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ABSTRACT 

A survey completed by 557 first year composition students at Georgia State University shed light 

on student perceptions of assignment design and classroom policy. Surveys were analyzed using 

nonparametric statistical analyses of data and textual analysis of written comments. Students value 

�(�����o�]�v�P�����µ�š�}�v�}�u�}�µ�•�����v�����µ�v�����Œ�•�š���v���]�v�P���š�Z�����Œ�����•�}�v�]�v�P�������Z�]�v�����]�v�•�š�Œ�µ���š�}�Œ�•�[�����Z�}�]�����•�X���^�š�µ�����v�š�•���(���o�š���•�]�u�]�o���Œ�o�Ç��

capable of completing either traditional essay assignments or multimodal assignments, but they wanted 

the ability to choose between the assignment types. For every classroom policy, the majority of students 

preferred the nontraditional, flexible option. That said, students generally found the traditional policies 

to be reasonable and expected to be able to comply, even i�(���š�Z���Ç�����]���v�[�š���o�]�l�����š�Z�����‰�}�o�]���Ç�X�����À���Œ�Ç��

demographic preferred the nontraditional policies, so there were no significant interactions between 

�‰�Œ���(���Œ���v�����•�����v�����•�š�µ�����v�š�������u�}�P�Œ���‰�Z�]���•�X���&�µ�Œ�š�Z���Œ�U���v�}�v�š�Œ�����]�š�]�}�v���o���‰�}�o�]���]���•���‰�}�•�]�š�]�À���o�Ç���]�u�‰�����š�������•�š�µ�����v�š�•�[��

perceptions of instructors, but they worried the instructor may not follow through. Consequently, 

personalized, nontraditional policies are likely to encourage students to engage more with the course 

and the course syllabus, but only if the syllabus content matches the course experiences. Future 

research should explore whether personalized syllabi facilitate student memory and engagement in 

practice.  
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PREFACE 

My first years teaching I made a lot �}�(���u�]�•�š���l���•�X���/���Z�������i�µ�•�š���(�]�v�]�•�Z�������u�Ç���u���•�š���Œ�[�•�������P�Œ�������]�v�����v�P�o�]�•�Z��

and had only had two classes in education and pedagogy �t both during my undergraduate years. Yet, 

with my shiny new degree, I met the minimum requirements to become a university instructor. My 

department head at the time went out on a limb to hire me. She told me in a later conversation that I 

�Á���•���š�Z�����(�]�Œ�•�š���]�v�•�š�Œ�µ���š�}�Œ���•�Z�����Z�������Z�]�Œ�������Á�Z�}�����]�����v�}�š���Z���À�����‰�Œ�]�}�Œ���š�������Z�]�v�P�����Æ�‰���Œ�]���v�����U�����v�����š�Z���š���•�Z���[�����Z����������

feeling that I needed to be there. I was honored; �š�Z�}�µ�P�Z�U���/�����}���Á�]�•�Z���/�[�����������v�������o�����š�}���P�}���]�v�š�}���š�Z����

experience less blind.  

I had free rein over my courses and two weeks to design them. So, with the help of an assigned 

mentor who was kind enough to give me all of the resources she had used over several years, I got to 

�Á�}�Œ�l�X���/���µ�•�������Z���Œ���•�Ç�o�o�����µ�•�����v�����š�Z�����µ�v�]�À���Œ�•�]�š�Ç�[�•���•�š���v�����Œ�����‰�}�o�]cies as the base for my course design. I 

focused on developing assignments which incorporated scaffolding skills and connections to real-world 

situations. I chose a textbook that I thought offered the best content for the best value. I was ready.  

Or so I thought.  

I had designed my courses based on my values as a student and instructor. I expected 

���š�š���v�����v���������µ�š�����]���v�[�š���Á���v�š�����v�Ç�}�v�����š�}�����}�u�����š�}�����o���•�•���•�]���l�X���^�}�U���u�Ç�����š�š���v�����v�������‰�}�o�]���Ç�����]���v�[�š�����}�µ�v�š�������Ç�•�U��

but participation. I had learned in my psychology classes why writing notes by hand is more effective 

than typing them, so I stuck with the strict technology policy the university advised: no computers and 

no phones without accommodations paperwork. I remembered how much I disliked pure lecture 

courses, so I incorporated team games and Socratic lectures. I designed assignments that I would be 

interested in grading, including a fairy tale essay, an argument essay, and a hypothetical job hunt project 

culminating in a forward-�o�}�}�l�]�v�P���Œ� �•�µ�u� ���(�}�Œ���•�š�µ�����v�š�•�[�����Œ�����u���i�}���•�X���d�Z�����•�š�µ�����v�š�• were going to love it.  

 Or so I thought.  
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Finally, I had wanted to make sure students were practicing writing, so I sprinkled in weekly low 

stakes writing assignments to practice mechanical skills and rhetorical techniques. I figured students 

could use the opportunity to critically explore how the things we discussed in class could be relevant to 

�š�Z���]�Œ���o�]�À���•�U���š�Z���]�Œ�������Œ�����Œ���P�}���o�•�U���}�Œ���}�š�Z���Œ���š�Z�]�v�P�•���Á���[�������]�•���µ�•�•�������]�v�����o���•�•�X���/�����]���v�[�š���Z���À�����š�Z�����À�}�������µ�o���Œ�Ç�����š���š�Z����

time to express why I was doing this, but now I understand that my goal was to get students to see the 

transferability of skills and topics they were learning in my classes. Everything was going to be great.  

Or so I thought.  

In an effort to not sound more self-deprecating than I intend, I will state here that my first years 

�}�(���š�������Z�]�v�P���Á���Œ���v�[�š���������]�•���•�š���Œ�X���/���o�����Œ�v�����������o�}�š�U���À���Œ�Ç���(���•�š�U�����v�����/���Z�������•���À���Œ���o���P���v�µ�]�v���o�Ç�����Æ�����o�o���v�š���•�š�µ�����v�š�•�X���/��

do also feel that I helped many students improve their skills. However, most of these students were 

those who would have been able to improve in almost any educational environment, the ones who just 

needed to be shown how to do things and given a chance to do them well. I found, though, that I 

struggled with the curveballs, as one might expect a novice to do.  

The first time I had a student need to use a computer to take notes as an accommodation for 

dyslexia, I allowed it. But then students asked questions, why could that student use a computer, but 

�š�Z���Ç�����}�µ�o���v�[�š�X���D�Ç���Œ���•�‰�}�v�•�������}�]�o���������}�Á�v���š�}���^�d�Z���š�[�•���v�}�š���Ç�}�µ�Œ�����}�v�����Œ�v�X���&�}���µ�•���}�v���Ç�}�µ�Œ�•���o�(�X�_�����µ�š���š�Z����

syllabus was clear, so the situation was pretty clear, too. The other students might not have known the 

student was dyslexic, but they knew there was an accommodation involved. Similarly, in another class 

that semester, another student with a disability needed their computer to record lectures. The same 

conversation happened there. I had inadvertently forced these students to disclose something private 

about themselves, whether they were comfortable doing so or not.  

I had a student who was not a native English speaker who chose to drop my course for one with 

a teacher who spoke more slowly and was more technology friendly. Then another one. Then a student 

who was so worried about missing participation opportunities that they came to my class without going 
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home after working nights. I had a student who had never written an essay prior to my class who was 

drowning in the workload but was so intimidated that they waited seven weeks to tell me. 

All this to say, I quickly learned that designing a course based on my preferences as a student 

was less than ideal. So, I began to research, reading texts on pedagogy, discussing course design with 

colleagues, and making changes to my classes. Things improved. However, I noticed that everything I 

was finding in research �Á���•���(�Œ�}�u���š�������Z���Œ�•�����v���������}�µ�š���š�������Z���Œ�•�X���^�}�u���š�]�u���•���•�š�µ�����v�š�•�[���Á�}�Œ�l���Á���•�����v���o�Ç�Ì������

in aggregate form, but there was not information about what students actually liked, valued, preferred, 

or needed. So, I gave my students a survey around midsemester, asking what they thought of 

assignments and policies and what they would change about the class if they could. It was a quick, 

voluntary participation credit. I reviewed their answers, made note of a couple of small details I could 

change, and shrugged off most of their bigger requests (What did they mean they wanted to be able to 

�µ�•�����š�Z���]�Œ�����}�u�‰�µ�š���Œ�•���]�v�����o���•�•�M�M���,���Œ�����v�}�X�•���/���Á�}�v�����Œ�������Á�Z�Ç���š�Z�]�v�P�•���Á���Œ���v�[�š���Œ�����o�o�Ç�����Z��nging.  

Then COVID happened, my job disappeared into the hiring-freeze-void, and I began my doctoral 

program. I started teaching and learning in new environments, with new trainings, and new 

opportunities, and I began learning more and more about rhetoric, pedagogy, and diverse students. I 

learned a lot about the things I could have done better in my first years, and I developed ideas I would 

like to implement in future classes.  

However, I noticed again how absent students were from the research I was finding. S�š�µ�����v�š�•�[��

work was used as examples, student data was presented in aggregate forms to show trends or the 

success (or failure) of specific assignments, or students were quizzed and queried about their knowledge 

bases and comprehension of the policies they were following, but the students themselves were rarely 

consulted when it came to the devising and implementing of those policies. When they were, the 

consultations were typically small scale �t case studies or a handful of interviews, for example �t typically 

focusing on specific demographic groups. Further, research looking at student impacts tended to default 
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to the traditional student. While theory-based best practices certainly have merit, the focus on the 

traditional student and the lack of genuine student input is an oversight, especially given the diversity 

among students in first year composition.  

It is in this gap and this opportunity that I found my research interest. I began to question and 

explore. Surely someone, somewhere, probably lots of someones in lots of somewheres were looking at 

�•�š�µ�����v�š�•�[���‰�Œ���(���Œ���v�����•; I must have missed it. But no, not really. Instead, other researchers commented 

�}�v���š�Z�����•���u�����P���‰�X���:�}�v���•�U���(�}�Œ���]�v�•�š���v�����U���}���•���Œ�À�������^�•�š�µ�����v�š���‰���Œ�•�‰�����š�]�À�����]�•�����}�v�•�‰�]���µ�}�µ�•�o�Ç�������•���v�š���(�Œ�}�u��

conversation within and regarding the academic community, academic discourse, and best pedagogical 

�‰�Œ�����š�]�����•�_���~�ï�•�X �^�]�u�]�o���Œ�o�Ç�U�������À�]���������Œ�š�Z�}�o�}�u�����������l�v�}�Á�o�����P�������^�����µ�����š�]�}�v���Z���•���(���]�o�������š�}���]�v�À�}�o�À�����•�š�µ�����v�š�•���]�v��

scholarly projects, projects that allow students to act as though they were colleagues in an academic 

���v�š���Œ�‰�Œ�]�•���_���~�ð�ô�•�X���/���(�}�µ�v�����š�Z���š���•�š�µ�����v�š�•�����Œ�����u�}�•�š�����}�v�•�µ�o�š�������Á�Z���v���]�š�����}�u���•���š�}���•�Ç�o�o�����µ�•�������•�]�P�v���u�}�Œ����

generally, but rarely when it comes to designing, implementing, or enforcing classroom policies and 

assignments. So, for my dissertation, I went to the source and solicited student perceptions directly.  
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1 INTRODUCTION 

While researchers have occasionally looked at student perceptions of specific assignments or 

about their thoughts on specific resources, these resources are generally small-scale analyses with small 

sample sizes and findings that are limited in scope. Further, even when students are consulted in the 

�Œ���•�����Œ���Z�U���š�Z���]�Œ���]�v�‰�µ�š���]�•���Œ���Œ���o�Ç�����Æ�‰�o�}�Œ�������]�v���š�Z�������}�v�š���Æ�š���}�(���š�Z�����Œ���•�����Œ���Z�[�•���(�]�v���]�v�P�•�X���&�}�Œ�����Æ���u�‰�o���U���E�}�Œ�����������}�v��

looked at the effectiveness of a pilot service-�o�����Œ�v�]�v�P�����o���•�•�U�����µ�š���Á�Z�]�o�����•�Z�����]�v�š���Œ�‰�Œ���š�������•�š�µ�����v�š�•�[��

responses, she rarely shared what the students themselves had to say. Similarly, Tara Wood examined 

�š�Z�����]�u�‰�����š���}�(���š�Z�����v���Œ�Œ���š�]�À�������•�•���Ç�U���}�v�o�Ç���Œ���Œ���o�Ç�����}�v�v�����š�]�v�P���}���•���Œ�À���š�]�}�v�•�����]�Œ�����š�o�Ç���š�}���•�š�µ�����v�š�•�[���š�Z�}�µ�P�Z�š�•�X�� 

Sommers and Salz are among the few research teams who looked specifically at student 

perceptions of and reactions to first-year writing; they interviewed and surveyed 400 students from 

�,���Œ�À���Œ���[�•���î�ì�ì�í���(�Œ���•�Z�u���v�����o���•�•�����v�����(�}�µ�v�����š�Z���š���(�]�Œ�•�š���Ç�����Œ�����}�u�‰�}�•�]�š�]�}�v���‰�o���Ç�•�������^�����v�š�Œ���o���Œ�}�o���Y�]�v���Z���o�‰�]�v�P��

students make the transition to ���}�o�o���P���_���~�í�î�ó�•�X���/�š���u�µ�•�š���������v�}�š�����U���š�Z�}�µ�P�Z�U���š�Z���š���š�Z���Ç���o�}�}�l���������š������

particularly privileged sample of students who were also led through their academic journey to this 

conclusion. There is no indication that students of more diverse backgrounds or in classes not 

specifically aiming for this finding would have a similar result.  

Disability studies and related accessibility research do rely more heavily on direct student input; 

however, this research has tended to be narrower in scope, looking at specific students with specific 

disabilities in specific circumstances. Babcock, for example, looked specifically at tutoring techniques for 

deaf students. Muwanguzi and Lin explored the ability for blind students to utilize and navigate class 

resources. In these cases, sample sizes are often small, and research is often performed in isolation, not 

connected to discussions about course or assignment design more generally. 

Ultimately, very little research has sought to directly understand what students think about 

classroom policy or assignment design. My research begins to lay groundwork towards this novel 

understanding. By surveying a broad, multi-faceted sample of students, I hoped to develop a 
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(metaphorically) topographic map of student preferences for classroom policy and assignment design. 

This understanding could be used to help reinforce or guide theory and practice in first year 

composition, while providing a potential framework for similar research in other subjects.  

This research is worthwhile because of the shifting nature of our student bodies, assumptions 

that could once be made about students and their learning needs may no longer apply. Higher 

education was originally populated almost exclusively by wealthy, white males from similar backgrounds 

(cultural, economic, social, etc.). Over the years, though, higher education has diversified to the point 

that the traditional student is no longer the majority student type. Most students are now 

nontraditional in at least one way.1 More to the point, different types of nontraditional may have 

different needs �t not only from the traditional students, but also from other classes of nontraditional. If 

nontraditional students perceive traditional policies and assignments as limiting, contributing to barriers 

in their academic success, then research more directly into their needs can help guide the development 

of new, more comprehensive or cooperative policies and assignments. 

To this end, my exploratory research was wide, though shallow, in scope. I surveyed a great 

number of students from a great number of majors about their perceptions of several traditional and 

nontraditional classroom policies and assignment designs related to first year composition. However, my 

sample was limited to those students at Georgia State University. Replication and expansion will be 

necessary for genuine validity. Though, the findings of this research give me hope that this expansion is 

a viable (and valuable) endeavor.  

The remainder of this dissertation explores my findings and their implications, positioning them 

in the contexts of existing related research and potential future research efforts. In Chapter Two, the 

context of my research is explored. A literature review details the evolution of first year composition, 

the diversification of students in higher education, and the limitations of traditional education policy and 

 
1���&�}�Œ�����}�v�š���Æ�š�U���}�(���u�Ç���ñ�ñ�ó���•�µ�Œ�À���Ç���Œ���•�‰�}�v�����v�š�•�U���}�v�o�Ç���õ���Á�}�µ�o�������������o���•�•�]�.���������•�����}�u�‰�o���š���o�Ç���^�š�Œ�����]�Ÿ�}�v���o�X�_�� 
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research in dealing with this changing landscape. In Chapter Three, I explain my methodological choices. 

Specifically, the theoretical foundations of my research are discussed and my use of a mixed methods, 

inductive research approach are justified. Further, my research design and questions, survey 

administration process, and methods of analysis are defined. In Chapters Four through Six, I present the 

results and brief analyses of the data collected through my survey tool. Chapter Four focuses on the 

analys�]�•���}�(���•�š�µ�����v�š���Œ���•�‰�}�v�����v�š�•�[�������u�}�P�Œ���‰�Z�]���������š���U�����Æ�‰�o���]�v�]�v�P���Z�}�Á���u�Ç���•���u�‰�o�����]�•���‰�}�•�]�š�]�}�v�������]�v���š�Z����

broader context. This chapter also includes a brief overview of my findings. Chapter Five presents the 

results of data analyses of student perceptions of assignment design and concludes with determinations 

of research hypotheses one through three. Chapter Six presents the results of data analyses of student 

perceptions of classroom policies and concludes with determinations of research hypotheses four 

through six. In Chapter Seven, I discuss the limitations and impacts of my findings as well as the 

potential for future implementations of this research and overall conclusions.  
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2 �d�,�������s�K�>�h�d�/�K�E���K�&���&�/�Z�^�d���z�����Z�����K�D�W�K�^�/�d�/�K�E�����E�����d�,�����^�d�Z�����/�d�/�K�E���>�_���^�d�h�����E�d 

My research grew from a long history of first year composition and research about the subject. 

As a result, to understand the place my research holds in the field, it is necessary to explore the history 

that led to my research being possible. First year composition is a ubiquitous course or course series, 

required at most institutions in the United States as a result of over a hundred years of expansion and 

development. It is well established that first year composition plays a critical role in student retention2; 

�Z�}�Á���À���Œ�U�������•�‰�]�š�����(�]�Œ�•�š���Ç�����Œ�����}�u�‰�}�•�]�š�]�}�v�[�•���}�•�š���v�•�]���o�����]�u�‰�}�Œ�š���v�����U���š�Z���Œ�����Z���•�����o�•�}���������v���‰�µ�•�Z�������l�����P���]�v�•�š��

the course almost since its inception. Students struggle to see the utility of the course, English faculty 

feel it is troublesome to teach, and other fi���o���•�[���(�����µ�o�š�Ç���(�����o���]�š�����]�À���Œ�š�•���š�Z���]�Œ���•�š�µ�����v�š�•�[�����š�š���v�š�]�}�v���(�Œ�}�u���š�Z���]�Œ��

subjects while also failing to adequately prepare those students for the demands of their more 

advanced classes. With this, it is a wonder that first year composition has grown the way it has, but less 

of a wonder that it has also become a rather unwieldy, un-unified product.   

2.1 The History of First Year Composition �t (Very) Abridged 

At its simplest, the courses that are now called first year composition were born out of 

frustration. They began as a single preparatory course at Harvard in 1885 with a course goal, ostensibly, 

of fixing the technical problems with student writing through a one-term course focused on grammar 

���v�����u�����Z���v�]���•�X���d�Z�������}�µ�Œ�•�����Á���•���u���š���Á�]�š�Z���Œ���•�]�•�š���v�������}�v�����o�o���•�]�����•�X���^�š���Á���Œ�š���v�}�š�������š�Z���š���^���}�o�o�����P�µ���•���]�v��

���•�š�����o�]�•�Z�����������‰���Œ�š�u���v�š�•�Y�Á���Œ�����Œ���o�µ���š���v�š���š�}���Œ�����}�P�v�]�Ì�����š�Z�����•�š�µ���Ç���}�(�����v�P�o�]�•�Z���o�]�š���Œ���š�µ�Œ�������v���������Œ�š���]�v�o�Ç��

written composition as �o���P�]�š�]�u���š�������}�o�o���P�����Á�}�Œ�l�_���~�ï�•�X���,�}�‰�l�]�v�•���o���u���v�š�����U���^���v�P�o�]�•�Z�����}�u�‰�}�•�]�š�]�}�v���š�������Z���Œ�•�����•��

�������o���•�•�U���]�(���i�µ���P���������Ç�����Œ�]�š�]���]�•�u���š�Z���š���]�•���������}�u�]�v�P���u�}�Œ�������v�����u�}�Œ�����(�Œ���‹�µ���v�š�����Œ�����•�}�������v�}�Œ�u���o�o�Ç���]�v���(�(�]���]���v�š�_��

 
2 Garrett, Bridgewater, and Feinstein, for example, found that students who earned a C- or less in FYC had only a 
17 percent chance of graduation compared to 53 percent for students who passed (96). Further, students who 
failed the first year writing sequen�������Z�������š�Z�����o�}�Á���•�š���‰�Œ�����]���š�������P�Œ�����µ���š�]�}�v���Œ���š���X���^�&���]�o�]�v�P���t�Z�/�d���í�í�í���~�����������u�]����
�t�Œ�]�š�]�v�P�•���}�Œ���t�Z�/�d���í�í�î���~�Z���•�����Œ���Z���t�Œ�]�š�]�v�P�•���Œ�����µ�����•�������•�š�µ�����v�š�[�•�����Z���v�������}�(���P�Œ�����µ���š�]�}�v�����Ç���ï�ô���‰���Œ�����v�š�U���u�}�Œ�����š�Z���v�����v�Ç��
other first-�Ç�����Œ�����o���•�•�_���~�í�ì�î�•�X�� 
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�~�í�•�X�����o���v���Ç�U���]�v���í�õ�í�ï�U���������������]�v���š�Z�����(���µ�o�š���}�(���š�Z�����^�µ�v�š�Œ���]�v�����U�������Œ���o���•�•�U�����v�����u���v�š���o�o�Ç���o���Æ���•�š�µ�����v�š�_���Á�Z�}���Á�]�o�o��

inevitably turn up in first year composition3 (237). Similarly, students faced what would become first 

year composition with resigned disgust (Davis, for example). In 1911, Lounsbury argued for the 

abolishment of first year composition in an article in �,���Œ�‰���Œ�[�•���D�}�v�š�Z�o�Ç���D���P���Ì�]�v�� (Harker 17). In 1915, 

�K�•�P�}�}���������Z�}�������Z�]�•�����•�•���Œ�š�]�}�v�U�����o���]�u�]�v�P���^�š�Z���Œ�����•�Z�}�µ�o�����������v�}���Œ���‹�µ�]�Œ���������}�µ�Œ�•�����]�v�����}�u�‰�}�•�]�š�]�}�v�����š�����o�o�_���~�î�ï�í�•�X��

His ���Œ�P�µ�u���v�š�•���Á���Œ���������•�������}�v���W�Œ�]�v�����š�}�v�[�•���v�}�š���Z���À�]�v�P���š�Z�����Œ���‹�µ�]�Œ���u���v�š���~�š�Z�}�µ�P�Z���š�Z���Ç���v�}�Á�����}�•�X�� 

Over time, as university education has grown and evolved, complaints have continued. With 

�^�����������u�]�����Á�Œ�]�š�]�v�P�_�������]�v�P�������u�µ���Z�����Œ�}�������Œ�������š���P�}�Œ�Ç�U���(�]�Œ�•�š���Ç�����Œ�����}�u�‰�}�•�]�š�]�}�v��has struggled to keep up. 

Students lament the irrelevance of the traditional essay to their goals (Jones). English instructors lament 

�š�Z�����•�����u�]�v�P���o�����l���}�(���]�u�‰�Œ�}�À���u���v�š���]�v���•�š�µ�����v�š�•�[���Á�}�Œ�l���~�����µ���Œ�o���]�v�V���E�]���}�o���•�V���s���v�����•�X���K�š�Z���Œ�������‰���Œ�š�u���v�š�•��

lament the lack of appropriate writing skills for their fields (Nicolas; Robertson and Taczak; Wilner). 

Leonard Greenb���µ�u�������o�o�•���š�Z���•�����‰���Œ�•�]�•�š���v�š�����Œ�]�š�]���]�•�u�•���^�d�Z�����d�Œ�����]�š�]�}�v���}�(�����}�u�‰�o���]�v�š�_���~�,���Œ�l���Œ���í�•�X���/�v���������}�}�l��

chapter, assistant professor of English and associate director of composition Tyler Branson discussed an 

interaction with his dentist after disclosing his profession. After jesting that Branson must be judging his 

�P�Œ���u�u���Œ�U���š�Z���������v�š�]�•�š���•���]���U���^�z�}�µ���l�v�}�Á�U���/���•�Z�}�µ�o�����•���v�����u�Ç���•�}�v���š�}���Ç�}�µ�X���,���������v�[�š���•�‰���o�o���š�}���•���À�����Z�]�•���o�]�(���J�_��

(Branson 18). Branson lamented the persistent misconception that first yea�Œ�����}�u�‰�}�•�]�š�]�}�v���^�]�•�����������•�]����

course i�v���o���v�P�µ���P���U���P�Œ���u�u���Œ�U�����v�����•�Ç�v�š���Æ�_�����v�����š�Z�����š�������Z���Œ�•�����Œ�����^���Œ�Œ�}�Œ-correctors and behavior-

�u�}���]�(�]���Œ�•�����Œ�u�������Á�]�š�Z���Œ�������‰���v�•�����v�������o���}�Á���‰���š���Z���•�_���~�í�ô�•�X�����À���v���}�µ�š�•�]�������}�(�������������u�]���U���(�]�Œ�•�š���Ç�����Œ��

���}�u�‰�}�•�]�š�]�}�v�����Æ�]�•�š�•�����•���������}�}�P���Ç�u���v�U���(�}�Œ���]�v�P���•�š�µ�����v�š�•���š�}���Á�Œ�]�š�����^���}�Œ�Œ�����š�o�Ç�_�����v�����(�}rever failing to achieve 

that base goal. 

 
3 �/�v�š���Œ���•�š�]�v�P�o�Ç�U�����o���v���Ç�[�•���µ�o�š�]�u���š�����‰�}�]�v�š���]�•��not that �š�Z���•�����•�š�µ�����v�š�•�����}�v�[�š�������o�}�v�P�U�����v�����Z�������Œ�]�š�]�‹�µ���•���š�Z�}�•�����(�}�Œ���Á�Z�}�u��
that is the preference. He does, however, note failing students and having them repeat the course is not effective. 
His advocates requiring remedial instruction in addition to the existing coursework. 
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Consequently, FYC instructors may feel like off-���Œ���v�������š�o���•���•�U���������Œ�]�v�P���š�Z�����Á���]�P�Z�š���}�(���}�š�Z���Œ�•�[��

���Æ�‰�����š���š�]�}�v�•�X���Z�}�����Œ�š�•�}�v�����v�����d�����Ì���l�U���(�}�Œ�����Æ���u�‰�o���U���v�}�š�����^�}�µ�Œ���(�]���o�����•�Z�}�µ�o�����Œ�•���š�Z�����������������Œ���•�‰�}�v�•�]���]�o�]�š�Ç���}�(��

�&�z���[�•���‰���Œ�����‰�š�]�}�v�����•�������o�]�À���Œ�]�v�P���������}�µ�Œ�•�����]�v���Z�}�Á���š�}���Á�Œ�]�š�����š�}���•�š�µ�����v�š�•���]�v�����o�o�����]�•���]�‰�o�]�v���•�U�����v���]���������Á�����l�v�}�Á���]�•��

i�u�‰�}�•�•�]���o�������v�����µ�v�(���]�Œ���š�}�����Æ�‰�����š�_���~�í�õ�ð�•�X���^�}�U���Á�]�š�Z���(�]�Œ�•�š���Ç�����Œ�����}�u�‰�}�•�]�š�]�}�v���]�v�•�š�Œ�µ���š�}�Œ�•���(�����o�]�v�P���‰�Œ���•�•�µ�Œ�����(�Œ�}�u��

all sides and none of those sides ever completely appeased, the question of relevance resurrects. Maybe 

Osgood was right after all. Just last year, Melissa Nicolas, a professor of English at Washington State 

University, wrote an opinion article for Inside Higher Education arguing for the elimination of required 

�(�]�Œ�•�š���Ç�����Œ���Á�Œ�]�š�]�v�P�����}�µ�Œ�•���•�����������µ�•�����^���/���Á�]�o�o���š���l���������Œ�����}�(���•�š�µ�����v�š�•�[�����]�P�P���•�š���Á�Œ�]�š�]�v�P���‰�Œ�}���o���u�•�€�U���•�}�•���•�š�µ�����v�š�•��

���}�v�[�š���v�������������Œ���‹�µ�]�Œ�������(�]�Œ�•�š-�Ç�����Œ���Á�Œ�]�š�]�v�P�����}�µ�Œ�•�������v�Ç�u�}�Œ���X�_���/�(���š�Z�����]�v�•�š�Œ�µ���š�}�Œ�•���š�Z���u�•���o�À���•���(�����o���(�]�Œ�•�š���Ç�����Œ��

composition only exists to teach basic writing skills that can be automated, then the class is 

unnecessary. Fortunately,4 �E�]���}�o���•�[�•�����Æ�š�Œ���u�����À�]���Á���Œ���u���]�v�•���š�Z�����u�]�v�}�Œ�]�š�Ç�U�����v�������À���v���•�Z�����•�}�(�š���v�•���Z���Œ��

conclusion �t �•�Z�]�(�š�]�v�P���(�Œ�}�u���^�(�]�Œ�•�š���Ç�����Œ�����}�u�‰�}�•�]�š�]�}�v���•�Z�}�µ�o�������������o�]�u�]�v���š�����_���š�}���(�]�Œ�•�š���Ç�����Œ�����}�u�‰�}�•�]�š�]�}�v��

�^�v�������€�•�•���š�}���������Á�]�o�o�]�v�P���š�}���������‰�š�����v�������Z���v�P���X�_���K�À���Œ���š�Z�����‰���•�š���(���Á���������������•�U�����À���v�������(�}�Œ�����š�Ze AI boom, this 

has been the direction research has taken, assessing traditional course designs and possible evolutions.  

When researchers began looking into the matter, it soon became apparent that more than some 

of the criticism is valid. In examining the impacts of traditional writing assignments and grading 

�•�š�Œ�µ���š�µ�Œ���•�U���Œ���•�����Œ���Z���Œ�•���(�}�µ�v�����•�š�µ�����v�š�•���Á���Œ���v�[�š���o�����Œ�v�]�v�P to write better from bad grades; they were 

learning that they are bad writers�X���^�Z���v�����t�}�}�������o�����}�Œ���š���•���}�v���š�Z�]�•���Œ�����o�]�š�Ç�U���v�}�š�]�v�P���^�d�Z�����š�Œ�����]�š�]�}�v���o��

�P�Œ�����]�v�P���•�Ç�•�š���u�Y�‰�}�•�]�š�]�}�v�•���•�š�µ�����v�š�•���š�}���š�Z�]�v�l���}�(���š�Z���u�•���o�À���•�����•���^�P�}�}���_���}�Œ���^�������_���Á�Œ�]�š���Œ�•�������•�������}�v���š�Z����

grade. Then students move on to the next writing assignment with this lingering perception of them as a 

�Á�Œ�]�š���Œ���]�v���u�]�v���_���~�î�ñ�ó�•�X���:�}�v���•���u���l���•���š�Z�]�•���}���•���Œ�À���š�]�}�v���Œ�����o���Á�Z���v���•�Z�������Æ�‰�o���]�v�•���Z���Œ���]�v�š���Œ�����š�]�}�v�•���Á�]�š�Z���&�z����

�•�š�µ�����v�š�•���]�v���š�Z�����š�µ�š�}�Œ�]�v�P�������v�š���Œ�U���}���•���Œ�À�]�v�P���^�Á�Z���v���š�Z���•�����•�š�µ�����v�š�•���•�]�š�����}�Á�v���Á�]�š�Z me, drafts in hand, many 

 
4 Fortunately for the field at large, for my research, for my career goals, and for the many students who get 
worthwhile skills and experiences from first year composition. 
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�}�(�(���Œ�����‰�}�o�}�P�]���•���(�}�Œ���š�Z���]�Œ���^�Z�}�Œ�Œ�]���o�����Á�Œ�]�š�]�v�P�U�_���]�v�š�]�u���š�����Z�}�Á���u�µ���Z���š�Z���Ç���Z���š�����Á�Œ�]�š�]�v�P�U�����v�������Æ�‰�Œ���•�•���Z�}�Á��

�Z���‰�‰�Ç���š�Z���Ç���Á�]�o�o���������Á�Z���v���š�Z���Ç�����Œ�����š�Z�Œ�}�µ�P�Z���Á�]�š�Z���š�Z���]�Œ���Á�Œ�]�š�]�v�P���Œ���‹�µ�]�Œ���u���v�š�_���~�í-2). She further notes that 

�š�Z���•�����(�Œ���•�Z�u���v�����}�u�����������l�����•���i�µ�v�]�}�Œ�•�����v�����•���v�]�}�Œ�•�����v�����^�•till apologize for being horrible writers and still 

���Æ�‰�Œ���•�•���Z�}�Á���u�µ���Z���š�Z���Ç���Z���š�����Á�Œ�]�š�]�v�P�_���~�î�•�X���^�š�µ�����v�š�•���(�]�v�]�•�Z���(�]�Œ�•�š���Ç�����Œ�����}�u�‰�}�•�]�š�]�}�v�����}�µ�Œ�•���•���]�v�������•�]�u�]�o���Œ��

standing to how they entered �t �š�Z�}�•�����Á�Z�}���Á���Œ�������o�Œ�������Ç���^�P�}�}���_���Á�Œ�]�š���Œ�•���o�����À�������•���P�}�}�����Á�Œ�]�š���Œ�•�����v�����š�Z�}�•����

wh�}���Á���Œ�����^�������_���Á�Œ�]�š���Œ�•���o�����À�������•���•�š�]�o�o�����������Á�Œ�]�š���Œ�•���Á�Z�}���v�}�Á��identify as bad writers. 

This finding has resulted in a shift towards valuing process over product. This is not to say grades 

have disappeared. Rather, many instructors have explored how the process of writing contributes to the 

final product and how that process can be made clearer to students (Some examples include Shipka; 

�s���v�����V���t�}�}���U���^�Z���v���•�X���d�Z�]�•���•�Z�]�(�š�����o�•�}�����o�]�P�v�•���Á�]�š�Z���š�Z�����l�v�}�Á�o�����P�����š�Z���š���š�Z�����Œ�����o�]�š�]���•���•�µ�Œ�Œ�}�µ�v���]�v�P���š�Z�����^�(�]�Æ�]�v�P��

�•�š�µ�����v�š���Á�Œ�]�š�]�v�P�_���P�}���o���Z���À�������Z���v�P���������Œ���•�š�]�����o�o�Ç�����•���š�Z�����Á�}�Œ�o�����•�µ�Œ�Œ�}�µ�v���]�v�P�����}�u�‰�}�•�]�š�]�}�v���Z���•���������}�u�����u�}�Œ����

complex and, consequently, the solutions to those challenges facing FYC have as well. 

It is generally agreed that the course is good in theory and intent but struggles in 

implementation and practice. If first year composition only prepares students for writing in the field of 

���v�P�o�]�•�Z�U���š�Z���v���]�š�•���‰�µ�Œ�‰�}�•�������}���•�v�[�š�����o�]�P�v���Á�]�š�Z���]�š�•���Œ�����o�]�š�Ç�X���d�}�����}�u��at this, the teaching of first year 

composition has diversified. Instructors have been experimenting with different pedagogical styles and 

different assignment types with the hope of introducing students to more relevant and diverse writing 

skills; however, with diversification comes different challenges.  

Even with practice writing essays in different styles for different audiences, students have found 

themselves underprepared for the more diverse modes of composition. After first year composition, 

some students never write another essay �t they may instead be called upon to email a politician, 

participate in a social media trend, create a PowerPoint, deliver a presentation, participate in a debate, 

make a video, develop a website, or craft a comic or work of art. The modes of composition have 

multiplied with the advances in technology making it possible for people to interact in different ways.  



8 

While traditional writing instruction should help students develop essential skills for contributing 

in these varied ways, transferability is, problematically, not always a course focus. Robertson and Taczak 

���Æ�‰�o���]�v���^�]�(���Á�������Œ�����v�}�š���š�������Z�]�v�P���Á�Œ�]�š�]�v�P���Á�]�š�Z���•�š�µ�����v�š�•�[���š�Œ���v�•�(���Œ���}�(���l�v�}�Á�o�����P�������v�����‰�Œ�����š�]���������• �������}�µ�Œ�•���[�•��

ultimate, overall goal, we are ignoring the role that FYC plays in helping prepare our students for the 

�Á�Œ�]�š�]�v�P���š�Z���Ç���Á�]�o�o���v���������š�}�����}���]�v���(�µ�š�µ�Œ���_���~�î�ì�ì�•�X���d�Œ���v�•�(���Œ�����]�o�]�š�Ç���v�������•���š�}�����������v���]�v�š���v�š�]�}�v���o�����v�������Æplicit goal 

in course design. This is particularly true since transfer looks different in different settings (Downs and 

Wardle). Consequently, even teaching skills with the goal of transferability is challenging.  

�&�µ�Œ�š�Z���Œ�U���•�š�µ�����v�š�•�����}�v�[�š���µ�v�����Œ�•�š���v�����š�Œ���v�•�(���Œ�����]�o�]�š�Ç���]�v�š�µ�]�š�]�À���o�Ç�X�����•���:�}�v���•���}���•���Œ�À�����U���^�Á�Z���v���/�����•�l��

students what they remember from their 1101 and 1102 courses that might help them approach the 

task at hand [for an upper-�o���À���o�����}�µ�Œ�•���[�•���Á�Œ�]�š�]�v�P�����•�•�]�P�v�u���v�š�•�U���u���vy are completely unable to connect 

�š�Z�����Á�Œ�]�š�]�v�P���š�Z���Ç�����]�����]�v���í�í�ì�í�����v�����í�í�ì�î���š�}���š�Z���]�Œ�����µ�Œ�Œ���v�š���Á�Œ�]�š�]�v�P�������š�]�À�]�š�]���•�_���~�î�•�X���^�š�µ�����v�š�•���š�Œ�����š���&�z����

knowledge and experiences as disposable, taking the course to check off a requirement, not to gain 

knowledge or retain inf�}�Œ�u���š�]�}�v�X���&�µ�Œ�š�Z���Œ�U�����]���•�����}�v���o�µ�����•���š�Z���š���^�(�}�Œ�������Z�}�•�š���}�(���Œ�����•�}�v�•�U���š�Z�������]�Œ�����š���š�Œ���v�•�(���Œ��

of writing skills from one milieu (such as FYC) to another (such as most WID courses) is nearly 

�]�u�‰�}�•�•�]���o���U���š�Z���š�����À���v���^�‰�}�Œ�š�����o���_���•�l�]�o�o�•���o�]�l�����•�Ç�v�š�����š�]�����(�o���Æ�]���]�o�]�š�Ç�����v�����o���Æ�]����l sophistication must be 

�^���µ�o�š�]�À���š�����_�����v�����^���v�P���P�����_�_���~�î�ï�î�V���‹�š���X���/�v���:�}�Z�v�•�}�v��and Krase 2).  If instructors aim for transferability, 

Robertson and Taczak, Downs and Wardle, and Sanchez, Lane, and Carter all come to a similar 

conclusion: students must be explicitly taught how to transfer skills to different settings. One means of 

emphasizing transferability in first year composition courses involves having students explore the varied 

modes in which the transferable skills can be employed �t essentially having them practice transferring 

skills in the controlled FYC environment. This practice has opened the door to multimodality in the first 

year composition classroom. 



9 

2.2 The Introduction of Multimodality in First Year Composition 

The rapid rise and evolution of technology has made multimodality possible, and many 

instructors are eager to incorporate multimodality into their composition courses to increase relevance, 

engagement, and accessibility. The most common incorporation of multimodality in the classroom is in 

class resources, such as supplementing traditional lectures and reading materials with audio materials, 

interactive websites, learning games, and videos.5 The benefits of this resource diversity are generally 

�Á���o�o�����������‰�š�����U���Á�]�š�Z���Œ���•�����Œ���Z���(�]�v���]�v�P�U���(�}�Œ�����Æ���u�‰�o���U���š�Z���š���^�u�µ�o�š�]�u�}�����o���š�������Z�]�v�P���‰�Œ�����š�]�����•�������l�v�}�Á�o�����P�����š�Z���š��

students benefit from information presented in different ways, brief lectures accompanied by slides or 

videos, collaborative work, large- ���o���•�•�����]�•���µ�•�•�]�}�v�•���}�Œ���‰���]�Œ���������]�•���µ�•�•�]�}�v�•�U�����v�����]�v�š���Œ�����š�]�À�����Á�}�Œ�l�•�Z�}�‰�•�_��

�~�,�]�š�š���ð�ñ�•�U�����v�����š�Z���š���^���]�P�]�š���o���u�����]�������•���‰���Œ�š���}�(���š�Z�����&�z�������µ�Œ�Œ�]���µ�o�µ�u�������v���Z���o�‰�����Œ�}�������v���}�µ�Œ���•�š�µ�����v�š�•�[��

understanding of literacy by complicating tradition���o�����}�v�����‰�š�]�}�v�•���}�(���Œ�������]�v�P�����v�����Á�Œ�]�š�]�v�P�_���~�s���v�������í�î�ñ�•�X��

�d�Z�]�•���^���}�u�‰�o�]�����š�]�v�P�_���Z���o�‰�•���•�š�µ�����v�š�•���^�P���]�v���‰�Œ�����š�]�������]�v���š�Z�]�v�l�]�v�P���š�Z�Œ�}�µ�P�Z���š�Z�������Ç�v���u�]���•���}�(�����}�u�u�µ�v�]�����š�]�}�v�_��

�~�s���v�������í�î�ï�•�X���,�}�Á���À���Œ�U���Á�Z���v���]�š�����}�u���•���š�}���•�š�µ�����v�š���‰�Œ�}���µ���š�•�U���^���•�•�]�P�v�u���v�š�•���Z���À�����Œ���u���]�v���������•�•���v�š�]���o�o�Ç���š�Z����

same for the past 150 years. They consist primarily of words on a page, arranged into paragraphs. This 

�(�o�}�Á���}�(���Á�}�Œ���•���]�•���}�v�o�Ç���}�������•�]�}�v���o�o�Ç���]�v�š���Œ�Œ�µ�‰�š���������Ç���š�]�š�o���•�U���Z�������]�v�P�•�U�����]���P�Œ���u�•�U���}�Œ���(�}�}�š�v�}�š���•�_���~�d���l���Ç�}�•�Z�]��and 

Selfe 1). For many critics of first year composition (and even many non-critical first year composition 

instructors) this traditional means of knowledge demonstration is no longer sufficient. 

Whether student resistance to the traditional essay is the result of numbness, an inability to 

transfer critical thinking skills to the task of essay writing, or a perceived lack of value in the final 

product, the traditional essay is not functioning as a good preparatory tool for students. Even for those 

�Œ���Œ�����•�š�µ�����v�š�•���Á�Z�}�����}�����v�P���P�����Á�]�š�Z���š�Z�����š�Œ�����]�š�]�}�v���o�����•�•���Ç�U���^Crafting a well-written piece is one thing, but 

 
5 Interestingly, a willingness to incorporate multimodal resources like videos in first year composition goes back 
�(���Œ�š�Z���Œ���š�Z���v���}�v�����u�]�P�Z�š�����Æ�‰�����š�X���>�Ç�v���Z�����v���������Œ�š���o�•�����]�•���µ�•�•���Z�}�����Œ�š���t�X���E�����o�[�•���}���•���Œ�À���š�]�}�v�•���(�Œ�}�u���í�õ�í�ï���š�Z���š���^�š�Z�}�µ�P�Z��
there was public concern about the social and moral implications of the moving picture, it held potential in the 
���v�P�o�]�•�Z�����o���•�•�Œ�}�}�u���(�}�Œ���•�š�µ���Ç�]�v�P���‰�o�}�š�����v�����Á�Œ�]�š�]�v�P���(�]���š�]�}�v���o���v���Œ�Œ���š�]�À���_���~�õ�ì�•�X 
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�µ�v�����Œ�•�š���v���]�v�P���Á�Z���š���l�]�v�����}�(���‰�]���������]�•�����‰�‰�Œ�}�‰�Œ�]���š�������v�����Z�}�Á���š�}���š���]�o�}�Œ���]�š���š�}�������‰���Œ�š�]���µ�o���Œ�����}�v�š���Æ�š�Y���]�•���‹�µ�]�š����

another. Students who write well can fail in a situation in which they apply the same approach to writing 

they learn in a FYC course to some other contex�š���]�v���Á�Z�]���Z���š�Z���š���‰���Œ�š�]���µ�o���Œ�����‰�‰�Œ�}�����Z���]�•�v�[�š�����‰�‰�Œ�}�‰�Œ�]���š����

�~�Z�µ�•�•���o�o�����v�����z���v���Ì���î�ì�ì�î�V���z���v�����Ç���î�ì�í�ñ�•�_���~�Z�}�����Œ�š�•�}�v��and �d�����Ì���l���í�õ�ì�V�������Z�}�������]�v���s���v�������í�î�ð�•�X���^�š�µ�����v�š�•�[��

struggles with traditional essay assignments indicate they are not gaining abilities to manipulate or apply 

knowledge or skills beyond the familiar, rigid structure of traditional essay assignments. 

This is a particular problem as the traditional essay assignment is no longer the primary means 

of composed communication through which students are expected to demonstrate knowledge or 

participate in academia. Relles and Tierney note, for example, that wh�]�o�����^�u�µ�o�š�]�‰���P�����‰���‰���Œ�•�����Œ�����•�š�]�o�o���š�Z����

���}�Œ�v���Œ�•�š�}�v�����}�(�����}�o�o���P�������}�µ�Œ�•���Á�}�Œ�l�U�_���š�����Z�v�}�o�}�P�]�����o���•�l�]�o�o�•�����Œ�������o�•�}���^���Œ�]�š�]�����o���š�}�������������u�]�����•�µ�������•�•�_���~�ð�ó�ó�•�����•��

�^�}�v�o�]�v�������}�u�u�µ�v�]�����š�]�}�v���]�•�����Œ�]�š�]�����o���š�}���v�����Œ�o�Ç�����o�o���}�š�Z���Œ���µ�v�]�À���Œ�•�]�š�Ç�����(�(���]�Œ�•�_���~�ð�ô�î�•�X���:�����}���•�������Z�}���•���š�Z�]�•��

assertion, not�]�v�P���^�d�Z�����Á���Ç�•���]�v���Á�Z�]���Z���Á�������}�u�u�µ�v�]�����š�����Z���À�������Z���v�P�������Y�����v�����}�µ�Œ���Œ���•�‰�}�v�•�����•�Z�}�µ�o�����������š�}��

���v�P���P�����š�Z�]�•�����Z���v�P�����]�v���}�µ�Œ���š�Z�]�v�l�]�v�P�������}�µ�š���š���Æ�š�•�����v�����o�]�š���Œ�����]���•�����v�����]�v���}�µ�Œ���‰�������P�}�P�]���•�_���~�:�����}���•���í�ô�î-3). 

Multimodal pedagogies enable first year composition instructors (and, by extension, students) to face 

this reality and grow within it. 

As a result, many composition instructors have welcomed multimodality into assignment design 

to diversify the methods in which students are able to demonstrate their learning. As Weiser explains, 

�^���}�u�‰�}�•�]�š�]�}�v�[�•�����Œ�����•���}�(���•�š�µ���Ç�����}�v�š�]�v�µ�����š�}�����Æ�‰���v�������v�����š�}���������Œesponsive to the changing environment in 

�Á�Z�]���Z���Á�����š�������Z�����v�������}�v���µ���š���}�µ�Œ���Œ���•�����Œ���Z�_���~�ñ�í�î�•�X�����•�������Œ���•�µ�o�š�U���&�z�����}�(�š���v�����}�u�‰�o���u���v�š�•���š�Œ�����]�š�]�}�v���o�����•�•���Ç�•��

with in-class presentations, videos, and scaffolded assignments like creating a blog over the course of 

the semester which may incorporate writing, images, and videos in addition to more traditional writing 

�š���•�l�•�X���,�]�š�š���Œ���]�v�(�}�Œ�����•���š�Z�����(�o���Æ�]���]�o�]�š�Ç���}�(���u�µ�o�š�]�u�}�����o�����•�•�]�P�v�u���v�š�������•�]�P�v�����Æ�‰�o���]�v�]�v�P�U���^�u�µ�o�š�]�u�}�����o���‰�������P�}�P�]���•��

promote the use of any number of media to create cohesive rhetorical texts, allowing students different 

�u�}�����•���}�(�����}�u�u�µ�v�]�����š�]�}�v���š�}�����}�u�‰�}�•�������v�����‰�Œ�}���µ�������l�v�}�Á�o�����P���_���~�ð�ñ�•�X���^�Z�����Z�]�P�Z�o�]�P�Z�š�•���š�Z�����‰�}�š���v�š�]���o���(�}�Œ��
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students to compose using podcasts, infographics, poster presentations, and magazines. Moreover, 

multimodal assignments are a means of refocusing assignment design on those skills and final products 

which may be most relevant to students. 

2.3 The Rise of the Nontraditional Student 

Increasing diversity in student demographics has further complicated the matter of first year 

���}�u�‰�}�•�]�š�]�}�v�X���/�(���}�v�����•���]���U���^�:�}�Z�v�����}�����Á���•�������š�Œ�����]�š�]�}�v���o���•�š�µ�����v�š�X�_���d�Z�����o�]�•�š���v���Œ���]�•���o�]�l���o�Ç���š�}�����}�u�����µ�‰���Á�]�š�Z������

myriad of descriptive assumptions pertaining to John Doe. According to history, he is white; he is 18 

years of age as a first year student; he is a full-time student; he does not work a job; English is his native 

language; he does not have children; he lives in on campus housing; he was assigned male at birth and 

identifies as a heterosexual male; he has no physical, psychological, or learning disabilities.  

This stereotypical student type was the norm, the default, majority student type until 

surprisingly recently. To put the timeline into perspective, Harvard, founded in 1636, is considered the 

first u�v�]�À���Œ�•�]�š�Ç���]�v���š�Z�����h�v�]�š�������^�š���š���•�X���d�Z�����(�]�Œ�•�š�����(�Œ�]�����v�����u���Œ�]�����v�����]���v�[�š�������Œ�v���������}�o�o���P���������P�Œ�������]�v���š�Z�����h�v�]�š������

States until around 1823 when Alexander Lucius Twilight graduated from Middlebury College (Slater 47). 

Women were not openly welcome until 1833, when Oberlin Four admitted women and men together 

(Slater 47). The �(�]�Œ�•�š���Á�}�u���v���š�}�������Œ�v�������������Z���o�}�Œ�[�•�������P�Œ�������Á���•�������š�Z���Œ�]�v�������Œ���Á���Œ���]�v���í�ô�ð�ì���~�h�^�����E���Á�•�•�X���>�µ���Ç��

���v�v���^�š���v�š�}�v���Á���•���š�Z�����(�]�Œ�•�š�����(�Œ�]�����v�����u���Œ�]�����v���Á�}�u���v���š�}�������Œ�v�������������Z���o�}�Œ�[�•�������P�Œ�������]�v���š�Z�����•�š���š���•���]�v���í�ô�ñ�ì��

(Slater 47). While this list of firsts shows a rapid acceleration, these firsts were so notable because they 

were often exceptions. The traditional student was still the norm, often to the oppression and exclusion 

of all others. For example, even well after African Americans were accepted (not welcomed) in 

university settings, many in academia still viewed racial minorities as inferior, leading to their use as test 

subjects and some truly atrocious moments in history.6  

 
6 See Dolmage Academic Ableism, McVean, and Wilder for deeper discussions and examples.  
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As a result of these deep-rooted biases and prejudices, even as access was granted, there was 

�À���Œ�Ç���u�µ���Z�������^�•���‰���Œ���š���U���v�}�š�����‹�µ���o�_���u���v�š���o�]�š�Ç�����Œ�}�µ�v���������µ�����š�]�}�v�X���d�Z�������Æ�]�•�š���v�������}�(���‰���}�‰�o�����Á�Z�}���Á���Œ���v�[�š��

the traditional student was becoming more accepted, as long as they stayed away from the presumably-

�•�µ�‰���Œ�]�}�Œ���š�Œ�����]�š�]�}�v���o���•�š�µ�����v�š�•�X���d�Z�µ�•�U���Á�}�u���v�[�•�����}�o�o���P���•�����v�����µ�v�]�À���Œ�•�]�š�]���•�U���Z�]�•�š�}�Œ�]�����o�o�Ç��Black colleges and 

universities, and Gallaudet were created. Over time, the barriers between categories softened, allowing 

the progression of a more blended student population.  

A notable exception to this increasing diversity was disability. Disabled students who could 

manage to navigate existing systems were grudgingly accepted into universities in the early 1900s, but 

those who could not access education as it was designed were excluded. Rocco and Collins explain that 

�^�‰�Œ�]�}�Œ���š�}���š�Z�����í�õ�ó�ì�•�U�����Z�]�o���Œ���v���Á�]�š�Z�����]�•�����]�o�]�š�]���•���Á���Œ�����v�}�š���P�µ���Œ���v�š�������������‰�µ���o�]���������µ�����š�]�}�v�U���v�}�Œ�����]����

�v�}�v�À���š���Œ���v�•���Á�]�š�Z�����]�•�����]�o�]�š�]���•���Z���À���������o���P���o�o�Ç���‰�Œ�}�š�����š�������Œ�]�P�Z�š���š�}�����v�����������•�•�]���o���������µ�����š�]�}�v�_���~�ï�î�ó�•�X���������Z�}�����Œ�š�•��

was the first wheelchair user accepted to a university when, in 1962, he was granted admission to UC 

Berkeley; however, the school attempted to revoke his admittance when they learned of his disability 

(Edelstein; Leon). Eventually, they relented and allowed his attendance despite his use of a wheelchair 

and respirator. Six decades later, acceptance into university and degree completion of students with 

disabilities is still markedly less than for students of other demographic categories. 

The traditional student cannot, by concept, be disabled having been largely unwelcome in the 

American collegiate setting for 325 years. More than unwelcome, there is a tragic history of the 

educated elite using the disabled poor as research subjects (Dolmage, Academic Ableism; Lucchesi; 

�d�Œ���v�š�V�����v�����t���o�•�}�u���•�X�����•�����}�o�u���P�������Æ�‰�o���]�v�•�U���^�d�Z�������]�•�����o�����U���]�v���š�Z�]�•���Z�]�•�š�}�Œ�Ç�U���Á���Œ�����u�}�Œ�����š�Z���v���o���(�š���}�µ�š�W��

���]�•�����o�������‰���}�‰�o�����Z���À�����������v�����Æ�‰���Œ�]�u���v�š�������µ�‰�}�v�U���•�š���Œ�]�o�]�Ì�����U���]�u�‰�Œ�]�•�}�v�����U�����v�����l�]�o�o�����_���~Academic Ableism 

15). Much like with race, this history made access into university an even greater struggle as the idea of 

inferiority needed to be openly refuted. The occasional successful disabled student was seen as an 

exception, a chance competent or an idiot savant, rather than an indication that people with disabilities 
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could be as intelligent and capable as their nondisabled counterparts. Sinclair explains this bias as the 

�v���������(�}�Œ���^���]�•���u�‰�}�Á���Œ�������‰���}�‰�o�����Y���š�}�����]�•�‰�µ�š�����š�Z�����‰�Œ���•�µ�u�‰�š�]�}�v���}�(���š�Z���]�Œ���]�v���}�u�‰���š���v�����U���š�}���Œ�������(�]�v����

�š�Z���u�•���o�À���•�����•�����‹�µ���o�•���}�(���š�Z�������u�‰�}�Á���Œ���������o���•�•�_���~�ï�ð�•�X���/�v���}�šher words, while a traditional student is 

accepted into academia under the assumption of their ability to succeed, a nontraditional student may 

be reluctantly accepted, but they will be battling the assumptions of their failure the whole way.   

Nevertheless, diversification persists. Now, women outnumber men in university (Pike and Kuh 

289). More students are working while enrolled, enrolling later, or maintaining families while enrolled. 

Approximately 20% �}�(���µ�v�����Œ�P�Œ�����µ���š�����•�š�µ�����v�š�•���]�����v�š�]�(�Ç�����•���Z���À�]�v�P���•�}�u�����š�Ç�‰�����}�(�����]�•�����]�o�]�š�Ç���~�E�����^�U���^�&���•�š��

�&�����š�•�V�_���K�Œ�Œ��and Bachman Hammig 181). In terms of race, while Caucasian/White is still the largest single 

racial category; this figure has dropped from 81% of the undergraduate student population in 1980 to 

40.5% of the undergraduate student population in the fall of 2023 (Nam). This means that, only very 

recently, the national undergraduate student population shifted to a majority-minority population.7  

While these shifts are spectacular in terms of equality, diversification, globalization, and 

opportunity, the impacts of this increasingly complex landscape of student demographics upon 

pedagogy and educational best practices are less clear. When the traditional student was the majority 

student type, it was comparatively simple to devise pedagogy and policy to best benefit that 

homogenous student group. Now, however, the majority of students are nontraditional and, more to 

the point, are nontraditional in different ways. This raises the question, are those policies and practices 

designed for the traditional student sufficient and effective for this more diversified student body?  

2.3.1 Impacts  

As research into best practices and course design has grown and developed, the baseline subject 

�Z���•���Œ���u���]�v�������š�Z���š���}�(���š�Z�����^�š�Œ�����]�š�]�}�v���o�_�����}�o�o���P�����•�š�µ�����v�š�X�����•�������Œ���•�µ�o�š�U���u�µ���Z���}�(���Á�Z���š��instructors presume to 

 
7Although Georgia State has been a majority-minority institution for far longer than the national demographics 
�Z���À�����������v�U���/�[�u���(�}���µ�•�]�v�P���Z���Œ�����}�v���š�Z�����v���š�]�}�v���o���•�š���P�������������µ�•�������Z���v�P���•���]�v�������������u�]�����Œ���•�����Œ���Z�����Œ�����u�}�Œ�����}�(�š���v���š�]�������š�}��
national trends than to those of specific universities. 
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know about pedagogy and learning is based on traditional characteristics. For example, it is well 

understood that full-time students are more likely to complete degrees (Nelson Laird and Cruce 291; 

Snyder, Tan, and Hoffman; Zajacova, Lynch, and Espenshade 696); on-campus students are more 

engaged in their learning processes and, consequently, make higher grades (Kuh et al.; Pike and Kuh); 

and, students who work more than 15 hours a week are less likely to graduate on time (Lammers, 

Onwuegbuzie, and Slate 72; Riggert et al.).  

Unfortunately, these studies almost always assume the students in question are similar and, as a 

�Œ���•�µ�o�š�U���u���l�����Œ�����}�u�u���v�����š�]�}�v�•�������•�������}�v���š�Z���š�����•�•�µ�u�‰�š�]�}�v�X�����•�����}�o�u���P�����v�}�š���•�U���^�d�Z�����(�����š���]�•�U���š�}�}���}�(�š���v�U���Á����

react to diversity instead of planning for it. We acknowledge that our students come from different 

places, and that they are headed in different directions, yet this does little to alter the vectors of our 

�}�Á�v���‰�������P�}�P�Ç���}�Œ���š�������Z�]�v�P�_���~Academic Ableism 78). �������}�v�•���‹�µ���v�������}�(���š�Z�]�•���‰���Œ�•�‰�����š�]�À�����]�•���Œ���•�����Œ���Z���Œ�•�[��

recommendations and resulting policies are sometimes excellent in theory but not in practice.  

2.3.1.1 On-Campus Living Requirements as an Example 

To elaborate with one of the previous examples, students who live on campus are more likely to 

be engaged in their learning environment and graduate on time than those who live off campus. From 

this understanding, a common conclusion is that a good policy for student success would be to require 

students to live on campus at least for their first year. Pike and Kuh make this recommendation, 

specifically with the goal of improving outcomes for first-generation students (291). Many universities 

also take this position to heart and policy. University of Notre Dame, for example, requires students to 

live on campus for three years. Yale, Cornell, MIT, Dartmouth, and University of North Carolina require 

at least freshmen to live on campus (CollegeVine). Many public, 4-year universities also have on-campus 

housing requirements; some public 4-year universities in Georgia with first-year on-campus residency 

requirements include Georgia College and State University, Kennesaw State University (Marietta 

campus), University of Georgia, Georgia Southern University, and Clayton State University. 
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These universities have this policy because it is a great method of building a foundation for 

student success; however, it is only actually great when it is a policy that can be followed. Living on 

campus, though, comes with the added expenses of living on campus (the residence fees, often-required 

dining fees, often-required school resources fees like the gym) which may be lessened or waived for 

non-resident students. For many students, especially nontraditional ones, the financing alone makes 

living on campus impossible, even if the benefits of living on campus would be significant. Moreover, 

students who live off campus are also more likely to be employed off campus, more likely to have 

families or dependents, and are more likely to be part-time students. Considering all of these details and 

possibilities, for many students, living on campus (despite its benefits) is not feasible. For these 

students, a well-intended on-campus requirement is just another barrier to higher education.8 

Further, many of the unique features of off-campus students demonstrate increased drains on 

�š�Z�����•�š�µ�����v�š�•�[���š�]�u���U���Œ���•�}�µ�Œ�����•�U�����v�������š�š���v�š�]�}�v���Á�Z�]���Z���Á�}�v�[�š�����������u���o�]�}�Œ���š���������Ç���š�Z�����•�š�µ�����v�š�[�•���o�]�À�]�v�P���}�v��

campus. For example, if the student needs to maintain their job to pay tuition costs, then being required 

to live on campus may increase their work commute, increasing the negative drain on their time. 

Consequently, while this off-campus student may engage less with their instructors, have a part-time 

course load, or fail to graduate on the traditional timeline, it is not necessarily living off campus which 

causes these negative impacts and requiring students to live on campus may make matters worse. 

2.3.1.2 Implications 

As this one example demonstrates, student demographics have become more complicated and 

those policies which provide support for traditional students may pose unexpected barriers to 

nontraditional students. Further, what works for one type of nontraditional student may not work for 

 
8Many universities with on-campus requirements do allow for exceptions under specific circumstances; however, 
this raises additional issues. An exception might require uncomfortable disclosures (of economic distress, disability, 
children, etc.) and needing ���v�����Æ�����‰�š�]�}�v���u���Ç�����������•�š�Œ���•�•�����v�����µ�v�����Œ�š���]�v�š�Ç���]�(�������•�š�µ�����v�š�[�•���‰���Œ�š�]���µ�o���Œ���•�]�š�µ���š�]�}�v�����}���•�v�[�š��
align with exception requirements.  
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another student who is nontraditional in a different way. Understandably, this complicates research a 

�P�Œ�����š���������o�X�����•���^�Á�����l�������������u�]�����‰���Œ�(�}�Œ�u���v���������v�����Z�]�P�Z�����Œ�}�‰�}�µ�š���Œ���š���•���Œ���u���]�v���‰���Œ�•�]�•�š���v�š���‰�Œ�}���o���u�•�����u�}�v�P��

�µ�v�����Œ�P�Œ�����µ���š���•�_���~�•���i�����}�À���U���>�Ç�v���Z�U��and Espenshade 677), researchers have been attempting to identify 

and resolve barriers in higher education. One area of research attempting to tackle (some of) this 

complexity is disability and accommodations research. The variety of accommodations in the collegiate 

system is a great example of how varied student types impact (and are impacted by) available resources.  

2.4 The Failures of Accommodations as Access 

While there are a variety of accommodations available at most universities, the students for 

whom these accommodations are available and protected are limited. Accommodations were 

implemented for students attempting to navigate university with a diagnosed disability. While a person 

identifying as a non-disabled minority could eventually be welcomed to a campus and attend, even 

when accepted, disabled students often face unique difficulties simply accessing resources.  

Over time, after a great deal of effort on the part of activists like Ed Roberts, accessibility 

became a key issue resulting in federal legislation, the Americans with Disabilities Act (ADA) demanding 

universities guarantee access to disabled students. However, the wording of the ADA legislation states 

that � �̂��]�•�����o�������‰���}�‰�o���������v���Œ���‹�µ���•�š���^�Œ�����•�}�v�����o�����������}�u�u�}�����š�]�}�v�U�_���]�(���u�}���]�(�]�����š�]�}�v�•�����}���v�}�š���^�(�µ�v�����u���v�š���o�o�Ç��

���o�š���Œ���š�Z�����v���š�µ�Œ�����}�(�_���š�Z�����‰�Œ�}�P�Œ���u���}�Œ���]�u�‰�}�•�����^�µ�v���µ�����Z���Œ���•�Z�]�‰�_���}�v���š�Z�����}�Œ�P���v�]�Ì���š�]�}�v�_���~���������‹�š�����]�v���t�}�u�����l��

495) an�����•�Z�}�µ�o�����v�}�š���^�Œ���‹�µ�]�Œ�����•�]�P�v�]�(�]�����v�š�����]�(�(�]���µ�o�š�Ç���}�Œ�����Æ�‰���v�•���_���~�:�µ�v�P���ð�õ�ò�•�X���&�µ�Œ�š�Z���Œ�U���]�š���]�•���v�}�š���š�Z�����‰���Œ�•�}�v���]�v��

�v���������}�(���������}�u�u�}�����š�]�}�v���Á�Z�}���������]�����•���Á�Z���š���]�•���Œ�����•�}�v�����o���V���]�š���]�•�����v�������u�]�v�]�•�š�Œ���š�}�Œ���Á�Z�}���}�(�š���v�����}���•�v�[�š���v��������

the accommodation themselves (Browning; Dolmage; Jung; Smyser-Fauble; Tincani; Womack). 

���}�v�•���‹�µ���v�š�o�Ç�U�����•���t�}�u�����l�����Æ�‰�o���]�v�•���^�_�Œ�����•�}�v�����o���_���������}�u�u�}�����š�]�}�v���]�•���]�v�•�š�]�š�µ�š�]�}�v���o�o�Ç�������•�]�P�v�������š�}�����Z���v�P����

�š�Z�����o�����•�š���‰�}�•�•�]���o�������u�}�µ�v�š�_���~�ð�õ�ò�•�U���Œ���o�Ç�]�v�P���}�v���š���u�‰�}�Œ���Œ�Ç���Œ���š�Œ�}�(�]�š�•���Á�Z�]���Z���^���}���v�}�š���Œ���‹�µ�]�Œ�����•�š�Œ�µ���š�µ�Œ���o��

�Œ�������•�]�P�v�_���~�,�]�š�š���ð�î�•�X���d�Z�]�• �Œ���•�µ�o�š�•���]�v���Á�Z���š�����}�o�u���P�����Œ���(���Œ�•���š�}�����•�����v�(�}�Œ���]�v�P���^���o�Á���Ç�•�����v�����}�v�o�Ç���t the legal 

�u�]�v�]�u�µ�u���������}�u�u�}�����š�]�}�v�_���~�î�ó�•�X���h�o�š�]�u���š���o�Ç�U�����À���v���•�š�µ�����v�š�•���Á�]�š�Z�������o���P���o�o�Ç���‰�Œ�}�š�����š�������Œ�]�P�Z�š���š�}��
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accommodations may find themselves excluded from full (or any) participation in university by the very 

system ostensibly in place to help them.  

Additionally, it is up to the student to navigate that system. While struggling with the demands 

of university, the student must disclose their situation, prove their disability, ask for accommodation, 

wait for judgement, and, if granted, accept (gratefully) whatever accommodations the system deigns to 

�‰�Œ�}�À�]�������š�Z���u�X���K�(�š���v�U���š�Z�����•�š�µ�����v�š�•���^���Œ���v�[�š�����o�o�}�Á�������š�}���l�v�}�Á���Á�Z���š���š�Z���������š�µ���o���Œ���v�P�����}�(���������}�u�u�}�����š�]�}�v�•��

might be. Inst�������U���š�Z���Ç���Y���Z���À�����€�š�Z���]�Œ�•�����]���P�v�}�•�]�•���u���š���Z�������Á�]�š�Z�������•�š�}���l���•���š���}�(���������}�u�u�}�����š�]�}�v�•�_���~���}�o�u���P����

90).9 There is often no room for negotiation and the granted accommodations are not tailored to the 

�•�š�µ�����v�š�[�•�������š�µ���o���v�������•���}�Œ���š�Z���������u���v���•���}�(���š�Z�����•�š�µ�����v�š�[�•���•�‰�����]�(�]�������}�µ�Œ�•���•�X���/�š���}�(�š���v���š�Z���v���������}�u���•���š�Z����

�•�š�µ�����v�š�[�•���Œ���•�‰�}�v�•�]���]�o�]�š�Ç���š�}�������µ�����š�����š�Z���]�Œ���]�v�•�š�Œ�µ���š�}�Œ�•���}�v���š�Z���]�Œ situation, their accommodations, and their 

legal rights (Dolmage; Hadley; Hitt; Smyser-Fauble; Womack). And this is a battle which must be waged 

���À���Œ�Ç���•���u���•�š���Œ�X���h�v�����Œ�•�š���v�������o�Ç�U���^�u�}�•�š���}�(���š�Z�����•�š�µ�����v�š�•�������•���Œ�]�������š�Z�����µ�v�]�À���Œ�•�]�š�Ç���������}�u�u�}�����š�]�}�v�•�����•���^�v�}�š��

very acco�u�u�}�����š�]�v�P�_�_���~�,�����o���Ç���í�ð�•�X���h�o�š�]�u���š���o�Ç�U���š�Z�����‰�Œ�}�����•�•���]�•���•�}�����Œ���µ�}�µ�•�����v�����š�Z�����Œ���•�µ�o�š�•���•�}��

underwhelming, that many students give up on the process entirely. 

In addition to the overwhelming complexity of the process, many students forego 

accommodations in favor of privacy. Students who want accommodations must disclose their disability 

first to staff, then to faculty, then (intentionally or by virtue of their accommodations) to their 

classmates. Despite disability being a protected demographic and accommodations being a right, many 

researchers have found students forced to disclose their status to get assistance are faced with 

judgement from peers and instructors who see their accommodations as an unfair advantage10 

(Browning; Dolmage; Olney and Kim; Rose; Womack). In considering seeking accommodations, students 

 
9Carroll-�D�]�Œ���v���������]�•���µ�•�•���•���š�Z�]�•�����•���Á���o�o���Á�]�š�Z���•�‰�����]�(�]�������Æ���u�‰�o���•���}�(���•�š�µ�����v�š�•�[���u�]�•�u���š���Z���•���Á�]�š�Z���š�Z���]�Œ���������}�u�u�}�����š�]�}�v�•�X��
�,�������}�v���o�µ�����•�U���^�š�Z�����]�v�•�š�]�š�µ�š�]�}�v���Z���•�������š���Œ�u�]�v�����������‰�Œ�]�}�Œ�]���š�Z�����v�������•���}�(���^�t�>�������v�����Z�}�Á���š�}���������Œ���•�•���š�Z���u���Œ���P���Œ���o���•�•���}�(��
how Nina describes her needs to �š�Z�����]�v�•�š�]�š�µ�š�]�}�v�[�•���Œ���‰�Œ���•���v�š���š�]�À���•�_���~�����Œ�Œ�}�o�o-Miranda 281-2).  
10 �Z�}�•�����P�}���•���•�}���(���Œ�����•���š�}�����•�•���Œ�š���š�Z���š���������}�u�u�}�����š�]�}�v�•�����Œ�����v�}�š���}�v�o�Ç�������^���µ�Œ�����v���(�}�Œ���š�������Z���Œ�•�_���~�î�ô�•�����µ�š���^���������š�Œ���Ç���o���}�(��
�š�Z�������]�•���]�‰�o�]�v���_���~�î�ò�•�X���/�v���(�����š�U���Z�������‹�µ���š���•���Œ���‹�µ�]�Œ�������������}�u�u�}�����š�]�}�v�•���Á�]�š�Z���À�]�}�o���v������against faculty. 
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weigh the potential reactions of all those involved and attempt to determine whether the possibility of 

�������}�u�u�}�����š�]�}�v�•���]�•���Á�}�Œ�š�Z���š�Z�����Œ�]�•�l�V���(�}�Œ���u���v�Ç�U���]�š���]�•�v�[�š���~�����Œ�Œ�}�o�o-Miranda; Dolmage; Hadley; Hitt; Orr and 

Bachman Hammig 182; Roberts, Crittenden, and Crittenden; Rocco and Collins 229-330; Smyser-Fauble; 

Strimel and �E�}�Œ�š�Z�Œ�µ�‰���ñ�ò�•�U�����•�‰�����]���o�o�Ç���Á�Z���v���š�Z�����������}�u�u�}�����š�]�}�v�•�����}�v�[�š�������š�µ���o�o�Ç�����o�]�P�v���Á�]�š�Z���š�Z�����•�š�µ�����v�š�[�•��

needs11 (Barber-Fendley and Hamel 528; Carroll-Miranda; Dolmage). 

This is the reality for students with a legally protected right to access. Students without that 

�‰�Œ�}�š�����š�������Œ�]�P�Z�š�����}�v�[�š���Z���À����any recourse if their situations do not align with the parameters of their 

���}�µ�Œ�•���[�•���‰�}�o�]���]���•�X�������•�]�v�P�o�����‰���Œ���v�š���š�Œ�Ç�]�v�P���š�}�������Œ�v�����������P�Œ�����U���(�}�Œ�����Æ���u�‰�o���U�������v�v�}�š���Œ���‹�µ���•�š���������}�u�u�}�����š�]�}�v�•��

for attendance requirements if their babysitter cancels. A student for whom English is a second (or third, 

�}�Œ���(�}�µ�Œ�š�Z�•���o���v�P�µ���P���������v�[�š���Œ���‹�µ�]�Œ�����š�Z���]�Œ���]�v�•�š�Œ�µ���š�}�Œ�����o�o�}�Á���š�Z���u���š�}���µ�•�����š�Œ���v�•�o���š�]�}�v���•�}�(�š�Á���Œ���X���d�Z���•�����•�š�µ�����vts 

must rely on the goodwill of instructors who are flexible and understanding to help them.  

To that end, when instructors are understanding and aware of the complex lives their students 

�o�������U���P�Œ�����š���o�����Œ�v�]�v�P�������v���}�����µ�Œ�X�����•���t�}�u�����l�����•�•���Œ�š�•�U���������}�u�u�}�����š�]�}�v���^�]�•���v�}�š���š�Z�������Æ�����‰�š�]�}�v���Á�����•�}�u���š�]�u���•��

make in spite of learning, but rather the adaptations we conti�v�µ���o�o�Ç���u���l�����š�}���‰�Œ�}�u�}�š�����o�����Œ�v�]�v�P�_���~�ð�õ�ð�•�X���/�v��

other words, relying on a system which mandates changing as little as possible to be as uninviting as 

possible while claiming cooperation creates a learning environment focused on the exclusion, 

submission, or era�•�]�v�P���}�(���š�Z�����^�}�š�Z���Œ�U�_�����µ�š���Á�]�š�Z�����}�}�‰���Œ���š�]�}�v�U�����}�o�o�����}�Œ���š�]�}�v�U�����v�����µ�v�����Œ�•�š���v���]�v�P�U��

accessibility can be a more genuine reality for both traditional and nontraditional students.12 

 
11 This is a particular issue in first year composition where many of the typical accommodations granted to disabled 
�•�š�µ�����v�š�•���•�]�u�‰�o�Ç�����}�v�[�š�����‰�‰�o�Ç�X�����•�������Œ�����Œ-�&���v���o���Ç�����v�����,���u���o�����Æ�‰�o���]�v�U���^�K�(�š���v�U���>�����•�š�µ�����v�š�•�U���Z���À�]�v�P�����}�v�•�]�����Œ�����o����
difficulty in writing, self-disclose their disabilities in the writing classroom and are later disappointed to discover 
�š�Z�����o���P���o���������}�u�u�}�����š�]�}�v�•���€�Y�•�����}���v�}�š�����‰�‰�o�Ç���š�}�������Á�Œ�]�š�]�v�P�����o���•�•�_���~�ñ�î�ô�•�X�� 
12 As Womack cautions in her work (521), I too feel the need to specify that all the potentials and possibilities 
discussed here and later in this work are not intended to replace the accommodations system. There is no 
perfectly designed first year composition course or course policy capable of meeting all the needs of all potential 
students. Accommodation will still remain a vital component of university accessibility. However, it may be 
possible to relieve some of the overload on that system, making it more effective, more genuine, and more 
capable of operating in line with its purpose. 
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2.5 The Intersection of Complexity: First Year Composition and the Nontraditional Student 

My research begins at the intersection of these varied topics: the evolution of first year 

composition, the rise of nontraditional student types, and the failures of the current accommodations 

system. As it stands, university systems and policies remain heavily based on the traditional student with 

implicit (and occasionally explicit) biases which exclude or limit the participation of nontraditional 

students. First year composition has, over time, shown itself to be one of the subjects most willing to 

adapt to the changing needs of its students; however, in this willingness there has occasionally been a 

lack of cohesion or communication. As a result, there is a great deal of disconnected research with 

potentially great ideas and a resulting innumerable variety of first year composition classes. This puts 

�(�]�Œ�•�š���Ç�����Œ�����}�u�‰�}�•�]�š�]�}�v���]�v�š�}���š�Z�����‰�}�•�]�š�]�}�v���}�(�������]�v�P���Á�Z���š���Z�}�����Œ�š�•�}�v�����v�����d�����Ì���l���š���Œ�u�����v���^�µ�v-���]�•���]�‰�o�]�v���_��

(186). This state of being poses a great deal of uncertainty, but also a great deal of opportunity.  

In the vast realms of academic research in the overlapping fields of first year composition, 

student diversity, and accessibility, there is one consistent weakness: student perception is rarely 

explored in depth. As Jones found in her research, when students (or their work) were consulted, it was 

�u�}�•�š���}�(�š���v�����}�v�����š�Z�Œ�}�µ�P�Z���š�Z�����]�v�š���Œ�‰�Œ���š���š�]�}�v���}�(���š�Z�����Œ���•�����Œ���Z���Œ�V���•�š�µ�����v�š�•�[���š�Z�}�µ�P�Z�š�•���Á���Œ�����v�}�š���Œ���‰�Œ���•���v�š������

on their own. It is in this gap that my research blooms. By focusing on first year composition, I was able 

to explore the applications of policy and pedagogy from the perspective of the most diverse collection of 

�•�š�µ�����v�š�•���Á�Z�}���Z���À�����‰�Œ�����}�u�]�v���v�š�o�Ç���v�}�š���Ç���š���������v���]�v���}���š�Œ�]�v���š�������]�v�š�}���š�Z�����^�Z�}�Á���]�š�[�•�����o�Á���Ç�•���������v�_���•�Ç�•�š���u�•���}�(��

higher education and desensitized to the syllabus. Ma�v�Ç���(�]�Œ�•�š���Ç�����Œ���•�š�µ�����v�š�•�������v�[�š���(�]�o�o���]�v���š�Z�����P���‰�•���]�v�Z���Œ���v�š��

in the implicit expectations of higher education; consequently, these students are ideal subjects to 

explore the effectiveness of existing policies and assignment designs. Over time, students adapt (with 

varying degrees of success) to the existing educational environment13, but if we begin asking new 

 
13���d�Z���Œ�����]�•���•�}�u�����•�µ�‰�‰�}�Œ�š���(�}�Œ���š�Z�]�•���]�v���š�Z�]�•���Œ���•�����Œ���Z�����•���Á���o�o�X���t�Z�]�o�����š�Z�����•�µ���P�Œ�}�µ�‰���}�(���•�š�µ�����v�š�•���Á�Z�}���Á���Œ�����š�Z�]�Œ�����Ç�����Œ���}�Œ��
�Z�]�P�Z���Œ���Á���•�����}�u�‰���Œ�����o�Ç���•�u���o�o�U���š�Z���•�����•�š�µ�����v�š�•���Á���Œ�����u�}�Œ�����o�]�l���o�Ç���š�}���‰�Œ���(���Œ���š�Œ�����]�Ÿ�}�v���o���‰�}�o�]���]���•�X���d�Z���]�Œ���Á�Œ�]�©���v��
���}�u�u���v�š�•���]�v���]�����š�������š�Z�]�•���Á���•���•�]�u�‰�o�Ç�����������µ�•�����š�Œ�����]�Ÿ�}�v���o���‰�}�o�]���]���•���Á���Œ�����Á�Z���š���š�Z���Ç���Z�������P�Œ�}�Á�v���µ�•�������š�}�X 
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students, especially nontraditional ones, what they actually think about or take away from syllabus 

content, we can learn where current materials meet their needs, can be improved, or should be 

removed. These students may not know anything about pedagogy, but they have experience in 

education and know at least what ���}���•�v�[�š���Á�}�Œ�l���(�}�Œ���š�Z���u�X���&�}�Œ���u���v�Ç�U���/���Z�Ç�‰�}�š�Z���•�]�Ì�����U���Á�Z���š�����}���•�v�[�š���Á�}�Œ�l��

are largely traditional components of class design. To explore this hypothesis, I used the familiar 

medium of the course syllabus to present students with more traditional assignment designs and course 

policies and more innovative assignment designs and course policies. I hoped to explore first year 

composition student�•�[ perceptions of classroom policies and assignment designs to investigate whether 

our understandings of best practices align with what students believe works best with their needs.  

2.5.1 �d�Z�����^�Ç�o�o�����µ�•�Y�� 

2.5.1.1 �Y���•�������d�������Z�]�v�P���d�}�}�o�� 

The syllabus is an omnipresent document in academia; every student receives a syllabus for 

every class they take throughout their university tenure. Researchers as a whole seem to find the 

�•�Ç�o�o�����µ�•���������}���µ�u���v�š���}�(���P�Œ�����š���]�u�‰�}�Œ�š�����o���]�u�]�v�P���š�Z���Ç���^�����v���������µ�•���(�µ�o���]�v engaging students and creating an 

���(�(�����š�]�À�������o���•�•�Œ�}�}�u�����š�u�}�•�‰�Z���Œ���_���~�^�o���š�š���Œ�Ç��and �����Œ�o�•�}�v���í�ñ�õ�•���}�Œ�����À���v�����}�v�•�]�����Œ�]�v�P���]�š���^�š�Z�����u�}�•�š���]�u�‰�}�Œ�š���v�š��

�š�������Z�]�v�P���š�}�}�o���}�v���������v�����u�‰�o�}�Ç���(�}�Œ�����(�(�����š�]�À���o�Ç���š�������Z�]�v�P�����v�Ç�����}�µ�Œ�•���_���~���]�v�P�µ�•���ñ�ó�•�X�� 

�d�Z�����•�Ç�o�o�����µ�•���]�•���}�(�š���v���•�š�µ�����v�š�•�[���(�]�Œ�•�š���}�‰�‰�}�Œ�š�µ�v�]�š�Ç���š�}���(�}�Œ�u�����v���]�u�‰�Œ���•�•�]�}�v���}�(���š�Z�������}�µ�Œ�•���[�•��

requirements, assignment designs, classroom policies, and instructor. Many researchers have 

���}�u�u���v�š�������}�v���š�Z�����•�Ç�o�o�����µ�•�[���]�u�‰�}�Œ�š���v�š���Œ�}�o�������•�������^�(�]�Œ�•�š�����}�v�š�����š�_���š�}�}�o���(�}�Œ���•�š�µ��ents (Cummings, Bonk and 

Jacobs; Eberly et al.; Richmond et al.; Thompson). Students use this first contact to clarify expectations 

���v�������•�•���•�•���š�Z�������}�µ�Œ�•���[�•���Á�}�Œ�l�o�}����; this helps students determine if they can succeed in the course.  

In addition to assessing workload, students often use the impressions they get from the syllabus 

�š�}���(�}�Œ�u���‰���Œ�����‰�š�]�}�v�•���}�(���š�Z���]�Œ�����}�µ�Œ�•���•�[���]�v�•�š�Œ�µ���š�}�Œ�•���Á�Z�]���Z���š�Z��y use to determine whether or not they 

should remain in the course or attempt to change to another option. The syllabus not only outlines the 
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�]�v�•�š�Œ�µ���š�}�Œ�[�•�������µ�����š�]�}�v���o�������o�]���(�•���~�������Œ�o�Ç�����š�����o�X�•�U�����µ�š�����o�•�}���•���š�•���š�Z�����š�}�v�����}�(���š�Z�������o���•�•�����v�������}�u�u�µ�v�]�����š���•���Á�Z���š��

the instructor is like as a person (Habanek; Harnish and Bridges; McKeachie; Thompson). Students who 

are uncertain about their abilities feel more comfortable with instructors they perceive to be 

approachable.  

While this initial connection between instructor and student is important, it is almost an 

incidental byproduct that has developed as the syllabus has evolved and changed over time. The 

syllabus originally served as little more than a table of contents (Parkes and Harris 55); however, it is 

now much more than that, ranging from a brief list of course details to a detailed guide14 or study 

manual (Garavalia). With this great deal of variety comes a great deal of ambiguity.  

The syllabus has further taken on the responsibility of communicating school policies, classroom 

policies, expectations, and consequences. Many researchers have noted this, observing the focus of 

syllabi has shifted from class structure to situations (Rabbini) and now serves a variety of functions 

including contract, learning tool, tone setter, faculty resource, portfolio document, and student guide 

(Parkes and Harris; Slattery and Carlson). This is a lot to expect from one document, and unfortunately, 

over the course of these evolving purposes, syllabus design has not evolved in suit.  

�D���v�Ç���Œ���•�����Œ���Z���Œ�•�����}�v�v�����š���š�Z�]�•���o�����l���}�(�����À�}�o�µ�š�]�}�v���š�}���š�Z�������}���µ�u���v�š�[�•���š�Ç�‰�]�����o�����Æ���o�µ�•�]�}�v���(�Œ�}�u��

curriculum redesign (Eberly et al. or Hess and Whittington, for example). The syllabus is just accepted as 

an artifact, often passed down from instructor to instructor or even from department administration to 

instructors. The result of this has been that, as the syllabus has evolved in terms of purpose, it has 

become longer and more complex with instructors having a great deal of leeway in some sections but 

none in others. Consequently, the final product is a patchwork of information and a patchwork of voices.  

This patchwork structure can be problematic. When the syllabus is expected to connect 

instructors with students, instructors with other instructors, and instructors with school administrators 

 
14�����]�v�P�µ�•�U���(�}�Œ�����Æ���u�‰�o���U���(�}�µ�v�����ð�î�����}�u�u�}�v���•�����Ÿ�}�v�•���}�v���•�Ç�o�o�����]�X 
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(Afros and Schryer; Cummings, Bonk, and Jacobs), the mix of purposes, voices, and ever-increasing 

���}�v�š���v�š���u�����v���•�š�µ�����v�š�•�����}�v�[�š���Œ�����������À���Œ�Ç�š�Z�]�v�P�����v�����}�(�š���v�����}�v�[�š���µ�v�����Œ�•�š���v�������À���Œ�Ç�š�Z�]�v�P���š�Z���š���š�Z���Ç�����}���Œ�������X��

This is not great when the syllabus is also a pseudo-binding contract for the faculty-student 

relationship15 (Garavalia et al.; Hess and Whittington; Parkes and Harris; Slattery and Carlson; Soonpaa; 

and Womack).  

As the syllabus gets longer and more complex, students prioritize what they study within the 

document. Students often focus on the class schedule, grading information, and assignment guidelines 

(Calhoon and Becker). While many researchers and policy makers advocate for more than that in a 

syllabus,16 the positive impacts of such inclusions can only be present when the material is absorbed 

(and remembered) by the student users.  

To encourage (or force) students to read the full syllabus and retain the information therein, 

many instructors utilize syllabus quizzes. However, when Raymark and Connor-Green tested the 

effectiveness of syllabus quizzes in promoting memory, students who had completed a syllabus quiz only 

answered an average of one more true-false question correctly on a later assessment compared to 

those who did not have the syllabus quiz (287). So, being quizzed over the material did not have much of 

an impact on content retention,17 lending doubt to the efficacy of this standard practice.  

�/�š�����}�µ�o�����������š�Z���š���•�š�µ�����v�š�•�����}�v�[�š�����}�v�š�]�v�µ���o�o�Ç���Œ���(���Œ���š�}���š�Z�����•�Ç�o�o�����µ�•���(�}�Œ�����v�Ç���}�(�������v�µ�u�����Œ���}�(���Œ�����•�}�v�•�X��

Students often lose their syllabi (Calhoon and Becker 9); the overwhelming amount of information 

means many students treat syllabi like an End User License Agreement �t agreeing to the terms without 

 
15 �/�v�š���Œ���•�š�]�v�P�o�Ç�U���^�o���š�š���Œ�Ç�����v���������Œ�o�•�}�v�U���‰���Œ���‰�Z�Œ���•�]�v�P�����Œ�}�•�u���v�[�•���í�õ�õ�ô���(�]�v���]�v�P�•�U�����•�•�]�P�v���š�Z���������À���o�}�‰�u���v�š���}�(���š�Z����
contract-purpose to the students, rather than faculty or administration � ŵhen students first began to challenge 
���Æ�‰�����š���š�]�}�v�•���š�Z���š���Á���Œ�����v�}�š�������•���Œ�]���������]�v�����}�µ�Œ�•�����•�Ç�o�o�����]�_���~�í�ò�ì�•�X���/�(���š�Z�]�•���]�•���������µ�Œ���š���U���š�Z���v���Œ���u�}�À�]�v�P�����À���v���Œ���Œ���o�Ç-needed 
parts of the syllabus becomes problematic in the event of a challenge.  
16 Fuentes et al., for example, propose the inclusion of diversity statements to increase feelings of inclusion (qtd. In 
Maimon, Howansky, & Sanchez). 
17 Raymark and Connor-Green assert that the difference in average correct for students who took the quiz 
�~�D�A�í�ò�X�ï�í�•���À�•�X���š�Z�}�•�����Á�Z�}���Á���Œ���v�[�š���‹�µ�]�Ì�Ì�������~�D�A�í�ñ�X�ï�ñ�•���]�v���š�Z���]�Œ���‰�}�‰�µ�o���š�]�}�v�•��is significant. However, that means those 
who took the quiz averaged around a 60% on the later assessment, which, at least to me, is not an indication of 
the system being effective, regardless of statistical significance. 
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understanding them (Soonpaa 835); students may find the language intimidating or obfuscating 

(Thompson 55; Womack); the legalistic content may alienate students and make them give up on 

decoding the content (Slattery and Carlson). With a lack of definitive research on why students struggle 

with the syllabus, many instructors have recently attempted adjusting syllabus design themselves to 

encourage more engagement and retention.  

The result of this reprioritizing has been a push for more learner-centered (or student-centered) 

syllabi. These syllabi prioritize cooperation between students and their instructors. In this style, syllabi 

are more likely to include tools for students helping them plan for tasks, keep track of their 

performance, and feel involved in their learning process (Calhoon and Becker; Parkes and Harris). 

Further, a learner-centered syllabus helps balance the power dynamic between students and instructors 

(Afros and Schryer 229; Richmond et al. 13). This is not to say that a learner-centered syllabus gives 

students complete control of the class or that students and instructors become perfectly equal in power. 

���•�����(�Œ�}�•�����v�����^���Z�Œ�Ç���Œ�����}�u�u���v�š�U���š�Z�����•�š�µ�����v�š�•���^���Œ�����Á���o�o�����Á���Œ�� of who will be doing the work and who will 

���������}�]�v�P���š�Z�����P�Œ�����]�v�P�_���~�î�î�õ�•�X���,�}�Á���À���Œ�U���š�Z�����o�����Œ�v���Œ-centered syllabus helps make clear what students will 

get out of their classes and encourages instructors and students to develop a cooperative relationship.  

2.5.1.2 �Y���•���D�Ç���Z���•�����Œ���Z���d�}�}�o 

�h�o�š�]�u���š���o�Ç�U�����•�����o���Œ�]�P�Z�š�����Æ�‰�o���]�v�•�U���^�����•�Ç�o�o�����µ�•�����Æ�]�•�š�•�����•�������š�}�µ���Z�•�š�}�v�����(�}�Œ�����v�Ç�����}�µ�Œ�•���_���~�î�ï�•�X���/�š���]�•���]�v��

this function that my research found utility in the syllabus. Whether students read the syllabus 

thoroughly or not, it is the central document for each class, containing assignment designs and 

classroom policies for first year composition courses. While course catalogs contain overviews of 

department-level goals and university policies, the syllabus has all policies specific to the instructor 

which have a more immediate impact on student behavior. Additionally, students facing challenges with 

their education utilize the syllabus and the impressions left by the first day of classes to make 

judgements about their own abilities to succeed in a course; with the variety of first year composition 
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courses available, this gives students an opportunity to sort-of shop for a class that best suits their needs 

and preferences �t �]�(���š�Z�����•�Ç�o�o�����µ�•���]�•�������P���v�µ�]�v�����Œ���(�o�����š�]�}�v���}�(���š�Z�������}�µ�Œ�•���[�•���Œ�����o�]�š�Ç�X�����•�������Œ���•�µ�o�š�U���š���•�š�]�v�P��

�•�š�µ�����v�š�•�[���Œ�������š�]�}�v�•���š�}���•�Ç�o�o�����µ�•�����}�v�š���v�š���‰�Œovides me insight into those needs and preferences. 

In this research setting, the structure and familiarity of a syllabus allowed students to focus on 

the specifics of assignment design and classroom policy and the questions I asked. I broke my test syllabi 

into pieces rather than presenting students with complete syllabi to examine and compare so students 

could remain focused on the specific details of the syllabus without the distraction of extraneous 

sections and to set up A/B comparisons for students. With this structure, I could prompt students to 

compare specific policies and make preferential choices between them. In other words, students being 

questioned on their thoughts on specific sections presented as separate pieces were more able to 

attend to those sections and respond appropriately than if they were to read the syllabus as a whole.  

When it came to constructing test syllabi, I kept them consistent �t I had a control (traditional) 

syllabus and a test (nontraditional) syllabus and focused on content, not design.18 As a result, Syllabus A 

and Syllabus B were written in the same text-heavy format that is traditional to syllabus construction. 

For the most part, Syllabus A and Syllabus B had all the same categories laid out in the same order. The 

only exceptions to thi�•���Á���Œ�����š�Z�����^���Æ�‰�����š���š�]�}�v�•���}�(���^�š�µ�����v�š�_�����v�����^���Æ�‰�����š���š�]�}�v�•���}�(���/�v�•�š�Œ�µ���š�}�Œ�_���•�����š�]�}�v�•�V��

Syllabus A did not have these sections at all as these are not components of a traditional syllabus.19   

When it came to actual content, there were always marked differences between the control 

Syllabus A and the test Syllabus B. Syllabus A involved strict, traditional class policies and traditional 

essay assignment designs while Syllabus B involved more flexible class policies and multimodal 

assignment designs. While I discuss policy specifics in detail later, I want to clarify that Syllabus A was 

 
18 While the traditional syllabus design is something that definitely needs to be analyzed and revised, analyzing 
content and design involved too many variables for this research project.  
19���d�Z�]�•�����]�������}�v�(�µ�•�����•�š�µ�����v�š�•���������]�š�U���•�}���]�•���•�}�u���š�Z�]�v�P���/�������i�µ�•�š�������]�v���š�Z�����Œ���À�]�•�������•�Ç�o�o�����µ�•���‰�Œ���•���v�š�������]�v�����‰�‰���v���]�Æ�����X�� 
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not set up as a strawman syllabus.20 While Syllabus A was traditional in content, it was not draconian or 

excessively authoritarian; rather, assignment designs were based on typical FYC essay assignments and 

classroom policies involved a lack of flexibility, with a priority placed on student accountability. Similarly, 

test Syllabus B did not advocate an absence of instructor control; instead, Syllabus B was designed to 

�������}�u�u�}�����š�����•�š�µ�����v�š�������À�]���š�]�}�v���(�Œ�}�u���^�š�Œ�����]�š�]�}�v���o�_�����•�������u���š�š���Œ���}�(�����}�µ�Œ�•���U���Œ���š�Z���Œ���š�Z���v�������u���š�š���Œ���}�(��

exception incorporating flexibility for out-of-class-circumstance and giving students opportunities to 

contribute and clarify their needs.  

In keeping with a learner-centered syllabus structure, both syllabi provided at least some 

clarification on why certain policies were constructed as they were.  Additionally, both syllabi 

�]�v���}�Œ�‰�}�Œ���š�������Á�Z���š���^�o���š�š���Œ�Ç�����v���������Œ�o�•�}�v���Œ���(���Œ���š�}�����•�������^�Á���Œ�u�_���š�}�v�����š�}���^���Æ�‰�o���]�v�����Æ�‰�����š���š�]�}�v�•���]�v���������o�����Œ�����v����

friendly fashion, encourage and motivate students, and anticipate positive student outcomes, rather 

�š�Z���v���u���Œ���o�Ç�����š�š���u�‰�š�]�v�P���š�}���‰�Œ���À���v�š���‰�Œ�}���o���u�•�_���~�í�ñ�õ���t this is also explained in Harnish and Bridges). To 

make sure to set up my research fairly and genuinely, I revised the language in Syllabus A to be more 

�P���v�µ�]�v���X���&�}���µ�•�]�v�P���}�v���^�Á���_���o���v�P�µ���P�����~���•���}�‰�‰�}�•�������š�}���š�Z�����u�}�Œ�����������µ�•���š�}�Œ�Ç���^�Ç�}�µ�_�•�����•���^�o���š�š���Œ�Ç�����v���������Œ�o�•�}�v�U��

Thompson, and Womack suggest was one way I balanced tone and content. Furthermore, I ensured 

Syllabus A also included examples, reasoning, and some humor. While Syllabus A had stricter policies, it 

often did not have a stricter conveyance of those policies. 

2.5.2 Assignment Design 

Assignment design in first year composition, in general, seems to be more open to 

���Æ�‰���Œ�]�u���v�š���š�]�}�v���š�Z���v���}�š�Z���Œ���(�]���o���•�X���d�Z�]�•�������v�����������š�š�Œ�]���µ�š�����U�����š���o�����•�š���]�v���‰���Œ�š�U���š�}�����}�u�‰�}�•�]�š�]�}�v�[�•���•�š���š�������•���^����

 
20 This language is chosen with intent as setting up a strawman was one of my biggest concerns. I worried that 
�•�š�µ�����v�š�•���Á�}�µ�o�������µ�š�}�u���š�]�����o�o�Ç���Œ���i�����š�������•�š�Œ�]���š���Œ���‰�}�o�]���Ç���]�v���(���À�}�Œ���}�(���}�v�����š�Z���š���o���š�•���š�Z���u���^�P���š�����Á���Ç���Á�]�š�Z�_���u�}�Œ���X���/�����]�����v�}�š��
want to present a false dichot�}�u�Ç���}�(���^���Á�Á�U���P�Œ�Œ�U�����Á�(�µ�o���š�Œ�����]�š�]�}�v�J�_�����v�����^�}�}�}�U���•�Z�]�v�Ç���v���Á�v���•�•�J�_���Z���š�Z���Œ�U���/���Z�}�‰�������(�}�Œ��
students to see two reasonable policies which play to different strengths and circumstances. In most cases, 
�•�š�µ�����v�š�•�[�����•�•���•�•�u���v�š�•���}�(���Œ�����•�}�v�����o���v���•�•���]�v���]�����š�������/���Á���•���•�µ�������•�•�(�µ�o. 
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���]�•���]�‰�o�]�v�����]�v���u�}�š�]�}�v�����v���������(�]���o�����]�v���(�o�µ�Æ�_���Á�Z�]���Z���u���l���•���]�v�•�š�Œ�µ���š�}�Œ�•���u�}�Œ�����^�€�}�‰���v�•���š�}���v���Á���u���š�Z�}���•�����v����

�€�Á�]�o�o�]�v�P�•���š�}���•�����l���}�µ�š���À�]�����o�����v���Á�����]�•���}�µ�Œ�•�����•�‰�������•�_���~���}�Z���v�v�}�v���ï�ð�����v�����o���š���Œ�������Z�}�������]�v���Z�}�����Œ�š�•�}�v��and 

Taczak 186). The flexibility of first year composition makes it an ideal subject for my research, with my 

research into student preferences contributing to the body of empirical support for that flexibility.  

My research looked to provide support for the assignment design choices instructors make 

based on their understandings of best practice and theory. Students, without that background 

knowledge, focus on what they, personally, will get out of assignments when choosing classes and 

determining how well a course option fits their needs. Many instructors are increasing the multimodality 

of assignment designs in efforts to make their assignments more relevant and more engaging to 

students. However, there is little �Œ���•�����Œ���Z���]�v�š�}���š�Z�����•�š�µ�����v�š�•�[���‰���Œ�����‰�š�]�}�v�•���}�(���š�Z���•�������(�(�}�Œ�š�•�X���t�Z���š���Œ���•�����Œ���Z��

does exist, often focuses on English language learners or high school students, involves small sample 

�•�]�Ì���•�U���}�Œ�����}���•�v�[�š�����]�Œ�����š�o�Ç���•�}�o�]���]�š���•�š�µ�����v�š���(�������������l.21 As a result, many questions remain. Do all students 

feel more engaged? Do they feel these assignment designs are more impactful for them? Do students 

with outside demands on their time and attention prefer writing assignments for their relative 

simplicity�M���/�����]���v�[�š���l�v�}�Á�U�����µ�š���/���Z�}�‰�������u�Ç���Œ���•�����Œ���Z���Á�}�µ�o�����Z���o�‰���u�����(�]�v�����}�µ�š�X�� 

In setting up my control/traditional essay assignments for this research, I used the GSU first year 

composition assignments provided to graduate research assistants in 2020 and 2021 as well as 

assignments I have used in the past as a first year composition instructor at UNG as a baseline. These 

assignments, further, are largely typical of traditional writing assignments in this field with similar 

assignments being discussed by many researchers (see for example: Browning; Hitt; Isaacs; Lovitt and 

Young; Robertson and Taczak; Slattery; Stewart; Sullivan; Vance; or Vidali); essentially, though details 

 
21 �^�������(�}�Œ�����Æ���u�‰�o���U�����}�Z���v�v�}�v�[�•���Œ���•�����Œ���Z���Á�Z�]���Z�����]�Œ�����š�o�Ç���•�}�o�]���]�šs student feedback, but involves a sample of only 15. 
�^�]�u�]�o���Œ�o�Ç�U�����Z���v�[�•���Œ���•�����Œ���Z���•�}�o�]���]�š�•���•�š�µ�����v�š���(�������������l�U�����µ�š��has a sample of only 16 English language learner students 
in the equivalent of 11th �P�Œ�������X���^�Z�]�‰�l���U�����o�š���Œ�v���š�]�À���o�Ç�U���o�}�}�l�•�����š�����v�P�o�]�•�Z���•�‰�����l�]�v�P���µ�v�]�À���Œ�•�]�š�Ç���•�š�µ�����v�š�•�U�����µ�š�����}���•�v�[�š��
directly solicit feedback; instead, Shipka discusses a handful of student assignments as examples for the 
effectiveness of multimodality without directly asking students for their perceptions.   
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may vary, traditional essay assignments in first year composition often include literacy narratives, 

narratives of overcoming, research, and argumentation.  

When it came to developing multimodal options of my control/traditional essay assignments, I 

found there to be less research, less consensus, and more variety. In discussing multimodality in general, 

it was often tied to accessibility (Dolmage; Hitt; Rocco and Collins; Smyser-Fauble), and many different 

avenues for multimodality have been explored. Eberly et al. for example, touch on field experience, class 

demonstrations, and oral presentations as avenues for incorporating multimodality. When it comes to 

first year composition specifically, an ever-growing number of researchers advocate for multimodality in 

assignment design (some examples include: Anderson et al.; Bohannon; Bourelle et al.; Chen; Desmet et 

al.; Relles and Tierney; Sanchez, Lane and Carter; Shipka; Sullivan), so I began my assignment revisions 

with looking at how these researchers incorporated and discussed multimodality. I then built on their 

findings by reaching out to colleagues to see if and how they incorporated multimodality in their 

classes.22 

After that extensive research, I worked to develop one-to-one test/multimodal assignments 

from the single-mode control/traditional essay assignment designs. I did not change the goals or 

academic details of test assignments, and I did specify the forms of multimodality. Many researchers 

have advocated for a more open approach to multimodality wherein students may be presented with a 

general assignment goal but may choose what modalities are incorporated in their final products.23 

While these open-ended assignment designs have merit and potential, I did not want to present 

students with a strict-and-structured control assignment and a seemingly I-can-do-whatever-I-want test 

 
22 �:�}���]���t�]�o�o�]���u�•���Á���•���}�(���‰���Œ�š�]���µ�o���Œ�����•�•�]�•�š���v�������]�v���š�Z�]�•���‰�Œ�}�����•�•�X���t�Z�]�o�����/�[�o�o�����]�•���µ�•�•���Z���Œ�����•�•�]�P�v�u���v�š�������•�]�P�v�•���]�v���u�}�Œ���������‰�š�Z��
in Chapter 4, her work was the basis for my test/multimodal Assignment 2. 
23�����Z���v�U���(�}�Œ�����Æ���u�‰�o���U���Z�������•�š�µ�����v�š�•���Á�Z�}���š�µ�Œ�v�������]�v���À�]�����}�•�����v�����}�š�Z���Œ�•���Á�Z�}���š�µ�Œ�v�������]�v�����]�}�Œ���u���•�X���^�]�u�]�o���Œ�o�Ç�U���^�Z�]�‰�l�����Z������
�}�v�����•�š�µ�����v�š���š�µ�Œ�v���]�v�������š���Æ�š�µ���o���À���Œ�•�]�}�v���}�(���š�Z���]�Œ�����•�•�]�P�v�u���v�š���]�v���������]�Ÿ�}�v���š�}�����v���]�v�š���Œ�����Ÿ�À�������}�u�‰�µ�š���Œ���‰�Œ�}�P�Œ���u�V���•�Z�����Z������
���v�}�š�Z���Œ���•�š�µ�����v�š���~�(�}�Œ���š�Z�����•���u�������•�•�]�P�v�u���v�š�•���š�µ�Œ�v���]�v�������u�µ�o�Ÿ�u�}�����o���‰�Œ�}�i�����š���]�v�À�}�o�À�]�v�P�������������l�Á���Œ���•�r�‰�Œ�]�v�š�������/�Y��
���•�•���•�•�u���v�š�U�����v�����•�•���Ç�U�����v���������•���Œ�]���•���}�(���u�]�Œ�Œ�}�Œ�•���v�������������š�}���v���À�]�P���š�����š�Z�����/�Y�����•�•���•�•�u���v�š�X 
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assignment. Instead, I structured the test/multimodal assignment designs to present students with 

limited, multimodal options tied to specific job or academic skills the students might need to develop. 

2.5.3 Classroom Policies 

When it came to assessing and exploring classroom policies, I faced a different issue: with the 

complex and comprehensive nature of the syllabus, an effort to assess student perspectives related to 

every policy could not be accomplished without creating a survey of truly unreasonable length and 

time,24 so I whittled the total possible policies down to those I hypothesized would have varied opinions 

and those which either lacked a great deal of research or had a great deal of conflicting research.  

�t�Z�]�o�����Œ���•�����Œ���Z���]�v�š�}���•�š�µ�����v�š���‰���Œ�����‰�š�]�}�v�•���}�(���š�Z�����•�Ç�o�o�����µ�•�����•�������Á�Z�}�o�������v�����}�v���•�š�µ�����v�š�•�[���š�Z�}�µ�P�Z�š�•���}�v��

syllabus design is necessary, this project was more limited in scope. I focused on a handful of specific 

policies rather than the syllabus in its entirety. I excluded components which provide information 

without providing substance (like course name, instructor name, and class meeting details) or those 

things which provide substance but are largely out of instructor control (such as course objectives and 

learning outcomes which are often standardized by departments).  

Also for this reason, I focused on classroom rather than university policies. The exception to this 

is my inclusion of the accessibility statement because, while it is often a standardized university policy, 

the potential for personalizing it without weake�v�]�v�P���}�Œ�����Z���v�P�]�v�P���š�Z�����µ�v�]�À���Œ�•�]�š�Ç�[�•���‰�}�•�]�š�]�}�v���]�•���u�}�Œ����

apparent and the results of such personalization are significant. Ultimately, I narrowed my scope to the 

attendance policy, participation policy, accessibility statement, missed and late work policy, electronics 

in class policy, extra effort policy, expectations of student, and expectations of instructor.  

As I explored potential control, traditional policies, I found research often focused on the most 

traditional of traditional policies �t those which alienate students and create firm hierarchical barriers 

 
24 As it stands, the survey I ended up using took most students 30-40 minutes to complete with several taking an 
entire class period and a handful taking upwards of an hour and a half and another handful stopping partway 
through the survey leaving notes to t�Z�������(�(�����š���}�(���^�š�o�V���Œ�_���}�Œ���^�/�[�u���v�}�š���Œ�������]�v�P�����o�o���}�(���š�Z���š�X�_�� 
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between instructors and students without also providing support. Thompson, for example, noted that 

�š�Z�����o���v�P�µ���P�����}�(���•�Ç�o�o�����]���^�(�µ�Œ�š�Z���Œ���]�v�•�µ�o�š�•�����Ç���]�v�š�]�u�]�����š�]�v�P���•�š�µ�����v�š�•���]�v�š�}���}�������]���v�����_���~�ñ�ñ�•�X���Z�]���Z�u�}�v�������š�����o�X��

and Jenkins et al. investigated the role of restrictive language more common to traditional policies. 

Interestingly, they found instructors with restrictive language in their policies were perceived to be more 

competent (Jenkins et al. 133; Richmond et al. 12). It is in this finding in particular that my research has 

merit. Much research on syllabus tone and content focuses on student comfort and feelings of 

belonging, but research like that of Jenkins et al. and Richmond et al. raise the question: do students 

prefer the structure and assumptions of competence which come with more traditional policies? 

Much like multimodal assignment design, there is a great deal more variation in the research 

pertaining to flexible classroom policies. Many researchers have discussed using positive or friendly 

language, expressing enthusiasm, incorporating flexibility, and providing detailed rationales for policies 

(Habanek; Harnish and Bridges; Nusbaum, Swindell, and Plemons; Parkes and Harris; Slattery and 

Carlson; Thompson). Harnish and Bridges further suggested sharing personal experiences and adding 

humor (321). Nusbaum, Swindell, and Plemons suggested using headers and visual cues to format 

information more clearly (139) as well as explicit offers to help students outside of class (131). In 

addition to recommending clearer formatting and explicit offers for assistance, Womack advocated for 

policies that provide choices for students, stepping back instructor control and developing autonomy in 

learners (516). Fortunately, these varied suggestions are complementary to each other. As a result, in 

developing my test policies, I built upon the base of the learner-centered syllabus, incorporating 

flexibility, enthusiasm, clear offers of assistance and clarification, and explanations of rationale for policy 

details.  

This is not to say syllabi actively in use are either all type A or all type B. I have separated and 

delineated traditional classroom policies from more flexible, nontraditional policies as a means of 

analysis. Syllabi in practice are often blends of traditional policies and more personalized components. 
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Traditional classroom policies are often designed to provide the strongest support for instructors, so 

they are typically the least flexible and the most restrictive. However, many instructors feel comfortable 

deviating from these policies in ways that are convenient for their needs. For example, an instructor 

�Á�Z�}�����}���•�v�[�š���Á���v�š���š�}���Œ���P�µ�o���Œ�o�Ç���š�Œ�����l�����š�š���v�����v�������u���Ç��soften their personal attendance policy.  

2.6 Conclusions 

In conclusion, my research grew from the intersections of several disparate, but interconnected 

components of first year composition research. Much research into assignment design and classroom 

policy builds upon the findings and understandings developed from early research focused on the needs 

and circumstances of traditional students in traditional environments. However, student populations 

�Z���À�������}�v�š�]�v�µ�������š�}���P���š���]�v���Œ�����•�]�v�P�o�Ç�����]�À���Œ�•�����š�}���š�Z�����‰�}�]�v�š���š�Z���š���š�Z�����^�š�Œ�����]�š�]�}�v���o�_���•�š�µ�����v�š���]�•���(���Œ���(�Œ�}�u��

common. Consequently, it is time to begin reassessing policy and assignment design with student input. 

First year composition is a subject uniquely suited to this task. It has shown itself to be flexible and 

evolutionary in design, and it is a required subject for all students regardless of major and background 

so provides the most diverse and largest possible sample without risking re-surveying any students.  

These factors along with my familiarity with the subject have led me to focus my research here. 

�t�����l�v�}�Á���(�]�Œ�•�š���Ç�����Œ���•�š�µ���]���•�����Œ�����^�������Œ�]�š�]�����o���š�]�u�����]�v�����v�P���P�]�v�P���š�Z�����•�š�µ�����v�š�����v�����o���Ç�]�v�P���š�Z�����(�}�µ�v�����š�]�}�v���(�}�Œ��

�(�µ�š�µ�Œ�����•�µ�������•�•�����š���š�Z�����•���Z�}�}�o�_�����v�����Á�����l�v�}�Á���(�]�Œ�•�š���Ç�����Œ�����}�u�‰�}�•�]�š�]�}�v���]�•���}�(���‰���Œ�š�]���µ�o���Œ���]�u�‰�}�Œ�š���v�������š�}���•�š�µ�����v�š�•�[��

persistence and retention (Garrett et al. 94 and 95). It was my goal to begin the research necessary to 

understand if students still believe they can succeed best under traditional policies or if more flexible 

policies better meet their needs. If students feel more flexible policies would better meet their needs, a 

next stage of research would involve applied testing to see if students do succeed more under their 

preferred policy types. It is my hope, then, that others in FYC research and, eventually, other 

departments of academia might deepen my findings by initiating that applied research. While I doubt 

there will ever be one right or perfect way to teach or learn first year composition, it is possible to 
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reassess the foundational supports for the policy and assignment choices instructors make every term, 

strengthening them and reconnecting them to the more complex landscape academia has become.  
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3 RESEARCH JUSTIFICATION AND METHODOLOGY 

3.1 Introduction �t Theoretical Basis 

Most of the research into pedagogy and best practices for first year composition comes from 

theory based on the traditional student and has been completed without input from the students 

impacted by the practices. �t�Z�]�o�����š�Z�]�•�����}���•�v�[�š�����]�u�]�v�]�•�Z���š�Z�����À���o�]���]�š�Ç���}�(��existing �Œ���•�����Œ���Z�U���]�š�[�•���Á�}�Œ�š�Z��

���Æ�‰�o�}�Œ�]�v�P���Z�}�Á���Á���o�o���Á�Z���š���Á�����l�v�}�Á�������}�µ�š�������•�š���‰�Œ�����š�]�����•�����o�]�P�v�•���Á�]�š�Z���•�š�µ�����v�š�•�[���}�Á�v���‰���Œ�����‰�š�]�}�v�•, especially 

as student characteristics have diversified and their needs likely have as well.  

As a result, my research built primarily on that of Nusbaum, Swindell, and Plemons who looked 

���š���^�Á�Z���š�Z���Œ���•�‰�����]�(�]�������•�‰�����š�•���}�(���•�Ç�o�o�����µ�•�������•�]�P�v�����}�µ�o�����‰�}�•�]�š�]�À���o�Ç���]�u�‰�����š���•�š�µ�����v�š�•�[���‰���Œ�����‰�š�]�}�v�•���}�(������

hypothetical course and its instructor, thus setting the stage �(�}�Œ�������•�š�Œ�}�v�P���•�š�µ�����v�š�l�(�����µ�o�š�Ç���Œ���o���š�]�}�v�•�Z�]�‰�_��

(131). Their research focused on the syllabus for an introductory psychology class; they presented 

�•�š�µ�����v�š�•���Á�]�š�Z�������u�}���l���•�Ç�o�o�����µ�•�����v�����]�v�•�š�Œ�µ���š�������š�Z���u���š�}���^�]�u���P�]�v�����€�š�Z���Ç�•�����Œ�����š���l�]�v�P���š�Z�]�•�����o���•�•�����v�����Œ�������]�v�P��

the syllabu�•���(�}�Œ���š�Z�����(�]�Œ�•�š���š�]�u���_�����v�����Œ���•�‰�}�v�����š�}���>�]�l���Œ�š���•�����o�����‹�µ���•�š�]�}�v�•���^���}�v�����Œ�v�]�v�P���š�Z���]�Œ���‰���Œ�����‰�š�]�}�v�•���}�(���š�Z����

�‰�Œ�}�(���•�•�}�Œ�����v�����š�Z�����•�Ç�o�o�����µ�•�_���~�í�ï�î�•�X���Y�µ���•�š�]�}�v�•�����•�l�������•�š�µ�����v�š�•���š�}���Œ���š�����š�Z�����‰�Œ�}�(���•�•�}�Œ�[�•���l�]�v���v���•�•�����v�����Z�}�Á��

likely the student would be to choose to take the class outlined in the syllabus. I used this formatting as 

the foundation of my research, though I ultimately deviated from their syllabus presentation in favor of 

presenting sections of syllabi alongside the questions relevant to that section. 

�D�Ç���Œ���•�����Œ���Z�������•�]�P�v���Á���•�����o�•�}���Z�����À�]�o�Ç���]�v�(�o�µ���v�����������Ç���t�}�u�����l�[�•���Œ���•�����Œ���Z�����}�v�����Œ�v�]�v�P�����������•�•�]���o����

�•�Ç�o�o�����]�U�����}�o�u���P���[�•���Œ���•�����Œ���Z���]�v�š�}�����������•�•�]���]�o�]�š�Ç���]�v���Z�]�P�Z���Œ�������µ�����š�]�}�v���]�v���P���v���Œ���o�U�����v�������Œ�µ���P�P���u���v�v�����v�����Z���Œ��

���}�o�o�����P�µ���•�[���Œ���•�����Œ���Z���]�v�š�}�����������•�•�]���]�o�]�š�Ç���]�v���š�Z�������}�u�‰�}�•�]�š�]�}�v�����o���•sroom. While these researchers focused 

almost entirely on accessibility related to disability, their methods and findings provided a foundation 

for me to expand research into more diverse types of nontraditionality in higher education.  These 

researchers provided examples to help ground my research style and develop my survey. 
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I further grounded my research in learner-centered ideology, rather than a traditional teaching 

�‰���Œ�•�‰�����š�]�À���X���d�Œ�����]�š�]�}�v���o���š�������Z�]�v�P�U�����•�����Æ�‰�o���]�v���������Ç���^�Z���Z�U���]�•���^���]�•�š�]�v�P�µ�]�•�Z���������Ç���]�š�•�����Æ�‰�}�•�]�š�}�Œ�Ç���(�}�Œ�u�����v����

�v���Œ�Œ���š�]�À�������Z���Œ�����š���Œ�_���~�ð�ñ�•�X���/�v���}�š�Z���Œ���Á�}�Œ���•�U���]�š���‰�o�������•���š�Z�����•tudent as a receptacle of learning and the 

instructor as the giver of knowledge. Learner-�����v�š���Œ�������‰�������P�}�P�Ç�U���}�v���š�Z�������}�v�š�Œ���Œ�Ç�U���(�}���µ�•���•���^�}�v���š�Z����

�o�����Œ�v���Œ�•�[���v�������•�U�������]�o�]�š�]���•�U���]�v�š���Œ���•�š�•�U�����v�����o�����Œ�v�]�v�P���•�š�Ç�o���•���Á�]�š�Z���š�Z�����š�������Z���Œ�����•�������(�����]�o�]�š���š�}�Œ���}�(���o�����Œ�v�]�v�P�_���~�^�Z���Z��

46) ���v���U���š�Z�µ�•�U���‰�o�������•���š�Z�����•�š�µ�����v�š�����•�������u�}�Œ���������š�]�À�����‰���Œ�š�]���]�‰���v�š���}�(���š�Z���]�Œ���o�����Œ�v�]�v�P���i�}�µ�Œ�v���Ç�X���K�[�E���]�o�����v����

�D���D���Z�}�v���^�o�]�v�l���š�Z�������}�v�����‰�š���Á�]�š�Z���}�š�Z���Œ���š���Œ�u�•���•�µ���Z�����•���(�o���Æ�]���o�����o�����Œ�v�]�v�P�U�����Æ�‰���Œ�]���v�š�]���o���o�����Œ�v�]�v�P�U�����v�����•���o�(-

���]�Œ�����š�������o�����Œ�v�]�v�P�_���~�^�Z���Z���ð�ò�•�U�����v�����d�����µ�o���Á���U���������•�����}�v�����‰�šs like participation, inquiry, and discovery. 

Ultimately, learner-centered teaching encourages a diversified classroom based on student participation 

and engagement more than the passive learning typified by the traditional teaching method. 

Learner-�����v�š���Œ�������‰�������P�}�P�Ç���]�•���v�}�š�����o�š�}�P���š�Z���Œ���v���Á�X���<���u�����Œ���u���Œ�l�������]�š�����•���}�v�����}�(���š�Z�����^�š�Á�}�����Œ�}������

�}�Œ�]���v�š���š�]�}�v�•���]�v���š�������Z�]�v�P�_���]�v���í�õ�õ�ó�U�����v���U�����À���v�������(�}�Œ�����š�Z���š�U���Z�}�P���Œ�•���Á�}�Œ�l�������]�v���í�õ�ô�ï���š�}���]�����v�š�]�(�Ç���Á�Z���š���]�š���š���l���•��

for student-�����v�š���Œ�������o�����Œ�v�]�v�P���š�}���•�µ�������������~�]�v���K�[�E���]�o�o��and McMahon 31). Since then, this pedagogical 

perspective has continued to gain support. This teaching style is particularly impactful as it encourages 

�•�š�µ�����v�š�����v�P���P���u���v�š�U���‰�Œ�]�}�Œ�]�š�]�Ì�]�v�P���^�‰�Œ�}�����•�•�����v�������}�u�‰���š���v�����U���Œ���š�Z���Œ���š�Z���v�����}�v�š���v�š�_���~�K�[�E���]�o�o��and McMahon 

31). First year composition, with its more diverse student body and varied student skill levels, is a 

promising environment for the application of this more flexible teaching method, if it is effective.  

It is likely that student-centered pedagogy is an excellent match for first year composition; it 

certainly is in theory. However, part of determining if a teaching method is effective should involve 

analysis of student perspectives, and this information is largely absent. While quantitative analysis of 

student grades and writing skills provide part of the picture, and interviews of and research by faculty 

provide another, finding out what students perceive as effective is also necessary.  
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3.2 Research Questions and Hypotheses  

1. Are students more confident with their ability to complete traditional written essay 

assignments or nontraditional multimodal assignments? 

H0: Students are equally confident with their ability to complete traditional written essay 

assignments and nontraditional multimodal assignments. 

HA1: Students are more confident with their ability to complete traditional written essay 

assignments. 

HA2: Students are more confident with their ability to complete nontraditional multimodal 

assignments. 

2. Do students prefer prescribed assignments or having the ability to choose between 

assignment designs?  

H0: Students are equally accepting of prescribed assignments and the ability to choose 

between assignment designs. 

HA1: Students prefer having prescribed assignments. 

HA2: Students prefer having the ability to choose between assignment designs. 

3. ���}���•�š�µ�����v�š�•�[���‰�Œ���(���Œ���v�����•���(�}�Œ���‰�Œ���•���Œ�]�����������•�•�]�P�v�u���v�š�������•�]�P�v�•���}�Œ���š�Z���������]�o�]�š�Ç���š�}�����Z�}�}�•����

between assignment designs vary significantly between student demographic groups? 

H0: Student preferences for prescribed assignments versus the ability to choose do not vary 

significantly between student demographic groups. 

HA1: Student preferences for prescribed assignments versus the ability to choose do vary 

significantly between student demographic groups. 

4. Do students prefer traditional, inflexible classroom policies or nontraditional, flexible 

classroom policies? 

H0: Students have no difference in preference between traditional, inflexible classroom 
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policies and nontraditional, flexible policies. 

HA1: Students prefer traditional, inflexible classroom policies. 

HA2: Students prefer nontraditional, flexible classroom policies. 

5. Do students perceive traditional, inflexible policies or nontraditional, flexible policies to be 

more reasonable? 

H0: Students find traditional, inflexible policies and nontraditional, flexible policies to be 

equally reasonable.  

HA1: Students find traditional, inflexible policies to be more reasonable than nontraditional, 

flexible policies. 

HA2: Students find nontraditional, flexible policies to be more reasonable than traditional, 

inflexible policies 

6. Do student preferences for traditional, inflexible policies or nontraditional, flexible policies 

vary among different student demographics? 

H0: Student policy preferences do not vary between student demographics.  

HA1: Students policy preferences vary between student demographics. 

3.3 Survey Design 

This research was inductive in nature, founded upon observation of student preference. This 

bottom-up approach involved the analysis of student responses to survey questions in which they both 

stated their preferences and (often) elaborated upon them. With this basis and the paucity of similar 

research in my field, this research was exploratory.  

The survey was comprised of demographic questions and analysis questions. The analysis 

section was further divided into syllabus content questions, assignment structure questions, and 

classroom policy questions. I separated content in this way so students could logically progress from one 

section to the next and to facilitate the transfer of information from the response sheets to analytics 
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software. Ultimately, the survey was comprised of 13 demographics questions and 68 analysis questions 

with additional opportunities for students to write in questions, comments, and observations.  

This research data is mixed methods in nature, focusing on student perceptions. In the text 

Research Design: Qualitative, Quantitative, and Mixed Methods Approaches, Creswell and Creswell 

defined �u�]�Æ�������u���š�Z�}���•���Œ���•�����Œ���Z�����•�����v�����‰�‰�Œ�}�����Z���]�v�À�}�o�À�]�v�P���^�š�Z�������}�o�o�����š�]�}�v���}�(�����}�š�Z���‹�µ���o�]�š���š�]�À�����~�}�‰���v-

ended) and quantitative (closed-���v�������•�������š�����]�v���Œ���•�‰�}�v�•�����š�}���Œ���•�����Œ���Z���‹�µ���•�š�]�}�v�•���}�Œ���Z�Ç�‰�}�š�Z���•���•�_���~�î�í�ñ�•�X��

The survey was designed to collect demographic data, pseudo-quantitative responses to closed-ended 

multiple choice questions, and qualitative responses to open-ended questions through student self-

report. This format benefited my sample size and analysis structure. By prioritizing multiple choice, 

Likert scale questions, I was able to get a much larger sample than interviewing or open-ended written 

responses would have made possible. Further, this surveying format enabled me to give quantitative 

value to generally qualitative data; as a result, this format removed the role of my interpretation of 

student meaning which a heavier reliance on open-ended questions would have necessitated. 

While student interpretation of the question and its scale is a drawback to Likert scale 

questionnaires, this limitation is present for any structured format of interrogation. When open-ended, 

that ambiguity is compounded by the reliance upon the researcher to also interpret and codify the 

�•�š�µ�����v�š�•�[���Œ���•�‰�}�v�•���•�X���/�v���š�Z�]�•���•�µ�Œ�À���Ç�[�•���(�}�Œ�u���š�U���•�š�µ�����v�š���Œ���•�‰�}�v�•���•���Á���Œ�����‰�Œ�����}�u�]�v���v�š�o�Ç���‰�Œ��-coded by their 

selections; however, students were also given the opportunity to elaborate upon their selections at any 

time (and were specifically requested to for certain questions) allowing for students to explain their 

reasoning, provide further context, or elaborate upon perceived ambiguity. By providing students with 

the opportunity to write comments and explanations, I was able to �P���]�v���]�v�•�]�P�Z�š���]�v�š�}���•�š�µ�����v�š�•�[�����}�v�š���Æ�š�•��

and perspectives which the Likert responses alone would not have provided. 
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3.4 Survey Administration 

Upon receiving IRB approval, I reached out to all the instructors of first year composition at 

�'���}�Œ�P�]�����^�š���š�����h�v�]�À���Œ�•�]�š�Ç�[�•�����o�‰�Z���Œ���š�š�������v�������š�o���v�š���������u�‰�µ�•���•���Œ���‹�µ���•�š�]�v�P���š�Z�����}�‰�‰�}�Œ�š�µ�v�]�š�Ç���š�}���µ�š�]�o�]�Ì�������o���•�•��

time to survey their students. Instructors were contacted in January, February, and March, with follow-

�µ�‰�����u���]�o�•���}�v�o�Ç���•���v�š���š�}���š�Z�}�•�����]�v�•�š�Œ�µ���š�}�Œ�•���Á�Z�}�����]�š�Z���Œ���Z�����v�[�š���Œ���•�‰�}�v�����������š�����o�o���}�Œ���Z�������Œ���‹�µ���•�š�������/�����Z�����l��

their availability at a later date. This type of convenience sampling is a form of non-probability sampling 

and is not random. While this can have negative impacts on sample demographics, the generally 

random assignment of students to first year composition classes mitigated those concerns.25  

To administer the survey, I visited the acquiescent classes in person. Instructors were welcome 

to remain in the class or step out, though they did not participate. Students were assured that their 

participation was voluntary and anonymous, and they were welcome to revoke consent at any time �t 

their instructor would not be made aware of their participation or lack thereof. As a further protection, 

students were instructed to doodle on their packets if they declined to participate, so there were no 

obvious indications of students not participating.  

I provided all students present with the hardcopy survey and a pen. Students were given the 

necessary time to complete the survey, and surveys were collected when students were done or at the 

end of class time. All returned surveys were stacked together for later data entry. Neither responses, 

consents, nor completion status were checked until later.  

3.5 Methods of Analysis 

My research was exploratory, and I did not expect to arrive at very generalizable conclusions. I 

did, however, hope to begin gathering evidence to support many of the choices instructors have begun 

making in first year composition classes. As Dolmage obser�À�����U���^�d�Z�����(�����š���]�•�U���š�}�}���}�(�š���v�U���Á�����Œ�������š���š�}��

 
25 See the Analysis of Survey Demographics section of Chapter 4 for a discussion on how the students sampled 
aligned and deviated from the expected demographics for students at GSU. Survey respondent demographics 
largely aligned with demographics of the sample population or deviated in expected ways. 
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diversity instead of planning for it. We acknowledge that our students come from different places, and 

that they are headed in different directions, yet this does little to alter the vectors of our own pedagogy 

�}�Œ���š�������Z�]�v�P�_���~Academic Ableism 78). As the student bodies of universities become increasingly diverse, it 

is no longer possible to assume that traditional policies and assignment designs are sufficient. However, 

�Á�������o�•�}�������v�[�š�����•�•�µ�u�����š�Z���š���š�Z�������Z���v�P���•���Á�����u���l�����]�v���Œ���•�‰�}�v�•�����š�}�����]�À���Œ�•�]�š�Ç�����Œ����effective and impactful 

without input from the students affected and impacted. It is time, instead, to explore how diverse 

students respond to assignments and policies and use their responses in our pedagogy and teaching. 

In investigating this complex issue, I utilized a simple survey whose length posed challenges to 

analysis. Consequently, I analyzed student responses first by section; then I compared responses to 

student demographics; then I looked at interactions between sections and overall trends. In deference 

to the pseudo-quantitative nature of my data, I relied on descriptive statistics and nonparametric26 

analyses including crosstabulations, chi-�•�‹�µ���Œ�����š���•�š�•���(�}�Œ���]�v�����‰���v�����v�����U���^�‰�����Œ�u���v�[�•�����}�Œ�Œ���o���š�]�}�v�•�U���‰���]�Œ������

sign tests, and binomial tests. Textual analysis was used to highlight patterns in student comments. To 

prevent an over-���•�š�]�u���š�]�}�v���}�(���u�Ç���Œ���•�µ�o�š�•�[���•�]�P�v�]ficance given the number of analyses performed 

(familywise error rates27�•�U���u�Ç�����o�‰�Z�����À���o�µ�����}�(���X�ì�ñ���Á���•�������i�µ�•�š�������š�}���r���A���X�ì�ì�ì�ð���(�}�Œ���������Z���]�v���]�À�]���µ���o���š���•�š�X 

   

 
26���E�}�v�‰���Œ���u���š�Œ�]�������v���o�Ç�•���•�����Œ�����u�}�•�š�����‰�‰�Œ�}�‰�Œ�]���š�����(�}�Œ���š�Z�]�•�������š�������•���>�]�l���Œ�š�������š�������Œ�����}�Œ���]�v���o���]�v���v���š�µ�Œ�������v�������}���v�}�š���Z���À��������
�µ�•���(�µ�o���u�����v�X���t�Z�]�o�����‰���Œ���u���š�Œ�]�����š���•�š�•���Œ���o�Ç���}�v���š�Z�����u�����v���(�}�Œ���š�Z���]�Œ�����v���o�Ç�•���•�U���v�}�v�‰���Œ���u���š�Œ�]�����š���•�š�•���Œ���o�Ç���}�v���š�Z�����u�}�Œ����
���‰�‰�Œ�}�‰�Œ�]���š�����u�����]���v�X���^���������Z���v�����Œ�]�U���&�Œ�}�•�š�U���}�Œ���^�]���P���o�����v���������•�š���o�o���v���(�}�Œ���u�}�Œ���������š���]�o���������Æ�‰�o���v���Ÿ�}�v�•���}�(���‰���Œ���u���š�Œ�]����
�À���Œ�•�µ�•���v�}�v�‰���Œ���u���š�Œ�]�������v���o�Ç�•���•�����v�����>�]�l���Œ�š���•�����o���������š���X�� 
27���&�}�Œ�������u�}�Œ���������š���]�o���������Æ�‰�o���v���Ÿ�}�v���}�(���(���u�]�o�Ç�Á�]�•�������Œ�Œ�}�Œ���Œ���š���•�U���•�����������v�i���u�]�v�]�����v�������Œ���µ�v�X�� 
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4 ANALYSIS OF DEMOGRAPHICS RESULTS AND OVERALL FINDINGS IN BRIEF 

4.1 Introduction 

When constructing my survey, I ran into the problem of wanting to ask everything so that I 

�Á�}�µ�o���v�[�š���Œ�]�•�l���u�]�•�•�]�v�P�����v�Ç�š�Z�]�v�P���š�Z���š���u�]�P�Z�š have really mattered. As a result, I asked more demographic 

questions than is typical in student surveys and I inquired after demographics that are often not tracked 

at the institutional or national level. The demographics most tracked by institutions include race, age, 

and gender. These are the demographics that best enabled me to check the representativeness of my 

survey population; however, there are many other demographics which researchers are beginning to 

acknowledge may be of great import, but which have thus far received little attention when it comes to 

�µ�v�]�À���Œ�•�]�š�Ç���š�Œ�����l�]�v�P���~�•�µ���Z�����•���•�š�µ�����v�š�•�[���v���š�]�À�����o���v�P�µ���P���•�X���t�Z�]�o�����š�Z�]s made it a challenge to determine in 

what ways my student sample was representative of Georgia State or national student demographics, I 

���}�µ�o�������Æ�‰�o�}�Œ�������}�v�v�����š�]�}�v�•�������š�Á�����v�������u�}�P�Œ���‰�Z�]���•���]�v���Á���Ç�•���š�Z���š�����Œ���v�[�š���}�(�š���v��possible, and it enabled me 

to connect my data to demographic information more thoroughly.  

���}�v�•���‹�µ���v�š�o�Ç�U���/�����•�l�����������(���Á���}�(�������u�}�P�Œ���‰�Z�]�����‹�µ���•�š�]�}�v�•���Á�Z�]���Z���/�����]���v�[�š�����Æ�‰�����š���š�}���Z���À�����•�š�Œ�}�v�P��

impacts within my analyses but which helped determine the representativeness of my sample (i.e., 

gender), several questions which are harder to tie to university or national demographics but which 

provided insight within my research focus (i.e., student native language), and a few of demographic 

questions that provided context for both (i.e., student disability). To begin exploring the relationships 

between demographics and assignment and policy preferences, however, it was first necessary to 

understand the demographics themselves. As a result, this chapter focuses on establishing that 

understanding and exploring collected demographic information.  

4.2 Response Rate  

My research efforts began with a mass email to all 57 instructors of English 1101 and 1102 at 

the Atlanta and Alpharetta campuses in January 2024. In the following months (February and March), I 
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sent a follow-�µ�‰�����u���]�o���š�}�����o�o���]�v�•�š�Œ�µ���š�}�Œ�•���Á�Z�}���Z�����v�[�š���Œ���•�‰�}�v���������}�Œ���Á�Z�}���Œ���‹�µ���•�š�������/���Œ�������Z���}�µ�š���o���š���Œ���]�v���š�Z����

semester to see if I could come into their classes to survey their students. My ultimate response rate 

with this method was 23 affirmative responses out of 57 potential instructors, putting my positive 

response rate28 for this stage of my research at 40.4%.   

 
Figure 4.1 Instructor Email Response Rates 

In terms of number of students, the total possible population for my survey was 2,686 

students29 �t all students enrolled in the 57 ENGL 1101 or 1102 classes on the GSU Atlanta or Alpharetta 

�����u�‰�µ�•���•�X���������}�Œ���]�v�P���š�}���Y�µ���o�š�Œ�]���•�[���^�^���u�‰�o�����^�]�Ì���������o���µ�o���š�}�Œ�U�_���(�}�Œ�������‰�}�‰�µ�o���š�]�}�v���}�(���š�Z�]�•���•�]�Ì���U���������}�v�(�]�����v������

level of 95%, and a margin of error of 5%, an ideal sample size would be at least 337 students.  

The total number of students who could have been surveyed (those enrolled in the classes 

taught by the 23 instructors who invited me into their classes) was 959 students. Of those, 616 students 

attended the classes I surveyed. Ultimately, I received 557 completed surveys. While this comprised only 

20.7% of the total first year composition student body on the Atlanta and Alpharetta campuses, it 

���o�u�}�•�š�����}�µ���o���•���Á�Z���š���Y�µ���o�š�Œ�]���•���•�µ�P�P���•�š�•���š�}���������š�Z�����^�‰�Œ�}�‰�}�Œ�š�]�}�v���}�(���š�Z�����š���Œ�P���š���‰�}�‰�µ�o���š�]�}�v���€�v�������•�•���Œ�Ç�•���š�}���P���š��

results re�‰�Œ���•���v�š���š�]�À�����}�(���š�Z�����š���Œ�P���š���‰�}�‰�µ�o���š�]�}�v�U���Á�]�š�Z�������õ�ñ�9�����}�v�(�]�����v�������o���À���o�X�_���&�µ�Œ�š�Z���Œ�U���š�Z�����ñ�ñ�ó���Œ���•�‰�}�v�•���•��

 
28 �/�����]�������o�•�}���Œ�������]�À���������v�µ�u�����Œ���}�(���^�v�}�U���š�Z���v�l���Ç�}�µ�_���Œ���•�‰�}�v�•���•���~�v�A�í�ñ�•�U���u�����v�]�v�P���u�Ç���š�}�š���o���Œ���•�‰�}�v�•�����Œ���š�����Á���•���ò�ò�X�ó�9�V��
�Z�}�Á���À���Œ�U���•�]�v�������/���}�v�o�Ç���‰�Œ�}�P�Œ���•�•�������Á�]�š�Z���š�Z�����•�š�µ���Ç���Á�]�š�Z���^�Ç���•�_���Œ���•�‰�}�v�•���•�U���ð�ì�X�ð�9���]�•�������u�}�Œ�����������µ�Œ���š�����]�v���]�����š�]�}�v���}�(���u�Ç��
�•�š�µ���Ç�[�•���‰�}�•�]�š�]�}�v�����š���š�Z���š���•�š���P���X 
29 I arrived at this number using the schedule building database in Banner, which shows number of seats available 
for all classes. My calculations were done after the withdrawal deadline, though there may be some variation 
depending on the accuracy of the database and whether or not it updates after open enrollment has ended. 
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comprise 58.1% of the total students enrolled in the classes I surveyed and 90.4% of those students who 

were physically present for the administration of the survey.  

 
Figure 4.2 Student Survey Response Rates 

4.3 �d�Z���������À�]�o�[�•���]�v���š�Z���������u�}�P�Œ���‰�Z�]���• 

�d�Z���������u�}�P�Œ���‰�Z�]�����‹�µ���•�š�]�}�v�•���/�����•�l�������]�v���o�µ�������W���•�š�µ�����v�š�•�[���Ç�����Œ���}�(���•�š�µ���Ç�U���u���i�}�Œ�U���Œ���•�]�����v�������š�Ç�‰�����~�}�v��

or off campus), enrollment type (full- or part-time), native language, average weekly hours worked, 

whether the respondent has children, number of credit hours enrolled, expected time commitment, age 

group, race, and gender. I was able to analyze my test questions from these varied perspectives and gain 

insight into not only student preferences overall, but also trends and features within demographics.  

Not all demographics turned out as experimentally functional as I had hoped. I discarded the 

�^�v�µ�u�����Œ���}�(�����Œ�����]�š���Z�}�µ�Œ�•�����v�Œ�}�o�o�����_���À���Œ�]�����o�����(�Œ�}�u���u�Ç�����v���o�Ç�•�]�•�����������µ�•���������Z�]�P�Z���v�µ�u�����Œ���}�(���•�š�µ�����v�š�•���•�����u������

�µ�v���Á���Œ�����}�(���š�Z���]�Œ�����v�Œ�}�o�o�u���v�š���~�]�X���X�U���•���o�����š�]�v�P���^�&�µ�o�o���d�]�u���_�����v�����^Under 12 Credit Hours). Students are more 

likely to understand their broader category (full- or part-time) and not know how many credit hours 

�š�Z���Ç�[�Œ�������v�Œ�}�o�o�������]�v�U���•�}���/���}�‰�š�������š�}�����o�]�u�]�v���š�����š�Z�������Œ�����]�š���Z�}�µ�Œ���‹�µ���•�š�]�}�v���(�Œ�}�u���u�Ç�����v���o�Ç�•�]�•�X 

Other demographics simply had too-small a response rate to have valid impacts in my analysis. 

�d�Z�����^�Z���•�����Z�]�o���Œ���v�_���À���Œ�]�����o���U���(�}�Œ�����Æ���u�‰�o���U���}�v�o�Ç���Z�������ò���Œ���•�‰�}�v�•���•���}�µ�š���}�(���š�Z�����š�}�š���o���ñ�ñ�ó�X���^�]�u�]�o���Œ�o�Ç�U���}�v�o�Ç���í�ò��

�•�š�µ�����v�š�•���Á���Œ�����]�v�����P�����P�Œ�}�µ�‰�•���}�š�Z���Œ���š�Z���v���^�í�ô-�î�ð�X�_���/�v���(�����š�U���uore students ���]���v�[�š���Œ���•�‰�}�v����to that question 

than were above the age of 24. I, consequently, removed these variables from my analysis as well. Other 
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demographics had limitingly small sample sizes (notably African native languages and hours worked 

weekly); however, the sample sizes are large enough to be functional. Accordingly, I kept these variables 

in the analysis with the caution we need more data prior to assuming any generalizability of findings.  

4.4 Analysis of Survey Demographic Data 

Perhaps because of the generally random assignment of students into first year composition 

courses, the demographics of my sample largely aligned with what I expected from first year 

composition students at Georgia State University, despite the non-random sampling process relying on 

instructors inviting me into their classes. There might be some confounding factor of those not 

surveyed, but the demographics of those surveyed indicate a reasonably solid representative sample of 

�'���}�Œ�P�]�����^�š���š���[�•���µ�v�����Œ�P�Œ�����µ���š����population so far as demographic information is available, with variations 

in line with what one would expect from a predominantly-first-year subgroup.  

4.4.1 Student Year of Study 

 
Figure 4.3 Surveyed Students' Year of Study 

There are no published statistics on which students actually take first year composition at 

Georgia State or more broadly; however, the expectation is that students take first year composition in 

their first year of study. I took first year composition as a third year, so I had some first-hand experience 

outside of that expectation. Considering students who may have needed to re-take the course, struggled 

to get into the course their first semester, brought credits into university with them, or (like me) been a 
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fluke in the system, I did not want to assume in my research that all of the students I surveyed would be 

first year students. So, I asked. In my survey population, 69.8% of students surveyed were first year 

students. Another 21.5% were second years. The remaining 8.6% were third year or higher. This 

information is worth noting as experience within the university system may impact how students view 

and interact with classroom policies and assignment designs.  

4.4.2 Student Major 

Student majors are closely tracked by university systems; however, most available information is 

related to graduated students. I used data from the U.S. Department of Education reporting the majors 

of Georgia State University Undergraduate graduates of 2022 to ascertain my baseline expectations for 

student majors. My survey asked students to write in their major; I then sorted student responses and 

combined related majors into groups.30 Ultimately, the groups were business, computers and 

technology, natural sciences, social sciences, arts, health, other, and undecided/unanswered.  

 
Figure 4.4 Comparison of 2022 Graduates and Surveyed Students' Majors 

 
30 The specific majors in each category: business (business, management, marketing, finance, accounting, 
economics, real estate, hospitality, entrepreneurship, sports administration, and pre-law), computers and 
technology (computer science, computer information systems, game design, web design, architecture, and 
engineering), science (biology, chemistry, physics, medical sciences, neuroscience, and science), social sciences 
(psychology, political science, criminal justice, sociology, social work, history, anthropology, and philosophy), arts 
(film, drawing, music, acting, interior design, and studio art), health (nursing, public health, respiratory care, and 
dietetics/nutrition), and Other (English, journalism, speech communication and rhetoric, linguistics, mathematics, 
insurance, actuarial sciences, public policy analysis, preschool education, physical education and coaching, special 
education, art education, world languages, ASL interpretation, Chinese, Spanish, French, and multidisciplinary), 
and undecided. I sorted the U.S. Department of Education majors into the same categories, and I included the 3% 
�š�Z���š���Á���•���µ�v�������}�µ�v�š�������(�}�Œ���]�v���š�Z���]�Œ���o�]�•�š���]�v���š�Z�����^�}�š�Z���Œ�_�������š���P�}�Œ�Ç�X�� 
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Surveyed student majors aligned surprisingly well with those of 2022 graduates and many of the 

deviations that occurred make sense given common shifts in student major declarations. For example, 

more surveyed students declared science majors (12.6%) than graduated with science degrees in 2022 

(10.4%); this is a group of majors that many students want to major in, but often switch out of in year 

two or three. The National Center for Education Statistics found that, within their first three years of 

school, 3�ï�9���}�(���µ�v�����Œ�P�Œ�����µ���š�����������Z���o�}�Œ�[�•�������P�Œ�������•�����l�]�v�P���•�š�µ�����v�š�•�����Z���v�P�����š�Z���]�Œ���u���i�}�Œ�����š���o�����•�š���}�v���������v����

9% two or more times. Furthermore, 40% of those enrolled in natural sciences changed their major 

within the first three years.31 In the other direction, surveyed students were a bit less likely to have 

�������o���Œ�������•�}���]���o���•���]���v�����•���u���i�}�Œ�•���~�í�î�X�ð�9�����}�u�‰���Œ�������š�}���E�����^�[�•���í�õ�X�õ�9�•�V���Z�}�Á���À���Œ�U���u�µ���Z�����•���š�Z�����v���š�µ�Œ���o��

sciences tend to lose students over time, the social sciences often grow.  

All said, though, my findings, depicted in the graph below, help demonstrate the likely 

representativeness of my student sample. While there are some deviations in compared statistics, the 

deviations are in expected directions and are often within 2% for more stable fields (such as business). 

4.4.3 Student Residence Type 

 
Figure 4.5 Comparison of GSU and Surveyed Students' Residency 

According to the US News and World Report, 82% of Georgia State University students live off 

campus and 18% live on campus or in university funded housing. Among the students I surveyed, 61.4% 

 
31 This is supported further when major and year of study are compared. First year students are more likely to have 
declared a science major than second or third+ year students.  
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lived off campus and 38.6% lived on campus. There is a discrepancy here, but it is a sensible one. The 

U.S. News and World Report data looked at the GSU undergraduate student population as a whole, and 

the Atlanta campus is the only one that offers on-�����u�‰�µ�•���Z�}�µ�•�]�v�P�X���&�µ�Œ�š�Z���Œ�U���/�����]���v�[�š���•�µ�Œ�À���Ç�����o�o�������u�‰�µ�•���•. 

I surveyed students on the Atlanta and Alpharetta campuses, and most of my responses are from 

students on the Atlanta campus; this would skew my results by having a greater ratio of the sample 

population capable of living on campus. Additionally, students in first year composition classes are most 

likely to be first year students, who are more likely to live on campus.  

A great deal of research discusses the merits of students living on campus for at least a year. 

Brenda Ice, senior associate dean and senior director of residential life at Brown University, explained 

�^�Y���v���}�v-campus residential experience provides students with greater structure, support, and 

���}�v�v�����š�]�}�v���š�}���š�Z���������u�‰�µ�•�����}�u�u�µ�v�]�š�Ç�_���~�‹�š���X���]�v���t�}�}���U���^���Œ���Z�•�X���d�Z�]�•���•���v�š�]�u���v�š���]�•�����}�u�u�}�v�U���•�}���(�]�Œ�•�š year 

students are often encouraged or required to live on campus for at least a year. Thus, as Robert Kelchen 

explains, more students begin their university experiences living on campus, then move off campus later 

in their program. Consequently, it makes sense for the demographic I surveyed (predominantly first-year 

students) to have a higher rate of students living on campus than one would typically expect.  

4.4.4 Student Enrollment Type 

 
Figure 4.6 ���}�u�‰���Œ�]�•�}�v���}�(���'�^�h�����v�����^�µ�Œ�À���Ç�������^�š�µ�����v�š�•�[�����v�Œ�}�o�o�u���v�š 
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Nelson Laird and Cruce assert that part-�š�]�u�����•�š�µ�����v�š�•���^���Œ�������u�}�v�P���š�Z�}�•�����Á�Z�}���Z���À�����������v���o���Œ�P���o�Ç��

�]�P�v�}�Œ�������]�v���š�Z�����o�]�š���Œ���š�µ�Œ�����}�v�����}�o�o���P�����]�u�‰�����š�•�_���~�î�õ�ì�•�U�����µ�š���Á�������}���l�v�}�Á���š�Z���š���^���}�u�‰���Œ�������š�}���(�µ�o�o-time 

students, a smaller percentage of part-�š�]�u�����•�š�µ�����v�š�•�Y�����À���Œ�����}�u�‰�o���š�� ���������P�Œ�����_���~�î�õ�í�•�X���d�Z�����E���š�]�}�v���o��

�����v�š���Œ���(�}�Œ�������µ�����š�]�}�v���^�š���š�]�•�š�]���•���v�}�š�������'�^�h�[�•���µ�v�����Œ�P�Œ�����µ���š�����‰�}�‰�µ�o���š�]�}�v���]�•�����}�u�‰�Œ�]�•�������}�(���î�ñ�9���‰���Œ�š-time 

enrolled students and 75% full-time students. Here, again, my data has a discrepancy, with 11% 

identifying as part-time students and 89% as full-time. However, this discrepancy once again makes 

sense when viewed as part of the whole. GSU has seven campuses throughout metro Atlanta and the 

satellite campuses are more likely to have part-time students. Further, many students begin university 

as full-time students, then lower their courseload to manage other time demands or account for more 

challenging upper-level courses. Most of the surveys I collected were from first- and second-year, 

Atlanta campus students, who are more likely to be full-time.  

4.4.5 Student Native Language/Mother Tongue 

�/�v�š���Œ���•�š�]�v�P�o�Ç�U���'�^�h���š�Œ�����l�•���•�š�µ�����v�š�•�[���Z�}�u�������}�µ�v�š�Œ�]���•�U�����µ�š���v�}�š��their native languages. As such, I 

�����v�v�}�š���•�š���š�����Á�Z���š�Z���Œ���}�Œ���v�}�š���š�Z�����•�µ�Œ�À���Ç���Œ���•�‰�}�v�����v�š�•�����o�]�P�v���Á�]�š�Z���'�^�h�[�•���‰�}�‰�µ�o���š�]�}�v���•�‰�����]�(�]�����o�o�Ç�X���,�}�Á���À���Œ�U��

�š�Z���Œ�����]�•���]�v�(�}�Œ�u���š�]�}�v���}�v���Á�Z���š���s���v���t�]�P�����v�����d�}�Œ�Œ���•���š���Œ�u���^�š�Z�����v���š�]�}�v�Á�]�������o�]�v�P�µ�]�•�š�]�����o�o�Ç�����]�À���Œ�•�����‰�}�‰�µ�o���š�]�}�v�_��

�~�ô�ñ�•�X���d�Z���Ç���Œ���‰�}�Œ�š�������š�Z���š���^�š�Á���v�š�Ç-five percent of public-school students speak another language than 

���v�P�o�]�•�Z���]�v���š�Z�����Z�}�u���_���~�•�]���P�o���Œ��and Camarota, qtd. In Van Wig and Torres 84). He, Vetter, and Fairbanks 

similarly noted the number of school-aged students who spoke a language other than English at home 

�^�v�����Œ�o�Ç�����}�µ���o�����_�������š�Á�����v���î�ì�ì�ì�����v�����î�ì�í�ì���~�ï�î�ó�•�X���d�}���‹�µ�}�š�����D���š�•�µ���������v�����,���u�u�]�o�o�U���^�d�Z�����‰�Œ���•���v�������}�(���>�î��

�Á�Œ�]�š���Œ�•���]�v���h�X�^�X���Z�]�P�Z���Œ�������µ�����š�]�}�v���Z���•���������}�u�������v���µ�v�����v�]�����o�����Œ�����o�]�š�Ç�_���~�î�ò6). This highlights the ever-

increasing diversity in student demographics. However, the outcomes for linguistically diverse students 

���Œ�����^���o���Œ�u�]�v�P�V�_���š�Z�]�•���‰�}�‰�µ�o���š�]�}�v���}�(���•�š�µ�����v�š�•���^�����Z�]���À�����‰�Œ�}�(�]���]���v���Ç���]�v���o�]�š���Œ�����Ç���]�v���(���Œ���•�u���o�o���Œ���v�µ�u�����Œ�•���š�Z���v��

their English-speaking peers (Garcia, Kleifgen, and �&���o���Z�]�U���î�ì�ì�ô�•�_�����v�����^�š�Z�������Œ�}�‰�}�µ�š���Œ���š���•���(�}�Œ�����v�P�o�]�•�Z��

learners are also significantly higher than native English speakers (McNeil, Coppola, Radigan, and Heilig, 
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�î�ì�ì�ô�•�_���~�,���U���s���š�š���Œ�U�����v�����&���]�Œ�����v�l�•���ï�î�ó�•�X���/�š���(�}�o�o�}�Á�•���š�Z���š���š�Z���•���������u�}�P�Œ���‰�Z�]�����•�Z�]�(�š�•�����v�������}�v�����Œ�v�•�����Œ�������o�•�}��

reflected in university settings.   

�����•�‰�]�š�����š�Z�]�•�U���š�Z���Œ���[�•���v�}�š�������P�Œ�����š���������o���}�(���]�v�(�}�Œ�u���š�]�}�v���}�v���Z�}�Á���š�Z�]�•���‰�}�‰�µ�o���š�]�}�v���Œ���•�‰�}�v���•���š�}��

classroom policies or if their needs are adequately met in current systems. Matsuda and Hammill 

�}���•���Œ�À�����š�Z���š���^�d�Œ�����]�š�]�}�v���o�o�Ç�U���h�X�^�X�����}�o�o���P�������}�u�‰�}�•�]�š�]�}�v�����}�µ�Œ�•���•���Z���À�����������v designed primarily for 

monolingual native users of a dominant variety of English who share more or less similar cultural and 

�����µ�����š�]�}�v���o���������l�P�Œ�}�µ�v���•�_���~�î�ò�ó�•�X���d�Z���Ç���Á���v�š���}�v���š�}�����Æ�‰�o�}�Œ�����‰�������P�}�P�]�����o���‰�Œ�����š�]�����•�����v�����š�����Z�v�]�‹�µ���•���Á�Z�]���Z��

might help instructors understand some of the language learners (they term these students L2 writers or 

�o�����Œ�v���Œ�•�•���]�v���š�Z���]�Œ�����o���•�•�Œ�}�}�u�•�U�������]�v�P�������Œ�š���]�v���š�}�������µ�š�]�}�v���š�Z���]�Œ���^�����•���Œ�]�‰�š�]�}�v�•�����Œ�����P���v���Œ���o�]�Ì���š�]�}�v�•�������•�������}�v��

�š�Ç�‰�]�����o�����Z���Œ�����š���Œ�]�•�š�]���•�U�����µ�š���]�v���]�À�]���µ���o���•�š�µ�����v�š�����Z���Œ�����š���Œ�]�•�š�]���•���À���Œ�Ç���Á�]�����o�Ç�_���~�î�ò�ô�•�X���/n other words, even 

discussing this one specific demographic (non-native English speakers), the realities of the needs and 

experiences of these students will not consistently align. 

 
Figure 4.7 �^�µ�Œ�À���Ç�������^�š�µ�����v�š�•�[���E���š�]�À�����>���v�P�µ���P�� 

In my research, of those surveyed, 30.5% had a first language not English (69.1% spoke English 

as their first language and .4% gave no response). Of those who had a native language other than 

English, 41.8% spoke Spanish, 33.5% spoke Asian dialects, 10.6% spoke African dialects, and the 
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remaining 14.1% spoke other languages.32 This linguistic diversity is greater than expected and very 

interesting. With this context, this is one of the variables that I hypothesize to have unique relationships 

�Á�]�š�Z�����o���•�•�Œ�}�}�u���‰�}�o�]���]���•�X���&�}�Œ�����Æ���u�‰�o���U���]�(���^���Œ�š�]���µ�o���š�]�v�P�����o�����Œ�o�Ç�_���~�s���v���t�]�P�����v�����d�}�Œ�Œ���•���ô�ó) is a concern, then 

participation policies requiring verbal participation of the students may be viewed as unreasonable.   

4.4.6 Student Employment 

 
Figure 4.8 Comparisons of Student Rates of Employment 

For purposes of my research, I defined work as employment on or off campus, including work 

study positions and internships. Georgia State does not publish demographic information on student 

���u�‰�o�}�Ç�u���v�š�V���Z�}�Á���À���Œ�U���š�Z���Œ���[�•�������P�}�}�����������o���}�(���Œ���•�����Œ���Z���}�v���š�Z�����š�}�‰�]����more generally. The National Center 

for Education Statistics (NCES) found that 78% of part-time students at 4-year institutions and 38% of 

 
32 In this category: European languages, Portuguese, Turkish, Arabic, and ASL because of the widespread nature of 
the languages or the very-small sample sizes. I left English and Spanish to stand on their own because they are the 
largest independent categories and are spoken on a global scale. 
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full-time students at 4-year institutions were employed in 2020 (2). 40% of part-time students worked 

35 or more hours, compared with 10% of full-time students and 26% of part-time students worked 20-

34 hours, compared with 15% of full-time students (NCES �í�•�X���E�����^���(�µ�Œ�š�Z���Œ���v�}�š���•�����u�‰�o�}�Ç�u���v�š���^�����v��������

���•�•�}���]���š�����U�����]�š�Z���Œ���‰�}�•�]�š�]�À���o�Ç���}�Œ���v���P���š�]�À���o�Ç�U���Á�]�š�Z�������•�š�µ�����v�š�[�•�������������u�]�����‰���Œ�(�}�Œ�u���v�����_���~�í�•�X�����•�������Œ���•�µ�o�š�U���š�Z�]�•��

�]�•�������P�}�}�����u���š�Œ�]�����š�}���o�}�}�l�����š�U���š�Z�}�µ�P�Z���Z���Œ�����š�}���š�Œ�����l���•�]�v�������•�š�µ�����v�š�•�[�����u�‰�o�}�Ç�u���v�š�������v�����Z���v�P�����}�(�š���v�X�� 

Survey responses did deviate from these national averages. Overall, 51.9% of students claimed 

���u�‰�o�}�Ç�u���v�š�X���t�Z���v���•���‰���Œ���š���������Ç�����v�Œ�}�o�o�u���v�š���š�Ç�‰���U���o�]�l�����š�Z�����E�����^�[�•���Œ���‰�}�Œ�š�U���ò�î�X�ï�9���}�(���‰���Œ�š-time students 

work and 50.4% of full-time students work. The lower percentage of part-time students who work is 

possibly related to the predominantly first- and second-year student population of the survey. On the 

other hand, the percentage of full-time students surveyed who work was 50.4%, possibly because of the 

urban nature of GSU, with higher costs of living and an availability of student-friendly jobs available. It is 

also possible that student employment rates have shifted between 2020 and these findings from 2024.  

4.4.7 Student Race 

 
Figure 4.9 ���}�u�‰���Œ�]�•�}�v���}�(���'�^�h�����v�����^�µ�Œ�À���Ç�������^�š�µ�����v�š�•�[���Z������ 

It is in this category that I have the clearest results and the most faith in the validity of my 

sample. Georgia State University has a very racially diverse student body, and that diversity was 

reflected in my survey population. The National Center for Education Statistics noted that the Fall 2022 

GSU undergraduate racial demographic breakdown was: 42% Black, African, or African American; 18% 
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White or Caucasian; 16% Asian, 14% Hispanic or Latino; 5% Multiracial or Biracial; 1% Unknown. 

�^�]�u�]�o���Œ�o�Ç�U���u�Ç���•�µ�Œ�À���Ç�[�•���Œ���•�‰�}�v�•���•���Á���Œ���W���ï�ó�X�ñ�9�����o�����l�U�����(�Œ�]�����v�U���}�Œ�����(�Œ�]�����v�����u���Œ�]�����v�V���í�ñ�X�ô�9���t�Z�]�š�����}�Œ��

Caucasian; 17.8% Asian; 15.6% Hispanic or Latino; 8.3% Multiracial or Biracial; and 5.1% Unknown.33 

4.4.8 Student Gender 

Gender is the second most tracked and most available demographic making it another good 

�š�}�µ���Z�•�š�}�v�����(�}�Œ���u�Ç���•�µ�Œ�À���Ç���•���u�‰�o���[�•���Œ���‰�Œ���•���v�š���š�]�À���v���•�•�X���d�Z�����}�v�o�Ç���(�o���Á���]�v���š�Z�]�•�������u�}�P�Œ���‰�Z�]���U���]�v���š���Œ�u�•���}�(��

comparison, is that the National Center for Education Statistics the Fall 2022 GSU undergraduate 

students only classifies students as Male, Female, or Unknown. This is a more limited spread than my 

survey, so the demographics have some variation.  

 
Figure 4.10 ���}�u�‰���Œ�]�•�}�v���}�(���'�^�h�����v�����^�µ�Œ�À���Ç�������^�š�µ�����v�š�•�[���'���v�����Œ 

�E�����^�������š�����Œ���‰�}�Œ�š���'�^�h�[�•���µ�v�����Œ�P�Œ�����µ���š�����•�š�µ�����v�š���‰�}�‰�µ�o���š�]�}�v���š�}���������ð�ì�9���D���o���U���ò�ì�9���&���u���o���U�����v����

0% Unknown. My survey responses were 42.4% Male, 49.4% Female, 4.3% Other,34 and 3.9% Prefer Not 

to Answer/Unanswered. While the percentage of those who identified as female is lower than expected, 

the rate of males is a good match to the expected population and there were more females than males 

 
33 �d�Z�����u�µ�o�š�]�‰�o�������Z�}�]�����•���]�v���š�Z�����•�µ�Œ�À���Ç���•�‰�o�]�š���š�Z�]�•���•�š���š�]�•�š�]�����Á�]�š�Z���š�Z�����}�‰�š�]�}�v�•���^�����Z�������l���š�Z�v�]���]�š�Ç���E�}�š���>�]�•�š�������,���Œ���_���~�í�X�ï�9���}�(��
�š�Z�����š�}�š���o�•�����v�����^�W�Œ���(���Œ���E�}�š���š�}�����v�•�Á���Œ�l�h�v���v�•�Á���Œ�����_���~�ð�X�í�9���}�(���š�Z�����š�}�š���o�•�X���/�����}�u���]�v�������š�Z���•���������š���P�}�Œ�]���•�����������µ�•�����š�Z���Ç��
are functionally identical in that I do not know how any of these students identify. 
34 My survey included the options Female, Male, Transgender Female, Transgender Male, Genderfluid or Gender 
Nonconforming, Other (with a fill-in-the-blank line), and Prefer Not to Answer. Response rates were so low for 
Transgender Female, Transgender Male, Genderfluid or Gender Nonconforming, and Other (with a fill-in-the-blank 
line) that it made most sense to combine them into one Other group.  
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as expected. Further, a recent study by the Pew Research Center found that 5.1% of adults younger than 

30 are trans or nonbinary (Brown). This is close to matching the findings of my survey. Additionally, a 

study by Statista found that 8.5% of female respondents identified as LGBT compared to 4.7% of male 

respondents. It is probable, then, that having options beyond the typical binary drew more responses 

�(�Œ�}�u���š�Z�}�•�����Á�Z�}���Á�}�µ�o�����}�š�Z���Œ�Á�]�•�����Z���À�����•���o�����š�������^�(���u���o���X�_�� 

4.4.9 Student Disability 

 
Figure 4.11 ���}�u�‰���Œ�]�•�}�v���}�(���E���š�]�}�v���o�����v�����^�µ�Œ�À���Ç�������^�š�µ�����v�š�•�[�����]�•�����]�o�]�š�Ç���^�š���š�µ�• 

If it is monitored, student disability is not a statistic made publicly available for Georgia State 

specifically. However, there are many resources available which note the increasing prevalence of 

disabled students in higher education. The National Center �(�}�Œ�������µ�����š�]�}�v���^�š���š�]�•�š�]���•���~�E�����^�•���(�}�µ�v�����^�•�}�u����

�î�í�9���}�(���µ�v�����Œ�P�Œ�����µ���š���•���€�Y�•���Œ���‰�}�Œ�š�������Z���À�]�v�P���������]�•�����]�o�]�š�Ç�_���]�v���š�Z�����î�ì�í�õ-20 school year. This matched my 

findings almost exactly with 20.6% of surveyed students reporting having a disability. Of these, 7.8% 

self-selected as having a physical disability, 40.8% as having a psychological disability, and 74.8% as 

having a learning disability.35 �K�(���š�Z�����Œ���u���]�v�]�v�P���•�µ�Œ�À���Ç���Œ���•�‰�}�v�����v�š�•�U���ó�õ�X�ò�9���•���o�����š�������^�E�}���}�Œ���W�Œ���(���Œ���E�}�š���š�}��

���v�•�Á���Œ�_�����v�����î�ì�X�ð�9���o���(�š���š�Z�����‹�µ���•�š�]�}�v�����o���v�l�X�� 

 
35�������‰�}�]�v�š���}�(�����o���Œ�]�.�����Ÿ�}�v�W���d�Z���Œ�����]�•���������]�•���Œ���‰���v���Ç�������š�Á�����v���š�Z�����v�µ�u�����Œ���}�(���•�š�µ�����v�š�•���Á�]�š�Z���������]�•�����]�o�]�š�Ç�����v�����š�Z�����•�µ�u���}�(��
�š�Z�����]�v���]�À�]���µ���o�����]�•�����]�o�]�š�Ç���š�Ç�‰���•�����������µ�•�����•���À���Œ���o���•�š�µ�����v�š�•���Z�������u�µ�o�Ÿ�‰�o�������]�•�����]�o�]�Ÿ���•�X���d�Z�����u�}�•�š�����}�u�u�}�v���}�À���Œ�o���‰���Á���•��
�����š�Á�����v���š�Z�����‰�•�Ç���Z�}�o�}�P�]�����o�����v�����o�����Œ�v�]�v�P�����]�•�����]�o�]�Ÿ���•�V���ð�ò�X�ô�9���}�(���•�š�µ�����v�š�•���Á�]�š�Z�������‰�•�Ç���Z�}�o�}�P�]�����o�����]�•�����]�o�]�š�Ç�����o�•�}���Z����������
�o�����Œ�v�]�v�P�����]�•�����]�o�]�š�Ç�X���/�v�À���Œ�•���o�Ç�U���î�ñ�X�ñ�9���}�(���š�Z�}�•�����Á�]�š�Z�������o�����Œ�v�]�v�P�����]�•�����]�o�]�š�Ç�����o�•�}���Z�����������‰�•�Ç���Z�}�o�}�P�]�����o�����]�•�����]�o�]�š�Ç�X 
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�t�Z�]�o�����E�����^�[�•���u�����•�µ�Œ���u���v�š���}�(���î�í�9���}�(���•�š�µ�����v�š�•���������o���Œ�]�v�P���š�Z���]�Œ�����]�•�����]�o�]�š�]���•�����v�����š�Z�����î�ì�X�ò�9���(�Œ�}�u��

my sample are important, the actual number of disabled students is even higher. Disability is hard to 

track accurately because many students decline to disclose their disabled status at any point fearing 

discrimination or that it will reflect poorly on their abilities.36 This is reinforced by the significant number 

of students who completely skipped this question in my survey (over 16% of the total respondents). No 

other multiple-choice question in this survey was so often skipped. While not all the students who 

skipped the question were disabled, that so many ���]���v�[�š�����v�•�Á���Œ��at all indicates a lack of comfort, and 

this is significant. ���•���,�]�š�š�����Æ�‰�o���]�v�•�U���^�h�v�]�À���Œ�•�]�š�Ç���‰�}�o�]���]���•�U�����o���•�•�Œ�}�}�u���•�‰�������•�U�����v�����‰�������P�}�P�]�����o���‰�Œ�����š�]�����•�����o�o��

�����Œ�Œ�Ç���u���•�•���P���•�������}�µ�š���Á�Z�}�������o�}�v�P�•���]�v�����v���������v�����������•�•���š�Z�}�•�����•�‰�������•�_���~�í�ó�•�X���K�(�š���v�U���š�Z�}�•�����‰�}�o�]���]���•�U���•�‰�������•�U��

and practices are stating clearly that disabled students are not welcome.  

4.4.10 Student Expected Time Commitment to First Year Composition 

How long students expect to spend on coursework outside of class �]�•�v�[�š�����������u�}�P�Œ���‰�Z�]�������•���•�µ���Z�V��

�Z�}�Á���À���Œ�U���/���Á���v�š�������š�}���Z���À�������������•���o�]�v�����µ�v�����Œ�•�š���v���]�v�P���}�(���•�š�µ�����v�š�•�[�����Æ�‰�����š���š�]�}�v�•���P�}�]�v�P���]�v�š�}�������•�µ�Œ�À���Ç�������}�µ�š��

the requirements of first year composition. It is generally recommended that students spend two or 

three hours a week studying outside of class per credit hour (American International College; Humboldt 

Learning Center; University of Wisconsin). However, this means students should expect to spend about 

nine hours a week studying and completing assignments for a three-hour FYC course. Further, a fulltime 

course load at Georgia State University is a minimum of 12 credit hours; so, in addition to those twelve 

hours in class, students are expected to spend 24-36 hours a week at least, studying and completing 

assignments. With students having to balance studying with family obligations, jobs, commuting, and 

the necessities of eating and sleeping, I wondered if they expected to adhere to this (often unstated) 

expectation.  

 
36���^�����W�������Œ�Œ�}�o�o�r�D�]�Œ���v�����V�����}�o�u���P���V���,�����o���Ç�V���,�]�©�V���K�Œ�Œ���˜���������Z�u���v���,���u�u�]�P�V���Z�}�����Œ�š�•�U�����Œ�]�©���v�����v�U���˜�����Œ�]�©���v�����v�V���Z�}�����}��
�˜�����}�o�o�]�v�•�V���^�u�Ç�•���Œ�r�&���µ���o���V���^�š�Œ�]�u���o���˜���E�}�Œ�š�Z�Œ�µ�‰ 
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Figure 4.12 �^�µ�Œ�À���Ç�������^�š�µ�����v�š�•�[�����Æ�‰�����š�������d�]�u�������}�u�u�]�š�u���v�š���š�}���&�z�� 

Survey results were interesting. 52% of �Œ���•�‰�}�v�����v�š�•�����Æ�‰�����š�������š�}���•�‰���v�����^�o���•�•���š�Z���v���ó���Z�}�µ�Œ�•������

�Á�����l�_���}�µ�š�•�]�������}�(�����o���•�•���}�v���(�]�Œ�•�š���Ç�����Œ�����}�u�‰�}�•�]�š�]�}�v�X���ð�ò�9���}�(���Œ���•�‰�}�v�����v�š�•���]�v���]�����š�������š�Z���Ç�����Æ�‰�����šed to spend 

between 7 and 10.5 hours a week on first year composition outside of the classroom, and 2% expected 

the course to require more than 10.5 hours a week of attention outside of class.  

4.5 Overall Findings in Brief 

In later chapters, I will analyze specific policies, assignment designs, and preferences in depth. 

However, I do want to briefly highlight the overall findings to provide context and perspective for those 

later, more detailed discussions. In examining assignment design, when asked to choose between all 

�Á�Œ�]�š�š���v���u���i�}�Œ�����•�•�]�P�v�u���v�š�•�U�����o�o���u�µ�o�š�]�u�}�����o���u���i�}�Œ�����•�•�]�P�v�u���v�š�•�U�����]�š�Z���Œ���}�v�����o���(�š���š�}���š�Z�����]�v�•�š�Œ�µ���š�}�Œ�[�•��

discretion, or having the opportunity to choose between the two assignment types for each major 

assignment, students preferred having the option to choose (60.2% of respondents). A common trend in 

student responses for this section was a preference for agency; even though a dichotomy is more an 

illusion of choice, students liked feeling as if they had a say in their learning plan. 

When it came to classroom policies, there was more homogeneity in student preference than I 

expected; students preferred the more flexible Policy B options in every instance (ranging from 76% to 

92% depending on the policy). In all cases, the preference for policy B was found to be significant at a p-

value less than .000001. Ultimately, preference for B policies was so high that I could not determine any 
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sub-trends related to specific demographic groups. Again, students connected the more flexible policies 

with feelings of agency and control over their own learning, which many students further tied to their 

new-�(�}�µ�v�����]�����v�š�]�š�]���•�����•���^�]�v�����‰���v�����v�š�������µ�o�š�_�����v�����^���}�o�o���P�����•�š�µ�����v�š�_���~�Œ���š�Z���Œ���š�Z���v���š�Z���]�Œ���v�}�š-distant-past 

�o�������o�•���}�(���^�u�]�v�}�Œ�_�����v�����^�Z�]�P�Z���•���Z�}�}�o���•�š�µ�����v�š�_�•�X���� 

It must also be noted that, although preferences for the test policies were overwhelming, this 

typically did not mean students found the more traditional policies (A policies) to be unreasonable. In 

almost every case, the majority of students acknowledged both policy options to be reasonable but 

found the more flexible test options to be more reasonable. In analyzing their comments, this again 

tended to come down to a preference for agency or autonomy. Further, students valued the flexibility of 

the test policies as well as the rapport with the instructor that the tone and language of the B policies 

helped them feel.  
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5 RESULTS OF ASSIGNMENT DESIGN PREFERENCES 

5.1 Introduction 

With the survey, I explored student perceptions of varied assignment descriptions and their 

preferences for either autonomy through choice or security through assigned tasks. Were I to redo this 

project, I would expand my questions in this section to gain a more direct understanding of student 

assignment preferences. As it is, in the interests of time and length, I combined assignment descriptions 

and shortened the number of questions in this section considerably. As a result, while I gathered some 

interesting data, my findings are limited in scope.  

The traditional assignment designs presented in the survey were based on assignments 

currently being taught in first year composition and on assignments I have taught in the past. The 

multimodal assignment options were based, first, on the traditional assignments I used, then were 

adapted to focus on diversified skill development and demonstration. I drew on research from the fields 

of composition pedagogy, disability studies, and universal design. There is a lot of information available 

on the essay assignments best used in first year composition, and there is just about as much 

information talking about the insufficiencies of traditional essays in composition courses. Consequently, 

my research questions here were grounded in the evolving discourse between these perspectives. My 

hypotheses, however, are largely based on the idea that traditional writing assignments are no longer 

the most beneficial for teaching or assessing students. 

5.2 Writing Assignment Development 

5.2.1 The Familiarity of Tradition �t Writing Assignments in FYC 

Despite the growing discourse between those advocating multimodal composition and more 

traditional writing composition, writing clearly maintains a strong place in first year composition as it 

teaches vital skills and foundational knowledge necessary for l���š���Œ�����}�µ�Œ�•���•�����v�����•�š�µ�����v�š�•�[�������Œ�����Œ�•�X���/�v���Z�]�•��

���Œ�š�]���o���������•���Œ�]���]�v�P�����•�•���Ç�����•�•�]�P�v�u���v�š�������•�]�P�v�U���'�}�Œ���}�v���,���Œ�À���Ç�����Æ�‰�o���]�v�•�U���(�}�Œ�����Æ���u�‰�o���U���^�•�š�µ�����v�š�•���}�(�š���v�����}��
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�š�Z���]�Œ�������•�š�����v�����Z���Œ�����•�š���š�Z�]�v�l�]�v�P�U�����v�����(�����o���š�Z�����P�Œ�����š���•�š���•���v�•�����}�(���u���•�š���Œ�Ç�����v�����P�Œ�}�Á�š�Z�U���]�v���š�Z���]�Œ���Á�Œ�]�š�]�v�P�X�_��

�D�����µ�v�����•�]�u�]�o���Œ�o�Ç�����•�•���Œ�š�•���š�Z���š���^�Á�Œ�]�š�]�v�P�����•�•���Ç�•���]�������o�o�Ç���Œ���‹�µ�]�Œ���•���•�š�µ�����v�š�•���š�}�����v�P���P���������š�]�À���o�Ç���Á�]�š�Z���u���š���Œ�]���o�U��

to examine ideas in depth, to integrate and critically evaluate what they read, and to state their 

understanding clearly �t �Á�Z�]���Z���}�(�š���v���u�����v�•���š�Z���š���š�Z���Ç�������À���o�}�‰���š�Z���]�Œ���µ�v�����Œ�•�š���v���]�v�P���(�µ�Œ�š�Z���Œ�_���~�î�ñ�ó�•�X����

�^�š�µ�����v�š�•�U�����•�‰�����]���o�o�Ç���š�Z�}�•�����Á�Z�}�����}�v�[�š�����}�v�•�]�����Œ���š�Z���u�•���o�À���•���š�}���������•�š�Œ�}�v�P���Á�Œ�]�š���Œ�•�U���(�����o���‰�Œ�]�������]�v���š�Z���]�Œ���Á�}�Œ�l��

when they successfully complete an essay assignment.  

Further, students are typically familiar with writing assignments prior to arriving at university. 

This provides a consistent foundation upon which first year composition instructors can build 

assignment designs. Students have typically completed written assignments and essays prior to entering 

university; there is no such similar guarantee for more multimodal tasks.  

5.2.2 Familiarity Breeds Contempt �t Struggles with Incorporating Traditional Writing 

Assignments 

For many students, though, the essay writing process is not simply rewarding; it is also 

intimidating. With intimidation comes avoidance. Despite the writing-centric focus of many first year 

composition classes, students often leave the class not showing development in the technical skills and 

argumentation that were the goals of the course. In an article written for LinkedIn, Jeff Selingo discusses 

�š�Z�������}�v�•���‹�µ���v�����•���}�(���š�Z�]�•���Œ�����o�]�š�Ç���v�}�š�]�v�P���^���u�‰�o�}�Ç���Œ�•���Á���v�š���š�}���Z�]�Œ�������}�o�o���P�����P�Œ�����µ���š���•���Á�Z�}�������v���Á�Œ�]�š����

coherently, think creatively, and analyze quantitative data. But the Conference Board has found in its 

�•�µ�Œ�À���Ç���}�(�����}�Œ�‰�}�Œ���š�����Z�]�Œ�]�v�P���o���������Œ�•���š�Z���š���Á�Œ�]�š�]�v�P���•�l�]�o�o�•�����Œ�����}�v�����}�(���š�Z�������]�P�P���•�š���P���‰�•���]�v���Á�}�Œ�l�‰�o���������Œ�������]�v���•�•�X�_��

This sentiment is echoed in an opinion piece by Natalie Wexler published in the Washington Post; she 

�v�}�š�����U���^�/�š�[�•���v�}���•�����Œ���š���š�Z���š���u���v�Ç�����u���Œ�]�����v�•�����Œ�����o�}�µ�•�Ç���Á�Œ�]�š���Œ�•�X���:�µ�•�š�����•�l�����v�Ç�����}�o�o���P�����‰�Œ�}�(���•�•�}�Œ���}�Œ�����u�‰�o�}�Ç���Œ�U��

�]�v���o�µ���]�v�P���š�Z�}�•�������š���‰�Œ���•�š�]�P�]�}�µ�•���]�v�•�š�]�š�µ�š�]�}�v�•�X�_�����À���v���Á�Z���v���•�š�µ�����v�š�•�����Œ�����š���•�l�������Á�]�š�Z���Á�Œ�]�š�]�v�P�����•�•�]�P�v�u���v�š�•�U��

they are struggling to develop skills from them.  
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There are some foundational reasons for this. Even with writing experience prior to university, 

many students lack mechanical skill, with many never having learned sentence construction or 

grammar37 (Maguire; Wexler). Both Wexler and Maguire connect this to the typical writing experiences 

pre-�µ�v�]�À���Œ�•�]�š�Ç���•�š�µ�����v�š�•���Z���À���W���^�Á�Œ�]�š���������}�µ�š���Z�}�Á���Ç�}�µ���(�����o�_�����•�•�]�P�v�u���v�š�•�U���Œ���š�Z���Œ���š�Z���v�����v���o�Ç�š�]�����o���Á�Œ�]�š�]�v�P�X��

This persistent exposure to a singular type of writing may also be part of the problem. Shane Wood 

�v�}�š���•���•�š�µ�����v�š�•�����Œ�����v�µ�u�����š�}���^�š�Z�����Œ���‰���š�]�š�]�À�����v���š�µ�Œ�����}�(���š�Œ�����]�š�]�}�v���o���š���Æ�š�•�_���~�î�ð�ó�•�U�����v�����Z�]�š�š���Œ���������•���š�Z���Ç�����}�v�[�š��

see value in the traditional essay (613-�ð�•�X���t�Z���v���•�š�µ�����v�š�•�����}�v�[�š���À���o�µ�����š�Z�����(�]�v���o���‰�Œ�}���µ���š���}�(���š�Z���]�Œ�����(�(�}�Œ�š�•�U��

they are disinclined to expend significant effort in the production of that product. This is exacerbated by 

the overwhelming (or at least uninteresting) format of the traditional essay (Lovitt and Young). 

Especially for students who are unsteady in the more basic components of an essay (like sentence 

structure or grammar), many students freeze seeing assignment expectations and wall-of-text examples. 

In discussing why students avoid writing assignments, Regina Richards summarizes this effect, 

���Æ�‰�o���]�v�]�v�P���u���v�Ç���•�š�µ�����v�š�•���(�]�v�����š�Z�����‰�Œ�}�����•�•���}�À���Œ�Á�Z���o�u�]�v�P�U���Z���À�����‰�}�}�Œ���^�]�������š�]�}�v�U�_���}�Œ���P���š���(�Œ�µ�•�š�Œ���š�������Á�]�š�Z��

�(�]�v���o���‰�Œ�}���µ���š�•���Á�Z�]���Z���(�����o���µ�v�•���š�]�•�(�����š�}�Œ�Ç�����}�u�‰���Œ�������š�}���š�Z�����^�•�µ���•�š���v�š�]���o���š�]�u�������v�������(�(�}�Œ�š�_���µ�•�������š�}���Á�Œ�]�š����

�š�Z���u�X���t�Z�]�o�����Z�]���Z���Œ���•���]�•�����]�•���µ�•�•�]�v�P���Z�]�P�Z���•���Z�}�}�o���•�š�µ�����v�š�•�U���š�Z���•�����•�š�Œ���•�•�}�Œ�•�����v�����‰�Œ�}���o���u�•�����}�v�[�š�����]�•���‰�‰�����Œ��

when they matriculate to university. 

�&�µ�Œ�š�Z���Œ�U���Á�]�š�Z���•�š�µ�����v�š�•�[���µ�v�•�š�����o�����µ�v�����Œ�•�š���v���]�v�P���}�(�����Æ�‰�����š���š�]�}�v�•�����v�����‰�Œ�}�����•�•�U���š�Z���Œ�����]�•������

disconnect between the essay characteristics they value and those instructors expect them to value (and 

value themselves when it comes to grading). Students value fact (re-telling) and structure to the 

exclusion of argument (Brent; Norton). Howard connects this to the prevalence of patchwork writing 

 
37 ���v�������}�š���o�o�Ç�U���/���Á���•���(�����������Á�]�š�Z���š�Z�]�•�����Æ�����š���•�����v���Œ�]�}���u�Ç���(�]�Œ�•�š���Ç�����Œ���š�������Z�]�v�P�X���/���Á���•�����]�•���µ�•�•�]�v�P�������•���v�š���v�����[�•��
construction and asked students about the position of a phrase in the sentence. I was met with blank stares. So, I 
stepped back the question, asking instead for students to tell me the key verb, theoretically giving them the 
answer. I was met with more blank stares. At that point I paused and turned from the board to look more directly 
at the students. I asked if they were familiar with the vocabulary I was using, if they knew the parts of speech. 
���(�š���Œ�������u�}�u���v�š���}�(���•�]�o���v�����U���}�v�����]�v�š�Œ���‰�]�����Ç�}�µ�v�P�o�]�v�P���•�‹�µ�����l�����������‹�µ�]���š���^�Y�v�}�Y�M�_���h�v�•�µ�������•�•�(�µ�o�o�Ç���u���•�l�]�v�P���u�Ç���•�µ�Œ�‰�Œ�]�•���U���/��
pivoted the lesson to discuss parts of speech and began incorporating short grammatical reviews in class activities. 
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(796). While not labeling it patchwork writing, Lovitt and Young discuss this as well, explaining that 

�•�š�µ�����v�š�•���^�Z���À�����v�}���]�v�š�µ�]�š�]�À�����µ�v�����Œ�•�š���v���]�v�P���}�(���š�Z�����v�������•�•�]�š�Ç���(�}�Œ���o�]�v�l�]�v�P���]�������•�����v�����Z���À�����o�]�u�]�š�������•�l�]�o�o�•���]�v���š�Z����

�u�����Z���v�]���•���}�(���u���v���P�]�v�P���š�Œ���v�•�]�š�]�}�v�•�_���~�í�î�ì�•�U���•�}��simply stick ideas together.  

Madigan further connects these struggles to the traditional five-paragraph essay structure 

�^���������µ�•�����]�š���]�•�}�o���š���•���������Z�����o���u���v�š�����Ç���}�u�]�š�š�]�v�P�����]�•�š�Œ�����š�]�v�P�������š���]�o�•�_���~�í�ô�ó�•�U���Á�Z�]���Z���Œ���]�v�(�}�Œ�����•�����]�•�i�}�]�v�š������

writing. Though a useful training tool, when students inadvertently learn that the five paragraph essay is 

the way �š�}���Á�Œ�]�š�������v�����•�•���Ç�U���š�Z���Ç�����}�v�[�š���‰�Œ�}�P�Œ���•�•�������Ç�}�v�����]�š�X���/�v���}�š�Z���Œ���Á�}�Œ���•�U���u���v�Ç���•�š�µ�����v�š�•�����}�u�‰�}�•�]�v�P��

traditional essays take in information and spit it back out without developing critical thought or 

connecting pieces of information to some bigger goal or picture.38   

These negative outlooks and impacts result in shallow, disjointed, painful to read essays and a 

lack of care and connection with the learning process, and at the end of the term, students who have 

considered a hurdle jumped (if inelegantly), an academic task checked off on their plan of study, and the 

door on first year composition closed. Then, with this partitioned lack of knowledge, students next 

struggle in more advanced classes where they are expected to have retained something of what they 

should have �o�����Œ�v�������]�v���(�]�Œ�•�š���Ç�����Œ�����}�u�‰�}�•�]�š�]�}�v�X���h�v�(�}�Œ�š�µ�v���š���o�Ç�U�����o�o���š�Z���Ç�[�À�����}�(�š���v���Œ���š���]�v�������]�•���š�Z�����(�����o�]�v�P��

�š�Z���š���š�Z���Ç�����}�v�[�š���o�]�l�����Á�Œ�]�š�]�v�P�����v�������•�•���Ç�•�����Œ�����µ�•���o���•�•.39 

5.2.3 Making Writing Great Again �t Successfully Incorporating Writing Assignments in FYC 

Approaching university writing from this understanding, there are methods to strengthen the 

effectiveness of writing assignments in first year composition and achieve stated learning goals. For one, 

Harvey encourages the incorporation of components of the essay writing process into class time, urging 

 
38 �Z�]�š�š���Œ���P�}���•���•�}���(���Œ�����•���š�}���š�]�����š�Z�]�•���š�}���š�Z�����‰�Œ�}�•�‰���Œ�]�š�Ç���}�(���}�v�o�]�v�����‰���‰���Œ�u�]�o�o�•�U���}���•���Œ�À�]�v�P���^�(�]�Œ�•�š-year composition students 
���Œ�����š�Z�����u�}�•�š���o�]�l���o�Ç���P�Œ�}�µ�‰���š�}���(���o�o���À�]���š�]�u���š�}���š�Z�]�•���]�v���µ�•�š�Œ�Ç�_���~�ò�ì2) because they lack of a feeling of authorship.  
39 �/�v�����v�����(�(�}�Œ�š���š�}���v�}�š�������o�����P�µ���Œ���š�Z�]�•���‰�}�]�v�š�U���/�[�o�o���u�}�À�����}�v�V���Z�}�Á���À���Œ�U���š�Z�}�•�����]�v�š���Œ���•�š�������•�Z�}�µ�o�����o�}�}�l���š�}���^�Z���v�����t�}�}���[�•��
���Œ�š�]���o�������v�����>���µ�Œ�������X���:�}�v���•�[���š�Z���•�]�•���(�}�Œ�������������‰���Œ���o�}�}�l���]�v�š�}���Z�}�Á���•�š�µ�����v�š�•�[���Œ���•�]�•�š���v�������š�}���š�Œ�����]�š�]�}�v���o�����•�•���Ç�����•�•�]�P�v�u���v�š�•��
inhibits the aims of first ye���Œ�����}�u�‰�}�•�]�š�]�}�v�X���:�}�•���‰�Z���d�Œ�]�u�u���Œ�[�•�����Œ�š�]���o�����}�v���Œ�����o���Á�}�Œ�o�����Á�Œ�]�š�]�v�P���P�}���•���]�v�š�}���š�Z�����‰�Œ�����š�]�����o��
side of this discussion interviewing professionals about the lasting impacts and impressions from their university 
writing experiences (in brief, they had very few).  
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�]�v�•�š�Œ�µ���š�}�Œ�•���š�}���^�Œ���•�]�•�š���š�Z�����]�u�‰�µ�o�•�����š�}���š�Z�]�v�l���}�(�����o���•�•���u�����š�]�v�P�•�����•���š�]�u�����(�}�Œ���^���}�v�š���v�š�_�����v�����}�(���Á�Œ�]�š�]�v�P�����•���Á�}�Œ�l��

���}�v�����}�µ�š�•�]�������š�Z�������o���•�•�X�_�����Ç�����µ�]�o���]�v�P�����•�•���Ç���Á�Œ�]�š�]�v�P���]�v�š�}���š�Z�������o���•�•���š�]�u���U���•�š�µ�����v�š�•���P���š���•�µ�‰�‰�}�Œ�š�U���•�š���Ç���u�}�Œ�����}�v��

�š���•�l�U�����v�����u�}�Œ�������]�Œ�����š�o�Ç�����}�v�v�����š���š�Z�����^���}�v�š���v�š�_���š�}���š�Z���]�Œ���Á�}�Œ�l�X�� 

Moreover, it is necessary to explain connections between course content and writing practice. 

���Œ���v�š�U���(�}�Œ�����Æ���u�‰�o���U�����Æ�‰�o���]�v�•�U���^�š�Z�������o���•�•�Œ�}�}�u�����v�À�]�Œ�}�v�u���v�š���•�Z�}�µ�o�����}�(�(���Œ���]�u�u�����]���š�����(�������������l���}�v�����Œ���(�š�•�U��

talks, and journals, a focus on high-level goals, and sufficient time, in staged assignments, to develop an 

���Œ�P�µ�u���v�š�_���~�î�ñ�ô�•�X���d�Z�]�•�����µ�]�o���•���}�v���,���Œ�À���Ç�[�•���Œ�����}�u�u���v�����š�]�}�v�V�����Æ�‰�����š�]�v�P���•�š�µ�����v�š�•���š�}�����‰�‰�o�Ç�����}�µ�Œ�•�������}�v�š���v�š��

to writing tasks without at least some explicit instruction is insufficient. By explicitly connecting course 

content to essay development, students can make stronger connections themselves and apply the 

information going forward.  

�����Œ���o���š���������}�v�����Œ�v���]�•���•�š�µ�����v�š�•�[���‰���Œ�����‰�š�]�}�v���}�(���Á�Œ�]�š�]�v�P�����•�������o�]�v�����Œ���‰�Œ�}�����•�•�X���>���•�o�]�����E�]���Z�}�o���•�U������

�i�}�µ�Œ�v���o�]�•�u���š�������Z���Œ�����v�����(�}�Œ�u���Œ���š�������Z���Œ���}�(���š�Z�����Ç�����Œ���]�v���W���v�v�•�Ç�o�À���v�]���U�����Æ�‰�o���]�v�•���^�•�š�µ�����v�š�•���o���š���š�Z���]�Œ�����Œ���]�v���•�‰�]�o�o��

�}�v�š�}�������‰���P�������v�����š�Z���v���•�µ���u�]�š���š�Z���]�Œ���u���•�š���Œ�‰�]���������€�Y�•���d�Z���Ç��need to learn that the writing process is not 

�o�]�v�����Œ�_���~�^���o�]�v�P�}�•�X���Z���o���š�������š�}���š�Z�]�•�����}�v�����Œ�v���}�(���^���Œ���]�v���•�‰�]�o�o�]�v�P�U�_���•�š�µ�����v�š�•���‰�}�µ�Œ���}�µ�š���š�Z���]�Œ���Z�����Œ�š�•���~�}�Œ���u�]�v���•�•��

into their writing and turn it in without revision, possibly because they are unable to revise. When 

stu�����v�š�•�����}�v�[�š���µ�v�����Œ�•�š���v�����‰�Œ�}���o���u�•���Á�]�š�Z���š�Z���]�Œ���Á�Œ�]�š�]�v�P�U��it is impossible to ask them to view writing as a 

nonlinear process that requires revision. Consequently, explaining the revision process is vital in first 

year composition, but so is a lack of judgement and the provision of resources for learning (if one wants 

�š�}���������}�‰�š�]�u�]�•�š�]���U���š�Z���Ç�����}�µ�o�����•���Ç���^�Œ���(�Œ���•�Z�]�v�P�_�•���(�}�µ�v�����š�]�}�v���o���•�l�]�o�o�•�X�� 

Instructors may also need to clarify in feedback and in class discussion the transition from 

reporting information to developing argument. In their articles, both McCune and Norton discussed how 

students default to reporting information, rather than using information to build their own arguments. 

���•���t���Æ�o���Œ���}���•���Œ�À�����U���^�z�}�µ���Z���À�����š�}���o�����Œ�v���š�}���������������(�}�Œ�����Ç�}�µ�������v�����}�������o���µ�o�µ�•�X�_���t�Z���v���•�š�µ�����v�š�•���•�š�Œ�µ�P�P�o����

with the fundamental components of essay writing, they stall out with reporting information. When 
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those fundamental problems are addressed, students can begin experimenting more with content and 

develop stronger essays.  

All this to say, while assignment designs definitely matter and are what are assessed here, how 

those assignment designs are discussed and taught in class will matter as much (probably more) than 

�š�Z�������•�•�]�P�v�u���v�š�•�[���(�}�Œ�u���š�X���,�}�Á���À���Œ�U�����Z�}�}�•�]�v�P���Á�Œ�]�š�]�v�P�����•�•�]�P�v�u���vts which support the challenges students 

face and lend themselves to the types of pedagogical practices discussed here mean students are better 

positioned for success and the instructor may be better able to focus instruction on higher-order skills as 

the term progresses.   

5.3 Choosing the Four Traditional Writing Assignments 

When it came to choosing the four traditional assignment designs to present to students40, I ran 

into the good problem of too many options. Therefore, I started with assessing what was familiar to me 

�t as both a student and instructor. I looked at essay assignments recommended in a variety of 

textbooks, essay assignments I taught, and those my colleagues have taught. Ultimately, I selected 

assignments which are traditional in that they are written essays. In terms of content and skills, the 

assignments I settled on blend traditional composition skills with more novel tasks, such as primary 

research. In this way, I was able to present students with essay options that may not carry the negative 

associations that genuinely traditional assignments often have for students.  

5.3.1 Assignment One: Narrative Essay 

The narrative essay is the archetypal assignment in first year composition instruction; however, 

in traditional format it is problematic. Many researchers, especially in disability studies, have noted that 

�š�Œ�����]�š�]�}�v���o���v���Œ�Œ���š�]�À�������•�•���Ç�•���}�(�š���v���������}�u�����^�}�À���Œ���}�u�]�v�P�_���v���Œ�Œ���š�]�À���•���u���l�]�v�P���š�Z�����Á�Œ�]�š���Œ���•�]�u�‰�o�]�(�Ç���š�Z���]�Œ��

experiences into facing a problem and overcoming it (Browning; Downs and Wardle; Hitt; Jung; Matsuda 

 
40���^���������‰�‰���v���]�Æ�������(�}�Œ���š�Z�����•�‰�����]�.�������•�•�]�P�v�u���v�š�������•���Œ�]�‰�Ÿ�}�v�•���‰�Œ���•���v�š�������š�}���•�š�µ�����v�š�•�X 
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and �,���u�u�]�o�o�•�X���,�]�š�š���������•���š�Z�]�•���‰�Œ���•�•�µ�Œ���•���^�v�}�v�v�}�Œ�u���š�]�À�������}���]���•���š�}���‰���Œ�(�}�Œ�u���v�}�Œ�u���o���Ç�_���~�ñ�•�X�����v�����Æ���u�‰�o�����]�v��

practice is the traditional literacy narrative.  

Many students struggle with literacy (those learning English as a second language, for example). 

�d�Z�����š�Œ�����]�š�]�}�v���o���o�]�š���Œ�����Ç���v���Œ�Œ���š�]�À�����š���•�l�•���•�š�µ�����v�š�•���š�}���^�š���l�����•�š�}���l���}�(���š�Z���]�Œ���o�]�š���Œ�����Ç�������µ�����š�]�}�v�•�U�����Æ�‰���Œ�]���v�����•�U��

���v�����Z�����]�š�•�_���~���}�Á�v�•��and Wardle 561) and discuss a time they struggled with literacy and how they 

overcame that struggle. Students are expected to have a positive conclusion when they may not feel like 

�š�Z���Ç�[�À�����^�}�À���Œ���}�u���_�����v�Ç�š�Z�]�v�P���Ç���š�X�����}�v�•���‹�µ���v�š�o�Ç�U���/�����o�]�u�]�v���š�������š�Z�����š�Œ�����]�š�]�}�v���o���v��rrative essay from 

considered assignments in favor of a novel type of narrative which develops the same skills while adding 

networking, interviewing, and reporting.  

The basis for this first traditional writing assignment came from a classmate and colleague Jodi 

�t�]�o�o�]���u�•�[���(�]�Œ�•�š���Ç�����Œ�����}�u�‰�}�•�]�š�]�}�v���v���Œ�Œ���š�]�À�������•�•�]�P�v�u���v�š�����v�����'���}�Œ�P�]�����^�š���š���[�•���]�v�š���Œ�À�]���Á���Œ���‰�}�Œ�š�����•�•�]�P�v�u���v�š�X��

�'���}�Œ�P�]�����^�š���š���[�•���]�v�š���Œ�À�]���Á���Œ���‰�}�Œ�š�����•�•�]�P�v�u���v�š���]�v�•�š�Œ�µ���š�•���•�š�µ�����v�š�•���š�}���^�‰�Œ�}�����š�]�À���o�Ç���•�����l�����v���µ�v�����Œ�•�š���v���]�v�P���}�(��

�}�š�Z���Œ�•�[���v���Œ�Œ���š�]�À���•�_�����Ç���^���}�v���µ���š�]�v�P�����v���]�v�š���Œ�À�]���Á���Á�]�š�Z���•�}�u���}�v�����€�Y�•���Á�Z�}�������v���•�‰�����l���š�}���š�Z�������Z���o�o���v�P���•�����v����

���(�(�}�Œ�����v�����•���}�(���š�Z���]�Œ���€�����Œ�����Œ�•���Œ�}�o���_���~���•�•���Ç���î���t �/�v�š���Œ�À�]���Á���Z���‰�}�Œ�š���'�µ�]�����o�]�v���•�•�X���:�}���]���t�]�o�o�]���u�•�[���v���Œ�Œ���š�]�À����

assig�v�u���v�š���]�v�À�}�o�À���•���•�š�µ�����v�š�•���v���š�Á�}�Œ�l�]�v�P���Á�]�š�Z���‰���}�‰�o�����}�À���Œ���š�Z�������P�����}�(���š�Z�]�Œ�š�Ç���Á�Z�}���Z���À�������}�v�����^�•�}�u���š�Z�]�v�P��

�]�v�š���Œ���•�š�]�v�P�_�����v�����]�v�š���Œ�À�]���Á�]�v�P���š�Z���u���š�}���P���]�v���]�v�(�}�Œ�u���š�]�}�v���š�}���������µ�•�������š�}���Á�Œ�]�š���������v���Œ�Œ���š�]�À�����•�µ�]�š�����o�����(�}�Œ��

�‰�µ���o�]�����š�]�}�v���]�v�������u���P���Ì�]�v�����}�Œ���v���Á�•�‰���‰���Œ�X���t�]�o�o�]���u�•�[���•�š�Œ�µ���š�µ�Œ�]�v�P �}�(���š�Z�]�•�����•�•�]�P�v�u���v�š�����Œ�}�������v�•���•�š�µ�����v�š�•�[��

options for contacts and grounds the final product in a real-world context, rather than the instructor-

�}�v�o�Ç�����µ���]���v�������}�(���'�^�h�[�•���]�v�š���Œ�À�]���Á���Œ���‰�}�Œ�š�X���/�v�����o���v���]�v�P���š�Z���•�������•�•�]�P�v�u���v�š�•�U���•�š�µ�����v�š�•���‰�Œ�����š�]�������Œ�Z���š�}�Œ�]�����o��

skills, narrative writing skills, and career skills.  

5.3.2 Assignment Two: Primary Research 

While the Assignment One provides a shallow introduction to primary research (by having 

students interview a singular person), assignment two introduces more advanced primary research skills 

into first year composition instruction. In her textbook Writing Spaces: Readings on Writing, volume 2, 
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Dana Lynn Driscoll discusses primary research in first year composition, first connecting primary 

research to specific fields then explaining how these fields utilize primary research (153). Her chapter 

goes through how to set up primary research, ethical considerations, different methods of data 

���}�o�o�����š�]�}�v�U�����v�����Z�}�Á���š�}���Á�Œ�]�š�����µ�‰���}�Œ���‰�Œ���•���v�š���(�]�v���]�v�P�•�X���/���µ�•���������Œ�]�•���}�o�o�[�•�����Z���‰�š���Œ�����•���š�Z���������•�]�•���(�}�Œ���š�Z�����•�����}�v����

traditional writing assignment. This task involved students narrowing down a small-scale research goal, 

develop a research plan utilizing surveying or interviewing, and implement the plan to conduct 

exploratory research which could then be written up in a 3-4 page research report.  

5.3.3 Assignment Three: Argumentation 

An argumentative essay is a genuinely traditional assignment and is one of the most common 

course objectives in first year composition. To this end, I preserved the argumentative essay as the third 

assignment for this study. This assignment design blended the Supported Argument Essay 

recommended for GSU first year composition instructors with the Toulmin argumentative essay I taught 

�(�Œ�}�u���>�µ�v�•�(�}�Œ�������š�����o�X�[�•�����À���Œ�Ç�}�v���[�•�����v�����µ�š�Z�}�Œ �š���Æ�š���}�}�l�X���'�^�h�[�•�����•�•�]�P�v�u���v�š���(�}���µ�•���•���•�š�µ�����v�š�•�[���Œ���•�����Œ���Z���}�v��

career literacy and my former research essay assignment on challenges facing their target career fields; 

however, I connected this research essay assignment to the previous interview and primary research 

assignments instead. Students were encouraged to reflect on the findings of their primary research and 

see if they indicate something worth exploring more deeply. From here, students were instructed to 

utilize academic secondary sources as evidence to support some clear and specific thesis that would be 

explored in a 4�t6 page research paper. 

5.3.4 Assignment Four: Fairytale 

Assignment four, coming last in the semester, is prone to suffer the consequences of the 

turbulations and delays experienced earlier in the term. Further, in first year composition, final essays 

are often completed in place of a comprehensive final exam. The result of this timeline is that students 

are typically attempting to complete final essays in the midst of studying for final exams and often on 
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compressed timelines. Instructors often cope with this reality by having final assignments focus on 

revision or reflection. In structuring the assignment this way, students are often able to craft stronger 

products without extreme demands on their time. However, in my experience, students do not devote 

the necessary attention and depth to revise or reflect well. Consequently, I typically advocate the 

incorporation of revision and brief-reflection more consistently throughout the term to strengthen these 

skills instead of a major assignment.  

Assignments one through three teach new skills and develop those skills to be applied in new 

ways, often aimed at helping students develop talents necessary for their career or future academic 

goals. By the end of term, consequently, students are often overwhelmed and tired. To help balance the 

hard work students have done and to provide them an opportunity to apply skills in more creative 

fashions, I incorporate a twisted fairytale assignment to encourage students to reconnect with the more 

fun side of composition and alleviate some of the end-of-year stress. 

In doing this, students revisit the narrative structure, but through fiction. Students are 

presented with a list of acceptable fairytales, instructed to read one (or more) of them, then rhetorically 

analyze the fairytale for key symbols, themes, and plot points. Students then work to transform the 

fairytale into their own unique story. This helps students understand the concept of transferring as they 

�Á�}�Œ�l���š�}�����o���v�����}�o�������v�����v���Á�X���^�š�µ�����v�š�•�������v�[�š���•�]�u�‰�o�Ç���•�µ���•�š�]�š�µ�š�����‰�o�}�š�������š���]�o�•���š�}���•�µ�������•�•�(�µ�o�o�Ç�����}�u�‰�o���š�����š�Z����

assignment. Instead, they must understand key features and what makes them important so they can 

explore what overarching changes can be made (to setting, for example) which would enable the 

creation of a new, yet recognizable story. Often, students find this assignment to be a fun and 

interesting way to wrap up the term.  



64 

5.4 Multimodal Assignment Design 

5.4.1 Connection Between Multimodality and Universal Design 

I want to take a moment to clarify a linguistic distinction. In course design, there is a great deal 

of overlap between the concepts of multimodality and universal design. Multimodality is simply the use 

of multiple modes, in this context, to convey information (multimodal instruction) and demonstrate 

�l�v�}�Á�o�����P�����~�u�µ�o�š�]�u�}�����o�����•�•�]�P�v�u���v�š�•�•�X���h�v�]�À���Œ�•���o�������•�]�P�v���]�•���^�š�Z�����Á���Ç�•���}�(�����Z���v�P�]�v�P���•�‰���������š�}���������}�u�u�}�����š����

�š�Z�������Œ�}�������•�š���Œ���v�P�����}�(���µ�•���Œ�•�_���~���}�o�u���P����Disability Rhetoric 172). Multimodality is often a means of 

working towards universal design. As such, in research discussing multimodal pedagogy, universal design 

often comes up as well.  

 �d�Z�����š���Œ�u���^�µ�v�]�À���Œ�•���o�������•�]�P�v�_���^�}�Œ�]�P�]�v���š�������]�v���š�Z�����(�]���o�����}�(�����Œ���Z�]�š�����š�µ�Œ���_�����v�����Á���•���}�Œ�]�P�]�v���o�o�Ç���o�]�u�]�š�������]�v��

use to advocate for creating buildings, products, and environments that are accessible to all (Smyser-

�&���µ���o�����ó�ð�•�X���K�À���Œ���š�]�u���U���š�Z�]�•���]���������}�(���^���}�v�•�š�Œ�µ���š�]�v�P�����v�À�]�Œ�}�v�u���v�š�•�_���Z���•�����À�}�o�À�����������Ç�}�v�����‰�Z�Ç�•�]�����o���•�‰���������š�}��

less concrete components of access, such as teaching methods and practices (Cifuentes et al.; Orr and 

Bachman Hammig). Orr and Bachman Hammig connect universal design and multimodality directly, 

�����À�}�����š�]�v�P�W���^�u�µ�o�š�]�‰�o�����u�����v�•���}�(���Œ���‰�Œ���•���v�š���š�]�}�v�_���~�u�µ�o�š�]�u�}�����o�����}�µ�Œ�•�������}�v�š���v�š�����v�����u���š���Œ�]���o�•�•�U���^�u�µ�o�š�]�‰�o����

�u�����v�•���}�(�����Æ�‰�Œ���•�•�]�}�v�_���~�u�µ�o�š�]�u�}�����o�����•�•���•�•�u���v�š�����v�������•�•�]�P�v�u���v�š�������•�]�P�v�•�U�����v�����^�u�µ�o�š�]�‰�o�����u�����v�•���}�(��

���v�P���P���u���v�š�_���~�u�µ�o�š�]�u�}�����o���‰���Œ�š�]���]�‰���š�]�}�v���}�‰�‰�}�Œ�š�µ�v�]�š�]���•�����v�����o�����Œ�v�]�v�P���š���•�l�•�•�X���t�Z�]�o�� instructors may have 

very little control over the architecture of buildings and classrooms, multimodality in instruction is 

something that can always be considered and may be a comfortable starting point for the incorporation 

of universal design more generally.  

Universal design has its roots in disability and accessibility research; however, I am expanding 

this basis (along with many other researchers). Common strategies in the incorporation of universal 

design in education involve developing an accessible syllabus, clarifying study objectives, having 

frequent learning assessments, providing guided notes, incorporating remedial activities, and accepting 
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and incorporating student and instructor feedback in course design. Orr and Bachman Hammig neatly 

���}�v�����v�•�����š�Z���•���������š�]�À�]�š�]���•���]�v�š�}���š�Z�����P�µ�]�����o�]�v�����š�Z���š���]�v�•�š�Œ�µ���š�}�Œ�•���^���v�š�]���]�‰���š�������v�����������š�}�o���Œ���v�š���}�(�����]�(�(���Œ���v�����•��

among students with regard to prerequisite skills, pacing, and level of effort necessary to learn course 

���}�v�š���v�š�_���~�ô�î�•�X���d�Z�]�•���u���š�Z�}�����}�(���]�v�•�š�Œ�µ���šion benefits and supports students with many different diversity 

characteristics, not just those with disabilities, so, as our student populations continue to diversify, 

universal design guidelines help to ensure classes and class content are accessible and engaging to the 

widest array of students possible.41 

In this study, then, I am advocating for an awareness of the concept of universal design and 

exploring the incorporation of multimodality into composition assignment design as a means of 

reframing the goals and practices of first year composition. It is my theory that, in an increasingly 

���]�À���Œ�•�������v�����u�µ�o�š�]�u�}�����o���•���š�š�]�v�P���~���}�š�Z�������������u�]�������v�����š�Z�����^�Œ�����o�_���Á�}�Œ�o���������Ç�}�v���•�U���š�Œ�����]�š�]�}�v���o���Á�Œ�]�š�]�v�P��

assignments are no longer effective in teaching the skills and lessons we hope our composition students 

will learn. Instead, by increasing the modes of instruction and knowledge demonstration students may 

develop writing and composing skills in more relevant and engaging ways, promoting transferability and 

helping lessons to stick. 

5.4.2 �D�µ�o�š�]�u�}�����o�]�š�Ç�[�•���W�o�������� 

Since the advent of first year composition almost 140 years ago, the communicative 

environment of university and, more importantly, the world beyond has changed. While writing skills 

are certainly still of use and necessity to students, the means in which students must compose have 

 
41 There is some concern, especially among disability scholars, that efforts to benefit all students through universal 
design may end up inadvertently isolating disabled students in favor of the majority (again). Dolmage, for example, 
expresses concern that arguing for universal design instead of �������}�u�u�}�����š�]�}�v�•���^�����v���o���������š�}�������•�]�š�µ���š�]�}�v���]�v���Á�Z�]���Z��
the needs of the majority once again trump the needs of those who have been traditionally excluded �t people with 
���]�•�����]�o�]�š�]���•�_���~Academic Ableism 135). This is valid; however, I am not advocating the incorporation of universal 
design as a replacement for accommodations, but as a way to lessen the dependence upon accommodations 
systems and provide a means of access for those for whom accommodations are not an option. 
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evolved, and thus, the teaching of composition may need to as well. Many researchers have begun 

asserting that, even (or especially) in composition classes, print media are no longer sufficient to ensure 

success; students must be able to compose persuasively in varied media in order to communicate 

effectively (Anderson et al.; Eberly et al.; Ritter; Selfe; Sullivan; Wood, Shane). Sanchez, Lane, and Carter 

���������š�}���š�Z�]�•���‰���Œ�•�‰�����š�]�À�����š�Z���š�U���(�}�Œ���•�š�µ�����v�š�•���Œ���]�•�������}�v���š�����Z�v�}�o�}�P�Ç���u�}�Œ�����š�Z���v���‰�Œ�]�v�š�U���^���Æ���Œ���]�•���•���]�v�À�}�o�À�]�v�P��

t�����Z�v�}�o�}�P�Ç���€�Y�����v�Y�•�����µ�•�Z�]�}�v���š�Z�����o�����Œ�v�]�v�P�����µ�Œ�À�����(�}�Œ���•�š�µ�����v�š�•���€�Y���v�����Z���o�‰���š�Z���u�Y�•���u���l�����š�Z�����v�������•�•���Œ�Ç��

���}�v�v�����š�]�}�v�•�������š�Á�����v���š�Z�����š���Æ�š�•���Á�����Œ�����������v�����š�Z���]�Œ���}�Á�v�������]�o�Ç���Á�Œ�]�š�]�v�P���‰�Œ�����š�]�����•�_���~�í�î�ì�•�X���/�v�����•�•���v�����U���u���v�Ç��

researchers looking at the place of multimodality in first year composition are finding the creativity and 

flexibility provided by multimodal assignments give students the opportunity to breakdown the 

partitions between compartmentalized knowledge and develop necessary rhetorical and compositional 

skills in ways and environments which strengthen the learning process and may better prepare students 

for more advanced composition needs.  

Instructors have been incorporating multimodality into student assignments in myriad ways. 

Many instructors first considering incorporating multimodality do so through the incorporation of 

assignments which essentially have students write a paper, copy bits onto a PowerPoint, then read the 

paper in front of the class or on a video. While this type of assignment process does incorporate 

�u�µ�o�š�]�u�}�����o�]�š�Ç�U���]�š�����}���•���•�}���]�v���Á���Ç�•���Á�Z�]���Z�����v�����Œ�•�}�v�����š�����o�X���Œ���(���Œ���š�}�����•�������o�����l���}�(���^�‰�Œ���P�u���š�]�����]�u�‰�o���u���v�š���š�]�}�v��

�}�(���u�µ�o�š�]�u�}�����o�]�š�Ç�_���~69). Essentially, while these types of assignments are technically multimodal, they 

alienate students. Instead of encouraging students to develop diverse skills or recognize the 

transferability of skills, students see these types of assignments as adding more work to the already-

arduous paper-writing process. Consequently, while it is important for there to be redundancy across 

modes in multimodal instruction materials (Cifuentes et al. 558), when it comes to students completing 

assignments, redundancy adds a burden, not a benefit. 



67 

More effective multimodal assignment designs often involve setting aside the traditional paper 

from the product generation process or making what would be the content of the paper the primary 

focus rather than the paper itself. Common multimodal projects include creating websites, blogs, videos, 

or podcasts, focusing on applied rhetoric and composition as a whole over writing (for example, 

Anderson; Bourelle et al.; Takayoshi and Selfe). Recently, some instructors have gotten even more 

creative. Vance, for example, advocates the use of video games in first year composition, explaining 

�À�]�����}���P���u���•���‰�Œ�}�u�}�š�����^�š�Z�}�µ�P�Z�š�(�µ�o�����v�P���P���u���v�š�_���Á�]�š�Z���Œ�Z���š�}�Œ�]�����Á�Z�]�o�����Œ���u�}�À�]�v�P���^�š�Z���������]�o�]�š�Ç���(�}�Œ���•�š�µ�����v�š�•���š�}��

�•���š�š�o�����(�}�Œ�������•�]�����•�µ�u�u���Œ�Ç���‰�Œ�����š�]�����•�_���~�í�î�ô�•�X�����t�Z�]�o�����š�Z�]�•���P���u�]�(�]�����š�]�}�v���}�(�����}�uposition may be too extreme 

for many instructors, it serves to highlight the flexibility of multimodality.  

Instructors are not blindly incorporating multimodality; there is pedagogical support for 

multimodal assignment designs. Even with the most creative endeavors, students are learning the core 

concepts of traditional first year composition assignments. Sullivan, for instance, explains that 

multimod���o�����•�•�]�P�v�u���v�š�•���^�u���]�v�š���]�v���•�}�u�����À���Œ�Ç���(���u�]�o�]���Œ�������š���P�}�Œ�]���•�����v�����Œ�Z���š�}�Œ�]�����o���€�Y�•�����Œ�]�š���Œ�]���U���•�µ���Z�����•��

���Œ�P�µ�u���v�š�U���‰�µ�Œ�‰�}�•���U�����µ���]���v�����U�����o�����Œ���}�Œ�P���v�]�Ì���š�]�}�v�U���š�}�v���U�����v�����•�}���}�v�_���~�í�ñ�í�•�X���W���o�u���Œ�]���(�µ�Œ�š�Z���Œ�����}�v�v�����š�•���š�Z����

relevance to the real-�Á�}�Œ�o�������‰�‰�o�]�����š�]�}�v���}�(���(�]�o�u�U���}���•���Œ�À�]�v�P���š�Z���š���^���}�š�Z���(�]�o�u�u���l���Œ�•�����v�����Á�Œ�]�š���Œ�•���}�(�š���v���Œ���o�Ç��

�}�v�����Œ���(�š�]�v�P���v���Œ�Œ���š�]�À���•�U���•���š�š�]�v�P���µ�‰�����}�v�š�Œ���•�š�]�v�P���}�‰�‰�}�•�]�š�]�}�v�•�U���}�Œ���P�Œ�}�µ�‰�]�v�P���u���š���Œ�]���o�����Ç���š�}�‰�]�����o�������š���P�}�Œ�]���•�_��

(134). Ultimately, those who teach using multimodal assignments are still teaching writing skills, 

rhetoric, argument, narrative, and critical thinking; however, allowing for multimodality adds to these 

choosing the appropriate medium for different audiences, diverse technical skills, and the transfer of 

familiar skills to novel settings.  

Additionally, by devising assignments which have weight beyond a grade and beyond an 

�]�v�•�š�Œ�µ���š�}�Œ�[�•���i�µ���P���u���v�š�U���•�š�µ�����v�š�•���������}�u�����u�}�Œ�����]�v�À���•�š�������~�}�Œ���Œ���]�v�À���•�š�����•���]�v���š�Z���]�Œ���o�����Œ�v�]�v�P�X���D�µ�o�š�]�u�}�����o��

���•�•�]�P�v�u���v�š�•�������v���Z���o�‰���•�š�µ�����v�š�•���Œ�����}�v�v�����š�����v�����^�š���l�����Œ���•�‰�}�v�•�]���]�o�]�š�Ç���(�}�Œ���š�Z���]�Œ���}�Á�v���o�����Œ�v�]�v�P�_���~�������Œ�o�Ç�����š�����o�X��

70; echoed in Dolmage Academic Ableism). Consequently, instructors often attempt to revitalize 
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expected educational goals and promote engagement by adding multimodal components that students 

may find more relevant or personally beneficial (see Rice, Brian or Lovitt and Young for examples). While 

�u�µ�o�š�]�u�}�����o�]�š�Ç�����}���•�v�[�š�����µ�š�}�u���š�]�����o�o�Ç�����Æ�‰�}�•�����•�š�µ�����v�š���Á�}�Œ�l���š�}�������Á�]�����Œ�����µ���]���v�����U���‰�Œ�}�i�����š-based 

assignments are more likely to incorporate outward facing media, such as videos, social media posts, 

blogs, community outreach events, or websites which, according to Anderson and colleagues 

specifically, also teach civic pluralism (see Anderson et al.; Lovitt and �z�}�µ�v�P�V���}�Œ���:�}���]���t�]�o�o�]���u�•�[��

assignment guideline for assignment examples).  Ultimately, by connecting necessary writing skills to 

tasks and skills in which students are invested, it is possible that students will better develop the abilities 

to connect ideas, to think critically, and produce more advanced final products. 

When this is successful, students are also better able to understand the concept of skill transfer, 

identify opportunities to transfer skills, and strengthen their ability to do so well. Vance connects this 

���•�•���Œ�š�]�}�v���š�}�����}�v�š���Æ�š�U�����Æ�‰�o���]�v�]�v�P���^�d�Z�]�•���š�Ç�‰�����}�(���o��arning about the patterns and structures helps with the 

transferability of acquired knowledge by highlighting the rationale �t i.e., the conventions �t �}�(���š���Æ�š�•�_��

(Vance 125). Jason Palmeri takes this perspective so far as to assert that limiting students to traditional 

print media actively inhibits their understanding of transfer. In terms of outcomes, Sanchez, Lane, and 

�����Œ�š���Œ���^�•���Á���•�š�µ�����v�š�•���u���l�]�v�P�����}�v�v�����š�]�}�v�•�������š�Á�����v���Á�Œ�]�š�]�v�P���š�Z���}�Œ�Ç�����v�����u�µ�o�š�]�u�}�����o���‰�Œ�����š�]�������Á�Z�]�o�����µ�•�]�v�P��

technology to create digital literacy nar�Œ���š�]�À���•�_���~�í�î�ð�•�X���t�Z���v���•�š�µ�����v�š�•�����Œ�������}�v�(�]�v�������š�}���}�v�����u�}�������}�(��

creation, especially when the connotations and impressions surrounding that one mode have become 

increasingly negative for many students, instructors and students are both limited. By opening 

composition to more diverse means of composing, students can practice and advance traditional skills 

�Á�Z�]�o�����Z���À�]�v�P���v�}�À���o�����Æ�‰���Œ�]���v�����•�U�������À���o�}�‰�]�v�P���v���Á���•�l�]�o�o�•�U�����v�������}�v�v�����š�]�v�P���š�Œ�����]�š�]�}�v���o���•�l�]�o�o�•���š�}���•�š�µ�����v�š�•�[���Œ�����o-

world goals. 
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5.4.3 Potential Drawbacks of Multimodality 

This is not to say that multimodality is a panacea. Anne Wysocki, for example, urges instructors 

�^�š�}���š�Z�]�v�l�������µ�š�]�}�µ�•�o�Ç���~�Œ���š�Z���Œ���š�Z���v���]�������o�]�•�š�]�����o�o�Ç�����v�����v���]�À���o�Ç�•�������}�µ�š���v���Á���u�����]�������v�����v���Á���š�����Z�v�}�o�}�P�]���•�U�����v����

to identify the limits of our inherited aesthetics in a self-���}�v�•���]�}�µ�•���Á���Ç�_���~�‹�š���X���]�v���^�µ�o�o�]�À���v���í�ñ�ó�•�X���Z���‰�o�����]�v�P��

writing assignments with a random selection of multimodal assignment designs with the expectation of 

���Æ�����o�o���v�š���•�š�µ�����v�š�����v�P���P���u���v�š�U���Z�]�P�Z���Œ���•�š�µ�����v�š���P�Œ�������•�U�����v�����]�u�‰�Œ���•�•�]�À�����(�]�v���o���‰�Œ�}���µ���š�•���]�•�������(�}�}�o�[�•���Z�}�‰���X  

There is significant effort and revision of course design necessary to successfully incorporate 

multimodal assignment designs. First year composition is often taught by the least experienced and 

least prepared instructors (often graduate teaching assistants or adjunct instructors). The benefit of this 

is that these instructors are often not set in traditional styles of teaching; however, they often lack 

specific training on pedagogy. Carillo found, for example, that the majority of instructors surveyed did 

�^�v�}�š���(�����o�����•���š�Z�}�µ�P�Z���š�Z���]�Œ���P�Œ�����µ���š���������µ�����š�]�}�v���}�Œ���‰�Œ�}�(���•�•�]�}�v���o�������À���o�}�‰�u���v�š���‰�Œ���‰���Œ�������š�Z���u���š�}�����(�(�����š�]�À���o�Ç��

�š�������Z���š�Z�����‰�Œ�����š�]�����•���}�(���Œ�������]�v�P�����v�����Á�Œ�]�š�]�v�P�_���~�î�í�•�X�����/�(���š�Œ�����]�š�]�}�v���o�����}�u�‰�}�•�]�š�]�}�v���]�v�•�š�Œ�µ���š�]�}�v���Œ���‹�µ�]�Œ���•��

specialized knowledge and ability that instructors with degrees in the subject feel they lack, then 

multimodal composition instruction requires that specialized knowledge as well as the technical 

knowledge and skill necessary to teach across modes. Jenny Edbauer Rice touches on this concern 

specifically, notin�P���^�Á�Z�]�o�����Á�����u���Ç���Á���v�š���š�}�����Æ�‰���v�������}�u�‰�}�•�]�š�]�}�v���š�}���]�v���o�µ�������•�}�u���š�Z�]�v�P���o�]�l�����^�����•�]�P�v�U�_���]�š���]�•��

�‹�µ���•�š�]�}�v�����o�����Á�Z���š�Z���Œ���}�Œ���v�}�š���Á�Œ�]�š�]�v�P���]�v�•�š�Œ�µ���š�}�Œ�•�����Œ�����‹�µ���o�]�(�]�������š�}�����}���•�}�_���~�ï�ó�õ�•�X���/�(���]�v�•�š�Œ�µ���š�}�Œ�•���Á���v�š��

students to be able to complete multimodal assignments and learn skills and competence in the process, 

then instructors themselves must be more than competent in using those tools.  

More than using those tools, if first year composition instructors aim to teach multimodally and 

have students complete multimodal assignments, then those instructors need to be able to teach those 

modes, skills, and tools. For example, an assignment asking students to create a website requires a 

teacher who knows how to teach students how to create a website, not simply the written content the 
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website would display. A common observation in research is that this need is a concern; instructors 

often lack training themselves in multimodal product development or technological tools (Al-Fraihat, 

Joy, and Sinclair; Baroni and Lazzari; Slater et al.). So, while teaching multimodality is important, 

composition instructors should only incorporate multimodality insofar as they are able to teach the 

multiple modes involved and that composition instructors must have the training (and the time and 

resources necessary to get and maintain training) necessary to keep up with the technological advances 

best able to be implemented in the composition classroom. 

In addition to teachers needing to have experience in the multimodal technologies or tools, 

students are often expected to have some level of base knowledge when it comes to the technologies 

and skills necessary to complete assignments. This base expectation is often not communicated to 

students in advance and may prove an unexpected barrier to some students and a pleasant advantage 

to others (Al-Fraihat et al.; Kumar and Owston; Relles and Tierney). For example, Kumar and Owston 

found students who already �l�v���Á���Z�}�Á���š�}���µ�•�����š�Z�������o���•�•�[�•���š�����Z�v�}�o�}�P�Ç���Á���Œ���������š�š���Œ�����š���µ�•�]�v�P���š�Z�����š�����Z�v�}�o�}�P�Ç��

when things went wrong. While this is basic sense, it does highlight the potentially increased frustration 

those students without that advantage likely face, especially since that lack of skill-based advantage can 

often be linked to a more fundamental disadvantage: money. 

While, ideally, multimodality in first year composition serves as a means of increasing access, 

�š�Z���Œ���[�•�����o�•�}���š�Z�����Œ�]�•�l���}�(���u�µ�o�š�]�u�}�����o�]�š�Ç���������]�v�P�����À���v���u�}�Œ���������Œ�Œ�]���Œ�•�����P���]�v�•�š���š�Z�}�•�������o�Œ�������Ç���u�}�•�š�����Æ���o�µ��������

from higher education. Many researchers, for example, noted students from low socio-economic 

backgrounds are often less prepared for the technological expectations of higher education (Baroni and 

Lazzari; Bauer and Picciotto; García and Weiss; Mulvey). While the focus of this dissertation is pointedly 

not the e-learning environment, very many multimodal assignment designs require access to (and often 

experience with) e-learning tools and technologies. There can be an expectation of basic e-literacy and 

competence for students choosing to enroll in a virtual, distance, or e-learning class; however, no such 
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expectation can exist for students selecting a synchronous in-person course design �t especially since 

�(�]�Œ�•�š���Ç�����Œ�����}�u�‰�}�•�]�š�]�}�v�����}�µ�Œ�•���•�����}�v�[�š���š�Ç�‰�]�����o�o�Ç�����]�•���o�}�•�����•�‰�����]�(�]�����š�����Z�v�}-competency needs in advance. As 

a result, students without an understanding of multimodal resources are at a disadvantage when it 

comes to successfully completing tech-based multimodal assignments. 

When taken together, these critiques highlight the biggest risk and challenge to multimodal 

learning in first year composition (and in higher education more generally): multimodality is often 

�š�Œ�����š���������•���š�Z�����^���µ�Œ���_���š�}�������o�����l���}�(���•�š�µ�����v�š���‰�Œ�}�P�Œ���•�•�U�����µ�š���š�Z�����‰�}�šential benefits are easily overstated. 

When poorly implemented, multimodality can, instead, create what Stephanie Kershbaum dubbed 

�^�u�µ�o�š�]�u�}�����o���]�v�Z�}�•�‰�]�š���o�]�š�Ç�_���Á�Z���Œ���]�v���u�µ�o�š�]�u�}�����o���Œ���•�}�µ�Œ�����•�����Œ�����‰�Œ���•���v�š�����U�����µ�š�����������•�•���v�������•�����Œ���v�[�š��

accounted for (qtd. in Dolmage Academic Ableism 113). This results in idealized goals in the classroom 

that remain unrealized, leaving disheartened instructors and frustrated students.  

Ultimately, careful revision of course design as a whole is necessary for successful 

implementation of multimodality. Further, genuine understanding of how and why multimodality can be 

beneficial is also necessary. Replacing one monomodal assignment with another, such as replacing an 

essay with a video essay, does not work. Instead, successful assignment designs incorporate scaffolded 

multimodal tasks which build to a final multimodal product which, ideally, involves some out-facing 

component to give the assignment weight beyond the numerical grade ultimately assigned. Additionally, 

classroom materials and policies must support and reinforce the tone and aims of the multimodal 

assignments. And, on top of all these details, access needs and student abilities must be kept in mind, 

with reasonable and flexible plans in place to provide support. 

5.5 Creation of Multimodal Assignment Designs 

In an effort to avoid presenting students with markedly different assignments which could lead 

�š�}���š�Z���u���u���l�]�v�P���‰�Œ���(���Œ���v�š�]���o�����Z�}�]�����•�������•�������}�v���(�����š�}�Œ�•���}�š�Z���Œ���š�Z���v���š�Z�������•�•�]�P�v�u���v�š�•�[���u�}�����o�]�š�Ç�U���/���µ�•�������š�Z����

traditional writing assignments as the basis for each of the multimodal assignment options.  
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5.5.1 Assignment One: Narrative Assignment 

�:�}���]���t�]�o�o�]���u�•�[���v���Œ�Œ���š�]�À�������•�•�]�P�v�u���v�š�����}�Œ�����Œ�������}�v���u�µ�o�š�]�u�}�����o�����o�Œ�������Ç���Á�]�š�Z���•�š�µ�����v�š�•���Á�Œ�]�š�]�v�P���(�}�Œ��

publication with magazines that have online publications; however, content remained entirely written. 

To rework the assignment to have a multimodal focus, I shifted the target audience to be video 

publications, based on the assignment design discussed by Bourelle and colleagues. This allows students 

whose writing skills are already satisfactory and students who have career goals more suited to 

technology to explore alternative modes of composition. Students still practice writing, through email 

communications with potential interview subjects, development of scripts, and the writing of transcripts 

or subtitles for accessibility. However, the grade focus shifts from writing mechanics to more advanced 

or holistic aspects. Further, this shift to multimodality can also make-real audiences beyond the 

instructor as social media provides a number of platforms for the sharing of human-interest videos.  

5.5.2 Assignment Two: Primary Research 

An essay assignment resulting in a report is fairly simple to make multimodal. A common venue 

for public reports is news media, consequently, I revised the primary research report into a news 

broadcast reporting the research process and findings. A benefit of this is that it does not necessarily 

need to involve video; other modalities include podcasts, PowerPoint presentations with voiceovers, or 

in-person presentations, depending on which skills students value.  

In discussing the use of reports in first year composition, Lovitt and Young explain that news 

�Œ���‰�}�Œ�š�•�����Œ�����^�]�v�š���v���������š�}���‰�Œ�}�À�]�������‰���}�‰�o�����Á�]�š�Z���š�Z�����]�v�(�}�Œ�u���š�]�}�v���š�Z���Ç���v���������š�}���u���l�����������]�•�]�}�v�_���~�í�í�ô�•�X���/�v��

making these reports multimodal, their content can be realized for students, having a real, actionable 

�‰�o���������]�v���•�š�µ�����v�š�•�[���Á�}�Œ�o���•�X�����Œ�À�]�v�����Æ�‰�o���]�v�•���š�Z���š���š�Z�]�•�����v���}�µ�Œ���P���•���•�š�µ�����v�š�•���š�}���•�������š�Z�����‰�}�š���v�š�]���o���]�u�‰�}�Œ�š���v������

�}�(���š�Z���]�Œ���}�Á�v���Á�}�Œ�l���]�v���Á���Ç�•���š�Z���š���Á�Œ�]�š�]�v�P�������‰���‰���Œ���(�}�Œ���š�Z���]�Œ���]�v�•�š�Œ�µ���š�}�Œ�����}���•�v�[�š���(�����]�o�]�š���š���X�� 
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5.5.3 Assignment Three: Argumentation 

Most assignments in first year composition focus on rhetoric and the humanities; even when 

students conduct research, it is generally from this perspective. However, many students have academic 

or career goals which are more scientific in nature. A component of scientific research is conference 

presentation, and the most common introduction to conference presentation in science-related fields is 

poster presentations of research findings. In an academic poster presentation, findings are written up 

like an outline for a traditional research paper, then that outline is fleshed out (often with bulleted lists 

or brief paragraphs) and supported with charts and graphs showing findings visually. These posters are 

then presented in a large group where others in the field can walk from poster to poster engaging in 

���]�•���µ�•�•�]�}�v�•���Á�]�š�Z���š�Z�������Œ�����š�}�Œ�������}�µ�š���š�Z�����‰�}�•�š���Œ�[�•�����}�v�š���v�š�•�X�� 

In this way, students experience an almost-guaranteed-new-to-them experience, practice 

informal networking (as the conference attendees in this case are classmates), and practice developing 

elevator pitches summarizing complex information. Lovitt and Young ���Æ�‰�o���]�v���^���Œ�����š�]�v�P�������Œ�����o�����}�v�š���Æ�š��

and audience (as opposed to pretend ones) for student writing need not extend beyond the classroom. 

In fact, creating opportunities for students to engage in meaningful exchanges with their peers may lead 

them to produce s�}�u�����}�(���š�Z���]�Œ���u�}�•�š�����(�(�����š�]�À�������v�����Z�]�P�Z�o�Ç���u�}�š�]�À���š�������Á�Œ�]�š�]�v�P�_���~�í�î�ï�•�X���d�Z�]�•���P�Œ�}�µ�v���•���š�Z����

goals of this assignment. Interacting with their peers as colleagues rather than simply classmates is 

beneficial, though an assignment like this would also help students prepare for opportunities like the 

Georgia State Undergraduate Research Conference.  

5.5.4 Assignment Four: Fairytale 

My multimodal idea for the fairytale assignment is actually rooted in assignments I had in my 

high school French and biology classes. My French teacher had us work in groups to draw comics of 

classic French stories, making a comic of the exact story without changing the content. We had to plot 

the story, isolate key scenes and details, then draw those scenes with all relevant details, then we added 
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dialogue to practice writing in French. My biology teacher gave us the option to write and illustrate a 

�•���‹�µ���o���š�}�����Œ�X���^���µ�•�•�[��The Lorax. We had to isolate the key details of the original as well as the lesson it 

taught, then either advance the lesson for a follow-up story or repeat the lesson in a novel way. I 

remember no plot details of my story, but I remember working to keep the meter and rhyme of Dr. 

�^���µ�•�•�[���}�Œ�]�P�]�v���o�����v�����]�o�o�µ�•�š�Œ���š�]�v�P���š�Z�������}�}�l���]�v���D�]���Œ�}�•�}�(�š���W�}�Á���Œ�W�}�]�v�š�����v�����W���]�v�š�X���/�v���š�Z�]�•���]�v�•�š���v�����U���/���À���Œ�Ç���u�µ��h 

appreciated having the opportunity to complete an assignment in a field I really struggled with in a 

format that played to my strengths. These assignments stuck with me (strongly enough for me to 

recount here almost two decades later) and came to mind when I was considering ways to diversify the 

modality of the fairytale assignment.  

More academically, Jacobs argues for the place of comic books in English generally and first year 

composition specifically, noting: 

�Y���}�u�]���•�����Œ���������Œ�Z���š�}�Œ�]�����o���P���v�Œ���U�����}�u�]���•�����Œ�����u�µ�o�š�]�u�}�����o���š���Æ�š�•�U�����v�������}�u�]���•�����Œ�������}�š�Z�����v���}�Œ�����Œ���}�(��

discourse and discrete discursive events. As cultural artifacts, sites of literacy, means of 

communication, discursive events and practices, sites of imaginative interplay, and sponsors of 

�o�]�š���Œ�����Ç�U�����}�u�]���•�����Œ�����(���Œ���u�}�Œ�����š�Z���v���•�]�u�‰�o�Ç���^�•���‹�µ���v�š�]���o�����Œ�š.�_���~�í�ô�î�•�� 

Morrison, Bryan, and Chilcoat more specifically advocate for the use of comic-creation in composition 

���Æ�‰�o���]�v�]�v�P���š�Z���š���u���l�]�v�P�����}�u�]���•���]�v�À�}�o�À���•���u���l�]�v�P���P�}�}�������Z�}�]�����•�������}�µ�š���^�š�Z�����v�µ�u�����Œ�����v�����‰�o�������u���v�š���}�(��

�‰���v���o�•���}�v�������‰���P���_���~�ó�ò�ì�•�U���‰�o�}�š-�����•�����������š���]�o�•���]�v���o�µ���]�v�P���^�•�š�}�Œ�Ç structure, script format, and 

���Z���Œ�����š���Œ�]�Ì���š�]�}�v�_���~�ó�ò�í�•�U�����v�������Œ�����š�]�À�������‰�‰�o�]�����š�]�}�v���]�v���š�Z�������Œ�š���Á�]�š�Z�}�µ�š���^���]�•�š�Œ�����š�]�v�P���š�Z�����Œ���������Œ���(�Œ�}�u���š�Z�����‰�o�}�š�_��

(762). Further, this assignment is particularly suited to multimodality as students are only limited by 

their own creativity. In asking students to make a comic, they may draw, paint, or color, physically or 

digitally.  
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5.6 Survey Results for Traditional Writing Assignment Design and Multimodal Assignment Design 

Questions 

5.6.1 Perceptions of Amount of Information in Assignment Descriptions 

 
Figure 5.1 Histogram of Student Perceptions of Amount of Information 

�t�Z���v�����•�l�������Z�}�Á���u�µ���Z���š�Z���Ç�����P�Œ�������Á�]�š�Z���š�Z�����•�š���š���u���v�š���^�d�Z���Œ�����]�•�����v�}�µ�P�Z���]�v�(�}�Œ�u���š�]�}�v�������}�µ�š���š�Z����

���•�•�]�P�v�u���v�š�•���(�}�Œ���u�����š�}���u���l�����������}�u�(�}�Œ�š�����o�����������]�•�]�}�v�������}�µ�š���š�Z�����Á�}�Œ�l�o�}�������}�(���š�Z�]�•�����o���•�•�U�_���•�š�µ�����v�š��

perceptions were generally positive for both assignment designs. This finding is supported with the sign 

test which showed a balanced distribution of change between the two design types. Most respondents 

(57.8%) felt the same about both, and those whose opinions shifted were just as likely to shift positively 

as negatively (21.6% shifted positively and 20.5% shifted negatively from their perception of the 

traditional assignment design to the multimodal assignment design).  

 
Figure 5.2 Scatterplot of Student Perceptions of Amount of Information 
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A jittered scatterplot helps display the balanced relationship in student opinion. Ultimately, it 

�•�����u�•���•�š�µ�����v�š�•���Á�Z�}���(���o�š���}�v�����Á���Ç�������}�µ�š���š�Z�����•�š���š���u���v�š���^�d�Z���Œ�����]�•�����v�}�µ�P�Z���]�v�(�}�Œ�u���š�]�}�v�������}�µ�š���š�Z����

assignments for me to make a comfortable decision about the workloa�����}�(���š�Z�]�•�����o���•�•�_�����•���]�š���‰���Œ�š���]�v�������š�}��

either the traditional writing assignment design or the multimodal assignment design either felt the 

same about the other option or only one step more or less in agreement. It was much less common for 

students to feel strongly one way about one assignment type and strongly differently about the other.   

5.6.2 Perceptions of Comfort with Ability to Complete Assignments 

 
Figure 5.3 Histogram of Student Perceptions of Ability to Complete Assignments 

�t�Z���v�����•�l�������Z�}�Á���u�µ���Z���•�š�µ�����v�š�•�����P�Œ�������Á�]�š�Z���š�Z�����•�š���š���u���v�š���^�/���(�����o�����}�u�(�}�Œ�š�����o�����Á�]�š�Z���u�Ç�������]�o�]�š�Ç���š�}��

���}�u�‰�o���š�����š�Z�����(�}�µ�Œ���u���i�}�Œ���Á�Œ�]�š�]�v�P�����•�•�]�P�v�u���v�š�•���o�]�•�š�����_���š�Z�����u���i�}�Œ�]�š�Ç���}�(���•�š�µ�����v�š�•���•���o�����š�������^���P�Œ�����_���(�}�Œ��

traditional writing assignment designs (53.7%) and multimodal assignment designs (55.9%). The sign test 

�(�µ�Œ�š�Z���Œ���•�µ�‰�‰�}�Œ�š�•���•�š�µ�����v�š�•�[�����P�Œ�����u���v�š�U���•�Z�}�Á�]�v�P���v�}���•�]�P�v�]�(�]�����v�š�����]�(�(���Œ���v�����������š�Á�����v���u�����]���v�•���}�Œ���•�Z�]�(�š�•���]�v��

�•�š�µ�����v�š���}�‰�]�v�]�}�v�X���^�š�µ�����v�š�•�[���•���o�����š�]�}�v�•���Œ���u���]�v�������š�Z�����•���u�����(�}�Œ�����}�š�Z�����•�•�]�P�v�u���v�š�������•�]�P�v�•���(�}�Œ���ñ�ï�X�õ�9���}�(��

respondents, and when opinions shifted, they were only slightly more likely to shift positively (24.8% of 

respondents) than negatively (21.3% of respondents) from the traditional assignment design to the 

multimodal assignment design.  
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Figure 5.4 Scatterplot of Student Perceptions Student Perceptions of Ability to Complete Assignments 

Ultimately, as a jittered scatterplot demonstrates, most students were comfortable with their 

ability to complete at least one of the assignment designs. Students who were not comfortable with one 

assignment design tended to feel more positively about the other design. Interestingly, students who 

were comfortable with the multimodal assignment designs also tended to be comfortable with the 

traditional writing assignment; however, students who were comfortable with the traditional writing 

assignment design were much less homogenous in their thoughts of the multimodal assignment design. 

This speaks to the traditionality of writing assignments; most students have seen essay assignment and 

are familiar with them, but for many students, multimodal assignment designs are novel, so they may 

need more detailed information and more direct instruction prior to feeling comfortable. 

5.6.3 Perceptions of Accommodation Needs to Complete Assignments 

 
Figure 5.5 Histogram of Student Perceptions of Accommodation Needs 
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�t�Z���v�����•�l�������š�}���Œ���•�‰�}�v�����š�}���š�Z�����•�š���š���u���v�š���^�/���Á�}�µ�o�����v���������•�}�u�����(�}�Œ�u���}�(���������}�u�u�}�����š�]�}�v���š�}��

���}�u�‰�o���š�����š�Z���•�����u���i�}�Œ�����•�•�]�P�v�u���v�š�•�U�_���•�š�µ�����v�š���Œ���•�‰�}�v�•���•���Á���Œ�����u�}�Œ�������À���v�o�Ç�����]�•�š�Œ�]���µ�š�������š�Z���v���(�}�Œ���‰�Œ�]�}�Œ��

questions; in other words, students lacked certainty. The median response for both assignment designs 

�Á���•���^�v���µ�š�Œ���o�U�_�����v�����š�Z�����•�]�P�v���š���•�š���•�Z�}�Á�����������o�����l���}�(���•�]�P�v�]�(�]�����v�š�����]�(�(���Œ���v�����������Œ�}�•�•�����•�•�]�P�v�u���v�š�������•�]�P�v�•�X�����P���]�v�U��

�u�}�•�š���•�š�µ�����v�š�•�[���(�����o�]�v�P�•���Œ���u���]�v���������}�v�•�]�•�š���v�š���Á�]�š�Z���ñ�ð�X�ó�9���•���o�����š�]�v�P���š�Z�����•���u�����Œ���•�‰�}�v�•�����(�}�Œ�����}�š�Z��

assignment types and, when perceptions did shift, 19.2% of students were more likely to expect needing 

accommodation for the multimodal assignments and 26% were less likely. While this is a greater 

difference than previous questions, it still lacks statistical significance.  

 
Figure 5.6 Scatterplot of Student Perceptions of Accommodation Needs 

As the jittered scatterplot displays, there is a vaguely general positive correlation visible, but the 

spread shows how weak the correlation is. While students who expected to need help with one 

assignment type tended to expect needing in the other assignm���v�š���š�Ç�‰�����~���v�����š�Z�}�•�����Á�Z�}�����]���v�[�š�����Æ�‰�����š���š�}��

�v���������Z���o�‰���Á�]�š�Z���}�v�����š�Ç�‰�����}�(�š���v�����]���v�[�š�����Æ�‰�����š���v�������]�v�P���Z���o�‰���Á�]�š�Z���š�Z�����}�š�Z���Œ�•�U�����o�u�}�•�š���Z���o�(���~�ð�õ�X�ô�9�•���}�(���š�Z����

students were neutral about at least one assignment type. I expect the prevalence of neutrality in this 

question r���o���š���•���š�}���•�š�µ�����v�š�•�[���o�����l���}�(���(���u�]�o�]���Œ�]�š�Ç���Á�]�š�Z���š�Z���•�������Æ�����š�����•�•�]�P�v�u���v�š�•�����v�����š�Z���]�Œ���o�����l���}�(��

information about the instructor. While many students had some baseline understanding of their 

abilities (or lack thereof) for these assignments, this is an area for more direct research as the type of 
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instructor, resources available in class, and thoroughness of the full assignment guidelines would likely 

�]�v�(�o�µ���v�������u���v�Ç���•�š�µ�����v�š�•�[���‰���Œ�����‰�š�]�}�v�•�X�� 

5.6.4 Perceptions of Difficulty of Assignments 

 
Figure 5.7 Histogram of Student Perceptions of Assignment Difficulty 

As this chart demonstrates, students are generally confident in their ability to pass traditional 

written assignments, but they typically feel they will need some help to do so. When it comes to 

multimodal assignments, though, students are both more likely to be confident in their ability to pass 

the assignment without further guidance from the instructor or to have concerns about their ability to 

pass. The sign test, again, shows a lack of statistically significant difference in student perceptions 

between assignments with most students (61.8% of respondents) feeling the same for both 

assignments. Those whose opinions shifted were more likely to feel more confident about their ability to 

pass the multimodal assignments (21.3% of responses compared to 16.9% of negative shifts).  

 
Figure 5.8 Scatterplot of Student Perceptions of Assignment Difficulty 
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As the jittered scatterplot shows, students who were uncertain in their ability to pass in one 

assignment design were often more confident about the other. Those who expected to pass one 

assignment type after clarification from the instructor almost evenly felt the same or felt one step more 

or less confident when it came to the other (this was particularly the case for the traditional writing 

assignments). When it came to those students who believed they could pass the assignments even 

without further details, there was an interesting divergence.  

Of the students selected that they were confident they could pass the traditional writing 

assignments without further clarification, 72.7% were equally confident about the multimodal 

assignment designs and 26.1% were only slightly less confident, feeling like they would definitely pass 

after the assignment details were explained, only 1 student expressed they would probably not be able 

to pass the multimodal assignment type. On the other hand, those students who were very confident in 

their ability to pass the multimodal assignments without further clarification were less confident in their 

ability to succeed in traditional writing assignments. Of the respondents who selected that they were 

certain they could pass the multimodal assignments without further guidance, only 41% were equally 

confident about the written assignments. 51.3% were sure they could pass after being given clarifying 

information, but 7.7% had concerns about their ability to succeed.  

This speaks to how students perceive the situation. Many students are familiar with traditional 

writing assignments and the varied expectations instructors have for their completion. Consequently, 

many students know from experience that they can succeed with traditional essay assignments, but 

they also know from experience that they need clarification on assignment guidelines and instructor 

expectations. Many students lack this familiarity with multimodal assignments, which likely contributes 

to the more va�Œ�]�������Œ���•�‰�}�v�•���•�����•���u�}�•�š���•�Z�]�(�š�•���}�����µ�Œ�Œ���������•���•�š�µ�����v�š�•���Á�Z�}���•���o�����š�������^�/�����}�µ�o�����‰���•�•���Á�]�š�Z���Z���o�‰�_��

for the traditional assignment moved up or down in confidence related to multimodal assignments. 

Those who felt more comfortable with multimodal assignments may have more confidence in their 
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technology skills than their writing skills or may have prior positive experiences with multimodal 

assignments. Those less confident in their ability to succeed with the multimodal assignments may have 

never experienced this assignment type before or may lack comfort with the multimodal skills involved.  

5.6.5 Perceptions of Amount of Information in Assignment Descriptions 

 
Figure 5.9 Histogram of Student Perceptions of Amount of Information in Descriptions 

�t�Z���v�����•�l�������^�,�}�Á�����}���Ç�}�µ���(�����o�������}�µ�š���š�Z�������u�}�µ�v�š���}�(���]�v�(�}�Œ�u���š�]�}�v�������}�µ�š���������Z�����•�•�]�P�v�u���v�š���]�v���š�Z����

�•�Ç�o�o�����µ�•�M�_���(�}�Œ���š�Z�����š�Œ�����]�š�]�}�v���o���Á�Œ�]�š�š���v�����•�•�]�P�v�u���v�š�������•�]�P�v�•�����v�����u�µ�o�š�]�u�}�����o�����•�•�]�P�v�u���v�š�������•�]�P�v�•�U���•�š�µ�����v�š��

responses showed some interesting trends. Most students were either satisfied with the amount of 

information or wanted a bit more. It is interesting that students were typically more comfortable with 

the amount of information with the probably-less-familiar multimodal assignments; though this is an 

area where student comments provide significant extra context.  

Table 5.1 Sign Test Results 

�Z���o���š�����r�^���u�‰�o���•���^�]�P�v���d���•�š 
�d�}�š���o���E �ñ�ñ�ì 
�W�}�•�]�Ÿ�À�������]�+���Œ���v�����• �í�ð�ò 
�E���P���Ÿ�À�������]�+���Œ���v�����• �ó�ó 
�E�µ�u�����Œ���}�(���d�]���• �ï�î�ó 
�^�š���v�����Œ���]�Ì�������d���•�š���^�š���Ÿ�•�Ÿ�� �ð�X�ñ�ñ�ð 
���•�Ç�u�‰�š�}�Ÿ�����^�]�P�v�]�.�����v�������~�î�r�•�]���������š���•�š�• �X�ì�ì�ì�ì�ì�ñ 

 
�d�Z�����u�����]���v���Œ���•�‰�}�v�•�����Á���•���^�š�Z�����‰���Œ�(�����š�����u�}�µ�v�š���}�(���]�v�(�}�Œ�u���š�]�}�v�_���(�}�Œ�����}�š�Z���š�Z�����š�Œ�����]�š�]�}�v���o���Á�Œ�]�š�]�v�P��

assignment description and the multimodal assignment description. Interestingly, the sign test shows 
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that, while student opinions tied more often than they changed (59.5% of respondents remained 

consistent in their perception), student responses that did change most often shifted positively (26.5% 

of responses shifted positively versus 14% that shifted negatively). This was a statistically significant 

���]�(�(���Œ���v�����V���Z�}�Á���À���Œ�U���•�š�µ�����v�š�•�[���}�‰�]�v�]�}�v�•���Á���Œ�����š�Ç�‰�]�����o�o�Ç�����o�}�•���o�Ç���Œ���o���š�����U���Á�]�š�Z���•�Z�]�(�š�•���u�}�•�š���}�(�š���v���}�����µ�Œ�Œ�]�v�P��

one step in either direction.  

 
Figure 5.10 Scatterplot of Student Perceptions of Amount of Information in Assignment Descriptions 

The jittered scatterplot shows the interactions between student perceptions well. It particularly 

emphasizes how the great majority of students felt there was just enough information or wanted a bit 

more, regardless of assignment design type. Student comments42 do shed a great deal of light on their 

reasoning behind these choices, especially concerning why they wanted additional information for the 

writing assignment description more often than the multimodal assignment descriptions.  

Most of the student comments in this section were requests for more information about the 

traditional writing assignments. Specifically, comments asked for examples or samples of the 

assignments (23%), deadlines (13%), format and style information (MLA guidelines, word counts, etc.) 

(9.1%), task checklists (6.5%), or rubrics (6.5%). In keeping assignment overviews brief and focused on 
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�•���o�����Ÿ�}�v���(�}�Œ���‹�µ���•�Ÿ�}�v���í�ó�X���K�(���š�Z�����ô�ñ�����}�u�u���v�š�•�U���î���Á���Œ�������}�u�u���v�š�•�������}�µ�š���o�]�l�]�v�P���•�‰�����]�.�������•�•�]�P�v�u���v�š�•�U���í���Á���•������
���}�u�u���v�š���i�µ�•�š���o�]�l�]�v�P���š�Z�����Á���Ç�����o�o���}�(���š�Z���������•���Œ�]�‰�Ÿ�}�v�•���Á���Œ�����•�š�Œ�µ���š�µ�Œ�����U���ï���Á���Œ�������}�u�u���v�š�•�������}�µ�š���š�Z�����u�µ�o�Ÿ�u�}�����o��
���•�•�]�P�v�u���v�š�������•���Œ�]�‰�Ÿ�}�v�•���~�î���š�Z���š���š�Z���Ç���‰�Œ���(���Œ�Œ�������š�Z�����u�µ�o�Ÿ�u�}�����o���}�À���Œ���š�Z�����š�Œ�����]�Ÿ�}�v���o�����v�����}�v�����š�Z���š���š�Z�����u�µ�o�Ÿ�u�}�����o��
���•�•�]�P�v�u���v�š�•���o�}�}�l�������o�]�l���������o�}�š���u�}�Œ�����Á�}�Œ�l�•�U���î���Á���Œ�������}�u�u���v�š�•���Œ���‹�µ���•�Ÿ�v�P���u�}�Œ�����]�v�(�}�Œ�u���Ÿ�}�v�������}�µ�š���•�‰�����]�.���������š���]�o�•���}�(��
�•�‰�����]�.�������•�•�]�P�v�u���v�š�•�U�����v�����ó�ó�����}�u�u���v�š�•���Á�Œ�]�©���v�������}�µ�š���š�Z�����š�Œ�����]�Ÿ�}�v���o���Á�Œ�]�Ÿ�v�P�����•�•�]�P�v�u���v�š�������•���Œ�]�‰�Ÿ�}�v�•�X 
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theme, details like formatting guidelines were left out (to be discussed in the detailed assignment 

guidelines); however, in leaving out these not-immediately-relevant details, students lacked security in 

their understanding of the assignment requirements, especially when it came to traditional writing 

assignments for which students could identify the missing information when they may not have the 

familiarity with multimodal assignment designs to expect more. Regardless, it might be beneficial to link 

to the course calendar and the detailed assignment guidelines directly from this section of the syllabus. 

5.6.6 Student Assignment Design Preferences 

 
Figure 5.11 Histogram of Student Assignment Design Preferences 

When asked what assignment design they felt was most appropriate for first year composition, 

students overwhelmingly preferred having the option to choose between the traditional writing 

assignment designs and the multimodal assignment designs (60% of resp�}�v�•���•�•�X���d�Z�}�•�����Á�Z�}�����]���v�[�š���‰�Œ���(���Œ��

having the ability to choose most often felt traditional writing assignment designs were the most 

���‰�‰�Œ�}�‰�Œ�]���š�����(�}�Œ���(�]�Œ�•�š���Ç�����Œ�����}�u�‰�}�•�]�š�]�}�v�����}�µ�Œ�•���•���~�í�ô�X�ô�9�•�X���/�v�š���Œ���•�š�]�v�P�o�Ç�U���í�î�X�ï�9���}�(���Œ���•�‰�}�v�����v�š�•�����]���v�[�š���š�Z�]�v�l��

the ability to choose was appropriate but were okay with either option. Only 6.9% of respondents felt 

the multimodal assignments were most appropriate for first year composition and should replace the 

traditional written assignment design. Students prefer having choice. Giving students an option to 

develop written skills or focus on more career-oriented multimodal skills may increase student buy-in, 

even if many would choose the traditional written assignments because of their familiarity.  
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5.6.6.1 Student Assignment Design Preferences by Demographics 

�h�o�š�]�u���š���o�Ç�U���š�Z���Œ�����Á���Œ�����v�}�š���•�š���š�]�•�š�]�����o�o�Ç���•�]�P�v�]�(�]�����v�š���]�v�š���Œ�����š�]�}�v�•�������š�Á�����v���•�š�µ�����v�š�•�[�������u�}�P�Œ���‰�Z�]���•��

and their assignment design preferences. Across demographic categories, students preferred having the 

opportunity to choose between assignment designs approximately 60% of the time and no probability 

values met the alpha threshold of .0004. However, there were some interesting trends related to 

�•�š�µ�����v�š���u���i�}�Œ�����v�����•�š�µ�����v�š�•�[���v���š�]�À�����o���v�P�µ���P�����Á�Z�]���Z�����}�µ�o���������v���(�]�š���(�Œ�}�u���(�µ�Œ�š�Z���Œ���•�š�µ���Ç�X 

In future studies, interactions between student majors might be worth more direct analysis. 

While the sample here was insufficient to meet minimum count requirements for a Chi-Square test, 

there were interesting deviations from expected preferences. While the ability to choose was preferred 

by over half the students in all majors, the majority was more extreme for some majors than others. 

Students undecided about their major were the most likely to prefer having an option for assignment 

design, with 71.4% of these students selecting this option. Social sciences majors and natural sciences 

majors also preferred having options more than expected43 (66.2% and 65.7% observed respectively). 

Conversely, computer science majors were far less likely than expected to prefer having options (51.5% 

observed) and were the only major group much lower than the expected rate.  

�/�v�š���Œ���•�š�]�v�P�o�Ç�U���š�Z���Œ�����Á���•���v�}���Œ���o���š�]�}�v�•�Z�]�‰�������š�Á�����v���•�š�µ�����v�š�•�[���v���š�]�À�����o���v�P�µ���P�������v�����š�Z���]�Œ��

preferences for particular assignment types. I had wondered if there would be an interaction here as 

students with native languages other than English might feel more stress with written assignments 

compared to assignment designs less focused on writing skills. Yet, students who identified African 

languages as their native language were the most likely to select writing options only as the most 

appropriate (41.2% observed versus 19.4% expected) and the least likely to select there should be 

options (41.2% observed versus 61.2% expected). This is also the only instance wherein the preference 

for options was less than 50%. This is a finding that might benefit from more targeted study with a larger 

 
43�����Æ�‰�����š�������Œ���š���•���Á���Œ�����(�}�µ�v�����µ�•�]�v�P�����Œ�}�•�•�š�����µ�o���Ÿ�}�v�•�X���h�•�µ���o�o�Ç�U�����Æ�‰�����š�������Œ���š���•���u���š���Z�������š�Z�����‰�}�‰�µ�o���Ÿ�}�v���.�v���]�v�P�X 
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sample. I would hypothesize that this preference has to do with familiarity with writing assignments or a 

lack of comfort with multimodality, but this is, at present, merely theory.  

5.6.7 Student Comments by Assignment Preference 

5.6.7.1 Writing Assignment Design Type Only 

Of the 104 students who felt only the traditional writing assignment designs were appropriate 

for first year composition, 44 students wrote comments explaining their selection. Overall, it seems 

students chose this option most out of a feeling of obligation to tradition and the assumption that first 

�Ç�����Œ���•�š�µ�����v�š�•�����}�µ�o���v�[�š���~�}�Œ���•�Z�}�µ�o���v�[�š���š�Œ�Ç���š�}�•���Z���v���o�����u�µ�o�š�]�u�}�����o�����•�•�]�P�v�u���v�š�������•�]�P�v�•�X�� 

Specifically, 43.2% of the comments discussed that first year composition assignments should 

�š�������Z���^�����•�]���•�_�����v�����š�Z���š���Á�Œ�]�š�]�v�P�����•�•�]�P�v�u���v�š�•���u�}�•�š�����}�À���Œ�������š�Z���•���������•�]���•�X���&�}�Œ�����Æ���u�‰�o���U���}�v�����•�š�µ�����v�š��

�}���•���Œ�À�����U���^���������µ�•�����š�Z���•�����•�š�µ�����v�š�•�����Œ�����i�µ�•�š���o�����Œ�v�]�v�P���š�}���Á�Œ�]�š���U���Œ���•����rch, and compose English in this 

�•���š�š�]�v�P�_���~�^�µ�Œ�À���Ç���í�ò�•�X�����v�}�š�Z���Œ�����Æ�‰�o���]�v�����U���^���������µ�•�����Ç�}�µ���v���������š�}�����}�����•���u�µ���Z���Á�Œ�]�š�]�v�P�����•���Ç�}�µ�������v���]�v���š�Z���š���(�]�Œ�•�š��

���o���•�•���š�}���Œ�����o�o�Ç���Z�}�v�����]�v���}�v���š�Z�}�•�����•�l�]�o�o�•�_���~�^�µ�Œ�À���Ç���ñ�ì�ó�•�X���/�š��was interesting that so many students completely 

separated college level writing from the writing skills they (theoretically) learned in high school. In many 

of these comments, it seemed that students viewed university as a completely fresh start in terms of 

knowledge acquisition; however, it is unclear whether this is a result of a lack of depth of learning from 

lower levels of education or because they expect writing in university to be completely different rather 

than a next-�•�š���‰�����µ�]�o���]�v�P���}�v���š�Z���]�Œ���Z�]�P�Z���•���Z�}�}�o�����Æ�‰���Œ�]���v�����•�X���/�š�����}���•�U���š�Z�}�µ�P�Z�U���•�‰�����l���š�}���•�š�µ�����v�š�•�[���o�����l of 

�š�Œ���v�•�(���Œ�����]�o�]�š�Ç���]�v���•�l�]�o�o�•�X���E�}�š���}�v�o�Ç�����}���•���Œ���•�����Œ���Z���•�Z�}�Á���•�š�µ�����v�š�•�����}�v�[�š���š�Œ���v�•�(���Œ���•�l�]�o�o�•���(�Œ�}�u���(�]�Œ�•�š���Ç�����Œ��

composition to later classes, student comments here showed �•�š�µ�����v�š�•�����}�v�[�š�����Æ�‰�����š���š�}���š�Œ���v�•�(���Œ���Á�Z���š��

they learned in high school to the university setting. 

Interestingly, 34.1% of the comments specifically mentioned first year composition students 

being first year students and tied that classification to expectations of their abilities. One student went 

�•�}���(���Œ�����•���š�}�����•�•���Œ�š�U���^�/�����}�v�[�š���Z���À�������}�v�(�]�����v�������]�v�������(�]�Œ�•�š���Ç�����Œ���•�š�µ�����v�š�_���~�^�µ�Œ�À���Ç���ò�ò�•�X�����v�}�š�Z���Œ���}���•���Œ�À�����U���^�&�]�Œ�•�š��
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�Ç�����Œ���•�š�µ�����v�š�•���u���Ç���v�}�š���‰���Œ�(�}�Œ�u���Á���o�o���Á�]�š�Z���š�Z�����u�µ�o�š�]�u�}�����o�����•�•�]�P�v�u���v�š�•�_���~�^�µ�Œ�À���Ç���ð�ð�ì�•�X���^�]�u�]�o���Œ�o�Ç�U�����v�}�š�Z���Œ��

�•�š�µ�����v�š�����Æ�‰�o���]�v�����U���^�]�š�[�•�������(�]�Œ�•�š���Ç�����Œ�����o���•�•�U���•�}�u���š�Z�]�v�P���š�}���š���•�š���š�Z�����Á���š���Œ�•�����v�����v�}�š�����������}�u�‰�o�]�����š�����_���~�^�µ�Œ�À���Ç��

296). A few students even explained that multimodal assignments are probably more appropriate for 

second year or higher (Surveys 22 and 446, for example).  

Building on this, many comments expressed that their selection was based on fear of the 

multimodal options (11.4%) or concerns about workload (11.4%). One student, for instance, wrote 

�^�'�]�À�]�v�P���€�(�]�Œ�•�š���Ç�����Œ���•�š�µ�����v�š�•�•�������u�µ�o�š�]�u�}�����o�����•�•�]�P�v�u���v�š���]�•�������Œ�����]�‰�����(�}�Œ�����]�•���•�š���Œ�_���~�^�µ�Œ�À���Ç���í�î�ï�•�X�����v�}�š�Z���Œ��

���Æ�‰�o���]�v�����U���^�u�µ�o�š�]�u�}�����o�����•�•�]�P�v�u���v�š�•�������v���������������]�P�����v�������À�}�Œ�����v�����(�}�Œ�������(�]�Œ�•�š���Ç�����Œ�����o���•�•�U���/�������o�]���À�����(�}���µ�•�]�v�P���}�v��

�Á�Œ�]�š�]�v�P���Á�}�µ�o���������������•�š�_���~�^�µ�Œ�À���Ç���õ�ó�•�X��However, a few students (9.1%) were more concerned with what 

being able to choose between assignment types would mean. These students most often noted that 

they were concerned that it would be impossible to fairly grade assignments when writing and 

multimodal options would be so different.  

 
Figure 5.12 Wordcloud of Student Comments 

5.6.7.2 Multimodal Assignment Design Type Only 

When choosing appropriate assignment designs for first year composition, multimodal 

assignment designs only was by far the least-�•���o�����š���������Z�}�]�������~���Æ�����‰�š���(�}�Œ���^�}�š�Z���Œ�_�•�X���K�(���š�Z�����ï�ô���•�š�µ�����v�š�•��

who selected this option, 10 wrote comments explaining why they made their selections. The most 

common reason (5 of the comments) was that multimodal assignments were the most appropriate 
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because they would provide foundational skills necessary for later classes. For example, one student 

�}���•���Œ�À�������^�/���š�Z�]�v�l���u�µ�o�š�]�u�}�����o�����•�•�]�P�v�u���v�š�•�����Œ�����u�}�Œ�������‰�‰�o�]�������o�����š�}���•�l�]�o�o�•���Ç�}�µ���v�����������(�š���Œ���P�Œ�����µ���š�]�v�P���}�Œ���]�v��

�š�Z�����}�(�(�]�����_���~�^�µ�Œ�À���Ç���ï�ó�ò�•�X���K�(���š�Z�����Œ���u���]�v�]�v�P�����}�u�u���v�š�•�U one explained that they felt this option most 

�š���µ�P�Z�š���•�š�µ�����v�š�•���š�}���^�š�Z�]�v�l�����Œ�]�š�]�����o�o�Ç���}�µ�š�•�]�������}�(�����o���•�•�_���~�^�µ�Œ�À���Ç���í�ò�ï�•�X�����v�}�š�Z���Œ���•�]�u�‰�o�Ç���(���o�š���š�Z�������•�•�]�P�v�u���v�š��

overviews for the multimodal assignments were more detailed. The remaining three were a matter of 

prefere�v�����X���K�v�����•�š�µ�����v�š�U���(�}�Œ�����Æ���u�‰�o���U���Á�Œ�}�š�����^�d�Z�����u�µ�o�š�]�u�}�����o�����•�•�]�P�v�u���v�š�•�������š�µ���o�o�Ç���•�}�µ�v�����‰���Œ�(�����š�_��

�~�^�µ�Œ�À���Ç���î�ð�ó�•�X�����v�}�š�Z���Œ�����Æ�‰�o���]�v�����U���^�W���Œ�•�}�v���o�o�Ç�U���/���o�]�l�����D�D-styled assignments more than just written, 

traditional assignments mainly because I like when assignments are i�v�š���Œ�����š�]�À���_���~�^�µ�Œ�À���Ç���ï�ñ�ð�•�X�� 

5.6.7.3 No Option, but Either Design is Appropriate 

�K�(���š�Z�����ò�ô���•�š�µ�����v�š�•���Á�Z�}���•���o�����š�������š�Z�����}�‰�š�]�}�v���š�Z���š���•�š�µ�����v�š�•���•�Z�}�µ�o���v�[�š���������P�]�À���v�����v���}�‰�š�]�}�v�U�����µ�š���š�Z���š��

either assignment design type was appropriate, 23 wrote comments explaining their selection. Of the 

twenty-three comments, 34.8% felt that either option was appropriate but that giving students the 

�����]�o�]�š�Ç���š�}�����Z�}�}�•���������š�Á�����v���š�Z���u���Á���•���v�}�š�X���&�}�Œ�����Æ���u�‰�o���U���}�v�����•�š�µ�����v�š���Á�Œ�}�š�����^�'�]�À�]�v�P���•�š�µ�����v�š�•���}�‰�š�]�}�v�•�����}�µ�o����

�o���������š�}�����}�v�(�µ�•�]�}�v�_���~�^�µ�Œ�À���Ç���ñ�ð�ì�•�X���&�µ�Œ�š�Z���Œ�U���ï�ì�X�ð�9���}�(�����}�u�u���v�š���Œ�•���(���o�š���š�Z���š���Z���À�]�v�P���š�Z�����]�v�•�š�Œ�µ���š�}�Œ�����Z�}�}�•����

the assignments would better enable students to practice a wider variety of skills. For example, one 

�•�š�µ�����v�š�����Æ�‰�o���]�v�����U���^���������µ�•�����/���(�����o���š�Z���š�����}�]�v�P�����}�š�Z���]�•�������^�o�]�(�����•�l�]�o�o�_���]�v���š�Z�����•���v�•�����š�Z���š���]�(���Ç�}�µ���l�v�}�Á���Z�}�Á���š�}�����}��

���}�š�Z���Ç�}�µ�[�o�o�������������š�š���Œ���}�(�(�����}�Á�v���š�Z�����o�]�v���_���~�^�µ�Œ�À���Ç���ð�ì�•�X���^�}�u�����}�( the comments were in both of these 

�P�Œ�}�µ�‰�•�U���(�}�Œ�����Æ���u�‰�o���U���^�/���(�����o���š�Z���š���Á�Z���v���P�]�À�]�v�P���š�Z�����•�š�µ�����v�š�•���š�Z�����}�‰�š�]�}�v�U���š�Z���Ç�����µ�š�}�u���š�]�����o�o�Ç���š���l�����š�Z���������•�]���Œ��

�}�‰�š�]�}�v���š�Z���š�����}���•���v�}�š�����o�o�}�Á���µ�•���š�}�����u���Œ���������}�µ�Œ���(�µ�o�o���•�š���‰�}�š���v�š�]���o���}�(���µ�v�����Œ�•�š���v���]�v�P�_���~�^�µ�Œ�À���Ç���ñ�î�•�X�����v�}�š�Z���Œ��

similarly ex�‰�o���]�v�����U���^�E�}�š���P�]�À�]�v�P�����v���}�‰�š�]�}�v���]�•�����������š�š���Œ���u���š�Z�}�����(�}�Œ���o�����Œ�v�]�v�P�����}�š�Z���u���š�Z�}���•�X���E�}�š���Z���À�]�v�P������

���Z�}�]�������u�����v�•���Ç�}�µ�����}���v�}�š���P���š���š�}�����Z�}�}�•���������u���š�Z�}���������•�]���Œ���(�}�Œ���Ç�}�µ�_���~�^�µ�Œ�À���Ç���ð�ñ�ò�•�X���d�Z�����Œ���u���]�v�]�v�P���ï�õ�X�í�9���}�(��

comments that did not fall into either (or both) of those categories were tied to scattered opinions with 

some explaining that both assignments were easy (�•�}���]�š�����]���v�[�š���u���š�š���Œ���Á�Z�]���Z���Á���•�����Z�}�•���v), others 

asserting that both assignments were too hard (�•�}���]�š�����]���v�[�š���u���š�š���Œ���Á�Z�]���Z���Á���•�����Z�}�•���v), and still others 
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asserting that both assignments were appropriate (�•�}���]�š�����]���v�[�š���u���š�š���Œ���Á�Z�]���Z���Á���•�����Z�}�•���v). It was 

interesting that, when it came to assessing workload, there was no agreement in these comments.  

 
Figure 5.13 Wordcloud of Student Comments 

5.6.7.4 Options Between Assignment Design Types 

333 students selected that students should have the option to choose between the traditional 

writing assignment design and the multimodal assignment design for each assignment; of these, 175 

wrote explanations of their choices. The vast majority of comments (76.6%) explained that providing 

options helps students with different skills, learning styles, or preferences to express themselves to the 

�����•�š���}�(���š�Z���]�Œ�������]�o�]�š�Ç�X���&�}�Œ�����Æ���u�‰�o���U���}�v�����•�š�µ�����v�š���Á�Œ�}�š���U���^���������µ�•�����•�}�u�����•�š�µ�����v�š�•�����}�µ�o���������v���(�]�š�����v����thrive 

from having ���v���}�‰�š�]�}�v���o�]�l�����š�Z�]�•�_���~�^�µ�Œ�À���Ç���ó�ò�U�����u�‰�Z���•�]�•���š�Z���]�Œ�•�•�X���D���v�Ç���•�š�µ�����v�š�•�����À���v�����Æ�‰�Œ���•�•�������š�Z���š���š�Z���Ç��

would struggle with one assignment type or the other but acknowledged that others might have the 

�}�‰�‰�}�•�]�š�����‰�Œ���(���Œ���v�����X���&�}�Œ�����Æ���u�‰�o���U���^�Y�/�[�u�������u�}�Œ�������Œ�š�]�•�š�]���l���Œ�����š�]�À�����‰���Œ�•�}�v���Á�Z�}�����}���•�v�[�š���o�]�l�����Á�Œ�]�š�]�v�P�����•�•���Ç�•�U��

so I would be more motivated to put effort into multimodal assignments, but I also know that not 

everyone i�•���š�Z�����•���u���_���~�^�µ�Œ�À���Ç���ð�ò�ô�•�X�����o�š���Œ�v���š�]�À���o�Ç�U���^�/�����u���v�}�š���������Œ�����š�]�À�����‰���Œ�•�}�v�����v�����/�[�u���u�µ���Z�������š�š���Œ�����š��

writing, but I know a lot of people feel the opposite. Letting people choose would let each person be 

�u�}�•�š���•�µ�������•�•�(�µ�o�_���~�^�µ�Œ�À���Ç���ô�õ�•�X�� 

Building on this, several comments tied choice to success (16.6%), comfort (12.6%), or (more 

rarely) grades (2.2%), expressing that final products are likely to be better or students will be more 
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���}�u�(�}�Œ�š�����o�����]�(���š�Z���Ç�������v�����Z�}�}�•�����š�Z�����u�}�����o�]�š�]���•���}�(���š�Z���]�Œ�����•�•�]�P�v�u���v�š�•�X���K�v�����•�š�µ�����v�š�����Æ�‰�o���]�v�����U���^�/�š�[�•���v�]�������š�}��

�P���š���������Z�}�]�����U���]�š���������}�u���•���o���•�•���•�š�Œ���•�•�(�µ�o���Á�Z�]���Z���‰�Œ�}���µ�����•�������š�š���Œ���Á�}�Œ�l�_���~�^�µ�Œ�À���Ç���í�ñ�ð�•�X�����v�}�š�Z���Œ�����Æ�‰�o���]�v�������š�Z���š��

�‰�Œ�}�À�]���]�v�P���}�‰�š�]�}�v�•���^�u���]�v�o�Ç���€�P�]�À���•�•���š�Z���u���š�Z�������Z�}ice to do an assignment that would best suit them to get 

�š�Z�����Z�]�P�Z���•�š���P�Œ���������‰�}�•�•�]���o���_���~�^�µ�Œ�À���Ç���ð�õ�ò�•�X 

Relatedly, but opposite, a few students noted that providing options may better support 

�•�š�µ�����v�š�•���Á�Z�}�����Œ���v�[�š�����}�]�v�P���Á���o�o���}�Œ���Á�Z�}���u���Ç���o�����l���Œ���•�}�µ�Œ�����•���v�������•�•���Œ�Ç���š�}�����}���u�µ�o�š�]�u�}�����o���}�‰�š�]�}�v�•���~�ð�X�ò�9�•�X��

�&�}�Œ���]�v�•�š���v�����U���^�&�}�Œ���•�š�µ�����v�š�•���v�}�š���‹�µ�]�š�����P�Œ���•�‰�]�v�P���š�Z�������o���•�•���/���(�����o���š�Z����option to decline multimodal 

�€���•�•�]�P�v�u���v�š�•�•�����}�µ�o�����Z���o�‰���š�Z���u���v�}�š���P���š���}�À���Œ�Á�Z���o�u�����_���~�^�µ�Œ�À���Ç���î�ò�ï�•�X���������]�š�]�}�v���o�o�Ç�U���u���v�Ç���•�š�µ�����v�š�•��

expressed that students may benefit from being able to choose whatever assignment type they can best 

fit into their schedules and work�o�}�����•�U�����•���š�Z�����•�š�µ�����v�š���(�Œ�}�u���•�µ�Œ�À���Ç���î�ï�ó�����Æ�‰�o���]�v�����U���^�����(�]�Œ�•�š���Ç�����Œ���•�š�µ�����v�š�[�•��

�Á�}�Œ�l�o�}�������•�Z�}�µ�o�����v�}�š���������}�À���Œ���µ�Œ�����v�•�}�u���U���•�}���•�š�µ�����v�š�•���•�Z�}�µ�o�������Z�}�}�•�����š�Z�����Á�}�Œ�l�o�}�������š�Z���Ç�������v���Z���v���o���X�_ 

A surprising number also tied choice to engagement (9.7%), arguing that having a choice 

promotes engagement and involvement in the class and the assignments. One student wrote, for 

���Æ���u�‰�o���U���š�Z���š���Z���À�]�v�P���}�‰�š�]�}�v�•���^���Æ�‰���v���•���š�Z�����}�‰�š�]�}�v�•���(�}�Œ�����o�o���•�š�µ�����v�š�•�����v�����]�v���Œeases the likelihood that 

�š�Z���Ç�[�o�o�����v�P���P�����Á�]�š�Z���š�Z�����u���š���Œ�]���o���]�(���]�š�[�•���]�v�������(�}�Œ�u���š���‰�Œ���(���Œ�����o�����(�}�Œ���š�Z���u�_���~�^�µ�Œ�À���Ç���î�í�ì�•�X�� 

 
Figure 5.14 Wordcloud of Student Comments 
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5.6.7.5 Other Assignment Options 

�s���Œ�Ç���(���Á���•�š�µ�����v�š�•���~�õ�•���•���o�����š�������š�Z�����^�}�š�Z���Œ�_���}�‰�š�]�}�v�V���}�(���š�Z�}�•�����Á�Z�}�����]���U���}�v�o�Ç���ó�����Æ�‰�o���]�v�������Á�Z���š���š�Z���]�Œ��

alternative preference entailed. Almost all of these comments recommended not providing choices but 

requiring some mix of the writing and multimodal assignments (4 out of 7). Two of the comments felt 

the writing assignments should be required, but that the multimodal assignments should be available as 

disability accommodations. The last written option advocated for students having the opportunity to 

choose between doing all multimodal assignments or all written assignments, rather than being able to 

choose for each assignment.  

5.7 Determinations of Hypotheses 1-3 

5.7.1 Hypothesis 1 

In beginning this research, I wondered if students would be more comfortable with familiarity of 

written assignment designs and thus more confident in their ability to complete the assignments 

successfully or if students would be more confident in their ability to complete multimodal assignments 

which rely less heavily on grading writing mechanics and, instead, focus more on diversified skills and 

composing argument. Interestingly, students were largely equally confident with both types (for better 

or worse), and those students whose opinions did shift were similarly likely to be more or less confident 

with the other design type. Ultimately, a sign test was not statistically significant at p=.098. 

Consequently, we must fail to reject the null hypothesis and conclude, at least with this sample, 

students are equally comfortable with their ability to complete traditional written essay assignments 

and nontraditional multimodal assignments.  

5.7.2 Hypothesis 2 

Students were presented with four potential options for assignment implementation: traditional 

written assignments only; multimodal assignments only; either assignment design is appropriate, but 

assignments should be dictated by the instructor (students should not have a choice in assignment 
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design); or students should have the option to choose between traditional written essay assignments 

and nontraditional multimodal assignments for each assignment. Of these, three possibilities remove 

choice from students, and one is the provision of choice. To address my second hypothesis, that 

students might have a preference for either prescribed assignments or choice, I grouped responses by 

���]�š�Z���Œ���^���Z�}�]�����_���}�Œ���^�v�}�����Z�}�]�����X�_���t�]�š�Z���š�Z�]�•���P�Œ�}�µ�‰�]�v�P���/���Á���•�������o�����š�}���Œ�µ�v���������]�v�}�u�]���o���š���•�š���}�v���•�š�µ�����v�š�•�[��

preferences. Ultimately, 39% of students preferred a lack of choice in assignment design and 61% 

selected that students should have the option to choose between assignment designs for each major 

assignment. This finding was statistically significant at p=.00000015. As a result, we must reject the null 

hypothesis that students are equally accepting of prescribed assignments and the ability to choose 

between assignment designs in favor of the secondary alternative hypothesis which states that students 

prefer having the ability to choose between assignment designs.  

5.7.3 Hypothesis 3 

Interestingly, there were no statistically significant differences in assignment design preferences 

for any tested student demographics. I would encourage future research to explore potential 

�]�v�š���Œ�����š�]�}�v�•�������š�Á�����v���•�š�µ�����v�š�•�[���u���i�}�Œ�•�����v�����š�Z���]�Œ�����•�•�]�P�v�u���v�š�������•�]�P�v���‰�Œ���(���Œ���v�����•�V���Z�}�Á���À���Œ�U���š�Z���Œ�����Á���•��

insufficient evidence in this study to make definitive assertions on the matter. Consequently, we must 

fail to reject the null hypothesis and conclude for this study that student preferences for prescribed 

assignments versus the ability to choose did not vary significantly between student demographic groups. 
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6 RESULTS OF CLASS POLICY PREFERENCES 

6.1 Introduction 

Classroom management is in a state of flux that has only increased in tumult in the wake of the 

COVID-19 pandemic. With this upheaval comes stress, but also opportunity. Traditional classroom 

policies involve clear, strict guidelines expecting student adherence with little flexibility or deviation. As 

�d�]�v�����v�]���v�}�š���•�U���^�/�v���š�Œ�����]�š�]�}�v���o���]�v�•�š�Œ�µ���š�]�}�v���o���(�}�Œ�u���š�•�U�����À���Œ�Ç���•�š�µ�����v�š���]�•�����Æ�‰�����š�������š�}���‰�Œ�}�P�Œ���•�•�����š�����•�•���v�š�]���o�o�Ç��

the same rate. The instructor exposes all students to the same material at the same pace, and students 

���Œ�����š���•�š���������š���š�Z�����•���u�����š�]�u���_���~�í�î�õ�•�X���,�}�Á���À���Œ�U���•�š�µ�����v�š�•�����}�v�[�š��progress at the same rate. Further, as 

student demographics have diversified, so have their needs. 

In light of this, it is possible that students may perform better with a more diversified system. 

This idea is not wholly new; researchers have been testing, adjusting, and retesting classroom policies in 

different settings or for different demographics for a good while. And findings have begun supporting 

�š�Z�]�•���]�������X���t�}�u�����l�U���(�}�Œ���]�v�•�š���v�����U�����Æ�‰�o���]�v�•���š�Z���š���^�š�}�}���u�µ���Z���š�������Z���Œ�����}�v�š�Œ�}�o���o�������•���š�}���‰�Œ�}���o���u�•���]�v���š�Z����

���o���•�•�Œ�}�}�u�_�����v�����^�‰�Œ�}�À�]���]�v�P�����Z�}�]�������]�•�����•�•���v�š�]���o���š�}�����Œ�����š�]�v�P�����µ�š�}�v�}�u�Ç���]�v���o�����Œ�v���Œ�•�_���~�ñ�í�ò�•�X���^�Z���������À�}�����š���•������

shift from traditional authoritarian policies to a more collaborative classroom management style.  

Students are often balancing their learning with jobs, families, and extracurriculars. Further, 

many students are entering university earlier or later, coming in with varied histories and experiences 

which impact their ability to sit, listen, and learn. By diversifying classroom policies, this diverse 

population of students may more thoroughly engage in their learning process, better understand the 

transferability of skills they acquire, and view themselves as autonomous agents largely responsible for 

their own success.  

However, there is also comfort in tradition. Strict, inflexible policies are familiar to many 

students, even if they are also burdensome. It is possible that students prefer security in their learning 

experiences, even if their gains are smaller. Most research, though, has not asked students directly. At 
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least in classroom policy research, students are rarely consulted for their preferences. They may be 

tested, toyed with, or theorized about, used as subjects assessing assignment designs, policy impacts, or 

learning outcomes to see the quantitative results of potential implementations, but they are rarely 

asked directly what they would prefer their learning experience to involve.  

It is here this chapter begins. Students were presented with a series of questions asking about 

syllabus content and potential classroom policies. These classroom policies were predominantly 

designed as comparisons, presenting students with a more traditional policy and a more innovative 

policy and requesting students assess them for reasonableness, compliance ability, and preference. It 

�Á���•���u�Ç���Z�}�‰�����š�}�����Æ�‰�o�}�Œ�����Á�Z���š���•�š�µ�����v�š�•���‰�Œ���(���Œ�����v�����Á�Z�Ç�X���d�Z�]�•�����v�����o�������u�����š�}���‰�o���������•�š�µ�����v�š�•�[���‰�Œ���(���Œ���v�����•��

in the context of existing research into student outcomes.  

6.2 Syllabus Content 

6.2.1 Rationale  

My reasoning in this section is simple; I wanted to ask students what they believe belongs in the 

syllabus. Originally, the syllabus was an informal document listing assigned readings, class times and 

locations, and perhaps instructor information and class materials. Over time, however, the syllabus has 

continued to grow, often to unwieldy lengths and expectations. For example, while Tincani recommends 

nine specific components in the syllabus (129), Dingus found they commonly contain forty-two different 

components including a variety of instructor-specific policies, information about the course, and 

departmental and university policies. Further, many instructors are expected to balance personable, 

engaging personalized sections against required, boilerplate components with legalistic language. The 

result has become long, patchworked documents that are challenging to read, navigate, and maintain.  
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Consequently, syllabi often have incorrect or dated information.44 �,�}�Á���À���Œ�U���š�Z�]�•���}�(�š���v�����}���•�v�[�š��

matter since students are unlikely to engage with the syllabus beyond grading information, assignment 

details, and the course schedule (Thompson). Nevertheless, these same students acknowledge that the 

syllabus functions as a course contract, binding them to the expectations of their instructor. There is a 

dissonance here that I wanted to explore. 

Even when students are less-than-willing to read long and complex syllabi, it is possible that 

they prefer the information to be there should they need it. It is similarly possible, though, that students 

may prefer class syllabi to focus on instructor- and class-specific details leaving departmental and 

university level policies and information to the internet. This would enable students to focus on those 

���}�u�‰�}�v���v�š�•���}�(���š�Z�����•�Ç�o�o�����µ�•���Á�Z�]���Z���‰�Œ�}�À�]���������]�Œ�����š�����v�����P���v�µ�]�v�����]�v�(�}�Œ�u���š�]�}�v�������}�µ�š���š�Z���]�Œ���]�v�•�š�Œ�µ���š�}�Œ�[�•��

teaching methods, mechanisms of classroom management, and personality. All of these details being of 

most import for students endeavoring to determine whether they are comfortable persisting in the 

course or if they would be better served switching out during drop-add week.  

There is a connection between length and clarity, though. While many students wish for a 

syllabus to be as short as possible, syllabi that are written from a student-centered perspective tend to 

be longer but also more engaging and helpful. Slattery and Ca�Œ�o�•�}�v���(�µ�Œ�š�Z���Œ�����Æ�‰�o���]�v���š�Z���š���^�(�����µ�o�š�Ç�������v��

�‰�Œ���À���v�š���u�]�•�µ�v�����Œ�•�š���v���]�v�P�•�����v�����������}�µ�Œ�•���������v���Œ�µ�v���u�}�Œ�����•�u�}�}�š�Z�o�Ç���Á�Z���v���š�Z���Ç���‰�Œ�}�À�]�������•�µ�(�(�]���]���v�š�������š���]�o�_��

�~�í�ò�ì�•�X�����Z�]���Z�u�}�v�������š�����o�X�����o�����}�Œ���š�����š�Z���š���o���v�P�š�Z���]�•���}�l���Ç���^�]�(�U���]�v���š�Z�����‰�Œ�}�����•�•���}�(���������}�u�]�v�P���o�}�v�P���Œ�U���(�����µ�o�š�Ç��

respond more ful�o�Ç���š�}���•�š�µ�����v�š���‹�µ���•�š�]�}�v�•�_���~�ô�•�X��Students become frustrated with length without purpose.  

Accordingly, limiting syllabus sections to those which are unique to the instructor, or which may 

be personalized by the instructor may be beneficial. It is possible this would encourage students to more 

thoroughly engage with content and see the syllabus as a useful tool rather than an end user license 

 
44 �^�š�Œ�]�u���o�����v�����E�}�Œ�š�Z�Œ�µ�‰�U���(�}�Œ���]�v�•�š���v�����U���(�}�µ�v�����ï�õ�X�ó�9���}�(���š�Z�����•�Ç�o�o�����]���š�Z���Ç�����v���o�Ç�Ì�������^���}�v�š���]�v���������}�u�‰�o���š���o�Ç���������µ�Œ���š����
information for both accommodation-�Œ���o���š�������‰�Œ�}�������µ�Œ���•�����v�����Z�}�Á���š�}�����}�v�š�����š���š�Z���������u�‰�µ�•�[�����]�•�����]�o�]�š�Ç���•���Œ�À�]�����•�_���~�ò�ì�•�X 
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agreement for education that must be accepted, but may be accepted blindly (since understanding and 

agreeing with the contents is not actually necessary).  

To this end, this section of the survey presents students with a list of potential syllabus 

components and asks students to select which components they feel belong. Additional questions ask 

for student input on some specific, technically unnecessary components of a syllabus which may add 

value even as they are not functionally required. I wondered if students would agree with their value 

and prefer their inclusion or if they would rather save the space and attention.  

6.2.2 Results  

6.2.2.1 Sections of the Syllabus 

As previously discussed, the syllabus as a functional document has grown from a vague list of 

assigned readings, necessary supplies, and course contact information to a rather unwieldy document 

expected to convey a great deal of potentially legally binding information to an audience disinclined to 

read it. I wondered, consequently, if there was any agreement among students about sections which 

could or should be eliminated from the typical syllabus content. To assess this, I presented students with 

a list of traditional syllabus sections as well as a few non-traditional, potentially beneficial sections and 

asked students to circle which sections should be included in a course syllabus.  

The results were surprising. Most students felt most of the traditional sections of a syllabus 

should be included as well as some of the non-traditional, potentially beneficial sections.45 The only 

�•�����š�]�}�v�•�������•�š���š�]�•�š�]�����o�o�Ç���•�]�P�v�]�(�]�����v�š���u���i�}�Œ�]�š�Ç���}�(���•�š�µ�����v�š�•���(���o�š���•�Z�}�µ�o�����v�}�š���������]�v���o�µ���������Á���Œ�����^�t�Z���š���/�•������

�^�Ç�o�o�����µ�•�U�_���^�,�}�Á�����}���/���h�•���������^�Ç�o�o�����µ�•�U�_���^���}�u�u�µ�v�]�š�Ç���^�š���š���u���v�š�U�_�����v�����^�^���Z�}�}�o�����v���������‰���Œ�š�u���v�š���o���W�}�o�]���]���•�X�_�� 

 
45 The specific sections students felt should be included in the syllabus were: index (72.3%), course overview 
(95.1%), course resources (91.5%), course objectives (75.8%), assignment weights (98.6%), assignment overviews 
(92.6%), attendance policy (93.7%), missed and late work policy (94.4%), instructor office hours (91.5%), 
communication with instructor policy (88.6%), electronics policy (65%), food and drink policy (59%, p=.000043), 
expectations of students (66.4%), expectations of instructor (58.4%, p=.00008), university resources links (70%), 
and a course schedule (87.3%). Unless otherwise noted, all preferences were significant at p<.000001. 
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School and departmental policies are the most likely to be shallow, boilerplate statements, and 

many students openly acknowledge their tendency to skip such sections. Consequently, it follows that 

students would feel these sections are unnecessary; however, 70% of students felt links to university 

resources should be included in the syllabus. While the boilerplate statements do not encourage 

engagement and are perceived as a waste of space, having links to the departments and resources from 

which those policies come provide students with the resources to gain more detailed information and 

direct assistance should they need it. It is possible replacing boilerplate policies with links to more 

detailed information would be more effective.  

University websites are not always easily navigable, and many students are unaware of many of 

the resources available to them. By including a well-structured, not-wordy list of resources, students 

may find information they very much need right when they most need it. The caveat to this is that the 

rest of the syllabus needs to be well structured enough for students to either go through the whole 

thing or easily skip everything else to find this section. When a syllabus is poorly formatted and this sort 

of information is tacked onto the end or (worse) scattered throughout, finding the information in the 

�•�Ç�o�o�����µ�•���������}�u���•�����•�����Z���o�o���v�P�]�v�P�����•���(�]�v���]�v�P���]�š���}�v�o�]�v���U���•�}���•�š�µ�����v�š�•���Á�}�v�[�š�����}�š�Z���Œ�����v�����Á�]�o�o���À�]���Á���š�Z����

information as more wasted space in an already burdensome document. 

�^�š�µ�����v�š�•�[�����u���]�À���o���v�������š�}���š�Z�������������•�•�]���]�o�]�š�Ç���•�š���š���u���v�š���]�•���o�]�l���o�Ç���Œ���o���š�������š�}���š�Z�]�•���‰�Œ�}���o���u�X��It was the 

only section about which students were ambivalent (57% favoring, for a not-quite-significant probability 

value of .0009). Aside from this being a legally required component of syllabi, it is a section which 

provides vital information to any student who has or may acquire a disability. However, the typical 

accessibility policy is written in strict, legalistic language and often provides minimal information on how 

students can access resources. Consequently, even when required for good reason, the section itself 

comes across as superfluous to students. When presented with a more detailed and student-centered 
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policy, students expressed that the policy was valuable. It is probable that an expectation of a more 

�]�v�(�}�Œ�u���š�]�À�����‰�}�o�]���Ç���Á�}�µ�o�����•�Z�]�(�š���•�š�µ�����v�š���‰���Œ�����‰�š�]�}�v���}�(���š�Z�����‰�}�o�]���Ç�[�•���]�u�‰�}�Œ�š���v���������v�����µ�š�]�o�]�š�Ç�X�� 

Students were also prompted to write in any additional syllabus sections they felt should be 

included. Very few students had anything to add (there were 16 total comments). Of those who had 

suggestions, there were two recurring ones. First, four students wrote that a biography of the instructor 

or a link to their website should be included. I think this is an excellent idea, though I wonder if students 

would use the resource. More functionally, four students also wrote in that a grade calculator (or a link 

to one) should be included in the syllabus. I found this unexpected when students have access to 

calculators on their phones, computers, or tablets. Finally, two students suggested an extra credit policy 

should be included, and singular comments recommended explicitly stating formatting requirements, 

including a frequently asked questions section, when to expect grade updates, suggested deadlines for 

classes �Á�]�š�Z�}�µ�š���(�]�Œ�u�����������o�]�v���•�U�����v�����^���Æ�š�Œ�����Œ���•�}�µ�Œ�����•���(�}�Œ���š�Z�}�•�����o�}�}�l�]�v�P���š�}���o�����Œ�v���u�}�Œ�����~���X�P�X�����}�}�l�•��

recommended ���Ç���š�Z�����š�������Z���Œ�•�_���~�^�µ�Œ�À���Ç���ñ�ì�ì�•�X�� 

6.2.2.2 Table of Contents and Quick References 

 
Figure 6.1 Histogram of Student Perceptions of Table of Context Helpfulness 

While index and quick reference sections are not standard components of syllabi, it is worth 

���}�v�•�]�����Œ�]�v�P���š�Z���]�Œ�������}�‰�š�]�}�v�X���t�Z���v�����•�l�������š�}���Œ���•�‰�}�v�����š�}���š�Z�����‰�Œ�}�u�‰�š���^�,���À�]�v�P�����v���]�v�����Æ���}�Œ���š�����o�����}�(�����}�v�š���v�š�•��

at the front of the syllabus would help me navigate the docum���v�š�������š�š���Œ�_���ó�ô�X�ï�9���}�(���•�š�µ�����v�š�•���•���o�����š������
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���]�š�Z���Œ���^���P�Œ�����_���}�Œ���^�•�š�Œ�}�v�P�o�Ç�����P�Œ�����X�_���K�v�o�Ç���ô�X�ô�9���}�(���•�š�µ�����v�š�•�����]�š�Z���Œ�����]�•���P�Œ���������}�Œ���•�š�Œ�}�v�P�o�Ç�����]�•���P�Œ�������X�����•��

syllabi have continued getting longer and more complex, students are increasingly disinclined to read (or 

remember reading) the whole document over the course of the semester. Having a table of contents 

may enable students to refer back to the syllabus more efficiently and may also help make the legalistic 

document less intimidating.  

 
Figure 6.2 Histogram of Student Perceptions of Quick Links 

�^�]�u�]�o���Œ�o�Ç�U���Á�Z���v�����•�l�������š�}���Œ���•�‰�}�v�����š�}���š�Z�����‰�Œ�}�u�‰�š���^�,���À�]�v�P���‹�µ�]���l���o�]�v�l�•���š�}��often-used resources 

available on the web-�À���Œ�•�]�}�v���}�(���š�Z�����•�Ç�o�o�����µ�•�Y�_���Á�]�š�Z���š�Z�����}�‰�š�]�}�v�•���^�D���l���•���]�š�������o�}�š���Z���Œ�����Œ���š�}���µ�•�����š�Z����

�•�Ç�o�o�����µ�•�U�_���^�D���l���•���]�š�������o�]�š�š�o�����Z���Œ�����Œ���š�}���µ�•�����š�Z�����•�Ç�o�o�����µ�•�U�_���^�,���•���v�}���]�u�‰�����š�����š�����o�o���}�v���u�Ç�������]�o�]�š�Ç���š�}���µ�•�����š�Z����

�•�Ç�o�o�����µ�•�U�_���^�/�•�������o�]�š�š�o�����Z���o�‰�(�µ�o �(�}�Œ���µ�•�]�v�P���š�Z�����•�Ç�o�o�����µ�•�U�_���}�Œ���^�/�•���À���Œ�Ç���Z���o�‰�(�µ�o���(�}�Œ���µ�•�]�v�P���š�Z�����•�Ç�o�o�����µ�•�_���š�Z�������Æ�š�Œ���u����

�u���i�}�Œ�]�š�Ç���}�(���•�š�µ�����v�š�•���(�}�µ�v�����‹�µ�]���l���o�]�v�l�•���Z���o�‰�(�µ�o���~�ò�î�X�ï�9���}�(���Œ���•�‰�}�v�����v�š�•���•���o�����š�]�v�P���^�À���Œ�Ç���Z���o�‰�(�µ�o�_�����v�����î�ð�X�í�9��

�•���o�����š�]�v�P���^�����o�]�š�š�o�����Z���o�‰�(�µ�o�_�•�X���K�v�o�Ç���í�X�î�9���}�(���Œ���•�‰�}�v�����v�š�•���•���o�����š���������]�š�Z��r of the negative options. 
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6.2.2.3 Complete schedule 

 
Figure 6.3 Histogram of Student Agreement with Schedule Helpfulness 

Students also prefer having a complete course schedule available with the syllabus. When asked 

�š�}���Œ���•�‰�}�v�����š�}���š�Z�����‰�Œ�}�u�‰�š���^�,���À�]�v�P���������}�u�‰�o���š�������}�µ�Œ�•�����•���Z�����µ�o�����]�v���š�Z�����•�Ç�o�o�����µ�•���}�v���š�Z�����(�]�Œ�•�š�������Ç���}�(�����o���•�•���]�•��

�µ�•���(�µ�o���š�}���u���U�_���ò�ô�X�ï�9���}�(���•�š�µ�����v�š�•���•���o�����š�������^�^�š�Œ�}�v�P�o�Ç�����P�Œ�����_�����v�������v�}�š�Z���Œ���î�ð�X�ï�9���•���o�����š�������^���P�Œ�����X�_ 

6.2.2.4 Visual display of grade weights 

In this section of the survey, students were shown two tables and a pie chart. The tables were 

typical displays of course grades. The first showed the breakdown of points available and how they 

equate to letter grades and GPA points. The second showed assi�P�v�u���v�š�•�[���Á���]�P�Z�š�����Ç���o�]�•�š�]�v�P���š�Z����

���}�u�‰�}�v���v�š�•���}�(���š�Z�������}�µ�Œ�•���[�•���P�Œ���������~�ð�����•�•�]�P�v�u���v�š�•�����v�����‰���Œ�š�]���]�‰���š�]�}�v�•�����o�}�v�P���Á�]�š�Z���š�Z�����š�}�š���o���‰�}�]�v�š�•���‰�}�•�•�]���o����

�(�}�Œ���������Z�������š���P�}�Œ�Ç�����v�����š�Z�������}�v�•���‹�µ���v�š���Á���]�P�Z�š���š�}���š�Z�����•�š�µ�����v�š�[�•���P�Œ�������X���d�Z�����‰�]�������Z���Œ�š���‰�Œ�}�À�]�������������À�]�•�µ���o��

display of the assign�u���v�š�•�[���Á���]�P�Z�š�•���š�}���Z���o�‰���•�š�µ�����v�š�•���À�]�•�µ���o�]�Ì�����š�Z�����Œ���o���š�]�À�����]�u�‰�}�Œ�š���v�������}�(���š���•�l�•�X���^�š�µ�����v�š�•��

�Á���Œ�����š�Z���v�����•�l�������]�(���š�Z�����‰�]�������Z���Œ�š���Z���o�‰�������š�Z���u���µ�v�����Œ�•�š���v�����š�Z�������•�•�]�P�v�u���v�š�•�[���P�Œ���������Á���]�P�Z�š�•�����v�����]�(���š�Z���Ç��

believed it important to have multiple ways to understand grades.  
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Figure 6.4 Histogram of Student Agreement with Pie Chart Effectiveness 

�t�Z���v�����•�l�������š�}���Œ���•�‰�}�v�����š�}���š�Z�����‰�Œ�}�u�‰�š�W���^�d�Z�����‰�]�������Z���Œ�š���Z���o�‰�•���u�����µ�v�����Œ�•�š���v�������v�����À�]�•�µ���o�]�Ì�����š�Z����

�Á���]�P�Z�š���}�(���š�Z�������•�•�]�P�v�u���v�š�•�_���•�š�µ�����v�š�•���Á���Œ�����À���Œ�Ç���u�µ���Z���]�v�����P�Œ�����u���v�š�X���ð�í�X�ñ�9���•���o�����š�������^���P�Œ�����_�����v�����ï�ó�X�ó�9��

�•���o�����š�������^�^�š�Œ�}�v�P�o�Ç�����P�Œ�����X�_���K�v�o�Ç���í�ï�X�õ�9���Á���Œ�����v���µ�š�Œ���o�U���ð�X�ï�9�����]�•���P�Œ�������U��and 2.5% strongly disagreed. 

 
Figure 6.5 Histogram of Student Agreement with Multiple Displays of Information 

Students were also generally positive about the inclusion of multiple means of displaying grade 

�]�v�(�}�Œ�u���š�]�}�v���]�v���P���v���Œ���o�X���/�v���Œ���•�‰�}�v���]�v�P���š�}���š�Z�����‰�Œ�}�u�‰�š���^�/���š�Z�]�v�l���]�š���]�•���]�u�‰�}�Œ�š���v�š���š�}���Z���À�����u�µ�o�š�]�‰�o�����Á���Ç�•���š�}��

�µ�v�����Œ�•�š���v�������•�•�]�P�v�u���v�š���P�Œ�������•�U�_���ï�î�X�í�9���}�(���Œ���•�‰�}�v�����v�š�•���•���o�����š�������^�^�š�Œ�}�v�P�o�Ç�����P�Œ�����_�����v�����ð�î�X�í�9���•���o�����š������

�^���P�Œ�����X�_���t�Z�]�o�����u�}�Œ�����•�š�µ�����v�š�•���Á���Œ�����v���µ�š�Œ���o���]�v���š�Z�]�•���]�v�•�š���v�������~�î�í�X�ô�9���}�(���Œ���•�‰�}�v�•���•�•�U�����À���v���(���Á���Œ���•���o�����š������

�^���]�•���P�Œ�����_���~�î�X�ñ�9�•���}�Œ���^�^�š�Œ�}�v�P�o�Ç�����]�•���P�Œ�����_���~�í�X�ð�9�•�X 

�/�v�š���Œ���•�š�]�v�P�o�Ç�U���Á�Z���v�����}�u�‰���Œ�]�v�P���•�š�µ�����v�š�•�[���Œ���•�‰�}�v�•���•���š�}���š�Z���•�����š�Á�}���‹�µ���•�š�]�}�v�•�U���}�v���������v���•�������š�Z����

expected agreement that students who found the pie chart helpful almost always agreed that having 

multiple ways to understand assignment grades was helpful. However, ���À���v���•�š�µ�����v�š�•���Á�Z�}�����]���v�[�š��
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�‰���Œ�•�}�v���o�o�Ç�������v���(�]�š���(�Œ�}�u���š�Z�����‰�]�������Z���Œ�š�[�•���À�]�•�µ���o�����]�•�‰�o���Ç���}�(���]�v�(�}�Œ�u���š�]�}�v���•�š�]�o�o���(���o�š���š�Z�����]�v���o�µ�•�]�}�v���}�(���u�µ�o�š�]�‰�o����

formats to be important. This can be seen in the jittered scatterplot which shows those students who 

strongly disagreed and disagreed with the statem���v�š���^�d�Z�����‰�]�������Z���Œ�š���Z���o�‰�•���u���Y�_���}�(�š���v�����Z�}�•�����u�}�Œ����

�‰�}�•�]�š�]�À�����}�‰�š�]�}�v�•���Á�Z���v�����•�l�������š�}���Œ���•�‰�}�v�����š�}���š�Z�����•�š���š���u���v�š���^�/���š�Z�]�v�l���]�š���]�•���]�u�‰�}�Œ�š���v�š���š�}���Z���À�����u�µ�o�š�]�‰�o�����Á���Ç�•��

�š�}���µ�v�����Œ�•�š���v�������•�•�]�P�v�u���v�š���P�Œ�������•�X�_�� 

 
Figure 6.6 of Student Agreement with Multiple Displays of Information 

Student comments were also insightful for this section. 81 students wrote comments about the 

chart displays. Most of the comments were positive in nature (63%). Several students commented that 

they had never seen a pie chart used to display grade weight before, but found it useful. For example, 

one student wrote (Surveys 55 and 379, for example). Other comments connected visual displays with 

learning styles (Surveys 253 and 347, for example). Many other students expressed that the pie chart 

helped them unde�Œ�•�š���v�����P�Œ���������Á���]�P�Z�š�•�X���&�}�Œ�����Æ���u�‰�o���U���š�Z�����•�š�µ�����v�š���(�Œ�}�u���•�µ�Œ�À���Ç���ï�í�î���}���•���Œ�À�����U���^�d�Z�����‰�]����

���Z���Œ�š���Z���o�‰�•���‰�µ�š���š�Z�]�v�P�•���]�v�š�}���‰���Œ�•�‰�����š�]�À���X�_ 

�,�}�Á���À���Œ�U���•�}�u�����•�š�µ�����v�š�•���(�}�µ�v�����š�Z�����À���Œ�]���š�Ç���š�}���������}�À���Œ�Á�Z���o�u�]�v�P�X���K�v�����•�š�µ�����v�š���Á�Œ�}�š���U���^�d�Z�����‰�]����

���Z���Œ�š���š�Z�Œ���Á���u�����}�(�(�_���~�^�µ�Œ�À���Ç���î�ñ�ô�•�X�����v�}�š�Z���Œ�����}�u�u���v�š�����U���^�d�Z�����‰�]�������Z���Œ�š�����}�v�(�µ�•�]�v�P�����•���Z���o�o�U���l�]�v�����X���D���Ç������

�/�[�u���i�µ�•�š���š�]�Œ�����_���~�^�µ�Œ�À���Ç���î�ð�ó�•�X�����v�š���Œ�š���]�v�]�v�P�o�Ç�U���}�v�����•�š�µ�����v�š���•�]�u�‰�o�Ç���Á�Œ�}�š�����^�W�]�������Z���Œ�š�����}�}�}�J�_���~�^�µ�Œ�À���Ç���ò�ò�•�����v����

���v�}�š�Z���Œ���i�µ�•�š���Á�Œ�}�š�����^�,���d���_���~�^�µ�Œ�À���Ç���í�í�ñ�•���}�v���š�Z�����‰�]�������Z���Œ�š�X���E���À���Œ�š�Z���o���•�•�U���P���v�µ�]�v���o�Ç���v���P���š�]�À�������}�u�u���v�š�•��

were in the minority accounting for only 13.6% of the comments from this section.  
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Some students wrote comments working through how the different displays can be helpful to 

�š�Z���u�•���o�À���•���•�‰�����]�(�]�����o�o�Ç�X���K�v�����•�š�µ�����v�š�U���(�}�Œ�����Æ���u�‰�o���U�����Æ�‰�o���]�v�����U���^�W�]�������Z���Œ�š�•��help with simplicity and charts 

�Á�]�š�Z���o���š�š���Œ���P�Œ�����]�v�P���Z���o�‰�•���µ�v�����Œ�•�š���v�����Á�Z���Œ�����/�[�o�o���•�š���v�������(�š���Œ���������Z�����•�•�]�P�v�u���v�š�U���š�Z�����Á���]�P�Z�š���]�•���u�}�•�š���µ�•���(�µ�o��

�(�}�Œ���]�š�•���š�}�š���o���‰�}�]�v�š�•���‰�}�•�•�]���o�������}�o�µ�u�v�_���~�^�µ�Œ�À���Ç���î�ï�ð�•�X���K�À���Œ���o�o�U���]�v���o�µ���]�v�P�������‰�]�������Z���Œ�š���]�v���������]�š�]�}�v���š�}���u�}�Œ����

traditional displays of grade information may be genuinely beneficial to many learners and is unlikely to 

nega�š�]�À���o�Ç���]�u�‰�����š���š�Z�}�•�����(���Á���Á�Z�}�����}�v�[�š���o�]�l�����]�š�X�� 

6.2.3 Analysis 

I expected students to place high value on grade-related syllabus components while being okay 

with the removal of most other syllabus components. I was surprised, though, in the actual results. 

While students did place the highest value on policies which could impact their grades and success, they 

also valued some completely-un-grade-related policies. For example, 88.6% of respondents indicated 

that the syllabus should include a policy outlining communications with the instructor. 70% of 

respondents selected that the syllabus should include a section with links to university and 

departmental resources. A significant many students (59%) even wanted the syllabus to include a food 

and drink policy. The only policy students were genuinely ambivalent about was the accessibility policy, 

with 57.1% of students indicating it should be included; this is probably the result of the typical 

boilerplate formatting of these policies. Given the desire for a section on university resources, it is also 

likely that many students would prefer relevant accessibility information to be lumped in there instead.  

The only syllabus sections that were unwanted by a statistically significant margin were: what is 

a syllabus, how to use a syllabus, community statement, and school policies. No students explained why 

�š�Z���Ç���(�����o���š�Z���•�����•�����š�]�}�v�•�����}�v�[�š�������o�}�v�P���]�v���š�Z�����•�Ç�o�o�����µ�•�U��but there are some probable reasons. First, school 

policies are easily accessible on the university website, are typically written in impersonal, legalistic 

language, and frequently conflict with classroom policies. Consequently, these details (also often 

grouped together and stuck on the very end of the syllabus) are often ignored and unread. Community 
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statements are a newer component of some syllabi which function like the objective on a resumé �t 

maybe nice to see, but a waste of space. Similarly, sections describing what a syllabus is and how to use 

it might be extraneous for most students who have likely seen a syllabus before and received at least 

some instruction on how to use it. That being said, these might be features which could be included 

elsewhere in the course.  

A surprising finding of this research was the number of students who wrote in that an instructor 

���]�}���•�Z�}�µ�o�����������]�v���o�µ���������]�v���š�Z�����•�Ç�o�o�����µ�•�X���s���Œ�Ç���(���Á���•�š�µ�����v�š�•���Á�Œ�}�š�����]�v���^�}�š�Z���Œ�_���}�‰�š�]�}�v�•�U�����µ�š���u�}�•�š���}�(���š�Z����

written additions were requests for biographies, instructor websites, or instructor qualifications. At 

present, it is unknown if this is a widespread want or just a want of those few students who are eager 

enough to willingly make the syllabus longer. To resolve this, I would recommend any who use this 

survey instrument46 to add an instructor biography option to the list of possible syllabus components. 

6.3 Attendance Policy 

6.3.1 Background 

�t�Z���v���]�š�����}�u���•���š�}�����o���•�•�����š�š���v�����v�����U���]�v�•�š�Œ�µ���š�}�Œ�•���}�(�š���v���(���o�o���]�v�š�}���}�v�����}�(���š�Á�}�������u�‰�•�W���^���š�š���v�����v�������]�•��

mandatory, the real world �Á�}�v�[�š���o���š���•�š�µ�����v�š�•���i�µ�•�š���•�l�]�‰���Á�}�Œ�l�_���}�Œ���^�•�š�µ�����v�š�•�����Œ���������µ�o�š�•�U���]�š�[�•���µ�‰���š�}���š�Z���u���š�}��

�u���v���P�����š�Z���]�Œ���š�]�u�������‰�‰�Œ�}�‰�Œ�]���š���o�Ç�V���/�[�u���v�}�š���P�}�]�v�P���š�}���‰�}�o�]�������š�Z���u�X�_���d�Z���Œ�����]�•���u���Œ�]�š���š�}�����}�š�Z���‰���Œ�•�‰�����š�]�À���•.47 

�^�]�u�]�o���Œ�o�Ç�U���•�š�µ�����v�š�•���š���v�����š�}���(���o�o���]�v�š�}���}�v�����}�(���š�Á�}�������u�‰�•�W���^�/�����u���‰���Ç�]�v�P���š�}���������Z���Œ���V���/���•�Z�}�µ�o�����������]�������Á�Z���š�Z���Œ��

�}�Œ���v�}�š���/���v���������š�}���P�}���š�}�����o���•�•�_���}�Œ���^�P�}�]�v�P���š�}�����o���•�•���•�Z�}�µ�o���������������P�Œ�������V���/�[�o�o���P�}���]�(���š�Z���Œ���[�•�������P�Œ�������X�_���d�Z���Œ�����]�•���•�}�u����

merit to both sides here as well. For most students who choose not �š�}���P�}���š�}�����o���•�•�U���]�š���]�•�v�[�š�������u���š�š���Œ���}�(��

defiance or disrespect48�V���}�(�š���v�U���]�š�[�•�������u���š�š���Œ���}�(�����}�•�š�l�Á�}�Œ�š�Z�����v���o�Ç�•�]�•���~���v�����š�Z�����}�������•�]�}�v���o���u�]�•�•���������o���Œ�u�•�X�� 

 
46���^���������‰�‰���v���]�Æ�������(�}�Œ�������Œ���À�]�•�������À���Œ�•�]�}�v���}�(���š�Z�����•�µ�Œ�À���Ç���]�v�•�š�Œ�µ�u���v�š���Á�Z�]���Z�����}���•���]�v���o�µ�������š�Z�]�•���������]�Ÿ�}�v�X 
47���Z���•�����Œ���Z���]�v���(���À�}�Œ���}�(���‰�µ�v�]�Ÿ�À�������©���v�����v�������‰�}�o�]���]���•���]�v���o�µ�����W���,�]�P�������[�•�����Œ�P�µ�u���v�š���]�v���,�]�P���������˜���&���Ç�}�v�V�����Œ�������U���Z�}���Z�U���˜��
�<�]���•�Ì���Ç�v�l�����Z���•�����Œ���Z���]�v���(���À�}�Œ���}�(�����o�š���Œ�v���Ÿ�À�������©���v�����v�������‰�}�o�]���]���•�W���&���Ç�}�v�[�•�����Œ�P�µ�u���v�š���]�v���,�]�P���������˜���&���Ç�}�v�V�����Œ�������U���Z�}���Z�U��
�˜���<�]���•�Ì���Ç�v�l���V�����Z���v�v���À�]�o�o�����˜���:�}�Œ�����v�V���D�}�}�Œ�� 
48 Interestingly, Chenneville and Jordan surveyed students and asked them whether or not they felt missing class 
�Á���•�����]�•�Œ���•�‰�����š�(�µ�o���š�}���š�Z�����]�v�•�š�Œ�µ���š�}�Œ�����v�����š�Z�����Œ���•�‰�}�v�•���•���Á���Œ�����•�µ�Œ�‰�Œ�]�•�]�v�P�o�Ç���u�]�Æ�����U���^�ð�í�9�����P�Œ���������€�]�š���Á���•�����]�•�Œ���•�‰�����š�(�µ�o�•�U��
24% were undecided, 35% disagr�������_���~�ï�î�•�X���/�š���•�����u�•���•�š�µ�����v�š�•�����}�v�[�š���š�Ç�‰�]�����o�o�Ç���u�]�•�•�����o���•�•��intending disrespect, just as 
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That said, there are trends related to attendance that should be considered. Graded attendance 

policies also do increase attendance (Aaron; Bergin and Ferrara; Chenneville and Jordan; Devadoss and 

�&�}�o�š�Ì�V���D���Œ���µ�Œ�P���Œ�V���D�}�}�Œ�����^���š�š���v�����v���������v�����W���Œ�(�}�Œ�u���v�����V�_���^�µ���Œ���u���v�]���u�U���,���v�����U��and Komattil). 

���š�š���v�����v�������Œ���š���•�����Œ�������o�•�}���‰�}�•�]�š�]�À���o�Ç�����}�Œ�Œ���o���š�������Á�]�š�Z���•�š�µ�����v�š�•�[���P�Œ�������•���~�����Œ�}�v�V�����Z���v�v���À�]�o�o��and Jordan; 

�D�}�}�Œ�����^�^�š�µ�����v�š�•�[�����Z�}�]�����•�_�•�X���&�µ�Œ�š�Z���Œ�U���Z�]�P�Z���‰���Œ�(�}�Œ�u�]�v�P���•�š�µ�����v�š�•�����v�����•�š�µ�����v�š�•���Á�Z�}���•�µ�‰�‰�}�Œ�š���š�Z���u�•���o�À���•��

financially are more likely to have high rates of attendance (Devadoss and Foltz). This does bring into 

question, though, whether high performing students even need an attendance policy to succeed or if 

they would attend regardless of the policy.  

Traditional attendance policies are punitive in nature. Because attendance is a common 

�‰�Œ�}���o���u���~�&�Œ�]�����u���v�U���Z�}���Œ�]�P�µ���Ì�U�����v�����D�����}�u���U���(�}�Œ�����Æ���u�‰�o���U�����o���]�u���^�š�Z���š���î�ñ�9���}�Œ���u�}�Œ�����€�}�(�•���•�š�µ�����v�š�•�����Œ����

�����•���v�š���(�Œ�}�u�����o���•�•���}�v�����v�Ç���P�]�À���v�������Ç�_�•�����v�������š�š���v�����v�������P���š�•���Á�}�Œ�•�������•���š�Z�����•��mester progresses 

�~�D���Œ���µ�Œ�P���Œ�V���D�}�}�Œ���U���^���š�š���v�����v�����U�_���ï�ì�•�U���‰�µ�v�]�š�]�À�����‰�}�o�]���]���•�����v�(�}�Œ���������š�š���v�����v�������µ�v�����Œ���š�Z�Œ�����š���}�(�������o�}�Á���Œ������

�P�Œ���������}�Œ�����]�•�u�]�•�•���o���(�Œ�}�u���š�Z�������o���•�•���Á�]�š�Z�������(���]�o�]�v�P���P�Œ���������~�����Œ�}�v�V���D�}�}�Œ���U���^���š�š���v�����v�����V�_���^�µ���Œ���u���v�]���u�U��

Hande, and Komattil; Self). Ideally, this risk makes the costs of missing class too high, so students will 

attend, regardless of what else is going on in their lives. 

�,�}�Á���À���Œ�U���š�Z���•�����‰�}�o�]���]���•�����}�v�[�š���������}�µ�v�š���(�}�Œ���š�Z�����v�������•���}�(���•�š�µ�����v�š�•���Á�Z�}�������v�[�š��attend every class 

regardless of the stated policy, and researchers are beginning to explore this. Bergin and Ferrara, for 

���Æ���u�‰�o���U�����v���}�µ�Œ���P�����]�v�•�š�Œ�µ���š�}�Œ�•���š�}���^�Œ�����}�v�•�]�����Œ���‰�µ�v�]�š�]�À�����u�����•�µ�Œ���•���(�}�Œ���•�š�µ�����v�š�������•���v�����•�_�����������µ�•�����š�Z���Ç��

�^�����v�������š�µ���o�o�Ç�������u�}�š�]�À���š�����š�Z�����•�š�µ�����v�š���€�Á�Z�}���u�]�•�•���•�����o���•�•�•�����v�����v���P���š�]�À���o�Ç���]�u�‰�����š�����v�P���P���u���v�š�_���~�ó�•�X���/�v��

other words, students who are already struggling may give up in the face of punitive policies.  

Consequently, some researchers advocate the development of reward-focused attendance 

policies. These policies provide incentives to students for attendance, rather than punishment for lack of 

 
�š�Z���Ç�����}�v�[�š��intend to miss important information or do damage to their own learning. An upfront discussion of 
mutual respect for instructors who tie attendance to respect may help reinforce the importance of attendance or 
(at least) clarify student and instructor intentions and perceptions.  
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attendance (Chenneville and Jordan). Rewards can range from grade bonuses (Hansen, qtd. in 

Chenneville and Jordan 30) to monetary rewards (Robertson, Johnson, and Bethe, qtd. in Moore, 

�^���š�š���v�����v�����U�_���î�ò�•�X���t�Z�]�o�����•�š�µ�����v�š�•�����]�•�o�]�l�����‰�µ�v�]�š�]�À�������š�š���v�����v�������‰�}�o�]���]���•�U���š�Z���Ç���À�]���Á���Œ���Á���Œ���]�v�P���‰�}�o�]���]���•��

�u�}�Œ�����(���À�}�Œ�����o�Ç���~�D�}�}�Œ���U���^�^�š�µ�����v�š�•�[�����Z�}�]�����•�_�•�X���&�}�Œ���u���v�Ç���]�v�•�š�Œ�µ���š�}�Œ�•�U���š�Z�}�µ�P�Z�U���šhese policies are 

problematic.  

Many instructors feel rewarding attendance sets a bad precedent. Moore found, for example, 

�š�Z���š���u���v�Ç���]�v�•�š�Œ�µ���š�}�Œ�•���^���}���v�}�š���Á���v�š���š�}���P�]�À�������Æ�š�Œ�]�v�•�]�����Œ���Á���Œ���•���(�}�Œ���u���Œ���o�Ç���^�•�Z�}�Á�]�v�P���µ�‰�_�_���~�^���š�š���v�����v�����_��

26). So, teachers often feel defeat in the face of ineffective punitive attendance policies and resentment 

towards reward-focused policies while students hate punitive policies. At this impasse, many 

researchers began asking: What if we got rid of attendance policies that focus on attendance? From this 

question rose two promising ideas: attendance as a factor of participation and explanation of the 

importance of attendance.  

In shifting the focus of attendance policies from attendance itself to the role of attendance in 

�‰���Œ�š�]���]�‰���š�]�}�v�U���]�v�•�š�Œ�µ���š�}�Œ�•�������v���Œ���Á���Œ�������š�š���v�����v�������Á�]�š�Z�}�µ�š���Œ���Á���Œ���]�v�P���^�u���Œ���o�Ç���•�Z�}�Á�]�v�P���µ�‰�X�_�����}�v�•���‹�µ���v�š�o�Ç�U��

many researchers either remove the attendance policy from their syllabus in favor of a participation 

�‰�}�o�]���Ç���}�Œ�����Æ�‰�o���]�v���š�Z���š�������•���v�����•�����Œ���v�[�š���‰�µ�v�]�•�Z���������]�Œ�����š�o�Ç�U�����µ�š�����š�š���v�����v�������]�•���v�������•�•���Œ�Ç���(�}�Œ���•�µ�������•�•�(�µ�o��

�‰���Œ�š�]���]�‰���š�]�}�v�����v�����‰���Œ�š�]���]�‰���š�]�}�v���]�•���������}�u�‰�}�v���v�š���}�(���š�Z�����•�š�µ�����v�š�[�•���P�Œ������49. Further, when students 

understand why their attendance is important, they are more likely to attend. Moore found that 

continually stressing the importance of attendance throughout the semester resulted in higher 

attendance rates and higher grades even when there was no attendance policy �t punitive or reward 

�~�D�}�}�Œ�����^���š�š���v�����v�����_���ï�ì�•�X���^�}�U�������‰�}�o�]���Ç���Á�Z�]���Z�����Æ�‰�o���]�v�•���Á�Z�Ç�����š�š���v�����v�������]�•���]�u�‰�}�Œ�š���v�š�����v�����Œ���Á���Œ���•��

behavior predicated upon attendance encourages both attendance and participation, fosters goodwill, 

and encourages active learning.  

 
49���&�}�Œ�����Æ���u�‰�o���W�������À�����}�•�•���˜���&�}�o�š�Ì�V�����&���Ç�}�v�[�•�����Œ�P�µ�u���v�š���]�v���,�]�P���������˜���&���Ç�}�v�U�����Œ�������U���Z�}���Z�U���˜���<�]���•�Ì���Ç�v�l�� 
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Once again, I want to caution against the assumption of researchers or instructors seeking a 

panacea. The goal with reassessing policies such as this is not perfection, but improvement. Whether 

attendance policies reward attendance, punish absence, or promote participation, there will remain 

students unable or unwilling to succeed. The goal, though, is to improve the likelihood of success for 

�š�Z�}�•�����•�š�µ�����v�š�•���}�(�š���v���]�v�����À���Œ�š���v�š�o�Ç�����Æ���o�µ�����������Ç���š�Œ�����]�š�]�}�v���o���‰�}�o�]���]���•�U���•�µ���Z�����•���š�Z�}�•�����µ�v�����Œ���^���Æ�����•�•�]�À����

financial stress�_���~�����À�����}�•�•��and �&�}�o�š�Ì�•�U���^�u���o�����•�š�µ�����v�š�•�U���Á�}�Œ�l�]�v�P���•�š�µ�����v�š�•�U���•�š�µ�����v�š�•���]�v�����o���•�•���•���š�Z���š���u�����š��

�����Œ�o�]���Œ���]�v���š�Z���������Ç�U�����v�����Á�Z�]�š�����•�š�µ�����v�š�•�_���~�^���o�(���î�ï�î�•�����o�o���}�(���Á�Z�}�u�����Œ�����u�}�Œ�����o�]�l���o�Ç���š�}�������������•���v�š�X�������‰�}�o�]���Ç��

which addresses at least some of the specific needs of these groups is more likely to promote success 

than a policy which punishes their absence. It is in this hope that I explore student perceptions of a more 

traditional policy and a more experimental one. 

6.3.2 Reasoning for Option A 

When creating Attendance Policy A50 for this research project, I reasoned that traditional 

policies are traditional for a reason. Students acknowledge willingly that they are more likely to attend 

classes which require attendance (Bergin and Ferrara) and required attendance results in higher 

attendance rates (Devadoss and Foltz; Marburger). So, it was very possible that students in this study 

would have preferred the structure and certainty provided by a strict attendance policy. However, with 

so much research highlighting the connection between emphasizing the importance of attendance and 

attendance rates, I wanted to also incorporate that component in this traditional policy as well. 

For wording, I based Attendance Policy A on the University of North Georgia recommended 

attendance policy found in the 2022-�î�ì�î�ï���h�E�'�������������u�]���������š���o�}�P���Á�Z�]���Z���•�š���š���•���^�^�š�µ�����v�š�•���Á�Z�}���•�š�}�‰��

attending class may be administratively withdrawn (with or without academic penalty); a grade of W 

may be assigned when students fail to attend 10% of any class meetings prior to the midpoint of the 

�š���Œ�u�V�������P�Œ���������}�(���t�&���Á�]�o�o�����������•�•�]�P�v�������Á�Z���v���•�š�µ�����v�š�•���•�š�}�‰�����š�š���v���]�v�P�����(�š���Œ���š�Z�����u�]���‰�}�]�v�š�X�_���W�Œ�]�}�Œ���š�}��

 
50���^���������‰�‰���v���]�Æ�������(�}�Œ���š�Z�����•�‰�����]�.�����‰�}�o�]���]���•���‰�Œ���•���v�š�������š�}���•�š�µ�����v�š�•�X 
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���}�v�•�}�o�]�����š�]�v�P���]�v�š�}���h�E�'�U���E�}�Œ�š�Z���'���}�Œ�P�]�������}�o�o���P�������v�����^�š���š�����h�v�]�À���Œ�•�]�š�Ç���Z�����������•�]�u�]�o���Œ���‰�}�o�]���Ç���•�š���š�]�v�P���^�d�Z����

�h�v�]�À���Œ�•�]�š�Ç�����Æ�‰�����š�•���•�š�µ�����v�š�•���š�}�����š�š���v�������o�o���Œ���P�µ�o���Œ�o�Ç���•���Z�����µ�o���������o���•�•���•���(�}�Œ���]�v�•�š�Œ�µ���š�]�}�v�����v�������Æ���u�]�v���š�]�}�v�X���€�Y�•��

�/�(�������•�š�µ�����v�š�[�•���š�}�š���o���v�µ�u�����Œ���}�(�������•���v�����•�����Æ���������•��14% of the scheduled classes, it shall become the 

�‰�Œ���Œ�}�P���š�]�À�����}�(���š�Z�����]�v�•�š�Œ�µ���š�}�Œ���š�}�����Œ�}�‰���š�Z�����•�š�µ�����v�š���(�Œ�}�u���š�Z�������o���•�•���Œ�}�o�o���Á�]�š�Z�������t���}�Œ���t�&�Y�_���~NGCSU�U���^���o���•�•��

���š�š���v�����v�����_�•�X���h�E�'���~���v�����]�š�•���‰�Œ�����������•�•�}�Œ�•���]�•���v�}�š���µ�v�]�‹�µ�����]�v���š�Z�����u���]�v�š���v���v�������}�(�������•�š�Œ�]���š���‰�µ�v�]�š�]�À�����‰�}�o�]���Ç�X��

Mo�}�Œ�����v�}�š���•�U���(�}�Œ�����Æ���u�‰�o���U���^�d�Z�����h�v�]�À���Œ�•�]�š�Ç���}�(���D�]�v�v���•�}�š�������}�v���]�•���o�Ç���•�š���š���•���]�š�•���‰�}�o�]���Ç���Œ���P���Œ���]�v�P�����š�š���v�����v������

���•���(�}�o�o�}�Á�•�W���^�^�š�µ�����v�š�•�����Œ�������Æ�‰�����š�������š�}�����š�š���v�������o�o���u�����š�]�v�P�•���}�(���š�Z���]�Œ�����}�µ�Œ�•���•�_���~Policies, �î�ì�ì�î�•�_��

�~�^���š�š���v�����v�����U�_���î�ó�•�X���� 

6.3.3 Reasoning for Option B 

My reasoning for developing Attendance Policy B came from the growing research finding that 

���š�š���v�����v�������‰�}�o�]���]���•�����o�}�v�������}�v�[�š���]�u�‰�Œ�}�À�����•�š�µ�����v�š���}�µ�š���}�u���•�X���^�š�Œ�]���š�����š�š���v�����v�������‰�}�o�]���]���•���u���Ç�����}�}�•�š��

attendance, but, especially in lecture-based classes, getting often-a���•���v�š���•�š�µ�����v�š�•���š�}�����š�š���v�������}���•�v�[�š��

���µ�š�}�u���š�]�����o�o�Ç�����}�}�•�š���š�Z���]�Œ���P�Œ�������•���}�Œ�����v�P���P���u���v�š���~�D�}�}�Œ�����^�^�š�µ�����v�š�•�[�����Z�}�]�����•�_���ð�ô�•�X���/�v�•�š�������U���•�µ�������•�•�(�µ�o�o�Ç��

boosting student grades through increased attendance also requires boosting the engagement, 

attention, and/or participation of attending students. Additionally, while many students acknowledge 

that, without an attendance policy, they would skip class because of boredom, there are many students 

whose circumstances require occasional absence from class (such as having children, inflexible jobs, or 

unreliable transportation). These students are often penalized under strict attendance policies (whether 

�š�Z���Ç�[�Œ���������•�]�P�v�������š�}���‰�µ�v�]�•�Z��or reward), so they eventually lose motivation to continue trying to attend. 

Consequently, building on the findings of Aaron; Bergin and Ferrara; Crede, Roche, and Kieszcynka; 

Fayon (of Higbee and Fayon); and Moore, I developed an attendance policy which makes a point of 

�•�š���š�]�v�P���š�Z���������v���(�]�š�•���}�(�����š�š���v�����v�����U�����µ�š�����o�•�}�������l�v�}�Á�o�����P���•���•�š�µ�����v�š�•�[�����µ�š�}�v�}�u�Ç�����v�����u���š�µ�Œ�]�š�Ç�U���•�š���š�]�v�P��

attendance is not specifically graded, but participation is. In this way, students wanting to succeed are 

presented with the parameters under which that success is possible.  
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6.3.4 Results 

6.3.4.1 Overall Student Attendance Policy Preference 

 
Figure 6.7 Histogram of Student Attendance Policy Preference 

Students overwhelmingly preferred Attendance Policy B with 88% (n=486) selecting the more 

flexible policy, compared to 11.1% (n=61) preferring Attendance Policy A and .9% (n=5) writing in that 

they would be okay with either option. A binomial test of the valid selections (Policy A or Policy B) shows 

this result is statistically significant (p<.00001); consequently, we must reject the null hypothesis that 

there is no difference in student preference between Attendance Policy A and Attendance Policy B. 

6.3.4.2 Student Perceptions of Policy Reasonableness 

 
Figure 6.8 Histogram of Student Perception of Policy Reasonableness 

�^�š�µ�����v�š�•�[���}�À���Œ�Á�Z���o�u�]�v�P���‰�Œ���(���Œ���v�������(�}�Œ�����š�š���v�����v�������W�}�o�]���Ç���������}���•���v�}�š�U���Z�}�Á���À���Œ�U���u�����v���š�Z���Ç���š�Z�]�v�l��

Attendance Policy A is unreasonable. Most students found both policies to be reasonable. However, 

students felt more positively when it came to Attendance Policy B, with 57.9% of respondents selecting 
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�^�^�š�Œ�}�v�P�o�Ç�����P�Œ�����_���(�}�Œ���W�}�o�]���Ç���������}�u�‰���Œ�������š�}���í�í�X�î�9���(�}�Œ���W�}�o�]���Ç�����X�����/�v���(�����š�U���}�v�o�Ç���í�X�í�9���}�(���Œ���•�‰�}�v�����v�š�•�����]�š�Z���Œ��

disagreed or strongly disagreed that Attendance Policy B was reasonable.  

Table 6.1 Sign Test Results 
�Z���o���š�����r�^���u�‰�o���•���^�]�P�v���d���•�š 

�d�}�š���o���E �ñ�ñ�ï 
�W�}�•�]�Ÿ�À�������]�+���Œ���v�����• �ï�ò�ó 
�E���P���Ÿ�À�������]�+���Œ���v�����• �ï�ñ 
�E�µ�u�����Œ���}�(���d�]���• �í�ñ�í 
�^�š���v�����Œ���]�Ì�������d���•�š���^�š���Ÿ�•�Ÿ�� �í�ò�X�ñ�ì�õ 
���•�Ç�u�‰�š�}�Ÿ�����^�]�P�v�]�.�����v�������~�î�r�•�]���������š���•�š�• �D�X�ì�ì�ì�ì�ì�í 

 
�d�Z�����•�]�P�v���š���•�š�����o�•�}���Z�]�P�Z�o�]�P�Z�š�•���•�š�µ�����v�š�•�[���u�}�Œ�����‰�}�•�]�š�]�À�����(�����o�]�v�P�•�������}�µ�š�����š�š���v�����v�������W�}�o�]���Ç������

demonstrating the significant positive shift in responses from Policy A to Policy B (66.4%). Conversely, 

only 6.3% of students had a more negative perception of the reasonableness of Attendance Policy B 

than Attendance Policy A.  

 
Figure 6.9 Scatterplot of Student Perceptions of Policy Reasonableness 

A jittered scatterplot shows that regardless of how students felt about Attendance Policy A, they 

found Policy B to be reasonable. Specifically, students who found Attendance Policy A to be 

unreasonable almost always found Policy B to be reasonable, and students who agreed or strongly 

agreed that Attendance Policy A was reasonable typically felt positively about Attendance Policy B, too. 
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6.3.4.3 Student Perception of Ability to Comply with Attendance Policy Guidelines 

 
Figure 6.10 Histogram of Student Perceptions of Policy Compliance 

�:�µ�•�š�����•���•�š�µ�����v�š�•�[���‰�Œ���(���Œ���v�������(�}�Œ���W�}�o�]���Ç���������]�����v�}�š���µ�o�š�]�u���š���o�Ç���u�����v���š�Z���Ç���(�}�µ�v�����W�}�o�]���Ç�������š�}��������

unreasonable, most students expected to be able to comply with Attendance Policy A, just not as well as 

they could Attendance Policy B. In responding to the stateme�v�š���^�/��am confident that I would be able to 

�(�}�o�o�}�Á���š�Z�]�•�����š�š���v�����v�������‰�}�o�]���Ç���Á�]�š�Z�}�µ�š���Œ���‹�µ���•�š�]�v�P�����Æ�����‰�š�]�}�v�•���(�Œ�}�u���š�Z�����]�v�•�š�Œ�µ���š�}�Œ�U�_��most students were 

�u�}�Œ�������}�v�(�]�����v�š���]�v���š�Z���]�Œ�������]�o�]�š�Ç���š�}�����}�u�‰�o�Ç���Á�]�š�Z�����š�š���v�����v�������W�}�o�]���Ç�����U���Á�]�š�Z���ò�ï�X�ô�9���•���o�����š�]�v�P���^�^�š�Œ�}�v�P�o�Ç��

���P�Œ�����_�����}�u�‰���Œed to only 26.4% strongly agreeing with Policy A. Consequently, while students as a 

whole did not feel negatively about either policy, their greater comfort with Policy B was significant.  

Table 6.2 Sign Test Results 
�Z���o���š�����r�^���u�‰�o���•���^�]�P�v���d���•�š 

�d�}�š���o���E �ñ�ñ�î 
�W�}�•�]�Ÿ�À�������]�+���Œ���v�����• �î�ô�ó 
�E���P���Ÿ�À�������]�+���Œ���v�����• �î�ó 
�E�µ�u�����Œ���}�(���d�]���• �î�ï�ô 
�^�š���v�����Œ���]�Ì�������d���•�š���^�š���Ÿ�•�Ÿ�� �í�ð�X�ò�í�ò 
���•�Ç�u�‰�š�}�Ÿ�����^�]�P�v�]�.�����v�������~�î�r�•�]���������š���•�š�• �D�X�ì�ì�ì�ì�ì�í 

 
A related-samples sign test showed a statistically significant (p<.000001) difference between 

�u�����]���v�•�����v���������•�š�Œ�}�v�P���‰�}�•�]�š�]�À�����•�Z�]�(�š�������š�Á�����v���•�š�µ�����v�š�•�[���Œ���•�‰�}�v�•���•���š�}���š�Z�����‰�Œ�}�u�‰�š���^�/��am confident that I 

would be able to follow this attendance policy without requesting exceptions from the instructor�_���(�Œ�}�u��

Attendance Policy A to Attendance Policy B. In other words, students expect to be more able to comply 

with Attendance Policy B than Attendance Policy A and, even when they agreed that Policy A is doable.  
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Figure 6.11 Scatterplot of Student Perceptions of Policy Compliance 

These trends in student perceptions can be seen when data are viewed in a jittered scatterplot. 

Responses are clustered most densely along the top two rows and in the upper right corner 

�����u�}�v�•�š�Œ���š�]�v�P���•�š�µ�����v�š�•�[���š���v�����v���]���•���š�}�����Æ�‰�����š���š�}�������������o�����š�}�����}�u�‰�o�Ç���Á�]�š�Z Attendance Policy B in all cases, 

regardless of how they felt about Attendance Policy A.  

6.3.4.4 Student Attendance Policy Preferences Along Demographics 

There were no statistically significant interactions between student demographics and 

attendance policy preferences. Across demographics, Attendance Policy A was preferred in around 12% 

of responses and Attendance Policy B around 88%. Some demographics which might be worth a closer 

look include student major, native language, expected time commitment, and gender.  

While students of all majors preferred Attendance Policy B, students in natural science majors 

and who were undecided preferred Attendance Policy B to an even greater extent than the average 

�~�õ�ó�9�����v�����õ�ò�X�ó�9���Œ���•�‰�����š�]�À���o�Ç�•�X���^�š�µ�����v�š�•�[���v���š�]�À�����o���v�P�µ���P�����u�]�P�Z�š�����o�•o interact with attendance policy 

preference. Specifically, students who identified Spanish as their native language only preferred 

Attendance Policy A in 5.6% of responses, compared to the average 12%. This is possibly related to 

students with Spanish as a native language51 being more likely to work (and more likely to work 30 or 

more hours a week) than students of any other native language. Students identifying as female and 

 
51 Relatedly, students who identified as Hispanic or Latino only preferred Attendance Policy A in 5.7% of responses. 
Again, likely relating to the increased probability of managing a job and school.  
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�š�Z�}�•�����]�����v�š�]�(�Ç�]�v�P�����•�����v���^�}�š�Z���Œ�_���P���v�����Œ���Á���Œ�������o�•�}���u�}�Œ�����o�]�l���o�Ç���š�Z���v�����À���Œ���P�����š�}���‰�Œ���(���Œ�����š�š���v�����v�������W�}�o�]���Ç������

(91.9% and 95.8% respectively). Further research is necessary to determine why these inconsistencies 

occur �t whether the result of a sampling anomaly or of factors related to the demographic groups. 

Students expected time commitment had an opposing interesting interaction. Students 

expecting to spend more than 10.5 hours on first year composition were much more likely than the 

other two categories to prefer Attendance Policy A (36.4%) and much less likely than the other two 

categories to prefer Attendance Policy B (63.6%). However, the sample size for this group was very 

small, so more research is necessary to determine if this occurrence was an anomaly or a genuine 

connection.   

6.3.4.5 Student Comments 

Students were encouraged to write comments whenever they had something to say and were 

directly prompted to write why they chose one policy over the other. It was interesting to see what 

students considered worth commenting on and why they made the choices they made.   

6.3.4.5.1 Comments on Attendance Policy A 

Students did not like the traditional attendance policy and were eager to express their 

malcontent. Even though the majority of students acknowledged that the policy was reasonable and 

they could �(�}�o�o�}�Á���]�š�U���u���v�Ç���•�š�µ�����v�š�•���Z���������Œ�]�š�]�‹�µ���•�������}�µ�š���š�Z�����‰�}�o�]���Ç�[�•���•�š�Œ�µ���š�µ�Œ�������v�������}�v�š���v�š�X���d�Z���Œ�����Á���Œ����

142 comments written on and about Attendance Policy A.  

The most common comment was to express dissatisfaction with the 10% cutoff for attendance 

grades (26.8% of the comments). Many students wanted a clearer cutoff, asking for a specific number of 

classes that could be missed rather than expecting them to figure out how many classes equated to ten 

percent. Other students simply felt 10% was not enough grace and being able to miss 15% or 20% would 

be more reasonable. Only two students actually worked out the math to see how many classes 10% 

would allow them to miss; both were displeased to learn it worked out to approximately 3 classes. This 
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indicates that students want more leniency and transparency. While students knew they wanted more 

�š�Z���v�������í�ì�9�����µ�(�(���Œ�U���š�Z���Ç���}�(�š���v�����}�µ�o���v�[�š���š���o�o���Á�Z���š���í�ì�9���u�����v�š�X���t�Z�]�o�����]�š���]�•���u�}�Œ�������}�u�‰�o�]�����š�������(�}�Œ���]�v�•�š�Œ�µ���š�}�Œ�•��

to state a set number of classes that can be missed without penalty given fluctuations in course 

meetings, instructors should consider expending the effort as students would benefit from that clarity.  

Similarly, students expressed displeasure with the request for communication of emergency 

�•�]�š�µ���š�]�}�v�•���v�������•�•�]�š���š�]�v�P�������•���v�����X���í�ò�X�õ�9���}�(���š�Z�������}�u�u���v�š�•���(�}���µ�•�������}�v���š�Z�����š���Œ�u���^���u���Œ�P���v���]���•�X�_���t�Z�]�o�����v�}�š��

�����Z�µ�P�����v�µ�u�����Œ�U���/�����]���v�[�š�����Æ�‰�����š���Z�}�Á���(�}���µ�•�������•�š�µ�����v�š�•���Á�}�µ�o�����������}�v���šhe word choice and how inflexible 

�š�Z���Ç�����Æ�‰�����š�������š�Z�����‰�}�o�]���Ç���}�Œ���š�Z���]�Œ���]�v�•�š�Œ�µ���š�}�Œ���š�}�������X���K�v�����•�š�µ�����v�š���v�}�š�����U���(�}�Œ�����Æ���u�‰�o���U���^���•���(���Œ�����•��

emergencies, life happens. Making it a requirement to reach out in the case of emergency is a little 

�u�µ���Z�_���~�^�µ�Œ�À���Ç���ï�õ�õ�•�X���Z���o���š��dly, many students linked this expectation to other reasons they might miss 

���o���•�•�U���]�v���•�}�u���������•���•���v�}�š�]�v�P���š�Z�����š���Œ�u���^���u���Œ�P���v���Ç�_���]�•���•�µ���i�����š�]�À�����}�Œ���š�Z���š���o�]�(�������À���v�š�•�U�����}�u�u�µ�š�]�v�P���u�]�•�Z���‰�•�U��

work, sports, or health might also prevent attendance without qualifying as a�v���^���u���Œ�P���v���Ç�X�_���t�Z�]�o��������

strict attendance policy may provide structure and support for the instructor, there should be exposition 

�}�v���š�Z�������o�o�}�Á���v�������}�(���^���u���Œ�P���v���]���•�_�����v�����o�]�l���o�Ç�����v���]�v-class conversation explaining the parameters of the 

�]�v�•�š�Œ�µ���š�}�Œ�[�•���Á�]�o�o�]�v�P�v���•�• to be flexible.  

Unsurprisingly, most of the written comments focused on how the policy would affect the grade 

of the survey respondent. 14% of comments focused on the inability to make up in class participation 

credit, often tying their complaint to emergency situations or their grades. One student explained, for 

���Æ���u�‰�o���U���^�/���š�Z�]�v�l���š�Z�]�•���‰�}�o�]���Ç���]�•���(���]�Œ���(�}�Œ���š�Z�����u�}�•�š���‰���Œ�š�X���/���i�µ�•�š�������o�]���À�����š�Z���š���]�(�����o���•�•���]�•���u�]�•�•���������������µ�•�����}�(�����v��

���u���Œ�P���v���Ç�U���]�v�����o���•�•�����•�•�]�P�v�u���v�š�•���•�Z�}�µ�o���������������o�����š�}���������u���������µ�‰���}�Œ���v�}�š�����}�µ�v�š���������P���]�v�•�š���š�Z�����•�š�µ�����v�š�_��

(Survey 256). Along the same lines, 14% of comments expressed displeasure with the ultimate grade 

consequences, feeling a W or WF would be an unreasonable consequence for lack of attendance. 

In many cases, students connected that belief to self-reliance and autonomy, claiming the 

�‹�µ���o�]�š�Ç���}�(���š�Z���]�Œ���Á�}�Œ�l���•�Z�}�µ�o�����u���š�š���Œ���u�}�Œ�����š�Z���v���š�Z���]�Œ�����š�š���v�����v�����X���^�µ�Œ�À���Ç���ð�õ�î�U���(�}�Œ�����Æ���u�‰�o���U���•�š���š�������^�d�Z����
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fact someone who excelled in the assignments and exams could fail because they missed 12% of class is 

���Œ���Ì�Ç���š�}���u���X�_���d�Z���•�����•�š�µ�����v�š�•���}�(�š���v���µ�•�������š���Œ�u�•���o�]�l�����^�µ�v�(���]�Œ�U�_���^�µ�v�Œ�����•�}�v�����o���U�_���}�Œ���^�Z���Œ�•�Z�_���š�}�������•���Œ�]������

Attendance Policy A. One student went so far as to say teachers with attendance policies which can 

�Œ���•�µ�o�š���]�v�������t���}�Œ���t�&���^���Œ�����v�}�š���}�v�o�Ç���µ�v�]�À���Œ�•���o�o�Ç�����]�•�o�]�l�����U�����µ�š�����o�•�}�����Œ�����µ�v�(�]�š���š�}���������š�������Z���Œ�•�_���~�^�µ�Œ�À���Ç���ð�ï�í�•�X 

That is not to say all students openly hated Attendance Policy A. Many students wished it were 

clearer (especially about what 10% of classes means and about what W or WF means), but 18% of the 

���}�u�u���v�š�•�����o�•�}�������l�v�}�Á�o�����P�������š�Z���š���š�Z�����‰�}�o�]���Ç���•�����u�������^�(���]�Œ�U�_���^�Œ�����•�}�v�����o���U�_���^�•�š���v�����Œ���U�_���}�Œ���^�P�}�}���X�_��

Although some students had interesting qualifications on the characteristic of reasonableness. Two 

students, for example, noted the policy would be reasonable, but not for all class times (Survey 296) or 

not for 8am classes (Survey 501). This set an interesting precedent possibly related to entitlement. 

Students often acknowledged the reasonableness of policies, but with qualifications relevant to them, 

such as these students claiming an exception of reasonableness for early morning classes (presumably 

when the risk of oversleeping is greater).   

�K�À���Œ���o�o�U�������Á�}�Œ�����o�}�µ�����}�(���š�Z�������}�u�u���v�š�•���Z�]�P�Z�o�]�P�Z�š�•���•�š�µ�����v�š�•�[���(�}���µ�•���•�����v�������}�v�����Œ�v�•���Á���o�o�X Despite 

acknowledging both in comments in survey responses that Attendance Policy A is reasonable and that 

they could comply with it, students had concerns about its impact on their grades, their inability to make 

�µ�‰���u�]�•�•�������‰���Œ�š�]���]�‰���š�]�}�v���Á�}�Œ�l�U�����v�����š�Z�����o�����l���}�(�����o���Œ�]�š�Ç���•�µ�Œ�Œ�}�µ�v���]�v�P���š�Z�������}�v�����‰�š���}�(���^���u���Œ�P���v���]���•�X�_�� 

 
Figure 6.12 Wordcloud of Student Comments 
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6.3.4.5.2 Comments on Attendance Policy B 

While many students had questions or critiques for Attendance Policy A, there were very few 

comments written for Attendance Policy B, (only 10 comments independent of responses to Question 

22). Of these 10, five were positive observations, three were critical observations, one was a neutral 

statement, and one expressed a desire for bonus points for attendance. One of the positive 

�}���•���Œ�À���š�]�}�v�•���v�}�š�������^�W�}�o�]���Ç���������o�•�}���u���l���•���š�Z�����‰�Œ�}�(���•�•�}�Œ���•�����u���u�}�Œ�������Æ�‰���Œ�]���v�����������v�����(�Œ�]���v���o�Ç�_���~�^�µ�Œ�À���Ç��

�ñ�í�ï�•���}�Œ���^�t�Z���Œ�����š�}���P���š�������š�������Z���Œ �o�]�l�������š�š���v�����v���������J�J�J�_���~�^�µ�Œ�À���Ç���ñ�ï�í�•�X�����o�š���Œ�v���š�]�À���o�Ç�U���š�Z�������Œ�]�š�]�����o�����}�u�u���v�š�•��

���•�•���Œ�š�������š�Z���š���W�}�o�]���Ç�������]�•���^�š�}�}���o���Æ�_���~�^�µ�Œ�À���Ç���ð�í�î�•�U���^�š�}�}���o���v�]���v�š�_���~�^�µ�Œ�À���Ç���î�ï�ñ�•�U���}�Œ���^�v�}�š���š�Z���š���P�}�}���_���~�^�µ�Œ�À���Ç��

326).    

6.3.4.5.3 Reasons for Choosing Attendance Policy A 

While 11.1% of survey respondents expressed a preference for Attendance Policy A, 70.5% of 

these students explained why they preferred Policy A. The majority of the comments expressed a 

�‰�Œ���(���Œ���v�������(�}�Œ���W�}�o�]���Ç�����[�•�����o�����Œ�����Æ�‰�����š���š�]�}�v�•�U�����Æ�š���Œ�v���o�����]�•���]�‰�o�]�v���U�����v�������o�����Œ�����}�v�•���‹�µ���v�����•�X�������o�}�š���}�(���š�Z�]�•��

seems to come down to students knowing their own weaknesses. One student, for example, explained 

�^�/���o�]�l�����š�Z���Ç���Œ���‹�µ�]�Œ�����µ�•���š�}���P�}���š�}�����o���•�•�����������µ�•�����š�Z���v���/���Á�]�o�o�������š�µ���o�o�Ç���P�}�_���~�^�µ�Œ�À���Ç���ô�õ�•�X�����v�}�š�Z���Œ���}���•���Œ�À�������^�/�š��

�u�}�š�]�À���š���•���u�����u�}�Œ�����š�}���P���š���}�µ�š���}�(�����������}�Œ���v�}�š���•�l�]�‰�_���~�^�µ�Œ�À���Ç���î�ð�î�•�X���^�]�u�]�o���Œ�o�Ç�U���^�/���(�����o���o�]�l�����Á�Z���v���š�Z���Œ�����]�•������

���}�v�•���‹�µ���v�������š�}���v�}�š���•�Z�}�Á�]�v�P���µ�‰�U���/�[�u���u�}�Œ�����o�]�l���o�Ç���š�}���������]�v�����o���•�•�_���~�^�µ�Œ�À���Ç���ð�ð�ì�•. It makes sense that 

students who are worried about their self-discipline or who are still working to develop strong academic 

habits would prefer some external support.  

An interesting trend that I had not expected was how many students were judgmental in their 

�‰�Œ���(���Œ���v�����X���K�v�����•�š�µ�����v�š�U���(�}�Œ�����Æ���u�‰�o���U���Á�Œ�}�š�����^���������µ�•�����/���P�}���š�}�����o���•�•�����À���v���Á�Z���v���]�š�[�•���v�}�š���v�������•�•���Œ�Ç�����v�����/��

�Á�]�•�Z���}�š�Z���Œ�•���Á���Œ�����(�}�Œ���������š�}���P�}���š�}�}�X���^�}�Œ�Œ�Ç�J�_���~�^�µ�Œ�À���Ç���í�ó�î�•�X�����v�}�š�Z���Œ���Á�Œ�}�š�����^�/���š�Z�]�v�l���]�š�[�•���]�u�‰�}�Œ�š���v�š���š�}���•�Z�}�Á��

up to class. You are robbing yourself of opportunity and education by not showing up. People expect to 

�P���š���(�Œ�������P�Œ�������•���Á�Z�]�o�����v�}�š���•�Z�}�Á�]�v�P���µ�‰�_���~�^�µ�Œ�À���Ç���ñ�ì�ï�•�X���K�š�Z���Œ���•�š�µ�����v�š�•���•���]�����W�}�o�]���Ç�������Á�}�µ�o�������v���}�µ�Œ���P����
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�•�š�µ�����v�š�•���^�š�}���o�]���������}�µ�š�������•���v�����•�_���~�^�µ�Œ�À���Ç���î�ð�ô�•���}�Œ���^�u���l�����•�š�µ�����v�š�•���o���Ì�]���Œ�_���~�^�µ�Œ�À���Ç���ï�í�ì�•�X�����o�•�}���]�v�š���Œ���•�š�]�v�P���]�•��

how diverse the students with these types of opinions were; there were no consistent demographic 

characteristics among the judgmental responses, they came from males and females, students who 

worked a lot, a little, or not at all, students whose native languages were and were not English, and from 

students in a variety of majors. Stamkou, van Kleef, and Homan shed some light on these responses, 

though. Their research into entitlement found that, while people who are entitled tend to break rules, 

they tend to be vocal in the enforcement of rules for others. These students expressing the likelihood of 

others gaining an advantage over them with more equitable policies are likely students with a sense of 

entitlement concerned with losing their advantages.  

 
Figure 6.13 Wordcloud of Student Comments 

6.3.4.5.4 Reasons for Choosing Attendance Policy B 

Of the 88% of students who preferred Attendance Policy B, 92.6% wrote in an explanation of 

why they made their selection. Overall, students liked the flexibility and leniency of this policy (40% of 

comments), the positive tone (12.2% of comments), and how the policy treats students as adults 

capable of making (16% of comments) and responsible for (10% of comments) their own choices. 

Whereas a surprising amount of the preference for Policy A came from a place of judgement (or 

�^�/�(���/���Z���À�����š�}���•�µ�(�(���Œ�U���•�}�����}���Ç�}�µ�_�•�U�������o�}�š���}�(���•�µ�‰�‰�}�Œ�š���(�}�Œ�����š�š���v�����v�������W�}�o�]���Ç�����������u�����(�Œ�}�u�����}�u�‰���•�•�]�}�v�����v����

understanding. For example, one student defended their choice �����µ�š�]�}�v�]�v�P���^�•�}�u���š�]�u���•���]�š���]�•���u�}�Œ����
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�]�u�‰�}�Œ�š���v�š���š�}���‰�Œ�]�}�Œ�]�š�]�Ì�����u���v�š���o���Z�����o�š�Z�_���~�^�µ�Œ�À���Ç���î�ñ�ó�•�X�����}�u�‰���•�•�]�}�v�����o�•�}���•�Z�}�Á�•���]�v���š�Z�����Á�}�Œ�����o�}�µ�����Á�Z���Œ�����š�Z����

���]�P�P���•�š���~�š�Z�µ�•���u�}�•�š�����}�u�u�}�v�•���Á�}�Œ�����(�Œ�}�u���•�š�µ�����v�š�����}�u�u���v�š�•���Á���•���^�µ�v�����Œ�•�š���v���]�v�P�X�_�� 

This is not to say all the students who preferred Attendance Policy B are altruistic angels on 

Earth. Understandably, most students made the choice based on what works best for them. One student 

�Á�Œ�}�š���U���(�}�Œ�����Æ���u�‰�o���U���^�/���Á�}�Œ�l�������o�}�š�����v�����Z���À�]�v�P���(�o���Æ�]���]�o�]�š�Ç�����v�����µ�v�����Œ�•�š���v���]�v�P���]�•���]�u�‰�}�Œ�š���v�š���š�}���u���J�_���~�^�µ�Œ�À���Ç��

47). Interestingly, many students defended their choice for Attendance Policy B by explaining when and 

why they would miss class; two students mentioned being athletes, thirteen discussed challenges of 

commuting, nine others mentioned their jobs, and 114 respondents mentioned their own humanity. For 

���Æ���u�‰�o���U�������•�š�µ�����v�š���Á�Œ�}�š�����^�€�W�}�o�]���Ç�����•�������l�v�}�Á�o�����P���•���š�Z���š���Á�������Œ�����Z�µ�u���v�����v�����Z���À���������o�]�(�����}�µ�š�•�]�������}�(���•���Z�}�}�o�_��

�~�^�µ�Œ�À���Ç���î�í�ó�•�X�����v�}�š�Z���Œ���•�µ�����]�v���š�o�Ç���•�š���š�����U���^���������µ�•�����o�]�(���[�•���������]�š���Z�����v�����/���š���v�����š�}���u�]�•�•�����o���•�•�_���~�^�µ�Œ�À���Ç���ó�•�X�� 

Along those lines, many students preferred this policy simply because they �����v�[�š��succeed under 

Policy A. For example, �����Œ���•�‰�}�v�����v�š���Á�Œ�}�š���U���^�^�]�v�������/�����u���•�]���l�U���/�����u�����}�v�•�š���v�š�o�Ç���]�v�����v�����}�µ�š���}�(���Z�}�•�‰�]�š���o�•�X��

Policy A was moreso requiring to attend class while B seems more understanding. [Policy] A sounds 

�•�š�Œ�]���š�����v�����‰�}�•�•�]���o�Ç���µ�v�Œ�����•�}�v�����o���_���~�^�µ�Œ�À���Ç���ñ�î�õ�•�X���d�Z�]�•���•�š�µ�����v�š���Á���•���(���Œ���(�Œ�}�u�����o�}�v�� in their concern, with 

several other comments mentioning disabilities, mental health, and hospital visits (Surveys 75 and 510, 

for exampl���•�X���&�}�Œ���š�Z���•�����•�š�µ�����v�š�•�U�������(�o���Æ�]���o�������š�š���v�����v�������‰�}�o�]���Ç���]�•�v�[�š�������}�µ�š�����Z�����š�]�v�P���š�Z�����•�Ç�•�š���u���}�Œ�������]�v�P��

given an unfair advantage. Rather, under traditional attendance policies, they must manage their health 

concerns while also managing the uncertainty and stress that come with needing (and possibly not 

getting) an exception from policy in order to succeed and, when that exception is granted, facing the 

�i�µ���P���u���v�š���}�(�����o���•�•�u���š���•���Á�Z�}���u���Ç���•�������š�Z���u�����•���^�o���Ì�Ç�_���}�Œ�������•�š�µ�����v�š���Á�Z�}���^�o�]���•�X�_�� 

Relatedly, many of the students who explained a preference for Attendance Policy B did also 

�u���l���������‰�}�]�v�š���}�(�����Æ�‰�o���]�v�]�v�P���š�Z���š���š�Z���Ç�����}���•�������À���o�µ�����]�v�����š�š���v�����v�����X���t�Z�]�o�����/�[�À�����Z�]�P�Z�o�]�P�Z�š�������u���v�Ç���•�š�µ�����v�š�•�[��

reasons for expecting to miss class and why they need this more flexible policy, many students also 

���Æ�‰�o���]�v�������š�Z���š���š�Z���Ç�����]���v�[�š��want or intend �š�}���u�]�•�•�����o���•�•�X���K�v�����•�š�µ�����v�š���Á�Œ�}�š���U���(�}�Œ�����Æ���u�‰�o���U���^�€�W�}�o�]���Ç�������]�•�•��
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�u�}�Œ�����o���Æ�U�����µ�š���•�Z�}�Á�•���š�Z�����]�u�‰�}�Œ�š���v�������}�(���•�Z�}�Á�]�v�P���µ�‰���(�}�Œ���Ç�}�µ�Œ�•���o�(�X���z�}�µ���Z���À�����š�}���‰�µ�š���]�v���š�Z�����Á�}�Œ�l���Ç�}�µ�Œ�•���o�(�X���/�š�[�•��

important �š�}���•�Z�}�Á���š�Z���š�_���~�^�µ�Œ�À���Ç���î�ð�í�U�����u�‰�Z���•�]�•���š�Z���]�Œ�•�•�X�����v�}�š�Z���Œ���•�š�µ�����v�š���•���]���U���^�K�À���Œ���o�o�U���/���š�Z�]�v�l��

attendance is important, but GSU is not a typical college, so I think Attendance Policy B takes that into 

���}�v�•�]�����Œ���š�]�}�v�_���~�^�µ�Œ�À���Ç���ñ�í�í�•�X�����v�}�š�Z���Œ���Á�Œ�}�š���U���^�/�����}�v�[�š���Á���v�š���š�}��������penalized should something wrong 

come up on multiple occasions. But, I do think going to class is important! The vitalness of attending 

SHOUL�������������Æ�‰�Œ���•�•�����_���~�^�µ�Œ�À���Ç���í�ò�U�����u�‰�Z���•�]�•���š�Z���]�Œ�•�•�X���t�Z�]�o�����•�}�u�����•�š�µ�����v�š�•���u���Ç���š���l�������š�š���v�����v�������W�}�o�]���Ç������

as an excuse to skip class, most seem to intend strong attendance, but appreciate the flexibility. 

Interestingly, while students who preferred Attendance Policy A were judgmental of other 

students, many students who preferred Attendance Policy B were judgmental of Policy A (and its 

�(�]���š�]�}�v���o���]�v�•�š�Œ�µ���š�}�Œ�•�X���W�}�o�]���Ç�������}�‰���v�������Á�]�š�Z���š�Z�����}���•���Œ�À���š�]�}�v���^�Á���[�Œ�������o�o����dults capable of managing our 

�š�]�u�������v�����š���•�l�•�_�����v�����u���v�Ç���•�š�µ�����v�š�•���µ�•�������š�Z���š���o���v�P�µ���P�����š�}�����Œ�]�š�]���]�Ì�����W�}�o�]���Ç�����X Many students also noted, 

pointedly, that they are the ones paying for the class and, because of that, attendance should be their 

choice. Many further connected this and their adulthood to self-determination.  For example, one 

argued �^���š�š���v�����v�������W�}�o�]���Ç�������]�•���u�}�Œ�����•�Ç�u�‰���š�Z���š�]�������v���������µ�o�š-like. I pay to be here, so my presence should 

�������u�Ç�����]�•���Œ���š�]�}�v�_���~�^�µ�Œ�À���Ç���ð�ì�ì�•�X���d�}���������(���]�Œ�U�������(���Á���•�š�µ�����v�š�•�����]�•���µ�•�•�������‰���Ç���(�Œ�}�u���š�Z�����}�‰�‰�}�•�]�š�����‰���Œ�•�‰�����š�]�À���U��

for ���Æ���u�‰�o���U���^�/���‰���Ç���š�}���������]�v�����}�o�o���P�������v�����o�����Œ�v�X���/���Á�]�o�o���i�µ�•�š���������Á���•�š�]�v�P���u�Ç���}�Á�v���š�]�u�������v�����u�}�v���Ç���]�(���/�����u���v�}�š��

�o�����Œ�v�]�v�P�����v�Ç�š�Z�]�v�P�_���~�^�µ�Œ�À���Ç���ó�ð�•�X�� 

 
Figure 6.14 Wordcloud of Student Comments 
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6.3.5 Analysis of Results 

While most students found both attendance policies to be reasonable and compliable, students 

overwhelmingly preferred Attendance Policy B and found it to be more reasonable and expected to be 

more able to adhere to it without exception. Although still minority groups, students majoring in 

business, computer science, or art were most likely to prefer Attendance Policy A than students in other 

majors. Additionally, male students were more likely than female or gender-diverse students to prefer 

policy A, and s�š�µ�����v�š�•���Á�Z�}���]�����v�š�]�(�]���������v�����•�]���v���o���v�P�µ���P���U�����(�Œ�]�����v���o���v�P�µ���P���U���}�Œ���^�}�š�Z���Œ�_���o���v�P�µ���P�������•���š�Z���]�Œ��

native language were statistically significantly more likely to prefer Attendance Policy A than expected. 

When asked why they preferred Attendance Policy A, students liked the structure and external support 

that it provided, often commenting that having a grade penalty would prevent them from skipping class.  

Matching the trend with native languages, Hispanic or Latino students were less likely than 

statistically expected to prefer Attendance Policy A; additionally, students who identified as multiracial 

or biracial only preferred Attendance Policy A 2.2% of the time compared to an expected 11.1%. Overall, 

though, Policy B was just more popular across the board. Students liked the tone of Attendance Policy B, 

often noting that it made the instructor seem more approachable and caring and that they felt more 

welcome in the class. Further, they appreciated the flexibility provided by the policy which relieved 

stress when life events, work, other classes, commuting, emergencies, and their health prevented 

attendance.  

Interestingly, there seems to be a diversion in motivation and comprehension between students 

who prefer Attendance Policy A and Attendance Policy B which might be worth further study. Students 

who preferred Attendance Policy A often noted that the structure helped force them to go to class or be 

responsible. These perspectives echo the findings of researchers such as Higbee who argue a mandatory 

���š�š���v�����v�������‰�}�o�]���Ç���^���v�•�µ�Œ���•�������o���À���o���}�(�����}�u�u�]�š�u���v�š���š�Z���š���]�•���v�}�š���‰�Œ���•���v�š���Á�]�š�Z�������v�}�v�u���v�����š�}�Œ�Ç�����š�š���v�����v������

�‰�}�o�]���Ç�_���~�,�]�Pbee and Fayon 75). Additionally, these students often expressed judgement on the 
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�u�}�š�]�À���š�]�}�v�•���}�(���}�š�Z���Œ���•�š�µ�����v�š�•�U�����Æ�‰�Œ���•�•�]�v�P���š�Z���š���(�o���Æ�]���]�o�]�š�Ç���}�Œ���o���v�]���v���Ç���Á�}�µ�o�����u���l�����^�š�Z���u�_���~�}�š�Z���Œ��

students) lazy and encourage skipping class. Street had a similar claim, implying that removing strict 

���š�š���v�����v�������Œ���‹�µ�]�Œ���u���v�š�•���Á�}�µ�o�����^���o�o�}�Á���•�š�µ�����v�š�•���š�}�����µ�š�����v���µ�v�o�]�u�]�š�������v�µ�u�����Œ���}�(�����o���•�•���•�_���~�‹�š���X���]�v�����Œ�������U��

Roch, and Kieszcynka 287). To summarize, there is an expectation among students who preferred 

Attendance Policy A that the policy is necessary to guarantee attendance and that, without a strict 

policy, students will lie more and skip class more. These students relied on external controls for their 

own behavior and expected those controls to be necessary for others as well. Further, many of these 

students felt a more flexible policy would be unfair to them, since they go to class, even though the 

policy would afford them the same flexibility as it does their classmates. 

Students who preferred Attendance Policy B, however, seemed more aware of circumstance, 

with most comments discussing the benefits of flexibility, for themselves or others, and arguing that 

adult students should be able to handle adult responsibility. They echoed the findings of Crede, Roch, 

���v�����<�]���•�Ì���Ç�v�l�����Á�Z�}���v�}�š�������š�Z���š���^�š�Z�������Œ�P�µ�u���v�š���š�Z���š�������µ�o�š���•�š�µ�����v�š�•���•�Z�}�µ�o�����������(�Œ�������š�}���������]�������}�v���Z�}�Á���š�}��

�����•�š���µ�•�����š�Z���]�Œ���š�]�u�������v�����Á�Z���š�Z���Œ�����o���•�•���•�����Œ�����Á�}�Œ�š�Z�����š�š���v���]�v�P���]�•���������}�u�‰���o�o�]�v�P���}�v���_���~�î�ô�ó�•�X���^�]�u�]�o���Œ�o�Ç�U���š�Z���•����

students often expressed strong belief that participation, engagement, and work quality are better 

�u���š�Œ�]���•���}�(���•�µ�������•�•���š�Z���v���‰�Z�Ç�•�]�����o�����š�š���v�����v�����U���]�v�����À���Œ�š���v�š�o�Ç���‰�Œ�}�u�}�š�]�v�P���&���Ç�}�v�[�•�����Œ�P�µ�u���v�š���š�Z���š���]�š���]�•��

unnecessary to grade attendance specifically when participation can be considered instead and helps 

�•�š�µ�����v�š�•���^�o�����Œ�v���š�}���š���l�����Œ���•�‰�}�v�•�]���]�o�]�š�Ç���(�}�Œ���š�Z���•�����������]�•�]�}�v�•�����v�����š�Z���]�Œ���Œ���u�]�(�]�����š�]�}�v�•�_���~�,�]�P��������and Fayon 75). 

Ultimately, surveyed students resented external controls on their behavior and preferred relying on 

internal controls such as their own sense of responsibility and discipline.  

Further, students who preferred Attendance Policy B seemed to have a deeper understanding of 

why it is important to attend class than students who preferred Attendance Policy A. Students who 

���Z�}�•�����W�}�o�]���Ç���������}�v�v�����š���������š�š���v�����v�������š�}���P�Œ�������•���~�^�]�š���Á�]�o�o���(�}�Œ�������u�����š�}�����}�u�����š�}�����o���•�•�����v�����]�š���Á�]�o�o���Z���o�‰���u�Ç��

�P�Œ�������_���~�^�µ�Œ�À���Ç���ñ�ð�ô�•���(�}�Œ�����Æ���u�‰�o���•�U�����µ�š���š�Z���Ç�����]���v�[�š�����}�v�v�����š�����štendance to learning. Several students who 
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preferred Attendance Policy B, on the other hand, expressed the importance of attendance separate 

�(�Œ�}�u���P�Œ�������•�X���K�v�����•�š�µ�����v�š���Á�Œ�}�š���U���(�}�Œ�����Æ���u�‰�o���U���^�€�W�}�o�]���Ç�������]�•�•���u�}�Œ�����o���Æ�U�����µ�š���•�Z�}�Á�•���š�Z�����]�u�‰�}�Œ�š���v�������}�(��

�•�Z�}�Á�]�v�P���µ�‰���(�}�Œ���Ç�}�µ�Œ�•���o�(�X���z�}�µ���Z���À�����š�}���‰�µ�š���]�v���š�Z�����Á�}�Œ�l���Ç�}�µ�Œ�•���o�(�X���/�š�[�•��important �š�}���•�Z�}�Á���š�Z���š�_���~�^�µ�Œ�À���Ç���î�ð�í�U��

���u�‰�Z���•�]�•���š�Z���]�Œ�•�•�X�����v�}�š�Z���Œ���Á�Œ�}�š���U���^�/�����}�v�[�š���Á���v�š���š�}���������‰���v���o�]�Ì�������•�Z�}�µ�o�����•�}�u���š�Z�]�v�P���Á�Œ�}�v�P�����}�u�����µ�‰���}�v��

multiple occasions. But, I do think going to class is important! The vitalness of attending SHOULD be 

���Æ�‰�Œ���•�•�����_���~�^�µ�Œ�À���Ç���í�ò�U�����u�‰�Z���•�]�•���š�Z���]�Œ�•�•�X���d�Z���•�����•�š�µ�����v�š�•�����Œ���������Z�}�]�v�P���D�}�}�Œ���[�•�����•�•���Œ�š�]�}�v�•���š�Z���š�����Æ�‰�o���]�v�]�v�P��

�Á�Z�Ç�����š�š���v�����v�������]�•���]�u�‰�}�Œ�š���v�š�������v���Z���À�������������v���(�]���]���o���]�u�‰�����š���}�v�����š�š���v�����v�������~�^���š�š���v�����v�����U�_���î�ò�•�X���/�š���]�•��

possible, then, that students presented with a policy that decriminalizes absence, enforces participation, 

and explains the importance of (and benefits of) attendance may be more effective and may help build 

�Œ���‰�‰�}�Œ�š�������š�Á�����v���•�š�µ�����v�š�•�����v�����š�Z���]�Œ���]�v�•�š�Œ�µ���š�}�Œ���]�v�������Á���Ç���š�Z���š���š�Œ�����]�š�]�}�v���o�����š�š���v�����v�������‰�}�o�]���]���•�����}�v�[�š�X�� 

6.4 Participation Policy 

6.4.1 Background 

There is much overlap between research into attendance and research into participation. Just as 

students believe attending class should be optional, they resist required participation. Further, students 

often feel, if attendance is required, that attendance should count as participating; though, instructors 

know (and research supports) that this is not sufficient. Active participation is necessary to effectively 

process information, form connections between content, and increase engagement within the class 

�~���[���P�}�•�š�]�v�}�V�������o�o�]�u�}�Œ���U���,���Œ�š���v�•�š���]�v�U��and Platt; Maznevski; Precourt and Gainor; Sedova). This is a part of 

�Á�Z�Ç���u���v�Ç���]�v�•�š�Œ�µ���š�}�Œ�•���Á�Z�}�����}�v�[�š�������À�}�����š�����(�}�Œ���‰�µ�v�]�š�]�À�������š�š���v�����v�������‰�}�o�]���]���•�������À�}�����š�����(�}�Œ���•�š�Œ�}�v�P��

participation policies instead (such as Fayon of Higbee and Fayon). However, what counts as 

�‰���Œ�š�]���]�‰���š�]�}�v�����v�����Á�Z���š�Z���Œ���~�}�Œ���Z�}�Á���u�µ���Z�•���‰���Œ�š�]���]�‰���š�]�}�v���•�Z�}�µ�o�������}�v�š�Œ�]���µ�š�����š�}���•�š�µ�����v�š�•�[���P�Œ�������•���]�•���u�µ���Z��

less settled.  

There is a persistent perception among both students and faculty that participation must involve 

verbal discussion, students talking in class either to each other or in response to prompting questions 
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�(�Œ�}�u���]�v�•�š�Œ�µ���š�}�Œ�•�X���d�Z�]�•���]�•���š�Z�����^�š�Œ�����]�š�]�}�v���o�_�����}�v�����‰�š���}�(���‰���Œ�š�]���]�‰���š�]�}�v���~�������v�����v�����W���š���Œ�•�}�v�V�����[���P�}�•�š�]�v�}�V��

Precourt and Gainor), yet students hate speaking in class. While students often attribute silence to 

shyness or social anxiety, Chandrasekhar, Golub, and Yang further attribute silence to feelings of shame 

and judgement52. Consequently, students often censor themselves or limit their contributions 

(McManus, Dryer, and Henning), especially if they are from historically marginalized backgrounds or are 

�v���µ�Œ�}���]�À���Œ�P���v�š���~���[���P�}�•�š�]�v�}�•�X�� 

�/�v���Œ�������š�]�}�v���š�}���•�š�µ�����v�š�•�[���}�(�š���v�������š�]�À�����Œ���•�]�•�š���v�������š�}���À�}�]���]�v�P���]�v�����o���•�•���~���Æ�����‰�š���(�}�Œ�������À�}�����o���u�]�v�}�Œ�]�š�Ç53), 

many instructors turn to participation policies to clarify expectations and push participation. Graded 

participation policies do motivate students to be prepared for class and result in greater participation 

(Bean and Peterson; Precourt and Gainor; Soonpaa; Susak), but assigning grades is complicated. While 

�‰���Œ�š�]���]�‰���š�]�}�v�������v���������P�Œ�������������•���^�š�Z�����•�š�µ�����v�š���•�‰�}�l�����]�v�����o���•�•�_���}�Œ���^�š�Z�����•�š�µ�����v�š�����]�����v�}�š���•�‰�����l���]�v�����o���•�•�_��

�~���[���P�}�•�š�]�v�}�•�U���(�}�Œ���u�}�•�š���]�v�•�š�Œ�µ���š�}�Œ�•�U���v�}�š�����o�o���µ�š�š���Œ���v�����•�����}�µ�v�š�����•���‰���Œ�š�]���]�‰���š�]�v�P�X���^�}�U���‰�}�o�]cies tend to be tiered 

for quality54, but even these scales rely on the subjective determination of a teacher.  

Relying on instructor perception and memory to assign grades brings fairness and validity into 

�‹�µ���•�š�]�}�v�X���^�}�u�����]�v�•�š�Œ�µ���š�}�Œ�•���}�Á�v���š�Z�����]�u�‰�Œ���•�•�]�}�v�]�•�š�]�����Œ�}�o�����}�(���‰���Œ�š�]���]�‰���š�]�}�v�U�����}�v�•�]�����Œ�]�v�P���]�š�������^�(�µ���P�����(�����š�}�Œ�_��

allowing flexibility in grading (Bean and Peterson). Others, though, argue the lack of objectivity rewards 

personable students while punishing others, particularly neurodivergent students (Czekanski and Wolf; 

���[���P�}�•�š�]�v�}�•�X���&�}�Œ���š�Z�]�•���Œ�����•�}�v�U���•�}�u�����]�v�•�š�Œ�µ���š�}�Œ�•���Z���À�������Œ�}�‰�‰�������‰�}�o�]���]���•���Œ���Á���Œ���]�v�P���‰���Œ�š�]���]�‰���š�]�}�v��

�~���[���P�}�•�š�]no). Others, though, have diversified the understanding of participation to encompass 

 
52���/�v���o�}�}�l�]�v�P�����š���•�}���]���o���o�����Œ�v�]�v�P���~�v�}�š�����o���•�•�Œ�}�}�u���o�����Œ�v�]�v�P�•�U�����Z���v���Œ���•���l�Z���Œ�U���'�}�o�µ���U�����v�����z���v�P���(�}�µ�v�����š�Z���š���o���•�•���š�Z���v���Z���o�(���}�(��
�š�Z���]�Œ���Œ���•�‰�}�v�����v�š�•���Á�}�µ�o���������Ÿ�À���o�Ç�����•�l���‹�µ���•�Ÿ�}�v�•�U�����À���v���}�(���(�Œ�]���v���•���~�í�•�X���/�(���‰���}�‰�o�������Œ�����µ�v���}�u�(�}�Œ�š�����o�������À���v�����•�l�]�v�P���(�Œ�]���v���•��
�(�}�Œ���]�v�(�}�Œ�u���Ÿ�}�v�U���]�•���]�š�����v�Ç���Á�}�v�����Œ���•�š�µ�����v�š�•�����Œ�����Z���•�]�š���v�š���š�}�����•�l���‹�µ���•�Ÿ�}�v�•���~�o���š�����o�}�v�����‰�Œ�}�À�]�������‰�}�š���v�Ÿ���o�o�Ç�r�Á�Œ�}�v�P��
���v�•�Á���Œ�•�•���]�v���������o���•�•�Œ�}�}�u���•�µ�Œ�Œ�}�µ�v�����������Ç���•�š�Œ���v�P���Œ�•�����v���������‰�}�š���v�Ÿ���o�o�Ç���i�µ���P�]�v�P�����µ�š�Z�}�Œ�]�š�Ç���.�P�µ�Œ���M 
53 �,�}�Á���Œ�������š�����o�X���}���•���Œ�À�������^�ð�ð�9���}�(���•�š�µ�����v�š�•���‰�Œ���•���v�š���‰���Œ�š�]���]�‰���š�������]�v�����o���•�•�����]�•���µ�•�•�]�}�v�U�����v�����}�v�o�Ç���î�ô�9���}�(���š�Z�}�•�����‰�Œ���•���v�š��
�������}�µ�v�š�������(�}�Œ���u�}�Œ�����š�Z���v���ô�õ�9���}�(�����o�o���•�š�µ�����v�š�•�[�����}�u�u���v�š�•�_���~�W�Œ�����}�µ�Œ�š���˜���'���]�v�}�Œ���í�ì�ñ�•�X���������v�����v�����W���š���Œ�•�}�v���•�]�u�]�o���Œ�o�Ç��
���Æ�‰�Œ���•�•�����}�v�����Œ�v���v�}�š�]�v�P���^�š�Z�������•�•���•�•�uent of class participation raises knotty problems about how to distribute 
�‰���Œ�š�]���]�‰���š�]�}�v���•�}���š�Z���š���š�Z�����u�}�•�š�����Æ�š�Œ�}�À���Œ�š�������•�š�µ�����v�š�•�����}�v�[�š�����}�u�]�v���š�����š�Z�������]�•���µ�•�•�]�}�v���Á�Z�]�o�����}�š�Z���Œ�•���•�]�š���•�]�o���v�š�o�Ç�_���~�ï�ô�•�X���� 
54���^�µ���Z�����•���D���Œ�š�Z�����>�X���D���Ì�v���À�•�l�]���Á�Z�}�•�����Œ�µ���Œ�]�������Á���Œ���•���‰�}�]�v�š�•���}�v�������ì���~�����•���v�š�•���š�}���ð���~���Æ�����o�o���v�š���‰���Œ�Ÿ���]�‰���Ÿ�}�v�•���•�����o���X 
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desirable behaviors beyond verbal contributions, including quizzes, activities, or online discussion 

boards (Bean and Peterson; Bourelle et all.; Cifuentes et al.; Czekanski and Wolf; Dolmage; McManus, 

Dryer, and Henning; Mills; Orr and Bachman Hammig). Diversified participation allows instructors to 

provide rewards for activities which facilitate active learning without unfairly advantaging some 

students.  

6.4.2 Reasoning for Participation Policy A 

In setting up Participation Policy A,55 I focused on traditional participation through a more 

recent lens. As a result, participation requires attendance in Policy A and is limited to asking and 

���v�•�Á���Œ�]�v�P���‹�µ���•�š�]�}�v�•�U�����v�P���P�]�v�P���]�v�����]�•���µ�•�•�]�}�v�U�����v�����^���}�u�‰�o���š�]�v�P�������š�]�À�]�š�]���•���]�v�����o���•�•�X�_���t�Z�]�o�����š�Z�]�•���]�•���(���]rly 

ambiguous, it opens the door for activities such as quiz games, peer review, group work, and in class 

writing activities. I also built in a point buffer (guaranteeing students the opportunity to earn at least 

�ð�ñ�ì���‰�}�]�v�š�•���Á�Z���v���ð�ì�ì���]�•���^�(�µ�o�o�_�����Œ�����]�š�•�X���t�Z�]�oe this is not purely traditional, not allowing for some sort of 

buffer would have biased students against this option immediately. By keeping everything equal except 

specific details of what counts as participation, student decisions were based on that distinction.  

6.4.3 Reasoning for Participation Policy B 

In designing Participation Policy B, I wanted to open participation up beyond the classroom and 

beyond a primary focus on speaking. A common concern with graded participation is the requirement of 

���š�š���v�����v�������š�}���‰���Œ�š�]���]�‰���š���X�����[���P�}�•�š�]�v�}�U���(�}�Œ�����Æ���u�‰�o���U�����Æ�‰�o���]�v�•���š�Z���š���•�š�µ�����v�š�•���Á�Z�}�����Œ�����‰���Œ���v�š�•���}�Œ���Á�Z�}�����}�v�[�š��

have reliable transportation may not be able to get to class reliably and may consequently be unfairly 

punished by participation policies. Even when able to attend, some students face additional barriers to 

traditional participation. Susak and Czekanski and Wolf, for example, discuss how students for whom 

English is not a native language may be less likely to participate in class discussion. One student 

�]�v�š���Œ�À�]���Á���������Ç���^�µ�•���l�U���(�}�Œ�����Æ���u�‰�o���U���•���]�����^�Y�/���Œ�����o�o�Ç���š�Z�]�v�l�������}ut my answer. By this time somebody else 

 
55���^���������‰�‰���v���]�Æ�������(�}�Œ���š�Z�����•�‰�����]�.�����‰�}�o�]���]���•���‰�Œ���•���v�š�������š�}���•�š�µ�����v�š�•�X 
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���o�Œ�������Ç���•���]�����•�}�u���š�Z�]�v�P�����v�����/���u�]�•�•���u�Ç�����Z���v�����_���~�î�ó-8). Ultimately, Participation Policy B was designed to 

explore if a more diversified student body benefits from a more diversified participation policy.  

The content of this policy was based largely on the concept of universal design which advocates 

for the incorporation of adaptive features aimed at increasing access. Orr and Bachman Hammig specify 

�^�(�����µ�o�š�Ç���•�Z�}�µ�o�������������}�P�v�]�Ì���v�š���}�(�����]�(�(���Œ�]�v�P���������l�P�Œ�}�µ�v���•�����v����motivations of students and provides means 

�}�(���]�v�š���Œ�����š�]�}�v���Á�]�š�Z�����}�µ�Œ�•�����u���š���Œ�]���o���š�Z���š���•�µ�‰�‰�}�Œ�š�����]�À���Œ�•�����o�����Œ�v���Œ�•�_���~�í�ô�î-3). To this end, Dolmage 

�Œ�����}�u�u���v���•���^�À���Œ�]�������(�}�Œ�u�•���}�(�����‰�‰�o�]���������v�����]�v�š���Œ�����š�]�À�����o�����Œ�v�]�v�P�U���Á�]�š�Z�����}�µ�Œ�•�����u���š���Œ�]���o�•�����v�����Á�]�š�Z�]�v������

���]�À���Œ�•�������}�u�u�µ�v�]�š�Ç�_�����v�����^�u�µ�o�š�]�‰�o�����}�‰�š�]�}�v�•���(�}�Œ���•�š�µ�����v�š�������•�]�P�v�U�������o�]�À���Œ�Ç�U�����v�������Æ�‰�Œ���•�•�]�}�v���t multiple ways 

for students to show what they know, share their ideas, compose for varying audiences, and then 

�Œ���À�]�•���_���~Academic Ableism 131 �t the sentiment is echoed by Cifuentes et al. as well). To this end, 

Participation Policy B diversifies methods of participation, enabling students to earn all points through 

class activities and traditional verbal participation, but also accepting alternative means.  

In determining potential alternative means of participation, I again relied heavily on other 

�Œ���•�����Œ���Z���Œ�•�[���•�µ�P�P���•�š�]�}�v�•���(�}�Œ�����]�À���Œ�•�]�(�]�������‰���Œ�š�]���]�‰���š�]�}�v�X���&�}�Œ�����Æ���u�‰�o���U���•���À���Œ���o���Œ���•�����Œ���Z���Œ�•���v�}�š�������š�Z����

potential benefits of offering online engagement opportunities s�µ���Z�����•�����]�•���µ�•�•�]�}�v�����}���Œ���•���~���[���P�}�•�š�]�v�}�V��

Bean and Peterson; Bourelle et al.; McManus, Dryer, and Henning; Mills). Bean and Peterson further 

discussed the potential of students emailing instructors with questions or insights for participation 

credit. More recently, many researchers discussed the potential of in-class group activities, games, peer 

�Œ���À�]���Á�U���•�����(�(�}�o�����������•�•�]�P�v�u���v�š���š���•�l�•�U�����v�����‹�µ�]�Ì�Ì���•���]�v���‰�o���������}�(���š�Œ�����]�š�]�}�v���o�����]�•���µ�•�•�]�}�v���~���[���P�}�•�š�]�v�}�V�����}�µ�Œ���o�o����

et al.; Czekanski and Wolf). Bean and Peterson also explain how providing students with an option to 

meet with the instructor one-on-one or in small groups during office hours for more targeted assistance 

without the stress of peer-judgment can count as participation.56  

 
56 Nelson Laird and Cruce also make this suggestion, though they encourage making out-of-class contact a 
requirement, rather than an option (309). While this idea is not without merit, making students come to office 
hours does risk adding barriers to success for those students with extreme demands on time and resources.  
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6.4.4 Why 400 Points? 

�/�����]�����v�}�š�����v�š�]���]�‰���š�����‰�µ�•�Z�������l�������}�µ�š���u���l�]�v�P���‰���Œ�š�]���]�‰���š�]�}�v���Á�}�Œ�š�Z���ð�ì�9���}�(���•�š�µ�����v�š�•�[���}�À���Œ���o�o���P�Œ�������U��

but given how many students questioned the decision, it is worth addressing. Part of my reasoning 

comes down to the definition of participation; in my course design participation includes all graded tasks 

beyond main assignments. This includes discussion boards, in-class discussions, quizzes and group 

activities, peer reviews, small writing tasks, scaffolded assignments designed to lay groundwork for 

major assignments, and any extra participation opportunities available to students. Under Participation 

Policy B, this further includes the emailing of insightful questions or comments, coming to office hours 

for assistance, and the completion of voluntary additional work to fill gaps in student knowledge bases 

(such as extra grammar worksheets).  

The other key purpose in my weighting participation so highly does genuinely come down to 

providing students with a grade buffer. In enabling students to support their grades through 

participation (not necessarily easy points, but readily available points), students are better able to 

experiment with major assignments. I find value in seeing students experiment with assignments, 

practicing skills they may not be perfectly confident and assured about using. It tends to result in more 

advanced final products; however, students relying on high assignment scores to pass the class are more 

likely to fear or resist experimentation in favor of more familiar, lower-level composition techniques.  

This said, the exact breakdown of point or percent weights are flexible when it comes to actual 

application of the policies and assignments explored here. I encourage those who read this document to 

consider highly-weighting participation while making participation credit readily available for students; 

however, that is by no means the required takeaway of my findings.  
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6.4.5 Results 

6.4.5.1 Overall Student Participation Policy Preference 

 
Figure 6.15 Histogram of Student Participation Policy Preferences 

Overall, students generally preferred the test participation policy B. That said, many students 

�•�����u�������š�}���À�]���Á���š�Z�]�•�����•���‰�]���l�]�v�P���š�Z�����o���•�•���Œ���}�(���š�Á�}�����À�]�o�•�X���t�Z���v���/�������•�]�P�v�������š�Z���•�����‰�}�o�]���]���•�U���/���Z�����v�[�š��

anticipated students not wanting �^�����•�Ç�_���‰�}�]�v�š���}�‰�‰�}�Œ�š�µ�v�]�š�]���•���š�}�����µ�o�l���µ�‰���š�Z���]�Œ���P�Œ�������X���z���š���u���v�Ç���•�š�µ�����v�š�•��

viewed having everything count as a grade to be a negative feature. My reasoning was that providing a 

grade for everything encourages participation and completion of tasks while allowing a firm foundation 

for grades, thus encouraging experimentation and risk during more challenging assignments. It is 

possible students would have found this more amenable if it had been more thoroughly explained. 

Consequently, I do feel the syllabus sections should be revised prior to the re-delivering of this survey.57  

Nevertheless, 74.6% of students selected Participation Policy B, 23.2% selected Participation 

�W�}�o�]���Ç�����U�����v�����î�X�î�9���Á�Œ�}�š�����]�v���•�}�u�����À���Œ�]���š�]�}�v���}�(���^���]�š�Z���Œ�_���}�Œ���^�v���]�š�Z���Œ�X�_���d�Z�]�•���Á���•���š�Z�����‰�}�o�]���Ç���Á�]�š�Z���š�Z�����o���Œ�P���•�š��

write-in component. A nonparametric binomial test of just those who selected Policy A or Policy B shows 

the division to be statistically significant at p <.000001. Consequently, we must reject the null hypothesis 

that there is no difference in student preference between Participation Policy A and Policy B. 

 
57 See Appendix B for a more detailed discussion of recommended adjustments to the survey. 
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6.4.5.2 Student Perception of Participation Policy Grade Weight 

 
Figure 6.16 Histogram of Student Agreement with Policy Grade Weight 

�^�š�µ�����v�š�•���Z���À���������‰�Œ�����}�v�����]�À�������µ�v�����Œ�•�š���v���]�v�P���}�(���^�‰���Œ�š�]���]�‰���š�]�}�v�U�_�����Æ�‰�����š�]�v�P���š�}���•�‰�����l���]�v�����o���•�•�����v����

be judged by classmates and the instructor both for what is said and how it is said. In this study, I 

wanted it to be clear that in both policies participation would not simply be the subjective assignment of 

grades based on verbal participation in class. Interestingly, students still defaulted to that perception 

when reading Participation Policy A, but less so for Policy B, so when asked what they thought about the 

�W���Œ�š�]���]�‰���š�]�}�v���W�}�o�]���Ç�[�•���Á���]�P�Z�š���µ�‰�}�v���š�Z���]�Œ���P�Œ�������U���•�š�µ�����v�š�•���Á���Œ�����u�µ���Z���u�}�Œ�����Œ���•�]�•�š���v�š���š�}���W�}�o�]���Ç�����X������ 

Table 6.3 Chi-Square Test Results 
�W�����Œ�•�}�v�[�•�����Z�]�r�^�‹�µ���Œ�����d���•�š���}�(���/�v�����‰���v�����v���� 

�E�A �s���o�µ�� �����P�Œ�����•���}�(���&�Œ�������}�u ���•�Ç�u�‰�š�}�Ÿ�����^�]�P�v�]�.�����v�������~�î�r�^�]�������• 
�ñ�ñ�ñ �ï�ï�õ�X�î�õ�ñ �í�ò �D�X�ì�ì�ì�ì�ì�í 

�î�������o�o�•���~�ô�X�ì�9�•���Z���������Æ�‰�����š���������}�µ�v�š�•���o���•�•���š�Z���v���ñ�X���d�Z�����u�]�v�]�u�µ�u�����Æ�‰�����š���������}�µ�v�š���Á���•���ï�X�ò�í�X���d�Z�]�•���(���o�o�•���]�v��
�o�]�v�����Á�]�š�Z�����������‰�š�����o�������}�v���]�Ÿ�}�v�•�X 

 
�/�v�š���Œ���•�š�]�v�P�o�Ç�U���•�š�µ�����v�š�•�[���š�Z�}�µ�P�Z�š�•���}�v���š�Z�����]�u�‰�����š���}�(���‰���Œ�š�]���]�‰���š�]�}�v���}�v���š�Z���]�Œ���P�Œ�������•���Á���Œ�����•�}���u�]�Æ������

that it was possible to analyze their responses using a chi-�•�‹�µ���Œ�������v���o�Ç�•�]�•�X���^�š�µ�����v�š�•�[���š�Z�}�µ�P�Z�š�•���}�v��

Participation Policy A were pretty evenly distributed, but most students felt positively about 

Participation Policy B. When analyzed with a chi-square test for independence, though, it became 

clearer that students who felt negatively about the weight of one policy often continued to feel 

negatively when it came to the other, but when perceptions did shift, they often shifted positively in 

favor of Policy B.  
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Table 6.4 Sign Test Results 

�Z���o���š�����r�^���u�‰�o���•���^�]�P�v���d���•�š 
�d�}�š���o���E �ñ�ñ�ñ 
�W�}�•�]�Ÿ�À�������]�+���Œ���v�����• �î�í�ô 
�E���P���Ÿ�À�������]�+���Œ���v�����• �ó�ì 
�E�µ�u�����Œ���}�(���d�]���• �î�ò�ó 
�^�š���v�����Œ���]�Ì�������d���•�š���^�š���Ÿ�•�Ÿ�� �ô�X�ò�ò�î 
���•�Ç�u�‰�š�}�Ÿ�����^�]�P�v�]�.�����v�������~�î�r�•�]���������š���•�š�• �D�X�ì�ì�ì�ì�ì�í 

 
A sign test also supports the general consistency paired with the tendency for a positive shift in 

�•�š�µ�����v�š���Œ���•�‰�}�v�•���•���(�Œ�}�u���W�}�o�]���Ç�������š�}�����X���t�Z�]�o�������o�u�}�•�š���Z���o�(���}�(���•�š�µ�����v�š�•�[���Œ���•�‰�}�v�•���•���Œ���u���]�v���������}�v�•�]�•�š���v�š��

(48.1%), when responses did shift, it was most often positive, with 39.3% reporting feeling more 

agreement about the grade-weight of Participation Policy B.  

 
Figure 6.17 Scatterplot of Student Perceptions of Policy Grade Weight 

The jittered scatterplot visually demonstrates these factors. It is particularly notable how 

�•�š�µ�����v�š�•���Á�Z�}���•���o�����š�������^�^�š�Œ�}�v�P�o�Ç�����P�Œ�����_���(�}�Œ���W���Œ�š�]���]�‰���š�]�}�v���W�}�o�]���Ç���������o�u�}�•�š�����v�š�]�Œ���o�Ç���•���o�����š�������^�^�š�Œ�}�v�P�o�Ç��

���P�Œ�����_���}�Œ���^���P�Œ�����_���(�}�Œ���W���Œ�š�]���]�‰���š�]�}�v���W�}�o�]���Ç�����U���Á�]�š�Z��none �•���o�����š�]�v�P���^���]�•���P�Œ�����_���}�Œ���^�^�š�Œ�}�v�P�o�Ç�����]�•���P�Œ�����X�_��

Generally, the only students who disliked Participation Policy B were those who disliked any 

�‰���Œ�š�]���]�‰���š�]�}�v���‰�}�o�]���Ç�������]�v�P���Á�}�Œ�š�Z���ð�ì�9���}�(�������•�š�µ�����v�š�•�[���}�À���Œ���o�o���P�Œ�������X���K�v���š�Z�����}�š�Z���Œ���Z���v���U���•�š�µ�����v�š�•���Á�Z�}��

disliked Participation Po�o�]���Ç�������}�(�š���v���•�Z�]�(�š�������š�}���^�E���µ�š�Œ���o�U�_���^���P�Œ�����U�_���}�Œ���^�^�š�Œ�}�v�P�o�Ç�����P�Œ�����_���Á�Z���v�����}�v�•�]�����Œ�]�v�P��

Participation Policy B.  
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Students�[ comments explaining their choices when it came to the grade weight of the 

�‰���Œ�š�]���]�‰���š�]�}�v���‰�}�o�]���]���•���‰�Œ�}�À�]�������(�µ�Œ�š�Z���Œ���]�v�•�]�P�Z�š���]�v�š�}���Á�Z�Ç���•�š�µ�����v�š�•�[���‰���Œ�����‰�š�]�}�v�•�����]�š�Z���Œ��remained consistent 

or shifted. Students provided 222 comments explaining negative reactions to at least one participation 

policy. Of these, 174 were comments explaining negative reactions to the grade weight of Participation 

�W�}�o�]���Ç�����X���d�Z�����u�}�•�š�����}�u�u�}�v���Œ�����•�}�v���•�š�µ�����v�š�•�����]���v�[�š���o�]�l�����š�Z�����Á��ight of Participation Policy A was because 

of shyness or �•�}���]���o�����v�Æ�]���š�Ç���~�ñ�ô�X�ò�9���}�(���•�š�µ�����v�š�•�[�����}�u�u���v�š�•�•�X�����o�u�}�•�š�����o�o���š�Z���•�������}�u�u���v�š�•���š�]������

participation specifically to speaking�X���K�v�����•�š�µ�����v�š�����o���]�u�����U���(�}�Œ�����Æ���u�‰�o���U���^�^�}�u�����•�š�µ�����v�š�•�����}�v�[�š���(�����o��

���}�u�(�}�Œ�š�����o�����•�‰�����l�]�v�P���}�µ�š�����v�����/�����}�v�[�š���š�Z�]�v�l���š�Z���Ç���•�Z�}�µ�o�����������P�Œ���������������•�������}�(�(���}�(���š�Z���š�_���~�^�µ�Œ�À���Ç���ñ�ï�ð�•�X��

���v�}�š�Z���Œ�����Æ�‰�o���]�v�����U���^���������µ�•�����•�}�u�����•�š�µ�����v�š�•���Z���À�������v�Æ�]���š�Ç���Á�Z���v���]�š�����}�u���•���š�}���•�‰�����l�]�v�P���µ�‰�_���~�^�µ�Œ�À���Ç���ð�î�ó).  

�/�v���������]�š�]�}�v���š�}�����}�v�����Œ�v�•�������}�µ�š�����v�Æ�]���š�Ç�U���u���v�Ç���•�š�µ�����v�š�•���•�]�u�‰�o�Ç�����]���v�[�š���o�]�l����how much of an impact 

�‰���Œ�š�]���]�‰���š�]�}�v���Á�}�µ�o�����Z���À�����}�v���š�Z���]�Œ���P�Œ�������U�����Œ�P�µ�]�v�P���]�v�•�š���������š�Z���š���]�š���•�Z�}�µ�o���v�[�š���������‰���Œ�š���}�(���š�Z�����P�Œ�����������š�����o�o���}�Œ��

should be less of their grade; these comments accounted for 17.2% of comments about Participation 

Policy A. One student noting, for examp�o���U���^�ð�ì�9���•�����u�•���}�À���Œ�o�Ç���Z�]�P�Z�_���~�^�µ�Œ�À���Ç���î�ð�ï�•�X�����v�}�š�Z���Œ���š�Z���š�U��

�^�W���Œ�š�]���]�‰���š�]�}�v���]�•���]�u�‰�}�Œ�š���v�š�U�����µ�š���v�}�š���ð�ì�9���]�u�‰�}�Œ�š���v�š�_���~�^�µ�Œ�À���Ç���ð�ñ�ò�•�X���^�]�u�]�o���Œ�o�Ç�U���u��ny students (20.7% of 

comments) felt the�]�Œ���^�����š�µ���o���Á�}�Œ�l�_���•�Z�}�µ�o�����������Á�Z���š���š�Z���]�Œ���P�Œ���������]�•�����}�u�‰�Œ�]�•�������}�(�U�����}�u�u���v�š�]�v�P�U��

�^���•�•�]�P�v�u���v�š�•���•�Z�}�µ�o�����Z���À�����š�Z�����o���Œ�P���•�š���Á���]�P�Z�š�_���~�^�µ�Œ�À���Ç���ð�ó�ð�•�U���}�Œ���^���}�µ�Œ�•���Á�}�Œ�l���]�•���u�}�Œ�����]�u�‰�}�Œ�š���v�š�_���~�^�µ�Œ�À���Ç��

133). Other concerns that were less weighted included feeling like participation does not contribute to 

learning (9.8% of comments) and not liking that participation requires attendance (6.9% of comments). 

Students who felt negatively about the weight of Participation Policy B had similar concerns, 

though to differing degrees. Of the students who explained negative perspectives for the weight of 

Participation Policy B, 29.2% of the comments specified that they disliked participation accounting for 

40% of their grade and 18.7% felt their work should be the basis of their grade, not participation. One 

�•�š�µ�����v�š���Á�Œ�}�š���U���(�}�Œ�����Æ���u�‰�o���U���^�W���Œ�š�]���]�‰���š�]�}�v-�����•�������P�Œ�������•�����Œ�����P�Œ�}�•�•�X���/�[�u���‰���Ç�]�v�P�����š�š���v�š�]�}�v�����v�����/�����}�v�[�š���Z���À����
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�š�}���š���o�l���š�}�����}���š�Z���š�_���~�^�µ�Œ�À���Ç���ï�ð�ó�•�X���W���Œ�š�]���]�‰���š�]�}�v���W�}�o�]���Ç���������]�����•�����u���š�}�����o�o���À�]���š�����u���v�Ç���}�(���š�Z�������}�v�����Œ�v�•�������}�µ�š��

social anxiety and shyness, though, with only 10.4% of comments raising this concern.  

It is interesting how persistently students tied participation to speaking specifically; while both 

Policy A and Policy B mention asking and answering questions in class and engaging in discussion in class 

as components, they also both specify completing activities. This speaks to the entrenchment of the idea 

�š�Z���š���‰���Œ�š�]���]�‰���š�]�}�v���Œ���‹�µ�]�Œ���•���•�‰�������Z���~���•���v�}�š���������Ç���������v�����v�����W���š���Œ�•�}�v�V�����[���P�}�•�š�]�v�}�V���W�Œ�����}�µ�Œ�š�����v�����'���]�v�}�Œ�•�X��

Since this assumption remained, even with these more diverse policies, I think the policies might need 

�š�}�������š�š���Œ�����Æ�‰�o���]�v���š�Z�����‰�}�š���v�š�]���o���u�}�����o�]�š�]���•���}�(���^�����š�]�À�]�š�]���•�X�_���K�v�����•�š�µ�����v�š���Á�Œ�}�š�����]�v���Œ���•�‰�}�v�•�����š�}���W���Œ�š�]���]�‰���š�]�}�v��

�W�}�o�]���Ç�����U���(�}�Œ�����Æ���u�‰�o���U���^�/���‰�Œ���(���Œ���Z���À�]�v�P���Z�}�u���Á�}�Œ�l���}�Œ���‹�µ�]�Ì�Ì���•���u���l�����µ�‰���š�Z�������}�µ�Œ�•�����Á���]�P�Z�š�_���~�^�µ�Œ�À���Ç���ð�í�ó�•�X��

Both homework and quizzes would be graded as participation in these policies.   

�����•�š�µ�����v�š���Á�Z�}���(���o�š���À���Œ�Ç���v���P���š�]�À���o�Ç�������}�µ�š���š�Z�����Á���]�P�Z�š���}�(�����]�š�Z���Œ���‰�}�o�]���Ç���Á�Œ�}�š���U���^�W���Œ�š�]���]�‰���š�]�}�v��

trophies are stupid. If I know my stuff, I know my stuff. Who cares if I ask questions if I understand the 

���}�v�š���v�š�M�_���~�^�µ�Œ�À���Ç���ô�ï�•�X���t�Z�]�o�����/�������v���µ�v�����Œ�•�š���v�����š�Z�����Œ�}�}�š���}�(��this sentiment, it brings me to another 

difference between those students who disliked the participation policies and those who felt positively 

about the grade-weight of participation with at least one of the policies. The students who agreed or 

strongly agreed with the weight of participation in their grade often understood nuance and scaffolded 

learning more. These students (158 comments) liked that participation policies encourage and reward 

engagement (32.3% of comments). One student wrote, for example, �^�/���(�����o���š�Z���š�������š�]�À�����‰���Œ�š�]���]�‰���š�]�}�v���]�v������

class makes it interesting and engaging and since students that may not typically participate may chime 

�]�v�U���š�Z�]�•���}�(�(���Œ�•���v���Á���‰���Œ�•�‰�����š�]�À���•�_���~�^�µ�Œ�À���Ç���î�õ�•�X�����v�}�š�Z���Œ�����Æ�‰�o���]�v����, �^�W���Œ�š�]���]�‰���š�]�}�v���Z���o�‰�•���u�����•�š���Ç�����v�P���P�����U��

retain, ���v�����o�����Œ�v���]�v�(�}�Œ�u���š�]�}�v�_���~�^�µ�Œ�À���Ç���ð�í�õ�•�X�� 

This connects to a second trend, these students understood that active participation facilitates 

�o�����Œ�v�]�v�P�����v�����u���u�}�Œ�Ç�X���K�v�����•�š�µ�����v�š���Á�Œ�}�š���U���(�}�Œ�����Æ���u�‰�o���U���^�����]�v�P���‰���Œ�š���}�(���������}�v�À���Œ�•���š�]�}�v�����v�����Z�����Œ�]�v�P���Á�Z���š��

�}�š�Z���Œ�•���Z���À�����š�}���•���Ç���‰�o���Ç�•���������]�P���‰���Œ�š���]�v���o�����Œ�v�]�v�P�_���~�^�µ�Œ�À���Ç���ð�ô1). Responses like this one echo the arguments 
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�}�(���•���Z�}�o���Œ�•���~�]�v���o�µ���]�v�P�����[���P�}�•�š�]�v�}�V�������o�o�]�u�}�Œ���U���,���Œ�š���v�•�š���]�v�U��and Platt; Maznevski; Precourt and Gainor; 

Sedova). This indicates that students recognize the role participation plays, even if they vehemently 

disagree with the execution of that role. Further, this perception indicates students may be open to 

participation if its framed and executed more cooperatively.  

The third trend was that these students appreciated having a grade buffer to lessen the 

potential consequences of a bad assignment grade (28.5% of comments). One student explained, 

�^�,���À�]�v�P���š�Z�]�•���������������]�P���‰�}�Œ�š�]�}�v���}�(���š�Z�����P�Œ���������u�]�v�]�u�]�Ì���•���š�Z�������(�(�����š���}�(���š���•�š���•���}res on the class grade. A 

student can fully participate in class and know the material, but have a bad day and score bad on the 

�š���•�š���Á�Z�]���Z�����}���•���v�}�š�����o�Á���Ç�•���Œ���(�o�����š���š�Œ�µ�����l�v�}�Á�o�����P���_���~�^�µ�Œ�À���Ç���ð�î�ò�•�X�����v�}�š�Z���Œ�����Æ�‰�o���]�v�������š�Z���š a participation 

�P�Œ���������^���o�o�}�Á�•���•�š�µ�����v�š�•���u�}�Œ�����o�����Á���Ç���}�v���u���i�}�Œ�����•�•�]�P�v�u���v�š�•�����v�������v���]�v�����v�š�]�À�����š�}�����}�u�����š�}�����o���•�•�_���~�^�µ�Œ�À���Ç��

545). This type of buffer was my intent in implementing this course design, so it was reassuring to see 

students recognize the potential benefits of a participation policy with a large grade weight. By enabling 

students to complete more manageable tasks for course credit, there is incentive for them to practice 

skills outside of major assignments and take greater risks with those more challenging assignments. 

While students who had positive comments about the weight of Participation Policy B still 

appreciated the grade buffer and how participation encourages engagement and learning, other factors 

were of significantly more importance. 51.7% of the 203 comments discussed how beneficial they found 

the variety of options for how to contribute, often tying options to social anxiety or shyness. While many 

students disliked required participation when they assumed it required speaking in class, many students 

specifically mentioned how Participation Policy B gives them a chance to participate in formats with 

�Á�Z�]���Z���š�Z���Ç�����Œ�����u�}�Œ�������}�u�(�}�Œ�š�����o�����~�î�ò�X�í�9���}�(�����}�u�u���v�š�•�•�X���K�v�����•�š�µ�����v�š���Á�Œ�}�š���U���(�}�Œ�����Æ���u�‰�o���U���^�d�Z���Œ�������Œ����

many options to participate. Besides, it does not put the entire focus on an on-time assignment like an 

���Æ���u�X���/�š���]�•�����������š�š���Œ���Œ���‰�Œ���•���v�š���š�]�}�v���}�(���Ç�}�µ�Œ���‰�Œ�}�P�Œ���•�•�]�}�v�_���~�^�µ�Œ�À���Ç���ï�ò�ò�•�X�����v�}�š�Z���Œ���v�}�š�������š�Z���š���W���Œ�š�]���]�‰���š�]�}�v��

�W�}�o�]���Ç�������^�����š���Œ�•���š�}�����o�o�����]�(�(���Œ���v�š���š�Ç�‰���•���}�(���‰���}�‰�o���X���/���Á�}�µ�o�����(�����o���À���Œ�Ç�����}�u�(�}�Œ�š�����o�����]�v���š�Z�]�•�����o���•�•���l�v�}�Á�]�v�P���/�����u��
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�µ�v�����Œ�•�š�}�}���_���~�^�µ�Œ�À���Ç���í�ì�î�•�X�����v�}�š�Z���Œ���Œ���o���š�������W�}�o�]���Ç���������]�Œ�����š�o�Ç���š�}�����������•�•�]���]�o�]�š�Ç�U���Á�Œ�]�š�]�v�P�U���^�&�}�Œ�����������•�•�]���]�o�]�š�Ç��

�Œ�����•�}�v�•�U���/���š�Z�]�v�l���]�š�[�•���]�u�‰�}�Œ�š���v�š���š�}�����o�o�}�Á���•�š�µ�����v�š�•���u�µ�o�š�]�‰�o���U�����]�•�����]�o�]�š�Ç���(�Œ�]���v���o�Ç�����o�š���Œ�v���š�]�À���•�_���~�^�µ�Œ�À���Ç���ñ�í�ì�•�X�� 

Interestingly, some students assumed that the participation policies would result in an easy A 

grade or that they would award points simply for showing up. One student who disliked the weight of 

�‰���Œ�š�]���]�‰���š�]�}�v���‰�}�o�]���]���•���Á�Œ�}�š���U���(�}�Œ�����Æ���u�‰�o���U���^���v�Ç���}���Ç�������v�����}�u����to class, but not everybody is willing to 

�•�š�µ���Ç�����v�����‰�µ�š���]�v���š�Z�������(�(�}�Œ�š�_���~�^�µ�Œ�À���Ç���î�ñ�õ�•�X���^�}�u�����•�š�µ�����v�š�•�����À���v���o�]�l�������š�Z���•�����‰���Œ�š�]���]�‰���š�]�}�v���‰�}�o�]���]���•�����������µ�•����

of this misconception. One who agreed with the weight of Participation Policy A wrote that they liked it 

�^���������µ�•�����]�(���Ç�}�µ���i�µ�•�š���•�Z�}�Á���µ�‰���Ç�}�µ���Á�]�o�o���P���š�������P�}�}�����P�Œ�������_���~�^�µ�Œ�À���Ç���õ�ð�•�X���t�Z�]�o�����š�Z���•�����u�]�•���}�v�����‰�š�]�}�v�•���Á�}�µ�o����

need to be addressed either in a revision of the policy itself or in class discussion at the beginning of the 

term, the comparative rarity of these assumptions was reassuring.  

Ultimately, the student who wrote in Survey 221 best summarized the original goal of 

�•�µ���•�š���v�š�]���o�����v�����(�o���Æ�]���o�����‰���Œ�š�]���]�‰���š�]�}�v���‰�}�o�]���]���•���Á�Z���v���š�Z���Ç���Á�Œ�}�š�����^�]�š�����v�•�µ�Œ���•���š�Z���š���P�Œ�������•���Œ���(�o�����š��

���}�u�u�]�š�u���v�š���š�}�����o���•�•���Œ���š�Z���Œ���š�Z���v���š���•�š�]�v�P�_���~�^�µ�Œ�À���Ç���î�î�í�•�X���W���Œ�š�]���]�‰���š�]�}�v��does facilitate learning and 

providing students with opportunities to actively engage beyond traditional call-and-response 

interactions helps students process information, gain confidence, and be more willing to take risks and 

experiment with assignments when th���Ç�����Œ���v�[�š�����•���Á�}�Œ�Œ�]�������š�Z���š���•�}�u���š�Z�]�v�P���P�}�]�v�P���Á�Œ�}�v�P���Á�}�µ�o�������}��

irreparable harm to their grade.  



133 

6.4.5.3 Student Perceptions of Policy Reasonableness 

 
Figure 6.18 Histogram of Student Perception of Policy Reasonableness 

When it came to the question of reasonableness, students had mixed opinions. While 45.4% of 

�•�š�µ�����v�š�•���(�}�µ�v�����W���Œ�š�]���]�‰���š�]�}�v���W�}�o�]���Ç�������š�}���������Œ�����•�}�v�����o���U���•���o�����š�]�v�P���^���P�Œ�����_���}�Œ���^�^�š�Œ�}�v�P�o�Ç�����P�Œ�����_���]�v��

�Œ���•�‰�}�v�•�����š�}���š�Z�����‰�Œ�}�u�‰�š���^�d�Z�]�•���‰�}�o�]���Ç���]�•���Œ�����•�}�v�����o���U�_�����v�}�š�Z���Œ���î�ð�X�ñ�9���}�(���Œ���•�‰�}�v�����v�š�•���•���o�����š�������^���]�•���P�Œ�����_��

�}�Œ���^�^�š�Œ�}�v�P�o�Ç�����]�•���P�Œ�����X�_���D�}�•�š���•�š�µ�����v�š�•�����]���U���Z�}�Á���À���Œ�U���(�]�v�����W���Œ�š�]���]�‰���š�]�}�v���W�}�o�]���Ç�������š�}���������Œ�����•�}�v�����o�����Á�]�š�Z��

�ó�ì�X�î�9���•�š���š�]�v�P���š�Z���Ç���^���P�Œ�����_���}�Œ���^�^�š�Œ�}�v�P�o�Ç�����P�Œ�����_���Á�]�š�Z���š�Z�����^�d�Z�]�•���‰�}�o�]���Ç���]�•���Œ�����•�}�v�����o���_���‰�Œ�}�u�‰�š�X 

Table 6.5 Sign Test Results 
�Z���o���š�����r�^���u�‰�o���•���^�]�P�v���d���•�š 

�d�}�š���o���E �ñ�ñ�ð 
�W�}�•�]�Ÿ�À�������]�+���Œ���v�����• �î�ò�ô 
�E���P���Ÿ�À�������]�+���Œ���v�����• �ñ�ñ 
�E�µ�u�����Œ���}�(���d�]���• �î�ï�í 
�^�š���v�����Œ���]�Ì�������d���•�š���^�š���Ÿ�•�Ÿ�� �í�í�X�ó�õ�ò 
���•�Ç�u�‰�š�}�Ÿ�����^�]�P�v�]�.�����v�������~�î�r�•�]���������š���•�š�• �D�X�ì�ì�ì�ì�ì�í 

 
In looking at trends, a little under half of the students felt the exact same about the 

reasonableness of Participation Policy A and Participation Policy B (41.7% of respondents). Of those 

whose opinions shifted, 48.4% of respondents felt more agreement ab�}�µ�š���W�}�o�]���Ç�����[�•���Œ�����•�}�v�����o���v���•�•�X��

�&�µ�Œ�š�Z���Œ�u�}�Œ���U���š�Z�����u�����]���v���•�Z�]�(�š�������(�Œ�}�u���^�E���µ�š�Œ���o�_���(�}�Œ���W�}�o�]���Ç�������š�}���^���P�Œ�����_���Á�]�š�Z���W�}�o�]���Ç���������v�����š�Z�����•�]�P�v���š���•�š��

showed that the shifts in perception were statistically significant.  
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Figure 6.19 Scatterplot of Student Perceptions of Policy Reasonableness 

�d�Z�����•�‰�Œ�����������v�����À���Œ�]���š�Ç���}�(���•�š�µ�����v�š�•�[���‰���Œ�����‰�š�]�}�v�•���]�•�������•�š���À�]���Á�������Á�]�š�Z�������i�]�š�š���Œ�������•�����š�š���Œ���‰�o�}�š�X�����•��

one can see, students who strongly agreed that Participation Policy A was reasonable almost all agreed 

(or strongly agreed) that Participation Policy B was as well. However, students who strongly agreed that 

Policy B was reasonable were much more divided in their perceptions of Policy A, and even students 

who disagreed with the sentiment that Policy A was reasonable often agreed that Policy B was. 

6.4.5.4 Student Perception of Ability to Comply with Participation Policy Guidelines 

�^�š�µ�����v�š�•���Á���Œ�������•�l�������š�}���Œ���•�‰�}�v�����š�}���š�Z�����‰�Œ�}�u�‰�š���^�/�����u�����}�v�(�]�����v�š���š�Z���š���/���Á�}�µ�o���������������o�����š�}�������Œ�v�����š��

�o�����•�š���ð�ì�ì���‰�}�]�v�š�•���}�(���‰���Œ�š�]���]�‰���š�]�}�v�����Œ�����]�š�����Ç���š�Z�������v�����}�(���š�Z�����•���u���•�š���Œ���Á�Z�]�o�����(�}�o�o�}�Á�]�v�P���š�Z�]�•���‰�}�o�]���Ç�X�_���d�Z����

�u�µ�o�š�]�‰�o�������Z�}�]�������}�‰�š�]�}�v�•���•�µ�‰�‰�o�]�������Á���Œ���W���^�/���•�š�Œ�}�v�P�o�Ç�����]�•���P�Œ�����U��I would definitely not be able to earn all the 

�‰�}�]�v�š�•�����Ç���(�}�o�o�}�Á�]�v�P���š�Z�]�•���‰�}�o�]���Ç�U�_���^�/�����]�•���P�Œ�����U���/���Á�}�µ�o�����•�š�Œ�µ�P�P�o�����š�}�������Œ�v�����À���v���ó�ñ�9�����Œ�����]�š���������}�Œ���]�v�P���š�}���š�Z�]�•��

�‰�}�o�]���Ç�U�_���^�/�����u���v���µ�š�Œ���o�U���/�����}�µ�o�����•�µ�������������Á�]�š�Z���i�µ�•�š�������}�µ�š�����v�Ç���‰���Œ�š�]���]�‰���š�]�}�v���‰�}�o�]���Ç�U�_���^�/�����P�Œ�����U���/���Á�}�µ�o�������� able 

�š�}�������Œ�v�����o�o���š�Z�����‰�}�]�v�š�•�U�����µ�š���]�š���u�]�P�Z�š���š���l�����•�]�P�v�]�(�]�����v�š�����(�(�}�Œ�š�U�_�����v�����^�/���•�š�Œ�}�v�P�o�Ç�����P�Œ�����U���/���Á�}�µ�o�����Z���À�����v�}���š�Œ�}�µ���o����

���š�����o�o�������Œ�v�]�v�P�����š���o�����•�š���ð�ì�ì���‰�}�]�v�š�•���(�}�o�o�}�Á�]�v�P���š�Z�]�•���‰�}�o�]���Ç�X�_�� 
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Figure 6.20 Histogram of Student Perceptions of Compliance Confidence 

In responding to Participation Policy A, 61.2% of students felt they would be able to earn full 

�‰���Œ�š�]���]�‰���š�]�}�v�����Œ�����]�š���~�•���o�����š�]�v�P���^���P�Œ�����_���}�Œ���^�^�š�Œ�}�v�P�o�Ç�����P�Œ�����_�•���Á�Z�]�o�����í�ó�X�ô�9���(���o�š���š�Z���Ç���Á�}�µ�o���������(�]�v�]�š���o�Ç���v�}�š��������

able to earn all the points. Even more students were confident in their responses to Participation Policy 

B, though, with 78.3% of students agreeing or strongly agreeing that they would be able to earn at least 

400 points following policy B and only 3.2% feeling they would struggle.  

Table 6.6 Sign Test Results 
�Z���o���š�����r�^���u�‰�o���•���^�]�P�v���d���•�š 

�d�}�š���o���E �ñ�ñ�í 
�W�}�•�]�Ÿ�À�������]�+���Œ���v�����• �î�î�ì 
�E���P���Ÿ�À�������]�+���Œ���v�����• �ñ�ñ 
�E�µ�u�����Œ���}�(���d�]���• �î�ó�ò 
�^�š���v�����Œ���]�Ì�������d���•�š���^�š���Ÿ�•�Ÿ�� �õ�X�ô�õ�ì 
���•�Ç�u�‰�š�}�Ÿ�����^�]�P�v�]�.�����v�������~�î�r�•�]���������š���•�š�• �D�X�ì�ì�ì�ì�ì�í 

 
Further, when analyzed with a sign test, student responses either remained consistent (50%) or 

shifted positively (39.9%) from Policy A to B. Only 10.1% of students were less confident in their ability 

to succeed under Policy B. The sign test indicates that this is a statistically significant difference.  
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Figure 6.21 Scatterplot of Student Perceptions of Compliance Confidence 

As the jittered scatterplot displays, very few students lacked confidence in their ability to 

succeed under Policy B; however, those who lacked confidence in their ability to succeed under Policy B 

also lacked confidence in their ability to succeed under Policy A. Conversely, students who were 

confident in their ability to succeed under Policy A were also confident in their ability to succeed under 

Policy B. Further, students who lacked confidence in their ability to succeed under Policy A often felt 

more c�}�v�(�]�����v�š���µ�v�����Œ���W�}�o�]���Ç�����X���/�v�š���Œ���•�š�]�v�P�o�Ç�U���•�š�µ�����v�š�•�[���‰���Œ�����‰�š�]�}�v�•��almost never shifted so negatively as 

to indicate a certainty of failure under Policy B �t in fact, only three students asserted they would be 

unable to earn passing marks under Policy B.  

6.4.5.5 Student Perception of Importance of Participation Flexibility 

�^�š�µ�����v�š�•���Á���Œ�������•�l�������š�}���Œ���•�‰�}�v�����š�}���š�Z�����‹�µ���•�š�]�}�v���^�,�}�Á���]�u�‰�}�Œ�š���v�š���]�•���]�š���š�}��you for there to be 

participation opportunities beyond in-���o���•�•�����]�•���µ�•�•�]�}�v�M�_���t�]�š�Z���š�Z�����}�‰�š�]�}�v�•���^�/�š���]�•���}�(�(���v�•�]�À�����š�}���u���U���š�Z���Œ����

�•�Z�}�µ�o�����v�}�š���������}�š�Z���Œ���(�}�Œ�u�•���}�(���‰���Œ�š�]���]�‰���š�]�}�v�U�_���^�/�š���]�•���v�}�š���]�u�‰�}�Œ�š���v�š���š�}���u���U�����µ�š���/�����}�v�[�š���o�]�l�����}�š�Z���Œ���(�}�Œ�u�•���}�(��

�‰���Œ�š�]���]�‰���š�]�}�v�U�_���^�/�����}�v�[�š�������Œ�������]�š�Z���Œ���Á���Ç���]�(���š�Z���Œ�������Œ�����}�š�Z���Œ���(�}�Œ�u�•���}�(���‰���Œ�š�]���]�‰���š�]�}�v�U�_���^�/�š���]�•���]�u�‰�}�Œ�š���v�š���š�}���u���U���/��

�Á�]�o�o���µ�•���������u�]�Æ���}�(���‰���Œ�š�]���]�‰���š�]�}�v���}�‰�‰�}�Œ�š�µ�v�]�š�]���•�U�_�����v�����^�/�š���]�•���À���Œ�Ç���]�u�‰�}�Œ�š���v�š���š�}���u���U���/���Á�]�o�o���Œ���o�Ç���u�}�Œ�����}�v��

participation opportunities beyond in-���o���•�•�����]�•���µ�•�•�]�}�v�•�X�_�� 
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Figure 6.22 Student Perception of Participation Out of Class 

Generally, students viewed having opportunities to participate beyond verbal discussions in 

class to be important with 68.3% saying it was either important or very important to them personally. 

This indicated that students value options, not from an accessibility standpoint, but to meet their own 

needs.  

Table 6.7 Chi-Square Test Results 

 
�t�Z���v���•�š�µ�����v�š�•�[�����Z�}�]�����•���(�}�Œ���š�Z�]�•���‹�µ���•�š�]�}�v���Á���Œ�������}�u�‰���Œ�������š�}���š�Z���]�Œ���µ�o�š�]�u���š�������Z�}�]�������]�v���‰�}�o�]���Ç��

preference (Policy A or Policy B), some interesting trends appeared. Understandably, those who 

considered alternative means of participation to be important or very important were most likely to 

�‰�Œ���(���Œ���W���Œ�š�]���]�‰���š�]�}�v���W�}�o�]���Ç�������Á�]�š�Z���ô�ð�X�ó�9���}�(���š�Z�����•�š�µ�����v�š�•���Á�Z�}���•���o�����š�������^�/�u�‰�}�Œ�š���v�š�_���}�Œ���^�s���Œ�Ç���/�u�‰�}�Œ�š���v�š�_��

also selecting Policy B. Similarly, those who considered alternative means of participation to be 

offensive or unimportant were most likely to choose Participation Policy A, and did so at a higher rate 

than randomness would have resulted in, as indicated by the statistically significant chi-square test 

result.  

Curiously, the preference for Participation Policy A by those who viewed alternative means of 

participation to be unimportant or offensive was still a lower rate than I expected. 60.9% of students 

�W�����Œ�•�}�v�[�•�����Z�]�r�^�‹�µ���Œ�����d���•�š���}�(���/�v�����‰���v�����v���� 
�E�A �s���o�µ�� �����P�Œ�����•���}�(���&�Œ�������}�u ���•�Ç�u�‰�š�}�Ÿ�����^�]�P�v�]�.�����v�������~�î�r�^�]�������• 
�ñ�ð�ð �ò�î�X�ï�ô�ò �ð �D�X�ì�ì�ì�ì�ì�í 

�í�������o�o���~�í�ì�X�ì�9�•���Z���������Æ�‰�����š���������}�µ�v�š�•���o���•�•���š�Z���v���ñ�X���d�Z�����u�]�v�]�u�µ�u�����Æ�‰�����š���������}�µ�v�š���Á���•���í�X�ò�ò�X���d�Z�]�•���(���o�o�•��
�]�v���o�]�v�����Á�]�š�Z�����������‰�š�����o�������}�v���]�Ÿ�}�v�•�X 
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who indicated participation other than discussion was unimportant or offensive preferred Participation 

Policy A. This was much lower than I expected given the stark contrast between preference for those 

who found alternative participation options to be important or very important.  Similarly, those students 

who were neutral about participation beyond discussion chose Participation Policy B in 65.1% of cases, 

significantly higher than a neutral fifty-fifty split one might expect.  

�/���Á�}�µ�o�������•�•���Œ�š���š�Z���š���š�Z�]�•���‰�Œ���(���Œ���v�������(�}�Œ���W���Œ�š�]���]�‰���š�]�}�v���W�}�o�]���Ç�������Œ���o���š���•���š�}���•�š�µ�����v�š�•�[���µ�v�����Œ�•�š���v���]�v�P��

of their peers. Even students who personally prefer verbal discussion understand that many of their 

peers would rather face the villain of their least favorite television show than talk in class. Consequently, 

even students who would choose for their participation to be focused on in-class discussion are open to 

there being alternative options for those who do not share that preference. 

6.4.5.6 Student Participation Policy Preferences Along Demographics 

�d�Z���Œ�����Á���Œ�����v�}���•�š���š�]�•�š�]�����o�o�Ç���•�]�P�v�]�(�]�����v�š���]�v�š���Œ�����š�]�}�v�•�������š�Á�����v���•�š�µ�����v�š�������u�}�P�Œ���‰�Z�]���•�����v�����•�š�µ�����v�š�•�[��

preferences for a specific participation policy. In all demographics, Participation Policy B was preferred 

in about 75% of responses. When it came to student majors, preference for Participation Policy B got as 

high as 88% for social sciences majors and as low as 67% for natural sciences majors; however, again, 

�Œ���u���]�v�]�v�P���Á���o�o���]�v�š�}���š�Z�����u���i�}�Œ�]�š�Ç�X���^�]�u�]�o���Œ�o�Ç�U���•�š�µ�����v�š�•���Á�Z�}���]�����v�š�]�(�]���������v�����•�]���v���o���v�P�µ���P�����}�Œ�����v���^�}�š�Z���Œ�_��

language as their native language were less open to Participation Policy B than average (preferring it 

only in 63.2% and 58.3% of responses respectively) while students who identified Spanish as their native 

language preferred Participation Policy B in almos�š���ô�ì�9���}�(���Œ���•�‰�}�v�•���•�X���d�Z�����]�v�š���Œ�����š�]�}�v�������š�Á�����v���•�š�µ�����v�š�•�[��

native language and participation policy preference did approach statistical significance, so may be 

worth exploring further. It is likely that preference for participation comes down to comfort in the 

classroom and the potential need for alternative participation methods to balance absences.  
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6.4.5.7 Student Comments 

6.4.5.7.1 Reasons for Choosing Participation Policy A 

Of the students who selected Participation Policy A as their preference, 86 wrote in explanations 

�}�(���Á�Z�Ç�X���K�(���š�Z���•���U���•�š�µ�����v�š�•���‰�Œ���(���Œ�Œ�������W�}�o�]���Ç���������������µ�•�����]�š���Á���•���•�]�u�‰�o���Œ���~�î�õ�X�í�9���}�(�����}�u�u���v�š�•�•�U�����]���v�[�š���]�v�À�}�o�À����

work outside of class (22.1% of comments), or was more in line with their personal preference (11.6% of 

���}�u�u���v�š�•�•�X���K�v�����•�š�µ�����v�š���Á�Œ�}�š���U���(�}�Œ�����Æ���u�‰�o���U���^���������µ�•�����]�š���]�•���•�]�u�‰�o�������v�������À���Œ�Ç���}���Ç���Z���•���š�Z�������Z���v�������š�}��

�‰���Œ�š�]���]�‰���š�����]�v�����o���•�•�_���~�^�µ�Œ�À���Ç���ï�ñ�í�•�X���^�]�u�]�o���Œ�o�Ç�U�����v�}�š�Z���Œ���•�š�µ�����v�š���Á�Œ�}�š�����^�]�š�[�•���u�}�Œ�����‰���Œ�š�]���]�‰���š�]�}�v���]�v�����o���•�•���Œ���š�Z��r 

�š�Z���v���}�µ�š�•�]�����_���~�^�µ�Œ�À���Ç���ï�í�í�•�X���t�Z�]�o�����]�š���Á���•���u�Ç���]�v�š���v�š�]�}�v���š�Z���š���}�µ�š�•�]����-of-class participation opportunities 

would be predominantly optional and supplemental, this intent needs to be made clearer in the policy. 

 
Figure 6.23 Wordcloud of Student Comments 

6.4.5.7.2 Reasons for Choosing Participation Policy B 

Of the students who preferred Participation Policy B, 347 students wrote comments explaining 

their preference. Of these, the overwhelming majority (72% of comments) preferred Participation Policy 

B because it provided multiple options for students to choose from to gain participation credit. For 

instance, one student explained, �^�/���o�]�l�����š�Z�����•�����}�v�����}�‰�š�]�}�v�����������µ�•�����]�š���P�]�À���•���Ç�}�µ���}�‰�š�]�}�v�•���š�}�����Z�}�}�•�����(�Œ�}�u���•�}��

�Ç�}�µ�������v���‰���Œ�š�]���]�‰���š���U���Ç�}�µ�����Œ���������o�����š�}�����Z�}�}�•�����Á�Z���š���u���l���•���Ç�}�µ���u�}�Œ�������}�u�(�}�Œ�š�����o���_���~�^�µ�Œ�À���Ç���ñ�ì�î�•�X��

Additionally, many students specified that they liked having options that did not require speaking in 

���o���•�•�X���K�v�����•�š�µ�����v�š���Á�Œ�}�š���U���(�}�Œ�����Æ���u�‰�o���U���^���o�š���Œ�v���š�]�À�����Á���Ç�•���}�(���‰���Œ�š�]���]�‰���š�]�v�P�����Œ�����P�}�}�����(�}�Œ���‰���}�‰�o�����Á�Z�}�����}�v�[�š��
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�•�‰�����l���]�v�����o���•�•���u�µ���Z�_���~�^�µ�Œ�À���Ç���î�í�ò�•�X�����v�}�š�Z���Œ�����Æ�‰�o���]�v�����U���^���������µ�•�����]�š���P�]�À���•�����v���}�‰�š�]�}�v���(�}�Œ���š�Z�}�•�����Á�Z�}�����}�v�[�š��

�o�]�l�����•�‰�����l�]�v�P���]�v�����o���•�•���š�}���•�š�]�o�o���‰���Œ�š�]���]�‰���š���X���/�����}�v�[�š���o�]�l�����‰���Œ�š�]���]�‰���š�]�}�v���š�}���������u�}�Œ�����š�Z���v���î�ì�9���}�(���u�Ç���P�Œ�������U�����µ�š���]�(��

given an option to email or online discussion boards, I think it more fair to have participation 40% of the 

�P�Œ�������_���~�^�µ�Œ�À���Ç���í�ó�ñ�•�X���/�v�š���Œ���•�š�]�v�P�o�Ç�U���}�v�����•�š�µ�����v�š���(���o�š���v�}�š���Œ���‹�µ�]�Œ�]�v�P���•�‰�������Z���u���Ç�������š�µ���o�o�Ç���u���l�����•�š�µ�����v�š�•��

�u�}�Œ�����o�]�l���o�Ç���š�}���š���o�l�X���d�Z�����•�š�µ�����v�š�����Æ�‰�o���]�v�������š�Z���š���Z���À�]�v�P���}�‰�š�]�}�v�•���^�š���l���•���}�(�(���‰�Œ���•�•�µ�Œ�������v�������vxiety which can 

make them more comfortable and even maybe more comfortable to speak in class when they know 

�š�Z���Ç�����Œ���������]�v�P���•�µ�‰�‰�}�Œ�š�������Á�]�š�Z���}�š�Z���Œ���}�‰�š�]�}�v�•�_���~�^�µ�Œ�À���Ç���ó�í�•�X�� 

Along these lines, very many students explained that they preferred Participation Policy B 

���������µ�•�����]�š���Á���•���u�}�Œ�����������}�u�u�}�����š�]�v�P�U�����]�š�Z���Œ���(�}�Œ���š�Z���]�Œ���v�������•���}�Œ���}�š�Z���Œ�•�[���~�í�ó�X�ò�9���}�(�����}�u�u���v�š�•�•�X���K�v����

�•�š�µ�����v�š�U���(�}�Œ�����Æ���u�‰�o���U�����Æ�‰�o���]�v�������^���•���•�}�u���}�v�����Á�]�š�Z�����l�u�µ�o�š�]�‰�o�����u���v�š���o�����]�•��bilities, having alternatives for 

���•�•�]�P�v�u���v�š�•�����Œ���•�š�]�����o�o�Ç���Œ�����µ�����•���•�š�Œ���•�•���(�}�Œ���u���_���~�^�µ�Œ�À���Ç���ñ�í�ì�•�X���d�Z�����•�š�µ�����v�š���(�Œ�}�u���•�µ�Œ�À���Ç���î�ñ�ï���š�]������

�������}�u�u�}�����š�]�}�v���š�}�����‹�µ���o�]�š�Ç�U���Á�Œ�]�š�]�v�P���^�€�W�}�o�]���Ç�����•���������}�u�u�}�����š���•�����À���Œ�Ç�}�v���������•�������}�v���Á�Z���š���š�Z���Ç���(�����o���u�}�•�š��

comfortable with. Everyone has �����u�}�Œ�������‹�µ���o�����Z���v�������}�(���•�µ�������•�•�X�_�� 

���•���Z�}�����Œ�š���d���o�����Œ�š�U�������‰�Œ�}�(���•�•�}�Œ���}�(���u���š�Z���u���š�]���•�U�����Æ�‰�o���]�v�����U���^�]�š�[�•���v�}�š���(���]�Œ���š�}���‰�µ�š�����š�š���v�����v�������}�v���š�Z����

�•���u�����o���À���o�����•�������š�µ���o�����•�•���•�•�u���v�š�•���}�(���o�����Œ�v�]�v�P�_���~�‹�š���X���]�v�����[���P�}�•�š�]�v�}�•�X���D���v�Ç���•�š�µ�����v�š�•���•�����ued to agree with 

this perspective, explaining that they appreciated options for participation outside of class (11.2% of 

���}�u�u���v�š�•�•�X���K�v�����•�š�µ�����v�š���Á�Œ�}�š���U���^���������µ�•�����/���Á�}�v�[�š�������������o�����š�}���P���š���š�}�����o���•�•���•�}�u���š�]�u���•�����v�����]�š���]�•���P�}�}�����š�}��

�l�v�}�Á���Ç�}�µ���Z���À�����}�š�Z���Œ���Á���Ç�•���}�(���P���š�š�]�v�P�����Œ�����]�š���}�š�Z���Œ���š�Z���v���i�µ�•�š���P�}�]�v�P���š�}�����o���•�•�_���~�^�µ�Œ�À���Ç���î�ò�õ�•�X�����v�}�š�Z���Œ��

explained t�Z���š���W�}�o�]���Ç�������‰�Œ�}�À�]�����•���^�u�}�Œ�����(�o���Æ�]���]�o�]�š�Ç���(�}�Œ���š�Z�}�•�����}�(���µ�•���Á�]�š�Z���i�}���•�_���~�^�µ�Œ�À���Ç���í�í�ï�•�X�� 

One of the biggest challenges with grading participation is the subjectivity associated with 

assigning a grade to verbal participation. As Bean and Peterson explained, �^�u�}�•�š���‰�Œ�}�(���•�•�}�Œ�•�������š���Œ�u�]�v����

participation grades impressionistically using class participation largely as a fudge factor in computing 

�(�]�v���o�����}�µ�Œ�•�����P�Œ�������•�X�_���^�š�µ�����v�š�•��notice this subjectivity and, as Czekanski and Wolf note, question 

instructor objectivity (2). When presented with a participation policy which prioritized deliverables, 
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several students commented on the potential to shift assessments of participation to more objective 

�u�����•�µ�Œ���•�X���K���•���Œ�À�]�v�P�U���(�}�Œ���]�v�•�š���v�����U���^�����Z���•���u�}�Œ�����š���v�P�]���o�������Œ�]�š���Œ�]�����š�Z���v���‰�Œ�}�(���•�•�}�Œ���}���•���Œ�À���š�]�}�v�_���~�^�µ�Œ�À���Ç��

�ï�ò�•�X�����v�}�š�Z���Œ���•�]�u�‰�o�Ç���•�š���š�����U���W�}�o�]���Ç�������]�•���^�u�}�Œ�����}���i�����š�]�À�� ���v�����‰�Œ�����š�]�����o�_���~�^�µ�Œ�À���Ç���ð�ô�î�•�X�� 

 
Figure 6.24 Wordcloud of Student Comments 

6.4.6 Analysis 

A majority of students preferred Participation Policy B. While students were conflicted about 

having a participation policy worth 40% of their overall grade, they were more comfortable with this 

structure for Policy B. Similarly, although most students felt they would be able to earn full credit for 

both policies, the majority were more confident in their ability to adhere to Policy B. Interestingly, 

students were less in agreement about the reasonableness of Policy A, with a great many expressing 

neutrality and disagreement. Alternatively, a significant majority of students found Participation Policy B 

to be reasonable because of the wider array of opportunities it provided.  

�d�Z�]�•���]�•���Œ���(�o�����š�����U�����•���Á���o�o�U���]�v���•�š�µ�����v�š�•�[�����}�u�u���v�š�•�X���^���À���Œ���o���•�š�µ�����v�š�•�����Æ�‰�o�]���]�š�o�Ç���•�š���š�������š�Z���š��

�W���Œ�š�]���]�‰���š�]�}�v���W�}�o�]���Ç�������Á���•���Œ�����•�}�v�����o���V���š�Z�����•�š�µ�����v�š���(�Œ�}�u���•�µ�Œ�À���Ç���í�ô�ó�U���(�}�Œ�����Æ���u�‰�o���U���•�]�u�‰�o�Ç���Á�Œ�}�š�����^�/�š�[�•���u�}�Œ����

�Œ�����•�}�v�����o���_�����•���š�Z�������Æ�‰�o���v���š�]�}�v���(�}�Œ���š�Z���]�Œ���‰�Œ���(���Œ���v�������(�}�Œ���W�}�o�]cy B. However, most students explained their 

preferences more thoroughly.  

Interestingly, there are some intriguing differences in perception and priority between those 

students who preferred Participation Policy A and those who preferred Participation Policy B. While 
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several students in both groups felt Participation Policy B was more accommodating, students who 

preferred Policy A viewed that as a negative feature. The student for survey 295, for example, felt 

accommodating participation options should be limited to those with legal accommodations and wrote 

�^�K�‰�š�]�}�v�������•�����u�•���o�]�l�������v���������}�u�u�}�����š�]�}�v���š�}���‰���}�‰�o�����Á�]�š�Z���^�•�}���]���o�����v�Æ�]���š�Ç�_���]�š���•�Z�}�µ�o�����v�}�š�����������À���]�o�����o�����š�}�����o�o��

�•�š�µ�����v�š�•�X�_���t�Z�]�o�����š�Z�]�•���‰���Œ�����‰�š�]�}�v���u���Ç�����������}�u�]�v�P���(�Œ�}�u�������P�}�}�����‰�o�������U���]�š���~�µ�v�����Œ�•�š���v�������o�Ç�•�����}���•�v�[�š���š���l�����]�v�š�}��

account how difficult it is to get accommodations, especially for something as ambiguous as anxiety.  

Further, even more students selected Participation Policy A because they ���]���v�[�š���o�]�l����how 

�������}�u�u�}�����š�]�v�P���W���Œ�š�]���]�‰���š�]�}�v���W�}�o�]���Ç�������Á���•�X���/�v���}�v���������•���U�������•�š�µ�����v�š���Á�Œ�}�š�����^�/���(�����o�����o���•�•���•���•�Z�}�µ�o�����•�Z�Ç�����Á���Ç��

�(�Œ�}�u�����•�•�]�P�v�]�v�P���������µ�v���Z���}�(���Á�}�Œ�l���i�µ�•�š�����������µ�•�����]�š���u���Ç���Z���o�‰���}�v�����•�š�µ�����v�š���µ�v�����Œ�•�š���v�����u�}�Œ���_���~�^�µ�Œ�À���Ç���ï�ì�õ�•�X��

���v�}�š�Z���Œ�����Æ�‰�o���]�v�����U���^�/�����o�•�}���u���l�����š�Z�������(�(�}�Œ�š���š�}�����š�š��nd every class and ask & answer questions, so this 

�‰�}�o�]���Ç���Á�}�Œ�l�•���(�}�Œ���u���_���~�^�µ�Œ�À���Ç���î�õ�•�X���^�]�u�]�o���Œ�o�Ç�U�������•�š�µ�����v�š���Á�Œ�}�š�����^�/���Œ�����}�P�v�]�Ì�����š�Z���š���•�}�u�����•�š�µ�����v�š�•���Á���v�š���š�}��

have other ways to participate. I see how that could be useful, but I like in-���o���•�•�����]�•���µ�•�•�]�}�v�_���~�^�µ�Œ�À���Ç��

289). Preference based on exclusion may tie into entitlement here or may simply be a preference for 

less physical work for themselves whether the variety would benefit others or not.  

Alternatively, those who preferred Participation Policy B often mentioned how beneficial having 

accommodating options would be. While some students expressed this was important specifically 

because they needed the accommodations, many others focused on how it could help others. For 

���Æ���u�‰�o���U���}�v�����•�š�µ�����v�š���Á�Œ�}�š���U���^���o�š�Z�}�µ�P�Z���]�š���Á�}�µ�o���v�[�š���‰���Œ�•�}�v���o�o�Ç�����(�(�����š���u���U���]�š�[�•�����o�Á���Ç�•���v�]�������š�}���Z���À�����}�‰�š�]�}�v�•��

���v�������o�•�}���(�}�Œ���}�š�Z���Œ�•���Á�Z�}�����Œ���v�[�š�����•���À�}�����o�_���~�^�µ�Œ�À���Ç���õ�ó�•�X�����v�}�š�Z���Œ���•�š�µ�����v�š�U��after explaining that their 

���]�•�����]�o�]�š�]���•���^�u���l�����]�š���Z���Œ�����š�}���•�Z�}�Á���Œ�����v�����š���l�����u�����•�����À���Œ�Ç�������Ç�U���o���š�����o�}�v�����������]�v�����o���•�•�U�_�����Æ�‰�o���]�v�������š�Z���š��

�^�^�š�Œ�]���š�����š�š���v�����v�������u���l���•�����}�o�o���P�����]�v���������•�•�]���o���X���'�^�h�[�•���Á�Z�����o���Z���]�Œ�����������•�•�]���]�o�]�š�Ç���]�•�������‰�Œ���À�����U�����v�������•��

someone with wheelchair-user friends and family, I want them to be able to get deg�Œ�����•�U���š�}�}�_���~�^�µ�Œ�À���Ç��

75).  
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Ultimately, the majority of students preferred Participation Policy B. They found the policy more 

accommodating and more likely to encourage their own engagement as well as that of their peers. As 

Dallimore, Hertenstein, and Platt observed�U���^���Œ�����š�]�v�P�������•�µ�‰�‰�}�Œ�š�]�À�������o���•�•�Œ�}�}�u�����v�À�]�Œ�}�v�u���v�š�U�����v����

���(�(�]�Œ�u�]�v�P���•�š�µ�����v�š�����}�v�š�Œ�]���µ�š�]�}�v�•�_���~�í�ì�ó�•���]�v���Œ�����•���•�����v�P���P���u���v�š�����v�����‰���Œ�š�]���]�‰���š�]�}�v�V���•�š�µ�����v�š�•���u���������•�]�u�]�o���Œ��

assertions in their comments, expressing that having options made them more comfortable and made 

them feel like the inst�Œ�µ���š�}�Œ���Á���•���u�}�Œ�����µ�v�����Œ�•�š���v���]�v�P�����v�����Á���v�š�������^�š�}���Z���o�‰���Ç�}�µ���•�µ�����������_���~�^�µ�Œ�À���Ç���ñ�ï�ï�•�X�� 

Once again, student preferences were strongly tied to flexibility, autonomy, and perceptions of 

the instructor. In this instance, however, students were also more aware of accommodations and the 

variety of student realities impacted by having options. In choosing Participation Policy B, students 

valued options beyond speaking to earn participation, more objective measures of participation, and the 

comfort of knowing their needs and comfort were accounted for. Student comments indicate that this 

greater awareness of accommodation needs result from the shared experience of discomfort with 

�š�Œ�����]�š�]�}�v���o�U���À���Œ�����o���‰���Œ�š�]���]�‰���š�]�}�v���]�v�����o���•�•�X�����o���•�•�u���š���•�[���(�����o�]�v�P�•���}�v���š�Œ�����]�š�]�}�v���o���‰���Œ�š�]���]�‰���š�]�}�v�����Œ�������o�•�}���}�(�š���v��

easier to see than other challenges �~�•�š�µ�š�š���Œ�]�v�P�U���•�Z�]�(�š�Ç�U�����}�v�[�š-call-on-me lack of eye contact, slumping in 

seats, etc.). Contrarily, many students never learn why their classmate missed a class or needed to use a 

computer, �•�}���]�š�[�•�������•�]���Œ���š�}���u�]�•�]�v�š���Œ�‰�Œ���š���]�v�š���v�š���}�Œ���]�P�v�}�Œ�������v�š�]�Œ���o�Ç�U but when they can physically see the 

discomfort their classmates feel when cold-called and can empathize with it from their own experiences, 

they understand and advocate for understanding from the instructor (to be demonstrated in policy).  

6.5 Accessibility Policy 

6.5.1 Background 

Accessibility policies are designed to provide students with information about how to access 

accommodations at the university. As explored in chapter one, there are a variety of accommodations 

available at most universities; however, these resources are limited to specific students (those with 

disabilities) and, often, the details for how to successfully achieve accommodations are unclear. 
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Consequently, even many students with diagnosed disabilities may be unable to successfully get the 

accommodations they need.  

That said, access to accommodations is a legally protected right for students with diagnosed 

disabilities. Consequently, there are also legal requirements around the availability of information about 

accommodations. The result of these requirements is the inclusion of an accessibility statement in the 

syllabus for all courses. Many researchers in the field of disability studies or who examine syllabus 

structure and content discuss the necessary inclusion of this information (for example, Afros and 

Schryer; Orr and Bachman Hammig; Parkes and Harris; Rocco and Collins; Strimel and Northrup; and 

Tincani). In fact, when discussing necessary syllabus content, an accessibility statement is one of the 

most noted policies.  

Having an accessibility policy is a forward step in access.58 �d�]�v�����v�]�U���(�}�Œ�����Æ���u�‰�o���U���^�]�����v�š�]�(�]�������š�Z����

inclusion of a disability/accommodation statement on course syllabi as one of the top ten strategies 

���À���]�o�����o�����š�}���]�v�•�š�Œ�µ���š�}�Œ�•���š�}���]�u�‰�Œ�}�À�����}�µ�š���}�u���•���(�}�Œ�����}�o�o���P�����•�š�µ�����v�š�•���Á�]�š�Z�����]�•�����]�o�]�š�]���•�_���~�‹�š���X���]�v���^�š�Œ�]�u���o��and 

Northrup 57). These policies not only provide necessary information, but also help students with 

disabilities feel connected to their classes and possibly to their instructors, building a sense of 

community. Unfortunately, perhaps in deference to the legal requirement of an accessibility statement 

�}�Œ�����•�������Œ���•�µ�o�š���}�(���]�v�•�š�Œ�µ���š�}�Œ�•�[���}�(�š���v���o�]�u�]�š�������l�v�}�Á�o�����P�����}�(���������}�u�u�}�����š�]�}�v�•���‰�Œ�}�����•�•���•�U���������}�u�u�}�����š�]�}�v�•��

policies communicated to students are often very short, limited in scope, and generally unhelpful.  

Many instructors rely on boilerplate templates for the content of their accessibility policies. 

However, even with templates often available, published policies are often incorrect. In a study 

conducted by Strimel and Northrup, they found less than half (39.7%) of the syllabi they analyzed 

 
58 However, this general consensus of the importance of the policy does not automatically translate to its 
guaranteed inclusion. Strimel and Northrup, for example, reported on a study done by Broadbent and colleagues in 
�î�ì�ì�ò�U���•�š���š�]�v�P���š�Z���š���š�Z�����•�š�µ���Ç���^���}�v���o�µ����d that only 30% of selected syllabi included a disability/accommodation 
�•�š���š���u���v�š�U�������u�}�v�•�š�Œ���š�]�v�P�������•�]�P�v�]�(�]�����v�š���µ�v���Á���Œ���v���•�•���}�(�����]�•�����]�o�]�š�Ç���•���Œ�À�]�����•���}�v���š�Z���]�Œ�������u�‰�µ�•�_���~�ñ�ó�•�X���,�}�Á���À���Œ�U�����š���'�^�h�U��
an accessibility statement is a required component of syllabi. 
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�^���}�v�š���]�v���������}�u�‰�o���š���o�Ç���������µ�Œ���š�����]�v�(�}�Œ�u���š�]�}�v���(�}�Œ�����}�š�Z���������}�u�u�}�����š�]�}�v-related procedures and how to 

���}�v�š�����š���š�Z���������u�‰�µ�•�[�����]�•�����]�o�]�š�Ç���•���Œ�À�]�����•�_���~�ò�ì�•�X���t�Z�]�o�����š�Z���]�Œ���•�š�µ���Ç���Z�������•�}�u�����(�o���Á�•�����v���������•�u���o�o���•���u�‰�o�����•�]�Ì���U��

the limited functionality of traditional accessibility policies is well established; consequently, many 

students either never learn that they are eligible for accommodations or give up in attempting to get the 

accommodations they need.59 Consequently, accessibility statements are among the classroom policies 

most able to benefit from revision and personalization.  

6.5.2 Reasoning for Traditional Accessibility Policy A 

In formatting the traditional Accessibility Policy A,60 I looked to the boilerplate accessibility 

statements used or recommended by universities. These policies often have a great deal in common: 

they are short, include a link to the relevant university department, and involve legalistic language. 

Many also use language that others the students in question or brings their placement in the classroom 

into question. Bates College, for example, explains: 

�d�Ç�‰�]�����o���^���]�•�����]�o�]�š�Ç�_���}�Œ���^�������}�u�u�}�����š�]�}�v�_���•�š���š���u���v�š�•�W���•�]�v�P�o�����}�µ�š���•�š�µ�����v�š�•���Á�]�š�Z�����]�•�����]�o�]�š�]���•�U��

�‰�Œ�}�À�]�������]�v�(�}�Œ�u���š�]�}�v���(�}�Œ���Z�}�Á���š�Z���Ç�������v���Œ���‹�µ���•�š���o���P���o���������}�u�u�}�����š�]�}�v�•�U�����v�����Œ���(���Œ���v�������������}�o�o���P���[�•��

legal obligations but not much beyond that. Use language that focuses on limitations caused by 

a disability as opposed to barriers encountered in course design or requirements. Presume the 

Accessible Education office must always be involved. 

Smyser-�&���µ���o���U�����À���v���(�µ�Œ�š�Z���Œ�U�����]�•���µ�•�•���•�������(�����µ�o�š�Ç���&���Y�����}���µ�u���v�š���Á�Z�]���Z���]�v�•�š�Œ�µ���š�•���(�����µ�o�š�Ç���^�^�]�(�������•�š�µ�����v�š��

does not have a Disability Concerns ID card and claims to have a disability: do NOT provide any 

�������}�u�u�}�����š�]�}�v�X�_���/�v�•�š�������U���(�����µ�o�š�Ç�����Œ�����]�v�•�š�Œ�µ���š�������š�}���^�Œ���(���Œ���š�Z�����•�š�µ�����v�š���š�}�����]�•�����]�o�]�š�Ç�����}�v�����Œ�v�•�U�_���Á�Z���Œ�����š�Z����

�}�(�(�]�����������v�����}�o�o�����š���š�Z�����^���‰�‰�Œ�}�‰�Œ�]���š�������}���µ�u���v�š���š�]�}�v���š�}���À���Œ�]�(�Ç�����v�š�]�š�o���u���v�š���š�}���������}�u�u�}�����š�]�}�v�_�_���~�ô�ì�•�X���/�v��

this case, faculty are specifically instructed to not provide assistance.  

 
59 See Chapter Two for a more in-depth overview of why students give up on seeking accommodations or refer to 
the Dolmage or Hitt texts for thorough discussions on the the topic. 
60���^���������‰�‰���v���]�Æ�������(�}�Œ���š�Z�����•�‰�����]�.�����‰�}�o�]���]���•���‰�Œ���•���v�š�������š�}���•�š�µ�����v�š�•�X 
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�/�v�����v�}�š�Z���Œ�����Æ���u�‰�o���U�����}�Œ�v���o�o���h�v�]�À���Œ�•�]�š�Ç�[�•���Œ�����}�u�u���v���������•�Ç�o�o�����µ�•���•�š���š���u���v�š���•�š���š���•, �^�z�}�µ�Œ�����������•�•��

in this course is important to me. Please request your accommodation letter early in the semester, or as 

soon as you become registered with SDS, so that we have adequate time to arrange your approved 

�����������u�]�����������}�u�u�}�����š�]�}�v�•�X�_���d�Z�����‰�}�o�]���Ç���P�}���•��on to list related responsibilities of the student. For 

���Æ���u�‰�o���U���^�/�š���]�•���Ç�}�µ�Œ���Œ���•�‰�}�v�•�]���]�o�]�š�Ç���š�}�����o�•�}�����u���]�o���Ç�}�µ�Œ���������}�u�u�}�����š�]�}�v���o���š�š���Œ���š�}���€�]�v�•���Œ�š���v���u�������v�����š�]�š�o���•�U�_��

�^�/�(���Ç�}�µ�����Œ�������‰�‰�Œoved for exam accommodations, please consult with [me, TA, course staff, etc.] at least 

�š�Á�}���Á�����l�•�������(�}�Œ�����š�Z�����•���Z�����µ�o���������Æ���u�������š�����š�}�����}�v�(�]�Œ�u���š�Z�����š���•�š�]�v�P�����Œ�Œ���v�P���u���v�š�•�_�����v�����^�/�(���Ç�}�µ�����Æ�‰���Œ�]���v������

���v�Ç�����������•�•�������Œ�Œ�]���Œ�•���]�v���š�Z�]�•�����}�µ�Œ�•�����€�Y�•���Œ�������Z���}�µ�š���š�}���u�����}�Œ���^���^���Œ�]�P�Z�š ���Á���Ç�X�_���t�Z�]�o�����š�Z�]�•���‰�}�o�]���Ç���]�•���u�}�Œ����

inclusive than many, note how every step of the process, even after accommodations have been 

awarded, relies on the disabled student reaching out, checking in, and relying on others to agree to and 

provide alterations to the course design.    

More traditionally, Woodland Community College provides instructors with a list of potential 

�^�•�š���š���u���v�š�•���(�}�Œ���������}�u�u�}�����š�]�v�P���•�š�µ�����v�š�•���Á�]�š�Z�����]�•�����]�o�]�š�]���•�X�_�����o�o���}�(���š�Z���u�����Œ�����(�}�µ�Œ���o�]�v���•���}�(���š���Æ�š���}�Œ���o���•�•�����v����

���]�Œ�����š���•�š�µ�����v�š�•���š�}���^�d�Z���������‰���Œ�š�u���v�š���}�(���^�µ�‰�‰�}�Œ�š�]�À�����W�Œ�}�P�Œ���u�• ���v�����^���Œ�À�]�����•�_���(�}�Œ�����•�•�]�•�š���v�����X���d�Z�����(�]�Œ�•�š��

�•�µ�P�P���•�š�������‰�}�o�]���Ç���•�]�u�‰�o�Ç���•�š���š���•�U���^�d�Z�������}�o�o���P�����Á�]�o�o���u���l�����Œ�����•�}�v�����o�����������}�u�u�}�����š�]�}�v�•���(�}�Œ���‰���Œ�•�}�v�•���Á�]�š�Z��

documented disabilities. Students should contact the Department of Supportive Programs and Services 

(DSPS) for assist���v�������Á�]�š�Z���������}�u�u�}�����š�]�}�v�•�X�_���E�}�š���U���š�Z�]�•���‰�}�o�]���Ç���o�����l�•�����À���v�������o�]�v�l���š�}�����^�W�^���•���Œ�À�]�����•�X�� 

Rutgers provides faculty with two potential syllabus statements. The more thorough of which 

states:  

Rutgers University welcomes students with disabilities into all of the University's educational 

programs. In order to receive consideration for reasonable accommodations, a student with a 

disability must contact the appropriate disability services office at the campus where you are 

officially enrolled, participate in an intake interview, and provide documentation: 

https://ods.rutgers.edu/students/documentation-guidelines. If the documentation supports 
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�Ç�}�µ�Œ���Œ���‹�µ���•�š���(�}�Œ���Œ�����•�}�v�����o�����������}�u�u�}�����š�]�}�v�•�U���Ç�}�µ�Œ�������u�‰�µ�•�[�•�����]�•�����]�o�]�š�Ç���•���Œ�À�]�����•���}�(�(�]�������Á�]�o�o��

provide you and your instructor with a Letter of Accommodations. Please discuss the 

accommodations with your instructors as early in your courses as possible. To begin this 

process, please complete the registration form (https://webapps.rutgers.edu/student-

ods/forms/registration). 

Similarly, Smyser-Fauble notes, �^�d�Z�����u���v�����š�������������}�u�u�}�����š�]�}�v�•���•�š���š���u���v�š�����š���/�o�o�]�v�}�]�•���^�š���š�����h�v�]�À���Œ�•�]�š�Ç��

(ISU), is as follows: Any student needing to arrange a reasonable accommodation for a documented 

disability should contact Student Access and Accommodation Services at 350 Fell Hall, 309-438-5853, or 

�À�]�•�]�š���•�š�µ�����v�š���������•�•�X�/�o�o�]�v�}�]�•�•�š���š���X�����µ�X���~�/�o�o�]�v�}�]�•���^�š���š�����h�v�]�À���Œ�•�]�š�Ç���î�ì�í�ô�•�_���~�ó�ó�•�X���&�µ�Œ�š�Z���Œ�U���(�����µ�o�š�Ç�����Œ�����]�v�•�š�Œ�µ���š������

�š�Z���š���š�Z���Ç���^�•�Z�}�µ�o�����v�}�š�����o�š���Œ���}�Œ�����������š�}���š�Z�]�•���•�š���š���u���v�š�_���~�ó�ó�•�X From this understanding that faculty, in many 

instances, either rely on boilerplate syllabus statements or are unable to change them even if they 

desire to, I utilized the template accessibility statement from University of North Georgia61 as the 

traditional Accessibility Policy A for my survey.  

6.5.3 Reasoning for Option B 

While traditional and boilerplate accessibility statements are still ubiquitous, there is a shift 

occurring. Researchers and policy makers are increasingly advocating for more personalized accessibility 

statements. Tara Wood and Shannon Madden, for example, wrote an article for Kairos arguing 

�^�^�š�µ�����v�š�•���Á�]�š�Z�����]�•�����]�o�]�š�]���•�U�����•�‰�����]���o�o�Ç���š�Z�}�•�����Á�Z�}�•�����v�������•���u���Ç���v�}�š���������u���š���µ�v�����Œ���š�Z�����u�]�v�]�u�µ�u���o���P���o��

guidelines for accommodations, can glean a lot from the accommodation statement in the syllabus 

about how the instructor ���‰�‰�Œ�}�����Z���•�����]�•�����]�o�]�š�Ç�X�_���d�Z���Ç�����µ�]�o�����š�Z���]�Œ�����Œ�P�µ�u���v�š���}�v���š�Z�����Œ���•�����Œ���Z���}�(�����]�•�����]�o�]�š�Ç��

scholars including Jay Dolmage, Margaret Price, and Amy Vidali. They recommend shifting the 

accommodation from the back of the syllabus (with the other miscellaneous school policies) to the 

beginning, centering the information as a key component of the course. Further, they recommend 

 
61���/�����]�������Z���v�P�����š�Z�����•�š���š���u���v�š���š�}���•���Ç���'���}�Œ�P�]�����^�š���š�����h�v�]�À���Œ�•�]�š�Ç���š�}���Z�}�‰���(�µ�o�o�Ç���v�}�š�����}�v�(�µ�•�����•�š�µ�����v�š�•�X�� 
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�]�v���}�Œ�‰�}�Œ���š�]�v�P���(�o���Æ�]���]�o�]�š�Ç���]�v�š�}���š�Z�����•�Ç�o�o�����µ�•�[���‰�}�o�]���Ç���š�}���������}�u�u�}�����š�����^�•�š�µ�����v�š�•���Á�Z�}�����Œ�����v�}�š���o���v�P�µ���P��-

�����v�š���Œ�������o�����Œ�v���Œ�•�X�_���d�Z�]�•���Z���o�‰�•���•�š�µ�����v�š�•���•�������š�Z���š���š�Z�������}�µ�Œ�•�����š�Z���Ç�����Œ�������}�v�•�]�����Œ�]�v�P���]�•���}�v�����]�v���Á�Z�]���Z���š�Z���Ç�������v��

be comfortable.  

Students do, after all, look at the syllabus as an indication of how they will feel in the course or 

�Z�}�Á���š�Z���Ç�������v�����Æ�‰�����š���š�Z���]�Œ���]�v�•�š�Œ�µ���š�}�Œ���š�}���š�Œ�����š���š�Z���u�X���,���Œ�v�]�•�Z�����v�������Œ�]���P���•�U���(�}�Œ�����Æ���u�‰�o���U���(�}�µ�v�����^�����•�Ç�o�o�����µ�•��

written in a friendly, rather than unfriendly, tone evoked perceptions of the instructor being more 

warm, more approachable, and more motivated to teach the course (319). This is of particular use when 

it comes to accessibility statements, which have traditionally provided legal lip service while functionally 

alienating disabled students. Samantha Chang builds on this perspective, adding that instructors must 

�^�š���o�l���š�}���€�š�Z���]�Œ�•���o�����Œ�v���Œ�•�X���/�v�À�]�š�������}�v�À���Œ�•���š�]�}�v�•�����v�����o���v�P�š�Z���v���š�Z�����o�]�(�����}�(���€�š�Z���]�Œ�•�����������•�•�]���]�o�]�š�Ç���•�š���š���u���v�š�X�_���/�v��

her accessibility statement, for example, she explains, �^�/�������l�v�}�Á�o�����P�����š�Z���š���š�Z���Œ�������Œ�����������]�����š�������}�(�(�]�����•���š�}��

support the learners, but I am also aware of the obstacles to accessing services. Most importantly, 

�������Œ���•�•�]�v�P���o�����Œ�v�]�v�P���v�������•�����v�����������‰�š�]�v�P���u�Ç�����}�µ�Œ�•�����]�•�������‰�o�����•�µ�Œ���U���v�}�š���������Z�}�Œ���X�_���t�Z���v�����v��������essibility 

statement moves beyond the traditional, it is possible that students will be more comfortable and, 

consequently, better engaged with the instructor and with the course.  

Many universities have begun listening to this feedback (and the evidence behind it). Bates 

���}�o�o���P���U���(�}�Œ���]�v�•�š���v�����U���•�µ�P�P���•�š�•���š�Z���š�����v���]�v���o�µ�•�]�À�������������•�•�]���]�o�]�š�Ç���•�š���š���u���v�š���^�‰�o�������•�����u�‰�Z���•�]�•���}�v���]�v���o�µ�•�]�À����

course design [and] empowers the student and faculty member to work together to find solutions, 

�]�v�À�}�o�À�]�v�P���š�Z�������������•�•�]���o���������µ�����š�]�}�v���}�(�(�]�������Á�Z���v���v�������������}�Œ�������•�]�Œ�����X�_���^�]�u�]�o���Œ�o�Ç�U���z���o���[�•���W�}�}�Œ�À�µ�������v�š���Œ���(�}�Œ��

�d�������Z�]�v�P�����v�����>�����Œ�v�]�v�P���Œ�����}�u�u���v���•���]�v���}�Œ�‰�}�Œ���š�]�v�P���^�����Á���o���}�u�]�v�P�����������•�•�]���]�o�]�š�Ç���•�š���š���u���v�š���}�v���Ç�}�µ�Œ�����}�µ�Œ�•����

�•�Ç�o�o�����µ�•�X�_���/�v���‰���Œ�•onalizing the accessibility statement, students are able to gain a more genuine 

understanding of the instructor and how the instructor may handle challenges within the course.  

In considering what to include in my test Accessibility Policy B, I looked to several examples. One 

�}�(���z���o���[�•���Œ�����}�u�u���v�����������������•�•�]���]�o�]�š�Ç���•�š���š���u���v�š�•�U���(�}�Œ�����Æ���u�‰�o���U���•�š���š���•�W 
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Your success in this class is important to me. We will all need accommodations because we all 

learn differently. If there are aspects of this course that prevent you from learning or that form 

barriers to your inclusion, please let me know as soon as possi���o���X���d�}�P���š�Z���Œ���Á���[�o�o�������À���o�}�‰��

strategies that can enable you to succeed in the course. I encourage you to visit Student 

Accessibility Services to determine how you could improve your learning as well. If you need 

official accommodations, you have a right to have these met. There is also a range of resources 

on campus, including the Writing Center, Residential College Tutors, and Academic Strategies. 

�^�]�u�]�o���Œ�o�Ç�U���}�v�����}�(�������š���•�����}�o�o���P���[�•���Œ�����}�u�u���v���������‰�}�o�]���]���•���•�š���š���•�W�� 

It is my goal to create a learning experience that is as accessible as possible. If you anticipate any 

issues related to the format, materials, or requirements of this course, please meet with me 

outside of class so we can explore potential options. Students with disabilities may also wish to 

work with the Office of Accessible Education to discuss a range of options to removing barriers 

in this course, including official accommodations. Please visit their website for contact and 

additional information: https://www.bates.edu/accessible-education/. If you have already been 

approved for accommodations through the Office of Accessible Education, please meet with me 

so we can develop an implementation plan together. 

The strengths of these policies are their empathy and acknowledgement of barriers to accommodations 

systems. In both of these cases, the policy writer recognizes challenges, expresses a willingness to 

cooperate, and provides more than the minimum required information to guide students to accessibility 

resources. �/�����µ�]�o�š���}�v���š�Z���•�������Æ���u�‰�o���•���š�}�����Œ�����š�����u�Ç���}�Á�v�X���/���µ�•�������š�Z�����h�v�]�À���Œ�•�]�š�Ç���}�(���E�}�Œ�š�Z���'���}�Œ�P�]���[�•��

boilerplate template as my foundation for consistency and because I am most familiar with the 

resources available to students at that university. From there, I incorporated components from 

examples like these and from concepts of universal design.  
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6.5.4 Results 

6.5.4.1 Overall Student Accessibility Policy Preference 

 
Figure 6.25 Student Accessibility Policy Preferences 

When the seven neutral options were removed from the testing population, 90% of students 

preferred Accessibility Policy B. Understandably, a binomial test with the null expectation of a 50/50 

split found this overwhelming preference to be statistically significant at p <.000001.  

6.5.4.2 Student Perception of Accessibility Policy Clarity 

 
Figure 6.26 Student Perceptions of Policy Clarity 

Students generally found Accessibility Policy A to be clear, with 73.4% of respondents selecting 

�š�Z�����‰�}�o�]���Ç���]�•���^���o�����Œ�_���}�Œ���^�s���Œ�Ç�����o�����Œ�X�_���,�}�Á���À���Œ�U���]�v���Œ���•�‰�}�v���]�v�P���š�}���W�}�o�]���Ç�����U��73.4% of students selected 

�^�s���Œ�Ç�����o�����Œ�_���~�Á�]�š�Z�����v�}�š�Z���Œ���î�í�X�î�9���•���o�����š�]�v�P���^���o�����Œ�_�•.  
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Table 6.8 Sign Test Results 
�Z���o���š�����r�^���u�‰�o���•���^�]�P�v���d���•�š 

�d�}�š���o���E �ñ�ñ�ò 
�W�}�•�]�Ÿ�À�������]�+���Œ���v�����• �ï�ð�ò 
�E���P���Ÿ�À�������]�+���Œ���v�����• �î�ï 
�E�µ�u�����Œ���}�(���d�]���• �í�ô�ó 
�^�š���v�����Œ���]�Ì�������d���•�š���^�š���Ÿ�•�Ÿ�� �í�ò�X�ó�ò�ï 
���•�Ç�u�‰�š�}�Ÿ�����^�]�P�v�]�.�����v�������~�î�r�•�]���������š���•�š�• �D�X�ì�ì�ì�ì�ì�í 

 
A related-samples sign test sheds further light on the impact of this spread. From Accessibility 

�W�}�o�]���Ç�������š�}�����������•�•�]���]�o�]�š�Ç���W�}�o�]���Ç�����U���ò�î�X�î�9���}�(���•�š�µ�����v�š�•�[���Œ���•�‰�}�v�•���•���•�Z�]�(�š�������‰�}�•�]�š�]�À���o�Ç���~�(�]�v���]�v�P�����������•�•�]���]�o�]�š�Ç��

Policy B to be clearer). Only 4.1% of respondents felt Accessibility Policy A was clearer than Accessibility 

Policy B. 

 
Figure 6.27 Scatterplot of Student Perceptions of Policy Clarity 

This positive shift can also be seen in the jittered scatterplot which displays how few students 

found Accessibility Policy B to be unclear, regardless of their feelings about Accessibility Policy A. While 

the boilerplate had all the requisite information and the benefit of brevity, detail was lost in that brevity, 

and students noticed. 
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6.5.4.3 Student Perception of Accessibility Policy Content 

 
Figure 6.28 Histogram of Student Perceptions of Policy Usefulness 

�^�š�µ�����v�š�•���Á���Œ�������•�l�������š�}���•�š���š�����š�Z���]�Œ���o���À���o���}�(�����P�Œ�����u���v�š���Á�]�š�Z���š�Z�����‰�Œ�}�u�‰�š���^�d�Z�]�•�����������•�•�]���]�o�]�š�Ç��

�•�š���š���u���v�š���‰�Œ�}�À�]�����•���u�����Á�]�š�Z���µ�•���(�µ�o���]�v�(�}�Œ�u���š�]�}�v���š�Z���š���/�����]���v�[�š�����o�Œ�������Ç���l�v�}�Á�X�_���^�š�µ�����v�š�•���Á���Œ�����P���v���Œ���o�o�Ç�����š��

least shallowly familiar with the traditional Accessibility Policy A which directs students to accessibility 

services for assistance without providing additional information. When shown Accessibility Policy B, 

�š�Z�}�µ�P�Z�U���•�š�µ�����v�š�•���(�}�µ�v�����š�Z�������Æ�‰���v�����������}�v�š���v�š���š�}���������µ�•���(�µ�o�����v�����v���Á�X�����������•�•�]���]�o�]�š�Ç���W�}�o�]���Ç���������}���•�v�[�š���Z���À����

any information unique to a particular instructor; however, it provides further depth into the resources 

available to students, such as who is eligible for them and how to access them.  

Table 6.9 Sign Test Results 
�Z���o���š�����r�^���u�‰�o���•���^�]�P�v���d���•�š 

�d�}�š���o���E �ñ�ñ�ð 
�W�}�•�]�Ÿ�À�������]�+���Œ���v�����• �ï�ó�ô 
�E���P���Ÿ�À�������]�+���Œ���v�����• �î�í 
�E�µ�u�����Œ���}�(���d�]���• �í�ñ�ñ 
�^�š���v�����Œ���]�Ì�������d���•�š���^�š���Ÿ�•�Ÿ�� �í�ó�X�ô�î�î 
���•�Ç�u�‰�š�}�Ÿ�����^�]�P�v�]�.�����v�������~�î�r�•�]���������š���•�š�• �D�X�ì�ì�ì�ì�ì�í 

 
�K�v���������P���]�v�U���š�Z�����•�]�P�v���š���•�š���•�Z�}�Á�•���š�Z���š���•�š�µ�����v�š�•�[���‰���Œ�����‰�š�]�}�v�•�����o�u�}�•�š�����o�Á���Ç�•���Œ���u���]�v�������š�Z�����•���u����

(28% of respondents) or shifted positively (68.2% of respondents) from Accessibility Policy A to 

Accessibility Policy B. Only 3.8% of respondents felt more negatively about the usefulness of 

Accessibility Policy B than Accessibility Policy A.  
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Figure 6.29 Scatterplot of Student Perceptions of Policy Usefulness 

When plotted on a jittered scatterplot, even more interesting trends appear. Student 

perceptions of the usefulness of Accessibility Policy A vary widely, spread across all possible options. 

When looking at Accessibility Policy B, however, only one respondent strongly disagreed that the policy 

shared new and useful information and very few disagreed. Ultimately, most students found the content 

of Policy B to be helpful and novel, regardless of their perceptions of Accessibility Policy A. This indicates 

that, th�}�µ�P�Z�����������•�•�]���]�o�]�š�Ç���]�v�(�}�Œ�u���š�]�}�v���•�Z�}�µ�o�����������Á�]�����o�Ç���µ�v�����Œ�•�š�}�}���U���u���v�Ç���•�š�µ�����v�š�•�[���l�v�}�Á�o�����P�����}�(���š�Z���]�Œ��

rights and resources related to accessibility are limited to the traditional accessibility policy which 

provides very little actionable information.   

6.5.4.4 Student Perception of Accessibility Policy Reasonableness 

 
Figure 6.30 Histogram of Student Perceptions of Policy Reasonableness 

�^�š�µ�����v�š�•���Á���Œ�������•�l�������š�}���•�š���š�����š�Z���]�Œ���o���À���o���}�(�����P�Œ�����u���v�š���Á�]�š�Z���š�Z�����‰�Œ�}�u�‰�š���^�d�Z�]�•���‰�}�o�]���Ç���]�•��

�Œ�����•�}�v�����o���_���(�}�Œ�����}�š�Z�����������•�•�]���]�o�]�š�Ç���‰�}�o�]���]���•�X���/�v�š���Œ���•�š�]�v�P�o�Ç�U���•�š�µ�����v�š�•���À���Œ�Ç���Œ���Œ���o�Ç���(�}�µ�v�������������•�•�]���]�o�]�š�Ç���W�}�o�]���Ç������
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to be unreasonable and almost never considered Accessibility Policy B to be unreasonable. Students did, 

however, tend to find Accessibility Policy B to be more reasonable than Accessibility Policy A.  

Table 6.10 Sign Test Results 
 

 

 

 

 
The sign test supports these observations with 59.2% of respondents having chosen a higher 

�o���À���o���}�(�����P�Œ�����u���v�š���Á�]�š�Z�����������•�•�]���]�o�]�š�Ç���W�}�o�]���Ç�����[�•���Œ�����•�}�v�����o���v���•�•���š�Z���v���Á�]�š�Z�����������•�•�]���]�o�]�š�Ç���W�}�o�]���Ç�����[�•�X���K�v�o�Ç��

4.9% of respondents selected a lower level of agreement for Accessibility Policy B than Accessibility 

Policy A. 

 
Figure 6.31 Scatterplot of Student Perceptions of Policy Reasonableness 

The jittered scatterplot displays these findings visually. Students rarely found either policy to be 

�µ�v�Œ�����•�}�v�����o���X���,�}�Á���À���Œ�U�����À���v���Á�Z���v���•�š�µ�����v�š�•���Á���Œ�����^�v���µ�š�Œ���o�_�������}�µ�š���W�}�o�]���Ç�����U���š�Z���Ç���•�Z�]�(�š�������š�}���^���P�Œ�����_���}�Œ��

�^�^�š�Œ�}�v�P�o�Ç�����P�Œ�����_���(�}�Œ���W�}�o�]���Ç�����X���K�v�o�Ç�������Z���v���(�µ�o���}�(���Œ���•�‰�}�v�����v�š�•�����]�•���P�Œ���������}�Œ���•�š�Œ�}�v�P�o�Ç�����]�•���P�Œ���������Á�]�š�Z���š�Z����

assertion that Accessibility Policy B was reasonable and only slightly more when it came to Policy A. This 

�]�v���]�����š���•���š�Z���š���•�š�µ�����v�š�•�����}�v�[�š���(�]�v�������]�š�Z���Œ���‰�}�o�]���Ç���µ�v�Œ�����•�}�v�����o���U�����µ�š���š�Z���Ç���P���š���u�}�Œ�����}�µ�š���}�(���W�}�o�]���Ç�����X�� 

�Z���o���š�����r�^���u�‰�o���•���^�]�P�v���d���•�š 
�d�}�š���o���E �ñ�ñ�ð 
�W�}�•�]�Ÿ�À�������]�+���Œ���v�����• �ï�î�ô 
�E���P���Ÿ�À�������]�+���Œ���v�����• �î�ó 
�E�µ�u�����Œ���}�(���d�]���• �í�õ�õ 
�^�š���v�����Œ���]�Ì�������d���•�š���^�š���Ÿ�•�Ÿ�� �í�ñ�X�õ�î�î 
���•�Ç�u�‰�š�}�Ÿ�����^�]�P�v�]�.�����v�������~�î�r�•�]���������š���•�š�• �D�X�ì�ì�ì�ì�ì�í 
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6.5.4.5 Student Perception of Instructor Based on Accessibility Policy 

 
Figure 6.32 Histogram of Policy Impact on Student Perceptions of Instructor 

�^�š�µ�����v�š�•���Á���Œ�������•�l�������š�}���Œ���•�‰�}�v�����^�Ç���•�_���}�Œ���^�v�}�_���š�}���š�Z�����‹�µ���•�š�]�}�v���^���}���•���š�Z�]�•�����������•�•�]���]�o�]�š�Ç���•�š���š���u���v�š��

�]�u�‰�����š���Ç�}�µ�Œ���š�Z�}�µ�P�Z�š�•�������}�µ�š���š�Z�����]�v�•�š�Œ�µ���š�}�Œ�M�_���^�š�µ�����v�š���Œ���•�‰�}�v�•���•���Á���Œ�����µ�v���Æ�‰�����š�����o�Ç���]�v�À���Œ�š�������Z���Œ���U��

forming an almost mirror image from Accessibility Policy A to Acc���•�•�]���]�o�]�š�Ç���W�}�o�]���Ç�����X���'���v���Œ���o�o�Ç�U���•�š�µ�����v�š�•�[��

�‰���Œ�����‰�š�]�}�v�•�����]�š�Z���Œ���Œ���u���]�v�������š�Z�����•���u���U���^�Ç���•�_���š�}���^�Ç���•�_���~�ï�í�X�ï�9���}�(���Œ���•�‰�}�v�•���•�•���}�Œ���^�v�}�_���š�}���^�v�}�_���~�î�ñ�X�õ�9���}�(��

�Œ���•�‰�}�v�•���•�•�U���}�Œ���•�Z�]�(�š�������(�Œ�}�u�������^�v�}�_���(�}�Œ���W�}�o�]���Ç�������š�}�������^�Ç���•�_���(�}�Œ���W�}�o�]���Ç�������~�ï�õ�X�õ�9���}�(���Œ���•�‰�}�v�•���•�•�X�� 

 
Figure 6.33 Scatterplot of Policy Impact on Student Perceptions of Instructor 

�^�š�µ�����v�š���‰���Œ�����‰�š�]�}�v�•���Œ���Œ���o�Ç���•�Z�]�(�š�������(�Œ�}�u�������^�Ç���•�_���(�}�Œ���W�}�o�]���Ç�������š�}�������^�v�}�_���(�}�Œ���W�}�o�]���Ç�������~�î�X�ô�9���}�(��

responses). Students were asked to explain how or why the policy impacted (or failed to impact) their 

perception of the instructor. These comments provide further context and insight.  
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6.5.4.5.1.1 Student Comments: Policy A No Impact 

150 students whose opinions were not impacted by Accessibility Policy A wrote explanatory 

���}�u�u���v�š�•�X���K�(���š�Z���•���U���š�Z�����u���i�}�Œ�]�š�Ç�����Æ�‰�o���]�v�������š�Z���š�����������•�•�]���]�o�]�š�Ç���W�}�o�]���Ç�������Á���•�����������•�]�����‰�}�o�]���Ç���š�Z���š���Á���•�v�[�š��

really connected to the instructor as a person (63.3% of comments). Further, students often explained 

�š�Z���š���š�Z�����‰�}�o�]���Ç�����]���v�[�š���]�u�‰�����š���š�Z���]�Œ���‰���Œ�����‰�š�]�}�v���}�(���š�Z�����]�v�•�š�Œ�µ���š�}�Œ�����������µ�•�����š�Z�����‰�}�o�]���Ç���Á���•���Œ���‹�µ�]�Œ���������Ç���š�Z����

university (30% of comments) or because it looked like it was just copy/pasted from the university 

website (20% of ���}�u�u���v�š�•�•�X���K�v�����•�š�µ�����v�š���Á�Œ�}�š���U���(�}�Œ�����Æ���u�‰�o���U���^�/�����u���µ�•�������š�}���š�Z���������}�À���X���/�����}�v�[�š���o�}�À�����]�š�X���/�š��

�]�•���Á�Z���š���]�š���]�•�_���~�^�µ�Œ�À���Ç���ó�ñ�•�X�����v�}�š�Z���Œ�����Æ�‰�o���]�v�����U���^�/�š���]�•���À���Œ�Ç���P���v���Œ�]���X���/�š���i�µ�•�š���]�•���•�}�u���š�Z�]�v�P���‰�Œ�}�(���•�•�}�Œ�•���Z���À�����š�}��

�•���Ç�_���~�^�µ�Œ�À���Ç���ð�õ�ó�•�X���/�v�š���Œ���•�š�]�v�P�o�Ç�U���•���À���Œ���o���•�š�µ�����v�š�•���•�‰�����]�(�]�������š�Z���š���š�Z�����‰�}�o�]���Ç�����]���v�[�š���]�u�‰�����š���š�Z���]�Œ���‰���Œ�����‰�š�]�}�v��

�}�(���š�Z�����]�v�•�š�Œ�µ���š�}�Œ���•�]�u�‰�o�Ç�����������µ�•�����]�š�����]���v�[�š�����‰�‰�o�Ç���š�}���š�Z���u���~�í�ì�X�ó�9���}�(�����}�u�u���v�š�•�•�X���K�v�����•�š�µ�����v�š���Á�Œ�}�š���U���(�}�Œ��

�]�v�•�š���v�����U���^�/�š���i�µ�•�š�����}���•�v�[�š�����‰�‰�o�Ç���š�}���u���X���/�����}�v�[�š���š�Z�]�v�l���/���Á�}�µ�o���������Œ�������š�����o�o�_���~�^�µ�Œ�À���Ç���ô�ï�•�X���K�v�����•�š�µ�����v�š��

expres�•�����������•�]�u�]�o���Œ���•���v�š�]�u���v�š���Á�]�š�Z���u�}�Œ�����]�v�•�]�P�Z�š�U���Á�Œ�]�š�]�v�P���^�d�Z�����‰�}�o�]���Ç�l�•�š���š���u���v�š���]�•�����Œ�Ç�����v�����š�}���š�Z�����‰�}�]�v�š�X���/�š��

matters little to someone who does not need accommodations but can be unfulfilling to someone that 

�Œ���‹�µ�]�Œ���•�����������•�•�]���]�o�]�š�Ç�����v�����v�������•���u�}�Œ�����]�v�(�}�_���~�^�µ�Œ�À���Ç���ð�õ�•�X  

 
Figure 6.34 Wordcloud of Student Comments 

6.5.4.5.1.2 Student Comments: Policy A Impact 

Overall, 165 students wrote comments explaining how Accessibility Policy A impacted their 

opinion of the instructor. Of those students who found Policy A to impact their perceptions of the 
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instructor, there is an interesting split in how and why it impacts their perceptions. 47.3% of comments 

explained that Policy A negatively impacted their perception of the instructor, typically because of the 

copy/pasted or limited content of the policy. �K�v�����•�š�µ�����v�š���Á�Œ�}�š���U���(�}�Œ�����Æ���u�‰�o���U���^�����Œ�����u�]�v�]�u�µ�u�����(�(�}�Œ�š�_��

�~�^�µ�Œ�À���Ç���í�ï�í�•�X�����v�}�š�Z���Œ�����Æ�‰�o���]�v�������š�Z���š���š�Z�����]�v�•�š�Œ�µ���š�}�Œ���^���}���•�v�[�š���(�����o���P���v�µ�]�v���o�Ç�����}�v�����Œ�v�����������}�µ�š��

accessibility and �������}�u�u�}�����š�]�}�v�•�_���~�^�µ�Œ�À���Ç���ï�í�•�X���K�v�����•�š�µ�����v�š���������������]�v�š���v�š���š�}�����Æ���o�µ�������]�v���š�Z���]�Œ���‰���Œ�����‰�š�]�}�v��

writing �^�]�v�•�š�Œ�µ���š�}�Œ�•�����}�v�[�š���Œ�����o�o�Ç�������Œ���X���€�d�Z���Ç�•���Á���v�š���š�}���u���l�����]�š���Z���Œ�����š�}���P���š���Ç�}�µ�Œ���v�������������������}�u�u�}�����š�]�}�v�•�_��

�~�^�µ�Œ�À���Ç���ò�õ�•�X�����v�}�š�Z���Œ�U���•�]�u�]�o���Œ�o�Ç�U�����Æ�‰�Œ���•�•�������^�/�š���(�����o�•���o�]�l�����š�Z�����]�v�•�š�Œ�µ���š�}�Œ���]�•���u�}�Œ�������}�v�����Œ�v�������Á�]�š�Z��

���µ�Œ�����µ���Œ�����Ç���š�Z���v�������š�µ���o�o�Ç���Z���o�‰�]�v�P���š�Z�����•�š�µ�����v�š�_���~�^�µ�Œ�À���Ç���î�ì�í�•�X 

On the other hand, however, 42.4% of the comments explained that Accessibility Policy A 

positively impacted their perception of the instructor, simply because it was there. One student wrote 

�š�Z���š���W�}�o�]���Ç�������^�‰�Œ�}�À���•���š�Z�����]�v�•�š�Œ�µ���š�}�Œ���š���l���•�����]�•�����]�o�]�š�]���•���]�v�š�}�����}�v�•�]�����Œ���š�]�}�v�_���~�^�µ�Œ�À���Ç���ò�ð�•�X�����v�}�š�Z���Œ�����Æ�‰�o���]�v������

�^�/�š���•�Z�}�Á�•���š�Z�����]�v�•�š�Œ�µ���š�}�Œ�������Œ���•�����v�����]�•���u���l�]�v�P�����v�����(�(�}�Œ�š���š�}���u���l�������o���•�•���Á�}�Œ�l���(�}�Œ�����À���Œ�Ç�}�v���_���~�^�µ�Œ�À���Ç���í�ñ�ô�•�X�� 

 
Figure 6.35 Wordcloud of Student Comments 

6.5.4.5.1.3 Student Comments: Policy B No Impact 

Of the students who indicated that Accessibility Policy B had no impact on their perception of 

the instructor, only 17 wrote comments explaining their choice. Of these, 52.9% of the comments 

explained that the accessibility statement was expected, so seein�P���}�v�������]���v�[�š���]�u�‰�����š���š�Z���]�Œ���‰���Œ�����‰�š�]�}�v�•�X��

�d�Z�����Œ���u���]�v�]�v�P�����}�u�u���v�š�•�����]�š�Z���Œ�����Æ�‰�Œ���•�•�������š�Z���š���š�Z�����‰�}�o�]���Ç�����]���v�[�š���]�u�‰�����š���š�Z���u�U���•�}���š�Z���Ç�����]���v�[�š�������Œ���U���}�Œ��
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they commented on the content of the policy, indicating the content is separate from the instructor. 

�K�v�����•�š�µ�����v�š���Á�Œ�}�š���U���(�}�Œ�����Æ���u�‰�o���U���^�d�Z���Ç���•�����u�����}�u�u�]�š�š�������š�}�����������•�•�]���]�o�]�š�Ç�U�����µ�š���]�š�����}���•�v�[�š���u�����v���š�Z���Ç�[�Œ��������

�P�Œ�����š���‰�Œ�}�(���•�•�}�Œ���}�Œ���v�]�����������}�µ�š���}�š�Z���Œ���š�Z�]�v�P�•�_���~�^�µ�Œ�À���Ç���õ�ï).  

6.5.4.5.1.4 Student Comments: Policy B Impact 

Of the students who selected that Accessibility Statement B had an impact on their perception 

of the instructor, 360 wrote explanatory comments. Of these, only 3 expressed that the policy impacted 

their perception negatively (less than 1%). Of the remaining comments, 86.6% expressed that this policy 

showed that the instructor actually cares about students and their needs. One student wrote, for 

���Æ���u�‰�o���U���š�Z���š���Á�]�š�Z���š�Z�]�•���‰�}�o�]���Ç�U���š�Z���Ç���^���}�v�[�š���u���l�������]�•�����]�o�]�š�]���•���•�����u���o�]�l�������v���]�v���}�v�À���v�]���v�����_���~�^�µ�Œ�À���Ç���ï�ì�ì�•�X��

Another ex�‰�o���]�v�������š�Z���š���š�Z���Ç���^���‰�‰�Œ�����]���š�����Z�}�Á���š�Z���Ç�����Æ�‰�o���]�v���š�Z�����‰�}�o�]���Ç���(�Œ�}�u�������‰�}�]�v�š���}�(���Á���v�š�]�v�P���š�Z����

�•�š�µ�����v�š���š�}���•�µ�������������À�•�X���i�µ�•�š���‰�µ�š�š�]�v�P���š�Z�����‰�}�o�]���Ç���}�µ�š���š�Z���Œ���_���~�^�µ�Œ�À���Ç���ð�ò�ñ�•�X���^�}�u�����•�š�µ�����v�š�•�����À���v���Á�Œ�}�š�����Z�}�Á��

�š�Z�����‰�}�o�]���Ç���u���������š�Z���u���‰���Œ�•�}�v���o�o�Ç���(�����o�X���&�}�Œ�����Æ���u�‰�o���U�������•�š�µ�����v�š���Á�Œ�}�š���U���^�/���(�����o�����‰�‰�Œ�����]���š���������v�����Z�����Œ���_��

�~�^�µ�Œ�À���Ç���í�ñ�ð�•�X�����v�}�š�Z���Œ�����Æ�‰�o���]�v�������š�Z���š���^�š�Z�����•�š���š���u���v�š�����š���š�Z���������P�]�v�v�]�v�P�������}�µ�š���Z�}�Á�����������•�•�]���]�o�]�š�Ç���]�•��

�]�u�‰�}�Œ�š���v�š���š�}���š�Z�����]�v�•�š�Œ�µ���š�}�Œ���u���������u�����(�����o���•�����v�����v�����µ�v�����Œ�•�š�}�}���_���~�^�µ�Œ�À���Ç���ï�ì�õ�•�X���K�š�Z���Œ�•�����Æ�‰�Œ���•�•�������š�Z���š��

they would be more comfortable in the class, felt more welcome, or felt the instructor was more 

trustworthy. For example, a student explained, �^�/���(�����o���o�]�l�����š�Z�����]�v�•�š�Œ�µ���š�}�Œ�������Œ���•�����v�����/���Á�}�µ�o�����š�Œ�µ�•�š���š�Z���u��

�u�}�Œ���U���������Á�]�o�o�]�v�P���š�}���š���o�l���š�}���š�Z���u�������}�µ�š���������}�u�u�}�����š�]�}�v�•�_���~�^�µ�Œ�À���Ç���î�ð�ï�•�X�� 

In addition to noting how caring Policy B made the instructor seem, many students also noted 

how they felt positively about the instructor because of the extra information provided and the better 

formatting of the policy (16.8% of comments). For example, a student wrote, �^�€�š�Z�����‰�}�o�]���Ç�•���]�•�����o�����Œ�o�Ç��

�‰���Œ�•�}�v���o�]�Ì�������‰���•�š���Œ���‹�µ�]�Œ���u���v�š�����v�����•�Z�}�Á�•���š�Z�����‰�Œ�}�(���•�•�}�Œ�������š�µ���o�o�Ç�����}���•�������Œ���������}�µ�š���š�Z�����•�š�µ�����v�š�[�•���Á���o�o-

�����]�v�P�_���~�^�µ�Œ�À���Ç���ñ�ñ�•�X�����v�}�š�Z���Œ�����Æ�‰�o���]�v�����U���^�d�Z�����]�v�•�š�Œ�µ���š�}�Œ���P�}���•�������Ç�}�v�������v�����•�š���š���•���š�Z�����Œ�]�P�Z�š�•���}�(���š�Z�����•�š�µ�����v�š��

which is very �µ�•���(�µ�o�_���~�^�µ�Œ�À���Ç���î�ï�ô�•�X���^�}�u�����•�š�µ�����v�š�•�����À���v�����}�v�v�����š�������š�Z�����š�Z�}�Œ�}�µ�P�Z�v���•�•���}�(���š�Z�����‰�}�o�]���Ç���Á�]�š�Z��
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�š�Z�����o�]�l���o�Ç���š�Z�}�Œ�}�µ�P�Z�v���•�•���}�(���š�Z�����Œ���•�š���}�(���š�Z�������}�µ�Œ�•�����Á�]�š�Z���}�v�����•�š�µ�����v�š�����Æ�‰�o���]�v�]�v�P���^�/�š���u���l���•���u�����š�Z�]�v�l���š�Z����

�]�v�•�š�Œ�µ���š�}�Œ���Á�]�o�o���‰�Œ�}�À�]�������P�Œ�����š�������š���]�o�•���š�Z�Œ�}�µ�P�Z�}�µ�š���š�Z�������}�µ�Œ�•���_���~�^�µ�Œ�À���Ç���í�ð�î�•�X 

 
Figure 6.36 Wordcloud of Student Comments 

6.5.4.6 Student Accessibility Policy Preferences Along Demographics 

�d�Z���Œ�����Á���Œ�����v�}���•�š���š�]�•�š�]�����o�o�Ç���•�]�P�v�]�(�]�����v�š���]�v�š���Œ�����š�]�}�v�•�������š�Á�����v���•�š�µ�����v�š�������u�}�P�Œ���‰�Z�]���•�����v�����•�š�µ�����v�š�•�[��

accessibility policy preferences. The demographic groups closest to approaching significance were 

�•�š�µ�����v�š�•�[���Ç�����Œ���}�(���•�š�µ���Ç�����v�����•�š�µ�����v�š�•�[���P���v�����Œ�X���^�µ�Œ�‰�Œ�]�•�]�v�P�o�Ç�U���•�š�µ�����v�š�•�[�����]�•�����]�o�]�š�Ç���•�š���š�µ�•�����]�����v�}�š���Z���À��������

statistically significant interaction.  

In looking at year of study, only 76.6% of third year or higher students preferred Accessibility 

Policy B. While this was still a majority, it was much lower than the overall 90% preference. I would posit 

this is due to familiarity. By their third year, students have likely become accustomed to the boilerplate 

�‰�}�o�]���Ç�U�����}�v�[�š���v���������������}�u�u�}�����š�]�}�v�•�U�����o�Œ�������Ç���Z���À�������v�Ç���������}�u�u�}�����š�]�}�v�•���š�Z���Ç���v�������U���}�Œ���Z���À�����P�]�À��n up on 

the accommodations process. Further research would help explore if the finding here was an anomaly.  

When it came to gender, students who identified as female were most likely to prefer 

���������•�•�]���]�o�]�š�Ç���W�}�o�]���Ç�����U�����Z�}�}�•�]�v�P���]�š���]�v���õ�ð�X�í�9���}�(���Œ���•�‰�}�v�•���•�U�����v�����•�š�µ�����v�š�•���Á�Z�}���]�����v�š�]�(�]���������•�����v���^�}�š�Z���Œ�_��

gender similarly selected Policy B in 91.7% of responses. Conversely, students who identified as male 

only preferred Accessibility Policy B in 86.6% of responses �t though this was still a great majority.  
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It was initially surprising to me that there was not a statistically significant difference in policy 

�‰�Œ���(���Œ���v�����������š�Á�����v���•�š�µ�����v�š�•���Á�Z�}���]�����v�š�]�(�]���������•�����]�•�����o���������v�����š�Z�}�•�����Á�Z�}�����]���v�[�š�X���,�}�Á���À���Œ�U���š�Z�]�•���o�����l-of-

difference comes down to the overwhelming preference for Accessibility Policy B; a greater percent of 

those identifying as disabled preferred Policy B (92% versus 89.9%), but it is not a statistically significant 

majority since almost everyone had the same preference.  

6.5.4.7 Student Comments 

6.5.4.7.1 Reasons for Preferring Accessibility Policy A 

Only 53 students preferred Accessibility Policy A; of these, 27 left comments explaining why. The 

vast majority of comments (74.1%) expressed their preference was purely because of the length of the 

�‰�}�o�]���Ç�X���&�}�Œ�����Æ���u�‰�o���U���}�v�����•�š�µ�����v�š���Á�Œ�}�š�����^�/�š�[�•���•�Z�}�Œ�š���Œ�U���P���š�•���š�}���š�Z�����‰�}�]�v�š�������š�š���Œ�_���~�^�µ�Œ�À���Ç���í�ó�ô�•�X�����v�}�š�Z���Œ��

���Æ�‰�Œ���•�•�������š�Z�����•���u�����•���v�š�]�u���v�š�U���^�^�Z�}�Œ�š�����v�����•�Á�����š�_���~�^�µ�Œ�À���Ç���î�ó�ñ�•�X�� 

Of those who had other reasons for preferring Policy A, there was a lack of consensus. One 

�•�š�µ�����v�š���•�]�u�‰�o�Ç���‰�Œ���(���Œ�Œ�������š�Z�����(���u�]�o�]���Œ�]�š�Ç���}�(���W�}�o�]���Ç�����U���Á�Œ�]�š�]�v�P�X���^�/�[�u���µ�•�������š�}���]�š�_���~�^�µ�Œ�À���Ç���ï�ï�ð�•�X�����v�}�š�Z���Œ���Z������

���}�v�����Œ�v�•�������}�µ�š���š�Z�����]�v�•�š�Œ�µ���š�}�Œ�[�•���‰���Œ�•�}�v���o�]�š�Ç�U�����Æ�‰�o���]�v�]�v�P, �^�W�Œ�}�(�������u���Ç���������u�}�Œ�����]�v���o�]�v�����Á�]�š�Z���}�š�Z���Œ���•�š�µ�����v�š�•��

���v�����š�Z�µ�•���Z�š�Z�]�v�l�[���š�Z���Ç���l�v�}�Á���µ�•�X�����v�������‰�‰�o�Ç���u�}�Œ�����‰�Œ���•�•�µ�Œ�����}�v���µ�•�U���š�Z�]�v�l�]�v�P���š�Z���Ç���l�v�}�Á�������š�š���Œ�X���t�Z���Œ�����•���‰�Œ�}�(�X��

A may come off as cold, but does their job and if contacted would be happy to provide 

�������}�u�u�}�����š�]�}�v�•�_���~�^urvey 120). Others preferred the formality of Policy A. One student wrote, for 

���Æ���u�‰�o���U���^�/���o�]�l�����š�Z�����]�v�(�}�Œ�u���š�]�}�v���]�v�����U�����µ�š���]�š���(���o�š���š�}�}���]�v�(�}�Œ�u���o�U�����•�‰�����]���o�o�Ç���(�}�Œ�������•�Ç�o�o�����µ�•�_���~�^�µ�Œ�À���Ç���ð�õ�ì�•�X���d�Z�]�•��

is an interesting, though certainly valid, perspective. There has been a push recently for personalizing 

syllabi, including more individual language and a friendlier tone (for example: Harnish and Bridges; 

Womack; Wood and Madden). It is interesting that some students may have an adverse reaction to 

these efforts to connect. It is probable that this reaction is related to perceptions of genuineness and 

�•�š�µ�����v�š�•�[���µ�v�����Œ�•�š���v���]�v�P�•���}�(���š�Z�����š�������Z���Œ�����v�����•�š�µ�����v�š���Œ�}�o���•�X���^�š�µ�����v�š�•���µ�•�������š�}���(�}�Œ�u���o���‰�Œ���•���v�š���š�]�}�v�•���}�(���š�Z����
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role of teacher may react to friendliness in the syllabus with suspicion �t especially if that friendliness is 

�v�}�š���u���š���Z���������Ç���š�Z�����]�v�•�š�Œ�µ���š�}�Œ�[�•�������Z���À�]�}�Œ���]�v�����o���•�•�X�� 

 
Figure 6.37 Wordcloud of Student Comments 

6.5.4.7.2 Reasons for Preferring Accessibility Policy B 

Of the 494 students who preferred Accessibility Policy B, 426 wrote comments explaining their 

preference. Of these, the majority preferred the depth of information provided by the policy (58.7% of 

comments). Very many students also preferred the personalness of Policy B with 45.8% of comments 

talking about how the policy portrays the instructor or the class environment. Often, students 

���}�u�u���v�š�������}�v���š�Z���������‰�š�Z���}�(���]�v�(�}�Œ�u���š�]�}�v�����v�����š�Z�����]�v�•�š�Œ�µ���š�}�Œ�[�•���‰���Œ�•�}�v���o�]�š�Ç���]�v���š�Z�����•���u�������}�u�u���v�š�X���&�}�Œ��

���Æ���u�‰�o���U�������•�š�µ�����v�š���Á�Œ�}�š���U���^I prefer accessibility statement B because it goes more in to depth and 

�•�Z�}�Á�•���š�Z���š���š�Z�����‰�Œ�}�(���•�•�}�Œ�������Œ���•�������}�µ�š���•�š�µ�����v�š�•�[���Á���o�o-�����]�v�P�����v�����•�µ�������•�•�_���~�^�µ�Œ�À���Ç���ñ�í�ò�•�X�� 

Many students also liked the clarity of Policy B (9.9% of comments) or the additional formatting 

�~�ó�X�î�ò�9���}�(�����}�u�u���v�š�•�•�X���&�}�Œ�����Æ���u�‰�o���U���}�v�����•�š�µ�����v�š���Á�Œ�}�š�����^���o�����Œ���Œ�����v�����P�]�À���•���•�š�µ�����v�š�•�����������š�š���Œ��

�µ�v�����Œ�•�š���v���]�v�P�_���~�^�µ�Œ�À���Ç���í�ô�ñ�•�X�����v�}�š�Z���Œ���}���•���Œ�À�������W�}�o�]���Ç�������]�•���^�����•�]���Œ���š�}���Œead and makes the professor 

�•�}�µ�v�����v�]�����X�����}�o�����o���š�š���Œ�•�����Œ�����P�}�}���_���~�^�µ�Œ�À���Ç���î�í�ñ�•�X�� 

Although few in number (only 4% of comments), it is also worth discussing that this more 

comprehensive policy made several students express that they would feel safer in this classroom. Safety 

is not something I had anticipated being a common topic of discussion in most of these policies; 
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however, especially for students who have struggled getting accommodations in the past, having a 

policy that makes their welcome clear from the beginning can have a profound impact. One student 

�Á�Œ�}�š�����š�Z���š���š�Z���Ç�����Z�}�•�����W�}�o�]���Ç���������������µ�•�����]�š���^���o�o�}�Á�•���(�}�Œ�����v�}�v�Ç�u�]�šy and a safe space for students to make 

�š�Z���]�Œ���v�������•���l�v�}�Á�v�_���~�^�µ�Œ�À���Ç���ò�õ�•�X 

 
Figure 6.38 Wordcloud of Student Comments 

6.5.5 Analysis 

The majority of students preferred Accessibility Policy B; however, they generally found both 

policies to be reasonable and clear. On the whole though, students found Accessibility Policy B to be 

more reasonable and more clear. Additionally, students found the expanded content of Policy B to 

contain useful information that they had not been aware of previously.  

Those who did not prefer Accessibility Policy B most often preferred Policy A purely because of 

�]�š�•�����Œ���À�]�š�Ç�X���&�}�Œ���u���v�Ç���}�(���š�Z�}�•�����•�š�µ�����v�š�•�U���š�Z���Ç�����]���v�[�š���v���������������}�u�u�}�����š�]�}�v�•�U���•�}�����]���v�[�š���Á���v�š���š�}���(�����o��

pressured into reading about them. It is interesting, though that �š�Z���•�����•�š�µ�����v�š�•�����]���v�[�š���������}�µ�v�š���(�}�Œ���š�Z����

possibility they might one day need assistance.  

Curiously�U���•�}�u�����•�š�µ�����v�š�•�[���‰�Œ���(���Œ�Œ�������W�}�o�]���Ç�����������•�������}�v�����v�����•�•�µ�u�‰�š�]�}�v���š�Z���š���š�Z�����������}�u�u�}�����š�]�}�v�•��

system is fairly simple to navigate. One student explained, for instance, that they chose Policy A because 

�]�š���Á���•���^�•�]�u�‰�o���U���•�š�Œ���]�P�Z�š���š�}���š�Z�����‰�}�]�v�š�X���/�(�������•�š�µ�����v�š���Z���•���������}�u�u�}�����šions, they probably already know 

�Á�Z���Œ�����š�}���P�}�_���~�^�µ�Œ�À���Ç���í�ó�î�•�X���/�v�•�š�Œ�µ���š�}�Œ�•�����v�����Œ���•�����Œ���Z���Œ�•���l�v�}�Á���š�Z�]�•���]�•�v�[�š���v�������•�•���Œ�]�o�Ç���š�Œ�µ���X�� 
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Accommodations systems, especially those at universities limiting instructors to policies like 

Policy A, require students to navigate a system designed to challenge and exclude them. Students are 

tasked with disclosing their situation, proving their disability, asking for accommodations, waiting for 

judgement, and accepting whatever accommodations they are provided. The student is typically unable 

to negotiate and may not even be aware of other possible accommodations (Dolmage Academic Ableism 

90). Then, ev���v�����(�š���Œ���š�Z���š���š�Œ�]���o�U���•�š�µ�����v�š�•�[���]�v�•�š�Œ�µ���š�}�Œ�•���u���Ç���}�Œ���u���Ç���v�}�š���������‹�µ���š���o�Ç���]�u�‰�o���u���v�š���v�������•�•���Œ�Ç��

�������}�u�u�}�����š�]�}�v�•���]�v�������Á���Ç���š�Z���š�������š�µ���o�o�Ç���(�����]�o�]�š���š���•���š�Z�����•�š�µ�����v�š�•�[���o�����Œ�v�]�v�P�X�� 

�K�v�����•�š�µ�����v�š���•�µ�Œ�À���Ç�������•�Z���Œ�������š�Z���]�Œ�����Æ�‰���Œ�]���v�������Á�]�š�Z���š�Z�]�•���(�o���Á�������•�Ç�•�š���u���•���Ç�]�v�P�U���^���•���•�}�u���}�v�����Á�Z�}��

got accommodations from GSU which got completely ignored due to the unorganized system, I felt very 

hurt and discriminated against. This gives me hope there really are people in authority (professors) who 

�����Œ���_���~�^�µ�Œ�À���Ç���í�ñ�ð�•�X���d�Z���Ç���v���À�]�P���š�������š�Z�����‰�Œ�}�����•�•�X���d�Z���Ç���P�}�š���š�Z�����������}�u�u�}�����š�]�}�v�•�X���z���š���š�Z���Ç���•�š�]�o�o���Á���Œ�����v�}�š��

supported. Whether the granted accommodations were a poor match for the course design or there 

was a more direct mismanagement of the situation is unclear, but it is clear the student felt 

unsupported and did not perceive the instructor as an ally in the situation. Whether established 

accommodations systems work or not, instructors are the final barrier or gateway to �•�š�µ�����v�š�•�[�����������•�•�X��

Uncaring and uncompromising instructors can limit the functionality of a perfect accommodations 

system just as caring and supportive instructors can facilitate access when accommodations systems are 

not an option or prove inadequate.   

Reading syllabi with minimal information and boilerplate content means students are unable to 

�(�}�Œ�u�������(�]�Œ�u���µ�v�����Œ�•�š���v���]�v�P���}�(���š�Z���]�Œ���]�v�•�š�Œ�µ���š�}�Œ�•�[���š�������Z�]�v�P���•�š�Ç�o�����}�Œ���u���š�Z�}���•���}�(�����o���•�•�Œ�}�}�u���u���v���P���u���v�š��

until it is too late in the term for students to make a different educational choice. More flexible and 

personal policies help students gain an understanding of what to expect and either prepare for their 

���o���•�•�[�•�������•�]�P�v���}�Œ�����Z���v�P�����š�}���������]�(�(���Œ���v�š�����o���•�•�X���W���Œ�Z���‰�•�����À���v���u�}�Œ�����]�u�‰�}�Œ�š���v�š�o�Ç�U���•�š���š���u���v�š�•���o�]�l�����š�Z�]�•���W�}�o�]���Ç��
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B may help students who feel ignored or abandoned by the educational system to reconnect, to find 

hope.   

�d�Z�]�•���Á���•�������Z�}���������Ç���•�š�µ�����v�š�•�[���‰���Œ�����‰�š�]�}�v�•���}�(���š�Z�����Z�Ç�‰�}�š�Z���š�]�����o���]�v�•�š�Œ�µ���š�}�Œ�[�•���‰���Œ�•�}�v���o�]�š�Ç�������•������

solely on the traditional policy and the test policy. Students knew that Accessibility Policy A did not 

genuinely portray their instructor; they acknowledged that and either accepted it as standard or 

���Æ�‰�Œ���•�•���������]�•�•���š�]�•�(�����š�]�}�v���Á�]�š�Z���š�Z���š���•�š�Ç�o���X���K�v�����•�š�µ�����v�š���Á�Œ�}�š���U���(�}�Œ�����Æ���u�‰�o���U���š�Z���š�����������•�•�]���]�o�]�š�Ç���W�}�o�]���Ç�����[�•��

�]�v�•�š�Œ�µ���š�}�Œ���]�•���^�À���Œ�Ç���À���P�µ���U���v�}�š���P�}�}�������š���P�]�À�]�v�P���]�v�•�š�Œ�µ���š�]�}�v�•�����v�������Æ�‰�o���v���š�]�}�v�•�_���~�^�µ�Œ�À���Ç���ð�ì�î�•�X�����o�š���Œ�v���š�]�À���o�Ç�U��

students perceived the hypothetical instructor of Accessibility Policy B positively. One student wrote, for 

���Æ���u�‰�o���U���^�/���(�����o���o�]�l�����š�Z�����]�v�•�š�Œ�µ���š�}�Œ�������Œ���•�����v�����/���Á�}�µ�o�����š�Œ�µ�•�š���š�Z���u���u�}�Œ���U���������Á�]�o�o�]�v�P���š�}���š���o�l���š�}���š�Z���u�������}�µ�š��

�������}�u�u�}�����š�]�}�v�•�_���~�^�µ�Œ�À���Ç���î�ð�ï�•�X���d�Œ�µ�•�š���š�]���•���]�v���Á�]�š�Z���•���(���š�Ç�����v�������}�u�(�}�Œ�š�X���t�Z���v���•�š�µ�����v�š�•�����}�v�[�š���(�����o���•���(�����}�Œ��

���}�v�[�š���š�Œ�µ�•�š���š�Z���]�Œ���]�v�•�š�Œ�µ���š�}�Œ�•�U���š�Z���v���š�Z���Ç���Á�}�v�[�š�����}�u�u�µ�v�]�����š�����Á�]�š�Z���š�Z���u�X�� 

�/�(�����o�o���]�š���š���l���•���š�}�������P�]�v���š�}���P���]�v���•�š�µ�����v�š�•�[���š�Œ�µ�•�š���]�•���š�}���•�Z���Œ�����‰���Œ�•�}�v���o�]�š�Ç���]�v���š�Z�������Œ�����š�]�}�v���}�(���‰�}�o�]���Ç�U���š�Z���v��

�š�Z���š���]�•�������À���Œ�Ç���•�š�Œ�}�v�P���‰�o���������š�}���•�š���Œ�š�X�����•���t�}�}�������v�����D���������v�����Æ�‰�o���]�v���~���v�����o���š���Œ�����Z���v�P�•�U���^�•�Ç�o�o�����]���(�µ�v���š�]�}�v��

rhetorically and have consequences in terms of how students understand the classroom atmosphere, 

�Á�Z���š���š�Z���Ç�����Æ�‰�����š���(�Œ�}�u���š�Z�����š�������Z���Œ�[�•���Œ���o���š�]�}�v�•�Z�]�‰���š�}���•�š�µ�����v�š�•�U�����v�����Z�}�Á���š�Z���Ç���‰�Œ�����]���š���š�Z�����•���u���•�š���Œ���Á�]�o�o���P�}��

�(�}�Œ���š�Z���u�X�_�������š�Z�}�Œ�}�µ�P�Z�����v�����‰���Œ�•�}�v���o�����������•�•�]���]�o�]�š�Ç���•�š���š���u���v�š�������v�����}�������P�Œ�����š���������o���š�}���•�š���Œ�š���š�Z���š���Œ���o���š�]�}�v�•�Z�]p 

strongly and set students up for a successful semester. Further, students who feel comfortable and safe 

are more likely to engage well, participate well, and do well.  

6.6 Missed and Late Work Policy 

6.6.1 Background 

Policies for missed and late work vary widely across academic disciplines and even across 

instructors within specific disciplines. How a missed and late work policy is structured often depends 

greatly upon the values of individual instructors and the classroom environment that has been fostered. 

�:���v�v�]�(���Œ���'�}�v�Ì���o���Ì�����Æ�‰�o���]�v�•���]�v�������‰�}�������•�š�������À�}�š�������š�}���‰�������P�}�P�Ç���š�Z���š���^�&�}�Œ�����•���o�}�v�P�����•���š�������Z���Œ�•���Z���À�������•�•�]�P�v������



165 

�š���•�l�•���]�v�����Æ���Z���v�P�����(�}�Œ���P�Œ�������•�U���o���š�����Á�}�Œ�l���Z���•���������v�������‰�Œ�}���o���u�X�_���W�}�o�]���]���•���������Œ���•�•�]�v�P���u�]�•�•���������v�����o���š�����Á�}�Œ�l��

attempt to ameliorate that problem.  

Further, late work policies are not implemented solely to keep students on track; many faculty 

implement late work policies so they themselves are able to stay on track with their grading (Hasinoff; 

Korpusik, Freitas, and ���]�}�v�]�•�]�}�V���<�Œ�µ�P���Œ�•�X���D���o�o���š�š���[�•�����Œ�š�]���o���������Z�}���•���š�Z�]�•���•���v�š�]�u���v�š�U���������]�v�P���š�Z�]�•���u���Ç���������š�Z����

�����•�����^�‰���Œ�š�]���µ�o���Œ�o�Ç���]�(���š�Z���Ç�����Œ�����Á�}�Œ�l�]�v�P���Á�]�š�Z���o���Œ�P��-���v�Œ�}�o�o�u���v�š���•�����š�]�}�v�•�X�_���&�]�Œ�•�š���Ç�����Œ�����}�u�‰�}�•�]�š�]�}�v�����o���•�•�����Œ����

often among those large-���v�Œ�}�o�o�u���v�š���•�����š�]�}�v�•�U�����v�����Á�Z���v���š�Z���Ç�����Œ���v�[�š�U the grading load is also extreme 

with essays and projects requiring significant time and attention to grade fairly. However, with the time 

necessary to grade large assignments well, there may also be room for flexibility.  

There is, ultimately, no singular best late work policy. Some common policy types include not 

accepting late work at all, accepting late work with or without some form of penalty, or not accepting 

late work but allowing for a grade buffer of some sort.  

Not accepting late work at all is the most traditional of policies, but it is also among the least 

common in first year composition. Importantly, this type of policy is often unevenly adhered to, often to 

the detriment of good students. Castle explains tha�š���^�š�Z�]�•���š�Ç�‰�����}�(���‰�}�o�]���Ç���]�•���}�(�š���v���À�]�}�o���š���������Ç���(�����µ�o�š�Ç��

(meaning they will actually give extensions in emergencies), so it disadvantages students that believe 

�š�Z�����•�š���š�������‰�}�o�]���Ç�����v�������}�v�[�š�����•�l���(�}�Œ�����Æ�š���v�•�]�}�v�•�X�_���^���À���Œ���o���Œ���•�����Œ���Z���Œ�•���v�}�š�������š�Z���š���š�Z�]�•���^�]�(���š�Z���Ç�����•�l�_��

mentality punishes specific student demographics including first-generation college students and those 

from other marginalized backgrounds (Castle; Hasinoff; Kruger).  Interestingly, Gonzalez frames this 

���]�(�(���Œ���v�š�o�Ç�U�����Œ�P�µ�]�v�P�����v�����Æ�š���v�•�]�}�v���Œ���‹�µ���•�š���^�]�v�À�]�š���•���š�Z�� teacher to help students solve larger problems that 

�u�]�P�Z�š���������P���š�š�]�v�P���]�v���š�Z�����Á���Ç���}�(���š�Z���]�Œ�������������u�]�����•�µ�������•�•�X�_�� 

���}�v�•���‹�µ���v�š�o�Ç�U�������P���v�µ�]�v�����^�v�}���o���š�����Á�}�Œ�l�����À���Œ�_���‰�}�o�]���Ç���]�•���Œ���Œ���X���&���Œ���u�}�Œ�������}�u�u�}�v�����Œ�����‰�}�o�]���]���•���Á�Z�]���Z��

allow for late work with some sort of penalty. The thought behind these policies is typically that 

penalties provide consequences which encourage students to com�‰�o���š�����š���•�l�•���}�v���š�]�u���U���o�]�l�����^�š�Z�����Œ�����o��
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�Á�}�Œ�o���_���Á�}�µ�o�������Æ�‰�����š���~�����•�š�o���V���'�}�v�Ì���o���Ì�V���,���•�]�v�}�(�(�V���D���o�o���š�š���•�X���,�}�Á���À���Œ�U���š�Z���Œ�����]�•���‹�µ���•�š�]�}�v���Á�Z���š�Z���Œ���š�Z���•����

consequences have the intended effects. A result has been the development of flexible late work 

policies which allow for late work to be turned in without penalty.  

When choosing a policy design, an instructor needs to determine what matters most to them 

and what would be most effective for their classroom environment and teaching style. To do this, 

Gonzalez encourages instructors to ���•�l���š�Z���u�•���o�À���•���Á�Z���š���š�Z���]�Œ���P�Œ�������•���Œ���‰�Œ���•���v�š�U���]�(���š�Z���Ç�[�Œ�����P�Œ�����]�v�P���š�}�}��

many things, and what assumptions they make when students turn things in late or not at all. She 

���Æ�‰�o���]�v�•���š�Z���š�U���Á�Z���v���•�Z�����•�š���Œ�š�������š�������Z�]�v�P�U���•�Z�����^���•�•�µ�u�������u�}�•�š���•�š�µ�����v�š�•���Á�]�š�Z���u�]�•�•�]�v�P���Á�}�Œ�l���Á���Œ����just 

�µ�v�u�}�š�]�À���š�����X�_���^�Z�������}�v�š�]�v�µ�������šhat she realizes now that students may struggle with executive function, 

may have anxiety, may not have the time, space, or technology to complete work. Mallette further adds 

�š�Z���š���•�š�µ�����v�š�•���^�u���Ç�������������o���v���]�v�P���Á�}�Œ�l�����v���������Œ���P�]�À�]�v�P�����o�}�v�P�•�]�������š�Z���]�Œ�������������u�]�����o�}�����X�_���K�v���������P���]�v�U���}�µ�Œ��

student body is increasingly diversified and nontraditional; it is possible traditional late work policies no 

longer serve their original purposes.  

Ultimately, regardless of what specific policy an instructor chooses, it is most important that the 

details of that policy be clearly explained and adhered to. Parkes and Harris explain the importance of 

�š�Z�]�•���Á�Z���v���š�Z���Ç���}���•���Œ�À�����^�D���v�Ç���P�Œ�]���À���v�����•�����Œ�]�•�����}�µ�š���}�( unclear expectations or unclear communication of 

expectations. For example, if there is no explicit policy on late assignments, students may feel they have 

been treated unfairly, whether they submit an imperfect assignment on time or a completed one after 

�š�Z�������������o�]�v���_���~�ñ�ò�•�X���d�Z�]�•���]�•�������Z�}�������]�v�������•�š�o���[�•�����Œ�š�]���o�������•���•�Z���������µ�š�]�}�v�•���]�v�•�š�Œ�µ���š�}�Œ�•�����P���]�v�•�š���^�Z���À�]�v�P�������À���P�µ����

�o���š�����‰�}�o�]���Ç�X�_�������o�����l���}�(���•�‰�����]�(�]���]�š�Ç���u�����v�•���•�š�µ�����v�š�•���u���Ç���^�u���l�������•�•�µ�u�‰�š�]�}�v�•�������•�������}�v���Á�Z���š���š�Z���Ç�[�À����

experienced in other courses, which may or may not fi�š���Á�]�š�Z���Z�}�Á���Ç�}�µ���]�u�‰�o���u���v�š���Ç�}�µ�Œ���‰�}�o�]���Ç�X�_���t�Z���v��

policies lack clarity, students do as well. While students can effectively adapt to policies of varying levels 

�}�(���•�š�Œ�]���š�v���•�•���}�Œ���(�o���Æ�]���]�o�]�š�Ç�U���š�Z���Ç�����Œ�����o���•�•�������o�����š�}���������‰�š���Á�Z���v���š�Z���Ç�����}�v�[�š���l�v�}�Á���š�Z�����Œ�µ�o���•���]�v���‰�o���Ç�X�� 
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6.6.2 Reasoning for Missed and Late Work Policy A 

�t�Z�]�o�����^�v�}���o���š�����Á�}�Œ�l�����������‰�š���������À���Œ�_���u�]�P�Z�š���������š�Z�����u�}�•�š���š�Œ�����]�š�]�}�v���o���o���š�����Á�}�Œ�l���‰�}�o�]���Ç�U���]�š���]�•���v�}��

�o�}�v�P���Œ���š�Z�����u�}�•�š�����}�u�u�}�v�X���������]�š�]�}�v���o�o�Ç�U���/���Á�}�Œ�Œ�]�������•�š�µ�����v�š�•���(�����������Á�]�š�Z�����v���}�‰�š�]�}�v�������š�Á�����v���^�v�}���o���š�����Á�}�Œ�l��

���������‰�š���������À���Œ�_�����v�����^�o���š�����Á�}�Œ�l�����������‰�š�������µ�‰���š�}�������Á�����l�����(�š���Œ���š�Z�������������o�]�v���_���•�š�µ�����v�š�•���Á�}�µ�o���v�[�š�����À���v���š�Z�]�v�l��

about their decision. To that end, the traditional policy62 I used is based off of slightly more modern 

traditional policies allowing major assignments to be turned in late with penalties. As Castle explained, 

�^�š�Z�]�•���]�•���‰�Œ�}�������o�Ç���š�Z�����u�}�•�š�����}�u�u�}�v���o���š�����Á�}�Œ�l���‰�}�o�]���Ç�U�����v���������v���������]�u�‰�o���u���v�š�������]�v���u�}�•�š�����}�µ�Œ�•���•�X�_��

Between its popularity and structure, I felt this policy would be an effective choice.  

In determining if the policy was technically reasonable (not necessarily what students would 

consider reasonable), my thought process was that assignments are available from the beginning of 

term, major assignments are scaffolded to encourage timely completion, and I included explicit 

instructions that extensions would be granted when requested. I also operated from the traditional 

assumption that structure teaches responsibility and reflects expectations of the real world, especially 

since the policy would allow for extensions with communication, just as jobs tend to punish no-call-no-

show absences while allowing exceptions for planned situations or communicated surprises.  

I hypothesized students may prefer this policy type because of its clarity and consistency. In 

knowing exactly what to expect and the consequences of not meeting those expectations, students who 

struggle with ambiguity may be more comfortable. Additionally, students who struggle with executive 

dysfunction often rely on external structures (like deadlines with strict penalties) to get work done. 

A specific example of this situation is students with ADHD. People with ADHD often have what 

���Œ�X���t�]�o�o�]���u�����}���•�}�v�������o�o���������v���^�]�v�š���Œ���•�š-�����•�������v���Œ�À�}�µ�•���•�Ç�•�š���u�X�_���t�]�š�Z���š�Z�]�•���š�Ç�‰�����}�(�����Ç�•�(�µ�v���š�]�}�v�U���‰���}�‰�o����

with ADHD are able to complete tasks if they include novelty (new and exciting), interest, urgency (like a 

looming deadline), or challenge (a feeling of competition). For many students with ADHD, assignments 

 
62���^���������‰�‰���v���]�Æ�������(�}�Œ���š�Z�����•�‰�����]�.�����‰�}�o�]���]���•���‰�Œ���•���v�š�������š�}���•�š�µ�����v�š�•�X 
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lack novelty, interest, and challenge, so they rely on procrastination and deadlines to complete tasks. 

Self-aware students with ADHD may prefer policies with harsher penalties and inflexible deadlines 

because of the sense of challenge or urgency they cause.  

6.6.3 Reasoning for Missed and Late Work Policy B 

As an increasing number of researchers suggest that strict late penalties may do little good and 

possibly a great deal of harm, it is necessary to consider more flexible policies. Hasinoff outlines this 

position through the argument that research has shown pretty consistently that late fees ���}�v�[�š���Á�}�Œ�l�U��

listing examples including day cares and libraries which found users viewed the fees as a reasonable cost 

�(�}�Œ�����Æ�š���v���������•���Œ�À�]�����X���/�š���]�•���‰�}�•�•�]���o�����•�š�µ�����v�š�•���À�]���Á���o���š�����‰���v���o�š�]���•���•�]�u�]�o���Œ�o�Ç�U���Œ�����•�}�v�]�v�P���]�(���š�Z���Ç�[�Œ�����P�}�]�vg to 

lose points anyway, they may as well take their time.  

Subsequently, many instructors have experimented with more flexible late work policies, with 

several eliminating penalties entirely. A common concern with this is that students will not turn 

assignments in or will only turn them in at the very end of the term, making it impossible for the 

instructor to grade well and obliterating any learning outcomes for the student. Intriguingly, many 

�Œ���•�����Œ���Z���Œ�•�����Œ�����v�}�š���•�����]�v�P���š�Z�]�•���š�}���������š�Z���������•���X���,���•�]�v�}�(�(���(�}�µ�v���U���(�}�Œ���]�v�•�š���v�����U���š�Z���š���^�ò�ô���‰���Œ�����v�š���}�(���š�Z����

submissions for all four tests were on time, and another 15 percent were completed within 10 days of 

�š�Z�������������o�]�v���X�_���h�o�š�]�u���š���o�Ç�U���•�Z�����(�}�µ�v���U���}�v�o�Ç���ô���‰���Œ�����v�š���}�(�����o�o���š���•�š�•���Á���Œ�����•�µ���u�]�š�š�������]�v���š�Z�����(�]�v���o���Á�����l���}�(���š�Z����

�•���u���•�š���Œ�X���<�Œ�µ�P���Œ�U���•�]�u�]�o���Œ�o�Ç�U���(�}�µ�v�����š�Z���š���^�u�}�•�š���•�š�µ�����v�š�•���š�µ�Œ�v�������]�v�����•�•�]gnments on time; work that was 

�š�µ�Œ�v�������]�v���o���š�����Á���•���u�}�•�š�o�Ç���•�µ���u�]�š�š�������Á�]�š�Z�]�v�������Á�����l���}�(���š�Z�������µ���������š���_���~�î�ï�ñ�•�X���/�š���]�•���‰�}�•�•�]���o���U���(�Œ�}�u���š�Z���•����

experiments, that students typically pace themselves without external penalties and those who take 

longer often do so out of necessity, not sloth. 

Other researchers tie flexibility to accessibility. Womack, for example, notes that "Extended 

time is a common disability accommodation because learners perform at different speeds, and college 

students juggle multiple commitments. Allowing extensions for individual students can give some 
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individuals more time but does not help those who don't feel comfortable enough to ask for 

them" (Womack 517). This echoes challenges with extension policies discussed in the works by Castle, 

Hasinoff, and Kruger. For some students, flexibility may also be the determining factor in a student being 

able to complete the course at all (Thierauf qtd in Korpusik, Freitas, and Dionisio). Kruger similarly 

���•�•���Œ�š�•���^�(�o���Æ�]���o�������������o�]�v���•���Z���o�‰���š�}���u�]�š�]�P���š�����š�Z�������(�(�����š�•���}�(���€�]�v���‹�µ�]�š�Ç�•�_���~�î�ï�ð�•�X�������]�v�P�������o�����š�}���Á�}�Œ�l���Á�]�š�Z�]�v���š�Z����

b�}�µ�v�����Œ�]���•���}�(���•�š�µ�����v�š�•�[���v�������•���u���l���•���š�Z���u���u�}�Œ�������}�u�(�}�Œ�š�����o���U���u�}�Œ���������‰�����o���U�����v�����u�}�Œ�����•�µ�������•�•�(�µ�o�X�� 

Feedback is also a consideration in more flexible policies. A key feature of stricter policies is the 

need to provide timely feedback. Hadley explains that feedback is particularly important to students 

with disabilities and those who are struggling with material (15). Relatedly, Bouvier, Lovellette, and 

Matta determined that prompt feedback (overnight in their case) reduced late submissions for 

programming assignments. While overnight grading is typically not feasible in first year composition, 

keeping students informed about when they can expect feedback (and grades) may help them remain 

engaged and on track. Similarly, Felker and Chen found that providing incentives for early work 

completion encouraged students to begin work sooner and reduced cramming prior to assignment due 

dates (147); while Felker and Chen provided small amounts of extra credit as the incentive, the promise 

of more thorough feedback or an opportunity to revise work until the actual deadline may also be 

effective. 

Building on that idea, including students in their own planning process can be beneficial. 

Womack explains, for instance, that "Several studies across disciplines suggest positive outcomes when 

students have some control over deadlines" �~�t�}�u�����l���ñ�í�ó�•�X�����•�‰�����]���o�o�Ç�����•���•�š�µ�����v�š�•�[���o�]�À���•���Z���À�������}�v�š�]�v�µ������

to grow more complicated, it is not feasible to expect students to be able to adjust perfectly to whatever 

plan each of their instructors has made for the term.  

Finally, much like with attendance policies, it is possible that explaining things to students may 

work even better than punitive policies. Much like Moore observed for attendance policies, Hasinoff 
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discusses the importance of simply explaining expectations to students. When students understand why 

a policy is in place, they are more willing and able to follow the policy, even without extrinsic rewards. 

Consequently, for Missed and Late Work Policy B, I developed a flexible policy which accounted 

for my own needs as an instructor. For example, I know that I am prone to forget to go back and grade 

�•�š�µ�����v�š�•�[�����•�•�]�P�v�u���v�š�•���]�(���š�Z���Ç�����Œ�����š�µ�Œ�v�������]�v�����(�š���Œ���/���Z���À�������oready completed grading, so it was important 

to me that there be some form of cutoff for late work. However, I am also happy to accommodate 

���Æ�š���v�µ���š�]�v�P�����]�Œ���µ�u�•�š���v�����•���Á�]�š�Z�}�µ�š���‰�}�o�]���]�v�P���}�Œ���i�µ���P�]�v�P���•�š�µ�����v�š�•�[���o�]�À���•�X�����•�������Œ���•�µ�o�š�U���š�Z�]�•���(�o���Æ�]���o�����‰�}�o�]���Ç��

makes a point of explaining extensions are available for any reason, as long as I know one is needed. 

Additionally, assignments and course materials are available from the beginning of the term so students 

with complicated schedules are able to adjust their learning plan as necessary to be successful. Similarly, 

this policy makes it clear that tasks are scaffolded to encourage engagement and participation. Finally, 

this flexible policy rewards early completion with the guarantee of more thorough and timely feedback.  

I expected students to like this policy because of the autonomy and flexibility it provides. 

Students value agency and this flexible policy prioritizes that. I did wonder if a significant minority would 

dislike this policy because autonomy and agency can feel a lot like a lack of guidance or clarity.  
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6.6.4 Results 

6.6.4.1 Overall Student Missed and Late Work Policy Preference 

 
Figure 6.39 Student Missed and Late Work Policy Preferences 

Overall, students preferred Missed and Late Work Policy B (82.5% of students). Only 15% of 

students preferred Missed and Late Work Policy A. When the 14 write-in options are excluded from the 

�����š���U���������]�v�}�u�]���o���š���•�š���•�Z�}�Á�•���•�š�µ�����v�š�•�[���‰�Œ���(���Œ���v�����•���š�}���������•�š���š�]�•�š�]cally significant at p<.000001. 

�t�Z���Œ�����•���Á�]�š�Z���š�Z�����‰���Œ�š�]���]�‰���š�]�}�v���‰�}�o�]���]���•���•�š�µ�����v�š�•���Á�Œ�}�š�����]�v�����v���^���]�š�Z���Œ�_ option when dissatisfied 

�Á�]�š�Z�����}�š�Z�����Z�}�]�����•�U���]�v���š�Z�]�•���]�v�•�š���v�����U���•�š�µ�����v�š�•���Á���Œ�����P���v�µ�]�v���o�Ç���}�l���Ç���Á�]�š�Z�����}�š�Z�X���K�v�����•�š�µ�����v�š�����Æ�‰�o���]�v�������^�/��

�Z�}�v���•�š�o�Ç���o�]�l�������}�š�Z�X���/���•�������š�Z�����Œ�����•�}�v�]�v�P�������Z�]�v�������}�š�Z���‰�}�o�]���]���•�����v�����/�����P�Œ�������Á�]�š�Z�����}�š�Z�_���~�^�µ�Œ�À���Ç���î�ñ�ð�•�X�����v�}�š�Z���Œ��

student expressed a si�u�]�o���Œ���•���v�š�]�u���v�š���Á�Œ�]�š�]�v�P�U���^�/�[�u���o�}�Á�l���Ç���}�l���Ç���Á�]�š�Z�����}�š�Z�X�������Á�}�µ�o�����š�������Z���u����

�u���v���P���u���v�š�����v�����Z���o�‰���u�����(�}���µ�•�U�����µ�š�������Á�}�µ�o�������������u���Ì�]�v�P���]�(���/���Z�������•�}�u���š�Z�]�v�P�����o�•�����P�}�]�v�P���}�v�_���~�^�µ�Œ�À���Ç���í�ñ�ì�•�X��

While these types of write-in choices only account for 2.5% of overall results, the overall positivity for 

���}�š�Z���‰�}�o�]���]���•�������u�}�v�•�š�Œ���š���•���•�š�µ�����v�š�•�[�������]�o�]�š�Ç���š�}���µ�v�����Œ�•�š���v�����š�Z�����Œ�����•�}�v�•�������Z�]�v�����u�µ�o�š�]�‰�o�����‰�}�o�]���Ç���•�š�Ç�o���•�V��

���À���v���Á�Z���v���‰�Œ���(���Œ���v�����•�����Œ�����P���v���Œ���o�o�Ç���•�š�Œ�}�v�P�U���]�š�����}���•�v�[�š�����µ�š�}�u���š�]cally mean that one policy is bad.  
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6.6.4.2 Student Perception of Ability to Comply with Missed and Late Work Policy Guidelines 

 
Figure 6.40 Histogram of Student Perceptions of Compliance Confidence 

Students were generally confident in their ability to succeed within the guidelines of both 

�‰�}�o�]���]���•�X���ó�ì�9���}�(���•�š�µ�����v�š�•���•���o�����š�������^���P�Œ�����_���}�Œ���^�^�š�Œ�}�v�P�o�Ç�����P�Œ�����_���š�}���š�Z�����‰�Œ�}�u�‰�š���^�/�����u�����}�v�(�]�����v�š���š�Z���š���/��

would be able to follow this late work policy without requesting ���Æ�����‰�š�]�}�v�•���(�Œ�}�u���š�Z�����]�v�•�š�Œ�µ���š�}�Œ�_���(�}�Œ��

Missed and Late Work Policy A. When responding to the same prompt for Missed and Late Work Policy 

B, this certainty went up to 93.4% of responses.  

Table 6.11 Sign Test Results 
�Z���o���š�����r�^���u�‰�o���•���^�]�P�v���d���•�š 

�d�}�š���o���E �ñ�ñ�ó 
�W�}�•�]�Ÿ�À�������]�+���Œ���v�����• �ï�ì�ñ 
�E���P���Ÿ�À�������]�+���Œ���v�����• �ï�í 
�E�µ�u�����Œ���}�(���d�]���• �î�î�í 
�^�š���v�����Œ���]�Ì�������d���•�š���^�š���Ÿ�•�Ÿ�� �í�ð�X�ô�õ�ï 
���•�Ç�u�‰�š�}�Ÿ�����^�]�P�v�]�.�����v�������~�î�r�•�]���������š���•�š�• �D�X�ì�ì�ì�ì�ì�í 

 
The overwhelming belief in their ability to comply with Policy B is supported with the results of 

�š�Z�����•�]�P�v���š���•�š���Á�Z�]���Z���•�Z�}�Á�•���š�Z���š�U���Á�Z�]�o�����ð�ï�X�ó�9���}�(���•�š�µ�����v�š�•�[�����Z�}�]�����•���Œ���u���]�v�������š�Z�����•���u���������Œ�}�•�•�����}�š�Z���‰�}�o�]���]���•��

�~�u�}�•�š���}�(�š���v���]�v���š�Z�����^���P�Œ�����_�����v�����^�^�š�Œ�}�v�P�o�Ç�����P�Œ�����_�������š���P�}�Œ�]���•�•�U���ñ�ð�X�ô�9���}�(���•�š�µ�����v�š�•�[���‰���Œ�����‰�š�]�}�v�•���•�Z�]�(�š�������š�}������

more agreeable position from Missed and Late Work Policy A to Missed and Late Work Policy B; only 

�ñ�X�ò�9���}�(���•�š�µ�����v�š�•�[���‰���Œ�����‰�š�]�}�v�•���•�Z�]�(�š�������v���P���š�]�À���o�Ç�X 
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Figure 6.41 Scatterplot of Student Perceptions of Compliance Confidence 

The jittered scatterplot displays the findings of the sign test, showing the very strong agreement 

�Á�Z���v���]�š�����}�u���•���š�}���•�š�µ�����v�š�•�[�������o�]���(���š�Z���š���š�Z���Ç�������v���•�µ�������•�•�(�µ�o�o�Ç���(�}�o�o�}�Á���D�]�•�•���������v�����>���š�����t�}�Œ�l���W�}�o�]���Ç�������~�š�Z����

top two rows of the graph). Further, the jittered scatterplot shows the trickling disagreement of those 

few students who were very confident that they could comply with Missed and Late Work Policy A, but 

had less (in some cases much less) certainty when it came to Missed and Late Work Policy B.  

6.6.4.3 Student Perception of Grade Success Under Missed and Late Work Policy Guidelines 

 
Figure 6.42 Histogram of Student Perceptions of Grade Success 

�t�Z���v�����•�l�������š�}���•�š���š�����š�Z���]�Œ���o���À���o���}�(�����P�Œ�����u���v�š���Á�]�š�Z���š�Z�����‰�Œ�}�u�‰�š���^�/�����u�����}�v�(�]�����v�š���š�Z���š���(�}�o�o�}�Á�]�v�P��

�š�Z�]�•���o���š�����Á�}�Œ�l���‰�}�o�]���Ç���Á�}�µ�o�����v�}�š���v���P���š�]�À���o�Ç���]�u�‰�����š���u�Ç�����}�µ�Œ�•�����P�Œ�������U�_���•�š�µ�����v�š�•���Á���Œ�����‰�Œ���š�š�Ç�����}�v�(�]�����v�š���š�Z���š��

they could succeed under either policy. 61.9% of students agreed or strongly agreed with the prompt for 

Missed and Late Work Policy A and only 15.6% disagreeing. When responding to Missed and Late Work 

Policy B, 92.7% of students agreed or strongly agreed and just 1.6% disagreed or strongly disagreed.  
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Table 6.12 Sign Test Results 
�Z���o���š�����r�^���u�‰�o���•���^�]�P�v���d���•�š 

�d�}�š���o���E �ñ�ñ�ñ 
�W�}�•�]�Ÿ�À�������]�+���Œ���v�����• �ï�î�î 
�E���P���Ÿ�À�������]�+���Œ���v�����• �î�í 
�E�µ�u�����Œ���}�(���d�]���• �î�í�î 
�^�š���v�����Œ���]�Ì�������d���•�š���^�š���Ÿ�•�Ÿ�� �í�ò�X�í�õ�ô 
���•�Ç�u�‰�š�}�Ÿ�����^�]�P�v�]�.�����v�������~�î�r�•�]���������š���•�š�• �D�X�ì�ì�ì�ì�ì�í 

 
With this in mind, it ���o�•�}���(�}�o�o�}�Á�•���š�Z���š���•�š�µ�����v�š�•�[���}�À���Œ�Á�Z���o�u�]�v�P�������o�]���(���]�v���š�Z���]�Œ�������]�o�]�š�Ç���š�}�����}�u�‰�o�Ç��

with Policy B means the sign test showed a statistically significant positive shift in student responses. 

�ñ�ô�9���}�(���•�š�µ�����v�š�•�[���‰���Œ�����‰�š�]�}�v�•���•�Z�]�(�š�������š�}�������u�}�Œ�������P�Œ���������o�����‰�}�•�]�š�]�}�v���(�Œ�}�u���D�]�•sed and Late Work Policy A 

�š�}���D�]�•�•���������v�����>���š�����t�}�Œ�l���W�}�o�]���Ç�����V���}�v�o�Ç���ï�X�ô�9���}�(���•�š�µ�����v�š�•�[���‰���Œ�����‰�š�]�}�v�•���•�Z�]�(�š�������v���P���š�]�À���o�Ç�X 

 
Figure 6.43 Scatterplot of Student Perceptions of Grade Success 

�/�v�š���Œ���•�š�]�v�P�o�Ç�U���š�Z�����i�]�š�š���Œ�������•�����š�š���Œ�‰�o�}�š���•�Z�}�Á�•���š�Z�����l���Ç�����Œ�������}�(�����]�(�(���Œ���v�����������š�Á�����v���•�š�µ�����v�š�•�[��

perceptions of their ability to comply with the missed and late work policies and their ability to achieve 

high grades with the policies. Whereas several students who believed they could comply with Missed 

and Late Work Policy A had concerns about their ability to comply with Missed and Late Work Policy B, 

when it came to perceptions of impacts upon their grade, students who strongly agreed that they would 

be able to earn their desired grade under Policy A were also confident under Policy B.   
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Table 6.13 �^�‰�����Œ�u���v�[�•�����}�Œ�Œ���o���š�]�}�v���Z���•�µ�o�š�•���D�>�t�W�������˜���� 
�^�‰�����Œ�u���v�[�•�����}�Œ�Œ���o���Ÿ�}�v�W�����}�u�‰�o�]���v���������v����

�'�Œ���������D�>�t�W���� 
�^�‰�����Œ�u���v�[�•�����}�Œ�Œ���o���Ÿ�}�v�W�����}�u�‰�o�]���v���������v����

�'�Œ���������D�>�t�W���� 
�s���o�µ�� ���‰�‰�Œ�}�Æ�]�u���š����

�^�]�P�v�]�.�����v���� 
�E���}�(���s���o�]����
�����•���• 

�s���o�µ�� ���‰�‰�Œ�}�Æ�]�u���š����
�^�]�P�v�]�.�����v���� 

�E���}�(���s���o�]����
�����•���• 

�X�ò�ô�í �D�X�ì�ì�ì�ì�ì�í �ñ�ñ�ò �X�ò�õ�ó �D�X�ì�ì�ì�ì�ì�í �ñ�ñ�ò 
 
�h�v�����Œ�•�š���v�������o�Ç�U���•�š�µ�����v�š�•�[���‰���Œ�����‰�š�]�}�v�•���}�(���š�Z���]�Œ�������]�o�]�š�Ç���š�}�����}�u�‰�o�Ç���Á�]�š�Z���š�Z�����o���š�����Á�}�Œ�l���‰�}�o�]���]���•��

���o�}�•���o�Ç���u���š���Z�������š�Z���]�Œ�������o�]���(�•�������}�µ�š���š�Z�����]�u�‰�����š���š�Z�����o���š�����Á�}�Œ�l���‰�}�o�]���]���•���Á�]�o�o���Z���À�����}�v���š�Z���]�Œ���P�Œ�������•�V���•�š�µ�����v�š�•�[��

responses across questions were strongly correlated for ���}�š�Z���‰�}�o�]���]���•�X���^�š�µ�����v�š�•�[���o���À���o���}�(�����P�Œ�����u���v�š���Á�]�š�Z��

�š�Z�����‰�Œ�}�u�‰�š���^�/�����u�����}�v�(�]�����v�š���š�Z���š���/���Á�}�µ�o���������������o�����š�}���(�}�o�o�}�Á���š�Z�]�•���o���š�����Á�}�Œ�l���‰�}�o�]���Ç���Á�]�š�Z�}�µ�š���Œ���‹�µ���•�š�]�v�P��

���Æ�����‰�š�]�}�v�•���(�Œ�}�u���š�Z�����]�v�•�š�Œ�µ���š�}�Œ�_���}�(�š���v���u���š���Z�������š�Z���]�Œ���o���À���o���}�(�����P�Œ�����u���v�š���Á�]�š�Z���š�Z�����‰�Œ�}�u�‰�š���^�/�����u�����}�v�(�]�����v�š��

that �(�}�o�o�}�Á�]�v�P���š�Z�]�•���o���š�����Á�}�Œ�l���‰�}�o�]���Ç���Á�}�µ�o�����v�}�š���v���P���š�]�À���o�Ç���]�u�‰�����š���u�Ç�����}�µ�Œ�•�����P�Œ�������X�_���Z���•�‰�}�v�•���•���Á���Œ�����u�}�•�š��

likely to match when students agreed or strongly agreed with one of the prompts.  

6.6.4.4 Student Perception of Missed and Late Work Policy Reasonableness 

 
Figure 6.44 Histogram of Student Perceptions of Policy Reasonableness 

Once again, students found both policies to be reasonable; however, students almost always 

found Missed and Late Work Policy B to be the more reasonable policy. In responding to the prompt 

�^�š�Z�]�•���‰�}�o�]���Ç���]�•���Œ�����•�}�v�����o���_���ð�ó�X�ò�9���}�(���•�š�µ�����v�š�•���•���o�����š�������^���P�Œ�����_���(�}�Œ��Policy A and another 16% selected 

�^�^�š�Œ�}�v�P�o�Ç�����P�Œ�����X�_���/�v���Œ���•�‰�}�v���]�v�P���š�}���š�Z�����•���u�����‰�Œ�}�u�‰�š���(�}�Œ���W�}�o�]���Ç�����U���ò�ï�X�ï�9���}�(���•�š�µ�����v�š�•���•���o�����š�������^�^�š�Œ�}�v�P�o�Ç��

���P�Œ�����_���~�i�µ�•�š�������}�µ�š���š�Z�����•���u�����v�µ�u�����Œ���}�(���•�š�µ�����v�š�•�����•���š�Z�}�•�����Á�Z�}���•���o�����š�������^���P�Œ�����_�����v�����^�^�š�Œ�}�v�P�o�Ç�����P�Œ�����_��
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for Policy A combined). Another 29.3% selected that they agreed that Policy B was reasonable. Only 

7.4% of students were neutral or in disagreement about Policy B being reasonable.  

Table 6.14 Sign Test Results 
�Z���o���š�����r�^���u�‰�o���•���^�]�P�v���d���•�š 

�d�}�š���o���E �ñ�ñ�ò 
�W�}�•�]�Ÿ�À�������]�+���Œ���v�����• �ï�ï�ì 
�E���P���Ÿ�À�������]�+���Œ���v�����• �ï�õ 
�E�µ�u�����Œ���}�(���d�]���• �í�ô�ó 
�^�š���v�����Œ���]�Ì�������d���•�š���^�š���Ÿ�•�Ÿ�� �í�ñ�X�ì�õ�ó 
���•�Ç�u�‰�š�}�Ÿ�����^�]�P�v�]�.�����v�������~�î�r�•�]���������š���•�š�• �D�X�ì�ì�ì�ì�ì�í 

 
�^�š�µ�����v�š�•�[�����Z�}�]�����•���(�}�Œ���D�]�•�•���������v�����>���š�����t�}�Œ�l���W�}�o�]���Ç�������Á���Œ�����š�Ç�‰�]�����o�o�Ç���‰�}�•�]�š�]�À�����Œ���P���Œ���o���•�•���}�(���š�Z���]�Œ��

���Z�}�]�������(�}�Œ���D�]�•�•���������v�����>���š�����t�}�Œ�l���W�}�o�]���Ç�����V���������}�Œ���]�v�P�o�Ç�U���š�Z�����•�]�P�v���š���•�š���•�Z�}�Á�•���}�v�o�Ç���ï�ï�X�ò�9���}�(���•�š�µ�����v�š�•�[��

responses stayed the same across policies and 7% of responden�š�•�[���Œ���•�‰�}�v�•���•���•�Z�]�(�š�������v���P���š�]�À���o�Ç�V��

however, 59.4% of responses shifted positively.  

 
Figure 6.45 Histogram of Student Perceptions of Policy Reasonableness 

In looking at a jittered scatterplot of this data, the extremity of this shift is clearly visible. In 

almost all cases wherein a student disagreed or strongly disagreed with one policy, they agreed or 

strongly agreed with the other. Students who found Missed and Late Work Policy A to be unreasonable 

found Missed and Late Work Policy B to be reasonable. Conversely, students who found Missed and Late 

Work Policy B to be unreasonable found Missed and Late Work Policy A to be reasonable. However, if a 

student strongly agreed that Policy A was reasonable, they often agreed or strongly agreed that Policy B 
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was as well. Interestingly, this trend was not reversible. Students who strongly agreed that Policy B was 

reasonable were much more divided about Policy A.  

6.6.4.5 Student Missed and Late Work Policy Preferences Along Demographics 

�d�Z���Œ�����Á���Œ�����v�}���•�š���š�]�•�š�]�����o�o�Ç���•�]�P�v�]�(�]�����v�š���]�v�š���Œ�����š�]�}�v�•�������š�Á�����v���•�š�µ�����v�š�•�[�������u�}�P�Œ���‰�Z�]���•�����v�����š�Z���]�Œ��

missed and late work policy preferences. Across demographics, students tended to prefer Missed and 

Late Work Policy B around 82% of the time. The only demographic which approached statistical 

significance (p �A���X�ì�í�ô�•���Á���•���•�š�µ�����v�š�•�[���v���š�]�À�����o���v�P�µ���P���U���Á�Z���Œ���]�v���•�š�µ�����v�š�•���Á�]�š�Z�����v�����(�Œ�]�����v���v���š�]�À�����o���v�P�µ���P����

preferred Policy B only 76.5% of the time63 while students with English, Spanish, or an Asian language as 

their native language preferred Policy B upwards of 85% of the time.  

6.6.4.6 Student Comments 

6.6.4.6.1 Reasons for Preferring Missed and Late Work Policy A 

Of the 83 students who preferred Missed and Late Work Policy A, 63 wrote explanations for 

their preference. Among these, the overarching theme was a preference for structure (82.5% of the 

comments). For many of these students, it was a matter of personal need. One student wrote, for 

���Æ���u�‰�o���U���š�Z���š���W�}�o�]���Ç�������^�P�]�À���•���u�����u�}�Œ�����}�(�������‰�µ�•�Z���š�}�����}���u�Ç���Á�}�Œ�l�J�_���~�^�µ�Œ�À���Ç���ó�ð�•�X���K�š�Z���Œ�•�����Æ�‰�Œ���•�•�������š�Z���š���]�š��

�^�Z���o�‰�•���u�����•�š���Ç���(�}���µ�•�����_���~�^�µ�Œ�À���Ç���ð�î�ð�•���}�Œ���^�,���o�‰�•���u�����•�š���Ç���}�v���š�Œ�����l�_���~�^�µ�Œ�À���Ç���ñ�ì�ó�•�X�����v�}�š�Z���Œ���•�š�µ�����v�š��

�����l�v�}�Á�o�����P�������š�Z���š���^�/���š�Z�]�v�l���W�}�o�]���Ç�������u�]�P�Z�š���������š�}�}���u�µ���Z���(�Œ�������}�u���(�}�Œ���u���_���~�^�µ�Œ�À���Ç���ð�ð�ì�•�X���/�����‰�‰�Œ�����]���š�����š�Z���•����

students knowing themselves and their limitations and strengths.  

Interestingly, several students expressed a preference for Policy A not because they need the 

structure, but because they feel allowing others leniency is unfair to them �t even though they would be 

�P�Œ���v�š�������š�Z�����•���u�����o���v�]���v���Ç�X���K�v�����•�š�µ�����v�š���Á�Œ�}�š���U���(�}�Œ�����Æ���u�‰�o���U���^�/�(���/���Á�}�Œ�l���Z���Œ�����š�}�����}���u�Ç���‰���‰���Œ�U���š�Z���Ç��

 
63 The catch to this finding is that the sample size for students with an African native language is very, very small. It 
is probable that this divergence is the result of chance and a larger sample from this specific demographic would 
shift to match the larger categories.   
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�•�Z�}�µ�o���v�[�š���P���š���š�Z�����•���u�����P�Œ���������Á�Z���v���š�Z���Ç���‰�µ�š���]�v���o���•�•���Á�}�Œ�l�_���~�^�µ�Œ�À���Ç���í�í�ñ�•�X���d�Z�]�•�����}�u�u���v�š���]�v���‰���Œ�š�]���µ�o���Œ���]�•��

interesting; this student is equating taking longer with doing less work, even if the assignment should 

take the same amount of work regardless of how spread out that work is. This student was not alone in 

this sentiment. Another simply wrote, �^���[�u�}�v�U���•�µ���u�]�š���Á�}�Œ�l���}�v���š�]�u���X�����}�v�[�š���u���l�������Æ���µ�•���•�_���~�^�µ�Œ�À���Ç���í�ò�•�X��

As a student who thrived on structure and an instructor who initially struggled with leniency, this 

senti�u���v�š���(�����o�•���(���u�]�o�]���Œ�X���,�}�Á���À���Œ�U�����•�������•�š�o���[�•�����Œ�š�]���o���������µ�š�]�}�v�����U���]�š���]�•���v�������•�•���Œ�Ç���š�}�����Z���o�o���v�P�����š�Z����

assumptions we make about why a student may need leniency. Students who work, or have families, or 

complicated physical or mental health situations may need grace that a bootstraps mentality does not 

allow for and for which allowing negotiated extensions is insufficient.  

Building on this, some students connected flexibility to favoritism, taking the concept of 

unfairness farther. One student expressed, �^�,���À�]�v�P���������µ�š�����v�������Œ�Ç���•���š���}�(���P�µ�]�����o�]�v���•���u���l���•���u�}�Œ�����•���v�•�����]�v��

�‰�Œ���À���v�š�]�v�P���(���À�}�Œ�]�š�]�•�u�_���~�^�µ�Œ�À���Ç���ï�ð�ò�•�X���d�Z�]�•���‰���Œ�•�‰�����š�]�À�����]�•�����•�‰�����]���o�o�Ç���]�v�š���Œ���•�š�]�v�P���]�v���o�]�P�Z�š���}�(���š�Z�����}���•���Œ�À���š�]�}�v�•��

of instructors and administrators like Castle, Hasinoff, and Kruger who observed that instructors with 

strict missed and late work policies often violate their own policies, allowing exceptions for students 

who request them with a good reason. From this perspective, it could be argued that a more traditional, 

strict policy is at greater risk of favoritism (intentional or otherwise64).  

 
Figure 6.46 Wordcloud of Student Comments 

 
64 �/�����}�v�[�š���Á���v�š���š�}���Z���Œ�‰���}�v���š�Z�]�•���‰�}�]�v�š�������•�������}�v�������u�]�v�}�Œ�]�š�Ç���}�(�������u�]�v�}�Œ�]�š�Ç���}�(���•�š�µ�����v�š���Œ���•�‰�}�v�•���•�V���Z�}�Á���À���Œ�U���/�����}���Á���v�š���š�}��
mention how this mirrors the grievances of those like Rose who are against accommodations and connects back to 
�^�š���u�l�}�µ�U���À���v���<�o�����(�U�����v�����,�}�u���v�[�• discussion on entitlement.  
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6.6.4.6.2 Reasons for Preferring Missed and Late Work Policy B 

Of the 458 students who preferred Missed and Late Work Policy B, 387 wrote comments 

explaining their preference. The main basis for this preference was a desire for flexibility (68% of 

comments); of these, very many students mentioned specifically how accommodating the flexibility of 

this policy is and how it considered things happening beyond their control. One student wrote, for 

���Æ���u�‰�o���U���^�����o�}�š���}�(���š�Z�]�v�P�•�������v���u���l�����•�}�u���}�v�����u�]�•�•�������€���������o�]�v���•�X���/���l�v�}�Á���(�}�Œ���}�v���U���/���u�]�•�•�����������Á�����l�����������µ�•����

of an accident. Many class���•�����]���v�[�š���•�µ�‰�‰�}�Œ�š���u�������•���/���v���������������v�����/���Z�������š�}���‰�µ�•�Z�����À���v���Z���Œ�����Œ�����v�����•�š�Œ���•�•��

�u�}�Œ���_���~�^�µ�Œ�À���Ç���î�ì�í�•�X�����v�}�š�Z���Œ�����}�v�v�����š�������������}�u�u�}�����š�]�}�v�•���š�}���•�]�š�µ���š�]�}�v�•���}�š�Z���Œ���š�Z���v�����]�•�����]�o�]�š�Ç�U�����Æ�‰�o���]�v�]�v�P�U��

�^�/�����Z�}�}�•�����������������µ�•�����]�š���]�•���u�}�Œ�����(�o���Æ�]���o�������v�����•�}�u���}�v�����o�]�l�����u�����Á�Z�}���Z���o�‰�•���(���u�]�o�Ç���]�v��a franchise, it would be 

amazing to be able to talk to my professor and to get full credits by taking more time to finish the 

���•�•�]�P�v�u���v�š�•�_���~�^�µ�Œ�À���Ç���í�ð�í�•�X���d�Z���Œ�������Œ�����v�}�š�����µ�Œ�Œ���v�š�o�Ç���(�}�Œ�u���o���������}�u�u�}�����š�]�}�v�•�����À���]�o�����o�����(�}�Œ���•�š�µ�����v�š�•���Á�]�š�Z��

demanding careers, so students rely on instructor leniency or more flexible policies to manage. 

Many students also connected this policy to the behavior, personality, and management style of 

�š�Z���]�Œ���]�v�•�š�Œ�µ���š�}�Œ���~�î�î�X�ó�9���}�(�����}�u�u���v�š�•�•�X���&�}�Œ���]�v�•�š���v�����U���}�v�����•�š�µ�����v�š�����Æ�‰�o���]�v�����U���W�}�o�]���Ç�������^�š�Œ�����š�•���µ�•���o�]�l����

humans, like people that have things happen to them. Again, this just sets the tone for what kind of 

�]�v�•�š�Œ�µ���š�}�Œ���š�Z�]�•���]�•�X���/���Á�}�µ�o�����������Z���‰�‰�Ç���š�}���š���l�����š�Z�]�•�����o���•�•�_���~�^�µ�Œ�À���Ç���í�ì�î�•�X�����v�}�š�Z���Œ���Á�Œ�}�š���U���^�/�š�[�•���Á���o���}�u�]�v�P�����v����

���v���}�µ�Œ���P���•���•�š�µ�����v�š�•���š�Z���š���š�Z���]�Œ���‰�Œ�}�(���•�•�}�Œ���Z���•���š�Z���]�Œ���������l�_���~�^�µ�Œ�À���Ç���ï�ì�ò�•�X�� 

Several students further expressed that they valued specific features of this policy, such as 

having all course resources available from the beginning, scaffolded assignments with milestones to help 

fight procrastination, and the more detailed feedback for assignments turned in earlier. One student 

�Á�Œ�}�š�����^�W�Œ�}�(���•�•�}�Œ�������P�]�À���•���}�µ�š�����À���Œ�Ç�š�Z�]�v�P���]�v���š�Z���������P�]�v�v�]�v�P�����v�����P�]�À���•�������Á�����l���š�}���š�µ�Œ�v���š�Z�]�v�P�•���]�v�U���Á�Z�]�o�������o�•�}��

�š�Z�����o���š���Œ���]�š���u�•�����}�v�[�š���P���š�����•���P�}�}�����}�(���(�������������l�U���•�}���]�v�����v�š�]�À�]�Ì�]�v�P���•�š�µ�����v�š�•���š�}���š�µ�Œ�v���]�v���Á�}�Œ�l�������Œ�o�]���Œ�_���~�^�µ�Œ�À���Ç��

46�ð�•�X�����v�}�š�Z���Œ�����Æ�‰�Œ���•�•�����U���^�š�Z�����]�v�•�š�Œ�µ���š�}�Œ���•�����u�•���u�}�Œ�����µ�v�����Œ�•�š���v���]�v�P�����v�����/���Œ�����o�o�Ç���o�}�À�����š�Z���š���š�Z�����Á�}�Œ�l���Á���•��
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out since day 1. It will help people plan better and keep track of when things are due/be ahead if they 

�u�]�P�Z�š���v�}�š���Z���À�����š�]�u�����]�v���š�Z�����(�µ�š�µ�Œ���_���~�^�µ�Œ�À���Ç���ð�î�•�X�� 

Here students valued cooperation over autonomy. While they like that this policy allows them 

to make decisions and prioritize tasks more individually, they often discussed feeling comfortable with 

this hypothetical instructor or being willing to communicate more openly with them. For example, a 

�•�š�µ�����v�š���Á�Œ�}�š�����^�d�Z�����‰�Œ�}�(���•�•�}�Œ���i�µ�•�š���•�����u�•���v�]�����Œ�����v�����o�]�l�����•�Z�����Á���v�š�•���š�Z���Œ�����š�}�����������}�u�u�µ�v�]�����š�]�}�v�������š�Á�����v��

�š�Z���u�����v�����š�Z�����•�š�µ�����v�š�X���E�}���Z���š�����š�}���W�}�o�]���Ç�����U���Ç�}�µ���Á���Œ���������š�µ���o�o�Ç���Œ�����•�}�v�����o���_���~�^�µ�Œ�À���Ç���í�ð�ï�•�X�����v�}�š�Z���Œ��

���Æ�‰�o���]�v�����U���^�D�}�Œ�����µ�v�����Œstanding! I think communicating is important and Option A makes me not even 

�Á���v�š���š�}���š�Œ�Ç�����}�u�u�µ�v�]�����š�]�v�P���Á�]�š�Z���u�Ç���‰�Œ�}�(���•�•�}�Œ�_���~�^�µ�Œ�À���Ç���î�ð�ñ�•�X���/�v���š�Z�]�•�������•���U���š�Z�����š�Á�}���•�š�µ�����v�š�•���Z���������]�(�(���Œ���v�š��

interpretations of Instructor A, but they agree that Instructor B encourages communication.  

 
Figure 6.47 Wordcloud of Student Comments 

6.6.5 Analysis 

While a majority of students preferred Missed and Late Work Policy B over Policy A, most 

students found both to be reasonable; preferences largely came down to details and personal needs. 

Those who preferred Policy A valued the external controls which provide structure and support for 

students who may not yet have a strong understanding of time management in a college environment. 

For example, one of these students wrote, �^�W�}�o�]���Ç�������]�•���š�Z���������•�š���Œ���u�]�v�����Œ���š�}���l�����‰���š�Z�����Á�}�Œ�l�����}�v����

�����(�}�Œ���Z���v���U���•�}���/���‰�Œ���(���Œ���‰�}�o�]���Ç�����_���~�^�µ�Œ�À���Ç���í�ñ�ñ�•�X���d�Z�}�•e who preferred Policy B, though, preferred the 
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flexibility and adaptability of the policy. They viewed the week extension as still providing a firm 

���������o�]�v���U�����µ�š���Á�]�š�Z���š�Z�����]�v�����v�š�]�À�����}�(���(�������������l���š�}�����v���}�µ�Œ���P�����^�����Œ�o�Ç�_���•�µ���u�]�•�•�]�}�v�X���&�}�Œ�����Æ���u�‰�o���U�������•�š�µ�����v�š��

explained, �^�/���o�]�l�����š�}���Á�}�Œ�l�����Z�������U���•�}���•�����]�v�P�����o�o�����•�•�]�P�v�u���v�š�•���Á�}�µ�o���������������•�š�_���~�^�µ�Œ�À���Ç���í�ó�ô�•�X�� 

While most students found both policies to be reasonable (if not equally preferable), some 

students had concerns or aversions to one or the other policy. Students who disliked Policy A found it to 

be strict. A student, for example, wrote, �^�����]�•��too �•�š�Œ�]���š�_���~�^�µ�Œ�À���Ç���ï�õ�ï�•�X�����v�}�š�Z���Œ���(���o�š���W�}�o�]���Ç�������^���]���v�[�š���š���l����

�]�v�š�}���������}�µ�v�š�������•�š�µ�����v�š�[�•���‰�}�š���v�š�]���o�����]�Œ���µ�u�•�š���v�����•�_���~�^�µ�Œ�À���Ç���ï�ð�ô�•�X���K�v���š�Z�����}�š�Z���Œ���Z���v���U���Z�}�Á���À���Œ�U���•�š�µ�����v�š�•��

who preferred Policy A saw strictness as a benefit. Several of these students saw Policy B as weak or 

enc�}�µ�Œ���P�]�v�P���‰�Œ�}���Œ���•�š�]�v���š�]�}�v�X���K�v�����•�š�µ�����v�š���Á�Œ�}�š�����^�W�}�o�]���Ç�������Á�]�o�o�����v���}�µ�Œ���P�����‰���}�‰�o�����š�}���‰�Œ�}���Œ���•�š�]�v���š���X���/��

know as a student repeating ENGL 1101 due to a WF that really forgiving late work policies harm 

�•�š�µ�����v�š�•���]�v�•�š���������}�(���Z���o�‰�]�v�P���š�Z���u�_���~�^�µ�Œ�À���Ç���í�ì�ð�•�X���/�š���]�•���‰�}�•�•�]���o�����šhat students who are not comfortable 

with their time management or executive function may prefer (even need) late work policies with more 

structure. 

6.7 Electronics Policy 

6.7.1 Background 

The issue of technology use in classrooms is more complicated than others explored here. While 

I expected students to prefer access to technology and thus expected a preference for Electronics Policy 

B, the research on electronics use is much more complicated. On the one hand, electronic devices are 

automatic fonts of information and resources which enable students to take notes faster, gather data 

from innumerable sources, and participate in technology-based activities like surveys, quizzes, or group 

peer reviews (Debevec, Shih, and Kashyap; Denholm; Driver; Elliott-Dorans; Gulek and Demirtas; Hall 

and Elliott; Hyden; Lindroth and Bergquist; McVay, Snyder, and Graetz; Sample; Weaver and Nilson). 

However, electronics, especially phones and laptops, also provide distraction and the temptation for 

students to look up answers immediately rather than attempt to reason through problems for 
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themselves (Barak, Lipson, and Lerman; Bayless, Clipson, and Wilson; Bugeja; Finn and Inman; Hall et al.; 

Hembrooke and Gay; Hyman; Kennedy; Mueller and Oppenheimer; Sana, Weston, and Cepeda; 

Stachowski, Hamilton, and Bertram; Wood, Eileen et al.; Wurst, Smarkola, and Gaffney; Yamamoto). 

From this context, it is understandable that some researchers advocate a ban on electronics in the 

classroom while others advocate not only for their allowance, but active incorporation in the learning 

process. 

When it comes to allowing electronics in the classroom, supporters view technology 

incorporation as a valuable learning resource for students, connecting information access and 

engagement. Sample, for instance, incorporates technology for polling, short answers, and other in-class 

activities which can boost discussion or diversify discussion modality.  Other research found that 

���o�o�}�Á�]�v�P���o���‰�š�}�‰�•���]�v���Œ�����•�����������š�]�À�����o�����Œ�v�]�v�P�����v�����^�]�v�(�}�Œ�u���š�]�}�v-�•�����l�]�v�P�������Z���À�]�}�Œ�•�_���~�����Œ���l�U���>�]�‰�•�}�v�U��and 

Lerman; Gulek and Demirtas). Elliott -���}�Œ���v�•���(�µ�Œ�š�Z���Œ���(�}�µ�v�����š�Z���š���^�v�}�š���}�v�o�Ç�����}���•�������v�v�]�v�P���o���‰�š�}�‰�•���(���]�o���š�}��

improve student performance and engagement, but these policies are actually detrimental to student 

���š�š���v�����v���������v���������Z�]���À���u���v�š�_���~�í�õ�ð�•�X���/�v���}�š�Z���Œ���Á�}�Œ���•�U�����]�•���o�o�}�Á�]�v�P�����������•�•���š�}�����o�����š�Œ�}�v�]���•���Œ��sults in students 

becoming more likely to skip class and, as a result of non-attendance, do worse.  

�d�Z�]�•���]�•���•�µ�‰�‰�}�Œ�š���������Ç���•�š�µ�����v�š�•�[���}�Á�v���À�]���Á�•���}�v���š�Z�����u���š�š���Œ�X���^�š�����Z�}�Á�•�l�]�U���,���u�]�o�š�}�v�U�����v���������Œ�š�Œ���u�U���(�}�Œ��

���Æ���u�‰�o���U���(�}�µ�v�����^�^�š�µ�����v�š�•�����P�Œ���������‰�Z�}�v���•���•�Z�}�µ�o�������������o�o�}�Á�������]�v���š�Z�������o���•�•�Œ�}�}�u�����v�����•�š�µ�����v�š�•�����P�Œ��������

�‰�Z�}�v���•���•�Z�}�µ�o�������������o�o�}�Á���������•���o�}�v�P�����•���š�Z���Ç�����Œ�����•�]�o���v�š�_���~�ï���t they note this finding is further supported by 

Baker et al. and Santos et al.). While students feel like they should be able to use their phones and 

�o���‰�š�}�‰�•�����v�����š�Z���š���š�����Z�v�}�o�}�P�Ç�����������•�•�����}���•�v�[�š�����Æ�����•�•�]�À���o�Ç�����]�•�š�Œ�����š�U���š�Z�}�µ�P�Z�U���u�µ���Z���Œ���•�����Œ���Z�����o�•�}���(�]�v���•��

student perception may not align with objective reality.  

Access to technology can distract students from learning. A study by Bayless, Clipson, and 

�t�]�o�•�}�v���(�}�µ�v�����^�(�����µ�o�š�Ç���]�v���]�����š�����š�Z���š���š���Æ�š���u���•�•���P�]�v�P���]�•���š�Z�������]�P�P���•�š�����o���•�•�Œ�}�}�u�����]�•�š�Œ�����š�]�}�v�_���~�í�ï�ï�•�X���>���‰�š�}�‰�•�U��

too, though may encourage student inattention. Multiple studies found that, when monitored, students 
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using their computers were often doing non-class activities (Bayless, Clipson, and Wilson; Bugeja; 

Kraushaar and �E�}�À���l�•�X���/�v���<�Œ���µ�•�Z�����Œ�����v�����E�}�À���l�[�•���•�š�µ���Ç�U���•�š�µ�����v�š�•��knew their computer use would be 

monitored and agreed to the monitoring�U���Ç���š���•�š�]�o�o���^�µ�•�������š�Z���]�Œ�����}�u�‰�µ�š���Œ�•���(�}�Œ���v�}�v-class activities about 

�ð�ì�9���}�(���š�Z�����š�]�u���_���~�,�Ç�u���v�•�X���&�µ�Œ�š�Z���Œ�u�}�Œ���U���•�š�µ�����v�š�•���•�]�P�v�]�(�]�����v�š�o�Ç���µ�v�����Œ�Œ���‰�}�Œ�š�������š�Z���]�Œ���}�(�(-task computer 

�µ�•���P���U�������•�‰�]�š���������]�v�P���u�}�v�]�š�}�Œ�����V���(�}�Œ�����Æ���u�‰�o���U���}�v�o�Ç���^�î�ñ�9���}�(���•�š�µ�����v�š�•���Œ���‰�}�Œ�š�������µ�•�]�v�P���/�D�����µ�Œ�]�v�P class 

lectures, while �ò�í�9���Á���Œ���������š�µ���o�o�Ç���}���•���Œ�À���������Ç���š�Z�����•�‰�Ç�Á���Œ�����µ�•�]�v�P���/�D�����µ�Œ�]�v�P���o�����š�µ�Œ���•�_���~�<�Œ���µ�•�Z�����Œ��and 

Novak 248). Bugeja, similarly, found students were often on social media or shopping websites or 

texting or instant messaging friends. Clearly, students are often distracted while attempting to 

multitask.  

�d�Z���•�������]�•�š�Œ�����š�]�}�v�•���Z���À�����Œ�����o�����}�v�•���‹�µ���v�����•�X���>���������v�������}�o�o�����P�µ���•���^�(�}�µ�v�����š�Z���š���š���l�]�v�P���•�š�µ�����v�š�•�[��

phones away during lecture improved student performance on a test in a mock classroom, compared to 

students who were allowed to use their phones or students who were instructed not to use their 

�‰�Z�}�v���•�_���~�^�š�����Z�}�Á�•�l�]�U���,���u�]�o�š�}�v�U��and Bertram 1). In looking at computer usage, Sieber, for instance, 

�^�(�}�µ�v�����•�š�µ�����v�š�•�����]�����í�í���‰���Œ�����v�š���Á�}�Œ�•���U���}�v�����À���Œ���P���U���š�Z���v���š�Z���]�Œ���‰�����Œ�•���Á�Z�}�����]�����v�}�š���Z���À�����š�Z���]�Œ���(�������•���]�v���š�Z���]�Œ��

���}�u�‰�µ�š���Œ�•�����•���u�µ���Z�_���~�����Çless, Clipson, and �t�]�o�•�}�v���í�î�î�•�X���<�Œ���µ�•�Z�����Œ�����v�����E�}�À���l�����o�•�}���(�}�µ�v�����^�^�š�µ�����v�š�•���Á�Z�}��

generated few distractive windows per productive window had higher homework, quiz, project, test 2, 

���}�u�‰�Œ���Z���v�•�]�À�����(�]�v���o�����Æ���u�U�����v�����(�]�v���o�����}�µ�Œ�•�������À���Œ���P���•�_���~�î�ð�ô�•�X���/�u�‰�}�Œ�š���v�š�o�Ç�U���]�š���]�•���‰�}�•�•�]���o�����š�Z���š���š�Z���•e 

negative effects are particularly related to students who are otherwise struggling. In a study of first year 

�‰�Z���Œ�u�����Ç���•�š�µ�����v�š�•�U���<���v�v�����Ç���(�}�µ�v�����^�d�Z�����‰���Œ�����v�š���P�����}�(���•�š�µ�����v�š�•���Á�Z�}�������Œ�v�����������(�]�v���o�����}�µ�Œ�•�����P�Œ���������}�(�������}�Œ��

�����Œ���u���]�v���������}�v�•�]�•�š���v�š�_�V���Z�}�Á���À���Œ�U���^�}�v�o�Ç���}�v�����•�š�µ�����v�š���(���]�o�������š�Z�������}�µ�Œ�•���_���Á�Z���v���o���‰�š�}�‰�•���Á���Œ���������v�v�����U��

compared to five when laptops were allowed (2081). While there is not necessarily a causal relationship 

in this interaction, it lends credence to the idea that students who will do well will do well regardless of 

policy, but some students may need stricter policy to do better.  
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But do technology bans work? Again, findings are mixed. Fischman argued, for instance, 

technology bans are difficult to enforce. Similarly, Bjorklund and Rehling found that students perceived 

�^���o�o�}�Á�]�v�P�����������o�o���‰�Z�}�v�����š�}���Œ�]�v�P���]�v���������o���•�•���Œ���v�l�������š�Z�]�Œ�����}�v���š�Z�����o�]�•�š�_ of uncivil classroom behaviors, and that 

�š���Æ�š���u���•�•���P�]�v�P���Á���•���^�š�Z�����u�}�•�š�����}�u�u�}�v�o�Ç���}���•���Œ�À�������€�µ�v���]�À�]�o�•�������Z���À�]�}�Œ�_���]�v���š�Z�������o���•�•���~�����Ç�o���•�•�U�����o�]�‰�•�}�v�U��and 

Wilson 124). On the other hand, Yamamoto had significant success banning laptops in his classroom. 

Redner an�������}�o�o�����P�µ���•���(�}�µ�v�����^�•�š�µ�����v�š�•���µ�•�������š�Z���]�Œ���‰�Z�}�v���•���o���•�•�_���}�v�������Ç�•���š�Z���Ç���‰�µ�v�]�•�Z�������‰�Z�}�v�����µ�•����

�~�š���l�]�v�P�����Á���Ç���P�Œ���������‰�}�]�v�š�•�•�����}�u�‰���Œ�������š�}�������Ç�•���Á�Z���v���‰�Z�}�v�����µ�•�����Á���•�v�[�š���‰�µ�v�]�•�Z�������~�^�š�����Z�}�Á�•�l�]�U���,���u�]�o�š�}�v�U��

and Bertram 1).  Similarly, in their own study, Stachowski, Hamilton, and Bertram found cell phone use 

was lower when phones were banned compared to classes that allowed phone use some or all of the 

time (9). The students also felt a complete ban was more enforceable than a partial ban or a request to 

remain on task (Stachowski, Hamilton, and Bertram 9). So, while bans on technology may not fully 

prevent off-task technology use, it is possible they help students who rely on external controls to 

succeed.  

6.7.2 Reasoning for Electronics Policy A 

In considering how to structure a traditional electronics policy,65 I began with exploring existing 

policies that limit or ban technology in the classroom. Bayless, Clipson, and Wilson, for example, discuss 

�����‰�}�o�]���Ç���Á�Z�]���Z���•�]�u�‰�o�Ç���•�š���š���•���š�Z�������Æ�‰�����š���š�]�}�v�����o�����Œ�o�Ç�U���^�d�Z�����µ�•�����}�(�����}�u�‰�µ�š���Œ�•�U���š�����o���š�•�U�����v����

smartphones/cellphones in the classroom will not be permitted without prior arrangement with the 

�]�v�•�š�Œ�µ���š�}�Œ�_���~�����Ç�o���•�•�U�����o�]�‰�•�}�v�U��and Wilson 133). They provide another example, though, which not only 

disallows electronics but also punishes their use:  

Expected etiquette: Silence (not vibrate �t silence) your cell phone, Blackberry, iPhone, and other 

PDA devices. Do not text, email, read, listen to, or talk on your cell phone or other device during 

class time. If the professor sees you using your cellphone during class time, your name will be 

 
65���^���������‰�‰���v���]�Æ�������(�}�Œ���š�Z�����•�‰�����]�.�����‰�}�o�]���]���•���‰�Œ���•���v�š�������š�}���•�š�µ�����v�š�•�X 
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called; and 10 points will be deducted from your overall points in the course for each 

occurrence. No texting, no social media, no Internet! Class time is for discussion, learning, and 

participation. Laptops and other computing devices are not allowed during class time. Classes 

held in the computer lab are for coursework only. Do not use email, social media, or the internet 

during class time in the lab unless warranted by the assignment. (Bayless, Clipson, and Wilson 

129) 

���µ�P���i�������o�•�}�����]�•���µ�•�•���•�������‰�µ�v�]�•�Z�]�v�P�����o�����š�Œ�}�v�]���•���‰�}�o�]���Ç�W���^���v�Ç�}�v�����Á�Z�}�����v�P���P���•���]�v���Œ�µ�����U���š�Z�}�µ�P�Z�š�o���•�•�U���•���o�(�]�•�Z��

behavior, such as use of a cellphone for instant messages, games, etc., will have his or her cell phone 

confiscated until the next class session and will be excused from the class. The cell phone will be 

�Œ���š�µ�Œ�v���������(�š���Œ���š�Z�����•�š�µ�����v�š�����‰�}�o�}�P�]�Ì���•���š�}���š�Z�������o���•�•�����š���š�Z�����v���Æ�š���•���•�•�]�}�v�_���~���µ�P���i�����í�•�X���/�v���š�Z�]�•���]�v�•�š���v�����U���/��

worry about the enforceability (and potential legal consequences) of confiscating adults�[ phones and 

refusing their return for what is likely multiple days, depending on the frequency of class meetings. 

Ultimately, I decided to err on the side of tradition, without direct punitive grade consequences, banning 

electronics with the exception of accommodation needs with the consequence of dismissal from class.  

6.7.3 Reasoning for Electronics Policy B 

In designing the more flexible Electronics Policy B, I built on the recommendations of Fischman 

who advocated for open communication over a punitive policy (like Moore in discussing attendance 

policies and Hasinoff in discussing missed and late work policies). In this instance, I opted to explain why 

phones should be silenced and technology use should be limited. Elliott-Dorans found, not only did 

�^�Œ���•�š�Œ�]���š�]�À�����š�����Z�v�}�o�}�P�]���•���(���]�o���š�}���]�u�‰�Œ�}�À�����•�š�µ�����v�š���‰���Œ�(�}�Œ�u���v�������]�v���š�Z�������}�µ�Œ�•���_���~�í�õ�î�•�U�����µ�š���•�š�µ�����v�š�•���Á�Z�}��

were not allowed to use laptops during class believed technology-�����•�������š�}�}�o�•���š�}���������^�u�}�Œ�������(�(�����š�]�À���_��

than did students who were allowed to use laptops (Elliott-Dorans 191). In this way, banning technology 

contributed to a sense of inaccessibility which built resentment that would otherwise have been absent.  



186 

Feelings of resentment are also a concern when one considers the stipulations allowing 

technology access under a strict electronics policy. Accessibility accommodations often require 

computer use (such as dictation software for students with dyslexia); however, this often results in 

feelings of favoritism or unfairness among other students and automatically identifies students with 

disabilities to their classmates, whether they want that information known or not. Further, there are 

students who may legitimately need technological resources who are ineligible for accommodations. 

�D���š�•�µ���������v�����,���u�u�]�o�o�U���(�}�Œ���]�v�•�š���v�����U�����]�•���µ�•�•���š�Z���š���u���v�Ç���•�š�µ�����v�š�•���o�����Œ�v�]�v�P�����v�P�o�]�•�Z���^�‰�Œ���(���Œ���š�}���µ�•�����o�����Œ�v���Œ�[�•��

dictionaries accessible through their cell phones or other portable devices, which will put them at a 

���]�•�����À���v�š���P�����]�(�����o���•�•�Œ�}�}�u���‰�}�o�]���]���•���(�}�Œ���]�����š�Z�����µ�•�����}�(���•�µ���Z�������À�]�����•�_���~�î�ó�ï�•�X���t�Z���v���o�}�}�l���������š���Z�}�o�]�•�š�]�����o�o�Ç�U������

strict, total ban on technology in the classroom may have many unintended negative consequences.  

That being said, a total allowance of technology may be similarly imbalanced. Hall et al., for 

example, found off-�š���•�l���o���‰�š�}�‰���µ�•�����]�v�š���Œ�(���Œ�������Á�]�š�Z���^���o�o���v���]�P�Z���}�Œ�[�•���o�����Œ�v�]�v�P�_�����v�������À���v���}�v-task use 

�^���]�•�Œ�µ�‰�š�•���š�Z�����o�����Œ�v�]�v�P���}�(���v���]�P�Z���}�Œ�•���Á�]�š�Z�]�v���•�]�P�Z�š���}�(���š�Z�����o���‰�š�}�‰���•���Œ�����v�_���~�ñ�•�X�����}�v�•��quently, a flexible 

electronics policy must make clear the consequences of inattention and misuse of technology as well as 

the roles of respect and expectation in the classroom. Many students view inappropriate technology use 

���•���^�µ�v���]�À�]�o�_�����v�������Æ�‰�Œ���•�•���(�Œ�µ�•�šration with observing such behaviors (Bayless, Clipson, and Wilson), so 

bringing the situation up for discussion is likely to increase compliance in ways punishment might not.  
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6.7.4 Results 

6.7.4.1 Overall Student Electronics Policy Preferences 

 
Figure 6.48 Histogram of Student Electronics Policy Preferences 

�^�š�µ�����v�š�•�[���‰�Œ���(���Œ���v�����•���]�v�����o�����š�Œ�}�v�]���•���‰�}�o�]���Ç���Z���À�����������v���š�Z�����o�����•�š�����]�À�]�•�]�À�����]�v���š�Z�]�•�����v�š�]�Œ�����•�š�µ���Ç�X��

Students almost entirely preferred Electronics Policy B (91% of respondents), with only 8.1% preferring 

Policy A and .9% writing in a neutral option. This preference is statistically significant at p<.000001.  

6.7.4.2 Student Perception of Electronics Policy Reasonableness 

 
Figure 6.49 Histogram of Student Perceptions of Policy Reasonableness 

In most previous policies, students generally found both policies to be reasonable, even if they 

ultimately had a preference for one policy over the other. In this instance, that was very much not the 

�����•���X���t�Z���v���Œ���•�‰�}�v���]�v�P���š�}���š�Z�����‰�Œ�}�u�‰�š���^�š�Z�]�•���‰�}�o�]���Ç���]�•���Œ�����•�}�v�����o���U�_���õ�ì�X�ò�9���}�(���Œ���•�‰�}�v�����v�š�•�����]�š�Z���Œ�����P�Œ���������}�Œ��

strongly agreed when it came to Electronics Policy B, but only 18.7% agreed or strongly agreed when it 
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�����u�����š�}�����o�����š�Œ�}�v�]���•���W�}�o�]���Ç�����V���]�v�•�š�������U���ñ�õ�X�ò�9���}�(���•�š�µ�����v�š�•���•���o�����š�������^���]�•���P�Œ�����_���}�Œ���^�^�š�Œ�}�v�P�o�Ç�����]�•���P�Œ�����_��

when it came to the reasonableness of Electronics Policy A. 

Table 6.15 Sign Test Results 
�Z���o���š�����r�^���u�‰�o���•���^�]�P�v���d���•�š 

�d�}�š���o���E �ñ�ñ�ñ 
�W�}�•�]�Ÿ�À�������]�+���Œ���v�����• �ð�ñ�ò 
�E���P���Ÿ�À�������]�+���Œ���v�����• �í�ò 
�E�µ�u�����Œ���}�(���d�]���• �ô�ï 
�^�š���v�����Œ���]�Ì�������d���•�š���^�š���Ÿ�•�Ÿ�� �î�ì�X�î�ì�ó 
���•�Ç�u�‰�š�}�Ÿ�����^�]�P�v�]�.�����v�������~�î�r�•�]���������š���•�š�• �D�X�ì�ì�ì�ì�ì�í 

 
The sign test further shows the extremity of student perceptions for this policy. In stating their 

level of agreement that the electronics policy is reasonable for Electronics Policy A and Electronics Policy 

���U���}�v�o�Ç���í�ñ�9���}�(���•�š�µ�����v�š�•�[���‰���Œ�����‰�š�]�}�v�•���Œ���u���]�v�������š�Z�����•���u���X���D�}�Œ�����š�}���š�Z�����‰�}�]�v�š�U���}�v�o�Ç���î�X�õ�9���}�(���•�š�µ�����v�š�•�[ 

perceptions shifted down from Policy A to Policy B. Instead, 82.2% of students found Electronics Policy B 

to be more reasonable than Electronics Policy A.  

 
Figure 6.50 Histogram of Student Perceptions of Reasonableness 

When viewed in a jittered scatterplot, the impact of this positive shift is clear. There is 

absolutely no linear correlation between student responses because, with very few exceptions, no 

matter what students thought about Electronic Policy A, they found Policy B to be reasonable.   
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6.7.4.3 Student Perception of Ability to Participate in Class with Electronics Policy Guidelines 

 
Figure 6.51 Histogram of Student Perceptions of Ability to Participate 

�t�Z���v�����•�l�������š�}���•�š���š�����š�Z���]�Œ���o���À���o���}�(�����P�Œ�����u���v�š���Á�]�š�Z���š�Z�����‰�Œ�}�u�‰�š���^I am confident that I would be 

�����o�����š�}���(�}�o�o�}�Á���š�Z�]�•�����o�����š�Œ�}�v�]���•���‰�}�o�]���Ç���Á�]�š�Z�}�µ�š���Œ���‹�µ���•�š�]�v�P�����Æ�����‰�š�]�}�v�•���(�Œ�}�u���š�Z�����]�v�•�š�Œ�µ���š�}�Œ�_���(�}�Œ���������Z��

electronics policy, student responses were again very opposing. Student agreement was spread across 

the options for Electronics Policy A, though 44% of students disagreed or strongly disagreed and only 

31.9% agreed or strongly agreed. Alternatively, 92.8% of students agreed or strongly agreed with the 

prompt when it came to Electronics Policy B.  

Table 6.16 Sign Test Results 
�Z���o���š�����r�^���u�‰�o���•���^�]�P�v���d���•�š 

�d�}�š���o���E �ñ�ñ�ñ 
�W�}�•�]�Ÿ�À�������]�+���Œ���v�����• �ð�í�ó 
�E���P���Ÿ�À�������]�+���Œ���v�����• �í�ï 
�E�µ�u�����Œ���}�(���d�]���• �í�î�ñ 
�^�š���v�����Œ���]�Ì�������d���•�š���^�š���Ÿ�•�Ÿ�� �í�õ�X�ð�ï�ð 
���•�Ç�u�‰�š�}�Ÿ�����^�]�P�v�]�.�����v�������~�î�r�•�]���������š���•�š�• �D�X�ì�ì�ì�ì�ì�í 

 
�d�Z�����•�]�P�v���š���•�š���Z���o�‰�•���(�µ�Œ�š�Z���Œ�����Æ�‰�o�}�Œ�����š�Z�]�•���Œ���o���š�]�}�v�•�Z�]�‰�X���K�v���������P���]�v�U���À���Œ�Ç���(���Á���•�š�µ�����v�š�•�[���‰���Œ�����‰�š�]�}�v�•��

�•�Z�]�(�š�������v���P���š�]�À���o�Ç���(�Œ�}�u�����o�����š�Œ�}�v�]���•���W�}�o�]���Ç�������š�}�����o�����š�Œ�}�v�]���•���W�}�o�]���Ç�����U�����µ�š���ó�ñ�X�í�9���}�(���•�š�µ�����v�š�•�[���‰���Œ�����‰�š�]�}�v�•��

�•�Z�]�(�š�������‰�}�•�]�š�]�À���o�Ç�X���î�î�X�ñ�9���}�(���•�š�µ�����v�š�•�[���Œ���•�‰�}�v�•���•���š�}���šhe prompt remained the same for both Electronics 

Policy A and Electronics Policy B, and the jittered scatterplot demonstrates that these responses were 

�‰�Œ�����}�u�]�v���v�š�o�Ç�����u�}�v�P���š�Z�}�•�����Á�Z�}���•���o�����š�������^�^�š�Œ�}�v�P�o�Ç�����P�Œ�����_���}�Œ���^���P�Œ�����_���(�}�Œ���W�}�o�]���Ç�����X�� 
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Figure 6.52 Scatterplot of Student Perceptions of Ability to Participate 

�^�š�µ�����v�š�•���Á�Z�}���•���o�����š�������^�^�š�Œ�}�v�P�o�Ç�����P�Œ�����_���]�v���š�Z���]�Œ���‰���Œ�����‰�š�]�}�v���}�(���š�Z���]�Œ�������]�o�]�š�Ç���š�}���‰���Œ�š�]���]�‰���š�����Á�]�š�Z�]�v��

���o�����š�Œ�}�v�]���•���W�}�o�]���Ç���������o�u�}�•�š�����v�š�]�Œ���o�Ç�����o�•�}���•���o�����š�������^�^�š�Œ�}�v�P�o�Ç�����P�Œ�����_���Á�Z���v���]�š�������u�����š�}�����o�����š�Œ�}�v�]���•���W�}�o�]���Ç������

�~�õ�í�9���}�(���Œ���•�‰�}�v�•���•�•�X���K�(���š�Z�}�•�����•�š�µ�����v�š�•���Á�Z�}���•���o�����š�������^���P�Œ�����_���(�}�Œ���W�}�o�]���Ç�����U���ð�õ�X�ò�9���•���o�����š�������^���P�Œ�����_�����P���]�v��

for Policy B while �ð�ó�X�í�9���•�Z�]�(�š�������µ�‰���š�}���^�^�š�Œ�}�v�P�o�Ç�����P�Œ����.�_���K�v���š�Z�����}�š�Z���Œ���Z���v���U���•�š�µ�����v�š�•���Á�Z�}���Á���Œ�����v���µ�š�Œ���o��

or who disagreed or strongly disagreed when it came to Policy A almost always felt positively about 

Policy B. In other words, with few exceptions, student perceptions only tied when they felt confident in 

their ability with the stricter, traditional policy.  

6.7.4.4 Student Perception of Ability to Comply with Electronics Policy Guidelines 

 
Figure 6.53 Histogram of Student Perceptions of Compliance Confidence 

 �t�Z���v�����•�l�������š�}���•�š���š�����š�Z���]�Œ���o���À���o���}�(�����P�Œ�����u���v�š���Á�]�š�Z���š�Z�����•�š���š���u���v�š���^I am confident that I would 

�����������o�����š�}���(�}�o�o�}�Á���š�Z�]�•�����o�����š�Œ�}�v�]���•���‰�}�o�]���Ç���Á�]�š�Z�}�µ�š���Œ���‹�µ���•�š�]�v�P�����Æ�����‰�š�]�}�v�•���(�Œ�}�u���š�Z�����]�v�•�š�Œ�µ���š�}�Œ�_���(�}�Œ��
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���o�����š�Œ�}�v�]���•���W�}�o�]���Ç���������v�������o�����š�Œ�}�v�]���•���W�}�o�]���Ç�����U���•�š�µ�����v�š�•�[���Œ���•�‰�}�v�•���•���š�}���W�}�o�]���Ç�������Á���Œ�����}�v���������P���]�v���•�‰�Œ���������}�µ�š��

���v�����•�š�µ�����v�š�•�[���Œ���•�‰�}�v�•���•���š�}���W�}�o�]���Ç�������Á���Œ�������o�u�}�•�š�����o�o���‰�}�•�]�š�]�À�����~�õ�î�X�î�9���}�(���Œ���•�‰�}�v�•���•�•�X 

Table 6.17 Sign Test Results 
�Z���o���š�����r�^���u�‰�o���•���^�]�P�v���d���•�š 

�d�}�š���o���E �ñ�ñ�ð 
�W�}�•�]�Ÿ�À�������]�+���Œ���v�����• �ï�ó�ô 
�E���P���Ÿ�À�������]�+���Œ���v�����• �í�ò 
�E�µ�u�����Œ���}�(���d�]���• �í�ò�ì 
�^�š���v�����Œ���]�Ì�������d���•�š���^�š���Ÿ�•�Ÿ�� �í�ô�X�í�ô�ó 
���•�Ç�u�‰�š�}�Ÿ�����^�]�P�v�]�.�����v�������~�î�r�•�]���������š���•�š�• �D�X�ì�ì�ì�ì�ì�í 

 
�d�Z�����•�]�P�v���š���•�š���•�Z�}�Á�•���š�Z���š�U�����P���]�v�U���•�š�µ�����v�š�•�[���‰���Œ�����‰�š�]�}�v�•���u�}�•�š���}�(�š���v���•�Z�]�(�š�������‰�}�•�]�š�]�À���o�Ç���(�Œ�}�u���š�Z����

prompt for Electronics Policy A to Electronics Policy B (68.2% of responses), and responses almost never 

shifted negatively (2.9% of responses). However, more stu�����v�š�•�[���Œ���•�‰�}�v�•���•���Œ���u���]�v�������š�Z�����•���u�����Á�Z���v���]�š��

came to their confidence in their ability to comply with the electronics policies (28.9% of responses), 

than did when asked about policy reasonableness (15% of responses) or their confidence with their 

ability to participate meaningfully in class with these policies (22.5% of responses).  

 
Figure 6.54 Scatterplot of Student Perceptions of Compliance Confidence 

�d�Z�Œ�}�µ�P�Z���š�Z�����i�]�š�š���Œ�������•�����š�š���Œ�‰�o�}�š���]�š���]�•�����P���]�v���‰�}�•�•�]���o�����š�}���•�������š�Z���š�U���Œ���P���Œ���o���•�•���}�(���•�š�µ�����v�š�•�[���š�Z�}�µ�P�Z�š�•��

on Policy A, students were generally confident in their ability to comply with Electronics Policy B and 

most ties were present in the positive scales. When students were confident in their ability to comply 

with Electronics Policy A, they were most likely confident with their ability to comply with Policy B as 

�Á���o�o�X���^�‰�����]�(�]�����o�o�Ç�U���õ�í�X�ð�9���}�(���•�š�µ�����v�š�•���Á�Z�}���•���o�����š�������^�^�š�Œ�}�v�P�o�Ç�����P�Œ�����_���(�}�Œ���W�}�o�]���Ç�������•���o�����š�������^�^�š�Œ�}�v�P�o�Ç�����P�Œ�����_��
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�(�}�Œ���W�}�o�]���Ç���������•���Á���o�o�U�����v�����ñ�ì�X�ò�9���}�(���•�š�µ�����v�š�•���Á�Z�}���•���o�����š�������^���P�Œ�����_���(�}�Œ���W�}�o�]���Ç�������•���o�����š�������^���P�Œ�����_���(�}�Œ���W�}�o�]���Ç��

�����~�ð�ñ�9���Z�������•�Z�]�(�š�������‰�}�•�]�š�]�À���o�Ç���š�}���^�^�š�Œ�}�v�P�o�Ç�����P�Œ�����_�•�X���D�µ���Z���o�]�l�����Á�]�š�Z���‰���Œ�š�]���]�‰���š�]�}�v�U���•�š�µ�����v�š�•���Á�Z�}���Á���Œ����

confident in their ability to comply with a strict policy tended to also be confident with the more flexible 

policy; however, students who lacked confidence with their ability to comply with the strict, traditional 

policy were more confident with the more flexible policy. 

6.7.4.5 Student Electronics Policy Preferences along Demographics 

The preference for Electronics Policy B was overwhelming, at 91%. Consequently, I did not 

���Æ�‰�����š���•�š���š�]�•�š�]�����o�o�Ç���•�]�P�v�]�(�]�����v�š���]�v�š���Œ�����š�]�}�v�•���}�Œ���À���Œ�]���š�]�}�v�•���Á�Z���v���o�}�}�l�]�v�P�����š���•�š�µ�����v�š�•�[�������u�}�P�Œ���‰�Z�]���•�X���&�}�Œ���š�Z����

�u�}�•�š���‰���Œ�š�U���š�Z�]�•���Á���•���š�Z���������•���V���•�š�µ�����v�š�•�[���‰�Œ���(���Œ���v�����•�����o�u�}�•�š always topped 90%, with some demographics 

getting close to 100% (students who identified as Hispanic or Latino, for example, preferred Electronics 

Policy B 98% of the time). Interestingly, this was the only policy that did have one demographic with a 

statistically significant result. Students who expected to spend more than 10.5 hours a week outside of 

class on first year composition tasks only preferred Electronics Policy B in 54.5% of responses. This 

finding was significant at p = .00002; however, the expected count for that group was too small for the 

test to be valid. That said, the extreme difference of this result certainly warrants more targeted study.  

6.7.4.6 Student Comments 

6.7.4.6.1 Reasons for Preferring Electronics Policy A 

Only 45 students preferred Electronics Policy A. Of these, 26 wrote comments explaining their 

preference. 57.7% of commenters preferred Policy A because it minimized distractions in class. For some 

�•�š�µ�����v�š�•�U���š�Z�����‰�}�o�]���Ç���Z���o�‰�������Œ���]�v�(�}�Œ���������}�µ�v�����Œ�]���•���(�}�Œ���š�Z���u�•���o�À���•�V���(�}�Œ�����Æ���u�‰�o���U���}�v�����•�š�µ�����v�š���Á�Œ�}�š�����^�/��

�Á�}�µ�o�����v�}�š���������š���u�‰�š�������š�}���µ�•�����u�Ç���‰�Z�}�v�������v�����Á�}�µ�o�����‰���Ç���u�}�Œ�������š�š���v�š�]�}�v���š�}�����o���•�•�_���~�^�µ�Œ�À���Ç���î�ñ�õ�•�X���&�}�Œ��

others, a strict electronics policy helped prevent others from being a distraction; for instance, a student 

���Æ�‰�o���]�v�������^���}�u�‰�µ�š���Œ�•���]�v���(�Œ�}�v�š���}�(���u�������Œ�������]�•�š�Œ�����š�]�v�P�U�����o�}�v�P���Á�]�š�Z���‰�Z�}�v���•���š�Z���š�����Œ�����v�}�š���•�]�o���v�������_���~�^�µ�Œ�À���Ç��

467). Another explained, �^�^�}�u���š�]�u���•�����o�����š�Œ�}�v�]���•���µ�•�����u���Ç���������u�}�Œ�������]�•�š�Œ�����š�]�v�P���š�}���š�Z�����‰���}�‰�o�������Œ�}�µ�v����
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�š�Z���u���š�Z���v���š�Z���������š�µ���o���‰���Œ�•�}�v���µ�•�]�v�P���]�š�_���~�^�µ�Œ�À���Ç���ñ�ì�ï�•�X���d�Z���•�����•�š�µ�����v�š�•�������Z�}���š�Z�����(�]�v���]�v�P�•���}�(���,���o�o�����š�����o�X���Á�Z�}��

found that a student on a computer (whether they are on-task or off-task) is a measurable distraction to 

the students around them, especially those who can see their screen. Of the remaining comments, 

19.2% liked the clear expectations of Policy A, one explained that they preferred Policy A because 

handwritten notes are better (Survey 464), another liked that the teacher had authority, and the 

remaining few noted Policy A would encourage engagement more than allowing computers would. 

 
Figure 6.55 Wordcloud of Student Comments 

6.7.4.6.2 Reasons for Preferring Electronics Policy B 

Of the 504 students who selected Electronics Policy B as their preferred policy, 427 left 

comments explaining their preference. The most common reasons for this preference were simply 

preferring access to a variety of technology (33.5% of comments), preferring the option to take notes 

however was most comfortable (19% of comments), finding Policy B more accommodating and 

understanding (18.5%), and finding Policy A to be too strict (17.8% of comments).  

Interestingly, many students acknowledged that both policies were intentionally constructed, 

even if they really disagreed with one. For example, one student wrote, �^���}�š�Z���€�‰�}�o�]���]���•�•�����Œ�����]�v�š���Œ���•�š�������]�v��

�}�µ�Œ���o�����Œ�v�]�v�P�U�����µ�š���š�Z�]�•���}�v�����‰�µ�š�•���š�Z�����o�����Œ�v�]�v�P���]�v���}�µ�Œ���Z���v���•�_���~�^�µ�Œ�À���Ç���í�ò�ó�•�X���D�}�•�š���•�š�µ�����v�š�•���Á�Z�}���š���o�l�����������}�µ�š��

Policy A discussed it being unreasonable or strict; however, students like this one paused to consider 

why the policy might have been designed the way it was.  
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In explaining a preference for Policy B because of the allowance of technology there were some 

interesting trends. Of the comments discussing access to technology, almost 20% specifically mentioned 

�^�š�Z�]�•�������Ç�����v�������P���U�_���^�u�}�����Œ�v�U�_���}�Œ���^�î�ì�î�ð�_�����•���‰���Œ�š���}�(���š�Z���]�Œ����efense of allowing and incorporating 

technology in the classroom. For example, a student wrote, �^���À���Œ�Ç�}�v�����µ�•���•�����o�����š�Œ�}�v�]���•���š�Z���•����days, so it 

�u���l���•���u�}�Œ�����•���v�•���_���~�^�µ�Œ�À���Ç���î�ì�õ�•�X�����v�}�š�Z���Œ���Á�Œ�}�š�����^�/�v���š�}�����Ç�[�•�����]�P�]�š���o���Á�}�Œ�o���U���]�š���•�����u�•���µ�v�(���]�Œ���š�}���Œ���•�š�Œ�]���š���š�Z����

�µ�•�����}�(�����o�����š�Œ�}�v�]���•���]�v�����o���•�•�_���~�î�ð�ð�•�X���^�š�µ�����v�š�•���Z������no interest in disconnecting from technology.  

While most students discussed Electronics Policy B being more flexible or lenient, several also 

connected this leniency to accommodations needs which could not be met through a formal 

�������}�u�u�}�����š�]�}�v�•���Œ���‹�µ�]�Œ���u���v�š�X���K�v�����•�š�µ�����v�š���Á�Œ�}�š���U���(�}�Œ���]�v�•�š���v�����U���^���•�����v���]�v�š��rnational student, some 

�š�Z�]�v�P�•���/�����}�v�[�š���µ�v�����Œ�•�š���v�����o�]�l�����š�Z�������}�v�š���Æ�š���}�(�������Œ�š���]�v���]�������•�����v�����]�v�(�}�Œ�u���š�]�}�v���š�Z���š���/�����u���v�}�š�����Á���Œ�����}�(�X��

�^�����Œ���Z�]�v�P���š�Z�]�v�P�•���µ�‰���š�Z���š���/�����u���µ�v���Á���Œ�����}�(���Z���•���‰�Œ�}�À���v���š�}���������µ�•���(�µ�o�U�����•�‰�����]���o�o�Ç�����µ�Œ�]�v�P�����o���•�•���š�]�u���_���~�^�µ�Œ�À���Ç��

78). Explanations like this align with findings from researchers such as Matsuda and Hammill who 

discuss the use of technology to support English language learners in class.  

Finally, students very much preferred having the ability to choose how they take notes. A trend 

in preferences for B policies was an assertion that students know best how they process information. 

For many, students believed that they would be most successful taking notes with technology. One 

�•�š�µ�����v�š���Á�Œ�}�š���U���(�}�Œ�����Æ���u�‰�o���U���^�/���v���������š�}���š���l�����v�}�š���•���}�v���u�Ç���o���‰�š�}�‰�_���~�^�µ�Œ�À���Ç���ï�î�ó�•�X���d�Z�]�•���•���v�š�]�u���v�š���]�•��

repeated consistently. What is interesting is how plausible it is that this perception is false. It may be 

worth further exploring to determine if students genuinely understand how they best process 

information66 �}�Œ���]�(���š�Z���Ç�����Œ�����u�]�•�š���l�]�v�P�����}�u�(�}�Œ�š���~�Á�Z���š���š�Z���Ç�[�À�������o�Á���Ç�•�����}�v���•���Á�]�š�Z���•�µ�‰���Œ�]�}�Œ�]�š�Ç���~�Á�Z���š���š�Z���Ç��

think works). 

 
66 If this is the case, it may provide some context and explanation for the mixed results in research related to the 
impacts of modality on the effectiveness of notetaking.  
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Figure 6.56 Wordcloud of Student Comments 

6.7.5 Analysis 

As expected, students largely preferred the more flexible test Electronics Policy B. What I did not 

expect was the extent of the dislike for Electronics Policy A. Policy limiting technology in university 

classrooms is far from uncommon, though students may not typically acknowledge or adhere to it; 

however, when presented a traditional electronics policy in this setting, a surprising number of students 

expressed extreme, vehement dislike for Electronics Policy A. These students not only resented the 

implied instructor control but felt an actual aversion to the very idea of being unplugged, even for the 

duration of a single class period. Interestingly, these characteristics were the reasons those few students 

who preferred Policy A did so; they appreciated the external control mitigating distractions. 

On the less vociferous side of comments, this aversion was fixated on the potential of 

emergencies. Very many students fixated on the language in Electronics Policy A which instructed 

�•�š�µ�����v�š�•�W���^�/�(���Ç�}�µ���Z���À�������v��emergency or life event requiring access to your cell phone in class, then this 

�•�Z�}�µ�o�������������}�v�À���Ç�������š�}���u�����]�v�����u���]�o���‰�Œ�]�}�Œ���š�}�����o���•�•�X�_���D�Ç���š�Z�}�µ�P�Z�š���‰�Œ�}�����•�•�����v�����]�v�š���v���������]�v�š���Œ�‰�Œ���š���š�]�}�v���}�(��

this instruction was one of reasonableness: � Ôh, if something is going on in my life, I just need to let my 

�]�v�•�š�Œ�µ���š�}�Œ���l�v�}�Á�����v�����/�������v���Z���À�����u�Ç���‰�Z�}�v�����]�v�����o���•�•�X�_���/�v�•�š�������U���•�š�µ�����v�š�•���]�v�š���Œ�‰�Œ���š�������š�Z�]�•�����•�����v���µ�v�Œ�����•�}�v�����o����

expectation for students to predict emergencies. One student wrote, �^���u���Œ�P���v���]���•�������v�����o�•�}���Z���‰�‰���v��

���µ�Œ�]�v�P�����o���•�•�U���š�}�}�_���~�^�µ�Œ�À���Ç���ò�õ�•�X�����v�}�š�Z���Œ���‰�Œ���(���Œ�Œ�������W�}�o�]���Ç�������^���������µ�•�����]�v�������•�����}�(�����v�����u���Œ�P���v���Ç�U���/�������v���•�š�]�o�o��
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�µ�•�����u�Ç���‰�Z�}�v���_���~�^�µ�Œ�À���Ç���î�í�í�•�X�����v�}�š�Z���Œ���•�]�u�]�o���Œ�o�Ç�����Æ�‰�Œ���•�•����, �^���������µ�•�����•�}�u���š�]�u���•���Á�����v���������š�}���µ�•�����‰�Z�}�v���•��

�]�v�����v�����u���Œ�P���v���Ç�_���~�^�µ�Œ�À���Ç���î�í�õ�•�X�����v�����}�v�U���š�Z���Œ�����Á���Œ����many comments along these lines. This speaks to a 

cultural shift. From my perspective and experience as a student, I either knew an emergency was going 

on in my life and communicated that to the instructor, or everything in my life was stable and I focused 

on class. If something happened in my life while I was in class, then I learned about it upon leaving class. 

I did not at all expect students to feel it necessary to have access to technology just in case.  

�����À���v���]�v�P���š�Z�������]�•���µ�•�•�]�}�v���}�(���•�š�µ�����v�š�•�[���‰���Œ�����]�À�������v���������(�}�Œ�����}�v�v�����š�]�}�v�U���u���v�Ç���•�š�µ�����v�š�•�������(���v��������

their need for technology access with justifications of who they felt comfortable interrupting class for. 

�Z�����•�}�v�•���Á���Œ�����}�(�š���v���Œ���o���š�������š�}���Á�}�Œ�l�����������•�•�U���š�Z�����v���������š�}�����������������•�•�]���o�����š�}���}�v���[�•���u�}�š�Z���Œ���~�]�v�š���Œ���•�š�]�v�P�o�Ç��

�v���À���Œ���š�Z�����(���š�Z���Œ�•�U�����v�����}�š�Z���Œ���Œ���•�‰�}�v�•�]���]�o�]�š�]���•���~�o�]�l���������]�v�P�����������Œ���P�]�À���Œ�•�X���K�v�����•�š�µ�����v�š���Á�Œ�}�š���U���(�}�Œ���]�v�•�š���v�����U���^I 

�v���������š�}�������������o�����š�}���Œ���•�‰�}�v�����š�}���š���Æ�š�•���(�Œ�}�u���]�u�‰�}�Œ�š���v�š���‰���}�‰�o�����~���}�����Z���•�����š���X�•�_���~�^�µ�Œ�À���Ç���ô�î�•�X�����v�}�š�Z���Œ��

explained, �^�/���Œ�µ�v�������•�u���o�o�����}�u�‰���v�Ç�����v�����v���������š�}���•�š���Ç���]�v���š�}�µ���Z�_���~�^�µ�Œ�À���Ç���í�í�ð�•�X���^�]�u�]�o���Œ�o�Ç�U�����v�}�š�Z���Œ���•���]��, �^�/��

work mostly through my phone. This requires me to be able to respond to clients or workers at any 

�š�]�u���X���/�����o�•�}�����}�v�[�š���š�Z�]�v�l���u�Ç�������o�o���‰�Z�}�v�����µ�•�����•�Z�}�µ�o�����������Œ���•�š�Œ�]���š���������Ç�����v�Ç�}�v���_���~�^�µ�Œ�À���Ç���ð�ñ�í�• 

�t�Z���v���v�}�š�������u���š�š���Œ���}�(�����}�v�����Œ�v�U���u���v�Ç���•�š�µ�����v�š�•�[���‰���Œ�•�‰�����š�]�À���•�������u�������}�Á�v���š�}�����v���µ�v���Æ�‰�����š�������•���v�•����

�}�(�����v�š�]�š�o���u���v�š�X���t�Z�]�o���������Ç�o���•�•�U�����o�]�‰�•�}�v�U�����v�����t�]�o�•�}�v�����Æ�‰�o���]�v���^�u���v�Ç�����}�o�o���P�����•�š�µ�����v�š�•�������o�]���À�����š�Z���š���š�Z���Ç�������v��

productively multitask (Samson, 2010), easily sending text messages and paying attention to the 

�‰�Œ�}�(���•�•�}�Œ�[�•���o�����š�µ�Œ�������š���š�Z�����•���u�����š�]�u���_���~�í�î�î�•�U���u���v�Ç���•�š�µ�����v�š�•���Z���Œ���������l�v�}�Á�o�����P�������š�Z���š���š�Z���Ç��might not be 

able to successfully multitask but asserted that �]�š���]�•���š�Z���]�Œ���Œ�]�P�Z�š���š�}���v�}�š���‰���Ç�����š�š���v�š�]�}�v���]�(���š�Z���Ç�����}�v�[�š���Á���v�š���š�}�X 

A student �Á�Œ�}�š���U���(�}�Œ�����Æ���u�‰�o���U���^���������µ�•�����]�(���Ç�}�µ�[�Œ�����P�}�v�v�����µ�•�����Ç�}�µ�Œ���‰�Z�}�v�������v�����v�}�š���o�����Œ�v�U���š�Z���v���š�Z���š�[�•���}�v���š�Z����

�•�š�µ�����v�š�_���~�^�µ�Œ�À���Ç���î�ó�ï�•�X�����v�}�š�Z���Œ�����Œ�P�µ�����U���^�]�(�������l�]�������}�v�[�š���Á���v�š���š�}���‰���Ç�����š�š���v�š�]�}�v�U���o���š���Z�]�u�����_���~�^�µ�Œ�À���Ç���ð�ð�ñ�•�X 

Expanding on this right-to-distract, a shocking number of students expressed they should be 

able to do as they wished because of the amount of money they pay to attend, up to and including being 
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able to listen to music67  in class. �K�v�����•�š�µ�����v�š���Á�Œ�}�š���U���(�}�Œ�����Æ���u�‰�o���U���^�����v���}�(�������o�o���‰�Z�}�v���•���]�•���i�µ�•�š�����•��

�Œ�]���]���µ�o�}�µ�•���š�}���u�������•���Œ���‹�µ�]�Œ�������‰���Œ�š�]���]�‰���š�]�}�v�X���/���‰���Ç���š�Z�}�µ�•���v���•�����v�����/�������v�[�š�����Z�����l���u�Ç���‰�Z�}�v�����}�Œ���o�]�•�š���v���š�}��

�u�µ�•�]���M�_���~�^�µ�Œ�À���Ç���ï�ì�ô�•�X�����v�}�š�Z���Œ�����Œ�P�µ�����U���^�/���‰���Ç���š�}�}���u�µ���Z���(�}�Œ�����o���•�•���•���š�}���v�}�š���µ�•�����u�Ç�������À�]�����•���(�}�Œ�����v�Ç���Œ�����•�}�v�_��

�~�^�µ�Œ�À���Ç���î�ì�ò�•�X�������š�Z�]�Œ�������Æ�‰�o���]�v�����U���^�/���š�Z�]�v�l�����}�o�o���P�����Á�Z���Œ���������µ�o�š�•���o�����Œ�v���•�Z�}�µ�o���v�[�š���(�����o���o�]�l�����u�]�����o�����•���Z�}�}�o��

�Á�Z���Œ�����Ç�}�µ���P���š���]�v���š�Œ�}�µ���o�����(�}�Œ���o�]�•�š���v�]�v�P���š�}���u�µ�•�]�����}�Œ�����Z�����l�]�v�P���Ç�}�µ�Œ���•�µ�P���Œ�_���~�^�µ�Œ�À���Ç���ï�õ�ó�•�X�� 

This all builds to the problem Elliott-���}�Œ���v�•���•�µ�u�u���Œ�]�Ì���•�U���^�W���Œ�Z���‰�•���u�}�Œ�����š�Œ�}�µ���o�]�v�P���]�•���š�Z���š���š�Z���Œ�����]�•��

an addictive component to social media that could cause students to obsessively check for updates even 

if they sincerely wish to be paying attention (Griffiths, 2000; Young, Kuss, Griffiths, and �,�}�Á���Œ���U���î�ì�í�ó�•�_��

�~�í�ô�ð�•�X���K�v�����•�š�µ�����v�š�[�•���Œ���•�‰�}�v�•�������Æ���u�‰�o�]�(�]���•���š�Z�]�•�����}�v�����Œ�v�U���Á�Œ�]�š�]�v�P���^�µ�•�]�v�P���v�}�����o�����š�Œ�}�v�]���•���(�}�Œ�������õ�ì���u�]�v�µ�š����

�‰���Œ�]�}�����}�š�Z���Œ���š�Z���v�����v�����Æ���u���]�•���l�]�v�����}�(���µ�v�Œ�����•�}�v�����o���_���~�^�µ�Œ�À���Ç���ð�ï�î�•�X�����v�}�š�Z���Œ���•�š�µ�����v�š���Á�Œ�}�š��, �^�^�}�u���š�]�u���•���/��

�(�}���µ�•�������š�š���Œ���l�v�}�Á�]�v�P���/���Z���À�����š�Z���������]�o�]�š�Ç���š�}���š�µ�v�����}�µ�š���Œ���š�Z���Œ���š�Z���v���Á�}�v�����Œ�]�v�P�������}�µ�š���Á�Z���š�[�•���P�}�]�v�P���}�v���]�v���u�Ç��

�‰�Z�}�v���_���~�^�µ�Œ�À���Ç���ñ�î�ì�•�X���d�Z�]�•���•�š�µ�����v�š���]�•�����•�•���v�š�]���o�o�Ç�������•���Œ�]���]�v�P���u�]���Œ�}���}�•�]�v�P���š�}�����À�}�]�����Á�]�š�Z���Œ���Á���o�X���^�š�µ�����v�š�•��

are so reliant upon technology, or at least the ability to access technology, that they see the expectation 

to remain focused on the real world alone for an hour and a half to be unreasonable. 

Yamamoto, interestingly, summed up the resulting challenge facing instructors. He explained, 

�^�/�v���š�Z�����/�v�š���Œ�v���š�����P���U���š�Z�����o���‰�š�}�‰�����}�u�‰���š���•���(�}�Œ���š�Z�����•�š�µ�����v�š�•�[�����š�š���v�š�]�}�v�U���š�}���������À���v�‹�µ�]�•�Z�����U���]�(���‰�}�•�•�]���o���U�����Ç��

�š�Z�������v�š���Œ�š���]�v�u���v�š���À���o�µ�����}�(���š�Z�����‰�Œ�}�(���•�•�}�Œ�[�•���o�����š�µ�Œ���_���~�z���u���uoto 5). Students echoed this problematic 

���Æ�‰�����š���š�]�}�v�X���K�v�����•�š�µ�����v�š���Á�Œ�}�š���U���(�}�Œ�����Æ���u�‰�o���U���^�/�(�������š�������Z���Œ���Œ���•�š�Œ�]���š�•���š�����Z�v�}�o�}�P�Ç�U���š�Z���š���o�]�l���o�Ç���u�����v�•���Z���l�•�Z����

�����v�[�š���������‹�µ���š���o�Ç���l�����‰���š�Z���]�Œ���•�š�µ�����v�š�•�����v�P���P�����_���~�^�µ�Œ�À���Ç���ñ�ì�ì�•�X�����v�}�š�Z���Œ�����Œ�P�µ�����U���^�]�(���š�Z�����š�������Z���Œ���]�•�����}�]�v�P��

[their] �i�}�����µ�v�š�]�o���š�Z�������v�����}�(�����o���•�•���/���Á�}�µ�o���v�[�š���v�������l�Á���v�š���š�}���������}�v���u�Ç���‰�Z�}�v���_���~�^�µ�Œ�À���Ç���í�î�•�X���Z�������š�]�}�v�•���š�}���š�Z�]�•��

policy highlight more than perhaps any other how classroom culture is shifting away from instructor-as-

authority, and policy needs a similar shift to encourage cooperation over obedience. 

 
67���/�v���š�Z�]�•�������•���U���•�]�Æ�����}�u�u���v�š�•���u���v�Ÿ�}�v�������v�������]�v�P���}�Œ���Á���v�Ÿ�v�P���š�}���o�]�•�š���v���š�}���u�µ�•�]�������µ�Œ�]�v�P�����o���•�•�X���t�Z�]�o�����š�Z�]�•���]�•�������•�u���o�o��
�v�µ�u�����Œ�U���]�š���]�•���•�]�Æ���u�}�Œ�����•�š�µ�����v�š�•���š�Z���v���/�����À���Œ�����Æ�‰�����š�������š�}���.�v�����]�š�����������‰�š�����o�����š�}���o�]�•�š���v���š�}���u�µ�•�]�������µ�Œ�]�v�P�����o���•�•�X�� 
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6.8 Extra Effort Policy 

6.8.1 Background 

Extra credit is another area of classroom policy with conflicting viewpoints and evidence for all 

�•�]�����•�X���d�}���‹�µ�}�š�����E�}�Œ���Œ�}�•�•�U���,�}�Œ�Œ�}���l�•�U�����v�����^�š���À���v�•�}�v�U���^�/�(���}�v�����Á�]�•�Z���•���š�}���•�š���Œ�š�������À���Œ�����o�����Œ���Á�o�����š�������µ�v�]�À���Œ�•�]�š�Ç��

faculty club, the desirability of extra credit is in�����v���]���Œ�Ç���u���š���Œ�]���o�X�_���&�����µ�o�š�Ç���À�]���Á�‰�}�]�v�š�•�����Œ�������}�u�‰�o�]�����š������

on the subject, ranging from belief in the abolition of extra credit to the support for unlimited 

availability. Students, on the other hand, are much more open to extra credit, with Groves going so far 

���•���š�}�����•�•���Œ�š���^�]�v�������Œ�š���]�v�����]�•���]�‰�o�]�v���•�����v�����]�v�������Œ�š���]�v���‰�Œ�}�P�Œ���u�•�U���•�š�µ�����v�š�•���Z���À�����P�Œ�}�Á�v���š�}�����Æ�‰�����š�U�����À���v��

�����u���v���U�����Æ�š�Œ�������Œ�����]�š���}�‰�‰�}�Œ�š�µ�v�]�š�]���•�_���~�î�ó�V���š�Z�]�•���]�•�������Z�}���������Ç���•���Œ���•�X���t�]�š�Z���š�Z�������}�u�‰�o�]�����š�������•�š���v���]�v�P���}�(���š�Z����

�Œ�}�o�����}�(�����Æ�š�Œ�������Œ�����]�š���]�v�������������u�]�������v�����•�š�µ�����v�š�•�[���v�}�š-infrequent expectation of its availability, it is of great 

�]�u�‰�}�Œ�š���š�Z���š���]�v�•�š�Œ�µ���š�}�Œ�[�•���‰���Œ�•�}�v���o���•�š���v�����•�����v�����‰�µ�Œ�•�µ���v�š���‰�}�o�]���]���•���������]�v���o�µ���������]�v���š�Z���]�Œ�����}�µ�Œ�•�����•�Ç�o�o�����]�X�� 

While the overall landscape of extra credit policy is complex, individual instructors tend to have 

�(�]�Œ�u���š�Z�}�µ�P�Z�š�•���}�v���š�Z�����u���š�š���Œ�X���E�}�Œ���Œ�}�•�•�U�����}�}�o���Ç�U�����v�����^�š���À���v�•�}�v���(�}�µ�v�����^�š�Z���Œ�����]�•���o�]�š�š�o�����u�]�����o�����P�Œ�}�µ�v����

���u�}�v�P���(�����µ�o�š�Ç���}�v���š�Z�������}�v�š�Œ�}�À���Œ�•�]���o���š�}�‰�]�����}�(�����Æ�š�Œ�������Œ�����]�š�_�V���(�µ�Œ�š�Z���Œ�U���^���v���]�v�•�š�Œ�µ���š�}�Œ�[�•�����š�š�]�š�µ�������š�}�Á���Œ�������Æ�š�Œ����

credit, rather than the circumstances of the particular course or the individual student, largely 

�����š���Œ�u�]�v�������Á�Z���š�Z���Œ���]�š���Á���•���}�(�(���Œ�����_���~�î�ð�î�•�X���/�v���}�š�Z���Œ���Á�}�Œ���•�U���]�v�•�š�Œ�µ���š�}�Œ�•���Á�]�o�o�]�v�P���š�}���}�(�(���Œ�����Æ�š�Œ�������Œ�����]�š�����}���•�}�U��

the �Œ���•�š�����}�v�[�š�����v�������Œ���v�[�š���Á�]�o�o�]�v�P���š�}�����}�v�•�]�����Œ���]�š�X�� 

Those instructors who do not offer extra credit hold this position for a variety of reasons. Many 

believe it may promote laziness or irresponsibility (Dalakas and Stewart 4; Groves 27; Mays and Bower 

1; Norcross, Horrocks, and Stevenson); it is unfair or imbalanced if extra credit opportunities are not 

equally available to all students (Mays and Bower 1; Norcross, Dooley, and Stevenson 242; Norcross, 

Horrocks, and Stevenson; Padilla-Walker; Rice 9; Zare 406); students are likely to abuse the opportunity 
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(Mays and Bower 1); or allowing for extra credit will artificially inflate grades68 (Fuad and Jones 35; Lei 

17; Mays and Bower 1-2; Moore; Norcross, Dooley, and Stevenson 242; Pynes; Rice, Brian 9; Zare 406). 

From another perspective, some researchers simply argue the provision of extra credit work for 

students creates more work for the teachers (Harrison, Meister, and Lefevre 553; Pynes; Rice, Brian 9; 

Zare 406) which may lead burnout and strain (Jiang, Tripp, and Hong qtd in Zare 405). 

Perhaps the most impactful reason instructors choose not to provide extra credit is frustration 

with which students benefit from extra credit opportunities. Instructors observe that the primary 

students using extra credit opportunities to increase their learning and boost their grades are those who 

already understand the material and have strong grades (Hardy; Harrison, Meister, and Lefevre 553; 

Junn 189; Lei 17; Maurer; Mays and Bower 5; Myers and Hatchel 1; Padilla-Walker; Silva and Gross 

1127). For a spe���]�(�]�������Æ���u�‰�o���U���D���µ�Œ���Œ���(�}�µ�v�����^�•�µ���•���‹�µ���v�š�����v���o�Ç�•�]�•�����}�u�‰���Œ�]�v�P���•�š�µ�����v�š�•���]�v���•���u���•�š���Œ�•��

where extra credit was offered with students in semesters where it was not revealed no difference in 

average exam scores, even though the vast majority of students in the extra credit semesters took 

�����À���v�š���P�����}�(�����š���o�����•�š���•�}�u�����}�(���š�Z�������Æ�š�Œ�������Œ�����]�š���}�‰�‰�}�Œ�š�µ�v�]�š�]���•�_���~�î�ï�ï-4). Silva and Gross had this same 

�Œ���•�µ�o�š�U���(�]�v���]�v�P���^�š�Z�����Z�]�P�Z���•�š���•���}�Œ�]�v�P���•�š�µ�����v�š�•���Á���Œ�����u�}�Œ�����Á�]�o�o�]�v�P���š�Z���v���š�Z���]�Œ���o�}�Á���Œ���•���}�Œ�]�v�P�����o���•�•�u���š���•���š�}��

choose more academic work to �]�u�‰�Œ�}�À�����š�Z���]�Œ�����}�µ�Œ�•�����P�Œ�������•�_���~�í�í�î�ó�•�X���/�v���}�š�Z���Œ���Á�}�Œ���•�U�����À���v���š�Z�}�µ�P�Z��

�•�š�µ�����v�š�•���Á�Z�}�����]�������š���o�����•�š���•�}�u�������Æ�š�Œ�������Œ�����]�š���Á�}�Œ�l�����]���������š�š���Œ���š�Z���v���š�Z�}�•�����Á�Z�}�����]���v�[�š�U���š�Z���•�����•�š�µ�����v�š�•���Á���Œ����

already doing better anyway. 

Despite this, many instructors see value in offering extra credit opportunities. Norcross, 

Horrocks, and Stevenson, for instance, found about 25% of faculty across various disciplines provide 

extra credit opportunities. In some disciplines, this is much higher; Hill, Palladino, and Eison, for 

 
68 Zare summarizes most of the findings on the potential for grade inflation, finding student grades increased 
�����š�Á�����v���î�X�ó�9�����v�����ð�X�î�9���}�v�����À���Œ���P���V���Z�������•�•���Œ�š�•���š�Z�]�•���^�Z���•���•�µ�‰�‰�}�Œ�š�������š�Z�������(�(�����š���}�(�����Æ�š�Œ�������Œ�����]�š���}�v���P�Œ���������]�v�(�o���š�]�}�v�_��
(406). I have a differing opinion, �]�(�����Æ�š�Œ�������Œ�����]�š���Œ���]�•���•���•�š�µ�����v�š�•�[���P�Œ�������•���o���•�•���š�Z���v�������(�µ�o�o���o���š�š���Œ���P�Œ�����������v�����š�Z�����•�š�µ�����v�š�•��
�u�}�•�š�������v���(�]�š�]�v�P���(�Œ�}�u�����Æ�š�Œ�������Œ�����]�š�����Œ�����š�Z�}�•�����Á�Z�}���‰�Œ�}�������o�Ç�����}�v�[�š���v���������]�š���š�}�������P�]�v���Á�]�š�Z�U���š�Z���v���š�Z�]�•���•�u���o�o���•�Z�]�(�š���•�����u�•��
inconsequential to me, especially given the benefits extra credit can provide to rapport and good will. 
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���Æ���u�‰�o���U���^�(�}�µ�v�����š�Z���š���ô�î���‰���Œ�����v�š���}�(���Œ���•�‰�}�v���]�v�P���(�����µ�o�š�Ç���Œ���‰�}�Œ�š�������š�Z�����µ�•�����}�(�����Æ�š�Œ�������Œ�����]�š�_���~�D���Ç�•��and 

Bower 1). Instructors continue offering extra credit to reward students for going above and beyond or 

motivate them to work harder  (Bauer and Snizek; Dalakas and Stewart 4-5; Groves 27; Mays and Bower 

2; Norcross, Dooley, and Stevenson; Norcross, Horrock, and Stevenson), encourage or reward a deeper 

exploration of a relevant topic (Dalakas and Stewart 4-5; Groves 27; Junn; Mays and Bower 2; Norcross, 

Dooley, and Stevenson 241; Norcross, Horrock, and Stevenson), as a means of providing a second 

chance for bad test takers or students who miss assignments (Mays and Bower 2; Norcross, Dooley, and 

Stevenson 241), or to encourage attendance (Lei 14; Padilla-Walker 236; Wilder, Flood, and Stromsnes 

117). Even if the provision of extra credit does not always aid the students instructors most hope to 

reach, instructors ultimately see value in its availability for those instances where students do succeed, 

benefit, and learn from the opportunity. 

Similarly, most students appreciate having extra credit available. Norcross, Dooley, and 

Stevenson even assert that students like the idea of extra credit more (and more often) than faculty 

�~�î�ð�í�•�X���D�}�•�š�����}�u�u�}�v�o�Ç�U���•�š�µ�����v�š�•�����‰�‰�Œ�����]���š�������Æ�š�Œ�������Œ�����]�š�[�•�������]�o�]�š�Ç���šo provide a second chance to improve 

their grades (Dalakas and Stewart; Groves 27; Norcross, Horrocks, and Stevenson; Padilla-Walker); 

�Z�}�Á���À���Œ�U���š�Z���Ç�����}�v�[�š�������Œ�������•���u�µ���Z�������}�µ�š�����Æ�š�Œ�������Œ�����]�š���‰�Œ�}�À�]���]�v�P�����v���}�‰�‰�}�Œ�š�µ�v�]�š�Ç���(�}�Œ���������‰���Œ���o�����Œ�v�]�v�P��

(Groves 30; Norcross, Horrocks, and �^�š���À���v�•�}�v�•�X���D���v�Ç���Œ���•�����Œ���Z���Œ�•���(�}�µ�v���U���š�Z�}�µ�P�Z�U���š�Z���š���•�š�µ�����v�š�•���Á�}�v�[�š��

take the opportunity to use extra credit to improve their grades (Harrison, Meister, and Lefevre 551; Lei 

14; Mays and Bower 5; Myers and Hatchel 1). Despite this, students like having the option and they feel 

more positively about instructors who offer extra credit (Groves; Mays and Bower 2; Myers and Hatchel 

1; Norcross, Horrocks, and Stevenson) and feel that instructors who ���}�v�[�š���}�(�(���Œ�����Æ�š�Œ�������Œ�����]�š�����}�v�[�š�������Œ����

�����}�µ�š���•�š�µ�����v�š�•�[���Á���o�obeing (Zare 406). Students associate extra credit with support, even when they 

���}�v�[�š���µ�•�����]�š�X�� 
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�h�v�(�}�Œ�š�µ�v���š���o�Ç�U���•���À���Œ���o���Œ���•�����Œ���Z���Œ�•���v�}�š�������š�Z���š���•�š�µ�����v�š�•�[��appreciation for the opportunity to earn 

extra credit has often shifted to an expectation for extra credit (Groves; Jiang, Tripp, and Hong; Scheafer 

���š�����o�X�V���•���Œ�����ð�ì�ó�•�X���&�µ�Œ�š�Z���Œ�U���'�Œ�}�À���•�����Œ�P�µ���•���^�^�š�µ�����v�š�•���•�Z�]�(�š���š�Z���]�Œ���Œ���•�‰�}�v�•�]���]�o�]�š�Ç���(�}�Œ�������Œ�š���]�v�����o���•�•�Œ�}�}�u�����À���v�š�•��

to course instructors. For example, a higher grade is needed (even deserved) because the student will 

lose a scholarship, be on prob���š�]�}�v�U���}�Œ���������]�v���o�]�P�]���o�����š�}���‰���Œ�š�]���]�‰���š�����]�v�����v�������š�]�À�]�š�Ç�_���~�'�Œ�}�À���•���î�ó�•�X 

���}�v�•���‹�µ���v�š�o�Ç�U���u���v�Ç���]�v�•�š�Œ�µ���š�}�Œ�•���(�����o���‰�Œ���•�•�µ�Œ�����š�}���]�v���}�Œ�‰�}�Œ���š�������Æ�š�Œ�������Œ�����]�š�U�����À���v���]�(���š�Z���Ç�����}�v�[�š���(�����o�����Æ�š�Œ����

credit is genuinely beneficial to their students or to the students who actually need the assistance. 

In terms of extra credit options, there are as many potential extra credit tasks as there are 

instructors offering extra credit opportunities. The most commonly discussed were correctly completing 

extra classwork or homework (Dalakas and Stewart 2; Junn 191; Lei 15; Mays and Bower 2) and extra 

credit quizzes in class or online (Bauer and Snizek 337; Fuad and Jones 37; Groves 29; Maurer 227; Mays 

and Bower 2; Padilla-Walker 236; Rice, Brian 2). Other common forms of extra credit include attendance 

points, participation points, and extra credit sections in exams (Groves 29; Lei 15). Uncommon forms of 

extra credit which may be worth considering include submitting extra, good questions related to course 

topics (Bauer and Snizek 338), early completion of major assignments (Felker and Chen 144), the 

opportunity to retake exams or revise major assignments (Rice, Brian 3), creative activities like designing 

a map or poster (Lei 15), or external opportunities like field trips, conferences, workshops, or 

community events (Dalakas and Stewart 2; Lei 15-16). In considering which options to implement, 

instructors must consider their own needs (time and extra work requirements of extra credit, personal 

perceptions of extra credit, etc.) as well as the constraints of their course design and student 

populations.  

6.8.2 Why Call It Extra Effort? 

The policies presented here are extra credit policies; however, I have elected to call them extra 

effort policies instead. This choice is rhetorical in nature. Not only do students often expect extra credit 
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�š�}�����������v���}�‰�š�]�}�v�U�����µ�š���š�Z���Ç���‰�Œ���(���Œ�����Æ�š�Œ�������Œ�����]�š���š�Z���š���]�•���^�����•�Ç�����v�������}�v�À���v�]���v�š���š�}���µ�•���_���~�'�Œ�}�À���•���î�ó�•�X���&�µ�Œ�š�Z���Œ�U��

�'�Œ�}�À���•�����•�•���Œ�š�•���^�š�Z���Œ�����]�•���o�]�š�š�o�����}�Œ���v�}�����}�v�����Œ�v���}�v���š�Z�����‰���Œ�š���}�(���š�Z�����•�š�µ�����v�š���(�}�Œ�������‹�µ�]�Œ�]�v�P���l�v�}�Á�o�����P���_�����Ç��

completing extra credit (27). This perception contributes to the argument that providing extra credit 

inflates student grades. However, when well designed and implemented, extra credit requires extra 

effort from students and rewards those efforts.  

���Ç�����o�š���Œ�]�v�P���š�Z�����v���u�����}�(���š�Z�]�•���•�����š�]�}�v�U���/���Z�}�‰�����š�}�����o�š���Œ���•�š�µ�����v�š�•�[���‰���Œ�����‰�š�]�}�v�•���}�(���š�Z�����‰�}�o�]���Ç�����•���Á���o�o�X���/�v��

�•���‰���Œ���š�]�v�P���(�Œ�}�u���š�Z�����š�Ç�‰�]�����o���]���������}�(�����Æ�š�Œ�������Œ�����]�š�U���]�š���u���Ç���������‰�}�•�•�]���o�����š�}�����]�•�Œ�µ�‰�š���•�š�µ�����v�š�•�[�����•�•�µ�u�‰�š�]�}�v�•��

about the purpose, ease, and access of extra credit. This may be particularly effective in a first year 

���}�u�‰�}�•�]�š�]�}�v�����o���•�•���Á�Z���Œ�����•�š�µ�����v�š�•�[���•�š�Œ�µ�P�P�o���•�����Œ�����}�(�š���v���Œ���o���š�������š�}���l�v�}�Á�o�����P�����P���‰�•���Á�Z�]���Z���u���Ç���������•�Z�Œ�µ�v�l��

with access to (and motivation to complete) targeted practice assignments shoring up those 

weaknesses. T�Z�]�•�����(�(�}�Œ�š�����š���Œ���(�Œ���u�]�v�P���]�•���•�]�u�]�o���Œ���š�}�������o���l���•�����v�����^�š���Á���Œ�š�[�•���(�]�v���]�v�P�•���š�Z���š���(�Œ���u�]�v�P�����Æ�š�Œ�������Œ�����]�š��

as a way to prevent loss �~�Œ���š�Z���Œ���š�Z���v�������u�����v�•���}�(���P���]�v�]�v�P�•���]�v���Œ�����•�������•�š�µ�����v�š�•�[�����(�(�����š�]�À�����‰���Œ�š�]���]�‰���š�]�}�v���]�v��

optional tasks. 

�&�µ�Œ�š�Z���Œ�U�����Ç���]�v���o�µ���]�v�P���^���(�(�}�Œ�š�_���]�v���š�Z�����š�]�š�o�����}�(���š�Z�����‰�}�o�]���Ç�U���•�š�µ�����v�š�•���Z���À�����������o�����Œ�U���]�u�u�����]���š����

indication that making up for bad (or missed) grades will require effort. Schaefer et al. found that 

�^���µ�•�š�}�u���Œ�•���Á�Z�}���Z���À�����(���o�•�������Æ�‰�����š���š�]�}�v�•���u���Ç���‹�µ�]���l�o�Ç���������}�u�������]�•�•���š�]�•�(�]���������µ�•�š�}�u���Œ�•�_���~�ô�ï�•�X�����o���Œ�]�(�Ç�]�v�P��

expectations immediately helps prevent misunderstanding. In this vein, Zare encourages faculty to 

�]�v���o�µ�����������š���]�o�•���]�v���š�Z�����•�Ç�o�o�����µ�•���š�}���^�u���l�������Æ�‰�����š���š�]�}�v�•�����o�����Œ���(�Œ�}�u���š�Z���������P�]�v�v�]�v�P�_���~�ð�ì�ó�•�X�����o���Œ�]�(�Ç�]�v�P���š�Z����title 

of the section means even students skimming the syllabus see the distinction. 

6.8.3 Reasoning for Extra Effort Policy A 

Traditionally, extra credit69 was not an option. As Norcross, Horrocks, and Stevenson found in 

the eighties, extra credit was only offered in between 12% to 20% of undergraduate courses. While 

extra credit has become more common, extra credit is still not an option for many instructors. However, 

 
69���^���������‰�‰���v���]�Æ�������(�}�Œ���š�Z�����•�‰�����]�.�����‰�}�o�]���]���•���‰�Œ���•���v�š�������š�}���•�š�µ�����v�š�•�X 
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because many students connect extra credit to how much instructors care about them and often expect 

extra credit to be available, instructors who do not offer extra credit cannot assume this is the default; 

they need to include something in their syllabus. Further, Slattery and Carlson and Zare specifically note 

that the syllabus should include the instructor�[s reasoning behind policies. I would add this is particularly 

�š�Œ�µ�����(�}�Œ���‰�}�o�]���]���•���Á�Z�]���Z�������À�]���š�����(�Œ�}�u���•�š�µ�����v�š�•�[���‰�Œ���(���Œ���v�����•���}�Œ�����Æ�‰�����š���š�]�}�v�•�X�����/�v���š�Z�]�•���]�v�•tance, I did not go 

into detail in the written policy about why ���Æ�š�Œ�������Œ�����]�š���]�•�v�[�š�����À���]�o�����o���U�����µ�š�����]�������Æ�‰�o���]�v���Á�Z���š��

circumstances would result in make-up work being available to the entire class and reminded students 

about the built in buffer from the weekly participation credit available. 

6.8.4 Reasoning for Extra Effort Policy B 

As has already been established, students often expect extra credit to be available. To that end, 

many teachers feel compelled to offer it, regardless of their personal feelings about its effectiveness. 

However, many instructors do endeavor to incorporate extra credit in ways which facilitate student 

improvement without overburdening the instructor workload.  

It is possible that, when used intentionally, extra credit opportunities can be used to help 

struggling students. Junn conducted an experiment comparing the impacts of targeted activities 

�~�•�‰�����]�(�]�����o�o�Ç���š���•�l�•���Œ���o���š�������š�}�������À���o�}�‰�]�v�P���•�š�µ���Ç���•�l�]�o�o�•�•���}�v���(���]�o�]�v�P���•�š�µ�����v�š�•�[���P�Œ�������•���Á�Z���v���}�(�(���Œ���������Æ�š�Œ�������Œ�����]�š��

or not offered extra credit for ta�•�l�����}�u�‰�o���š�]�}�v�X���d�Z���Ç���(�}�µ�v�����^�•�]�P�v�]�(�]�����v�š�o�Ç���u�}�Œ�����•�š�µ�����v�š�•���(�Œ�}�u���š�Z����

experimental group obtained final course grades of C or better (even when subtracting the points 

earned from the ext�Œ�������Œ�����]�š�����•�•�]�P�v�u���v�š�•�•���š�Z���v���•�š�µ�����v�š�•���(�Œ�}�u���š�Z�����u���š���Z���������}�v�š�Œ�}�o���P�Œ�}�µ�‰�_���~�:�µ�v�v���í�õ�í�•�X��

Specifically, 8 of the 12 experimental students passed the course while none of the students in the 

control group brought their grades up to passing (Junn 191). When provided opportunities to complete 

extra work to improve their grade students ���]���v�[�š�����}���š�Z�����Á�}�Œ�l��unless the work had an extrinsic reward.  

In developing the test policy, Extra Effort Policy B, the reasoning behind the extra credit policy 

was briefly reviewed and students needing extra assistance were specifically targeted. Specific options 
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available are based on extra credit tasks which (at least in some of the research) have positive impacts. 

Bauer and Snizek, for instance, incorporate opportunities for students to submit insightful questions 

�~���o�����]�š���š�Z�Œ�}�µ�P�Z���Á�Œ�]�š�]�v�P�•�X���:�µ�v�v�[�•���•�‰�����]�(�]�����]�v�š���Œ�Àentions for struggling students provide support for the 

inclusion of opportunities aimed at shoring weaknesses. Brian Rice discusses students revisiting and 

revising exams and introduces oral exams as a means of students demonstrating competence. 

6.8.5 Results 

Students were not asked which policy they prefer in this instance. It is well established that 

students prefer extra credit to be available, whether they would use it or not. That said, in revising this 

�•�µ�Œ�À���Ç�U���/�����}���š�Z�]�v�l�������‹�µ���•�š�]�}�v�����•�l�]�v�P���(�}�Œ���•�š�µ�����v�š�•�[���‰�Œeference would be worth including. 

6.8.5.1 Student Perception of Extra Effort Policy Reasonableness 

 
Figure 6.57 Student Perceptions of Policy Reasonableness 

Students did not find the traditional, no-extra-credit, Extra Effort Policy A to be unreasonable, 

but certainly had a higher opinion of Extra Effort Policy B. When asked to state their level of agreement 

�š�}���š�Z�����‰�Œ�}�u�‰�š���^�d�Z�]�•���‰�}�o�]���Ç���]�•���Œ�����•�}�v�����o���U�_���ð�ó�X�í�9���}�(���•�š�µ�����v�š�•���•���o�����š�������^���P�Œ�����_���}�Œ���^�^�š�Œ�}�v�P�o�Ç�����P�Œ�����_���Á�Z���v��

�]�š�������u�����š�}���W�}�o�]���Ç�����U�����µ�š���õ�ð�X�õ�9���}�(���•�š�µ�����v�š�•���•���o�����š�������^���P�Œ�����_���}�Œ���^�^�š�Œ�}�v�P�o�Ç�����P�Œ�����_���Á�Z���v���]�š�������u�����š�}���W�}�o�]���Ç�����X�� 

Table 6.18 Sign Test Results 
�Z���o���š�����r�^���u�‰�o���•���^�]�P�v���d���•�š 

�d�}�š���o���E �ñ�ñ�ò 
�W�}�•�]�Ÿ�À�������]�+���Œ���v�����• �ï�ï�ð 
�E���P���Ÿ�À�������]�+���Œ���v�����• �ï�í 
�E�µ�u�����Œ���}�(���d�]���• �í�õ�í 
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�^�š���v�����Œ���]�Ì�������d���•�š���^�š���Ÿ�•�Ÿ�� �í�ñ�X�ô�ì�ó 
���•�Ç�u�‰�š�}�Ÿ�����^�]�P�v�]�.�����v�������~�î�r�•�]���������š���•�š�• �D�X�ì�ì�ì�ì�ì�í 

 
�d�Z�����•�]�P�v���š���•�š���(�µ�Œ�š�Z���Œ���•�Z�}�Á�•���•�š�µ�����v�š�•�[���‰�Œ���(���Œ���v�������(�}�Œ�����Æ�š�Œ�������Œ�����]�š���š�}�����������À���]�o�����o���X���K�v�o�Ç���ï�ð�X�ð�9���}�(��

�•�š�µ�����v�š�•�[���Œ���•�‰�}�v�•���•���Œ���u���]�v���������}�v�•�]�•�š���v�š���(�Œ�}�u�����Æ�š�Œ�������(�(�}�Œ�š���W�}�o�]���Ç�������š�}�����Æ�š�Œ�������(�(�}�Œ�š���W�}�o�]���Ç������

�~�‰�Œ�����}�u�]�v���v�š�o�Ç���]�v���š�Z�����^���P�Œ�����_���}�Œ���^�^�š�Œ�}�v�P�o�Ç�����P�Œ�����_���Œ���•�‰�}�v�•���•�•�X���Z���š�Z���Œ�U���ò�ì�X�í�9���}�(���•�š�µ�����v�š�•�[���Œ���•�‰�}�v�•���•��

shifted to a higher level of agreement when assessing Policy B.  

6.8.5.2 Student Perception of Extra Effort Opportunities Out of Class 

 
Figure 6.58 Histogram of Student Perceptions of Extra Effort Opportunities Outside Class 

�^�š�µ�����v�š�•���Á���Œ�������•�l�������š�}���Œ���‰�o�Ç���š�}���š�Z�����‰�Œ�}�u�‰�š���^�,�}�Á�����}���•���Z���À�]�v�P���‰���Œ�š�]���]�‰���š�]�}�v���}�‰�š�]�}�v�•�������Ç�}�v����

�‰���Œ�š�]���]�‰���š�]�v�P���]�v���š�Z�������o���•�•�Œ�}�}�u���u���l�����Ç�}�µ���(�����o�M�_���Á�]�š�Z���š�Z�����}�‰�š�]�}�v�•���^�E���P���š�]�À���o�Ç�U�_���^�E���µ�š�Œ���o�U�_���}�Œ���^�W�}�•�]�š�]�À���o�Ç�X�_��

In Extra Effort Policy B, extra credit was intentionally tied �š�}���‰���Œ�š�]���]�‰���š�]�}�v�X���^�š�µ�����v�š�•���Á���Œ���v�[�š���š���Œ�Œ�]���o�Ç���(�}�v����

of participation being a huge grade component; however, they appreciated having the ability to balance 

the challenges of large assignments with participation. In considering extra effort opportunities, 77.6% 

of students felt positively, even when the opportunities required work outside of the classroom.  
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6.8.5.3 Student Perception of Extra Effort Opportunity B Use 

 
Figure 6.59 Histogram of Student Likelihood of Using Extra Effort Opportunities 

�^�š�µ�����v�š�•���Á���Œ�������•�l�������š�}���Œ���•�‰�}�v�����š�}���š�Z�����‰�Œ�}�u�‰�š���^�,�}�Á���o�]�l���o�Ç�����Œ�����Ç�}�µ�����•�������•�š�µ�����v�š���š�}���u���l�����µ�•�����}�(��

�}�v�����}�Œ���u�}�Œ�����}�(���š�Z���•�����}�‰�‰�}�Œ�š�µ�v�]�š�]���•���š�}���•�µ�‰�‰�}�Œ�š���Ç�}�µ�Œ���P�Œ�������M�_���Á�]�š�Z���š�Z�����}�‰�š�]�}�v�•���^�E�}�š�����š�����o�o���o�]�l���o�Ç���t even if I 

needed extra points in the class, I would not use these �}�‰�‰�}�Œ�š�µ�v�]�š�]���•�U�_���^�E�}�š���o�]�l���o�Ç���t I might do something 

�(�Œ�}�u���š�Z�����o�]�•�š���]�(���/���Á���Œ�����(���]�o�]�v�P�U�_���>�]�l���o�Ç���t If I miss a class or assignment, I would definitely make up the 

�‰�}�]�v�š�•���Á�]�š�Z���š�Z���•�����}�‰�š�]�}�v�•�U�_���}�Œ���^�s���Œ�Ç���o�]�l���o�Ç���t I would definitely make use of some of these opportunities, I 

�Á�}�µ�o�����P���]�v�����Æ�š�Œ�����‰�}�]�v�š�•�����À���v�������(�}�Œ�����/���u�]�•�•�����v�����•�•�]�P�v�u���v�š�X�_���/�v�š���Œ���•�š�]�v�P�o�Ç�U���u�}�•�š���•�š�µ�����v�š�•���~�õ�í�X�í�9���}�(��

respondents) expected to make at least some use of extra effort opportunities. Further research 

comparing student expectations of utilization of ext�Œ�������(�(�}�Œ�š���}�‰�‰�}�Œ�š�µ�v�]�š�]���•�����P���]�v�•�š���•�š�µ�����v�š�•�[�������š�µ���o���µ�•����

of opportunities would be a worthwhile addition to this research.  

6.8.5.4 Student Perception of Extra Effort Opportunity Use by Demographics 

���������µ�•�����}�(���š�Z�����•�u���o�o���•���u�‰�o�����•�]�Ì�����}�(���•�š�µ�����v�š�•���Á�Z�}���Á���Œ�����^�E�}�š�����š�����o�o���>�]�l���o�Ç�_���š�}���u���l�����µ�•�����}�(�����Æ�š�Œ����

���Œ�����]�š���}�‰�‰�}�Œ�š�µ�v�]�š�]���•�U���š�Z���•�����•�š�µ�����v�š�•���Á���Œ�����P�Œ�}�µ�‰�������Á�]�š�Z���š�Z�}�•�����Á�Z�}���Á���Œ�����^�E�}�š���>�]�l���o�Ç�_���š�}���(�����]�o�]�š���š�����š�Z�����µ�•����

of chi-squared analyses. Ultimately, there were no stati�•�š�]�����o�o�Ç���•�]�P�v�]�(�]�����v�š���]�v�š���Œ�����š�]�}�v�•�������š�Á�����v���•�š�µ�����v�š�•�[��

�����u�}�P�Œ���‰�Z�]���•�����v�����š�Z���]�Œ���o�]�l���o�]�Z�}�}�����}�(���µ�•�]�v�P�����Æ�š�Œ�������Œ�����]�š�V�������Œ�}�•�•�������u�}�P�Œ���‰�Z�]���•�U���•�š�µ�����v�š�•���Á���Œ�����^�o�]�l���o�Ç�_���}�Œ��

�^�À���Œ�Ç���o�]�l���o�Ç�_���š�}���µ�•�������Æ�š�Œ�������Œ�����]�š�����š���o�����•�š���ô�ì�9���}�(���š�Z�����š�]�u���X���t�Z�]�o�����•�š�µ�����v�š�•�[���v���š�]�À�����o���v�P�µ���P�����~p = .003), 

gender (p = .018) and disability status (p = .010) were closest to statistical significance, most interactions 
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�Á���Œ�����•�Z�]�(�š�•�������š�Á�����v���^�À���Œ�Ç���o�]�l���o�Ç�_�����v�����^�o�]�l���o�Ç�X�_��Except, students who identified an Asian language as their 

�v���š�]�À�����o���v�P�µ���P�����•���o�����š�������^�h�v�o�]�l���o�Ç�_���}�Œ���^�s���Œ�Ç���h�v�o�]�l���o�Ç�_���]�v���î�í�X�ð�9���}�(���Œ���•�‰�}�v�•���•�U���u�µ���Z���Z�]�P�Z���Œ���š�Z���v���š�Z����

average (expected rate) of 8.7%. This could be a consequence of familiarity, or it may be related to extra 

credit often involving reading, speaking, or writing in English; if this demographic group is less 

���}�u�(�}�Œ�š�����o�����Á�]�š�Z�����v�P�o�]�•�Z�����}�u�u�µ�v�]�����š�]�}�v���š�Z���v���}�š�Z���Œ�•�U���š�Z�]�•�����}�µ�o�����v���P���š�]�À���o�Ç���]�u�‰�����š���•�š�µ�����v�š�•�[���]�v�š���Œ���•�š��in 

extra credit. However, this is purely supposition; further research is necessary. 

6.8.5.5 Student Comments on Perceptions of Out-of-Class Extra Effort Opportunities 

6.8.5.5.1 Reasons for Negative Perceptions  

Of the 16 students who stated they felt negatively about there being options for extra effort 

opportunities outside of class, 11 students wrote comments explaining their perspectives. 45.5% of 

comments expressed these opportunities would have a negative impact on work-life balance and 27.3% 

felt out-of-class extra credit would contribute to laziness or poor work ethic. For instance, one student 

�Á�Œ�}�š���U���^�/���Z���À���������•�š�Œ�]���š���•���Z�����µ�o�����š�Z���š���/���u�µ�•�š���(�}�o�o�}�Á�����v���������v�[�š�����Z���v�P�����]�š�U���•�}���/���Á�}�µ�o���v�[�š�������������o�����š�}�����������•�•��

these ext�Œ�������Œ�����]�š�����•�•�]�P�v�u���v�š�•�_���~�^�µ�Œ�À���Ç���ï�ò�ð�•�X���� 

Interestingly, 36.4% of the students who expressed a negative perception of out-of-class extra 

effort opportunities felt negatively about them because they felt shame, anxiety, or shyness at the need 

to interact with the instructor, speak out in class, or ���•�l���(�}�Œ���Z���o�‰�X���K�v�����•�š�µ�����v�š���‰�}�]�P�v���v�š�o�Ç���Á�Œ�}�š���U���^�/���š�Z�]�v�l��

�/���Á�}�µ�o�����(�����o�����•�Z���u���������}�u�]�v�P���š�}���š�Z�����‰�Œ�}�(�U�����µ�š���š�Z���š���]�•���o�]�š���Œ���o�o�Ç���i�µ�•�š���u���_���~�^�µ�Œ�À���Ç���ñ�ï�ì�•�X���/�š���]�•��� l̂iterally�_ not, 

�š�Z�}�µ�P�Z�J�����v�}�š�Z���Œ���Á�Œ�}�š�����š�Z���š���š�Z���Ç�[�����(�����o���^�������]�š���µ�v���}�u�(�}�Œ�š�����o�������µ�����š�}���‰���Œ�•�}�v���o���]�•�•�µ���•�_���~�^�µ�Œ�À���Ç���í�õ6). The 

attachment of shame to the utilization of extra credit was unexpected.  

6.8.5.5.2 Reasons for Neutral Perceptions 

Of the 104 students who expressed feeling neutral about the availability of out-of-class extra 

effort opportunities, 69 students provided explanations for their position. For most of these students, 
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their neutrality came down to appreciative ambivalence. 50.7% of the comments expressed that they 

�o�]�l���o�Ç���Á�}�µ�o���v�[�š���µ�•�����š�Z�������Æ�š�Œ�������Œ�����]�š���}�‰�‰�}�Œ�š�µ�v�]�š�]���•�V���Z�}�Á���À���Œ�U���ð�ï�X�ñ�9���}�(�����}�u�u���v�š�•�����Æ�‰�Œ���•�•���������‰�‰�Œ�����]���š�]�}�v��

for the safety net provided by the extra effort opportunities. One student wrote, for example, the 

�}�‰�‰�}�Œ�š�µ�v�]�š�]���•�����Œ�����^�P�}�}�����(�}�Œ���]�(���/���v���������š�Z���u�U���}�š�Z���Œ�Á�]�•�����Á�}�µ�o�������]�•�Œ���P���Œ���_���~�^�µ�Œ�À���Ç���í�ô�ð�•�X���/�v�š���Œ���•�š�]�v�P�o�Ç�U���}�v����

student echoed what many researchers have found, �v�}�š�]�v�P�U���^�/���š�Z�]�v�l���š�Z���š���}�v�o�Ç���^�P�}�}�����•�š�µ�����v�š�•�_���~�‰���}�‰�o����

�Á�]�š�Z�����[�•�• �Á�]�o�o���š���l���������À���v�š���P�����}�(���š�Z�]�•���}�‰�‰�}�Œ�š�µ�v�]�š�Ç�_���~�^�µ�Œ�À���Ç���í�ì�ð�•�X�� 

 
Figure 6.60 Wordcloud of Student Comments 

6.8.5.5.3 Reasons for Positive Perceptions 

Of the 416 students who felt positively about the availability of out-of-class extra effort 

opportunities, 377 students wrote comments explaining their preference. Of these, most students 

(63.7%) focused on the positive grade impacts, expressing they provide a safety net and lower stress, 

give them a second chance to recover from mistakes, or simply provide an opportunity to boost their 

�P�Œ�������•�X���K�v�����•�š�µ�����v�š�����Æ�‰�o���]�v�����U���(�}�Œ���]�v�•�š���v�����U���^�/�š���o���š�•���u�����(�����o���•�����µ�Œ�����]�v���l�v�}�Á�]�v�P���š�Z���š���]�(���•�}�u���š�Z�]�v�P�����}�u���•��

up, I will be okay�_���~�^�µ�Œ�À���Ç���ñ�ñ�ñ�•�X�� 

Many students (21%) focused on Policy B providing accommodations for students with complex 

lives, health concerns, anxiety, or other factors preventing attendance or in-class participation. A 

�•�š�µ�����v�š���Á�]�š�Z���o�����Œ�v�]�v�P�����]�•�����]�o�]�š�]���•�����Æ�‰�o���]�v�����U���^�/�š�[�•�������š�š���Œ���(�}�Œ���ue to have lots of different options for 

���Œ�����]�š�_���~�^�µ�Œ�À���Ç���ð�í�•�X���^�]�u�]�o���Œ�o�Ç�U�����v�}�š�Z���Œ���Á�Œ�}�š��, �^�E�}�š�����À���Œ�Ç�}�v�����o�����Œ�v�•���š�Z�����•���u���U���•�}���•�š�µ�����v�š�•���u���Ç���•�š�Œ�µ�P�P�o����
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�Á�]�š�Z���]�v�•�š�Œ�µ���š�]�}�v���]�v�����o���•�•�U���•�}���/���š�Z�]�v�l���]�š�[�•���P�}�}�����(�}�Œ���š�Z���Œ�����š�}���������}�µ�š���}�(�����o���•�•�����Œ�����]�š���}�‰�‰�}�Œ�š�µ�v�]�š�]���•�_���~�^�µ�Œ�À���Ç��

557).  

�í�ì�9���}�(���•�š�µ�����v�š�•�[�����}�u�u���v�š�•�����o�•�}�����Æ�‰�Œ���•�•�������š�Z���š���š�Z���•�����}�‰�‰�}�Œ�š�µ�v�]�š�]���•���u���������š�Z���u���(�����o���o�]�l�����š�Z����

�]�v�•�š�Œ�µ���š�}�Œ�������Œ�����������}�µ�š���š�Z���u�����v�����š�Z���]�Œ���Á���o�o�����]�v�P�X���K�v�����•�š�µ�����v�š�����Æ�‰�o���]�v�����U���^�/�š���u���l���•���u�����(�����o���o�]�l�����u�Ç��

�š�������Z���Œ�������Œ���•�������}�µ�š���u�������v�����Z�}�‰���•���(�}�Œ���u�����š�}���‰���•�•�_���~�^�µ�Œ�À���Ç���ð�ó�ð�•�X�����v�}�š�Z���Œ���•���]���U���^�/�š���u���l���•���u�����(�����o���Á���o�o��

�•�µ�‰�‰�}�Œ�š���������v�����À���o�µ�����_���~�^�µ�Œ�À���Ç���ï�ï�ò�•�X 

Just under ten percent (9%) of comments also expressed that these opportunities encouraged 

�•�š�µ�����v�š�•���š�}���o�����Œ�v���u�}�Œ���X���K�v�����•�š�µ�����v�š���Á�Œ�}�š���U���(�}�Œ�����Æ���u�‰�o���U���^�/���Á�}�µ�o�����o�}�À�������o���•�•���•���š�Z���š���Œ���Á���Œ�����u�Ç�����Æ�š�Œ����

�Á�}�Œ�l�X���/���Á�}�µ�o�����(�����o�����v���}�µ�Œ���P�������š�}�����}���u�}�Œ���_���~�^�µ�Œ�À���Ç���î�ô�õ�•�X�����v�}�š�Z���Œ���•�š�µ�����v�š�����•�•���Œ�š�����U���^���Æ�š�Œ�������Œ�����]�š��

���•�•�]�P�v�u���v�š�•�����}�v�[�š���Z���À�����š�}�������������P�]�u�u�]���U�����µ�š�������v���������µ�•�������š�}���(�µ�Œ�š�Z���Œ�������µ�����š�]�}�v���]�v�������•�µ���i�����š�����v�����Á�]�o�o���Z���o�‰��

�•�š�µ�����v�š�•���Á�Z�}�����Œ�����u�}�š�]�À���š�������š�}���•�µ���������������Ç�����}�]�v�P���u�}�Œ�����Á�}�Œ�l�U�����À���v���]�(���š�Z���Ç���•�š�Œ�µ�P�P�o�������}�v�����v�����•�•�]�P�v�u���v�š�_��

(Survey 332). This also demonstrates the possibility that students will be more comfortable taking 

�����������u�]�����Œ�]�•�l�•���Á�]�š�Z���u���i�}�Œ�����•�•�]�P�v�u���v�š�•���]�(���š�Z���Ç���Z���À�����š�Z�����•�����µ�Œ�]�š�Ç���š�Z���š���•�µ���Z���Œ�]�•�l�•���Á�}�µ�o���v�[�š���Œ�µ�]�v���š�Z���]�Œ���P�Œ�������X�� 

 
Figure 6.61 Wordcloud of Student Comments 

6.8.6 Analysis 

As one might expect from previous research, a significant majority of students found Extra Effort 

Policy B to be more reasonable than Extra Effort Policy A. Interestingly, student comments indicated less 

entitlement than I expected, especially given resear���Z���Œ�•�[���Œ�������v�š�����]�•���µ�•�•�]�}�v�•���}�v���•�š�µ�����v�š�����Æ�‰�����š���š�]�}�v�•���}�(��
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extra credit (i.e., Groves; Jiang, Tripp, and Hong; Scheafer et al; Zare). However, only a couple of 

students stated specifically that extra credit should ���������À���]�o�����o���X���K�v�����•�š�µ�����v�š���Á�Œ�}�š���U���(�}�Œ���]�v�•�š���v�����U���^�z�}�µ��

�•�Z�}�µ�o�����Z���À�������Æ�š�Œ�������Œ�����]�š�_���~�^�µ�Œ�À���Ç���î�õ�ò�•�U�����v�������v�}�š�Z���Œ���•�š���š�����U���^���v�Ç���(�}�Œ�u���}�(���Á�Œ�]�š�š���v�����Æ�š�Œ�������Œ�����]�š�•���•�Z�}�µ�o����������

�}�(�(���Œ�����U�����•�‰�����]���o�o�Ç���]�v�����}�µ�Œ�•���•���o�]�l�������E�'�>���í�í�ì�í�����v�������E�'�>���í�í�ì�î�_���~�^�µ�Œ�À���Ç���í�ì�ò�•�X���t�Z�]�o�����v�}�š�����]�Œ�����š�o�Ç�����}�u�]�vg 

across as entitled, some students seemed to expect extra credit to be available to the point that Policy A 

���}�v�(�µ�•�������š�Z���u�X���K�v�����•�š�µ�����v�š���Á�Œ�}�š�����}�v���W�}�o�]���Ç�����U���(�}�Œ�����Æ���u�‰�o���U���^�E�}�š�����o�����Œ���Z�}�Á���š�}�������Œ�v���‰�}�]�v�š�•�_���~�^�µ�Œ�À���Ç��

�í�í�ñ�•�V���•�]�u�]�o���Œ�o�Ç�U�����v�}�š�Z���Œ���•�š�µ�����v�š���Á�Œ�}�š�����}�v���W�}�o�]���Ç�����U���^�d�Z���Ç�����Œ���v�[�š�����o�����Œ�������}�µ�š�����Æ�����š�o�Ç���Á�Z���š���•�Ç�•�š���u�•���š�Z���Ç��

�µ�•�����š�}���P�]�À�������Æ�š�Œ�������Œ�����]�š�_���~�^�µ�Œ�À���Ç���ð�ò�ï�•�X���D�}�Œ�������}mmonly, though, students wrote that a lack-of-extra-

���Œ�����]�š���‰�}�o�]���Ç���Z�����������v���P���š�]�À�����]�u�‰�����š���}�v���š�Z���]�Œ���}�‰�]�v�]�}�v���}�(���š�Z�����]�v�•�š�Œ�µ���š�}�Œ�X���&�}�Œ�����Æ���u�‰�o���U���^���Á�X���d�Z�]�•���‰�Œ�}�(�[�•������

�v���Œ���_���~�^�µ�Œ�À���Ç���ï�ð�ó�•�V���^�/�š�[�•���•�}���µ�v�(�}�Œ�P�]�À�]�v�P�����v�����(�����o�•���Œ�µ�����_���~�^�µ�Œ�À���Ç���ô�ó�•�U�����v�����^�^�����u�•���o���u���U�����µ�š���/�����}�µ�o�����iust be 

�����]�v�P�������Z���š���Œ�_���~�^�µ�Œ�À���Ç���í�ô�ï�•�X���d�Z���•�����]�v�•�š���v�����•���Á���Œ�������}�u�‰���Œ�����o�Ç���Œ���Œ���U���š�Z�}�µ�P�Z�X�� 

Even just looking at comments written onto Policy A, students were generally accepting. One 

�•�š�µ�����v�š���Á�Œ�}�š���U���(�}�Œ�����Æ���u�‰�o���U���^���Æ�š�Œ�������Œ�����]�š���]�•�������‰�Œ�]�À�]�o���P���U���v�}�š�������Œ�]�P�Z�š�X���^�����u�•���Œ�����•�}�v�����o�������v�}�µ�P�Z�_���~�^�µ�Œ�À���Ç��

500). Many others simply stated that Policy A was reasonable (Surveys 234, 363, and 428, for example). I 

do wonder if some of this acceptance is connected to the upfront nature of these policies (particularly 

���Æ�š�Œ�������(�(�}�Œ�š���W�}�o�]���Ç�����•�X���/�v���š�Z�]�•���Z�Ç�‰�}�š�Z���š�]�����o�����o���•�•�U���•�š�µ�����v�š�•�����}�v�[�š���‰�Œ�}�P�Œ���•�•���•�]�P�v�]�(�]�����v�š�o�Ç���]�v���š�Z�������}�µ�Œ�•����

expecting extra credit only to be disappointed later; their expectations are managed with the policy, and 

they have the opportunity to adjust (or change classes).   

The most surprising component of this policy, though, was the significant minority of students 

who felt negatively about out-of-class extra credit opportunities because of feelings of shame. As 

mentioned, one of these students not only expressed feeling ashamed needing to ask the instructor for 

�Z���o�‰�U�����µ�š�����o�•�}���Á�Œ�}�š�����š�Z���š���Z���Œ���Œ���•�‰�}�v�•�����^�]�•���o�]�š���Œ���o�o�Ç���i�µ�•�š���u���_���~�^�µ�Œ�À���Ç���ñ�ï�ì�•�X���/�v���š�Z�]�•���Á���Ç�U���•�Z�����]�•���(�����o�]�v�P�����}�š�Z��

shame and isolation. We know that students who most need extra support are those least likely to 

utilize extra credit opportunities, and this might be a great deal of why. If a student feels ashamed at the 



211 

very idea of needing extra help and �š�Z�]�v�l�•���š�Z���Ç�[�Œ�������o�}�v�����]�v���š�Z���š���(�����o�]�v�P�U���]�•���]�š�����v�Ç���Á�}�v�����Œ���š�Z���Ç�����}�v�[�š���Œ�������Z��

�}�µ�š�M���d�Z�]�•���u�]�P�Z�š�����o�•�}���‰�Œ�}�À�]�������•�}�u�������}�v�š���Æ�š���(�}�Œ���:�µ�v�v�[�•���(�]�v���]�v�P�•�X���^�Z�����(�}�µ�v�����š�Z���š���•�š�Œ�µ�P�P�o�]�v�P���•�š�µ�����v�š�•���Á�Z�}��

were directly approached and offered extra credit opportunities designed to develop targeted skills and 

strengthen performance ultimately did improve (Junn 191). Telling students about resources available to 

improve weaknesses did not result in their use, but specifically reaching out to them, explaining the 

resources, and offering a reward for their use did. Shame often prevents action; perhaps the 

combination of instructor-initiated intervention and extrinsic reward could combat that task paralysis. It 

may be beneficial for instructors to initiate this challenging discussion instead of expecting the students 

to do so; having an instructor care enough to reach out might help bridge that gap, and offering extra 

credit for tasks that target weaknesses may facilitate their completion. This is an area for further study. 

6.9 Expectations of Students and Instructors 

6.9.1 Background 

Most studies into the expectations instructors have of students are focused on the impacts of 

instructor expectations and assumptions on the development and achievement of students, specifically 

those in primary and secondary education. This research largely supports the idea that instructors who 

expect their students to do well end up with students who do better and learn more (Lumsden; Rubie-

Davies; Rubie-Davies, Hattie, and Hamilton; Tsiplakides and Keramida). Sarrazin and his colleagues 

further connect ���Æ�‰�����š���š�]�}�v�•���š�}�����v�P���P���u���v�š�U���(�]�v���]�v�P���^�š�Z�����u�}�Œ�����•�š�µ�����v�š�•���Á���Œ�������v�P���P�����U���š�Z�����u�}�Œ����

�š�������Z���Œ�•���Á���Œ�������µ�š�}�v�}�u�Ç���•�µ�‰�‰�}�Œ�š�]�À���_���~�î�ô�ñ�•�V�����}�v�À���Œ�•���o�Ç�U���^�•�š�µ�����v�š�•���Á�Z�}�����Œ�����o�]�•�š�o���•�•���}�Œ�����]�•�Œ�µ�‰�š�]�À�������Œ�����š����

tension for teachers, which can easily push them to become controlling with �š�Z���•�����•�š�µ�����v�š�•�_���~�î�ô�ñ�•�X��

From this perspective, expectations contribute to student behaviors, which then reinforces teacher 

expectations, creating a feedback loop which can be positive or negative.  

While this is useful information, particularly for instructors to bear in mind as they consider how 

to approach and support their students, expectations and interactions at the university level are, in 
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some ways, more complicated. While instructors do have expectations of students at the university 

level, these expectations may have different displays and impacts and are often implicit. Further, 

students at the university level have their own expectations, and these often do not align with the 

�]�v�•�š�Œ�µ���š�}�Œ�•�[�X���<�µ�Z�����š�����o�X�U�����Æ�‰�o���]�v���^�Á�Z���v���•�š�µ�����v�š�•�[�����Æ�‰�����š���š�]�}�v�•�����v�������Æ�‰���Œ�]���v�����•�����Œ�������‰�‰�Œ�}�‰�Œ�]���š���o�Ç�����o�]�P�v������

and match the reality they are more likely to be satisfied with their college experiences and persist to 

gradu���š�]�}�v�_�V���Z�}�Á���À���Œ�U���^�u���v�Ç���•�š�µ�����v�š�•�����v�š���Œ�����}�o�o���P�����Á�]�š�Z���µ�v�]�v�(�}�Œ�u���������Æ�‰�����š���š�]�}�v�•���š�Z���š�����]�À���Œ�P����

�•�µ���•�š���v�š�]���o�o�Ç���(�Œ�}�u���š�Z�}�•�����}�(���š�Z�����(�����µ�o�š�Ç�_���~�ï�î�•�X�����À���v�����•�]�������(�Œ�}�u���]�u�‰�����š�]�v�P���P�Œ�����µ���š�]�}�v���Œ���š���•�U���š�Z���•����

disconnects can have immediate consequences in the classroom. Zimmerman and his colleagues explain 

�^�^�š�µ�����v�š�•���}�(�š���v�����}�u�����š�}���������}�µ�Œ�•���������•�]�Œ�]�v�P���}�v�����l�]�v�����}�(���o�����Œ�v�]�v�P�����Æ�‰���Œ�]���v�������Á�Z�]�o�����]�v�•�š�Œ�µ���š�}�Œ�•�����Æ�‰�����š�����v����

�‰�Œ���‰���Œ�����(�}�Œ�����v�}�š�Z���Œ�X���d�Z�]�•���P���‰���]�v�����Æ�‰�����š���š�]�}�v�•�������v���(�}�•�š���Œ���•�š�µ�����v�š�•�[�����]�•���v�P���P���u���v�š�����v�����Z�]�v�����Œ���š�Z���]�Œ��

motivation and self-efficacy, while also creating less-than-ideal learning environments for both students 

���v�����]�v�•�š�Œ�µ���š�}�Œ�•�_���~�î���t Also in Brinkworth et al. and Slattery and Carlson). In other words, students have 

expectations of their learning experiences and instructors have expectations of their students, but these 

expectations are typically misaligned and undiscussed, leading to misunderstandings and dissatisfaction 

on all sides.   

Research into implicit expectations notes student entitlement and prior, if tangential, exposure 

to university may impact the development of expectations. For example, Kuh et al. report that high 

school students miss more classes and report being bored tha�v���^�����������������������Œ�o�]���Œ�U�_�����µ�š���•�š�]�o�o���^�Œ�����}�Œ����

�v�µ�u�����Œ�•���Œ���‰�}�Œ�š���������=���}�Œ�������š�š���Œ���P�Œ�������•�����v�������Æ�‰�����š�������š�}�������Œ�v�����š���o�����•�š�������������À���Œ���P�����]�v�����}�o�o���P���_���~�ï�ï�•�X���d�Z�]�•��

represents a misalignment in experience and expectation as well as a notable consequence of shifts in 

academic culture. Alternatively, first-generation students might have perceptions or expectations that 

�^���Œ�����}�(�(���š�Z�����u���Œ�l�_�����v�����u���Ç���v���P���š�]�À���o�Ç���]�u�‰�����š���š�Z���u���~���}�o�o�]���Œ��and Morgan 429; Kuh et al. 32) simply 

because they have no prior exposure to university culture (such as from a parent). International 

students, similarly, come to university with a lack of appropriate context, having only their (possibly very 
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different) learning experiences in their home country to guide their expectations (Bergenhenegouwen; 

Thielsch). Students from traditional backgrounds, however, with parents who went through college, 

enter university better prepared; in the words of Collier ���v�����D�}�Œ�P���v�U���š�Z���•�����•�š�µ�����v�š�•���^���v�š���Œ���š�Z����

�µ�v�]�À���Œ�•�]�š�Ç���Á�]�š�Z�������o���À���o���}�(�����µ�o�š�µ�Œ���o�������‰�]�š���o���š�Z���š���u���l���•���]�š�������•�]���Œ���(�}�Œ���š�Z���u���š�}���������}�u�����^�Œ�}�o�������Æ�‰���Œ�š�•�_�_���~�ð�ï�ì�•�X���/�š��

is no wonder that those students without this cultural advantage feel frustrated or excluded, even to the 

point of withdrawing and disengaging from their learning environment. 

As I mentioned, most often the expectations instructors have of their students (and those 

students have of their instructors) are left unstated. Researchers have taken to calling these unstated 

���Æ�‰�����š���š�]�}�v�•���^�]�u�‰�o�]���]�š�����Æ�‰�����š���š�]�}�v�•�_���}�Œ���^�š�Z�����Z�]�������v�����µ�Œ�Œ�]���µ�o�µ�u�X�_�������Œ�P���v�Z���v���P�}�µ�Á���v�������(�]�v���•���š�Z�����Z�]�������v��

���µ�Œ�Œ�]���µ�o�µ�u�����•���^�š�Z�����Á�Z�}�o�����}�(���]�v�(�}�Œ�u���o�����v�����]�u�‰�o�]���]�š��demands of study and study achievements that are to 

�������u���š���(�}�Œ���•�}�u���}�v�����š�}�����}�u�‰�o���š�����µ�v�]�š�•���}�(���•�š�µ���Ç�_���~�ñ�ï�ò�•�X���<�]�o�o�]���l���‰�Œ�}�À�]�����•�����Æ���u�‰�o���•���}�(���š�Z�����Z�]�������v��

curriculum, including�U���^�š�Z�����•�}���]���o���Œ�]�š�µ���o�•���Á�Z�]���Z���P�}�À���Œ�v���Á�Z���Œ�����š�}���•�]�š���Á�]�š�Z�]�v���������o���•�•�Œ�}�}�u���•�‰�������U���Z�}�Á���š�}��

enact the student-�u���•�š���Œ���Œ���o���š�]�}�v�•�Z�]�‰�U���}�Œ���Á�Z���Œ�������}�}�‰���Œ���š�]�}�v�����v���•�����v�������}�o�o�µ�•�]�}�v�U�������š�µ���o�o�Ç�U�������P�]�v�•�_���~�‹�š���X��

in Thielsch 169). Students do typically learn these expectations eventually, but the complexity of the 

learning process and the uneven knowledge base among students has negative impacts. 

To further complicate matters, this hidden curriculum is not standardized, especially not at the 

course level. Different teachers will have different expectations of their students and students are 

expected to figure out how to meet not only the requirements stated in the syllabus, but also those that 

are unstated. Researchers have begun addressing the inequity of this expectation and have largely come 

to a simple, yet impactful, conclusion: make the implicit known and the hidden seen. As the student 

body has grown and diversified, it is no longer reasonable to expect students to just know how to act or 

what to do. For many, the clear solution to this problem is the syllabus.  

The syllabus is already used to convey formal academic expectations (such as grading 

information, course content, and university policies); it may behoove instructors to discuss their social 
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���Æ�‰�����š���š�]�}�v�•���]�v���š�Z�����•�Ç�o�o�����µ�•�����•���Á���o�o�X���D���<�������Z�]�����~�í�õ�õ�õ�•�����•�•���Œ�š�����U���^�š�Z�����•�Ç�o�o�����µ�•���Z���o�‰�•���•�š�µ�����v�š�•�����]�•���}�À���Œ�����š��

�š�Z�����}�µ�š�•���š���Á�Z���š���]�•�����Æ�‰�����š�������}�(���š�Z���u�����v�����Á�Z���Œ�����š�Z���Ç�����Œ�����P�}�]�v�P�_���~�í�ó�U���‹�š���X���]�v���������Œ�o�Ç�����š�����o�X���ò�ô�•�X���������Œ�o�Ç�����v����

colleagues expand on this notion, arguing, �^�]�(���Á�����š�Z�]�v�l���}�(���š�Z�����•�Ç�o�o�����µ�•�����•���š�Z�����•�‰�Œ�]�v�P���}���Œ�����(�}�Œ���š�Z�������}�µ�Œ�•����

experience, it needs to make more explicit the responsibilities of the instructor and student that form 

�š�Z���������•�]�•���(�}�Œ���]�v�•�š�Œ�µ���š�]�}�v���o���]�v�š���Œ�����š�]�}�v�_���~�ò�ô�•�X���D���v�Ç���Œ���•�����Œ���Z���Œ�•���Z���À�����•�]�v���������}�u�����š�}�����•�•���vtially the same 

conclusion (Collier and Morgan; Dingus; Eberly et al.; Nusbaum, Swindell, and Plemons; Parkes and 

Harris; Sulik and Keys; Sander et al; Zare). While this further complicates the already-complicated 

syllabus, it may be a worthwhile expansion of the traditional document.   

6.9.2 Reasoning for Expectations of Students 

�d�Z���Œ�����]�•���v�}���^�š�Œ�����]�š�]�}�v���o�_���•�Ç�o�o�����µ�•���•�����š�]�}�v�����Æ�‰�o�]���]�š�o�Ç���}�µ�š�o�]�v�]�v�P���]�v�•�š�Œ�µ���š�}�Œ�•�[�����Æ�‰�����š���š�]�}�v�•���}�(���š�Z���]�Œ��

students.70 Consequently, this area of my survey is more of an exploration into the potential 

�����À���o�}�‰�u���v�š���}�(���•�µ���Z�������•�����š�]�}�v�X�����•�����]�v�P�µ�•���‹�µ���•�š�]�}�v�•�U���^�/�(���š�Z�����‰�Œ�}�(���•�•�}�Œ�����}���•�v�[�š�����Œ�š�]���µ�o���š�������o�����Œ�o�Ç���š�Z����

course expectations and how they can be achieved, how can students help but respond other than by 

�P�µ���•�•�]�v�P���}�Œ���]�v���(�Œ�µ�•�š�Œ���š�]�}�v�M�_���~�ñ�ó�•�X���t�Z�]�o�����•�š�µ�����v�š�•���}�(�š���v���Á�]�•�Z���š�Z�����•�Ç�o�o�����µ�•�����•���������}���µ�u���v�š���Á���Œ�����•�Z�}�Œ�š���Œ�U��

research into learner-�����v�š���Œ�������•�Ç�o�o�����]���•�Z�}�Á���š�Z���š���o���v�P�š�Z���]�•�v�[�š�����������]�(���]�š�����o�•�}�����Œ�]�v�P�•�����o���Œ�]�š�Ç�X���&�]�Œ�•�š���Ç�����Œ��

students are the least likely to have already established some baseline understanding of instructor 

expectations; as Collier and Morgan might say, first year students are least likely to have grown into 

�š�Z���]�Œ���^���}�o�o���P�����•�š�µ�����v�š���Œ�}�o���X�_���t�]�š�Z���(�]�Œ�•�š���Ç�����Œ�����}�u�‰�}�•�]�š�]�}�v�������]�v�P�����]�u���������o�u�}�•�š��exclusively at first year 

�•�š�µ�����v�š�•�U���‰�Œ�}�À�]���]�v�P���•�}�u�������Æ�‰�o�]���]�š�������•���o�]�v�����}�(�����Æ�‰�����š���š�]�}�v�������v���Z���o�‰���‰�Œ���‰���Œ�����•�š�µ�����v�š�•���(�}�Œ���š�Z���]�Œ���^���}�o�o���P����

�•�š�µ�����v�š���Œ�}�o���_�����v�����‰�Œ�}�À�]�����������u�}�Œ�������(�(�����š�]�À�����(�Œ���u���Á�}�Œ�l���(�Œ�}�u���Á�Z�]���Z���š�Z���Ç�������v�����µ�]�o�����š�Z���u�•���o�À���•���]�v���o���š���Œ��

semesters. 

That said, when it came to what to include in this section, I had little existing reference from 

which to draw. As such, I developed this section specifically with what I expect of my students. On the 

 
70���^���������‰�‰���v���]�Æ�������(�}�Œ���š�Z�����•�‰�����]�.�����‰�}�o�]���]���•���‰�Œ���•���v�š�������š�}���•�š�µ�����v�š�•�X 
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recommendation of Slattery and Carlson (and to a lesser extent Zare), I also included the rationale for 

these expectations. Knowing what is expected of them helps students prepare for their courses and 

adjust their own expectations, but knowing why �]�v�•�š�Œ�µ���š�}�Œ�•�[�����Æ�‰�����š���š�]�}�v�•�����Œ�������•���š�Z���Ç�����Œ�����‰�Œ�}�À�]�����•��

context in addition to instruction and may make students more willing (possibly even eager) to comply.  

6.9.3 Reasoning for Expectations of Instructors 

�t�Z�]�o�����š�Z���Œ�����]�•���o�]�š�š�o�����Œ���•�����Œ���Z���]�v�š�}���]�v�•�š�Œ�µ���š�}�Œ�•�[�����Æ�‰�����š���š�]�}�v�•���}�(���•�š�µ�����v�š�•�����š���š�Z�����µ�v�]�À���Œ�•�]�š�Ç���o���À���o�U��

�š�Z���Œ�����]�•�����o�u�}�•�š���v�}�v�����]�v�š�}���•�š�µ�����v�š�•�[�����Æ�‰�����š���š�]�}�v�•���}�(���]�v�•�š�Œ�µ���š�}�Œ�•�X���,�������v���l�����Æ�‰�o���]�v�•���š�Z���š���^�/�������o�o�Ç�U���š�Z����

professor side of the agreement in the syllabus offers the perspective that the professor has a base of 

�l�v�}�Á�o�����P�������v�����•�l�]�o�o���š�}���}�(�(���Œ���š�}���•�š�µ�����v�š�•�_���~�ò�î�•�X���d�Z�]�•���(�Œ���u�]�v�P���}�(���]�v�•�š�Œ�µ���š�}�Œ-as-expert is traditional and 

expected but should hardly be the sum total of student expectations of their instructor.   

�t�Z�]�o�����•�š�µ�����v�š�•�����}���š���l�������Á���Ç���•�}�u�����µ�v�����Œ�•�š���v���]�v�P���}�(���š�Z���]�Œ���]�v�•�š�Œ�µ���š�}�Œ�[�•�����Æ�‰���Œ�š�]�•�������v�����o���������Œ�•�Z�]�‰��

based on the syllabus, they also want more. Nusbaum, Swindell, and Plemons concluded from their 

�Œ���•�����Œ���Z���š�Z���š���^�•�š�µ�����v�š�•�����‰�‰�Œ�����]���š�����Z���À�]�v�P���������o�����Œ�����Œ�š�]���µ�o���š�]�}�v���}�(���€�Y�•���š�Z���������Z���À�]�}�Œ���}�(�����}�š�Z���š�Z���u�•���o�À���•��

���v�����š�Z���]�Œ���]�v�•�š�Œ�µ���š�}�Œ�_���~�í�ï�ñ�•�X���d�Z�]�•���]�u�‰�o�]���•���š�Z���š���•�š�µ�����v�š�•���Œ���������š�Z�����•�Ç�o�o�����µ�•���v�}�š���}�v�o�Ç���š�}���µ�v�����Œ�•�š���v����

expectations of themselves, but to understand what they can expect from their instructor. To this end, 

Soonpaa cautions ins�š�Œ�µ���š�}�Œ�•���š�}���^�Œ�����}�P�v�]�Ì�����š�Z���š���Ç�}�µ�Œ�����Æ�‰�����š���š�]�}�v�•�U���}�v���•�}�u�����o���À���o�U�����Œ�����•�����v�����•���Œ�����]�‰�Œ�}�����o��

by your students, who will expect similar behavior from you. For example, a syllabus that establishes an 

���Æ�‰�����š���š�]�}�v���}�(���•�š�µ�����v�š�•�[���š�µ�Œ�v�]�v�P���]�v���‰�Œ�}�}�(�Œ�����������v�������Œ�Œ�}�Œ-free papers should itself have been proofread 

and be error-�(�Œ�����_���~�ô�ð�ó�•�X���d�Z�������o�����Œ���Œ���š�Z���•�������Æ�‰�����š���š�]�}�v�•�������v�������U���š�Z���������š�š���Œ�X���^�}�}�v�‰�������‰�Œ�}�À�]�����•�������(�µ�Œ�š�Z���Œ��

���Æ���u�‰�o���U���v�}�š�]�v�P���^�������}�o�o�����P�µ�����]�v���o�µ�����•���v�}�š���}�v�o�Ç���o���š�����‰���v���o�š�]���•���(�}�Œ���•�š�µ�����v�š�•�U�����µ�š���o���š�����‰���v���o�š�]���•���(�}�Œ���Z���Œ�•���o�(���]�(��

she fa�]�o�•���š�}���Œ���š�µ�Œ�v�����•�•�]�P�v�u���v�š�•�����•�����v�v�}�µ�v�������_���~�ô�ð�ó�•�X���^�š�]�‰�µ�o���š�]�}�v�•���o�]�l�����š�Z�]�•���‰�Œ�}�À�]�������•�š�µ�����v�š�•���Á�]�š�Z���•�����µ�Œ�]�š�Ç��

that the instructor will behave fairly and that there is accountability for the instructor as well.  
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6.9.4 Results 

In this instance, students were not asked to choose between policies and students were not 

asked if the policies should be included in the syllabus after �š�Z���Ç�[�����Œ���������š�Z���u�X���/�v�•�š�������U���•�š�µ�����v�š�•���Á���Œ����

asked in the beginning of the survey which sections (out of a list) should be included in a syllabus. 66.4% 

of respondents said Expectations of Students should be included and 58.4% of respondents said 

Expectations of Instructors should be included. While this is just over half of respondents, it was 

significant at p=.00008 (Expectations of Students was significant at p<.000001). Further, more students 

felt these policies should be included in the syllabus than felt the Accessibility Policy should be.   

6.9.4.1 Student Perceptions of Helpfulness of Expectations 

 
Figure 6.62 Histogram of Student Perceptions of Policy Helpfulness 

�t�Z���v�����•�l�������š�}���•�š���š�����š�Z���]�Œ���o���À���o���}�(�����P�Œ�����u���v�š���š�}���š�Z�����‰�Œ�}�u�‰�š�•���^�,���À�]�v�P���š�Z�����š�������Z���Œ�[�•�����Æ�‰�����š���š�]�}�v�•��

�}�(���•�š�µ�����v�š�•���]�•���Z���o�‰�(�µ�o�_�����v�����^�,���À�]�v�P���š�Z�����•�š�µ�����v�š�•�[�����Æ�‰�����š���š�]�}�v�•���(�}�Œ���š�Z�����]�v�•�š�Œ�µ���š�}�Œ���]�•���Z���o�‰�(�µ�o�U�_���•�š�µ�����v�š��

responses were, understandably, well aligned. For both, students predominantly found the policies 

�Z���o�‰�(�µ�o�U���Á�]�š�Z���ô�ò�X�õ�9���}�(���•�š�µ�����v�š�•���•���o�����š�]�v�P���^���P�Œ�����_���}�Œ���^�^�š�Œ�}�v�P�o�Ç�����P�Œ�����_���(�}�Œ���š�Z�������Æ�‰�����š���š�]�}�v�•���}�(���^�š�µ�����v�š�•��

���v�����ô�í�X�ò�9���}�(���•�š�µ�����v�š�•���•���o�����š�]�v�P���^���P�Œ�����_���}�Œ���^�^�š�Œ�}�v�P�o�Ç�����P�Œ�����_���(�}�Œ���š�Z�������Æ�‰�����š���š�]�}�v�•���}�(���/�v�•�š�Œ�µ���š�}�Œ�X�� 
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Figure 6.63 Scatterplot of Student Perceptions of Policy Helpfulness 

The sign test further showed that student perceptions were pretty consistent across policies; 

there was not a statistically significant change in median between policies. Specifically, 64.3% of 

students responded the exact same for the Expectations of Students as the Expectations of Instructor, 

and those whose opinions shifted were only slightly less likely to shift positively (16.4%) than negatively 

(19.3%). Furthermore, as the jittered scatterplot shows, while opinions varied a bit from Expectations of 

students to Expectations of Instructor, in almost all cases, perceptions were positive, with most 

�u�}�À���u���v�š���}�����µ�Œ�Œ�]�v�P�������š�Á�����v���^�E���µ�š�Œ���o�U�_���^���P�Œ�����U�_���}�Œ���^�^�š�Œ�}�v�P�o�Ç�����P�Œ�����X�_ 

6.9.4.2 Student Perceptions of Helpfulness of Explanations of Expectations 

 
Figure 6.64 Histogram of Student Perceptions of Helpfulness of Explanations 

Much like students found having explicit expectations for themselves and their instructors to be 

helpful, they predominantly agreed that having explanations for those expectations was beneficial, too. 

When asked to state their level of agreement to the sta�š���u���v�š���^�,���À�]�v�P���š�Z�����^�t�Z�Ç�_�����v���l�}�Œ���^�t�Z���š�����}���•��
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�š�Z�]�•���u�����v�_���(�}�Œ���š�Z�������Æ�‰�����š���š�]�}�v�•���}�(���€�•�š�µ�����v�š�•�l�]�v�•�š�Œ�µ���š�}�Œ�•���]�•���Z���o�‰�(�µ�o�U�_���•�š�µ�����v�š�•�����P�Œ���������]�š���Á���•�X���Z���•�‰�}�v���]�v�P��

�š�}���š�Z�������Æ�‰�����š���š�]�}�v�•���}�(���^�š�µ�����v�š�•���‰�}�o�]���Ç�U���ô�ñ�9���}�(���•�š�µ�����v�š�•���•���o�����š�������^���P�Œ�����_���}�Œ���^�^�š�Œ�}�v�P�o�Ç�����P�Œ�����X�_��

Responding to the Expectations of Instructor policy, 82.3�9���•���o�����š�������^���P�Œ�����_���}�Œ���^�^�š�Œ�}�v�P�o�Ç�����P�Œ�����X�_���� 

 
Figure 6.65 Scatterplot of Student Perceptions of Helpfulness of Explanations 

The sign test further showed that student perceptions were generally consistent across policies. 

Once again, the sign test showed no statistically significant shift in median. 69.7% of students responded 

the exact same for the Expectations of Students as the Expectations of Instructor, and those whose 

opinions shifted were almost equally likely to shift positively (14.5%) as negatively (15.7%). Furthermore, 

as the jittered scatterplot shows, when opinions shifted, most shifted only one step more positively or 

more negatively and responses were clustered in the positive (upper right) corner of the scatterplot. 

6.9.4.3 Student Perceptions of Importance of Consequences 

 
Figure 6.66 Histogram of Student Perceptions of Consequences 

Interestingly, while students found having the expectations of instructors and expectations of 

students available to be helpful, students were more likely to be neutral when it came to having explicit 
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consequences for failure to meet those expectations (20.9% of responses). Though 72.1% of students 

���P�Œ���������}�Œ���•�š�Œ�}�v�P�o�Ç�����P�Œ���������Á�]�š�Z���š�Z�����•�š���š���u���v�š���^�^�š�µ�����v�š�•���•�Z�}�µ�o�����Z���À�������o�����Œ�����}�v�•���‹�µ���v�����•���(�}�Œ���(���]�o�]�v�P���š�}��

�u�����š�����Æ�‰�����š���š�]�}�v�•�X�_���t�Z���v���]�š�������u�����š�} the expectations of the instructor, 71.9% of students agreed or 

�•�š�Œ�}�v�P�o�Ç�����P�Œ���������Á�]�š�Z���š�Z�����•�š���š���u���v�š���^�/�v�•�š�Œ�µ���š�}�Œ�•���•�Z�}�µ�o�����Z���À�������o�����Œ�����}�v�•���‹�µ���v�����•���(�}�Œ���(���]�o�]�v�P���š�}���u�����š��

���Æ�‰�����š���š�]�}�v�•�_�����v�����î�î�X�ï�9�����Æ�‰�Œ���•�•�������v���µ�š�Œ���o�]�š�Ç�X�� 

 
Figure 6.67 Scatterplot of Student Perceptions of Consequences 

Interestingly, while the histogram shows alignment in student perception and the lack of 

statistical significance in the sign test shows no significant shift in median, there was variation in how 

students responded to the two policies. The sign test shows 60.5% of respondents felt the same about 

the importance of consequences for both students and instructors; however, 20.2% of students agreed 

more that it was important for instructors to have consequences for failing to meet expectations and 

19.3% of students agreed more that it was important for students to have clear consequences for failing 

to meet expectations. Despite this balance, the jittered scatterplot shows the wider spread of student 

opinions across policies. 
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6.9.4.4 Student Perceptions of Ability to Comply with Expectations of Students 

 
Figure 6.68 Student Perceptions of Ability to Comply with Expectations 

Students were comfortable with the stated expectations. 92.8% of students agreed or strongly 

���P�Œ���������Á�]�š�Z���š�Z�����•�š���š���u���v�š���^�/�����}�µ�o�����u�����š�����v�����(�}�o�o�}�Á���š�Z���•�������Æ�‰�����š���š�]�}�v�•�����•���š�Z���Ç���Z���À�����������v�����Æ�‰�o���]�v�������š�}��

�u���X�_���/�š���Á�}�µ�o���������������v���(�]���]���o���š�}�����}�v���µ���š���u�}�Œ�����Œ���•�����Œ���Z���]�v���š�Z�]�•�����Œ�������š�}���•�������]�(���š�Z���•�������v�•�Á���Œ�•�����Z���v�P�������•��

inst�Œ�µ���š�}�Œ�•�[�����Æ�‰�����š���š�]�}�v�•�����}�X���,�}�Á���À���Œ�U�����š���o�����•�š���(�}�Œ���š�Z�������Æ�‰�����š���š�]�}�v�•���}�µ�š�o�]�v�������]�v���š�Z�]�•���Z�Ç�‰�}�š�Z���š�]�����o��

syllabus, students were confident in their abilities to adhere comfortably.  

6.9.4.5 Student Perceptions of Instructor Based on Expectations Policy Inclusion 

 
Figure 6.69 Histogram of Student Perceptions of Instructor Based on Policy 

�,���À�]�v�P���}�µ�š�o�]�v���������Æ�‰�����š���š�]�}�v�•���Z���•�����v���]�v�š���Œ���•�š�]�v�P���]�u�‰�����š���}�v���•�š�µ�����v�š�•�[���}�‰�]�v�]�}�v�•�X���t�Z�]�o�������}�š�Z��

�•�����š�]�}�v�•���Z�����������P���v���Œ���o�o�Ç���‰�}�•�]�š�]�À�����]�u�‰�����š���}�v���•�š�µ�����v�š�•�[���}�‰�]�v�]�}�v�•�U���•�š�µ�����v�š�•���Á���Œ�����u�}�Œ�����o�]�l���o�Ç���š�}���(�����o���^�À���Œ�Ç��

�‰�}�•�]�š�]�À���_�������}�µ�š���š�Z�����]�v�•�š�Œ�µ���š�}�Œ���Á�Z���v���š�Z���Ç���]�v���o�µ�����������Æ�‰�����š���š�]�}�v�•��for their own behavior. 38.1% of 

�•�š�µ�����v�š�•���Œ���‰�}�Œ�š�������Z���À�]�v�P���š�Z�������Æ�‰�����š���š�]�}�v�•���}�(���^�š�µ�����v�š�•���‰�}�o�]���Ç���Á�}�µ�o�����^�W�}�•�]�š�]�À���o�Ç���]�u�‰�����š���u�Ç���}�‰�]�v�]�}�v���}�(���š�Z����
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�]�v�•�š�Œ�µ���š�}�Œ�X�_���^�]�u�]�o���Œ�o�Ç�U���ï�ô�X�î�9���}�(���•�š�µ�����v�š�•���Œ���‰�}�Œ�š�������Z���À�]�v�P���š�Z�������Æ�‰�����š���š�]�}�v�•���}�(���/�v�•�š�Œ�µ���š�}�Œ���W�}�o�]���Ç���Á�}�µ�o����

�^�W�}�•�]�š�]�À���o�Ç���]�u�‰�����š���u�Ç���}�‰�]�v�]�}�v���}�(���š�Z�����]�v�•�š�Œ�µ���š�}�Œ�X�_���t�Z���v���]�š�������u�����š�}���À���Œ�Ç���‰�}�•�]�š�]�À�����]�u�‰�����š�•�U���Z�}�Á���À���Œ�U���ï�ì�X�ð�9��

of students felt the Expectations of Students had a very positive impact on their opinion of the instructor 

while 36.9% of students felt the Expectations of Instructor had a very positive impact on their opinion. 

Conversely, 29.7% of students were neutral in opinion after reading the Expectations of Students and 

only 21.3% felt neutrally after reading the Expectations of Instructor.  

Table 6.19 Sign Test Results 
�Z���o���š�����r�^���u�‰�o���•���^�]�P�v���d���•�š 

�d�}�š���o���E �ñ�ñ�ð 
�W�}�•�]�Ÿ�À�������]�+���Œ���v�����• �í�ï�ñ 
�E���P���Ÿ�À�������]�+���Œ���v�����• �ó�ó 
�E�µ�u�����Œ���}�(���d�]���• �ï�ð�î 
�^�š���v�����Œ���]�Ì�������d���•�š���^�š���Ÿ�•�Ÿ�� �ï�X�õ�í�ñ 
���•�Ç�u�‰�š�}�Ÿ�����^�]�P�v�]�.�����v�������~�î�r�•�]���������š���•�š�• �X�ì�ì�ì�ì�õ 

 
The sign test once again supports these observations while providing context. Most students felt 

the same way about the instructor after both policies with 61.7% of students making the same selection 

when responding to how the Expectations of Student Policy and Expectations of Instructor Policy 

impacted their opinion of the instructor. However, when perceptions shifted, they were more likely to 

shift positively, to a statistically significant degree (p�A�X�ì�ì�ì�ì�õ�•�X���K�v�o�Ç���í�ï�X�õ�9���}�(���•�š�µ�����v�š�•�[���}�‰�]�v�]�}�v�•���•�Z�]�(�š������

negatively from the Expectations of Students to Expectations of Instructor. Conversely, almost a quarter 

�~�î�ð�X�ð�9�•���}�(���•�š�µ�����v�š�•�[���}�‰�]�v�]�}�v�•�����������u�����u�}�Œ�����‰�}�•�]�š�]�À�������(�š���Œ���Œ�������]�v�P���š�Z�������Æ�‰�����š���š�]�}�v�•���}�(���/�v�•�š�Œ�µ���š�}�Œ���W�}�o�]���Ç�X���� 

 
Figure 6.70 Scatterplot of Student Perceptions of Instructor Based on Policy 
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The jittered scatterplot supports the findings of the sign test. It shows the highest concentration 

of responses along the matched diagonal, but with a much higher concentration of points showing 

positive shifts (points above the diagonal) than points showing negative shifts (points below the 

diagonal). This highlights that, while a majority of students responded the same for both policies, when 

perceptions did change, the change was usually positive.  

6.9.4.6 Student Comments on Expectations of Students and Instructors Policies 

6.9.4.6.1 Comments on Expectations of Student Policy 

�/�����]���v�[�š�����Æ�‰�o�]���]�š�o�Ç�����•�l�����v���}�‰���v-ended question asking for student perceptions on the 

expectations of students. This is a change I would recommend going forward. Only 40 students wrote 

anything on the policy itself or in the comments area. Of the 40 comments, 70% expressed positive 

�(�����o�]�v�P�•�������}�µ�š���š�Z�����‰�}�o�]���Ç�X���K�v�����•�š�µ�����v�š���Á�Œ�}�š���U���^�D�}�Œ�����}�(���š�Z���•�����v���������š�}���������o�]�•�š�����X���W�Œ�}�(���•�•�}�Œ�•���o�]�l�����š�Z���•����

�����•���Œ�À���������W�Z�����]�v���>�}�À���J�_���~�^�µ�Œ�À���Ç���ñ�ï�í�•�X���K�š�Z���Œ�•���Á���Œ�����o���•�•�����Æ�µ�����Œ���v�š�U�����µ�š���•�š�]�o�o�����Æ�‰�o���]�v�������Z�}�Á���u�µ���Z���š�Z���Ç��

appreciated having clearly s�š���š���������Æ�‰�����š���š�]�}�v�•�X���&�}�Œ�����Æ���u�‰�o���U���}�v�����•�š�µ�����v�š���Á�Œ�}�š���U���^�d�Z�]�•���]�•���P�}�}���X���^�š�µ�����v�š�•��

�E���������š�}���l�v�}�Á���Á�Z���š���]�•�����Æ�‰�����š�������}�(���š�Z���u�_���~�^�µ�Œ�À���Ç���ï�ï�õ�•�X�����v�}�š�Z���Œ�����Æ�‰�o���]�v�����U���^�/���Œ�����o�o�Ç�����‰�‰�Œ�����]���š�����š�Z����

�^�Z�}�Á�_�����v�����^�Á�Z�Ç�_���•�����š�]�}�v�•�X���d�Z���Ç���u���l�����š�Z�]�v�P�•���Œ�����o�o�Ç�����o�����Œ�_���~�^�µ�Œ�À���Ç���î�ñ�ï�•�X�� 

�K�(���š�Z�����Œ���u���]�v�]�v�P�����}�u�u���v�š�•�U���í�î�X�ñ�9�����Æ�‰�Œ���•�•�������v���µ�š�Œ���o���•���v�š�]�u���v�š�•���•�µ���Z�����•���^�E�}�š�Z�]�v�P���u�µ���Z�U���/�[�u��

�}�l���Ç���Á�]�š�Z�����Æ�‰�����š���š�]�}�v�•�_���~�^�µ�Œ�À���Ç���ð�õ�ò�•���}�Œ���^�/�����}�v�[�š���Œ�����o�o�Ç�������Œ���_���~�^�µ�Œ�À���Ç���í�í�ñ�•�X���d�Z�����Œ���•�š�����]�����v�}�š���o�]�l�����š�Z����

section because it took up space and was more to read. Writing, f�}�Œ���]�v�•�š���v�����U���^�/���‰�Œ�}�������o�Ç���Á�}�µ�o���v�[�š���Œ��������

�‰���•�š���š�Z�����u���i�}�Œ�����µ�o�o���š���‰�}�]�v�š�•���µ�v�o���•�•���/���Z�����������‹�µ�]�Ì�_���~�^�µ�Œ�À���Ç���î�ð�ô�•�X�� 

 
Figure 6.71 Wordcloud of Student Comments 
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6.9.4.6.2 Comments on Expectations of Instructor Policy 

�d�Z�����(�]�v���o���‹�µ���•�š�]�}�v���}�(���š�Z�����•�µ�Œ�À���Ç�����•�l�������•�š�µ�����v�š�•���š�}���Œ���•�‰�}�v�����š�}���š�Z�����‰�Œ�}�u�‰�š���^How would you 

�����•���Œ�]�������š�Z�����š�������Z���Œ�[�•���o�]�l���o�Ç�������Z���À�]�}�Œ���}�Œ���‰���Œ�•�}�v���o�]�š�Ç�����(�š���Œ���Œ�������]�v�P���š�Z�]�•���•�����š�]�}�v�M�_���^�µ�Œ�‰�Œ�]�•�]�v�P�o�Ç�U���u�}�•�š���~�ô�ñ�9�•��

students responded to this question. Another 10 students wrote comments on the policy itself or in 

response to other questions. Of these comments, the majority (90.9% of comments) expressed a 

favorable perception of the instructor in response to the policy.  

Of these positive comments, the majority (58.3%) expressed they felt the instructor was caring 

�}�Œ���Á�}�µ�o���������Œ���������}�µ�š���š�Z�����•�š�µ�����v�š�•�[���Á���o�o�����]�v�P�����v�������Æ�‰���Œ�]���v�����X���K�v�����•�š�µ�����v�š�����Æ�‰�o���]�v�����U���^�/���(�����o���š�Z�]�•��

professor is a very understanding but disciplined instructor. They want you to pass only if you are willing 

�š�}���‰�µ�š���š�Z�������(�(�}�Œ�š���]�v�U���Á�Z�]���Z���]�•���À���Œ�Ç���P�}�}���J�_���~�^�µ�Œ�À���Ç���ï�ó�ò�•�X�����v�}�š�Z���Œ�����Æ�‰�o���]�v�����U���^�/���š�Z�]�v�l���š�Z�]�•���š�������Z���Œ���Á�}�µ�o����������

very accommodating and dedicated to making their class a safe space. I would enjoy having this 

professor t�������Z���u�Ç�����o���•�•�X���>�]�l�����Z�}�Á���Ç�}�µ�������v���š���o�o���š�Z���Ç�����}�v�[�š���š�Z�]�v�l���š�Z���Ç�����Œ���������}�À�����Ç�}�µ�����������µ�•�����}�(���š�Z���]�Œ��

���µ�š�Z�}�Œ�]�š�Ç�_���~�^�µ�Œ�À���Ç���î�ð�õ�•�X�� 

Building on that, many students expressed the instructor was likely kind (17.7%), reasonable 

(16.3%), or easygoing (9.8%). For many students, these positive perceptions were directly related to the 

existence of the expectations. 28.3% of the positive comments discussed the expectations explicitly, that 

they inspired trust, that it showed the instructor held themselves accountable or to high standards, that 

�š�Z�����]�v�•�š�Œ�µ���š�}�Œ�����]���v�[�š�����Æ�‰�����š�����v�Ç�š�Z�]�v�P���}�(���š�Z�����•�š�µ�����v�š�•���š�Z���š���š�Z���Ç���Á���Œ�����µ�v�Á�]�o�o�]�v�P���š�}�����}���š�Z���u�•���o�À���•�X���K�v����

s�š�µ�����v�š�����Æ�‰�o���]�v�����U���^�/���(�����o���š�Z�]�•���]�v�•�š�Œ�µ���š�}�Œ���]�•���(���]�Œ�����v�������Æ�‰�����š�•���i�µ�•�š�����•���u�µ���Z���(�}�Œ���š�Z���u�•���o�À���•�����•���š�Z���Ç�����}���(�Œ�}�u��

�µ�•�_���~�^�µ�Œ�À���Ç���ñ�ñ�ó�•�X���d�Z�]�•���Á���•�������Z�}���������Ç�������•�š�µ�����v�š���Á�Z�}���Á�Œ�}�š��, �^�/���Á�}�µ�o�����(�����o���À���Œ�Ç�����}�u�(�}�Œ�š�����o�����l�v�}�Á�]�v�P���u�Ç��

instructors will hold themselves at the same standard I will. I would think my instructor is very self-

���Á���Œ�������v�������}���•���v�}�š���š�Z�]�v�l���}�(���š�Z���u�•���o�À���•�����•���Z�]�P�Z���Œ���š�Z���v���µ�•�_���~�^�µ�Œ�À���Ç���í�ì�î�•�X�� 

Those students who had negative (4.5% of comments) or neutral (2.9% of comments) 

perceptions interpreted these policies differently. The negative comments felt the policies indicated the 
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�]�v�•�š�Œ�µ���š�}�Œ���Á�}�µ�o�����������Á�����l�U���o���Ì�Ç�U�������u�����v�]�v�P�U���µ�v�����Œ�]�v�P�U���}�Œ���µ�v�‰�Œ���‰���Œ�����X���K�v�����•�š�µ�����v�š���Á�Œ�}�š���U���(�}�Œ�����Æ���u�‰�o���U���^�/��

feel like the instructor should not have to make any promises to the student if they are in a position of 

���µ�š�Z�}�Œ�]�š�Ç�_���~�^�µ�Œ�À���Ç���î�ò�•�X�����v�}�š�Z���Œ���Á�Œ�}�š���U���^���(�š���Œ���Œeading this, I would expect my instructor to not show up 

�š�}�����o���•�•�X���/���Á�}�µ�o�������������Æ�‰�����š�]�v�P���š�Z�]�•���]�v�•�š�Œ�µ���š�}�Œ���š�}���P�]�À���������Œ�����u�]�v�]�u�µ�u�������Z���À�]�}�Œ�_���~�^�µ�Œ�À���Ç���ð�ó�ó�•�X���d�Z�����•�š�µ�����v�š�•��

�Á�Z�}�����Æ�‰�Œ���•�•�������v���µ�š�Œ���o�]�š�Ç�����]�š�Z���Œ�����]���v�[�š���Á���v�š���š�}���i�µ���P���������Z�Ç�‰�}�š�Z���š�]�����o���]�v�•�š�Œ�µ���š�}�Œ�������•�������}�(�(�������‰�}�oicy (as with 

Survey 12 explaining, �^���•�•�µ�u�]�v�P���Á�Z���š�������š�������Z���Œ���]�•���o�]�l�����(�Œ�}�u�������•�Ç�o�o�����µ�•���]�•�����v���]�u�u���š�µ�Œ�����Á���Ç���š�}���P�}�������}�µ�š��

���o���•�•���•�_�•���}�Œ���Á���v�š���������o���Œ�]�(�]�����š�]�}�v�������}�µ�š���Z�}�Á�����Æ�����š�o�Ç�����v���]�v�•�š�Œ�µ���š�}�Œ�����}�µ�o�����������Z���o�����������}�µ�v�š�����o�����Á�Z���v���š�Z���Ç��

are the authority (For instance, �^�/���Z�}�v���•�š�o�Ç���Á�}�µ�o���v�[�š�������o�]���À�����š�Z���š���š�Z���Ç���Á�}�µ�o�����������‰�µ�v�]�•�Z�������(�}�Œ���v�}�š�����}�]�v�P��

�š�Z�]�v�P�•���}�µ�š�o�]�v�������]�v���š�Z�������}���µ�u���v�š�X���t�Z�}���]�•���‰�Œ�}�À�]���]�v�P���š�Z�������}�v�•���‹�µ���v�����M�_���~�^�µ�Œ�À���Ç���î�ð�ô�•). It is possible that 

an explanation of why it is important to state expectations might be more effective than explaining the 

�^�Á�Z���š���š�Z�]�•���u�����v�•�_���}�Œ���^�Á�Z�Ç�_���(�}�Œ���������Z���]�v���]�À�]���µ���o�����Æ�‰�����š���š�]�}�v�X�� 

 
Figure 6.72 Wordcloud of Student Comments 

6.9.5 Analysis 

Students were more open to the inclusion of expectations policies than I expected. When 

students were asked if there should be an Expectations of Students Policy or an Expectations of 

Instructor Policy, over half of respondents felt it should be included in the syllabus. This was further 

�•�µ�‰�‰�}�Œ�š���������Ç���•�š�µ�����v�š�•�[���Œ���•�‰�}�v�•���•���š�}���š�Z�����‹�µ���•�š�]�}�v�•�������}�µ�š���š�Z�����š���•�š���‰�}�o�]���]���•�X���^�š�µ�����v�š���Œ���•�‰�}�v�•���•���Á���Œ����

almost always positive or neutral when asked whether the policies were helpful, were reasonable, or 
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impacted their opinion about the instructor. Considering students often express frustration with the 

length of syllabi and these are not standard policies, I expected resistance. However, all students who 

took this survey had experienced the hidden curriculum of university to some extent, and for many, that 

experience had not always gone well.  

�d�Z�]�•���]�•���À�]�•�]���o�����]�v���•�š�µ�����v�š�•�[�����}�u�u���v�š�•�����}�v�v�����š�]�v�P���š�}���‰���•�š�����Æ�‰���Œ�]���v�����•�X���K�v�����•�š�µ�����v�š���Á�Œ�}�š�����^�E�}�š��������

�o�]�l�����u�Ç�����v�š�Z�Œ�}�‰�}�o�}�P�Ç���‰�Œ�}�(�Y���}�}�‰���t Okay, but in all seriousness, it means they have expectations and 

�P�}���o�•���}�(���š�Z���u�•���o�À���•�����v�����š�Z���š���]�•���À���Œ�Ç�����}�}�o���}�(���š�Z���u�_���~�^�µ�Œ�À���Ç���ñ�ï0). Another explained, �^�/�[�À�����Z�������‰�}�}�Œ��

�Œ���o���š�]�}�v�•�Z�]�‰�•���Á�]�š�Z���‰���•�š���‰�Œ�}�(���•�•�}�Œ�•�U�����v�����š�Z���Ç�����]���v�[�š�����Æ�����š�o�Ç���Z�}�o�����µ�‰���š�Z���]�Œ���•�]�������}�(���š�Z���������Œ�P���]�v�_���~�^�µ�Œ�À���Ç��

140). Having clear expectations provides students with comfort and security. As one would expect, these 

students found expectations sections and explanations for the expectations to be helpful.  

Interestingly, these expectations also seem to create a reciprocity effect in students. Earlier, I 

discussed the possibility for clear, positive expectations to create a feedback loop of positivity (building 

on the tangential research into the role of expe���š���š�]�}�v�•���}�v�����Z�]�o���Œ���v�[�•�������À���o�}�‰�u���v�š�����Ç��Lumsden; Rubie-

Davies; Rubie-Davies, Hattie, and Hamilton; Tsiplakides and Keramida); it seems students intuitively 

have a similar belief. Through these policies, students not only gain an understanding of expectations of 

themselves and their instructor, but also develop a desire to make the learning environment better. One 

�•�š�µ�����v�š���Á�Œ�}�š���U���(�}�Œ�����Æ���u�‰�o���U���^�d�Z�]�•���l�]�v�����}�(���•�Z�}�Á�•���Œ���•�‰�����š���]�v�������Á���Ç�V���Á�Z���v���/���Œ���������š�Z�]�•���]�š���P�]�À���•���}�(�(���š�Z���š���š�Z����

teacher will respect me as a student and ma�l���•���u�����]�v���o�]�v�������š�}�����o�•�}���Œ���•�‰�����š���š�Z�����š�������Z���Œ�_���~�^�µ�Œ�À���Ç���î�ñ�ñ�•�X��

Another explained, �^�d�Z���Œ���[�•���o�]�l�����������}�v�š�Œ�����š�������š�Á�����v���•�š�µ�����v�š�����v�����š�������Z���Œ���š�Z���š���������•�������(���]�Œ�v���•�•�����v�����š�Œ�µ�•�š��

�š�}���š�Z�������v�À�]�Œ�}�v�u���v�š���]�v�•�š���������}�(���‰�}�š���v�š�]���o�o�Ç���•�š�Œ���•�•�(�µ�o���µ�v�����Œ�š���]�v�š�Ç�_���~�^�µ�Œ�À���Ç���ï�ì�í�•�X�������š�Z�]�Œ�����•�š�µ�����v�š wrote, �^�/�[����

�o�}�À�����š�Z�]�•���‰�Œ�}�(���•�•�}�Œ�����v�����Á�}�µ�o�����í�ì�ì�9���š�Œ�Ç���š�}���u���l�������o���•�•�����������š�š���Œ���‰�o���������(�}�Œ���š�Z���u�_���~�^�µ�Œ�À���Ç���ñ�ï�í�•�X�� 

Ultimately, while a great deal of research asserts that a strong syllabus makes expectations of 

students clear to avoid misunderstanding (Collier and Morgan; Dingus; Eberly et al.; Nusbaum, Swindell, 

and Plemons; Parkes and Harris; Sulik and Keys; Sander et al; Zare), research specifically investigating 
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the hidden curriculum or implicit expectations is new, and research into clear explanations of 

expectations of instructors is almost nonexistent. Consequently, this aspect of my research adds to the 

growing body of knowledge. Not only does providing students with policies listing student and instructor 

expectations make the hidden known, but it also enables all students to develop an understanding of 

collegiate level expectations without the arduous trial and error process which may result in 

misunderstanding, dissatisfaction, and (in the worst case) disenrollment.  

6.10 Determinations of Relevant Hypotheses  

6.10.1 Hypothesis 4 

 
Figure 6.73 Pie Chart of Overall Student Policy Preferences 

This research study had results I did not at all expect. While I expected many students to have a 

preference for nontraditional policies, I did not foresee the overwhelmingness of the preference. 

Overall, traditional policies were selected in 21% of responses and nontraditional policies were selected 

in 79% of responses. This is significant at p�D�X�ì�ì�ì�ì�ì�í�X�����}�v�•���‹�µ���v�š�o�Ç�U���v�µ�o�o���Z�Ç�‰�}�š�Z���•�]�•���ð���^Students have no 

difference in preference between traditional, inflexible classroom policies and nontraditional, flexible 

�‰�}�o�]���]���•�_���u�µ�•�š���������Œ���i�����š�������]�v���(���À�}�Œ���}�(���]�š�•���•�����}�v�����Œ�Ç�����o�š���Œ�v���š�]�À�����Z�Ç�‰�}�š�Z���•�]�•�U���•�š�µ�����v�š�•�����•�������Á�Z�}�o�����‰�Œ���(���Œ��

nontraditional, flexible classroom policies. Further, they prefer these nontraditional policies in all cases. 
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Figure 6.74 Histogram of Student Preferences for Nontraditional Policies 

In choosing policies, students tended to be consistent. Of the 557 students who completed the 

�•�µ�Œ�À���Ç�U���õ�í�X�ò�9�����]���v�[�š���•�l�]�‰���~�}�Œ���Á�Œ�]�š�����]�v�������v���µ�š�Œ���o for) any policies. Further, 91% of students opted for the 

nontraditional policies for at least 4 out of 7 policies. Students were least likely to prefer the traditional 

Electronics Policy (8.2% of responses). Conversely, students were least likely to prefer the nontraditional 

Expectations of Instructor Policy, selecting it should be included in only 58.4% of responses.  

6.10.2 Hypothesis 5 

 
Figure 6.75 Histogram of Overall Perceptions of Reasonableness 

When it comes to reasonableness, there were some interesting overarching trends as well. 

�'���v���Œ���o�o�Ç�U���•�š�µ�����v�š�•�����]���v�[�š���(�]�v�����š�Z�����š�Œ�����]�š�]�}�v���o���‰�}�o�]���]���•���š�}��������unreasonable, with only 23.2% of responses 

�����Œ�}�•�•�����o�o���‰�}�o�]���]���•���Œ���•�‰�}�v���]�v�P���š�}���š�Z�����‰�Œ�}�u�‰�š���^�š�Z�]�•���‰�}�o�]���Ç���]�•���Œ�����•�}�v�����o���_���Á�]�š�Z���^���]�•���P�Œ�����_���}�Œ���^�^�š�Œ�}�v�P�o�Ç��

���]�•���P�Œ�����X�_���,�}�Á���À���Œ�U�����v�}�š�Z���Œ���î�ñ�X�ñ�9���}�(���•�š�µ�����v�š�•���Œ���•�‰�}�v���������š�}���š�Z���•�����‰�Œ�}�u�‰�š�•���Á�]�š�Z���^�E���µ�š�Œ���o�U�_���Á�Z�]���Z���]�•��
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not agreement. When it came to the nontraditional policies, however, 89.1% of responses across all 

�‰�}�o�]���]���•���•���o�����š�������^���P�Œ�����_���}�Œ���^�^�š�Œ�}�v�P�o�Ç�����P�Œ�����_���Á�Z���v���Œ���•�‰�}�v���]�v�P���š�}���š�Z�����Œ�����•�}�v�����o���v���•�•���‰�Œ�}�u�‰�š�•�X�� 

If one considers anything other than agreement to be a negative in this case, it is possible to 

assess student perceptions of reasonableness for each policy type with a binomial test. This 

�����u�}�v�•�š�Œ���š���•�[���•�š�µ�����v�š�•�[�����u���]�À���o���v�������Á�Z���v���]�š�����}�u���•���š�}���š�Œ�����]�š�]�}�v���o���‰�}licies; 49% of responses were 

negative or neutral while 51% were positive. Understandably, this is not a statistically significant 

difference strong enough to indicate a firm conclusion for the traditional policies (p=.141). Students 

were just as likely to agree the policy was reasonable as not. When it came to the nontraditional 

policies, though, only 11% of responses found the policies to be unreasonable or neutral while 89% 

agreed that the policies were reasonable. This is a statistically significant result at p<.000001. Students 

overwhelmingly found nontraditional policies to be reasonable. 

Table 6.20 Sign Test Results 
 

 
 
 
 
 
 
 

Table 6.21 Chi-Square Test Results 
�W�����Œ�•�}�v�[�•�����Z�]�r�^�‹�µ���Œ�����d���•�š���}�(���/�v�����‰���v�����v���� 

�E�A �s���o�µ�� �����P�Œ�����•���}�(���&�Œ�������}�u ���•�Ç�u�‰�š�}�Ÿ�����^�]�P�v�]�.�����v�������~�î�r�^�]�������• 
�ï�ï�î�ô �ï�ì�ñ�X�ñ�î�õ �í�ò �D�X�ì�ì�ì�ì�ì�í 

�ï�������o�o�•���~�í�î�9�•���Z���������v�����Æ�‰�����š���������}�µ�v�š���o���•�•���š�Z���v���ñ�X���d�Z�����u�]�v�]�u�µ�u�����Æ�‰�����š���������}�µ�v�š���Á���•���î�X�î�õ�X���d�Z�]�•���(���o�o�•���]�v��
�o�]�v�����Á�]�š�Z�����������‰�š�����o�������}�v���]�Ÿ�}�v�•�X 

 
A sign test and chi-square test71 provided context showing how student perceptions shifted 

from the traditional policies to the nontraditional ones. The sign test showed that only 31.3% of student 

responses remained the same from the traditional to the nontraditional policies; further, only 6.1% of 

 
71���d�Z�����•�]�P�v���š���•�š�����v�������Z�]�r�•�‹�µ���Œ�����š���•�š���Á���Œ�����Œ�µ�v���}�v���š�Z�����µ�v�r�P�Œ�}�µ�‰�����������š���V���Ÿ���•���Á���Œ�����P���v�µ�]�v�����í���š�}���í�U���î���š�}���î�U���ï���š�}���ï�U�����š���X 

�Z���o���š�����r�^���u�‰�o���•���^�]�P�v���d���•�š 
�d�}�š���o���E �ï�ï�î�ô 
�W�}�•�]�Ÿ�À�������]�+���Œ���v�����• �î�ì�ô�ï 
�E���P���Ÿ�À�������]�+���Œ���v�����• �î�ì�ï 
�E�µ�u�����Œ���}�(���d�]���• �í�ì�ð�î 
�^�š���v�����Œ���]�Ì�������d���•�š���^�š���Ÿ�•�Ÿ�� �ï�õ�X�ï 
���•�Ç�u�‰�š�}�Ÿ�����^�]�P�v�]�.�����v�������~�î�r�•�]���������š���•�š�• �D�X�ì�ì�ì�ì�ì�í 
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student responses shifted negatively from traditional policies to the nontraditional policies. 62.6% of 

student responses, however, shifted positively. The chi-square test results present the details about 

these shifts, showing �u�}�•�š���}�(���š�Z�����š�]���•���Á���Œ�����]�v���š�Z�����‰�}�•�]�š�]�À�����‰���Œ�����‰�š�]�}�v�•�X���K�(���š�Z�}�•�����Á�Z�}���•���o�����š�������^���P�Œ�����_���]�v��

�Œ���•�‰�}�v�•�����š�}���š�Z�����‰�Œ�}�u�‰�š���^�š�Z�]�•���‰�}�o�]���Ç���]�•���Œ�����•�}�v�����o���_���(�}�Œ���š�Œ�����]�š�]�}�v���o���‰�}�o�]���]���•�U���ð�ð�X�ï�9���}�(���š�Z�����Œ���•�‰�}�v�����v�š�•�����o�•�}��

�•���o�����š�������^���P�Œ�����_���(�}�Œ���š�Z�����v�}�v�š�Œ�����]�š�]�}�v���o���‰�}�o�]���]���•�X���K�(���š�Z�}�•�����Á�Z�}���•���o�����š�������^�^�š�Œ�}�v�P�o�Ç�����P�Œ�����_���(�}�Œ��the 

�š�Œ�����]�š�]�}�v���o���‰�}�o�]���]���•�U���ó�ð�X�ñ�9���}�(���Œ���•�‰�}�v�����v�š�•�����o�•�}���•���o�����š�������^�^�š�Œ�}�v�P�o�Ç�����P�Œ�����_���(�}�Œ���š�Z�����v�}�v�š�Œ�����]�š�]�}�v���o���‰�}�o�]���]���•�X 

 
Figure 6.76 Histogram of Overall Student Perceptions of Reasonableness 

A jittered scatterplot shows the shifts in student perceptions and the meaning of the chi-square 

test results. The density of plot points along the top two rows demonstrates how positively students 

viewed the nontraditional policies. Most students found nontraditional policies to be reasonable, 

regardless of how reasonable they found the traditional policies. Consequently, we must reject the null 

�Z�Ç�‰�}�š�Z���•�]�•���š�Z���š���^�^�š�µ�����v�š�•���(�]�v�����š�Œ�����]�š�]�}�v���o�U���]�v�(�o���Æ�]���o�����‰�}�o�]���]���•�����v�����v�}�v�š�Œ�����]�š�]�}�v���o�U���(�o���Æ�]���o�����‰�}�o�]���]���•���š�}��������

���‹�µ���o�o�Ç���Œ�����•�}�v�����o���_���]�v���(���À�}�Œ���}�(���š�Z�������o�š���Œ�v���š�]�À�����Z�Ç�‰�}�š�Z���•�]�•���š�Z���š���^�^�š�µ�����v�š�•���(�]�v�����v�}�v�š�Œ�����]�š�]�}�v���o�U���(�o���Æ�]���o����

�‰�}�o�]���]���•���š�}���������u�}�Œ�����Œ�����•�}�v�����o�����š�Z���v���š�Œ�����]�š�]�}�v���o�U���]�v�(�o���Æ�]���o�����‰�}�o�]���]���•�X�_�� 

6.10.3 Hypothesis 6 

Hypothesis 6 explored trends in policy preference along student demographics. Interestingly, 

preference for nontraditional policies was so great that there were no valid effects of demographics 

�µ�‰�}�v���‰�Œ���(���Œ���v�������š�Z���š���Á���Œ�����•�š���š�]�•�š�]�����o�o�Ç���•�]�P�v�]�(�]�����v�š�����š���š�Z�����r���A .0004 level. Consequently, we must fail to 
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reject the null hypothesis in this case and conclude that, for this study, student policy preferences do 

not vary between student demographics. That being said, the two demographics most likely to be 

impactful and which might warrant further study include �•�š�µ�����v�š�•�[���v���š�]�À�����o���v�P�µ���P�����~�•�]�P�v�]�(�]�����v�š�����š���š�Z����p �G��

�X�ì�ñ���o���À���o���(�}�Œ���ï���‰�}�o�]���]���•�W�����š�š���v�����v�����U���W���Œ�š�]���]�‰���š�]�}�v�U�����v�����D�]�•�•���������v�����>���š�����t�}�Œ�l�•�����v�����•�š�µ�����v�š�•�[���P���v�����Œ��

(significant at the p �G���X�ì�ñ���o���À���o���(�}�Œ���ï���‰�}�o�]���]���•�W�����š�š���v�����v�����U�����������•�•�]���]�o�]�š�Ç�U�����v�������Æ�š�Œ�������(�(�}�Œ�š�•�X�� 
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7 DISCUSSIONS AND CONCLUSIONS 

My research does not exist in isolation. I am the first, as far as I know, to look at the specific 

issues of nontraditionality and a lack of student input in course design from a comprehensive 

perspective, but I built on the findings of myriad researchers who came before me to, hopefully, lay 

groundwork for myself and others to follow. While instructors, policy makers, and researchers have long 

considered students to be more than empty vessels waiting to be filled with knowledge, seeing students 

as genuinely active participants in their learning when it comes to classroom policy is lacking. My 

research provides categorical support for this idea, encouraging faculty and administration to solicit 

student input more directly.  

7.1 Limitations of My Research 

This research is, again, exploratory in design; this limits its generalizability. This lack of 

generalizability is, perhaps, the biggest limitation to these results. Findings, based on the sample size 

���v�������]�À���Œ�•�]�š�Ç���}�(���š�Z�����•���u�‰�o���U�����Œ�����o�]�l���o�Ç���P���v���Œ���o�]�Ì�����o�����š�}���'���}�Œ�P�]�����^�š���š�����h�v�]�À���Œ�•�]�š�Ç�[�•���(�]�Œ�•�š���Ç�����Œ�����}�u�‰�}�•�]�š�]�}�v��

program at large, but beyond the specific university in question, there can be no certainty of the 

applicability of findings. I would hypothesize that administration on a larger scale would find my results 

to be valid, reliable, and replicable; however, that cannot be asserted with certainty prior to further 

examination. �d�Z�]�•�����}���•�v�[�š���v���P���š�����š�Z�����µ�š�]�o�]�š�Ç���}�(���u�Ç���(�]�v���]�v�P�•�U���š�Z�}�µ�P�Z�X���D�Ç���Œ���•�����Œ���Z���‰�Œ�}�À�]�����•�����À�]�����v�š�]���Œ�Ç��

support for pedagogical practices that are growing in popularity. While more support is necessary, these 

findings are encouraging and may help instructors and policy makers gain support for their more 

experimental pedagogical practices and their own research efforts.  

Another limitation of my research was its size. Administering and, more to the point, analyzing a 

survey of this size was a gargantuan undertaking requiring significant time to accomplish. It is unlikely 

that an exact replication of this research would be feasible for many researchers or faculty despite, 

hopefully, significant interest. I would encourage future researchers to separate this survey and analyze 
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assignment design and classroom policy separately. Classroom policy could be further separated as well, 

though gaining insight into student perceptions of grouped policies is an important step in research.  

A final limitation to discuss was the need for more holistic research into classroom policy and 

�•�Ç�o�o�����µ�•�������•�]�P�v�X���E�}�����}�u�‰�}�v���v�š���}�(�������•�Ç�o�o�����µ�•���Á�}�Œ�l�•���]�v���]�•�}�o���š�]�}�v�U���š�Z�����u�}�•�š���‰���Œ�(�����š���‰�}�o�]���Ç���Á�}�v�[�š���������Œ�����������Ç��

students if it is presented as a wall of text, ���v�����š�Z�����u�}�•�š���‰���Œ�(�����š�o�Ç���(�}�Œ�u���š�š�������•�Ç�o�o�����µ�•���Á�}�v�[�š�����v���}�µ�Œ���P����

�•�š�µ�����v�š�����v�P���P���u���v�š�����v�����‰���Œ�š�]���]�‰���š�]�}�v���]�(���š�Z�������}�v�š���v�š�•�����}�v�[�š���]�v�•�‰�]�Œ�����š�Œ�µ�•�š�����v�����Œ���‰�‰�}�Œ�š�X�����}�v�•���‹�µ���v�š�o�Ç�U���]�š���]�•��

my hope that, as research advances, separate pieces may be put together and more of the picture 

uncovered. This research begins that �t taking disjointed research into classroom policies and exploring 

potential connections among them. If future research finds these findings valid and replicable, I hope 

more applied research can follow.  

7.2 Discussion of Assignment Design Findings 

In assessing student perceptions of assignment design, I sought to explore if students prefer the 

predictability of traditional assignments or see greater utility in more diverse assignment designs. There 

is not a conclusive finding in my investigation into this at least insofar as would allow me to declare a 

specific assignment design most appropriate �(�Œ�}�u���•�š�µ�����v�š�•�[���‰���Œ�•�‰�����š�]�À���•. It seems students see value in 

both traditional writing assignments and multimodal assignment designs; however, what they most 

want is autonomy �t �}�‰�š�]�}�v�•�����v�������v�������]�o�]�š�Ç���š�}�����Z�}�}�•���X���d�Z�]�•���]�•���•�µ�‰�‰�}�Œ�š���������Ç���,�]�š�š�[�•���Œ���•�����Œ���Z�����•���Á���o�o�X���^�Z����

�}���•���Œ�À�����U���^�W�Œ�}�À�]���]�v�P���•�š�µdents with the option to choose between physical and digital modes to achieve 

specific learning goals and outcomes is more accessible than limiting them to digital media or even to a 

single mode �t �µ�v�o���•�•�U���}�(�����}�µ�Œ�•���U���š�Z���š���]�•�����v�����•�•���v�š�]���o���}�µ�š���}�u�����}�(���š�Z�������•�•�]�P�v�u���v�š���}�Œ�����}�µ�Œ�•���_���~�,�]�š�š���ð�ó�•�X��It is 

interesting that the students, largely thinking of their own needs, came to the same ultimate conclusion. 

If choice is not possible, either by instructor preference or departmental policy, providing 

students with a mix of traditional and multimodal assignments is an avenue to explore. A blended 

course design like this would enable students to practice traditional writing skills in addition to more 
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varied multimodal skills. It might also enable students with accessibility needs to participate in at least 

some assignments more fully.  

���o�•�}���}�(���v�}�š�����]�•���•�š�µ�����v�š�•�[���‰���Œ�•�]�•�š���v�š���Œ���‹�µ���•�š�•���(�}�Œ�����Æ���u�‰�o���•���}�(���š�Z�����š�Œ�����]�š�]�}�v���o�����•�•�]�P�v�u���v�š�������•�]�P�v�•�X��

These requests were almost entirely connected to the traditional writing assignments. I think this 

�Œ���o���š���•�U�����š���o�����•�š���]�v���‰���Œ�š�U���š�}���•�š�µ�����v�š�•�[���‰���Œ�����‰�š�]�}�v�•���}�(���š�Z����variety of values different instructors have when 

it comes to grading written assignments. What one instructor may term an A+ essay, another may value 

as a B. Students have likely experienced this firsthand where they may not have for multimodal 

assignments. Students perceive this as inconsistency rather than differences in grading priorities (as 

should be outlined in the assignment rubric). Unfortunately, students may view examples as guidelines 

or templates to a good grade, inadvertently learning imitation over critical thinking. As Vance explains, 

�^�/�v�����v�Ç���Á�Œ�]�š�]�v�P�����}�µ�Œ�•�����š�Z���š���š�������Z���•���]�u�]�š���š�]�}�v���t no matter how narrow or broad the selection of texts �t 

�]�v�����‰���v�����v�������]�•�����š���•�š���l���_���~�s���v�������í�î�í�•�X���t�]�š�Z���š�Z�]�•���]�v���u�]�v���U���/���Á�}�µ�o���������µ�š�]�}�v�����P���]�v�•�š���š�Z�����‰�Œ�}�À�]�•�]�}�v���}�(��

abundant examples. Alternatively, consider discussing sample thesis statements, transitions, 

introductions, and conclusions as a class. In other words, discuss the whole in a group setting or provide 

students with parts of the whole along with the explanations necessary for students to understand what 

makes those parts strong or weak.   

Finally, while many students were perfectly satisfied with the amount of information presented 

in the assignment overviews, almost no students thought there was too much information and many 

students wished there was even more, up to and including the grading rubrics themselves. 

Consequently, it might be worth including links to full assignment guidelines and rubrics in the syllabus. 

Alternatively, it might be worth considering expanding the syllabus into a course workbook which could 

include syllabus content as well as more detailed course content.   
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7.3 Discussion of Classroom Policy Findings 

Ultimately, this research has provided valuable insights to the field of rhetoric and composition. 

A key component of both rhetoric and composition is that how information is conveyed is as important 

as the information itself. The syllabus is among the most important vehicles of information delivery in 

higher education. It has grown to include course details, class policies, assignment descriptions, 

deadlines, and submission requirements, in addition to university policies, and is often considered a 

contract between students, their instructor, and the university at large. However, both syllabus design 

and content are often overlooked when it comes to personalization and revision in course design. 

Consequently, students fail to engage effectively with the material, and when they do, they often feel 

dissatisfied.  

Policies related to classroom management are often based on theory and research which used 

the traditional student as their intended subject, but student demographics have evolved. Almost all 

�•�š�µ�����v�š�•���(���o�o���µ�v�����Œ���š�Z�����^�v�}�v�š�Œ�����]�š�]�}�v���o�_���µ�u���Œ���o�o�����]�v���•�}�u�����Á���Ç���t they work; English is their second 

language, or they have a disability, for example. While research has begun looking at the impacts of 

nontraditionality on policy, it often focuses on specific policies or specific nontraditional demographics. 

In this research, I was able to gather a large sample of student perspectives pertaining to varied 

assignment designs and varied course policies, and the results provide support for the argument that it 

is time to reassess classroom policy. Students, across all demographics, expressed interest in 

nontraditional policies which prioritized cooperation, clarity, and autonomy over the traditional focus on 

compliance and structure. 

The characteristics of clarity and autonomy were those most valued by students, and that 

preference persisted across all policies. Womack explained, �^�š�}�}���u�µ���Z���š�������Z���Œ�����}�v�š�Œ�}�o���o�������•���š�}��

�‰�Œ�}���o���u�•���]�v���š�Z�������o���•�•�Œ�}�}�u�_�����v�����^�€�Y�•�‰�Œ�}�À�]���]�v�P�����Z�}�]�������]�•�����•�•���v�š�]���o���š�}�����Œ�����š�]�v�P�����µ�š�}�v�}�u�Ç���]�v���o�����Œ�v���Œ�•�_��

(516). Student preferences tended to support this, with many comments expressing a preference for 
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choice and being treated as a mature equal. Interestingly, many of the students who preferred 

traditional policies connected that preference to a desire for external structure, even at the expense of 

autonomy. While many of these students mentioned wanting to be treated as adults, they also 

�Œ�����}�P�v�]�Ì�������š�Z���]�Œ���}�Á�v���o�]�u�]�š���š�]�}�v�•�����v�����v�������•�X���d�Z�]�•���Á���•���‰���Œ�š�]���µ�o���Œ�o�Ç���‰�Œ���À���o���v�š���]�v���•�š�µ�����v�š�•�[���Œ�������š�]�}�v�•���š�}���š�Z����

missed and late work policies and electronics policies. While most students hated the traditional 

electronics poli���Ç�U���š�Z�����(���Á���Á�Z�}���‰�Œ���(���Œ�Œ�������]�š�����]�����•�}���(�}�Œ���Œ�����•�}�v�•���o�]�l�����^�/���Á�}�µ�o�����v�}�š���������š���u�‰�š�������š�}���µ�•�����u�Ç��

�‰�Z�}�v�������v�����Á�}�µ�o�����‰���Ç���u�}�Œ�������š�š���v�š�]�}�v���š�}�����o���•�•�_���~�^�µ�Œ�À���Ç���î�ñ�õ�•�X��Similarly, the majority (82.5%) of students 

who preferred Missed and Late Work Policy A did so because of the structure it provided.  

This indicates that, at least some students, understand their limitations �t which is a sign of their 

maturity. While many students want to be treated as mature and independent learners, focusing on 

agency and choice, those students who not only recognize their limitations but advocate for policies 

which accommodate and support those limitations provide support for the roles students can (and 

should) play in policy development going forward. After all, while the students expressing a need for 

structure were always in the minority, it is necessary to keep these needs in mind when developing and 

�]�u�‰�o���u���v�š�]�v�P���‰�}�o�]���Ç�X���d�}�����P���]�v���‹�µ�}�š�����t�}�u�����l�U���^�o�����Œ�v�]�v�P���Œ���‹�µ�]�Œ���•�������o���v���]�v�P�����}�š�Z���]�v�š���Œ�����‰���v�����v���������v����

�]�v�����‰���v�����v���������v�������}�}�‰���Œ���š�]�v�P���Á�]�š�Z���•�š�µ�����v�š�•���š�}�������Z�]���À�����š�Z���š�������o���v�����_���~�ñ16). It may be good to build at 

least an option for structure into more flexible policies and discuss the implementation of policies with 

students. �d�Z�����‰�Œ�]�u���Œ�Ç���(�]�v���]�v�P���(�Œ�}�u���š�Z�]�•���Œ���•�����Œ���Z���Z���•���������v���•�š�µ�����v�š�•�[�������•�]�Œ�����(�}�Œ���u�}�Œ�����}�‰���v��

communication. When they understand why things are done, they are more ready and willing to 

comply. In this case, discussing the responsibility that comes with autonomy and the potential risks of 

not keeping up when leeway is given may encourage students to remain engaged or acknowledge a 

personal need for structure, so long as the expression of that need is not met with judgement. 

On the topic of judgement, aside from a preference for structure among those students who 

preferred more traditional policies, there was also a trend of limited empathy and, often, superiority 
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and judgement among students who preferred traditional policies. This was particularly visible in 

�•�š�µ�����v�š�•�[�����}�u�u���v�š�•���Œ���o���š�������š�}���š�Z�������š�š���v�����v�����U�����������•�•�]���]�o�]�š�Ç�U�����v�����o���š�����Á�}�Œ�l���‰�}�o�]���]���•�X��Students who 

preferred Late Work Policy A and Attendance Policy A tended to include explanations that other 

students might need more flexible policies to get things done, but they always turn their work in on time 

or they always manage to get to class. Some went so far as to argue that Policy A is the only fair policy 

because w�Z�Ç���•�Z�}�µ�o�����}�š�Z���Œ���‰���}�‰�o�����������P�]�À���v���o�����Á���Ç���Á�Z���v���š�Z���Ç�����}�v�[�š���P���š���o�����Á���Ç���š�Z���u�•���o�À���•�M�� 

Interestingly, this ties into entitlement. Stamkou, van Kleef, and Homan found that, despite 

���v�š�]�š�o���u���v�š���^�‰�Œ�}�‰���o�€�]�v�P�•���]�v���]�À�]���µ���o�•���š�}�����Œ�����l���Œ�µ�o���•���š�}�����v�Z���v�������š�Z���]�Œ���•�š���š�µ�•�_���~�í�•�U�����v�š�]�š�o�������]�v���]�À�]���µ���o�•�����Œ����

�^�u�}�Œ�����o�]�l���o�Ç���š�}�������À�}�����š�����‰�µ�v�]�•�Z�u���v�š���}�(���v�}�Œ�u���À�]�}�o���š�}�Œ�•���~�^�š�µ���Ç���ï�•�_���~�ó�•�X���/�v���}�š�Z���Œ���Á�}�Œ���•�U�������•�‰�]�š�������v�š�]�š�o������

people expecting (or demanding) exceptions to rules for themselves, they are more likely to enforce the 

rules upon others to prevent those others from social advancement. In the case of these policies, a self-

�•���Œ�À�]�v�P�����]���•���Œ���]�v�(�}�Œ�����•���•�}�u�����•�š�µ�����v�š�•�[�������o�]���(���š�Z���š���š�Z���Ç���Á�}�µ�o�����Œ���o�]�����o�Ç�������Z���Œ�����š�}���š�Z�����‰�}�o�]���]���•���Á�Z�]�o����

entitlement pushes them to demand others be held to the same (possibly inflated) standard. In reality, 

the result of this mentality is an expectation of exception on the part of entitled students because, to 

their way of thinking, their need is unique and exceptional. It is this student who would ask for an 

extension, even with a late work policy that forbids them. The consequence of this is, ironically, that the 

same unfairness that worries these students is more likely to occur under stricter policies as entitled 

students will ask for (and often be granted �t see Castle; Hasinoff; Kruger) extensions or exceptions; 

however, those students who unquestioningly a���Z���Œ�����š�}���š�Z�����•�š���š�������‰�}�o�]���Ç���Á�}�v�[�š���������P�Œ���v�š�������š�Z�����•���u����

���o���u���v���Ç���~���������µ�•�����š�Z���Ç�����}�v�[�š�����Æ�‰�����š�����•�l�]�v�P���(�}�Œ���]�š���š�}�����������v���}�‰�š�]�}�v�•�X�� 

Relatedly, almost all of the students who expressed a preference for Accessibility Policy A, 

explained they made their selection because the policy did not apply to them and was shorter. 

Accessibility Policy B was longer because it discussed more specifics about the resources available; 

notably, how accessibility services are available even for temporary problems, like a broken limb or 
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concussion. A large component of the push for universal design in academia is the understanding that 

even people who are not currently disabled may easily become so �t temporarily or permanently. 

�^�š�µ�����v�š�•�[�������Œ�š���]�v�š�Ç���š�Z���š���š�Z���Ç�����}�v�[�š�����v�����Á�}�v�[�š���v���������š�Z�����]�v�(�}�Œ�u���š�]�}�v�����}�v�š���]�v�������]�v���š�Z�������������•�•�]���]�o�]�š�Ç���W�}�o�]���Ç��

is a form of optimism bias which may have detrimental effects.  

���Z���o�o���v�P�]�v�P���•�š�µ�����v�š�•�[�����]���•���•�����v�������•�•�µ�u�‰�š�]�}�v�•���]�•���}�(�š���v���v�������•�•���Œ�Ç���(�}�Œ���o�����Œ�v�]�v�P�X���/�v���š�Z���•���������•���•�U��

class discussions on entitlement, different types of bias, and the practical application of classroom policy 

may help lay the groundwork for more advanced critical thinking which would benefit students with 

their coursework (and their development �]�v�š�}���š�Z�����Œ�}�o�����}�(���^���������v�š���Z�µ�u���v�������]�v�P�_�•�X���d�Z�����^�u�Ç���•�]�š�µ���š�]�}�v���]�•��

���Æ�����‰�š�]�}�v���o�_���u���v�š���o�]�š�Ç���]�•���v�}�Œ�u���o�����v�����v���š�µ�Œ���o�U�����µ�š�����]�•���µ�•�•�]�v�P���]�š�����v�������Z���o�o���v�P�]�v�P���•�š�µ�����v�š�•���š�}���Œ�����}�P�v�]�Ì����

that everyone likely faces circumstances which feel exceptional to them may help challenge this 

entitlement. This discussion may be especially effective in first year composition courses where 

discussions of critical thinking and bias are standard practice in the context of research.  

On the other side of the metaphorical coin, while many students selected nontraditional policies 

because the policies benefitted them, very many others explained that they preferred nontraditional 

�‰�}�o�]���]���•�����������µ�•���U�����À���v���]�(���š�Z�����‰�}�o�]���Ç�����]���v�[�š�������v���(�]�š���š�Z���u���‰��rsonally, they knew other classmates who 

would need that type of support for success. These students expressed empathy and understanding in 

their comments. For example, a student explaining why they selected Participation Policy B wrote 

�^���o�š�Z�}�µ�P�Z���]�š���Á�}�µ�o���v�[�š���‰���Œ�•�}�v���o�o�Ç�����(�(�����š���u���U���]�š�[�•�����o�Á���Ç�•���v�]�������š�}���Z���À�����}�‰�š�]�}�v�•�����v�������o�•�}���(�}�Œ���}�š�Z���Œ�•���Á�Z�}��

���Œ���v�[�š�����•���À�}�����o�_���~�õ�ó�•�X���^�]�u�]�o���Œ���•���v�š�]�u���v�š�•���Á���Œ�������}�v�À���Ç�����������Œ�}�•�•���š�Z�����v�}�v�š�Œ�����]�š�]�}�v���o���‰�}�o�]���]���•�X�� 

Student reactions also tie into the importance of communication. On the one hand, students 

expressed appreciation, even of more traditional policies, when they were able to understand why the 

policy had been written as it was. While Slattery and Carlson encourage instructors to explain their 

rationale behind policies in the syllabus, this is a feature not often discussed when it comes to policy 

design. However, the potential impacts of this relatively simple effort are disproportionately large. 
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Researchers examining different policies came to this same conclusion independently of each other. 

Moore, for one, found that explaining to students why attendance was important resulted in 

significantly greater rates of attendance than did a traditional attendance policy. Hasinoff, for another, 

found that explaining the importance of turning work in on time was enough to encourage most 

students to turn things in on time without a late policy. Finally, Fischman found discussing the negative 

impacts of off-task computer use with students resulted in less off-task usage without a punitive 

electronics policy; this was particularly interesting since, without this explanation, even telling students 

that their computer use would be monitored did not reduce off-task usage (Kraushaar and Novak). 

Explanations help students feel like active participants in their learning. 

�d�Z�]�•���Œ���o���š���•���š�}�����µ�š�}�v�}�u�Ç�U�����P���]�v�X���^�š�µ�����v�š�•�����}�v�[�š�����‰�‰�Œ�����]���š�����Œ�µ�o���•���(�}�Œ���š�Z�����•���l�����}�(���Œ�µ�o���•���}�Œ���Œ�µ�o���•��

designed only (from their perspective) to reinforce a power imbalance. However, when the reasoning 

behind policies is explained and students have the opportunity to be involved in the discussion, they feel 

�u�}�Œ�����‰�}�•�]�š�]�À���o�Ç�X���&�}�Œ�����Æ���u�‰�o���U�������•�š�µ�����v�š�����Æ�‰�o���]�v�������š�Z���]�Œ���‰�Œ���(���Œ���v�������(�}�Œ�����o�����š�Œ�}�v�]���•���W�}�o�]���Ç�������•�š���š�]�v�P�U���^�/�š�[�•��

aski�v�P���•�š�µ�����v�š�•���š�}�����}���š�Z�]�•�Y���v�}�š���š���o�o�]�v�P���š�Z���u�X���/�(���Ç�}�µ���•�������Ç�}�µ�Œ���•�š�µ�����v�š�•�����•�������µ�o�š�•�U�����}�u�u�µ�v�]�����š�����Ç�}�µ�Œ��

want�•���š�}���š�Z���u�U���š�Œ�����š���š�Z���u���o�]�l�����‰�����Œ�•�_���~�^�µ�Œ�À���Ç���ñ�ï�ó�•�X���D�}�•�š�����}�o�o���P�����•�š�µ�����v�š�•���À���Œ�Ç���u�µ���Z���Á���v�š���š�}���������•�����v�����•��

the adults they are trying to become; by approaching students from that understanding, the class 

environment can be improved. To this end, instead of banning electronics outright, as a matter of 

course, discuss the roles electronics play in learning and attention. This is supported by Bayless, Clipson, 

���v�����t�]�o�•�}�v���Á�Z�}���(�}�µ�v�����š�Z���š���u�}�•�š���•�š�µ�����v�š�•���^�u���Ç���v�}�š���Z���À�����Œ�������]�À�������P�µ�]�����v�������}�v���Z�}�Á���š�}�����(�(�����š�]�À���o�Ç���µ�•����

the technol�}�P�Ç���]�v���š�Z�������o���•�•�Œ�}�}�u�_���~�í�î�ï�•�X���/�v�����v�������•���v�������}�(���P�µ�]�����v�������}�Œ�����Æ�‰�����š���š�]�}�v�U���•�š�µ�����v�š�•�����}���Á�Z���š���š�Z���Ç��

think is reasonable, so ask students what they feel is respectful and reasonable. This type of 

conversation builds rapport and can facilitate a policy which involves compromise on both sides and is 

more likely to be followed.  
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That being said, genuineness on the instructor�[�•���‰���Œ�š is also of vital importance for this type of 

learner-centered syllabus and class design to work. While most students interpreted the nontraditional 

policies here to mean the instructor cares about students and is understanding and reasonable, simply 

having the policies in the syllabus is not sufficient. Students would need to see the policies hold true in 

practice for trust and rapport to actually develop. Several students mentioned this in their comments. 

�K�v�����Á�Œ�}�š�����}�v���š�Z�������Æ�‰�����š���š�]�}�v�•���(�}�Œ���/�v�•�š�Œ�µ���š�}�Œ�•���W�}�o�]���Ç�U���(�}�Œ�����Æ���u�‰�o���U���^�/�����u���v�}�š���•�µ�Œ�������v�š�]�Œ���o�Ç�U�����µ�š�������š�������Z���Œ��

should do what they informed students they would do. It builds on trust and makes you work better as a 

�•�š�µ�����v�š�_���~�^�µ�Œ�À���Ç���ó�ô�•�X���K�š�Z���Œ�•���Z���������}�v�����Œ�v�•���š�Zat instructors would actually follow through on the 

promises these policies make. For example, a student wrote, �^�d�Z�]�•���•�����u�•���o�]�l�����������Œ�����u���‰�Œ�}�(���•�•�}�Œ�U�����µ�š��

�µ�v�Œ�����o���A�~�^���~�^�µ�Œ�À���Ç���ó�ò�•�X���K�š�Z���Œ�•�����Æ�‰�Œ���•�•�������š�Z���š���š�Z���Ç�����]�•�o�]�l�����]�v���}�v�•�]�•�š���v���Ç���]�v���‰�}�o�]���Ç���}�Œ���š�Z���š���^�š�������Z���Œ�•��������

�‰���š�š�Ç�_���~�^�µ�Œ�À���Ç���ð�ð�ð�•�U���}�Œ���š�Z���š���š�}�}���(�Œ�]���v���o�Ç���‰�Œ���•���v�š���š�]�}�v���]�v���‰�}�o�]���Ç���u���Ç���]�v���(�����š���•�]�P�v���o���‰�Œ���i�µ���]�������]�v���‰�Œ�����š�]�����X������

few others provided specific examples of instructors losing their trust; the student from Survey 154, for 

example, described being granted accommodations which were then ignored by their instructor. 

�^�š�µ�����v�š�•���]�P�v�}�Œ�����•�Ç�o�o�����]�����������µ�•�����š�Z���Ç�����}�v�[�š���•�������À���o�µ�����]�v���Œ�������]�v�P�����}�]�o���Œ�‰�o���š�����•�š���š���u���v�š�•���Á�Z�]���Z���u���Ç���v�}�š��

accurately reflect classroom practice.  

Even non-boilerplate policies may not interest students if their experiences have indicated that 

�]�v�•�š�Œ�µ���š�}�Œ�•�����}�v�[�š�����}���Á�Z���š���š�Z�����‰�}�o�]���]���•���•���Ç�X���^���À���Œ���o���•�š�µ�����v�š�•�����}�u�u���v�š�������š�Z���š�U���Á�Z�]�o�����š�Z�����‰�}�o�]���]���•�����‰�‰�����Œ��

great, they doubt the instructor would follow through. This was particularly true in responses to the 

Expectations of Instructor. Several students questioned how exactly the instructor could be held 

accountable; some even noted that they could say whatever they wanted, then do something 

completely different. However, the policies presented here intrigued students, and many mentioned 

�š�Z���u���P�]�À�]�v�P���^�Z�}�‰���_���~�^�µ�Œ�À���Ç�•���í�ñ�ð�U���î�î�ð�U���ð�ð�í�U���ð�ó�ð�U���(�}�Œ�����Æ���u�‰�o���•, but that hope is fragile. Students are 

often jaded, even at the start of university learning. They have had teachers-as-authority figures and 
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may not automatically trust an instructor who presents themselves as a colleague or guide instead, 

especially if this presentation has proven false before. 

Consequently, �]�š���]�•���v�������•�•���Œ�Ç���š�Z���š�����v���]�v�•�š�Œ�µ���š�}�Œ�[�•���‰�}�o�]���]���•���v�}�š���}�v�o�Ç���Œ���(�o�����š���š�Z���]�Œ���P���v�µ�]�v�����]�v�š���v�š�U��

���µ�š�����o�•�}���u���š���Z���š�Z�����]�v�•�š�Œ�µ���š�}�Œ�[�•���v�������•�X���/f instructors personalize their classroom policies in ways that 

support their needs and make clear the expectations upon students, the class environment shifts. As 

long as what is presented truly aligns with what is done in practice, students feel more connected and 

want to contribute to developing a more effective (and interesting) class experience. To that end, I 

encourage instructors to assess their policies and goals, then communicate those policies and goals 

thoroughly �Á�]�š�Z���•�š�µ�����v�š�•�X���^�š�µ�����v�š�•�����Œ�����o�����Œ�v�]�v�P���š�Z�����^���}�o�o���P�����•�š�µ�����v�š���Œ�}�o���U�_�����v�����u�}�Œ�����}�‰���v��

communication reinforces that development while building trust and (hopefully) engagement. 

7.4 Future Implementations 

I conducted my research in the first year composition classroom because it is the environment in 

which I have the most experience and because it is a field very open to pedagogical experimentation. 

Instructors in FYC have been experimenting with assignment design for decades, and my findings here 

indicate that experimentation can be taken further. Additionally, it may be time to experiment with 

policy as well. The gap in research I sought to fill involved the paucity of student perspective; research 

has shown the utility of multimodality for increasing engagement and developing transferable skills, but 

students have only rarely been consulted about what techniques or assignments best serve these 

functions. When it comes to policy, students have been consulted even more rarely. However, just as 

instructors have begun incorporating multimodality in the classroom, so too can policy begin to evolve.  

�/���Z���À�����•�Z�}�Á�v���Z���Œ�����š�Z���š���•�š�µ�����v�š�•�����‰�‰�Œ�����]���š���������]�v�P���]�v�À�}�o�À���������v�����š�Z���š���š�Z���Ç�����}�v�[�š���(�����o���š�Œ�����]�š�]�}�v���o��

policies best meet their needs (even as they acknowledge the reasonableness of those policies). It is my 

hope that this exploratory research can serve as a foundation for later studies testing the reliability of 

the findings and testing the validity of these results among more diverse samples. I do not believe 
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Georgia State University students are unique in their shifting needs, but administration of this research 

tool to a broader audience would verify this belief and provide an even greater basis for change. 

 Additionally, if the findings of this research can be validated, I hope to then see them 

implemented in course design. It would be wonderful to see research into the success or failure of these 

policies and assignment designs in practice. While these findings of student preferences in the 

hypothetical are worthwhile, I do wonder if student preference would remain consistent in practice. 

Applied research in the FYC classroom, implementing the nontraditional policies from this study, would 

allow for practical experimentation into whether or not student perception aligns with student action: 

do students respond to the realities of cooperative policies and autonomy as they believe they would. 

To determine this, I hope to eventually see (and be involved in) more quantitative and mixed methods 

research exploring the concrete impacts of these policies and assignment designs upon student success.  

Another specific area of future research would be the implications of stacked nontraditionality. 

The most common demographic to have an interaction approaching statistical significance with policies 

�Á���•���•�š�µ�����v�š�•�[���v���š�]�À�����o���v�P�µ���P���X���^�‰�����]�(�]�����o�o�Ç�U���•�š�µ�����v�š�•���Á�]�š�Z���^�‰���v�]�•�Z�����•�������v���š�]�À�����o���v�P�µ���P�����Á���Œ�������}�v�•�]�•�š���v�š�o�Ç��

more likely than other demographic groups to prefer the test policies, in one case even approaching 

100% preference. This is likely the result of intersecting demographics; students with Spanish as a native 

language were more likely to work, more likely to work more hours than other groups, and more likely 

to live off campus than any other language group. 90% of students who identified Spanish as their native 

language were also attending school full time. All these factors combine to paint a picture of the time 

demands these students must balance. It is understandable that they see the personal benefit in having 

policies which are flexible and work together to provide them the ability to occasionally miss class 

without sacrificing participation or learning and without punishing that nonattendance.  

�Z���•�����Œ���Z���š���v���•���š�}���o�}�}�l�����š���•�š�µ�����v�š�•�����•���^�š�Œ�����]�š�]�}�v���o�_���}�Œ���^�v�}�v�š�Œ�����]�š�]�}�v���o�U�_�����µ�š���•�š�µ�����v�š�•�������v��������

nontraditional in a variety of ways and may be multiple classifications of nontraditional at the same 
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time. The results of this specific subgroup, which happens to compound types of nontraditional more 

�š�Z���v���}�š�Z���Œ���•�µ���P�Œ�}�µ�‰�•�U���]�v���]�����š�����š�Z�����u�}�Œ�����v�}�v�š�Œ�����]�š�]�}�v���o�������•�š�µ�����v�š�[�•���•�]�š�µ���š�]�}�v���]�•�U���š�Z�����u�}�Œ�����o�]�l���o�Ç���]�š���]�•���š�Z����

student might need flexible policies. However, again, this is mere observation based on this one sample. 

A study with more comprehensive demographic analysis and more advanced means of statistical 

analysis would be necessary to come to conclusions or make supported assertions. 

When it comes to the implementation of this research in more diverse settings, there are some 

specific areas into which a revised version of this survey could be successfully expanded. For example, I 

would like to continue this research into first year composition programs at other universities and 

administer it in first year composition courses of other modalities (such as hybrid or online courses). It is 

probable that the results of this study are generalizable, but only expanded administration will 

determine this definitively. 

Once the findings of first year composition settings are well understood (or even concurrently), 

this survey can be replicated toward different ends. A benefit of administering this study in first year 

composition was that my sample was comprised of students from many majors (with the potential of 

including all majors). While there were minor shifts in preference between majors, all of these students 

were responding to questions in context of a first year composition syllabus. Additional research could 

assess classroom policy and assignment design potentialities for other subjects and more advanced 

courses. �,�}�Á���À���Œ�U���]�š�����}�µ�o�����v�}�š���������������}�‰�Ç�l�‰���•�š�����Œ���‰�o�]�����š�]�}�v�V���š�Z�����•�µ�Œ�À���Ç�[�•�����}�v�š���v�š���Á�}�µ�o�����v���������š�}��������

revised to better align with the courses and students being assessed. I began with first year composition 

���������µ�•�����]�š�[�•���u�Ç���•�µ���i�����š���•�‰�����]���o�š�Ç�U���]�•���‰�Œ�����}�u�]�v���v�š�o�Ç���‰�}�‰�µ�o���š���������Ç���(�]�Œ�•�š�����v�����•�����}�v�����Ç�����Œ���•�š�µ�����v�š�•�U�����v�����Z���•��

the most diverse student body. Combined, this provided a really strong starting point for this 

comprehensive type of research. While replication of this study for these individual criteria would be 

nearly one-to-one, administration of this study in other subjects or more advanced courses will require 

practical adjustments.  
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For example, a lenient late work policy in first year composition may be more functional than 

one in a math or science course where earlier content needs to be fully grasped for later content to 

make sense. Consequently, the survey would need to be revised to match subject-specific needs. That 

said, many of those adjustments would be minor with this existing survey to serve as a template. 

Further, seeing if or how student perceptions change among different subjects would provide a more 

holistic view of the role of policy and assignment design in academia.   

In implementing this research in more advanced classes, it would be interesting to see if 

students would prefer brief syllabi which primarily focus on instructor-specific quirks and assume 

�•�š�µ�����v�š�•���Z���À�������������•�����µ�v�����Œ�•�š���v���]�v�P���}�(���š�Z���]�Œ���^���}�o�o���P�����•�š�µ�����v�š���Œ�}�o���_ and the more standard policies of 

their university or major. Students in advanced classes are more likely to have some base understanding 

of what it is to be a college student and may find many of the policies that should be spelled out in first 

year classes to be redundant in third or fourth year. However, they may also prefer the stability of 

having the reference material available. This research should probably happen later since changes in the 

syllabus design and implementation of lower-level classes are likely to have impacts upon the needs and 

expectations of students as they matriculate.   

A final area of future research I hope to see would be the development of a class resource 

beyond this survey. It is my hope that the findings of this research into policy and assignment design 

(and replications of this study) combined with findings from research into syllabus design and universal 

design lead to the development of a full syllabus or course workbook. Such a resource (physical or 

digital) could change how students interact with their courses. Instead of considering the syllabus to be 

a separate, ignorable document which adds burden without support, a course workbook designed with 

student learning needs in mind may build rapport, facilitate memory, and increase engagement with 

material (including policy). However, to be successful, more connected research into the overlapping 

aspects of learning, product design, pedagogy, and the syllabus would be necessary.   
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7.5 Conclusions 

My findings suggest nontraditional assignment designs and nontraditional classroom policies 

which emphasize communication, cooperation, and student autonomy build a rapport between 

students and instructors which achieve the results that traditional assignment designs and policies aim 

for but fail to meet. Students desire autonomy and respect; by treating students as active participants in 

learning, they feel more control and behave accordingly. By drawing from research into accessibility, 

universal design, multimodal pedagogy, and first year composition, it is possible to begin revising 

assignment designs and classroom policy to better meet the needs of our evolving student body. 

Achieving this will require instructors to reevaluate the role and structure of the syllabus in their 

courses to develop assignments and policies which provide students the opportunity to stand on their 

own while providing the support necessary to guide them to success. In practice, different instructors 

will need to adjust their assignment designs and policies in line with their teaching philosophy, personal 

needs, and pedagogical approach. This type of redesign is a massive undertaking, but it would also have 

massive impacts upon student engagement, goodwill, and achievement. 

�K�v�����•�š�µ�����v�š�[�•�����}�u�u���v�š�������u�}�v�•�š�Œ���š���•���Á�Z�Ç���š�Z�]�•��type of undertaking is important. They wrote, 

�^�€�š�Z����nontraditional �]�v�•�š�Œ�µ���š�}�Œ���]�•�•���Œ���•�‰�}�v�•�]���o���U�����v�����/���Á�}�µ�o�����š�Œ�µ�•�š���š�Z���u���Z���v���o�]�v�P���u�Ç���P�Œ�������_���~�^�µ�Œ�À���Ç���í�ò�í�•�X��

�&�]�Œ�•�š���Ç�����Œ���•�š�µ�����v�š�•�����Œ�����]�v�������‰�}�•�]�š�]�}�v���}�(���À�µ�o�v���Œ�����]�o�]�š�Ç�U���•�š�]�o�o���o�����Œ�v�]�v�P���š�Z�����^���}�o�o���P�����•�š�µ�����v�š���Œ�}�o���_���~���}�o�o�]���Œ�����v����

Morgan). Students begin every class with uncertainty and some level of trust; the more students feel 

that trust is betrayed, the less they engage. The more students feel respected and perceive their 

instructor as someone trustworthy and deserving of respect, the less they need punitive policies to 

guide their behavior. First year composition is, for many students, the first reinforcement or the first 

erosion of that trust. While traditional policies are generally reasonable and functional, this survey 

�]�v���]�����š���•���š�Z���š���š�Z���š�[�•�����o�o���š�Z���Ç�����Œ���X�����Ç���Œ���À�]�•�]�v�P���‰�}�o�]���]���•�����v�������}�u�u�µ�v�]�����š�]�v�P���u�}�Œ�����P���v�µ�]�v���o�Ç���Á�]�š�Z���}�µ�Œ��

students, it is possible we can have stronger, more positive impacts on their academic careers.  
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To conclude, if this research has shown me one thing, it is that these policies, their development 

and their implementation, are all connected. Research often looks at policies in isolation, but this 

provides only a limited view. With this limited view often comes limited implementation. Going forward, 

it is my hope that more research will explore the interconnectedness of classroom policies, assignment 

design, and, eventually, syllabus design more holistically. For now, however, I encourage instructors to 

consider the role syllabus content plays in building relationships with students that foster engagement, 

collaboration, and success. With attention and intent, perhaps first year composition can shift towards a 

tradition of collaboration and effectiveness rather than one of discontent and complaint.   
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APPENDICES  

Appendix A 

Survey of Student Perceptions of Classroom Policy and Assignment Design 

Researcher: Alina Thurman 
Affiliation: Georgia State University 

Instructions:  
 

Thank you for taking the time to complete this survey! Your participation in this survey is entirely 
�À�}�o�µ�v�š���Œ�Ç�����v�����Ç�}�µ�����Œ�����Á���o���}�u�����š�}���������]�������v�}�š���š�}���‰���Œ�š�]���]�‰���š�������š�����v�Ç���š�]�u���U�����À���v���]�(���Ç�}�µ�[�À�������o�Œ�������Ç�������P�µ�v�X��
Your participation is also completely anonymous. Plea�•�������}�v�[�š���Á�Œ�]�š�����Ç�}�µ�Œ���v���u�������v�Ç�Á�Z���Œ�����]�v���š�Z�����‰�����l���š�X��
Please do be genuine in your responses to the questions. I know this packet looks like a lot, but it should 
take less than 30 minutes to complete. Initially, I ask several demographic questions; these are purely so 
I can look at information from multiple perspectives. The majority of this survey is designed with 
multiple choice, Likert scale questions (questions asking how much you agree with a statement). The 
analysis questions will ask your thoughts about classroom policies and how you feel about potential 
assignments for a hypothetical first year composition class. These open-ended questions ask for you to 
state any comments or observations you have about sections or to explain why you have made 
preferential choices (such as why you would prefer one policy over another). When answering these 
questions, please be sure to explain beyond ease or difficulty. If you choose something because you 
think it will be easier for you, please explore why that would be the case. I look forward to seeing your 
perspectives and welcome your input! 

 
When responding to questions, please circle your chosen answers unless otherwise directed. Do also 
feel free to make any notes or comments you want anywhere on the packet. There are some questions 
that specifically ask if you have opinions or comments; however, you can write anywhere in the packet 
as well. Thank you for your participation! 

 
If you choose not to participate in this survey, you are welcome to doodle on your packet instead of 
answering the questions while you wait for your classmates to finish.  

 
If you have any questions or concerns, please contact Dr. Ashley Holmes (AHolmes@gsu.edu) or Alina 
Thurman (AThurman5@gsu.edu). 

 
Please check an option:  

I consent to participate in this anonymous survey and acknowledge that I can revoke consent and 
decline to participate at any time. 
I do not consent to participate in this anonymous survey.  

 
Students must be 18 or older to participate in this study. Please check an option:  

I am 18 years of age or older.  
I am not 18 years of age or older.  
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Demographic Questions: 

1. Year of undergraduate study  
�x First Year 
�x Second Year 
�x Third Year 
�x Fourth Year 
�x Fifth or higher year 

 
2. Major/Program of Study (Short Answer): ______________ 

 
3. While you are taking classes, where do you reside?  

�x I live on campus 
�x I live off campus/Commuter 

 
4. What is your attendance status? 

�x Part-time student 
�x Full-time student 

 
5. What is your first language/mother tongue? (Short Answer) _______________  

 
6. If you identify as having a disability, which of the following categories does your disability fall 

under? (Circle all that apply) 
�x Physical (blind, deaf, mobility limitation, etc.) 
�x Learning or Cognitive (dyslexia, dyscalculia, ADHD, etc.) 
�x Psychological (Bipolar, DID, OCD, etc.) 
�x I prefer not to say or Not Applicable 

 
7. Are you working? (Including jobs, internships, and work study) 

�x Yes, 40 or more hours a week 
�x Yes, Between 30-39 hours a week 
�x Yes, 20-29 hours a week 
�x Yes, fewer than 20 hours a week 
�x No 

 
8. Do you have children? 

�x Yes 
�x No 
�x Prefer not to say 

 
9. How many credit hours are you enrolled in? 

�x Under 12 
�x 12-13 
�x 14-16 
�x More than 16 
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10. How much time do you expect to devote to a Freshman Composition class? 
�x Less than 7 hours a week (Less than 1 hour a day) 
�x Between 7-10.5 hours a week ( 1-1.5 hours a day) 
�x More than 10.5 hours a week (More than an hour and a half a day) 

 
11. What is your age group? 

�x Under 18 
�x 18-24 
�x 25-29 
�x 30-34 
�x 35-39 
�x 40+ 

 
12. Which of the following best describes you?  

�x Asian or Pacific Islander 
�x Black or African American 
�x Hispanic or Latino 
�x Native American or Alaskan Native 
�x White or Caucasian 
�x Multiracial or Biracial 
�x A race/ethnicity not listed here 
�x Prefer Not to Answer 

 
13. To which gender identity do you most identify? 

�x Female 
�x Male  
�x Transgender Female 
�x Transgender Male 
�x Gender Variant/Non-Conforming 
�x Not Listed: __________________ 
�x Prefer Not to Answer 
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Analysis Questions 
General Syllabus Structure Questions 

1. Having an index or table of contents at the front of the syllabus would help me navigate the 
document better. 

a. Strongly disagree 
b. Disagree 
c. Neutral 
d. Agree 
e. Strongly agree 

2. Having quick links to often-used resources available on the web-�À���Œ�•�]�}�v���}�(���š�Z�����•�Ç�o�o�����µ�•�Y�� 
a. Makes it a lot harder to use the syllabus 
b. Makes it a little harder to use the syllabus 
c. Has no impact at all on my ability to use the syllabus 
d. Is a little helpful for using the syllabus 
e. Is very helpful for using the syllabus 

3. Having a complete course schedule in the syllabus on the first day of class is useful to me.  
a. Strongly disagree 
b. Disagree 
c. Neutral 
d. Agree 
e. Strongly agree 

4. Sections I think should absolutely be in a syllabus include: (Circle all that apply) 
a. Index 
b. What is a syllabus? 
c. How do I use a syllabus? 
d. Course Overview 
e. Course Resources 
f. Course Objectives 
g. ���•�•�]�P�v�u���v�š�•�[���Á���]�P�Z�š�•�l�'�Œ�����]�v�P���]�v�(�}�Œ�u���š�]�}�v 
h. Overviews of all major assignments 
i. Classroom policies (Circle all that apply) 

i. Course Access (Technology Policy) 
ii. Attendance Policy 
iii. Accessibility Statement 
iv. Community Statement 
v. Missed and Late Work Policy 
vi. Office Hours 
vii. Use of Electronics in Class Policy 
viii. Food and Drink Policy 
ix. Communication with Instructor Policy 

j. Expectations of Students 
k. Expectations of Instructor 
l. School and Departmental Policies 
m. A list of links to helpful university resources and departments 
n. Course schedule 
o. Other: (list any additional components you wish to see in a syllabus)   
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Look at this Assignments and Grading section of a sample syllabus: 
 
Definition of Letter Grades for Final Semester Grade: 

Grade Numerical Equivalent Grade Point 
A 900-1000 Points 4 
B 800-899 Points 3 
C 700-799 Points 2 
D  650-699 Points 1 
F 000-649 Points 0 

 
 
���•�•�]�P�v�u���v�š�•�[���t���]�P�Z�š�W 

�'�Œ�����]�v�P�����Œ�]�š���Œ�]�� �d�}�š���o���W�}�]�v�š�•��
�W�}�•�•�]���o���� 

�'�Œ���������t���]�P�Z�š 

�W���Œ�Ÿ���]�‰���Ÿ�}�v �ð�ì�ì���W�}�]�v�š�• �ð�ì�9 
���•�•�]�P�v�u���v�š���í �í�ì�ì���W�}�]�v�š�• �í�ì�9 
���•�•�]�P�v�u���v�š���î �î�ì�ì���W�}�]�v�š�• �î�ì�9 
���•�•�]�P�v�u���v�š���ï �î�ì�ì���W�}�]�v�š�• �î�ì�9 
���•�•�]�P�v�u���v�š���ð �í�ì�ì���W�}�]�v�š�• �í�ì�9 
�d�}�š���o �í�ì�ì�ì���W�}�]�v�š�• �í�ì�ì�9 

  
 

5. The pie chart helps me understand and visualize the weight of the assignments. 
�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
6. I think it is important to have multiple ways to understand assignment grades. 

�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
Observations and/or comments on this section 
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Assignment Structure Questions 

Look at these assignment overviews for 4 main assignments from a sample syllabus: 

  

Assignment 1 �tNarrative Assignment 
 

The purpose of this narrative assignment is to teach interviewing techniques and to practice 
developing rhetoric skills to craft a compelling narrative through a human interest story. This 
assignment will span weeks 2-5 of our course. 

 

Goal: 3-4 page written narrative-�����•�������Z�µ�u���v���]�v�š���Œ���•�š���•�š�}�Œ�Ç���}�(���•�}�u���}�v���[�•���o�]�(�����(�}�Œ�u���š�š�������]�v�������Á���Ç���š�}��
facilitate publication in a newspaper. 
 

Requirements in Brief:  
- Draft interview questions 
- Interview someone who has achieved something in their life that you think should be more 

widely known or shared (feel free to run ideas and questions by me) 
- Use information from that interview to write a human-interest piece of 3-4 pages 

Assignment 2 �tPrimary Research Assignment 
 

In assignment 1, you interviewed one person. This assignment will build on those skills and use them 

differently. Primary research involves getting information the hard way �t yourself. With this project, 

we will ask research questions and look into their answers using primary research (surveying and 

interviewing). Note: This is an introductory level research project, the focus is on doing new things, 

not necessarily getting groundbreaking amazing results �t ���}�v�[�š���•�š�Œ���•�•�������}�µ�š���š�Z�����u���š�Z�X 
 

Goal: A 3-4 page research report outlining a research question, a hypothesis, a research plan, the 

execution of that research plan, and an explanation of the found results. 
 

Requirements in Brief: 

- Draft a research plan  

- Implement the research plan 

- Process the results (Were there any big trends? Anything graph-able or noteworthy?) 
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Assignment 3 �t Argumentation Assignment 

This project will involve exploring some research question (I recommend it be connected to 

���•�•�]�P�v�u���v�š���î�[�•���Œ���•�����Œ���Z���‹�µ���•�š�]�}�v���(�}�Œ�����}�v�À���v�]���v�����U���š�Z�}�µ�P�Z���(�����o���(�Œ�������š�}���•�š���Œ�š���(�Œ���•�Z�•�X���h�•�]�v�P���•�����}�v�����Œ�Ç�U��

�����������u�]�����Œ���•�����Œ���Z�U���Á���[�o�o�������À���o�}�‰���d�}�µ�o�u�]�v�����Œ�P�µ�u���v�š�•�������}�µ�š���•�}�u�����•�‰ecific issue. For example, in 

Assignment 2, did you ask a number of students about the availability (or lack thereof) of housing 

opportunities off campus? What sorts of positions could you research from what you found out? 

Goal: a 4-6 page essay constructed in a Toulmin style, making a clear and concise argument 

for or against some research question. 

Requirements in Brief: 

- Research your Research Question 

- Refine research question into an arguable stance (a thesis statement) 

- Back up your stance with evidence from 3-�ñ�������������u�]�����•�}�µ�Œ�����•���~�t���[�o�o���P�}���}�À���Œ�����������•�•�]�v�P�����v����

using research databases in class) 

- Write a Toulmin-style essay arguing your point 

Assignment 4 �t Fairytale Rewrite Assignment  

���Z���v�����•�����Œ�������o�o���•�š�µ�����v�š�•���Z���À�����Z�����Œ���U���Œ�������U���}�Œ���Á���š���Z�����������(���]�Œ�Ç�š���o���������(�}�Œ���X���d�Z���Ç�[�Œ����all over the 

place, and they serve a variety of functions �t not the least of which is entertainment value. For this 

���•�•�]�P�v�u���v�š�U���Á���[�o�o���o�}�}�l�����š���l���Ç�����o���u���v�š�•���}�(���(���]�Œ�Ç�š���o���•�����v�����š�Z�����(�����š�µ�Œ���•���}�(���š�Z���u���Á�Z�]���Z���u���l�����š�Z���u���•�}��

popular and adaptable. Choose a fairytale, then, recreate it with your own spin! The story should be 

recognizable, yet unique. An example of how this should work: how Cinderella Story is a 

recognizable retelling of Cinderella but is still a wholly unique story. Examples of how it should not 

�Á�}�Œ�l�W���Z�}�Á�����]�•�v���Ç�[�•���o�]�À��-action Cinderella is almost exactly a copy of the animated Cinderella or how 

Lion King is technically a retelling of Hamlet�U�����µ�š���]�š�[�•���µ�v�Œ�����}�P�v�]�Ì�����o���X�� 

Goal: Recreate one of the fairytale options into a story of your own (3-5 pages) which still 

has recognizable elements of the original.  

Requirements in Brief: 

- Read the original 

- Note the important details (key characters, symbols, plot points) 

- Brainstorm how to twist or recreate the fairytale (point of view, time period, location, 

symbols substitution, etc.) 

- Write a 3-5 page new version of the story 
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7. There is enough information about the assignments for me to make a comfortable decision 
about the workload of this class.  

�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
8. I feel comfortable with my ability to complete the four major writing assignments listed. 

�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
9. I would need some form of accommodation (a deadline extension, the option of an oral 

presentation, or extra assistance from the instructor or tutors for example) to complete these 
major writing assignments. 

�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
10. Which of the following best matches your feelings about these assignments? 

�x �/�����}�v�[�š���š�Z�]�v�l���/���Á�}�µ�o�����������•�µ�������•�•�(�µ�o�����}�u�‰�o���š�]�v�P���š�Z���•�������•�•�]�P�v�u���v�š�•�X 
�x I think I could pass these assignments, but I have concerns. 
�x I know I could pass these assignments, but I would need clarification and more 

information from the teacher or assignment guidelines first. 
�x �/���l�v�}�Á���/�����}�µ�o�����‰���•�•���š�Z���•�������•�•�]�P�v�u���v�š�•�V���/�����}�v�[�š���š�Z�]�v�l���/�[�����v���������(�µ�Œ�š�Z���Œ���]�v�(�}�Œ�u���š�]�}�v�������}�µ�š��

the assignment. 
 

11. How do you feel about the amount of information about each Assignment in the syllabus?  
�x I wish there were a lot more information about each assignment. 
�x I wish there were a bit more information about each assignment. 
�x �d�Z���Œ���[�•���i�µ�•�š�����v�}�µ�P�Z���]�v�(�}�Œ�u���š�]�}�v���(�}�Œ���������Z�����•�•�]�P�v�u���v�š�X 
�x �d�Z���Œ���[�•�������o�]�š�š�o�����u�}�Œ�����]�v�(�}�Œ�u���š�]�}�v���š�Z���v���/���v���������(�}�Œ���������Z�����•�•�]�P�v�u���v�š�X 
�x �d�Z���Œ���[�•���Á���Ç���š�}�}���u�µ���Z���]�v�(�}�Œ�u���š�]�}�v�������}�µ�š���������Z�����•�•�]�P�v�u���v�š�X 

 
Observations and/or comments on this section: 
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Look at these assignment overviews for 4 multimodal main assignments from a sample syllabus: 

  

Assignment 1 �tMultimodal Narrative Assignment 

The purpose of this narrative assignment is to teach interviewing techniques and to practice 
developing rhetoric skills to craft a compelling narrative through a human interest story. This 
assignment will span weeks 2-5 of our course. 

Goal: 3-4 minute YouTube video or visual blog post sharing an audio/visual narrative-based 

�Z�µ�u���v���]�v�š���Œ���•�š���•�š�}�Œ�Ç���}�(���•�}�u���}�v���[�•���o�]�(���U���(�}�Œ�u���š�š�������š�}���(�����]�o�]�š���š�����‰�µ���o�]�����š�]�}�v���}�v�������Á�����•�]�š���X�� 

Requirements in Brief: 

- Draft interview questions 

- Interview someone who has achieved something in their life that you think should be more 

widely known or shared (feel free to run ideas by me) 

- Using video or images, edit your material into a 3-4 minute video showing a clear story and 

purpose 

- Upload your finished product to iCollege/D2L 

Assignment 2 �tMultimodal Primary Research Assignment 

In assignment 1, you interviewed one person. This assignment will build on those skills and 

use them differently. Primary research involves getting information the hard way �t yourself. With this 

project, we will ask research questions and look into their answers using primary research (surveying 

and interviewing). Note: This is an introductory level research project, the focus is on doing new 

things, not necessarily getting groundbreaking amazing results �t ���}�v�[�š���•�š�Œ���•�•�������}�µ�š���š�Z�����u���š�Z�X 

Goal: A 3-5 minute news report-style clip outlining a research question, a hypothesis, a 

research plan, the execution of that research plan, and an explanation of the found results. 

Requirements in Brief: 

- Draft a research plan  

- Implement the research plan 

- Process the results (Were there any big trends? Anything graph-able or noteworthy?) 

- Make your presentable product! (video editing and voice-overing time!) 
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Assignment 4 �t Multimodal Fairytale Rewrite Assignment  

���Z���v�����•�����Œ�������o�o���•�š�µ�����v�š�•���Z���À�����Z�����Œ���U���Œ�������U���}�Œ���Á���š���Z�����������(���]�Œ�Ç�š���o���������(�}�Œ���X���d�Z���Ç�[�Œ����all over the 

place, and they serve a variety of functions �t not the least of which is entertainment value. For this 

���•�•�]�P�v�u���v�š�U���Á���[�o�o���o�}�}�l�����š���l���Ç�����o���u���v�š�•���}�(���(���]�Œ�Ç�š���o���•�����v�����š�Z�����(�����š�µ�Œ���•���}�(���š�Z���u���Á�Z�]���Z���u���l�����š�Z���u���•�}��

popular and adaptable. Choose a fairytale, then, recreate it with your own spin! The story should be 

recognizable, yet unique. An example of how this should work: how Cinderella Story is a recognizable 

retelling of Cinderella but is still a wholly unique story. Examples of how it should not work: how 

���]�•�v���Ç�[�•���o�]�À��-action Cinderella is almost exactly a copy of the animated Cinderella or how Lion King is 

technically a retelling of Hamlet�U�����µ�š���]�š�[�•���µ�v�Œ�����}�P�v�]�Ì�����o���X�� 

Goal: Recreate one of the fairytale options into a story of your own which still has 

recognizable elements of the original, visual story style! 

Requirements in Brief: 

- Read the original 

- Note the important details (key characters, symbols, plot points) 

- Brainstorm how to twist or recreate the fairytale (point of view, time period, location, 

symbols substitution, etc.) 

- Draw, paint, or color (physically or digitally) a comic book of your own version of the story. 

 

Assignment 3 �t Multimodal Argumentation Assignment 

This project will involve exploring some research question (I recommend it be connected to 

���•�•�]�P�v�u���v�š���î�[�•���Œ���•�����Œ���Z���‹�µ���•�š�]�}�v���(�}�Œ�����}�v�À���v�]���v�����U���š�Z�}�µ�P�Z���(�����o���(�Œ�������š�}���•�š���Œ�š���(�Œ���•�Z�•�X���h�•�]�v�P���•�����}�v�����Œ�Ç�U��

�����������u�]�����Œ���•�����Œ���Z�U���Á���[�o�o�������À���o�}�‰���d�}�µ�o�u�]�v�����Œ�P�µ�u���v�š�•�������}�µ�š���•�}�u�����•�‰ecific issue. For example, in 

Assignment 2, did you ask a number of students about the availability (or lack thereof) of housing 

opportunities off campus? What sorts of positions could you research from what you found out? 

Goal: A poster presentation outlining your findings in a Toulmin-style structure, making a 

clear and concise argument. 

Requirements in Brief: 

- Research your Research Question 

- Refine research question into an arguable stance 

- Back up your stance with evidence from 3-�ñ�������������u�]�����•�}�µ�Œ�����•���~�t���[�o�o���P�}���}�À���Œ�����������•�•�]�v�P�����v����

using research databases in class.) 

- Create a poster presentation outlining your Toulmin-style argument and findings 

- Record a brief presentation (audio only is fine) to go with your poster �t think of the most 

common questions a viewer of your poster might ask and address them. 
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12. There is enough information about the assignments for me to make a comfortable decision about 
the workload of this class.  
�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

13. I feel comfortable with my ability to complete the four major alternative assignments listed. 
�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

14. I would need some form of accommodation (a deadline extension or extra assistance from the 
instructor or tutors for example) to complete these major alternative assignments. 
�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

15. Which of the following best matches your feelings about these assignments? 
�x �/�����}�v�[�š���š�Z�]�v�l���/���Á�}�µ�o�����������•�µ�������•�•�(�µ�o�����}�u�‰�o���š�]�v�P���š�Z���•�������•�•�]�P�v�u���v�š�•�X 
�x I think I could pass these assignments, but I have concerns. 
�x I know I could pass these assignments, but I would need clarification and more information 

from the teacher or assignment guidelines first. 
�x �/���l�v�}�Á���/�����}�µ�o�����‰���•�•���š�Z���•�������•�•�]�P�v�u���v�š�•�V���/�����}�v�[�š���š�Z�]�v�l���/�[�����v���������(�µ�Œ�š�Z���Œ���]�v�(�}�Œ�u���š�]�}�v�������}�µ�š���š�Z����

assignment. 
16. How do you feel about the amount of information about each assignment?  

�x I wish there were a lot more information about each assignment. 
�x I wish there were a bit more information about each assignment. 
�x �d�Z���Œ���[�•���i�µ�•�š�����v�}�µ�P�Z���]�v�(�}�Œ�u���š�]�}�v���(�}�Œ���������Z�����•�•�]�P�v�u���v�š�X�� 
�x �d�Z���Œ���[�•�������o�]�š�š�o�����u�}�Œ�����]�v�(�}�Œ�u���š�]�}�v���š�Z���v���/���v���������(�}�Œ���������Z�����•�•�]�P�v�u���v�š�X 
�x �d�Z���Œ���[�•���Á���Ç���š�}�}���u�µ���Z���]�v�(�}�Œ�u���š�]�}�v�������}�µ�š���������Z�����•�•�]�P�v�u���v�š�X 

17. �/���š�Z�]�v�l�Y 
�x The written assignments are the most appropriate for a First Year Composition Class, the 

multimodal assignments should not be an option.  
�x The multimodal assignments are the most appropriate for a First Year Composition Class, the 

written assignments should not be an option. 
�x Students should not be given an option between assignment types, but either assignment 

type would be fine.   
�x Students should be given an option between the multimodal and written assignment for each 

assignment.   
�x Other: _______________________________________________________________ 
Why do you feel this way?  
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Policy Questions 

Compare these Two Attendance Policies from sample syllabi: 
 

 
 

18. This policy is reasonable. 
�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
19. I am confident that I would be able to follow this attendance policy without requesting 

exceptions from the instructor.  
�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
Observations and/or comments on this section: 

 
 
 

Attendance Policy A: 

Different instructors will have different attendance policies �t always familiarize 

�Ç�}�µ�Œ�•���o�(���Á�]�š�Z���Ç�}�µ�Œ���]�v�•�š�Œ�µ���š�}�Œ�[�•�����Æ�‰�����š���š�]�}�v�•�X���D�Ç�����š�š���v�����v�������‰�}�o�]���Ç�����o�]�P�v�•���Á�]�š�Z���š�Z���š��

recommended by the university; the best way to learn is to participate in class, so your 

attendance is expected.  

- A grade of W will be assigned when students fail to attend 10% or more of any class 

meetings prior to the midpoint of the term; a grade of WF will be assigned when 

students fail to attend 10% or more of any class meetings after the midpoint.  

- If you must miss class for an emergency or a university-sponsored activity, you will be 

able to make up any missed major assignments; however, you must reach out to me 

through email prior to your absence to make necessary arrangements. Missed in-

class participation opportunities cannot be made up.  
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20. This policy is reasonable. 
�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
21. I am confident that I would be able to follow this attendance policy without requesting 

exceptions from the instructor.  
�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
22. I prefer 

�x Attendance Policy A 
�x Attendance Policy B 

Why do you prefer your chosen policy? 
 

 
Observations and/or comments on this section: 

Attendance Policy B: 

Different instructors will have different attendance policies �t always familiarize yourself with 

�Ç�}�µ�Œ���]�v�•�š�Œ�µ���š�}�Œ�[�•�����Æ�‰�����š���š�]�}�v�•�X���,���Œ�������Œ�����u�]�v���W 

�x �/���š�Z�]�v�l���Á���[�Œ�������o�o�������µ�o�š�•�������‰�����o�����}�(���u���v���P�]�v�P���}�µ�Œ���š�]�u�������v�����š���•�l�•�X���/�����o�Á���Ç�•���Z�}�‰�����u�Ç���•�š�µ�����v�š�•�����Œ����

able and willing to attend synchronous classes, but I also understand things happen.  

�x �/�����}�v�[�š���Z���À���������•�š�Œ�]���š�����š�š���v�����v�������‰�}�o�]���Ç�V��however, remember the importance of participation 

to your grade!  

�x A student who never attends class will have a hard time participating sufficiently to earn full 

credit in that expectation.  

�x If something comes up and your ability to attend class is impacted, email me or come to 

office hours to let me know. I am happy to work with you, but I need to know you need me 

to do so. 
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Compare these Two Participation Policies from sample syllabi: 

 

 

23. I like that participation is the largest component of the course weight. 
�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

Why do you feel this way? 

 
 

24. This policy is reasonable. 
�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
25. I am confident that I would be able to earn at least 400 points of participation credit by the end 

of the semester while following this policy.  
�x I strongly disagree, I would definitely not be able to all the points by following this 

policy.  
�x I disagree, I would struggle to earn even 75% credit according to this policy  
�x I am neutral, I could succeed with just about any participation policy 
�x I agree, I would be able to earn all the points, but it might take significant effort 
�x I strongly agree, I would have no trouble at all earning at least 400 points following this 

policy 
 

Participation Policy A: 
40% of your overall grade �t 30 points available 
a week  
Because participation is a huge component of 
how our brains process information, I place a 
�o�}�š���}�(���Á���]�P�Z�š���}�v�����o���•�•���‰���Œ�š�]���]�‰���š�]�}�v�[�•���P�Œ��������
impact. You are expected to participate in class 
to earn this credit.  

 
Options for participation credit include: 

- Asking and answering questions in 
class 

- Completing activities in class 
- Engaging in relevant discussion in class 

Note the math! There are 15 weeks of active classes (not including Fall/Spring break). 15x30=450. 

This is an intentional buffer. If you do all of the participation for all of the weeks and earn all 450 

points, then you do absolutely get to keep the points. 
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26. I like that participation is the largest component of the course weight. 
�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

Why do you feel this way? 

 
 

27. This policy is reasonable. 
�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
28. How important is it to you for there to be participation opportunities beyond in-class 

discussion?  
�x It is offensive to me, there should not be other forms of participation. 
�x �/�š���]�•���v�}�š���]�u�‰�}�Œ�š���v�š���š�}���u���U�����µ�š���/�����}�v�[�š���o�]�l�����}�š�Z���Œ���(�}�Œ�u�•���}�(���‰���Œ�š�]���]�‰���š�]�}�v�X 
�x �/�����}�v�[�š�������Œ�������]�š�Z���Œ���Á���Ç���]�(���š�Z���Œ�������Œ�����}�Œ�����Œ�����v�}�š���}�š�Z���Œ���(�}�Œ�u�•���}�(���‰���Œ�š�]���]�‰���š�]�}�v�X 
�x It is important to me, I will use a mix of participation opportunities.  
�x It is very important to me, I will rely more on participation opportunities beyond in-class 

discussions. 
  

Participation Policy B: 
40% of your overall grade �t 30 points available 
a week without extra effort 
Because participation is a huge component of 
how our brains process information, I place a 
�o�}�š���}�(���Á���]�P�Z�š���}�v�����o���•�•���‰���Œ�š�]���]�‰���š�]�}�v�[�•���P�Œ��������
impact. Most participation opportunities are 
available through in-class activities and 
discussions because attendance is important 
whenever possible. However, there are 
additional ways to participate in alternative 
ways that are comfortable for you. 

 
Options for participation credit include: 

- Asking and answering questions in 
class 

- Emailing me with insightful questions 
or observations about course material 

- Participating in discussion boards in 
iCollege 

- Completing in-class activities 

Note the math! There are 15 weeks of active classes (not including Fall/Spring break). 15x30=450. 

This is an intentional buffer. If you do all of the participation for all of the weeks and earn all 450 

points, then you do absolutely get to keep the points.  
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29. I am confident that I would be able to earn at least 400 points of participation credit by the end of 

the semester while following this policy.  
�x I strongly disagree, I would definitely not be able to all the points by following this policy.  
�x I disagree, I would struggle to earn even 75% credit according to this policy. 
�x I am neutral, I could succeed with just about any participation policy. 
�x I agree, I would be able to earn all the points, but it might take significant effort. 
�x I strongly agree, I would have no trouble at all earning at least 400 points following this policy. 

 
30. �/���‰�Œ���(���Œ�Y 

�x Participation Policy A 
�x Participation Policy B 

Why do you prefer your chosen policy? 
 

 
 
 
Observations and/or comments on this section: 
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Compare these Two Accessibility Statements from sample syllabi: 
 

 
 

31. This accessibility statement is  
�x Very unclear 
�x Pretty unclear 
�x Neutral 
�x Pretty clear 
�x Very clear 

 
32. �d�Z�]�•�����������•�•�]���]�o�]�š�Ç���•�š���š���u���v�š���‰�Œ�}�À�]�����•���u�����Á�]�š�Z���µ�•���(�µ�o���]�v�(�}�Œ�u���š�]�}�v���š�Z���š���/�����]���v�[�š�����o�Œ�������Ç���l�v�}�Á�X 

�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
33. This policy is reasonable. 

�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
34. Does this accessibility statement impact your thoughts about the instructor? 

�x Yes 
1. How? 

�x No 
1. Is there a reason why or something that would have if it were done/said 

differently? 
 

Observations and/or comments on this section 
 
 

 

Accessibility Statement A: 

Georgia State University is committed to equal access to its programs, services, and activities, 

and welcomes otherwise qualified students with disabilities. (Disabilities include but are not limited to: 

learning barriers, medical concerns, or mobility concerns). Students who require accommodations and 

services must register with Student Accessibility Services (https://ung.edu/student-accessibility-

services/index.php). Student Accessibility Services provides accommodation memos for eligible 

students to give �š�}���š�Z���]�Œ���]�v�•�š�Œ�µ���š�}�Œ�•�X���^�š�µ�����v�š�•�����Œ�����Œ���•�‰�}�v�•�]���o�����(�}�Œ���‰�Œ�}�À�]���]�v�P���š�Z�����^�������}�u�u�}�����š�]�}�v�•��

�>���š�š���Œ�_���š�}���š�Z�����]�v�•�š�Œ�µ���š�}�Œ�•�����v�����u�µ�•�š���P�]�À�����Œ�����•�}�v�����o�����‰�Œ�]�}�Œ���v�}�š�]�������}�(���š�Z�����v���������(�}�Œ���������}�u�u�}�����š�]�}�v�X�� 
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35. This accessibility statement is  

�x Very unclear 
�x Pretty unclear 
�x Neutral 
�x Pretty clear 
�x Very clear 

36. �d�Z�]�•�����������•�•�]���]�o�]�š�Ç���•�š���š���u���v�š���‰�Œ�}�À�]�����•���u�����Á�]�š�Z���µ�•���(�µ�o���]�v�(�}�Œ�u���š�]�}�v���š�Z���š���/�����]���v�[�š�����o�Œ�������Ç���l�v�}�Á�X 
�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

Accessibility Statement B: 

Accessibility is important to me. I firmly believe all students should be able to take courses and 

�•�µ�������������]�v���š�Z���u���]�(���š�Z���Ç�������•�]�Œ�����š�}�X���^�}�U���/�[�À�����š�Œ�]�������š�}���u���l�����š�Z�]�•�����}�µ�Œ�•�������•�����������•�•�]���o�������•���‰�}�•�•�]���o���X���E�}�š�Z�]�v�P��

is perfectly accessible, though! If there is somethi�v�P���]�v���u�Ç�����}�µ�Œ�•���[�•�����}�v�š���v�š���}�Œ�������•�]�P�v���š�Z���š���]�v�Z�]���]�š�•��

your ability to participate, I strongly encourage you to reach out to me. You can always email me with 

concerns (EMAIL). If you are concerned about telling me something specific, you are also welcome to 

rea���Z���}�µ�š�����v�}�v�Ç�u�}�µ�•�o�Ç���~�š�Z�Œ�}�µ�P�Z���������o���•�•�u���š�����}�Œ�����Ç���•���Ç�]�v�P���Ç�}�µ�[�Œ�����Œ�������Z�]�v�P���}�µ�š���}�v�������Z���o�(���}�(�����v�}�š�Z���Œ�•�X�� 

Other things to consider about accessibility: 

- If you think you might need accommodations �t you have a right to have your needs met. So, 

it is best to notify instructors as soon as possible and to make use of the Student Accessibility 

Services as soon as possible. 

- Contact the office of Student Accessibility Services to look into legal accommodations and the 

accommodations process. 

o Website: https://ung.edu/student-accessibility-services/index.php  

o Contact Infor for all campuses: https://ung.edu/student-accessibility-

services/contact.php 

- Many students struggle with feelings of depression, anxiety, or overwhelming stress during 

university. Counseling is a wonderful resource to help work through all those things.  

o Their website and contact information: https://ung.edu/student-counseling/ 

o It is FREE.  

- Things to note: 

o �������}�u�u�}�����š�]�}�v�•�����Œ�����v�}�š���Œ���š�Œ�}�����š�]�À���U���•�}���]�(�������•�š�µ�����v�š���š�Z�]�v�l�•���š�Z���Ç�[�o�o���v���������Z���o�‰�U���š�Z���Ç��

should reach out as early as possible in the semester. 

o Assigned accommodations are a legal right �t �]�(�������š�������Z���Œ���]�•�v�[�š���Á�}�Œ�l�]�v�P���Á�]�š�Z���Ç�}�µ���š�}���(�µ�o�(�]�o�o��

your accommodations, talk to Accessibility Services and/or the department head. 

o Accommodations can be sought for temporary needs, too. Did you get a concussion or 

break a leg? You can get accommodations while you heal! 
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37. This policy is reasonable. 

�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
38. Does this accessibility statement impact your thoughts about the instructor? 

�x Yes 
1. How? 

 
�x No 

1. Is there a reason why or something that would have if it were done/said 
differently? 
 

39. �/���‰�Œ���(���Œ�Y 
�x Accessibility Statement A 
�x Accessibility Statement B 

Why do you prefer your chosen Accessibility Statement? 
 
 
 
 
 
Observations and/or comments on this section 
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Compare these Two Missed and Late Work Policies from sample syllabi: 

 
 

40. I am confident that I would be able to follow this late work policy without requesting exceptions 
from the instructor.  

�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
41. I am confident that following this late work policy would not negatively impact my course grade. 

�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
42. This policy is reasonable. 

�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
Observations and/or comments on this policy 

 

Missed and Late Work Policy A: 
 
�/�š���]�•�������•�š�µ�����v�š�[�•���Œ���•�‰�}�v�•�]���]�o�]�š�Ç���š�}���l�����‰���µ�‰���Á�]�š�Z���š�Z���������š���]�o�•�����v�����Œ���‹�µ�]�Œ���u���v�š�•���}�(���š�Z���]�Œ�����o���•�•���•�X���/�����������‰�š��
late assignments, but they will be penalized. A major assignment turned in one day late is eligible 
for 90% of the original points. A major assignment turned in two days late will be eligible for up to 
80% of the original points. After two days a paper will not be accepted and will receive an 
automatic 0. One day means one day, not one class day. I have attached a schedule to this syllabus 
informing you of the due dates for all papers; therefore, plan ahead if necessary. If there are things 
impacting your ability to complete an assignment, I encourage you to reach out to me in advance; I 
am happy to provide extensions when I am aware one is needed.   
 
There are no make-up opportunities for in-class tasks; instead, there is a buffer built into the course 
to allow for more opportunities to earn points than the 400 point full participation score. 
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43. I am confident that I would be able to follow this late work policy without requesting exceptions 
from the instructor.  

�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

Missed and Late Work Policy B: 
 
I hope that we all manage to keep up with all of our work and responsibilities over the course of the 
�•���u���•�š���Œ�U�����µ�š���o���š�[�•���������Œ�����o�X���^�š�µ�(�(���Z���‰�‰���v�•�X�� 
 

- �/�(���Ç�}�µ���l�v�}�Á���]�v�������À���v�������š�Z���š���Ç�}�µ�[�Œ�����P�}�]�v�P���š�}���u�]�•�•�����v�����•�•�]�P�v�u���v�š�����������o�]�v���U��let me know! �/�[�u������
lot more able to be flexible when I know flexibility is needed.  
 

- I build in a lot of opportunities for participation credit. So, if it is necessary to miss a class or 
�š�Á�}�U���š�Z���Œ���[�•���v�}���Œ�����•�}�v���š�}���•�š�Œ���•�•�������}�µ�š���]�š�X�� 
 

- �&�}�Œ���u���]�v�����•�•�]�P�v�u���v�š�����������o�]�v���•�U���/�����u���o���•�•���(�o���Æ�]���o���������}�µ�š���(�]�v���o�����������o�]�v���•�����������µ�•�����/�����}�v�[�š���Á���v�š��
���v�Ç���}�(���µ�•���š�}���������•�š�µ���l�����Œ�}�Á�v�]�v�P�����š���š�Z�������v�����}�(���š�Z�����•���u���•�š���Œ�X���,���Œ���[�•���š�Z�������µ�]�o�š���]�v���(�o���Æ�]���]�o�]�š�Ç�U��
though: 
 

o All course assignments and materials are available on Day 1 of class. I encourage us 
���o�o���š�}���o�}�}�l�����š���Á�Z���š�[�•�����µ�������v�����Á�Z���v���š�}���•�š���Œ�š���‰�o���v�v�]�v�P�X�� 
 

o Assignments can be turned in anytime during the turn-in-week and will be graded on 
a first-come, first-graded basis. If you want feedback more quickly, I encourage you to 
turn things in early. 
 

o Assignments have built-in milestone recommendations to help fight procrastination 
or executive dysfunction. 
 

o If something comes up during an assignment and an extension is necessary, talk to 
me about it! I am flexible, but I do need to be in the loop.  
 

o I am happy to grant extensions, but I need to know one is needed. Also, be aware 
that extensions do affect my quality of feedback. I can only guarantee thorough 
feedback on assignments that were submitted on time. 
 

o I will accept assignments up to a week late, but remember, the class will have moved 
on at that point, so my feedback will be minimal. The earlier an assignment is turned 
in, the more thorough my feedback can be. After that week, I am unable to accept 
late assignments. 
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44. I am confident that following this late work policy would not negatively impact my course grade. 

�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
45. This policy is reasonable. 

�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
46. �/���‰�Œ���(���Œ�Y 

�x Missed and Late Work Policy A 
�x Missed and Late Work Policy B 

Why do you prefer your selected policy? 
 

 
 
 
 
Observations and/or comments on this policy 
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Compare these Two Electronics in Class Policies from sample syllabi: 

 
 

47. This policy is reasonable. 
�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
48. I could comfortably participate in the class while following this policy.  

�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
49. I am confident that I would be able to follow this electronics policy without requesting 

exceptions from the instructor.  
�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
Observations and/or comments on this section: 

 
 
 

 
 

Electronics in Class Policy A: 

This class will be largely participation based. To encourage participation and attention, 

electronic devices are not allowed to be used in class. This includes headphones, computers, 

cell phones, and tablets. Cell phones should be kept on silent and out of sight. If you have an 

emergency or life event requiring access to your cell phone in class, then this should be 

conveyed to me in email prior to class. If you require the use of a computer in class, the 

necessary paperwork must be on record and this should be conveyed to me prior to class. 

�h�•�����}�(�����o�����š�Œ�}�v�]���•���u���Ç���Œ���•�µ�o�š���]�v�����]�•�u�]�•�•���o���(�Œ�}�u���š�Z���š�������Ç�[�•�����o���•�•�X 
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50. This policy is reasonable. 
�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
51. I could comfortably participate in the class while following this policy.  

�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
52. I am confident that I would be able to follow this electronics policy without requesting 

exceptions from the instructor.  
�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
53. �/���‰�Œ���(���Œ�Y 

�x Electronics in Class Policy A 
�x Electronics in Class Policy B 

Why? 
 

 
Observations and/or comments on this section: 

 
  

Electronics in Class Policy B: 
 
To be respectful of all attendees, I ask that we all silence our phones for class. (If you need 
your phone to be on/able to make noise for any reason, just let me know.)  
 
�/���•�š�Œ�}�v�P�o�Ç�����v���}�µ�Œ���P�����Z���v���Á�Œ�]�š�]�v�P���v�}�š���•���(�}�Œ�������À���Œ�]���š�Ç���}�(���Œ�����•�}�v�•���~�Á���[�o�o�����]�•���µ�•�•���]�v�����o���•�•�•�U�����µ�š���/��
do allow computer use; I just ask that students using computers please remain on task and 
engaged because I have found it is the best way to remain actively involved in learning. 
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Look at these Extra Effort Opportunities Policy from a sample syllabus: 

54. This policy is reasonable.  
�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
55. I am confident that I would be able to follow this extra effort policy without requesting 

exceptions from the instructor.  
�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
Observations and/or comments on this section 

  

Extra Effort Opportunities Policy A 

I do not offer individualized extra credit opportunities in my classes. However, there are participation 

credit opportunities beyond the required 400 points to allow for a buffer for missed classes or the 

chance to boost a grade by earning the extra 50 points. If there are extremely extenuating 

circumstances (like all in-person classes being unexpectedly cancelled in the event of a pandemic), I 

will add some alternative options for credit (such as online discussion boards or small tasks) available 

to all students to increase the grade buffer. 
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Look at these Extra Effort Opportunities Policy from a sample syllabus: 

 
56. How likely are you as a student to make use of one or more of these opportunities to support 

your grade?  
�x Not at all likely �t even if I needed extra points in the class, I would not use these 

opportunities. 
�x Not likely �t I might do something from the list if I were failing 
�x Likely �t If I miss a class or assignment, I would definitely make up the points with these 

options 
�x Very likely �t I would definitely make use of some of these opportunities, I would gain 

extra points even before I miss an assignment 
 

57. This policy is reasonable.  
�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
58. How does having participation options beyond participating in the classroom make you feel? 

�x Negatively 
1. Explain: 

�x Neutral 
1. Explain: 

�x Positively 
1. Explain: 

 
Observations and/or comments on this section  

Extra Effort Opportunities Policy B 

�^�}�u���š�]�u���•���š�Z�]�v�P�•���P�}���Á�Œ�}�v�P�U���}�Œ���•�}�u���š�]�u���•���š�Z�]�v�P�•���i�µ�•�š�����}�v�[�š���P�}��as right ���•���Á���[�����Z�}�‰�����X���d�Z���š�[�•���}�l���Ç�J���/�š��

�Z���‰�‰���v�•�J���/�����}�v�[�š���š�Z�]�v�l���P�Œ�������•���•�Z�}�µ�o�����•�µ�(�(���Œ���Á�Z���v���]�š�����}���•�U���š�Z�}�µ�P�Z�X���^�}�U���/���o�]�l�����š�}�����µ�]�o�����}�‰�‰�}�Œ�š�µ�v�]�š�]���•���(�}�Œ��

���Æ�š�Œ�������(�(�}�Œ�š���]�v�š�}���u�Ç�����o���•�•���•���•�}���š�Z���š�U���]�(���•�}�u���š�Z�]�v�P�����}���•���P�}���Á�Œ�}�v�P�U���š�Z���Œ���[�•���������Z���v�������š�}���Œ�������]�À�������Œ�����]�š��

for the extra effort necessary to correct course. Extra effort opportunities are ways to regain missed 

credit while strengthening weaknesses in course material.  

Examples of extra effort opportunities: 

- Coming to office hours with insightful questions, extra help with tasks, or ideas about how to 

improve this course 

- Completing extra effort opportunities related to areas you would like to strengthen 

(completing activities related to MLA formatting or a grammatical weakness, for example) 

- Peer review activities with classmates 

- Major Assignment Revision and Reflection 
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Look at this Expectations of Students section of a sample syllabus:  

 
 

 

Expectations: 

I strongly believe open communication about expectations is healthy. How can I hold you to 

�•�š���v�����Œ���•���š�Z���š���/���Z���À���v�[�š�����Æ�‰�o���]�v�����M���/�����o�•�}���š�Z�]�v�l���Ç�}�µ���•�Z�}�µ�o�����Z���À�������Æ�‰�����š���š�]�}�v�•���}�(���u���X���/�[�u���P�}�]�v�P���š�}���o�]�•�š��

several I think are reasonable, but I also welcome discussion on these expectations, and we can work 

on refining these lists together.  

Expectations of Students: 

- Come to class as often as possible.  

o Why: Collaboration and cooperation facilitate community bonding and engagement. We will 

all learn more and better if we work with each other.  

- Come to class prepared.  

o What does this mean: Have completed any required readings, have course materials with you, 

be ready to discuss course content, etc. 

o �t�Z�Ç�W���/�š�[�•���������}�u�‰�}�v���v�š���}�(���Œ���•�‰�����š�X���t�Z���v���Á�������Œ���v�[�š���‰�Œ���‰���Œ�������(�}�Œ�����o���•�•�U���š�Z���v���Á���������v�[�š���(�}���µ�•���}�v��

�š�Z���š�������Ç�[�•���P�}���o�•���}�Œ�����}�v�š���v�š�X�� 

- Email me or come to office hours to discuss any concerns or recommendations about the course. 

o Why: I am always looking to improve this course, but my perception will not always translate 

�]�v�š�}���š�Z�����Œ�����o�]�š�Ç�U�����v�����/�������v�[�š���(�]�Æ���Á�Z���š���/�����}�v�[�š���l�v�}�Á���]�•�����Œ�}�l���v�X�� 

- �������Œ���•�‰�����š�(�µ�o�X�����}�v�[�š���]�v�š���Œ�Œ�µ�‰�š�����o���•�•�u���š���•���~�}�Œ���š�Z�����š�������Z���Œ�•�U���o���š�����o���•�•�u���š���•���š���o�l�U�����}�v�[�š���o���µ�P�Z���~�}�Œ��

scoff or judge) when someone is sharing something vulnerable.  

o Why: We all have different backgrounds and experiences. What is challenging for some of us 

might be easy for others, and we may all process information and experiences differently.  

- Complete assignments and tasks to the best of your ability.  

o �t�Z�Ç�W���>�����Œ�v�]�v�P���]�v�À�}�o�À���•�����}�]�v�P���š�Z�]�v�P�•�X���/�����}�v�[�š�����Æ�‰�����š���š�Z���•�������•�•�]�P�v�u���v�š�•���š�}�����}�u���������•�]�o�Ç���š�}��

everyone, but I do expect everyone to try to do well. If more help or support is needed to 

achieve this, I am happy to provide it.  

- ���}�v�[�š���‰�o���P�]���Œ�]�Ì���X���,�}�o���������������u�]�����]�v�š���P�Œ�]�š�Ç���š�}���Z�����Œ�š�X�� 

o Why: Plagiarism is a matter of respect. To plagiarize means to not respect the efforts of your 

�]�v�•�š�Œ�µ���š�}�Œ���}�Œ�����o���•�•�u���š���•�X���/�š�����o�•�}���u�����v�•���š�Z�����•�š�µ�����v�š�����}���•�v�[�š���Œ���•�‰�����š���š�Z���u�•���o�À���•���š�}���•���š��

themselves up for success in future classes or their career.  

�t�Z���š���]�(���š�Z���•�������Æ�‰�����š���š�]�}�v�•�����Œ���v�[�š���u���š�M�����v���}�������•�]�}�v���o���u�]�•�š���l�����]�•���}�l���Ç�U���]�š�[�•���‰���Œ�š���}�(���P�Œ�}�Á�š�Z�X��

�t���[�À�������o�o���Z�������š�Z���š�������Ç���Á�Z���v���Á�����Á���l�����µ�‰���š�Z�Œ�������Z�}�µ�Œ�•���o���š�������v�������À���Œ�Ç�š�Z�]�v�P�����o�•�����P�}���•���Á�Œ�}�v�P���(�Œ�}�u��

there. It happens, but we must all endeavor to remain decent people. A pattern of repeated 

disrespect may result in a request to leave the class for that day and will negatively impact that 

�•�š�µ�����v�š�[�•���‰���Œ�š�]���]�‰���š�]�}�v���P�Œ�������X 
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59. �,���À�]�v�P���š�Z�����š�������Z���Œ�[�•�����Æ�‰�����š���š�]�}�v�•���}�(���•�š�µ�����v�š�•���]�•���Z���o�‰�(�µ�o�X�� 
�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
60. �,���À�]�v�P���š�Z�����^�t�Z�Ç�_�����v���l�}�Œ���^�t�Z���š�����}���•���š�Z�]�•���u�����v�_���(�}�Œ���š�Z�������Æ�‰�����š���š�]�}�v�•���}�(���•�š�µ�����v�š�•���]�•���Z���o�‰�(�µ�o�X�� 

�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
61. Students should have clear consequences for failing to meet expectations.  

�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
62. I could meet and follow these expectations as they have been explained to me. 

�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
63. �,���À�]�v�P���š�Z�]�•���•�����š�]�}�v���]�v�������•�Ç�o�o�����µ�•���Á�}�µ�o���Y 

�x Very negatively impact my opinion of the instructor. 
�x Negatively impact my opinion of the instructor. 
�x Not at all impact my opinion of the instructor. 
�x Positively impact my opinion of the instructor. 
�x Very positively impact my opinion of the instructor. 

 
 

Observations and/or comments on this section 
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Look at this Expectations of Instructor section of a sample syllabus:  

 

Expectations of Instructor: 

- I will come to class whenever possible.  

o �t�Z�Ç�W���/�������v�[�š�����Æ�‰�����š���u�Ç���•�š�µ�����v�š�•���š�}�����}�u�����š�}�����o���•�•���Œ���o�]�����o�Ç���]�(���š�Z���Ç�������v�[�š�����Æ�‰�����š���u�����š�}�X���/�������v�[�š��

guarantee perfect attendance, but I can promise to give as much notice as possible to not 

waste your time should I need to miss a day.  

- I will be prepared. 

o What this means: I will have necessary course materials. I will have a plan for the day. I will 

have activities and/or discussion topics and prompts prepared. I will be ready to listen to my 

students and encourage and support them. 

o Why: How can I hold my students to a standard I am unable to meet? When students come 

�š�}�����o���•�•�����v�����š�Z�����š�������Z���Œ���]�•���µ�v�‰�Œ���‰���Œ�����U���š�Z���v���š�Z���š���š�������Z���Œ���Z���•���Á���•�š�������š�Z�����•�š�µ�����v�š�•�[���š�]�u���X 

- I will be respectful. 

o �t�Z���š���š�Z�]�•���u�����v�•�W���/���Á�}�v�[�š���o���µ�P�Z�����š���•�š�µ�����v�š�•���}�Œ���i�µ���P�����š�Z���u���(�}�Œ���v�}�š���l�v�}�Á�]�v�P���•�}�u���š�Z�]�v�P���}�Œ���(�}�Œ��

�Z�}�o���]�v�P�����v���}�‰�]�v�]�}�v�����]�(�(���Œ���v�š���(�Œ�}�u���u�]�v�����š�Z���š�����}���•�v�[�š�������µ�•�����Z���Œ�u�X���/���Á�]�o�o���u���l�����u�Ç�����o���•�•�������‰�o��������

where questioning is not only allowed but encouraged.  

o �t�Z�Ç�W���>�����Œ�v�]�v�P���]�•���À�µ�o�v���Œ�����o���X�������i�µ���P�u���v�š���o���š�������Z���Œ�������v���o�����À�����•�����Œ�•���}�v���•�š�µ�����v�š�•�[���u�]�v���•�X���/�[�À����

had teachers that made me feel bad for not understanding; I hope to never become that.  

- I will be reasonable. 

o �t�Z���š���š�Z�]�•���u�����v�•�W���/���Á�]�o�o���o�]�•�š���v���š�}���u�Ç���•�š�µ�����v�š�•�[�����}�v�����Œ�v�•�����v�����Œ�����}�u�u���v�����š�]�}�v�•�X���/���u�]�P�Z�š���v�}�š��

always be able to make desired changes (sorry, there has to be some level of homework), 

but I can respectfully consider requests and suggestions.  

o Why: Because students are people with lives and feelings. If something does go wrong in a 

�•�š�µ�����v�š�[�•���o�]�(���U���š�Z���v�����•�l�]�v�P���(�}�Œ���Z���o�‰���]�•���‰�Œ�}�������o�Ç�����o�Œ�������Ç���Z���Œ���X�����•�l�]�v�P�������š�������Z���Œ���Á�Z�}���]�•��

inflexible and unreasonable is even harder.  

- I will grade assignments in a timely manner to the best of my ability. 

o Why: If I expect students to adhere to deadlines, I should, too. The reason assignments have 

deadlines is because they provide a foundation for the next assignments. To do well on 

following assignments, feedback needs to be timely on past ones. As a result, I will return 

grades and feedback on assignments within two weeks of completion.  

- I will respond in a timely and respectful manner to emails.  

o �t�Z�Ç�W�����������µ�•�����]�š���u���š�š���Œ�•�X���^�š�µ�����v�š�•�����}�v�[�š���š�Ç�‰�]�����o�o�Ç�����u���]�o���(�}�Œ���(�µ�v�•�]���•���~�š�Z�}�µ�P�Z���(�����o���(�Œ�������š�}�J�•�X���/��

respect that and will endeavor to respond accordingly in a timely manner. 

�t�Z���š���]�(���š�Z���•�������Æ�‰�����š���š�]�}�v�•�����Œ���v�[�š���u���š�M�����v���}�������•�]�}�v���o���u�]�•�š���l�����]�•���}�l���Ç�U���]�š�[�•���‰���Œ�š���}�(���P�Œ�}�Á�š�Z�U�����µ�š���š�Z����
instructor of a class is in a position of authority and should be held to a high standard. If I do not 
meet an expectation related to grading, preparedness, or responding to emails, then I will 
endeavor to mitigate the negative impacts of my actions upon my students. An example could be 
���µ�Œ�À�]�v�P�����v�����•�•�]�P�v�u���v�š���P�Œ���������]�(���/���Z���À���v�[�š���P�]�À���v���(�������������l�����Ç���š�Z�����‰�Œ�}�u�]�•���������������o�]�v���X 
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64. �,���À�]�v�P���š�Z�����•�š�µ�����v�š�•�[�����Æ�‰�����š���š�]�}�v�•���(�}�Œ���š�Z�����]�v�•�š�Œ�µ���š�}�Œ���]�•���Z���o�‰�(�µ�o�X�� 
�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
65. �,���À�]�v�P���š�Z�����^�t�Z�Ç�_�����v���l�}�Œ���^�t�Z���š�����}���•���š�Z�]�•���u�����v�_���(�}�Œ���š�Z�������Æ�‰�����š���š�]�}�v�•���(�}�Œ���]�v�•�š�Œ�µ���š�}�Œ�•���]�•���Z���o�‰�(�µ�o�X�� 

�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
66. Instructors should have clear consequences for failing to meet expectations.  

�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
67. �,���À�]�v�P���š�Z�]�•���•�����š�]�}�v���]�v�������•�Ç�o�o�����µ�•���Á�}�µ�o���Y 

�x Very negatively impacts my opinion of the instructor. 
�x Negatively impact my opinion of the instructor. 
�x Not at all impact my opinion of the instructor. 
�x Positively impact my opinion of the instructor. 
�x Very positively impact my opinion of the instructor. 

 
68. �,�}�Á���Á�}�µ�o�����Ç�}�µ�������•���Œ�]�������š�Z�����š�������Z���Œ�[�•���o�]�l���o�Ç�������Z���À�]�}�Œ���}�Œ���‰���Œ�•�}�v���o�]�š�Ç�����(�š���Œ���Œ�������]�v�P���š�Z�]�•���•�����š�]�}�v�M 

 
 
 
 
 
 
 

 
Observations and/or comments on this section:  
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Appendix B 

Revised Survey 

There are a number of adjustments I would make to this survey tool prior to utilizing it again. Most of 

these adjustments are the result of unexpected misunderstandings apparent in student results or 

questions students asked after completing the survey, and snags I ran into attempting to analyze the 

data.  

A summary of changes:  

A. General 
�x Make all Likert questions have 5 options (having some with 4 messed with my data entry 

significantly) 
�x Fix some typos and formatting inconsistencies 

B. Demographics Section: 
�x Turn the age question into a fill-in-the-blank so overall responses can be compared to GSU 

�����u�}�P�Œ���‰�Z�]���•�U�����µ�š���š�Z�����^�š�Œ�����]�š�]�}�v���o�_�����P���������š���P�}�Œ�Ç�������v���Œ���(�o�����š���š�Œ�����]�š�]�}�v���o���(�]�Œ�•�š���Ç�����Œ���•�š�µ�����v�š�•��
rather than the 18-24 year range as a whole.  

�x Ask if the student is an international student, if yes, from where.  
�x Ask if the student has at least one parent who graduated from college.  
�x �Z���u�}�À�����^�,�}�Á���u���v�Ç�����Œ�����]�š���Z�}�µ�Œ�•�����Œ�����Ç�}�µ�����v�Œ�}�o�o�������]�v�_���‹�µ���•�š�]�}�v 
�x Adjust gender question 

C. Syllabus Structure Questions:  
�x ���������^���Æ�š�Œ�������Œ�����]�š�_���š�}���•�Ç�o�o�����µ�•���•�����š�]�}�v�• 
�x �Z���u�}�À�����Œ�����µ�v�����v�š���^�š�����Z�v�}�o�}�P�Ç���‰�}�o�]���Ç�_���(�Œ�}�u���•�Ç�o�o�����µ�•���•�����š�]�}�v�• 
�x ���������^�/�v�•�š�Œ�µ���š�}�Œ�����]�}�_���š�}���•�Ç�o�o�����µ�•���•�����š�]�}�v�•���~�š�Z�]�•���Á���•���š�Z�����u�}�•�š���}�(�š���v���Á�Œ�]�š��-in option) 
�x Remove all questions except sections of the syllabus 
�x Move this section to the end of the survey 

D. Assignment Structure Questions: 
�x Clarify in overviews that detailed guidelines are/will be available to students. 
�x Clarify option/no option question 
�x Add 4 questions asking students which assignment design they would choose for each 

assignment. 
E. Policy Questions:  

1. Attendance Policy: 
o Clarify how many class sessions are 10% 
o Clarify an understanding of circumstances for emergency in relation to requiring 

advanced notice for make-up opportunities. 
o Clarify importance of attendance 

2. Participation Policy 
o Explain why 40% 
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o Explain class activities better 
o Explain outside of class opportunities are supplemental 
o ���������^�/�����u�����}�v�(�]�����v�š���š�Z���š���/���Á�}�µ�o���������������o�����š�}���(�}�o�o�}�Á���š�Z�]�•���€�y�y�y�•���‰�}�o�]���Ç���Á�]�š�Z�}�µ�š���Œ���‹�µ���•�š�]�v�P��

���Æ�����‰�š�]�}�v�•���(�Œ�}�u���š�Z�����]�v�•�š�Œ�µ���š�}�Œ�_���‹�µ���•�š�]�}�v 
o Revise 23/26 to ask more specifically how students feel about the 40% grade weight. 

�¾ �/�����Œ�����š�������š�Z�����v���Á���}�‰�š�]�}�v�•�������•�������}�v���•�š�µ�����v�š�•�[���u�}�•�š���Œ�����µ�Œ�Œ�]�v�P�����}�u�u���v�š�•���~�‰�}�•�]�š�]�À���o�Ç��
and negatively).   

3. Accessibility Policy: 
o ���Z���v�P�����Á�}�Œ���]�v�P���š�}���^�W�}�o�]���Ç�_���(�}�Œ�����}�v�•�]�•�š���v���Ç 
o ���������^�/�����u�����}�v�(�]�����v�š���š�Z���š���/���Á�}�µ�o���������������o�����š�}���(�}�o�o�}�Á���š�Z�]�•���€�y�y�y�•���‰�}�o�]���Ç���Á�]�š�Z�}�µ�š���Œ���‹�µ���•�š�]�v�P��

���Æ�����‰�š�]�}�v�•���(�Œ�}�u���š�Z�����]�v�•�š�Œ�µ���š�}�Œ�_���‹�µ���•�š�]�}�v 
o �����i�µ�•�š���‹�µ���•�š�]�}�v�•���ï�ð�����v�����ï�ô���š�}���Z���À�����}�‰�š�]�}�v�•���^�Ç���•���t �‰�}�•�]�š�]�À���o�Ç�_���^�v�}�_�����v�����^�Ç���•���t 

�v���P���š�]�À���o�Ç�_ 
o Remove active links and replace them with [identifiers] so survey is more widely 

distributable. 
4. Missed and Late Work Policy: 

o �Z���À�]�•�����Á�}�Œ���]�v�P���}�(�������}�‰�š�]�}�v���š�}���v�}�š���Œ���‰�����š���^�(�o���Æ�]���o���_���•�}���u�µ���Z 
5. Electronics Policy: 

o �����i�µ�•�š���Á�}�Œ���]�v�P���}�(���W�}�o�]���Ç�������š�}�����o�����}�Œ���š�����}�v���Á�Z�Ç���š�Z���Œ���[�•�����v�����o�����š�Œ�}�v�]���•�������v 
o �����i�µ�•�š���Á�}�Œ���]�v�P���}�v�����}�š�Z���‰�}�o�]���]���•���š�}�����o���Œ�]�(�Ç�����}�v�����‰�š���}�(���^���u���Œ�P���v���Ç���}�Œ���o�]�(�������À���v�š�_���t 

students were stuck on this a lot 
o Add wording to policy B discussing role of respect? A shocking number of students 

wrote that they expected to be able to use headphones in class. This might be 
something that varies greatly by instructor and may be worth addressing specifically. I 
would imagine a majority of instructors view listening to music as disrespectful, so this is 
the approach I would take in a revision. 

6. Extra Effort Opportunities Policy: 
o Minor adjustments in wording for Policy B 
o ���������^�/�����u�����}�v�(�]�����v�š���š�Z���š���/���Á�}�µ�o���������������o�����š�}���(�}�o�o�}�Á���š�Z�]�•���€�y�y�y�•���‰�}�o�]���Ç���Á�]�š�Z�}�µ�š���Œ���‹�µ���•�š�]�v�P��

���Æ�����‰�š�]�}�v�•���(�Œ�}�u���š�Z�����]�v�•�š�Œ�µ���š�}�Œ�_���‹�µ���•�š�]�}�v 
o Add question asking students to choose between A and B (I think selections would be 

obvious, but not asking at all was an oversight) 
o �Z���u�}�À�����^�Z�}�Á�����}���•���Z���À�]�v�P���‰���Œ�š�]���]�‰���š�]�}�v���}�‰�š�]�}�v�•�������Ç�}�v�����‰���Œ�š�]���]�‰���š�]�v�P���]�v���š�Z�������o���•�•�Œ�}�}�u��

�u���l�����Ç�}�µ���(�����o�M�_���‹�µ���•�š�]�}�v 
7. Expectations of Students Policy: 

o Relabel policy to align with previous sections 
o �������������^�š�Œ�����]�š�]�}�v���o�_���•�š���š���u���v�š�����Æ�‰�o���]�v�]�v�P���š�Z�������Æ�‰�����š���š�]�}�v���}�(�����‰�‰�Œ�}�‰�Œ�]���š���������Z���À�]�}�Œ 
o Ask about helpfulness, reasonableness, and compliance of policies.  
o Adjust questions 
o ���������^�,�}�Á���Á�}�µ�o�����Ç�}�µ�������•���Œ�]�������š�Z�����š�������Z���Œ�[�•���o�]�l���o�Ç�������Z���À�]�}�Œ���}�Œ���‰���Œ�•�}�v���o�]�š�Ç�����(�š���Œ���Œ�������]�v�P��

�š�Z�]�•���•�����š�]�}�v�M�_ 
8. Expectations of Instructor Policy: 

o �������������^�š�Œ�����]�š�]�}�v���o�_���‰�}�o�]���Ç 
o Adjust questions   
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Survey of Student Perceptions of Classroom Policy and Assignment Design 

Researcher: Alina Thurman 

Affiliation: Georgia State University 

Instructions:  
 
Thank you for taking the time to complete this survey! Your participation in this survey is 

���v�š�]�Œ���o�Ç���À�}�o�µ�v�š���Œ�Ç�����v�����Ç�}�µ�����Œ�����Á���o���}�u�����š�}���������]�������v�}�š���š�}���‰���Œ�š�]���]�‰���š�������š�����v�Ç���š�]�u���U�����À���v���]�(���Ç�}�µ�[�À�������o�Œ�������Ç��
begun. Your participation is also completely anonymous. Plea�•�������}�v�[�š���Á�Œ�]�š�����Ç�}�µ�Œ���v���u�������v�Ç�Á�Z���Œ�����]�v���š�Z����
packet. Please do be genuine in your responses to the questions. I know this packet looks like a lot, but 
it should take less than 30 minutes to complete. Initially, I ask several demographic questions; these are 
purely so I can look at information from multiple perspectives. The majority of this survey is designed 
with multiple choice, Likert scale questions (questions asking how much you agree with a statement). 
The analysis questions will ask your thoughts about classroom policies and how you feel about potential 
assignments for a hypothetical first year composition class. These open-ended questions ask for you to 
state any comments or observations you have about sections or to explain why you have made 
preferential choices (such as why you would prefer one policy over another). When answering these 
questions, please be sure to explain beyond ease or difficulty. If you choose something because you 
think it will be easier for you, please explore why that would be the case. I look forward to seeing your 
perspectives and welcome your input! 

 
When responding to questions, please circle your chosen answers unless otherwise directed. Do 

also feel free to make any notes or comments you want anywhere on the packet. There are some 
questions that specifically ask if you have opinions or comments; however, you can write anywhere in 
the packet as well. Thank you for your participation! 

 
If you choose not to participate in this survey, you are welcome to doodle on your packet 

instead of answering the questions while you wait for your classmates to finish.  
 
If you have any questions or concerns, please contact Dr. Ashley Holmes (AHolmes@gsu.edu) or 

Alina Thurman (AThurman5@gsu.edu). 
 
Please check an option:  

I consent to participate in this anonymous survey and acknowledge that I can revoke 
consent and decline to participate at any time. 

 
I do not consent to participate in this anonymous survey.  
 

Students must be 18 or older to participate in this study. Please check an option:  
I am 18 years of age or older.  
 
I am not 18 years of age or older.  
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Demographic Questions: 

1. Year of undergraduate study  
�x First Year 
�x Second Year 
�x Third Year 
�x Fourth Year 
�x Fifth or higher year 

 
2. Major/Program of Study (Short Answer): ______________ 

 
3. While you are taking classes, where do you reside?  

�x I live on campus 
�x I live off campus/Commuter 

 
4. What is your enrollment status? 

�x Part-time student 
�x Full-time student 

 
5. What is your first language/native language/mother tongue? (Short Answer) _______________  

 
6. If you identify as having a disability, which of the following categories does your disability fall 

under? (Circle all that apply) 
�x Physical (blind, deaf, mobility limitation, etc.) 
�x Learning or Cognitive (dyslexia, dyscalculia, ADHD, etc.) 
�x Psychological (Bipolar, DID, OCD, etc.) 
�x I prefer not to say or Not Applicable 

 
7. Are you working? (Including jobs, internships, and work study) 

�x Yes, 40 or more hours a week 
�x Yes, Between 30-39 hours a week 
�x Yes, 20-29 hours a week 
�x Yes, fewer than 20 hours a week 
�x No 

 
8. Do you have children? 

�x Yes 
�x No 
�x Prefer not to say 

 
9. How much time do you expect to devote to a Freshman Composition class? 

�x Less than 7 hours a week (Less than 1 hour a day) 
�x Between 7-10.5 hours a week ( 1-1.5 hours a day) 
�x More than 10.5 hours a week (More than an hour and a half a day) 
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10. What is your age? (Short Answer) _____________ 
 

11. Which of the following best describes you?  
�x Asian or Pacific Islander 
�x Black or African American 
�x Hispanic or Latino 
�x Native American or Alaskan Native 
�x White or Caucasian 
�x Multiracial or Biracial 
�x A race/ethnicity not listed here 
�x Prefer Not to Answer 

 
12. To which gender identity do you most identify? 

�x Female 
�x Male  
�x Other: ____________________ 
�x Prefer Not to Answer 

 
13. Are you an international student?  

�x Yes 
�x From where: ____________________ 

�x No 
 

14. Do your parents/guardians have higher education experience? 
�x �z���•�U�����š���o�����•�š���}�v�����‰���Œ���v�š�l�P�µ���Œ���]���v���Z���•�����}�u�‰�o���š���������š���o�����•�š�������������Z���o�}�Œ�[�•�������P�Œ�������]�v���š�Z����

United States 
�x �z���•�U�����š���o�����•�š���}�v�����‰���Œ���v�š�l�P�µ���Œ���]���v���Z���•�����}�u�‰�o���š���������š���o�����•�š�������������Z���o�}�Œ�[�•�������P�Œ�����U�����µ�š���v�}�š���]�v��

the United States 
�x Yes, at least one parent/guardian has some college experience in the United States, but 

�v�}�v�����Z���À�������}�u�‰�o���š���������š���o�����•�š�������������Z���o�}�Œ�[�•�������P�Œ���� 
�x No, no parent or guardian has any higher education experience 
�x I am unsure or prefer not to answer 
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Analysis Questions: 

Look at these assignment overviews for 4 main assignments from a sample syllabus: 

Assignment 1 �tNarrative Essay Assignment 
The purpose of this narrative assignment is to teach interviewing techniques and to practice 
developing rhetoric skills to craft a compelling narrative through a human interest story. This 
assignment will span weeks 2-4 of our course. Additional assignment details, including full guidelines 
and the rubric, are in iCollege. 

 

Goal: 3-4 page written narrative-�����•�������Z�µ�u���v���]�v�š���Œ���•�š���•�š�}�Œ�Ç���}�(���•�}�u���}�v���[�•���o�]�(�����(�}�Œ�u���š�š�������]�v�������Á���Ç���š�}��
facilitate publication in a newspaper. 
 

Requirements in Brief:  
- Draft interview questions 
- Interview someone who has achieved something in their life that you think should be more 

widely known or shared (feel free to run ideas and questions by me) 
- Use information from that interview to write a human-interest piece of 3-4 pages 

 

Assignment 2 �tPrimary Research Essay Assignment 

In assignment 1, you interviewed one person. This assignment will build on those skills and 

use them differently. Primary research involves getting information the hard way �t yourself. With this 

project, we will ask research questions and look into their answers using primary research (surveying 

and interviewing). This assignment will span weeks 5-8 of our course. Additional assignment details, 

including full guidelines and the rubric, are in iCollege. Note: This is an introductory level research 

project, the focus is on doing new things, not necessarily getting groundbreaking amazing results �t 

���}�v�[�š���•�š�Œ���•�•�������}�µ�š���š�Z�����u���š�Z�X 
 

Goal: A 3-4 page research report outlining a research question, a hypothesis, a research plan, the 

execution of that research plan, and an explanation of the found results. 
 

Requirements in Brief: 

- Draft a research plan  

- Implement the research plan 

- Process the results (Were there any big trends? Anything graph-able or noteworthy?) 
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Assignment 3 �t Argumentation Essay Assignment 

This project will involve exploring some research question (I recommend it be connected to 
���•�•�]�P�v�u���v�š���î�[�•���Œ���•�����Œ���Z���‹�µ���•�š�]�}�v���(�}�Œ�����}�v�À���v�]���v�����U���š�Z�}�µ�P�Z���(�����o���(�Œ�������š�}���•�š���Œ�š���(�Œ���•�Z�•�X���h�•�]�v�P���•�����}�v�����Œ�Ç�U��
�����������u�]�����Œ���•�����Œ���Z�U���Á���[�o�o�������À���o�}�‰�����Œ�P�µ�u���v�š�•�������}�µ�š���•�}�u�����•�‰�����]�(�]�����]ssue. For example, in Assignment 
2, did you ask a number of students about the availability (or lack thereof) of housing opportunities 
off campus? What sorts of positions could you research from what you found out? This assignment 
will span weeks 9-12 of our course. Additional assignment details, including full guidelines and the 
rubric, are in iCollege. 
 

Goal: a 4-6 page essay constructed in a Toulmin style, making a clear and concise argument for or 

against some research question. 
 

Requirements in Brief: 

- Research your Research Question 

- Refine research question into an arguable stance (a thesis statement) 

- Back up your stance with evidence from 3-�ñ�������������u�]�����•�}�µ�Œ�����•���~�t���[�o�o���P�}���}�À���Œ�����������•�•�]�v�P�����v����

using research databases in class) 

- Write a Toulmin-�•�š�Ç�o�������•�•���Ç�����Œ�P�µ�]�v�P���Ç�}�µ�Œ���‰�}�]�v�š���~���}�v�[�š���‰���v�]���U���Ç�}�µ�[�o�o���o�����Œ�v�������}�µ�š���d�}�µ�o�u�]�v���]�v��

class) 

Assignment 4 �t Fairytale Rewrite Essay Assignment  

���Z���v�����•�����Œ�������o�o���•�š�µ�����v�š�•���Z���À�����Z�����Œ���U���Œ�������U���}�Œ���Á���š���Z�����������(���]�Œ�Ç�š���o���������(�}�Œ���X���d�Z���Ç�[�Œ����all over the 
place, and they serve a variety of functions �t not the least of which is entertainment value. For this 
���•�•�]�P�v�u���v�š�U���Á���[�o�o���o�}�}�l�����š���l���Ç�����o���u���v�š�•���}�(���(���]�Œ�Ç�š���o���•�����v�����š�Z�����(�����š�µ�Œ���•���}�(���š�Z���u���Á�Z�]���Z���u���l�����š�Z���u���•�}��
popular and adaptable. Choose a fairytale, then, recreate it with your own spin! The story should be 
recognizable, yet unique. An example of how this should work: how Cinderella Story is a recognizable 
retelling of Cinderella but is still a wholly unique story. Examples of how it should not work: how 
���]�•�v���Ç�[�•���o�]�À��-action Cinderella is almost exactly a copy of the animated Cinderella or how Lion King is 
technically a retelling of Hamlet�U�����µ�š���]�š�[�•���µ�v�Œ�����}�P�v�]�Ì�����o���X���d�Z�]�•�����•�•�]�P�v�u���v�š���Á�]�o�o���•�‰���v���Á�����l�•���í�ï-15 of 
our course. Additional assignment details, including full guidelines and the rubric, are in iCollege. 
 

Goal: Recreate one of the fairytale options into a story of your own (3-5 pages) which still has 

recognizable elements of the original.  
 

Requirements in Brief: 

- Read the original 

- Note the important details (key characters, symbols, plot points) 

- Brainstorm how to twist or recreate the fairytale (point of view, time period, location, 

symbols substitution, etc.) 

- Write a 3-5 page new version of the story 
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15. There is enough information about the assignments for me to make a comfortable decision 
about the workload of this class.  

�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
16. I would need some form of accommodation (a deadline extension, the option of an oral 

presentation, or extra assistance from the instructor or tutors for example) to complete these 
major writing assignments. 

�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
17. I think I could complete these assignments successfully. 

�x Strongly disagree �t I definitely could not successfully complete these assignments.  
�x Disagree - �/�����}�v�[�š���š�Z�]�v�l���/���Á�}�µ�o�����������•�µ�������•�•�(�µ�o�����}�u�‰�o���š�]�v�P���š�Z���•�������•�•�]�P�v�u���v�š�•�X 
�x Neutral - I think I could pass these assignments, but I have concerns. 
�x Agree - I know I could pass these assignments, but I would need clarification and more 

information from the teacher or assignment guidelines first. 
�x Strongly agree - �/���l�v�}�Á���/�����}�µ�o�����‰���•�•���š�Z���•�������•�•�]�P�v�u���v�š�•�V���/�����}�v�[�š���š�Z�]�v�l���/�[�����v���������(�µ�Œ�š�Z���Œ��

information about the assignment. 
 

18. How do you feel about the amount of information about each Assignment in the syllabus?  
�x I wish there were a lot more information about each assignment. 
�x I wish there were a bit more information about each assignment. 
�x �d�Z���Œ���[�•���i�µ�•�š�����v�}�µ�P�Z���]�v�(�}�Œ�u���š�]�}�v���(�}�Œ���������Z��assignment. 
�x �d�Z���Œ���[�•�������o�]�š�š�o�����u�}�Œ�����]�v�(�}�Œ�u���š�]�}�v���š�Z���v���/���v���������(�}�Œ���������Z�����•�•�]�P�v�u���v�š�X 
�x �d�Z���Œ���[�•���Á���Ç���š�}�}���u�µ���Z���]�v�(�}�Œ�u���š�]�}�v�������}�µ�š���������Z�����•�•�]�P�v�u���v�š�X 

 
Observations and/or comments on this section: 
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Look at these assignment overviews for 4 multimodal main assignments from a sample syllabus:  

Assignment 1 �tMultimodal Narrative Assignment 

The purpose of this narrative assignment is to teach interviewing techniques and to practice 
developing rhetoric skills to craft a compelling narrative through a human interest story. This 
assignment will span weeks 2-4 of our course. Additional assignment details, including full guidelines 
and the rubric, are in iCollege. 
 

Goal: 3-4 minute YouTube video or visual blog post sharing an audio/visual narrative-based human 

�]�v�š���Œ���•�š���•�š�}�Œ�Ç���}�(���•�}�u���}�v���[�•���o�]�(���U���(�}�Œ�u���š�š�������š�}���(�����]�o�]�š���š�����‰�µ���o�]�����š�]�}�v���}�v�������Á�����•�]�š���X�� 
 

Requirements in Brief: 

- Draft interview questions 

- Interview someone who has achieved something in their life that you think should be more 

widely known or shared (feel free to run ideas by me) 

- Using video or images, edit your material into a 3-4 minute video showing a clear story and 

purpose 

- Upload your finished product to iCollege/D2L 

Assignment 2 �tMultimodal Primary Research Assignment 

In assignment 1, you interviewed one person. This assignment will build on those skills and 
use them differently. Primary research involves getting information the hard way �t yourself. With 
this project, we will ask research questions and look into their answers using primary research 
(surveying and interviewing). This assignment will span weeks 5-8 of our course. Additional 
assignment details, including full guidelines and the rubric, are in iCollege. Note: This is an 
introductory level research project, the focus is on doing new things, not necessarily getting 
groundbreaking amazing results �t ���}�v�[�š���•�š�Œ���•�•�������}�µ�š���š�Z�����u���š�Z�X 
 

Goal: A 3-5 minute news report-style clip outlining a research question, a hypothesis, a research 

plan, the execution of that research plan, and an explanation of the found results. 
 

Requirements in Brief: 

- Draft a research plan  

- Implement the research plan 

- Process the results (Were there any big trends? Anything graph-able or noteworthy?) 

- Make your presentable product! (video editing and voice-overing time!) 
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Assignment 4 �t Multimodal Fairytale Rewrite Assignment  

���Z���v�����•�����Œ�������o�o���•�š�µ�����v�š�•���Z���À�����Z�����Œ���U���Œ�������U���}�Œ���Á���š���Z�����������(���]�Œ�Ç�š���o���������(�}�Œ���X���d�Z���Ç�[�Œ����all over the 

place, and they serve a variety of functions �t not the least of which is entertainment value. For this 

���•�•�]�P�v�u���v�š�U���Á���[�o�o���o�}�}�l�����š���l���Ç�����o���u���v�š�•���}�(���(���]�Œ�Ç�š���o���•�����v�����š�Z�����(�����š�µ�Œ���•���}�(���š�Z���u���Á�Z�]���Z���u���l�����š�Z���u���•�}��

popular and adaptable. Choose a fairytale, then, recreate it with your own spin! The story should be 

recognizable, yet unique. An example of how this should work: how Cinderella Story is a recognizable 

retelling of Cinderella but is still a wholly unique story. Examples of how it should not work: how 

���]�•�v���Ç�[�•���o�]�À��-action Cinderella is almost exactly a copy of the animated Cinderella or how Lion King is 

technically a retelling of Hamlet�U�����µ�š���]�š�[�•���µ�v�Œ�����}�P�v�]�Ì�����o���X���d�Z�]�•�����•�•�]�P�v�u���v�š���Á�]�o�o���•�‰���v���Á�����l�•���í�ï-15 of 

our course. Additional assignment details, including full guidelines and the rubric, are in iCollege. 
 

Goal: Recreate one of the fairytale options into a story of your own which still has recognizable 

elements of the original, visual story style! 
 

Requirements in Brief: 

- Read the original 

- Note the important details (key characters, symbols, plot points) 

- Brainstorm how to twist or recreate the fairytale (point of view, time period, location, 

symbols substitution, etc.) 

- Draw, paint, or color (physically or digitally) a comic book of your own version of the story. 

Assignment 3 �t Multimodal Argumentation Assignment 

This project will involve exploring some research question (I recommend it be connected to 
���•�•�]�P�v�u���v�š���î�[�•���Œ���•�����Œ���Z���‹�µ���•�š�]�}�v���(�}�Œ�����}�v�À���v�]���v�����U���š�Z�}�µ�P�Z���(�����o���(�Œ�������š�}���•�š���Œ�š���(�Œ���•�Z�•�X���h�•�]�v�P���•�����}�v�����Œ�Ç�U��
�����������u�]�����Œ���•�����Œ���Z�U���Á���[�o�o�������À���o�}�‰���d�}�µ�o�u�]�v�����Œ�P�µ�u���v�š�•�������}�µ�š���•�}�u�����•�‰ecific issue. For example, in 
Assignment 2, did you ask a number of students about the availability (or lack thereof) of housing 
opportunities off campus? What sorts of positions could you research from what you found out? 
This assignment will span weeks 9-12 of our course. Additional assignment details, including full 
guidelines and the rubric, are in iCollege. 
 

Goal: A poster presentation outlining your findings in a Toulmin-style structure, making a clear and 

concise argument. 
 

Requirements in Brief: 

- Research your Research Question 

- Refine research question into an arguable stance 

- Back up your stance with evidence from 3-�ñ�������������u�]�����•�}�µ�Œ�����•���~�t���[�o�o���P�}���}�À���Œ�����������•�•�]�v�P�����v����

using research databases in class.) 

- Create a poster presentation outlining your Toulmin-style argument and findings 

- Record a brief presentation (audio only is fine) to go with your poster �t think of the most 

common questions a viewer of your poster might ask and address them. 
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19. There is enough information about the assignments for me to make a comfortable decision 
about the workload of this class.  

�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
20. I would need some form of accommodation (a deadline extension or extra assistance from the 

instructor or tutors for example) to complete these major alternative assignments. 
�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
21. I think I could complete these assignments successfully. 

�x Strongly disagree �t I definitely could not successfully complete these assignments.  
�x Disagree - �/�����}�v�[�š���š�Z�]�v�l���/���Á�}�µ�o�����������•�µ�������•�•�(�µ�o�����}�u�‰�o���š�]�v�P���š�Z���•�������•�•�]�P�v�u���v�š�•�X 
�x Neutral - I think I could pass these assignments, but I have concerns. 
�x Agree - I know I could pass these assignments, but I would need clarification and more 

information from the teacher or assignment guidelines first. 
�x Strongly agree - �/���l�v�}�Á���/�����}�µ�o�����‰���•�•���š�Z���•�������•�•�]�P�v�u���v�š�•�V���/�����}�v�[�š���š�Z�]�v�l���/�[�����v���������(�µ�Œ�š�Z���Œ��

information about the assignment. 
 

22. How do you feel about the amount of information about each assignment?  
�x I wish there were a lot more information about each assignment. 
�x I wish there were a bit more information about each assignment. 
�x �d�Z���Œ���[�•���i�µ�•�š�����v�}�µ�P�Z���]�v�(�}�Œ�u���š�]�}�v���(�}�Œ���������Z�����•�•�]�P�v�u���v�š�X�� 
�x �d�Z���Œ���[�•�������o�]�š�š�o�����u�}�Œ�����]�v�(�}�Œ�u���š�]�}�v���š�Z���v���/���v���������(�}�Œ���������Z�����•�•�]�P�v�u���v�š�X 
�x �d�Z���Œ���[�•���Á���Ç���š�}�}���u�µ���Z���]�v�(�}�Œ�u���š�]�}�v�������}�µ�š���������Z�����•�•�]�P�v�u���v�š�X 
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23. �/���š�Z�]�v�l�Y 
�x The written assignments are the most appropriate for a First Year Composition Class, 

instructors should not assign multimodal assignments.  
�x The multimodal assignments are the most appropriate for a First Year Composition 

Class, instructors should not assign essay assignments. 
�x Students should not be given an option between assignment types, but instructors 

should assign a mix of essay and multimodal assignments.   
�x Students should be given an option between the multimodal and essay assignment for 

each assignment.   
�x Other: _______________________________________________________________ 

Why do you feel this way?  
 

 
24. �&�}�Œ�����•�•�]�P�v�u���v�š���í�U���/���Á�}�µ�o�������Z�}�}�•���Y 

�x The Essay Assignment 
�x The Multimodal Assignment 

 
Why would you make this choice? 

 
 
 
 

25. For ���•�•�]�P�v�u���v�š���î�U���/���Á�}�µ�o�������Z�}�}�•���Y 
�x The Essay Assignment 
�x The Multimodal Assignment 

 
Why would you make this choice? 
 
 
 
 

26. �&�}�Œ�����•�•�]�P�v�u���v�š���ï�U���/���Á�}�µ�o�������Z�}�}�•���Y 
�x The Essay Assignment 
�x The Multimodal Assignment 

 
Why would you make this choice? 
 
 
 
 

27. �&�}�Œ�����•�•�]�P�v�u���v�š���ð�U���/���Á�}�µ�o�������Z�}�}�•���Y 
�x The Essay Assignment 
�x The Multimodal Assignment 

 
Why would you make this choice? 
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Compare these Two Attendance Policies from sample syllabi: 
 

 
 

28. This policy is reasonable. 
�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
29. I am confident that I would be able to follow this attendance policy without requesting 

exceptions from the instructor.  
�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
Observations and/or comments on this section: 

 
 
 

Attendance Policy A: 

Different instructors will have different attendance policies �t always familiarize yourself 

�Á�]�š�Z���Ç�}�µ�Œ���]�v�•�š�Œ�µ���š�}�Œ�[�•�����Æ�‰�����š���š�]�}�v�•�X���D�Ç�����š�š���v�����v�������‰�}�o�]���Ç�����o�]�P�v�•���Á�]�š�Z���š�Z���š���Œ�����}�u�u���v�����������Ç���š�Z����

university; the best way to learn is to participate in class, so your attendance is expected.  

A grade of W will be assigned when students fail to attend 10% or more of any class 

meetings prior to the midpoint of the term; a grade of WF will be assigned when students fail to 

attend 10% or more of any class meetings after the midpoint. There are 15 weeks of class meetings 

(not including spring/fall break); if class meets twice a week, this means a student may have up to 3 

unexcused absences in a semester. 

If you must miss class for an emergency or a university-sponsored activity, you will be able 

to make up any missed major assignments; however, you must reach out to me through email in a 

timely manner to make necessary arrangements. If at all possible, you should provide notice before 

missing class. Missed in-class participation opportunities cannot be made up because they require 

active involvement in the class environment to earn. There are extra participation opportunities 

available throughout the semester to help balance any necessary absences.  
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30. This policy is reasonable. 
�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
31. I am confident that I would be able to follow this attendance policy without requesting 

exceptions from the instructor.  
�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
32. I prefer 

�x Attendance Policy A 
�x Attendance Policy B 

Why do you prefer your chosen policy? 
 

 
Observations and/or comments on this section: 

 
 

  

Attendance Policy B: 

Different instructors will have different attendance policies �t always familiarize yourself with your 

�]�v�•�š�Œ�µ���š�}�Œ�[�•�����Æ�‰�����š���š�]�}�v�•�X���,���Œ�������Œ�����u�]�v���W 

�x Attendance is a vital part of learning. Students learn more and learn better when interacting 

with teachers and students than simply through course materials. As such, I hope my 

students are able and willing to attend synchronous classes. 

�x �,�}�Á���À���Œ�U���/�����o�•�}���µ�v�����Œ�•�š���v�����š�Z���š���š�Z�]�v�P�•���Z���‰�‰���v�����v�������š�š���v�����v�������]�•���v�}�š�����o�Á���Ç�•���‰�}�•�•�]���o���X���t���[�Œ����

���o�o�������µ�o�š�•�������‰�����o�����}�(���u���v���P�]�v�P���}�µ�Œ���š�]�u�������v�����š���•�l�•�U���•�}���/�����}�v�[�š���Z���À���������•�š�Œ�]���š�����š�š���v�����v�������‰�}�o�]���Ç�X��

However, remember the importance of participation to your grade!  

�x A student who never attends class will have a hard time participating sufficiently to earn full 

participation credit.  

�x If something comes up and your ability to attend class is impacted, email me or come to 

office hours to let me know. I am happy to work with you, but I need to know you need me 

to do so. 
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Compare these Two Participation Policies from sample syllabi: 

 

 

33. This policy is reasonable. 
�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
34. I am confident that I would be able to follow this attendance policy without requesting 

exceptions from the instructor.  
�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
35. �t�]�š�Z���š�Z�]�•���W���Œ�š�]���]�‰���š�]�}�v���W�}�o�]���Ç���������}�µ�v�š�]�v�P���(�}�Œ���ð�ì�9���}�(���u�Ç���P�Œ�������U���/���(�����o�Y 

�x Very Negatively �t There should be no participation grade. I want my assignments to 
determine my grade.  

�x Negatively �t �,���À�]�v�P�������‰���Œ�š�]���]�‰���š�]�}�v���P�Œ���������]�•���}�l���Ç�U�����µ�š���]�š���•�Z�}�µ�o���v�[�š���������š�Z�]�•�����]�P�X���/���Á�}�µ�o����
have trouble earning all the points with this policy. 

�x Neutral �t �/�����}�v�[�š���Œ�����o�o�Ç�������Œ���V���/�[�o�o�����}���Á�Z���š���À���Œ���š�Z�����‰�}�o�]���Ç���•���Ç�•�X 
�x Positively �t I like how much of my grade is participation in this policy, it provides a grade 

buffer in case things go wrong.  
�x Very positively �t I love how much of this grade is participation; I will actively enjoy 

participating in this class.   
  

Participation Policy A: 
40% of your overall grade �t 30 points available a 
week  
Participation is a huge component of how our 
brains process information, just listening, reading, 
or watching does not facilitate memory nearly as 
well as doing, talking, and making.  
�t���[�o�o�����]�•���µ�•�•���š�Z�]�•���u�}�Œ�����]�v�����o���•�•�U�����µ�š���/���‰�o�������������o�}�š���}�(��
weight on class participation, so it is a significant 
component of your grade. You are expected to 
participate in class to earn this credit.  

 

Options for class participation credit include: 

- Completing activities in class (such as 

quizzes, team games, small writing 

assignments, etc.) 

- Engaging in relevant discussion in class 

(asking relevant questions, answering 

instructor questions, answering 

student questions, etc.) 

 

Note the math! There are 15 weeks of active classes (not including Fall/Spring break).  

15x30=450. The extra 50 points are an intentional buffer. If you do all of the participation for all of 

the weeks and earn all 450 points, then the extra earned points will be added to your class grade.  
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36. This policy is reasonable. 
�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

  

Participation Policy B: 
40% of your overall grade �t 30 points available a 
week without extra effort 
 
Participation is a huge component of how our 
brains process information, just listening, reading, 
or watching does not facilitate memory nearly as 
well as doing, talking, and making.  
 
�t���[�o�o�����]�•���µ�•�•���š�Z�]�•���u�}�Œ�����]�v�����o���•�•�U�����µ�š���/���‰�o�������������o�}�š���}�(��
weight on class participation, so it is a significant 
component of your grade.  
 
Part of my reasoning in prioritizing participation 
in this way is to reward staying on task (much like 
a paycheck rewards diligent work efforts). 
Providing a substantial participation grade 
component also makes it possible to take 
academic risks with assignments that might not 
be possible when they make-or-break a grade. 
This results in more interesting and better 
assignments (both for me to grade and for 
students to do).   
 
I understand that, for many students, 
participating vocally in class may be a challenge. 
That is okay. While it will be possible to earn all 
standard participation credit in class, I also offer 
supplemental participation options outside of 
class. 

 

 
Standard options for participation credit 
include: 

- Completing activities in class (such as 
quizzes, team games, small writing 
assignments, etc.) 
 

- Tasks related to major assignments 
(brainstorming activities, peer review, 
etc.) 
 

- Engaging in relevant discussion in class 
(asking relevant questions, answering 
instructor questions, answering 
student questions, etc.) 

Supplemental options for participation credit 
include: 

- Having a significant conversation with 
me about course material (in person, 
over Webex, or via email)  
 

- Participating in discussion boards in 
iCollege 
 

- Revision tasks to improve previous or 
upcoming assignments 
 

Note the math! There are 15 weeks of active classes (not including Fall/Spring break).  

15x30=450. The extra 50 points are an intentional buffer. If you do all of the participation for all of 

the weeks and earn all 450 points, then the extra earned points will be added to your class grade.  

 



299 

37. I am confident that I would be able to follow this attendance policy without requesting 
exceptions from the instructor.  

�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
38. �t�]�š�Z���š�Z�]�•���W���Œ�š�]���]�‰���š�]�}�v���W�}�o�]���Ç���������}�µ�v�š�]�v�P���(�}�Œ���ð�ì�9���}�(���u�Ç���P�Œ�������U���/���(�����o�Y 

�x Very Negatively �t There should be no participation grade. I want my major assignments 
to determine my grade.  

�x Negatively �t �,���À�]�v�P�������‰���Œ�š�]���]�‰���š�]�}�v���P�Œ���������]�•���}�l���Ç�U�����µ�š���]�š���•�Z�}�µ�o���v�[�š���������š�Z�]�•�����]�P�X���/���Á�}�µ�o����
have trouble earning all the points with this policy. 

�x Neutral �t �/�����}�v�[�š���Œ�����o�o�Ç�������Œ���V���/�[�o�o�����}���Á�Z���š���À���Œ���š�Z�����‰�}�o�]���Ç���•���Ç�•�X 
�x Positively �t I like how much of my grade is participation in this policy, it provides a grade 

buffer in case things go wrong.  
�x Very positively �t I love how much of this grade is participation; I will actively enjoy 

participating in this class.   
 

39. It is important to me that there are options for participation beyond in-class discussion and in-
class activities.  

�x Strongly disagree - In class participation should be the only option.  
�x Disagree - �/���Á�}�v�[�š���µ�•�������o�š���Œ�v���š�]�À�����}�‰�š�]�}�v�•���}�(���‰���Œ�š�]���]�‰���š�]�}�v�X 
�x Neutral - �/�����}�v�[�š�������Œ�������]�š�Z���Œ���Á���Ç���]�(���š�Z���Œ�������Œ�����}�Œ�����Œ�����v�}�š���}�š�Z���Œ���(�}�Œ�u�•���}�(���‰���Œ�š�]���]�‰���š�]�}�v�X 
�x Agree - I will use a mix of standard in class and supplemental out-of-class participation 

opportunities. 
�x Strongly agree - I will rely on supplemental out-of-class participation opportunities to be 

successful. 
 

40. �/���‰�Œ���(���Œ�Y 
�x Participation Policy A 
�x Participation Policy B 

Why do you prefer your chosen policy? 
 

 
 
 
Observations and/or comments on this section: 
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Compare these Two Accessibility Policies from sample syllabi: 

 

 
 

41. This accessibility statement is  
�x Very unclear 
�x Pretty unclear 
�x Neutral 
�x Pretty clear 
�x Very clear 

 
 

42. �d�Z�]�•�����������•�•�]���]�o�]�š�Ç���•�š���š���u���v�š���‰�Œ�}�À�]�����•���u�����Á�]�š�Z���µ�•���(�µ�o���]�v�(�}�Œ�u���š�]�}�v���š�Z���š���/�����]���v�[�š�����o�Œ�������Ç���l�v�}�Á�X 
�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
 

43. This policy is reasonable. 
�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
 

44. I am confident that I would be able to follow this attendance policy without requesting 
exceptions from the instructor.  

�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
 

Accessibility Policy A: 

This university is committed to equal access to its programs, services, and activities, and welcomes 

otherwise qualified students with disabilities. (Disabilities include but are not limited to: learning 

barriers, medical concerns, or mobility concerns). Students who require accommodations and 

services must register with Student Accessibility Services ([Active Website Link]). Student Accessibility 

Services provides accommodation memos for eligible students to give to their instructors. Students 

are responsi���o�����(�}�Œ���‰�Œ�}�À�]���]�v�P���š�Z�����^�������}�u�u�}�����š�]�}�v�•���>���š�š���Œ�_���š�}���š�Z�����]�v�•�š�Œ�µ���š�}�Œ�•�����v�����u�µ�•�š���P�]�À����

reasonable prior notice of the need for accommodation.  
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45. Does this accessibility statement impact your thoughts about the instructor? 

�x Yes - Positively 
�x Why? 

 
 

�x Yes �t Negatively 
�x Why? 

 
 

�x No 
�x Why not? 

 
 

Observations and/or comments on this section 
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46. This accessibility statement is  

�x Very unclear 
�x Pretty unclear 
�x Neutral 
�x Pretty clear 
�x Very clear 

 
 
 
 

Accessibility Policy B: 

Accessibility is important to me. I firmly believe all students should be able to take courses and 

�•�µ�������������]�v���š�Z���u���]�(���š�Z���Ç�������•�]�Œ�����š�}�X���^�}�U���/�[�À�����š�Œ�]�������š�}���u���l�����š�Z�]�•�����}�µ�Œ�•�������•�����������•�•�]���o�������•���‰�}�•�•�]���o���X���E�}�š�Z�]�v�P��

is perfectly accessible, though! If there is somethi�v�P���]�v���u�Ç�����}�µ�Œ�•���[�•�����}�v�š���v�š���}�Œ�������•�]�P�v���š�Z���š���]�v�Z�]���]�š�•��

your ability to participate, I strongly encourage you to reach out to me. You can always email me with 

concerns ([EMAIL]). If you are concerned about telling me something specific, you are also welcome 

to r�������Z���}�µ�š�����v�}�v�Ç�u�}�µ�•�o�Ç���~�š�Z�Œ�}�µ�P�Z���������o���•�•�u���š�����}�Œ�����Ç���•���Ç�]�v�P���Ç�}�µ�[�Œ�����Œ�������Z�]�v�P���}�µ�š���}�v�������Z���o�(���}�(�����v�}�š�Z���Œ��

classmate).  

Other things to consider about accessibility: 

- If you think you might need accommodations �t you have a right to have your needs met. So, 

it is best to notify instructors as soon as possible and to make use of the Student Accessibility 

Services as soon as possible. 

- Contact the office of Student Accessibility Services to look into legal accommodations and the 

accommodations process. 

o Website: [Active Website Link]  

o Contact Infor for all campuses: [Active Website Link]  

- Many students struggle with feelings of depression, anxiety, or overwhelming stress during 

university. Counseling is a wonderful resource to help work through all those things.  

o Their website and contact information: [Active Website Link]  

o It is FREE.  

- Things to note: 

o �������}�u�u�}�����š�]�}�v�•�����Œ�����v�}�š���Œ���š�Œ�}�����š�]�À���U���•�}���]�(�������•�š�µ�����v�š���š�Z�]�v�l�•���š�Z���Ç�[�o�o���v���������Z���o�‰�U���š�Z���Ç��

should reach out as early as possible in the semester. 

o Assigned accommodations are a legal right �t �]�(�������š�������Z���Œ���]�•�v�[�š���Á�}�Œ�l�]�v�P���Á�]�š�Z���Ç�}�µ���š�}��

fulfill your accommodations, talk to Accessibility Services and/or the department 

head. 

o Accommodations can be sought for temporary needs, too. Did you get a concussion 

or break a leg? You can get accommodations while you heal! 
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47. �d�Z�]�•�����������•�•�]���]�o�]�š�Ç���•�š���š���u���v�š���‰�Œ�}�À�]�����•���u�����Á�]�š�Z���µ�•���(�µ�o���]�v�(�}�Œ�u���š�]�}�v���š�Z���š���/�����]���v�[�š�����o�Œ�������Ç���l�v�}�Á�X 
�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
48. This policy is reasonable. 

�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
49. I am confident that I would be able to follow this attendance policy without requesting 

exceptions from the instructor.  
�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
50. Does this accessibility statement impact your thoughts about the instructor? (Choose one) 

�x Yes - Positively 
�x Why? 

 
�x Yes �t Negatively 

�x Why 
 

�x No 
�x Is there a reason why or something that would have if it were done/said 

differently? 
 

51. I �‰�Œ���(���Œ�Y 
�x Accessibility Statement A 
�x Accessibility Statement B 

Why do you prefer your chosen policy? 
 
 
 
 
Observations and/or comments on this section 
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Compare these Two Missed and Late Work Policies from sample syllabi: 

 
 

52. I am confident that I would be able to follow this late work policy without requesting exceptions 
from the instructor.  

�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
53. I am confident that following this late work policy would not negatively impact my course grade. 

�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
54. This policy is reasonable. 

�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
Observations and/or comments on this policy 

 
  

Missed and Late Work Policy A: 

 

�/�š���]�•�������•�š�µ�����v�š�[�•���Œ���•�‰�}�v�•�]���]�o�]�š�Ç���š�}���l�����‰���µ�‰���Á�]�š�Z���š�Z���������š���]�o�•�����v�����Œ���‹�µ�]�Œ���u���v�š�•���}�(���š�Z���]�Œ�����o���•�•���•�X���/�����������‰�š��

late assignments, but they will be penalized. A major assignment turned in one day late is eligible for 

90% of the original points. A major assignment turned in two days late will be eligible for up to 80% 

of the original points. After two days a paper will not be accepted and will receive an automatic 0. 

One day means one day, not one class day. I have attached a schedule to this syllabus informing you 

of the due dates for all papers; therefore, plan ahead if necessary. If there are things impacting your 

ability to complete an assignment, I encourage you to reach out to me in advance; I am happy to 

provide extensions when I am aware one is needed.   

 

There are no make-up opportunities for in-class tasks; instead, there is a buffer built into the course 
to allow for more opportunities to earn points than the 400 point full participation score. 
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55. I am confident that I would be able to follow this late work policy without requesting exceptions 
from the instructor.  

�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 

Missed and Late Work Policy B: 

I hope that we all manage to keep up with all of our work and responsibilities over the course of the 

�•���u���•�š���Œ�U�����µ�š���o���š�[�•���������Œ�����o�X���^�š�µ�(�(���Z���‰�‰���v�•�X�� 

- �/�(���Ç�}�µ���l�v�}�Á���]�v�������À���v�������š�Z���š���Ç�}�µ�[�Œ�����P�}�]�v�P���š�}���u�]�•�•�����v�����•�•�]�P�v�u���v�š�����������o�]�v���U��let me know! �/�[�u��

a lot more able to be flexible when I know flexibility is needed.  

- I build in a lot of opportunities for participation credit. So, if it is necessary to miss a class or 

�š�Á�}�U���š�Z���Œ���[�•���v�}���Œ�����•�}�v���š�}���•�š�Œ���•�•�������}�µ�š���Ç�}�µ�Œ���‰���Œ�š�]���]�‰���š�]�}�v���P�Œ�������X�� 

- �&�}�Œ���u���]�v�����•�•�]�P�v�u���v�š�����������o�]�v���•�U���/�����u���o���•�•���(�o���Æ�]���o���������}�µ�š���(�]�v���o�����������o�]�v���•�����������µ�•�����/�����}�v�[�š���Á���v�š��

���v�Ç���}�(���µ�•���š�}���������•�š�µ���l�����Œ�}�Á�v�]�v�P�����š���š�Z�������v�����}�(���š�Z�����•���u���•�š���Œ�X���,���Œ���[�•���š�Z�������µ�]�o�š���]�v���•���(���P�µ���Œ���•�U��

though: 

o All course assignments and materials are available on Day 1 of class. I encourage us 

���o�o���š�}���o�}�}�l�����š���Á�Z���š�[�•�����µ�������v�����Á�Z���v���š�}���•�š���Œ�š���‰�o���v�v�]�v�P�X�� 

o Assignments can be turned in anytime starting the Monday before the assignment 

deadline and will be graded on a first-come, first-graded basis. If you want feedback 

more quickly, I encourage you to turn things in early. 

o Assignments have built-in milestone recommendations to help fight procrastination 

or executive dysfunction. 

o If something comes up during an assignment and an extension is necessary, talk to 

me about it! I am willing to work with you, but I do need to be in the loop.  

o While I am happy to grant extensions, they do affect my quality of feedback. I can 

only guarantee thorough feedback on assignments that were submitted by the 

deadline. 

o I will accept assignments up to a week late, but remember, the class will have 

moved on at that point, so my feedback will be minimal. The earlier an assignment 

is turned in, the more thorough my feedback can be. After that week, I am unable 

to accept late assignments. 

 



307 

56. I am confident that following this late work policy would not negatively impact my course grade. 
�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
57. This policy is reasonable. 

�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
58. �/���‰�Œ���(���Œ�Y 

�x Missed and Late Work Policy A 
�x Missed and Late Work Policy B 

Why do you prefer your chosen policy? 
 

 
 
 
 
Observations and/or comments on this policy 
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Compare these Two Electronics in Class Policies from sample syllabi: 

 
 

59. This policy is reasonable. 
�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
60. I could comfortably participate in the class while following this policy.  

�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
61. I am confident that I would be able to follow this electronics policy without requesting 

exceptions from the instructor.  
�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
Observations and/or comments on this section: 

 
 
 

 
 

Electronics in Class Policy A: 
 
This class will be largely participation based. To encourage participation and attention, electronic 
devices are not allowed to be used in class. This includes headphones, computers, cell phones, and 
tablets. Cell phones should be kept on silent and out of sight. It is good for us all to take an 
occasional break from our electronics and I am confident in your ability to unplug for 90 minutes 
twice a week. We will discuss the benefits of handwriting notes in class; however, I understand 
handwriting notes is more labor intensive than typing them. To ease the burden of this expectation, 
learning outlines will be available in iCollege at the start of each week. I encourage you to print 
these and bring them to class. 
 
If you have something going on that requires access to your cell phone in class, then this should be 
conveyed to me in email prior to class. If you require the use of a computer in class, the necessary 
paperwork must be on record and this should be conveyed to me prior to class. Unapproved use of 
���o�����š�Œ�}�v�]���•���u���Ç���Œ���•�µ�o�š���]�v�����]�•�u�]�•�•���o���(�Œ�}�u���š�Z���š�������Ç�[�•�����o���•�•�X 
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62. This policy is reasonable. 
�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
63. I could comfortably participate in the class while following this policy.  

�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
64. I am confident that I would be able to follow this electronics policy without requesting 

exceptions from the instructor.  
�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
65. �/���‰�Œ���(���Œ�Y 

�x Electronics in Class Policy A 
�x Electronics in Class Policy B 

Why do you prefer your chosen policy? 

Electronics in Class Policy B: 
To be respectful of all attendees, I ask that we all silence our phones and keep them out of the way. 
If you have something going on in your life that requires you have ready access to your phone during 
class time, I ask that you discuss this need with me (you can send an email or come to office hours). 
 
�/���•�š�Œ�}�v�P�o�Ç�����v���}�µ�Œ���P�����Z���v���Á�Œ�]�š�]�v�P���v�}�š���•���(�}�Œ�������À���Œ�]���š�Ç���}�(���Œ�����•�}�v�•���~�Á���[�o�o�����]�•���µ�•�•���]�v�����o���•�•�•�X���d�}���Z���o�‰��
facilitate handwriting notes for those of you willing to attempt this old school method of information 
processing, there are learning outlines available in iCollege. That said, I do allow computer (or tablet) 
use; I just ask that students using computers (or tablets) please remain on task and engaged.  
 
���•�����v�����o���u���v�š���}�(���Œ���•�‰�����š�U���/�����}�����•�l���š�Z���š���•�š�µ�����v�š�•���v�}�š���o�]�•�š���v���š�}���u�µ�•�]�����}�Œ���À�]�����}�•�����µ�Œ�]�v�P�����o���•�•�X���/���Á�}�v�[�š�����•�l��
students to remove headphones, but if they emit sounds audible to others, I will request they be re-
muted.  
 
If disengagement, disruption, or off-task-ness become a problem, these expectations may be 
revisited, and we (as a class) may need to discuss causes and solutions. This is rarely necessary, 
�š�Z�}�µ�P�Z�U�����v�����/�����}�v�[�š���(�}�Œ���•�������]�š���}�����µ�Œ�Œ�]�v�P�X 
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Look at these two Extra Effort Opportunities Policies from sample syllabi: 

 
66. Instructors should offer extra credit opportunities. 

�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
67. This policy is reasonable.  

�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
68. I am confident that I would be able to follow this extra effort policy without requesting 

exceptions from the instructor.  
�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
Observations and/or comments on this section 

  

Extra Effort Opportunities Policy A 

I do not offer individualized extra credit opportunities in my classes. However, there are 

participation credit opportunities beyond the required 400 points to allow for a buffer for missed 

classes or the chance to boost a grade by earning the extra 50 points. If there are extremely 

extenuating circumstances (like all in-person classes being unexpectedly cancelled in the event of a 

pandemic), I will add some alternative options for credit (such as online discussion boards or small 

tasks) available to all students to increase the grade buffer. 
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Look at these Extra Effort Opportunities Policy from a sample syllabus: 

69. How likely are you as a student to make use of one or more of these opportunities to support 
your grade?  

�x Not at all likely �t even if I needed extra points in the class, I would not use these 
opportunities. 

�x Not likely �t I might do something from the list if I were failing 
�x Likely �t If I miss a class or assignment, I would definitely make up the points with these 

options 
�x Very likely �t I would definitely make use of some of these opportunities, I would gain 

extra points even before I miss an assignment 
 

70. This policy is reasonable.  
�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
71. I am confident that I would be able to follow this extra effort policy without requesting 

exceptions from the instructor.  
�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
72. �/���‰�Œ���(���Œ�Y 

�x Extra Effort Policy A 
�x Extra Effort  Policy B 

Why do you prefer your chosen policy? 

Extra Effort Opportunities Policy B 
�^�}�u���š�]�u���•���š�Z�]�v�P�•���P�}���Á�Œ�}�v�P�U���}�Œ���•�}�u���š�]�u���•���š�Z�]�v�P�•���i�µ�•�š�����}�v�[�š���P�}��as right ���•���Á���[�����Z�}�‰�����X���d�Z���š�[�•���}�l���Ç�J���/�š��

�Z���‰�‰���v�•�J���/�����}�v�[�š���š�Z�]�v�l���P�Œ�������•���•�Z�}�µ�o�����•�µ�(�(���Œ���Á�Z���v���Á�����u���l�����u�]�•�š���l���•�U���š�Z�}�µ�P�Z�X���^�}�U���/���o�]�l�����š�}�����µ�]�o����

�}�‰�‰�}�Œ�š�µ�v�]�š�]���•���(�}�Œ�����Æ�š�Œ�������(�(�}�Œ�š���]�v�š�}���u�Ç�����o���•�•���•���•�}���š�Z���š�U���]�(���•�}�u���š�Z�]�v�P�����}���•���P�}���Á�Œ�}�v�P�U���š�Z���Œ���[�•���������Z���v�������š�}��

receive credit for the extra effort necessary to correct course. Extra effort opportunities are ways to 

regain missed credit while strengthening weaknesses in course material.  
 

Examples of extra effort opportunities: 

- Coming to office hours with insightful questions (about course material or ideas about how to 

improve the course) and engaging in discussion with the instructor 

- Completing extra effort opportunities related to areas you would like to strengthen 

(completing activities related to MLA formatting or a grammatical weakness, for example) 

- Participating thoroughly in voluntary peer review activities with classmates 

- Major assignment revision, reflection, and resubmission 
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Look at these two Expectations of Students Policies from sample syllabi: 

 

 

73. This policy is helpful.  
�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
74. This Expectations of Students Policy is reasonable.  

�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 

 
 

75. I could meet and follow these expectations as they have been explained to me. 
�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
76. �,���À�]�v�P���š�Z�]�•���•�����š�]�}�v���]�v�������•�Ç�o�o�����µ�•���Á�}�µ�o���Y 

�x Very negatively impact my opinion of the instructor. 
�x Negatively impact my opinion of the instructor. 
�x Not at all impact my opinion of the instructor. 
�x Positively impact my opinion of the instructor. 
�x Very positively impact my opinion of the instructor. 

  

Expectations of Students Policy A: 

I have high expectations for my students. I expect us all to comport ourselves in a manner befitting our 

environment and our goals. Students are expected to come to class on time and prepared, participate 

actively, and act appropriately. Failure to meet these expectations may result in removal from the class. 

Repeated failure to meet these expectations will result in grade point deductions 
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Expectations of Students Policy B: 
I strongly believe open communication about expectations is healthy. How can I hold you to 

�•�š���v�����Œ���•���š�Z���š���/���Z���À���v�[�š�����Æ�‰�o���]�v�����M���'���v���Œ���o�o�Ç�U���]�v�•�š�Œ�µ���š�}�Œ�•�����Æ�‰�����š���•�š�µ�����v�š�•���š�}���Z���À�����•�}�u�����]�v�v���š����

understanding of acceptable comportment; however, there are any number of reasons a student 

may not automatically know what a teacher expects �t especially since different teachers might have 

different expectations. As such, here is a list of baseline expectations I have and my reasoning 

behind them. In class we can further discuss and refine this list in ways that suit our class. 

- Come to class as often as possible.  

o Why: Collaboration and cooperation facilitate community bonding and engagement. We will 

all learn more and better if we work with each other.  

- Come to class prepared.  

o What does this mean: Have completed any required readings, have course materials with 

you, be ready to discuss course content, etc. 

o �t�Z�Ç�W���&�]�Œ�•�š�U���]�š�[�•���������}�u�‰�}�v���v�š���}�(���Œ���•�‰�����š�X���t�Z���v���Á�������Œ���v�[�š���‰�Œ���‰���Œ�������(�}�Œ�����o���•�•�U���š�Z���v���Á���������v�[�š��

�(�}���µ�•���}�v���š�Z���š�������Ç�[�•���P�}���o�•���}�Œ�����}�v�š���v�š�X���^�����}�v���U�����o���•�•���]�•���•�}�����}�Œ�]�v�P���Á�Z���v���Á�������Œ���v�[�š���‰�Œ���‰���Œ�����X 

- Email me or come to office hours to discuss any concerns or recommendations about the course. 

o Why: I am always looking to improve this course, but my perception will not always 

�š�Œ���v�•�o���š�����]�v�š�}���š�Z�����Œ�����o�]�š�Ç�U�����v�����/�������v�[�š���(�]�Æ���Á�Z���š���/�����}�v�[�š���l�v�}�Á���]�•�����Œ�}�l���v�X�� 

- �������Œ���•�‰�����š�(�µ�o�X�����}�v�[�š���]�v�š���Œ�Œ�µ�‰�š�����o���•�•�u���š���•���~�}�Œ���š�Z�����š�������Z���Œ�•�U���o���š�����o���•�•�u���š���•���š���o�l�U�����}�v�[�š���o���µ�P�Z���~�}�Œ��

scoff or judge) when someone is sharing something vulnerable.  

o Why: We all have different backgrounds and experiences. What is challenging for 

some of us might be easy for others, and we may all process information and 

experiences differently. If we want a classroom environment in which interesting 

discussions happen, then we need to build an environment in which we are all 

comfortable participating. 

- Complete assignments and tasks to the best of your ability.  

o �t�Z�Ç�W���>�����Œ�v�]�v�P���]�v�À�}�o�À���•�����}�]�v�P���š�Z�]�v�P�•�X���/�����}�v�[�š�����Æ�‰�����š���š�Z���•�������•�•�]�P�v�u���v�š�•���š�}�����}�u����

easily to everyone, but I do expect everyone to try to do well. If more help or 

support is needed to achieve this, I am happy to provide it.  

- ���}�v�[�š���‰�o���P�]���Œ�]�Ì���X���,�}�o���������������u�]�����]�v�š���P�Œ�]�š�Ç���š�}���Z�����Œ�š�X�� 

o Why: Plagiarism is a matter of respect. To plagiarize means to not respect the efforts of your 

�]�v�•�š�Œ�µ���š�}�Œ���}�Œ�����o���•�•�u���š���•�X���/�š�����o�•�}���u�����v�•���š�Z�����•�š�µ�����v�š�����}���•�v�[�š���Œ���•�‰�����š���š�Z���u�•���o�À���•���š�}���•���š��

themselves up for success in future classes or their career.  

�t�Z���š���]�(���š�Z���•�������Æ�‰�����š���š�]�}�v�•�����Œ���v�[�š���u���š�M�����v���}�������•�]�}�v���o���u�]�•�š���l�����]�•���}�l���Ç�U���]�š�[�•���‰���Œ�š���}�(���P�Œ�}�Á�š�Z�X���t���[�À�������o�o��

had that day when we wake up three hours late and everything else goes wrong from there. It 

happens, but we must all endeavor to remain decent people. A pattern of repeated disrespect may 

result in a request to leave the class for that day and will negatively impact participation. 
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77. This Expectations of Students Policy is helpful.  
�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
78. This Expectations of Students Policy is reasonable.  

�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree  

 
79. �,���À�]�v�P���š�Z�����^�t�Z�Ç�_�����v���l�}�Œ���^�t�Z���š�����}���•���š�Z�]�•���u�����v�_���(�}�Œ���š�Z�������Æ�‰�����š���š�]�}�v�•���}�(���•�š�µ�����v�š�•���]�•���Z���o�‰�(�µ�o�X�� 

�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
80. I could meet and follow these expectations as they have been explained to me. 

�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
81. �,���À�]�v�P���š�Z�]�•���•�����š�]�}�v���]�v�������•�Ç�o�o�����µ�•���Á�}�µ�o���Y 

�x Very negatively impact my opinion of the instructor. 
�x Negatively impact my opinion of the instructor. 
�x Not at all impact my opinion of the instructor. 
�x Positively impact my opinion of the instructor. 
�x Very positively impact my opinion of the instructor. 

 
82. �/���‰�Œ���(���Œ�Y 

�x Expectations of Students Policy A 
�x Expectations of Students Policy B 

Why? 
 

 
Observations and/or comments on this section 

 
  



316 

  

This Page Intentionally Left Blank 



317 

  

Look at these two Expectations of Instructor Policies from sample syllabi:  

 
 

83. This Expectations of Instructor Policy is helpful. 
�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
84. This Expectations of Instructor policy is reasonable. 

�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree  

 
85. �,���À�]�v�P���š�Z�]�•���•�����š�]�}�v���]�v�������•�Ç�o�o�����µ�•���Á�}�µ�o���Y 

�x Very negatively impacts my opinion of the instructor. 
�x Negatively impact my opinion of the instructor. 
�x Not at all impact my opinion of the instructor. 
�x Positively impact my opinion of the instructor. 
�x Very positively impact my opinion of the instructor. 

 
86. �,�}�Á���Á�}�µ�o�����Ç�}�µ�������•���Œ�]�������š�Z�����š�������Z���Œ�[�•���o�]�l���o�Ç�������Z���À�]�}�Œ���}�Œ���‰���Œ�•�}�v���o�]�š�Ç�����(�š���Œ���Œ�������]�v�P���š�Z�]�•���•�����š�]�}�v�M 

 
 
 
 
 

Expectations of Instructor Policy A: 

As your instructor, it is my responsibility to establish and maintain a civil, productive, inclusive, and 
stimulating learning environment. Both instructors and students have a fundamental obligation to 
respect the instructional setting as a place for civil, courteous discourse.  
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Expectations of Instructor: 

- I will come to class. If something prevents my ability to come to class, I will let students know 

about the class cancellation as quickly as possible to limit any possible inconvenience. 

o �t�Z�Ç�W���/�������v�[�š�����Æ�‰�����š���u�Ç���•�š�µ�����v�š�•���š�}�����}�u�����š�}�����o���•�•���Œ���o�]�����o�Ç���]�(���š�Z���Ç�������v�[�š�����Æ�‰�����š���u�����š�}�X���/��

intend to come to every scheduled class, but if something comes up, it is my 

�Œ���•�‰�}�v�•�]���]�o�]�š�Ç���š�}���P�]�À�������•���u�µ���Z���v�}�š�]���������•���‰�}�•�•�]���o�����š�}���v�}�š���Á���•�š�����•�š�µ�����v�š�•�[���š�]�u���X���E�}���}�v����

likes going through the effort of getting to class only to find a note on the door 

explaining class is cancelled.  

- I will be prepared for class and try to make class interesting. 

o What this means: I will have necessary course materials, a plan for the day, and 

activities and/or discussion topics and prompts. I will also be ready to listen to my 

students and encourage and support them. 

o Why: How can I hold my students to a standard I am unable to meet? When students 

come to class and the teacher is unprepared, then that teacher has wasted the 

�•�š�µ�����v�š�•�[���š�]�u���X 

- I will be respectful. 

o �t�Z���š���š�Z�]�•���u�����v�•�W���/���Á�}�v�[�š���o���µ�P�Z�����š���•�š�µ�����v�š�•���}�Œ���i�µ���P�����š�Z���u���(�}�Œ���v�}�š���l�v�}�Á�]�v�P���•�}�u���š�Z�]�v�P��

�}�Œ���(�}�Œ���Z�}�o���]�v�P�����v���}�‰�]�v�]�}�v�����]�(�(���Œ���v�š���(�Œ�}�u���u�]�v�����š�Z���š�����}���•�v�[�š�������µ�•�����Z���Œ�u�X���/���Á�]�o�o���u���l����

my class a place where questioning is not only allowed but encouraged.  

o �t�Z�Ç�W���>�����Œ�v�]�v�P���]�•���À�µ�o�v���Œ�����o���X�������i�µ���P�u���v�š���o���š�������Z���Œ�������v���o�����À�����•�����Œ�•���}�v���•�š�µ�����v�š�•�[��

�u�]�v���•�X���/�[�À�����Z�������š�������Z���Œ�•���š�Z���š���u���������u�����(�����o�����������(�}�Œ���v�}�š���µ�v�����Œ�•�š���v���]�v�P�V���/���Z�}�‰�����š�}��

never become that.  

- I will be reasonable. 

o �t�Z���š���š�Z�]�•���u�����v�•�W���/���Á�]�o�o���o�]�•�š���v���š�}���u�Ç���•�š�µ�����v�š�•�[�����}�v�����Œ�v�•�U���Œ�����}�u�u���v�����š�]�}�v�•�U�����v����

needs. I might not always be able to make desired changes, but I can respectfully 

consider requests and suggestions.  

o Why: Because students are people with lives and feelings. If something does go 

�Á�Œ�}�v�P���]�v�������•�š�µ�����v�š�[�•���o�]�(���U���š�Z���v�����•�l�]�v�P���(�}�Œ���Z���o�‰���]�•���‰�Œ�}�������o�Ç�����o�Œ�������Ç���Z���Œ���X�����•�l�]�v�P������

teacher who is inflexible and unreasonable is even harder.  

- I will grade assignments in a timely manner and provide productive feedback. 

o Why: If I expect students to adhere to deadlines, I should, too. The reason 

assignments have deadlines is because they provide a foundation for the next 

assignments. To do well on following assignments, feedback needs to be timely on 

past ones. As a result, I will return grades and feedback on assignments within two 

weeks of completion.  

- I will respond in a timely and respectful manner to emails.  

o �t�Z�Ç�W�����������µ�•�����]�š���u���š�š���Œ�•�X���^�š�µ�����v�š�•�����}�v�[�š���š�Ç�‰�]�����o�o�Ç�����u���]�o���(�}�Œ���(�µ�v�•�]���•���~�š�Z�}�µ�P�Z���(�����o���(�Œ�������š�}�J�•�X���/��

respect that and will endeavor to respond accordingly in a timely manner. 
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87. This Expectations of Instructor Policy is helpful. 

�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
88. This Expectations of Instructor policy is reasonable. 

�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree  

 
89. �,���À�]�v�P���š�Z�����^�t�Z�Ç�_�����v���l�}�Œ���^�t�Z���š�����}���•���š�Z�]�•���u�����v�_���(�}�Œ���š�Z�������Æ�‰�����š���š�]�}�v�•���(�}�Œ���]�v�•�š�Œ�µ���š�}�Œ�•���]�•���Z���o�‰�(�µ�o�X�� 

�x Strongly disagree 
�x Disagree 
�x Neutral 
�x Agree 
�x Strongly agree 

 
90. �,���À�]�v�P���š�Z�]�•���•�����š�]�}�v���]�v�������•�Ç�o�o�����µ�•���Á�}�µ�o���Y 

�x Very negatively impacts my opinion of the instructor. 
�x Negatively impact my opinion of the instructor. 
�x Not at all impact my opinion of the instructor. 
�x Positively impact my opinion of the instructor. 
�x Very positively impact my opinion of the instructor. 

 
91. �,�}�Á���Á�}�µ�o�����Ç�}�µ�������•���Œ�]�������š�Z�����š�������Z���Œ�[�•���o�]�l���o�Ç�������Z���À�]�}�Œ���}�Œ���‰���Œ�•�}�v���o�]�š�Ç�����(�š���Œ���Œ�������]�v�P���š�Z�]�•���•�����š�]�}�v�M 

 
 
 
 
 
 
 

 
Observations and/or comments on this section: 
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Syllabus Content: 

92. Sections I think should absolutely be in a syllabus include: (Circle all that apply) 
�x Index 
�x What is a syllabus? 
�x How do I use a syllabus? 
�x Brief Instructor Bio 
�x Course Overview 
�x Course Resources 
�x Course Objectives 
�x ���•�•�]�P�v�u���v�š�•�[���Á���]�P�Z�š�•�l�'�Œ�����]�v�P���]�v�(�}�Œ�u���š�]�}�v 
�x Overviews of all major assignments 
�x Classroom policies (Circle all that apply) 

�x Attendance Policy 
�x Accessibility Statement 
�x Community Statement 
�x Missed and Late Work Policy 
�x Office Hours 
�x Use of Electronics in Class Policy 
�x Food and Drink Policy 
�x Communication with Instructor Policy 
�x Extra Credit Policy 

�x Expectations of Students 
�x Expectations of Instructor 
�x School and Departmental Policies 
�x A list of links to helpful university resources and departments 
�x Course schedule 

Other: (list any additional components you wish to see in a syllabus) 
_____________________________ 
_____________________________________________________________________________________ 
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Appendix C 

Relevant Assignment Guidelines 

GSU Narrative Assignment: Storytelling and Career Literacy 
English 1101 

What Write a story that tells readers something about your experiences with 
your professional goals. The story should clarify the connections between your 
past influences, your present state, and your future goals as a person (with a focus 
on your career goals).  

When First draft due on iCollege by:  
Final draft due on iCollege by:  

Why Think about your own experiences with a particular profession, leadership 
position, or volunteer experience. Examine yourself in terms of your experiences 
with learning and professional development and ask yourself what is unique or 
defining about you. In what disciplines, practices, and professions are you literate? 
What skills have you developed, or do you believe you need in the future, to be 
successful? What have you learned about your value from these experiences?  And 
where will your experiences take you?  

How 1. Select a moment in your life that impacted your desire to pursue a 
certain career, your choice of major, or career path (e.g. an experience 
at a first job, leadership positions at school or social/religious 
organizations, volunteer experiences, living through a life-changing 
event like discrimination in your workplace, or experiences as a social 
media influencer).   
2. Organize your thoughts about this experience into narrative 
components. Make sure your story has: setting, characters, events, 
and compelling details.   
3. Identify a broad statement that sums up why you are telling your 
story; make a claim about your life and experience.   
4. Compose a story that makes the point you determined in #3 by 
telling this story using lots of details. Readers should come to 
understand your growth and development in relation to your career 
goals as a result of your telling this story.   

Requirements & 
Rubric 

-A 2-3 page narrative.  
-A clear articulation of the purpose of your story.   
-Compelling and appropriate evidence from your past.   
-Specific details and effective storytelling.  
-A coherent organizational structure that supports your focus.   
-A clear connection between your identity and the claim about your 

experience.   
-Proofreading and MLA formatting.   
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GSU Interview Report Assignment 
ENGL 1101  

What Compose a short piece that reports on your major findings from the interview and 
���]�•���µ�•�•���•���Z�}�Á���Ç�}�µ���Á�]�o�o���µ�•�����š�Z�����]�v�š���Œ�À�]���Á�������š�����]�v���Ç�}�µ�Œ�����•�•���Ç���ï�X
®  

When First Draft due on iCollege by 
Final Draft due on iCollege by  

Why Now that we have explored our own experiences with career literacy, how can we 
proactively seek an �µ�v�����Œ�•�š���v���]�v�P���}�(���}�š�Z���Œ�•�[���v���Œ�Œ���š�]�À���•�M���d�Z�]�•�����•�•���Ç���š���•�l�•���Ç�}�µ���Á�]�š�Z�����}�v���µ���š�]�v�P�����v��
interview with someone who has become an authority or entered a profession as a result of 
their skills in literacy who can speak to the challenges and affordances of their role�v what their 
role asks them to do, what is challenging, and what they are able to do, especially as it relates to 
one of the literacies discussed in Chapter 1.  

You will use your data to generate a claim about this profession and its grounding in 
literacies. The interview data will be used to support a series of claims about this profession and 
its intersections with literacies. Your report will also discuss how you plan to use this 
information in Essay 3.  

How 1. Identify someone to interview. The interview may be conducted via phone, 
email, or other non-physical means. What is important to remember here is that 
you want to focus on the intersections between career and literacy in your 
interview; therefore, you should consider talking to someone who has some kind of 
professional qualification.  
2. Create an interview plan that includes a formal set of relevant, useful questions. 
Plan to record the conversation if possible AND to take detailed notes as you 
interview. Then, conduct the interview.  
3. Review the interview and analyze your notes/data looking for patterns OR 
trends in responses, especially where the information from your interview coheres 
with (or deviates from) your own experiences. Generate a claim about your major 
findings.  
4. Write a short report that presents this claim as a thesis statement. Use the 
information from your interview to support your claim. The essay uses 
details from the interview to present your findings and give readers a reason to 
accept your claims about this profession and its roots in a certain type of literacy.  

Reqs �x A 3�t4 pg. essay turned in via iCollege   
�x An instructor-approved point of contact   
�x A clear thesis statement that presents your major findings from the interview   
�x Detailed evidence to support your claim that comes from your interview (e.g. 
direct quotes from interviewees, summaries of their stories/explanations)   
�x A coherent organizational structure that supports your claim (includes 
introduction and conclusion)   
�x MLA citation for all sources in attached Works Cited page   
�x A set of research questions as an appendix  
�x Proofreading and MLA formatting  
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GSU ~ Supported Argument Essay 
English 1101 

What  Compose an essay that successfully argues for the importance of your selected 
literacy.   

When  First Draft due on iCollege  by:  
Final Draft due on iCollege by:  

Why  Previously, you have written about sets of literacies and competencies and how these 
can manifest as professions and roles of cultural import. You will now make an 
argument that addresses the ultimate importance of this competency and profession.  
You might address some of the following questions:  

-       Should more people seek to undertake this type of literacy to develop this skill 
and ultimately fill this professional role? Should fewer?  
-       Will this profession change in the future, and will this change benefit any 
group?  
-       Does our school system adequately prepare people to undertake this literacy, 
and should it? If so, how should our school system prepare people for this 
profession and its associated literacies?   
-       Why does this field or profession matter?   
-       How does this field or profession make a difference in the world?  

How  1.     Brainstorm unique reasons why this literacy and its implications are important 
for others to experience.  
2.     Outline your argument. What are three or more reasons that support your 
argument and pay attention to possible counterarguments?  
3.     Identify a minimum of two secondary sources that support your claims about 
the value of this literacy.  
4.     Compose an essay that persuades readers to thoughtfully engage with your 
position by:  

     (1) presenting a thesis statement,  
                 (2) offering detailed support for your claim (and possibly addresses counter 
claims),  
     (3) using secondary sources as additional support for your claim.  

Requirements  
& Rubric  

-   A 3-4 pg. essay turned in via iCollege   
-   An instructor-approved subject of platform   
-   Articulation of why your argument has validity   
-   A thesis that helps orient readers to the purpose and major claims of your essay   
-   Detailed evidence (2 or more secondary sources offering additional evidence   
-   A coherent organizational structure that supports your thesis   
-   MLA citations for all sources in an attached Works Cited page   
-   Proofreading and MLA formatting   
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Fairytale Assignment Guidelines 

Purpose: Creative writing practice with extra critical thinking. Choose one of the stories from the 
Narrative week. Read it closely; what are the important characteristics of the story? What are the 
lessons inherent in the tale? What cultural components are there? What makes the story what it is?  
 
Instructions: Write a 700-900 word story (not including heading, title, or works cited) telling your own 
version of the original tale. To be clear, you are writing your own unique story based on the original tale. 
Think �^�Z���[�•���š�Z�����D���v versus Twelfth Night. �^�Z���[�•���š�Z�����D���v is an imaginative retelling of Twelfth Night 
which puts the tale in modern times creating a recognizable yet wholly unique story. Another example 
�Á�}�µ�o�����������'�Œ�]�u�u�[�•��Cinderella versus the Hilary Duff Cinderella Story (or any of its sequels).  
 
�t�Z���š�����}���•�v�[�š���Á�}�Œ�l�M���^�Z���l���•�‰�����Œ���[�•��Much Ado About Nothing �À���Œ�•�µ�•���:�}�•�•���t�Z�����}�v�[�•��Much Ado About 
Nothing. While Whedon puts the story in the modern times, the time period is all that changes; the 
�•�š�}�Œ�Ç�����v�������]���o�}�P�µ�����Œ���u���]�v�����Æ�����š�o�Ç���š�Z�����•���u���X�����v���}�‰�‰�}�•�]�v�P�����Æ���u�‰�o�����Á�}�µ�o�����������^�Z���l���•�‰�����Œ���[�•��Hamlet 
versus the Lion King. Although loosely based on the Shakespeare play, the correlations are minimal at 
best and the redone tale is not recognizable.   
 
This assignment is designed to help you practice close reading (figuring out the important details of the 
original story), creative thinking (putting your own spin on the story), rhetoric (telling a compelling story 
keeping audience, purpose, and tone in mind), and grammar (writing a story free of errors). 
 
Links to the Stories: 
The Brave Tin Soldier, Rapunzel, Rumpelstiltskin, Hansel and Grethel, Little Red Riding Hood, Cinderella 
 
Guidelines: 

- The story must be recognizable, but it must also be your own.  
- There should be no in-text citation in the work, but the original story should be cited in a works 

cited page.  
- You must use and cite the hyperlinked version of the fairytale from these guidelines. Click the 

title of the story and the link should open. You may not find other versions of the story, use the 
���]�•�v���Ç���À���Œ�•�]�}�v�U���}�Œ���Œ���(���Œ���š�}�������•�š�}�Œ�Ç���š�Z���š���]�•�v�[�š���}�v�����}�(���š�Z�����}�‰�šions.  

- Your story must be 700-900 words long - not including your works cited, header, heading, or 
title 

- You must follow MLA formatting guidelines.  
- �z�}�µ���u�µ�•�š���Z���À�����������Œ�����š�]�À�������v�����Œ���o���À���v�š���š�]�š�o���V���^�W���‰���Œ���ï�_���]�•���v�}�š�����v�����������‰�š�����o�����š�]�š�o���X���d�Z�]�•���]�•������

component of rhetoric. 
- Submit your paper to the appropriate assignment folder in D2L.  
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Objectives Associated with this Assignment:  
�x Respond individually and collaboratively to different kinds of rhetorical situations. 
�x Integrate their own ideas into those of others through analytic skills and understanding of the 

interrelatedness of knowledge. 
�x Develop flexible and recursive strategies for brainstorming, drafting, revising, editing, and proof-

reading 
�x Control such surface features as syntax, grammar, punctuation, and spelling 

 
Standards for Success Associated with this Assignment:  

�x Compose first-year level essays or presentations that are logical [and] engaging. 
�x Demonstrate and apply an understanding of basic rhetorical concepts including ethos, pathos, 

and logos, and the relationship among audience, purpose, and context. 
�x Compose both single-draft and multi-draft essays, using prewriting, drafting, revision, and 

editing. 
�x Construct clear, precise, grammatically correct sentences using Standard Edited American 

English and avoiding awkward phrasing and errors, including but not limited to: fragments, 
comma splices, run-on sentences, subject-verb and pronoun-antecedent disagreement, faulty 
pronoun reference, misuse of possessives, and misspellings. 
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