The vast  majori ty of these users are high school and 

college-aged students who are probably suffering from Seniori t is  and need a 

boost .  



Persuasive Techniques 

1 Humor The commercial  uses humor to appeal  to young adults  focusing on 

high school students.  The purpose of the humor creates laughter within the 

audience,  while informing them of the product.  Senior Mist .  Viewers leave 

the commercial  experience with posit ive feelings about the product shown 

2.  Bandwagon: The advertisement uses bandwagon effect  to appeal  to high 

school seniors who are experiencing the symptoms of Seniori t is .  By seeing 

others with a Senior Mist  drink,  viewers will  be persuaded to purchase the 

i tem in order to f i t  in and feel  cool.  The bandwagon effect  is  used in this  

commercial  to manipulate young viewers mind to influence them into buying a 

product to cure their  Seniori t is .  

3.  Storytelling: Senior Mist  commercial  will  appeal  to teenagers because the 

advert isement tel ls  a  story of an average senior who is  experiencing 

Seniori t is  and his struggle through his last  semester of high school.  Many-

high school seniors can relate to the story of Seniori t is  because they many 

have the contagious disease.  

4. Music: The music used in the advertisement will  s trongly appeal  to young 

adult  viewers,  especially seniors.  The music selection for the commercial  will  

be catchy,  hit  songs that  seniors will  know; however,  af ter  playing the 

advertisement multiple t imes in between television shows, viewers will  be 

irr i tated with music result ing in the purchase of Senior Mist ,  Also,  the 

musical  background will  catch viewers at tention to watch the advert isement 

because they hear their  favorite song in the commercial  

5.  Slogan: The advertising campaign used for the Senior Mist  product is  "Dnnk 

the Mist, or get the fist ,  "The slogan refers to the Senior Mist  drink and 

the consequences of i t  if  someone doesn' t  purchase and consume i t .  The 

l i teral  meaning of the gett ing punched in the face is  l ike using the Senior 

Mist  spray,  which gives a  burst  of energy and l ife when sprayed 

6.  Plain-Folk The use of average seniors in the advert isement will  appeal  to all  

high school seniors.  These are just  average seniors who have Seniori t is ,  and 

have trouble staying awake at  school.  Viewers will  be able to relate to the 

people on the advert isement because they trust  that  the people are honest  

and loyal  about the product at  hand. 

7.  Surveying/ Outside Endorsements. The use of surveying and outside 

endorsements appeal  to the general  public.  This gives an insight on what 

Seniori t is  is  and the symptoms that  are known to be associated with 

Seniori t is .  Outside endorsements or consumer test imonials can persuade 
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•teachers and students to purchase Senior Mist  The Senior Mist  spray will  

appeal  to teachers because they are motivated to see their  students 

succeed and graduate Also,  they will  enjoy spraying their  students in the 

face with a Seniori t is  curing product 
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APPENDIX H 

QUALITATIVE SURVEY RESPONSES 
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Fall Semester: British Literature Spring Semester: Media Literacy 

Why did you choose to take this course 
instead of the year-long British literature 
class? 

Would you recommend taking this course 
instead of taking the year-long British 
literature course to a friend? Why or why 
not? 

T1 
Because I was interested in the new class 
they offer because I heard from the 
previous seniors that the year-long Brit lit 
class was boring and the teachers were 

terrible at teaching. So I decided to try out 
new class and I signed up for this one. 

Ml 
I already have! Every junior I know I was 
like "GO TALK TO MRS. DODD ABOUT 
THE MEDIA LITERACY CLASS." I 
recommended it because this class is 
engaging and fun. I look forward to coming 
to class at the end of the day to learn about 
something that's interesting to me. I would 
so much rather learn about the techniques 
that advertisers use to get me to buy their 
products than what British authors were 
complaining about 100 years ago. I know 
Gwinnett County thinks it's important that I 
know about Shakespeare and that I read 
Beaowulf, but nobody else does. The only 
person who has ever asked me if I read 
Beaowulf followed it up with "Oh, I'm so 
sorry." 

T2 
It seemed really interesting to me to do a 
journalism class, and I wanted to try a new 
class. 

M2 
Most definitely. Personally, I see no reason 
to why people must continue learning about 
the past when there is a completely new bit 
of knowledge waiting to be learned about 
the present and the future. I am not saying 
that we don't look at the past, we do, but at 
the same time, we get to take the things that 
we learn in this class and be able to apply it 
to practically everything media related from 
the 20th century up to probably further than 
the near future. 
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T3 
1 chose this course because it sounded 
easier and I was interested in learning 
about how modern media affects people 

M3 
yes, this course s way more interesting than 
learning dead people from a long time ago. 
At least the dead(some still alive) people we 
learn in this class are more recent and 
entertaining because we can relate more to 
the recent work the people now than those 
from a long time ago with different values 
than us. 

T4 
I did not want to take two semesters of 
British literature. 1 thought it would be 
interesting to be one of the first students to 
take a new class and help it become a 
regular course. 

M4 
Yes 1 would. Mainly because the material 
you will learn is MUCH more interesting. It 
is also a little easier, but in its own way. It is 
by no means easy work, but I think that in 
the things we learn and projects we do that it 
is a little easier than year-long British-
literature but is still able to challenge you to 
work at your best potential. 

T5 
1 chose to take this course instead of year
long British Literature because it seemed 
interesting. Also, I liked the idea that we 
would be analyzing more modern and 
relatable pieces of literature like comic 
books and movies. 

M5 
I would definitely recommend this course to 
a friend. This course is more practical to 
everyday life instead of British Literature. I 
can take the things I learn in here and apply 
it to everything I see on the internet and 
television. 

T6 
I wanted to explore the concepts and ideas 
behind media literature and how they 
effect society. 

M6 
Yes, British literature is extremely boring 
this class actually deals with real world 
situations where as Brit Lit is more history 
and I personally would remember what I've 
learn in this class than learning about dead 
poets. 

T7 
Honestly for two reasons. I liked that it 
was only one semester of brit lit, and 1 was 
excited to see that second semester had 
something to do with what I want to do 
when I get out of school. 1 like the idea of 
being able to learn about things that I can 
actually use in my future career at school. 

M7 
I would definitley advise any upcoming 
seniors to take this course instead of the 
year-long British literature course. I 
honestly felt that British Literature was not 
interesting, so this class allows students to 
broaden their knowledge on 'fun' topics and 
still learn. My writing has greatly improved 
while also learning non school related 
things. This is now my favorite class of the 
day when in the first semester, I used to 
dread 7th period. 
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T8 
I chose to take this course because I heard 
that British Literature was one of the 
harder courses you have to take in high 
school. So when I learned of this course 
and the material that would be covered 
during second semester I thought that the 
work for this class would be more 
enjoyable and easier than the work in 
British Literature. 

M8 
Yes, I would strongly recommend taking 
this course. It is alot more interesting then 
Brit. Lit. and you save a lot of time by not 
reading and writing about the so many 
different types of literature. Also, it is 
enjoyable having this class second semester 
of senior year because most seniors are tired 
of the same thing over and over again and 
this class adds some variety. 

T9 
I chose this class because I thought it 
seemed interesting to learn about brit lit 
one half and media the other half 

M9 
I would deffinately recommend this course 
over the year long literature course. 
Although, the work load is much more 
vigorous than the other course I think the 
subject matter is much more useful. 

T10 
I wanted to try something different and 
seemed like it would be more interesting. 

M10 
Yes, I would recommend a friend to take 
this course, because it is fun and you are not 
reading from a textbook everyday. I 
actually look forward to coming to this class 
because of all the new and exciting things 
I'll get to learn about the media that day. 
Everyday is a new challenge, and you get to 
learn something new everyday! 

T i l  
It sounded like an interesting class to take 
because it was different than any of the 
other literature classes I took. Mrs. Dodd 
explained nicely last year what this course 
was going to be like and it made me really 
want to try it out. It didn't sound like the 
class was going to be hard at all but the 
same level as the rest, and of course more 
fun. 

M i l  
I would definitely recommend taking this 
course because the content covered is much 
more interesting and can be applied into real 
world situations. 

T12 
I chose this course because I didn't want to 
take two semesters of Brit Lit and the 
Media Course offered sounded interesting 
and I wanted to learn more about the 
media around us everyday. 

M12 
I definitely recommend this course over 
British Literature because this is a lot easier 
to relate to real life. Therefore, it is a lot 
more interesting and easy to understand. 
Also, it helps develop writing skills that can 
relate to any subject, not just literature. I'm 
very glad I was chosen to take it. 
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T13 
I thought it would be more interesting than 
a regular Brit lit class. 

M13 
Yes, I would most deffinately suggest it 
because it holds our generations interest 
while still teaching us the main points that 
should be taught in language arts. 

T14 
I wanted something different and 
something that was not normal for seniors. 
Also alote of my friends signed up for this 
class. 

M14 
yes i would recommend this course over a 
full year long brit lit course. The class is 
more interesting. The projects are fun the 
papers are about things that interest you and 
the subject is actually relevent to your life. 1 
recommend it because most students would 
have a better learning experience with 
something they care about or at least can 
notice around them. 

T15 
This class seemed interesting and 
challenging in the sheet I read about it. I 
wanted to challenge my abilities and this 
seemed like a good way to do it. 

M15 
Yes!! Media Literacy is adaptable to 
students today because lets be real no one is 
going to stop you on the street and ask you a 
question about brit lit. HOwever, pop 
culture is growing a expanding and students 
should be informed about how ads are 
made, and what goes behind the scenes in 
making music, films, and ads. 

T16 
Because the idea and material the class 
was going to be studying second semester 
interested me more. 

M16 
yes, this course is more fun. The things we 
do exceed that of the regular british lit. 

T17 
I took it because it sounded interesting, 
and 1 wanted to try something new. 

Ml 7 
I would recommend this course to a friend 
because it is a very interesting class with a 
variety of assignments that are not boring 
and silly, but fun and educational. This class 
is a good opportunity for students to connect 
to today's world and be able to understand it 
more clearly. 

T18 
because 1 wanted to take a new class and 
learn about media. 

M18 
Yes, because british literature wouldn't be 
as easy to learn because you can't connect it 
to everyday life. Since this class makes it 
easier to connect to, it is easier to learn. 
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T19 
Thought it would be interesting. 

M19 
Yes I would recommend taking this course 
instead, because like most students in high 
school poetry is extremely boring to me. I 
like the fact we only have to deal with it for 
one semester rather than the whole year. 
This class allows you to experience a 
different type of learning that is more 
modern and is more apart of our everyday 
lives. 

T20 
I signed up for the class because Literature 
is one of my least favorite subject. I had 
the chance to take only half a semester of 
British Literature so I took it. 

M20 
Yes, I would recommend taking this course 
instead of taking the year long British 
literature because its far more interesting 
and students get more exposure to the real 
world. This course is the best language arts 
class I have taken in high school. I strongly 
recommend this class. 

T21 
The description of this class seemed a lot 
more enjoyable than British Literature. It 
sounded like a chance to express my 
creativity. 

M21 
I would definitely recomend this class 
because it is very engaging. It is also a lot 
more relateable, as far as, making 
connections to the real world. Also, it is 
more useful in today's society. 

T22 
I chose to take this class because of the 
second semester preparation for college. It 
sounded useful and helpful for me to 
suceed in college. 

M22 
Yes. British literature does not take a whole 
year to cover. This course contains material 
one should learn to prevent exploitations 
and manipulations by the media. Media 
Literacy is definitely worth the while and 

should be taught to all students. 
T23 
I took this class for many reasons. When 
the teacher came into my English class 
last year to tell us about this, I found it 
interesting. Also I found that the british 
literature was only one semester so I 
immediately wanted to join. 

M23 
YES! It is soooo much fun. Almost 
everything I've learned in this class applies 
to the real world unlike british lit. In the first 
semester we cover everything important in 
british lit and leave out all the useless extra 
stuff. Also this class has helped me become 
a way better writer than I wouldve been if I 
had taken a year long brit. lit. course. 
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T24 
Because I would only have to take British 
literature in one semester, and I would like 
to major in the media. 

M24 
I would definitely recommend this course 
because you actually learn about music, 
advertisement, and persuasive appeals 
which are very important to know about in 
today's society. It gives students a head start 
right out of high school, knowing 
information about today's media and politics 
before one would learn by themself or in 
college. 

T25 
I do not think it will take a full year to 
cover the British literature material. 
Furthermore, I am interested in the Media 
Literacy course that is provided next 
semester. 

M25 
Yes. It is A LOT more interesting than Brit. 
Lit because it actually has to do with real-
world situations. 

T26 
I was interested in the course and I wanted 
to experience something new. I also like 
being different from others. 

M26 
Yes, it creates a motivation to learn and 
encourages seniors to finish out their last 
semester of high school strong, while also 
enjoying themselves. 

T27 
1 chose to take this class because the 
second semester media class will help me 
prepare for college. 

M27 
Yes I would definatly recommened taking 
this class... because it definatly taught me 
how to think differently and write 
differently about what we learn unlike Brit 
Lit where there was only one way to write a 
paper and one way for it to be greaded. 1 
like having a choice. 

T28 
It seemed like a good alternative and I was 
curious to see what the class was gonna be 
like. 

M28 
yes because it gives students a new subject 
to discuss in class instead of boring old 
topics. Students would be more interested in 
this subject because its new and relateable to 
them. It also teaches them how to read 
something evaluate it and write a paper 
about it and especially on something more 
modern and understandable and relateable. 
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What about the readings, writings, and/or projects from the current semester did you find 
challenging? 

T29 
We learn a lot this semester and it was a 
lot to digest weekly. We are going through 
the course fast, which is pretty motivating, 
but it still pretty hard to wrap our mind 
around the reading and works. Sometimes 
the literature are more challenging from 
other word and 1 wished that the teacher 
could have slow down a bit more for that 
literature. 

M29 
I didn't necessarily find the assignments in 
class challenging, but I did find the... 
thought that had to go into every reading, 
writing, and project challenging in a good 
way. Like, the Senioritis project, we had to 
think through every single idea we had for 
the project. We had to consider what would 
sell, what commercials could be appropriate, 
and how our consumers would react to it. It 
was a challenging project, but in a really 
good way because it was fun. It wasn't like a 
ridiculous 15 page paper on why you should 
buy our product, it was a video, and what 
ended up being a 20 page paper describing 
our product and why it was awesome. 

T30 
I think that Shakespeare is challenging, 
but he is still interesting and I like him. 
Writing poems is hard, especially in a 
short period of time. 

M30 
Basically, everything that we did was linked 
to something challenging. There was not 
one thing, whether it was fun or not, that did 
not include some type of work that 
challenged us to think critically. 

T31 
I have found most of the work pretty 
challenging. 

M31 
political advertisement, essays, advertising 
analysis project 

T32 
Some of the poems where challenging and 
writing the Macbeth Essay was difficult. 

M32 
The subject of our writing or the topics we 
must write about makes you use a lot of 
critical thinking skills to figure it out. It's 
not like it's a question you can answer right 
away. The questions and/or topics we have 
make us really analyze the question, 
brainstorm about it, and then write what we 
have thought about. That to me is the most 
challenging part. 

T33 
I found the Macbeth Essay to be difficult 
because for me, the Macbeth play was 
hard to understand. So, it was harder to 
analyze. 

M33 
The most challenging part of the readings, 
writings, and projects are the writing that 
you have to do along with other things. We 
usually have to write something to relate to 
the assignment and I find that the most 
challenging because I don't have a high 
writing skill. 
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T34 
We are challenged in our writing 
assignments and have a lot of critical 
thinking assignments. These assignments 
challenge us in a positive way. 

M34 
Writing papers, but the more I write I get 
better at it. 

T35 
Honestly, it's british literature -
shakespeare, Beowulf, the Canterbury 
Tales - it's all a little challenging. But, the 
writing isn't that hard... it's about what I 
would be doing in a normal honors class. 

M35 
The Senioritis Project challenged me a little 
bit because of the group work. I tend myself 
an independent person when it comes to 
projects, and sometimes I feel that other 
group members are standing in my way 
rather than progressing our group to get an 
A. Other than the group work, I truly 
enjoyed the challenges in the project 
regarding the writing, audience analysis, and 
making a video. This project broadened my 
knowledge on advertising and enlightened 
me to things that I did not know before. 

T36 
The reading is somewhat challenging, but 
that is good because it helps me to better 
understand what I am reading because I 
have to use more critical thinking skills. 
Some of the writing is fairly easy, but 
some of it is very challenging (like the 
Macbeth paper). Most of the Projects are 
pretty challenging as well. 

M36 
I think the papers and assignments regarding 
the specifics about the music and 
advertising industries challenging because I 
do not know much about them. 

T37 
1 found the Macbeth essay a little 
challenging 

M37 
I found all the projects and assignments 
challenging because they really make you 
think. The assignments take a deeper 
thinking than usual and cause us to learn 
multiple things about the material. 

T38 
The language and how things are written. 

M38 
I found the Consuming Kids documentary 
on children and advertising a bit 
challenging. 

T39 
I thought that the Original Tale 
assignment was a little challenging 
because I am not good at writing poetry. 
Also the Chivalry Blog was hard because 
we had a limited time to finish posting all 
the comments and it was hard to follow 
through with the rest students and try to 
agree or disagree with them. 

M39 
Forcing me to apply critical thinking skills 
along with good writing techniques has 
helped me build skills needed to succeed in 
my studies. 
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T40 
I found this class challenging in the fact 
that it was fast paced and the assignments 
are not busy work but rather preparing us 
for college like the Macbeth paper. 

M40 
The Advertising Analysis project was 
challenging because I had never 
downloaded a video onto a powerpoint 
before. The response log for the Kite 
Runner is also challenging because 
sometimes it's hard to stop reading the book 
to think about important quotes. 

T41 
The movie project. 

M41 
The load of work assigned for the for the 
projects was more than what I am used to 
from my past years in high school. 
Especially, the recent project we just 
finished where we had to create a product, 
and conjure up a way to promote that 
product. 

T42 
I found that the readings and projects were 
up to my level of learning. I found that it 
was all up to the level that I get challenged 
but not up to the level that I don't know 
what I'm doing. 

M42 
All of the reading was easy to understand 
the essays were still difficult but more in a 
challenging way and not uncomfortable. 
The most challenging part f any of the 
projects for example the senioritis project 
was more staying on task and consistently 
working. 

T43 
Writing the Macbeth paper was hard. I had 
people read over it, but still didn't do so 
swell. 

M43 
I found that analyzing advertisements ( both 
political and commercial) were difficult. 
Everyone person has their own view and 
opinion on the ad. However, once I got used 
to them I found it very useful in my daily 
life because we are surrounded by ads 
everywhere we go in society. Also by taking 
psychology, i gained a deeper understanding 
on meaning s behind an ad. 

T44 
Writing the essays and understanding long 
and boring poetry. 

M44 
to grasp the concept of some of the material, 
just because I have never been introduced to 
media items before this semester. 

T45 
Mainly understanding the language used, 
and being able to interpret some of the 
poems. Also with the projects I found 
most challenging was the little amount of 
time we had to finish them because in our 
other courses we are usually given a 
longer period of time to finish. 

M45 
I found the Advertising Analysis Project to 
be a challenge because there was a lot of 
different parts to it and all needed to be 
done/written well in order for us to receive a 
good grade. 
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T46 
writing 3 page papers 

M46 
Kite Runner and the political advertising 
analysis were the most challenging. 

T47 
Reading the british writing was difficult 
but the writing and projects were not as 
difficult. 

M47 
The senioritis project challenged my 
creative abilities a great deal because it 
forced me to think of a script and product to 
advertise. Analyzing the different forms of 
advertisement for the project and test were a 
little hard at first but I understand them now. 

T48 
The readings are sometimes confusing 
because of the old English that it is written 
in. I also find writing to be a challenge 
mostly because I am not a great writer. 

M48 
I found the advertising analysis most 
challenging because it was a lot of work that 
needed to be done in top quality. 

T49 
The Macbeth essay helped improve my 
writing skill and technique, and the 
projects have been challenging, but fun. 

M49 
What 1 found most difficult about was the 
independent reading because I had to read a 
novel and interpret it for myself. This was 
hard for me because 1 was not completely 
sure if I was interpreting it the right way. 
The writings for this class was challenging 
because we really had to focus on having 
good content in them, instead of just 
rambling. The projects were tough because 
it was not always easy working in a group 
with others. 

T50 
I found comprehending Macbeth fully 
difficult. I do consider myself a good 
writer, but trying to raise my level of 
writing to my teacher's standards was 
difficult. 

M50 
The projects are a projection of your own 
thoughts and abilities. The teacher sets no 
restrictions on how one should create their 
project. As a result, one must depend on 
himself to satisfy his own mental 
requirements. 

T51 
Some of the poetry and some of 
shakespeare's writing is confusing at times 
but it eventually clicks. 

M51 
The challenging thing about the project was 
meeting up with my classmates after school. 
The difficult things about the readings was 
understanding the kite runner and analyzing 
it. The writings haven't been to hard but 1 
need to work on my active voice. 

T52 
I did find the challenging but I like that 
my teacher challenged me cause if she 
didn't I would never improve. 

M52 
The music industry analysis, because the 
music industry today is so broad, it has to be 
narrowed down to the record label and genre 
of music to make it specific 
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T53 
They are not particularly challenging, but 
they require understanding of the material. 
This class is thorough and concise. If the 
student puts in the work, the results will 
show. 

M53 
I found most of the assignments to be 
relatively easy. One test that was very hard 
was the Advertising Test. It required much 
detail and very explanatory answers given in 
a short period of time. 

T54 
It wasn't too challenging, but at the same 
time it did challenge my intellect quite a 
bit. 

M54 
I found many of the analization and 
interpretation projects to be quite 
challenging. These included an advertising 
analysis project, a persuasive appeal 
analysis project, and an analysis of the 
music industry. 

T55 
I found the Macbeth paper and reading 
Macbeth challenging but at the same time 
I know that it is important to write a paper 
like that for college. 

M55 
I found the independent reading the most 
challenging 

T56 
Interoperating the british literature has 
been most challenging. 

M56 
the fact that we had to look back at the way 
things have evolved from the past to now 
and how society has changed because of the 
new century and the concepts being created. 

What part of the course content from this semester did you find most engaging? 

T57 
Everything was pretty engaging so far, 
except the poems. The projects were the 
most fun this semester because our teacher 
was really flexible at the topic we do. So it 
was very fun for everyone because I saw 
everyone had fun doing the projects :) 

M57 
I really enjoyed the projects, but that could 
have been because I got a good group. The 
advertising unit was really interesting 
though, because I'd never thought about it 
like that. Now whenever I watch TV or 
music videos, I'm like "PRODUCT 
PLACEMENT." My parents started to do it 

now too. 
T58 
The Archetype Analysis Project was 
enjoyable because I like relating things I 
learn in class to other areas of my life. The 
Canterbury Tales were fun to read because 
it had a lot of humor. The Chivalry Blog 
also let me connect to my life. 

M58 
The Senioritis project. While doing this 
project, our teacher made sure that we had 
fun, did our work, and also gave us a variety 
of choices on things to do. From the format 
of how we wrote (as long as it was 
grammatically correct and done well) to 
how we decided to present our information. 
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T59 
I found the archetypes most engaging. 

M59 
independent reading-because I get to read at 
my own pace, I don't have to wait for other 
people to catch up to where I am in the 
book. 
video analysis-it's fun to lean a lot of thing 
from just watching a MV in the class. 
song analysis-I get to write about something 
that's a part of my life and something I am 
passionate about. 

T60 
The Macbeth play and The Canterbury 
Tales along with Middle Ages texts. 

M60 
I loved reading the Kite Runner. 1 didn't 
think I would really get into it but as soon as 
I started liking it it became one of my 
favorite activities from the year. Also, all 
the music analysis stuff we have done and 
the stuff we did with advertisements kept 
me really engaged and ready to learn new 
things due to the extremely interesting 
nature of the things we were taught. Finally, 
the senioritis project was a great way to 
learn our course material but also have fun 
in our own unique ways while doing so. I 
thoroughly enjoyed each of these things. 

T61 
I found the Canterbury Tales and Reign of 
Fire to be engaging and funny. I also 
enjoyed writing my "Why I" paper. 

M61 
I found the senioritis project to be the most 
engaging content from this semester. It 
allowed us to work in groups and work 
around the school. This assignment was 
mostly with our groups and the teacher 
didn't really help. This shows us what it is 
like in the real world where people make 
commercials for a company as their source 
of income. 

T62 
The writing assignments required us to 
really know the material in order to get a 
good grade. 

M62 
learning about how marketers target the 
younger generation so that they can become 
life long consumers. 
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T63 
Our class discussions and the movie 
project are my favorite parts so far. 

M63 
Advertising has been my favorite section so 
far this semester. The Advertising Analysis 
project, and the Senioritis Project both 
equally engaged me. 1 love projects, and 1 
felt that these projects allowed me to 
express my knowledge in another way. 
Other teachers give tests every two weeks in 
other to demonstrate what they have 
learned, but Mrs. Dodd allows us to be 
independent and show us our knowledge in 
various ways. 

T64 
The stories and/or poems that we have to 
read are very enjoyable and interesting. 

M64 
I found the senioritis project to be most 
engaging because it was easy to relate to 
and fun making the commercial. Also I was 
able to express my creativity through the 
creation of a product. 

T65 
1 really enjoyed the Canterbury Tales 

M65 
So far I have found the advertising part of 
the course to be the most interesting thing. 
This is because it made me more aware of 
the advertising 1 see everyday and the 
techniques companies use to persuade 
buyers. 

T66 
The Canterbury Tales. 

T66 
I found the senioritis project that we did 
really interesting. It was a fun way to learn 
and make learning fun! 

T67 
I liked all the projects we did in this class 
like the Anglo Saxon posters, the Reign of 
Fore movie project, and the movie 
Archetype Analysis project. 

M67 
Multiple group projects that we have been 
assigned help me apply the content learned 
into real life situations. 

T68 
1 enjoyed the archetype movie and project 
because it goes to show how archetypes 
are all around us 

M68 
The Consuming Kids documentary opened 
up my eyes to some of the motives of the 
advertising industry on kids. The episode of 
Modern Family with product placement of 
the iPad helped to see the connection of 
product placement in the average t.v. show. 
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T69 
The Macbeth paper. 

M69 
I am into music, so the music analysis paper 
we as a class are working on now is 
interesting to me. I find it interesting to see 
how much music has evolved as a whole 
into what it is like now. Where various artist 
have changed the make-up of how we all 
view music or once viewed music. 

T70 
Macbeth 

M70 
The independent reading I feel is the most 
interesting because the book that was 
selected was excellent. A good book is 
always something that will interest me more 
than any other content that is presented. 

T71 
The movie project we did. We had to 
connect archetypes of a movie. 

M71 
I enjoyed the advertising and the music 
industry units. We are surrounded by ads 
and music in society and its interesting to 
learn how they affect use and how 
businesses use them to influence the things 
we buy. Music can have so many meanings 
and uses. For example, in ads, 
documentarys, movies, learning, childhood 
delevopment. It's interesting how music and 
advertising go hand in hand and the 
influence and persuading they use to sell 
products or to sell a message. 1 also enjoyed 
the working on the Senioritis project. It was 
a great way to use advertising techniques 
and music to create a product. 

T72 
The archetypes we could find in movies. 

M72 
the projects that we have done so far. The 
senioritis commercial was a fun one. 

T73 
Learning about archetypes and reading the 
poems. When learning about archetypes I 
enjoyed getting a visual by watching 
"Reign of Fire". 

M73 
The advertising test was most engaging to 
me because we did a lot of practice before it 
to prepare us for the test. It also had to be 
complete with details in a limited time. 

T74 
doing different projects with my group 
members. 

M74 
The senioritis project and advertising 
analysis project were the most engaging. 
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T75 
The movie project was the most engaging. 

M75 
The senioritis project was most interesting 
to me because we're seniors and it relates to 
us the most. I enjoyed think of a way to cure 
the "disease". The song analysis assignment 
was also engaging because I love listening 
to music and I enjoyed talking about and 
analyzing my favorite songs. 

T76 
Things that 1 find the most engaging is our 
class projects such as the movie analysis 
we had to do both in class and with a 
group. 

M76 
I found the entertainment and advertising 
portion of this class very engaging. 

T77 
I found the play Macbeth as the most 
engaging. The themes and analysis of the 
famous tragedy were very interesting and 
also applied to modern day society. 

M77 
I found the music section of the course was 
the most engaging because music is 
something that everyone can relate to. 

T78 
I really enjoyed the Archetype analysis 
project. It allowed me to be creative while 
applying the content to learning. 1 also 
enjoyed the reflective/college essay (why 
I). The "Why I" allowed me to look deep 
within while also learning the material. 

M78 
The most engaging content from this year 
was the commercial analysis section. 
Through in depth and accurate information, 
the teacher taught the meaning behind 

commercials brilliantly. Furthermore, as a 
closer to the section, the class was assigned 
to create their own commercial. The 
students used the techniques that were 
taught by the teacher and understood the 
material even more. 

T79 
I believe that the most engaging thing 
from this semester was the Macbeth essay. 
I learned a lot from it. It was hard at first 
because I had to truly understand 
shakespeare in order to write it. 

M79 
I believe that the senioritis project was the 
most interesting because it helped me learn 
about tricks that advertisers use to sell their 
products. It also also allowed me to spend 
quality time with my classmates. It was 
hands down my favorite project I've ever 
had. 

T80 
Anglo saxon & Middle ages 

M80 
The Senioritis project because most of us in 
the class are seniors, so it is good to see new 
and unique ways of product advertisement 
and marketing 
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T81 
The writing papers are the most engaging 
in this semester. We are taught the proper 
way of writing for college. Previously, in 
the past, the teachers taught us how to 
write for the exams we took to pass 
highschool. This year, we learned how to 
write to for college and for the future. 

M81 
I found the Senioritis Project the most 
engaging since I could relate to the 
assignment. I was interested in the subject, 
resulting in a well put together finished 
product. 

T82 
The project on analyzing movie and their 
archetypes. 

M82 
The Senioritis project was definitely the 
most engaging of all of the assignments 
given in our class. 

T83 
I found the video project the most 
engaging 

M83 
writing our own opinions and wrighing 
about the different technique on 
advertisments and the effects they have in 
the long run. 

T84 
Class discussions 

M84 
Music because its something that 1 love and 
I get to express my feeling and personal 
opinion on it and see how it has changed 
and evolved over time. 

Fall Semester: British Literature Spring Semester: Media Literacy 

What part of the course content from this semester did you find least engaging? 

T85 
The reading part. I didn't like reading in 
class because my attention drifts away and 
I lose track where we were. Also the 
poems were pretty hard to decipher and 1 
wished the teacher would explaing to us 
what those lines means. 

M85 
Probably the Modern Family essay. 
Honestly, I've really enjoyed everything 
we've done thus far except for that one 
assignment, but I also don't like the show or 
the product it was placing. I do understand 
though why it was used, but at the same 
point I wish it was a different show. 

T86 
The Original Tale poem because I am not 
good at writing poems on the spot. 

M86 
Th part where we had to analize political 
advertisements. Getting to watch the 
commercials and think about what they 
were meant to say was fun and interesting, 
but I personally did not want to think 
critically about old presedential 
commercials. 
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T87 
I found the Macbeth paper the least 
engaging. 

M87 
writing-I rather have an one-on-one talk 
about what I learned than trying to write 
everything down. Because the urge to write 
bs on the essay is huge due to the required 
length of the writing. 
history-don't like to learn about dead people 

T88 
The poetry was least engaging. 

M88 
I really disliked writing the paper on the 
Modern Family essay. I most likely did not 
like it because I hate any type of writing 
assignment, but it was also difficult to write 
a whole paper on one episode of a 30 minute 
show on a topic as broad as product 
placement. 

T89 
I found the Sonnets to be the least 
engaging. 

M89 
I did not find anything from this semester 
unengaging. If I had to choose the least 
engaging assignment it would have to be the 
evolution of music videos. This is only 
because the music played in the assignment 
were old and not what I personally listen to. 
It is understandable that those music videos 
were chosen to present to the class because 
they were the ones that started the changes 
in music videos, but I find that assignment 
as boring. 

T90 
I have not been fully engaged in an 
assignment from this course yet. 

M90 
working in groups, sometimes people can be 
bossy. 

T91 
Beowulf, the Canterbury Tales, and 
Macbeth. They're boring, confusing, and 
not relevant to what I want to do. Mrs. 
Dodd did make them more interesting 
though by talking us through them and 
explaining them with examples from the 
real world. 

M91 
I can honestly say that I have not disliked 
any of our topics from this semester. All of 
our works seemed meaningful with a 
purpose. The most tedious of them all would 
probably be the magazine persuasive 
appeals analysis. This analysis did teach me 
many persuasive techniques that I did not 
know previous to this assignment. But this 
was the least engaging assignment this 
semester. 

T92 
The writing is challenging. To be honest, I 
find it hard and quite boring but that 
mainly because I don't like to write. 

M92 
The independent reading assignment is the 
least engaging in my opinion because I do 
not like to read novels. 



155 

T93 
Defeiently the poetry 

M93 
The least engaging part of the course is the 
reading. This is mostly because 1 don't have 
a lot of time to do it since I'm busy playing 
sports and working. Besides that I enjoy the 
reading I just wish there was more time in 
class to complete it. 

T94 
MacBeth just because it was hard to 
understand so I lost interest. 

M94 
The history of music industry. 

T95 
I did not like analyzing poems because it 
is hard for me to understand what they are 
about. 

M95 
Although the history of the music industry is 
very interesting in terms of how it has 
progressed, I found it difficult to engage 
myself in types of music I didn't understand 

T96 
I didn't like the sonnets or poems because 
I personally don't like them otherwise I 
enjoy everything we have done so far 

M96 
I do think it was all engaging and effective. 
1 can understand the purpose of each 
assignment. 

T97 
The Canterbury Tales readings. 

M97 
I am not a big fan when it comes to reading, 
but I know that each language arts class 
needs to have an independent reading. The 
book that we are now reading is not a 
horrible book that makes me want to put it 
down and never pick it up again, but I am 
still not a huge fan of reading even though I 
do find the book a little interesting. Even 
though the book does hold some interest of 
mines; I still find this to be the least 
engaging out of everything else we have 
been doing and learning in the class. 

T98 
The poems are my least engaging. 

M98 
The political advertising analysis was for 
me the least interesting, although it was still 
interesting for me. Nothing that was given 
to me bored me or made me want to stop 
learning about it. 

T99 
The reading. Just wasn't enjoyable. 

M99 
I honestly have not found anything to be 
boring or uninteresting. Although the class 
is writing intensive, the writing we do in 
class are preparing us for college writing. 

T100 
Reading Macbeth and reading poems. 

Ml 00 
none really. 
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T101 
Macbeth mainly because the language was 
hard to understand, so it made it more 
difficult to comprehend what was going 
on. 

M101 
I found the VALS survey least engaging 
because it didn't seem so important and the 
blog responses after it were a little 
annoying. 

T102 
reading Macbeth. 

M102 
Political advertising was the least engaging. 

Sonnets were the least engaging I enjoyed all of it but the advertisement 
project was the least engaging to me 
because I am not the curious of what goes 
on in the advertisement industry. 

T103 
The least engaging things are the readings. 
Most of the time during the readings I lose 
attention on the literature and just stare at 
the words. The stories and poems are 
boring and don't capture my attention. 

M103 
I found the political advertising analysis the 
least interesting only because I am not 
interested in politics at all. 

T104 
1 found The Cantebury Tales to be the 
least engaging. We were not able to read 
and understand the entire portrayal of the 
book. 

Ml 04 
I found every aspect of the course to be 
engaging because it was all material that 
was very current and that I could see taking 
place in the world around me. 

T105 
Reading Macbeth was my least aspect of 
the semester. It was sometimes hard to 
comprehend, and I got lost in the story at 
times even with the teacher helping 
explain. 

M105 
The least engaging section were the political 
ads. 

T106 
the anglo saxon content because i felt as if 
my previous classes had already covered 
it. 

Ml 06 
Kite Runner. 

T107 
poetry 

M107 
The documentary on children and 
advertising, it seemed a bit out of place to 
see big marketing companies go after 
children in order to sell their product. It is 
good for the marketing companies but not 
for the consumers, especially for the 
children who are used as puppets to 
advertise the products. It is good 
information, but it did nor really engage my 
interest. 
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T108 
The least engaging were the notes. 
Although we learned everything through 
conversation, the notes were least 
engaging. However, we still learned 
everything required for the course. 

Ml 08 
The magazine advertising assignment was 
not very appealing to me. I do not like to 
look for ads in a magazine, and I thought the 
task was pointless. 

T109 
...nothing really. 

Ml 09 
I don't believe there was one assignment that 
I wasn't engaged or uninterested in. 

T110 
I found reading Macbeth the least 
engaging due to the fact that I could not 
full understand the content 

M110 
indepentent reading 

T i l l  
reading to yourself in class 

M i l l  
nothing we have done so far has been boring 
to me. 

Fall Semester: British Literature Spring Semester: Media Literacy 

How do you make connections between the content of this semester and the real world? 

T112 
What we learned this semester helps me 
see that a lot of ads, literatures, politics, 
and etc... all can be traced back to what we 
learned. 

Ml 12 
Well, everything we've done this semester is 
about the real world. Advertising affects our 
every day lives as does music. The Kite 
Runner is a book based in a very real 
country and a very real war our country has 
been in for a while. 

T113 
We talk about the connections during 
class, and some of the assignments require 
connecting to the real world, like the 
Archetype Analysis Project and the 
Chilvary Blog. 

Ml 13 
What we learned about advertising 
techniques really opened my eye to how 
commercials have evolved over the past 
years. Just sitting at home and watching 
television like I have been my entire life has 
changed into something where as 1 sit there 
watching, I am continually shocked at how 
oblivious 1 was to what advertising 
companies have been doing. Learning about 
advertising techniques really opened my 
eyes. 
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T114 
I deal with some of them in everyday life. 

Ml 14 
The thing we learned are the past of our 
world. History repeats. So I can see those 
little fads or thing that always comes back 
from the era from before. Because 
artists/writers now are always recycling the 
style from before. So everything I learned 
from the class show me how alike the past 
and present are. 

T115 
I don't really make connections between 
the real world and the content of this 
semester. 

Ml 15 
I just think about what secretive ways and 
hidden motives do advertising companies 
use to catch your eye, are what messages are 
trying to be said through lyrics of songs. 
These are the two main things that stick out 
right away, but there are many more things 
we have learned that can be related to 
everyday life, and because of this the things 
we learn in this class is information we will 
actually retain and use at some point in our 
lives. 90% of the stuff we learn in other 
classes at school is not. 

T116 
I make connections by reviewing some of 
the themes that run throughout the stories 
or plays that we read. For example, in 
Macbeth themes like Power, manhood, 
and internal and external conflicts were 
presented. These are all things that occur 
in the real world. 

Ml 16 
The advertisement unit helps me understand 
the advertisements that I currently see on 
television. My new knowledge about 
advertisements allow me to see why they 
made the advertisement like they did and 
who they are trying to attract. 

T117 
I compare the content to memorable 
experiences in my life and things I hear of 
in the news. 

Ml 17 
it helps me recognize how marketers use 
different strategies to target customers. 
Knowing how a company attracts its 
consumers is key because it helps the 
customer to evaluate if a product is worth a 
certain price. 
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T118 
There really isn't a big connection - again, 
British Literature - except for maybe the 
movies made about some of the things 
we've studied. But I do feel like I know 
these stories/plays better than 1 would if I 
was in a regular Brit Lit class. 

Ml 18 
The Magazine Persuasive Appeals Analysis. 
COnsuming Kids Documentary, Political 
Advertising Analysis, Senioritis Project, 
Music Industry History, Pop Music, Music 
Industry Analysis, and Song Analysis were 
all connections to the real world while 
teaching me the material. Mrs. Dodd did a 
great job of distributing us classwork, tests, 
and projects by introducing popular topics 
in the real world. I think that I learn better 
with hands on material rather than book 
work and tests every week, and Mrs. Dodd 
distributes the work and expects high 
quality. Her teaching has significantly 
helped me make connections between the 
content of this semester and the real world. 

T119 
To be honest, I don't really know. 

Ml 19 
This class helps learn more about 
advertising and the media in general, which 
we are surrounded by in everyday life. It 
was good to learn about the specifics of the 
things that are very prominent in my life. 

T120 
I learn about different ways to write and 
some of the stories tell a good tale that 
you can relate to the outside world 

Ml 20 
The content of this semester are mainly 
focused on the real world so it is very easy 
to make a comparison. We are studying 
things we see and come in contact with 
everyday. 

T121 
The situations in the readings go hand in 
hand with life. And they provide life 
lessons. 

M121 
I apply them to my everyday life by what 
I'm doing. For example, I understand the 
different techniques used in commercials 
and also music videos etc. 

T122 
The course provides us with the skills that 
we need to have when starting college. It 
prepares us to write and read correctly in 
order to succeed. 

M122 
The projects have allowed us to incorporate 
the content we have learned this semester 
into real world situations. 

T123 
archetypes are in movies and people 
around us and in magazines. 

M123 
I am more aware how advertising works and 
I am not as gullible as I was before learning 
the techniques. It is easy to make 
connections because I am around media and 
music everyday. 
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T124 
Comparing characteristics of back then to 
that of present day. 

Ml 24 
Our big subject this year has been on media, 
and we always go back and relate it to how 
things were either started or back to our 
lives and what we do everyday. One big 
thing that we related back to the real world 
was how an eighth grader sent out a txt 
message of herself nude, and how it became 
a big issue talked about all over the media. 
To see how it is a crime and is viewed as 
child pornography. 

T125 
I always read the subjects and I try to take 
what 1 learn to my real life situations, yet 
they don't really come up. 

M125 
This semester focuses on the media which 
plays a big role in our day to day life. You 
can learn techniques in class and notice how 
they are being used in advertisments more 
often. This I think can help you see through 
advertisements and help you make better 
decisions about purchases. We have also 
learned about other persuasive techniques 
that can benefit anyone to make more 
informed decisions more criticaly thought 
out decisions. 

T126 
1 can't really. The topics we talk about are 
older topics and the stories we read have 
to deal with older British literature which 
isn't that interesting. 

M126 
This semester we are learning about the 
influences the media has on society. The 
things we have learned in so far are very 
relatable to everyday life. The media 
surrounds us and it influences us to make 
choices and affects our lives. 

T127 
I just think of stuff going on in my life at 
the moment and the things around me in 
the world. 

M127 
it lets me notice little things in advertisment 
that I didnt notice before. 

T128 
How many things have changed in our 
society today from the times of the content 
we are studying in this class. Mainly our 
social network and our customs. 

M128 
What we learn right now in this class 
directly relates to the real world and we are 
finding out things that will be helpful to us 
in the future. The content we are studying 
prepares us to be more analytical for our 
future school work or jobs. 
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T129 
by comparing Society from the 
Renassiance era to now. How much things 
have change, technology wise. 

M129 
Since what we learn is recent and can be 
easily reffered back to me, it's easier to 
relate this class to the real world. Things 
like the music industry and advertising are a 
part of my everyday life, so using the 
lessons from these subjects makes it easier 
to link this class to the real world. 

T130 
The teacher helps make the connection, 
but I usually apply the theme to the real 
world to make connections. 

M130 
Most of the content we are learning this 
semester deals with stuff that teenagers like 
me use on an everyday basis. Naturally I 
want to learn more about the stuff I am 
using and it will draw my attention more. 
Instead of just watching TV and seeing a 
commercial I go through and actually 
analyze it and see the different techniques 
that were used. Same with music. 

T131 
The college essays that we had to do is 
similar to what we have to do in the real 
world. Also the Macbeth essays are 
similar to what we have to do in college. 

M131 
Everything I have learned in this semester is 
real life. It's like a breath of fresh air 
because I can relate to it. It's not like 1 am 
reading a fictional story. I am learning about 
what happens in real life. 

T132 
It taught us the skill of interpretation, a 
skill we use throughout our everyday 
lives. 

M132 
I make connections because most of the 
things that we analyze are things that are 
currently going on, or used in the world 
today like music, movies, and 
advertisement. 

T133 
The Reflective College Essay allowed me 
to look at myself from a distance. While 
learning archetypes, I was able to learn 
why people react the way they do. 

M133 
The media highly influences today's society. 
One will be exposed to techniques by the 
media and will unconsciously fall into their 
hands as intended. It is important to 
understand how the media works and to 
combat the growing exploitations by the 
media. 

T134 
I am using the skills I learned from writing 
the macbeth essay in my college 
applications. 

Ml 34 
Whenever I watch TV I think of the 
persuasive techniques that we learned about 
and how they are being used. I also this of 
this class when I download music from 
online. 
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T135 
The content of this material shows us the 
deep culture in British literature. 
Furthermore, in the real world, we will be 
required to write papers, reports, and 
documents that will be deemed 
appropriate. Mrs. Dodd did an excellent 
job in teaching the proper way of writing. 

M135 
Most of the content in the course makes a 
great connection between the classroom 
content and the real world. Everything we 
learned about political ads, consumer ads, 
pop music, music videos, etc makes a direct 
connection to the real world, so what you 
learn in class, can be used right outside of 
class. 

T136 
what we learned and my own experience 

M136 
Very many connections can be made. We 
have learned a whole lot about the world 
around us and how products are promoted in 
order for people to buy them more often. 

T137 
I don't know 

M137 
It is an understanding of the real world in its 
entirety and the manipulation of today's 
youth by the media. 

T138 
1 don't see much connections between the 
two. 

M138 
writing in active voice about how we 
percive the world and the materials that 
suround us. 

T139 
I don't know 

M139 
I find it easy to connect the things we learn 
in class to the real world because the 
material we are learning is modernized and 
involves the present day. 
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