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Abstract 

	
In	this	dissertation	project,	I	focus	on	the	ways	scholars	and	teachers	approach	rural	literacies	in	
the	field	of	rhetoric	and	composition,	with	a	focus	on	engaging	writing	students	in	a	rural	literacies	
curriculum	in	composition	courses.	For	this	project,	I	conducted	a	multi-methodological	teacher	
research	study	at	a	rural-area,	Hispanic-serving	community	college.	This	study	followed	writing	
students	through	first-year	English	composition	and	technical	writing	classes	and	examined	how	
these	students	practiced	rural	literacies	or	became	explicit	about	literacy	in	class.	Through	
presentation	and	analysis	of	data,	I	show	how	students	may	have	had	implicit	ideas	about	rural	or	
literacy	concepts	prior	to	our	classes,	but	how	each	course	developed	a	progression	toward	making	
literacy	more	explicit.	Furthermore,	I	argue	that	modern	technology	and	globalization	have	
contributed	to	a	shift	in	definitions	and	perceptions	of	rural	life	and	rural	literacies.	Following	my	
presentation	and	analysis	of	study	data,	I	(re)define	rural	and	rural	literacies	using	my	study	and	
experiences	with	rural-area	students	as	a	basis	for	definition	and,	ultimately,	I	offer	dimensions	to	
rural	literacy.	In	short,	rural	literacies	are	everyday	literacies	developed	and	practiced	in	rural	
areas	and	potentially	relevant	in	urban	areas.	The	close	connection	of	rural	and	urban	in	our	
everyday	lives,	in	combination	with	our	everyday	use	of	technology,	brings	new	observations	and	
understandings	of	rural	and	rural	literacies.	Based	on	the	findings	of	this	study,	I	argue	that	the	
combination	of	existing	notions	of	rural	literacies	with	modern	technologies	in	a	highly	connected	
global	society	blurs	the	boundaries	of	rural	and	urban	to	create	a	new	generation	of	rural	literacies	
and	students	practicing	rural	literacies.	Additionally,	in	this	dissertation,	I	revise	the	rural	
literacies-based	composition	curriculum	used	in	this	study,	and	I	identify	best	practices	for	
teaching,	particularly	those	for	writing	teachers	who	work	with	rural-area	students.	These	best	
practices	focus	on	what	writing	teachers	can	learn	from	studying	writing	students’	rural	literacies	
and	technology	use	to	more	fully	and	relevantly	engage	students’	existing	knowledge	in	classroom	
practice.		
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CHAPTER 1 
 
DEFINITIONS OF RURAL LITERACY AND APPLICATIONS 
IN COMPOSITION AND WRITING COURSES 

	

Making My Way with Rural Literacies 
While	growing	up	in	northern	New	Mexico,	I	learned	the	importance	of	literacy—though	no	

one	ever	called	it	literacy.	As	a	child,	I	learned	from	my	parents,	grandparents,	aunts	and	uncles,	

cousins,	and	neighbors.	I	grew	up	in	two	places—first,	in	the	high	desert	mountain	village	of	

Truchas,	New	Mexico,	a	place	where	a	subsistence	farming	community	depends	on	local	resources	

such	as	their	acequia	system,	a	complex	network	of	irrigation	channels	organized	so	that	entire	

villages	may	share	water	from	one	mountain	stream.	During	dry	summer	months,	I	followed	my	

dad	and	grandpa	along	the	acequia,	small	irrigation	channels	edged	with	neat	bordos	maintained	by	

regular	shovel	work,	to	ensure	that	water	flowed	unimpeded—and	I	learned	their	language.	When	

my	hands	were	small,	I	played	in	the	thick,	wet	soquete	of	the	bordo	to	make	fairy	houses	and	keep	

cool;	as	a	teenager,	I	picked	up	my	own	shovel	as	un	buen	peón	to	clean	and	maintain	the	acequia.	

As	viejitos	say,	“El	agua	es	la	vida	de	Truchas.”	For	Trucheños,	access	to	water	means	life	for	the	

farms,	fields,	forests—for	sustaining	human	life	as	part	of	a	now	nearly	antiquated	life	of	

subsistence	farming.		

In	a	mountain	town	across	the	valley	from	Truchas,	old	Southwest	tradition	meets	modern	

technology,	where	the	educated	strive	to	better	the	world	through	cutting-edge	research	while	

teaching	valuable	academic	skills	to	students	from	both	urban	and	rural	backgrounds—I	also	grew	

up	in	Los	Alamos,	New	Mexico.	Here,	the	Los	Alamos	National	Laboratory	investigates	issues	of	

national	security,	from	environmental	sciences	to	nuclear	physics,	beginning	with	the	Manhattan	
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Project1	and	continuing	today	with	modern	research	and	applications.	With	this	project,	scientists	

arrived	in	Los	Alamos,	including	my	mom’s	family,	and	she	grew	up	knowing	names	of	people	like	

Oppenheimer,	Groves,	and	Bradbury,	places	like	the	Trinity	Site,	and	code	names	of	projects	and	

weapons	like	Little	Boy	and	Fat	Man.	I	grew	up	in	this	region	as	a	student	of	academics,	and	the	

proximity	of	the	Laboratory	affected	students’	outlook—school	was	important,	and	you	would	go	to	

college	after	high	school.	At	some	point	in	school,	every	student	participated	in	the	Science	Fair	(I	

grew	mold	on	bread	under	my	bed),	toured	the	Bradbury	Science	Museum,	enrolled	in	AP	English,	

AP	Calculus,	and	an	AP	science	class	in	their	senior	year,	and	played	an	instrument	or	(more	often—

and)	participated	in	sports	(I	played	piano,	sang	in	two	choirs,	and	took	private	voice	lessons	and	I	

played	soccer,	swam,	and	ran	cross	country	and	track).	Different	from	Truchas	in	both	population	

and	culture,	Los	Alamos—with	my	mom	and	dad	as	teachers	at	home—provided	a	high-quality	

rural-area	education,	and	I	easily	learned	the	languages	of	academics.		

Life	in	my	rural	hometowns	has	undeniably	formed	me.	Together,	the	influence	from	the	

farmers	in	Truchas	and	the	scientists	in	Los	Alamos	helped	me	develop	in	many	ways.	Together	

with	the	farmers	and	scientists,	my	parents	helped	me	learn	both	inside	and	outside	of	school.	

Today,	I	understand	that	since	childhood	and	adolescence	I	developed	multiple	(rural)	literacies.	As	

a	student	and	researcher,	I	have	dedicated	my	studies	to	literacy	in	three	mediums:	my	native	

language,	my	parents’	native	language,	and	the	languages	of	modern	technology,	all	necessary	for	

contemporary	communication.	I	am	more	than	a	resident,	or	even	a	citizen	of	rural	areas—I	am	a	

literate	individual	and	an	active	community	member.	The	ability	to	read	and	write	structures	

education	in	any	field,	from	mathematics	to	English,	biology	to	sociology.	It	is	through	language	that	

																																																													

1	The	Manhattan	Project	was	a	top	secret	United	States	government	and	military	research	and	
development	project	to	develop	the	first	atomic	weapons	during	World	War	II.	The	project	officially	began	in	
1942	and	was	completed	by	1946.	The	secret	Los	Alamos	Laboratory	in	Los	Alamos,	New	Mexico	was	the	
principle	project	research	and	development	site,	led	by	physicist	J.	Robert	Oppenheimer.	Over	thirty	other	
Manhattan	Project	sites	contributed	to	the	project,	most	famously	the	nuclear	reactors	at	Oak	Ridge,	
Tennessee	and	Hanford,	Washington.	
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we	communicate,	verbalize	abstract	ideas	and	concrete	facts	to	create	stories,	write	instructions,	

and	form	theories.	

In	New	Mexico,	the	vast	majority	of	area	is	rural,	and	rural	students	travel	miles	to	learn	in	

nearby	rural	schools.	In	the	United	States,	as	a	whole,	rural,	public	elementary	and	secondary	

schools	make	up	nearly	one	third	of	all	public	elementary	and	secondary	schools,	and	student	

enrollment	in	rural	schools	is	currently	increasing	at	a	faster	rate	than	student	enrollment	in	urban	

schools,	according	to	the	most	recent	“Why	Rural	Matters”	report	(Johnson	et	al.).	When	

transitioning	to	post-secondary	education,	however,	rural	students	are	“less	likely	to	attend	

college”	than	urban	students,	and	rural	students	who	attend	college	are	“less	likely	to	choose	a	four-

year,	private,	or	highly	selective	institution,”	according	to	recent	research	by	Andrew	Koricich.	

Rather,	forty-seven	percent	of	rural	students	attend	two-year	colleges,	compared	to	thirty-eight	

percent	of	urban	students	(Koricich).	Because	of	this,	two-year	community	and	technical	colleges,	

such	as	Columbia	Basin	College	(CBC),	a	Hispanic-	and	rural-serving	community	college	in	

Washington	State,	are	optimally	positioned	for	working	with	and	researching	the	practices	of	rural	

students.		

In	their	foundational	research	Rural	Literacies,	Kim	Donehower,	Charlotte	Hogg,	and	Eileen	

E.	Schell	argue	that	when	transitioning	from	the	home	communities	to	(often	urban)	colleges	and	

universities,	many	students	from	rural	backgrounds	struggle	to	sustain	their	identity	of	place	while	

participating	in	post-secondary	education.	Influenced	by	power	relations	in	college	classrooms	and	

assumptions	regarding	the	differences	between	urban	and	rural	lifestyles,	students	from	rural	

areas	are	subject	to	stereotypes	often	based	on	a	rhetoric	of	deficit,	specifically	a	lack	of	education	

and	culture.	In	essence,	students	from	rural	backgrounds	may	be	understood	as	part	of	a	

minoritized	culture—a	marginalized	group—seen	as	deficient,	or	lacking	in	education,	knowledge,	

and	culture,	among	other	characteristics.	Furthermore,	rural	schools	increasingly	comprise	

traditionally	defined	minority	students—over	a	quarter	of	all	rural	students	are	of	an	ethnic	or	
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racial	minority,	and	this	percentage	is	growing	faster	than	that	of	rural	white	students	(Johnson	et	

al.).	Additionally,	over	two	in	five	rural	students	live	in	poverty,	and	rural	students	eligible	for	free	

or	reduced	lunch	is	increasing,	with	nearly	half	of	rural	students	eligible	(Johnson	et	al.).	As	the	

rural	student	population	continues	to	grow,	it	is	important	for	educators	of	all	levels	to	understand	

the	complex	ways	these	students	are	minoritized	or	marginalized,	particularly	in	colleges	and	

universities.	When	educators	overlook	rural	students,	whether	because	they	do	not	recognize	their	

ways	of	knowing—their	literacies—or	simply	ignore	them	as	a	group,	a	devaluing	of	rural	student	

knowledge	and	identity	of	place	occurs.	Furthermore,	if	educators	rely	on	assumptions	and	

stereotypes	regarding	rural	students,	this	could	negatively	affect	students’	motivation	and	ability	to	

read	and	write	at	the	university	level.	

My	personal	experience	adds	a	unique	perspective	to	this	scholarship	on	rural	literacies,	

and	my	personal	experience	and	work	as	a	writing	teacher	at	a	rural-serving	college	provide	

immediate	relevance	to	my	research.	In	this	dissertation,	I	examine	the	concepts	of	“rural”	and	

“rural	literacy”	in	order	to	extend	and	complicate	they	ways	in	which	rural	literacy	is	defined,	

discussed,	taught,	and	applied	in	education,	ultimately	to	better	understand	and	address	the	needs	

of	rural-area	student	writers.	Additionally,	I	examine	the	connections	of	rural	literacy	and	

technology	use,	particularly	when	employed	by	student	writers	in	composition	and	technical	

writing	courses.	By	conducting	a	multi-methodological	study	(including	surveys,	observations,	

interviews,	and	collection	of	students’	writing)	at	CBC	and	evaluating	the	study’s	results,	I	blend	the	

voices,	experiences,	opinions,	and	expertise	of	students	in	rural	areas	with	the	theoretical	

discussions	in	academia.		

In	this	introductory	dissertation	chapter,	I	explore	current	definitions	of	“rural,”	“literacy,”	

and	“rural	literacy,”	and	connect	them	with	multiliteracies	and	funds	of	knowledge	theories.	I	

examine	the	definitions	and	concepts	of	“rural”	and	“rural	literacy”	in	order	to	extend	and	

complicate	understandings	and	applications	of	rural	literacy,	particularly	relevant	to	education	and	
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composition	courses.	Following,	I	will	discuss	my	research	plan	and	methods	for	conducting	a	

multi-methodological	study,	including	teacher	research	methods	of	observation	and	ethnography.		

Ultimately,	this	project’s	audience	is,	primarily,	post-secondary	education	composition	and	writing	

instructors;	this	project’s	secondary	audiences	may	include	secondary	English	instructors	and	post-

secondary	education	administrators,	such	as	writing	program	administrators,	as	well	as	other	

secondary	and	post-secondary	instructors	of	all	disciplines.		

This	project’s	research,	data,	and	outcome	encompass	three	main	goals:	(1)	to	examine	how	

rural	students2	define	their	own	knowledge,	(2)	to	revise	current	definitions	of	rural	to	include	a	

more	varied	and	inclusive	definition,	and	lastly,	(3)	to	propose	a	curriculum	dedicated	to	engaging	

rural	literacies	in	composition.	This	project	also	supports	an	integrated	rural	literacies	theory	

together	with	composition	pedagogy	with	a	goal	of	connecting	classroom	knowledge	with	

knowledge	students	create	outside	of	school.	By	introducing	students’	voices	through	examples,	

surveys,	and	interviews,	this	project	defends	rural	literacies	as	valuable	funds	of	knowledge.	

Ultimately,	this	project	supports	secondary	and	post-secondary	writing	teachers	who	work	in	rural	

areas	or	with	rural-area	students.	By	facilitating	students’	recognition	of	and	engagement	of	

literacies	in	writing,	this	project	will	help	teachers	prepare	rural	students	for	future	literacy	

learning	in	the	writing	classroom,	as	well	as	in	academic	and	professional	careers.	

Defining Rural, Literacy, and Rural Literacy 
Rural	students	bring	valuable	literacies,	or	funds	of	knowledge,	to	college,	learned	from	

their	rural	homes	and	communities,	in	addition	to	those	learned	and	practiced	in	school.	At	a	basic	

level,	these	“rural	literacies”	are	the	literate	skills	and	practices	necessary	to	sustain	life	in	rural	

areas;	they	are	ways	of	reading	the	people,	including	attitudes	and	behavior,	spaces	and	

																																																													

2	Specifically,	rural	students	in	the	Inland	Pacific	Northwest	United	States	
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environments,	and	overall	contexts	of	rural	communities	in	such	a	way	that	demonstrates	

knowledge	and	understanding	of	the	social,	cultural,	and	economic	dynamics	of	the	area.	These	

rural	literacies	are	valuable	for	students’	learning	while	in	school,	as	they	inform	their	choices,	and	

affect	their	preparation	for	and	participation	in	academic	and	professional	careers.	As	rural	

literacies	are	the	skills	necessary	to	sustain	rural	life,	viewing	rural	literacies	in	terms	of	

sustainability	provides	an	alternative	framework	for	understanding	rural	culture.	Learning	the	

ways	rural	literacies	can	engage	individuals	in	their	communities	can	help	us	learn	why	rural	

students	choose	to	return	to	or	leave	their	home	communities,	and	why	this	choice	matters	to	them.	

Ultimately,	by	seeing	how	rural	literacies	function	within	these	communities,	we	can	reframe	our	

perceptions	of	rural	students	and	shift	our	teaching	habits	from	those	that	fall	short	of	addressing	

the	different	literate	practices	among	our	students.		

Importantly,	literate	acts	are	deliberate	applications	of	knowledge	and	skill	to	accomplish	

certain	goals	within	a	given	situation,	which	may	include	ways	of	keeping	communities	and	ways	of	

knowing	intact,	such	as	rural	communities	and	literacies.	Issues	such	as	identity	and	community	are	

relevant	topics	in	composition	courses—or	thinking	and	writing	courses.	Writing	classes,	such	as	

composition	and	technical	writing,	provide	many	opportunities	for	in-depth	discussion,	analysis,	

and	argument	regarding	issues	of	self	and	others	seen	in	readings,	in	personal	lives,	and	when	

practicing	writing.	By	exploring	students’	engagement	with	their	rural	literacies,	writing	teachers	

can	examine	how	these	literacies	affect	students	as	knowledgeable	and	literate,	as	well	as	how	rural	

literacies	affect	students’	academic	and	career	choices.	

Defining Rural 

The	term	“rural”	invokes	many	definitions,	depending	on	who—from	scholars	to	

government	agencies—is	involved	in	defining	the	term.	For	some,	it	is	a	geographic	term,	often	

meaning	“not	urban.”	For	others,	rural	is	a	cultural	term	denoting	social	understanding	of	

environment—and	whether	residents	belong	there	or	not.	In	Prairie	Town:	Redefining	Rural	Life	in	
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the	Age	of	Globalization,	Jacqueline	Edmondson	investigates	various	perceptions	of	the	meaning	of	

rural	rather	than	explicitly	defining	rural.	Referencing	an	extensive	survey	of	residents	across	the	

United	States	conducted	by	the	W.K.	Kellogg	Foundation	in	2002,	Edmondson	notes	that	

“Americans’	views	of	rural	America	typically	materialize	as	idyllic	images	of	rustic	landscapes	that	

contain	rolling	hills,	open	spaces,	trees,	and	dirt	roads”	(23).	Rural	is	cultural—states	of	mind	and	

being	of	people	who	inhabit	or	view	rural	areas	and	what	it	means	to	be	rural.	This	perception	

plays	on	the	romanticized	aspects	of	rural	life	and	veils	the	harsher	realities	of	the	countryside,	

particularly	the	daily	struggles	of	rural	people	and	communities.	In	addition	to	acknowledging	

common	social	perceptions	of	rural	living,	Edmondson	attaches	the	term	to	sociocultural	issues	

discussed	within	various	contexts	in	scholarly	research,	including	rural	ghettos,	rural	racism,	and	

rural	poverty.	Rural	ghettos	refer	to	impoverished	areas	where	outmigration	of	residents	leaves	

rural	communities	incomplete	or	empty	(23).		

Racism	in	rural	America	affects	a	range	of	rural	people	because	of	systematic	racism	and	its	

historical	institutionalization	in	local	communities.	This	is	seen	in	social	relationships	between	

resident	landowners	and	workers,	and	nonresident	businessmen,	landowners,	and	workers;	for	

example,	employment	of	illegal	immigrants	in	industrialized	meatpacking	plants	exhibits	several	

levels	of	rural	racism	and	poverty	(26-27).	For	instance,	in	United	States	rural	schools,	more	than	

two	in	five	students	live	in	poverty,	and	nearly	half	are	eligible	for	subsidized	meals,	as	reported	by	

Why	Rural	Matters	(Johnson	et	al.).	As	a	result	of	various	social,	cultural,	and	economic	influences,	

rural	poverty	includes	but	is	not	limited	to	globalization	and	industrialization	of	agriculture	

(Edmondson	27-28).	With	the	increase	of	the	globalized	agricultural	industry,	fewer	farms	and	

ranches	exist	in	the	“family	farm”	model,	where	individuals	control	the	farm.	Rather,	global	

corporations	control	farms,	which	often	drives	out	individuals	because	of	the	competition.	

Furthermore,	with	the	increase	of	high(er)	wage	jobs	in	cities,	many	people	from	rural	areas	leave	

rural	communities	to	find	more	lucrative	opportunities	in	cities,	thus	contributing	to	rural	ghettos	
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or	ghost	towns,	which	further	contributes	to	rural	poverty.	This	change	in	rural	economics	further	

complicated	the	social	and	cultural	perceptions	of	rural,	let	alone	affecting	quantitative	data.		

In	their	foundational	text	Rural	Literacies,	Kim	Donehower,	Cheryl	Hogg,	and	Eileen	E.	Schell	

begin	their	definition	of	rural	by	building	on	Edmondson’s	explanation	in	Prairie	Town,	and	then	

further	defining	and	complicating	the	term.	For	these	authors,	rural	is	both	a	state	of	mind	and	a	

factual,	quantitative	measurement.	Three	measureable	criteria	qualify	an	area	or	community	as	

rural:	population,	geography,	and	culture.	First,	United	States	Census	statistics	measure	the	

population	within	a	region.	The	Department	of	Commerce’s	Bureau	of	Census	defines	rural	as	the	

area	outside	of	urbanized	areas;	this	means	areas	outside	of	urbanized	areas	(more	than	50,000	

people)	and	urban	clusters	(2,500-50,000	people).	Rural,	therefore,	“consists	of	all	territory,	

population,	and	housing	units	located	outside”	of	these	(“2010	Census”	and	“Urban	and	Rural	

Classification”).	In	Washington	State,	the	Office	of	Financial	Management	defines	a	rural	county	

based	on	a	population	density	of	“less	than	100	persons	per	square	mile.”	As	it	is	located	in	Franklin	

County,	which	has	a	population	density	of	70.16	as	of	April	1,	2015,	CBC	is	a	rural-county	located	

and	rural-serving	institution.		

As	a	note,	many	rural-serving	institutions,	such	as	CBC,	are	located	in	in	or	near	urban	

clusters	or	urbanized	areas;	though	defined	by	the	US	Census	as	urban,	not	all	urban	clusters	or	

urbanized	areas	“feel”	urban	and	may	seem	rural,	which	contributes	to	definitions	of	rural	as	a	state	

of	mind	or	as	a	sociocultural	term.	Population	numbers	combined	with	regional	and	geographic	

perceptions	of	rurality	lead	to	the	authors	to	geographic	terms.	The	second	criterion,	geographic	

terms	includes	terms	such	as	region,	space,	and	place	to	determine	the	rural	nature	of	an	area,	

terms	that	are	all	affected	by	the	population	density,	amount	of	unpopulated	space,	and	the	

proximity	of	urban	areas	(Donehower	et	al.	Rural	Literacies	2).	Geographic	terminology	is	

compounded	by	US	Census,	too,	as	demonstrated	by	their	2010	map	“Urbanized	and	Urban	
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Clusters,”	which	literally	shows	what	is	classified	as	urban—and	everything	else	is	not,	or	rural	(see	

Figure	1,	below,	for	a	closer	look	at	the	map).		

	

Figure	1.	Urbanized	Areas	and	Urban	Clusters:	2010	(US	Census).	Urbanized	areas	are	defined	as	more	than	

50,000	people	and	urban	clusters	by	2,500-50,000	people	in	densely	populated	areas.		

The	third	criterion	is	culture,	which	includes	community	and	group	relations.	These	

relations	are	influenced	by	complexities	such	as	the	population’s	ethnicity,	religion,	traditions,	and	

behavior	(3).	These	ideas	are	echoed	by	scholars	and	the	United	States	Department	of	Agriculture	

(USDA),	the	USDA	Economic	Research	Service	(ERS),	and	National	Agricultural	Library,	whereby	

rural	is	developed	not	only	as	a	numerical	data	point,	such	as	defined	by	the	US	Census,	but	also	as	a	

“subjective	state	of	mind”	(“What	is	Rural?”).	The	ability	to	differentiate	rural	from	urban	and	

Urbanized Areas and Urban Clusters: 2010
0 500Miles

0 100Miles

0 100 Miles 0 50 Miles

Urbanized Area

Urban Cluster

Source:  U.S. Census Bureau, 2010 Census Urban Area Delineation Program
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suburban	areas	using	population	records	and	geographic	terminology	provides	quantitative	

measures	to	clearly	demarcate	the	areas,	while	cultural	factors	illustrate	the	boundaries	and	

dissimilarities	between	areas.	For	the	authors	of	Rural	Literacies,	the	term	rural	is	a	quantitative	

measure	distinguishing	rural	from	urban	and	suburban;	furthermore,	it	encompasses	a	

geographically	based,	socially,	and	culturally	constructed	way	of	life.	Similarly,	Patricia	Limerick	

examines	dichotomies	of	“East”	and	“West,”	whereby	concepts	of	high	culture,	such	as	New	York	

City	and	Washington,	D.C.,	are	the	“East,”	then	conceptions	of	the	American	“West”	include	rural	

areas,	such	as	farms	and	ranches.	By	extension,	then	all	urban	areas	become	the	“East,”	while	all	

rural	or	impoverished	areas	are	the	“West.”	This	dichotomy	provides	an	area	for	application	to	

rural	literacies,	where	identification,	disruption,	or	complication	of	this	issue	may	bring	to	light	the	

dichotomies	that	exist	between	urban	and	rural	areas,	particularly	for	rural	students	negotiating	

the	differences	between	their	own	local	“East”	and	“West”—including	geographic,	economic,	and	

cultural	dichotomies.		

After	providing	multiple	definitions	of	rural	for	the	USDA	ERS,	John	Cromartie	and	Shawn	

Bucholtz	ask,	“With	so	many	options,	which	definition	is	best?	The	choice	of	a	rural	definition	

should	be	based	on	the	purpose	of	the	activity.”	By	focusing	on	the	activity	over	the	definition,	this	

approach	affects	delineations	between	rural	and	not	rural	for	health	programs,	Veterans	Affairs,	

agricultural	programs,	and	school	systems,	among	many	other	programs	(USDA’s	“What	is	Rural?”	

and	“Rural	Definitions”).	This	approach	may	be	blended	into	scholarship,	bringing	the	ideas	of	

Edmondson,	Donehower,	Hogg,	Schell,	Limerick,	and	other	to	carefully	evaluate	one’s	purpose	for	

defining	rural,	and	carefully	outlining	the	concept.	Ultimately,	the	term	“rural”	requires	a	

multidimensional,	complex,	and	critical	understanding	of	rural	as	a	geographic,	economic,	cultural,	

and	social	concept.	See	Table	1.	
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Table	1.	Criteria	for	Rural	Definitions	(Donehower	et	al.	Rural	Literacies)	

Criterion	for	Rural		 What	this	means:	Rural	Definitions	Developed		

Population	 A	quantitative	measurement	defined	by	the	US	Census	
• Urbanized	areas:	≥	50,000	people	
• Urban	clusters:	2,500-50,000	people	
• Rural:	“all	territory,	population,	and	housing	units	located	outside”	of	

urbanized	areas	and	urban	clusters	

Geographic	terms	 Geographic	terms	determine	the	rural	nature	of	an	area	
• Terms	include	region,	space,	and	place	
• Affected	by	population	density,	amount	of	unpopulated	space,	and	the	

proximity	of	urban	areas	
• Perceptions	of	rurality	depend	on	population	numbers	and	geography,	

such	as	rural	meaning	“not	urban”	

Culture	 Community	and	group	relations	influenced	rural	area	population’s	ethnicity,	
religion,	traditions,	and	behavior	

• Rural	as	a	subjective	state	of	mind	
• A	geographically	based,	socially,	and	culturally	constructed	way	of	life		
• Cultural	differentiation	of	rural	from	urban	
• Economic	differentiations	of	rural	and	urban	

Defining Literacy 

At	the	most	basic	level,	literacy	is	the	ability	to	read	and	write.	This	definition	is	familiar	and	

comfortable	to	many	people,	particularly	students	and	teachers.	More	complexly,	though,	literacy	is	

knowledge,	or	ways	of	knowing	or	making	meaning	of	a	subject,	process,	or	environment.	Literacy	

scholars	Paulo	Freire	and	Donaldo	Macedo	challenge	basic	conceptions	of	literacy	and	contextualize	

literacy	critically	by	associating	literacy	with	cultural	politics	in	Literacy:	Reading	the	Word	and	the	

World.	They	state,	“In	our	analysis,	literacy	becomes	a	meaningful	construct	to	the	degree	that	it	is	

viewed	as	a	set	of	practices	that	functions	to	either	empower	or	disempower	people”	(viii).	Thus,	

literacy	is	a	social	construct,	one	that	affects	and	is	affected	by	the	culture	of	societies.	For	example,	

literacies	may	include	the	ability	to	read	and	understand	religion,	social	traditions,	business	

practices,	or	agricultural	methods.	Similarly,	James	Paul	Gee	asserts	that	literacy	is	“language	plus	

‘other	stuff’”	(26),	called	Discourses,	which	are	“ways	of	combining	and	integrating	language,	

actions,	interactions,	ways	of	thinking,	believing,	valuing,	and	using	various	symbols,	tools,	and	

objects	to	enact	a	particular	sort	of	socially	recognizable	identity”	(21,	emphasis	added).	Freire	
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agrees,	and	moves	beyond	the	basic	construct	of	reading	and	writing	stating	that	“literacy	cannot	be	

reduced	to	the	treatment	of	letters	and	words	as	purely	mechanical	domain”	(viii).	Reading	is	

deciphering	the	written	and	unwritten	language	of	the	world;	Freire	explains	that	“reading	does	not	

consist	merely	of	decoding	the	written	word	or	language;	rather,	it	is	preceded	by	and	intertwined	

with	knowledge	of	the	world”	(29).	Literacy	is	a	powerful	ability	to	read	the	world,	consider	

critically	and	interpret	objects	as	both	texts	and	things,	and	promote	democratic	social	change	

through	critical	literacy	skills.	

Edmondson	examines	literacy	from	Freire’s	perspective	and	applies	it	to	her	definition	of	

literacy	in	Prairie	Town.	Edmondson	defines	literacy	as	“an	activity	that	extends	beyond	decoding	

words	printed	on	a	page,	and	it	always	involves	‘multiplicity	and	integration	of	significant	modes	of	

meaning-making,	where	the	textual	is	also	related	to	the	visual,	the	audio,	the	spatial,	the	

behavioral,	and	so	on’”	(11).	Edmondson	notes	that	all	objects	may	be	read	as	meaningful	texts,	in	

addition	to	their	status	as	ordinary	objects.	By	noting	that	literacies	are	ways	people	read	the	

world,	Edmondson,	like	Freire,	emphasizes	that	literacies	and	Discourses—the	“language	plus”	

(Gee)—are	often	ideological	and	reflect	group	membership,	life	experience,	and	individual	

meaning-making	of	texts	(11-12).	As	Edmondson	defines	literacy	through	meaning	making	of	

various	texts,	literacy	scholar	Deborah	Brandt	provides	an	extended	definition	of	literacy	in	her	

book	Literacy	in	American	Lives.	Brandt	argues	that	literacy	is	a	valuable	skill	“treated	primarily	as	a	

resource—economic,	political,	intellectual,	spiritual—which,	like	wealth	or	education,	or	trade	skill	

or	social	connections,	is	pursued	for	the	opportunities	and	protections	that	it	potentially	grants	its	

seekers”	(5).	Brandt	acknowledges	the	implications	of	power	relations	and	economic	factors	in	

daily	life,	particularly	that	of	a	competitive,	capitalistic	society	like	that	of	the	United	States	(5).	

Therefore,	her	argument	that	literacy	is	a	resource	allows	for	an	awareness	and	appreciation	of	the	

importance	and	value	of	literacy	within	a	community	as	demonstrated	by	exploitation	of	the	

illiterate	so	that	the	literate	may	profit.		
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Donehower,	Hogg,	and	Schell	build	upon	both	Edmondson’s	and	Brandt’s	definitions;	

literacy	“describes	the	skills	and	practices	needed	to	gain	knowledge,	evaluate	and	interpret	that	

knowledge,	and	apply	knowledge	to	accomplish	particular	goals”	(4).	Literacy	first	relies	on	the	

attainment	of	knowledge,	a	skill-based	practice;	and	secondly,	it	requires	the	realization	and	

application	of	this	knowledge	in	a	goal-oriented	manner.	Expanding	upon	this,	they	explain	the	

complexities	of	literacy,	far	beyond	that	of	basic	reading	and	writing	written	texts:	“‘reading’	refers	

to	the	ability	to	gather	and	process	knowledge	from	a	variety	of	‘texts’;	while	‘writing’	means	the	

ability	to	transform	knowledge	to	achieve	a	particular	purpose”	(4).	Literacy	is	a	skill—or	collection	

of	skills—that	individuals	employ	in	order	to	observe,	understand,	analyze,	and	act	upon	

purposefully	within	particular	contexts	relevant	to	their	social	situation.	Multiple	literacies	allow	

for	individuals	to	negotiate	knowledge	among	numerous	situations	and	environments	for	reasons	

specific	to	the	individual’s	intentions.	Furthermore,	literate	acts	are	deliberate	applications	of	

knowledge	and	skill	to	accomplish	certain	goals	within	a	given	situation.		

Defining Rural Literacy 

The	connection	of	rural	life	and	literacy	leads	to	an	exploration	of	rural	literacies,	beginning	

with	the	conception	of	the	social	construction	and	maintenance	of	knowledge	in	rural	areas.	In	

Prairie	Town,	Edmondson	introduces	the	concept	of	rural	literacies	as	ways	of	reading	various	texts	

in	rural	life	that	are	“written	and	rewritten	in	an	effort	to	‘understand	everyday	life	and	the	social	

grammar	of	the	concrete	through	the	larger	totalities	of	history	and	social	context’”	(3).	These	texts	

may	include	farming	and	agriculture,	relations	with	land	and	land	ownership,	community	matters,	

and	education.	Edmondson	argues	that	rural	literacies	are	“complex	in	their	values,	purposes,	and	

contradictions”	(14).		

As	such,	Edmondson	identifies	three	types	of	rural	literacies:	traditional,	neoliberal,	and	

new	agrarian.	Edmondson	explains	that	a	traditional	rural	literacy	approaches	farms	and	land	as	

symbols	of	a	particular	lifestyle	and	the	ideologies	associated	with	that	lifestyle,	with	the	purpose	of	
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educating	children	regarding	farm	life	through	social	maintenance	by	preserving	the	status	quo	

(61).	Rural	literacies	are	generational,	and	the	family	is	a	valuable	unit	and	produces	symbolic	texts	

in	rural	literacies,	such	as	spoken	and	written	language,	family	traditions,	agricultural	methods,	and	

valuing	of	education,	among	others	(53).	The	isolation	of	rural	areas	complicates	the	idea	of	social	

maintenance;	in	turn,	the	native	language,	ethnicity,	culture,	and	religion	of	rural	families	and	rural	

communities	affect	isolation	and	exclusivity	in	specific	areas.	This	includes	ideologies	of	success—

what	ends	are	perceived	as	successful—and	other	power	structures,	such	as	education.	In	order	to	

preserve	the	status	quo,	residents	may	malign	common	definitions	of	personal	success	if	the	result	

involves	drastic	change	in	the	lifestyle	of	rural	communities;	thus,	traditional	literacies	may	

denigrate	education	and	its	role	in	success.	Further,	traditional	literacies	focus	on	“back	to	basics”	

principles	and	avoid	counter	culture	ideologies	and	tensions	(96),	which	can	be	problematic	as	the	

status	quo	becomes	obsolete	in	a	modern	world.		

Different	from	preservationist	attitudes	of	traditional	rural	literacies,	a	neoliberal	ideology	

influences	agrarian	economics	and	emphasizes	production	(73).	Neoliberal	ideals	assert	that	small	

(family)	farms	are	outdated,	which	leads	to	marginalization	of	local	literacies	and	traditional	values.	

Consequently,	this	produces	instability	in	rural	life	(74).	In	neoliberal	communities,	capitalistic	and	

industrial	attitudes	promote	standardization,	directly	affecting	school	curriculums,	teaching	

methods,	and	the	implementation	of	and	dependence	on	standardized	testing	in	schools	(82).	

Relying	on	standardization	demonstrates	a	commoditized,	accountability-focused	education	system	

that	measures	success	by	economic	gain.	Neoliberal	rural	literacies	place	a	high	value	on	the	

industrialized	aspects	of	rural	and	agricultural	life	but	devalue	literacies	of	rural	life	that	are	both	

unique	and	critical	to	the	survival	of	local	communities.		

An	alternative	is	new	agrarian	literacy,	a	way	of	reading	rural	life	that	values	open	dialogue,	

encourages	communities	to	make	choices,	and	encourages	community	control	of	their	own	lives	

(100).	By	combining	new	ideas	with	restored	older	rural	literacies,	rural	communities	demonstrate	
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a	commitment	to	place	and	lifestyle.	New	agrarian	literacies	are	“connected	to	the	past,	but	

[attempt]	to	disrupt	some	of	the	more	problematic	aspects	of	a	traditional	literacy”	(104),	such	as	

racism.	While	the	majority	of	rural-area	residents	remain	White,	non-Hispanics	(78%),	the	

numbers	of	racial	and	ethnical	minorities	are	growing	(“Rural	Research	Brief”).	Though	racial	and	

ethnical	tensions	still	exist,	and	neoliberal	economics	continue	to	influence	communities,	new	

agrarian	literacy	promotes	hope	and	positivity.	It	brings	solidarity	to	communities	through	

awareness	of	economics,	environmental	concerns,	and	benefits	of	local	culture.	It	values	success	as	

a	combination	of	these	points	of	interest	to	span	its	“past,	present,	and	future”	(100).	

In	Rural	Literacies,	Donehower,	Hogg,	and	Schell	integrate	Edmondson’s	three	rural	

literacies	with	Brandt’s	literacy	as	sponsorship	in	rural	areas,	which	leads	to	a	robust	definition	of	

rural	literacies.	By	recognizing	the	importance	of	economics	and	politics	in	rural	communities,	the	

authors	assert	that	rural	literacies	are	critical	to	the	material,	environmental,	and	cultural	

sustainability	of	rural	communities.	Succinctly,	rural	literacies	refer	“to	the	particular	kinds	of	

literate	skills	needed	to	achieve	the	goals	of	sustaining	life	in	rural	areas”	(Donehower	et	al.	4).	

Rural	literacies	are	ways	of	reading	the	people,	attitudes,	and	behavior	of	rural	communities	in	such	

a	way	that	demonstrates	knowledge	and	understanding	of	the	social,	cultural,	and	economic	

dynamics	of	the	area.	Rural	literacies	are	necessary	“to	pursue	the	opportunities	and	create	the	

public	policies	and	economic	opportunities	needed	to	sustain	rural	communities”	(4)—a	

sustainable	rural	literacies.	

Donehower,	Hogg,	and	Schell	promote	“rural	literacies	based	on	sustainability”	(27)	to	

address	misconceptions	and	assumptions	of	rural	life	by	outsiders;	rural	communities	are	

perceived	as	problematically	deficient	when	compared	to	urbanized	areas,	leading	to	a	rhetoric	of	

lack—a	deficit	model—for	rural	communities.	This	contributes	to	three	ultimately	negative	

“solutions”	to	address	this	deficit.	First,	outsiders	assume	that	rural	literacies	may	be	improved	

through	modernization	or	the	implementation	of	technology	(26).	By	installing	computers	with	
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Internet	access	and	using	industrialized	agricultural	tools	and	methods,	modernization	assumes	

that	modern	technology	will	fully	address	the	needs	of	the	community	but	denies	rural	

communities	the	inherent	value	of	their	own	literacies.	Second,	a	preservationist	model	accepts	the	

value	of	rural	culture	and	attempts	to	protect	it	from	destruction	(26),	like	Edmondson’s	traditional	

literacies.	This	addresses	nostalgia	for	rural	life,	but	considers	it	outdated	and	museum-quality,	

rather	than	valuing	rural	culture	in	a	modern	society.	The	third—and	most	extreme—solution	is	

abandonment	of	rural	areas	for	urban,	leaving	behind	rural	problems	in	hopes	of	finding	solutions	

in	the	city	(27).	Unfortunately,	these	three	solutions	ignore	rural	literacies	in	favor	of	outside	

literacies,	further	complicating	the	needs	of	rural	communities.	Rather	than	attempt	to	“solve”	the	

perceived	rural	problem,	Donehower,	Hogg,	and	Schell	call	for	an	empowerment	of	rural	

communities	by	recognizing	their	literacies	and	valuing	the	possibility	of	multiple,	sustainable	

literacies.	In	response	to	this	call,	I	have	developed	two	English	composition	course	curricula	

focused	on	engaging	rural	students	with	their	literacies	and	communities,	and	I	have	developed	a	

multi-methodological	study	to	examine	students’	responses	to	these	rural	literacies	curricula.		

Rural Literacies as Multiliteracies 

While	it	might	seem	contradictory	to	situate	rural	literacies	within	a	framework	of	

multiliteracies,	given	the	prevalence	of	rural	communities’	beliefs	in	back	to	the	basics,	rural	

literacies	are	a	type	of	multiple	literacies,	or	multiliteracies,	which	are	ways	people	read,	write,	and	

communicate	in	the	world	beyond	that	of	the	skills	necessary	for	reading	and	writing	alphabetic	

text.	Multiliteracies,	as	defined	by	Stuart	Selber,	include	abilities	to	read,	understand,	and	create	

audial,	digital,	physical,	social,	technological,	verbal,	and	visual	texts,	among	other	(multimodal)	

texts,	in	connection	with	critical	thinking	and	reasoning	skills	to	make	meaning	in	and	from	the	

world.	Multiliteracies	are	socially	and	culturally	bound	and	context	specific,	and	are	often	learned	

through	experience,	as	argued	by	John	Dewey	and	Paulo	Freire.	In	the	twenty-first	century,	rural	

residents	must	practice	multiple	literacies	to	participate	actively	in	our	complex	and	increasingly	
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technologic	world,	and	rural	students	develop	these	literacies	by	participating	in	their	daily	lives	at	

home	and	at	school.	Multiple	literacies	engage	connections	of	body	and	mind—students	learn	from	

their	use	of	their	literacies	to	read,	write,	and	experience	the	world	in	varied	ways	that	develop	

from	students’	home	and	academic	lives	and	experiences,	including	rural	lives	and	experiences.	

Multiple	literacies	are	part	of	students’	daily	lives,	and	supporting	these	literacies	promote	learning	

across	communities.		

Recognizing Students’ Rural Literacies as Funds of Knowledge 

Recently,	rural	literacy	scholars	(Donehower,	Hogg,	and	Schell,	among	others)	have	

explored	the	effects	of	negative	assumptions	and	stereotypes	of	rural	students	in	the	university,	

and	subsequently	offer	practical	applications	of	pedagogical	theory	that	promote	acceptance	of	

rural	literacies	and	identities	of	place.	Beyond	seeing	rural	literacies	as	multiliteracies,	rural	literacy	

scholarship	and	education	research	connect	with	the	funds	of	knowledge	concept.	Norma	González,	

Luis	C.	Moll,	and	Cathy	Amanti,	authors	and	editors	of	Funds	of	Knowledge:	Theorizing	Practices	in	

Households,	Communities,	and	Classrooms,	sponsor	a	“funds	of	knowledge”	theory	that	values	the	

knowledge	students	accrue	from	homes,	communities,	and	localities—knowledge	that	may	be	

applied	in	school,	particularly	in	college	and	university	courses.	Connecting	funds	of	knowledge	

theory	with	rural	literacies	offers	a	space	to	explore	how	rural	literacies	exist	at	students’	outside	of	

the	classroom.	This	may	promote	an	awareness	and	understanding	of	rural	literacies	in	classes	by	

raising	questions	about	the	learning	environment	that	college	and	university	classes	provide	for	

rural	students.	

Similar	to	Donehower,	Hogg,	and	Schell,	who	promote	sustainable	rural	literacies	as	a	

response	to	rhetorics	of	lack,	González,	Moll,	and	Amanti	emphasize	the	detrimental	effects	of	

deficit	models	in	education.	Rather,	they	support	recognition	of	students’	diverse	backgrounds	and	

the	knowledge	that	accompanies	them,	as	funds	of	knowledge	are	“generated	through	the	social	

and	labor	history	of	families	and	communicated	to	others	through	the	activities	that	constitute	
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household	life”	(18).	In	particular,	funds	of	knowledge	are	“useful	cultural	resources”	necessary	for	

households	to	maintain	themselves	(19).	Knowledge	created	and	practiced	at	home	is	socially	

constructed	and	mediated,	thus	funds	of	knowledge	theory	and	practice	rejects	concepts	of	

students	as	“empty	vessels”	(also,	Dewey	and	Freire).	When	connected	with	rural	literacies,	funds	

of	knowledge	theory	provides	methods	for	addressing	these	literacies	in	modern	classrooms.		

González,	Moll,	and	Amanti	recognize	the	value	of	students’	life	experiences	and	knowledge,	

and	they	define	funds	of	knowledge	simply,	asserting	that	the	concept	is	“based	on	a	simple	

premise:	People	are	competent,	they	have	knowledge,	and	their	life	experiences	have	given	them	

that	knowledge”	(iv-x).	Furthermore,	Moll,	Amanti,	Deborah	Neff,	and	González,	the	authors	assert	

that	students’	“historically	accumulated	and	culturally	developed	bodies	of	knowledge	and	skills	

essential	for	household	or	individual	functioning	and	well-being”	(72).	For	these	scholars,	funds	of	

knowledge	begin	in	the	home	with	the	family.	For	this	study,	I	extend	this	concept	to	home	

communities.	Students	from	rural	communities,	too,	have	accumulated	knowledge	and	skill	sets—

literacies—developed	in	homes	and,	in	a	larger	sense,	in	home	communities,	that	contribute	to	their	

ability	to	function	successfully	in	their	communities.	These	funds	of	knowledge	may	not	overtly	

appear	relevant	within	a	college	or	university	setting,	but	teachers	should	recognize	that,	in	some	

way,	these	literacies	are	valuable	resources.	For	rural	students,	the	histories	of	their	home	

community	affect	the	culture,	which	in	turn	affect	their	literacies.	More	importantly,	the	ability	to	

recognize	these	differences	as	positive	aspects	that	gives	students	power	to	negotiate	between	their	

local,	rural	home	communities	and	their	new	college	communities.	In	college	settings,	teachers	

should	encourage	students	to	identify	and	appreciate	their	individual	literacies	because	collected	

knowledge	from	previous	life	experiences	affects	their	success	in	current	contexts.	
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Teaching Composition with Rural Literacies  
Donehower,	Hogg,	and	Schell	argue	that	composition	classes	may	utilize	readings	that	

“focus	on	identity	and	diversity,	those	that	deal	directly	with	literacy	as	a	topic	for	inquiry,	and	

those	that	interrogate	particular	issues,	such	as	the	environment”	(156),	and	this	content	offers	

opportunities	for	discussions	and	writing	related	to	rural	literacies	in	composition	courses.	By	

connecting	rural	literacies	studies	with	funds	of	knowledge	theory,	teachers,	especially	composition	

and	writing	teachers,	can	facilitate	rural	area	students’	recognition	and	valuing	of	their	own	

literacies,	which	are	developed	outside	of	the	classroom,	and	engage	with	these	literacies	in	the	

classroom,	in	future	literacy	learning,	and	in	careers.	To	do	this,	teachers	should	work	to	uncover	

ways	in	which	rural	literacies	may	be	positively	influential	in	the	classroom—and	because	of	its	

nature,	the	composition	classroom	is	ideally	situated	for	this.	When	teachers	value	students’	prior	

knowledge,	“the	validation	of	the	experiences	of	students	and	the	lived	practices	of	households	is	an	

important	aspect	of	critical	pedagogy.	[…]	It	is	posited	as	central	to	any	practice	that	‘takes	up	

questions	of	how	individuals	learn,	how	knowledge	is	produced,	and	how	subject	positions	are	

constructed’”	(González	41).	As	teachers,	when	valuing	students’	prior	knowledge,	González,	Moll,	

and	Amanti	rely	on	contextualizing	knowledge:	“making	meaning	and	connecting	school	to	

students’	lives”	(8).	Contextualizing	schoolwork	within	their	lives—promoting	student	utilization	of	

their	individual	literacies—encourages	meaning	within	school	because	it	becomes	relevant	and	

meaningful	to	their	personal	lives.	Integral	to	rural	culture	and	daily	life,	students	may	access	and	

employ	these	literacies	in	college	and	university	settings,	especially	in	composition	classes,	to	

contextualize	their	learning.	In	composition,	contextualization	of	rural	literacies	may	include	

rhetorical	and	textual	analysis	of	rural	texts,	images,	and	symbols;	also,	contextualization	may	

require	students	to	employ	rural	literacies	to	read	rural	culture	and	compare	and	contrast	certain	

texts	with	urban	or	university	texts.		
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One	place	to	start	is	with	the	family.	In	many	rural	areas,	the	family	functions	as	the	central	

unit	located	within	greater	communities.	In	school,	contextualizing	rural	literacies	may	require	

uncovering	family	histories	as	funds	of	knowledge,	the	knowledge	accrued	through	generations	

(11-14),	such	as	the	language	and	skills	a	family	teaches	children—their	primary	Discourse	(Gee).	

By	asking	these	questions	and	working	to	find	answers	provides	a	space	for	teachers	and,	

ultimately,	students,	to	break	through	marginalizing	assumptions	and	stereotypes.	And,	breaking	

through	marginalizing	assumptions	and	stereotypes	could	encourage	further	learning,	as	seen	by	

rural	students	who	experience	acceptance	in	university	settings.	Importantly,	Donehower,	Hogg,	

and	Schell	note,	“many	students	still	have	to	be	coaxed	into	believing	that	their	firsthand	knowledge	

‘counts’”	(Rural	Literacies	166)—that	students’	rural	literacies	exist	and	are	significant.	Teachers	

need	to	support	rural	students	by	“value[ing]	the	knowledge	they	have	to	contribute	the	university	

community”	(75).	Rather	than	marginalizing	rural	culture	and	rural	literacies,	which	marginalizes	

rural	students	themselves,	teachers	should	work	to	promote	their	rural	literacies,	which,	in	turn,	

encourages	students	to	recognize	and	engage	their	literacies—their	funds	of	knowledge—and	thus	

advance	their	commitment	to	education,	community,	and	place.	As	a	goal,	this	would	give	renewed	

purpose	and	meaning	to	students	in	the	classroom,	piquing	their	interest	in	composition;	in	funds	

of	knowledge	theory,	“much	of	the	teaching	and	learning	is	motivated	by	the	children’s	interests	

and	questions;	in	contrast	to	classrooms,	knowledge	is	obtained	by	the	children,	not	imposed	by	the	

adults”	(Moll	et	al.	75).		

Current Teaching Practices with Rural Literacies  

Donehower,	Hogg,	and	Schell	offer	three	foundational	perspectives	on	teaching	composition	

classes	that	promote	rural	literacies	in	post-secondary	education	settings.	Here,	while	the	teachers’	

primary	intention	is	to	encourage	students’	awareness,	understanding,	and	appreciation	of	their	

individual	home	place	and	identity,	a	secondary	purpose	is	to	break	through	stereotypes	and	

assumptions	regarding	rural	students,	thus	promoting	acceptance	of	students	from	rural	
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communities.	For	instance,	as	composition	courses	may	focus	on	issues	of	identity,	diversity,	and	

literacy	(Donehower	et	al.	Rural	Literacies	156),	course	readings	that	focus	particularly	on	identity,	

home,	and	place,	also	called	“place-based	identity”	(156),	teachers	and	students	may	analyze	the	

purpose	and	meaning	of	the	texts;	perhaps	more	importantly,	this	analysis	may	encourage	students’	

introspection.	By	offering	three	models	of	composition	curricula	that	emphasize	place-based	

identity,	Donehower,	Hogg,	and	Schell	encourage	teachers	to	“consider	how	the	places	where	their	

universities	are	located	call	to	mind	different	assumptions,	texts,	and	contexts	for	rural	literacies”	

(158).		

In	her	class,	Donehower	focuses	on	media	representations	of	various	cultural	codes,	such	as	

race,	class,	ethnicity,	and	gender	formations	in	order	to	increase	students’	awareness	and	analysis	

of	daily	life	(159).	To	address	rural	literacies,	Donehower	specifically	focuses	time	on	“popular	and	

media	representations	of	rural	people	and	rural	literacies”	(160)	to	promote	dialogue	and	analysis	

of	assumptions	and	stereotypes,	thus	addressing	negative	patterns.	In	a	similar	manner,	Hogg	

approaches	composition	classes	with	a	focus	on	place,	but	chooses	to	focus	on	food	politics;	she	

argues	that	food	politics	“creates	in	students	and	community	members	a	renewed	interest	and	

loyalty	to	a	sense	of	place”	(180).	By	studying	texts	that	focus	on	agriculture,	industrialization,	and	

economics,	Hogg	encourages	discussion	and	analysis	of	controversial	and	pertinent	concerns,	as	

well	as	identifying	local	issues	relevant	to	particular	students.	Approaching	from	a	different	angle,	

Schell	designs	classes	focused	on	place-based	pedagogy.	By	defining	and	analyzing	concepts	of	

place,	Schell	and	her	students	work	to	disrupt	tendencies	to	focus	just	on	geography;	instead,	she	

incorporates	critical	analysis	of	the	“cultural,	social,	and	material	realities	experienced	within	a	

place,	and	as	a	consequence,	place-based	identities	become	tethered	to	the	physical	locale”	(181).	

Through	research,	students—and	teachers—may	locate	themselves	within	certain	geographic,	

cultural,	and	social	spaces	(183).	For	rural	students,	this	analysis	develops	a	critical	understanding	
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of	place	and	an	appreciation	of	home.	By	understanding	their	home	communities,	students	may	

better	negotiate	other	places,	such	as	the	university.	

Ultimately,	Donehower,	Hogg,	and	Schell	argue	for	sustainable	rural	literacies	as	the	ideal	of	

rural	literacies	studies	in	higher	education.	The	1987	Report	of	the	World	Commission	on	

Environment	and	Development	defines	sustainability	as	“development	that	meets	the	needs	of	the	

present	without	compromising	the	ability	of	future	generations	to	meet	their	own	needs”	(“Our	

Common	Future”).	Sustainability	requires	current	generations	to	behave	in	such	a	way	that	will	

limit	harm	to	future	generations;	for	rural	communities’	literacies,	harm	may	include	loss	of	literacy	

due	to	depreciation	of	skills,	practices,	traditions,	or	values,	or	may	involve	unsustainable	

exploitation	of	material	or	environmental	resources.	With	sustainable	rural	literacies,	Edmondson’s	

conception	of	new	agrarian	literacy	meets	sustainability	because	it	requires	“reading	local	life	that	

draws	on	the	past,	is	aware	of	the	market,	but	simultaneously	works	for	human	participation	in	

decisions	about	the	local	community”	(101).	Rural	community	members	engaging	in	sustainable	

rural	literacies	will	critically	consider	their	lifestyles,	consumption	and	production	levels,	use	of	

environmental	resources,	and	behavior	within	social	settings	and	the	effects	of	these	on	their	local	

community.	Moreover,	sustainable	literacies	consider	rural	residents’	roles	as	citizens	in	an	

increasingly	globalized	society	(Donehower	et	al.	6).	Additionally,	this	literacy	allows	community	

members	“to	read	possibilities	and	to	develop	literacies	that	would	allow	them	to	shape	the	

community	in	ways	they	wanted,	whether	through	work,	recreation,	or	the	arts”	(Edmondson	105).	

In	rural	communities,	the	value	of	education	varies,	but	an	attitude	of	sustainability	promotes	

education	in	order	to	increase	awareness	and	understanding	of	local	and	global	issues	with	the	

overall	purpose	of	sustaining	rural	life.		

It	is	at	this	point	in	rural	literacies	studies,	and	in	response	to	calls	for	pedagogical	research	

and	teaching	of	rural	literacies,	where	I	position	myself.	What	is	“rural”	and	what	are	“rural	

literacies”	in	a	modern	college	connected	by	mass	transportation	and	mobile	technologies?	How	do	
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rural	students	and	their	rural	literacies	fit	into	today’s	composition	and	writing	courses?	To	answer	

these	questions,	I	will	develop	rural	literacies-based	composition	course	curricula	and	conduct	a	

multi-methodological	study	to	examine	the	ways	rural-area	college	students	engage	with	rural	

literacies	in	writing	courses.	The	goal,	ultimately,	is	to	develop	a	new	perspective	on	rural	literacies	

pedagogy	and	best	practices	for	teaching.		

Research Plan and Methods  
In	this	research	project	for	my	dissertation,	I	examine	the	concepts	of	“rural”	and	“rural	

literacy”	in	order	to	extend	and	complicate	they	ways	in	which	rural	literacy	is	defined,	discussed,	

taught,	and	applied	in	education,	in	order	to	better	understand	and	address	the	needs	of	rural-area	

student	writers.	I	examine	the	connections	of	rural	literacy	and	technology	use	of	students	in	

composition	and	technical	writing	classes	as	observed	and	recorded	through	a	multi-

methodological	study	(including	surveys,	observations,	interviews,	and	collection	of	student	

writing)	at	Columbia	Basin	College	(CBC),	a	rural-	and	Hispanic-serving	two-year	college	in	

Washington	State.	After	evaluating	the	study’s	results,	I	blend	the	voices,	experiences,	opinions,	and	

expertise	of	students	in	rural	areas	with	the	theoretical	discussions	in	academia.	Ultimately,	this	

project	provides	an	examination	of	rural-area	students’	own	definitions	of	their	knowledge,	or	rural	

literacies,	which	will	lead	to	a	revision	of	rural	literacies	terminology	with	a	goal	of	integrating	rural	

literacies	with	composition	pedagogy	to	support	writing	teachers	who	work	with	rural-area	

students.	Importantly,	this	study	defends	rural	literacies	as	valuable	funds	of	knowledge.	By	

facilitating	students’	recognition	of	and	engagement	of	literacies	in	writing,	this	project	will	help	

teachers	prepare	rural	students	for	future	literacy	learning	in	the	writing	classroom,	as	well	as	in	

academic	and	professional	careers.	

This	multi-methodological	study	used	teacher	research	practices	of	observational	study	of	

students	and	ethnography.	Importantly,	my	research	occurred	during	daily	experience	teaching	
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writing	courses.	As	teaching	is	the	basis	of	this	study	and	student-teacher	interaction	is	critical,	I	

recorded	my	observations,	daily	activities,	and	reflections	in	a	teaching	journal	for	reference	during	

and	after	the	study.	I	took	an	ethnographic	approach	to	this	project	by	including	observation	of	and	

interviewing	subjects,	as	well	as	collection	of	materials	and	documentation	of	daily	activities,	which	

includes	narrative,	description,	interpretation,	and	critique.	However,	I	was	not	“doing	

ethnography”	in	a	formal	manner.	As	noted	by	teacher	researchers	Elizabeth	Chiseri-Strater	and	

Bonnie	S.	Sunstein,	the	goal	of	my	ethnographic	approach	to	research	was	“…to	create	a	textured	

story	of	the	culture	and	subcultures”	(94)	of	the	particular	population	to	better	understand	them.	

To	support	my	research,	I	rely	on	theoretical	and	practical	scholarship	focused	on	rural	literacy	and	

teaching	with	technology,	including	works	by	Cathy	Amanti,	Kim	Donehower,	Norma	González,	

Charlotte	Hogg,	Luis	Moll,	Luis	C.	Moll,	and	Eileen	E.	Schell,	and	Stuart	Selber,	among	many	others.		

My Next Steps with Rural Literacies  
My	experiences	as	a	rural	student—academic	and	non-academic—and	as	a	writing	teacher,	

education	researcher,	and	composition	scholar	provide	background	and	relevance	of	rural	

literacies	and	writing	pedagogy	for	me,	and	in	this	dissertation,	I	connect	experience	with	theory	

and	practice.	The	following	paragraphs	detail	the	trajectory	of	my	work,	beginning	with	an	

exploration	of	definitions	and	continuing	with	research	methods,	analysis	of	results,	and	

implications	of	the	study	for	rural	literacies	pedagogy	and	best	practices	for	teaching	composition.	

Overview of Dissertation Chapters 

In	Chapter	1,	I	survey	current	definitions,	explanations,	and	understandings	of	the	terms	

literacy,	rural,	and	rural	literacy	as	established	in	foundational	texts,	as	well	as	locations,	practices,	

and	identifications	of	terms,	particularly	of	rural	literacies.	I	introduce	current	teaching	practices	

that	include	rural	literacies	in	writing	courses.	Lastly,	I	introduce	my	research	plan	and	methods.		
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In	Chapter	2,	I	provide	an	in-depth	discussion	of	my	multi-methodological	study,	including	

an	introduction	of	the	study’s	context	and	a	discussion	of	the	study	methods	and	materials,	

beginning	with	my	research	questions	and	a	description	of	my	research	location	and	context.	I	then	

describe	research	methods	and	materials	include	an	introduction	of	all	composition	course	

curricular	materials,	the	surveys,	and	the	interview	questions.	Additionally,	this	chapter	will	

include	a	discussion	of	the	research	participants	within	the	college	context.		

In	Chapter	3,	I	present	and	analyze	results	and	data	collected	during	the	multi-

methodological	study	conducted	in	English	101	courses,	which	includes	English	101	course	

assignments	and	all	three	literacy	surveys.	Similarly,	in	Chapter	4,	I	present	and	analyze	results	and	

data	collected	during	the	multi-methodological	study	conducted	in	English	102	courses,	which	

includes	English	102	course	assignments	and	interview	with	individual	students.		

In	Chapter	5,	I	provide	a	conclusion	to	this	dissertation	and	focus	on	(re)defining	rural	

literacies	for	best	practices	in	composition	courses.	I	first	provide	suggestions	for	a	redefinition	of	

rural	and	rural	literacies.	I	then	discuss	new	implications	for	rural	literacies	by	expanding	

pedagogies	for	rural	literacies	and	discuss	considerations	when	including	rural	literacies	curricula	

in	English	composition	courses.	These	suggestions	for	revising	rural	literacies	definitions	and	

considerations	for	implementing	rural	literacies	curricula	lead	to	a	discussion	of	best	practices	for	

composition	and	revisions	to	this	study’s	curricula	based	on	my	experiences.	Lastly,	I	areas	for	

future	research	for	my	own	research	and	for	the	field	of	rhetoric	and	composition.	Importantly,	as	a	

whole,	my	dissertation	explores	various	pedagogical	implications	of	teaching	post-secondary	

students	in	composition	and	technical	writing	classes	who	exhibit	literacies	and	come	from	rural	or	

rural-area	backgrounds.		
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CHAPTER 2 
 
RESEARCHING RURAL LITERACIES: RESEARCH 
METHODS AND COURSE CURRICULA AND MATERIALS 

	

Introduction 
The	purpose	of	this	chapter	is	to	provide	an	in-depth	introduction	to	my	multi-

methodological	teacher	research	study,	including	a	discussion	of	the	study’s	location	and	context,	

frames	and	methods	of	study,	participants,	and	all	materials,	consisting	of	composition	course	

curricular	materials,	surveys,	and	interview	questions.	At	the	time	of	my	study,	I	was	an	Assistant	

Professor	of	English	at	Columbia	Basin	College	(CBC),	an	urban-area	community	college	within	a	

rural-area	environment.	At	CBC,	I	developed	and	conducted	a	multi-methodological	research	study	

to	act	on	these	questions,	to	investigate	participants’	responses,	and	to	learn	how	to	better	address	

the	needs	of	rural-area	students	in	composition	and	writing	courses.	By	doing	so,	I	have	been	able	

to	ask	questions	like,	“How	do	rural	students	see	themselves	as	knowledgeable?”	and	“How	do	rural	

students’	backgrounds	and	home	communities	affect	their	writing	and	participation	in	school?”	

This	teacher	research	study	provided	the	opportunity	to	connect	my	personal	background	with	

academic	research	and	teaching	writing	so	that	I	could	better	understand	rural	student	writers’	

literacies	and	engagement	of	their	literacies	in	their	college	composition	and	technical	writing	

courses.	This	chapter	details	the	study	research	methods	and	framework,	and	it	introduces	the	

course	materials	I	developed	to	guide	students	through	a	rural	literacies	curriculum.		
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Research and Methods: A Multi-Methodological, Teacher Research 

Study 
For	this	project,	I	conducted	a	multi-methodological	study	using	teacher	research	practices	

of	observational	study	of	students	along	with	ethnographic	practices,	including	narrative,	

description,	interpretation,	and	critique.	I	have	taken	an	ethnographic	approach	to	this	project	by	

including	observation	of	and	interviewing	subjects,	as	well	as	collection	of	materials	and	

documentation	of	daily	activities.	However,	as	noted	by	Elizabeth	Chiseri-Strater	and	Bonnie	S.	

Sunstein	in	their	research	methods	book	What	Works?	A	Practical	Guide	for	Teacher	Research,	I	was	

not	“‘doing	ethnography’”	(95)	in	a	formal	manner;	that	is,	as	teachers	“cannot	ever	fully	adopt	the	

outsider’s	or	fieldworker’s	point	of	view	in	[their]	own	classrooms”	(95).	Rather,	as	a	teacher	

studying	my	own	classes,	I	incorporated	ethnographic	research	methods	into	my	research	in	order	

to	act	as	both	a	participant	and	observer—an	ethnographer.	The	goal	of	my	ethnographic	approach	

to	research	is	“…to	create	a	textured	story	of	the	culture	and	subcultures”	(94)	of	the	particular	

population	to	better	understand	them,	or	certain	aspects	of	a	culture	that	may	be	applied	to	

pedagogy	and	curriculum	development.		

To	support	my	research,	I	have	relied	on	theoretical	and	practical	readings	from	scholarly	

and	professional	sources.	In	particular,	I	rely	on	sources	from	Rhetoric	and	Composition	focused	on	

rural	literacy	and	teaching	with	technology,	including	Kim	Donehower,	Charlotte	Hogg,	and	Eileen	

E.	Schell’s	Rural	Literacies	(2007)	and	Reclaiming	the	Rural:	Essays	on	Literacy,	Rhetoric,	and	

Pedagogy	(2011);	Donehower,	Hogg,	and	Schell	established	the	basis	of	rural	literacies	as	a	theory	

and	pedagogy	as	identifiable	and	valid	by	exploring	concepts	of	rural	and	literacies	in	their	own	

research	and	teaching	of	composition;	additionally,	the	scholars	connect	concepts	of	literacy	in	

everyday	life	and	in	rural	areas	by	building	on	the	works	of	Deborah	Brandt	(2001)	and	Jacqueline	

Edmondson	(2003).	Additionally,	I	rely	on	Norma	González,	Luis	C.	Moll,	and	Cathy	Amanti’s	Funds	

of	Knowledge:	Theorizing	Practices	in	Households,	Communities,	and	Classrooms	(2005);	funds	of	
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knowledge	theory	provides	a	framework	to	further	push	rural	literacies	into	homes	and	home	

communities,	whereby	students’	knowledge	developed	in	homes	is	valued,	applicable,	and	

important	in	schools,	as	well	as	in	homes.	Also,	Stuart	Selber’s	Multiliteracies	for	a	Digital	Age	

(2004)	provides	an	examination	of	multiple	literacies	relative	to	technology,	particularly	digital	

technologies,	that	emphasizes	the	reality	and	necessity	of	multiple,	not	singular,	literacies	relative	

to	modern	technology	and	students’	use	of	digital	technologies	in	school.	Importantly,	my	research	

occurred	during	daily	experiences	of	teaching	writing	courses.	As	teaching	is	the	basis	of	this	study	

and	student-teacher	interaction	is	critical,	I	recorded	my	daily	activities	and	ideas,	as	well	as	

reflections,	in	a	teaching	journal	for	reference	during	and	after	the	study,	in	addition	to	collecting	

student	work	and	other	data.	

A	major	part	of	this	study	included	course	curricula	that	I	developed	for	the	writing	courses	

subject	to	this	study	and	participants	in	teacher	research,	including	sections	of	English	101:	English	

Composition	I,	English	102:	English	Composition	I,	and	English	235:	Technical	Writing.	In	these	

classes,	I	observed	students	in	class	as	they	participated	in	daily	activities,	including	lessons,	

individual	writing,	small	group	work,	writing	workshops,	and	other	in-class	activities;	additionally,	

I	conferenced	with	every	student	individually,	which	provided	one-on-one	conversation	and	

observation	opportunities.	I	also	gathered	student’s	materials	from	in	and	out	of	class,	including	

essays,	writing	projects,	and	daily	work,	from	the	classes	(see	Appendix	A:	Course	Curriculum	

Materials	for	English	101:	Composition	I,	Appendix	B:	Course	Curriculum	Materials	for	English	102:	

Composition	II,	and	Appendix	C:	Course	Curriculum	Materials	for	English	235:	Technical	Writing	for	

syllabi	and	assignment	sheets).	I	conducted	three	surveys	per	term—at	the	beginning,	middle,	and	

end	of	each	term	(see	Appendix	D:	Survey	Questions	for	survey	questions),	which	added	students’	

voices	to	the	data	and	helped	develop	a	general	description	of	the	population.	In	addition	to	these	

surveys,	student	data	obtained	through	CBC’s	databases	of	student	demographics	provided	

multiple	levels	of	detail.	These	surveys	were	distributed	through	my	Survey	Monkey	account,	and	
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all	data	was	collected	and	is	securely	stored	in	this	account.	After	each	term	concluded,	I	reviewed	

survey	data	and	selected	participants	for	follow-up	interviews,	which	have	served	and	will	continue	

to	serve	as	case	studies.	Prior	to	this	research,	I	pre-tested	the	curricula	and	survey	questions	in	my	

English	101	courses.	

Research Questions 

• How	are	“rural”	and	“rural	literacy”	defined?	What	are	they,	and	how	can	we	identify	them	

in	the	classroom	setting?		

• How	do	rural	literacies	affect	the	ways	students	see	themselves	as	knowledgeable	and	

literate?	

• How	are	students	applying	rural	literacies	and	technologies	in	writing	courses?	

• What	can	writing	teachers	learn	from	studying	writing	students’	rural	literacies	and	

technology	use	in	order	to	more	fully	and	relevantly	engage	students’	existing	knowledge	in	

classroom	practice?	

• What	best	practices	can	we	identify	for	(writing)	teachers	who	work	with	rural-area	

students?	

Research Location and Context: Columbia Basin College  

In	order	to	understand	this	multi-methodological	research	project	and	its	participants,	it	is	

important	to	examine	the	social,	economic,	and	geographic	contexts	in	which	participants	live	and	

in	which	this	study	was	conducted.	Establishing	an	understanding	of	the	complexities	and	nuances	

of	the	research	location	provides	background	and	insight	into	the	research	design	and,	ultimately,	

into	the	data	I	gathered.	I	conducted	this	project	at	Columbia	Basin	College	(CBC)	in	Pasco,	

Washington.	Established	in	1955,	CBC	is	a	two-year	community	college	that	offers	open	access,	

post-secondary	education	to	urban	and	rural	students;	as	well,	it	is	a	Hispanic-serving	institution—

a	minority-majority	institution—located	in	the	Columbia	Basin	of	southeastern	Washington	State.	
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With	seven	to	eight	thousand	enrolled	students,	CBC	operates	in	connection	with	the	Washington	

State	Community	and	Technical	Colleges	and,	though	historically	state-funded,	CBC	currently	

operates	with	a	budget	of	42%	state	funding	(“Strategic	Plan”).	Recently,	CBC	has	established	

several	accredited	four-year	bachelor’s	degree	programs,	which	has	expanded	their	mission	and	

vision.	As	part	of	the	local	academic,	research,	and	workforce	community,	CBC	collaborates	with	

Washington	State	University	–	Tri-Cities,	a	neighboring	branch	campus	university.		

As	detailed	in	their	Mission	Statement,	CBC	promotes	and	supports	scholarly	and	

institutional	research	as	methods	of	improving	teaching	methods	and	providing	an	affordable	and	

accessible,	high-quality	education	for	students.	As	per	the	CBC	Mission	Statement,	“CBC	upholds	an	

environment	of	diversity,	fairness,	equity,	and	sustainability,	providing	opportunities	for	the	people	

of	Benton	and	Franklin	counties	to	succeed	in	their	pursuit	of	higher	educational	achievement,	

meaningful	employment,	and	basic	skills	development,	while	promoting	cultural	effectiveness	and	

well-being	for	its	community.”	CBC	outlines	six	End	States	as	major	goals	of	the	college’s	mission,	

which	include	opportunity,	academics,	occupational	programs/workforce	development,	basic	skills,	

cultural	effectiveness,	and	well-being.		

Located	in	Pasco,	Washington,	with	a	medical	campus	in	Richland,	Washington,	CBC	serves	

Benton	and	Franklin	counties	of	Washington	State.	On	the	edge	of	the	Oregon	border,	this	area	

serves	both	urban	and	rural	populations,	as	Pasco	and	its	neighboring	cities	of	Kennewick	and	

Richland	converge	to	create	the	Tri-Cities	of	southeastern	Washington	State.	As	a	whole,	the	Tri-

Cities	metropolitan	area	populations	numbers	over	250,000,	according	to	the	2010	US	Census.	The	

area	is	one	of	the	fastest-growing	in	the	nation	and	estimates	for	the	2020	population	verge	on	

400,000.	This	large	population	spreads	from	the	city	centers	immediately	to	rural	areas,	specifically	

agricultural	zones	and	government-protected	natural	and	wildlife	areas.	Like	many	fast-growing	

cities,	the	Tri-Cities	transforms—some,	but	not	all—farms	and	fields	into	subdivisions,	yet	retains	a	

distinctly	rural	environment,	which	often	include	grandfathered	hoof	stock	easements	and	orchards	
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nestled	between	new	construction.	Though	in	city	limits,	many	residents	feel	a	sense	of	immediate	

rurality—that	they	are	in	a	rural	area—because	of	access,	or	lack	thereof,	to	Internet	services,	

grocery	stores,	city	utilities,	and	even	sidewalks	and	street	lights.	Many	neighborhoods,	including	

my	own,	follow	rural	mail	routes	though	technically	within	city	limits.		

Historically,	the	individual	towns	of	the	now	Tri-Cities	were	established	at	the	convergence	

of	the	Columbia,	Snake,	and	Yakima	Rivers	around	the	turn	of	the	nineteenth	century.	Farming	was	

the	main	industry	until	the	1940s,	when	World	War	II	projects,	specifically	the	Manhattan	Project,	

demanded	nuclear	materials	production,	which	drastically	transformed	the	area.	Through	World	

War	II	and	the	Cold	War,	the	Hanford	Site	produced	plutonium	and	uranium	for	nuclear	arms.	

Today,	the	Columbia	Basin	is	a	combination	of	agriculture	and	wine	country,	technology	and	

industry.	Farmers	cultivate	apple	and	cherry	orchards,	grape	vineyards	for	wine	and	juice,	and	

grain	and	legume	fields,	including	wheat,	garbanzo	beans,	and	lentils	(neighboring	Pullman	hosts	

the	annual	Lentil	Festival),	among	other	food	crops.	Both	historically	and	today,	agriculture	has	

contributed	to	important	population	trends,	including	a	large	population	of	migrant	and	immigrant	

farm	workers	from	a	variety	of	locations,	most	notably	from	Mexico	and	other	Central	American	

countries,	as	well	as	from	Russia	and	Ukraine.	This	population	is	large	and	growing	in	the	area—in	

Franklin	County,	where	CBC	is	located,	Hispanics	made	up	52%	of	the	county’s	population	in	2014,	

up	from	47%	in	2000	and	30%	in	1990,	according	to	the	Pew	Research	Center	(“Franklin	County”).	

Washington	State	as	a	whole	ranks	twelfth	in	the	United	States	in	Hispanic	population,	with	80%	of	

Hispanics	of	Mexican	origin	(“Demographic	profile”).	Overall,	this	directly	contributes	to	CBC’s	

student	enrollment—and	status	as	federally	identified	minority-majority	and	Hispanic-serving	

institution.	

In	addition	to	agriculture’s	effects	on	population,	the	Tri-Cities	and	surrounding	areas	

depend	on	highly	technological	and	industrial	institutions.	Much	of	the	area’s	economic	growth	is	

related	to—directly	or	indirectly—institutions	such	as	the	Hanford	Site,	Pacific	Northwest	National	
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Laboratory,	and	Energy	Northwest,	an	energy	production	company	dedicated	to	hydroelectric,	

nuclear,	solar,	and	wind	power	facilities.	Most	famous	in	the,	the	Hanford	Site,	operated	by	Bechtel	

as	a	US	Department	of	Energy	(DOE)	contractor,	is	a	major	DOE	nuclear	cleanup	site,	which	

continues	to	employ	local	residents	and	draw	scientists,	engineers,	and	business	people	to	the	area.	

Pacific	Northwest	National	Laboratory,	operated	by	Batelle	in	cooperation	with	DOE,	maintains	a	

large	focus	on	scientific	research	and	development,	from	energy	to	engineering,	and	attracts	highly	

educated	employees	from	across	the	United	States	and	the	world.	Additionally,	the	Tri-Cities	

recently	has	been	touted	as	a	“mecca”	for	agricultural	materials	and	food	processing	and	packaging	

(Culverwell);	this	contributes	economically	to	the	area,	resulting	in	large	population	and	job	

growth,	not	to	mention	migrant	and	immigrant	population	influx.	

At	CBC,	the	student	population	reflects	its	social,	economic,	and	geographic	context—a	

convergence	of	rural	and	urban,	agriculture	and	technology.	This	context	affects	students’	choices	

and	intentions	when	they	enroll	in	college	and	focus	on	different	programs,	from	academic	to	

vocational	training	programs,	including	science	and	fine	arts	degrees	to	nuclear	technology,	auto	

mechanics,	and	medical	training	programs.	Though	metropolitan	in	location,	CBC	serves	a	vast	

population	of	rural-area	students,	in	addition	to	its	urban	population.	These	rural	students	bring	

their	rural	literacies	to	CBC	and	could	benefit	from	engaging	these	literacies	in	their	academic	

coursework	and,	ultimately,	their	careers.	Implications	of	this	reach	beyond	CBC,	because	of	two-

year	colleges	in	rural	or	rural-serving	areas,	like	CBC,	are	ideally	positioned	to	support	

identification,	engagement,	and	development	of	students’	rural	literacies.		

Frames and Methods of Study  

For	this	multi-methodological	study,	I	relied	on	multiple	theoretical	frames	for	support.	In	

particular,	I	focused	on	ethnography	as	a	frame	for	study.	Chiseri-Strater	and	Sunstein	assert	that	

“Ethnographic	methodology	considers	the	entire	culture	in	which	people	live	and	interact,	

answering	the	broad	question,	‘What’s	going	on	here?’”	(94).	In	relation	to	my	study	on	rural	
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literacies,	this	approach	allows	for	me	to	ask,	“What’s	going	on	here—with	rural	literacies?”	My	

research	questions	and	research	frame	provide	possibilities	for	understanding	the	study’s	

participants	on	multiple	levels	and	from	multiple	perspectives.	Key	to	teacher	research,	this	

ethnographic	approach	allows	for	a	connection	of	teacher	and	student	in	the	classroom:	“While	

ethnographers	enter	a	culture	as	outsiders,	their	goal	is,	over	time,	to	understand	the	perspective	of	

insiders	in	that	culture	and	combine	those	perspectives.	In	other	words,	[…]	they	become	both	

participants	and	observers”	(94).	As	the	teacher,	I	was	never	truly	separate	from	my	study	or	the	

participants,	but	rather	a	participating	member	in	our	daily	discussions	of	literacy,	technology,	and	

community.	Though	I	could	not	fully	appreciate	the	perspective	of	an	outsider,	this	approach	of	

living	fully	immersed	in	my	classroom	community	enhanced	my	research	because	it	provided	space	

for	me	to	engage	with	students	and	observe	their	responses,	change	and	develop	lessons	according	

to	daily	conversations	and	ideas,	and	adapt	assignments	to	promote	investigation	and	analysis	of	

content	and	concepts	valuable	in	the	current	classroom	context.	As	“both	a	participant	and	

observer,”	I	enjoyed	multiple,	nuanced	perspectives	relative	to	my	study—that	of	someone	

discovering	and	practicing	rural	literacies,	as	well	as	discerning	others’	engagement	of	rural	

literacies.		

In	addition	to	Chiseri-Strater	and	Sunstein’s	approach	to	ethnographic	research	methods,	

Harry	Wolcott	expands	on	how	ethnography	provides	a	frame	for	defining	methods	of	data	

collection	and	analysis.	Framed	by	ethnography,	the	methods	I	included	in	this	study	for	data	

collection	included	teacher	and	classroom	observation,	collection	of	student	writing,	and	surveys	

and	interviews.	Chiseri-Strater	and	Sunstein	add	that	methods	include	historical	and	linguistic	

research,	statistics,	demographics,	and	other	kinds	of	quantifiable	information:		

While	teacher	research	borrows	much	from	ethnographic	methods,	we	cannot	presume	to	

claim	that	we’re	‘doing	ethnography’	or	even	conducting	‘mini	ethnographies,’	since	as	

teachers	we	cannot	ever	fully	adopt	the	outsider’s	or	fieldworkers	point	of	view	in	our	own	
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classrooms,	nor	can	we	spend	large	chunks	of	singularly	dedicated	time	to	creating	a	full-

blown	ethnographic	study	while	we	are	teaching.	(95)		

For	this	project,	I	worked	in	my	own	classroom	with	my	own	students—some	of	whom	were	

repeated	students	from	previous	classes—and	this	affected	my	perspective	as	a	researcher	because	

I	was	truly	immersed	in	my	research,	not	to	mention	dedicated	to	my	students	because	of	my	role	

as	a	writing	instructor	and	employment	as	their	teacher.	Also,	as	I	grew	up	in	a	rural	area,	attended	

a	university	in	a	rural	area,	and	am	now	working	at	a	rural-serving	college,	I	have	a	variety	of	

background	experiences,	biases,	expectations,	and	assumptions	that	of	a	rural-area	student	and	

teacher	that	may	have	affected	my	research	plan,	execution,	and	data	collection	and	analysis.	My	

understanding	and	expectation	of	rural	differs	from	many	students	in	Washington	at	a	certain	level;	

for	instance,	as	I	grew	up	in	northern	New	Mexico,	my	experiences	with	agriculture	would	be	

considered	small,	even	subsistence	farm	and	ranch	life	to	many	students	who	live	and/or	work	on	

corporate	farms	and	ranches.	Overall,	my	experiences	and	perspectives	provide	important	insights	

to	my	role	as	a	researcher,	and	I	can	enhance	my	observations	and	analysis	by	being	aware	of	

similarities	and	differences	across	experiences.		

Participants 

The	study	population	included	participants	from	the	courses	I	taught	during	Winter	and	

Spring	2016	quarters	at	CBC.	Eligible	participants	numbered	135:	up	to	54	English	101	students,	54	

English	102	students,	and	27	Technical	Writing	students,	as	CBC	writing	courses	offer	27	seats	per	

class	(for	more	details	on	participants,	see	Table	2,	below).	The	age	range	of	students	varied	

according	to	course	enrollment,	which	including	students	under	18	years	old	(e.g.,	Running	Start	

students,	dual	enrollment	high	school	students,	home-schooled	students),	and	adult	students’	ages	

could	have	ranged	from	18	to	65	or	higher	(the	average	CBC	student	age	ranges	is	25-32).	Ethnic	

and	racial	groups	varied	across	each	course	section,	though	the	vast	majority	of	students	included	

White	and	Hispanic	or	Latino	students.	Gender	also	varied	across	sections,	though	the	potential	



	 47	

existed	for	slightly	more	women	than	men,	in	accordance	with	the	average	gender	distribution	at	

CBC.	All	students	enrolled	in	English	101,	English	102,	and	English	235	are	required	to	complete	

course	prerequisites	that	require	English	fluency,	including	English	Language	Learners	who	passed	

ESL	prerequisites	for	the	courses.	No	specific	ethnic	group,	gender,	or	other	group	was	targeted	or	

excluded	from	the	study.	The	majority	of	students	were	local	residents	of	Benton	and	Franklin	

Counties	in	Washington	State.	

Recruitment and Consent 

Participants	were	eligible	for	participation	based	on	their	registration	for	and	enrollment	in	

the	select	classes	that	I	taught.	As	the	instructor	and	principal	investigator,	I	recruited	participants	

in	class	using	University	of	Arizona	IRB	approved	recruitment	and	consent	materials.	Participants’	

choice	to	participate	in	the	course	or	not	was	not	anonymous;	however,	participation	in	the	study	

did	not	affect	students’	grades	in	a	positive	or	negative	manner,	and	all	students	participated	in	

course	requirements	regardless	of	their	consent	to	participate	in	the	study.	As	needed	to	verify	

their	participation	status,	participants	were	contacted	in	person,	over	CBC’s	institutional	email,	

and/or	through	CBC’s	institutional	learning	management	system	(Canvas)	regarding	their	

response,	either	affirmative	or	negative,	to	participate	in	the	study.		

The	consent	process	took	place	during	regularly	scheduled	class	time	in	the	regular	class	

setting,	as	potential	participants	will	come	from	students	enrolled	in	my	courses.	In	this	process,	I	

read	the	recruitment	script,	provided	consent	forms,	and	gathered	consent	forms.	When	potential	

participants	had	questions	regarding	the	study	or	the	use	of	study	materials,	I	answered	them;	also,	

students	had	the	option	for	potential	participants	to	contact	CBC	or	University	of	Arizona	

administrators	regarding	the	research	process.	To	minimize	the	potential	for	coercion	or	undue	

influence,	I	emphasized	that	students’	participation	in	the	study	would	have	no	influence	on	course	

evaluation	or	grades—participation	would	neither	help	nor	hinder	their	final	grade.	Also,	

participants	had	the	ability	to	withdraw	from	the	study	at	any	time	without	consequence.	Lastly,	I	
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kept	consent	forms	private	and	secure.	When	consenting	to	participating,	three	types	of	written	

consent	forms	were	available	as	per	UA	IRB	regulations:	Adult	Assent	or	Consent	for	Child	and	

Parental	Permission	(for	subjects	under	18	years	of	age).	For	more	details,	all	recruitment	materials	

and	consent	forms	are	included	in	Appendix	F:	Recruitment	Materials	and	Consent	Forms.		

Following	recruitment	and	consent	of	participants,	I	determined	the	number	of	participants	

in	my	study.	Ultimately,	out	of	127	eligible	participants,	107	responded	in	the	affirmative—84%	of	

eligible	participants	consented.	Though	offered	the	option	to	remove	themselves	from	the	study,	no	

students	revoked	consent	following	their	initial	consent.	The	vast	majority	of	students	consented,	

citing	reasons	including	“I	trust	you,”	“I	want	to	help	with	your	research,”	or	“This	really	matters.”	

Student	who	chose	not	to	participate	cited	a	variety	of	reasons,	including	preference	not	to	be	“used	

in	your	project”	or	a	lack	of	parental	permission	(for	those	under	18).	An	additional	number	of	

students	abstained	from	consenting	or	denying	consent—they	never	turned	in	their	forms—and	

thus	were	categorized	as	not	consenting	to	participation.	

Table	2.	Participants	in	Study	

CBC	Course	
Name	

Eligible	
participants	

Consenting	
participants	

Percentage	
of	

affirmative	
consent	

Did	not	
submit	
forms	

(counted	as	
no	consent)	

Withdrew	
from	course	

English	101:	
Composition	I	 49	 44	 90%	 3	 4	

English	102:	
Composition	II	 54	 44	 81%	 5	 4	

English	235:	
Technical	Writing	 24	 19	 79%	 0	 0	

Total	 127	 107	 84%	 8	 8	

	

In	order	to	obtain	official	permissions	to	conduct	the	study,	I	completed	and	submitted	all	

necessary	forms	and	approvals	for	both	the	University	of	Arizona	(UA)	and	for	Columbia	Basin	

College	(CBC).	For	the	UA	Human	Subjects	Protection	Program	(HSPP)	and	Institutional	Review	



	 49	

Board	(IRB),	I	submitted	and	received	approval	for	all	of	the	following	forms	and	documents	(Note:	

UA	HSPP/IRB	decided	against	ceded	IRB	oversight	to	CBC):		

• F107:	Verification	of	Human	Subjects	Training	Form	(VOTF)	

• F200:	Application	for	Human	research	

• IA:	Institutional	Agreement/Ceded	Review	(even	though	UA	HSPP/IRB	decided	

against	ceded	IRB	oversight	to	CBC)	

• Appendix	A:	Children	

• Appendix	C:	Multi-Site	Research	

• Adult	Assent	Form	for	Participation	in	Research	

• Parental	Consent	Form	for	Participation	in	Research	

• Assent	for	Child	Form	for	Participation	in	Research	

• Participant	materials	(includes	survey	questions)	

• Recruitment	materials	(includes	script	for	introducing	study	and	consent	forms)	

• My	current	CV	

For	CBC,	I	completed	and	submitted	the	Human	Subjects	Review:	Internal	Request	Form,	

similar	to	the	UA’s	F200:	Application	for	Human	Research	form.	I	received	approval	to	conduct	

research	at	CBC.	Importantly,	UA	did	not	cede	IRB	oversight	to	CBC,	however,	as	CBC	is	not	a	

research	institution.	Even	so,	following	the	UA	IRB	application	process,	UA	IRB	approved	the	study	

and	declared	the	study	exempt	from	IRB	oversite.		

Apparatus and Materials 

Resources	for	this	research	included	the	following:		

• My	teaching	and	research	time	and	expertise	

• My	English	course	curricula,	including	daily	and	major	writing	assignments	and	

other	activities	
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• My	private	Survey	Monkey	account	for	collecting	demographic	data	and	

participants’	individual	responses	

• OneNote	for	recording	audio	and	written	notes	during	interviews	

• CBC	materials	and	resources,	including	classrooms,	Canvas	(course	management	

system),	computers,	faculty	offices,	Microsoft	Office	(available	for	free	for	all	

students),	and	Institutional	Review	Board	(IRB)	and	Institutional	Research	(IR)	

support	

• University	of	Arizona	(UA)	materials	and	resources,	including	English	Department	

faculty	and	IRB	support	

All	people	supporting	research,	aside	from	the	me,	are	IRB	officials	or	trained	faculty	

members	at	the	UA	or	CBC.	(For	details	of	all	materials,	including	course	materials,	scripts,	surveys,	

and	interview	questions,	please	see	the	appendix.)	

Pedagogical Materials: Composition and Technical Writing Course 

Curricula  
For	this	research	project,	I	developed	a	unique	course	curriculum	specific	for	English	

Composition	I	(CBC	ENGL&	101),	English	Composition	II	(CBC	ENGL&	102),	and	Technical	Writing	

(CBC	ENGL&	235)	courses	that	were	participants	in	this	study.	In	each	these	classes,	I	taught	a	

curriculum	focused	on	literacy	and	rural	literacies,	except	for	Technical	Writing,	where	I	taught	

technical	writing	with	a	focus	on	local	institutions	and	issues.	For	teacher	materials,	I	developed	all	

course	syllabi,	daily	schedules,	lesson	plans,	and	assignments	based	on	pedagogical	theories.	In	

addition	to	all	teacher	materials,	I	observed	students	in	daily	lessons	and	activities,	and	I	gathered	

materials	from	the	classes,	including	daily	writing,	notes	from	workshops,	major	writing	

assignments,	and	reflective	writing	assignments.	Besides	illustrating	the	course	curricula,	these	

materials	will	provide	a	context	for	the	surveys	and	interviews.	
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When	developing	teacher	materials,	I	first	relied	on	CBC	course	requirements	and	student	

learning	outcomes;	these	included	overarching	outcomes	(e.g.,	“Think	Critically,”	“Communicate	

Effectively”	[“College-Wide	Student	Learning	Outcomes”])	and	course	and	assignment	requirements	

(e.g.,	analysis,	argument,	essay	writing,	research).	I	connected	each	of	these	outcomes	with	larger	

works	to	ensure	their	validity;	the	Council	of	Writing	Program	Administrators’	(CWPA)	WPA	

Outcomes	Statement	for	First-Year	Composition	was	my	focus	for	the	composition	courses.	

Additionally,	I	developed	all	my	course	syllabi	to	include	and	emphasize	concepts	from	the	CWPA,	

National	Council	of	Teachers	of	English,	and	National	Writing	Project’s	Framework	for	Success	in	

Postsecondary	Writing;	in	particular,	I	focused	on	the	Habits	of	Mind	and	included	those	as	vital	to	

our	course	outcomes	and	to	my	research.		

Secondly,	for	teacher	materials	I	relied	on	theories	of	pedagogy	to	develop	the	particulars	of	

each	assignment	and	to	develop	scaffolding	through	daily	lessons	and	activities.	For	scholarship,	

Erika	Lindemann’s	A	Rhetoric	for	Writing	Teachers	offered	importance	insight	to	remind	us	writing	

instructors	of	our	basic	roles	and	emphasized	the	importance	of	rhetorical	principles	when	both	

teaching	and	practicing	writing;	Lindemann’s	approach	kept	me	grounded	in	pedagogy—

theoretically	and	practically.	To	apply	rural	literacies	pedagogy,	I	focused	centrally	on	Donehower,	

Hogg,	and	Schell’s	Rural	Literacies.	As	a	whole,	these	scholars	develop	a	theory	and	pedagogy	of	

rural	literacies;	individually,	each	scholar	outlines	and	analyzes	her	own	approach	to	engaging	rural	

literacies	in	their	classes.	For	instance,	Donehower	examines	(“Rhetorics	and	Realities),	Hogg	

focuses	on	a	critical	pedagogy	of	place	(“Beyond	Agrarianism”),	and	Schell	focuses	on	farm	and	food	

politics	(“The	Rhetorics	of	the	Farm	Crisis”).	As	a	whole,	Rural	Literacies	provided	a	strong	base	for	

developing	rural	literacies	curricula.	To	further	emphasize	and	examine	my	ideas	of	rural	literacies	

as	knowledges	developed	in	rural	home	communities,	I	incorporated	concepts	from	Funds	of	

Knowledge,	as	well	as	Howard	Gardner’s	“The	Theory	of	Multiple	Intelligences”	and	the	New	

London	Group’s	“A	Pedagogy	of	Multiliteracies:	Designing	Social	Futures.”	These	theories	
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emphasize	literacy—and,	importantly,	multiple	literacies—as	key	to	knowledge	and	knowledge	

development,	concepts	that	we	identified,	discussed,	analyzed,	and	argued	about	in	our	

coursework.	Additionally,	I	used	Gerald	Graff’s	“Hidden	Intellectualism”	as	a	text	for	analysis	and	

discussion,	as	his	concept	of	“hidden	intellectualism”	parallels	that	of	everyday	and	home	literacies.	

Lastly,	when	incorporating	concepts	of	technology	in	assignments,	I	relied	on	the	works	of	Cynthia	

L.	Selfe,	including	Technology	and	Literacy	in	the	Twenty-First	Century:	The	Importance	of	Paying	

Attention.	Much	of	our	discussion	of	technology,	especially	digital	technologies,	focused	on	the	

“paying	attention,”	or	developing	consciousness	of	our	technology	use	in	everyday	life,	or	our	

digital	multiliteracies,	as	developed	in	Stuart	Selber’s	Multiliteracies	for	a	Digital	Age.	As	a	whole,	

these	works	and	my	research	also	touch	on	foundational	works	emphasizing	the	importance	of	

everyday	life	and	literacies,	particularly	John	Dewey’s	Experience	and	Education	and	Paulo	Freire	

and	Donaldo	Macedo’s	Literacy:	Reading	the	Word	and	the	World.	

English 101: Composition I Course Curriculum 

At	CBC,	English	101:	Composition	I	course	goals	focus	on	the	study	and	application	writing	

exposition	with	emphasis	on	organizing	unified	and	coherent	essays.	For	this	study,	English	101	

offered	at	CBC	opportunities	to	theme	a	first-year	composition	course	on	literacy	and	community;	

specifically,	we	focused	on	personal	literacies,	digital	literacies,	and	connections	of	literacy	to	the	

local	communities,	particularly	rural	communities.		

Assignments 

My	English	101	curriculum	developed	from	CBC’s	curricular	requirements	and	student	

learning	outcomes.	The	main	focus	in	this	course	was	in	line	with	my	study,	though,	and	all	

assignments	focused	on	rural	literacies.	I	developed	the	major	assignments	to	emphasize	issues	

relevant	to	my	study,	and	these	included	a	literacy	narrative	and	analysis,	a	rhetorical	analysis	

essay,	and	two	argument	essays,	as	follows:	
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• The	personal	literacy	narrative	and	analysis	on	students’	individual	literacies;	

students	drew	upon	their	own	background,	defined	literacy,	and	analyzed	how	

specific	experiences	affected	their	literate	lives.		

• In	their	rhetorical	analysis	essay,	students	analyzed	of	Gerald	Graff’s	“Hidden	

Intellectualism”	and	examined	ways	authors	argue	for	“non-traditional”	knowledge	

or	“hidden	intellectualisms.”		

• In	their	first	argument	essay,	students	researched	a	topic	related	to	digital	literacy	

and	then	argued	for	and	supported	a	perspective	within	their	chosen	issue.		

• For	their	final	assignment,	students	composed	an	argument	essay	on	a	literacy-

based	topic	of	their	choosing	that	was	clearly	connected	to	their	own	literacy	

experiences	and	home	communities.		

For	all	the	assignment	sheets	in	full	detail,	please	refer	to	Appendix	A:	Course	Curriculum	Materials	

for	English	101:	Composition	I.		

English 102: Composition II Course Curriculum 

At	CBC,	English	102	is	a	continuation	and	development	of	content	learned	and	practices	in	

English	101	for	students	intending	to	transfer	to	a	four-year	university	and/or	study	in	an	academic	

field—that	is,	not	career	training	program,	vocational	field	of	study,	or	trade.	Course	goals	address	

advanced	expository	writing	with	a	focus	on	research	essays	and	argument.	For	the	purposes	of	this	

study,	this	course	offered	opportunities	for	in-depth	research	and	argument	on	literacy	and	

community.		

Assignments 

For	this	course,	my	English	102	curriculum	developed	from	CBC’s	curricular	requirements	

and	student	learning	outcomes.	The	main	focus	in	this	course	was	in	line	with	my	study,	though,	

and	all	assignments	focused	on	rural	literacies.	I	developed	the	major	assignments	to	emphasize	



	 54	

issues	relevant	to	my	study,	and	these	assignments	included	a	rhetorical	analysis	essay,	a	research	

proposal,	an	annotated	bibliography,	an	argument	essay,	a	multimodal	public	argument,	and	a	

reflective	essay,	as	follows:		

• The	rhetorical	analysis	required	students	to	identify	and	analyze	a	community-based	

text	to	examine	the	ways	arguments	regarding	literacy	exist	in	their	local	communities.		

• Following,	students	chose	an	issue	from	one	of	the	following	literacy-related	themes:	

Community	Literacy,	Community-Based	Technologies,	or	Land-Based	Knowledges,	and	

then	composed	a	formal	research	proposal,	annotated	bibliography,	and	an	academic	

argument	essay	on	their	chosen	topic.		

• Students	then	transformed	their	Argument	essay	into	a	multimodal	argument,	a	digital,	

photographic	and	written	multimodal	public	argument	using	the	browser-based	

program	Adobe	Spark.		

• Lastly,	students	composed	a	reflective	essay	on	their	literacy	learning	and	development	

throughout	the	course.		

For	the	assignment	sheets	in	full	detail,	please	refer	to	Appendix	B:	Course	Curriculum	Materials	for	

English	102:	Composition	II.		

English 235: Technical Writing Course Curriculum 

At	CBC,	English	235:	Technical	Writing	course	goals	emphasize	technical	communication	

skills	for	both	academics	and	careers	by	focusing	on	communication	genres	and	methods	for	

various	audiences	and	purposes.	For	purposes	of	this	study,	the	Technical	Writing	course	

curriculum	was	standardized	for	the	course;	that	is,	it	was	not	unique	for	this	research,	though	I	did	

require	local	institutions	and	issues	to	be	the	focus	of	all	technical	writing	projects.		
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Assignments 

Assignments	for	Technical	Writing	included	communication	media,	such	as	emails,	memos,	

and	letters;	definitions	and	instructions;	writing	and	design	media,	including	fact	sheets,	fliers,	

infographics;	proposals	and	reports;	an	interview;	a	professional	presentation;	and	reflective	

writing.	To	address	issues	of	local	community,	all	student	projects	requiring	a	“client”	focused	on	

local	non-profit	institutions	and	organizations.	For	the	assignment	sheets	in	full	detail,	please	refer	

to	Appendix	C:	Course	Curriculum	Materials	for	English	235:	Technical	Writing.		

Student Voices: Surveys and Interviews 
A	large	part	of	this	study	depended	on	surveys	and	interviews	of	student	participants.	

Including	individual	surveys	in	addition	to	students’	coursework	provided	opportunities	for	

students	to	voice	their	thoughts,	opinions,	and	ideas	in	a	low-	or	no-stakes	manner—students	

received	grades	for	completing	surveys,	but	their	survey	responses	were	not	evaluated,	whereas	all	

student	writing	was	evaluated	for	course-related	purposes.	Following	the	completion	of	all	surveys,	

I	developed	follow-up	questions	for	students	who	demonstrated	a	key	pattern	of	response	or	a	

unique	perspective	regarding	rural	literacies;	these	follow-up	questions	applied	to	English	102	

students,	too.	To	request	follow-up	interviews	for	more	in-depth	questions,	which	were	based	on	

students’	survey	responses,	I	contacted	students	directly.	Following	all	data	collection	via	surveys	

and	interviews,	I	analyzed	results	to	identify	patterns	and/or	unique	perspectives	in	the	survey	

responses.	Using	my	research	questions	as	guides,	I	examined	the	data	in	relation	to	my	questions.	

Please	refer	to	Chapter	3	for	detailed	analysis.	

Surveys 

For	the	English	101:	Composition	I	and	English	235:	Technical	Writing	courses,	I	developed	

and	conducted	three	surveys:	one	each	administered	at	the	beginning,	middle,	and	end	of	the	

Winter	2016	quarter	(see	Appendix	D:	Survey	Questions);	English	102	students	were	not	subject	to	
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surveys.	To	obtain	a	high	number	of	responses	to	surveys,	I	conducted	surveys	during	class	time.	By	

scheduling	class	in	a	computer	lab,	I	ensured	that	all	students	had	access	to	the	surveys	as	they	

were	conducted	through	Survey	Monkey,	a	browser-based	survey	tool	and	database.	Prior	to	this	

research,	I	pre-tested	the	curricula	and	survey	questions	in	my	English	101	courses.	

All	surveys	addressed	issues	of	literacy	in	both	personal	and	academic	lives	to	better	

understand	how	students	understood	their	knowledge	and	knowledge	development.	To	develop	

surveys,	I	learned	about	survey	design	from	Elizabeth	Chiseri-Strater	and	Bonnie	S.	Sunstein’s	What	

Works?	A	Practical	Guide	for	Teacher	Research	and	my	dissertation	committee.	By	first	revisiting	to	

my	research	questions,	I	established	what	I	wanted	to	learn	from	students	through	the	surveys.	

Following,	I	crafted	baseline	questions	for	the	first	survey,	determined	which	questions	to	repeat	in	

the	second	and	third	surveys.	I	then	developed	additional	questions	for	subsequent	surveys	to	

examine	concepts	scaffolded	within	the	course	activities	and	assignments.	For	instance,	I	asked	

questions	about	students’	background	on	literacy	in	terms	of	personal	and	scholastic	practices,	

such	as	their	daily	interactions	with	and	views	about	literacy.	Additionally,	l	asked	questions	about	

how	the	literacy	practices	students	identified	were	formed	by	and	cultivated	in	their	hometown	

communities.		

The	first	literacy	survey	established	a	basic	context	for	literacy,	including	everyday	reading	

and	writing	practices,	and	addressed	students’	everyday	technology	use.	Additionally,	the	survey	

asked	students	to	consider	how	their	home	communities	could	be	identified	as	rural,	suburban,	or	

urban,	and	how	literacy	and	community	were	connected.	Literacy	Survey	II	asked	students	to	

revisit	their	conceptions	of	literacy	and	technology	in	their	everyday	lives,	but	it	developed	on	this	

concept	to	include	considerations	of	how	literacy	is	relevant	in	different	aspects	of	their	non-

academic	lives,	including	their	interpersonal	relationships	and	work.	This	survey	also	asked	

students	to	delve	more	deeply	into	describing	and	understanding	the	connections	between	literacy	

and	their	home	communities.	Literacy	Survey	III	again	revisited	issues	of	literacy	and	technology	in	
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everyday	lives	and	home	communities,	but	it	added	more	depth	to	each	question	by	including	

follow-up	questions.	Also,	this	survey	included	many	questions	regarding	their	participation	in	

their	English	course	to	examine	how	the	class	affected	their	understandings	of	literacy.	Lastly,	this	

third	survey	was	the	longest	survey	because	it	included	questions	to	establish	demographic	data.	

For	all	survey	questions	and	the	survey	design,	please	refer	to	Appendix	D:	Survey	Questions.		

Following	the	administration	of	each	survey,	I	quickly	reviewed	survey	responses.	During	

this	process,	I	looked	specifically	for	patterns	and	themes	in	responses,	as	well	as	outlying	

responses	to	the	patterns	or	themes.	Though	students	identified	themselves	at	the	end	of	each	

survey,	I	did	not	connect	names	with	survey	response	numbers;	rather,	I	analyzed	responses	either	

as	an	aggregate—all	responses	at	once—or	by	anonymously	numbered	responses	(e.g.,	Response	1	

to	Question	1.	At	the	study’s	conclusion	(and	conclusion	of	school	terms),	I	connected	students’	

individual	progression	of	responses	across	all	three	surveys.	For	future	work,	I	could	work	with	

students’	individual	responses	to	surveys	in	connection	to	their	written	as	case	studies.		

Interviews 

I	developed	follow-up	questions	for	students	who	demonstrated	a	key	pattern	of	responses	

or	unique	perspective	in	survey	responses	and	in	coursework.	When	choosing	interview	

participants,	I	selected	students	who	demonstrated	significant—or	potential—engagement	of	rural	

literacies	in	their	coursework	and/or	survey	responses	and	had	given	consent	to	participate	in	my	

study.	I	conducted	these	interviews	at	the	end	of	Spring	2016,	at	or	following	completion	of	all	

courses	subject	to	this	study	(see	Appendix	E:	Interview	Questions).	To	contact	students,	I	reached	

out	individually	via	email	and,	if	needed,	Canvas	(CBC’s	course	management	system)	messaging	to	

request	follow-up	interviews.		

Every	interview	included	a	set	number	of	questions	that	addressed	the	following	issues:	

literacy;	community	and	literacy;	technology	and	literacy/community;	education	and	college;	and	

teachers	and	pedagogy.	Where	survey	questions	ended,	interview	questions	added	in-depth	and	
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nuanced	questions	to	delve	into	students’	individual	perspectives.	In	particular,	the	interviews	

focused	in	on	participants’	experience	with	education,	including	their	goals	for	college	and	support	

for	careers	in	connection	with	their	engagement	of	rural	literacies	and	rural-area	backgrounds.	

Because	the	format	of	an	interview,	participants	were	able	to	respond	in	full	detail,	whereas	many	

had	curtailed	written	responses	because	of	the	time	or	effort	required	to	respond;	speaking	was	

easier.	Furthermore,	because	I	conducted	all	interviews	in	my	office	and	on	an	individual	basis,	

there	was	a	lower-stakes	feeling	to	each—that	is,	there	was	less	of	a	connection	to	the	evaluative	

nature	of	class.	For	all	interview	questions,	please	see	Appendix	E:	Interview	Questions.3		

Conclusion: Completing the Study and Next Steps 
Over	two	school	terms	at	Columbia	Basin	College,	I	conducted	my	multi-methodological	

study	using	teacher	research	practices.	For	this	project,	I	took	an	ethnographic	approach	to	teacher	

research	practices	by	developing	course	curricula,	collecting	students’	written	materials,	

documenting	daily	activities,	and	observing,	surveying,	and	interviewing	subjects.	I	taught	five	

different	classes	and	recorded	responses	from	107	consenting	participants,	all	writing	students	

enrolled	in	English	101:	Composition	I,	English	102:	Composition	II,	and	English	235:	Technical	

Writing.	In	these	classes,	I	observed	students	in	class	as	they	participated	in	daily	activities,	from	

lessons	to	writing	workshops.	Also,	I	collected	student’s	written	materials,	from	daily	writing	to	

final	essays.	Lastly,	I	all	participants	completed	three	surveys	and	I	interviewed	several	students.	

Overall,	the	goal	of	this	study	was	to	better	understand	rural	and	rural-area	student	writers’	

knowledge	developed	in	home	communities—their	rural	literacies—and	to	apply	this	

understanding	to	composition	and	technical	writing	pedagogy	and	curriculum	development.	By	

																																																													

3	Based	on	students’	participation	in	courses,	surveys,	and	interviews,	there	was	a	possibility	for	
following	individual	students	on	a	long-term	basis	as	case	studies.	All	students	who	participated	in	interviews	
agreed	to	be	contacted	for	future	research.	At	this	time,	though,	I	have	not	yet	established	case	studies	for	this	
study.	
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focusing	and	developing	my	study	using	the	discussed	frames	and	methods,	my	study	addressed	my	

research	questions.	As	a	result	of	this	study,	I	have	an	array	of	data	from	student	participants—

rural	and	rural-area	students’	voices,	perspectives,	and	arguments—and	from	my	own	observations	

and	participation	in	this	study	that	speak	to	issues	of	rural	literacies	as	a	concept,	students’	

application	and	engagement	of	their	literacies	in	writing	courses,	and	teaching	composition	and	

technical	writing	at	rural-serving	colleges.	
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CHAPTER 3 
 
RESEARCH RESULTS AND ANALYSIS, PART 1 

	

Introduction 
In	this	chapter,	I	will	report	data	from	the	multi-methodological	teacher	research	study	on	

rural	literacies	that	I	conducted	in	2016	at	Columbia	Basin	College	in	Pasco,	Washington.	I	will	also	

provide	preliminary	analysis	of	the	data	and	preliminary	conclusions.	As	follows,	there	are	three	

major	parts	of	the	study:	Covered	in	this	chapter	are	surveys	and	assignments	for	English	101	

courses	(Technical	Writing	courses	were	also	included	in	the	surveys	and	data	collection.	However,	

in	preparing	to	present	the	data,	these	data	were	not	fully	relevant	and	connected	to	this	current	

project,	but	I	will	present	it	on	a	future	project.).	A	preliminary	look	at	conclusions	from	survey	data	

and	writing	assignments	in	English	101	classes	shows	the	ways	students	develop	an	understanding	

of	literacy	as	directly	related	to	the	recognition	of	their	own	literacies.	Moreover,	the	data	show	

patterns	of	how	students	recognize	their	home	communities	as	key	to	learning	and	practicing	

literacy.		

The	purpose	of	this	chapter	is	to	provide	focused	insight	into	results	and	data	from	surveys	

and	writing	assignments	with	brief	analysis	and	conclusions.	In	sum,	this	chapter	includes	three	

surveys	and	four	major	writing	assignments	from	English	101.	Data	from	the	three	surveys	and	

three	writing	assignments	will	be	reported	in	this	chapter;	due	to	limitations	in	study	timing,	one	

assignment	will	not	be	included	in	the	study	data.	In	combination	with	study	elements	covered	in	

Chapter	4,	English	102	assignments	and	interviews	with	individual	students,	the	analyses	and	

conclusions	in	this	chapter	will	guide	my	discussion	of	best	practices	for	a	(redefined)	rural	

literacies	composition	curricula	in	Chapter	5.		
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Study Part 1: English 101 Surveys and Assignments  
The	first	part	of	this	multi-methodological	teacher	research	study	involved	multiple	

methods	of	study	for	data	collection,	including	surveys,	collection	of	student	writing,	and	

observation,	including	taking	note	of	daily	activities,	discussions,	and	writing.	The	participants	of	

this	study	encompassed	English	101:	Composition	I	classes,	which	included	two	classes	with	a	total	

of	44	students	who	consented	to	participate	in	the	study	and	completed	the	course.	Each	student	

responded	to	three	surveys,	chronologically	named	Literacy	Survey(s)	I,	II,	and	III.	Interspersed	

between	surveys	were	major	writing	assignments,	including	a	rhetorical	analysis	essay	and	two	

argument	essays.	Data	from	all	three	surveys	and	the	aforementioned	essays	will	be	presented	and	

analyzed	in	this	chapter.	As	this	study	was	designed	as	qualitative,	I	include	a	mix	of	qualitative	

data	and	quantitative	data	statements	throughout.	Through	this	method,	I	intend	to	demonstrate	

that	quantitative	data	in	this	section	were	collected,	but	not	all	is	necessary	for	analysis	and	

discussion	as	it	does	not	contribute	substantially.	Additionally,	some	data	cannot	be	quantified	as	a	

result	of	observation	of	patterns	without	numeric	data	collection.	There	were	additional	major	and	

minor	writing	assignments,	included	in	the	appendix,	but	the	data	from	these	assignments	will	not	

be	discussed	in	this	chapter.	(Additionally,	participants	in	Technical	Writing	courses	also	completed	

surveys	for	Study	Part	1;	however,	these	data	will	not	be	covered.)	The	first	part	of	this	chapter	will	

include	data	and	preliminary	analysis	from	the	following	parts	of	the	study:		

• Literacy	Survey	I	

• Rhetorical	Analysis	Essay	of	“Hidden	Intellectualism”		

• Literacy	Survey	II	

• Argument	Essay	on	digital	literacies	

• Argument	essay	on	literacy	in	communities	

• Literacy	Survey	III	
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Literacy Survey I  

The	purpose	of	the	first	literacy	survey	was	set	to	establish	a	baseline	of	students’	

understanding	of	literacy,	including	everyday	reading	and	writing	practices,	prior	to	engaging	in	the	

writing	lessons.	Also,	the	purpose	of	the	literacy	survey	was	to	establish	definitions	of	literacy,	

rural,	community,	and	technology,	as	well	as	identify	and	contextualize	students’	literacies—that	

students	have	literacies	as	defined	by	scholarship	or	that	these	literacies	exist	in	unique	ways	that	

add	to	our	established	definitions	of	literacy.	Additionally,	the	survey	addressed	students’	everyday	

technology	use;	students’	consideration	of	how	their	home	communities	could	be	identified	as	

rural,	suburban,	or	urban;	and	how	students	saw	connections	between	literacy	and	community,	

including	in	their	own	home	communities.		

Initially,	I	intended	to	conduct	this	survey	during	the	first	week	of	class,	prior	to	any	lessons	

on	literacy.	However,	due	to	timeline	limitations	(awaiting	IRB	approval),	I	administered	the	survey	

on	the	first	day	of	the	fifth	week	of	classes	(Monday,	February	1,	2016)	following	students’	

completion	of	the	course’s	first	essay,	a	literacy	narrative.	The	survey	was	conducted	during	class	

time	in	an	on-campus	library	computer	lab,	and	a	total	of	42	participants	completed	the	survey.	

(Note:	Prior	to	Survey	I,	students	composed	a	personal	literacy	narrative	and	analysis	essay.	This	

assignment	took	place	during	the	first	three	weeks	of	the	course,	and	this	assignment	focused	on	

personal	experiences	with	literacy.	During	these	three	weeks	of	lessons	and	the	writing	process,	the	

class	was	introduced	to	the	concept	of	literacy	and	we	began	to	discuss	literacy	as	a	larger	process	

of	meaning-making	and	communication.)	

Selected Survey Questions and Responses 

By	asking	all	questions	of	this	initial	survey,	I	first	wanted	to	know	if	the	definition	of	

literacy	surprised	students	or	if	they	were	comfortable	with	it.	Additionally,	survey	questions	were	

designed	to	help	me	see	how	participants	responded—if	there	were	general	patterns	or	trends	in	

responses,	if	students	were	surprised	by	questions	or	definitions,	and	if	there	were	significant	
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outliers	in	the	response	data.	This	section	will	cover	questions	and	responses	that,	during	the	

course	of	the	study,	emerged	as	noteworthy—unique,	surprising,	or	unusual	relative	to	my	research	

questions—to	the	overall	study	design	and	purpose,	as	well	as	demonstrative	of	patterns	of	student	

learning	or	understanding	or	displayed	remarkable	perspectives	regarding	rural	literacies.	Below	

are	selected	questions	and	responses	from	the	first	survey	(Note:	The	entirety	of	this	literacy	

survey	may	be	found	in	Appendix	D:	Survey	Questions):	

• 6.	Thinking	about	the	personal	and	scholastic	applications	of	literacy,	why	do	you	think	

literacy	matters?	

• 7.	Considering	the	definition	of	technology	above,	do	you	believe	technology	is	part	of	your	

literacy?	

• 10.	With	these	ideas	of	literacy	in	mind,	on	a	scale	of	1-10,	with	10	being	the	most	literacy	

and	1	being	least	literate,	how	would	you	rank	your	hometown	community	in	terms	of	

literacy?	

• 11.	Describe	your	hometown:	Rural	(less	than	2,500	people),	Suburban	(2,500-50,000	

people),	Urban	(50,000	or	more	people).	

• 12.	Before	taking	this	class,	which	focuses	on	literacy	and	literacy	practices,	had	you	

thought	about	your	own	literacy	as	a	relevant	and	contributing	factor	to	your	success	in	

everyday	life	outside	of	school	settings?	

Thinking about the personal and scholastic applications of literacy, why do you think literacy matters? 

To	answer	question	6,	“Thinking	about	the	personal	and	scholastic	applications	of	literacy,	

why	do	you	think	literacy	matters?”	students	referred	to	the	Merriam-Webster	Dictionary	definition	

of	literacy:	“the	ability	to	read	and	write;	knowledge	that	relates	to	a	specified	subject.”	The	largest	

pattern	of	responses	included	references	to	“everyday	life”	or	similar	terms,	where	nine	students	

stated	that	literacy	was	used	in	their	“every	day,”	“everyday,”	or	“daily”	lives.	For	example,	one	

participant	stated,	“because	literacy	is	the	understanding	and	comprehension	of	how	things	work	
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so	we	use	in	[sic]	in	day	to	day	life.”	In	class,	students	discussed	the	multitude	of	ways	we	read	and	

write	on	a	daily	basis,	far	beyond	reading	and	writing	books	and	essays.	This	non-academic	concept	

of	reading	and	writing	shocked	students,	as	they	often	took	for	granted	their	everyday	reading	and	

writing	abilities,	which	include	schoolwork	(e.g.,	taking	notes,	sitting	exams,	math	homework,	and	

reading	books	and	writing	essays)	to	everyday	tasks	and	entertainment	(e.g.,	reading	road	signs,	

using	a	smartphone,	making	grocery	lists).	This	pattern	shows	that	students	are	aware	of	cultural	

and	economic	values	of	literacy	in	our	society,	not	only	in	school,	but	also	in	daily	life.		

This	leads	to	a	second	pattern	as	seen	when	eleven	students	noted	that	literacy	was	

important	for	“communication”	or	“to	communicate.”	That	everyday	reading	and	writing	was	all	

about	communication—communicating	messages	and	meanings	between	and	among	people	

through	various	media	and	technologies.	A	few	students	stated	that	literacy	was	important	for	

“expression”	or	“expressing	myself.”	Expression	is	an	important	key	word	in	these	responses	

because	of	the	language	arts	background	many	students	bring	with	them	to	college.	In	high	school	

language	arts	and	literature	classes,	self-expression	is	often	a	practice	or	theme,	particularly	with	

discussions	of	poetry	or	reading	responses	to	literature.	Even	if	literature	students	see	literature	as	

dated	in	our	technological	and	modern	society,	composition	courses	often	see	students	looking	for	

means	of	expression,	whether	through	creative	writing	or	strong	argument—or	both.		

A	third	pattern	in	responses	to	question	6	showed	connection	of	literacy	and	“success,”	

particularly	because	literacy	demonstrates	“intelligence”	or	“intellect.”	For	five	students,	success	

was	a	key	component	to	discussing	literacy,	particularly	in	terms	of	intelligence	or	ability:	“Literacy	

matters	because	without	it	you	probably	wouldn’t	be	able	to	succeed	in	anything,	[sic]	because	of	

the	fact	that	literacy	is	being	able	to	do	something.”	Without	literacy,	one	cannot	be	successful	in	

modern	society,	according	to	respondents.	Clearly,	literacy	is	a	key	feature	to	social	or	cultural	

schemas	of	success.	Though	intelligence	was	a	keyword	related	to	literacy	and	success,	few	

students	connected	literacy	with	the	term	“knowledge”	specifically,	save	a	few	key	responses,	such	
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as,	“Scholastic	literacy	might	be	a	true	path	for	knowledge.”	At	this	point	in	the	class,	literacy	and	

knowledge	were	new	terms	that	most	students	did	not	yet	see	connected	on	their	own,	though	this	

was	a	future	goal	in	the	course.	However,	many	students	connected	literacy	as	meaningful	for	

learning,	though	this	may	have	been	led	by	the	question’s	wording	which	included	“scholastic	

applications.”	To	most	students,	literacy	equals	reading	and	writing	skills,	which	are	key	to	

succeeding	in	school	and,	later,	careers.	Reading	and	writing	helps	to	succeed	in	school	classes,	

including	English	courses.	In	sum,	an	important	(though	unedited!)	response	concisely	stated,	

“Because	life	its	[sic]	a	daily	learning	process.”	This	response	perfectly	situates	this	student	in	the	

course	trajectory,	both	in	terms	of	the	open-minded	approach	to	learning	and	literacy	and	the	early	

connection	of	everyday	life	as	a	process	of	learning	and,	as	many	respondents	noted,	

communication.		

Considering the definition of technology above, do you believe technology is part of your literacy? 

To	answer	question	7,	“Considering	the	definition	of	technology	above,	do	you	believe	

technology	is	part	of	your	literacy?”	all	students	referred	to	the	Merriam-Webster	Dictionary	

definition	of	technology	provided	for	them	in	the	survey:	“the	use	of	science	in	industry,	

engineering,	etc.,	to	invent	useful	things	or	to	solve	problems;	a	machine,	piece	of	equipment,	

method,	etc.,	that	is	created	by	technology.”	In	response	to	this	question,	one	hundred	percent	of	

respondents	answered	“Yes.”	To	follow	up,	question	8	asked,	“If	you	answered	yes,	explain	why	you	

believe	technology	is	part	of	your	literacy	and	how	it	is	used.”	In	response	to	how	technology	is	a	part	

of	their	literacy,	students	primarily	referred	to	their	computers	and	smartphones	as	technology,	

including	using	a	smartphone	for	various	applications	such	as	social	media	and	reading,	as	well	as	

working	on	academic	tasks	using	a	computer	or	smartphone	and	using	the	internet	to	access	and	

read	materials.	Succinctly,	one	student	stated,	“Using	technology	is	using	skills,”	while	another	

expanded	on	this	literacy:	“well,	literacy	is	just	the	ability	to	comprehend	a	subject.	so	[sic]	if	you	
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know	how	to	use	technology	then	you	are	literate	in	that	area.”	This	student	was	describing	digital	

or	technological	literacies,	though	we	had	not	yet	discussed	these	literacies	in	class.		

On	their	own,	many	students	began	to	apply	the	broader	concepts	of	literacy—“the	ability	

to	comprehend	a	subject”—with	other	subjects	than	reading	and	writing,	such	as	technology.	

Seventeen	students	were	more	specific	about	how	they	use	both	technology	and	literacy;	for	

example,	one	detailed,	“We	use	the	internet	at	all	the	times	to	learn	new	thing	[sic]	such	as	recipes,	

exercise	routine,	news,	etc…”	and	“I	learned	how	to	speak	in	english	[sic]	through	a	tv.”	Patterns	

exhibited	in	response	to	question	6,	like	literacy,	learning,	and	everyday	activities	are	connected	to	

technology,	and	well	as	communication	and	technology.	Other	students	thought	outside	the	

internet	and	computer-and-smartphone	boxes	to	apply	technology	to	literacy.	For	instance,	one	

student	explained,	“I	am	very	handy	when	it	comes	to	‘hillbilly	rigging’	things	in	a	pinch.	This	is	

absolutely	a	form	of	technology,	using	whatever	is	at	your	disposal	to	solve	a	problem.”	As	defined	

for	the	question,	technology	could	be	engineering	or	machinery	used	to	solve	problems	and,	though	

much	of	our	society’s	conversations	about	technology	refer	to	digital	technologies,	this	student	

recognized	the	larger	(and	pre-digital)	definition	of	technology	and	problem-solving.	What	this	

student	calls	“hillbilly	rigging”	might	be	an	offensive	(or	endearing,	depending	on	who	is	saying	

“hillbilly”)	phrase,	but	clearly	this	student	is	proud	of	the	ability	to	use	available	materials	to	solve	

problems.	Importantly,	this	student	sees	how	this	is	literacy.		

With these ideas of literacy in mind, on a scale of 1-10, with 10 being the most literacy and 1 being least 

literate, how would you rank your hometown community in terms of literacy? 

For	question	10,	“With	these	ideas	of	literacy	in	mind,	on	a	scale	of	1-10,	with	10	being	the	most	

literacy	and	1	being	least	literate,	how	would	you	rank	your	hometown	community	in	terms	of	

literacy?”	students	responded	using	a	Likert	scale.	The	weighted	average	was	6.62,	approximately	

two-thirds	of	the	way	toward	“Most	literate”	from	“Least	literate.”	The	majority	of	students,	52%,	

split	evenly	across	“7”	and	“8,”	with	eleven	students	choosing	each	point.	One	third,	33%,	split	
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evenly	across	“5”	or	“6”	on	the	scale,	with	seven	students	choosing	each	point.	(See	Figure	2,	

below.)	

	

Figure	2.	With	these	ideas	of	literacy	in	mind,	on	a	scale	of	1-10,	with	10	being	the	most	literacy	and	1	

being	least	literate,	how	would	you	rank	your	hometown	community	in	terms	of	literacy?	

While	this	scale	shows	that	many	respondents	questioned	the	literacy	levels	of	their	

hometown	communities,	it	also	clearly	shows	that	students	do	not	see	their	communities	as	

illiterate.	This	may	seem	an	obvious	response—residents	who	are	literate	do	not	see	their	

communities	as	the	opposite	or	they	may	not	want	to	paint	their	home	communities	with	the	broad	

brush	of	illiteracy.	That	said,	this	response	for	an	initial	survey	is	notable	because	of	the	stereotypes	

and	assumptions	urban	residents	may	have	regarding	rural	or	non-urban	areas	as	illiterate	or	

without	knowledge.	These	stereotypes	are	noted	by	scholars	(e.g.,	Donehower,	Hogg,	and	Schell)	as	

a	reason	behind	rural	students’	struggle	in	college,	and	yet,	at	least	initially,	students	surveyed	did	

not	agree	with	this	characterization	of	their	home	communities.	Even	so,	this	may	also	point	to	a	

lack	of	understanding	of	literacy	as	a	concept,	something	that	students	would	develop	throughout	

their	term	in	English	101.		

Describe your hometown: Rural (less than 2,500 people), Suburban (2,500-50,000 people), Urban (50,000 

or more people). 

Following	respondents’	ranking	of	their	hometown	communities’	literacy	level,	question	11	

asked	students	to	“Describe	your	hometown:	Rural	(less	than	2,500	people),	Suburban	(2,500-50,000	
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people),	Urban	(50,000	or	more	people).”	Purposefully	following	the	previous	question	about	

communities	as	literate,	these	descriptions	then	asked	participants	to	categorize	their	hometowns.	

The	students’	responses	included	the	following,	as	seen	in	Figure	3:	17%	chose	“Rural,”	52%	chose	

“Suburban,”	and	31%	chose	“Urban.”	(As	a	note,	each	of	these	descriptions	relied	on	the	US	Census	

markers	for	Urban	and	Suburban,	with	all	other	populations	counting	as	Rural.)		

	

Figure	3.	Describe	your	hometown:	Rural	(less	than	2,500	people),	Suburban	(2,500-50,000	people),	

Urban	(50,000	or	more	people).	

The	reporting	of	this	response	was	unexpected,	as	in	class	most	students	had	described	

their	hometowns	as	rural	and	only	a	few	considered	the	Tri-Cities	to	be	an	urban	area.	That	said,	

the	shift	from	a	cultural	and	social	description	of	a	town	as	rural	differs	greatly	from	the	US	Census	

categorization	using	population	numbers.	Few	towns	with	less	than	2,500	people	have	high	schools,	

for	instance,	and	each	of	the	major	cities	in	the	Tri-Cities	have	a	population	of	over	50,000	

residents.	Therefore,	the	numerical	categorization	did	not	appear	to	match	students’	verbal	

descriptions	of	their	hometowns,	which	provides	a	point	of	dissonance—through	language,	

students	describe	themselves	as	rural	and	suburban	at	a	higher	level	than	the	US	Census	numbers	

describe.	Rather	than	following	the	numbers,	students	described	their	hometowns	based	on	the	

language	they	connect	with	them.		
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Before taking this class, which focuses on literacy and literacy practices, had you thought about your own 

literacy as a relevant and contributing factor to your success in everyday life outside of school settings? 

The	last	question	in	the	first	literacy	survey,	question	12,	asked	students,	“Before	taking	this	

class,	which	focuses	on	literacy	and	literacy	practices,	had	you	thought	about	your	own	literacy	as	a	

relevant	and	contributing	factor	to	your	success	in	everyday	life	outside	of	school	settings?”	Fifty-six	

percent	responded	“Yes,”	and	44%	responded	“No,”	which	is	nearly	a	split	response	of	students,	as	

shown	in	Figure	4.		

	

Figure	4.	Before	taking	this	class,	which	focuses	on	literacy	and	literacy	practices,	had	you	thought	about	

your	own	literacy	as	a	relevant	and	contributing	factor	to	your	success	in	everyday	life	outside	of	school	settings?	

As	a	follow	up,	students	were	asked	to	“Please	explain	your	answer.”	Students	who	

responded	“Yes”	often	indicated	that	they	were	reading	and	writing	in	their	everyday	lives	prior	to	

this	class	or	that	they	had	a	previous	class	that	discussed	literacy,	such	as,	“Yes	Literacy	[sic]	has	

had	a	huge	impact	in	my	everyday	life,	without	literacy	I	would	probably	not	be	where	I	am	today.”	

More	specifically,	one	student	wrote,	“Yes	I	have.	I’ve	always	wanted	to	be	intelligent	so	I	would	

look	up	words	in	the	dictionary	when	I	would	come	upon	a	word	that	I	do	[sic]	not	recognize.	And	I	

would	use	the	thesaurus	to	look	at	other	words	that	mean	the	same	thing	in	order	to	broaden	my	

vocabulary.”	Responses	such	as	this	one	link	back	to	early	questions	in	the	survey,	including	those	

reported	on	at	the	beginning	of	this	section.	Instances	of	literacy	in	connection	with	everyday	life,	

intelligence,	and	success	reoccurred	often,	and	students	connected	these	clearly.		
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However,	not	all	responses	recognized	the	nuances	of	“before	taking	this	class”	and	“outside	

of	school	settings,”	and	six	students	responded	that	literacy	was	important	to	success	in	school.	

Additionally,	three	students	explained	how	they	had	thought	about	literacy	as	relevant	in	their	

everyday	lives	before	this	class,	so	not	all	responses	clearly	showed	prior	understanding	versus	

development	of	understanding	as	a	result	of	the	first	few	weeks	of	class.	In	contrast	to	students	who	

responded	“Yes,”	students	who	responded	“No”	often	wrote	frank	and	openly	honest	answers,	

including	responses	such	as,	“Before	this	class	I	had	not	known	about	my	literacies”	and,		

I	always	thought	I	was	a	literate	person,	but	when	I	enrolled	on	[sic]	this	class	it	taught	me	

to	really	think	what	I’m	literate	in	or	about.	I	have	thought	more	in	depth	about	subjects	and	

situations	that	I	have	made	me	the	literate	person	that	I	am.		

These	students	displayed	pride	in	what	they	had	already	learned	about	literacy	in	this	English	101	

class,	and	they	were	recognizing	themselves	as	highly	literate	people,	though	these	literacies	would	

be	categorized	as	literacies	in	addition	to	reading	and	writing.	The	responses	in	this	section	of	the	

survey	showed	a	positive	learning	trajectory	for	the	course	and	an	open-minded	attitude	toward	

literacy	development,	as	well	as	learning	about	one’s	own	literacies	and	factors	that	affect	and	

contribute	to	those	literacies.		

Following	the	first	literacy	survey,	students	began	work	on	a	rhetorical	analysis	essay,	

detailed	in	the	following	section.		

Writing Assignment: Rhetorical Analysis Essay of “Hidden Intellectualism” 

For	the	study,	the	second	major	writing	assignment	in	the	curriculum	was	a	rhetorical	

analysis	essay	on	the	article	“Hidden	Intellectualism”	by	Gerald	Graff.	(The	first	major	writing	

assignment	was	a	literacy	narrative	and	analysis	essay	where	students	identified	and	analyzed	a	

literacy	event	in	their	lives.	Though	a	valuable	assignment,	reporting	of	this	assignment	will	be	

deferred	in	this	chapter	because	the	students	wrote	their	literacy	narrative	and	analysis	essays	

prior	to	the	first	literacy	survey.	Please	see	Appendix	A:	Course	Curriculum	Materials	for	English	
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101:	Composition	I	for	details	on	the	assignment.)	For	this	rhetorical	analysis	essay,	students	

analyzed	Gerald	Graff’s	article	“Hidden	Intellectualism”	and	examined	ways	Graff	argues	for	“non-

traditional”	knowledge	or	“hidden	intellectualisms”	using	specific	rhetorical	strategies.	When	

writing	this	analysis	essay,	the	intent	was	for	students	to	develop	a	greater	understanding	of	

literacy	and	move	from	traditional	or	basic	ideas	of	literacy	(i.e.,	reading	and	writing	alphanumeric	

language)	to	a	broader	meaning	(i.e.,	reading	and	writing	the	world,	such	as	music,	sports,	

technologies,	communities)	by	analyzing	how	Graff	argues	for	“hidden	intellectualism.”	Thorough	

careful	rhetorical	analysis	of	Graff’s	article,	student	participants	also	practiced	analyzing	how	and	

why	authors	make	arguments	using	varied	and	specific	rhetorical	strategies,	including	Aristotelian	

appeals	of	ethos,	pathos,	logos,	and	kairos	within	their	rhetorical	situations,	as	well	as	arguing	why	

these	rhetorical	choices	are	effective	or	not.	

In	the	assignment	sheet	for	this	essay,	instructions	guided	students	through	the	entire	

writing	process,	from	invention	through	drafting	to	revision	(the	entire	assignment	sheet	is	

available	in	Appendix	A:	Course	Curriculum	Materials	for	English	101:	Composition	I).	As	part	of	

their	invention	processes,	students	considered	Graff’s	argument	and	were	asked	to	respond	to	the	

article:	“How	does	this	connect	to	you?	Why	does	this	matter	in	your	literate	life?”	Following	this	

initial	practice	of	reader	response,	ideas	which	were	also	explored	in	class	through	daily	writing,	

students	examined	how	the	article	affected	themselves	and	their	communities.	By	immediately	

connecting	the	article	to	their	personal	lives,	this	step	prompted	students	to	both	examine	the	

literacy	concepts	in	the	article	and	analyze	themselves	as	potential	audience	members.	Additional	

instructions	prompted	analysis	of	the	article’s	rhetorical	situation	and	Graff’s	use	of	rhetorical	

strategies,	which	not	only	required	practice	of	rhetorical	analysis,	but	also	examination	of	the	

concepts	at	both	the	levels	of	concepts	and	language.	By	delving	deeply	into	this	article	on	their	

own	and	in	class	activities,	students	thoroughly	explored	this	concept	of	literacy	through	the	lens	of	

rhetorical	analysis.		
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Excerpts from Participants’ Rhetorical Analysis Essays on “Hidden Intellectualism” 

This	rhetorical	analysis	essay	provided	the	opportunity	for	students	to	both	practice	their	

rhetorical	analysis	skills	and	fully	engage	with	Gerald	Graff’s	article	“Hidden	Intellectualism.”	

Throughout	their	essays,	students	did	just	this—engage	with	the	rhetorical	analysis	essay	genre	

and	connect	their	analyses	of	the	concept	of	hidden	intellectualism	to	their	personal	and	individual	

lives,	as	I	will	show	in	the	following	analysis.		

Analysis of Hidden Intellectualism in the at Home and in the “Real World”  

In	their	essays,	three	patterns	of	the	“real	world”	emerged	in	students’	essays.	First,	there	

was	a	demonstrated	understanding	of	Gerald	Graff’s	argument	by	writing	summaries	of	Graff’s	

essay	and	rhetorical	situation,	including	his	purpose,	in	students’	essays.	For	instance,	one	student	

stated,	“Graff	firmly	believes	that	intellectualism	isn’t	just	about	academics	and	what	you	learn	in	

school,	but	also	what	you	learn	outside	of	the	school	walls,	in	the	real	world.”	This	concept	of	

knowledge	developed	in	daily	life	that	is	not	clearly	visible	and	valued	in	academic	contexts—one’s	

hidden	intellectualism—was	a	key	addition	to	the	courses’	continued	discussions	of	literacy	

developed	in	homes,	hometowns,	and	home	communities,	both	urban	and	rural	in	nature.	To	

students,	“home”	was	the	“real	world,”	whereas	school	was	an	academic	institution	existing	outside	

of	or	in	addition	to	the	real	world.		

Secondly,	there	was	a	pattern	where	students	recognized	that	hidden	intellectualism	was	

more	than	academic	knowledge	but	did	not	categorize	it	in	black	and	white	terms	of	inside	or	

outside	of	school.	For	example,	one	student	noted,	“Graff	learned	that	being	a	smart	person	doesn’t	

just	mean	that	you	are	good	in	school.	It	could	mean	that	you	are	just	smart	in	different	ways.”	This	

analysis	shows	a	clearer	understanding	of	Graff’s	point,	that	intellectualism	is	not	a	single	way	of	

knowing	or	thinking,	but	rather	it	is	multifaceted,	and	students	are	multi-literate,	as	we	discussed	

in	class.		
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Thirdly,	students	demonstrated	a	pattern	of	analysis	of	Graff’s	argument	by	showing	an	

understanding	of	Graff’s	argument	about	intellectualism—“hidden	intellectualism”	or	street	smarts.	

For	example,	one	student	argued,	

Throughout	the	reading	of	Hidden	Intellectualism	[sic],	Graff	never	once	makes	the	claim	

saying	that	book	smarts	are	more	important	than	street	smarts,	but	that	street	smarts	is	

another	type	of	intellectualism.	

Street	smarts,	another	term	used	by	Graff	to	describe	hidden	intellectualism,	was	a	very	real-world	

and	thus	popular	phrase	in	English	101.	Though	a	few	students	misread	Graff’s	argument	and	

determined	that	he	was	arguing	for	the	abolition	of	academics	and	a	school	curriculum	of	streets	

smarts,	the	majority	of	students	showed	that	hidden	intellectualism	and	street	smarts,	or	literacies	

developed	outside	of	school,	were	important	and	should	be	valued	in	academic	and	non-academic	

situations.	

Following	summaries	of	Graff’s	argument	in	their	own	essays,	another	common	move	

students	made	was	to	make	personal	connections	between	the	article	and	their	own	hidden	

intellectualism.	Eleven	students	directly	discussed	their	own	experiences	in	school,	including	one	

student	who	analyzed	personal	choices	regarding	academics:		

I	made	the	choice	to	go	to	college,	I	made	the	choice	to	get	good	grades,	I	am	able	to	make	

positive	choices	for	life	that	reflect	on	my	academic	life	through	having	had	conflict	which	

helped	me	to	critically	reason	how	I	define	my	own	intelligence.	School	never	taught	me	

that,	life	and	conflict	did.	I	understand	Gerald	Graff	in	the	Article	[sic]	Hidden	intellectualism	

[sic]	because	I	lived	it.	

By	recognizing	that	others	generally	defined	intelligence	for	students,	this	student	chose	instead	to	

define	intelligence	based	on	personal	experience.	For	this	student,	life	was	the	educator	and	school	

became	important	because	of	life	experience,	not	because	of	school	itself.		
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Additionally,	students	discussed	how	college	allowed	for	hidden	intellectualism	in	

coursework,	whereas	high	school	usually	quashed	it.	As	most	students	arrived	in	English	101	from	

high	school	(and	some4	were	still	in	high	school,	as	they	were	dual	enrollment	students),	this	

perspective	was	important	in	their	roles	as	audience	members	of	Graff’s	article.	One	student	noted,	

“Graff	talks	about	how	students	who	have	hidden	intellectualism	are	different,	not	in	a	bad	way	but	

in	a	unique	way,	in	a	way	that	should	be	recognized	by	schools	at	every	grade	not	just	high	schools	

or	colleges.”	Lucky	for	this	student,	high	school	allowed	for	hidden	intellectualism.		

Application of Hidden Intellectualism to School 

Following	connections	between	Graff	and	personal	lives,	all	but	multiple	students	

immediately	found	applications	to	their	school	and	their	experiences	in	academic	situations	and	

discussed	these	throughout	their	essays	and	in	the	conclusion,	in	particular.	By	the	end	of	their	

essays,	six	students	were	vocally	arguing	for	a	disruption	of	the	academic	status	quo	and	the	

installation	of	a	curriculum	of	hidden	intellectualism,	including	the	following	student	who	argued:	

“We	have	many	form	of	hidden	intellectualism	inside	of	us	waiting	for	it	to	be	brought	out.	All	we	

need	is	the	proper	guidance	in	school	districts	to	discover	this	hidden	intellectualism.”	While	some	

made	this	extreme	move	in	their	rhetorical	analysis	essays,	more	students	analyzed	this	idea	in	

terms	of	the	rhetorical	situation	and	Graff’s	purpose		

I	found	that	the	author’s(Graff)	[sic]	purpose	was	to	educate	others	that	all	knowledge	is	

good	even	street	smarts,	and	that	the	audience	is	students	that	believe	that	they	do	not	have	

what	it	takes	because	they	do	not	have	talent.	letting	[sic]	them	know	that	there	is	talent	

inside	of	them	and	that	teachers	are	trying	to	bring	that	talent	out	of	them.	

																																																													

4	It	is	not	possible	to	quantify	this	group	of	students,	as	college	privacy	rules	forbid	faculty	from	
asking	Running	Start	(dual	enrollment	high	school	and	college)	students	to	identify	themselves.	Even	so,	
Running	Start	students	often	volunteered	this	information	during	class	or	office	hours.		
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Furthermore,	through	their	analysis,	students	argued	that	Graff	was	effective	in	his	purpose.	

For	instance,	one	student	asserted,		

Graff	is	effective,	and	[sic]	has	me	thinking	of	my	certain	hidden	intellectualisms	that	I	

wasn’t	even	sure	I	had.	This	piece	really	did	interest	me	because	I	would	like	to	one	day	

become	a	teacher,	and	I	hope	to	try	to	implement	these	topics	Graff	is	talking	about.	

Not	only	does	this	student	make	moves	for	rhetorical	analysis,	but	also	shows	how	the	article’s	

purpose	and	content	affect	approaches	to	education	and	personal	and	career	goals,	as	well.	

Hidden Intellectualism and Student Success 	

Similar	to	the	connection	of	literacy	and	success	shown	in	the	literacy	survey,	nineteen	

students	made	a	connection	of	hidden	intellectualism	and	success	in	students’	rhetorical	analysis	

essays.	For	instance,	one	student	concluded,	“I	personally	think	you	need	both,	street	and	book	

smarts,	to	be	successful	in	this	life.”	Similarly,	another	student	connected	smarts	and	success:	“[…]	I	

have	come	to	the	conclusion	that	in	order	to	succeed	in	an	intellectual	world	we	need	to	obtain	both	

book	smarts	from	an	educational	setting	and	street	smarts	from	a	non-educational	setting	to	

succeed	[…].”	Again,	the	combination	of	street	smarts	(hidden	intellectualism)	and	book	smarts	

(knowledge	developed	in	academic	contexts)	lead	to	success.	By	writing	this	response,	this	student	

reached	a	conclusion	that	the	entire	course	curriculum	was	predicated,	a	conclusion	that	all	

students	should	have	reached	by	the	time	they	finished	the	course—literacies	developed	outside	of	

school	are	both	important	and	valuable,	both	inside	and	outside	of	academics.	

Additionally,	other	students	made	connections	between	hidden	intellectualism	and	success	

in	their	extracurricular	activities	and	jobs.	For	example,	one	student	reported:	

There	are	many	things	that	can	be	learned	outside	of	school	that	could	be	really	helpful	in	a	

job.	I	worked	this	summer	in	a	mechanic	shop	and	what	this	taught	me	is	that	there	are	

many	ways	too	[sic]	fix	a	problem	and	sometimes	you’re	going	to	have	to	think	outside	the	

box.	As	apposed	[sic]	to	in	schools	where	there	is	usually	only	one	way	to	solve	whatever	
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they	are	asking	you.	I’m	pretty	sure	someone	is	going	to	want	to	hire	me	if	I	can	think	

outside	the	box	instead	of	being	so	fixated	on	finding	just	one	way	to	answer	or	solve	

something.	

As	explored	in	the	first	literacy	survey,	technology	and	literacy	were	connected	for	problem-

solving,	and	this	student	showed	how	all	of	these	concepts	connected	personally—a	job	outside	of	

school	that	utilized	technology	and	unconventional	problem-solving	processes	to	develop	

knowledge,	the	sum	of	which	equal	hidden	intellectualism,	in	Graff’s	words.		

Disagreement with the Concept of Hidden Intellectualism 

While	most	students	engaged	enthusiastically	with	Graff’s	ideas	and	argument,	not	

everyone	agreed	with	Graff.	In	particular,	five	students	concluded	that	Graff	was	not	always	

effective	in	his	use	of	rhetorical	appeals,	such	as	his	appeals	to	logos,	as	he	often	relied	on	personal	

experience	as	evidence	over	facts	and	data	from	other	professional	sources.	Analyses	such	as	these	

were	highly	valuable	to	students’	confidence	in	their	critique	of	Graff	and	only	strengthened	their	

resolve	regarding	the	successful	aspects	of	his	article.	However,	a	few	students	found	conceptual	

problems	with	“Hidden	Intellectualism”	as	a	whole.	One	student	responded:		

I	support	the	views	presented	by	Graff	regarding	the	need	to	integrate	social	activities	into	

academic	intellectualism.	However,	I	do	not	agree	entirely	with	his	claim	that	emphasis	

should	be	placed	more	on	social	activities	as	compared	to	academic	intellectualism.	

Investors	should	ensure	a	balance	is	established	between	social	events	and	academic	

performance.		

Interestingly,	this	student’s	read	of	hidden	intellectualism	as	a	social	activity	over	a	literate	activity	

colors	the	conclusion.	Yes,	a	school	curriculum	cannot	be	a	festival	of	home	literacies.	However,	as	

most	students	noted	at	the	beginning	of	their	analyses,	this	was	not	Graff’s	argument.		

As	per	his	argument	in	this	article,	Graff	would	encourage	critique	such	as	the	one	above,	

though,	and	this	was	a	popular	perspective,	particularly	in	class	discussion	in	addition	to	essays.	In	
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his	article,	Graff	tells	the	story	about	a	gum-chewing	student,	a	“closet	nerd”	(35),	who	critiques	

Graff’s	writing	by	saying,	“‘It	sucks,’”	and	in	reply,	Graff	notes,	“But	isn’t	critique	formal	way	of	

saying	it	sucks	or	it’s	cool?”	(35).	This	story	stood	out	to	enough	for	nineteen	English	101	students	

to	include	this	quotation	in	their	essays	as	part	of	their	analysis,	one	of	who	explained:	

The	student	made	several	points	arguing	that	his	piece	was	only	a	personal	experience,	and	

that	in	reality	he	was	just	a	closet	nerd.	The	response	was	so	great	it	proved	to	Graff	that	the	

student’s	resistance	to	becoming	an	intellectual,	actually	helped	their	intellectual	side	

become	visible.		

Furthermore,	students	noted	that	this	example	was	one	of	the	type	of	argument	that	Graff	

argued	as	learned	on	the	street,	outside	of	class,	but	was	regularly	dismissed	or	silenced	in	school.	

As	one	student	noted,	argument	practiced	outside	of	class	were	not	always	allowed	inside	of	class:		

It	has	become	common	today	to	dismiss	that	street	smarts	argue	too	much	which	leads	to	

the	thought	that	they	are	‘trouble	makers’	or	going	through	emotions	that	‘make	them	lash	

out’.	While	others	think	of	street	smarts	that	way,	Graff	acknowledges	that	there’s	perks	to	

being	street	smart	because	street	smarts	know	HOW	to	argue.	Being	argumentative	is	a	

form	of	hidden	intellectualism	because	just	knowing	how	to	argue	back	and	being	street	

smart	could	totally	benefit	those	in	the	future	for	their	academic	careers.	I	can	personally	

agree	to	this	because	it’s	no	secret	that	I	tend	to	argue	back	whenever	I	need	to	and	it’s	

benefitted	me	a	lot	inside	and	outside	of	school.	It’s	taught	me	how	to	pick	and	choose	my	

battles	wisely	and	learn	how	to	defend	something	I	truly	believe	in	like	street	smarts.	

Overwhelmingly,	Graff’s	discussion	of	argument	practiced	outside	of	class,	such	as	his	experience	

arguing	for	the	Chicago	White	Sox	over	the	Chicago	Cubs,	perfectly	illustrated	how	students	learn	to	

make	highly	academic	moves	in	their	daily	lives	and	only	need	to	see	how	these	moves	may	be	

practiced	in	academics	and,	as	these	students	noted,	in	essays	for	English	composition	courses.		
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Connecting “Hidden Intellectualism” with Other Authors and Ideas 

The	final	step	of	the	rhetorical	analysis	assignment	required	students	to	connect	“Hidden	

Intellectualism”	with	another	text	of	their	choice.	Six	students	found	connections	between	“Hidden	

Intellectualism”	to	another	of	Gerald	Graff’s	articles,	“Disliking	Books	at	an	Early	Age,”	an	article	we	

read	previously	in	class,	as	well	as	two	students	connected	with	Mike	Rose’s	“Blue-Collar	

Brilliance.”	Because	of	essay	genre	and	relaxed	prose	of	Rose’s	piece,	students	were	drawn	to	this	

article,	whereas	not	all	first-year	composition	students	at	a	community	college	were	not	fully	

prepared	for	Graff’s	academic	journal	article.	That	said,	most	students	really	engaged	with	the	

article,	despite	the	higher	reading	level	it	requires;	furthermore,	the	activities	in	class	where	we	

responded	to,	discussed,	and	analyzed	“Hidden	Intellectualism”	provided	opportunities	for	all	

students	to	fully	engage	with	the	reading.	In	future	courses,	I	would	include	“Blue-Collar	Brilliance”	

in	my	rural-literacy	curriculum	because	of	the	students	who	found	this	article	to	be	an	extension	of	

and	connection	to	“Hidden	Intellectualism.”		

Besides	connections	to	the	articles	by	Graff	and	Rose,	students	showed	connections	with	

other	course	readings,	including	Amy	Tan’s	“Mother	Tongue:		

[…]	I	would	say	that	they	both	have	a	strong	view	of	literacy	and	how	we	all	see	it	

differently	because	we	have	a	different	background.	This	is	important	because	they	are	both	

trying	to	teach	us	to	not	lose	what	we	already	know	because	schooling	is	teaching	us	that	

our	street	smarts	or	background	knowledge	is	not	tapped	into.		

This	final	exercise,	where	students	chose	another	text	that	also	showed	the	value	of	hidden	

intellectualism	(or	street	smarts	or	literacies	developed	outside	of	school)	was	highly	successful,	as	

students	immediately	applied	rhetorical	analysis	principles	to	examine	the	purpose	and	efficacy	of	

other	authors’	arguments	related	to	knowledge	development	and	value.	
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Literacy Survey II 

The	purpose	of	Literacy	Survey	II	was	to	build	on	Literacy	Survey	I	and	provide	a	middle	

point	for	students’	responses.	By	asking	students	to	revisit	questions	about	literacy	and	technology	

in	their	everyday	lives,	the	questions	provided	insight	into	how	the	English	101	course	curriculum	

was	beginning	to	influence	them.	This	second	survey	added	questions	about	how	literacy	was	part	

of	the	non-academic	lives	of	students,	and	it	developed	connections	between	literacy	and	home	

communities.	Literacy	Survey	II	was	conducted	during	class	time	in	an	on-campus	library	computer	

lab	on	Tuesday,	March	1,	2016,	during	the	ninth	week	of	the	quarter,	and	a	total	of	34	students	

completed	the	survey.		

Selected Survey Questions and Responses 

The	questions	in	the	second	literacy	survey	were	similar	to	those	of	the	first	survey,	with	

small	differences	between	the	two	surveys.	The	purpose	of	this	was	to	collecting	data	at	two	points	

in	time	through	surveys	by	asking	similar	questions	that	contributed	to	triangulation.	Below	are	

two	questions	that	add	detail	and	data	to	that	gathered	in	the	first	literacy	survey.	(Note:	The	

entirety	of	this	literacy	survey	may	be	found	in	Appendix	D:	Survey	Questions.)	

• 7.	Do	you	think	that	literacy	is	a	relevant	and	contributing	factor	to	your	success	in	

everyday	life	outside	of	school	settings?	

• 16.	Considering	the	literacy	practices	your	hometown	promotes,	do	you	believe	that	your	

hometown	affects	your	persona	literacy?	

Thinking about the personal and scholastic applications of literacy, why do you think literacy matters? 

Building	on	the	first	survey’s	sixth	question,	“Thinking	about	the	personal	and	scholastic	

applications	of	literacy,	why	do	you	think	literacy	matters?”	and	on	ideas	about	hidden	

intellectualism	developed	in	the	previous	writing	assignment,	a	rhetorical	analysis	essay,	question	

7	in	Literacy	Survey	II	asked,	“Do	you	think	that	literacy	is	a	relevant	and	contributing	factor	to	your	

success	in	everyday	life	outside	of	school	settings?”	One-hundred	percent	of	participants	responded	
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“Yes.”	To	follow	up,	question	8	asked,	“If	you	answered	yes,	explain	the	reason(s)	why	you	think	that	

literacy	is	a	relevant	and	contributing	factor	to	your	success	in	everyday	life	outside	of	school	settings.”	

While	many	students	defaulted	to	the	importance	of	literacy	in	school	or	that	they	practice	what	

they	learned	in	school	outside	of	academics,	sixteen	students	explicitly	stated	that	communication	

was	the	most	important	factor,	from	general	“communication”	and	“communicating”	to	much	more	

specific	examples	of	communication	outside	of	school,	including,	“Literacy	allows	you	to	become	a	

functioning	member	of	society.	If	you	are	able	to	write	and	read	it	enables	the	ability	to	contribute	

ideas,	communicate	better	with	others	and	or	contribute	to	society.”	This	response	combines	ideas	

introduced	in	the	first	literacy	survey,	including	literacy	in	connection	with	communication,	

intelligence,	and	success.	A	cogent	and	coherent	response,	this	explanation	situates	literacy	in	

society—the	all-encompassing	social	and	cultural	context	outside	of	academics,	or	everyday	life.	

Society,	as	this	participant	sees	it,	requires	“functioning”	members	to	be	successful,	and	this	

requires	the	ability	to	communicate	not	only	through	reading	and	writing,	but	also	by	sharing	

language	and	ideas	necessary	for	interacting	with	others	and	for	“contributing	to	society,”	to	having	

one’s	ideas	fully	communicated	and	accepted,	not	just	heard.	This	type	of	response	shows	

significant	development	in	students’	understanding	of	both	literacy	as	a	concept	and	as	a	factor	in	

their	everyday,	non-academic	lives.	One	response	noted	specific	tasks	in	everyday	life	beyond	

reading	and	writing	in	general	that	required	literacy:	“Yes,	because	without	literacy	I	wouldn’t	be	

able	to	drive,	read	recipes,	read	the	instructions	and	labels	on	how	to	use	appliances,	write	checks	

to	pay	for	bills,	etc.	Literacy	is	essential	for	everyday	life	to	succeed	and	live	a	happy	life.”	Similar	to	

the	previous	response	about	literacy	as	necessary	to	function	in	society,	this	response	shows	details	

of	how	one	may	function	successfully	in	society,	from	driving	to	paying	bills.		

Beyond	these	ideas	directly	related	to	communication,	specific	responses	to	question	7	

included	applications	of	literacy	in	everyday	life	to	jobs:	“If	we	have	deep	skills	in	any	kind	of	

literacy	we	are	going	to	success	[sic]	in	our	career.”	Again,	literacy	and	success	are	clearly	



	 81	

connected.	Furthermore,	literacy	in	careers	has	developed	as	a	key	feature,	and	respondents	have	

really	started	to	show	how	literacy	development	in	school	may	be	applied	outside	of	school.	A	few	

responses	indicated	literacy	in	their	multilingual	lives	and	particularly	noted	cultural	or	social	

aspects	of	multilingual	literacies	at	their	jobs,	including	the	following	responses:		

I	think	that	literacy	is	relevant	in	my	everyday	life	because	I	always	help	people	like	my	

coworkers	that	don’t	speak	English	ask	me	for	help	when	they	need	it.	I	think	it	helps	being	

literate	in	both	English	and	Spanish.	

Also,	one	student	explained,	“An	example	is	at	work	I	have	to	know	a	few	words	in	Spanish	to	know	

if	kids	are	cussing	around	me	or	saying	inappropriate	things.	Having	a	little	bit	of	spanish	[sic]	

literacy	helps	me	become	a	better	mentor	to	the	kids	i	[sic]	work	with.”	Knowing	another	language	

now	is	a	literacy	to	respondents,	and	a	valuable	one	at	that,	whereas	many	students,	particularly	

Hispanic	students,	did	not	recognize	it	in	this	way	before	class	discussions	and	writing	assignments.	

Students	who	spoke	multiple	languages,	particularly	those	with	children,	emphasized	the	necessity	

to	practice	each	language	as	a	distinct	literacy	rather	than	a	mix,	while	many	Spanish-speaking	

students	indicated	they	were	literate	in	Spanglish,	though	not	all	of	them	were	fluent	in	Spanish,	let	

alone	could	read	and	write	in	Spanish.	Nearly	all	responses	about	language,	including	English,	

indicated	that	students	learned	these	languages	from	their	homes	and	communities	and	not	

necessarily	in	school.		

Considering the literacy practices your hometown promotes, do you believe that your hometown affects 

your personal literacy? 

In	the	first	literacy	survey,	students	were	asked	to	label	their	hometowns	as	rural,	

suburban,	or	urban,	as	well	as	rate	how	literate	they	believed	their	hometown	to	be	(on	a	scale	of	1-

10,	with	10	being	the	most	literate,	both	surveys	showed	a	result	of	6.6).	To	build	on	these	

questions,	question	15	of	the	second	literacy	survey	asked,	“Considering	the	literacy	practices	your	
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hometown	promotes,	do	you	believe	that	your	hometown	affects	your	personal	literacy?”	Seventy	

percent	answered	“Yes,”	while	30%	answered	“No,”	as	show	in	Figure	5.	

	

Figure	5.	Considering	the	literacy	practices	your	hometown	promotes,	do	you	believe	that	your	

hometown	affects	your	personal	literacy?	

Question	16	asked,	“If	you	answered	yes,	explain	the	reason(s)	why	you	believe	that	your	

hometown	affects	your	personal	literacy.”	In	response,	students	stated	that	their	hometown	affects	

what	they	are	exposed	to,	from	language	development	(“because	im	[sic]	young	and	my	brain	is	a	

sponge	so	whatever	i	[sic]	hear	i	[sic]	pick	up”)	to	career	goals,	such	as:	

My	hometown	is	my	neighborhood.	And	I	know	almost	all	my	neighbors.	They	are	

engineers,	nurses,	a	principle	in	a	[sic]	elementary	school,	a	history	teacher	in	a	high	school,	

and	officers.	They	are	all	very	intelligent	and	that	affects	my	personal	literacy	because	it	

makes	me	want	to	research	about	the	topics	they	talk	about	so	I	would	be	able	to	engage	

with	them	as	well	as	going	to	college	and	getting	a	career	like	they	all	have.	

Throughout	their	everyday	lives,	students’	surroundings	affect	their	literacies	and	the	students	are	

aware	of	this.	While	seven	students	noted	that	their	hometowns	had	a	clearly	positive	effect	on	

them,	such	as	the	above	comment	about	local	professionals	and	career	goals,	six	responses	were	

negative	about	the	influence	of	their	home	community	on	their	lives	and	literacies,	particularly	

when	discussing	a	lack	of	literacies,	incomplete	language	development,	or	a	dearth	of	resources	to	

support	literacy	learning.	One	student	asserted:		

Yes No
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The	size	and	population	of	hometowns	affected	responses,	such	as	what	a	city	might	offer:		

I	believe	my	hometown	affects	my	own	personal	literacy	because	obviously	growing	up	

there	is	going	to	affect	my	learning	different	than	how	someone	who	lives	in	a	bigger	city	

like	Seattle	is	going	to	learn.	You	get	a	different	type	of	literacy	growing	up	in	a	smaller	

town,	it	may	not	be	as	sophisticated	as	a	bigger	city,	but	it	gives	you	a	type	of	literacy	those	

big	cities	don’t	have.	It’s	like	you	get	some	but	you	give	some.	

Students	also	suggest	the	realities	of	rural	life,	such	as:		

I	think	my	hometown	affects	my	personal	literacy	because	i	[sic]	went	to	the	school	in	my	

hometown	and	they	might	not	have	taught	as	much	as	kids	got	in	town.	Also	if	you	are	

raised	in	country	[sic]	you	are	normally	playing	sports	or	working	in	the	fields	not	staying	

late	to	study	your	homework.	

Resources	and	opportunities	related	to	town	size	and	population,	with	undertones	of	economic	

prosperity,	were	clearly	shown	as	an	aspect	of	students’	understanding	that	literacy	development	

required	outside	help	and	community	support,	both	socially	and	physically.	The	other	ten	

respondents	responded	ambiguously	or	neutrally.	For	these	students,	their	hometown	affected	

their	literacy—but	not	specifically	in	a	positive	or	negative	way.	(See	Figure	6.)		

Lastly,	other	participants	answered	noted	that	their	hometown	affected	their	“street	

smarts:”	“because	i	[sic]	learned	street	smarts	in	California	that	you	simply	cant	[sic]	learn	any	

where	[sic]	else.”	Responses	such	as	this	one	relate	directly	to	the	students’	writing	assignment	on	

Gerald	Graff’s	“Hidden	Intellectualism.”	Street	smarts	and	hidden	intellectualisms	became	new	

terminology	associated	with	literacy	and	further	expanded	students’	concepts	of	literacy.		



	 84	

	

Figure	6.	Positive,	negative,	and	ambiguous	responses	to	how	a	hometown	affected	one's	literacy	

In	contrast	to	the	previous	responses,	answers	to	question	17	asked,	“If	you	answered	no,	

explain	the	reason(s)	why	you	believe	that	your	hometown	affects	your	personal	literacy.”	Eleven	of	

the	thirteen	responses	referenced	choices	in	personal	life	that	affected	literacy	development	or	

forwarded	a	bootstraps	mentality	about	literacy	development.	One	student	asserted,	“I	believe	

people	develop	their	own	literacy	and	its	[sic]	there	[sic]	duty	to	develop	adn	[sic]	do	better.	People	

should	not	blame	others	for	them	failing	to	develop	their	literacy.”	This	response	encapsulates	a	

mentality	that	literacy	is	one’s	own	responsibility;	this	is	problematic,	though,	as	it	is	short-sighted	

and	only	recognizes	the	immediate	development	of	literacy	and	ignores	past	development	that,	

inevitably,	required	help	from	others.	Similar	to	this	response,	though,	another	student	argued,	“I	

believe	that	my	hometown	does	not	affect	my	literacy	because	I	am	responsible	for	every	bit	of	

knowledge	of	literacy.”	Personal	responsibility,	again,	is	the	key	feature	in	this	response.	Lastly,	a	

participant	stated	simply,	“Because	I	never	had	a	problem	with	literacy.”	Literacy	is	personal	

endeavor	to	these	respondents,	not	community	effort	or	social	responsibility.		

Writing Assignment: Argument Essay – Digital Literacy 

The	first	argument	essay	in	the	study	focused	on	digital	literacy,	which	is,	according	to	the	

American	Library	Association,	“the	ability	to	use	information	and	communication	technologies,	to	

find,	evaluate,	create,	and	communicate	information,	requiring	both	cognitive	and	technical	skills”	

(Visser).	The	purpose	of	this	argument	essay	was	for	student	participants	to	identify	a	controversial	

Positive Negative Ambiguous
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issue	related	to	digital	literacy,	conduct	scholarly	and	popular	research	on	the	topic,	and,	ultimately,	

argue	for	a	specific	point	of	view	using	sources	for	support.	By	examining	an	issue	within	digital	

literacy,	students	first	developed	an	understanding	of	digital	literacy	as	a	legitimate	type	of	literacy	

and,	second,	took	a	stand	and	argued	for	their	point	of	view	on	their	issue	about	digital	literacy.	By	

requiring	students	to	support	their	argument,	this	essay	engaged	students	within	controversies	and	

encouraged	them	to	grapple	with	broader	concepts	of	literacy	and	technology,	particularly	related	

to	their	specific	topics	and	communities.		

Excerpts from Participants’ Argument Essays on Digital Literacies  

Across	the	students’	arguments	about	controversial	issues	about	digital	literacy,	there	were	

several	common	themes,	including	the	value	of	digital	literacies,	the	importance	of	access	to	

technology	and	resources.	Beyond	these	themes,	students	had	novel	approaches	to	arguments	

about	digital	literacy,	from	instant	replay	in	sports,	especially	in	Major	League	Baseball	and	

Professional	Bull	Riding,	to	controversies	on	multitasking	(versus	swapping)	when	using	

technology	and	the	(mis)use	of	social	media,	as	well	as	issues	cultural	acceptance	of	and	

appropriate	use	of	technology	as	a	type	of	digital	literacy.		

Arguments for the Value of Digital Literacies 

The	first	common	theme	students	argued,	simply,	that	digital	literacies	were	valuable,	

perhaps	even	as	valuable	as	literacies	currently	taught	in	schools,	such	as	reading,	writing,	and	

arithmetic:	“Digital	literacies	are	equally	as	important	as	traditional	literacies,	if	not	more	so	

because	of	the	vast	complexity	of	digital	tools	and	resources.”	Moreover,	twelve	students	added	that	

digital	literacy	skills	should	be	taught	in	school	in	order	to	prepare	students	for	careers	where	they	

would	inevitably	use	digital	technologies.	Teaching	and	practicing	digital	literacies	in	class	and	in	

schools	was	necessary	to	help	prepare	students	for	the	“real	world,”	that	is,	jobs	and	careers	that	

follow	educational	experiences.	For	instance,	one	student	argued,	“In	any	sort	of	work	place	you	

will	most	likely	be	using	some	sort	of	technological	machine	and	you	will	have	to	be	able	to	be	
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digitally	literate	to	use	and	that	all	starts	by	learning	how	to	be	digitally	literate	in	the	classroom.”	

While	students	such	as	this	one	argued	that	digital	technology	in	the	curriculum	was	paramount,	

more	argued	for	a	balance	and	a	progression	in	education,	such	as	this:		

Existing	literacy	practices	should	be	applied	to	technology.	Digital	literacy	does	not	need	to	

be	a	primary	focus	in	students’	curriculum	but	simple	analysis	skills	should	be	covered	to	

ensure	students	are	prepared,	and	[sic]	set	up	for	success	in	the	future.	

Across	all	students’	essays,	the	consensus	was	clear	that	digital	literacy	was	important—even	

necessary—for	students’	future	success	in	education	and	in	the	workplace.	As	part	of	an	argument	

for	improved	education,	one	student	concluded	with	a	zinger:	“Maybe	our	government	should	

spend	less	money	on	weapons	and	war	and	more	in	our	school	systems.”	

Arguments for Potential Negative Effects of Digital Literacies 

Secondly,	a	common	theme	among	students’	arguments	addressed	the	potential	negative	

effects	of	digital	literacies,	especially	on	(face	to	face)	communication,	but	also	negative	effects	

related	to	safety	and	wellbeing,	such	as	dangers	of	digital	technologies	as	distractions	while	driving.	

One	student	played	on	this,	stating,	“Teens	need	face	time	not	FaceTime,	by	this	I	mean	they	are	

deficient	in	face	to	face	communication	skills	and	need	communicate	[sic]	more	in	person.”	In	both	

class	discussions	and	in	essays,	students	voiced	concerns	that	they	had	witnessed	an	erosion	of—or	

a	lack	of	initial	learning	of—communication	skills,	both	for	themselves	and	their	peers,	which	led	to	

fears	of	this	issue’s	negative	consequences	for	our	future	society.		

While	many	students	made	strong	arguments	regarding	negative	effects,	there	was	a	

common	misconception	revealed	in	many	essays.	Four	students’	arguments	showed	an	obvious	

misunderstanding	of	digital	literacy	as	a	concept,	where	students	confused	digital	literacy	with	the	

use	of	technology.	This	misunderstanding	led	to	arguments	about	digital	literacy	being	good	or	

bad—and	usually	students	argued	that	digital	literacy	was	just	bad.	Rather	than	differentiating	

between	the	lack	of	digital	literacy	as	having	negative	outcomes	and	a	misuse	of	digital	
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technologies,	students	argued	against	digital	literacy	itself.	For	example,	one	student	claimed,	

“Digital	Literacy	is	more	likely	to	be	detrimental	for	teenagers	then	[sic]	beneficial	because	they	

lack	reasoning	skills.	This	causes	teens	to	be	deficient	in	face	to	face	communication	skills	and	also	

opens	doors	for	dangerous	situations,	even	fatalities.”	From	walking	face	down	on	a	sidewalk	to	

driving	while	distracted,	negative	effects	of	digital	technologies	distressed	students	and,	rather	than	

recognizing	the	nuances	between	literacy	and	illiteracy	and	thus,	the	misuse	or	improper	

applications	of	technology,	the	concepts	were	conflated.	

Issues of Access to Digital Technologies 

A	third	theme	that	emerged	related	to	issues	of	access	to	digital	technologies,	particularly	

the	need	for	resources	in	poor	areas,	both	rural	and	urban,	and	for	low-income	families	and	

communities.	Eleven	students	explicitly	addressed	the	negative	effects	of	access	issues	for	

themselves	and	their	communities;	for	example,	one	student	asserted,		

One	thing	handicapping	digital	technology	being	a	power	force	in	classrooms	across	

America	is	the	digital	divide.	…	In	some	cases	students	with	low	income	houses	may	not	be	

able	to	have	the	available	technology	they	need	to	complete	an	assignment	or	do	research.	

…there	are	a	lot	of	schools	across	the	united	states	[sic]	that	are	placed	in	rural	

communities.	It	isn’t	necessarily	fair	that	kids	that	live	in	urban	areas	are	more	likely	to	

have	internet	access.		

Other	students	discussed	“technology	deserts”	as	a	key	factor	limited	the	development	of	digital	

literacy—if	there	is	no	access	to	digital	technologies,	it	is	not	possible	to	become	digitally	literate,	

regardless	of	the	desire	to	become	literate.		

Additionally,	pushing	the	access	issue	beyond	resources	and	socioeconomic	status,	one	

student	addressed	access	issues	for	users	with	varying	abilities	to	include	all	potential	users:	“Only	

when	we	consider	making	information	available	to	those	of	us	who	do	not	fit	into	the	frame	of	

‘ordinary’	user	will	we	be	able	to	solve	the	digital	divide.”	The	“ordinary	user”	may	not	be	so	
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ordinary.	Furthermore,	students	brought	up	the	idea	of	the	“digital	native,”	noting	that	people,	

especially	adult	educators,	may	assume	all	students	have	digital	literacies	because	the	majority	of	

teens	have	smartphones	in	their	pockets.	The	apparent	ubiquity	of	smartphones	may	create	

misconceptions	of	students’	access	to	digital	technologies	and,	moreover,	their	digital	literacies.		

Writing Assignment: Argument Essay – Literacy in Communities  

The	second	argument	essay	focused	on	literacy	in	communities.	The	purpose	of	this	

argument	essay	was	to	critically	consider	their	own	literacy	or	literacies	that	have	developed	in	

their	homes,	communities,	workplaces,	or	in	other	contexts	and	determine	how	and	why	these	

literacies	are	useful	and	relevant	in	academic	situations.	Based	on	this	concept,	students	first	

argued	that	they	have	literacies	developed	outside	of	school,	and,	second,	students	explained	and	

supported	how	and	why	these	literacies	are	valuable	in	school.	Through	this	process	of	analysis	and	

argument,	students	both	identified	and	defined	their	literacies,	as	well	as	argued	for	their	value,	all	

the	while	connecting	literacy	to	their	non-academic	communities.	Furthermore,	by	arguing	for	the	

literacies	value	in	academic	situations,	students	re-evaluated	cultural	definitions	and	value	systems	

of	home	literacies	and	then	argued	for	new	definitions	and	values.	By	gathering	data	on	this	essay,	

this	study	included	students’	own	voices	and	in-depth	arguments	about	how	they	understood	their	

own	literacies,	which	offered	insight	far	beyond	their	survey	question	responses.		

Excerpts from Participants’ Argument Essays on Literacy in Communities  

For	this	essay,	students	had	the	liberty	to	choose	their	focus	within	the	bounds	of	the	

assignment.	Therefore,	students	identified	and	focused	on	a	variety	of	literacies,	unique	to	their	

own	lives	and	interests.		

Students’ Identification and Definition of Specific Literacies 

Students	defined	over	two	dozen	literacies;	the	most	common	literacies	discussed	included	

social,	cultural	or	multicultural,	including	bilingual,	and	bodily/kinesthetic,	physical,	or	sports	
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literacies.	Also,	in	addition	to	these	literacies,	other	commonly	defined	literacies	included	

community,	digital,	information,	technology,	and	visual.	Furthermore,	students’	unique	approaches	

included	the	following	literacies:	agricultural,	church,	coding,	emotional,	gaming,	home,	military,	

rural,	social	media,	and	travel,	among	others.	Eleven	students	attempted	to	define	and	argue	about	

multiple	literacies,	for	instance,	community	and	multicultural	literacy,	noting	that	multiple	

literacies	were	connected	and	thus	the	students	were	multiliterate,	though	only	one	of	these	eleven	

students	used	the	term	“multiliterate.”		

Table	3.	Themes	and	corresponding	characteristics	across	students'	arguments	

Theme Corresponding Characteristics of Theme 
Arguments	that	
literacies	were	learned	
“subconsciously”	or	in	
everyday	activities	

• Literacies	are	developed	outside	of	school	without	realizing	it	
• Realization	that	learning	occurs	in	everyday	situations	
• Everyday	situations	are	connected	to	academic	success	
• Recognition	that	everyday	activities	involve	learning	processes,	including	
“fun”	activities	(e.g.,	video	games)	

• Social	interactions	require	literacy	
• Social	literacy	is	relevant	and	useful	in	school	

Family	influence	on	
students’	literacies,	
education,	and	
academic	success	

• Family,	parents,	home	life,	and	culture	influence	students’	literacies,	academic	
education,	and	academic	and	career	success	

• Parents	influence	literacy	development	at	home	and	in	school	
• Parents	influence	how	students	value	literacy	and	school	
• Family	influence	can	be	positive	and/or	negative	

Cultural	literacy	in	
communities	

• Communities’	culture	affects	literacy	development	
• Culture	can	influence	literacy	development	differently	across	genders	
• Cultural	literacy	allows	for	critique	of	problematic	issues		
• Recognition	that	not	all	community	members	follow	all	cultural	traits	

Students’	definitions	of	
rural	literacy	

• Rural	literacy	can	be	defined	by	scholars	(e.g.,	Donehower,	Hogg,	and	Schell)	
or	individually	

• Rural	life	can	have	positive	and/or	negative	influences	on	literacy	
• Rural	communities	can	be	highly	educational	and	provide	opportunities	for	
education	and	literacy	development—or	not,	for	others	

• Rural	literacies	develop	from	everyday	activities	in	rural	communities	
• Rural	literacies	connect	across	home	and	school	communities	

Deviations	from	the	
essay	assignment	

• Focus	on	literacy	in	general	
• Simplistic	arguments	of	literacy	as	“good”	or	“bad”	
• Literacies	are	valuable		

	

Within	these	literacies,	essays	several	themes	and	messages	are	apparent	across	students’	

arguments,	as	categorized	in	Table	3.	In	particular,	a	discussion	of	how	students	developed	
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literacies	emerged	as	part	of	their	arguments	and,	primarily,	students	learned	“subconsciously.”	

Further,	students	clearly	showed	specifics	about	their	literacies	developed	outside	of	school	and	

directly	connected	these	skill	sets	to	activities	in	school.	Next,	a	theme	of	family	and	home	life	was	

prominent	when	discussing	literacy	in	communities.	Similarly,	culture	and	heritage	greatly	affected	

students’	literacies,	from	the	ability	to	speak	English,	Spanish,	or	other	languages	to	the	value	of	

education	in	a	culture	community.	Rural	and	agricultural	literacies	appeared	sparingly	but	with	

clear,	strong	arguments,	particularly	relevant	to	a	study	on	rural	literacies.	Lastly,	a	final	theme	

emerged	when	students	did	not	follow	the	assignment,	but	rather	argued	for	individual	literacies	

as,	simply	put,	“good.”	

Arguments that Literacies Were Learned “Subconsciously” or in Everyday Activities 

As	part	of	analyzing	how	they	developed	their	literacies,	four	students	argued	that	they	

learned	literacies	outside	of	school	“subconsciously,”	or	that	they	developed	literacies	outside	of	

school	without	realizing	it.	For	instance,	one	thoughtful	essay	hook	asked,		

Who	would	have	thought	that	working	at	a	Snowboard	shop	and	simply	using	Google	would	

be	two	things	that	helped	develop	social	and	information	literacies?	[…]	It	wasn’t	until	I	

took	a	step	back	to	think	about	what	made	me	an	effective	student	did	I	realize	that	I	have	

been	subconsciously	[emphasis	added]	exercising	my	social	and	information	literacy	skills.		

Not	only	did	this	student	realize	that	learning	occurred	in	everyday	situations,	but	also	everyday	

situations	connected	to	academic	success.		

From	here,	students	connected	this	subconscious	learning	process	to	overt,	explicit	learning	

processes	within	classrooms:		

My	social	literacy	skills	allow	me	to	become	a	pleasant,	collaborative	teammate,	while	my	

information	literacy	skills	give	me	the	ability	to	bring	something	to	the	table.	It	turns	out	

that	the	things	I	have	been	doing	outside	of	school	are	beneficial	to	me	in	school.		
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An	after-school	job	and	simple	search	engine	use	led	to	the	development	of	strong	literacies	which	

could	be—and	are	being—applied	directly	in	academic	settings,	including,	in	this	case,	English	101.	

Similarly,	another	student	explored	gaming	literacy	development:	“Through	gaming	many	students	

and	I	learn	these	literacies	subconsciously	[emphasis	added].”	Again,	this	student	realized	that	

learning	happens	every	day,	and	this	assignment	encouraged	students	to	bring	this	learning	to	the	

forefront.		

Not	all	students	recognize	that	everyday	activities	are	learning	process,	particularly	because	

our	society	literally	schools	citizens	that	learning	happens	only	in	classrooms.	By	recognizing	this	

learning	developed	during	gaming	with	friends—a	fun	activity,	often	criticized	as	a	waste	of	time—

this	student	then	connected	his	literacy	to	academic	success:		

…being	[sic]	able	to	play	these	games	with	my	friends	helped	me	learn	how	to	cooperate,	

strategize	against	my	friends	and	how	to	communicate	with	my	friends	in	order	to	advance	

to	the	next	level	or	mission.	Without	developing	these	skills	through	video	games	I	would	

most	likely	be	lost	on	how	to	cooperate	and	communicate	with	my	peers	for	a	group	project.		

Video	games,	particularly	those	played	in	collaboration	with	others,	led	to	the	development	of	this	

student’s	gaming	literacy,	a	literacy	then	applied	in	academic	environments	to,	happily,	promote	

cooperation	and	communication	with	academic	peers.	Five	students	explored	social	literacy	and	

emphasized	its	importance	in	school,	especially	in	English	101:	“Even	you	Mrs.	Lamb,	whether	you	

like	to	admit	or	not,	have	taught	social	literacy	or	encouraged	it	in	your	daily	lesson	plans.	[…]	

Every	educator	ties	in	social	literacy	with	their	daily	lessons…”	Clearly,	through	this	assignment,	

students	showed	that	they	both	recognized	the	development	of	literacies	outside	of	school	and	the	

value	of	these	same	literacies	within	school,	in	addition	to	reading,	writing,	and	arithmetic.	

Family Influence on Students’ Literacies, Education, and Academic Success 

A	strong	theme	across	literacies	was	a	discussion	of	family—family,	parents,	home	life,	

culture—and	its	influence	on	students’	literacies,	academic	education,	and	academic	and	career	
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success.	Students	particularly	noted	the	influence	of	parents	on	students’	literacy	development	both	

at	home	and	in	school,	especially	related	to	the	value	of	literacy	and	school	itself.	Some	students	

emphasized	how	parents’	attitudes	and	actions	directly	affected	the	way	students	themselves	cared	

about	learning,	how	interested	they	were	in	school,	and	how	prepared	they	were	based	on	what	

they	learned	at	home	and	then	took	to	school.	Specifically,	for	five	students,	this	home	environment	

was	a	positive	influence;	for	instance,	one	student	asserted,	

People	say	home	is	where	the	heart	is,	well	I	say	home	is	where	my	literacy	is.	Having	home	

literacy	means	that	I	discovered	valuable	life	skills	and	information	through	a	home	

environment	and	used	this	knowledge	anywhere	and	everywhere	I	could	apply	it	to	in	[sic]	

my	life;	in	this	case	my	school	life.		

Clearly	argued,	home	provided	positive	influences	for	this	student,	where	literacy	learning	occurred	

at	home	and	could	be	applied	in	school.	While	students	such	as	these	emphasized	this	positive	

aspect	of	literacy	development,	others	described	negative	influences	of	home	and	family,	which	

resulted	in	detriments	to	literacy.		

Cultural Literacy in Communities 

As	part	of	their	argument	about	literacy	in	homes,	several	female	students	discussed	

cultural	literacy	in	their	communities,	specifically	Mexican	culture	and	its	influence	on	gender	roles.	

The	striking	theme	here,	though,	is	that	each	of	these	students	discussed	the	negative	impact	of	

their	Mexican	culture	on	females	and,	in	particular,	on	their	education—or	lack	of	it.	Though	each	

student	honored	their	heritage,	their	ultimate	arguments	were	related	to	the	negative	aspects	of	

culture,	and	thus	they	argued	for	(multi)cultural	literacy	as	a	means	to	understand	and,	put	simply,	

escape	the	negative	gender	roles	and	assumptions	of	their	cultural	communities.	To	conclude	her	

ideas,	one	student	emphasized,	“In	many	cultures	being	smart	makes	you	a	more	valuable	person	

but	the	way	each	culture	perceives	intelligence	is	different,	and	each	culture	will	impact	that	

education	differently.	Every	single	one.”	These	female	students	were	making	strong	arguments	
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about	their	individual	efforts	to	succeed	in	academics	despite	the	lack	of	support	in	their	homes	and	

communities	and,	as	shown	by	their	enrollment	and	active	participation	in	English	101,	these	

students	were	making	strides.	Furthermore,	by	critiquing	their	experiences,	these	students	also	

identified	problematic	issues	in	their	culture,	yet	recognized	that	their	cultural	literacy	allowed	

them	to	do	this.		

Students’ Definitions of Rural Literacy 

Also	providing	avenues	for	critique	and	honor	were	arguments	about	rural	literacy.	Though	

only	a	few	students	addressed	rural	literacy	explicitly,	it	merits	discussion	as	rural	literacies	are	the	

impetus	and	focus	of	this	study.	One	student	added	to	the	definition	of	rural	literacy	established	by	

scholars	Kim	Donehower,	Charlotte	Hogg,	and	Eileen	E.	Schell:	“…I	interpret	it	for	me	as	the	skills	of	

communication	and	leadership.”	Moving	beyond	the	scholarly	definition	of	“particular	kinds	of	

literate	skills	needed	to	achieve	the	goals	of	sustaining	life	in	rural	areas”	(Donehower,	et	al.	4),	

which	is	rather	general	and	vague	at	this	point,	this	student	rather	chose	to	focus	on	two	particular	

skills:	communication	and	leadership.	Throughout	the	essay,	this	student	argues	the	positive	

aspects	of	life	in	a	small	rural	town,	regularly	rebutting	negative	assertions	regarding	rural	life;	for	

instance,		

Though	[sic]	one	might	argue	that	rural	area	and	literacies	would	handicap	someone	

because	of	limited	resources	and	not	as	much	finding	as	an	urban	or	suburb	school.	[…]	I	

tend	to	disagree,	[sic]	there	are	different	opportunities	that	a	rural	community	would	offer	

other	than	a	urban	[sic]	city.		

For	this	student,	rural	communities	were	highly	educational	and	provided	opportunities	for	

education	and	literacy	development,	all	of	which	were	positive	for	this	student.	

Other	students	did	not	argue	for	the	positive	aspects	of	rural	life	and,	for	one	student	who	

grew	up	in	rural	Mexico,	rurality	was	all-encompassing	negative	on	children’s	education	and	career	

opportunities:		
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Farmer	Parents	[sic]	in	rural	areas	believe	that	it	is	better	for	their	kids	to	be	self-taught	

through	the	child’s	own	experience.	[…]	The	poorly	educated	parents	have	a	negative	

impact	on	their	children’s	[sic]	accessing	school.	The	farmers	believe	that	their	kids	don’t	

need	to	go	to	school	since	they	are	more	useful	in	the	farm.	Attending	school	involves	

stealing	time	from	many	other	activities	like:	[sic]	collecting	water,	care	for	animals,	do	

housework	[sic],	crop….	[sic]		

Despite	this	argument,	this	student	did	admit	to	having	rural	literacies—skills	that	sustained	this	

rural	life—including	the	ability	to	make	any	derivative	out	of	milk.	This	student	did	not	argue,	

however,	that	these	skills	were	valuable	to	her	academic	education.	Though	this	individual	

experience	was	extreme	in	comparison	to	most	study	participants’,	and	likely	most	English	101	

students’,	the	concerns	remain	for	educators:	negative	assumptions	and	problematic	stereotypes	of	

rural	students	stem	from	stories	such	as	this.		

Other	students	wrote	arguments	to	address	negative	assumptions	and	stereotypes	of	rural	

students,	including	one	argument	about	agricultural	literacy:		

Then	there	are	kids	like	me,	grew	[sic]	up	in	the	country	where	you	woke	up	early	so	that	

you	could	do	all	your	chores,	check	on	crops,	muck	stalls,	and	get	it	all	done	before	school.	

Being	brought	up	this	way	was	not	all	bad	though.	I	learned	how	to	be	hard	working,	

dedicated,	communicate	and	have	great	time	management.	Learning	all	of	these	skills	has	

helped	me	in	school	and	in	life	because	I	was	learning	the	fundamentals	that	I	needed	for	

school	outside	of	school	already.		

These	rural	literacies,	or,	in	this	case,	agricultural	literacies,	contributed	to	what	counselors	at	these	

students’	community	college	call	“soft	skills”	or	“noncognitive	skills,”	all	vital	for	success	in	

academic	situations.	By	identifying	these	skills	that	have	contributed	to	academic	success	and	

attributing	them	to	rural	life,	this	student	demonstrates	the	connection	between	the	two	

communities:	home	and	school.	Returning	to	the	first	example,	the	student	who	defined	rural	
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literacy	as	including	communication	and	leadership	skills	then	concluded	with	a	positive,	future-

forward	goal	about	rural	communities:	“I	hope	to	one	day	teach	in	a	rural	community,	even	possibly	

[student’s	rural	hometown],	and	help	develop	student’s	[sic]	rural	literacies.”		

Deviations from the Essay Assignment 

A	final	theme	that	emerged	was	a	result	when	students	did	not	follow	the	assignment	as	

required.	Rather	than	discussing	how	they	developed	literacies	outside	of	school	and	arguing	how	

they	were	valuable	in	school,	students	focused	on	a	type	of	literacy	in	general.	From	here,	these	

students	generally	argued	that	this	specific	literacy	was	“good”	or	“useful”	as	a	whole,	but	students	

did	not	elaborate	on	how	it	was	good,	useful,	and/or	valuable	in	school.	Though	these	arguments	

did	not	develop	arguments	as	required	by	the	assignment,	they	did	develop	arguments	that	their	

individual	literacies	were,	indeed,	valuable.		

Literacy Survey III 

The	third	survey,	Literacy	Survey	III,	was	the	largest	survey	of	the	three	and	it	was	

conducted	at	the	end	of	English	101.	This	survey	developed	on	all	concepts	addressed	in	the	

previous	surveys,	including	ideas	about	literacy	and	students’	literacies,	and,	importantly,	it	

developed	questions	how	the	English	101	course	influenced	the	students	and	their	thinking	about	

literacy,	technology,	and	community.	Additionally,	this	survey	established	participant	demographic	

data	through	a	series	of	questions	for	personal	reporting	of	data.	Literacy	Survey	III	was	

administered	during	finals	week	class	time	in	an	on-campus	library	computer	lab	on	March	22	and	

24,	2016,	and	a	total	of	34	consenting	participants	completed	the	survey.		

Selected Survey Questions and Responses 

The	questions	in	the	third	literacy	survey	added	to	the	first	and	second	surveys,	though	the	

majority	of	the	survey	remained	the	same.	Below	are	four	significant	questions	that	add	detail	and	

data	to	that	gathered	in	the	first	and	second	literacy	surveys.	(Note:	The	entirety	of	this	literacy	
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survey	may	be	found	in	Appendix	D:	Survey	Questions.	Additionally,	most	of	the	questions	below	

refer	to	participants’	hometowns;	a	listing	and	description	of	these	hometowns	may	be	found	in	the	

section	on	demographic	data,	below.)	

• 20.	With	these	ideas	of	literacy	in	mind,	on	a	scale	of	1-10,	with	10	being	the	most	literacy	

and	1	being	least	literate,	how	would	you	rank	your	hometown	community	in	terms	of	

literacy?	

• 21.	Considering	the	literacy	practices	your	hometown	promotes,	do	you	believe	that	your	

hometown	affects	your	persona	literacy?	

• 24.	Describe	your	hometown:	Rural,	Rural-Suburban,	Suburban	or	Semi-Urban,	Suburban-

Urban,	Urban.	

• 28.	How	has	your	current	English	course	affected	your	understanding	of	literacy?	

With these ideas of literacy in mind, on a scale of 1-10, with 10 being the most literacy and 1 being least 

literate, how would you rank your hometown community in terms of literacy? 

In	the	third	literacy	survey,	some	questions	asked	in	previous	surveys	were	repeated	to	

determine	if	participants’	answers	changed	over	the	course	timeframe	and	with	exposure	to	

additional	course	material.	For	instance,	Question	20	asked,	“With	these	ideas	of	literacy	in	mind,	on	

a	scale	of	1-10,	with	10	being	the	most	literacy	and	1	being	least	literate,	how	would	you	rank	your	

hometown	community	in	terms	of	literacy?”	Using	a	Likert	scale	for	a	response,	students	responded	

with	a	weighted	average	of	7.21—up	from	6.62	in	Survey	1	and	6.68	in	Survey	II,	as	shown	in	Figure	

7.		
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Figure	7.	With	these	ideas	of	literacy	in	mind,	on	a	scale	of	1-10,	with	10	being	the	most	literacy	and	1	

being	least	literate,	how	would	you	rank	your	hometown	community	in	terms	of	literacy?	

Over	time,	students	determined	that	their	hometowns	were	“more	literate”	than	not.	

Additionally,	as	the	course	continued,	and	students	worked	to	understand	broad	concepts	of	

literacy,	including	their	own	literacies,	students	gained	new	insights	about	and	perspectives	of	their	

home	communities.	(As	a	note,	though,	one	outlier	emerged	with	a	student	who	chose	“1”	meaning	

“Least	literate,”	which	did	not	occur	in	the	first	survey,	but	did	occur	in	both	the	second	and	third	

surveys.)		

Considering the literacy practices your hometown promotes, do you believe that your hometown affects 

your personal literacy? 

Following	up	on	this	idea	of	hometowns	as	literate,	question	21,	another	repeated	question	

from	Survey	II,	asked,	“Considering	the	literacy	practices	your	hometown	promotes,	do	you	believe	

that	your	hometown	affects	your	personal	literacy?”	As	a	response,	a	strong	majority	of	88%	of	

participants	responded	“Yes,”	up	from	70%	in	Survey	II.	Twelve	percent,	down	from	30%	in	Survey	

II,	responded	“No.”	(See	Figure	8.)	
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Figure	8.	Considering	the	literacy	practices	your	hometown	promotes,	do	you	believe	that	your	

hometown	affects	your	personal	literacy?	

Participants	were	asked	to	follow	up	on	this	question,	and	question	22	asked,	“If	you	

answered	yes,	explain	the	reason(s)	why	you	believe	that	your	hometown	affects	your	personal	

literacy.”	Most	of	responses	were	yes,	and	patterns	in	their	explanations	showed	the	importance	of	

human	interaction	to	literacy	development,	where	the	people	they	interact	with	affect	their	literacy.	

For	instance,	seven	students	noted	the	people	they	know	affect	their	education	and	career	goals,	as	

they	see	people	in	successful	careers.	Additionally,	personal	relationships	greatly	affect	students’	

outlooks	on	literacy:	“The	people	in	my	hometown	are	the	ones	that	I	am	closes	to,	and	the	people	

that	I	am	closest	to	are	the	ones	that	I	will	most	likely	be	like.”	While	this	student	didn’t	indicate	this	

as	a	positive	or	negative	feature	in	literacy	development,	this	recognition	demonstrates	the	way	

this	student,	among	others,	saw	their	hometowns	and	communities	with	open	(or	more	open)	eyes.		

Furthermore,	hometown	culture,	particularly	attitudes	and	outlooks	toward	education	(and	

traditional	literacy,	as	discussed	it	in	class)	affected	students:	“It	does	affect	your	literacy	because	I	

was	born	an	[sic]	illiterate	town.	were	[sic]	people	is	[sic]	against	school	since	from	their	point	of	

view	school	is	not	need	[sic].”	Additionally,	one	student	noted	how	“Peer	pressure	can	have	a	huge	

influence	on	someone’s	desire	to	pursue	a	certain	subject.	An	example	could	be	someone	in	a	

farming	community	trying	to	be	an	astronaut.”	the	hometown	culture	affects	the	variety	of	literacies	

one	is	exposed	to:	“Because	our	community	is	so	diverse	that	i	[sic]	learn	about	a	bunch	of	different	
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literacies.”	The	Tri-Cities	areas	is	a	diverse	area,	and	students	do	recognize	how	the	large	Hispanic	

population	affects	their	literacy.	This	overall	pattern	of	human	interaction	showed	how	students	

understood	the	social	nature	of	literacy.	

In	their	essays,	students	recognized	the	importance	of	a	physical	place,	or	a	community,	in	

literacy	development	beyond	the	people	who	live	there:		

Hometown	is	a	place,	where	[sic]	we	get	started	developing	our	literacies.	If	you	live	in	a	

tiny	Mississippian	town	with	only	school	football	team,	more	likely	you	will	either	play	

football,	no	matter	if	you	like	it	or	not.	On	the	other	hand,	if	you	live	in	New	York,	you	have	a	

wide	variety	of	literacies	to	chose	[sic]	from.	

Five	respondents	noted	the	“have	not”	of	their	communities,	citing	cities	like	Los	Angeles,	New	

York,	Portland,	and	Seattle	as	having	more	opportunities	for	literacy	development.	Responses	

indicated	these	opportunities	and	resources	included	classes,	clubs,	groups,	and	jobs	available	to	

residents	in	each	community.		

While	many	students	noted	the	lack	of	resources	in	their	communities,	others	explained	

how	school-based	initiatives,	like	curriculum	development,	affected	their	literacy	in	positive	ways.	

The	rural	nature	and	agricultural	focus	of	many	participants’	hometowns	was	a	key	feature	in	many	

students’	responses:	“Where	you	grow	up	defines	a	lot	of	your	literacy.	i	[sic]	would	not	be	literate	

in	farming	if	i	[sic]	would	not	have	grown	up	in	an	agricultural	environment.”	One	student	was	very	

specific:	“yes	because	of	my	home	town	i	[sic]	and	literate	with	anything	to	do	with	apples.”	A	few	

responses	indicated	that	the	students	were	not	interested	in	continuing	an	education	or	career	in	

agriculture,	but	they	acknowledged	that	their	hometown	directly	affected	both	their	agricultural	

literacy.	For	most	respondents,	for	better	or	worse,	their	small	town	or	rural	surroundings	had	

significant	impact	on	their	literacies	both	in	and	out	of	school.	

In	contrast	to	those	who	responded	“Yes,”	question	23	asked,	“If	you	answered	no,	explain	

the	reason(s)	why	you	believe	that	your	hometown	affects	your	personal	literacy.”	Like	previous	
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surveys	where	students	disagreed	that	hometowns	affected	literacy,	the	main	pattern	of	response	

indicated	personal	responsibility	for	literacy	and	literacy	development:		

I	believe	my	personal	literacy	is	my	own	responsibility	to	develop	therefore	i	[sic]	shouldnt	

[sic]	blame	something	else	for	me	not	developing	my	personal	literacy.	we	have	libraries,	

technology,	books	and	other	resources	like	teachers	that	help	us	but	i	[sic]	cant	[sic]	learn	

unless	i	[sic]	want	to.	Its	[sic]	hard	to	teach	someone	who	doesnt	[sic]	want	to	learn.	

Not	only	does	this	respondent	believe	that	it	is	one’s	personal	responsibility	to	develop	literacy,	but	

also	that	this	involves	individual	motivation.	Interestingly,	though,	this	respondent’s	explanation	

contradicts	the	question,	which	asked	about	hometowns,	as	the	response	emphasizes	the	existence	

of	“[…]	libraries,	technology,	books	and	other	resources	like	teachers	that	help	us.”	Clearly	there	is	

an	acceptance	of	resources,	but	an	emphasis	on	the	individual’s	role	in	taking	advantage	of	these	

resources	in	a	motivated	fashion;	this	also	lends	an	observer	to	ask	how	stereotypes	or	other	

assumptions	affect	the	concepts	of	home	communities	as	literate	or	not.	Another	participant	

responded,	“I	don’t	really	think	my	hometown	has	had	an	affect	[sic] on	my	literacy,	I	think	more	

the	way	I	was	raised	and	taught	has.”	This,	though,	has	a	clear	connection	to	home—maybe	not	

hometown,	but	definitely	home	situation	and,	likely,	community.	Lastly,	on	student	responded	

succinctly,	“i	[sic]	affect	my	own	litteracy	[sic],”	which	emphasized	this	theme	of	personal	

responsibility.	

Describe your hometown: Rural, Rural-Suburban, Suburban or Semi-Urban, Suburban-Urban, Urban. 

Another	question	that	was	repeated	through	surveys	asked	students	to	describe	their	

hometowns;	question	24	stated,	“Describe	your	hometown:	Rural,	Rural-Suburban,	Suburban	or	

Semi-Urban,	Suburban-Urban,	Urban.”	The	difference	in	the	wording	of	this	question	for	the	third	

survey	resulted	from	a	need	for	a	more	nuanced	separation	of	community	type,	as	participant	

feedback	from	the	first	literacy,	combined	with	class	discussions	of	these	distinctions,	indicated	that	

the	three-level	categorization	of	the	US	Census	(urban,	semi-urban,	and	everything	else	is	rural,	all	



	 101	

based	on	population	per	square	mile)	was	too	limiting	for	the	majority	of	students.	As	the	Tri-Cities	

and	surrounding	metropolitan	area	grows	in	population,	the	“city”	quickly	meets	or	takes	over	rural	

areas,	thus	quickly	juxtaposing	agricultural	land	and	suburban	subdivision,	and	grandfathered	

horse	and	cattle	property	exists	in	well-established	city	neighborhoods.	Therefore,	by	allowing	

connections	between	the	three	categories,	which	provided	a	category	for	participants	stuck	in	the	

middle.	As	a	result,	the	categories	of	“Rural”	and	“Rural-Suburban”	together	included	nearly	two-

thirds	of	the	responses	(29%	and	35%,	respectively,	for	a	total	of	64%);	when	combining	

“Suburban	or	Semi-Urban”	(21%),	a	very	strong	major	of	students	notes	how	not	urban	their	

hometowns	were.	Lastly,	the	two	remaining	categories	of	“Suburban-Urban”	and	“Urban”	received	

6%	and	9%	of	responses,	respectively.	(See	Figure	9.)	

	

Figure	9.	Describe	your	hometown:	Rural,	Rural-Suburban,	Suburban	or	Semi-Urban,	Suburban-Urban,	

Urban.	

How has your current English course affected your understanding of literacy? 

The	last	question	of	the	third	literacy	survey,	question	28,	asked,	“How	has	your	current	

English	course	affected	your	understanding	of	literacy?”	The	strongest	pattern	of	responses	indicated	

that	students	first	learned	what	literacy	was;	second,	that	literacy	was	much	more	than	what	they	

learned	and	practiced	in	school;	and,	third,	that	they	learned	much	about	their	own	literacies,	

communities,	and	themselves:	“I	didn’t	even	know	what	literacy	was	and	this	course	really	opened	

my	eyes,	and	taught	me	a	lot	about	myself.”	Only	one	participant	responded	in	the	negative:	“it	
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hasnt	[sic].”	All	other	responses	included	positive	messages	about	their	learning	as	a	direct	result	of	

this	English	101	class	and	course	curriculum.	Many	students	noted	that	they	knew	nothing	about	

literacy	and	this	class	introduced	them	to	and	taught	them	about	literacies;	for	instance,	one	

student	emphasized,	“It	taught	me	from	zero	to	everything	It	[sic]	is	a	huge	help.”		

Other	students	knew	about	literacy	as	related	to	reading	and	writing	but	had	not	

considered	other	types	of	literacy:	“Before	this	course	I	only	related	literacy	to	reading.	Now	i	[sic]	

know	it	to	encompass	much	more	than	that”	and	“I	know	[sic]	understand	that	literacy	isn’t	just	

knowledge	that	can	help	one	academically,	but	also	socially	like	street	smarts.”	The	understanding	

of	literacy	as	something	learned	and	applied	both	inside	and	outside	of	school	was	a	common	

pattern	among	responses.	In	particular,	students	emphasized	how	this	course	curriculum	affected	

them	“a	lot,”	“greatly,”	“dramatically,”	and,	to	one	student,	the	course	“affected	me	by	shocking	me	

in	the	send	[sic]	that	im	[sic]	learning	things	every	day	in	school	yet	i	[sic]	didn’t	know	i	[sic]	was	

actually	building	my	different	types	of	literacy.”	The	extremely	positive	response	from	students	

indicated	the	impact	of	this	course	on	their	understanding	of	literacy	and,	for	some,	the	deep	effects	

of	this	understanding	on	their	everyday	lives.		

Demographic Data Reported by Survey Participants 

The	final	section	of	the	third	literacy	survey	was	dedicated	to	collecting	survey	participants’	

personal	and	demographic	data.	In	total,	34	participants	completed	the	survey	(down	from	44	

consenting	participants	at	the	beginning	of	the	quarter,	a	reduction	mainly	due	to	student	attrition).	

The	survey	was	conducted	on	the	last	day	of	class	during	the	English	101	final	exam	period	in	

library	computer	lab.	Of	the	34	respondents,	19	(56%)	identified	as	male	and	15	(44%)	as	female.	

The	age	range	varied,	with	7	(21%)	younger	than	18;	22	(65%)	participants	ages	18-22;	three	

participants	(9%)	ages	23-25;	one	student	each	(3%)	ages	25-29	and	30-39;	and	no	participants	40	

or	older.	Participants	reported	ethnicity,	too,	with	14	(41%)	who	identified	as	White;	20	(59%)	

identified	as	Hispanic	or	Latino;	1	(3%)	identified	as	Asian	or	Asian-American;	2	(6%)	preferred	not	



	 103	

to	answer;	and	no	participants	identified	as	Black	or	African-American,	American	Indian	or	Alaska	

Native,	or	Native	Hawaiian	or	other	Pacific	Islander.	As	English	101	is	a	required	course	for	all	CBC	

students,	one	may	assume	that	an	average	English	101	course	would	contain	an	average	sample	of	

CBC	students.	With	a	near	even	distribution	of	male	and	female	students,	this	group	of	students	

nearly	mirrored	CBC	populations,	though	CBC	has	a	slightly	higher	percentage	of	female	students	to	

male	(52%	female	to	48%	male,	according	to	the	American	Association	of	Community	Colleges	

[AACC]).	Additionally,	the	age	range	of	students,	with	the	vast	majority	between	ages	18	and	22,	

also	reflected	the	college	population.	Lastly,	this	sample	of	students	contained	a	majority	of	

Hispanic	students,	which	shows	the	prevalence	of	Hispanic	students	at	this	federally	identified	

minority-majority	and	Hispanic-serving	institution,	though	CBC	as	a	whole	has	a	Hispanic	

population	of	29%	and	white	population	of	61%	(AACC).	Overall,	this	group	of	participating	

students	provided	a	strong	distribution	across	these	demographic	data	groups,	without	skewing	in	

one	direction	or	another,	save	the	prevalence	of	students	self-identifying	as	Hispanic.	This	

distribution	of	ethnicity	does,	however,	reflect	the	population	of	Franklin	County,	where	CBC	is	

located,	where	Hispanics	made	up	52%	of	the	county’s	population	in	2014	(“Franklin	County”).	

Furthermore,	this	sample	speaks	to	the	populations	of	many	rural-area	colleges,	particularly	those	

requiring	at	least	one	first-year	composition	course	for	graduation.	More	information	on	the	

context	of	CBC	may	be	found	in	Chapter	2.		

Students	identified	the	language(s)	spoken	at	home,	with	an	option	to	choose	multiple	

languages:	11	(32%)	spoke	only	English	at	home;	3	(9%)	spoke	only	Spanish	at	home;	15	(44%)	

spoke	both	English	and	Spanish	at	home;	2	(6%)	spoke	Russian	and	English	at	home;	and	one	

participant	(3%)	each	spoke	one	of	the	following	language	clusters	at	home:	Polish,	Ukrainian,	and	

German;	Ukrainian	and	Moldovan;	and	Chinese	and	English.	For	hometowns,	participants	primarily	

identified	the	following	towns	and	cities	in	Washington	State	often	considered	part	of	the	Tri-Cities	

metropolitan	areas:	Burbank,	Kennewick,	Pasco,	Prosser,	Richland,	Tri-Cities,	and	West	Richland;	
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while	a	few	others	identified	cities	and	towns	in	Eastern	Washington	just	outside	the	Tri-Cities:	

Othello,	Spokane,	and	Sunnyside.	Other	participants	identified	hometowns	out	of	the	state,	

including	“LA”	(Las	Angeles,	California)	and	Riverside,	California,	“Mexico,”	and	FoShan,	China.	

Overall,	most	students	were	born	and	raised	in	the	Tri-Cities,	or	at	least	identified	their	hometowns	

as	local	to	the	CBC	area.	Students	who	named	out-of-state	hometowns	were	not	travelling	to	CBC	

for	school,	but	rather	had	families	who	relocated	to	the	area.	Keeping	in	mind	that	CBC	is	a	

commuter	campus	in	a	rural-	and	Hispanic-serving	institution	located	in	an	agricultural	area	and	

minority-majority	county,	this	adherence	to	hometown	shows	how	students	were	attending	college	

close	to	home,	where	these	students	spoke	a	variety	of	languages,	mostly	English	and	Spanish	or	

combination	of	the	two.	With	large	numbers	of	students	not	speaking	English	as	their	first	language	

or	as	the	primary	language	at	home,	the	requirement	of	English	composition	courses	(CBC	requires	

English	101	and	102	for	all	students)	as	prerequisites	for	course	and	for	graduation	becomes	

clearer—Standard	English	is	the	language	of	academia,	generally,	and	at	this	college,	the	

requirement.		

Regarding	their	education,	participants	identified	their	previous	English	classes:	15	(44%)	

participants	responded	that	they	had	“No	college	English”;	one	(3%)	had	enrolled	in	English	98:	

Writing	Prep	I;	eight	(24%)	English	99:	Writing	Prep	II;	five	(15%)	were	repeating	English	101:	

Composition	I;	nine	(26%)	indicated	that	they	had	enrolled	in	other	English	courses,	such	as	AP	

English	in	high	school,	English	111:	Introduction	to	Literature	at	CBC,	English	100:	Reading	and	

Writing	in	College,	and	creative	writing	courses.	For	nearly	half	of	all	participants,	this	English	101	

course	was	their	first	experience	with	college	English	of	any	kind.	Generally,	this	indicates	that	

students	tested	into	English	101,	that	they	demonstrated	college-level	reading	and/or	writing	skills	

on	COMPASS	(the	college’s	required	test	for	all	incoming	students)	and	were	thus	deemed	

“prepared”	for	college	English.	The	remainder	of	students	varied	in	experience,	from	enrollment	in	

Writing	Prep	(formerly	known	as	remedial	courses)	to	advanced	high	school	courses	(which	vary	
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widely	depending	on	the	high	school).	Therefore,	the	level	of	college-level	writing	experience	varied	

across	the	participants,	thus	creating	a	varied	class	community	of	writers.		

For	their	educational	goals,	29	(85%)	participants	intended	to	transfer	to	a	four-year	

institution	for	a	bachelor’s	degree,	and	13	(38%)	had	goals	of	graduate	or	professional	school;	only	

one	(3%)	participant	indicated	“Other”	or	“no	idea.”	As	a	note,	CBC	students	enrolled	in	vocational	

programs	or	“tech”	programs	(e.g.,	automotive	technology,	manufacturing	technology,	nuclear	

technology,	welding	technology,	and	certificate	programs)	are	not	required	to	take	English	101	and	

102	at	this	time,	but	rather	enrolled	in	a	course	titled	English	103:	Writing	in	the	Workplace.	(I	did,	

however,	have	a	student	in	a	technical	writing	course	that	was	completing	requirements	for	both	

welding	technology	and	an	associate	degree	for	transfer	in	engineering.)	Therefore,	if	students	

were	enrolled	in	English	101,	it	is	no	surprise	that	the	vast	majority	of	students	intended	to	transfer	

to	a	four-year	university.	The	most	common	degree	at	CBC	is	a	general	associate	degree	for	

transfer,	though	many	students	also	choose	to	focus	within	their	studies	in	preparation	for	

transferring	directly	into	an	area	of	study	at	a	university.	Additionally,	it	may	be	that	students	who	

persist	through	their	first	courses	are	(highly)	motivated,	a	character	trait	that	would	shed	light	on	

the	38%	of	participants	interested	in	graduate	or	professional	school.	That	said,	it	may	be	argued	

that	these	students	were	optimistic	or	ambitious	in	their	career	goals,	as	English	101	is	generally	

one	of	the	first	courses	they	take	in	college.	(For	instance,	when	I	enrolled	in	English	101,	I	was	an	

Animal	Science	student	on	her	way	to	veterinary	medicine,	not	rhetoric	and	composition.	Even	so,	I	

enrolled	in	post-baccalaureate	programs.)	As	a	whole,	though,	this	group	of	students	strove	to	high	

achievements	in	their	education,	and	far	exceeded	a	stereotype	of	apathetic	or	hopeless	local	and	

rural	teens,	but	rather	dedicated	students.		
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Conclusion to Study Part 1 
This	concludes	my	presentation	and	preliminary	analysis	of	data	from	Part	1	of	my	multi-

methodological	teacher	research	study	conducted	in	2016	at	Columbia	Basin	College	in	Pasco,	

Washington.	Part	1	includes	data	from	surveys	and	writing	assignments	from	students	in	English	

101:	Composition	I	courses.	From	the	survey	data,	I	observed	a	clear	development	of	students’	

understanding	of	literacy	as	a	concept,	particularly	related	to	their	own	literacies.	Moreover,	the	

surveys	demonstrated	the	positive	ways	the	English	101	curriculum	focused	on	engaging	students	

in	their	rural	literacies	affected	students’	understanding	of	literacy	as	a	concept	and,	importantly,	

how	students	recognized	the	effects	of	their	home	communities	on	their	own	literacies.		

In	students’	essays,	a	clear	development	of	literacy	learning	occurred.	Rhetorical	analysis	

essay	of	Gerald	Graff’s	“Hidden	Intellectualism,”	students	clearly	engaged	with	the	rhetorical	

analysis	genre,	though	this	was	most	students’	first	experience	with	this	essay.	In	their	writing,	

students	also	demonstrated	an	understanding	of	hidden	intellectualism	as	a	type	of	intelligence,	or	

literacy.	Through	rhetorical	analysis	of	Graff’s	article,	students	showed	their	appreciation	for	new	

and	different	approaches	to	what	“counts”	as	knowledgeable,	particularly	noting	the	importance	of	

knowledge,	or	literacies,	developed	outside	of	school	and	in	home	communities.	In	their	first	

argument	essays,	students	argued	for	the	importance	and	value	of	digital	literacies,	especially	

focusing	on	the	necessity	of	access	to	technology	and	resources.	Furthermore,	students	engaged	

with	the	argument	essay	genre	and	developed	researched	arguments	on	digital	literacy	topics	

meaningful	to	their	own	lives	and	literacies.	In	their	second	argument	essay,	students	focused	on	

literacy	in	communities	by	choosing	their	own	topic	of	a	unique	literacy	issue	relevant	to	their	own	

lives	and	communities.	In	these	essays,	students	defined	their	literacies	and	then	composed	

evidence-based	arguments.	In	these	essays,	students	engaged	with	the	concept	of	literacy	far	

beyond	that	they	understood	at	the	beginning	of	the	term	and	demonstrated	an	understanding	of	

how	literacies	existed	in	all	areas	of	their	lives	outside	of	academic	settings	and,	notably,	flourished	
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in	homes	and	local	communities.	The	connection	of	these	essays	with	the	telling	trends	in	the	

literacy	surveys	shows	significant	growth	in	students	understanding	of	literacies,	including	rural	

literacies,	and	suggest	that	the	English	101:	Composition	I	curriculum	focused	on	engaging	students	

with	their	rural	literacies	was	a	successful	and	fruitful	curriculum.		

In	Chapter	4,	I	will	report	and	provide	analysis	of	data	from	Part	2	of	this	study,	which	

includes	four	major	writing	assignments	for	English	102	courses.	Additionally,	the	next	chapter	will	

introduce	Part	3	of	the	study,	which	includes	in-depth	interviews,	or	minor	case	studies,	with	

individual	students	and	participants	who	participated	in	surveys	and/or	writing	assignments.	
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CHAPTER 4 
 
RESEARCH RESULTS AND ANALYSIS, PART 2 

	

Introduction 
In	this	chapter,	I	will	present	data	on	Part	2	of	my	multi-methodological	teacher	research	

study	on	rural	literacies	that	I	conducted	in	2016	at	Columbia	Basin	College	in	Pasco,	Washington.	I	

will	also	provide	preliminary	analysis	of	the	data	and	preliminary	conclusions.	Part	1,	presented	in	

Chapter	3,	included	surveys	and	assignments	for	English	101	courses.	In	this	chapter,	I	will	cover	

Part	2,	which	includes	four	major	writing	assignments	for	English	102	courses:	a	rhetorical	analysis	

essay,	an	argument	essay,	a	multimodal	public	argument,	and	a	reflection	essay.5	In	their	English	

102	writing	assignments	for	this	study,	students	argued	for	the	legitimacy	and	value	of	the	

literacies	they	developed	in	their	home	communities—clearly	outside	of	academic	environments—

by	researching	definitions	of	literacy	and	then	creating	strong	arguments	for	definitions	of	their	

own	literacy.	Additionally,	students	argued	for	the	value	and	relevance	of	their	literacies	within	

academic	and	work	situations.	Furthermore,	students	explained	the	way	their	literacies	were	

everyday	practices	in	their	home	communities—key	insights	in	this	study.	From	these	study	data,	I	

conclude	that	students’	literacies	are	everyday	practices	in	their	lives	as	located	in	rural	home	

communities,	integrally	tied	to	modern	technology	as	part	of	everyday	life.		

The	purpose	of	Chapter	4,	similar	to	that	of	Chapter	3,	is	to	provide	focused	insight	into	

results	and	data	from	the	English	102	writing	assignments	with	brief	analysis	and	conclusions	and	

																																																													

5	A	third	study	part	included	interviews,	or	minor	case	studies,	with	students	who	participated	in	
surveys	and/or	writing	assignments,	but	I	will	use	the	majority	of	this	data	from	this	section	in	future	work.	
Students’	voices	will	be	included	throughout	this	chapter.		
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to	introduce	the	interviews	with	individual	students.	In	combination	with	elements	covered	in	

Chapter	3,	the	English	101	course	assignments	and	surveys,	the	analyses	of	and	conclusions	in	this	

chapter	will	guide	my	discussion	of	best	practices	for	a	(redefined)	rural	literacies	composition	

curricula	in	Chapter	5.		

Study Part 2: English 102 Writing Assignments 
The	second	part	of	my	multi-methodological	teacher	research	study	involved	English	102:	

Composition	II	classes	and	students,	which	included	two	classes	with	a	total	of	44	students	who	

consented	to	participate	in	the	study.	Each	student	completed	four	major	writing	assignments,	

including	a	rhetorical	analysis	essay,	an	argument	essay,	a	multimodal	argument,	and	a	reflective	

essay.	Students	in	English	102	also	completed	two	minor	writing	assignments,	a	research	proposal	

and	annotated	bibliography,	which	are	included	in	Appendix	B:	Course	Curriculum	Materials	for	

English	102:	Composition	II.	The	following	sections	will	present	data	from	and	provide	preliminary	

analysis	of	the	following	major	writing	assignments:	a	rhetorical	analysis	essay,	an	argument	essay,	

a	multimodal	public	argument,	and	a	reflection	essay.		

As	in	my	data	reporting	in	Chapter	3,	I	include	a	mix	of	qualitative	data	and	quantitative	

data	statements	throughout.	By	using	this	method,	I	intend	to	demonstrate	that	limited	quantitative	

data	were	collected,	but	not	all	quantitative	data	are	necessary	for	analysis	and	discussion	as	they	

do	not	contribute	substantially.	Additionally,	some	data	cannot	be	quantified	as	a	result	of	

observation	of	patterns,	without	numeric	data	collection.	For	this	study,	I	used	mixed	methods	as	an	

explanatory	method	wherein	qualitative	data	helps	to	explain	or	deepen	insights	from	quantitative	

data	through	lived	experiences.	Data	from	all	four	major	writing	assignments	in	English	102	will	be	

presented	and	analyzed	below.		
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Writing Assignment: Rhetorical Analysis Essay of a Community-Based Text 

The	first	major	writing	assignment	in	English	102	was	a	rhetorical	analysis	essay.	The	

purpose	of	the	rhetorical	analysis	assignment	was	for	students	to	write	a	rhetorical	analysis	essay	

that	analyzed	the	rhetorical	strategies	of	unique	texts	from	students’	home	communities,	as	well	as	

followed	academic	and	genre	conventions.	The	assignment	first	required	students	to	identify	and	

analyze	a	community-based	text	to	examine	the	ways	arguments	regarding	literacy	exist	in	their	

local	communities.	Following,	students	examined	and	analyzed	the	text’s	language	and	visual	

rhetorical	strategies	and	their	efficacy,	including	Aristotelian	rhetorical	concepts	of	ethos,	pathos,	

logos,	and	kairos	within	the	rhetorical	situation,	the	text’s	purpose,	speaker,	and	audience	within	a	

given	context.	Additionally,	by	choosing	a	text	from	one’s	home	community,	students	began	to	

explore	the	ways	language	and	visuals	are	used	in	their	local,	home	community	to	share	messages	

and	make	meanings.	The	full	text	of	the	assignment	is	located	in	Appendix	B:	Course	Curriculum	

Materials	for	English	102:	Composition	II.		

Excerpts from Participants’ Rhetorical Analysis Essays 

Of	the	41	essays	that	consenting	students	submitted	for	the	rhetorical	analysis	assignment,	

36	of	these	essays	followed	the	genre	conventions	of	an	academic	rhetorical	analysis	essay	for	first-

year	composition.	For	this	assignment,	genre	conventions	include	identification	and	analysis	of	a	

text	within	its	rhetorical	situation	and	an	analytical	focus	of	Aristotelian	rhetorical	strategies	of	

ethos,	pathos,	logos,	and	kairos;	the	academic	essay	conventions	include	an	introduction,	a	

conclusion,	and	developed	body	paragraphs	with	topic	sentences	and	thorough	rhetorical	analysis	

supported	by	textual	evidence,	such	as	quotations,	paraphrases,	and/or	summaries.	Additionally,	

students	maintained	a	solid	third-person	voice	throughout	their	entire	essays,	even	when	students	

showed	little	of	their	personal	connection	to	their	texts	and,	instead,	focusing	on	analysis	of	texts	as	

required	by	the	assignment.	To	offer	students	the	opportunity	to	provide	personal	connections,	the	

essay	assignment	allowed	an	optional	element:	“In	the	conclusion,	connect	the	text	to	your	personal	
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story	in	a	meaningful	way.”	By	providing	the	option,	students	could	discuss	why	they	chose	their	

texts	for	analysis;	they	could	disclose	the	ways	their	background	and	experience	could	bias	their	

analysis;	or	they	could	explain	if	they	were	members	of	the	target	audience.	Most	of	all,	encouraging	

personal	stories	provided	a	space	for	students	to	begin	overtly	connecting	rhetorical	strategies	of	

specific	authors	for	audiences	of	local	communities	in	which	students	had	a	personal	stake.	Because	

of	the	assignment	requirement	for	students	to	choose	a	text	for	analysis	from	their	home	

community,	this	option	allowed	for	an	explanation	of	their	connection	to	the	text	and	community.	

However,	discussing	a	personal	story	was	possibly	unnecessary	to	make	students’	analyses	

complete	or	could	have	been	uncomfortable	for	more	private	students,	and	therefore	not	all	essay	

conclusions	developed	personal	connections.		

Across	the	rhetorical	analysis	essays,	I	observed	a	few	patterns	of	students’	approaches	to	

their	analyses:		

1. Students	chose	a	wide	variety	of	texts	for	analysis,	with	very	little	overlap	of	texts	across	

multiple	students’	essays.		

2. A	few	patterns	of	incomplete	or	unsuccessful	analysis	emerged,	including	essays	where	

student	writers	turned	analysis	into	argument.	Many	ignored	context	(and	often	the	

rhetorical	situation	as	a	whole),	and	others	succumbed	to	assumptions	over	analysis.		

3. Despite	errors	in	genre	or	analysis,	students	recognized	themselves	as	audience	members	

during	the	essay’s	analysis	paragraphs	or	in	a	conclusive	manner,	as	per	an	optional	

assignment	instruction	to	include	an	explicit	personal	connection	to	the	text.		

	

A Wide Variety of Texts Chosen for Analysis 

First,	students	chose	a	wide	variety	of	texts	for	analysis.	The	assignment	instructions	

required	students	to	“Choose	a	text	from	your	home	community.	Explore	texts	from	various	genres	

that	focus	on	or	are	from	you	home	community.	Select	one	with	an	argument	that	particularly	
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compels	you.”	Nearly	every	rhetorical	analysis	essay	analyzed	a	different	text,	with	texts	ranging	

from	flyers	to	billboards,	thus	demonstrating	a	diversity	in	students’	interests	and	community	

memberships.	The	few	essays	with	shared	texts,	such	a	high	school	poster	warning	against	

distracted	driving.	When	duplicating	texts,	though,	the	end	result	was	a	variety	in	analysis	based	on	

students’	individual	approaches	to	analysis.	These	approaches	were	generally	based	on	their	own	

background	and	experiences,	particularly	community	membership.	In	the	case	of	the	poster,	one	

student	argued	that	the	approach	was	ineffective	“because	there	is	no	emotional	appeal,”	that	is,	not	

crashing	cars,	while	a	different	student	argued	that	the	poster	was	effective	because	of	the	context	

of	the	high	school.	Additionally,	the	text	students	chose	for	analysis	could	be	print	or	non-print,	but	

students	were	required	to	include	both	written	language	and	visual	elements,	as	basic	visual	

analysis	was	part	of	the	lessons	on	rhetorical	analysis	and	an	assignment	requirement.	With	the	

option	for	choosing	a	digital	text,	students	looked	to	their	smartphones;	for	instance,	one	student	

analyzed	a	local	coffee	shop’s	Instagram	post.	In	the	end,	texts	included	a	variety	of	media	from	

print	to	digital	and	across	platforms,	from	static	images	to	videos.		

As	school	was	a	clear	and	constant	community	for	most	students,	seven	students	chose	texts	

for	analysis	were	about	or	located	on	school	campuses.	Specifically,	four	students	chose	texts	

located	on	the	Columbia	Basin	College	(CBC)	campus,	including	pamphlets	and	brochures	for	

recruitment	to	CBC	itself,	as	well	as	those	for	programs	such	as	the	Nursing	program	and	TRiO	

student	services.	Other	students	analyzed	texts	such	as	acceptance	letters	or	flyers	from	four-year	

colleges	and	universities,	including	Central	Washington	University	and	Washington	State	

University.	As	many	students	planned	to	transfer	following	their	Associate	Degrees	and,	as	this	

portion	of	the	study	was	conducted	in	the	spring	quarter,	there	were	students	who	had	confirmed	

registration	with	their	future	college.	Additionally,	Running	Start	students	(dual-enrolled	program	

for	high	school	students	to	attend	college	and	earn	associates	degrees)	often	chose	texts	from	high	

school	campuses,	including	posters	and	flyers	for	a	campaign	against	distracted	driving.	However,	
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the	most	common	theme	across	texts—and	not	just	texts	chosen	by	Running	Start	students,	though	

common	with	them—focused	on	a	recent	teacher	strike.	The	strike	involved	Pasco	School	District	

teachers	who	walked	out	of	schools	in	protest	of	adverse	working	conditions,	including	student	

overcrowding.	

Beyond	school-related	texts,	students	looked	to	their	local	community	for	texts.	By	turning	

to	their	local	communities	for	texts,	students	showed	their	involvement	in	community	life,	from	

observing	everyday	surroundings	to	actively	participating	in	activities	and	groups.	Commonly,	

locally	produced	advertisements	and	bulletins	proved	ripe	for	analysis.	Texts	included	both	benign	

and	controversial	themes,	with	controversial	texts	including	notorious	local	billboards	for	auto	

insurance	with	the	tagline	“Don’t	drive	naked”	(and	accompanying	controversial	photo	with	the	

image	of	a	male	driver	without	a	shirt)	and	a	Catholic	church’s	anti-abortion	message	complete	

with	a	sonogram	image	of	a	fetus.	Less	hotly	controversial	texts	included	political	cartoons,	memes,	

news	articles	and	videos,	and	advertisements	in	the	forms	of	flyers,	posters,	and	mailers,	with	

subject	matter	varying	across	topics,	including	a	Gold’s	Gym	poster,	a	flyer	for	the	Kennewick	Food	

Bank,	a	Red	Cross	mailer	soliciting	platelet	donations,	the	Roasters	Coffee	Instagram	account,	and	

an	article	on	STEM	(Science,	Technology,	Engineering,	and	Math)	tourism	in	the	Tri-Cities.	

Student Analysis Outcomes Varied with Attention to Genre and Rhetorical Principles 

Second,	while	the	majority	of	essays	were	successful	and	complete	rhetorical	analyses,	

patterns	of	incomplete	or	unsuccessful	analysis	emerged,	including	patterns	in	essays	where	

student	writers	turned	analysis	into	argument,	essays	where	students	ignored	context	(and	often	

the	rhetorical	situation	as	a	whole),	and	essays	where	students	succumbed	to	assumptions	over	

analysis.	When	students	wrote	argument	essays	instead	of	rhetorical	analyses,	the	most	common	

move	was	to	(accidently)	turn	their	analysis	into	arguments	about	the	text’s	topic,	rather	than	

analyzing	the	text	itself	within	its	rhetorical	situation.	For	instance,	when	analyzing	a	pro-gay	

marriage	advertisement,	one	student	argued	that	there	shouldn’t	be	discrimination	of	anyone,	
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especially	against	members	of	the	LGBTQ	community.	Rather	than	arguing	about	discrimination,	

the	student	should	have	argued	about	how	and	why	the	advertisement	utilized	rhetorical	strategies	

to	engage	the	reader.	In	class	and	in	the	essays,	I	observed	that	students	often	struggled	with	the	

concept	of	analysis	as	an	argument	itself,	at	least	initially,	where	analysis	that	determines	the	

effects	and	efficacy	of	rhetorical	strategies	is,	indeed,	an	argument,	though	an	analytical	argument.	

Analysis	as	a	type	of	argument	was	a	new	concept	for	students,	particularly	those	coming	from	high	

school	Language	Arts	courses	that	focused	on	argument	as	a	type	of	text,	but	not	as	argument	

involved	in	all	texts.	(This	misunderstanding	may	be	a	result	of	mis-teaching	the	Common	Core	

State	Standards,	where	“argument”	as	a	concept	is	mistaken	as	part	of	an	argument/information	

binary.	I	observed	the	same	binary	during	my	work	with	the	Southern	Arizona	Writing	Project	and	

as	a	composition	instructor.)		

Also,	in	their	essays,	an	astounding	25	students	ignored	(or	forgot)	to	address	context	

directly—and	some	even	forgot	to	address	the	rhetorical	situation	as	a	whole—when	analyzing	

their	texts.	In	particular,	few	addressed	where	the	text	was	located	and	why	context	matters,	or	how	

context	influences	the	overall	message	and	meaning	of	texts	and	contributes	to	composition	of	the	

text	because	of	the	way	it	affects	audience	and	purpose.	For	example,	when	analyzing	an	Instagram	

account	for	Roasters	Coffee,	a	unique	approach	to	choosing	a	text,	a	student	based	much	analysis	

and	background	knowledge	on	experience	as	a	barista	for	Roasters	but	did	not	consider	the	context	

of	Instagram	as	a	digital	media	and	social	networking	(and	advertising)	space.	This	student’s	essay	

did	include	analysis	of	hashtag	use	and	audience	feedback,	based	on	“love”	responses	to	Instagram	

posts,	though,	particularly	of	on	“Support	local”	post:		

Creating	empathy	and	allowing	customers	and	Instagram	followers	acknowledge	how	the	

business	started	in	the	image,	helps	give	the	company	credibility,	give	the	customers	and	

followers	a	sense	of	trust	towards	the	business	because	they	know	where	the	company	

comes	from	and	also	helps	them	understand	what	kind	of	business	they	are	supporting.	
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Despite	her	initial	analysis,	the	student	writer	did	not	identify	or	allude	to	who	the	target	audience	

might	be	and	why	rhetorical	choices	on	Instagram	were	effective.	Furthermore,	the	student	offered	

little	analysis	of	Instagram	as	a	medium,	analysis	that	would	have	supported	the	essay’s	point.		

In	a	similar	manner,	some	students	missed	the	way	texts	and	audiences	are	connected.	One	

student,	when	analyzing	a	local	news	story	on	overcrowding	in	the	Pasco	School	District	schools,	

stated,	“This	article	does	not	really	connect	with	me	anyway,	except	the	fact	I	live	in	Pasco.”	As	a	

member	of	the	local	community	where	teachers	literally	lined	the	streets	to	protest	(and	as	a	result,	

caused	kindergarten-high	school	closures,	which	led	to	changes	in	the	district’s	policies),	the	

student	was	connected	to	the	text	and	ultimately	affected	by	the	issue,	regardless	of	her	enrollment	

status	in	a	PSD	school.		

Though	there	was	a	prevalence	of	analyses	ignoring	the	rhetorical	situation	or	missing	

connections	between	texts	and	audiences,	seven	students	addressed	instances	of	kairos	in	lieu	of	

context.	For	instance,	when	addressing	a	text	on	the	PSD	teachers	strike:	“The	teachers	are	striking	

for	the	purpose	of	asking	for	change,	so	they’re	also	using	the	strike	as	an	opportune	moment	to	

attract	attention	and	gain	more	support	by	bringing	these	issues	to	light.”	By	analyzing	kairos,	

which	was	an	assignment	requirement,	students	may	have	assumed	that	this	type	of	analysis	

covered	any	contextual	issues.	This	move,	though	not	a	replacement	for	including	identification	and	

analysis	of	rhetorical	situation	elements,	was	effective	in	its	attempt.	

One	last	unsuccessful	or	incorrect	pattern	in	students’	rhetorical	analysis	essays	was	a	

demonstrated	reliance	on	assumptions	over	evidence.	For	instance,	because	of	the	assignment	

requirement	to	choose	a	local	text,	five	students	assumed	local	equaled	reliable.	One	student,	when	

analyzing	the	ethos	of	a	local	newspaper	article,	asserted,	“They	[the	Tri-City	Herald]	are	a	reliable	

source,	as	they	are	local.	It	is	their	job	to	get	out	the	best	information	that	they	can,	as	fast	as	they	

can,	that	pertains	to	things	like	this.”	The	idea	here	is	that	a	locally	sourced	or	produced	artifact	was	

reliable,	regardless	of	any	other	factors,	an	assumption	that	is	problematic	because	it	shows	how	
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students—and	perhaps	other	local	community	members—assume	local	is	reliable,	correct,	good,	or,	

on	the	other	hand,	unreliable,	incorrect,	or	bad.	Rather	than	assuming	these	characteristics	simply	

based	on	the	locale	of	a	text,	students	should	prepare	analysis	and	evidence	to	support	

determinations	about	“local.”	Another	student	asserted,	“For	example,	I	am	a	Pasco	High	student	

and	I	believe	my	school	is	credible,	when	seeing	posters,	flyers,	or	anything	of	that	sort	in	Pasco	

High	I	get	the	sense	of	credence.”	This	student	did	not	explain	or	support	why	the	high	school	was	

credible,	but	rather	relied	on	assurance	of	a	local	entity.		

In	a	similar	move,	other	students	made	assumptions	about	audience	members	without	

including	evidence	to	support	their	claims.	In	an	analysis	of	a	flyer	posted	at	Pasco	High	School	

(PHS),	one	student	blanketed	the	audience	with	stereotypes	as	a	means	to	support	analysis	of	

rhetorical	choices:		

PHS	used	simplicity	and	straightforwardness	on	their	flyers	so	that	students	could	easily	

follow	and	understand	them.	Since	PHS	knows	that	students	can	be	lazy,	if	they	made	their	

flyers	complete	sentences,	or	even	just	a	couple	of	sentences	long,	they	know	that	students	

would	probably	not	even	bother	to	read	them.	Combining	the	logic	of	using	big,	white,	bold,	

capital	letters	over	a	dark	background	with	the	strategy	of	using	simple,	strong	phrases	

allows	students	to	easily	read	the	flyers	when	they	are	just	walking	by	on	their	way	to	class.	

(Emphasis	added.)		

Here,	her	logic	is	sound—a	simple,	easy-to-read	flyer	will	be	read	by	students	walking	by	and	not	

necessarily	stopping	to	read.	However,	this	explanation	does	not	support	how	“students	can	be	

lazy,”	other	than,	perhaps,	anecdotal	evidence	of	self	or	other	high	school	students.	Had	this	student	

writer	included	information	regarding	even	observations	of	lazy	students,	her	analysis	would	have	

been	strengthened.	Additionally,	three	students	made	overt	assumptions	regarding	social	and	

cultural	groups,	particularly	related	to	the	immigrant	and	migrant	populations	—often	assumed	as	

of	a	solely	Hispanic	population—in	the	area,	when	in	fact	there	are	varied	populations.	The	
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agricultural	and	industrial	economies	in	the	area	attract	Hispanics	from	across	Central	and	South	

America,	yes,	but	also	attract	immigrants	largely	from	Russia	and	Ukraine,	among	other	areas	

including	the	Middle	East	and	Africa,	including	students	participating	in	the	study.	Other	essays	

included	assumptions	regarding	audience’s	education	levels	or	scientific	intelligence	without	

including	factual	evidence	as	support.	Assumptions,	though	they	simplify	the	work	a	student	had	to	

do	when	writing	an	essay	actually	complicated	their	essay	by	resulting	in	incomplete	or	

unsuccessful	rhetorical	analysis.		

Students’ Recognition of Selves as Audience Members  

Third,	despite	errors	in	genre	or	analysis,	students	succeeded	in	recognizing	themselves	as	

audience	members	during	the	course	of	their	analysis	or	during	their	essay	conclusions.	In	the	

assignment,	an	optional	instruction	directed	students	to	include	an	explicit	personal	connection	to	

the	text	and	the	analysis.	Most	obviously,	when	analyzing	Gold’s	Gym	poster	advertising	a	cycling	

class,	one	student	declared:	“This	poster	is	personal	to	me	because	I	do	try	to	go	to	the	gym	at	least	

four	to	five	times	a	week	and	this	poster	is	right	there	for	me	to	see.”	By	recognizing	himself	as	part	

of	a	(micro)community,	this	student	sees	self	as	a	member	of	the	target	audience—or	puts	self	in	

the	audience:	“The	poster	caught	my	eye	because	it	was	about	cycling	witch	[sic]	is	something	that	I	

have	always	wanted	to	try.”	Here,	this	student	did	recognize	how	context,	specifically	the	text’s	

location,	was	a	result	of	the	speaker’s	intended	audience	and,	for	this	student,	influenced	the	

audience.		

In	a	more	complicated	issue,	all	students	who	analyzed	texts	about	the	Pasco	School	District	

teachers’	strike	made	personal	connections	in	their	essays,	perhaps	because	the	strike	was	a	

prominent	issue	in	the	community.	One	student	concluded,	“I	am	glad	for	articles	like	the	one	

released	by	Kristi	Pihl	[the	text’s	author]	because	it	actually	helped	me	and	my	community	

understand	and	support	our	teachers	in	order	to	receive	a	better	education.”	Through	rhetorical	

analysis,	this	student	obtained	a	better	understanding	of	the	teachers’	message	to	community.	
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Another	person’s	connection	was	entirely	unique;	in	an	analysis	of	a	political	cartoon	covering	the	

strike,	one	student	explained	how	bias	can	occur	in	analysis,	as	this	student’s	father	was	the	

president	of	the	local	teachers’	union.	This	example	shows	how	students’	own	experiences	are	

important	to	acknowledge,	as	they	often	affect	and	bias	rhetorical	analysis	processes.		

When	texts	addressed	highly	controversial	issues,	students	were	more	likely	to	write	an	

explicit	personal	connection	in	their	conclusion,	especially	if	they	worked	to	avoid	writing	a	biased	

rhetorical	analysis	essay.	For	instance,	one	student	analyzed	a	newspaper	article	covering	an	event	

where	a	local	religious	group	prayed	to	end	abortion.	Through	rhetorical	analysis,	this	student	

determined	that	the	news	article	contained	an	anti-abortion	bias	and	argument.	In	the	conclusion,	

the	student—who	had	previously	remained	thoroughly	neutral	on	the	issue,	unlike	the	journalist—

described	a	personal	connection	to	the	controversy:	“I	can	relate	to	this	subject	because	of	my	aunt	

experience	[sic]	an	unwanted	but	necessary	abortion.”	This	student	continued	by	explaining	the	

circumstances	and	the	connection	to	the	article,	and	thus	noted	how	personal	perspectives	affect	

the	way	audiences	read	texts,	particularly	texts	on	highly	controversial	issues.	Similarly,	in	an	

analysis	of	a	flyer	for	Denim	Day,	a	campaign	against	rape,	a	student	disclosed,	“This	ad	affects	me	

and	many	others	personally,	because	of	people	we	know	have	been	raped.	[…]	This	is	why	I	am	so	

upset	with	the	fact	that	their	[the	text’s]	visuals,	organization,	and	most	of	their	rhetorical	appeals	

aren’t	as	good	as	they	could	be	to	make	their	statement	more	known.”	By	allowing	a	space	for	

students	such	as	these	to	voice	their	experiences	as	audience	members	of	locally	sourced	texts,	this	

portion	of	the	assignment	contributed	to	students	understanding	of	how	they	react	uniquely	as	

audience	members,	regardless	of	who	the	intended	audience	may	be.	Additionally,	the	exercise	

showed	students	how	their	reactions	may	affect	their	analyses;	the	former	student	recognized	

personal	bias	and	attempted	to	remain	neutral	in	writing	the	essay,	and	the	latter,	though	

recognizing	personal	bias,	struggled	to	achieve	neutral	writing.	In	the	end,	these	examples	
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demonstrate	how	personal	connections	to	texts	color	analysis,	regardless	of	students’	attempts	to	

adhere	to	genre	conventions.		

Proposed Revisions to the Rhetorical Analysis Essay Assignment 

Overall,	while	providing	the	option	for	students	to	choose	their	own	texts	may	pique	their	

interest	in	the	community	and	their	subsequent	analysis,	students	actually	struggled	to	choose	a	

text	to	analyze,	resulting	in	hastily	chosen	texts	for	analysis	or	texts	without	significant	meaning	or	

connection	to	students.	As	such,	if	students	struggled	to	make	the	connection	between	themselves	

and	their	communities,	then	choosing	a	text	seemed	impossible	to	them.	Future	iterations	of	the	

rhetorical	analysis	essay	assignment	would	benefit	from	a	limited	selection	of	texts	for	analysis,	

which	could	better	foster	teacher-led	in-class	discussion	and	analysis,	as	well	as	provide	

opportunities	for	students	to	work	in	small	groups	and	practice	analysis	together	to	deepen	

analysis	in	a	more	thorough,	sophisticated	manner	than	shown	in	the	majority	of	student	essays	for	

this	particular	assignment.	Not	only	would	revision	of	the	assignment	result	in	better	learning	and	

practice	of	rhetorical	analysis,	but	also	it	would	contribute	to	more	meaningful	and	deliberate	

discussions	of	community	and,	ultimately,	literacy	in	communities.	In	the	end,	though,	the	basics	of	

the	assignment	were	successful.	As	one	student	concluded	in	an	analysis	of	a	lawn	maintenance	

flyer:	“Before	dissecting	this	flyer,	I	simply	thought	it	was	a	plain	old	flyer,	but	now	I	know	it	is	

more	than	that.”		

Writing Assignment: Argument Essay on a Literacy-Related Theme 

Following	their	rhetorical	analysis	essay,	students	chose	an	issue	from	one	of	the	following	

literacy-related	themes	explored	in	class	activities	and	writing:	Community	Literacy,	Community-

Based	Technologies,	or	Land-Based	Knowledges	and	chose	a	controversial	issue	for	a	unit	on	

research	and	argument,	as	detailed	in	Table	4.	Each	of	these	themes	grouped	students	and	focused	

topics	related	to	everyday	literacies	in	home	communities,	many	of	which	were	rural	or	rural-area	
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communities.	Community	Literacy	engaged	just	that,	community	literacies,	including	literacies	

reaching	beyond	reading	and	writing	in	community	programs	outside	of	schools.	Community-Based	

Technologies	focused	on	all	kinds	of	technology	used	in—and	perhaps	unique	to—home	

communities,	from	simple	to	complex	machinery,	including,	but	definitely	not	limited	to,	digital	

technologies.	Land-Based	Knowledges	focused	on	literacies	tied	directly	to	land	or	land	use,	

particularly	those	literacies	in	land-dependent	or	high	land	use	local	communities.	By	requiring	

students	to	choose	a	topic	within	a	theme,	the	argument	essay	assignment	provided	lenses	for	

analysis	of	local	communities	and,	importantly,	for	the	research	and	development	of	arguments.		

Table	4.	Areas	of	focus	for	research	and	argument	assignments	

Area of 
Focus 

Explanation of 
Area Examples of Topics in Area of Focus 

Students 
Who Chose 
Area  

Community	
Literacy	

Community	
literacies,	
including	literacies	
reaching	beyond	
reading	and	
writing	in	
community	
programs	outside	
of	schools	

• Sports-related	topics	(e.g.,	literacies	of	team	sports,	
basketball,	volleyball,	karate)		

• Music-related	topics	(e.g.,	literacies	of	choir,	
playing	instruments)	

• Church-related	topics	(e.g.,	literacies	of	the	Bible)	
• Fine	arts-related	topics	(e.g.,	literacies	of	dance,	
painting)	

• Home	literacy	learned	from	parents	
• Interpersonal	skills	developed	in	vineyards	as	
literacy	

• Math	literacy	
• Non-academic	work	as	literacy	
• Nursing	literacy	

30	

Community-
Based	
Technologies	

All	kinds	of	
technology	used	in	
and	perhaps	
unique	to	home	
communities,	from	
simple	to	complex	
machinery,	
including,	but	not	
limited	to,	digital	
technologies	

• Audio/visual	literacies	
• Gaming	literacy	
• Quantum	mechanics	for	cybersecurity	as	literacy	
• Digital	technologies	literacies	(e.g.,	literacies	of	cell	
phones,	texting)	

6	

Land-Based	
Knowledges		

Literacies	tied	
directly	to	land	or	
land	use,	
particularly	those	
literacies	in	land-
dependent	or	high	
land	use	local	
communities	

• Hunting	literacy	 1	
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The	purpose	of	the	argument	essay	was	to	teach	students	the	academic	argument	essay	

genre,	while	engaging	students	with	their	chosen	literacy	topics.	In	their	writing	processes,	

students	built	on	concepts	of	what	it	means	to	be	literate	and,	moreover,	how	community	and	

literacy	are	connected.	The	end	goal	of	the	argument	essay	was	for	students	to	create	an		

argument	that	you	have	literacies	or	knowledges	developed	outside	of	school,	and	you	must	

explain	and	support	how	and	why	community	or	land	are	connected	to	literacy,	technology,	

or	knowledge.	You	will	argue	about	what	is	means	to	be	literate	and	how	helps	[sic]	you	

create	knowledge.	

Prior	to	composing	this	argument	essay,	students	composed	a	formal	research	proposal	and	

annotated	bibliography	on	their	chosen	topic	located	within	their	theme.	Critical	to	their	

arguments,	these	elements	of	students’	research	processes	developed	necessary	background	

information	and	contributed	to	contextualized	arguments.	Once	fully	engaged	in	their	research,	

students	began	composing	arguments.	The	full	text	of	the	assignment	is	located	in	Appendix	B:	

Course	Curriculum	Materials	for	English	102:	Composition	II.		

Excerpts from Participants’ Argument Essays 

In	the	37	argument	essays	students	submitted,	the	majority	of	students	address	the	theme	

of	Community	Literacies	in	their	argument	essays,	with	thirty	students	choosing	topics	within	this	

theme;	six	students	chose	topics	within	the	Community-Based	Literacies	theme	and	one	student	

chose	Land-Based	Knowledges,	as	detailed	in	Table	4.	The	popularity	of	the	Community	Literacies	

appears	to	arise	from	the	ability	to	fit	nearly	any	topic	within	this	theme—for	most	students,	

defining	a	community	and	its	literacy	was	as	simple	as	choosing	an	activity	or	skill	and	a	group	that	

practiced	said	activity	or	skill.	For	instance,	a	student	wanting	to	discuss	the	literacy	of	sport	could	

easily	argue	that	a	volleyball	team	was	a	small	community	with	specific	language	necessary	for	

successful	communication	with	each	other,	or	an	orchestra	was	a	specific	community	with	musical	

literacy.	In	fact,	sports-	and	music-related	topics,	along	with	those	of	church	and	fine	arts,	were	the	
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only	Community	Literacies	that	were	duplicated;	unique	topics	in	this	theme	included	arguments	

for	literacy	such	as	home	literacy	learned	from	parents,	interpersonal	skills	developed	in	vineyards	

as	literacy,	math	literacy,	non-academic	work	as	literacy,	and	nursing	literacy.	In	the	Community-

Based	Technologies	theme,	students	argued	for	literacies	of	audio/visuals,	gaming,	quantum	

mechanics	for	cybersecurity,	and	digital	technologies,	including	cell	phone	and	texting.	Lastly,	one	

student	addressed	Land-Based	Knowledges	with	the	topic	of	hunting	literacy.		

Students’ Personal Definitions of Specific Literacies 

Across	these	argument	essays,	the	most	successful	move	students	accomplished	was	the	

creation	and	use	of	personal	definitions	of	specific	literacies.	Most	definitions	of	literacy	were	

developed	with	the	support	of	dictionary	and	scholarly	definitions	of	literacy,	as	our	discussions	of	

literacy	were	founded	on	scholarly	readings,	with	ten	students	relying	directly	on	dictionary	

definitions	to	begin	their	essays.	However,	not	all	students	included	definitions	in	their	essays,	even	

though	the	definition	was	a	required	element	in	the	assignment.	Those	students	who	did	base	their	

arguments	for	literacy	on	clear	definitions,	though,	developed	much	stronger,	thorough	arguments.	

These	essays	succeeded	because	their	definitions	clearly	connected	to	their	own	literacy	and	

created	the	basis	for	an	argument	that	their	topic	was	both	literacy	developed	outside	of	school	and	

that	it	was	valuable.	For	example,	when	defining	hunting-based	literacies,	one	student	clearly	

outlined	an	argument	based	on	definition:		

The	definition	of	literacy	is	having	knowledge	or	expertise	in	a	subject	while	being	able	to	

connect	that	knowledge	to	other	things	in	the	world.	So,	having	hunting	literacy	means	

you’ve	gained	skill	and	knowledge	in	the	hunting	field	and	are	able	to	incorporate	those	

skills	and	knowledge	into	every	day	[sic]	life.	Through	hunting	you	build	special	

relationships	with	those	you’re	hunting	[sic]	means	knowing	your	surroundings,	which	

teaches	you	about	plants,	animals,	and	the	history	of	land.	Lastly,	hunting	teaches	you	an	

immerse	[sic]	amount	of	valuable	plants,	animals,	and	the	history	of	land.	Hunting-based	
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literacies	help	people	learn	and	grow	in	the	outdoors	as	well	as	[sic]	relationships,	[sic]	and	

help	develop	life	skills.	

First,	this	student	took	a	scholarly	definition	of	literacy,	“having	knowledge	or	expertise	in	a	

subject”—often	what	students	dubbed	“traditional	literacy—and	connected	it	to	both	hunting	and	

everyday	life.	She	then	developed	an	explanation	of	specifics	as	previously	defined	by	what	it	

means	to	be	literate	in	hunting	by	listing	knowledge	and	skills	developed	as	part	of	her	argument,	

which	were	later	explained	and	supported	in	detail.		

Moves	such	as	this	one	led	to	a	strong	argument	essay	as	a	whole,	and	across	the	classes	

students	who	composed	in	a	similar	manner	both	addressed	the	assignment	purpose	and	genre	

conventions	of	the	essay	in	a	methodical,	thoughtful	manner.	Other	clear	definitions	occurred	in	

essays	such	as	one	student	who	argued	for	math	literacy:		

Being	literate	in	math	means	knowing	how	to	think	and	reason	mathematically,	

mathematically	argue,	problem	pose	and	solve	and	to	be	able	to	speak	the	language	of	

mathematics.	Understanding	how	to	use	these	parts	of	math	literacy	will	help	one	live	a	

knowledgeable	life	by	allowing	individuals	to	make	appropriate	judgements,	good	

arguments,	smart	decisions,	and	attain	well-payed	[sic]	jobs	therefore,	[sic]	leading	them	to	

a	more	successful	life.	

Similar	to	the	essay	on	hunting	literacy,	this	particular	argument	also	clearly	defines	the	chosen	

literacy	by	detailing	what	characteristics	the	literacy	emphasizes.	In	this	example,	details	include	

the	ability	to	do	math,	first,	and	then	larger	literate	skills	that	accompany	“doing”	math,	including	

problem-solving	and	language	skills.	These	two	examples	not	only	show	arguments	of	definition,	

but	they	also	show	the	depth	in	which	students	considered	the	implications	of	their	unique	

literacies	in	their	everyday	lives—from	how	they	learned	to	how	they	practice	literacies.		
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Clear Connections between Students’ Literacies and Their Definitions 

Beyond	writing	a	clear	definition	of	literacy,	strong	arguments	showed	a	clear	connection	of	

the	specific	literacy	itself	and	its	definition.	Like	the	examples	above,	students	who	demonstrated	a	

connection	between	literacy	and	its	definition	showed	how	their	literacy	was	personal	and	real.	For	

example,	one	student	argued	that	parents	of	Hispanic	students	should	encourage	their	children’s	

participation	in	bilingual	education:	“As	Hispanic	students,	your	children	should	be	enrolled	in	

Bilingual	[sic]	classes	because	it	connects	them	with	their	Hispanic	community	all	while	helping	

them	perform	efficiently	in	school,	ultimately	making	them	gain	literacy	in	both	languages.”	

Following	these	lines	of	argument,	developing	literacies	such	as	foreign—or	native,	depending	on	

one’s	perspective—language	supports	overall	literacy	development.	Additionally,	for	students	such	

as	this	writer,	Spanish	language	skill	are	also	a	rural	literacy.	Much	of	the	Hispanic	population	in	

Central	Washington,	a	rural	area,	supports	the	agricultural	industry	in	ways	ranging	from	farming	

to	food	processing.	Similar	to	the	student’s	argument	about	bilingualism,	another	student	explained	

how	American	Sign	Language	(ASL)	was	a	literacy	in	and	of	itself.	Furthermore,	this	student	argued	

how	ASL	literacy	affected	other	types	of	literacy	development,	including	English	language	learning	

for	a	native	English	speaker:		

As	I	gained	literacy	in	ASL,	I	also	applied	my	knowledge	in	studying	better	in	English	too.	

Being	an	ASL	student	for	two	years,	I	agree	with	other	researchers	that	although	ASL	and	

English	are	different	languages,	ASL	can	also	be	a	tool	to	improve	fourth	graders	[sic]	

English	literacy.	

For	students	such	as	this	one,	literacy	often	encompassed	a	passion	or	hobby.	For	this	study,	ASL	as	

a	hobby	subtly	transformed	into	a	passion	in	tandem	with	literacy	development;	then,	with	this	

English	composition	course	focused	on	literacy,	she	focused	on	a	passion	and	recognized	the	ASL	as	

a	literacy	and	as	a	language.	Through	ASL	literacy	development,	English	language	skills	also	develop	
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(including	those	of	fourth	graders,	the	focus	of	the	argument—add	ASL	to	the	fourth-grade	

curriculum).		

Students’ Connections of Literacy Topics to Their Personal Lives and Communities 

In	addition	to	patterns	where	students	developed	successful	arguments	of	definition,	

another	successful	move	included	a	detailed	application	and	connection	of	the	specific	literacy	to	

one’s	personal	life,	especially	one’s	home	community.	For	instance,	one	student	argued	for	a	rural	

literacy	of	interpersonal	skills	developed	from	working	with	a	group	of	migrant	workers	in	grape	

vineyards:	“Despite	the	variety	of	personalities	and	age	groups	in	the	community,	for	the	most	part,	

everybody	in	the	community	learned	to	get	along	with	each	other	because	their	literacy	of	showing	

good	interpersonal	skills	was	developed	by	working	in	the	grape	vineyards	as	a	group.”	Throughout	

his	essay,	the	writer	emphasized	how	community	and	literacy	were	indelibly	connected—

community	was	key	to	the	development	of	literacy,	and	from	learning	to	teaching	interpersonal	

skills,	community	was	integral.	When	describing	math	literacy	development,	a	student	explained	

how	his	literacy	development	not	only	requires	a	community	of	teachers	and	learners,	but	also	an	

extended	amount	of	time	within	a	community	to	develop	literacy.		

The	process	of	becoming	math	literate	happens	within	a	community.	Toddlers	first	being	

[sic]	learning	numbers	and	building	onto	their	numeracy	literacy	at	home.	For	the	people	

who	do	attend	school	they	begin	learning	the	essentials	of	math	in	grade	school	where	they	

learn	addition,	subtraction,	multiplication	and	division.	As	they	approach	middle	school	

they	began	to	learn	pre-algebra	and	algebra.	In	high	school,	students	learn	a	wide	variety	of	

math,	from	pre-algebra	to	calculus.	Later	throughout	the	community	students	will	come	

across	problems	that	also	will	allow	them	to	use	math	and	strengthen	their	mathematical	

literacy.	

The	recognition	of	time	as	an	important	component	to	literacy	development	did	not	appear	in	most	

essays,	and	only	this	one	highlighted	time	so	emphatically.	Time,	in	connection	with	community,	is	
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necessary	for	literacy	learning	in	everyday	life,	regardless	of	the	particular	literacy.	This	student	

clearly	outlined	the	progression	of	literacy	development,	from	basic	to	advanced	skills,	all	

applicable	in	the	learners’	community.	Furthermore,	though	mathematics	belongs	to	the	core	

academic	curriculum,	this	particular	essay	topic	appears	to	focus	on	literacy	developed	in	school;	

however,	by	focusing	on	the	way	math	is	taught	and	learned	outside	of	school,	such	as	at	home,	her	

topic	achieves	the	assignment,	and	it	prepares	for	a	future	explanation	of	how	her	literacy	is,	

obviously,	valuable	in	school,	too.		

Demonstration of Language, Terminology, and Jargon of Students’ Literacies 

As	part	of	defining	and	explaining	literacy	characteristics,	students	successfully	showed	

how	they	learned	the	terminology	or	language	of	their	literacy,	as	seen	in	the	examples	above.	

Writers	noted	how	specific	language	or	jargon	within	certain	communities	was	only	

understandable	to	those	who	were	literate;	for	example,	in	hunting	literacy,	language	was	key	to	

developing	literacy:	“There’s	a	lot	of	jargon	used	in	the	hunting	community,	which	has	helped	me	

broaden	my	hunting	literacy.”	This	observation	of	jargon	and	unique	terminology	is	key	in	eight	

students’	essays,	including	one	focused	on	nursing	literacy:	“Observing,	communicating	and	

executing	all	require	that	mechanic	or	nurse	to	‘speak	the	language’	or,	[sic]	know	the	literacy	of	the	

chosen	field.”	Even	more,	an	aspiring	rapper	emphasized	the	necessity	of	music	literacy,	

particularly	the	language	of	the	music	industry,	to	career	success:	“As	I	began	my	transition	from	

stand-up	jazz	bass	and	electric	blues	guitar	player	to	producer	and	rapper,	I	began	seeing	the	

uselessness	of	skill	without	being	able	to	speak	the	language	of	the	industry.”	Literacy	requires	

communication	skills,	students	recognized,	including	language	itself.	Without	knowing	jargon	or	

terminology	in	a	field,	one	cannot	be	literate	in	that	field.		

While	skills	and	activities	are	also	a	large	part	of	literacy,	language	is	at	the	center	of	it,	and	

students	showed	examples	of	language,	jargon,	and	terminology	in	their	essays.	Additionally,	

students	who	worked	with	their	chosen	theme,	rather	than	shoe-horning	a	topic	into	a	theme,	
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demonstrated	clear	connections	between,	for	example,	land	and	knowledge,	as	required	by	the	

assignment.	For	instance,	the	student	who	argued	for	hunting	as	a	literacy	demonstrated	how	

specific	literacy	skills	and	land	were	connected.	Previously,	this	student	explained	how	hunting	

occurred	in	concert	with	nature—or	land.	Without	land,	the	literacy	would	not	exist,	but	more	

importantly,	one	must	understand	the	land	in	order	to	hunt.		

Outside Literacies Inside Academics  

Lastly,	two	students	chose	to	include	the	optional	element	of	the	assignment	in	their	essays:	

an	explanation	of	how	their	literacy	developed	in	a	community	outside	of	school	but	is	connected	to	

academics;	that	is,	how	students	practiced	their	literacies	developed	outside	of	school	in	school.	For	

instance,	while	several	students	argued	for	the	value	of	musical	literacy	in	their	everyday	lives	

outside	of	school,	one	included	an	emphasis	of	how	musical	literacy	was	important	to	academic	

success:		

Additionally,	The	[sic]	ability	to	play	a	musical	instrument	can	be	useful	in	academic	

situations	because	it	is	a	literacy	that	helps	the	brain	develop.	[…]	This	means	that	playing	a	

musical	instrument	can	help	students’	hearing	and	communication	skills	which	is	crucial	in	

order	to	be	academically	successful.		

By	supporting	an	argument	that	emphasizes	both	the	value	of	musical	literacy	in	academic	and	non-

academic	situations,	this	student	identified	the	wide	range	of	literacies’	applications.	Furthermore,	

the	range	spans	the	academic	divide	and	shows	the	ways	literacies	from	home	communities	in	fact	

connect	directly	to	school	in	a	positive	manner.	In	an	era	where	courses	outside	of	the	core	

curriculum	are	cut	for	reasons	ranging	from	tight	budgets	to	fluctuations	of	what	is	useful	in	an	

education,	arguments	such	as	this	student’s	highlights	the	beneficial	nature	of	literacies	developed	

outside	of	schools,	including	rural	literacies,	to	academic	success.	Similarly,	a	student	arguing	for	

athletic	literacy,	specifically	the	way	team	sports	can	positively	influence	student-athletes’	

academic	success,	argues	for	the	value	of	sports	literacy	in	school.	He	writes:		
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Our	schools	and	teachers	who	are	aware	of	the	literacy	beyond	reading	and	writing	should	

inform	student	athletes	and	all	students	how	much	knowledge	of	a	sport	can	be	an	actual	

cerebral	benefit.	This	would	motivate	student	athletes	much	more	in	both	the	sports	and	

academic	way	to	know	that	doing	a	sport	is	actually	good	for	you	[sic]	academics.	Student	

athletes	wouldn’t	feel	any	less	than	any	other	highly	intellectual	person	because	they’d	

know	they	have	their	own	way	of	being	extremely	knowledgeable.	

Following	this	student’s	definition	and	explanation	of	sports	literacy,	and	with	a	detailed	argument	

of	how	team	sports	have	their	own	literacy,	this	student	challenged	notions	that	sports	have	

negative	effects	on	academic	performance.	Rather,	by	exploring	the	ways	this	literacy	is	a	type	of	

communication,	this	student	shows	how	sports	literacy	also	can	positively	influence	academics.	

(Note:	I	have	discussed	the	value	of	athletics	to	academics	in	other	works.	See	“Writing:	An	Athletic	

Performance”	in	English	Journal.)	

Unsuccessful Argument Essays for Revision of Assignment 

Despite	the	success	of	many	argument	essays,	clear	patterns	of	unsuccessful	essays	

appeared.	Most	commonly,	unsuccessful	argument	essays	were	not	actually	arguments,	but	rather	

reports	on	the	chosen	literacy	or	topic.	For	instance,	one	student	carefully	described	technological	

literacy,	complete	with	evidence	and	scholarly	sources	as	support,	yet	did	not	argue	for	how	

technological	literacy	connected	to	community,	let	alone	that	this	student	developed	technological	

literacy	or	that	his	literacy	was	connected	to	a	community.	Another	unsuccessful	move	common	

here—and	in	many	argument	essays,	in	general—arose	from	a	lack	of	sources	and	evidence	to	

support	claims.	For	instance,	when	arguing	for	texting	as	a	literacy,	on	student	claimed,	“…about	92	

percent	of	my	community	uses	textism.	It	connects	every	day	to	reading	and	writing	(literacy).	It	is	

useful	in	academic	situations	because	if	you	do	not	know	how	to	spell	a	word,	you	can	type	it	on	

your	phone	and	usually	use	auto	correct	for	the	correct	word	which	makes	you	better	speller	[sic].”	

While	“textism”	is	a	phenomenon	discussed	in	digital	literacy	and	language	studies,	this	student	
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included	no	evidence	to	support	the	claim	of	“92	percent”	using	textism.	While	many	students	or	

community	might,	in	fact,	use	a	phone	to	spellcheck,	the	student	does	not	include	sources	to	

support	claims.		

Another	fairly	common	mistake	students	made	in	their	argument	essays	occurred	when	

they	brought	up	skills,	characteristics,	traits	of	being	good	or	expert	at	an	activity,	but	did	not	make	

an	argument	that	connected	these	skills	to	literacy.	Essays	with	these	moves	resulted	in	claims	

without	a	necessary	definition	of	literacy	and	connection	of	skills	and	literacy.	Also,	these	essays	

appeared	to	be	the	result	of	poor	drafting	and	revision	processes,	where	more	structured	(or	better	

attended)	revision	activities	in	class	could	have	helped	push	these	essays	from	an	unfinished	listing	

of	claims	to	a	developed	argument	essay.	Additionally,	a	mistake	across	several	students’	essays	

was	the	conflation	of	literacy	and	intelligence.	For	example,	one	student	argued	for	music	literacy	

support	claims	with	details	on	how	music	helps	develop	cognition	and	affects	IQ	scores,	all	

successfully	supported	with	scholarly	sources.	While	this	use	of	evidence	and	sources	was	a	highly	

successful	move	in	the	argument	genre	itself,	the	conflation	of	literacy	and	intelligence	led	to	an	

essay	that	did	not	address	the	assignment	or	explore	the	concept	of	literacy	as	intended.		

The	mistake	of	conflating	literacy	and	intelligence	shows	how	discussions	of	literacy	as	

knowledge	may	not	be	distinct	from	intelligence	to	some	students.	Furthermore,	it	could	result	

from	a	conflation	of	terminology	used	in	class	discussions,	including	the	defining	of	literacy	as	

knowledge	and	even	knowledge	as	intelligence.	Confusion	between	the	terms	“intellectualism”	and	

“intelligence,”	from	Gerald	Graff’s	“Hidden	Intellectualism,”	could	contribute	to	conflating	terms	and	

concepts.	To	clarify	terminology	for	students,	more	in-class	activities	could	focus	on	terminology	

beyond	defining	the	term	“literacy”	alone.	By	carefully	examining	each	word	related	to	literacy,	

students	could	develop	more	confidence	in	language.	This	type	of	lesson	or	activity	could	also	be	

replicated	with	vocabulary	or	spelling	lessons	when	addressing	commonly	confused	words	(e.g.,	

effect/affect).		
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Finally,	students	who	did	not	fully	succeed	in	their	argument	essays	did	not	because	they	

argued	for	something	else	entirely.	For	example,	nearly	all	students	who	argued	for	a	religious-

related	literacy	argued	for	religion	itself,	not	religion	as	literacy	or	a	similar	claim.	Though	the	basic	

premise	of	these	essays	began	with	literacy-related	topics,	such	as	how	participating	in	a	Christian	

church	community	requires	a	certain	level	of	literacy	to	understand	Christian	language,	practices,	

and	beliefs,	these	essays	transformed	into	arguments	for	religion—and	proselytizing	arguments,	in	

fact—rather	than	arguing	for	a	literacy,	despite	the	clear	connection	with	a	local	community.	For	

instance,	one	student	who	began	to	argue	how	a	church	helped	members	become	literate	concluded	

how	Christianity	was	the	“correct”	religion	(regardless	of—and	without	a	mention	of—literacy).	

While	these	essays	were	the	exception,	not	the	rule,	this	pattern	indicates	an	area	for	revision	in	the	

assignment	and	daily	activities	and	discussion—a	need	for	more	detailed	information	on	the	

assignment	itself,	as	well	as	the	genre	of	argument	itself.	Also,	not	approaching	assignments	and	

genres	correctly	shows	where	students	ignore	or	forget	the	importance	of	the	rhetorical	situation	in	

argument	essays,	where	misunderstanding	purpose	and	audience	lead	to	arguments	that	do	not	

address	the	assigned	topic	or	do	not	fit	in	the	essay	genre	itself.		

Students Understand How Home Communities Influence Literacy Learning 

Taken	as	a	whole,	in	their	English	102	argument	essays	on	a	topic	of	their	choice,	students	

demonstrated	clear	understandings	of	how	home	communities	influence	literacy	learning.	As	

argued	in	one	student’s	essay	on	the	bilingualism,	it	“gives	the	child	strong	ties	between	them	and	

their	family,	culture	and	community.”	In	their	essays,	students	showed	how	literacies	learned	at	

home	are	valuable	at	a	personal	and	a	community	level,	which	gave	a	special	value	to	home	

communities	in	these	students’	rural	and	rural-area	communities.	These	literacies,	it	may	be	

concluded,	are	rural	literacies.	Moreover,	these	literacies	learned	outside	of	school	are	valuable	

knowledge	and	skill	sets,	an	argument	developed	more	in	subsequent	assignments.	Students	were	
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able	to	revise	their	arguments	based	on	teacher	feedback	in	preparation	for	their	multimodal	

arguments,	the	next	major	writing	assignment	in	English	102.	

Literacies Matter Deeply to Students 

Within	these	essays,	successful	argument	essays	concluded	with	clear	demonstrations	of	

how	specific	literacies	mattered	to	students	deeply—and	mattered	at	an	everyday	level.	For	

example,	the	student	who	argued	for	math	literacy	noted	that,	though	GPS	navigation	systems	exist	

and	are	fairly	ubiquitous	in	our	world,	these	systems	don’t	always	work.	Therefore,	math	becomes	

relevant	again	to	the	everyday	citizen:	“Math	is	always	present	though	and	one	type	of	math	that	

one	uses	daily	is	geometry.	Geometry	is	the	study	of	shapes,	volume,	distance	and	at	first	geometry	

may	seem	unnecessary,	but	in	reality…”	Though	calculators	and	computers	exist	to	make	everyday	

mathematics	easier,	understanding	the	fundamentals	of	math	is	still	valuable.	By	including	

numerous	examples	in	her	essay	on	how	math	learned	at	home	is	valuable	at	school—and	then	

again	at	home—this	student	argues	passionately	for	math	literacy.	In	another	topic,	one	student	

argued	for	the	importance	of	medical	literacy	for	ballet	dancers:	“In	conclusion,	being	literate	and	

having	knowledge	on	the	injuries	and	health	problems	dancers	face	along	with	the	ways	to	prevent	

them	allows	dancers	to	become	less	likely	to	be	stuck	with	these	injuries	and	problems.”	As	a	

dancer,	this	student	experienced	firsthand	the	ways	illiteracy	negatively	affected	dance	

performance,	and	thus	showed	the	ways	dancers	could	benefit	greatly	from	understanding	how	to	

prevent	injuries.	Overall,	students	showed	how	their	literacies	developed	in	communities	outside	of	

school,	all	of	which	were	rural	or	rural-serving	communities,	and	how	they	mattered	at	both	a	

personal	and	community	level.		

Writing Assignment: Multimodal Public Argument on a Literacy-Related Theme 

Following	their	argument	essay,	the	English	102	students	were	required	to	transform	their	

argument	essay	into	a	multimodal	public	argument—a	digital	argument	using	both	language	and	
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photographs	for	a	public	audience—created	using	the	browser-based	program	Adobe	Spark.6	The	

purpose	of	the	multimodal	public	argument	assignment	was	for	students	to	change	genres	for	

composing	while	maintaining	the	same	argument.	By	composing	in	a	new	genre,	they	were	able	to	

practice	different	ways	arguments	can	be	composed	and	received	across	media	and	audiences.	By	

developing	these	personal,	multimodal	arguments	supported	by	reason,	evidence,	and	visuals,	

students	practiced	composing	in	and	for	digital	environments	using	both	their	own	original	written	

language	and	photographs	(we	reviewed	basic	photography),	as	well	as	explore	media	and	web	

design	as	methods	for	developing	and	supporting	arguments.	Furthermore,	this	assignment	builds	

on	the	previous	essay	assignments	in	English	102,	as	students	were	required	to	practice	rhetorical	

analysis	and	argument	while	composing	their	multimodal	arguments.	Moreover,	it	furthers	

students’	understanding	of	literacies,	specifically	their	own	literacies,	by	continuing	arguments	for	

specific	literacies	developed	outside	of	school	in	home	communities	by	using	the	three	categories	

from	the	argument	essay	assignment	as	a	method	for	maintaining	focus	(i.e.,	Community	Literacies,	

Community-Based	Technologies,	and	Land-Based	Knowledges).		

The	multimodal	public	argument	assignment	adds	to	the	previous	argument	essay	

assignment	by	adding	another	element:	students	were	required	to	argue	why	their	chosen	literacy	

topic	was	important	in	school.	As	assigned,	students	were	to	“argue	the	following	using	both	written	

language	and	original	photographs”:	

1. What	it	means	for	you	to	be	literate,	

2. How	your	community	helps	you	create,	sustain,	and	use	your	literacy,	and	

3. How	and	why	your	literacy,	knowledge,	community,	and/or	technology	are	useful	and	

relevant	in	academic	situations.	

																																																													

6	Adobe	Spark:	https://spark.adobe.com/	



	 133	

Put	succinctly,	the	purpose	was	for	students	to	compose	multimodal	arguments	using	their	own	

words	and	their	original,	specifically	shot	photographs	to	show	how	they	developed	literacies	in	

communities	outside	of	school.	With	photographic	support,	students	were	to	then	both	argue	for	

and	support	how	and	why	these	literacies	were	valuable	in	school.	The	full	text	of	the	assignment	is	

located	in	Appendix	B:	Course	Curriculum	Materials	for	English	102:	Composition	II.	

Excerpts from Participants’ Multimodal Public Arguments 

For	students’	multimodal	arguments,	Adobe	Spark	provides	the	ability	for	students	to	

create	“visual	stories,”	or	graphic	design-styled	web	pages,	including	graphics	or	“posts,”	web	pages	

or	“pages,”	previously	called	“stories,”	and	video	stories	or	“videos.”	At	the	time	of	the	study,	

students	used	a	version	of	Spark	to	create	“Web	Stories,”	which	are	now	the	web	pages	feature	of	

the	program.	The	benefits	of	Spark,	previously	called	Adobe	Slate,	include	the	program’s	ease	of	use	

through	its	drag-and-drop	design	style,	availability	across	platforms	and	operating	systems,	

including	mobile	devices,	and	free,	though	branded	and	account-based,	service.	Students	were	not	

required	to	use	Spark,	but	were	also	offered	Adobe	Dreamweaver,7	ArcGIS/esri	Story	Maps,8	

Weebly,9	Wix,10	Wordpress,11	or	designing	by	hand	using	responsive	HTML512	and/or	CSS13	

templates,	all	free	to	students	using	software	or	programs	available	openly.	Despite	the	range	of	

services	previewed	in	class,	all	but	two	students	used	Adobe	Spark;	the	other	two	chose	to	use	Wix,	

a	browser-based	drag-and-drop	website	builder	and	a	third	student	attempted	Story	Maps	but	

transitioned	to	Spark	for	ease	of	use.	In	the	following	examples,	I	will	show	how	students	composed	

their	multimodal	arguments	using	Adobe	Spark.	As	these	multimodal	arguments	contain	similar	

																																																													

7	Adobe	Dreamweaver:	http://www.adobe.com/products/dreamweaver.html,	free	to	CBC	students	
using	a	computer	lab	in	the	Library		

8	ArcGIS/esri	Story	Maps:		https://storymaps.arcgis.com/en/		
9	Weebly:	https://www.weebly.com/		
10	Wix:	https://www.wix.com/		
11	Wordpress:	https://wordpress.com/		
12	HTML5:	https://www.w3schools.com/html/html5_intro.asp		
13	CSS:	https://www.w3schools.com/css/default.asp		
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content	to	the	argument	essays,	I	will	focus	on	the	new	aspects	of	this	assignment:	the	ways	

students	developed	arguments	for	the	value	of	their	literacies	in	academic	situations	and	the	ways	

students	used	photographs	and	media	design	to	support	and	illustrate	their	arguments.		

Students’	arguments	for	the	value	of	their	literacies	developed	outside	of	school	and	were	

relevant	to	academics	or	useful	in	school	settings	ranged	from	explicit	and	complex	to	

oversimplified,	such	as	a	brief	mention	of	literacy’s	value	in	school.	Any	mention	of	literacy’s	value	

in	school,	however,	improved	upon	the	lack	of	argument	for	this	point,	which	was	a	common	

occurrence	for	students.	In	strong	multimodal	arguments,	students	revised	their	argument	essays	

to	account	for	their	new	genre	and	audience,	as	well	as	respond	to	instructor	feedback.	As	a	result,	

many	students	revised	their	definitions	of	literacy	and	included	these	early	in	their	compositions.	

For	instance,	the	student	who	argued	for	hunting	literacy	revised	the	definition	and	included	the	

relevant	skills	and	characteristics	of	a	hunting-literate	person,	as	shown	in	Figure	10.		

	

Figure	10.	A	definition	and	explanation	of	a	student’s	literacy,	revised	for	the	new	genre	and	audience	

The	language	and	style	of	this	essay	section	differs	from	the	argument	essay,	as	quoted	on	page	122.	

Her	revision	shows	a	revision	of	language	to	account	for	genre	and	audience,	particularly	relative	to	
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the	change	in	style	and	tone	for	her	digital	story	rather	than	an	academic	essay	for	English	

composition.		

Arguments for the Value of Literacies Learned at Home in School  

When	arguing	for	the	value	of	certain	literacies	in	school,	a	direct	approach	included	clear	

writing,	such	as	that	of	Figure	11.	By	first	defending	a	particular	literacy,	in	this	case	basketball	

literacy,14	the	student	first	cites	a	scholarly	source	to	defend	the	legitimacy	of	the	literacy	and	then	

argues	for	and	explains	how	the	literacy	is	useful	in	academics.	

	

Figure	11.	Written	argument	for	basketball	literacy’s	use	in	academics	

Students	also	argued	for	their	literacies’	values	in	school	by	combining	written	text	with	an	

image,	such	as	in	Figure	12.	By	leveraging	the	features	of	Adobe	Spark,	students	who	used	both	text	

																																																													

14	To	view	“More	Than	Just	a	Game,”	visit	https://spark.adobe.com/page/c8Owo/.		
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and	images	to	create	and	support	arguments	were	more	successful	in	their	arguments	and	their	use	

of	the	media	and	genre,	as	Spark’s	purpose	is	to	use	both	text	and	images.	While	not	all	

combinations	of	text	and	image	were	successful,	a	thoughtful	and	deliberate	combination	resulted	

in	successful	arguments.		

	

Figure	12.	Arguing	for	literacies	in	school	using	written	language	and	supporting	image	

Similarly,	multimodal	arguments	that	included	text	and	images	to	argue	for	the	value	of	

literacies	in	school	were	more	effective	as	personally	relevant	arguments	when	they	included	

specifics	as	to	how	a	student	would	use	the	particular	literacy	in	school.	As	seen	in	Figure	13,15	this	

student	emphasized	the	details	of	how	encryption	literacy	would	be	relevant	to	a	particular	field	of	

study	and	a	particular	degree	program.	These	details	allowed	the	reader	to	“see”	how	encryption	

literacy	was	valuable	in	school—through	language	and	visuals.		

																																																													

15	To	view	“Encryption:	How	my	literacy	of	encryption	will	help	me	in	college,”	visit	
https://spark.adobe.com/page/rnF9b/.		



	 137	

	

Figure	13.	Application	of	literacy	learned	outside	of	school	to	future	studies	

Lastly,	in	a	unique	option,	two	students	approached	their	arguments	in	the	opposite	

direction—school’s	relevance	to	their	literacy.	For	instance,	Figure	14	argues	for	school’s	relevance	

to	his	literacy	while	imbuing	an	individual	voice,	something	students	rarely	dared	to	attempt	in	an	

academic	essay.	Another	unique	approach	to	this	student’s	argument	was	the	analogy	of	AV	to	an	

essay,	where	media	was	like	an	introductory	paragraph.	Through	this	style	of	argument,	he	

illustrates	in	even	more	ways,	showing	how	his	particular	literacy	connects	to	school,	and	

specifically,	to	English	composition	and	academic	writing	as	a	whole.	16		

																																																													

16	To	view	“AV	In	The	Real	World:	a	non-technical	person's	guide,”	visit	
https://spark.adobe.com/page/65Snb/	
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Figure	14.	Demonstration	of	literacy's	relevance	to	academic	writing		

	

Multimodal Arguments Rely on Photographs and Design for Support and Illustration  

Another	important	feature	of	students’	multimodal	arguments	was	the	many	ways	students	

used	photographs	and	media	design	to	support	and	illustrate	their	arguments.	Several	figures	

above	illustrate	the	ways	students	used	images	in	combination	with	text	to	define	their	literacy	and	

demonstrate	its	relevance	and	usefulness	in	school.	Beyond	arguing	relevance	to	school,	though,	

students	used	photographs	in	many	other	ways	to	send	messages,	including	arguments	for	literacy,	

but	extending	far	beyond	literacy.	For	example,	one	student	illustrates	an	argument	for	developing	
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English-Spanish	bilingualism	in	Hispanic	youth	by	or	the	divide	this	student,	as	seen	in	Figure	15.17	

By	featuring	a	silhouette	across	images	of	side-by-side	United	States	of	America	and	Mexico	flags,	

he	illustrates	the	way	bilingualism	spans	countries	and,	it	may	be	deduced,	cultures	and	literacies.		

	

Figure	15.	Title	page	for	"La	Raza	Hispana"	illustrating	bilingualism	

Students	also	used	images	as	argument	to	directly	or	indirectly	illustrate	an	activity	or	

characteristic	of	literacy.	In	an	argument	for	literacy	of	interpersonal	skills	developed	in	grape	

vineyards,18	the	writer	used	a	direct,	straightforward	method	of	captioning	a	large	picture	in	Figure	

16.	By	doing	so,	the	reader	sees	the	author’s	meaning	clearly,	and	the	author	only	needs	minimal	

text.	Using	a	different	approach,	students	illustrated	literacy	or	the	benefits	of	literacy	indirectly.	In	

Figure	17,	a	student	shows	“positivity,”	a	benefit	of	participating	in	sports.	In	and	of	itself,	positivity	

is	not	tactile	and	cannot	be	photographed.	Therefore,	this	student	chose	to	photograph	ways	

positivity	manifested	in	everyday	life,	which	includes	a	saved	Snapchat	snap	of	a	smiling	student	at	

work.	Students	attempted	to	depict	concepts,	such	as	success	(e.g.,	a	student	dressed	in	a	karate	gi	

with	a	chest	full	of	medals).	When	students	incorporated	efforts	such	as	depicting	concepts,	the	

																																																													

17	To	view	“La	Raza	Hispana	The	importance	of	bilingualism	in	the	hispanic	community,”	visit	
https://spark.adobe.com/page/tEroG/.	

18	To	view	“Developing	Interpersonal	Skills	in	the	Grapevineyards,”	visit	
https://spark.adobe.com/page/3gojl/.		



	 140	

resulting	multimodal	argument	showed	how	students	played	with	media	and	genre	to	create	and	

illustrate	arguments	for	literacy.	

	

Figure	16.	Image	and	caption	illustrating	and	explaining	a	skill	learned	in	"the	grape"	

	

Figure	17.	Images	illustrating	literacy	through	indirect	references	
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Similarly,	illustrating	the	language	or	jargon	of	a	literacy	was	an	important	feature	of	

students’	multimodal	arguments.	For	instance,	Figure	18	shows	a	standard	“before	and	after”	series	

of	photographs	illustrating	“the	wire,”	or	grape	vines	that	stretch	across	vineyard	rows.	In	the	text	

of	his	multimodal	argument,	the	author	explains	the	importance	of	understanding	jargon	to	

successfully	complete	the	multifaceted	work	in	“the	grape.”		

	

	

Figure	18.	Images	and	captions	explaining	literacy-specific	language	using	a	“before	and	after”	approach	

Additionally,	fifteen	students	chose	to	use	historical	images	of	themselves	to	illustrate	how	

they	developed	their	literacies	over	time,	as	well	as	a	way	to	show	how	personal	their	literacy	was	

to	them.	For	instance,	as	seen	in	Figure	19,	hunting	literacy	can	be	both	defined	and	illustrated.	By	
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showing	images	of	father	and	child,	this	student	showed	how	developing	literacy	took	time	and	

relationships—two	aspects	of	the	previously	defined	literacy.		

	

Figure	19.	Images	showing	background	or	history	to	one’s	literacy	

	

Depictions of Rural Life as the Setting for Literacy Development 

Lastly,	throughout	the	multimodal	arguments,	depictions	of	rural	life	served	as	the	setting	

for	literacy	development.	As	seen	in	Figure	20,	a	farmer	in	a	cornfield	illustrates	a	rural	literacy—

but	not	defined	in	such	terms	by	this	student.	Rather,	she	argued	for	a	type	of	home	literacy	

whereby	parents	taught	children	particular	behaviors	and	attitudes	for	life.	As	this	student	grew	up	

on	a	farm,	the	rural	nature	of	the	“home”	was	not	a	necessarily	unique	feature	of	life,	but	rather	the	

norm.	Through	assignments	in	composition	class,	this	student	realized	the	depth	at	which	rural	life	
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as	everyday	life	affected	her	daily	activities,	from	crossing	a	city	street	for	the	first	time	

(crosswalks?!)	to	the	realities	of	commuting	to	school	and	college.		

	

	

Figure	20.	A	student’s	classic	depiction	of	rural	life	as	a	background	for	literacy	development	

Overall,	the	multimodal	public	argument	assignment	was	extremely	fun—for	students	and	

for	me—not	to	mention	educative.	The	digital	media	and	illustrative	elements	provided	a	space	for	

students	to	view	writing	and	arguments	as	creative	processes	relevant	in	“the	real	world,”	that	is,	

outside	of	essays	for	school	and	in	their	everyday	lives.	Bringing	the	real	world	into	the	classroom	

was	compounded	by	students’	ability	to	use	their	smartphones	to	take	photos	and	compose	using	

Adobe	Spark’s	mobile	app—composing	could	occur	in	everyday	situations	and	was	not	tied	to	

library	computer	labs	and	word	processing	software.	In	their	final	reflection	essays,	below,	

students	described	their	learning	from	this	assignment	and	their	appreciation	for	composing	in	

digital	environments.		
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Writing Assignment: Reflection Essay 

For	their	final	assignment	in	English	102,	students	composed	a	reflective	essay	on	their	

literacy	learning	and	development	throughout	the	course.	The	purpose	of	the	assignment	was	for	

students	to	reflect	critically	on	their	multimodal	argument	particularly,	as	well	as	reflect	on	their	

progress	throughout	the	term.	Three	specific	areas	for	reflection	comprised	the	assignment.	First,	

students	were	to	reflect	on	how	they	argued	that	they	had	literacies	developed	outside	of	school	

and	how	and	why	the	literacies	are	valuable	in	school—essentially,	to	reflect	on	the	purpose	and	

main	argument	of	their	multimodal	argument	assignment.	Second,	students	were	to	reflect	on	how	

they	transformed	their	argument	essay	into	a	multimodal	argument	and	then	analyze	its	efficacy,	

particularly	how	the	digital	medium	affected	the	efficacy	of	their	arguments	for	specific	audiences.	

Third,	students	were	to	reflect	on	their	understanding	of	composition	as	a	whole,	as	well	as	specific	

topics	from	the	course	curriculum	including	literacies,	genres	practiced,	and	the	writing	process—

and	how	students	will	use	what	they	learned	in	English	102	to	future	applications.	By	practicing	

reflection,	students	narrated	their	learning	and	writing	experiences	with	a	clear	audience	in	mind—

their	instructor.	The	full	text	of	the	assignment	is	located	in	Appendix	B:	Course	Curriculum	

Materials	for	English	102:	Composition	II.	

Excerpts from Participants’ Reflection Essays 

Throughout	their	reflection	essays,	students	explained	how	our	rural	literacies	English	102	

curriculum	affected	their	understanding	of	literacy	and	community,	and	through	their	explanations,	

it	became	clear	that	students	explored	how	their	own	rural	communities	and	literacies	could	be	

defined	as	rural	literacies.	In	their	reflections,	students	wrote	of	how	communities,	particularly	

those	in	rural	communities,	affected	their	everyday	activities	and,	moreover,	taught	ways	of	

communicating	with	others	in	everyday	life.	Throughout	their	essays,	students	explained	how	they	

learned	about	their	own	literate	lives	as	developed	outside	of	school.	And,	though	few	students	

focused	on	stereotypical	“rural”	issues	in	their	reflection	essay	and	in	previous	assignments	such	as	
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those	related	to	agriculture,	livestock,	or	farming	equipment,	students	did	address	issues	relevant	

to	rural	areas	including	education,	access	to	resources,	and	small	communities	like	sports	teams	

and	churches.	These	concepts	are	seen	in	three	main	areas	of	the	reflection	areas	of	the	assignment,	

including	reflection	on	students’	understanding	of	literacies,	transformation	of	an	argument	essay	

to	a	multimodal	argument,	and	composition	as	a	course	and	field	of	study	and	practice.	

Reflections on How Literacies Developed Outside of School are Valuable in School 

First,	students	reflected	on	how	they	had	literacies	developed	outside	of	school	and	how	

and	why	these	literacies	are	valuable	in	school,	the	focus	of	their	argument	essay	and	multimodal	

argument.	For	instance,	students	explained	that	literacies	could	be	learned	at	home	and	from	their	

parents—something	most	students	understood	once	made	explicit	but	did	not	recognize	before	our	

English	102	course.	One	student	explained	how	parents	and	family	teach	children	how	to	act	in	

various	contexts,	including	school:		

The	things	that	my	parents	have	taught	me	at	home	also	affected	my	academic	[sic]	at	

school	it	[sic]	teaches	me	the	right	way	to	act	at	school.	When	I	get	put	in	different	situations	

at	school	I	think	of	what	I	was	taught	as	my	home	literacy	and	it	helps	me	to	make	the	right	

decision.	

Decision-making,	particularly	related	to	behavior,	is,	to	this	student,	an	everyday	literacy	learned	in	

her	rural	home—this	is	one	of	the	ways	students	demonstrate	their	literacies	developed	in	rural	

homes	as	a	rural	literacy.	Furthermore,	her	literacy	may	be	applied	directly	in	school.	Similarly,	

students	explained	how	their	literacies	in	outside	activities,	such	as	hunting,	translated	to	academic	

activities:	

My	literacies	learned	through	hunting	can	be	very	helpful	in	academic	situations.	I	have	

learned	to	be	organized	through	hunting,	which	helps	me	keep	track	of	my	schoolwork.	I	

have	also	learned	to	be	disciplined	through	hunting,	which	helps	me	stay	on	top	of	my	work,	

turn	things	in	(and	on	time),	and	not	procrastinate.	Lastly,	hunting	has	taught	me	to	be	
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responsible,	which	ties	in	with	discipline.	I	make	sure	to	do	my	work	and	strive	to	get	the	

best	grades	I	possibly	can,	and	make	sure	I	come	to	class.	English	102	hasn’t	only	taught	me	

about	literacy,	but	how	to	analyze	my	own	work[.]	

Often	called	“non-cognitive	skills”	at	their	community	college,	skills	such	as	organization,	self-

discipline,	time	management,	and	overall	responsibility	are	key	to	academic	success.	Through	the	

English	102	curriculum,	this	student	analyzed	personal	character	traits	as	literacies	learned	

through	extra-curricular	activities.	In	class	discussion,	it	became	clear	that	to	most	students,	

hunting,	for	instance,	is	deemed	as	an	activity	or	sport,	not	as	a	learning	experience—and	

particularly	distinct	from	school.	For	this	student,	English	102	helped	her	understand	it	as	a	much	

deeper	and	academically	relevant	activity.	Similarly,	students	explored	the	way	fine	art,	an	elective	

(and	often	cut)	course	in	area	high	schools,	was	in	fact	relevant	to	schools’	core	curriculum:		

Painting	helps	me	develop	a	thorough	thought	process,	and	I	can	modify	these	skills	to	aid	

me	in	things	such	as	writing	an	outline	for	English,	or	planning	a	procedure	for	Science.	It	

also	helps	me	analyze	the	bigger	and	smaller	picture,	breaking	them	apart,	and	this	can	be	

applied	to	subjects	such	as	reading.	

For	this	student,	analysis	is	much	more	than	something	for	English	essays—but	a	practice	that	

spans	disciplines	and	environments.	

Reflections on Transforming Argument Essays into Multimodal Arguments 

Second,	students	reflected	on	the	transformation	of	their	argument	essays	into	multimodal	

arguments,	particularly	focusing	on	how	the	digital	medium	affected	arguments	for	specific	

audiences.	Importantly,	students	focused	on	learning	to	write	digitally	and	compose	digital	media.	

Most	students	had	created	texts	using	language	and	photographs	for	social	media,	including	Tweets	

and	Instagram	posts,	but	no	student	had	composed	media	using	Adobe	Spark	or	similar	

technologies.	One	student	thanked	me	for	introducing	the	class	to	Adobe	Spark,	as	this	student	was		
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going	crazy	with	ideas	of	how	we	[my	brother	and	I]	could	use	it.	Since	we	go	to	Mexico	

every	December	for	a	month	we	want	to	start	organizing	a	page	for	every	trip	summarizing	

our	trip	and	the	new	people	we	meet.	I	also	was	thinking	of	using	this	for	my	next	math	

class.	An	Adobe	Spark	page	would	be	really	useful	for	math	study	guides.	I	could	title	them	

exam	one,	two,	there	and	so	on	and	then	have	a	picture	of	what	a	problem	solved	looks	like	

using	a	specific	formula.	Then	I	could	add	a	text	box	to	describe	what	is	going	on	and	why	I	

am	using	it.	

Through	reflection	on	the	multimodal	public	argument	assignment,	this	student	learned	a	new	

technology	and	intended	to	apply	to	activities	both	outside	and	inside	of	school,	telling	family	

narratives	and	studying	for	mathematics	courses.	It	is	useful	to	note,	too,	that	her	argument	focused	

solely	on	math	literacy—and	through	composing	a	multimodal	argument	about	math	literacy,	the	

medium	for	the	argument	would	now	become	a	medium	to	academic	learning.	Another	student	

explained	the	importance	of	learning	a	new	way	to	write:		

…this	class	also	allowed	me	to	interact	and	integrate	technology	into	my	writing,	my	

multimodal	argument	was	the	essay	that	I	had	the	most	fun	when	creating.	This	

assignments	[sic]	was	complicated	and	challenged	me	to	leave	the	comfort	of	word	[sic]	and	

move	to	other	platforms	in	order	to	write	my	argument.	

For	instance,	this	student	emphasized	how	a	seven-page	essay	could	not	just	be	copied	and	pasted	

into	a	website,	as	it	would	not	be	effective,	particularly	as	the	audience	for	the	argument	changed	

with	the	new	web-based	medium.	Rather,	composing	using	Adobe	Spark	required	a	new	way	of	

thinking	and	writing	in	order	to	develop	an	effective	argument.	Similarly,	one	student	who	argued	

for	a	literacy	of	interpersonal	skills	learned	by	working	in	the	grape	vineyards	explained	how	

creating	his	argument	depended	so	much	on	images:	“So	to	transform	it	into	a	genre	of	a	web	story	

I	decided	to	visually	show	how	they	are	developed	by	showing	examples	of	migrant	workers	in	the	

grape	community	working	and	developing	the	interpersonal	skills.”	Supporting	arguments	with	
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images	was	a	new	aspect	of	argument	to	most	students,	or	at	least	it	was	newly	apparent	to	them.	

Images	and	photographs,	students	reflected,	were	highly	rhetorical	and,	through	our	class,	they	

learned	to	use	them	to	make	and	support	arguments.		

Reflections on Composition Class and the Writing Process 

Third,	students	reflected	on	their	understanding	of	composition	as	a	whole,	including	

literacies,	genres	practiced,	and	the	writing	process—and,	importantly,	how	they	intended	to	use	

what	they	learned	in	English	102	in	future	applications.	One	student	who	participated	in	both	

English	101	and	102,	both	English	composition	courses	included	in	this	study,	examined	learning	

across	both	classes:	“I	have	been	applying	these	[rhetorical]	concepts	to	all	aspects	of	my	life	and	it	

is	now	a	process	I	go	through	while	listening	to	people’s	written	or	spoken	words	to	test	its	

validity.”	Through	these	courses,	this	student	realized	how	rhetorical	analysis	is	an	everyday	

practice	and	English	composition	provided	a	structure	and	vocabulary	for	it.	Beyond	reflecting	on	

past	practices,	this	student	asserts,		

I	will	be	applying	these	concepts	to	all	my	future	assignments	because	composing	an	

English	paper	is	similar	to	creating	a	project	out	of	code	as	it	takes	a	lot	of	steps	such	as	

planning,	writing,	editing,	proof	reading	[sic],	user	interface	testing,	and	the	list	goes	on.	

This	process	is	similar	to	the	same	steps	I	took	in	composing	my	papers	for	this	class	and	

learning	to	use	these	steps	will	always	be	beneficial	in	my	college	journey.	

Practices	in	English	101	and	102	became	relevant	to	other	courses	through	practice	and	reflection.	

A	success	for	me,	the	teacher,	is	knowing	both	that	students	learned	something	in	our	classes,	and,	

perhaps	even	more	valuable	to	me,	is	that	the	knowledge	learned	in	our	composition	class	applies	

to	future	academic	and	career	applications.	Similarly,	another	student	explained	how	both	English	

101and	102	curricula	helped		

gaining	confidence	to	work	and	communicate	with	others	and	feel	comfortable	doing	so.	I	

learned	how	to	present	and	talk	in	from	of	others	and	be	more	comfortable	with	it	which	is	
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something	I	really	lacked	but	this	class	helped	me	a	lot.	I	noticed	it	today	with	my	

psychology	presentation	I	wasn’t	as	nervous	as	I	usually	am….	

By	connecting	English	composition	with	a	discussion	of	rural	literacy,	this	student	reflected	on	the	

ways	English	composition	moved	far	beyond	writing	essays	and	emerged	in	other	classes	and	

activities.	

Reflections on How Rural Communities and Literacies Are Inextricably Connected 

Lastly,	students’	reflection	essays	showed	how	rural	life	and	everyday	literacies	manifested	

as	types	of	rural	literacies	and,	most	importantly,	how	rural	communities	and	literacies	were	

inextricably	reliant	on	one	another.	For	the	students	in	my	study,	much	of	rural	life	and	rural	

literacies	depend	on	communities.	When	arguing	for	the	value	of	home	communities	as	necessary	

to	develop	language	literacy,	one	student	noted	that		

my	community	plays	a	huge	role	in	becoming	literate	or	in	other	words,	to	become	

bilingual.	Although	it’s	true	that	there	is	[sic]	bilingual	programs	as	school,	the	real	learning	

of	our	first	language	occurs	through	our	family	and	of	course,	the	community	we	interact	

with.	Because	we	are	constantly	with	people	from	our	community,	they	are	the	ones	who	

have	the	greatest	impact	on	the	way	we	communicate.	

Students	argued	that	in	small	rural	communities,	personal	interaction	was	a	key	feature	of	

everyday	life.	Through	interactions	with	community	members,	students	learned	to	communicate	

linguistically,	such	as	this	bilingual	student,	but	also	learned	activities,	behaviors,	and	attitudes	

necessary	for	their	communities’	wellbeing	and	existence.	Another	student	reflected	on	these	

activities,	behaviors,	and	attitudes	by	examining	participation	in	Future	Farmers	of	America:		

I	live	in	a	very	small	town	and	my	community	is	small	also	but	[sic]	each	person	has	such	a	

big	heart.	In	Othello	there	are	lots	of	different	clubs	and	different	things	that	we	do	as	a	

community	and	everyone	gets	involved.	I	am	apart	[sic]	of	FFA	and	FFA	is	really	huge	in	

Othello	because	there	are	lots	of	people	that	are	country	and	they	like	the	scholarships	that	
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FFA	offers	and	that	means	a	lot	to	the	community	so	when	freshman	[sic]	enter	the	high	

school	they	normally	like	to	be	put	in	FFA.	

Rural	communities	promote	activities	relevant	to	their	own	livelihoods,	yes,	but	also	recognize	the	

ways	these	activities	are	relevant	to	other	communities.	Additionally,	while	FFA	scholarships	may	

send	students	to	college	in	urbanized	areas,	the	values	of	FFA	remain	with	the	students,	as	

explained	above.		

Reflections Indicating Success of Essay Assignment 

Through	the	English	102	curriculum,	students	explored	literacy	as	a	topic	by	examining	

their	own	literacies,	particularly	those	developed	in	home	communities.	Overall,	succinctly	put,	

“I’ve	also	learned	a	lot	about	literacy	and	came	to	realize	that	literacy	doesn’t	only	happen	within	

yourself	but	is	everywhere	around	and	literacy	is	in	your	every	day	[sic]	life.”	For	all	students,	

English	102	was	valuable	and	useful—not	just	for	a	required	course	credit,	but	for	meaningful	

learning	about	composition,	literacy,	and	community:	“In	a	way,	this	class	is	its	own	literacy,	you	

introduced	us	to	many	new	things	and	gave	us	new	skills,	all	of	which	are	needed	in	everyday	tasks	

and	that	will	be	needed	in	future	works.	This	helped	me	grow	not	just	as	a	writer	but	as	a	student,	

the	skills	learned	in	your	class	can	be	used	in	many	more	places	than	just	English.	Your	class	gave	

us	all	a	new	form	of	literacy,	thank	you.”		

Conclusion to Study Part 2 
In	conclusion,	in	study	Part	2:	English	102	writing	assignments,	I	observed	the	ways	

students	themselves	argue	for	their	own	literacies,	particularly	literacies	developed	outside	of	

classrooms	and	schools.	As	shown	in	their	approaches	to	English	102	curricular	activities	and	

assignments,	students	continually	identify	and	define	literacies	developed	in	home	communities	

that	are	meaningful	to	their	everyday	lives,	that	the	literacies	are	legitimate	knowledges,	and	that	

these	literacies	are	useful	and	relevant	in	academic	settings.	Across	all	four	major	writing	
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assignments,	students	demonstrate	a	recognition	of	these	literacies	and	their	value,	a	

demonstration	that	develops	in	clarity	and	emphasis	as	assignments	build	on	one	another.		

As	the	English	102	term	continued,	students	developed	a	better	understanding	of	literacy	

concepts	and	demonstrated	this	in	their	writing.	Beginning	with	a	minimal	understanding	of	

literacy	in	rhetorical	analysis	essays	and	transforming	to	clear	and	explicit	definitions	of	specific	

literacies	in	their	multimodal	public	arguments,	students	showed	a	clear	development	in	their	

learning	about	literacy	and	their	recognition	of	their	own	literacies.	Moreover,	students	explained	

their	learning	processes	through	reflection.	A	highly	successful	assignment	and	the	culmination	of	

their	terms,	the	reflection	essay	provided	a	space	for	students	not	only	to,	yes,	reflect	on	their	

learning,	but	also	to	explain	how	they	see	themselves	as	literate	in	unique	ways.		

Beyond	identifying	and	defining	their	literacies,	students	also	explained	the	ways	their	

literacies	were	everyday	processes	in	their	home	communities.	All	major	writing	assignments	

provided	a	space	for	students	to	analyze	the	connection	between	literacies	developed	outside	of	the	

classroom—and	required	students	to	make	connections.	By	the	multimodal	public	argument,	

students	confidently	connected	their	own	home	communities	with	their	own	specific	literacies.	

Additionally,	by	the	end	of	the	term,	students	argued	for	the	value	of	these	literacies	in	school.	

Whereas	students	saw	literacies	developed	in	home	communities	as	distinct	from	academic	

literacy,	students	argued	ardently,	and	even	matter-of-factly,	not	only	that	their	literacies	were	

valuable	in	school,	but	also	how	and	why	they	would	use	these	literacies	for	specific	activities	in	

school.	

A	final	and	important	theme	resonating	throughout	students’	work	and	highlighted	in	their	

reflection	essays	was	the	way	rural	life	and	everyday	literacies	are	connected—in	a	way,	the	

students	have	identified	everyday	literacies	as	a	type	of	rural	literacies.	Illustrations	of	rural	life,	as	

depicted	in	photographs	and	written	descriptions,	feature	prominently	throughout	students’	

writing,	especially	when	focusing	on	community,	home	life,	and	family.	Additionally,	discussions	of	
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technology	also	emerge	with	a	rural	backdrop,	where	technology	is	not	foreign	to	rural	life,	but	

rather	it	is	a	smoothly	integrated	feature	of	rural	life.	An	assumption	of	a	lack	of	technology	or	

technology-savvy	of	rural	residents	exists	in	our	society	(see	Donehower,	et	al.,	Brandt,	and	

Edmondson,	among	other).	Rather	than	fulfilling	this	assumption,	students	of	all	ages	emphatically	

declare	their	technology	use.	For	instance,	interviewees	explained	the	ways	they	use	technology	in	

agricultural	work	on	an	everyday	basis,	and	I	observed	the	ways	students	use	smartphones	both	in	

class	and	as	composing	technologies	for	essays	and	their	multimodal	public	arguments,	not	to	

mention	as	internet	sources	in	environments	without	connectivity.	Additionally,	across	all	writing	

assignments,	students	rarely	identified	their	own	literacies	as	rural	literacies,	but	rather	unique	

literacies	developed	in	rural	or	rural-serving	areas.	Rurality,	it	seems,	permeates	all	aspects	of	

students’	literate	lives—their	modern,	technologically	savvy,	and	academic	lives.	

In	Chapter	5,	I	will	conclude	my	dissertation	with	a	focus	on	best	practices	for	teaching	a	

rural	literacies	curriculum	in	English	composition	courses.	Based	on	the	analysis	and	preliminary	

conclusions	in	Chapters	Three	and	Four,	I	will	revisit	my	English	101	and	102	curricula	in	light	of	

the	study	data	to	provide	revisions	for	future	teaching.	Also,	in	Chapter	5,	I	will	argue	for	a	revised	

definition	for	rural	literacies—one	that	emphasizes	the	ways	students	themselves	see	literacies	as	

part	of	their	everyday,	rural	lives,	and	not	distinct	from	it.		
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CHAPTER 5 
 
CONCLUSION: (RE)DEFINING RURAL LITERACIES FOR 
BEST PRACTICES IN COMPOSITION COURSES 

	

Introduction 
On	the	first	day	of	class,	a	male	student	wearing	a	navy	Future	Farmers	of	America	jacket	

walks	into	your	composition	class,	his	Wranglers	jeans	and	work	boots	well	worn,	but	clean.	Be	

honest,	you	already	assumed	his	background—it’s	human	to	do	so.	So,	what	did	you	assume?	

Chances	are	you	wondered	about	his	writing	preparation	or	his	work	ethic.	The	next	hour,	a	female	

student	walks	into	your	technical	writing	class,	her	belt	buckle	and	rhinestone	jeans	sparkling	and	

the	iPhone	in	her	hand	blinks.	Again,	you	assume,	but	perhaps	this	time	you	focus	on	her	

intelligence	and	knowledge.	Societal	assumptions	of	“rural”	have	stagnated,	but	because	of	the	fast-

changing	connectivity	with	technology,	even	the	term	rural	has	taken	on	a	new	definition.	As	

classes	begin,	you	get	to	know	these	students	through	social	interaction	and	by	reading	their	

writing,	and	you	learn	about	their	background,	work	ethic,	and	knowledge.	Students	such	as	these	

come	from	rural	areas	in	your	state	and	perhaps	even	further	afield.	Some	may	come	from	farms	or	

agricultural	areas	and	may	or	may	not	participate	in	farming	activities,	while	others	come	from	

small	towns.	Still	others	come	from	urban	areas,	which	may	surprise	us.	These	students	are	rural—

from	US	Census-designated	rural	areas	or	from	those	areas	we,	as	a	society,	have	designated	as	

rural	or,	rather,	not	urban.		

These	students,	stereotyped	here	by	descriptions	of	clothing	styles	typical	in	rural	areas,	are	

vastly	prepared	with	everyday	knowledge	developed	in	their	rural	home	communities,	everyday	

knowledge	of	social	and	cultural	activities	from	athletics	to	church,	not	to	mention	professional	
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pursuits	supported	by	academic-	and	career-based	skills.	These	knowledges	are	the	rural	literacies	

of	today’s	college	students.	When	describing	themselves,	these	students	as	hard-working,	

particularly	as	many	of	these	students	balance	work	from	both	school	and	home,	and	some	also	

hold	part-	or	full-time	jobs.	This	work	ethic	is	also	a	rural	literacy,	as	this	everyday	knowledge	

developed	from	learning	how	to	manage	time	and	successfully	attend	to	a	multitude	of	personal	

and	professional	responsibilities.		

This	dissertation	has	focused	on	the	ways	we	approach	rural	literacies	in	the	field	of	

rhetoric	and	composition,	with	a	specific	focus	on	engaging	writing	students	with	a	rural	literacies	

curriculum	in	composition	courses.	This	dissertation	explained	a	multi-methodological	teacher	

research	study	that	followed	composition	students	through	their	English	101	and	102	classes	and	

examined	how	students	demonstrated	rural	literacies	or	become	explicit	about	literacy.	Students	

may	have	had	implicit	ideas	of	rural	or	literacy,	but	each	course	was	a	progression	toward	making	

that	more	explicit	to	themselves.	By	analyzing	student	writing	and	survey	data,	we	have	seen	the	

ways	modern	technology	and	globalization	have	contributed	to	a	shift	in	definitions	and	

perceptions	of	rural	and	rural	literacies.		

In	this	chapter,	I	will	(re)define	rural	and	rural	literacies	based	on	my	experiences	with	

students,	such	as	those	described	above.	By	basing	these	definitions	on	data	resulting	from	the	

multi-methodological	study	exploring	the	(rural)	literacies	of	English	composition	students	that	I	

conducted	at	Columbia	Basin	College,	a	rural-area	and	Hispanic-serving	community	college	in	

Washington	State,	I	offer	dimensions	to	rural	literacy.	Additionally,	by	revising	the	rural	literacies-

based	composition	curriculum	in	this	study,	I	will	identify	best	practices	for	teaching,	particularly	

best	practices	for	writing	teachers	who	work	with	rural-area	students.	Specifically,	these	best	

practices	will	focus	on	what	writing	teachers	can	learn	from	studying	writing	students’	rural	

literacies	and	technology	use	to	more	fully	and	relevantly	engage	students’	existing	knowledge	in	
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classroom	practice.	Lastly,	this	chapter	will	offer	areas	for	future	research	and	analysis	in	rural	

literacies.		

(Re)Defining Rural and Rural Literacies 
As	defined	by	scholars	Kim	Donehower,	Charlotte	Hogg,	and	Eileen	E.	Schell,	rural	literacies	

are	“the	particular	kinds	of	literate	skills	needed	to	achieve	the	goals	of	sustaining	life	in	rural	

areas,”	specifically,	ways	of	reading	the	people,	attitudes,	and	behavior	of	rural	communities	in	such	

a	way	that	demonstrates	knowledge	and	understanding	of	the	social,	cultural,	and	economic	

dynamics	of	the	area	(4).	Donehower,	Hogg,	and	Schell	focus	on	how	rural	literacies	are	necessary	

for	sustaining	life	in	rural	communities.	Much	of	these	scholars’	work	builds	on	that	of	Jacqueline	

Edmondson,	who	introduces	literacies	in	rural	communities	as	ways	of	reading	various	texts	in	

rural	life	that	are	“written	and	rewritten	in	an	effort	to	‘understand	everyday	life	and	the	social	

grammar	of	the	concrete	through	the	larger	totalities	of	history	and	social	context’”	(3).	These	texts	

may	include	farming	and	agriculture,	relations	with	land	and	land	ownership,	community	matters,	

and	education.	For	these	scholars,	rural	literacies	education,	in	turn,	focuses	on	the	goal	of	

sustaining	(distinct	from	preserving,	however)	rural	life.	Important	to	sustainability	is	adaptability	

to	change,	such	as	technological	advances	that	are	inevitably	part	of	an	evolving	globalized	world,	

whereas	preservation	perspectives	ignore	or	reject	these	changes.	Significantly,	though,	technology	

connectedness	and	other	changes	that	connect	rural	life	with	urban	should	not	be	viewed	as	“the	

solution”	to	rural	“problems,”	but	rather	as	integral	to	sustaining	and,	yes,	possibly	improving	rural	

life	in	a	modern	world.		

Building	on	rural	literacies	scholarship,	the	central	aim	of	this	research	project	focuses	on	

questions	about	how	are	“rural”	and	“rural	literacy”	defined	and	if	we	can	identify	them	in	

classroom	settings,	how	rural	literacies	affect	the	ways	students	see	themselves	as	knowledgeable	

and	literate,	and	how	students	apply	rural	literacies	and	technologies	in	writing	courses.	Chapters	3	



	 157	

and	4	address	these	aforementioned	topics,	and	here	is	a	brief	overview	of	the	ways	students	

describe	themselves	by	bringing	in	data	from	surveys,	major	writing	assignments,	and	personal	

interviews	offer	answers	to	these	questions.	An	important	parallel	between	student	work	and	

teacher	research	in	this	study	emerged	as	both	composition	students	and	I	developed	arguments	of	

definition—students	and	I	were	both	conducting	research	on	definitions	of	rural	literacy,	

developing	and	refining	our	definitions,	and	ultimately	arguing	for	revised	definitions.		

Rural-area	students	describe	themselves	in	diverse	ways;	however,	within	the	finding	of	

this	study,	there	emerged	common	patterns	of	self-description,	including	the	following	

descriptions.	In	their	personal	interviews,	individual	rural	students	describe	themselves	as		

• “hard	working—and	we	work	harder	than	city	kids,”	where	a	comparison	to	“city	kids”	

was	common	across	self-identified	rural-area	residents;	

• “busy,	very	busy”	and	they	“like	to	work	ahead”	because	“it’s	really	hard	to	balance	

school	and	everything	else	[work,	animals,	family,	etc.];”	and	

• “tech-savvy,	though	people	don’t	think	we	are”	and	the	“older	folks	don’t	always	use	

technology,	though	they	know	they	should.”		

• community-oriented,	as	their	rural	home	communities	served	as	the	basic	unit	of	their	

upbringing,	home	life,	and	school	life	

As	a	result,	these	“hard-working,”	“very	busy,”	and	“tech-savvy”	rural-area	students	suggest	that	

teachers	should	understand	that	students	all	have	individual	situations	and	respect	that	rural-area	

students	are	no	different.	Notably,	one	student	asserted	that	teachers	should	“try	to	understand	

students	individually—who	they	are,	how	they	are,	the	ways	they	learn	or	pick	things	up.”	In	this	

dissertation,	I	strive	to	do	just	that—to	understand	students	individually.	This	effort	warrants	a	

redefinition,	or	a	shifting	of	definition,	of	“rural”	and	“rural	literacies”	for	today’s	technologically	

connected	writing	students.		
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For	many	students,	their	rural	literacies	are	not	labeled	as	only	“rural,”	but	rather	as	

“everyday”—their	literacies	are	just	a	part	of	everyday	life	in	their	homes	and	communities,	which	

happen	to	be	in	a	rural	area.	In	this	study,	then,	it	was	important	then	to	attend	to	these	questions:	

What	is	everyday	for	these	students?	Is	it	any	different	than	their	urban	counter	parts?	The	real	or	

imagined	disconnection	between	cities	and	rural	communities,	or	global	and	rural	features,	are	not	

as	disconnected	as	in	previous	generations’	lives.	Rather,	rural	and	non-rural	are	more	and	more	

connected.	Yes,	some	students	work	on	farms,	with	livestock,	or	on	agricultural	equipment,	but	they	

see	this	as	a	normal	part	of	their	everyday	life	which	is	connected	to	global	commerce.19	Rural	

literacies	are,	in	fact,	everyday	literacies	in	rural	areas.20	Moreover,	these	literacies	include	non-

stereotypical	knowledges	and	activities.	Including	but	moving	beyond	activities	such	as	farming,	

food	storage,	and	quilting,	activities	often	offered	as	rural	literacies,	my	study	data	suggest	that	

rural	literacies	also	extend	to	those	literacies	related	to	practices	of	fine	arts,	migrant	farm	work,	

music	performance,	(Christian)	religion,	and	sports—lots	of	sports,	and	technology,	such	as	

cybersecurity,	social	media	use,	and	technologies	for	improving	efficiency	and	efficacy	of	

agriculture.		

Integral	to	this	redefined	concept	of	rural	literacies	is	that	the	definition	of	“rural”	in	general	

is	shifting	and	blurring	with	urban	and	suburban	as	communities	connect	in	new	ways	with	

modern	developments,	such	as	road	infrastructure,	transportation	technologies	and	networks,	and	

telecommunications	infrastructure	and	technologies.	Students	participating	in	this	study	arrived	at	

an	urban-located	and	rural-serving	community	college	from	their	homes	in	rural	farms,	farm	towns,	

																																																													

19	According	to	the	Washington	State	Department	of	Agriculture,	Washington	is	the	United	States’	
third	largest	exporter	of	food	and	agriculture	products,	and	in	2016,	Washington	“exported	$15	billion	worth	
of	food	and	agricultural	products	with	$7	billion	being	Washington	origin.”	Washington,	particularly	the	Tri-
Cities	area,	processes	enormous	amounts	of	food	and	agricultural	products,	much	of	which	is	exported.	
Additionally,	an	astounding	two	thirds	of	Washington’s	exports	are	shipped	to	Asia	(WSDA).	

20	The	term	“everyday”	in	relation	to	rural	literacies	connects	directly	with	Edmondson:	rural	
literacies	are	“written	and	rewritten	in	an	effort	to	‘understand	everyday	life	and	the	social	grammar	of	the	
concrete	through	the	larger	totalities	of	history	and	social	context’”	(2-3),	with	a	quotation	from	Paulo	Freire	
and	Donaldo	Macedo	in	Literacy:	Reading	the	Word	and	the	World.	
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small	towns,	suburban	developments,	and	urban	centers.21	For	these	students,	the	world	has	

shrunk	considerably	compared	to	the	previous	generation’s	world.	For	instance,	many	students	had	

the	ability	to	drive	back	and	forth	to	school	from	home	rather	than	the	black	and	white	options	of	

not	attending	college	or	moving	to	the	city.	Additionally,	programs	like	Running	Start,	Washington	

State’s	dual	enrollment	program	providing	tuition-waived	two-years	of	college	for	eligible	high	

school	students,	provide	free	access	to	college	for	students	who	may	not	have	had	access	to	college	

previously.	In	the	study’s	urban	context,	the	rural	has	now	been	integrated	into	the	city,	similar	to	

many	fast-growing	cities.	Therefore,	rural	and	urban	collide	or	blur	together,	inevitably	influencing	

students’	everyday	lives,	perspectives,	and	experiences.	The	rural,	in	turn,	reflects	the	city	and	the	

everyday	practices	of	students.	All	of	these	traits	emerge	in	students’	writing.	In	2007,	Donehower,	

Hogg,	and	Schell	argued	the	significance	of	the	ways	the	United	States	has	evolved	to	rural	students:	

“As	the	country	has	completed	its	shift	from	rural	to	urban,	rural	students	have	continued	to	be	

unheard,	unseen,	and	under-represented.	Since	the	United	States	has	become	industrialized	and	

urbanized,	it	has	scarcely	looked	back,	and	the	effects	of	this	trend	are	significant	to	rural	students	

(25).”	This	significance	remains—and	as	rural	and	urban	blur,	it	has	become	even	more	significant	

today.	

Within	the	findings	of	the	study,	students’	technology	use	depends	on	their	access	to	

technology	in	their	everyday	situations;	that	is,	students	use	technologies	that	they	can	afford,	

apply	to	work	life	or	school	life,	and	run	smoothly	in	their	rural	environments	(e.g.,	connect	to	the	

internet	via	cellular	towers,	satellite,	or	ground	cable).	Access	to	the	internet	is	key	to	modern	

communication	for	students,	including	a	range	of	communicative	activities	from	Snapchat	snaps	

with	friends	to	Canvas	messages	to	professors.	Students	without	internet	access	at	home,	be	it	a	

																																																													

21	“Urban”	was	also	debated	by	students	as	highly	contextual	and	perspective-based,	as	the	Tri-Cities	
metropolitan	area	population	was	approximately	250,000	at	the	time	of	the	study,	relative	to	the	Seattle-
Tacoma	metropolitan	area	of	nearly	four	million.	Students	envision	themselves	connected	to	a	much	larger	
system—they	understand	the	urban-rural	connection.	
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home	access,	public	library,	or	other	institution	with	free	or	affordable	internet	access,	struggle	in	a	

modern	educational	context	as	schoolwork	continually	moves	from	paper	to	digital	copies.	An	

assumption	of	urban	life	includes	internet	access,	though	many	students	in	this	study	explained	

how	they	did	not	have	internet	access,	be	it	because	they	or	their	family	could	not	afford	the	access	

to	internet	or	the	infrastructure	was	not	available	in	their	neighborhood.	This	return	to	concepts	of	

the	digital	divide	blurs	the	assumption	that	urban	equals	access,	while	rural	equaled	no	access.	22	

Both	urban	and	rural	students	showed	creativity	in	obtaining	access,	whether	from	the	free	and	

open	access	to	computers,	internet,	and	printing	resources	on	campus,	borrowing	their	neighbors’	

Wi-Fi,	or	scheduling	(group)	work	at	McDonald’s	or	public	library	branches.	The	boundaries	of	

urban	and	rural	still	do	not—and	perhaps	never	did—delineate	access	to	the	internet.		

For	many	students	participating	in	this	study,	smartphones	were	the	central	digital	

technology	in	their	lives.	While	Snapchat	may,	to	some,	seem	unnecessary,	this	technology	shows	an	

example	of	how	smartphones	are	critical	to	rural	literacies—students	use	smartphones	in	ways	

many	professors	or	scholars	do	not	or	do	not	expect	them	to	be	used,	such	as	social	media	

messaging.	Even	so,	applications	such	as	these	lead	to	types	of	languages	students	learn	and	bring	

to	writing	classrooms.	More	commonly	related	to	composition,	however,	are	Google	Docs	or	

Microsoft	365.	Through	these	media,	students	without	access	to	desktop	or	laptop	computers	(or	

for	those	who	choose	to	not	to	use	computers)	have	a	way	to	compose	essays	and	other	written	

homework	for	later	access.	Rather	than	a	home	life	without	the	ability	to	compose	digitally,	

smartphones	provide	a	method	for	students	without	internet	access	to	a	computer	to	write	and	

even	submit	work	digitally,	if	relevant.		

Additionally,	transportation	technologies	provide	connections	between	rural	and	urban	

areas	and	continue	to	blur	the	lines	defining	rural.	Interstate	and	highway	infrastructure	literally	

																																																													

22	In	Crossing	the	Digital	Divide,	Barbara	Monroe	addresses	long-standing	urban	access	issues,	
particularly	for	inner-city	schools	without	infrastructure	for	computers	labs	and	internet	connectivity.	
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connects	rural	communities	with	urban	centers,	and	they	further	connect	communities	as	

transportation	infrastructure	continue	to	expand	with	population	growth.	Access	to	transportation	

provides	quick	connectivity	to	urban	hubs,	which	can	contain	community	colleges,	stepping	stones	

that	connect	rural	areas	and	residents	with	those	of	the	city,	such	as	the	way	Columbia	Basin	

College	(CBC)	connects	multiple	large	counties	with	the	Tri-Cities.	Important	to	this	study	was	the	

context	of	CBC,	as	the	college	understood	the	ways	transportation	was	critical	to	education.	As	a	

way	to	support	students’	dedication	to	academic	achievement,	CBC	sponsored	students’	

transportation	not	only	by	providing	free	parking	for	vehicles,	but	also	by	providing	

reimbursements	on	gasoline	for	vehicles	travelling	long	distances,	free	city	bus	passes,	and	ideally	

located	parking	spots	for	carpools—all	for	students.	Though	not	unique	by	addressing	

transportation	issues	as	critical	to	education,	CBC	acted	on	their	commitments	to	supporting	

students.	Furthermore,	the	college	offered	a	laptop	loan	program	through	the	library;	although	the	

college	did	not	provide	take-home	internet	hotspots,	they	did	attempt	to	address	the	necessity	of	

take-home	technology.		

Ultimately,	technology	provides	access	to	knowledge	from	the	city,	often	from	access	to	

information	from	college	by	attending	local	colleges	and/or	enrolling	in	online	education.	With	new	

knowledge	about	topics	ranging	from	agriculture	to	zoology—that	may	or	may	not	relate	to	

farming,	students	then	return	to	their	homes	and	communities	with	new	ideas—or	they	may	

ultimately	choose	to	leave	their	home	communities,	equipped	with	new	experiences	and	

knowledge.	Regardless	of	their	choice	of	what	to	do	with	their	technologies	and	the	opportunities	

provided	by	technology,	students	demonstrated	how	technology	is	an	important	part	of	their	

everyday,	rural	literacies.		

In	short,	rural	literacies	are	everyday	literacies	developed	and	practiced	in	rural	areas	and	

potentially	relevant	in	urban	areas.	Based	on	the	findings	of	this	study,	I	argue	that	the	combination	

of	existing	notions	of	rural	literacies	with	modern	technologies	in	a	highly	connected	global	society	
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blurs	the	boundaries	of	rural	and	urban	to	create	a	new	generation	of	rural	literacies	and	students	

practicing	them.	Indeed,	with	this	redefined	approach	to	rural	literacies,	teachers	would	encounter	

rural—or	“rural”—students	in	everyday	teaching	situations,	not	only	in	the	expected	rural	

classrooms.	Rather,	rural	students,	those	who	live	in	geographically	rural	areas,	may	exhibit	rural	

literacies	in	ways	previously	described	as	those	belonging	to	urban	students,	and	urban	students	

may	understand	rurality	in	new	ways.	The	close	connection	of	rural	and	urban	in	our	everyday	

lives,	in	combination	with	our	everyday	uses	of	technology,	brings	new	observations	and	

understandings	of	rural	and	rural	literacies.		

Rural Literacies Curriculum in English Composition 
When	considering	implementing	a	rural	literacies	curriculum	for	English	composition,	

instructors	should	take	into	account	the	following:	time	frame,	students’	backgrounds	in	writing	

and	English	coursework,	college	context,	rural/urban	setting,	and	in-person	or	online	instruction	

format.	These	perspectives	build	on	my	working	definition	of	rural	literacies.	The	English	

composition	courses	included	in	this	rural	literacies	curriculum–based	study	at	Columbia	Basin	

College	(CBC)	included	English	101:	Composition	I	and	English	102:	Composition	II.	As	conducted	at	

CBC	for	the	purposes	of	this	multi-methodological	study,	the	English	101	curriculum	centered	on	

four	major	writing	assignments:	a	literacy	analysis	essay	(not	reported	and	analyzed	in	this	study),	

a	rhetorical	analysis	essay,	and	two	argument	essays.23	The	English	102	curriculum	included	four	

major	writing	assignments:	a	rhetorical	analysis	essay,	an	argument	essay,	a	multimodal	public	

argument,	and	a	final	reflection	essay.	Please	refer	to	Chapter	4	for	details	about	these	assignments	

and	data	from	and	analysis	of	students’	writing	on	these	assignments.	These	assignments	fit	my	

belief	that	curriculum	be	informed	by	a	class’	time	frame,	students’	backgrounds	in	writing	and	

																																																													

23	The	study	also	included	three	surveys	on	students’	rural	literacies,	but	these	surveys	are	not	part	
of	the	curriculum	itself.	
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English	coursework,	college	context,	rural/urban	setting,	and	in-person	or	online	instruction	

format.	

Time Frame of Composition Course  

Time	frame	is	a	critical	consideration	for	any	course.	The	speed	at	which	a	class	must	

grapple	with	difficult	concepts,	not	to	mention	the	speed	at	which	instructors	must	teach	and	then	

offer	feedback	on	writing,	greatly	affects	curricular	design.	From	conducting	this	study,	I	found	that	

a	quarter	term,	though	satisfactory	for	many	approaches	to	composition,	proved	too	short	to	

develop	a	thorough	rural	literacies	curriculum.	The	ten	weeks	of	class	contact	with	students	sped	

by,	and	both	students	and	I	desired	to	delve	deeper	in	to	certain	concepts	but	could	not	within	the	

time	constraints	of	the	term.	The	student	who	enrolled	in	both	English	101	and	102	classes	

developed	deep,	nuanced	understandings	of	literacy,	rural	literacies,	and	how	their	rural	literacies	

were	everyday	literacies	learned	in	their	home	communities.	Instructors	implementing	a	rural	

literacies	curriculum	should	consider	what	is	possible	within	the	college	or	university	timeframe,	

especially	working	within	requirements	for	curriculum	(e.g.,	how	many	major	essays	must	be	

completed	in	the	term).	With	these	parameters	in	mind,	instructors	may	then	build	a	carefully	

paced	curriculum.		

Students’ Backgrounds in Writing and English 

When	taking	into	consideration	students’	backgrounds	in	writing	and	English,	instructors	

should	ask	questions,	such	as	the	following:		

• What	have	students	learned	in	writing	and	English	language	classes	prior	to	

composition?		

• How	are	the	high	schools	preparing	students	for	college	and	careers?		

• How	long	has	it	been	since	students	last	took	an	English	course,	especially	a	

composition	or	writing	course?		
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• What	are	the	requirements	for	entry	to	the	course?24		

The	findings	of	this	study	indicate	a	broad	range	of	students’	backgrounds	in	writing	and	English	

language	classes,	demonstrated	by	varying	initial	success	with	major	writing	assignments	and	with	

day-to-day	activities.	Regardless	of	students’	initial	success,	however,	the	course	itself	developed	

student’s	writing	abilities	far	beyond	what	may	have	been	indicated	by	initial	preparedness.	

Another	related	important	consideration	is	students’	open-mindedness	to	learning	about	literacy	

and	writing.	I	observed	many	students	with	what	may	have	been	considered	as	poorly	prepared	

(based	on	reputations	of	high	schools	or	options	for	writing	classes),	yet	excelled	in	this	rural	

literacies	composition	course,	as	evidenced	by	their	multimodal	arguments	and	reflection	essays.		

Context of College/University and Its Rural/Urban Setting 

Importantly,	the	context	of	a	college	or	university	affects	a	multitude	of	factors	related	to	

students	and	composition.	For	instance,	CBC	is	a	large,	rural-area,	Hispanic-serving	institution,	

state-supported	community	college	in	a	politically	and	socially	conservative	urban	area	amid	an	

agricultural	and	industrial	epicenter	of	central	Washington	State.	All	of	these	external	factors,	

among	other	internal	and	external	factors	(e.g.,	institutional	history	and	leadership,	faculty	

recruited	and	retained),	affect	departments,	faculty,	students,	and	courses	offered,	including	

composition	courses.	Additionally,	the	college’s	location	relative	to	rural	areas	affects	the	students	

who	enroll,	from	rural	students	commuting	by	car	to	school	to	urban	students	commuting	by	bus.	

Furthermore,	the	context	of	a	college	affects	the	focus	on	the	college’s	English	composition	

curriculum,	as	well	as	the	class	format,	be	it	face-to-face	or	online,	or	a	hybrid	of	the	two,	and	the	

students	who	enroll	in	these	classes.	

																																																													

24	Placement	in	composition	courses	varies	by	institution.	For	instance,	CBC	used	ACCUPLACER	and	
COMPASS	(before	its	retirement);	these	tests	focused	on	grammar	and	sentence	structure,	with	little	focus	on	
reading	or	argument	development.		
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Focus of English Composition Curriculum at College/University 

Though	there	are	central	tenets	composition	programs	adhere	to,	each	college	or	university	

may	implement	their	composition	curricula	uniquely	to	address	specific	student	learning	outcomes	

or	state	oversight	and	funding,	among	other	potential	factors.	In	this	case,	CBC’s	contextual	factors	

relate	directly	to	the	ways	English	composition	courses	were	focused—on	writing	elements,	such	as	

completing	researched	essays	with	correct	sentence-level	issues,	including	paraphrasing,	grammar,	

and	citations,	but	not	necessarily	on	fully	developed	analyses	or	arguments	with	well-developed	

logical	support.	There	was,	however,	an	emphasis	on	analysis,	argument,	and	evidence,	but	the	ten-

week	quarter	limited	the	ability	of	instructors	to	cover	all	aspects	of	composition	in	addition	to	

assigning	and	grading	the	required	four	essays.	Much	of	this	focus	stemmed	from	pre-existing	

student	outcomes	and	tenured	faculty’s	priorities	aimed	at	developing	quality	and	correct	writing.	

While	most	faculty,	including	my	dean,	were	supportive	of	my	approach	to	implementing	a	rural	

literacies	curriculum	and	developing	(radical!)	assignments	such	as	the	digital	multimodal	public	

argument,	some	faculty	deemed	my	approach	as	inappropriate	for	English.	This	explanation	of	the	

college	context	of	my	study	serves	as	an	example	of	how	college	and	curricular	requirements	affect	

the	content	and	implementation	(and	reception	and	support	of)	a	rural	literacies	approach	to	

English	composition	courses.		

Face-to-Face or Online Format of Class 

As	communications,	internet,	and	computer	technologies	continue	to	develop,	format	of	

classes	does	too.	While	face-to-face	classes	may	remain	the	majority	of	English	composition	classes	

(as	they	do	at	CBC),	the	popularity	of	online	classes	grows.	Distance	or	outreach	education	formats,	

as	they	may	be	called,	provide	opportunities	for	students	to	enroll	in	college	without	needing	to	be	

physically	present	on	college	campuses.	In	2007,	rural	literacies	scholars	Donehower,	Hogg,	and	

Schell	whole-heartedly	rejected	online	formats	for	composition,	arguing	that	distance	education	

methods	rarely	provided	direct	contact	with	instructors	or	collaborative	groups	(42).	In	recent	
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approaches	to	distance	education,	instructor	contact	and	group	work	are	not	necessarily	lost,	but	

they	are	different.	Distance	education	often	targets	rural	students—because	of	their	literal	location	

relative	to	the	college—and	this	too	must	be	considered.	For	the	purposes	of	this	study,	all	courses	

were	face	to	face;	with	thoughtful	revision,	these	curricula	could	be	implemented	in	fully	online	or	

hybrid	formats.	

Best Practices for Teaching Rural Literacies Curricula in Composition 
Rural	students	matter.	Based	on	my	experiences	conducting	this	study,	this	basic	point	of	

relevance	for	this	study	remains	incredibly	important	at	the	conclusion	of	this	work—rural	

students	matter.	They	matter	to	me	on	personal	and	professional	levels,	and	they	should	matter	to	

K-12	schools,	colleges,	and	universities,	particularly	faculty.	The	2017	report	“Why	Rural	Matters,”	

an	update	to	the	then-current	report	used	as	a	basis	for	this	study,	explores	the	realities	of	rural	

students—realities	that	impact	students,	instructors,	and	schools	as	a	whole	in	the	United	States.	

According	to	the	report,	“more	than	8.9	million	students	attend	rural	schools—more	than	the	

enrollments	of	the	New	York	City,	Los	Angeles,	Chicago—and	incredibly,	the	nation’s	next	75	

largest	school	districts	combined”	(Showalter,	et	al.	1).	This	comes	to	nearly	one	in	six	American	

students	attend	a	rural	school,	and	rural	schools	make	up	more	than	one	quarter	of	the	nation’s	K-

12	schools	(Showalter,	et	al.	1).	As	first-year	composition	and	writing	courses	maintain	their	

relevance	to	colleges	and	universities,	college	composition	faculty,	who	encounter	a	large	swath	of	

first-year	students	in	first-year	composition	classes,	will	inevitably	encounter	today’s	rural	

students.	In	the	following	sections,	we	look	explore	how	this	study’s	findings	contribute	to	best	

practices	for	teaching	a	rural	literacies	curriculum	in	composition.	

Best Practices for Writing Instructors—Responding to Research Questions 

One	of	my	initial	research	questions	for	this	study	asks,	“How	are	‘rural’	and	‘rural	literacy’	

defined?	What	are	they,	and	how	can	we	identify	them	in	the	classroom	setting?”	In	this	
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dissertation,	I	have	addressed	the	ways	“rural”	is	defined	in	many	ways	by	large	governmental	

agencies	(i.e.,	the	US	Census)	and	by	socially	shared	values.	Rural	literacy	is	still	defined	by	scholars	

such	as	Edmondson,	Donehower,	Hogg,	Schell,	but	now	the	definition	should	shift	to	contain	a	

modernized	definition	of	“everyday”	and	address	the	meaningful	use	of	technology	as	an	everyday	

practice,	not	simply	as	a	neoliberal	practice	(Edmondson).	Today’s	college	students	who	have	rural	

literacies	identify	themselves	as	coming	from	rural	areas	or	having	rural-area	home	communities,	

even	if	the	students	currently	live	in	urban	areas.	In	the	classroom	setting,	instructors	may	see	

everyday	rural	literacies	in	the	everyday	activities	and	skills	exhibited	by	students	from	rural	

communities	practice	these	literacies	in	class	and	at	home,	when	learning	about	written	genres,	and	

when	practicing	composing	activities	(on	desktop	computers,	laptops,	smartphones).	These	

students	may	self-identify	in	many	expected	ways	(e.g.,	farmers,	small-town	kids,	a	rodeo	queen—

all	examples	of	ways	students	self-identified	in	the	study),	not	to	mention	unexpected	ways	(e.g.,	

migrant	workers	or	children	of	migrant	workers,	high	school	wrestlers	from	a	small	wrestling-

obsessed	community,	an	immigrant	from	extremely	rural	Mexico,	a	viticulture	and	enology	student,	

a	US	Marine	sniper—other	examples	of	ways	students	self-identified	in	the	study).		

There	are	other	ways	these	students	may	identify—or	be	identified	by	others,	including	

minority	statuses.	According	to	the	2017	“Why	Rural	Matters”	report,	“Nearly	half	of	rural	students	

are	from	low-income	families,	more	than	one	in	four	is	a	child	of	color,	and	one	in	nine	has	changed	

residence	in	the	previous	year”	(Showalter	et	al.	1).	Furthermore,	this	report	continues	to	

emphasize	the	ways	rural	students	make	up	substantial	racial	and	ethnic	minorities.	In	my	home	

state	of	New	Mexico,	more	than	85%	of	rural	students	are	students	of	color,	25%	are	English	

language	learners,	and	more	than	80%	of	rural	students	come	from	low-income	families—all	of	

these	are	the	highest	level	of	any	state	(5).	Nationally,	25.2%	of	rural	students	are	students	of	color	

(5).	In	Washington	State,	where	this	study	was	conducted,	33.5%	of	students	are	students	of	color	

and	9.8%	of	students	are	English	language	learners,	compared	to	the	US	average	of	3.5%	(151).	
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Students	recognize	these	characteristics	and	self-identify,	and	instructors	should	understand	the	

complexities	of	these	multiple	minority	statuses—rural	students	include,	but	are	not	limited	to,	the	

poor,	white	kids	as	described	in	books	like	Hillbilly	Elegy	or	even	scholarship	such	as	in	Prairie	

Town	and	Rural	Literacies,	but	rather	are	quite	diverse	across	the	nation.25	

Another	initial	research	questions	for	this	study	asks,	“What	best	practices	can	we	identify	

for	(writing)	teachers	who	work	with	rural-area	students?”	In	the	previous	sections	“(Re)Defining	

Rural	and	Rural	Literacies”	and	“Rural	Literacies	Curriculum	in	English	Composition,”	I	address	

some	points	regarding	how	college	instructors	might	approach	classes	with	rural-areas	students,	

and	considerations	of	how	to	approach	a	rural	literacies	curriculum,	especially	one	for	college	

composition	courses.	By	basing	this	study	on	scholarship	and	previous	scholars’	work	with	rural-

area	students	in	composition	courses	and	then	integrating	data	from	the	study’s	results,	I	have	

developed	initial	considerations	for	instructors,	particularly	writing	instructors,	as	they	work	with	

rural	students.	Importantly,	these	new	implications	shift	the	direction	of	curriculum	from	

approaches	introduced	in	Rural	Literacies	to	include	a	redefined	perspective	on	the	concepts	of	

rural	and	rural	literacies	with	the	inclusion	of	everyday	knowledge	and	uses	of	technology.	Further,	

included	in	this	section	are	best	practices	based	on	research	questions	in	this	section,	and	the	

section	“Suggested	Revisions	to	This	Rural	Literacies	Curriculum”	below	builds	on	the	previous	

discussion	and	offers	improvements	to	the	curriculum	of	this	study.		

Additionally,	this	project	asked,	“What	can	writing	teachers	learn	from	studying	writing	

students’	rural	literacies	and	technology	use	in	order	to	more	fully	and	relevantly	engage	students’	

existing	knowledge	in	classroom	practice?”	Chapters	3	and	4	report	and	analyze	data	of	student	

writing	and	survey	responses.	Importantly,	these	data	show	that	students’	use	of	technology	is	a	

																																																													

25	Rethinking	Rural	Literacies:	Transnational	Perspectives	does	begin	to	address	issues	such	as	these,	
though	with	a	focus	outside	of	the	United	States	alone.	Additionally,	Funds	of	Knowledge	provided	an	
important	look	at	urban	students	of	color.	



	 169	

key	part	of	their	everyday	rural	literacies.	For	instructors,	a	recognition	of	this	meaningful	use	of	

technology	suggests	that	a	rural	literacies	curriculum	should	include	technology	use	beyond	the	

basics	of	word	processing—but	this	technology	must	be	folded	into	the	curriculum	and	not	

included	simply	for	the	sake	of	including	technology.	Rather,	as	students	themselves	do	not	use	

technology	simply	for	the	sake	of	using	technology	but	in	meaningful	ways,	so	must	instructors	(see	

Selber	and	Selfe,	among	others).	For	instance,	the	English	102	multimodal	public	argument	

assignment	described	and	analyzed	in	Chapter	4	implements	meaningful	uses	of	technology	into	

community-focused	research	and	composing	arguments	for	audiences	external	to	students’	

classroom	instructor;	specific	uses	of	technology	for	this	assignment	include	basic	computer	and	

word	processing	activities,	internet	and	database	research,	digital	photography,	composing	using	

the	browser-based	Adobe	Spark	program,	and	sharing	arguments	via	social	media	and	course	

management	systems.		

Regarding	students	themselves,	this	dissertation	asked	and	studied,	“How	do	rural	literacies	

affect	the	ways	students	see	themselves	as	knowledgeable	and	literate?”	The	study’s	results	

indicate	that	a	rural	literacies–based	curriculum	in	college	composition	helps	students—both	rural	

and	not—to	see	themselves	as	knowledgeable	and	literate.	Understanding	rural	literacies	help	

students	build	confidence	in	the	value	of	their	rural	identity	and	the	knowledge	they	developed	at	

home	and	in	home	communities	as	useful	and	relevant	in	situations	outside	of	their	homes,	

including	in	academic	and	career	situations.	Furthermore,	rural	literacies	also	help	break	from	the	

old	paradigm	of	literacies,	or	what	students	dubbed	“traditional	literacies”—that	of	solely	reading	

and	writing	as	valuable	in	academics	and	careers.	While	these	“traditional	literacies”	are	indeed	

quite	valuable,	so	are	the	literacies	developed	and	practiced	in	rural	communities	in	addition	to	

reading	and	writing.	As	noted	previously,	I	observed	many	students	with	what	may	have	been	

considered	as	poorly	prepared	(based	on	reputations	of	high	schools	or	options	for	writing	classes)	

yet	excelled	in	these	rural	literacies	composition	courses.	According	to	“Why	Rural	Matters,”	
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student	readiness	levels	for	college	and	career	varied	widely.	In	Washington,	the	report	gauged	the	

state’s	rural	student	population	as	“urgent,”	based	on	measures	such	as	the	number	of	rural	juniors	

and	seniors	taking	at	least	one	Advanced	Placement	course	(24.7%)	and	taking	the	ACT	or	SAT	

(25.2%)26	(Showalter	et	al.	151).	A	rural	literacies	curriculum	exploits	students’	open-mindedness	

to	learning	about	literacy	and	writing	to,	ideally,	thwart	measures	or	assumptions	of	college	

readiness	and	ultimately	succeed	in	college	composition	and	beyond.		

The	final	research	question	this	dissertation	explored	“How	are	students	applying	rural	

literacies	and	technologies	in	writing	courses?”	Though	the	previous	sections	and	chapters	show	a	

multitude	of	instances	of	these	applications,	a	few	important	points	can	be	added	to	this	discussion.	

Importantly,	students	are	applying	rural	literacies	and	technologies	in	writing	courses	every	day.	

Technologies	are	not	add-ons	or	superficial	to	students’	approaches	to	everyday	activities	in	

writing	courses,	but	rather	integral	to	them.	Therefore,	writing	instructors	should	recognize	these	

applications	and,	where	relevant	and	feasible,	integrate	rural	literacies	and	technology	uses	into	

writing	courses	curriculum—both	in	everyday	activities	and	in	major	assignments.	This	may	prove	

difficult	in	some	college	contexts.	For	example,	in	my	experience,	while	most	faculty	including	my	

dean	were	supportive	of	my	approach	to	implementing	a	rural	literacies	curriculum	and	developing	

(radical!)	assignments	such	as	the	digital	multimodal	public	argument,	some	faculty	deemed	my	

approach	as	inappropriate	for	English.	A	traditional	approach	to	literacy	education	relies	on	books	

and	essays,	skeptics	argued.	Multimodal	arguments,	for	some,	are	radical,	and	yet	this	study’s	data	

show	this	approach	is,	in	fact,	relevant	to	today’s	college	students,	including	those	in	rural	areas.		

																																																													

26	Interestingly,	these	values	of	preparedness	may	be	affected	by	other	measures,	such	as	community	
college	admissions.	In	Washington	State,	the	community	and	technical	colleges	are	open	admissions	and	they	
do	not	require	an	ACT	or	SAT	score	for	admission,	though	were	required	for	university	admission.	Credit	for	
advanced	placement	varies,	but	some	community	colleges	did	begin	to	offer	elective	or	core	class	credit	for	
AP	test	scores	of	a	certain	level.		
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In	summary,	these	best	practices,	based	on	the	redefinitions	of	rural	and	rural	literacies	and	

considerations	for	a	rural	literacies	curriculum	in	composition	courses	resulting	from	study	data,	

point	to	major	implications	for	teaching	composition.	Rural	literacies	must	be	redefined,	based	on	

students	themselves	and	the	identities	they	define	for	themselves	and	the	arguments	they	make,	in	

addition	to	scholarly,	social,	and	cultural	perceptions	and	norms	of	literacies.	In	the	subsequent	

sections,	I	suggest	revisions	to	the	rural	literacies	curriculum	implemented	in	this	study,	

suggestions	based	on	analysis	of	student	work	and	reflection	on	instruction.	Furthermore,	I	offer	

future	directions	for	rural	literacies	research	and	potential	applications	of	the	findings	of	this	study.		

Suggested Revisions to This Rural Literacies Curriculum 

While	the	data	of	this	study	suggests	a	successful	approach	to	teaching	a	rural	literacies	

composition	curriculum,	there	are	always	opportunities	for	improving	curricula.	With	the	above	

considerations	in	mind	for	curriculum	revisions,	instructors	interested	in	teaching	this	curriculum	

could	revise	the	assignments	based	on	these	considerations	in	light	of	their	own	college	or	

university	context.	Below	I	offer	suggestions	for	revisions,	based	on	my	experiences	teaching	this	

curriculum	and	the	data	derived	from	student	work—revisions	to	these	curricula	are	based	on	my	

experiences	teaching	these	classes	for	the	purposes	of	this	study.	Additionally,	revisions	instructors	

may	consider	could	encompass	scaffolding	activities	that	lead	to	the	applications	of	literacies,	

including	readings,	activities,	and	assignments	that	force	students	to	connect	and	combine	ideas	in	

ways	they	had	not	before—in	ways	to	engage	their	rural	everyday	literacies.		

Improving English 101 and English 102 with Course Goals and Reflective Processes  

Overall,	these	English	101	and	102	curricula	should	be	revised	to	explicitly	address	the	

specific	course	goals,	particularly	the	course	goals	of	an	individual	institution	and	course	context.	

Beyond	addressing	the	basics	of	course	goals,	however,	should	be	an	instructor’s	explicit	

connection	of	course	within	class	activities	and	assignments.	By	doing	so,	students	can	start	seeing	
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themselves	as	part	of	their	communities	and	how	they	could	contribute	to	their	communities.	

Additionally,	revisions	to	curricula	should	demand	the	inclusion	of	a	constant	reflective	process	on	

part	of	both	the	instructor	and	students.	For	instance,	by	asking	students	to	define	“rural”	on	the	

first	day	of	class,	a	baseline	of	students’	individual	definitions	could	be	established;	every	week	or	

two	following,	then,	asking	students	to	again	define	“rural”	again	will	then	provide	opportunities	for	

reflection	and	revision.	An	instructor	would	then	collect	these	definitions	(and	not	return	them	to	

students	until	the	end	of	the	course).	From	a	research	standpoint,	an	instructor	can	then	view	the	

progression	of	these	definitions	in	connection	with	the	progression	of	the	course	and	appropriately	

scaffold	assignments	and	activities.	Ultimately,	reflective	processes	such	as	these	promote	students’	

self-empowerment,	vital	to	the	basic	goals	of	a	rural	literacies	curriculum.		

Basic Revisions to English 101: Composition I 

For	the	purposes	of	this	study,	the	English	101:	Composition	I	curriculum	included	three	

major	writing	assignments:	a	rhetorical	analysis	essay	and	two	arguments	essays.27	While	all	

assignments	could	benefit	from	revision,	this	section	will	focus	on	general	potential	revisions	for	

the	overall	class.	Often,	the	biggest	struggle	for	students	in	English	101	is	the	transition	from	high	

school	or	non-academic	work	to	college	and	academic	work.	Therefore,	though	this	rural	literacies	

curriculum	did	include	a	literacy	analysis	essay	as	a	means	to	connect	students’	home	lives	with	

English	composition	in	a	personal	way,	the	reality	is	that	many	students	struggled	with	this	highly	

personal	approach	to	academic	writing.	Though	the	assignment	broke	the	ice,	so	to	speak,	it	took	

time	away	from	subsequent	assignments,	which	were	included	in	the	study	parameters.	

Additionally,	English	101	students	(and	instructors)	at	CBC	are	burdened	by	an	additional	major	

writing	assignment,	a	timed	essay	exam,	which	is	a	curricular	requirement	and	administered	by	

																																																													

27	This	curriculum	also	included	a	literacy	analysis	essay,	but	this	assignment	and	corresponding	
student	work	were	not	included	in	this	study.			
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instructors	with	their	own	prompts	and	assessment	criteria.	In	sum,	these	students	completed	five	

essays	in	ten	weeks.	Therefore,	a	major	revision	for	English	101	would	entail	a	reduction	in	

workload	for	students,	while	maintaining	all	required	assignments	required	by	a	college.	For	

instance,	if	it	is	possible	to	reduce	the	number	of	essays,	remove	one	of	the	arguments	essays	and	

revise	the	topic	to	best	fit	the	current	class’	context.	Ideally	revised	and	implemented,	this	would	

ease	the	transition	from	high	school/non-academic	life	to	college/academic	life	and	allow	for	more	

high-quality	instruction	and	feedback	on	written	work.		

Basic Revisions to English 102: Composition II 

For	the	purposes	of	this	study,	the	English	102:	Composition	II	curriculum	included	four	

major	writing	assignments:	a	rhetorical	analysis	essay,	an	argument	essay,	a	multimodal	public	

argument,	and	a	final	reflection	essay.	For	the	rhetorical	analysis	essay,	the	major	revision	could	

involve	choosing	a	text	for	the	essay.	Overall,	while	allowing	students	to	choose	their	own	texts	may	

pique	their	interest	in	the	community	and	their	analysis,	the	end	result	is	that	many	students	

struggled	to	choose	a	text	to	analyze.	Additionally,	some	students	struggled	to	make	the	connection	

between	themselves	and	their	communities	and	therefore	choosing	a	text	seemed	impossible	to	

them.	Potentially,	this	would	be	an	area	to	develop	for	in-class	activities—help	students	connect	

with	their	communities.	Future	iterations	of	this	assignment	would	benefit	from	a	limited	selection	

of	texts	for	analysis,	as	this	could	better	foster	teacher-led	in-class	discussion	and	analysis,	as	well	

as	provide	opportunities	for	students	to	work	in	small	groups	and	practice	analysis	together	to	

deepen	analysis	in	a	more	thorough,	sophisticated	manner	than	shown	in	the	majority	of	student	

essays	for	this	particular	assignment.	Not	only	would	this	revision	of	the	assignment	result	in	better	

learning	and	practice	of	rhetorical	analysis,	but	also	it	would	contribute	to	more	meaningful	and	

deliberate	discussions	of	community	and,	ultimately,	literacy	in	communities.	This	connection	is	

further	developed	through	the	argument	essay	and	multimodal	public	argument,	as	these	
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assignments	include	deliberate	assignment	requirements	where	students	scrutinize	and	make	

arguments	about	their	communities.		

Future Directions 
Over	a	decade	after	the	publication	of	the	field’s	seminal	text	Rural	Literacies,	a	redefining	of	

rural	literacies	based	on	this	study	shows	an	evolution	of	our	understandings	of	“rural”	and	“rural	

literacies.”	These	results,	though	telling,	demonstrate	one	aspect	of	the	many	ways	rural	literacies	

continue	to	evolve,	develop,	and	emerge	in	our	ever	more	connected	American	landscape.	

Therefore,	I	propose	areas	for	future	research.	

Future Directions with Rural Literacies and Disrupting Labels 

This	rural	literacies	work	and	composition	curriculum	could	be	applied	to	work	with	rural	

students	to	further	disrupt	labels.	Labels,	such	as	“rural,”	have	classroom	and	social	implications	for	

rural	and	non-rural	students	and	teachers	alike,	not	to	mention	administrators,	counselors,	and	

other	faculty	and	staff	working	with	(or	against)	rural	students.	For	instance,	while	we	have	already	

offered	new	perspectives	on	definitions	of	“rural”	labels,	there	is	room	for	further	disruption	of	

rural.	For	instance,	teacher	researchers	could	approach	issues	of	rural	identity	in	the	composition	

classroom—and	beyond	it.	Rural	literacies	could	be	integrated	into	service-learning	partnerships	

between	composition	students	and	entities	outside	of	the	college,	from	K-12	schools	to	non-profit	

organizations.	Rural	literacies	could	be	extended	to	disciplines	beyond	composition	and	writing	

courses	to	other	fields	outside	of	English.	For	example,	the	math	and	sciences	could	integrate	

important	findings	in	rural	literacies	work	to	approach	rural	(or	otherwise	labeled)	students	and	

move	beyond	assumptions	that	these	students	will	only	study	animal	science	or	agriculture,	though	

they	may	choose	to	do	this.	Disrupting	labels	could	benefit	students	and	teachers,	and	thus	offer	

opportunities	for	growth	for	both.		
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Future Directions beyond Rural Students to Student-Athletes 

Beyond	rural	literacies-focused	research,	I	suggest	applications	for	teaching	a	rural	

literacies	curriculum	to	students	not	necessarily	“rural,”	as	these	best	practices	apply	to	other	

minoritized	or	marginalized	groups.	For	example,	student-athletes	as	a	whole	are	often	minoritized	

or	marginalized	because	of	their	status	as	“athlete,”	in	addition	to	student.	Though	this	group	may	

consist	of	both	minority	(e.g.,	racial	minorities,	working	class)	and	non-minority	(e.g.,	white,	middle	

or	high	socioeconomic	classes)	backgrounds,	student-athletes	as	a	group	may	face	additional	

labeling	and	stereotyping,	or	others	may	make	assumptions—positive	or	negative—regarding	their	

personal	characteristics	and	background,	such	as	their	intelligence,	work	ethic,	or	previous	

education.	By	considering	a	rural	literacies	as	everyday	literacies	curriculum	in	classes	with	

student-athletes,	the	assignments	and	activities	in	such	a	curriculum	may	benefit	student-athletes	

by	emphasizing	their	knowledge	and	skills	developed	in	home	communities	and	supporting	the	

application	of	such	literacies	in	academic	and	career	situations.	Ultimately,	this	approach	may	help	

disrupt	labels	of	“athlete”	that	negatively	influence	student-athletes.		

Continuing on My Way with Rural Literacies: A Conclusion 
Growing	up	in	northern	New	Mexico,	I	developed	rural	literacies—knowledge	and	skills	

critical	to	everyday	life	in	my	rural	and	rural-area	home	communities.	I	learned	from	my	family,	

both	immediate	family	and	extended	family,	not	to	mention	from	neighbors,	teachers,	and	coaches	

spanning	communities	in	the	Jemez	and	the	Sangre	de	Cristo	Mountains	and	the	Rio	Grande	Valley,	

from	villages	like	Truchas	to	the	city	of	Albuquerque.	I	grew	up	in	a	duality	of	home	communities—

Truchas,	the	mountain	farm	village,	and	Los	Alamos,	the	scientific	small	town—that	taught	the	

value	of	literacy,	though	both	communities	approached	literacy	from	different	perspectives.	In	both	

communities,	however,	rural	literacies	and	technologies—both	modern	and	cutting-edge—are	key.		
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Life	in	my	rural	hometowns	has	undeniably	formed	my	rural	literacies.	Los	Alamos	

provided	unprecedented	educational	opportunities	and	community	stability	in	New	Mexico.	Today,	

I	apply	my	literacies	developed	in	Los	Alamos	directly	to	my	lives	as	a	student,	a	writing	instructor,	

and	a	technical	writer.	While	Los	Alamos	provided	obvious	opportunities	for	literacy	development,	

Truchas,	though,	did	too.	Notably,	my	life	as	a	Trucheña	also	influences	my	academic	and	career	

work.	Truchas	and	Trucheños	developed	scholarly	principles	such	as	physics	(e.g.,	gravity	of	water	

flow),	geometry	(e.g.,	angles	of	building	structures),	mechanics	(e.g.,	agricultural	and	machining	

technologies),	crop	and	soil	science	(e.g.,	hay	and	alfalfa	cultivation),	and	language,	including	a	

Spanish	unique	to	the	local	communities,	not	to	mention	important	facets	of	my	personal	

characteristics	like	respect,	work	ethic,	and	social	and	environmental	responsibility.		

Rural	literacies,	in	both	my	experience	and	those	of	the	students	featured	in	this	

dissertation,	are	everyday	literacies	developed	and	practiced	in	rural	areas	and	potentially	relevant	

in	urban	areas.	Based	on	the	findings	of	this	study,	the	combination	of	existing	notions	of	rural	

literacies	with	modern	technologies	in	a	highly	connected	global	society	blurs	the	boundaries	of	

rural	and	urban	to	create	a	new	generation	of	rural	literacies	and	students	practicing	them.	As	a	

result,	I	am	a	literate	individual	and	active	community	member	due	to	the	literacies	I	developed	in	

my	rural	and	rural-area	home	communities.	The	literacies	of	my	parents	developed	from	their	own	

experiences	in	Truchas	and	Los	Alamos	(and	far	beyond)	influenced—and	continue	to	influence—

my	experiences	with	education,	community,	and	technology,	all	in	support	of	my	ability	to	

successfully	communicate.		

Since	I	graduated	from	Los	Alamos	High	School	and	started	college,	I	moved	across	the	

country	four	times,	earned	undergraduate	and	graduate	degrees,	worked	at	two	universities	and	

one	college,	and	all	along	the	way	observed	students’	rural	literacies	in	every	location.	Now,	I	have	

returned	to	northern	New	Mexico	and	I	continue	to	see	people	actively	learning	and	practicing	rural	

literacies	every	day.	In	this	dissertation,	I	examined	how	rural	students	defined	their	own	
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knowledge,	I	revised	current	definitions	of	rural	to	include	a	more	varied	and	inclusive	definition,	

and	lastly,	I	proposed	a	curriculum	dedicated	to	engaging	rural	literacies	and	technology	use	in	

composition,	all	with	the	goal	of	connecting	students’	knowledge	students	developed	outside	of	

school	in	rural	home	communities	with	that	developed	inside	school.	By	facilitating	students’	

recognition	of	and	engagement	of	rural	literacies	in	writing	classes,	I	offered	best	practices	for	

instructors	to	prepare	rural	students	for	future	literacy	learning	in	the	writing	classroom,	as	well	as	

in	academic	and	professional	careers.		

In	my	experiences	as	a	Trucheña	and	Los	Alamosan,	rural	literacies	do	just	that.		
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Appendix A: Course Curriculum Materials for English 101: Composition I  

English	101	Syllabus		

English	101	Assignments		

	 	



	

ENGL&101	|	English	Composition	I	|	Fall	2015	|	Marisa	Lamb	 	

180	

SYLLABUS	
Columbia	Basin	College	

Arts	and	Humanities	Division	
	
Prepared	by	the	English	Department	 	 	 																				Document	updated	Fall	2014
	 	 	 	 	
INSTRUCTOR	
Marisa	Sandoval	Lamb	
	
COURSE	TITLE	
ENGL&101	English	Composition	I	(Previously	ENG101	English	Composition	I)	
	
CATALOG	DESCRIPTION	
Study	and	application	of	the	principles	of	expository	writing	
	
PREREQUISITE	OR	ASSET/COMPASS	SCORE	

• Prerequisite:	ENGL099	Writing	Prep	II	(previously	ENG099	Writing	Prep	II)	or	
• ASSET	writing	score	of	43	or	higher	or	
• COMPASS	writing	score	of	78	or	higher	

	
CREDITS	AND	HOURS		

• Five	credits	
• Four	hours	in	class	per	week	or	as	arranged	on-line	

	
COURSE	GOALS	
English	101	introduces	students	to	source-based	writing.	Students	will	write	a	minimum	of	four	essays,	three	
of	which	will	utilize	college-level	readings.	These	essays	will	allow	students	to	practice	academic	reading	and	
academic	writing	and	allow	them	to	practice	the	skills	of	paraphrase,	summary,	direct	quotation,	and	citation.	
	
TEXTS	AND	MATERIALS	
See	syllabus	addendum	for	specifics.	
	
STUDENT	LEARNING	OUTCOMES	
	
CBC	Student	Learning	Outcomes	
Students	who	graduate	from	Columbia	Basin	College	will	have	been	exposed	to	the	skills,	concepts,	and	
methods	of	inquiry	in	many	different	disciplines.		The	totality	of	their	learning	experience	is	expressed	in	a	
set	of	general	student	learning	outcomes	(SLO),	which	all	students,	regardless	of	program,	are	expected	to	
demonstrate:	
	

1. Think	critically	
2. Reason	quantitatively	and	symbolically	
3. Communicate	effectively	
4. Apply	information	tools	and	resources	
5. Develop	cultural	awareness	
6. Master	program	learning	outcomes	

	
Course	Outcomes	
English	101	is	a	writing	class	designed	to	develop	critical	thinking	and	the	application	of	information	tools	
and	resources	through	the	following	outcomes:		
	

• Students	will	write	essays	controlled	by	a	thesis	and	featuring	appropriate	introductions	and	
conclusions	(SLO	3).	
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• Students	will	write	essays	that	demonstrate	various	purposes	and	organizational	methods	(SLO	1	
and	3).	

• Students	will	demonstrate	competence	in	grammar,	spelling,	and	punctuation	(SLO	3).	
• Students	will	demonstrate	their	ability	to	plan,	organize,	and	revise	their	writing	(SLO	1	and	3).	
• Students	will	analyze,	evaluate,	and	apply	the	ideas	found	in	a	variety	of	texts	(SLO	1,	3,	and	4).	
• Students	will	summarize,	paraphrase,	and	quote	source	material	and	correctly	integrate	this	material	

into	their	own	original	writing	(SLO	1,	3,	and	4).	
• Students	will	present	their	essays	and	document	their	source	material	in	accordance	with	Modern	

Language	Association	and/or	American	Psychological	Association	style	(SLO	3).	
	
MINIMUM	COURSE	REQUIREMENTS	

• Students	must	pass	at	least	one	in-class	essay	to	be	eligible	to	pass	the	class.	
• Students	must	submit	all	major	assignments	to	be	eligible	for	a	passing	grade.	

	
ACADEMIC	DISHONESTY	
As	members	of	the	Columbia	Basin	College	learning	community,	students	are	not	to	engage	in	any	form	of	
academic	dishonesty.	Forms	of	academic	dishonesty	include,	but	are	not	limited	to,	plagiarism,	cheating,	
fabrication,	grade	tampering,	and	misuse	of	computers	and	other	electronic	technology.	Students	who	engage	
in	academic	dishonesty	may	receive	an	academic	penalty	or	a	disciplinary	penalty	or	both.	Instances	of	
academic	dishonesty	may	be	referred	to	the	Vice	President	for	Student	Services	in	accordance	with	the	
Washington	Administrative	Code	(WAC),	section	132S-40-165,	paragraph	3	(Dishonesty)	and	the	CBC	Code	of	
Student	Rights	and	Responsibilities.	The	disciplinary	consequences	of	engaging	in	any	form	of	academic	
dishonesty	include	reprimand,	probation,	suspension,	and	dismissal.	A	student	who	knowingly	helps	or	
attempts	to	help	another	individual	to	violate	the	college’s	policy	on	academic	honesty	also	may	be	subject	to	
academic	as	well	as	disciplinary	penalties.	Students	are	expected	to	be	familiar	with	CBC	policy	on	academic	
dishonesty.	This	is	available	on-line	at	www.columbiabasin.edu/academichonesty.	
	
PRIVACY	
Columbia	Basin	College	abides	by	the	Family	Educational	Rights	and	Privacy	Act	(FERPA),	a	federal	law	that	
maintains	students’	right	to	the	privacy	of	their	academic	records.	CBC	will	not	release	student	information	or	
student	records	to	a	parent	or	guardian	without	the	student’s	written	permission.	Students	who	wish	to	
authorize	an	instructor	to	provide	information	to	their	parent(s),	guardian(s),	or	others	must	complete	the	
necessary	authorization,	which	is	available	in	the	Office	of	Admissions	and	Registration.		
	
TUTOR	CENTER	
The	Tutor	Center	offers	CBC	students	help	with	their	studies	for	most	departments	and	programs.	It	is	also	
available	to	facilitate	study	groups.	The	center	is	in	Room	TD	434	(the	Science	&	Technology	Center)	on	the	
Pasco	campus.		The	phone	number	is	(509)	547-0511,	extension	2676.	You	can	reach	the	Tutor	Center	on-line	
at	www.columbiabasin.edu/tutor.	
	
STUDENTS	REQUIRING	SPECIAL	ACCOMMODATION	
Columbia	Basin	College	provides	reasonable	accommodations	to	students	with	disabilities.	Students	who	
need	course	accommodations	because	of	a	disability,	have	emergency	medical	information,	or	need	special	
arrangements	in	case	the	building	must	be	evacuated,	should	notify	their	instructors	as	soon	as	possible.		The	
responsibility	for	determining	a	student’s	eligibility	for	accommodations	rests	with	the	Resource	Center,	
which	can	be	reached	at	(509)	547-0511,	extension	2325.	
	
CBC	SAFETY	INFORMATION	
Columbia	Basin	College	strives	to	provide	a	safe	and	secure	environment	for	students,	staff,	and	visitors.		The	
CBC	Health	and	Safety	committee’s	purpose	is	to	pursue	potential	issues	and	to	establish	prevention	tactics.	
For	more	information,	visit	www.columbiabasin.edu/safety.	
	
Pasco	Campus	Security:	(509)	531-4034	|	Richland	Campus	Security:	(509)	539-8167		
After	Hours	Security:	(509)	521-4599
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ADDENDUM	–	SYLLABUS	
Columbia	Basin	College	

Arts	and	Humanities	Division	
	
Prepared	by	Marisa	Lamb,	English	Department	 	 	 	 Updated	Winter	2016	
	
	
INSTRUCTOR	
Marisa	Sandoval	Lamb	
	
COURSE		
ENGL&101	English	Composition	I	
	
CONTACT	INFORMATION	

• In	class:	During	class	and/or	immediately	before/after	class	
• Office	hours:	Mondays	and	Wednesdays,	1:00-4:00	pm,	or	by	appointment	
• Email:	mlamb@columbiabasin.edu	(business	hours	and	allow	a	48-hour	response	time)	

	
TEXTS	AND	MATERIALS	
Required	text:		

• Graff,	Gerald,	and	Cathy	Birkenstein.	“They	Say/I	Say”:	The	Moves	that	Matter	in	Academic	
Writing.	3rd	ed.	New	York:	W.	W.	Norton	&	Co.,	2014.	Print.		

	
Recommended	text:		

• Hacker,	Diana,	and	Nancy	Sommers.	Rules	for	Writers.	7th	ed.	Boston:	Bedford/St.	Martin’s,	
2012.	Print.	

	
Other	materials:	

• Printed	or	digital	copies	of	readings	and	examples	for	in-class	use	
• Printed	copies	of	drafts	and	final	essays	for	in-class	use	
• Blue	books	for	in-class	essay(s)	
• Materials	for	daily	in-class	writing	activities	

	
MAJOR	ASSIGNMENTS	

• Narrative	and	Analysis	Essay	
• Rhetorical	Analysis	Essay	
• Argument	Essay	I	
• Argument	Essay	II	
• In-Class	Essay	

	
GENERAL	TEACHING	METHODS	
As	a	student,	you	are	responsible	for	your	learning	within	this	course.	As	part	of	this,	the	instructor	
will	facilitate	activities	and	assignments	oriented	toward	Columbia	Basin	College	Student	Learning	
Outcomes,	which	are	the	skills,	concepts,	and	methods	of	inquiry	necessary	for	academic	and	
professional	success.	These	include	the	following:		

• Think	critically	 	
• Reason	quantitatively	and	symbolically	 	
• Communicate	effectively	 	
• Apply	information	tools	and	resources	 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• Develop	cultural	awareness	 	
• Master	program	learning	outcomes	 	

	
This	course	is	designed	to	develop	critical	thinking,	reading,	and	writing,	as	well	as	apply	
information	tools	and	resources	through	the	following	outcomes.	Students	will:		

• Write	a	minimum	of	four	research	essays		
• Write	essays	that	demonstrate	their	understanding	of	basic	rhetorical	principles	
• Demonstrate	competence	in	grammar,	spelling,	and	punctuation	
• Demonstrate	their	ability	to	plan,	organize,	and	revise	writing	
• Retrieve,	evaluate,	and	select	scholarly	material	from	a	variety	of	sources	
• Summarize,	paraphrase,	and	quote	source	material		
• Correctly	integrate	source	material	into	original	writing	
• Present	essays	and	document	source	material	in	accordance	with	guidelines	

	
In	particular,	successful	students	approach	learning	both	intellectually	and	practically	by	engaging	
in	Habits	of	Mind,	as	identified	as	essential	for	success	in	college	writing	by	the	Council	of	Writing	
Program	Administrators,	National	Council	of	Teachers	of	English,	and	the	National	Writing	Project.		
	
Habits	of	Mind	include	the	following,	and	you	will	need	them	to	be	successful	in	your	writing:	

• Curiosity	–	the	desire	to	know	more	about	the	world.	
• Openness	–	the	willingness	to	consider	new	ways	of	being	and	thinking	in	the	world.		
• Engagement	–	a	sense	of	investment	and	involvement	in	learning.		
• Creativity	–	the	ability	to	use	novel	approaches	for	generating,	investigating,	and	

representing	ideas.		
• Persistence	–	the	ability	to	sustain	interest	in	and	attention	to	projects.		
• Responsibility	–	the	ability	to	take	ownership	of	one’s	actions	and	understand	the	

consequences	of	those	actions	for	oneself	and	others.		
• Flexibility	–	the	ability	to	adapt	to	situations,	expectations,	or	demands.		
• Metacognition	–	the	ability	to	reflect	on	one’s	own	thinking	and	use	what	one	learns	from	

reflection	on	one	writing	project	to	improve	writing	on	subsequent	projects.	
	
EVALUATION	METHODS	
In	this	course,	students	earn	grades.	When	evaluating	work,	I	will	consider,	in	the	context	of	a	
particular	assignment,	the	following	aspects	of	writing:	purpose,	audience,	content,	expression,	
organization,	development,	mechanics,	and	maturity	of	thought.		
	

• Narrative	and	Analysis	Essay	 	 15%	of	final	grade	
• Rhetorical	Analysis	Essay	 	 20%	of	final	grade	
• Argument	Essay	I	 	 	 25%	of	final	grade	
• Argument	Essay	II	 	 	 15%	of	final	grade	
• In-Class	Essay	 	 	 	 10%	of	final	grade	
• In-Class	Assignments*	 	 	 15%	of	final	grade	

	
*In-Class	Assignments	may	include,	but	are	not	limited	to,	the	following:	drafting,	
freewriting,	homework,	peer	review,	(pop)	quizzes,	reading	responses,	and	reflections.	
Additionally,	this	includes	preparations	for	and	attendance	of	conference	and	one-on-one	
and/or	group	meetings	with	the	instructor	outside	of	regularly	scheduled	class	time.	
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In	order	to	pass	this	class,	all	major	assignments	must	be	submitted	and	graded,	and	the	in-class	
essay	must	be	a	passed.	Assignments	must	be	submitted	to	the	instructor	in	hard	copy	form	in	class	
and	in	digital	form	through	Canvas	the	day	and	time	it	is	due,	unless	otherwise	specified	by	the	
instructor.	If	any	portion	of	the	assignment	is	missing,	the	assignment	will	be	graded	as	a	zero	(0.0).		
	
Grading	Scale	
In	this	course,	students	earn	grades,	and	the	following	chart	outlines	the	final	grading	scale	for	
grades	earned	in	this	course.	Additional	information	regarding	grading	at	Columbia	Basin	College	is	
online:	http://www.columbiabasin.edu/index.aspx?page=1294.	
	

Percentage  Decimal  Letter  
100-95 4.0 A 
94 3.9 A 
93 3.8 A 
92 3.7 A- 
91 3.6 A- 
90 3.5 A- 
89 3.4 B+ 
88 3.3 B+ 
87 3.2 B+ 
86 3.1 B 
85 3.0 B 
84 2.9 B 
83 2.8 B- 

Percentage  Decimal  Letter  
82 2.7 B- 
81 2.6 B- 
80 2.6 B- 
79 2.5 C+ 
78 2.4 C+ 
77 2.3 C+ 
76 2.2 C 
75 2.1 C 
74 2.0 C 
73 1.9 C- 
72 1.8 C- 
71 1.7 C- 
70 1.6 C- 

Percentage  Decimal  Letter  
69 1.5 D+ 
68 1.4 D+ 
67 1.3 D+ 
66 1.2 D 
65 1.1 D 
64 1.0 D 
63 0.9 D- 
62 0.8 D- 
61 0.8 D- 
60 0.7 D- 
59-0 0.6-0.0 F 

	
Late	Assignment	Policy	
Major	assignment	submission	after	the	due	date	and	time	will	be	counted	late.	There	will	be	a	ten-
percent	reduction	(-10%)	in	assignment	grades	for	each	day	(0-24	hours)	the	assignment	is	late,	
including	weekends.		
	
There	is	no	late	submission	for	in-class	assignments.	If	you	will	be	absent	on	the	day	an	assignment	
is	due,	plan	accordingly	and	make	alternative	arrangements	with	the	instructor.	
	
Attendance	Policy	
You	are	responsible	for	your	learning,	which	includes	attending	class.	Therefore,	daily	attendance	is	
highly	encouraged	and	will	be	recorded.	In-class	assignments,	drafts,	and	peer	review	participation	
grades	depend	on	daily	on-time	attendance	and	participation.	Students	must	be	on	time	and	
actively	present	in	class	to	get	credit	for	in-class	assignments,	and	while	you	should	complete	all	
work	as	part	of	the	learning	process,	you	cannot	make	up	in-class	assignments.	If	you	are	absent,	it	
is	your	responsibility	to	ask	other	students	for	notes	and	assignments	from	the	day.		
	
If	you	will	be	absent	on	the	day	an	assignment	is	due,	plan	accordingly	and	make	alternative	
arrangements	with	the	instructor.	To	accommodate	for	an	emergency	absence	or	tardy,	the	lowest	
grade	on	in-class	assignments	(except	the	final)	will	be	dropped	at	the	end	of	the	term.	
	
In	addition	to	regular	class	attendance,	you	will	be	required	to	attend	conferences	and	other	
meetings,	such	as	conferences	and	one-on-one	and/or	group	meetings	with	the	instructor,	which	
will	be	scheduled	outside	of	regular	class	time.	Attendance	also	requires	preparation	for	and	active	
participation	during	these	activities.	
	
CLASS	CONDUCT	
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Ultimately,	class	conduct	demands	respect	for	students’	own	persons,	other	students,	the	
instructor,	the	assignments	and	course	materials,	including	CBC	facilities.		
	
All	students	are	responsible	for	upholding	the	Student	Rights	and	Responsibilities,	which	
includes	the	following	student	responsibilities:		
	

Students	who	choose	to	attend	Columbia	Basin	College	also	choose	to	participate	actively	in	
the	learning	process	offered	by	the	College.	The	College	is	responsible	for	providing	its	
students	with	an	educational	environment	that	includes	resources	used	by	students	to	
attain	their	educational	goals.	In	return,	each	student	is	responsible	to:	
	

1. Participate	actively	in	the	learning	process,	both	in	and	out	of	the	classroom.	
2. Seek	timely	assistance	in	meeting	educational	goals.	
3. Attend	all	class	sessions	and	actively	engage	in	distance	education	sessions	in	a	

timely	manner.	
4. Prepare	adequately	to	participate	fully	in	class	activities.	
5. Meet	the	standards	of	academic	performance	established	by	each	instructor.	
6. Develop	skills	required	for	learning;	e.g.,	basic	skills,	time	management,	and	study	

skills.	
7. Assume	final	authority	for	the	selection	of	appropriate	educational	goals.	
8. Select	courses	appropriate	for	meeting	chosen	educational	goals.	
9. Make	appropriate	use	of	services	and	resources.	
10. Contribute	towards	improving	the	College.	
11. Become	knowledgeable	of	and	adhere	to	the	College’s	policies,	practices,	and	

procedures.	
12. Abide	by	the	standards	set	forth	in	the	code	of	conduct.	

	
The	full	text	of	“Student	Rights	and	Responsibilities”	is	online:	
https://www.columbiabasin.edu/index.aspx?page=867.		
	
ACADEMIC	HONESTY	
From	the	Columbia	Basin	College	statement	on	Academic	Honesty:	“Academic	dishonesty	
minimizes	the	learning	process	and	threatens	the	learning	environment	for	all	students.	As	
members	of	the	Columbia	Basin	College	learning	community,	students	are	not	to	engage	in	any	
form	of	academic	dishonesty.”		
	
Academic	Dishonesty	will	not	be	tolerated,	which	include	but	are	not	limited	to	the	following	forms:	

• Plagiarism	
• Cheating	
• Fabrication	
• Grade	

tampering	
• Misuse	of	

computers	and	
other	
technology	

• Facilitating	
academic	
dishonesty	
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Plagiarism	is	presenting	someone	else's	words,	ideas,	data,	or	other	creative	work	as	one's	own.	
When	a	student	uses	someone	else's	work,	the	source	of	that	information	must	be	
acknowledged	through	complete,	accurate,	and	specific	references.	Verbatim	statements	also	
must	be	enclosed	in	quotation	marks.		
	
Cheating	is	an	act	of	deception	by	which	a	student	misrepresents	that	s/he	has	mastered	
information	on	an	academic	exercise	which,	in	fact,	has	not	been	mastered.		
	
Fabrication	is	the	intentional	use	of	invented	information	or	the	falsification	of	research	or	
other	findings	with	the	intent	to	deceive.	

	
Penalties	for	Academic	Dishonesty	
In	accordance	with	Columbia	Basin	College	policies,	“Students	who	engage	in	academic	dishonesty	
can	expect	some	academic	penalty	to	be	determined	by	the	instructor.	Additionally,	academic	
dishonesty	may	result	in	a	disciplinary	review.	The	disciplinary	consequences	of	engaging	in	any	
form	of	academic	dishonesty	vary	but	include	warning,	reprimand,	probation,	suspension,	and	
dismissal.”	Students	engaging	in	Academic	Dishonesty	will	be	subject	to	penalty.		
	
The	full	text	of	“Academic	Honesty”	is	online:	http://www.columbiabasin.edu/academichonesty.	
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Literacy Analysis 
Write	a	literacy	analysis	essay	identifying,	illustrating,	and	analyzing	your	literacy	experiences.	

Objectives: Understand and practice the following English Composition objectives 
• Analysis:	The	process	of	breaking	up	and	examining	a	complex	idea	to	gain	a	greater	

understanding	of	it,	particularly	focusing	on	the	details	of	how	and	why	it	exists	and	
functions	and	moving	beyond	a	description	or	summary	of	what	it	is.	

• Literacy/literacies:	A	way	or	multiple	ways	making	meaning	in	the	world	and	gaining	a	
critical	understanding	of	it,	which	includes	ways	of	reading,	writing,	communicating,	and	
interacting	with	people,	objects,	and	activities	in	the	world.		

• Writing	Process:	A	series	of	recursive	steps	to	composing,	which	includes	pre-
writing/invention,	drafting,	and	revision	of	written	or	visual-spatial	materials.	

Purpose and Content 
Write	a	literacy	analysis	identifying,	illustrating,	and	analyzing	your	literacy	experience(s)	in	a	
clear,	creative	narrative—develop	your	content	in	support	of	your	story	about	your	literacy	
experience(s).	
	
For	your	literacy	analysis,	you	must	complete	all	of	the	following:	
	

• Write	a	literacy	analysis	that	attends	to	genre	conventions	of	literacy	narrative	and	analysis.	
• Narrate	an	essay	exploring	your	literacy	experience(s)	in	a	cohesive,	compelling	manner.		
• Define	literacy	by	developing	your	own	definition	of	literacy	that	clearly	connects	to	and	

supports	your	analysis	of	your	literacy	experience(s).	
• Identify	and	explain	your	experiences	with	literacy	using	detailed	examples	and	developed	

illustrations	that	show	your	understanding	of	literacy	in	your	life.		
• Analyze	your	literacy	experience(s)	by	explaining	and	showing	how	and	why	your	examples	

demonstrate	your	literacy	and/or	literacy	development.		
• Optional:	Include	outside	source	material(s).	If	you	use	readings	from	class,	use	them	as	

supporting	material	for	your	own	work—do	not	write	a	report	on	the	authors’	work.	If	you	
use	any	source	material	in	addition	to	your	own	ideas,	be	sure	to	cite	them	properly.	

Audience 
Write	your	literacy	analysis	for	an	audience	of	our	English	Composition	class.	Your	content	and	
style	should	address	this	audience,	which	includes	your	peers	and	me,	the	instructor.	When	writing,	
consider	your	audience	carefully—what	do	they	need	from	you	as	a	writer,	narrator,	and	analyst?			

Assessment and Grading 
Your	final	literacy	analysis	essay	will	be	assessed	and	graded	holistically,	which	accounts	for	your	
entire	writing	process,	including	assignment,	focus,	organization,	support,	and	proofreading.	

The Fine Print 
• Due	Thursday,	January	21	at	the	start	of	class		
• Submit	1)	a	paper	copy	in	class	and	2)	a	digital	copy	to	Canvas	by	the	due	date	and	time		
• Include	all	drafts	and	invention	materials	to	demonstrate	writing	process	
• 800-1200	words	(approximately	3-5	full	pages)		
• MLA	conventions	and	style,	including	complete	header	and	heading;	1-inch	margins;	

double-spaced	lines;	and	12-point	Times	New	Roman	font	
• If	necessary,	include	MLA	in-text	citations	and	works	cited	page	
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RHETORICAL ANALYSIS 
write	a	thesis-driven	rhetorical	analysis	essay	that	identifies	and	analyzes	rhetorical	situations	and	concepts	

Objectives: Understand and practice the English Composition objectives 
• Literacy/literacies:	A	way	or	ways	making	meaning	in	the	world	and	understanding	it,	

which	includes	reading,	writing,	communication,	and	specified	knowledge		
• Rhetoric:	Any	type	of	communication	that	seeks	to	move	an	audience	toward	a	specific	

position,	understanding,	or	action.		
• Rhetorical	situation:	A	unique	situation	with	interconnected	elements	that	affect	the	

message	and	meaning	of	a	text,	including	purpose,	speaker,	audience,	and	context.	
• Rhetorical	concepts:	Proofs,	or	types	of	evidence,	that	make	up	arguments,	which	

traditionally	include	Aristotle’s	ethos,	pathos,	logos,	and	kairos,	among	other	concepts.	
• Rhetorical	analysis:	Analysis	of	texts	to	determine	how	and	why	speakers	use	language	

and	design	strategies	in	particular	situations	to	achieve	specific	goals	and	to	demonstrate	
how	and	why	texts	are	effective,	influential,	and/or	persuasive	to	specific	audiences.	

Purpose and Content 
Write	a	thesis-driven	rhetorical	analysis	essay	of	“Hidden	Intellectualism”	by	Gerald	Graff.		
	

• Read	“Hidden	Intellectualism”	by	Gerald	Graff.	Analyze	it	carefully	to	truly	understand	
Graff’s	argument.	How	does	this	connect	to	you?	Why	does	this	matter	in	your	literate	life?	
	

• Examine	how	both	texts	affect	you	and	your	community.	Identify	what	personal	connections	
you	have	to	the	texts.	Examine	how	these	texts	affect	you	as	an	audience	member.	Who	is/are	
the	target	audience(s)?	How	do	you	respond	or	react	uniquely	to	this	texts?	Why?	
	

• Explore	elements	of	the	rhetorical	situation	for	each	text.	What	is	the	purpose,	message,	and	
argument?	Who	is	the	speaker	and	audience?	What	is	the	context?	Consider	focusing	on	one	
element	of	the	rhetorical	situation	and	examine	its	relationship	to	other	elements.	Why	is	it	
important	to	understanding	the	texts?	How	does	it	affect	the	overall	composition	of	each	text?		
	

• Identify	rhetorical	concepts	and	analyze	their	efficacy	in	each	text.	Explore	the	use	of	the	
rhetorical	concepts	ethos,	pathos,	logos,	and	kairos.	How	do	these	concepts	affect	the	overall	
purpose,	message,	or	argument?	What	are	prominent	textual	and	visual	features,	and	how	are	
they	meaningful?	Consider	focusing	on	one	rhetorical	appeal.	How	and	why	is	it	(in)effective?		
	

• Compose	a	rhetorical	analysis	essay	that	identifies	and	analyzes	rhetorical	elements	and	
concepts	by	connecting	and	synthesizing	both	“Hidden	Intellectualism”	and	your	text.		

o Find	connections	between	the	two	texts	and	analyze	both	texts	together	(synthesize)	
o Identify	and	analyze	elements	of	the	texts’	rhetorical	situations	and	their	effects		
o Identify	and	analyze	elements	of	the	texts’	their	rhetorical	strategies	and	their	effects		
o Analyze	and	explain	how	and	why	a	speaker	uses	specific	language	and	design	strategies	
o Analyze	and	explain	how	and	why	the	text	is	(in)effective	in	achieving	its	purpose	
o Clear	connection	of	“Hidden	Intellectualism”	to	another	text	in	your	conclusion	
o Use	the	above	steps	to	guide,	focus,	and	develop	your	rhetorical	analysis		

	
• In	the	conclusion,	connect	your	analysis	of	“Hidden	Intellectualism”	with	another	text	

about	literacy.	Explore	and	select	one	text	about	any	aspect	of	literacy	that	particularly	
compels	you;	it	may	be	print	or	non-print,	textual	and/or	visual.	What	are	the	connections	
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between	“Hidden	Intellectualism”	and	your	text?	Why	is	this	important?	Optional:	Integrate	your	
chosen	text	into	your	entire	rhetorical	analysis	essay,	and	synthesize	your	analysis	of	both	texts.	
	

Form and Style 
The	content	of	your	rhetorical	analysis	essay	must	include	all	of	the	following	genre	features:	

• Identification	and	analysis	of	the	texts’	rhetorical	situations,	
• Identification	and	analysis	the	texts’	rhetorical	strategies,	
• Analysis	of	how	and	why	a	speaker	uses	specific	language	and/or	design	strategies,		
• Analysis	and	explanation	of	how	and	why	texts	are	(in)effective	in	achieving	their	purposes,		
• Attention	to	all	genre	characteristics	and	features	of	a	rhetorical	analysis	essay.	

	
The	content	must	include	the	following	necessary	elements	of	an	academic	essay:	

• Thesis	statement	
• Introduction	and	conclusion	
• Well-developed	thesis-driven	body	paragraphs	
• Support	in	the	forms	of	evidence,	examples,	illustrations,	and	explanations	
• Integration	and	citation	of	outside	sources	using	summary,	paraphrase,	and/or	quotations	
• Proofread	and	edited	for	spelling,	grammar,	mechanics,	format,	style,	and	conventions	
• Academic	and	professional	style	and	tone	appropriate	for	this	English	101	assignment	

Audience: The audience for this essay is a classmate from your English Composition class. 
Therefore,	be	sure	to	consider	your	audience	of	a	peer	when	composing:	What?	What	am	I	
analyzing	and	why?	So	what?	Why	does	this	matter	to	my	audience?	Now	what?	What	should	my	
audience	to	do	or	think	about	during	and	after	they	read	this	essay?		

Assessment and Grading 
Your	rhetorical	analysis	essay	will	be	assessed	and	graded	holistically	and	with	the	support	of	a	
grading	rubric,	which	address	your	writing	process	and	product	within	the	assignment	and	genre.		

The Fine Print 
• Due	Wednesday,	February	17	at	the	start	of	class		
• Submit	1)	a	paper	copy	in	class	and	2)	a	digital	copy	to	Canvas	by	the	due	date	and	time		
• Include	all	drafts	and	invention	materials	to	demonstrate	writing	process	
• 1000-1400	words	(approximately	4-6	full	pages)		
• MLA	conventions	and	style,	including	in-text	citations	and	works	cited	page		
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Argument I  
write	a	source-based,	thesis-driven	argument	essay	about	digital	literacy	and	argues	for	a	specific	point	of	view	

Objectives: Understand and practice the English Composition objectives 
• Argument:	A	spoken,	written,	or	visual	text	that	expresses	a	point	of	view	and	the	use	of	

evidence	and	reason	to	discover	some	version	of	the	truth,	as	distinct	from	persuasion,	the	
attempt	to	change	someone	else’s	point	of	view.	

• Argument	Essay:	An	exploration	of	an	issue’s	multiple	perspectives	and	a	fair	and	
reasonable	discussion	of	why	a	claim	is	stronger	or	better	than	others.	

• Controversy:	A	contentious	issue	that	has	a	larger	relevance	for	a	society	of	those	living	
within	it	that	may	involve	a	debate	or	dispute,	an	issue	surrounded	by	disagreement,	
multiple	viewpoints,	and	multiple	arguments	and	counterarguments.	

• Literacy/literacies:	A	way	or	ways	making	meaning	in	the	world	and	understanding	it,	
which	includes	reading,	writing,	communication,	and	specified	knowledge		

• Rhetorical	analysis:	Analysis	of	texts	to	determine	how	and	why	speakers	use	language	
and	design	strategies	in	particular	situations	to	achieve	specific	goals	and	to	demonstrate	
how	and	why	texts	are	effective,	influential,	and/or	persuasive	to	specific	audiences.	

• Writing	Process:	A	series	of	recursive	steps	to	composing,	which	includes	invention,	
drafting,	and	revision	of	texts,	including	written	and	visual	

Purpose and Content  
Compose	a	source-based,	thesis-driven	argument	essay	about	digital	literacy	that	argues	for	a	
specific	point	of	view.	You	must	achieve	all	of	the	following	argument	genre	features:		

• Identify	and	analyze	multiple	perspectives	about	a	controversy	related	to	digital	literacy	
within	their	rhetorical	situations	and	evaluate	the	use	of	rhetorical	strategies	

• Argue	fairly	and	reasonably	for	an	understanding	of	digital	literacy	or	technology	
• Include	an	exploration	of	technology’s	effects	on	literacy	and/or	literacy	development	
• Support	your	argument	as	stronger	and/or	better	than	others	using	evidence	and	reason	
• Attempt	to	influence	or	move	your	target	audience	toward	a	specific	position	

	
1. Choose	and	research	a	controversial	issue	related	to	digital	literacy.		

• Research	your	issue	using	scholarly	and	popular	resources	as	support	of	your	analysis	and	
include	at	least	four	outside	sources	as	support	to	your	argument.		

• Explore	how	the	issue	affects	you	and	your	community.	Consider	your	personal	
connections	to	the	issue	and	how	it	affects	you	as	an	audience	member	or	stakeholder.		

• Examine	elements	of	the	rhetorical	situation	for	each	viewpoint,	argument,	or	voice	
involved	in	the	issue.	Identify	and	examine	speakers,	authors,	and	stakeholders’	
purposes	and	arguments;	the	target	and	secondary	audiences;	and	the	context.	

• Analyze	the	use	and	efficacy	of	rhetorical	appeals	in	the	perspectives,	and	analyze	how	the	
appeals	affect	the	overall	purpose	and	argument	for	each	perspective.	

• Conduct	an	audience	analysis	to	understand	and	target	your	audience.	
	

2. Compose	an	argument	essay	that	critically	analyzes	multiple	perspectives	of	a	
controversial	issue	about	digital	literacy	and	argues	for	one	perspective.	Identify	the	
issue’s	specific	claims	within	their	rhetorical	situations	and	evaluate	the	validity	of	these	
claims,	and	examine	the	persuasive	strategies	employed	by	key	stakeholders.	Ultimately,	
your	goal	is	to	argue	for	and	support	your	claim—your	argument	about	digital	literacy—
using	researched	evidence	and	sound	reason	in	an	attempt	to	influence	or	move	your	target	
audience	toward	a	specific	position	about	digital	literacy.			
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Audience: Your Chosen Audience 
You	choose	the	audience	for	this	essay.	Conduct	a	basic	audience	analysis	to	determine	specifics	
about	your	audience	and	how	you	will	appeal	to	them—you	must	understand	and	target	your	
audience.	Carefully	consider	your	target	audience	and	ask	yourself:	Who	cares?	So	what?			

Form: Organization, Support, and Style 
Remember	to	include	the	following	necessary	elements	of	an	argument	essay:	

• Argumentative	thesis	statement	with	a	claim	and	support	(assertion	and	backing)	
• Well-developed,	thesis-driven	introduction,	body	paragraphs,	and	conclusion	
• Researched	and	cited	support,	including	illustrations,	evidence,	examples,	analyses,	and	

explanations	using	summary,	paraphrase,	and/or	quotations	from	outside	sources	
• Proofread	and	edited	for	spelling,	grammar,	mechanics,	format,	style,	and	conventions	

Assessment and Grading 
Your	Argument	I	essay	will	be	assessed	and	graded	holistically,	which	examines	your	entire	writing	
process	and	product	with	particular	focus	on	assignment,	focus,	organization,	support,	and	
proofreading,	and	with	the	support	of	a	grading	rubric	addressing	the	assignment	and	genre.	

The Fine Print 
• Due:	Thursday,	March	10	at	the	beginning	of	class		
• Submit	a	paper	copy	in	class	and	a	digital	copy	through	Canvas	by	the	due	date	and	time		
• Submit	all	drafts	and	invention	materials	with	final	draft	
• MLA	conventions	and	style	for	formatting,	in-text	citations,	and	works	cited	
• Sources:	≥	4	(minimum	of	four),	≥2	scholarly	sources	
• Length:	4-6	full	pages,	plus	works	cited	page	
• Assessment	and	Grading:	holistic	and	rubric	(TBA)	
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Argument II 
compose	a	personal,	source-based,	thesis-driven	argument	essay	about	your	own	literacy	or	literacies		

Objectives: Understand and practice the English Composition objectives 
• Argument	Essay:	An	exploration	of	an	issue’s	multiple	perspectives	and	a	fair	and	

reasonable	discussion	of	why	a	claim	is	stronger	or	better	than	others.	
• Literacy/literacies:	A	way	or	ways	making	meaning	in	the	world	and	understanding	it,	

which	includes	reading,	writing,	communication,	and	specified	knowledge		
• Writing	Process:	A	series	of	recursive	steps	to	composing,	which	includes	invention,	

drafting,	and	revision	of	texts,	including	written	and	visual	

Purpose and Content  
Compose	a	personal,	source-based,	thesis-driven	argument	essay	about	your	own	literacy	or	
literacies	developed	in	your	home,	community,	workplace,	or	other	contexts	that	are	useful	and	
relevant	in	academic	situations.	Ultimately,	you	must	argue	that	you	have	literacies	developed	
outside	of	school,	and	you	must	explain	and	support	how	and	why	they	are	valuable	in	school.		
	
You	must	achieve	all	of	the	following	argument	essay	genre	features:		

• An	introduction	to	and	analysis	of	an	issue	and	its	multiple	perspectives	
• An	objective	summary	and	point-by-point	discussion	of	opposing	views	
• A	summary	and	point-by	point	discussion	of	your	viewpoint	
• Argues	fairly	and	reasonably	for	your	perspective	
• Supports	your	argument	as	stronger	and/or	better	than	others	using	evidence	and	reason	
• Attempts	to	influence	or	move	your	target	audience	toward	a	specific	position	

	
3. Choose	and	research	a	controversial	issue	related	to	your	own	literacy.		

Consider	potential	literacies,	such	as,	but	not	limited	to,	the	following:	
o Rural	literacy	
o Home	literacy		
o Community	literacy	
o (Multi)Cultural	

literacy	
o Digital	literacy	

o Information	literacy	
o Technology	literacy	
o Computer	literacy	
o Media	literacy	
o Visual	literacy	
o Environmental	literacy	

o Social	literacy	
o Emotional	literacy	
o Body/kinesthetic	literacy	
o Hidden	intellectualism	
o Multiple	intelligences	
o Funds	of	knowledge	

	
4. Compose	a	personal,	source-based,	thesis-driven	argument	essay	about	your	own	

literacy	or	literacies	developed	in	your	home,	community,	workplace,	or	other	
contexts	that	are	useful	and	relevant	in	academic	situations.		
Like	you	did	in	your	literacy	analysis	essay,		

a. Define	your	literacy	by	developing	your	own	definition	of	literacy	or	referencing	a	
definition	that	clearly	connects	to	and	supports	your	argument	about	your	literacy.	

b. Identify	and	explain	your	experiences	with	literacy	using	detailed	examples	and	
developed	illustrations	that	show	your	understanding	of	literacy	in	your	life.		
	

Ultimately,	you	must	argue	that	you	have	literacies	developed	outside	of	school	and	explain	
how	and	why	they	are	valuable	in	school	using	researched	evidence	and	sound	reason	in	an	
attempt	to	influence	or	move	your	audience	toward	a	specific	position	about	your	literacy.	
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Audience: Your English Composition Instructor 
Write	your	argument	essay	for	an	audience	of	your	English	Composition	instructor—me.	When	
writing,	your	content	and	style	should	carefully	consider	your	audience.	Ask	yourself	about	your	
argument:	So	what?	Who	cares?	What	next?		

Form: Organization, Support, and Style 
Remember	to	include	the	following	necessary	elements	of	an	argument	essay:	

• Argumentative	thesis	statement	with	a	claim	and	support	(assertion	and	backing)	
• Well-developed,	thesis-driven	introduction,	body	paragraphs,	and	conclusion	
• Support,	including	illustrations,	evidence,	examples,	analyses,	and	explanations	using	

(cited)	summary,	paraphrase,	and	quotations	from	personal	experience	and	outside	sources	
• Proofread	and	edited	for	spelling,	grammar,	mechanics,	format,	style,	and	conventions	

Assessment and Grading 
Your	Argument	II	essay	will	be	assessed	and	graded	holistically,	which	examines	your	entire	
writing	process	and	product	with	particular	focus	on	assignment,	focus,	organization,	support,	and	
proofreading,	and	with	the	support	of	a	grading	rubric	addressing	the	assignment	and	genre.	

The Fine Print 
• Due:	Tuesday	or	Thursday,	March	22	or	24	at	the	beginning	of	the	final	exam	period	
• Submit	a	paper	copy	in	class	and	a	digital	copy	through	Canvas	by	the	due	date	and	time		
• Submit	all	drafts	and	invention	materials	with	final	draft	
• MLA	conventions	and	style	for	formatting,	in-text	citations,	and	works	cited	
• Sources:	≥	2	(minimum	of	two),	not	including	personal	experience		
• Length:	3-4	full	pages,	plus	works	cited	page	
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Appendix B: Course Curriculum Materials for English 102: Composition II 

English	102	Syllabus		

English	102	Assignments		
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SYLLABUS 
Columbia Basin 

College Art and Humanities Division 
 
Prepared by the English Department Document     Updated Spring 2014  
 
COURSE TITLE  
ENGL&102 (Formerly ENG 201) Composition II [C] 5.0 Credits  
 
CATALOG DESCRIPTION  
An advanced expository writing course focusing on research essays and other aspects of college writing.  
 
PREREQUISITE OR COMPASS SCORE  
ENGL& 101  
 
CREDITS AND HOURS  

• Five credits   
• Four hours in class per week or as arranged on-line   

 
TEXTS AND MATERIALS   
Specified by the instructor   
 
GENERAL TEACHING METHODS   
Specified by the instructor   
 
STUDENT LEARNING OUTCOMES   
 
CBC Student Learning Outcomes   
Students who graduate from Columbia Basin College will have been exposed to the skills, concepts, and 
methods of inquiry in many different disciplines. The totality of their learning experience is expressed in 
a set of general student learning outcomes (SLOs), which all students, regardless of program, are 
expected to demonstrate:  

• Think critically   
• Reason quantitatively and symbolically   
• Communicate effectively   
• Apply information tools and resources   
• Develop cultural awareness   
• Master program learning outcomes   

 
Course Outcomes  
English 102 is a writing course designed to develop critical thinking and the application of information 
tools and resources through the following outcomes:  

• Students will write a minimum of four research essays--some sources may be provided by the 
instructor (SLO 3)   

• Students will write essays that demonstrate their understanding of basic rhetorical principles, 
such as claims, audience awareness, evidence, methods of persuasion, and refutations (1, 3, 5)  

• Students will demonstrate competence in grammar, spelling, and punctuation (3)  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• Students will demonstrate their ability to plan, organize, and revise their writing (1, 3)   
• Students will retrieve, evaluate, and select scholarly material from a variety of sources (1, 3, 4)   
• Students will summarize, paraphrase, and quote source material and correctly integrate this 

material into their own original writing (1, 3, 4)   
• Students will present their essays and document their source material in accordance with 

current Modern Language Association and/or American Psychological Association guidelines (3)  
 
EVALUATION METHODS  
Specified by instructor; see addendum  
 
ACADEMIC HONESTY  
As members of the Columbia Basin College learning community, students are not to engage in any form 
of academic dishonesty, in accordance with the Washington Administrative Code (WAC) section 132S-
40-350 and the CBC Code of Student Rights and Responsibilities. Forms of academic dishonesty include, 
but are not limited to, plagiarism, cheating, fabrication, grade tampering, and misuse of computers and 
other electronic technology. Students who engage in academic dishonesty may receive an academic 
penalty or a disciplinary penalty or both. Instances of academic dishonesty may be referred to a conduct 
officer. The disciplinary consequences of engaging in any form of academic dishonesty include but are 
not limited to reprimand, probation, suspension, and dismissal. A student who knowingly helps or 
attempts to help another individual to violate the College’s policy on academic honesty also may be 
subject to academic as well as disciplinary penalties. Students are expected to be familiar with CBC 
policy on academic dishonesty. This is available online at www.columbiabasin.edu/academichonesty.  
 
COPYRIGHT NOTICE  
Many of the materials used in this course are protected by copyright law. These materials are only for 
the use of students enrolled in this course and only for the purposes of this course. No part of these 
materials may be reproduced or transmitted in any form or by any means, electronic, mechanical, 
photocopying, recording or otherwise, other than for use in this class, or for exemptions defined in 
copyright law, without the consent of the copyright holder. For more information, check 
www.columbiabasin.edu/copyright - the CBC copyright page.  
 
PRIVACY  
Columbia Basin College abides by the Family Educational Rights and Privacy Act (FERPA), a federal law 
that maintains students' right to the privacy of their academic records. CBC will not release student 
information or student records to a parent or guardian without the student’s written permission. 
Students who wish to authorize an instructor to provide information to their parent(s), guardian(s), or 
others, must complete the necessary authorization, which is available at Hawk Central.  
 
TUTOR CENTER  
The Tutor Center offers CBC students help with their studies for most departments and programs. It is 
also available to facilitate study groups. The center is in room TD 434 (the Lee R. Thornton Center) on 
the Pasco campus. The phone number is (509) 542-4621. CBC also offers free tutoring online through E-
Tutoring. You can access E- Tutoring by going to etutoring.org and selecting the Western eTutoring 
Consortium when logging in. You can reach the Tutor Center online at www.columbiabasin.edu/tutor.  
 
 
STUDENTS WITH DISABILITIES/HEALTH CONCERNS  
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Columbia Basin College provides reasonable accommodations to students with disabilities. Students 
who need auxiliary aids or course accommodations, have emergency medical information, or need 
special arrangements in case the building must be evacuated, should notify their instructors as soon as 
possible. Students needing accommodations should contact the Resource Center, Disability Services 
office for an appointment. They are located in the H building on the Pasco campus. They can be reached 
at (509) 542-4412 or (509) 542-5525.  
 
CBC SAFETY  
Columbia Basin College strives to provide a safe and secure environment for students, staff, and visitors. 
The CBC Health and Safety Committee’s purpose is to pursue potential issues and to establish 
prevention tactics. For more information, visit www.columbiabasin.edu/safety. Sign up for emergency 
notification text messages and/or emails at www.columbiabasin.edu/ens.  
 
Pasco Campus Security: (509) 542-4819  
Richland Campus Security: (509) 539-8167  
After Hours Security: (509) 521-4599  
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ADDENDUM – SYLLABUS 
Columbia Basin College 

Arts and Humanities Division 
 
Prepared by Marisa Lamb       Updated Spring 2016 
 
INSTRUCTOR 
Marisa Sandoval Lamb 
 
COURSE  
ENGL&102 English Composition II  
 
CONTACT INFORMATION 

• In class: During class and/or immediately before/after class 
• Office hours: Mondays and Wednesdays, 1:00-4:00 pm, or by appointment 
• Email: mlamb@columbiabasin.edu (business hours and allow a 48-hour response time) 
• Telephone: 509-542-4649 

 
TEXTS AND MATERIALS 
Required text:  

• Graff, Gerald, and Cathy Birkenstein. “They Say/I Say”: The Moves that Matter in Academic 
Writing. 3rd ed. New York: W. W. Norton & Co., 2014. Print.  

• Losh, Elizabeth, Jonathan Alexander, Kevin Cannon, and Zander Cannon. Understanding 
Rhetoric: A Graphic Guide to Writing. Boston: Bedford/St. Martin’s, 2014. Print. 

 
Recommended texts:  

• Hacker, Diana, and Nancy Sommers. Rules for Writers. 7th ed. Boston: Bedford/St. Martin’s, 
2012. Print. 

 
Other required materials: 

• Access to a computer outside of class with the Internet, a printer, and Microsoft Office (free 
download available to students) 

• Digital camera and/or smartphone with camera (ask instructor if you have questions) 
• Digital storage space (e.g., a flash drive or cloud account) 
• Printed of readings, examples, drafts, and final essays in-class use and for submission 

 
MAJOR ASSIGNMENTS 

• Rhetorical Analysis Essay 
• Argument I Writing Project 
• Argument II Writing Project 
• Final Writing Project 

 
GENERAL TEACHING METHODS 
As a student, you are responsible for your learning within this course. As part of this, the instructor will 
facilitate activities and assignments oriented toward Columbia Basin College Student Learning 
Outcomes, which are the skills, concepts, and methods of inquiry necessary for academic and 
professional success. These include the following:  
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• Think critically   
• Reason quantitatively and symbolically   
• Communicate effectively   
• Apply information tools and resources   
• Develop cultural awareness   
• Master program learning outcomes   

 
This course is designed to develop critical thinking, reading, and writing, as well as apply information 
tools and resources through the following outcomes. Students will:  

• Write a minimum of four research essays  
• Write essays that demonstrate their understanding of basic rhetorical principles 
• Demonstrate competence in grammar, spelling, and punctuation 
• Demonstrate their ability to plan, organize, and revise writing 
• Retrieve, evaluate, and select scholarly material from a variety of sources 
• Summarize, paraphrase, and quote source material  
• Correctly integrate source material into original writing 
• Present essays and document source material in accordance with guidelines 

 
In particular, successful students approach learning both intellectually and practically by engaging in 
Habits of Mind, as identified as essential for success in college writing by the Council of Writing Program 
Administrators, National Council of Teachers of English, and the National Writing Project.  
 
Habits of Mind include the following, and you will need them to be successful in your writing: 

• Curiosity – the desire to know more about the world. 
• Openness – the willingness to consider new ways of being and thinking in the world.  
• Engagement – a sense of investment and involvement in learning.  
• Creativity – the ability to use novel approaches for generating, investigating, and representing 

ideas.  
• Persistence – the ability to sustain interest in and attention to projects.  
• Responsibility – the ability to take ownership of one’s actions and understand the consequences 

of those actions for oneself and others.  
• Flexibility – the ability to adapt to situations, expectations, or demands.  
• Metacognition – the ability to reflect on one’s own thinking and use what one learns from 

reflection on one writing project to improve writing on subsequent projects. 
 
EVALUATION METHODS 
In this course, students earn grades. When evaluating work, I will consider, in the context of a particular 
assignment, the following aspects of writing: purpose, audience, content, expression, organization, 
development, mechanics, and maturity of thought.  
 

• Rhetorical Analysis Essay    20% of final grade 
• Research Proposal and Annotated Bibliography  15% of final grade  
• Argument I Writing Project    20% of final grade 
• Argument II Writing Project    25% of final grade 
• Final Reflection Writing Project    10% of final grade 
• In-Class Assignments*     10% of final grade 
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*In-Class Assignments may include, but are not limited to, the following: drafting, freewriting, 
homework, peer review, (pop) quizzes, reading responses, and reflections. Additionally, this 
includes preparations for and attendance of conference and one-on-one and/or group meetings 
with the instructor outside of regularly scheduled class time. 

 
In order to pass this class, all major assignments must be submitted and graded, and the in-class essay 
must be a passed. Assignments must be submitted to the instructor in hard copy form in class and in 
digital form through Canvas the day and time it is due, unless otherwise specified by the instructor. If 
any portion of the assignment is missing, the assignment will be graded as a zero (0.0).  
 
Grading Scale 
In this course, students earn grades, and the following chart outlines the final grading scale for grades 
earned in this course. Additional information regarding grading at Columbia Basin College is online: 
http://www.columbiabasin.edu/index.aspx?page=1294. 
 

Percentage  Decimal  Letter  
100-95 4.0 A 
94 3.9 A 
93 3.8 A 
92 3.7 A- 
91 3.6 A- 
90 3.5 A- 
89 3.4 B+ 
88 3.3 B+ 
87 3.2 B+ 
86 3.1 B 
85 3.0 B 
84 2.9 B 
83 2.8 B- 

Percentage  Decimal  Letter  
82 2.7 B- 
81 2.6 B- 
80 2.6 B- 
79 2.5 C+ 
78 2.4 C+ 
77 2.3 C+ 
76 2.2 C 
75 2.1 C 
74 2.0 C 
73 1.9 C- 
72 1.8 C- 
71 1.7 C- 
70 1.6 C- 

Percentage  Decimal  Letter  
69 1.5 D+ 
68 1.4 D+ 
67 1.3 D+ 
66 1.2 D 
65 1.1 D 
64 1.0 D 
63 0.9 D- 
62 0.8 D- 
61 0.8 D- 
60 0.7 D- 
59-0 0.6-0.0 F 

 
Late Assignment Policy 
Major assignment submission after the due date and time will be counted late. There will be a ten-
percent reduction (-10%) in assignment grades for each day (0-24 hours) the assignment is late, 
including weekends.  
 
There is no late submission for in-class assignments. If you will be absent on the day an assignment is 
due, plan accordingly and make alternative arrangements with the instructor. 
 
Attendance Policy 
You are responsible for your learning, which includes attending class. Therefore, daily attendance is 
highly encouraged and will be recorded. In-class assignments, drafts, and peer review participation 
grades depend on daily on-time attendance and participation. Students must be on time and actively 
present in class to get credit for in-class assignments, and while you should complete all work as part of 
the learning process, you cannot make up in-class assignments. If you are absent, it is your responsibility 
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to ask other students for notes and assignments from the day. If you know that you will be absent on 
the day an assignment is due, plan accordingly and make alternative arrangements with the instructor.  
 
In addition to regular class attendance, you may be required to attend conferences and other meetings, 
such as conferences and one-on-one and/or group meetings with the instructor, which will be scheduled 
outside of regular class time. Attendance also requires preparation for and active participation during 
these activities. 
 
CLASS CONDUCT 
Ultimately, class conduct demands respect for students’ own persons, other students, the instructor, 
the assignments and course materials, including CBC facilities. All students are responsible for upholding 
the Student Rights and Responsibilities, which includes the following student responsibilities:  
 

Students who choose to attend Columbia Basin College also choose to participate actively in the 
learning process offered by the College. The College is responsible for providing its students with 
an educational environment that includes resources used by students to attain their educational 
goals. In return, each student is responsible to: 
 

13. Participate actively in the learning process, both in and out of the classroom. 
14. Seek timely assistance in meeting educational goals. 
15. Attend all class sessions and actively engage in distance education sessions in a timely 

manner. 
16. Prepare adequately to participate fully in class activities. 
17. Meet the standards of academic performance established by each instructor. 
18. Develop skills required for learning; e.g., basic skills, time management, and study skills. 
19. Assume final authority for the selection of appropriate educational goals. 
20. Select courses appropriate for meeting chosen educational goals. 
21. Make appropriate use of services and resources. 
22. Contribute towards improving the College. 
23. Become knowledgeable of and adhere to the College’s policies, practices, and 

procedures. 
24. Abide by the standards set forth in the code of conduct. 

 
The full text of “Student Rights and Responsibilities” is online: 
https://www.columbiabasin.edu/index.aspx?page=867.  
 
ACADEMIC HONESTY 
From the Columbia Basin College statement on Academic Honesty: “Academic dishonesty minimizes the 
learning process and threatens the learning environment for all students. As members of the Columbia 
Basin College learning community, students are not to engage in any form of academic dishonesty.”  
 
Academic Dishonesty will not be tolerated, which include but are not limited to the following forms: 

• Plagiarism 
• Cheating 
• Fabrication 

• Grade tampering 
• Misuse of computers and other technology 
• Facilitating academic dishonesty 

 
Plagiarism is presenting someone else's words, ideas, data, or other creative work as one's own. When a 
student uses someone else's work, the source of that information must be acknowledged through 
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complete, accurate, and specific references. Verbatim statements also must be enclosed in quotation 
marks. [This includes self-plagiarism.] 
 
Cheating is an act of deception by which a student misrepresents that s/he has mastered information on 
an academic exercise which, in fact, has not been mastered.  
 
Fabrication is the intentional use of invented information or the falsification of research or other 
findings with the intent to deceive. 
 
Penalties for Academic Dishonesty 
In accordance with Columbia Basin College policies, “Students who engage in academic dishonesty can 
expect some academic penalty to be determined by the instructor. Additionally, academic dishonesty 
may result in a disciplinary review. The disciplinary consequences of engaging in any form of academic 
dishonesty vary but include warning, reprimand, probation, suspension, and dismissal.” Students 
engaging in Academic Dishonesty will be subject to penalty.  
 
The full text of “Academic Honesty” is online: http://www.columbiabasin.edu/academichonesty.  
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Rhetorical Analysis 
 
Objectives: Understand and practice academic writing skills focused on rhetorical analysis. 

• Rhetoric: The practice or study of effective communication. 
• Rhetorical analysis: An examination of what, how, and why a given text communicates. 
• Rhetorical concepts: Proofs or appeals (types of evidence) that make up arguments, including 

Aristotle’s ethos, pathos, logos, and kairos, among other concepts. 
• Rhetorical situation: A unique situation with interconnected elements that affect the message and 

meaning of a text, including purpose, speaker, audience, and context. 
• Visual analysis: An examination of how, what, and why a visual text communicates. 

 
Purpose and Content: Compose a Rhetorical Analysis essay that achieves the following: 

• Follows genre conventions for a rhetorical analysis essay 
• Identifies and analyzes elements of a text’s rhetorical situation 
• Identifies and analyzes rhetorical concepts in a text 
• Analyzes how and why a speaker uses both specific language and visual strategies 
• Analyzes and explains how and why the text is (in)effective in achieving its purpose 

 
1) Choose a text from your home community. Explore texts from various genres that focus on or are 

from your home community. Select one with an argument that particularly compels you; it may be 
print or non-print, and it must utilize both language and visual elements. 
  

2) Examine how the artifact affects you and your community. Identify what personal connections you 
have to the artifact. Examine how this artifact affects you as an audience member. How do you 
respond or react uniquely to this artifact? Why? Who is the target audience?  

  
3) Identify and analyze elements of the rhetorical situation. What is text’s the purpose and message? 

Who is the speaker, and is he/she/it credible? Why, or why not? What is the context when it was 
created and when it is read? How does context and timing affect the purpose, speaker, and 
audience? How individual elements affect the overall composition of the text?  
 

4) Identify and analyze rhetorical concepts and their efficacy. Explore the use of rhetorical concepts 
ethos, pathos, and logos. What are the prominent textual and visual features, and how are they 
meaningful? What emotions does it evoke and how does it make you feel? How do the concepts 
affect the overall purpose and message? How is the text organized? Is there sound reasoning? Is it 
logical and does it make sense? Overall, why is the text effective or not? 

 
5) Compose a Rhetorical Analysis essay that addresses all of the above genre characteristics and 

questions using above the strategies. Use the writing process of invention, drafting, and revision. 
Optional: In the conclusion, connect the text to your personal story in a meaningful way.  

 
Audience: The audience for this essay is a classmate from your English Composition class. 
Therefore, consider your audience of a peer when composing: What am I analyzing? So what: Why does this 
matter to my audience? Now what: What should my audience do or think after they read this essay?  
 
The Fine Print 
• Due: Monday, April 25 at 8:00 am • Priority grading deadline: Thursday, April 21 at 8:00 am • Submit a 
paper copy in class and a digital copy to Canvas • Submit all drafts and invention materials with your paper 
copy • Use MLA conventions and style, including works cited • Length: 3-5 full pages (800-1200 words) • 
Assessment and Grading: holistic and rubric (TBA) 
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Research Proposal 
	
Proposal:	An	exploration	of	a	problem	and	plan	for	solving	those	problems,	with	the	goals	of	
offering	a	step-by-step	plan	or	solution	and	persuading	readers	to	accept	your	plan.	
	
Purpose and Content 
Write	a	brief,	concise	projection	of	your	intended	research	process,	which	will	provide	an	
introduction	to	your	research	focus	and	topic;	provide	your	preliminary	research	question	and	
exploration	of	what	you	hope	to	learn;	and	detail	your	plan	for	research.		
	
For	your	research	and	argument-writing	processes,	your	ultimate	goal	is	to	develop	an	
understanding	understand	what	it	means	to	be	literate	as	a	member	of	a	discourse	community.	
Your	research	will	help	you	gather	information	to	help	you		
	
Choose one of the following categories for your research focus:  

• Community	literacies	
• Community-based	technologies	
• Land-based	knowledges	

	
Required Elements  

• Introduction	to	the	research	focus	and	topic	
o Define	and	stress	the	importance	of	both	the	focus	area	and	topic		
o Explanation	and	justification	for	your	focus	area	and	topic	
o Describe	current	knowledge	of	issue	

• Explanation	of	what	you	hope	to	learn	
o Research	question	
o Explanation	of	possible	research	developments		
o Introduction	of	sources	

• Plan	for	research		
o Detailed	explanation	of	research	plans	
o Create	a	mini	timeline	of	due	dates	
o List	of	preliminary	sources	

	
Optional Elements 

• Questions	for	further	research	
• Questions	for	the	instructor	

	
Dates to remember 

• Proposal	due	on	May	4	or	5	at	conference	with	instructor	
• Annotated	bibliography	due	on	May	12	
• Argument	I	due	on	May	31	
• Argument	II	due	on	June	11	

	
The Fine Print  

• Due:	May	4	or	5	at	conference	with	instructor		
• Submit	to	Canvas	before	conference	and	bring	two	paper	copies	to	your	conference	
• Length:	two-page	proposal,	plus	works	cited	of	preliminary	sources	
• MLA	format,	style,	and	conventions
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Annotated Bibliography 
	
Annotated	bibliography:	A	collection	of	researched	sources	with	summaries	and	evaluations	of	each	
source.	
	
Purpose  
Annotated	bibliographies	help	you	learn	about	your	topic	through	researching	a	variety	of	sources.	
Your	annotated	bibliography	provides	a	list	of	sources	from	your	research.	Be	sure	to	balance	use	of	
popular	and	scholarly	sources,	as	well	as	print,	online,	and	empirical	sources.		
	
Content 
Compose	an	annotated	bibliography	with	a	minimum	of	six	sources.	Each	entry	will	have	the	
source’s	bibliographic	information	(MLA	conventions)	and	a	succinct,	yet	developed	annotation	
with	a	summary	and	evaluation	or	analysis	other	the	source	that	provides	useful	information	about	
it	and	its	connection	to	your	research	focus	and	topic.		
	
Required Elements  
 

• Bibliographic	citations	of	every	source		
o MLA	conventions	

	
• Annotations	of	every	source	

o Summary	of	source	
§ Summary	of	the	main	argument(s),	point(s),	topic(s)	
§ Any	additional	relevant	information	

o Evaluation	or	analysis	of	source	
§ Analyze	the	source’s	rhetorical	situation	and	rhetorical	concepts	
§ Determine	its	purpose,	usefulness,	reliability,	and	bias	
§ Assess	its	strengths	and	weaknesses	
§ Evaluate	its	usefulness	to	your	research	
§ Compare	it	with	other	sources	in	annotated	bibliography	

o Personal	reflection	on	each	source	
§ Reflect	on	the	relevance	of	the	source	to	your	research	focus	and	topic	

	
The Fine Print  

• Due	Thursday,	May	12	at	the	beginning	of	class		
• Submit	digital	copy	to	Canvas		
• Minimum	of	six	(6)	sources	with	citations	and	annotations		
• Optional:	Additional	source	citations	with(out)	annotations	
• MLA	format,	style,	and	conventions		
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Argument I: Argument Essay 

Objectives: Understand and practice academic writing skills focused on argument. 

• Argument: The primary purpose of a text, or the main claim it makes; a spoken, written, or 
visual text that expresses a point of view, and the use of evidence and reason to discover some 
version of the truth, distinct from persuasion, the attempt to change someone’s point of view 

• Argument essay: An exploration of an issue’s multiple perspectives and a fair and reasonable 
argument of why a position or claim is stronger or better than others. 

• Literacy: The ability to read and write, and competence or knowledge in a specified area. Also, a 
way of making meaning in the world and understanding it, which includes a broad range of 
activities, skills, knowledge, and situations. 

• Research: The systematic exploration of topics, using hands-on experience, factual evidence, 
and sources to inquire, advance knowledge, and support an argument. 

With these definitions in mind, the objective for this essay is to compose a researched, thesis-driven 
argument essay that argues for a specific point of view about literacy.  

After writing this essay, you will know how to: 

• Write essays that demonstrate your understanding of basic rhetorical principles, such as claims, 
audience awareness, evidence, methods of persuasion, and refutations  

• Demonstrate your ability to plan, organize, and revise your writing  
• Apply information tools and resources to retrieve, evaluate, and select scholarly material from a 

variety of sources   
• Summarize, paraphrase, and quote source material and correctly integrate this material into 

your own original writing  
• Present your essays and document your source material in accordance with current Modern 

Language Association (MLA) guidelines  
• Demonstrate competence in grammar, spelling, and punctuation  

Purpose and Content: Compose an Argument essay that achieves the following objectives: 

Compose a researched, thesis-driven argument essay that argues for a specific point of view* within one 
of the following areas of focus:  

• Community literacies 
• Community-based technologies 
• Land-based knowledges 

In your essay, you will build on the concept of being literate or what it means to be literate. After 
researching literacy and literate practices found in scholarly research and in your own communities, you 
will argue the following: 

1. How and why your own literacy or knowledge developed in your community or land-based 
context are defined as literacy.  

2. How and why community and/or land are connected to literacy, technology, and/or knowledge. 
3. Optional: How and why your literacy or knowledge, community, and/or technology are useful 

and relevant in academic situations.  
Be sure to fully develop your argument and address the following:  
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• Define literacy by developing your own definition of literacy or referencing a definition that 
clearly connects to and supports your argument about your literacy. 

• Clearly develop your argument using logic and reason and use researched sources to provide 
outside support—evidence—for your claims.  

• Identify and explain any personal experiences using detailed examples and developed 
illustrations that show your understanding of literacy in your life.  

*Ultimately, you must argue that you have literacies or knowledges developed outside of school, and you 
must explain and support how and why community or land are connected to literacy, technology, or 
knowledge. You will argue about what it means to be literate and how helps you create knowledge. 

Audience: Your Chosen Audience 

You choose the target audience for this essay. Conduct a basic audience analysis to determine specifics 
about your audience and how you will appeal to them—you must understand and target your audience. 
Carefully consider your target audience and ask yourself: Who cares? So what?  Now what? 

Target audiences can be one of the following, among many others: 

• Researchers or experts in a specific field 
• Professors at a college or university 
• High school teachers 
• School board members 

• Parents or other family members 
• Business owners or organizations 
• Local community members 
• Other stakeholders…  

Form: Organization, Support, and Style 

Remember to include the following necessary elements of an argument essay: 

• An introduction to and analysis of a topic and its multiple perspectives 
• Argumentative thesis statement with a claim and support (assertion and backing) 
• An objective summary and point-by-point discussion of multiple perspectives, including 

opposing views 
• A summary and point-by point discussion of your viewpoint 
• A fair and reasonable argument for your perspective—your claim 
• An attempt to influence or move your target audience toward a specific position 
• Well-developed, thesis-driven introduction, body paragraphs, and conclusion 
• Cited support—evidence and reason—for your argument as stronger and/or better than others 
• Proofread and edited for spelling, grammar, mechanics, format, style, and conventions 

The Fine Print 

• Due: Tuesday, May 31, 2016 at the beginning of class 
• Priority grading deadline: Thursday, May 26, 2016 at the beginning of class 
• Submit a paper copy in class and a digital copy through Canvas by the due date and time  
• Submit all drafts and invention materials with final draft 
• MLA conventions and style for formatting, in-text citations, and works cited 
• Sources: ≥ 4 (minimum of four), ≥2 scholarly sources 
• Length: 5-6 full pages, plus works cited page 
• Assessment and Grading: holistic and rubric (TBA) 



	

Argument	II:	Multimodal	Argument	|	ENGL&102	|	Spring	2016	|	Marisa	Lamb	

Argument II: Multimodal Argument  

Objectives: Understand and practice academic writing skills focused on argument. 

• Argument: The primary purpose of a text, or the main claim of a spoken, written, or visual text 
that expresses a point of view and uses of evidence and reason as support.  

• Genre: A conventional format for presenting information and ideas. 
• Literacy: The ability to read and write, and competence or knowledge in a specified area; a way 

of making meaning in the world and understanding it, including activities, skills, and knowledge. 
• Multimodal: Using more than one mode of expression, including some combination of words, 

images, audio, video, links, and so on. Sometimes called “multimedia.” 
With these definitions in mind, the objective for this essay is to compose a researched, thesis-driven 
argument essay that argues for a specific point of view about literacy.  

After writing this essay, you will know how to: 

• Think critically  
• Communicate effectively    
• Compose using your understanding of basic rhetorical principles  
• Apply information tools and resources 
• Demonstrate your ability to plan, organize, and revise your writing  
• Demonstrate competence in grammar, spelling, and punctuation  
• Develop cultural awareness   

Purpose and Content: Compose a Multimodal Argument that achieves the following: 

Compose a personal, multimodal argument supported by reason, evidence, and visuals. Transform your 
argument essay (Argument I) into a new genre—compose a web story that forwards your argument 
about literacy and community using digital writing and visuals as support. 

To compose your multimodal argument, use one of the following digital, browser-based programs: 

• Adobe Spark Web Stories  
• ArcGIS/esri StoryMaps 
• Adobe Dreamweaver, Wix, Weebly, or WordPress 
• Another program, such as responsive HTML5 CSS3 templates (talk to me) 

In your multimodal argument, you will build on the concept of being literate or what it means to be 
literate, just as you did in your argument essay.  You will argue how and why your own literacy or 
knowledge developed in your community or land-based context—outside of school—are defined as 
literacy, and how and why your community and/or land are connected to your literacy, technology, 
and/or knowledge. 

For this assignment, argue the following using both written language and original photographs: 

4. What it means for you to be literate, 
5. How your community helps you create, sustain, and use your literacy, and 
6. How and why your literacy, knowledge, community, and/or technology are useful and relevant 

in academic situations. 
 

Be sure to fully develop your argument in this new web stories genre using written language and original 
photographs to illustrate and address the following:  
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• Define your literacy clearly. 
• Develop your argument using reason and evidence.  
• Narrate your story using personal experience to show your understanding of literacy in your life.  
• Take and use original, intentional photographs of your community to illustrate literacy practices 

in your community.  
Remember, your multimodal argument should argue for a specific point of view within one of the 
following areas of focus:  

       •     Community literacies     •     Community-based technologies     •     Land-based knowledges 

Ultimately, using written language and photographs, you must argue that you have literacies developed 
outside of school, and you must explain and support how and why they are valuable in school.  

Audience: Your Chosen Public Audience 

You choose the public, target audience for this essay; it may be the same audience as the one for your 
argument essay. Regardless of your choice, conduct a basic audience analysis to determine specifics 
about your audience and how you will appeal to them—you must understand and target your audience. 
Carefully consider your target audience and ask yourself: Who cares? So what?  Now what? 

Target audiences can be one of the following, among many others: 

• Researchers or experts in a specific field 
• Professors at a college or university 
• High school teachers 
• School board members 

• Parents or other family members 
• Business owners or organizations 
• Local community members 
• Other stakeholders…  

Form: Organization, Support, and Style 

Remember to include the following necessary elements of web story: 

• Written language and visuals—original photographs and other graphics—to show your story  
• A descriptive (catchy) title with an optional subtitle 
• A brief introduction with a hook or lead to your topic in context and your personal story 
• Argumentative thesis and a fair and reasonable argument for your perspective—your purpose 
• An attempt to influence or move your target audience toward a specific position 
• Support—reason and evidence—for your argument that is cited or hyperlinked, when necessary 
• Aesthetically appealing design and layout—CRAP principles, elements of design, and tone 
• Clear attention to your rhetorical situation throughout—purpose, audience, speaker, context 
• Proofread and edited for spelling, grammar, mechanics, format, style, and conventions 

The Fine Print 

• Due: Monday, June 13, 2016 at the beginning of class 
• Submit a URL of your digital copy to Canvas by the due date and time  
• Images: ≥ 12 (minimum of twelve) original images, including photographs, graphics, and videos 
• Sources: Optional for scholarly, professional, and popular sources 
• Length: as long as necessary to develop, support, and illustrate your argument  
• References: MLA conventions and style where relevant 
• Assessment and Grading: holistic and rubric (TBA) 
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Final Writing Project: Reflection Essay 

Objectives: Understand and practice academic writing skills focused on argument. 

• Argument: The primary purpose of a text, or the main claim of a spoken, written, or visual text 
that expresses a point of view and uses of evidence and reason as support.  

• Genre: A conventional format for presenting information and ideas. 
• Literacy: The ability to read and write, and competence or knowledge in a specified area; a way 

of making meaning in the world and understanding it, including activities, skills, and knowledge. 
• Multimodal: Using more than one mode of expression, including some combination of words, 

images, audio, video, links, and so on. Sometimes called “multimedia.” 
• Reflection: To return to or to remember a text or context and reconsider its meaning, its 

purpose, its usefulness, its comparison to other texts. 
• Rhetoric: Any type of communication that seeks to move an audience toward a specific position, 

understanding, or action.  
With these definitions in mind, the objective for this essay is to compose a reflection essay. 

After writing this essay, you will have gained the knowledge to: 

• Think critically  
• Communicate effectively    
• Compose using your understanding of basic rhetorical principles  
• Correctly integrate source material into your own original writing  
• Present essays and document source material in accordance with current MLA guidelines 
• Demonstrate competence in grammar, spelling, and punctuation  
• Develop cultural awareness 

Purpose and Content: Compose a Reflection Essay that achieves the following: 

Write a critical, narrative reflection essay examining your multimodal argument, as well as your progress 
as a literate student, community member, rhetorician, critical thinker, writer, and composer throughout 
the semester.  

When writing about your work, analyze the steps you took in the writing process, such as 1) why you 
made certain choices, and 2) how these choices may have affected your argument. For full credit, reflect 
on each of the following critical areas: 

1. Reflect on your argument(s) about how you have literacies developed outside of school, and 
how and why they are valuable in school: 
 

• Write your definition of literacy based that in your multimodal argument, and explain 
and support what it means for you to be literate. 

• Describe and critique how your community helps you create, sustain, and use your 
literacy or literacies. 

• Illustrate and justify how and why your literacy, knowledge, community, and/or 
technology are useful and relevant in academic situations 
 

2. Reflect upon and analyze your multimodal argument: 
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• Review how you transformed your argument essay (Argument I) into a genre of a web 
story. 

• Identify certain choices why you made with your digital writing and visuals (e.g., original 
photographs, videos, graphics) and evaluate if why those choices were effective or not. 
Support your explanation with specific examples from your own work. 

• Rhetorically analyze your multimodal argument. Support your analysis with concrete 
examples from your own work. 

• Defend why you chose a specific digital technology (e.g., Adobe Spark Web Stories, 
ArcGIS/esri StoryMaps) to compose your multimodal argument, and reflect on your 
experience with the technology, particularly how your background with digital 
technologies affected your experience interacting and engaging with the technology. 
 

3. Reflect on your current understanding of composition, specifically of literacies, rhetorical 
analysis, visual analysis, arguments, multimodal arguments, and the writing process: 
 

• Assess what you learned in this course, what you still would like to learn, and how you 
will apply knowledge from this class in your future studies and career. 

• Reflect on and evaluate your efforts as a student and writer/composer this semester. 
• Looking beyond this writing project, you can apply these knowledge-based objectives 

and skills not only to this assignment, but to other critical thinking assignments in your 
other classes. To what other assignments or projects could you apply this knowledge? 

Audience: Your English Instructor, Marisa Lamb 

For your Reflection Essay, your audience is your English instructor, Marisa Lamb. Carefully consider how 
you will address your target audience and ask yourself: Who cares? So what? Now what? 

Form: Organization, Support, and Style 

Remember to include the following necessary elements of reflection essay: 

• Clear attention to your rhetorical situation throughout—purpose, audience, speaker, context 
• A reflective title and well-developed introduction, body paragraphs, and conclusion 
• Support—reason and evidence—for your points and explanations, cited when necessary 
• Proofread and edited for spelling, grammar, mechanics, format, style, and conventions 

The Fine Print 

• Due: Thursday, June 16, 2016 before 11:59 pm 
• Submit a digital file to Canvas before the due date and time  
• Sources: Minimum of one (your Multimodal Argument); optional for any scholarly, professional, 

and popular sources 
• Length: 3-4 full pages, not including works cited page 
• MLA conventions and style where relevant, including formatting and works cited page 
• Assessment and Grading: holistic  
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Appendix C: Course Curriculum Materials for English 235: Technical Writing  

English	235	Syllabus		

English	235	Assignments		
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SYLLABUS 
Columbia Basin College 

Arts and Humanities Division 
 
Prepared by the English Department    Document created Spring 2014 
 
INSTRUCTOR  
Marisa Sandoval Lamb 
 
COURSE TITLE  
ENGL&235 (Formerly ENG 205) Technical Writing [C] 5.0 Credits 
  
CATALOG DESCRIPTION  
This course emphasizes students' technical communication skills for use in the workplace and other 
academic settings. Students employ various methods of analyzing and writing for different audiences 
and purposes. Students also use traditional and online resources for problem-solving, research, 
documentation, and editing.  
 
PREREQUISITE OR COMPASS SCORE  
ENGL&101  
 
CREDITS AND HOURS  
Five credits   
Four hours in class or as arranged on line   
 
TEXTS AND MATERIALS   
Specified by instructor; see addendum   
 
GENERAL TEACHING METHODS   
Specified by instructor; see addendum   
 
STUDENT LEARNING OUTCOMES   
 
CBC Student Learning Outcomes   
Students who graduate from Columbia Basin College will have been exposed to the skills, concepts, and 
methods of inquiry in many different disciplines. The totality of their learning experience is expressed in 
a set of general student learning outcomes (SLO’s), which all students, regardless of program, are 
expected to demonstrate:   

1. Think critically  
2. Reason quantitatively and symbolically  
3. Communicate effectively  
4. Apply information tools and resources  
5. Develop cultural awareness  
6. Master program learning outcomes   

 
Course Outcomes   



	

Reflection	Essay	|	ENGL&102	|	Spring	2016	|	Marisa	Lamb	

214	

English 235 is intended to develop critical thinking and effective communication skills and the 
application of information tools and resources through the following outcomes:   

• Students will demonstrate an understanding of purpose, use and audience (SLOs 1, 3, and 5).  
• Students will apply the writing, editing and problem solving process (SLOs 1, 2, 3, and 4).  
• Students will demonstrate competence in grammar, spelling and punctuation (SLOs 1, 2, and 

4).  
• Students will demonstrate the ability to gather, evaluate and document information (SLOs 1, 2, 

and 4).  
• Students will collaborate with peers the ability to develop and/or assess writing projects (SLOs 3 

and 5).  
• Students will employ appropriate rhetorical forms and conventions of technical and professional 

writing  (SLOs 1, 2, and 4).   
  
EVALUATION METHODS  
Specified by instructor; see addendum  
 
ACADEMIC DISHONESTY  
As members of the Columbia Basin College learning community, students are not to engage in any form 
of academic dishonesty, in accordance with the Washington Administrative Code (WAC) section 132S-
40-350 and the CBC Code of Student Rights and Responsibilities. Forms of academic dishonesty include, 
but are not limited to, plagiarism, cheating, fabrication, grade tampering, and misuse of computers and 
other electronic technology. Students who engage in academic dishonesty may receive an academic 
penalty or a disciplinary penalty or both. Instances of academic dishonesty may be referred to a conduct 
officer. The disciplinary consequences of engaging in any form of academic dishonesty include but are 
not limited to reprimand, probation, suspension, and dismissal. A student who knowingly helps or 
attempts to help another individual to violate the College’s policy on academic honesty also may be 
subject to academic as well as disciplinary penalties. Students are expected to be familiar with CBC 
policy on academic dishonesty. This is available online at www.columbiabasin.edu/academichonesty.  
 
COPYRIGHT NOTICE  
Many of the materials used in this course are protected by copyright law. These materials are only for 
the use of students enrolled in this course and only for the purposes of this course. No part of these 
materials may be reproduced or transmitted in any form or by any means, electronic, mechanical, 
photocopying, recording or otherwise, other than for use in this class, or for exemptions defined in 
copyright law, without the consent of the copyright holder. For more information, check 
www.columbiabasin.edu/copyright - the CBC copyright page.  
 
PRIVACY  
Columbia Basin College abides by the Family Educational Rights and Privacy Act (FERPA), a federal law 
that maintains students' right to the privacy of their academic records. CBC will not release student 
information or student records to a parent or guardian without the student’s written permission. 
Students who wish to authorize an instructor to provide information to their parent(s), guardian(s), or 
others, must complete the necessary authorization, which is available at Hawk Central.  
 
TUTOR CENTER  
The Tutor Center offers CBC students help with their studies for most departments and programs. It is 
also available to facilitate study groups. The center is in room TD 434 (the Lee R. Thornton Center) on 
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the Pasco campus. The phone number is (509) 542-4621. CBC also offers free tutoring online through E-
Tutoring. You can access E-Tutoring by going to etutoring.org and selecting the Western eTutoring 
Consortium when logging in. You can reach the Tutor Center online at www.columbiabasin.edu/tutor.  
 
STUDENTS WITH DISABILITIES/HEALTH CONCERNS  
Columbia Basin College provides reasonable accommodations to students with disabilities. Students 
who need auxiliary aids or course accommodations, have emergency medical information, or need 
special arrangements in case the building must be evacuated, should notify their instructors as soon as 
possible. Students needing accommodations should contact the Resource Center, Disability Services 
office for an appointment. They are located in the H building on the Pasco campus. They can be reached 
at (509) 542-4412 or (509) 542-5525.  
 
CBC SAFETY  
Columbia Basin College strives to provide a safe and secure environment for students, staff, and visitors. 
The CBC Health and Safety Committee’s purpose is to pursue potential issues and to establish 
prevention tactics. For more information, visit www.columbiabasin.edu/safety. Sign up for emergency 
notification text messages and/or emails at www.columbiabasin.edu/ens.  
 
Pasco Campus Security: (509) 542-4819  
Richland Campus Security: (509) 539-8167  
After Hours Security: (509) 521-4599  
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ADDENDUM – SYLLABUS 
Columbia Basin College 

Arts and Humanities Division 
 
Prepared by Marisa Lamb       Updated Winter 2016 
 
INSTRUCTOR 
Marisa Sandoval Lamb 
 
COURSE  
ENGL&235 (Formerly ENG 205) Technical Writing [C] 5.0 Credits 
 
CONTACT INFORMATION 

• In class: During class and/or immediately before/after class 
• Office hours: Mondays and Wednesdays, 1:00-4:00 pm, or by appointment 
• Email: mlamb@columbiabasin.edu (business hours and allow a 48-hour response time) 

 
TEXTS AND MATERIALS 
Required text:  

• Markel, Mike. Technical Communication. 11th ed. Boston: Bedford/St. Martin’s, 2014. Print. 
 
Other required materials: 

• Access to a computer outside of class with the Internet, a printer, and Microsoft Office  
• Digital storage space (e.g., a flash drive or cloud account) 
• Printed or digital copies of readings, examples for in-class use 
• Printed copies of drafts and final materials for in-class use and grading 

 
MAJOR UNITS AND ASSIGNMENTS 

• Unit 1: Introduction to Technical Writing 
o Definitions 
o Memos 
o Résumés or CVs 

• Unit 2: Professional Redesign Project 
o Genre analyses 
o Memos 
o Proposals 
o Design templates 
o Professional presentations 
o Professional redesign portfolios 
o Reflections 

• Unit 3: Interview and Informational Report 
o Interviews 
o Informational reports (a.k.a. Career Guide) 

• Unit 4: Proposal for Professional Writing Workshop 
o Cover letters 
o Résumés or CVs 
o Proposals 
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GENERAL TEACHING METHODS 
Students who graduate from Columbia Basin College will have been exposed to the skills, concepts, and 
methods of inquiry in many different disciplines. The totality of their learning experience is expressed in 
a set of general student learning outcomes (SLOs), which all students, regardless of program, are 
expected to demonstrate the following:   

1. Think critically  
2. Reason quantitatively and symbolically  
3. Communicate effectively  
4. Apply information tools and resources  
5. Develop cultural awareness  
6. Master program learning outcomes   

 
Course Outcomes   
English 235 is intended to develop critical thinking and effective communication skills and the 
application of information tools and resources through the following outcomes:   

• Students will demonstrate an understanding of purpose, use and audience (SLOs 1, 3, 5).  
• Students will apply the writing, editing and problem solving process (1, 2, 3, and 4).  
• Students will demonstrate competence in grammar, spelling and punctuation (1, 2, 4).  
• Students will demonstrate the ability to gather, evaluate and document information (1, 2, 4).  
• Students will collaborate with peers the ability to develop and/or assess writing projects (3 5).  
• Students will employ appropriate rhetorical forms and conventions of technical and professional 

writing (1, 2, 4).   
 
Habits of Mind include approaches to learning both intellectually and practically, as identified as 
essential for success in college writing by the Council of Writing Program Administrators, National 
Council of Teachers of English, and the National Writing Project, and include the following: 

• Curiosity – the desire to know more about the world. 
• Openness – the willingness to consider new ways of being and thinking in the world.  
• Engagement – a sense of investment and involvement in learning.  
• Creativity – the ability to use novel approaches for generating, investigating, and representing ideas.  
• Persistence – the ability to sustain interest in and attention to projects.  
• Responsibility – the ability to take ownership of one’s actions and understand the consequences of 

those actions for oneself and others.  
• Flexibility – the ability to adapt to situations, expectations, or demands.  
• Metacognition – the ability to reflect on one’s own thinking and use what one learns from reflection 

on one writing project to improve writing on subsequent projects. 
 
EVALUATION METHODS 
In this course, students earn grades. When evaluating work, I will consider, in the context of a particular 
assignment, the following aspects of technical and professional writing and communication: purpose, 
speaker, audience, context, assignment, focus, organization, support, development, document design, 
proofreading, editing.  
 

• Unit 1: Introduction to Technical Writing    10% of final grade 
o Definition of technical and professional writing 
o Introduction memo 
o Résumé or CV 
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• Unit 2: Professional Redesign Project     40% of final grade 
o Genre analysis memo 
o Proposal with design template 
o Professional presentation 
o Professional redesign portfolio 
o Reflection 

• Unit 3: Interview and Informational Report    30% of final grade 
o Interview with career professional 
o Informational report (a.k.a. Career Guide) 

• Unit 4: Proposal for Professional Writing Workshop   10% of final grade 
o Cover letter 
o Résumé or CV 
o Proposal for professional writing workshop 

• In-Class Assignments*       5% of final grade 
• Professional Communication**      5% of final grade 

 
*In-Class Assignments may include, but are not limited to, the following: homework, drafting, 
peer review, (pop) quizzes, and reflections outside of unit grades.  
 
**Professional communication includes all communication with the instructor and with other 
students (e.g., class participation, email, etc.). Also, this includes attendance of conferences and 
one-on-one and/or group meetings with the instructor outside of regularly scheduled class time. 

 
In order to pass this class, all major assignments must be submitted and graded, and the in-class essay 
must be a passed. Assignments must be submitted to the instructor in hard copy form in class and in 
digital form through Canvas the day and time it is due, unless otherwise specified by the instructor. If 
any portion of the assignment is missing, the assignment will be graded as a zero (0.0).  
 
Grading Scale 
In this course, students earn grades, and the following chart outlines the final grading scale for grades 
earned in this course. Additional information regarding grading at Columbia Basin College is online: 
http://www.columbiabasin.edu/index.aspx?page=1294. 
 

Percentage  Decimal  Letter  
100-95 4.0 A 
94 3.9 A 
93 3.8 A 
92 3.7 A- 
91 3.6 A- 
90 3.5 A- 
89 3.4 B+ 
88 3.3 B+ 
87 3.2 B+ 
86 3.1 B 
85 3.0 B 
84 2.9 B 
83 2.8 B- 

Percentage  Decimal  Letter  
82 2.7 B- 
81 2.6 B- 
80 2.6 B- 
79 2.5 C+ 
78 2.4 C+ 
77 2.3 C+ 
76 2.2 C 
75 2.1 C 
74 2.0 C 
73 1.9 C- 
72 1.8 C- 
71 1.7 C- 
70 1.6 C- 

Percentage  Decimal  Letter  
69 1.5 D+ 
68 1.4 D+ 
67 1.3 D+ 
66 1.2 D 
65 1.1 D 
64 1.0 D 
63 0.9 D- 
62 0.8 D- 
61 0.8 D- 
60 0.7 D- 
59-0 0.6-0.0 F 
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Late Assignment Policy 
Major assignment submission after the due date and time will be counted late. There will be a ten-
percent reduction (-10%) in assignment grades for each day (0-24 hours) the assignment is late, 
including weekends.  
 
There is no late submission for in-class assignments. If you will be absent on the day an assignment is 
due, plan accordingly and make alternative arrangements with the instructor. 
 
Attendance Policy 
You are responsible for your learning, which includes attending class. Therefore, daily attendance is 
highly encouraged and will be recorded. In-class assignments, in-class activities, workshops, drafts, and 
peer review participation grades depend on daily on-time attendance and participation. Students must 
be on time and actively participating in class to get credit for in-class assignments, and while you should 
complete all work as part of the learning process, you cannot make up in-class assignments. If you are 
absent, it is your responsibility to ask other students for notes and assignments from the day.  
 
If you will be absent on the day an assignment is due, plan accordingly and make alternative 
arrangements with the instructor. To accommodate for an emergency absence or tardy, the lowest 
grade on in-class assignments (except the final) will be dropped at the end of the term. 
 
In addition to regular class attendance, you will be required to attend conferences and other meetings, 
such as conferences and one-on-one and/or group meetings with the instructor, which will be scheduled 
outside of regular class time. Attendance also requires preparation for and active participation during 
these activities. 
 
PROFESSIONAL QUALITY OF WORK 
You are expected to produce high-quality professional documents that are appropriate for specific 
business situations. Your documents should have appropriate margins, spacing, and formatting for the 
type of document you are turning in. Because genres vary widely across projects, formatting guidelines 
will be given for each of the major assignments.  
 
Additionally, your assignments should be printed at least in a minimum standard of 300 dpi. Laser 
printing is recommended. Finally, there should be no obvious last-minute changes to the work (i.e., use 
of white-out or hand-written information). All emails should be professional in tone and proofread 
carefully; they should also utilize standard punctuation, capitalization, and spelling. 
 
COLLABORATIVE WORK 
Collaborative work is a major element of this course. In fact, many projects will require you to act as 
either co-developer and/or co-author. You and your team members are responsible for updating one 
another and me about assignment progress. In addition, you are responsible for negotiating all aspects 
of your work, including planning, drafting, revising, file managing, and scheduling of tasks.  
 
You will also evaluate your own and your peers’ participation in collaborative projects, and thus, you 
should maintain detailed daily notes and records about your work. I will use these evaluations in my 
determination of individual grades for collaborative projects. In general, all members of a team receive 
the same grade. There are instances, however, where one or team members are otherwise 
unprofessional and/or unproductive. Should these cases occur, I reserve the right to lower grades for 
poor performance.  
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CLASS CONDUCT 
Ultimately, class conduct demands respect for students’ own persons, other students, the instructor, 
the assignments and course materials, including CBC facilities.  
 
All students are responsible for upholding the Student Rights and Responsibilities, which includes the 
following student responsibilities:  
 

Students who choose to attend Columbia Basin College also choose to participate actively in the 
learning process offered by the College. The College is responsible for providing its students with 
an educational environment that includes resources used by students to attain their educational 
goals. In return, each student is responsible to: 
 

25. Participate actively in the learning process, both in and out of the classroom. 
26. Seek timely assistance in meeting educational goals. 
27. Attend all class sessions and actively engage in distance education sessions in a timely 

manner. 
28. Prepare adequately to participate fully in class activities. 
29. Meet the standards of academic performance established by each instructor. 
30. Develop skills required for learning; e.g., basic skills, time management, and study skills. 
31. Assume final authority for the selection of appropriate educational goals. 
32. Select courses appropriate for meeting chosen educational goals. 
33. Make appropriate use of services and resources. 
34. Contribute towards improving the College. 
35. Become knowledgeable of and adhere to the College’s policies, practices, and 

procedures. 
36. Abide by the standards set forth in the code of conduct. 

 
The full text of “Student Rights and Responsibilities” is online: 
https://www.columbiabasin.edu/index.aspx?page=867.  
 
Technology and Computer Etiquette  
Because the exchange of information and materials in this class will be largely electronic, familiarity with 
certain technologies is crucial for participation and success in the course. Thus, you should be able to 
attend to the responsibilities in the list below. If you need any assistance now or at any point during the 
quarter, please do not hesitate to ask me. 
 
ACADEMIC HONESTY 
From the Columbia Basin College statement on Academic Honesty: “Academic dishonesty minimizes the 
learning process and threatens the learning environment for all students. As members of the Columbia 
Basin College learning community, students are not to engage in any form of academic dishonesty.”  
 
Academic Dishonesty will not be tolerated, which include but are not limited to the following forms: 

• Plagiarism 
• Cheating 
• Fabrication 

• Grade tampering 
• Misuse of computers and other technology 
• Facilitating academic dishonesty 
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Plagiarism is presenting someone else's words, ideas, data, or other creative work as one's own. 
When a student uses someone else's work, the source of that information must be acknowledged 
through complete, accurate, and specific references. Verbatim statements also must be enclosed in 
quotation marks.  
 
Cheating is an act of deception by which a student misrepresents that s/he has mastered 
information on an academic exercise which, in fact, has not been mastered.  
 
Fabrication is the intentional use of invented information or the falsification of research or other 
findings with the intent to deceive. 

 
Penalties for Academic Dishonesty 
In accordance with Columbia Basin College policies, “Students who engage in academic dishonesty can 
expect some academic penalty to be determined by the instructor. Additionally, academic dishonesty 
may result in a disciplinary review. The disciplinary consequences of engaging in any form of academic 
dishonesty vary but include warning, reprimand, probation, suspension, and dismissal.” Students 
engaging in Academic Dishonesty will be subject to academic penalty as determined by the instructor.  
 
The full text of “Academic Honesty” is online: http://www.columbiabasin.edu/academichonesty.  
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Unit 1: Introduction to Technical Writing 
Introduction Memo | Résumé or CV 

Objective 
Write, format, and submit a one-page memo introducing yourself to your instructor and 
classmates. Practice memo genre by writing concise content and using standard formatting. 
Compose and attach your résumé or curriculum vitae (CV).  

Purpose 
The Introduction Memo will help your instructor and classmates understand what you would like 
to accomplish in English 235: Technical Writing. Not only is this memo an opportunity for you to 
establish rapport with your peers and your instructor, but also this assignment challenges you to 
consider a new form of professional writing and its function within a professional organization.  

Situation 
Treat the class as a professional organization and your classmates as professional colleagues. As 
a new member of this organization, you are in a highly visible position. In your introduction 
memo, you should delineate your qualifications and any goals associated with your new role. 
Remember, you want to make a positive, memorable first impression on you new colleagues, 
and you want to provide information that will foster solid working relationships in the course. 

Content 
• Heading and greeting 
• Statement of purpose  
• Brief overview that quickly summarizes the memo 
• Bolded, informative section headings that help readers navigate and locate information 
• Concisely written, well-organized body paragraphs that respond to the assignment 
• Brief summary statement, recommendation, or plan for action in ending 
• Attachment: Résumé or CV 

Format  
• Use full block format, including 1-inch margins and single-spaced lines 
• Use Calibri or Arial font, size 12 for headings 
• Use Cambria or Times New Roman, size 11 for body text 
• Create an original memo header (do NOT use a template) 
• In your left-aligned address header, 

o Identify audience/readers in your “To” line  
o Identify author(s) in the “From” line and initial the line 
o Provide a specific description of the memo’s purpose in the subject line 
o Provide the formal date 
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Guiding Questions  
These questions are designed to help you reflect on your past experiences and academic and 
professional goals in preparation for writing your memo. Your memo content may answer any of 
these questions, but you are not limited to them.  

Background Information 

• What is your major and year in school? Why have you selected this major?  
• What is your background? Where are you from, and how does that affect you? 
• What activities, jobs, internships, or other activities have you participated in that relate to 

your chosen field?  
• What is your career plan after graduation?  

Course Goals  

• What is your main goal for this course?  
• What are some of your rationales for taking this course?  
• What background or experience do you have that will help you with this course?  
• What types of writing and research projects have you participated in?  
• How will the skills you practice in this course translate in to your workplace goals? 

Experience with Technology 

• What technologies are you familiar with and which ones do you still want to learn?  
• Describe your experiences with computers, smartphones, tablets, or other hardware 

and/or machines. 
• Describe your experiences with email, listservs, Google services, Microsoft Office 

programs, Adobe Creative Suite, or other (software) technologies and programs.  

Submission Instructions 
Due on Thursday, January 14, 2016. Submit digital copy to Canvas and submit a hard copy to 
instructor in class. In addition to submitting your résumé or CV as an attachment to your memo, 
submit digital copy to Canvas.  
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Unit 2: Professional Redesign Project 
Genre Analysis Memo | Proposal and Design Template | Presentation | Redesign Portfolio | Reflection Letter 

Overview  
In this unit, you will work in a group to research, propose, (re)design, and create technical 
communication documents for a client organization of your choice. Throughout this unit, you 
and your group will gain practical experience working on a collaborative writing task; apply 
rhetorical analysis skills to identify the purpose, audience, and best communicative strategies for 
your documents for delivery (deliverable); and practice the writing process by investigating and 
responding to client needs within a given rhetorical situation. 

Situation 
Your group is a professional organization for technical communication, and your classmates are 
your professional colleagues. Your organization has received a request for proposal (RFP) from a 
client—a non-profit organization—for redesign of the client’s communication media, including a 
flyer, infographic, fact sheet, and website homepage and at least one secondary page or a 
mobile site. As technical communicators, you must research and develop materials in an attempt 
to persuade the client to accept your proposal. Following the client’s acceptance of your 
proposal, you will develop a portfolio of redesigned media.  

Unit 2 Components and Evaluation 
This unit is worth 40% of your final grade, and the project deliverables will be graded as 
percentages of the unit once submitted. Each deliverable will be graded holistically, with 
emphasis on form and content, and all deliverables will be graded on issues of assignment, focus, 
organization, support, editing, and proofreading. Lastly, all deliverables will receive group grades, 
not individual grades, except for the reflection letter. 
 

• Genre Analysis Memo    (5% of Unit 2 grade) 
• Proposal and Design Template   (20% of Unit 2 grade) 

o Proposal 
o Design template 

• Presentation      (10% of Unit 2 grade) 
• Redesign Portfolio    (60% of Unit 2 grade) 

o  Flyer 
o Infographic 
o Fact sheet 
o Website pages 
o Usability reports  

• Reflection Letter    (5% of Unit 2 grade) 
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Genre Analysis Memo 

Purpose 
Write a formal internal memo to your group analyzing the genre and rhetorical situation of your 
client organization using its website as the main subject for analysis. 

Content 
To guide your analysis, use the following points to determine who this company is and 
evaluation the rhetorical situation: 

• Speaker, Author, and/or Writer 
• Purpose and Subject, including message and meaning 
• Audience, including target, secondary, and tertiary audiences 
• Context, including social, political, economic, and/or historical background 
• Genre characteristics and patterns 
• Persuasive strategies, including ethos, pathos, logos, and kairos 
• Effectiveness at achieving purpose, audience, and genre 
• Analytics of web use as supporting evidence (e.g., use http://www.alexa.com) 

Genre Characteristics 
Remember to use the following formal internal memo genre characteristics for content:  

• Heading and greeting 
• Statement of purpose  
• Brief overview that quickly summarizes the memo 
• Bolded, informative section headings that help readers navigate and locate information 
• Concisely written, well-organized body paragraphs that respond to the assignment 
• Brief summary statement, recommendation, or plan for action in ending 
• Attachments, if relevant and necessary 

Format  
• Use full block format, including 1-inch margins and single-spaced lines 
• Use Calibri or Arial font, size 12 for headings 
• Use Cambria or Times New Roman, size 11 for body text 
• Create an original memo header (do NOT use a template) 
• In your left-aligned address header, include audience, author, subject, and formal date 

Submission Instructions 
Audience: Instructor | Due Date: Tuesday, January 26, 2016| Submit: Canvas 
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Proposal and Design Template 
Following your genre analysis, your group will propose a redesign concept to our client 
organization, enacting the role of a professional technical communication team. Create a 
persuasive proposal written to the client, with the purpose of gaining the client’s business.  

Client Organization Site Visit  
As part of your research process, your group needs to visit our client organization. Plan ahead 
and arrange interviews and tours, and visit prepared with research questions. As necessary, 
revisit the site to fully understand your client organization and target audience.  

Proposal  
Your proposal should demonstrate a thoughtful consideration of the client organization’s mission 
and clientele/audience, the target users of its communication media, and the overall purpose of 
its documents and website, which will inform your redesign. Your proposal should include the 
following sections: executive summary, introduction, proposed revisions and justification, as well 
as a design template. 

Executive Summary 
Executive summaries provide a brief overview of an entire proposal. Identify the client 
organization and then define the problems and/or needs; express your general concerns about 
the rhetorical effectiveness of the documents and website; and highlight both problems and 
potentials of the original materials. Then, introduce your intended revisions and provide a brief 
statement of your groups’ qualifications to complete this project. 

Introduction 
Continue with a brief discussion of the rhetorical context, project scope, and overall organization 
of your proposed project. Identify major goals for your project and why this redesign is crucial 
for the company’s growth. Draw on your genre and rhetorical analysis as needed. 

Proposed Revisions and Justification 
Discuss your recommended revisions and redesign—this is your proposed program or plan of 
work. Rather than offering a random list of individual issues, focus and organize your ideas.  

• Propose your chosen document design and content. 
• Explain why this design is the best of the available options and why the production of this 

document is important for the organization’s growth.  
• Give specific rationales for each of your recommendations; that is, explain how and why 

they would improve rhetorical effectiveness.  
• Show that your recommendations are appropriate to the organization’s purpose and 

audience.  
• Optional: Information on your qualifications and experience. 
• Optional: Information on evaluation techniques, a budget, references, and/or 

appendices. 
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Design Template  
Provide specific page layout and design attributes for your deliverables. Explore your own design 
aesthetic while applying design principles to meet the needs of your client’s audience. Develop 
your template to include both thumbnail sketches of your document layouts and a listing and/or 
depiction of your chosen design attributes. Using appropriate design software, you will create a 
design template containing the following elements: 

Identifying material, including title, group name, and date of last update 
Thumbnail sketch of layout, including specifications for margins, justification, paragraph 

spacing, column layout, image/icon placement, image captions, white space use, border 
placement, and header/footer placement. 

Listing and/or depiction of design attributes, including font color, face, size; emphasis 
attributes for title, header, body, caption, callout, header, footer, and any other text; 
color scheme for document; bullet styles for unordered and ordered lists; table design 
attributes; callout format; and file formats and resolution for icons and graphics 

Any other pertinent information regarding the deliverable design and style 

Submission Instructions 
Audience: Client Organization, in the form of your instructor | Due Date: Sign up for group 
conferences on Monday, February 1 or Tuesday, February 2, 2016 | Submit: Canvas and a 
professional hard copy to instructor 
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Presentation  
Your group will prepare a professional presentation of your final works to the class.  

• Prepare a 10-15 minute presentation, where all group members have a speaking role. 
• Present your redesigned media to your audience, as if you were presenting to your client. 
• Include relevant information from your Proposal and Design Template. 
• Visually elucidate the original documents and your redesign of the deliverables. 
• Argue for the effectiveness of your redesign. 
• Solicit feedback from your peers, as you may do final edits and tweaks to your media 

following the presentation. 

Submission Instructions 
Audience: Client Organization, in the form of your Instructor and Technical Writing peers | Due 
Date: Sign up for presentations on either Monday, February 22 or Tuesday, February 23, 2016 | 
Submit: In-class presentation and presentation materials to Canvas  
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Professional Redesign Portfolio 
Following your proposal and design template, your group will create your redesign portfolio, 
which will include documents that replace the organization’s current documentation, which will 
be composed of the following deliverables:  

Flyer 
Create a flyer for our client organization for any purpose. This flyer should be a reflection or 
translation of existing information that would better communicate specific information for a 
specific audience. Your design should be original and it should be crafted for rhetorical 
effectiveness and optimal usability.  

Infographic 
Create an infographic (or equivalent, relevant document) for our client organization. This 
infographic should be a reflection or translation of existing information that would better 
communicate specific information for a specific audience in infographic form over other media. 
Your design should be original and crafted for rhetorical effectiveness and optimal usability.  

Fact Sheet  
Create a fact sheet of services for your client organization. This fact sheet should be a reflection 
or translation of existing information that would better communicate the information for a 
specific audience. Your design should be original and it should be crafted for rhetorical 
effectiveness and optimal usability.  

Website Mockups: Home Page and Secondary or Mobile Page 
Create mockups of two web pages, including the client organization’s home page and secondary 
page of your choice. You will not be designing the entire website; instead, you will create 
designs. Your design should be original and it should be crafted for optimal rhetorical 
effectiveness, navigability, accessibility, and readability. To make functional pages, construct 
your website redesign using Dreamweaver, Wix, Weebly, Wordpress, or another web/design 
program or text editor to complete the web pages. Optional: Create a working redesign.  

Usability Test and Report 
Once you have drafted your deliverables, you will test at least one deliverable with real users. 
Your usability test should allow you to observe users interacting with the site, as well as your 
users for feedback on the design, usability, and overall effectiveness of the deliverable. Submit 
your testing instructions and questions for users; methods of evaluation; notes and observations 
during the test; and a brief report that details results of the test and how you revised your 
deliverables in response to these results. 

Submission Instructions 
Audience: Client Organization and their Target Audience | Due Date: Wednesday, February 24, 
2016 | Submit: Canvas and professional hard copies in class  
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Reflection Letter 
Write a one-page business letter to me, your instructor, explaining your rhetorical choices—a 
brief rhetorical analysis of the unit—and assessing your efforts on this project.  

Analysis of Rhetorical Situation  
Simply put, your rhetorical analysis examines how you attempt to communicate with your 
audience by explaining at the various components and strategies chosen for your documents.  

• Purpose: What are you attempting to persuade your audience to think, feel, or do?  
• Audience: Who is the text written for? Why? How does your intended reader play a role 

in how the ways you appeal to the audience? 
• Context: What is the situation in which your documents exist? What social, historical, 

political, ideological, and economic issues affect your documents? 
• Design Principles: What design principles did you take into account when creating your 

document? How do they reflect your understanding of purpose, audience, and genre? 

Self-Assessment 
Assess and describe your learning and composing processes developed by work on this project.  

• What did you learn from this unit and how did you apply it to your project?  
• In your group, how did you contribute specifically to this project?  
• How do you feel about your team dynamic, learning process, and overall cooperation?  
• What grade would you give yourself for this project? Why? 

Submission Instructions 
Audience: Instructor | Due Date: Monday, February 29, 2016 | Submit: Canvas 
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Unit 3: Interview and Informational Report 
Interview | Informational Report / Career Guide  

Overview  
The purpose of this unit is to familiarize and prepare yourself for work in your professional field. 
Interviewing a professional in an area related to your major or career goals will help you observe 
and analyze the workplace culture, particularly in relation to technical communication. The 
career guide is an opportunity for you to practice writing and designing an informational report, 
as well as develop a clearer understanding of your chosen profession or field.  
 
Situation and Audience 
You are a student with career aspirations in a particular field. To help you understand the steps 
necessary to earn your dream job, you need to conduct research about the field. This 
report/guide is intended to compile your research and present it in a readable, useful manner to, 
ultimately, help a person who wants to enter the same field as you. Consider how to make the 
report/guide accessible and useful, and imagine that it will be distributed in a career center, 
department office, and/or at a career fair.  

Unit 3 Components and Evaluation 
This unit is worth 30% of your final grade, and the project deliverables will be graded as 
percentages of the unit once submitted. Each deliverable will be graded holistically, with 
emphasis on form and content, and all deliverables will be graded on issues of assignment, focus, 
organization, support, editing, and proofreading.  
 

• Interview      (20% of Unit 2 grade) 
• Informational Report – Career Guide   (80% of Unit 2 grade) 
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Interview 

Purpose 
Schedule an interview with a professional in your intended career field to learn about on-the-job 
communication. This interview should provide an opportunity to learn about your intended 
career and field from a someone who has direct experience and can offer advice about 
(technical) communication, necessary education, and career possibilities. 

Interview Requirements 
Plan ahead, reach out to potential interviewees, and schedule a time to conduct an in-person 
interview. If you would like, you may choose to interview more than one person in the same 
organization or in different organizations, as this will offer a broader understanding of 
communication in the workplace.  
 
You should ask for a 20-30-minute time frame for an in-depth interview. Explain your project and 
prepare a list of questions to use in the interview. The initial interview should be live; follow-up 
questions can be over email, by phone, by mail, or in person. If you plan to use an audio 
recorder, ask permission first; you must also take notes, as you will need quotations for the 
interview report/career guide.  
 
Family members and members of the college community are not acceptable for this project. You 
need to break new ground. Talk to me, your instructor, if you have questions regarding college 
community members or to ask for exceptions. 

Content and Sample Questions  
During your interview, you should focus on communication in the workplace, so prepare specific 
questions concerning this aspect of each person’s job.  

• What do you consider professional communication in this job/field?  
• How much of the job involves verbal and written communication, and what types?  
• What are some of the constraints placed on your writing in this job?  
• For whom do you write? How many audiences do you have when you write?  
• Who edits your work? How often do you revise your written work before it's ready to 

send out? Who approves your written work before it leaves the office?  
• Do you write alone or as part of a team?  
• How did your education prepare you for the communication tasks of your job? And, how 

didn't your education prepare you?  
• Do you have any advice concerning how to prepare for a job after college?  

 
The rest of the questions and the final direction of the interview are up to you and the 
interviewee. You are welcome to ask about education, job responsibilities, career opportunities, 
unique aspects of the position, and any other relevant questions. 



	

Unit	3:	Professional	Redesign	Project	|	English	235:	Technical	Writing	|	Winter	2016	|	Marisa	Lamb	

233	

Submission Instructions 
For your interview, report the following information and submit through Canvas:  

1. Name, title, and organization of interviewee 
2. Date, time, and location of interview 
3. A summary of your interview (200-500 words) 

• Explanation of why you chose the interviewee 
• Key points from your interview 

 
Audience: Instructor | Due Date: Thursday, March 10, 2016 | Submit: Text entry on Canvas 
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Informational Report – Career Guide  

Purpose 
You’re crafting this Career Guide (a sub-genre of an informational report focused on providing 
information on a specific career) as a “how-to” guide for people who are considering choosing 
your intended major of study and career—they’re into the same field as you. Keep in mind that 
you are writing for an audience of people who haven’t yet declared a major yet, so your 
information needs to be tailored around that context.  

Career Guide Components and Content 
Your guide should be a creative and informative approach to a career guide. Your presentation of 
the information should keep in mind the basics of design and technical communication. It should 
be clear, rhetorically savvy, and appropriate for our chosen audience.  
 
It should include, but is not limited to, the following components: 

• Title and cover page 
• Table of contents 
• Introduction 
• Educational requirements for entering the field 
• The state of the field (e.g., jobs available, areas of the country, average pay) 
• Common duties and tasks of the job 
• Communication strategies in the job 
• Keys for success 
• Informational report on interview and synthesis of information  
• References and resources 
• Other information, as needed 

 
Your career guide will require you to do outside research. You’ll be drawing on your interview 
and from sites like the Bureau of Labor Statistics, information from your interview, and other 
resources, as needed.  

Submission Instructions 
Audience: Peers and coworkers, primarily those in your desired career field | Due Date: 
Thursday, March 10, 2016 | Submit: Canvas and professional prints to instructor 
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Unit 4: Proposal for Professional Writing Workshop  
Cover Letter | Résumé / CV | Writing Workshop Proposal Outline 

Overview  
Using what you have learned this quarter, compose a formal application proposing a technical 
writing workshop on a subject of your choice to your employer. As part of the application, you 
will compose a cover letter, résumé, and proposal detailing your workshop content and 
chronology with justifications for your choices. 

Assignment Goals  
Practice composing cover letters and résumés or CVs 
Develop a proposal for a writing workshop in your future profession 
Synthesize course content and assignment materials 
Reflect on your knowledge as a technical communicator 

Situation and Audience 
You are working a dream job—in the same field you researched and explored for you Career 
Guide. Your employer has identified a need for a writing workshop in your department, and your 
supervisor recommended you develop a proposal for the workshop, as you are equipped with 
technical writing experience. Consider what topic would be relevant and useful for a writing 
workshop, and tailor your proposal to the context of your career and field. Your primary 
audience for the cover letter, résumé, and proposal will be your employer, but the proposed 
workshop audience will differ and need clarification by you. 

Unit 4 Components and Evaluation 
This unit is worth 10% of your final grade, and the project deliverables will be graded as 
percentages of the unit once submitted. Each deliverable will be graded holistically, with 
emphasis on form and content, and all deliverables will be graded on issues of assignment, focus, 
organization, support, editing, and proofreading. All deliverables should be integrated into one 
professional document (PDF), though all components will receive individual grades.  
 

• Cover letter       (20% of Unit 4 grade) 
• Résumé or CV       (20% of Unit 4 grade) 
• Writing Workshop Proposal Outline   (60% of Unit 4 grade) 
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Cover Letter 
A cover letter provides you with the opportunity to contextualize your résumé and to make a 
case for yourself as a professional. However, a cover letter is neither a place to repeat 
information from your résumé nor a place to talk about what the job itself. Instead, you need to 
offer a compelling case for how the experiences highlighted in your résumé would make you a 
valuable applicant for the workshop.  
 
Also, this cover letter will include a brief discussion of your workshop proposal outline. This 
discussion will synthesize key components of your proposal outline’s justifications and explain 
your purpose for this workshop as a whole. As part of this, you must understand your rhetorical 
situation, especially your purpose and audience within your given context.   
 
For your cover letter, follow formatting and style appropriate for the genre and audience. 

Résumé or Curriculum Vitae (CV) 
Résumés and CVs are, first and foremost, persuasive documents. Your résumé or CV should be 
aesthetically pleasing, organized logically, and dense with concise information. For your résumé 
or CV, use an appropriate style for your particular industry or career.  
 
A CV is an academic résumé. Its form can be more flexible than the form of résumé that a 
corporate job seeker might have, but it does have its own rules and forms. Note that a CV is 
generally longer than a résumé and often provides much more detail than a résumé would. Also, 
a CV is more likely to include sections on special skills or special experiences relevant to your 
academic or research experience and career.  
 
For your résumé or CV, follow formatting and style appropriate for the genre and audience. 

Writing Workshop Proposal Outline 
For your professional writing workshop proposal, create a detailed outline of a three-hour 
workshop on a technical writing subject of your choice; it should, however, be relevant to your 
career and field. Your proposal outline should include, but is not limited to, the following: 

A clear plan or chronology of your workshop  
Details of specific workshop activities (e.g., writing prompts, group work, discussion, etc.) 
Justifications for your plan, which can take the form of annotations using Microsoft Word 

Track Changes comments or writing mini-paragraphs below each activity. Remember to 
direct your reasoning at your future employer—your target audience. 

 
For your workshop proposal, follow formatting and style appropriate for the genre and audience. 

Submission Instructions  
Audience: Your Employer in your desired career | Due Date: Wednesday, March 23, 2016 by 
10:20 am – NO LATE SUBMISSIONS | Submit: Canvas 
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Appendix D: Survey Questions 

Literacy	Survey	I	

		

For this survey, you will be asked questions about your background on literacy in terms of personal

and scholastic practices, such as your daily interactions with and views about literacy. The second

part of this survey will ask you questions about how these literacy practices are formed by and

cultivated in your hometown communities and circles.

Literacy (noun):

– the ability to read and write

– knowledge that relates to a specified subject

   (Merriam-Webster Dictionary)

The following questions ask you to consider your personal and scholastic literacy practices:

1. How often do you read as a personal practice?

Two or more times daily

Once daily

Once every few days

Once a week or less

2. What are you currently reading, and why?

3. How often do you write as a personal practice?

Two or more times daily

Once daily

Once every few days

Once a week or less

4. What are you currently writing, and why?
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5. In what other ways (such as helping with your work or interpersonal relationships) do you see literacy

playing a role in your everyday life?

6. Thinking about the personal and scholastic applications of literacy, why do you think literacy matters?
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Technology (noun):

– the use of science in industry, engineering, etc., to invent useful things or to solve problems

– a machine, piece of equipment, method, etc., that is created by technology

(Merriam-Webster Dictionary)

7. Considering the definition of technology above, do you believe technology is part of your literacy?

Yes

No

8. If you answered yes, explain why you believe technology is part of your literacy and how it is used.

9. If you answered no, explain why you believe technology is not part of your literacy.
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The following questions ask you about your personal and scholastic background:

Think about the literacy practices your hometown promotes (e.g., access to libraries and books;

access to computers and Internet; promotion of art and cultural events; promotion of special

interest groups, such as 4H, FFA, Boy Scouts, Girl Scouts, book clubs, quilting circles; or others).

Least

literate Most literate

10. With these ideas of literacy in mind, on a scale of 1-10, with 10 being the most literate and 1 being

least literate, how would you rank your hometown community in terms of literacy?

11. Describe your hometown:

Rural (less than 2,500 people)

Suburban (2,500-50,000 people)

Urban (50,000 or more people)
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Please explain your answer.

12. Before taking this class, which focuses on literacy and literacy practices, had you thought about your

own literacy as a relevant and contributing factor to your success in everyday life outside of school

settings?

Yes

No

Name  

13. Please write your first and last names below for possible follow-up interviews.*
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Literacy	Survey	II	

	

For this survey, you will be asked questions about your background on literacy in terms of personal

and scholastic practices, such as your daily interactions with and views about literacy. The second

part of this survey will ask you questions about how these literacy practices are formed by and

cultivated in your hometown communities and circles.

Literacy (noun):

– the ability to read and write

– knowledge that relates to a specified subject

   (Merriam-Webster Dictionary)

The following questions ask you to consider your personal and scholastic literacy practices:

1. How often do you read as a personal practice?

Two or more times daily

Once daily

Once every few days

Once a week or less

2. What are you currently reading, and why?

3. How often do you write as a personal practice?

Two or more times daily

Once daily

Once every few days

Once a week or less

4. What are you currently writing, and why?
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5. In what ways do you see literacy playing a role in your scholastic (i.e., academic) work?

6. In what other ways (such as helping with your work or interpersonal relationships) do you see literacy

playing a role in your everyday life?
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7. Do you think that literacy is a relevant and contributing factor to your success in everyday life outside of

school settings?

Yes

No

8. If you answered yes, explain the reason(s) why you think that literacy is a relevant and contributing

factor to your success in everyday life outside of school settings.

9. If you answered no, explain the reason(s) why you think that literacy is not a relevant and contributing

factor to your success in everyday life outside of school settings.

10. Thinking about the personal and scholastic applications of literacy, why do you think literacy matters?
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Technology (noun):

– the use of science in industry, engineering, etc., to invent useful things or to solve problems

– a machine, piece of equipment, method, etc., that is created by technology

(Merriam-Webster Dictionary)

11. Considering the definition of technology above, do you believe technology is part of your literacy?

Yes

No

12. If you answered yes, explain the reason(s) why you believe technology is part of your literacy and how

it is used.

13. If you answered no, explain the reason(s) why you believe technology is not part of your literacy.
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The following questions ask you about your personal and scholastic background:

Think about the literacy practices your hometown promotes (e.g., access to libraries and books;

access to computers and Internet; promotion of art and cultural events; promotion of special

interest groups, such as 4H, FFA, Boy Scouts, Girl Scouts, book clubs, quilting circles; or others).

Least

literate Most literate

14. With these ideas of literacy in mind, on a scale of 1-10, with 10 being the most literate and 1 being

least literate, how would you rank your hometown community in terms of literacy?

15. Considering the literacy practices your hometown promotes, do you believe that your hometown affects

your personal literacy?

Yes

No

16. If you answered yes, explain the reason(s) why you believe that your hometown affects your personal

literacy.

17. If you answered no, explain the reason(s) why you do not believe that your hometown affects your

personal literacy.
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Please explain your choice.

18. Describe your hometown:

Rural

Suburban or Semi-Urban

Urban
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Name  

19. Please write your first and last names below for possible follow-up interviews.*

20. Please select your English course.*

English 101

Technical Writing



	

	

249	

Literacy	Survey	III	

	

For this survey, you will be asked questions about your background on literacy in terms of personal

and scholastic practices, such as your daily interactions with and views about literacy. Additionally,

this survey will ask you questions about how these literacy practices are formed by and cultivated

in your hometown communities and circles.

Literacy (noun):

– the ability to read and write

– knowledge that relates to a specified subject

Literate (adjective):

– able to read and write

– having or showing knowledge about a particular subject

(Merriam-Webster Dictionary)

The following questions ask you to consider your personal and scholastic literacy practices:

1. Do you see yourself as literate?

Yes

No

2. If you answered yes, explain why you see yourself as literate and how this matters in your everyday life.

3. If you answered no, explain why you do not see yourself as literate.
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4. Do you think that literacy is a relevant and contributing factor to your success in everyday life outside of

school settings?

Yes

No

5. If you answered yes, explain the reason(s) why you think that literacy is a relevant and contributing

factor to your success in everyday life outside of school settings.

6. If you answered no, explain the reason(s) why you think that literacy is not a relevant and contributing

factor to your success in everyday life outside of school settings.
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7. How often do you read as a personal practice?

Two or more times daily

Once daily

Once every few days

Once a week or less

8. What are you currently reading, and why?

9. How often do you write as a personal practice?

Two or more times daily

Once daily

Once every few days

Once a week or less

10. What are you currently writing, and why?
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11. In what ways do you see literacy playing a role in your scholastic (i.e., school) work?

12. In what other ways (such as helping with your work or interpersonal relationships) do you see literacy

playing a role in your everyday life?

13. Thinking about the personal and scholastic applications of literacy, why do you think literacy matters?
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Technology (noun):

– the use of science in industry, engineering, etc., to invent useful things or to solve problems

– a machine, piece of equipment, method, etc., that is created by technology

(Merriam-Webster Dictionary)

14. Considering the definition of technology above, do you believe technology is part of your literacy?

Yes

No

15. If you answered yes, explain the reason(s) why you believe technology is part of your literacy and how

it is used.

16. If you answered no, explain the reason(s) why you believe technology is not part of your literacy.

17. What technologies are part of your literacy?

Smartphone

Telephone

Desktop computer

Laptop computer

Tablet (e.g., iPad, Kindle Fire)

e-reader (e.g., Kindle)

Others (please specify)

18. How and why do you use these technologies?
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19. Where do you access the internet outside of school? Check all that apply.

Home

Library

Smartphone (data plan)

Coffee shop, restaurant, or similar

Other (please specify)
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The following questions ask you about your personal and scholastic background:

Think about the literacy practices your hometown promotes (e.g., access to libraries and books;

access to computers and Internet; promotion of art and cultural events; promotion of special

interest groups, such as 4H, FFA, Boy Scouts, Girl Scouts, book clubs, quilting circles; or others).

Least

literate Most literate

20. With these ideas of literacy in mind, on a scale of 1-10, with 10 being the most literate and 1 being

least literate, how would you rank your hometown community in terms of literacy?

21. Considering the literacy practices your hometown promotes, do you believe that your hometown affects

your personal literacy?

Yes

No

22. If you answered yes, explain the reason(s) why you believe that your hometown affects your personal

literacy.

23. If you answered no, explain the reason(s) why you do not believe that your hometown affects your

personal literacy.
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Please explain your choice.

24. Describe your hometown:

Rural

Rural-Suburban

Suburban or Semi-Urban

Suburban-Urban

Urban

25. Describe characteristics of your hometown that may differ from categories determined by its population

(e.g., farming, livestock, retail, industry, or others).
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26. Please select your English course.*

English 101

Technical Writing

27. How has your understanding of how literacy is relevant and a contributing factor to your success in

everyday life outside of school settings shifted from the beginning of the quarter?

28. How has your current English course affected your understanding of literacy?
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29. What English classes have you taken before this course? Check all that apply.

No college English

English 98

English 99

English 101

English 102

English 235

Other (please specify)

30. What are your education goals? Check all that apply.

Associate’s degree from CBC

Earn a certificate at CBC

Transfer to a four-year institution for a bachelor's degree (e.g., BA, BS)

Graduate school (e.g., MA, MS, MFA, PhD)

Professional school (e.g., MD, JD)

Other (please specify)

31. Language(s) spoken at home

English

Spanish

Russian

Other or multiple language (please specify)

32. Sex

Female

Male

Prefer not to answer
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33. Age

Younger than 18

18-22

23-25

25-29

30-39

40-49

50 or older

Prefer not to answer

34. Ethnicity

White

Hispanic or Latino

Black or African-American

Asian or Asian-American

American Indian or Alaska Native

Native Hawaiian or other Pacific Islander

Prefer not to answer
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Name

Hometown

State/Province -- select state --

Email Address

Phone Number

35. Please write name, hometown and state, and contact information (email address and/or phone

number).

*

Thank you for participating in this survey!

If you have comments, questions, or concerns, please contact Marisa Lamb (506-542-4649 or mlamb@columbiabasin.edu).
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Appendix E: Interview Questions 
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Interview Questions 
 
Preliminary questions establish consistency across interviews; other questions and follow-up questions 
may develop organically.  

Research Questions from Dissertation Proposal 
• How are “rural” and “rural literacy” defined? What are they and how can we identify them in 

the classroom setting? 
• How are students critically applying rural literacies and technologies in writing courses? 
• How do rural literacies affect how students see themselves as knowledgeable and literate? 
• How can writing teachers learn from studying writing students’ rural literacies and technology 

use in order to engage students existing knowledge in classroom practice? 
• What best practices can we identify for (writing) teachers who work with rural-area students? 

Interview Questions  

Literacy 
• How do you understand literacy? 
• Do you see yourself as literate?  

o What is/are your literacy/literacies? 
o How did these literacies develop? 
o Who taught you these literacies? 

• How do you use literacy in your life? In school? In your career? 
• Did your English composition course with me affect how you understand literacy? 

o If so, how? 
o If not, what could we have done differently? 

Community and Literacy 
• Does your family affect your literacy?  

o If so, how? Can you give me an example? 
§ E.g., family literacy, community literacy, rural literacy 

• Does your home community affect your literacy? If so, how? 
• Does your family and home community value literacy?  

o If so, how do you know this?  
o If not, why do you think this is the case? 

• How can your literacy support your community (rather than only learning from your home, 
family, or community)? 

• In what ways to you plan to apply your community literacy and literacies in general outside of 
and after this class? Be specific.  

o What did you learn about community and literacy in this English composition course 
with me? 

o How did this course influence your understanding of community and literacy? 

Technology and literacy, community 
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• Does your family or community affect your technology use? If so, how? 
• Does your family and home community value technology?  

o If so, how do you know this?  
o If not, why do you think this is the case? 

• What did you learn about technology in this English composition course with me? 
o How did this course influence your understanding of technology as a literacy or 

connected to literacy? 

Education and College 
• Why are you enrolled in college? 

o Why are you enrolled at CBC? (versus other colleges or universities) 
• What is your plan following graduation from CBC? 

o How do your literacies influence this plan? 
o How does your family or community influence this plan? 

• What are your career goals? 
o How do your literacies influence this plan? 
o How does your family or community influence this plan? 

• Where do you intend to live? Why? (e.g., do you intend to leave home? return?) 
 

• Explain your transition from K-12 to college.  
o Where were you before CBC? 
o Has the transition to college been difficult?  

§ If so, why?  
§ If not, why not? 

o Did you feel prepared for college? Why/why not? 
o Do you feel successful (i.e., achieving your goals, making forward progress) in college? 

§ If so, why? what has contributed to this?  
§ If not, why? 

• Do you ever feel stereotyped (marginalized, minoritized) because of your home community? 
o If so, how? Why do you think this is the case? 
o How do you deal with being stereotyped?? 
o Is there anything teachers could do to help your peers and teachers look past the 

stereotypes? 
• Do you feel that there are barriers (physical or metaphorical borders) that separate your (rural) 

home life and (urban) college or university or career goals? 
o If so, what are these barriers? 
o How do you deal with overcoming them? 

Teachers and Pedagogy 
• What do you wish your teachers knew about your (rural, home, everyday) literacies?  

o Why? 
• Could your teachers better serve your learning needs because of your literacies?  

o How and why? 
 
 

• What questions do you have for me? 
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Study Part 3: Interview Data 

The	third	part	of	my	multi-methodological	teacher	research	study	involved	students	from	

all	courses	in	the	study,	including	English	101:	Composition	I,	English	102:	Composition	II,	and	

English	235:	Technical	Writing,	a	total	of	five	classes	with	107	students	who	consented	to	

participate	in	the	study.	The	purpose	of	these	interviews	was	to	dig	deeply	into	students’	rural	

literacies.	Following	data	collection	for	all	courses,	I	identified	students	who	demonstrated	

significant	current	or	potential	future	engagement	of	rural	literacies	in	their	coursework	and/or	

survey	responses.	I	initially	reached	out	to	fourteen	students	to	request	30–60-minute	interviews	

in	my	campus	office	during	regular	school	hours;	also,	I	did	not	offer	a	monetary	or	other	incentive,	

and	I	emphasized	there	would	be	no	effect	on	academic	grades	a	result	of	participating	in	our	

interview)	In	the	end,	I	scheduled	and	conducted	six	interviews	with	as	many	students.		

Of	the	six	students	interviewed,	five	students	identified	as	males	and	one	as	female.	

Students	interviewed	had	been	enrolled	in	all	course	categories,	with	three	from	English	101:	

Composition	I,	one	from	English	102:	Composition	II,	and	four	from	English	235:	Technical	Writing	

(one	student	enrolled	in	both	my	English	101	and	102	courses,	and	another	enrolled	in	both	English	

101	and	235),	as	shown	in	Error!	Reference	source	not	found..	(Note:	Even	though	I	reported	on	

in-class	and	survey	data	only	from	English	101	and	102	courses	in	Chapters	3	and	4,	I	interviewed	

participants	enrolled	in	Technical	Writing	courses	and	I	include	their	information	in	this	chapter	

because	these	students	responded	to	requests	for	interviews	at	a	very	high	rate	[100%	response	

and	completion	of	interview]	compared	to	English	101	and	102	students	[50%	and	20%,	

respectively].)	With	a	low	rate	of	response	to	interview	requests	and	a	skewed	diversity	in	gender,	

there	are	potential	reasons	why	these	interview	participant	demographics	are	unbalanced	and	do	

not	accurately	represent	the	population	of	the	entire	study’s	participants.		
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Table	5.	Numbers	of	students	contacted	and/or	interviewed	

 English 101 English 102 English 235 
Number*	of	students	
contacted	

6	 5	 4	

Number*	of	students	
interviewed	

3	 1	 4	

Percentage	of	students	
interviewed	

50	 20	 100	

Total	number	of	
students	interviewed	

6	

	 *	Some	students	were	enrolled	in	more	than	one	class	during	the	study.	
	

First,	I	conducted	interviews	at	the	end	of	the	Spring	2016	quarter,	and	students	were	

preparing	for	the	end	of	the	quarter,	which	included	final	exams,	projects,	and	papers,	and/or	had	

already	left	campus	for	summer	break,	despite	the	remainder	of	class	time.	While	teaching,	I	

observed	that	some	students	do	not	respond	to	email,	particularly	email	on	the	college	account,	and	

others	do	not	reply	to	direct	messages	through	the	college’s	course	management	system	Canvas.	

Secondly,	all	of	the	students	who	responded	to	my	request	for	interviews	were	high-achieving	

students	with	final	grades	above	3.0,	or	a	solid	B	average,	and	several	received	4.0	or	A.	Thirdly,	

only	one	female	student	responded	to	my	request	for	an	interview,	despite	my	efforts	to	reach	out	

to	and	encourage	more	female	students	to	respond	and	participate	in	interviews.	Of	the	100	

consenting	students	who	participated	in	the	study	and	completed	each	course,	a	number	slightly	

lower	than	initial	consenting	participants	due	to	attrition,	44%	identified	as	male	and	56%	as	

female.	This	gender	dynamic	nearly	reflects	the	gender	demographics	at	the	college	itself,	with	48%	

male	and	52%	female	(American	Association	of	Community	Colleges).	Please	see	Error!	Reference	

source	not	found.	for	comparisons.		
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Figure	21.	Percentages	of	male/female	students	in	college	population,	study,	and	interviews	

As	more	male	students	participated	in	interviews,	there	could	be	a	connection	to	male	and	

female	students’	interests	in	rural	issues;	perhaps	male	students	are	more	likely	to	address	rural	

literacy	directly	than	female	students	who	participated	in	the	courses	and	surveys.	All	male	

students	interviewed,	as	well	as	others	who	did	not	respond	to	requests,	addressed	rural	area	

issues	in	their	coursework.	Fourth,	there	remains	the	potential	that	students	contacted	were	simply	

too	busy	to	participate	in	interviews.	For	instance,	during	finals	week,	two	female	students	who	did	

not	respond	to	my	request	for	interviews	visited	during	office	hours	to	discuss	their	final	paper	and,	

importantly,	the	students	disclosed	that	they	were	visiting	office	hours	during	a	lunch	break	from	

their	work	in	the	fields.	These	young	women	were	working	fourteen-hour	agricultural	shifts	in	the	

fields	and	spent	their	break	asking	for	help	on	a	final	paper—perhaps	these	minutes	were	all	the	

time	they	were	willing	to	spare.		

Though	interview	data	remains	insightful	and	valuable	to	this	study	and	discussion,	I	will	

include	summaries	of	interviews	and	participants’	responses	to	interview	quotations	as	part	of	

Chapter	5,	where	I	will	discuss	best	practices	and	curricular	revisions.	In-depth	information,	or	case	

studies,	will	be	explored	in	a	further,	future	project.	
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Appendix F: Recruitment Materials and Consent Forms 
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Recruitment	Materials:		
Script	to	Introduce	Assent	and	Consent	Forms	
	
Marisa	Lamb	
Redefining	the	Rural:	Investigating	Rural	Writers’	Literacies	and	Technology	Use	
	
	
Script	to	Introduce	Assent	and	Consent	Forms	
	
Good	morning,	students.	
	
As	you	know,	my	name	is	Marisa	Lamb,	and	I	am	an	Assistant	Professor	of	English	here	at	Columbia	
Basin	College.	I	am	conducting	a	study	for	my	dissertation,	and	I	am	asking	for	your	help	by	
participating	in	this	study.	
	
The	purpose	of	this	study	is	to	look	at	students’	literacies	in	order	to	better	understand	the	ways	in	
which	rural	literacy	is	defined,	discussed,	taught,	and	applied	in	education.	Basically,	this	means	
that	I	will	be	looking	at	the	way	students	see	themselves	as	literate	or	not,	and	then	using	that	to	
help	writing	teachers	develop	courses	that	better	serve	the	students	local	to	CBC	and	at	other	
colleges	and	universities.	
	
You	will	already	take	part	in	the	writing	workshops,	surveys,	meetings,	and	other	study	
components,	including	assignment	writing	and	submission,	as	part	of	this	English	class.	The	study	is	
separate	from	the	course	work	in	that	you	will	be	asked	to	share	writing,	including	your	daily	
writing	and	final	assignments.	Also,	you	may	be	asked	to	participate	in	an	interview	after	the	
quarter	has	finished.	The	longest	you	would	be	contacted	to	help	me	would	be	through	the	end	of	
Spring	2016.	
	
I	want	to	emphasize	that	your	consent	in	the	study	is	voluntary,	and	it	will	not	affect	your	grades	in	
any	way.	Efforts	will	be	made	to	keep	your	study-related	information	confidential.	You	will	be	not	
be	identified	by	name	in	any	research	or	publication.	There	is	no	monetary	cost	for	participating	in	
this	research	other	than	your	time.	
	
You	should	ask	any	questions	you	have	before	making	up	your	mind	about	participating,	and	I	can	
help	you	answer	them.	It	is	okay	to	say	“No”	if	you	don’t	want	to	be	in	the	study.	If	you	say	“Yes”	you	
can	change	your	mind	and	quit	being	in	the	study	at	any	time	without	getting	in	trouble.	
	
This	study	may	benefit	by	strengthening	your	understanding	of	the	applications	of	literacy	and	
writing	in	your	own	lives	and	in	your	academic	and	professional	careers.	You	are	already	
participating	in	the	class,	so	you	will	be	benefitting	from	it,	too.	
	
These	forms	are	the	“Adult	Consent	Form	for	Participation	in	Research,”	“Assent	for	Child	Form	for	
Participation	in	Research,”	and	“Parental	Permission	for	Child’s	Participation	in	Research.”	The	
Adult	Consent	form	is	for	those	of	you	who	are	18	years	of	age	or	older,	and	the	Assent	for	Child	
form	and	Parental	Permission	form	is	for	students	who	are	under	18—you	will	need	a	parent	or	
guardian’s	permission	in	addition	to	your	own,	so	take	them	both	home,	have	a	parent	or	gyardian	
sign	the	Parental	Permission	form,	and	bring	it	back	to	class.	
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Please	take	time	to	read	through	this	form,	as	it	has	more	details.	If	and	when	you	are	ready	to	sign,	
please	use	a	blue	or	black	pen.	The	date	today	is	[X].	If	you	have	questions,	please	ask.	Thank	you!	
	
	
Contact	Information	
	
For	questions,	concerns,	or	complaints	about	the	study	you	may	contact	Marisa	Lamb,	principal	
investigator,	at	mlamb@columbiabasin.edu	or	509-542-4269.	
	
For	questions	about	your	rights	as	a	participant	in	this	study	or	to	discuss	other	study-related	
concerns	or	complaints	with	someone	who	is	not	part	of	the	research	team,	you	may	contact	Joe	
Montgomery,	Dean	of	Institutional	Effectiveness	at	Columbia	Basin	College	for	the	Institutional	
Review	Board,	at	jmontgomery@columbiabasin.edu	or	509-544-4935.		
	
Also,	you	may	contact	the	University	of	Arizona	Human	Subjects	Protection	Program	at	520-626-
6721	or	online	at	http://rgw.arizona.edu/compliance/human-subjects-protection-program.	If	you	
are	injured	as	a	result	of	participating	in	this	study	or	for	questions	about	a	study-related	injury,	
then	you	should	seek	treatment.	The	University	of	Arizona	has	no	funds	set	aside	for	the	payment	of	
treatment	expenses	for	this	study.	
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Adult Consent Form for Participation in Research 
 

Study Title:  
Redefining the Rural: Investigating Rural Writers’ Literacies and Technology Use 

Principal Investigator:  
Marisa Lamb, Assistant Professor of English, Columbia Basin College 

• I am asking you to be in a research study. Studies are done to find better ways to do 
something or to understand things better. 

• This form will tell you about the study to help you decide whether or not you want to 
participate. 

• You should ask any questions you have before making up your mind. You can think about 
it and discuss it with your family or friends before you decide. 

• It is okay to say “No” if you don’t want to be in the study. If you say “Yes” you can change 
your mind and quit being in the study at any time without getting in trouble. 

 
Why is this study being done?  
The purpose of this study is to examine the concepts of “rural” and “rural literacy” in order to extend 
and complicate the ways in which rural literacy is defined, discussed, taught, and applied in education as 
part of a dissertation study for the University of Arizona by of Marisa Lamb (Principal Investigator). 
Additionally, I will examine the connections of rural literacy and technology use, particularly when 
employed by student writers in composition and technical writing courses. By conducting a multi-
methodological study (including surveys, observations, interviews, and collection of student writing) at 
Columbia Basin College, a rural-serving two-year college in Washington State, and evaluating the results, 
I expect to blend the voices of students in rural areas with the theoretical discussions in academia. 
Ultimately, this project will help writing teachers develop a greater understanding of rural literacies and 
how we can educate the students on the value of their own literacies that they bring to our classrooms 
and also prepare rural students for future literacy learning.  
 
What will happen if I take part in this study?  
You will already take part in the writing workshops, surveys, meetings, and other study components, 
including assignment writing and submission, as part of the ENGL&101: English Composition I and/or 
ENGL&235: Technical Writing curricula at Columbia Basin College with Marisa Lamb.  
 
The study is separate from the course work in that you will be asked to share writing, including your  
daily writing and final assignments. I will collect the pre-, mid-, and post-term surveys (10-20 minutes 
per survey) that you will take as part of the course curriculum. Also, you may be asked to participate in 
an interview and agree to being audio and/or videotaped during that interview (30-60 minutes per 
interview) after the Winter 2016 quarter has finished. You will be asked about your past and current 
writing and how you view that writing, as well as questions about your learning and writing experiences 
in the past. Each of these tasks will be used strictly for research purposes only and will take place at the 
workshop setting and during the designated times. 
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How long will I be in the study?  
The length of this study will be two quarters: Winter and Spring 2016. The majority of the research will 
occur during daily activities, with writing assignments, and through surveys. During the two quarters, 
participants may be asked to give a brief interview. 
 
How many people will take part in this study?  
There will approximately 70-81 students asked to volunteer for the study. Depending on results from 
the first quarter, approximately 10 people are expected to participate in the follow-up interviews.  
 
Can I stop being in the study? 
Your participation is voluntary. You may refuse participation in this study. If you take part in the study, 
you may leave the study at any time. No matter what decision you make, there will be no penalty to you 
and you will not lose any of your usual benefits. Your decision will not affect your future relationship 
with Columbia Basin College or The University of Arizona. As you are a student or if you are an employee 
at Columbia Basin College or The University of Arizona, your decision will not affect your grades or 
employment status. At any time, you may ask for documentation of this non-effect of your grades.  
 
What risks, side effects, or discomforts can I expect from being in the study?  
As a student, your consent is voluntary, and it will not affect your grades. If you feel discomfort or stress 
as a result of the connection between your name and demographic information, you may choose not to 
consent to participation in the study or participation in follow-up interviews. However, as student 
consent will not be disclosed until after the term has concluded, those who anticipate discomfort or 
stress will not be included in the study. During interviews, if you experience emotional stress at any 
time, then you may end the interview sessions. You may end the interview sessions at any time. You 
may stop answering any questions at any time. You may stop participating without any penalty. If you 
experience anger or sadness during an interview session, then the interviewer will help as needed. In 
publications about this study, students will not be identified by name.  
 
If risks were to occur, they would be addressed immediately. If needed, the interviewer will contact 
CBC-located staff that can provide counseling or other assistance. 
 
What benefits can I expect from being in the study?  
This study may benefit you. This may strengthen your understanding of the applications of literacy and 
writing in your own lives and in your academic and professional careers.  
 
What other choices do I have if I do not take part in the study? 
You may choose not to participate in this study without penalty or loss of benefits to which you are 
otherwise entitled. Your grade in the class or participation in the personal statements workshop will not 
be affected. 
 
Will my study-related information be kept confidential? 
Efforts will be made to keep your study-related information confidential. However, there may be 
circumstances where this information must be released. For example, personal information regarding 
your participation in this study may be disclosed if required by state law.  
 
You will be not be identified by name in any research or publication. The electronic information 
obtained in this research will be stored on a firewall-protected computer and any hardcopies will be 
stored in a file cabinet in a locked office for six years. All materials will be deleted after that time.  
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Also, your records may be reviewed by the following groups: 
- The Columbia Basin College Institutional Review Board or Office of Institutional Research 
- The University of Arizona Institutional Review Board or Office of Responsible Research Practices 
 
What are the costs of taking part in this study? 
There is no monetary cost for participating in this research other than your time. 
 
Who can answer my questions about the study? 
For questions, concerns, or complaints about the study you may contact Marisa Lamb, principal 
investigator, at mlamb@columbiabasin.edu or 509-542-4269. 
 
For questions about your rights as a participant in this study or to discuss other study-related concerns 
or complaints with someone who is not part of the research team, you may contact Joe Montgomery, 
Dean of Institutional Effectiveness at Columbia Basin College for the Institutional Review Board, at 
jmontgomery@columbiabasin.edu or 509-544-4935.  
 
Also, you may contact the University of Arizona Human Subjects Protection Program at 520-626-6721 or 
online at http://rgw.arizona.edu/compliance/human-subjects-protection-program. If you are injured as 
a result of participating in this study or for questions about a study-related injury, then you should seek 
treatment. The University of Arizona has no funds set aside for the payment of treatment expenses for 
this study. 
 
An Institutional Review Board responsible for human subjects research at Columbia Basin College and at 
The University of Arizona reviewed this research project and found it to be acceptable, according to 
applicable state and federal regulations and University policies designed to protect the rights and 
welfare of participants in research. 
 
Signing the permission form for your participation 
I have read (or someone has read to me) this form, and I am aware that I am being asked to participate 
in a research study. I have had the opportunity to ask questions and have had them answered to my 
satisfaction. I voluntarily agree to participate in this study.  
 
I am not giving up any legal rights by signing this form. I will be given a copy of this form. 
 

 
 

  

Printed name of participant  Signature of participant 
 

 
 

 

Date  
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Assent for Child Form for Participation in Research 
 

Study Title:  
Redefining the Rural: Investigating Rural Writers’ Literacies and Technology Use 

Principal Investigator:  
Marisa Lamb, Assistant Professor of English, Columbia Basin College 

• I am asking you to be in a research study. Studies are done to find better ways to do 
something or to understand things better. 

• This form will tell you about the study to help you decide whether or not you want to 
participate. 

• You should ask any questions you have before making up your mind. You can think about 
it and discuss it with your family or friends before you decide. 

• Your parent or legal guardian must sign a Parental Permission form because you are under 
the age of 18, in addition to your agreement to participate. 

• It is okay to say “No” if you don’t want to be in the study. If you say “Yes” you can change 
your mind and quit being in the study at any time without getting in trouble. 

 
Why is this study being done?  
The purpose of this study is to examine the concepts of “rural” and “rural literacy” in order to extend 
and complicate the ways in which rural literacy is defined, discussed, taught, and applied in education as 
part of a dissertation study for the University of Arizona by of Marisa Lamb (Principal Investigator). 
Additionally, I will examine the connections of rural literacy and technology use, particularly when 
employed by student writers in composition and technical writing courses. By conducting a multi-
methodological study (including surveys, observations, interviews, and collection of student writing) at 
Columbia Basin College, a rural-serving two-year college in Washington State, and evaluating the results, 
I expect to blend the voices of students in rural areas with the theoretical discussions in academia. 
Ultimately, this project will help writing teachers develop a greater understanding of rural literacies and 
how we can educate the students on the value of their own literacies that they bring to our classrooms 
and also prepare rural students for future literacy learning.  
 
What will happen if I take part in this study?  
You will already take part in the writing workshops, surveys, meetings, and other study components, 
including assignment writing and submission, as part of the ENGL&101: English Composition I and/or 
ENGL&235: Technical Writing curricula at Columbia Basin College with Marisa Lamb.  
 
The study is separate from the course work in that you will be asked to share writing, including your 
daily writing and final assignments. I will collect the pre-, mid-, and post-term surveys (10-20 minutes 
per survey) that you will take as part of the course curriculum. Also, you may be asked to participate in 
an interview and agree to being audio and/or videotaped during that interview (30-60 minutes per 
interview) after the Winter 2016 quarter has finished. You will be asked about your past and current 
writing and how you view that writing, as well as questions about your learning and writing experiences 
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in the past. Each of these tasks will be used strictly for research purposes only and will take place at the 
workshop setting and during the designated times. 
 
How long will I be in the study?  
The length of this study will be two quarters: Winter and Spring 2016. The majority of the research will 
occur during daily activities, with writing assignments, and through surveys. During the two quarters, 
participants may be asked to give a brief interview. 
 
How many people will take part in this study?  
There will approximately 70-81 students asked to volunteer for the study. Depending on results from 
the first quarter, approximately 10 people are expected to participate in the follow-up interviews.  
 
Can I stop being in the study? 
Your participation is voluntary. You may refuse participation in this study. If you take part in the study, 
you may leave the study at any time. No matter what decision you make, there will be no penalty to you 
and you will not lose any of your usual benefits. Your decision will not affect your future relationship 
with Columbia Basin College or The University of Arizona. As you are a student or if you are an employee 
at Columbia Basin College or The University of Arizona, your decision will not affect your grades or 
employment status. At any time, you may ask for documentation of this non-effect of your grades.  
 
What risks, side effects, or discomforts can I expect from being in the study?  
As a student, your consent is voluntary, and it will not affect your grades. If you feel discomfort or stress 
as a result of the connection between your name and demographic information, you may choose not to 
consent to participation in the study or participation in follow-up interviews. However, as student 
consent will not be disclosed until after the term has concluded, those who anticipate discomfort or 
stress will not be included in the study. During interviews, if you experience emotional stress at any 
time, then you may end the interview sessions. You may end the interview sessions at any time. You 
may stop answering any questions at any time. You may stop participating without any penalty. If you 
experience anger or sadness during an interview session, then the interviewer will help as needed. In 
publications about this study, students will not be identified by name.  
 
If risks were to occur, they would be addressed immediately. If needed, the interviewer will contact 
CBC-located staff that can provide counseling or other assistance. 
 
What benefits can I expect from being in the study?  
This study may benefit you. This may strengthen your understanding of the applications of literacy and 
writing in your own lives and in your academic and professional careers.  
 
What other choices do I have if I do not take part in the study? 
You may choose not to participate in this study without penalty or loss of benefits to which you are 
otherwise entitled. Your grade in the class or participation in the personal statements workshop will not 
be affected. 
 
Will my study-related information be kept confidential? 
Efforts will be made to keep your study-related information confidential. However, there may be 
circumstances where this information must be released. For example, personal information regarding 
your participation in this study may be disclosed if required by state law.  
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You will be not be identified by name in any research or publication. The electronic information 
obtained in this research will be stored on a firewall-protected computer and any hardcopies will be 
stored in a file cabinet in a locked office for six years. All materials will be deleted after that time.  
 
Also, your records may be reviewed by the following groups: 
- The Columbia Basin College Institutional Review Board or Office of Institutional Research 
- The University of Arizona Institutional Review Board or Office of Responsible Research Practices 
 
What are the costs of taking part in this study? 
There is no monetary cost for participating in this research other than your time. 
 
Who can answer my questions about the study? 
For questions, concerns, or complaints about the study you may contact Marisa Lamb, principal 
investigator, at mlamb@columbiabasin.edu or 509-542-4269. 
 
For questions about your rights as a participant in this study or to discuss other study-related concerns 
or complaints with someone who is not part of the research team, you may contact Joe Montgomery, 
Dean of Institutional Effectiveness at Columbia Basin College for the Institutional Review Board, at 
jmontgomery@columbiabasin.edu or 509-544-4935.  
 
Also, you may contact the University of Arizona Human Subjects Protection Program at 520-626-6721 or 
online at http://rgw.arizona.edu/compliance/human-subjects-protection-program. If you are injured as 
a result of participating in this study or for questions about a study-related injury, then you should seek 
treatment. The University of Arizona has no funds set aside for the payment of treatment expenses for 
this study. 
 
An Institutional Review Board responsible for human subjects research at Columbia Basin College and at 
The University of Arizona reviewed this research project and found it to be acceptable, according to 
applicable state and federal regulations and University policies designed to protect the rights and 
welfare of participants in research. 
 
Signing the permission form for your participation 
I have read (or someone has read to me) this form, and I am aware that I am being asked to participate 
in a research study. I have had the opportunity to ask questions and have had them answered to my 
satisfaction. I voluntarily agree to participate in this study.  
 
I am not giving up any legal rights by signing this form. I will be given a copy of this form. 
 

 
 

  

Printed name of participant  Signature of participant 

 
 
 

 

Date  
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Parental Permission for Child’s Participation in Research 
 

Study Title:  
Redefining the Rural: Investigating Rural Writers’ Literacies and Technology Use 

Principal Investigator:  
Marisa Lamb, Assistant Professor of English, Columbia Basin College 

 
This is a parental permission form for research participation.  
It contains important information about this study and what to expect if you permit your child to 
participate. Please consider the information carefully. Feel free to discuss the study with your friends 
and family and to ask questions before making your decision whether or not to permit your child to 
participate. 
 
Why is this study being done?  
The purpose of this study is to examine the concepts of “rural” and “rural literacy” in order to extend 
and complicate the ways in which rural literacy is defined, discussed, taught, and applied in education as 
part of dissertation study for the University of Arizona by of Marisa Lamb (Principal Investigator). 
Additionally, I will examine the connections of rural literacy and technology use, particularly when 
employed by student writers in composition and technical writing courses. By conducting a multi-
methodological study (including surveys, observations, interviews, and collection of student writing) at 
Columbia Basin College, a rural-serving two-year college in Washington State, and evaluating the results, 
I expect to blend the voices of students in rural areas with the theoretical discussions in academia. 
Ultimately, this project will help writing teachers develop a greater understanding of rural literacies and 
how we can educate the students on the value of their own literacies that they bring to our classrooms 
and also prepare rural students for future literacy learning.  
 
What will happen if your child takes part in this study?  
Your child will already take part in the writing workshops, surveys, meetings, and other study 
components, including assignment writing and submission, as part of the ENGL&101: English 
Composition I and/or ENGL&235: Technical Writing course curricula at Columbia Basin College with 
Marisa Lamb.  
 
The study is separate from the course work in that your child will be asked to share writing, including 
your child’s daily writing and final assignments. I will collect the pre-, mid-, and post-term surveys, which 
will take approximately 10-20 minutes to complete, that your child will take as part of the course 
curriculum during class time. Also, your child may be asked to participate in an interview and agree to 
being audio recorded during that interview after the Winter 2016 quarter has finished. Your child will be 
asked about his or her past and current writing and how he or she views that writing, as well as 
questions about his or her learning and writing experiences in the past. Each of these tasks will be used 
strictly for research purposes only and will take place at the workshop setting and during the designated 
times. 
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How long will your child be in the study?  
The length of this study will be two quarters: Winter and Spring 2016. The majority of the research will 
occur during daily activities, with writing assignments, and through surveys. During the two quarters, 
participants may be asked to give a brief interview. 
 
How many people will take part in this study?  
There will approximately 70-81 students asked to volunteer for the study. Depending on results from 
the first quarter, approximately 10 people are expected to participate in the follow-up interviews.  
 
Can your child stop being in the study? 
Your child’s participation is voluntary. He or she may refuse participation in this study. If your child takes 
part in the study, he or she may leave the study at any time. No matter what decision you make, there 
will be no penalty to your child and he or she will not lose any of his or her usual benefits. Your decision 
will not affect your child’s future relationship with Columbia Basin College or The University of Arizona. 
As your child is a student or if he or she is an employee at Columbia Basin College or The University of 
Arizona, your decision will not affect your grades or employment status. At any time, you may ask for 
documentation of this non-effect of your grades. 
 
What risks, side effects, or discomforts can your child expect from being in the study?  
Consent is voluntary, and it will not affect your grades. If your child feels discomfort or stress as a result 
of the connection between his or her name and demographic information, you may choose not to 
consent to participation in the study or participation in follow-up interviews. However, as student 
consent will not be disclosed until after the term has concluded, those who anticipate discomfort or 
stress will not be included in the study. During interviews, if your child experiences emotional stress at 
any time, then you may end the interview sessions. He or she may end the interview sessions at any 
time. He or she may stop answering any questions at any time. Your child may stop participating without 
any penalty. If he or she experiences anger or sadness during an interview session, then the interviewer 
will help as needed. In publications about this study, students will not be identified by name.  
 
If risks were to occur, they would be addressed immediately. If needed, the interviewer will contact 
CBC-located staff that can provide counseling or other assistance. 
 
What benefits can your child expect from being in the study?  
This study may benefit your child. This may strengthen his or her understanding of the applications of 
literacy and writing in his or her own life and in his or her academic and professional careers.  
 
What other choices does your child have if he or she does not take part in the study? 
Your child may choose not to participate in this study without penalty or loss of benefits to which you 
are otherwise entitled. His or her grade in the class or participation in the personal statements 
workshop will not be affected. 
 
Will your child’s study-related information be kept confidential? 
Efforts will be made to keep your child’s study-related information confidential. However, there may be 
circumstances where this information must be released. For example, personal information regarding 
your participation in this study may be disclosed if required by state law.  
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Your child will be not be identified by name in any research or publication. The electronic information 
obtained in this research will be stored on a firewall-protected computer and any hardcopies will be 
stored in a file cabinet in a locked office for six years. All materials will be deleted after that time.  
 
Also, your records may be reviewed by the following groups: 
- The Columbia Basin College Institutional Review Board or Office of Institutional Research 
- The University of Arizona Institutional Review Board or Office of Responsible Research Practices 
 
What are the costs of taking part in this study? 
There is no monetary cost for participating in this research other than your time. 
 
Who can answer my questions about the study? 
For questions, concerns, or complaints about the study you may contact Marisa Lamb, principal 
investigator, at mlamb@columbiabasin.edu or 509-542-4269. 
 
For questions about your child’s rights as a participant in this study or to discuss other study-related 
concerns or complaints with someone who is not part of the research team, you may contact Joe 
Montgomery, Dean of Institutional Effectiveness at Columbia Basin College for the Institutional Review 
Board, at jmontgomery@columbiabasin.edu or 509-544-4935.  
 
Also, you may contact the University of Arizona Human Subjects Protection Program at 520-626-6721 or 
online at http://rgw.arizona.edu/compliance/human-subjects-protection-program. If you are injured as 
a result of participating in this study or for questions about a study-related injury, then you should seek 
treatment. The University of Arizona has no funds set aside for the payment of treatment expenses for 
this study. 
 
An Institutional Review Board responsible for human subjects research at Columbia Basin College and at 
The University of Arizona reviewed this research project and found it to be acceptable, according to 
applicable state and federal regulations and University policies designed to protect the rights and 
welfare of participants in research. 
 
Signing the permission form for your child’s participation 
I have read (or someone has read to me) this form, and I am aware that I am being asked to participate 
in a research study. I have had the opportunity to ask questions and have had them answered to my 
satisfaction. I voluntarily agree to participate in this study.  
 
I am not giving up any legal rights by signing this form. I will be given a copy of this form. 
 
 

   
Printed name of participant 
 
 
 

  

Printed name of person authorized to provide permission for 
participant 
 
 

 Signature of person authorized to provide permission for 
participant 

Relationship to participant  Date 



	

	 

279	

	

	

	

This	page	is	intentionally	left	blank.	

	 	



	

	 

280	

WORKS CITED 
	

“2010	Census	Urban	and	Rural	Classification	and	Urban	Area	Criteria.”	Census.gov.	United	States	

Census	Bureau,	U.S.	Department	of	Commerce,	9	Feb.	2015.	

https://www.census.gov/geo/reference/ua/urban-rural-2010.html.	

“2010	Census	Urban	and	Rural	Classification	and	Urban	Area	Criteria.”	Census.gov.	United	States	

Census	Bureau,	U.S.	Department	of	Commerce,	9	Feb.	2015.	

https://www.census.gov/geo/reference/ua/urban-rural-2010.html.	

American	Association	of	Community	Colleges.	“Institution	Profile:	Columbia	Basin	College.”	

American	Association	of	Community	Colleges,	2017.	

http://www.aacc.nche.edu/Pages/CCProfile.aspx?master_customer_id=000000000502		

American	Association	of	Community	Colleges.	“Institution	Profile:	Columbia	Basin	College.”	

American	Association	of	Community	Colleges,	2017.		

Brandt,	Deborah.	Literacy	in	American	Lives.	Cambridge:	Cambridge	University	Press,	2001.	

Chiseri-Strater,	Elizabeth,	and	Bonnie	S.	Sunstein.	What	Works?	A	Practical	Guide	for	Teacher	

Research.	Portsmouth:	Heinemann,	2006.	

“College-Wide	Student	Learning	Outcomes.”	Columbia	Basin	College,	Pasco,	WA,	2014.	

https://www.columbiabasin.edu/index.aspx?page=1202	

“Columbia	Basin	College	Report.”	Northwest	Commission	on	Colleges	and	Universities	–	Chapter	One:	

Mission,	Core	Themes,	and	Expectations,	Washington	State	Board	for	Community	and	

Technical	Colleges,	15	Sept.	2011.		

“Columbia	Basin	College	Strategic	Plan:	2015-2020.”	Columbia	Basin	College,	Pasco,	WA,	2015.	

https://www.columbiabasin.edu/files/cbc-strategic-plan-1-15.pdf	



	

	 

281	

Cromartie,	John,	and	Shawn	Bucholtz.	“Defining	the	‘Rural’	in	Rural	America.”	Economic	Research	

Service,	United	States	Department	of	Agriculture,	1	Jun.	2008.	

http://www.ers.usda.gov/amber-waves/2008-june/defining-the-“rural”-in-rural-america		

Culverwell,	Wendy.	“Report:	Tri-Cities	is	food	processing	mecca.”	Tri-City	Herald	[Kennewick,	WA],	

5	Nov.	2016.	http://www.tri-cityherald.com/news/local/article112867333.html	

“Demographic	profile	of	Hispanics	in	Washington,	2014.”	Pew	Reserach	Center:	Hispanic	Trends,	

Pew	Research	Center,	2016.	http://www.pewhispanic.org/states/state/wa/	

Dewey,	John.	Experience	&	Education.	Touchstone	Books,	1938.		

Donehower,	Kim,	Charlotte	Hogg,	and	Eileen	E.	Schell,	eds.	Reclaiming	the	Rural:	Essays	on	Literacy,	

Rhetoric,	and	Pedagogy.	Southern	Illinois	UP,	2012.	

Donehower,	Kim,	Charlotte	Hogg,	and	Eileen	E.	Schell.	Rural	Literacies.	Carbondale:	Southern	

Illinois	UP,	2007.	

Donehower,	Kim.	“Rhetorics	and	Realities:	The	History	and	Effects	of	Stereotypes	about	Rural	

Literacies.”	Rural	Literacies,	edited	by	Kim	Donehower	et	al.,	Southern	Illinois	UP,	2007,	pp.	

37-76.	

Edmondson,	Jacqueline.	Prairie	Town:	Redefining	Rural	Life	in	the	Age	of	Globalization.	Roman	&	

Littlefield	Publishers,	Inc.	2003.		

Framework	for	Success	in	Postsecondary	Writing.	Council	of	Writing	Program	Administrators,	

National	Council	of	Teachers	of	English,	National	Writing	Project,	2011.	

“Franklin	County,	Washington.”	Pew	Research	Center:	Hispanic	Trends,	Pew	Research	Center,	2016.	

http://www.pewhispanic.org/states/county/53021/	

“Franklin	County,	Washington.”	Pew	Research	Center:	Hispanic	Trends,	Pew	Research	Center,	2016.	

http://www.pewhispanic.org/states/county/53021/	

Freire,	Paulo	and	Donaldo	Macedo.	Literacy:	Reading	the	Word	and	the	World.	Bergin	&	Garvey	

Publishers,	Inc.,	1987.		



	

	 

282	

Gardner,	Howard.	“The	Theory	of	Multiple	Intelligences.”	Annals	of	Dyslexia,	vol.	37,	no.	1,	1987,	pp.	

19-35.	

Gee,	James	Paul.	An	Introduction	to	Discourse	Analysis:	Theory	and	Method.	3rd	ed.	Routledge,	2011.	

González,	Norma,	Luis	C.	Moll,	and	Cathy	Amanti,	eds.	Funds	of	Knowledge:	Theorizing	Practices	in	

Households,	Communities,	and	Classrooms.	Lawrence	Erlbaum	Associates,	Publishers,	2005.	

González,	Norma.	“Beyond	Culture:	The	Hybridity	of	Funds	of	Knowledge.”	Funds	of	Knowledge:	

Theorizing	Practices	in	Households,	Communities,	and	Classrooms,	edited	by	González,	Norma	

et	al.,	Lawrence	Erlbaum	Associates,	Publishers,	2005.	

Graff,	Gerald.	“Disliking	Books	at	an	Early	Age.”	Lingua	Franca,	vol.	2,	no.	6,	1992,	pp.	45-51.	

Graff,	Gerald.	“Hidden	Intellectualism.”	Pedagogy,	vol.	1,	no.	1,	2001,	pp.	21-36.	

Green,	Bill,	and	Michael	Corbett.	Rethinking	Rural	Literacies:	Transnational	Perspectives.	New	York:	

Palgrave	MacMillan,	2013.	

Hogg,	Charlotte.	“Beyond	Agrarianism:	Toward	a	Critical	Pedagogy	of	Place.”	Rural	Literacies,	edited	

by	Kim	Donehower	et	al.,	Southern	Illinois	UP,	2007,	pp.	120-154.	

Johnson,	Jerry,	Daniel	Showalter,	Robert	Klein,	and	Christine	Lester.	Why	Rural	Matters	2013-2014:	

The	Condition	of	Rural	Education	in	the	50	States.	Rural	School	and	Community	Trust	Policy	

Program,	2014.		

Koricich,	Andrew.	“The	Effects	of	Rurality	on	College	Access	and	Choice.”	Unpublished	research	

paper,	2015.	http://www.aera.net/Portals/38/Newsroom%20-

%20Recent%20Research/The%20Effects%20of%20Rurality%20on%20College%20Access

%20and%20Choice.pdf	

Lamb,	Marisa	Sandoval.	“Writing:	An	Athletic	Performance.”	English	Journal,	vol.	104,	no.	1,	2014,	

pp.	62-67.	

Limerick,	Patricia	Nelson.	The	Legacy	of	Conquest:	The	Unbroken	Past	of	the	American	West.	W.	W.		

Norton	&	Co.,	1987.	



	

	 

283	

Lindemann,	Erika.	A	Rhetoric	for	Writing	Teachers.	4th	ed.,	Oxford	University	Press,	2001.		

Merriam-Webster	Dictionary.	“Definition	of	literacy.”	Merriam-Webster.com,	Merriam-Webster,	Inc.,	

2017.	

Merriam-Webster	Dictionary.	“Definition	of	technology.”	Merriam-Webster.com,	Merriam-Webster,	

Inc.,	2017.	

“Mission	Statement.”	Columbia	Basin	College,	Pasco,	WA.	2014.	

https://www.columbiabasin.edu/index.aspx?page=259		

Moll,	Luis,	Cathy	Amanti,	Deboarh	Neff,	and	Normal	González.	“Funds	of	Knowledge	for	Teaching:	

Using	a	Qualitative	Approach	to	Connect	Homes	and	Classrooms.”	Funds	of	Knowledge:	

Theorizing	Practices	in	Households,	Communities,	and	Classrooms,	edited	by	Norma	González	

et	al.,	Routlege,	2005,	pp.	71-87.	

Monroe,	Barbara	Jean.	Crossing	the	Digital	Divide:	Race,	Writing,	and	Technology	in	the	Classroom.	

New	York:	Teachers	College	Press,	2004.	

New	London	Group.	“A	Pedagogy	of	Multiliteracies:	Designing	Social	Futures.”	Harvard	Educational	

Review,	vol.	66,	no.	1,	1996,	pp.	60–93.	

“Our	Common	Future,	Chapter	2:	Towards	Sustainable	Development.”	A/42/427.	Report	of	the	

World	Commission	on	Environment	and	Development:	Our	Common	Future	World	

Commission	on	Environment	and	Development,	UN	Documents,	1987.		http://www.un-

documents.net/ocf-02.htm	

Perrin,	Andrew,	and	Maeve	Duggan.	“Americans’	Internet	Access:	2000-2015.”	Pew	Research	

Center:	Internet,	Science	&	Tech.	Pew	Research	Center,	26	Jun.	2015,	

http://www.pewinternet.org/2015/06/26/americans-internet-access-2000-2015/.	

Rose,	Mike.	“Blue-Collar	Brilliance:	Questioning	Assumptions	about	Intelligence,	Work,	and	Social	

Class.”	The	American	Scholar,	vol.	78,	no.	3,	2009,	pp.	43–49.	JSTOR,	

www.jstor.org/stable/41222057.	



	

	 

284	

“Rural	Definitions.”	Economic	Research	Service.	United	States	Department	of	Agriculture,	USDA.gov,	

5	Jul.	2012.	http://www.ers.usda.gov/data-products/rural-definitions.aspx	

“Rural	Research	Brief:	Race	&	Ethnicity	in	Rural	America.”	Housing	Assistance	Council,	Apr.	2012.	

http://www.ruralhome.org/storage/research_notes/rrn-race-and-ethnicity-web.pdf	

Schell,	Eileen	E.	“The	Rhetorics	of	the	Farm	Crisis:	Toward	Alternative	Agrarian	Literacies	in	a	

Globalized	World.”	Rural	Literacies,	edited	by	Kim	Donehower	et	al.,	Southern	Illinois	UP,	

2007,	pp.	77-119.	

Selber,	Stuart	A.	Multiliteracies	for	a	Digital	Age.	Carbondale:	Southern	Illinois	UP,	2004.	

Selfe,	Cynthia	L.	Technology	and	Literacy	in	the	Twenty-First	Century:	The	Importance	of	Paying	

Attention.	Carbondale:	Southern	Illinois	UP,	1999.		

Showalter,	Daniel,	Robert	Klein,	Jerry	Johnson,	and	Sara	L.	Hartman.		“Why	Rural	Matters	2015-

2016:	Understanding	the	Changing	Landscape.”	The	Rural	Schools	and	Community	Trust,	

June	2017.	

“Urban	and	Rural	Classification.”	Census.gov.	United	States	Census	Bureau,	U.S.	Department	of	

Commerce.	9	Feb.	2015.	Web.	7	Nov.	2015.	https://www.census.gov/geo/reference/urban-

rural.html	

“Urbanized	Areas	and	Urban	Clusters:	2010.”	U.S.	Census	Bureau.	2010	Census	Urban	Area	

Delineation	Program,	U.S.	Census	Bureau.	2010.	Web.	7	Nov.	2015.	

http://www2.census.gov/geo/pdfs/maps-

data/maps/thematic/2010ua/UA2010_UAs_and_UCs_Map.pdf	

Visser,	Marijke.	“Digital	Literacy	Definition.”	ALA	Connect,	American	Library	Association.,	14	Sep.	

2016.	

W.K.	Kellogg	Foundation.	Perceptions	of	Rural	America.	2	Dec.	2002.	

http://www.wkkf.org/resource-directory/resource/2002/12/perceptions-of-rural-

america		



	

	 

285	

Washington	State	Department	of	Agriculture.	“Exports	Statistics.”	WSDA,	Washington	State	

Department	of	Agriculture,	2017.	

“What	is	Rural?”	Rural	Information	Center,	National	Agricultural	Library,	United	States	Department	

of	Agriculture,	May	2016.	https://www.nal.usda.gov/ric/what-is-rural		

Wolcott,	Henry.	“On	Ethnographic	Intent.”	Interpretive	Ethnography	of	Education:	At	Home	and	

Abroad.	George	and	Louise	Spindler,	eds.	Erlbaum,	1987.	

http://www.indiana.edu/~educy520/readings/wolcott87.pdf		

WPA	Outcomes	Statement	for	First-Year	Composition.	Council	of	Writing	Program	Administrators,	

2005.	Web.	http://wpacouncil.org/positions/outcomes.html	

	


