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Abstract 

Times are changing and fast. In the past ‘being literate’ could be seen as creating meaning in 

a print-based monomodal manner. However, the advent of new media technologies has 

changed the way we make meaning in society and led to a proliferating mass of so-called new 

literacies. The position of ICT is therefore shifting in the curriculum from a foundational 

add-on to an embedded part of society. Multiliteracies theory states that the curriculum needs 

to allow children to make meaning through a range of modes that society offers. There has 

been research into theories of multimedia learning to improve retention but there is little 

evidence to suggest whether the introduction of a multimodal literacy has a positive effect on 

writing. This study reports empirical findings that found a statistically significant difference 

in writing attainment between a multiliteracies-based approach to teaching and learning as 

opposed to a solely print-based curriculum. 
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CHAPTER ONE 

Introduction 

 Technology has become central to the teaching and learning agenda in recent years. It 

has impacted on all aspects of society and its potential to transform education continues to be 

widely acclaimed (Tearle, 2003). However, there are significant issues relating to the 

successful integration of ICT into the literacy curriculum. In the past teachers have tried to 

adapt technology into their existing routines, which has so far led to only very modest results 

in improved learning (Furlong et al, 2000; Lankshear and Knobel, 2003). The use of ICT has 

brought useful tools to the literacy classroom, such as the word processor, which has made 

significant advances in the format and design of print-based documents (Heba, 1997). 

However, the position of ICT in society and the curriculum is shifting. Best practice can no 

longer be seen in terms of transferring existing curriculum goals and practices into ICT 

resources and hoping for the best (Selber, 2004). This shift in the curriculum is becoming 

increasingly necessary as times are changing rapidly, due to the proliferating multimedia and 

information technologies which are shaping the way meaning is created and exchanged. 

Unsworth (2001) states that: 

 

“Clearly the impact of the new technologies cannot be understood as an add-on tool 

for learning and teaching literacies. Rather than trying to squeeze new technologies 

into familiar literacy education procedures, we need to attend to the reality of new 

and emerging literacies” (Unsworth, 2001: pg12). 

 

When children open a magazine, newspaper, log onto the internet or turn on the television 

they are faced with an array of texts, be it written, spoken, still or moving (or a combination). 

Therefore one has to be literate in a range of meaning making systems that technology 
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provides (Kalantzis et al, 2002). This study will therefore explore the implications of these 

new literacy practices on the English curriculum and assess whether the ICT and multimedia 

modes that they call upon improve learning and lead to a higher standard of writing. Findings 

from linked empirical work will then be discussed and implications for the future addressed. 

 

 

The position of ICT within the UK English/Literacy curriculum 

Literacy has become central to educational policy and pedagogical development 

through the National Curriculum (NC) and National Literacy Strategy (NLS) (Lankshear and 

Knobel, 2003). However, there have been many hostilities during the adoption of these 

frameworks, particularly the role of ICT in English (Goodwyn, 2000). Teachers have often 

looked at technology as tools to fit into their existing routines (Lankshear and Knobel, 2003). 

This is founded in the notion of ICT as an ‘add-on’ and explains why little has changed in 

pedagogical terms in the literacy classroom (Selwyn, 2000; Prestige, 2005). 

Computers are now a fact of life in educational settings, yet too few teachers are 

prepared to organise learning environments that integrate technology meaningfully and 

appropriately (Selber, 2004). This reluctance could be because they are ‘fearful’ or 

‘unresolved’ and feel they would be moving away from the core values of English 

(Goodwyn, 1997 in Ellis, 2001). The guidelines presented in the National Curriculum 

(DfEE/QCA, 1999) do not help matters considering that there is little reference to digital 

technologies across the attainment targets of speaking and listening, reading and writing 

(Ellis, 2001). There is also a clear sense that the focus is based around language and print 

modes of communication. The NLS (DfES, 2001) includes only sixteen references to ICT 

within the whole five year strategy, six of which are spell-checkers and only once are ICT 

texts mentioned (McFarlane, 2000). This suggests that teachers are being presented with a 

restricted view of literacy, which is consistent to only one tradition of English (Ellis, 2001). 
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In a sense, the work that children undertake in schools under the banner of ‘literacy’ is only 

marginally concerned with ICT. It is critical to note that ICT affords not a simple range, but a 

width and depth of understanding of the interaction of text, image, video, audio and all forms 

of language that literacy asks us to engage with (Matthewman and Triggs, 2004b; Bridley, 

2005). The fact is that digital technologies are increasingly permeating nearly every aspect of 

children’s lives, which is fundamentally changing their out-of-school literacy practices. Thus 

meaning that ICT and multimedia are more than a matter of simply ‘information technology’ 

and are rapidly becoming the dominant means of entertainment, communication and cultural 

expression in children’s lives (Buckingham, 2002). As technology continues to become a 

prominent part of society, children need to be thinking and communicating through ICT and 

multimedia in schools, therefore changes to the curriculum need to occur. Teachers need to 

challenge the narrowly defined explanations of literacy to ones that capture the complexity of 

children’s social literacy practices and prepare them for life in the twenty-first century 

(Bridley, 2000). 

This shows that the place of new media technologies in literacy is a highly complex 

issue that is implicated in questions of what we actually mean by being ‘literate’ (Ellis, 

2001). This study will now explore the theoretical findings relating to the need for a new 

multimodal curriculum, because when teachers ignore technology there is the potential for 

pedagogical and social damage to education in today’s technologically advanced society 

(Barton, 2005; Bridley, 2005; Lankshear and Knobel, 2003; Matthewman et al, 2004a; New 

London Group, 1996; Selber, 2004).   
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CHAPTER TWO 

ICT becomes part of literacy? Multiliteracies for a digital society 

 

 Changes to the types of texts we read and the way we interpret them are rapidly 

occurring in the information age. Hence, one has to be literate in a range of meaning systems, 

or modes of representation, in order to participate fully in today’s (and tomorrow’s) society 

(Callow and Zammit, 2002). We are beginning to witness a shift away from the written and 

spoken word to an increasingly diverse range of new literacies (Williamson, 2005). Higgins 

states that ICT is powerful in presenting and representing information in different ways 

through different forms (Higgins, 2003), thus suggesting that the new meaning systems and 

modes of representation are implicated through modes of ICT and multimedia. The challenge 

of digital technologies and cultures requires a fundamental rethinking of both curriculum and 

pedagogy. It requires educators to move beyond the present print-bound curriculum, and to 

acknowledge the full range of ‘literacies’ that encapsulate multiple modes of meaning 

(Buckingham, 2002; Lankshear and Knobel, 2003). There was a time when ‘literacy’ could 

be understood as the business of putting words into sentences on pages, and doing this 

correctly according to standard usage (Kalantzis et al, 2002). However, with the widespread 

use of ICT now embedded in popular culture this definition of literacy is no longer suitable 

because ICT enables students to actively and interactively explore and deconstruct texts, 

which is central to the English curriculum.  

 Children bring a wide experience of texts to their school work, which are now seen as 

important curriculum resources (QCA/UKLA, 2005; Unsworth, 2001). These new literacies 

include: 
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Type of media/mode Examples of ‘new literacies’ 

Computer-based Internet information and software presentations 

Paper/Print-based Picture books, magazines, novels and 

information books. 

Sound and visual media Radio, television, videos, CDs and DVDs. 

Table 1.1 - Adapted from “More than words 2” (QCA/UKLA, 2005). 

 

This suggests that the idea of literacy in government guidance, as being focused solely on 

print-based texts, needs to be adapted to reflect children’s social literary practices. Unsworth 

(2001) suggests that: 

 

“In the twenty-first century the notion of literacy needs to be reconceived as a 

plurality of literacies and being literate must be seen as anachronistic. As emerging 

technologies continue to impact on the social construction of these multiple literacies, 

becoming literate is the more apposite description” (Unsworth, 2001: p8). 

 

However, while there is a growing recognition that the shift from print to digital technologies 

requires redefinition of the nature of literacy as well as new teaching methods, what may 

count as effective learning of literacies in the ‘information age’ remains problematic 

(Goodwyn, 2000). 

 Multiliteracies theory advocates the need for technology to be embedded in the 

curriculum to reflect the literacy practices of an ever-changing society. ‘A Pedagogy of 

Multiliteracies’ (New London Group, 1996), rises out of the need for an awareness of cultural 

and critical literacy practices, emergent technologies and practices within the rapidly 

evolving social and global environment (Matthewman et al, 2004a). The New London Group 
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state that literacy pedagogy has traditionally meant learning to write using standard forms of 

national language in a page-bound, official manner, which has been a carefully restricted 

project. They assert that: 

 

“Literacy pedagogy must account for the burgeoning variety of text forms associated 

with information and multimedia technologies” (New London Group, 1996: p2). 

 

This highlights the importance of ICT within the literacy curriculum and suggests that 

teachers need to rethink what they are teaching and what literacy pedagogy may now need to 

address (New London Group, 1996).  The group state the relevance of social context which 

emphasises a need for children to be able to work with texts of popular culture, which is 

consistent with the views of Unsworth (2001). In a multiliteracies perspective, the current 

curriculum focus on linear text-based literacy as the dominant language of society represents 

a very limited conception that fails to address a global technologically advanced society 

(Genzuk, 2005). Although the established, language-based literacy pedagogy will remain 

highly necessary, it will be by no means sufficient for the development of the kinds of 

literacy practices of the new millennium (Unsworth, 2001).  

 The adoption of technology in schools has been hindered by the emphasis on a 

‘technical’ level whereby teachers would focus on acquiring technical skills with computers 

and then trying to apply these at a practical level (Conlon, 2000). However, it is necessary for 

children to engage at a critical level, which is an integral part of the multiliteracies theory: 

 

“A critical level of engagement also provides students with opportunities to develop 

their understanding about the way we construct and communicate information in our 

society” (O’Rourke, 2001, pp2). 
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In this sense teachers and pupils need to find their way around this emerging world of 

meaning that requires a new, multimodal literacy (Cope and Kalantzis, 2000). ICT plays an 

important part in this because it is technological and media modes that allows children to 

look at texts beyond their surface and make meaning in more complex ways, through many 

modes, context and knowledge of the world. A critical level of engagement must bring these 

modes together so that technology is considered in terms of its human communication and 

effectiveness in message transmission (O’Rourke, 2001). However, in order for this critical 

engagement to take place children need to be able to interpret systems of signs and shared 

meaning when looking at multiple modes. 

Multiliteracies theory fits in with the overall theory of semiotics, whereby discussion 

is focused around individual elements in texts that convey meaning together. Past experience 

with print texts has meant that most adults and children have a relatively detailed knowledge 

of the semiotic system of print texts but little of the semiotics of multimodal texts (Anstey 

and Bull, 2006). 

 Multimodality is one of the key elements of multiliteracies theory and asserts that 

children should learn to engage with meaning through a diverse range of modes including 

linguistic, visual, auditory, gestural and spatial meaning systems. Kress states that many of 

the ways that children make meaning, through multiplicity of modes, means and materials are 

not recognised by the adult forms of culture and tend not to be included in the curriculum. It 

is multimodality that deeply affects the paths into literacy of children, therefore there is a 

strong need for this to be reflected in pedagogy (Kress, 1997). Kress calls for teachers to 

dislodge written language from the centrality it has held and include other modes such as 

visual forms in their teaching (Kress, 2000). The concept of multimodality forces a rethinking 

of the distinctions usually made between communication and use, and in particular reading 
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and use. For a theory of multiliteracies this is crucial (Kress, 2000). In terms of impact on the 

National Curriculum documents there are two distinct areas that require altering if children 

are to work multimodally. The first move is from studying and analysing writing to starting to 

analyse images. The second is the transition from studying solely the medium of book to the 

medium of screen (Kress, 2003). According to Kress (2003):  

 

“These two together are producing a revolution in the uses and effects of literacy and 

of associated means for representing and communicating at every level and in every 

domain” (Kress, 2003: pp1). 

 

In short, children need to be able to read a variety of text forms (or ‘literacies’) across a range 

of modes and therefore media in order to be fully literate in today’s society. ICT is central in 

this vision as it is technology that provides many of the ‘modes’ for learning (Kress, 2003).  

 The combined effects on writing of the dominance of the mode of image and of 

medium of the screen will produce deep changes in the forms and functions of writing. This 

will then, in turn, have profound effects on human, cognitive/affective, cultural and bodily 

engagement with the world (Kress, 2003). 

Although it is important for children to understand a range of ICT and multimedia 

texts in order to participate in today’s society, such a shift in terms of curriculum and 

pedagogy cannot be justified unless it will lead to improved learning. Researchers such as 

Rebecca James have explored the effects of multimedia texts and suggest that children draw 

obvious pleasure from the degree of freedom and the different combination of multimedia 

modes used (James, 1999). While Kress (2003) states that multimodal teaching will lead to 

‘deep changes’ in terms of writing, multiliteracies and multimodality are essentially 

theoretical frameworks with little empirical evidence to support improved learning. This 
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therefore leads to the exploration of the effects of different modes made available by ICT and 

multimedia on learning. 
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CHAPTER THREE 

The effects of different technological modes on teaching and learning 

 

When teachers use multimodal texts they use a range of modes made available by ICT 

and multimedia. While verbal modes have in the past dominated the way we convey 

explanations the advent of computer technology has enabled an explosion in the availability 

of visual and auditory ways of presenting material (Mayer, 2001). Multimodality brings with 

it the embodied concept of multimedia learning, yet there has been little attempt to bring the 

fields of multiliteracies, multimodality and multimedia learning together even though their 

relationship is so inextricably linked. 

Mayer (2001) contests that the cognitive theory of multimedia learning is based on the 

idea that information should be designed in light of how the human mind works. He states 

that humans have two information processing systems. One of which focuses on 

verbal/linguistic material and the other on visual, which cannot be substituted for one another 

(Mayer, 2001). This recommendation is reflected in the design of most multimodal texts such 

as video, websites and interactive multimedia, therefore it can be implied that multimodal 

texts are consistent with the theory of multimedia learning. For a teacher looking to create a 

multiliteracies curriculum Mayer’s view provides promising support and suggests that using 

multimodal resources will improve learning. However, there are serious methodological 

confounds in comparing learning from two media because of variations in the way media 

modes are presented, for example through tone of voice and formatting (Mayer, 2001). 

 

Mayer (2001) states that the two major goals of learning are remembering and 

understanding. He states that there are three multimedia learning outcomes: 
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 Test Performance 

Learning 

Outcome 

Cognitive Description Retention Transfer 

No learning No knowledge Poor Poor 

Rote learning Fragmented knowledge Good Good 

Meaningful 

Learning 

Integrated knowledge Good Good 

Table 2.1 - Mayer (2001: pg17). 

 

The meaningful aspect of Mayer’s theory links to the aspect of using relevant contexts in 

which multiliteracies theory is based. According to Mayer it is meaningful learning, grounded 

in a context that learners can relate to, that leads to good retention, transfer of knowledge and 

understanding (Mayer, 2001). 

 Mayer (2001) cites studies that imply that pupils who were taught with multiple-

representations (i.e. multimodally) out-performed those who were taught through a single 

mode. He asserts that by adding pictures and words understanding improved with the effect 

sizes being large and consistent. He then suggests: 

 

“This means that students who learned with words and pictures generated 

considerably more creative answers to problems than did students who learned with 

words alone” (Mayer, 2001: pg 76). 

 

Mayer also contests that the use of multimedia texts generated 89% more creative solutions in 

transfer tests than students who learned simply through words only. He appears to present 
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unprecedented support for the improvement of learning and creativity through multimedia. 

However, it must be stated that Mayer’s theory is based on an American curriculum, which is 

founded in retention tests and rote learning. The UK curriculum focuses a greater emphasis 

on developing higher order thinking skills, which leads to the question as to whether 

multimedia has the same potential in the UK. 

 Despite Mayer’s assertions, there has been little consensus between researchers as to 

the effectiveness of media modes on improved learning. Clark (1983) asserts that: 

 

“Most of this research is buttressed by the hope that learning will be enhanced with 

the proper mix of medium, student, subject matter content, and learning task” (Clark, 

1983: pg 445). 

 

Clark’s views are radical and objective, he argues that most summaries and meta-analyses of 

media comparison studies clearly suggest that media do not influence learning under any 

circumstances. He suggests that if there is improved learning it is not the media/mode that 

brings about the change but the embodied curriculum reform or instructional method that 

comes with it. He states that media modes are mere vehicles that deliver instruction, which do 

not influence student achievement. He suggests there is a ‘novelty effect’ with newer media, 

which tends to disappear over time and even goes as far to advise against further research 

because of lack of consistent evidence (Clark, 1983). 

This onslaught onto the use of media modes to improve learning creates significant 

conflicts with a multiliteracies approach to teaching and learning. If Clark’s view was to be 

accepted it would imply that multimodal texts should not be introduced into the curriculum 

because media modes do not have the potential to improve learning. However, Clark’s views 

are over twenty years old and as literacy practices have evolved through influences of popular 



Martin Waller                      BSc (Hons) Primary Education (ICT) 

Page 17 of 122 

culture, and technology has become embedded in society, his radical assertions have been 

strongly contested. 

 Kozma’s response was that learners benefit most from the use of a particular medium 

with certain capabilities, when used effectively (Kozma, 1991). This links with the wider 

argument that ICT needs to be used effectively in order to improve learning in primary 

schools. Kozma states that: 

 

“Readers will move back and forth frequently between text and picture to clarify the 

meaning of a word or to construct or to elaborate on a model of the situation” 

(Kozma, 1991: pg188). 

 

This early research is consistent with multiliteracies theory and semiotics, which links with 

how children use a range of modes to make meaning through texts (Kress, 1997, 2001, 2003; 

New London Group, 1996; Unsworth, 2001). Kozma (1991) also explores the use of video, 

which is consistent with many multimodal texts. He states that an important attribute of video 

is the ability to use both auditory and visual modes with simultaneous presentation, which 

may work together to increase comprehension (Kozma, 1991). 

 The research base relating to the use of new media modes to improve learning is 

ambiguous. Mayer (2001) does provide some examples of successful use but lack of rigorous 

and longitudinal evidence makes it difficult to ascertain the true effect of any improvement in 

learning. While there may be an improvement in retention the need for understanding of the 

‘deep changes’ to the writing process (Kress, 2003) that media modes can bring needs to be 

explored in greater detail. 

 

 



Martin Waller                      BSc (Hons) Primary Education (ICT) 

Page 18 of 122 

CHAPTER FOUR 

ICT, Multimedia and Writing – Potential for improved composition? 

 

It has been asserted that multimedia environments in schools have changed each of 

the stages of the writing process, which can be facilitated by an environment that is non-

linear and rich in connecting together many different abstractions and occurrences (Simard, 

1997). Studies cited by Vincent (2001) have suggested that there is a certain group of 

children who have difficulty with the use of language in school and possess a very strong 

preference for learning with visual media (Vincent, 2001). Five children with a strongly 

preferred ‘visual’ learning style and one with a ‘verbal’ learning style were selected for 

Vincent’s study. The selection process of children could be critiqued because of the unsettled 

and unreliable research base for learning style theories (Coffield et al, 2004). Even Vincent 

admits that the selection of preferred learning styles according to specific theories is an 

imperfect science (Vincent, 2001). Despite the flaws in the small sample size and theory of 

which the study is based the children were encouraged to produce writing tasks in the 

visually rich medium of Microworlds. A sequence of three writing activities were introduced 

which included writing without a visual input, setting up a writing task with a drama stimulus 

and a task in which it was compulsory to use a multimedia environment. The study found that 

in two cases there was a substantial increase in the quality and complexity of writing outputs 

with the computer, both in contextual and linguistic structure areas. Vincent states that: 

 

“The computer medium seems to have the means to unlock the writing complexities” 

(Vincent, 2001: pg249). 
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The children who responded well to the visual aspect of the multimedia environment saw an 

increase in writing fluency and quality. Nevertheless, it may have been the motivational 

aspect that ICT and multimedia modes provided that led to an improvement in the short term. 

The study took place over a short period of time so it would be impossible to assess, from the 

evidence provided, that multimedia would have a positive effect on children’s writing in the 

long term. 

 Fan and Orey (2001) conducted two experiments into the effects of multimedia modes 

on student writing ability. The first experiment had a sample of twenty randomly selected 

pupils and used a qualitative approach with a pre-test and post-test design. An agreed criteria 

was used to mark the pieces of writing in relation to organisation, level of difficulty, 

creativity, visual appeal and appropriate use of media and mechanics (Fan & Orey, 2001). A 

potential fault with the marking criteria was that a slightly different scale was used to score 

the multimedia projects. This links with the wide-ranging debate in the field of multimodal 

texts and how there is not a universally agreed grammar of visual design. While there have 

been movements to try and implement the use of multimodal texts, the assessment systems 

already in place in most schools value the ability to express words above everything else and 

the assessment of multimodal texts is not easy (Vincent, 2006). The first experiment in Fan 

and Orey’s study saw a statistical correlation in the improvement of pupils writing through 

the use of multimedia. However, there was no control group making it difficult to ascertain 

whether the improvement was because of the use of multimedia or the instructional method 

brought on by the use of technology, motivational factors or simply maturation over the six 

weeks of the study (Fan & Orey, 2001). 

 The obvious flaws in the methodology of the first experiment led to Fan and Orey 

(2001) conducting a second experiment with a control group. The experimental test was to 

write two essays (pre-test and post-test). The test questions were switched for the post-test so 
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no child wrote on the same topic twice, which increases the reliability of the data collection 

method. The methodology adopted a true-experimental design and found no correlation 

between the use of multimedia and improved writing. There were no statistical differences 

between the pre-test and post-test, leading to the conclusion that either participating in 

multimedia projects had no effect on writing ability or their experiment was not valid.  

Multiliteracies and multimodality theorists (New London Group, 1996; Kress 2003; 

Unsworth, 2001) state that texts of popular culture need to be explored and it is questionable 

that the study explored this aspect. Fan and Orey instead focused on the ICT modes at a 

‘technical’ level instead of an embedded part of literacy (Conlon, 2000). This may be why the 

study found no correlation between multimedia use and writing. 

 Cramer and Smith (2002) acknowledge that trying to demonstrate that technology 

improves student learning is proving to be a challenge and previous questions that have been 

asked are not appropriate. They set out to assess the effectiveness of ICT and media modes 

through The Movie Project, which was designed to be fun and exciting while teaching key 

writing, grammar, oral, media, technology and literacy requirements. Their experimental 

design was quasi-experimental pre-test/post-test with two schools and seven teachers 

participating in the study. Three teachers taught using the technology rich curriculum and the 

others taught the traditional language arts curriculum. Both groups were assessed against the 

same criteria, which attempted to add a greater sense of validity to the study. However, at the 

end of the project there was no statistically significant difference in student writing ability 

between the use of technology and traditional methods to improve writing (Cramer & Smith, 

2002). Initially this provides a case against using any multimedia and ICT modes (through 

multimodal texts) as the study shows no evidence of improved learning. However, there are 

significant flaws in the study which make it invalid and not suitable to draw a valid 

conclusion. In the first instance there was actually less writing practice and exercises 
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completed as part of the technology experimental group, therefore it would be expected that 

the experimental group would not outperform the control because of disparity between 

writing time. Another criticism is that the control group used more ICT than the experimental 

group, which renders the study meaningless when trying to ascertain whether or not 

technological modes impact writing. 

 There appears to be little consistent evidence across the few studies into multimedia 

modes to suggest that it sufficiently improves writing. Andrews et al (2006), in a recent meta-

analysis on technology and written English, state that: 

  

“In short, there is no consistent view across the set of studies on the nature of the 

written composing process, nor ICT themselves” (Andrews et al, 2006: pg9). 

 

The fact that the studies find no correlation towards improved writing is insignificant because 

of flaws in the methodologies, which render them unreliable and therefore invalid. There is 

still no firm evidence relating to whether the modes that multimodal texts use actually 

improve writing. It is evident that in order for the research study to be valid, any aspect of 

technology or multimodality needs to be completely removed from the control group. 

 Another criticism of the studies is that they mostly focus on the use of multimedia and 

ICT at a technical level (Conlon, 2000). The emphasis has been placed on acquiring the 

technical skills in order to create multimedia texts. However, children need to be working at a 

critical level to make meaning (O’Rourke, 2001). Reid (2003) used Story Shorts video texts 

as the main focus of his study. His research used the videos to influence children’s writing 

and suggests that placing film and print versions against each other opens up a space for 

pupils to gain explicit understanding of the ways in which texts operate (Reid, 2003). This 
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meant that the modes of gesture and sound, among others were analysed and inferences were 

made in the children’s writing. Reid suggests: 

  

“Taking scenes or sequences from films and ‘writing’ them as they might appear in a 

prose version of a film is potentially a very effective way of scaffolding writing” 

(Reid, 2003: pg112). 

 

This shows that there is at least a potential for improvement of writing through the use of 

multimodal texts but since the sample in Reid’s study was very limited and not representative 

it cannot be generalised. Evidently, it is necessary for further research into the use of 

ICT/multimedia modes to improve writing if the shift in the literacy curriculum is to be 

justified. Therefore this study will now report on empirical work that aimed to explore the 

effects of ICT and multimedia modes as an embedded part of the curriculum based on 

multiliteracies theory. The emphasis is on engagement at a critical level through semiotic 

meanings within multimodal texts in order for children to make references to the modes in 

their writing and assess if writing attainment is improved. 
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CHAPTER FIVE 

The research site 

The research was conducted at a primary school located in Stockton LEA in the 

United Kingdom. The school has recently been rated outstanding by Ofsted, who identified 

that the use of ICT is exceptional across the curriculum. The pupils in the school achieve 

excellent standards in ICT and have a very dedicated and knowledgeable ICT subject leader, 

with strong leadership and vision from the head teacher. The pupils therefore have significant 

experience using ICT, which may have effects on the study. 

In year five children take part in an animation project to improve writing skills across 

the curriculum. When the empirical data was collected the project was in its very early stages. 

It therefore cannot be asserted that the project did not have an effect on the children’s writing 

ability during the time of the study. However, because the experimental and control group 

data was collected in the same week, the effects would be minimal and identical for both 

groups. 

The researcher is not employed by the school, however has completed teaching 

practice onsite and is therefore familiar with the routines of the school and tried to remain 

impartial throughout the study when delivering interventions. 

 

Methodology 

This study had a ‘cause and effect’ nature, with an aim of exploring the impact of multimodal 

texts using ICT and multimedia on writing. The main research question was: 

 

• Can the use of ICT and multimedia through multimodal texts lead to a higher 

standard of writing? 
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There are many methodologies available in social sciences, such as action research and case 

studies that look at the impact of interventions over time. However, the principle aim of this 

study was to assess the extent of a cause (ICT and multimedia) and effect (children’s 

writing), therefore the most appropriate type of research design is that of an experimental 

nature. Experimental research is the only type of research that can test hypotheses. The 

manipulation of the independent variable (ICT/multimedia) differentiates this type of 

research from other approaches and suggests that it is most appropriate for this study (Gay et 

al, 2006). 

 A true experimental design (matched pairs) was conducted as this accounts for nearly 

all sources of internal and external validity (Gay et al, 2006). The design takes the form of a 

small-scale pre-test/post-test control group design. Before any research was completed 

approval was sought and granted from the ethics committee (Appendices 42-43). Appropriate 

arrangements were made with the school for data collection and permission was granted by 

the class and head teacher (Appendixes 40-41). The control group were not disadvantaged 

because they were taught the same objectives but without technology, which teachers are not 

required to use in their teaching. At the start of the empirical work the aims of the study were 

explained to all of the children, who were then asked if they would like to participate. 

 The sampling frame was within the primary school and an opportunist year five 

sample. Pre-test data was recorded in the form of children’s recounts of a school visit and 

existing teacher assessment of NC attainment. This was then used to match children into pairs 

equating to writing ability. Matching pairs allows for easy comparison between the effects of 

the pre-test and post-test to assess the impact of the independent variable. For reliability 

purposes the class teacher allocated the children into pairs, with one child randomly placed in 

the experimental group and the other in the control group. There were eight children in each 
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of the groups, each being taught for exactly the same period of time to increase validity. Both 

groups were taught using a four-part lesson structure so that the writing time for all children 

was identical. This also reduced the possibility of a curriculum reform (Clark, 1983) that 

could influence findings. 

 The theme of the intervention lessons were related to persuasion, as this topic is 

included in the schemes of work for year five. Multiliteracies theory states that the texts used 

in the classroom must be linked to a social context to which children can relate to (New 

London Group, 1996). Therefore, the different techniques used to advertise Disney Parks 

across the globe was selected as the context focus, as children are familiar with this brand and 

domain. Since this study aimed to assess the extent to which the modes of ICT and 

multimedia affect writing, it was decided that the same context would be used for both 

groups. This would form part of the controlling of variables because it would be difficult to 

assess whether the findings were the results of the context or the independent variable. 

Although, both groups word-processed their pre-test it was decided that pre-tests would be 

written by hand. This is to account for the fact that word processors have their own impact on 

the writing process (Mumtaz and Hammond, 2002) and it would be unknown if any change in 

attainment was due to the word-processor or the independent variable. 

 The control group was taught under normal national curriculum provisions without 

ICT or multimedia (Appendix 1). The children analysed a range of printed texts that were 

monomodal (i.e. texts that did not use multiple media). Since holiday brochures are in a sense 

multimodal texts, because they utilise aspects of text and image together, they are classed as 

multimedia and were not used. A range of printed texts on plain white paper were used 

throughout the lesson in relation to the advertisement of Disney Parks (Appendices 36-37). 

Persuasive devices relating to aspects of language were explored with the children, 

particularly the use of adjectives in order to create impact through textual modes. 
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 To increase validity the treatment group were taught for the same period of time as 

the control group. Their lessons were also related to the national curriculum objectives but 

with multimodal texts that utilised the use of ICT and multimedia. This links with 

multiliteracies theory whereby teaching needs to take account of technological literacy texts 

(New London Group, 1996; Unsworth, 2001; Ansty and Bull, 2006). The range of texts 

aimed to show the children that persuasion is used across a range of media and is therefore 

relevant to their social context. However, there are significant difficulties in analysing the 

different aspects of multimodal texts owing to the fact that there is no universally agreed 

criterion for the examination of visual design (Vincent, 2006). This has significant 

implications because students make meaning by understanding and interpreting the text’s 

signs and symbols, known as semiotics. Therefore the set of semiotic systems cited by Anstey 

and Bull (2006) were used to analyse multimodal texts in this study (Table 3.1). 

 

Semiotic System Child 

definition 

Description Example 

Linguistic Language The use of oral and 

written language. 

Using vocabulary and grammar 

in printed texts. 

Visual Visual Still and moving images Using colours and viewpoint in 

videos and images. 

Auditory Sound Music and sound effects Use of volume, pitch and 

rhythm. 

Gestural Action Facial expression and 

body language. 

Movement speed and stillness. 

Spatial Setting Layout and organisation 

of objects and space. 

Proximity, direction, and 

position. 

Table 3.1 – Semiotics analysis (Adapted from Anstey and Bull, 2006: pg25). 

 

A range of different computer, print and media based texts were analysed in relation to 

multiple modes (Appendix 1). After their respective interventions both groups were given the 

same pre-test, which required them to write a piece of writing that would persuade people to 

visit Disneyland Resort Paris. Chapter six reports the findings of the data collection. 

 



Martin Waller                      BSc (Hons) Primary Education (ICT) 

Page 27 of 122 

CHAPTER SIX 

Results/Data Analysis 

 For child protection issues all of the writing samples were anonymous and the 

participants were allocated an anonymous code. This comprised of a letter indicating 

experimental (E) or control (C) group and the number of the pair they were matched to. After 

the interventions of both groups were completed, data analysis of the writing samples began 

(Appendices 2-33). 

 The writing was analysed using National Curriculum (NC) attainment levels 

(Appendix 38), with each level being split into three sub-sections for greater scope of analysis 

(Table 4.1). The writing was also analysed in relation to average sentence length and number 

of adjectives to ascertain quality. The full data set of quantitative data is available in 

Appendix 34 and the qualitative/raw writing samples are located in Appendices 2-33. 

  

National Curriculum Level Quantitative Score  

1C 1 

1B 2 

1A 3 

2C 4 

2B 5 

2A 6 

3C 7 

3B 8 

3A 9 

4C 10 

4B 11 

4A 12 

Table 4.1 – National Curriculum Level Scores. 

 

For increased reliability both the class teacher and researcher levelled all of the children’s 

writing (Appendix 34). Since it was not possible for one piece of writing to contain all the 

requirements to reach a NC attainment level it was decided that elements of the levels would 



Martin Waller                      BSc (Hons) Primary Education (ICT) 

Page 28 of 122 

be looked for in the children’s writing. Graphs 1.1 and 1.2 show the variance of the 

attainment levels awarded. Within the study the teacher and researcher achieved a high inter-

rater reliability of 0.9053 (Cohen, 1960), which increases the validity of the results. 
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Graph 1.1 – Comparison of researcher and teacher grades (Pre-test) 

 

 Table 5.1 shows the mean attainment levels, which can be used to assess the impact of 

the interventions on the two groups.  
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Post-test comparison of levels of Class Teacher and Researcher
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Graph 1.2 – Comparison of researcher and teacher grades (Post-test) 

 

Pupil Number Pre-test 

Average Level 

Post-test 

Average Level 

Difference in 

Level 

E1 Experimental    12    12      0 

C1 Control    12    11    -1 

E2 Experimental    10.5    11      0.5 

C2 Control    10     9    -1 

E3 Experimental     9     9      0 

C3 Control     9     8.5     -0.5 

E4 Experimental     5.5     6.5     1 

C4 Control     5.5     6      0.5 

E5 Experimental     6     8     2 

C5 Control     5     2.5    -2.5 

E6 Experimental     6.5     7.50     1 

C6 Control     7      0.5    -6.5 

E7 Experimental    10    10.5    0.5 

C7 Control    10     9.5     -0.5 

E8 Experimental     8     9 1 

C8 Control     9     6.5 -2.5 

Table 5.1 – National Curriculum Levels for children’s writing 

 

Table 5.1 and Graph 2.1 shows that at the start of the study each of the children in the 

matched pairs had a very similar level of writing ability. Half of the children were matched 
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with a partner of exactly the same attainment level. The greatest difference between the 

participants in the matched pairs was 1 point (⅓ of a NC level). Graph 2.2 shows that after 

the experimental group were taught using multimodal texts with ICT and multimedia their 

writing improved to a greater level than that of the control group in the post-test. Table 5.1 

and Graph 2.3 also shows that six of the children increased in the experimental group in 

terms of attainment levels, the remaining two children stayed at the same level. This contrasts 

with the control group where all but one of the children regressed in terms of their writing 

level. Graph 2.2 highlights the difference in writing quality of the matched pairs, which 

shows that all of the children in the experimental group outperformed their counterparts in the 

control group in terms of attainment targets in the post-test. 
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Graph 2.1 – Pre-test comparison of levels of matched pairs. 
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Post-test comparison of attainment between groups
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Graph 2.2 – Post-test comparison of matched pairs 

Difference in NC Attainment Levels in pre-test and post-test
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Graph 2.3 – Difference in attainment levels between tests. 

 

Other data analysis instruments were used to analyse both the experimental and control group 

samples (Table 6.1). The number of adjectives in each piece of writing were counted and, for 

each group, a pooled average for the pre-tests and post-tests was taken. 
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Pre-test Post-test  

Group 
(8 Pupils in Each) 

Average Adjective 

Count 

Average Sentence 

Length 

Average Adjective 

Count 

Average Sentence 

Length 

Experimental 5.6 23.3 9 18 

Control 6.4 25.4 6 30 

Table 6.1 – Data Analysis 

 

In the post-test there was a small rise in the average adjective count for the experimental 

group but the spread of data across the two groups meant there was not a large overall 

difference. Graphs 3.1 and 3.2 clearly show that at the start and end of the study the children 

were not matched in terms of adjective use in their writing. 
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Graph 3.1 – Pre-test comparison of adjective use. 
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Post-test comparison between groups of adjectives used in writing
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Graph 3.2 – Post-test comparison of adjective use. 

 

 Average sentence length was also measured for all of the children’s writing. However, 

the validity of this instrument is questionable because of extreme values, which may have 

affected the integrity of the means (Graphs 4.1 and 4.2). 
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Pre-test comparison between groups and average sentence length
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Graph 4.1 – Pre-test comparison of adjectives. 

 

After the interventions the post-test average length of sentences in the experimental group 

decreased. This contrasts with the control group where sentence length increased and all but 

one of the children had a higher average sentence length in comparison to their counterparts 

in the experimental group (Graph 4.2). However, there are also extreme values within the 

sample which questions its integrity. 
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Post-test comparison between groups and average sentence length
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Graph 4.2 – Post-test comparison of adjectives. 

 

There are differences between the scores of the two groups for the three different data 

analysis areas, therefore SPSS was employed to assess the statistical extent of these 

differences. The first output (Table 7.1) shows the impact of the interventions in relation to 

the mean of the three data analysis instruments. 

 

Difference in pre-

test and post-test 

of Groups 

Group Number in 

Group 

Mean and 

Impact 

Std. 

Deviation 

St. Error 

Mean 

Experimental 
(ICT and multimedia) 

8 0.75 

(POSITIVE) 

0.65465 0.23146 National 

Curriculum Level  

Change (Points). 
Control 
(No technology) 

8 -1.75 

(NEGATIVE) 

2.17124 0.76765 

Experimental 
(ICT and multimedia) 

8 4.25 

(POSITIVE) 

2.76457 0.97742 Difference in 
Adjectives. 

Control 
(No technology) 

8 -0.75 

(NEGATIVE) 

6.38637 2.25792 

Experimental 
(ICT and multimedia) 

8 -5.475 

(NEGATIVE) 

6.81443 2.40926 Difference in 
Sentence Length. 

Control 
(No technology) 

8 3.9325 

(POSITIVE) 

24.51264 8.66652 

Table 7.1 – Group Statistics (SPSS). 
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An independent-samples t-test was then conducted to compare the mean scores of the two 

groups to test for statistical significance (Pallant, 2005). Table 7.2 shows that there is a 

statistically significant difference between the level difference of writing attainment of the 

experimental and control groups between the beginning and end of the study. The 

significance level (0.008) is below that of the set confidence level (0.05) and asserts that there 

is a 99.2% probability that the difference in writing quality was not by chance but because of 

the ICT and multimedia through multimodal texts. There was not a significant difference in 

relation to adjective use and sentence length. 
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Sig. 
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Mean 

Difference 

 

 

 

Std. Error 

Difference 
 

Lower 

 

Difference 

Equal variances 

assumed 

14 0.008 2.5 0.80178 0.78034 4.21966  

National 

Curriculum 
Level 

(Points)  

Equal variances 

not assumed 

0.055 

8.262 0.014 2.5 0.80178 0.66125 4.33875 

Equal variances 

assumed 

14 0.062 5 2.46040 -0.27703 10.27703 Difference 
in 

Adjectives. Equal variances 

not assumed 

0.031 

9.534 0.071 5 2.46040 -0.51861 10.51861 

Equal variances 

assumed 

14 0.313 -9.40750 8.99518 -28.70023 9.88523 Difference 

in Sentence 
Length. Equal variances 

not assumed 

0.193 

8.076 0.326 -9.40750 8.99518 -30.11669 11.30169 

NOTE: Levene’s Test for the adjective instrument is significant, therefore equal variances cannot be assumed 

(Pallant, 2005). 

Table 7.2 – Independent Samples Test (SPSS output). 

 

It was also necessary to test the effect size (Tables 8.1 and 8.2), which states the 

distance between the means of levels of the independent variable (multimodal texts using ICT 

and multimedia) (Todman and Dugard, 2001). There are various ways of measuring effect 

size but Hedge’s approach was chosen because it takes account of the small sample size in 

the calculation (Hedges and Olkin, 1985). The intervention of using ICT and multimedia 

through a multiliteracies approach resulted in an effect size of 1.47 on the difference between 
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the attainment of the groups. This large effect clearly shows that there was a difference 

between the attainment of writing in the control and experimental group brought about by the 

use of ICT and multimedia. 
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Interval for 
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  mean n SD mean n SD         lower upper 

NC Level 

Change 

Difference 

(Point) 0.75 8 0.65 -1.75 8 2.17 1.60 0.00 2.50 0.01 0.78 4.22 
Adjectives 

Change 4.25 8 2.76 -0.75 8 6.39 4.92 0.02 5.00 0.06 -0.28 10.28 
Sentence 

Length Change -5.48 8 6.81 3.93 8 24.50 17.98 0.00 -9.41 N/A -28.69 9.87 

Table 8.1 – Raw Difference between groups 
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  mean n SD mean n SD       lower upper   

NC Level 

Change 

Difference 

(Point) 0.75 8 0.65 -1.75 8 2.17 1.56 1.47 0.56 0.37 2.58 1.15 
Adjectives 

Change 4.25 8 2.76 -0.75 8 6.39 1.02 0.96 0.53 -0.07 2.00 0.78 
Sentence 

Length Change -5.48 8 6.81 3.93 8 24.50 -0.52 -0.49 0.51 -1.49 0.50 -0.38 

Table 8.2 – Standardised Effect Size 
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There was also a positive effect on the use of adjectives (0.96) and a negative effect relating 

to sentence length (-0.49). The confidence interval level for all of the analysis instruments is 

large due to the small sample size. 

The analysis of the quantitative data shows that within the confines of this study the 

difference in NC attainment between the pre-test and post-test of the children’s writing in the 

experimental group increased to a level to which there was a statistically significant 

difference to that of the control group. The effect size on attainment level was also large for 

an educational intervention. The analysis of the children’s writing samples also found that 

there was a small increase in the use of adjectives and a reduction in sentence length of 

children’s writing when using ICT and multimedia modes through multimodal texts. These 

findings will now be linked to the wider debate of ICT and multimedia, based on 

multiliteracies to improve writing. 
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CHAPTER SEVEN 

 

Discussion 

 Digital technologies are increasingly permeating nearly every aspect of children’s 

lives and are fundamentally changing their literacy practices, therefore the place of these new 

technologies in the literacy curriculum is a highly complex issue (Ellis, 2001; Buckingham, 

2002). The need for a new multimodal literacy is central to being fully literate in today’s 

society (Kress, 1997; Unsworth, 2001). It has been asserted that multimodality, through ICT 

and multimedia, has the potential to instigate ‘deep changes’ in terms of writing (Kress, 

2003). The multiliteracies theoretical framework does off a sense of civic pluralism, however 

there is little empirical evidence to support improved learning, particularly in relation to 

writing. 

 This study aimed to offer a step towards assessing the impact of a multiliteracies 

approach to the curriculum on writing attainment. The research took the form of a true-

experimental design (matched pairs), with the main method of analysis being National 

Curriculum attainment levels.  

 

Control group – teaching with no ICT or multimedia 

The control group was taught for three lessons using the theme of advertising Disneyland 

Paris and followed the structure of a four part literacy hour. Since the focus of this study was 

to test for causality between using ICT and multimedia modes, all aspects of technological 

multimodality were removed from the intervention. This is not compliant with the typical 

primary classroom but in order to assess the affects of technological modes effectively it was 

essential that any aspect of technology was removed from the control group. The group were 

therefore taught using entirely print-based methods and only analysed monomodal persuasive 



Martin Waller                      BSc (Hons) Primary Education (ICT) 

Page 40 of 122 

texts published by Disney (Appendices 36-37). This model of teaching and learning is based 

on the traditional literacy pedagogy of the acquisition of print-based decoding skills (Bridley, 

2005). It is consistent with the narrow view of literacy as presented through the National 

Curriculum and NLS, which is seen as restrictive and consistent to only one tradition of 

English (Ellis, 2001; Kress, 2003).  

Informal observations throughout the study suggested that the focus on monomodal 

print-based texts appeared to restrict the children in their learning. They were only equipped 

with one set of analysis skills for a single mode of meaning (print). The focus on purely print-

based modes led to many of the children finding it difficult to focus their ideas when it came 

to translating their analysis into writing. There were frequent mistakes and revision of ideas 

throughout the whole of the post-test. Figure 6.1 shows the extent of one child’s incoherence 

when attempting to translate their ideas derived from focusing solely on print-based texts. 

     Figure 6.1 – Extract from post-test of pupil C7 (Appendix 31). 

 

There are elements of persuasion in the child’s writing but the general incoherence suggests 

that they had difficulty in expressing their ideas. They had no visual stimuli to assist them in 

their writing from memory and they had to focus purely on what they had read from the print 
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modes. Many of the children in the control group also tried to bring their out-of-school 

literacy practices from popular culture into their writing. This shows the importance of 

focusing on texts relevant to culture because even when not asked to children use their own 

literacy practices to influence their writing (Matthewman et al, 2004a). One child’s lack of 

engagement with the monomodal nature of the lesson led to them making references from 

popular culture relating to Dr Who (Figure 6.2). 

 

Figure 6.2 – Extract from post-test of pupil C8 (Appendix 33). 

 

The focus of the writing task was on persuading people to visit Disneyland Paris and the rest 

of the children in the control group clearly stated this fact to the pupil. However, they 

continued to write about the television show, which could be related to lack of engagement 

with the content of the print-based texts. There was also lack of clarity and coherence: 

 

“You can get a cookie with ice cream then a cookie or an ice pop filled with ice cream 

or a lovely ice cream” (C8, Appendix 33). 

 

This clearly shows how unengaged the children were on their writing. Some children’s 

writing was indecipherable and any ideas that were communicated were incoherent (Figure 

6.3).  
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     Figure 6.3 – Extract from post-test of pupil C5 (Appendix 27). 

 

This lack of clarity, coherence and engagement was subsequently reflected in the overall 

regression in writing quality in relation to NC attainment targets (Graph 2.3). All but one of 

the children achieved a lower attainment level than that of that of their pre-test. This suggests 

that focusing on a monomodal curriculum that does not take account of technological modes 

has a detrimental impact on learning. 

 

 

Experimental group – use of ICT and multimedia based on multiliteracies 

The experimental group’s lessons adopted a broader definition of ‘literacy’ that took account 

for texts of popular culture and the information and multimedia technologies that children 

make meaning with in society (New London Group, 1996; Unsworth, 2001). A range of 

multimodal texts were embedded into the lessons, with the children examining the different 

semiotic meanings behind each of the modes (Appendix 39). This led to the children 

appearing liberated in the analysis of texts through different modes of meaning. Although 

they had to learn a set of, essentially new, semiotic analysis skills, they were free to search 
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for meaning through a range of different modes brought about by the use of ICT and 

multimedia. This complimented their existing set of textual analysis skills, which they were 

able to use interchangeably in their analysis of multimodal texts. This contrasts with the 

control group who only had one set of textual analysis skills and mode of meaning to analyse.  

Vincent (2001) suggests that the computer medium seems to have the means to 

unlock the writing complexities. This assertion would appear consistent to the findings of this 

study because none of the experimental group regressed in terms of writing attainment. From 

informal observations during the intervention it seemed apparent that the experimental group 

gained a greater awareness of the social context and meaning behind the modes of the texts. 

The control group accepted that the print texts were persuasive at superficial level by looking 

at phrases and adjective use. In contrast, the experimental group looked at how the different 

semiotic modes contained meaning as a method of persuasion and linked these together to 

look for further meaning. For example in one of the advertisements a child suggested that the 

fast camera movement created an action packed atmosphere, thus suggesting you would have 

an action packed holiday. There was also a strong sense of understanding and social 

awareness in relation to multimodal texts such as the Year of a Million Dreams advertisement 

(Disney, 2006). Throughout their analysis of the texts it was clear that the experimental group 

were working within the different learning experiences of multiliteracies theory at a much 

higher level than that of the control group (Table 9.1).  
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Learning 

Outcome 

Description Example from study 

Situated Practice The children examine the 

different ways of knowing 

the meaning of textual 

messages. They develop a 

language to discuss the 

features of visual and written 

texts. 

The children deconstructed the 

different semiotic meanings in 

television adverts in relation to 

purpose, audience. 

 

They correctly identified that the Year 

of a Million Dreams advert uses 

different modes for different 

audiences.  

 

Overt Instruction The children are able to 

identify the features of 

persuasion in terms of 

written language, layout and 

visual content. They are able 

to analyse critically the 

purpose and intended 

audience of text. 

The children could identify the use of 

persuasive devices in written text but 

also semiotic modes within 

multimodal texts. 

 

One child stated that an advert with 

children flying through the sky had 

hidden meaning. They stated that this 

could not happen in real life but the 

advert suggests it can happen at 

Disney Parks. Therefore it will 

persuade people to visit. 

 

Critical Framing The children are able to 

reflect upon the impact of 

different messages contained 

in different texts. They 

examine powerful pieces of 

information for different 

audiences. 

Children were very critical of the 

meaning behind the different modes in 

the texts. They started to link the 

different modes together to show how 

they made meaning in multimodal 

texts. 

 

For example one child suggested that 

the background colour (visual), music 

(auditory), setting (spatial) and text 

linked together to give more 

information about the subject. 

 

Transformed 

Practice 

The children are able to plan, 

design and construct 

messages for a variety of 

purposes and for different 

audiences. 

The children used their analysis and 

discussions about multimodal texts to 

gain a greater understanding of 

persuasive devices and the need to 

appeal to different audiences. This 

was reflected in their writing. 

Table 9.1 – Multiliteracies learning outcomes (New London Group, 1996; Kalantzis et al, 

2002). 
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This would suggest that by using a multiliteracies approach to teaching the children 

were engaging at a critical level of literacy (O’Rourke, 2001). A critical level of engagement 

is an integral part of the multiliteracies theoretical framework and provides students with the 

opportunities to develop an understanding about the way we construct and communicate 

meaning in our ever-changing society (O’Rourke, 2001). This is consistent with the findings 

of this study as the control group had little focus in their writing and did not engage with the 

print texts at a high level. ICT allowed the children to look at the texts beyond their surface 

and make meaning in more complex ways though a multiplicity of modes that the constricted 

view of a print-based curriculum could not provide (Cope and Kalantzis, 2000; O’Rourke, 

2001; Kress, 2003).  

The subsequent post-test writing task to advertise Disneyland Paris was of a good 

standard, with many inferences derived from the semiotics of multimodal texts. Further 

analysis of the difference between the group attainment shows that, within this study, the 

impact of the modes of ICT and multimedia through multimodal texts on children’s writing 

was statistically significant with a large effect size. 

 

Comparing a matched pair – the impact of multimodal analysis 

There was a large difference between attainment levels in some of the matched pairs. For 

example, the children in pair five at the start of the study were both working within Level 2 

(with a one point difference). At the end of the study the child in the control group (C5) 

dropped to Level 1B and the child in the experimental group (E5) progressed to Level 3B, 

with an overall 5.5 point difference. Child E5 had one of the greatest differences in terms of 

pre-test and post-test attainment out of all the children in the study. In the pre-test they used 

sentences such as: 
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“To camera we had to write things down and then do the animation some of us 

bringed a toy and some didn’t” (Child E5, Appendix 10). 

 

They then progressed to using more sophisticated language in their post-test: 

 

“You and your family will be amazed because it is not what you think it is much 

better” (Child E5, Appendix 11). 

 

In relation to the multiliteracies framework the child is clearly showing an awareness of 

audience through critical framing (Kalantzis et al, 2002). They were aware that persuasive 

advertisements need to appeal to a wide range of audiences to attract as many people as 

possible. One of the biggest influences on the child’s writing was the Disney Year of a 

Million Dreams advertisement (Disney, 2006), which was analysed as part of the 

experimental group intervention. The child realised how all of the different semiotic modes 

could be related together to make meaning and they started to make reference to these in their 

persuasive writing. This is consistent with the views of Kozma (1991) who suggests that 

readers move back and forth between modes to clarify meaning. Appendix 35 shows the 

occasions where child E5 used the semiotic modes through multimodal texts to influence 

their writing. There are clear indications, for example: 

 

“The fireworks will flash up in the air and you will still have a smile on your face you 

will love it. You will be amazed by what you see and you will all ways want to come to 

disneyland” (Child E5 post-test, Appendix 11). 
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This shows that the child has made note of the fireworks through the visual mode and have 

then used an observation of the gestural mode in commenting on the body language of the 

actors and their feelings. They have then used the spatial, visual and linguistic modes to try to 

persuade people to visit the resort by stating that they will be “amazed” and will want to 

revisit the theme parks. This shows that the child was engaging with the multimodal text at 

many different levels. They enjoyed the freedom of being able to explore the different modes 

through ICT and multimedia, which is consistent with the observations of James (1999). The 

level of engagement and use of semiotic inferences in the writing links with Reid (2003) who 

asserts that using visual texts is potentially a very effective way of scaffolding writing. This is 

consistent with Kress (2003) who states that multimodality has profound effects on the 

functions of writing and effects engagement with literacy. E5’s counterpart in the control 

group (C5) had a very limited persuasive argument in their writing (Appendix 27). The fact 

that their ideas were difficult to interpret and disjointed shows they were not engaged at a 

critical level and therefore their writing was not of the same quality. 

  

Links between multimodality and theory of multimedia learning 

The findings of this research are consistent with the theory of multimedia learning.  

Multimodal texts bring with them the embodied modes of ICT and multimedia and it is the 

use of these modes that Mayer (2001) suggests leads to more creative writing. The cognitive 

theory of multimedia learning is based on the idea that humans possess two qualitatively 

different channels for processing information (visual and language), which cannot be 

separated if meaningful learning is to take place. This is consistent with the findings in the 

experimental group whereby the writing was of a higher standard when relevant ICT and 

multimedia modes were used. This was perhaps because the children in the experimental 

group were using both processing systems when analysing multimodal texts. In contrast, the 
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control group only have used one processing system (language) when looking at print-based 

texts, therefore their brains were therefore not being used fully. This could explain why, 

when it was time for the children to complete the post-test, some of the writing was 

unfocused and disjointed (Appendix 27, 29, 31 and 33). 

 

Links to the wider research base 

The study took a different approach to that of many of the empirical studies relating to the 

use of multimedia to improve writing, many of which suffer from inherent methodological 

flaws. The findings of this research are consistent with that of Vincent (2001) and Reid 

(2003) whereby the use of ICT and multimedia modes had a positive impact on children’s 

writing. Other studies such as Fan and Orey (2001) and Cramer and Smith (2002) found no 

significant improvement in writing when a multimedia-based curriculum was adopted. 

However, these studies are not comparable because of their focus on technology at a 

technician level and not that at a critical level or their inherent methodological flaws (Cope 

and Kalantzis, 2000; O’Rourke, 2001). This study instead chose to focus on the use of 

socially relevant multimedia texts as an embedded part of the curriculum in order to improve 

writing. There is little evidence in the field to assess the impact of ICT and multimedia 

through multimodal texts and multiliteracies theory but this study does provide an indication 

that there is at least the potential for improved learning and an increase in writing attainment. 
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CHAPTER EIGHT 

Conclusion 

 The findings of this research suggest that, within the confines of this study, the use of 

ICT and multimedia, based on multiliteracies theory did improve children’s learning and lead 

to a higher standard of writing. The difference between the experimental and control group’s 

writing attainment was statistically significant with a large effect size. However, there are 

significant weaknesses within the study. The overall lack of evidence across the entire 

research base for multimedia and ICT makes it difficult to generalise and compare these 

findings to the whole population. The experimental design did take many sources of internal 

and external validity into account but the limited sampling frame affects its integrity. If the 

study was to be repeated it would need a wider sample, with true randomisation to increase 

validity. 

 The children who took part in the study already had considerable experience of using 

ICT because of the innovate nature of their school. It is questionable whether the same results 

would be gained in a different school where technology did not feature so predominantly and 

children did not expect to use it in lessons. The impact of the school’s animation project is 

also unknown, but since both groups were taught within the same three days, this impact 

could be assumed as minimal. The motivation effect of the Disney context of the lessons is 

also relatively unknown and it is questionable whether other contexts would achieve the same 

correlation in writing attainment. The short-term nature of this study also minimised the 

possibility of maturation, but long-term effects are still unknown. 

 Some of the methods of data analysis also affected the validity of the study. The 

average sentence length count was unreliable because if a child did not use full stops their 

count was inaccurate. Furthermore, the genre of persuasive writing that was required for the 

post-test is usually more effective when varied sentence length is used (Strong and 
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Richardson, 2004). The integrity of the NC attainment levels as a data analysis instrument is 

significantly more valid because of the statutory application by all teachers in the UK. 

Furthermore, levels were awarded by both the teacher and research, which increased 

reliability. 

 The primary analysis instruments in this study were all of a quantitative nature. 

Although this allowed the researcher to statistically analyse causality, supplementing this 

with qualitative analysis would have added greater depth and detail (O’Neill, 2006). For 

example, naturalistic observations and interviewing children about engagement of using ICT 

and multimedia would have increased validity. Possible experimenter bias can also not be 

ruled out in terms of the researcher’s delivery of lessons due to their personal interest in 

multiliteracies. The relative newness of technology as a motivating factor can also not be 

denied (Clark, 1983). Another criticism is that ICT and multimedia was used as a stimulus for 

writing and there was little exploration of the actual writing process. Subsequent research will 

need to have a greater awareness of this factor. 

 The impact of technology on education is problematic, with a weak link between 

improved attainment and integration (Higgins, 2003). Multiliteracies theory argues for 

children to be literate in technological meaning making systems in order to fully participate in 

society (New London Group, 1996). The findings of this study suggest that ignoring this and 

focusing on monomodal print-based texts has a detrimental effect on learning. This has 

implications because the National Curriculum mainly focuses on the view of English as the 

acquisition of print-based decoding skills (Ellis, 2001). This suggests that this narrow view 

may be restrictive and therefore changes need to be made. 

 There are changes taking place through, for example, the new Primary National 

Strategy (DfES, 2006), which includes aspects of multimodality and film narrative. However, 

this is not statutory and advocates of the print-based curriculum may continue to focus on 
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monomodal texts, which will undoubtedly restrict creativity. Some schools are now taking it 

upon themselves to make creative use of technology by using the National Curriculum 

objectives. For example, the animation projects in Stockton LEA to improve writing 

standards across the curriculum. However, widespread use of such initiatives across the 

country is relatively unknown. 

 The research base on the impact of ICT and multimedia modes on writing is 

considerably problematic, with little consistent evidence for improved writing attainment. 

This study does provide an initial indication that these modes could possibly increase writing 

attainment by looking at semiotics but further research must be conducted. Clark (1983) 

asserted that it is advisable to stop research into the effects of media modes, but this study 

contradicts his view and shows that research must continue. A greater understanding needs to 

be gained about the deep changes (Kress, 2003) multimodality instigates on the writing 

process and the true impact of ICT and multimedia modes on attainment. Not only so that a 

multimodal curriculum can be justified but so children can fully participate in today’s (and 

tomorrow’s) technologically advanced society. 
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Appendix 1 – Lesson Plans for Intervention 
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Appendix 2 – Pre-test for pupil E1 (Experimental Group) 

 

 

The CLC  

 
It’s the day to go to the CLC the 8th of January and everyone is excited, we got 

on the bus and of we went. When we got there I thought the building was one 

big room but it wasn’t, there was lots of separate room’s. as soon as you walked 

in there was a cafeteria with lots of computers surrounding it. We went in a 

room called ICT 2. In there was 28 imac computers. 

 

We put our packed lunches in the corner and sat on the carpet. Mdfsdds 

Showed us how to use ‘I can animate’ by making an animation about a car falling 

off a chair. Then he put us in groups of three, sat at a computer and he gave out 

story boards to plan our animation. As soon as we ad finished we went for lunch. 

 

Wants we had finished lunch we went back into the room and started or 

animation. Our group made an animation about two wrestlers who come in and 

start to dance. Soon we realised that we had to move every little centimetre. It 

was hard to keep the wrestlers balanced. We had to set the character stand 

back to make sure that there were no shadows and toke a picture. 

 

When we finished our animation we made some tittles and added music and all 

the sound effects to it. Meanwhile dfdfdds had made another animation with a 

car with all the effects to show us what our animations should look like. Our 

time was up and we saved our work and sat on the carpet. Then we collected our 

stuff and lined up ready to go. 

 

We got back and went home. The next day we watched everyone’s animations 

and they were great! 

 

Pupil E1 (Experimental Group) 
Pre-test National Curriculum Level Average: 4A (12) 

Pre-test Adjective Count: 6 

Pre-test Average Sentence Length: 30 

 

Post-test National Curriculum Level Average: 4A (12) 

Post-test Adjective Count: 9 

Post-test Average Sentence Length: 14.3 

 

Difference in Pre-test and Post-test Level: 0 
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Appendix 3 – Post-test for pupil E1 (Experimental Group) 

 

 

 

Pupil E1 (Experimental Group) 
Pre-test National Curriculum Level Average: 4A (12) 

Pre-test Adjective Count: 6 

Pre-test Average Sentence Length: 30 

 

Post-test National Curriculum Level Average: 4A (12) 

Post-test Adjective Count: 9 

Post-test Average Sentence Length: 14.3 

 

Difference in Pre-test and Post-test Level: 0 
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Appendix 4 – Pre-test for pupil E2 (Experimental Group) 

 

 

First we had to come in early so that we wonted  be late ,dfdsfds took 

the register and then we went out side ,got on the bus ,sat in 2s .I was 

next to Hdfsb ,he was next to the window and I could look down the 

middle of the bus .dsfgfs  came and checked that we had our seat belts 

on and then we were off! 

 

In about 2 and a half mins we got off and mffds had a phone call so he 

took it and Mdfdfrd Took us in .When we were outside it looked 

really small but inside it was massive ,it had a felly big room in the 

middle which was a cafeteria. then we went in to a small room which 

had 28 iMac computers but we were in groups of three so we only 

used 10. 

 

I was with Jdfdy and Idfn ,Iadfi brought a bus in and I brought some 

lego in I had a race car ,a bus thing and about six people . We made 

an animation with 315 pictures and it lasted about 35 seconds .I 

thought it was mint  

 

We did the animating on I can animate which is a program that is on 

the iMacs,it is really easy to work all you need is a camera ,an iMac 

,and something to move and that is it then click the camera and you 

are away . 

 

I really enjoyed going to the clc because I love computers!  

 

 Pupil E2 (Experimental Group) 
Pre-test National Curriculum Level Average: 4C (10.5) 

Pre-test Adjective Count: 11 

Pre-test Average Sentence Length: 25.2 

 

Post-test National Curriculum Level Average: 4B (11) 

Post-test Adjective Count: 10 

Post-test Average Sentence Length: 16.8 

 

Difference in Pre-test and Post-test Level: 0.5 
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Appendix 5 – Post-test for pupil E2 (Experimental Group) 

 

 

 

Pupil E2 (Experimental Group) 
Pre-test National Curriculum Level Average: 4C (10.5) 

Pre-test Adjective Count: 11 

Pre-test Average Sentence Length: 25.2 

 

Post-test National Curriculum Level Average: 4B (11) 

Post-test Adjective Count: 10 

Post-test Average Sentence Length: 16.8 

 

Difference in Pre-test and Post-test Level: 0.5 
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Appendix 6 – Pre-test for pupil E3 (Experimental Group) 

 

 

First I got to school and dr Sdis did the register, Then we all got on 

the bus and of we went to the CLC. When we got there the first thing 

we all saw was the building from the outside it of looked very small 

but from the inside it was giant. 

 

When we got inside dfdfds told us to sit down immediately so he 

could what we had to do. Then he made little Animation of a toy car 

driving of the end of the chair. After he gave us a few ideas and then 

told us to sit at a I Mac, so my group sat down and discussed what we 

were going to do. We decided That we were going to make two 

wrestlers dance What dfdfdfr brought in. first we had to write our 

story boards so we new how the story went.  

 

After it was lunch time and we all went café for dinner. I had egg, 

cress and mayonnaise sandwich with a bottle of water and some crisps 

and they were delicious. When we got back we started to animate. All 

afternoon was brilliant and I had great But then it was time to go 

home. So mfdfdfr saved our Work and then we got on to the bus and 

we went back to School. When we got back mdfdfrffd  showed us one 

of the animation then we went home.    

   
 

Pupil E3 (Experimental Group) 
Pre-test National Curriculum Level Average: 3A (9) 

Pre-test Adjective Count: 9 

Pre-test Average Sentence Length: 18.3 

 

Post-test National Curriculum Level Average: 3A (9) 

Post-test Adjective Count: 10 

Post-test Average Sentence Length: 16.8 

 

Difference in Pre-test and Post-test Level: 0 
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Appendix 7 – Post-test for pupil E3 (Experimental Group) 

 

 

Pupil E3 (Experimental Group) 
Pre-test National Curriculum Level Average: 3A (9) 

Pre-test Adjective Count: 9 

Pre-test Average Sentence Length: 18.3 

 

Post-test National Curriculum Level Average: 3A (9) 

Post-test Adjective Count: 10 

Post-test Average Sentence Length: 16.8 

 

Difference in Pre-test and Post-test Level: 0 
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Appendix 8 – Pre-test for pupil E4 (Experimental Group) 

 

Animation at the clc 

 

 

 

First I got on the bus to the city learning –centre. 

It took five mints’ to get there when we got there 

we got of the bus and we went into the city 

learning centre. 

 

We went inside the city learning centre we sat at a 

desk and put our cotes and lunch boxes under the 

table and we sat on the carpet. 

fdfdfdfs showed us how to animate toys. 

 

My group used wrestlers after you take a photo 

you move your toy again it became funny.                                    
 

 

Pupil E4 (Experimental Group) 
Pre-test National Curriculum Level Average: 2B (5.5) 

Pre-test Adjective Count: 0 

Pre-test Average Sentence Length: 17.6 

 

Post-test National Curriculum Level Average: 2A (6.5) 

Post-test Adjective Count: 9 

Post-test Average Sentence Length: 10.1 

 

Difference in Pre-test and Post-test Level: 1 
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Appendix 9 – Post-test for pupil E4 (Experimental Group) 

 

 

 

Pupil E4 (Experimental Group) 
Pre-test National Curriculum Level Average: 2B (5.5) 

Pre-test Adjective Count: 0 

Pre-test Average Sentence Length: 17.6 

 

Post-test National Curriculum Level Average: 2A (6.5) 

Post-test Adjective Count: 9 

Post-test Average Sentence Length: 10.1 

 

Difference in Pre-test and Post-test Level: 1 
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Appendix 10 – Pre-test for pupil E5 (Experimental Group) 

 

ANAMATION AT THE CLC 

When we got at the clc we sat down on the chairs and it 

was only us.then fdfdfdfdf told us to sit down on the 

carpet and he put us in groups then he told us what to 

do and we went away and started. 

 

Then we went on the computers and the screens  

where massive and we went on them and went on  

To camera we had to write things down and then do the 

animation some of us bringed a toy and some didn’t. 

 

Then we got the cameras and started the animation 

about a spinning car and then we all got 2 hours to do it 

but when we had something to eat we sat in the 

cafeteria and went back to work and then when we 

finished it we went on I can animate. 

 

I can animate is where you click it and it goes on to 

camera and so you can take pictures and save them. 

Then we went back to school.  
 

 

 

 
Pupil E5 (Experimental Group) 
Pre-test National Curriculum Level Average: 2A (6) 

Pre-test Adjective Count: 2 

Pre-test Average Sentence Length: 28.16 

 

Post-test National Curriculum Level Average: 3B (8) 

Post-test Adjective Count: 9 

Post-test Average Sentence Length: 16.2 

 

Difference in Pre-test and Post-test Level: 2 
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Appendix 11 – Post-test for pupil E5 (Experimental Group) 
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Appendix 12 – Pre-test for E6 (Experimental Group) 

 

We got on a bus and went to the clc, it looked small from the out side 

but it was huge inside .we went into a room called ict2 it hade 28 I 

Macs we just used 10 of   them. 

        dfdfdfdfs put use in to groups of 3 I was with dfdn  and Cdgdy . 

dfdfdds should us how to use I can animate witch, is a program that if 

you plug in a camera in the back of a I make and on the screen is a 

camera view and you can animate things in the cameras view.       

        We did a car animation I brout two cars and Adgs brout 1 car 

and it was very good, it hade a twist the mine was met to win but it 

lost and the tank won. 

        In the middle of this we hade lunch there was a small café in the 

middle. We went back into ict2 and finished them, at 20 to3 we went 

back to school. 
 

 

Pupil E6 (Experimental Group) 
Pre-test National Curriculum Level Average: 2A (6.5) 

Pre-test Adjective Count: 4 

Pre-test Average Sentence Length: 24 

 

Post-test National Curriculum Level Average: 3C (7.5) 

Post-test Adjective Count: 7 

Post-test Average Sentence Length: 14.1 

 

Difference in Pre-test and Post-test Level: 1 
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Appendix 13 – Post-test for E6 (Experimental Group) 
 

 

 
Pupil E6 (Experimental Group) 
Pre-test National Curriculum Level Average: 2A (6.5) 

Pre-test Adjective Count: 4 

Pre-test Average Sentence Length: 24 

 

Post-test National Curriculum Level Average: 3C (7.5) 

Post-test Adjective Count: 7 

Post-test Average Sentence Length: 14.1 

 

Difference in Pre-test and Post-test Level: 1 
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Appendix 14 – Pre-test for E7 (Experimental Group) 

 

When we went to the clc I didn't know  what to expect . 

But when I walked in it looked fantastic. First Mdgmqs 

showed us how to use the imacs .Then we got put in 

groups. The imacs and all the equipment were very 

modern .  After that we planed out our animation, 

involving our toys we took in. It was stressful towards 

the end . We rote  our animation out on story boards . 

Our animation was about a Indian man that kept 

getting himself ran over , Rfdcha took in the man and I 

took in the toy car. When we started our animation we 

were very organised.  I was the director Rfhesca was 

the editor and Lkhquis was the animator . I learnt a lot 

from the clc like you have to work well as a group for 

your animation to work .            

 
Pupil E7 (Experimental Group) 
Pre-test National Curriculum Level Average: 4C (10) 

Pre-test Adjective Count: 7 

Pre-test Average Sentence Length: 11.6 

 

Post-test National Curriculum Level Average: 4C (10.5) 

Post-test Adjective Count: 10 

Post-test Average Sentence Length: 11.5 

 

Difference in Pre-test and Post-test Level: 0.5 
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Appendix 15 – Post-test for E7 (Experimental Group) 

 

Pupil E7 (Experimental Group) 
Pre-test National Curriculum Level Average: 4C (10) 

Pre-test Adjective Count: 7 

Pre-test Average Sentence Length: 11.6 

 

Post-test National Curriculum Level Average: 4C (10.5) 

Post-test Adjective Count: 10 

Post-test Average Sentence Length: 11.5 

 

Difference in Pre-test and Post-test Level: 0.5 
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Appendix 16 – Pre-test for E8 (Experimental Group) 

 

One Monday 8th 2007 we went to the clc  we went with three teaches 

rsdjsheiuhgaudd and liner  we got off the bus and Mdhoajerd s 

explained what we where going to do . 

 

It was enormous inside the clc three rooms we went in the first one . 

We went into the room and sat on the floor there were twenty Imacs  

but we use ten Mr Simms put use into groups I was in a group with 

nksyeell, dgkae ,Jssgdgme  we got told what  to do and stated . 

We got  e toys that we had brought in we had two cars so we made 

one with two cars where they cash  it was ok for a start the day was 

brilliant  

 

 
Pupil E8 (Experimental Group) 
Pre-test National Curriculum Level Average: 3B (8) 

Pre-test Adjective Count: 2 

Pre-test Average Sentence Length: 30.8 

 

Post-test National Curriculum Level Average: 3A (9) 

Post-test Adjective Count: 8 

Post-test Average Sentence Length: 31.3 

 

Difference in Pre-test and Post-test Level: 1 
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Appendix 17 – Post-test for E8 (Experimental Group) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Pupil E8 (Experimental Group) 
Pre-test National Curriculum Level Average: 3B (8) 

Pre-test Adjective Count: 2 

Pre-test Average Sentence Length: 30.8 

 

Post-test National Curriculum Level Average: 3A (9) 

Post-test Adjective Count: 8 

Post-test Average Sentence Length: 31.3 

 

Difference in Pre-test and Post-test Level: 1 
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Appendix 18 – Pre-test for C1 (Control Group) 

 

Animation at the CLC 
 

First we went on the bus, it didn’t take long to get there. It looked quite 
small from the outside  but inside it was massive! The ICT suite was full 
of twenty inch screen iMacs. 
 
Then it was time to write our storyboards. We had already been put into 
groups. I was with alrhfga and   
ghae. Once we had finished the story it was time to animate! 
 
Our animation was about a car who was spinning on a pencil. He gets 
faster and faster until he falls off.  
  
After a stressful morning it was time for lunch in the canteen. We had to 
be quick because there wasn’t much time. 
 

We went back into the ICT suite. It was time to go on ican animate. Ican 
animate is a program used for animation. You make your model, stand 
clear and then you take a picture. You keep on doing that until you have 
a complete animation.  
 
Doing the animation was easier than I thought.  Our group ended up with 
an animation be proud of. By pressing the record button we recorded our 
voices on to the animation.  
 
After a brilliant day it was time to go. I really enjoyed my time at  the CLC  
I am looking forward to further animation. We went back onto the bus to 
go back to school but before we went home we wrote some notes about 
the CLC.  
 

 

 

 

 

 

 

 

 

 

 

 

 

Pupil C1 (Control Group) 
Pre-test National Curriculum Level Average: 4A (12) 

Pre-test Adjective Count: 10 

Pre-test Average Sentence Length: 10.6 

 

Post-test National Curriculum Level Average: 4B (11) 

Post-test Adjective Count: 14 

Post-test Average Sentence Length: 22 

 

Difference in Pre-test and Post-test Level: -1 
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Appendix 19 – Post-test for C1 (Control Group) 

 

 

 

 

 

 

 

 

 

 

 

 

 

Pupil C1 (Control Group) 
Pre-test National Curriculum Level Average: 4A (12) 

Pre-test Adjective Count: 10 

Pre-test Average Sentence Length: 10.6 

 

Post-test National Curriculum Level Average: 4B (11) 

Post-test Adjective Count: 14 

Post-test Average Sentence Length: 22 

 

Difference in Pre-test and Post-test Level: -1 
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Appendix 20 – Pre-test for C2 (Control Group) 

 

 

9:00am we went to school did the register then got on the bus 

for the clc. When we arrived at the clc we got off the bus and 

went inside. 

 

Once we were in we were told how to use the I-Macs  

We made a test animation then got to work, our teams 1st 

animation wasn't brilliant because of all the hands in the clips. 

Oh and e used a car and three skate-boarding army men, but 

we binned all 167 photos… then had dinner. 

 

After dinner we made a new animation were the army men 

chased the car and two army men got eaten by a monsterish 

file and the little army men pulled them out with a pencil. In 

the end they all got eaten by the monsterish file. Also it had a 

whopping 179 photos, which had no hands in. later we got on 

the bus, and went back to school. 

 

The way to use I can animate . 1) click on the program, 2) 

click on the camera 3) move your figures 4) click on take 

picture 5) keep repeating step 3&4 until your done. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Pupil C2 (Control Group) 
Pre-test National Curriculum Level Average: 4C (10) 

Pre-test Adjective Count: 11 

Pre-test Average Sentence Length: 20.3 

 

Post-test National Curriculum Level Average: 3A (9) 

Post-test Adjective Count: 0 

Post-test Average Sentence Length: 12.4 

 

Difference in Pre-test and Post-test Level: -1 
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Appendix 21 – Post-test for C2 (Control Group) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Pupil C2 (Control Group) 
Pre-test National Curriculum Level Average: 4C (10) 

Pre-test Adjective Count: 11 

Pre-test Average Sentence Length: 20.3 

 

Post-test National Curriculum Level Average: 3A (9) 

Post-test Adjective Count: 0 

Post-test Average Sentence Length: 12.4 

 

Difference in Pre-test and Post-test Level: -1 
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Appendix 22 – Pre-test for C3 (Control Group) 

 

We got on the bus to the city learning centre  

It took us 10 minuets approximately to get there. We went 

in to a room named ict2   

We put our coats, pack lunches under the table, and then 

ifghjafgs told us our objective for the day. We made five 

story boards for his animation. 

 

We had dinner we went in to a big cafeteria and we ate our 

pack lunches for approximately thirty minuets we then went 

back in the room   

We sat down a carpet and sgshlsas told us how to make the 

animation. 

 

We went and used these really posh computers 

Named IMacs and we used video cameras. You move the 

object and take a photo and keep repeating it it would take 

approximately one hour. We used a program named I  can 

animate   
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Pupil C3 (Control Group) 
Pre-test National Curriculum Level Average: 3A (9) 

Pre-test Adjective Count: 7 

Pre-test Average Sentence Length: 19.7 

 

Post-test National Curriculum Level Average: 3B (8.5) 

Post-test Adjective Count: 14 

Post-test Average Sentence Length: 22.3 

 

Difference in Pre-test and Post-test Level: -0.5 
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Appendix 23 – Post-test for C3 (Control Group) 

 

Continued overleaf… 
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Pupil C3 (Control Group) 
Pre-test National Curriculum Level Average: 3A (9) 

Pre-test Adjective Count: 7 

Pre-test Average Sentence Length: 19.7 

 

Post-test National Curriculum Level Average: 3B (8.5) 

Post-test Adjective Count: 14 

Post-test Average Sentence Length: 22.3 

 

Difference in Pre-test and Post-test Level: -0.5 
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Appendix 24 – Pre-test for C4 (Control Group) 
 

 

When we got to the clc we had to see how many Children there were 

and how many adults There were. When we got in the computer room 

We sat down on the carpet. 

 

After we sat on the carpet we were put into Groups.I was with Ihlain 

and ahhdagt  we  had Done  one that s made out of Lego. Then we got 

Five pieces of  of  paper and rote down our Story boards  

 

After that we  went to the cafeteria for dinner .After dinner we went 

on to I CAN ANIMATE I can animate is a program  were  you can 

Record thing s like Music .After we got all Of our stuff Togher  and 

went back to School On the bus. 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Pupil C4 (Control Group) 
Pre-test National Curriculum Level Average: 2B (5.5) 

Pre-test Adjective Count: 1 

Pre-test Average Sentence Length: 15 

 

Post-test National Curriculum Level Average: 2A (6) 

Post-test Adjective Count: 4 

Post-test Average Sentence Length: 16.3 

 

Difference in Pre-test and Post-test Level: 0.5 
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Appendix 25 – Post-test for C4 (Control Group) 
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Appendix 26 – Pre-test for C5 (Control Group) 
 

We got on the bus then we when to the clc. 

It was (small warm and posh.) In clc 

We when in ICT.2 people set the camera  

Up while namess said some tips and then we planed the anamation . 

Then we ate urea dinner and when into the  

Room again we had apple camera. We when on I can anamtiom it 

work buy pulling a wire in to a cammera and the apple  

And then click the button with a cammera on it and you carry on 

clicking. 

And you can put affects then we when to school.  
 

 

 

 

 

 

 

 

 

 

 

 

 

Pupil C5 (Control Group) 
Pre-test National Curriculum Level Average: 2B (5) 

Pre-test Adjective Count: 2 

Pre-test Average Sentence Length: 16.6 

 

Post-test National Curriculum Level Average: 1B (2.5) 

Post-test Adjective Count: 3 

Post-test Average Sentence Length: 24.5 

 

Difference in Pre-test and Post-test Level: -2.5 
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Appendix 27 – Post-test for C5 (Control Group) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Pupil C5 (Control Group) 
Pre-test National Curriculum Level Average: 2B (5) 

Pre-test Adjective Count: 2 

Pre-test Average Sentence Length: 16.6 

 

Post-test National Curriculum Level Average: 1B (2.5) 

Post-test Adjective Count: 3 

Post-test Average Sentence Length: 24.5 

 

Difference in Pre-test and Post-test Level: -2.5 
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Appendix 28 – Pre-test for C6 (Control Group) 
 

                 Animation at the CLC.Animation at the CLC.Animation at the CLC.Animation at the CLC.    
First we went on the bus then we arrived we First we went on the bus then we arrived we First we went on the bus then we arrived we First we went on the bus then we arrived we 
went inside the clc went inside the clc went inside the clc went inside the clc namenamenamename told us what to do  told us what to do  told us what to do  told us what to do 
some people showed us some of there toys we some people showed us some of there toys we some people showed us some of there toys we some people showed us some of there toys we 
were in groups of three in my group there was were in groups of three in my group there was were in groups of three in my group there was were in groups of three in my group there was 
me, me, me, me, namenamenamename and  and  and  and namenamenamename....    
    
We made a race with a sports car aWe made a race with a sports car aWe made a race with a sports car aWe made a race with a sports car a tanker and  tanker and  tanker and  tanker and 
a race car the tanker was 1a race car the tanker was 1a race car the tanker was 1a race car the tanker was 1st st st st the race car is 2the race car is 2the race car is 2the race car is 2ndndndnd    
the sports car is 3the sports car is 3the sports car is 3the sports car is 3rdrdrdrd there was 20 I Macs I think  there was 20 I Macs I think  there was 20 I Macs I think  there was 20 I Macs I think 
my group was one of the worst groups ever but my group was one of the worst groups ever but my group was one of the worst groups ever but my group was one of the worst groups ever but 
it still was fun to be at the CLC they tout us all it still was fun to be at the CLC they tout us all it still was fun to be at the CLC they tout us all it still was fun to be at the CLC they tout us all 
about Animation so did about Animation so did about Animation so did about Animation so did namenamenamename    it was so fun andit was so fun andit was so fun andit was so fun and        
namenamenamename    was really really funny it was the best was really really funny it was the best was really really funny it was the best was really really funny it was the best 
day ever.                              day ever.                              day ever.                              day ever.                                  
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Pupil C6 (Control Group) 
Pre-test National Curriculum Level Average: 3C (7) 

Pre-test Adjective Count: 10 

Pre-test Average Sentence Length: 62.9 

 

Post-test National Curriculum Level Average: 1C (0.5) 

Post-test Adjective Count: 1 

Post-test Average Sentence Length: 26.5 

 

Difference in Pre-test and Post-test Level: -6.5 
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Appendix 29 – Post-test for C6 (Control Group) 

 
 

 

 

 

 

 

 

 

 

 

 

 

 

Pupil C6 (Control Group) 
Pre-test National Curriculum Level Average: 3C (7) 

Pre-test Adjective Count: 10 

Pre-test Average Sentence Length: 62.9 

 

Post-test National Curriculum Level Average: 1C (0.5) 

Post-test Adjective Count: 1 

Post-test Average Sentence Length: 26.5 

 

Difference in Pre-test and Post-test Level: -6.5 
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Appendix 30 – Pre-test for C7 (Control Group) 
 

On Monday 8th January 2007 our class went to clc (city learning 
centre).Once we got to school and had done the register we got 
onto a coach and set of for the clc. 
 
Once we got there and everyone was off the coach, we went 
inside, the place looked like a Tardis. When we were inside we 
went into a computer sweet with twenty eight I-Macs in it, we 
sat on a carpet and Misjayes told us how to use I can 
animate,gskeus then put us in groups of three I was with hgsie 
And jaueyh, we got set to make a story board. We went to 
lunch at about 11:20 because f,aius told us to have it early so 
we had a long amount of time to animate. 
  
After lunch we started to animate on I can animate we had to 
plug in a camera (but we didn’t do that)and you put a small toy 
in front of the camera because we had to try and bring in a 
small toy ,you take a photo move it about half a centimetre then 
take another photo and so on and you can replay your movie 
so far and onion skin it where you can see how big a jump 
you’ve made then once you have finished it you save your mini 
movie and go on I-movies click on effects and put on sound 
effects and credits. After we had gotten back to school we got 
out our jotters and wrote down notes about the day we just had, 
after that we had a little bit of time left so we watched a couple 
of the movies we made.    
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Pupil C7 (Control Group) 
Pre-test National Curriculum Level Average: 4C (10) 

Pre-test Adjective Count: 5 

Pre-test Average Sentence Length: 40.6 

 

Post-test National Curriculum Level Average: 3A (9.5) 

Post-test Adjective Count: 7 

Post-test Average Sentence Length: 40.8 

 

Difference in Pre-test and Post-test Level: -0.5 
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Appendix 31 – Post-test for C7 (Control Group) 
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Appendix 32 – Pre-test for C8 (Control Group) 
 

When we got to school we got on the bus and went to the Clc. 

When we got into the Clc we went into a very big room, full 

of I Macs. We then got put into groups of 3and we brought 

toys so we could make a animation with them. When we were 

making are animations some people had a fight ,then later on  

people got along  then we went for dinner .Aft Made friends 

again  after about hour some people had really good 

animation. Just before we left we said goodbye and got back 

on the bus we waved and set off.when we got back to school 

we got our jotters and made notes about the clc.              

 

 
 

 

 

 

 

 

 

 

 

 

 

 

 

Pupil C8 (Control Group) 
Pre-test National Curriculum Level Average: 3A (9) 

Pre-test Adjective Count: 5 

Pre-test Average Sentence Length: 17.14 

 

Post-test National Curriculum Level Average: 2A (6.5) 

Post-test Adjective Count: 2 

Post-test Average Sentence Length: 69.5 

 

Difference in Pre-test and Post-test Level: -2.5 
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Appendix 33 – Post-test for C8 (Control Group) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Pupil C8 (Control Group) 
Pre-test National Curriculum Level Average: 3A (9) 

Pre-test Adjective Count: 5 

Pre-test Average Sentence Length: 17.14 

 

Post-test National Curriculum Level Average: 2A (6.5) 

Post-test Adjective Count: 2 

Post-test Average Sentence Length: 69.5 

 

Difference in Pre-test and Post-test Level: -2.5 
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Appendix 34 – Raw Data 

 

 
Pretest 

Pupil 
Number 

NC Level 
(Teacher) 

NC Level 
(Researcher) 

Average 
NC 

Level Adjectives 
Sentence 

Length 

E1 12 12 12 6 30 

E2 11 10 10.5 11 25.2 

E3 9 9 9 9 18.3 

E4 6 5 5.5 0 17.6 

E5 6 6 6 2 28.6 

E6 7 6 6.5 4 24 

E7 10 10 10 7 11.6 

E8 9 7 8 2 30.8 

C1 12 12 12 10 10.6 

C2 11 9 10 11 20.3 

C3 9 9 9 7 19.7 

C4 6 5 5.5 1 15 

C5 6 4 5 2 16.6 

C6 7 7 7 10 62.9 

C7 10 10 10 5 40.6 

C8 9 9 9 5 17.14 

 

 
Post Test Difference 

Pupil 
Number 

NC Level 
(Teacher) 

NC Level 
(Researcher) 

Average NC 
Level Adj SL NC Adj SL 

E1 12 12 12 9 14.3 0 3 -15.7 

E2 11 11 11 13 28 0.5 2 2.8 

E3 9 9 9 10 16.8 0 1 -1.5 

E4 6 7 6.5 9 10.1 1 9 -7.5 

E5 8 8 8 9 16.2 2 7 -12.4 

E6 7 8 7.5 7 14.1 1 3 -9.9 

E7 10 11 10.5 10 11.5 0.5 3 -0.1 

E8 9 9 9 8 31.3 1 6 0.5 

C1 12 10 11 14 22 -1 4 11.4 

C2 10 8 9 0 12.4 -1 -11 -7.9 

C3 9 8 8.5 14 22.3 -0.5 7 2.6 

C4 6 6 6 4 16.3 0.5 3 1.3 

C5 3 2 2.5 3 24.5 -2.5 1 7.9 

C6 0 1 0.5 1 26.5 -6.5 -9 -36.4 

C7 9 10 9.5 7 40.8 -0.5 2 0.2 

C8 7 6 6.5 2 69.5 -2.5 -3 52.36 
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Appendix 35 – Semiotic references in E5’s post-test 

 
 

Section of Advert/ 

Description 

Semiotic Analysis of 

advert 

Example in writing 

 

 
© Disney 

 

A child is sitting in a boat 

fishing with his family. 

Suddenly a pirate ship appears 

and the child is transported 

into the crow’s nest. This is a 

reference to ‘Pirates of the 

Caribbean.’ 

 

 

 

Linguistic: None 

Gestural: Sat in a boat 

together – family. 

Auditory: Enchanting with 

sound effects of a pirate 

battle. 

Visual: Bright colours but 

the darkness of the Black 

Pearl ship appeals to 

different audiences. 

Spatial: Normal situation 

then suddenly transported 

into a fantasy world. 

Suggests this will happen if 

you visit Disney Parks. 

 

 

“There are fun rides, you might fight 

Captain Jack Sparrow” 

 

The child has shown awareness of 

audience and made reference to one of 

the characters from this scene. 

 

 
© Disney 

 

A little girl is on her way to 

school. She opens the door and 

suddenly there is a royal 

procession waiting for her with 

a horse and carriage. This is a 

reference to ‘Cinderella.’ 

 
Linguistic: Suggests that the 

only place that this will 

happen is at Disney Parks. 

Gestural: Shocked at the 

magic that is in front of her. 

Auditory: Dramatic build 

up to this ‘magical moment’ 

in a fairytale world. 

Visual: Bright colours with 

magical images. 

Spatial: Normal situation 

then suddenly transported 

into a fantasy world. 

Suggests this will happen if 

you visit Disney Parks. 

 

“It’s like a magical place where all 

dreams will come true.” 

This relates to the linguistic mode 

present in the scene. 

 

“There it is a joyful place it is very 

musical” 

Relates to the theme of the auditory 

mode in the scene. 

 

“You get to ride on horses, see 

Cinderella. You will never forget what 

happened” 

Relates to the spatial mode and the 

gestural mode of the child. 

 

“You will be amazed by what you see 

and you will always want to come to 

Disneyland” 

This relates to the gestural mode of 

how shocked the girl in the advert was. 

 

 

 
© Disney 

 
A little boy is playing in his 

Linguistic: Suggests that the 

only place that this will 

happen is at Disney Parks. 

Gestural: Shocked at the 

magic that is in front of him. 

Stood next to his parents 

suggesting togetherness. 

Auditory: Dramatic build 

up to this ‘magical moment’ 

in a fairytale world. 

 

“Disneyland Paris is a dream come 

trow you will never forget.” 

Relating to the visual and spatial 

modes. 

 

“You and your family will be amazed 

because it is not what you think” 

Relates to the gestural mode of the boy 
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garden, suddenly he is 

transported into the Magic 

Kingdom with his parents side 

by side. They all watch 

fireworks in front of the castle.  

Visual: Bright colours with 

magical images. The castle 

symbolises the Disney 

brand. 

Spatial: Normal situation 

then suddenly transported 

into a fantasy world. This 

scene shows that the magical 

world is in fact Disney 

Parks. 

in the advert standing next to his 

parents and the shocked expression on 

his face. 

 

“The fireworks will flash up into the 

air and you will still have a smile on 

your face, you will love it” 

Relates to the visual and spatial modes 

of the theme park and fireworks as well 

as the gestural mode of the child’s 

face. 

 

“You will be amazed by what you see 

and you will all ways want to come to 

Disneyland” 

Relates to the visual and spatial modes. 

 
 

 
© Disney 

 

The camera pans up into the 

clouds and reveals the Disney 

castle with fireworks 

exploding. The logo and 

website details are then shown. 

 

Linguistic: Tells the viewer 

about Disney Parks and how 

to visit. 

Gestural: None 

Auditory: Dramatic 

fairytale music. 

Visual: Bright colours with 

magical images. The castle 

symbolises the Disney 

brand. 

Spatial: Set in the clouds 

and creates a fairytale 

atmosphere. Suggests that by 

visiting the parks you will be 

part of the fairytale. 

 

 

Within the writing the child used a 

telephone number and website address 

to try and persuade people to visit the 

theme parks. 
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Appendix 36 – Example of Print Texts 

 

BUZZ LIGHTYEAR LASER BLAST* 
 

Save the toys! 
 
Buzz Lightyear, Evil Emperor Zurg and the Little Green Men have joined the big 
family of Disney Characters, and are sweeping guests away on an unforgettable 
intergalactic adventure. Recruited by Buzz himself, Guests come to his aid in the 
fight against the infamous Emperor Zurg and his plan to steal all the batteries in toy 
universe.  
 
Propelled into the toy universe on board cruisers that spin 360 degrees, Space 
Rangers of all ages are equipped with laser pistols to shoot at targets. Points are 
tallied on individual screens over the course of their adventure.  
 
Several times a day, Buzz Lightyear will come join the Space Rangers for a photo 
opportunity in front of the attraction. 
 
*’Buzz Lightyear Laser Blast’ is inspired by the Disney presentation of the Pixar Animations Studios 
film Toy Story 2. 

 

 

A SUMMER OF SHOWS IN THE DISNEYLAND PARK 

 
Wishes 
This amazing firework display combines video projections and extraordinary 
explosions of colour that light up the sky. Some rockets blast up to 300 metres above 
Sleeping Beauty Castle. It's the poetic and musical story of the Disney heroes' most 
profound wishes. Will Pinocchio become a little boy and Cinderella find her true 
love?  
Every evening, from 15th July to 27th August 2006. 
 

The Disney Fantillusion illuminated parade 
Every night, Disney Fantillusion parade brings Disney tales and legends to life with 
cutting-edge visual and sound effects. Once the park is plunged into darkness, the 
floats make their appearance on Main Street, U.S.A. and lead guests through three 
acts that bring Disney Heroes and Villains face to face. Throughout the parade 
thousands of twinkling light bulbs and a plethora of special effects are used to create 
a truly exceptional sight. The floats light up, undergo transformations, and come to 
life to a seamless flow of dramatic music. 
Every evening, from 14th July to 27th August 2006. 
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Jack Sparrow hits Adventureland 
Straight from the set of Pirates of the Caribbean, Captain Jack Sparrow has chosen 
Adventureland for his adventures this summer, to celebrate the release of Dead 
Man’s Chest, the long-awaited sequel to The Curse of the Black Pearl. Captain 
Sparrow will take great pleasure in getting captured on film at Disneyland Resort 
Paris with all those pirates at heart. 
 
The Tarzan Encounter 
The king of the jungle has chosen the Chapparal Theater (Frontierland) as his home 
alongside all the characters from this great Disney classic, including the mad 
monkeys! Tarzan invites spectators to a lively musical world coupled with 
astonishing stage effects. An aerial duet between Jane and Tarzan, comical 
acrobatics by the monkeys and a wild jam session with children from the audience! 
Until 24th September 2006. 
 

Winnie the Pooh and Friends 
Winnie the Pooh has settled in at the Fantasy Festival Stage (Fantasyland), where 
he takes the wee ones – and their parents – on a delightful journey through the 
Forest of Blue Dreams. Share in the joyful adventures of Tigger, Piglet, Eyeore and 
their friends as they set off to a lively musical beat on a hunt for Winnie’s honey. 
From 14th July to 27th August 2006 except on certain dates. 
 

The Legend of the Lion King 
Now playing at the Vidéopolis theatre (Discoveryland), The Legend of the Lion King 
musical is as big a hit as ever. Singers, dancers, acrobats and puppeteers tell the 
story of the great Disney classic against an African savannah backdrop that is larger 
than life. Light shows, film projections on screens of water and innovative special 
effects make this top-quality show a must-see for everyone. 
Continuous run, up to six times a day, alternating between French and English. 
 

The Wonderful World of Disney Parade 
Each day, the big floats of the Wonderful World of Disney Parade make their way 
down Main Street, U.S.A., led by Mickey and Minnie in their ship inspired by the 
cartoon Steamboat Willie. Each one of the marvellous floats depicts a Walt Disney 
masterpiece such as Snow White, Sleeping Beauty, Cinderella, Beauty and the 
Beast, Aladdin, Dumbo and Mary Poppins.  
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Appendix 37 – Example of Print Texts 

DISNEY’S® FANTILLUSION©  
 

Dream with your eyes wide open. 

 

Welcome to an all-new Disney fairytale. It's Disney®’s Fantillusion© at 

Disneyland® Park...where imagination flows and glows every night. 

 

It's a night of light. A night of dreams. A night you'll never forget. 

 

Celebrate with Mickey Mouse, and friends as they illuminate Mickey's Magical 

Garden, an enchanted world of fairy elves, butterflies, and wondrous dewdrops. 

Discover their amazing world and witness the good fairies transform the world 

around you into a shimmering playground of light where Disney tales come to 

life. 

 

Suddenly the lights go dim. Behold the Disney Villains with their evil henchmen. 

Prepare yourself for nightmarish creatures that plunge you into their world of 

darkness. Watch out ahead! Something wicked is coming your way! Jafar, Ursula 

and Maleficient transform themselves into larger-than-life evil. 

 

Disney Princes and Princesses to the rescue! Snow White, Ariel, Aladdin and 

Jasmine, Beauty and the Beast create an unforgettable happy ever after in a 

shower of glimmering light! 

 

Come live the magic of Disney®’s Fantillusion©. An-all new twilight spectacular, 

only at Disneyland® Park. 

 

 

 

Disney’s Sequoia Lodge 
  

Discover Disney’s Great Outdoors!  
  

Majestic views. Towering Sequoia trees. The world’s natural wonders inspired by 

America’s national parks are just a short hike away from the Disney Parks. 

Gather ‘round, nature lovers! Come discover Disney’s Sequoia Lodge 

  

Here, nature and art fuse in perfect harmony. Take time to explore the giant 

Sierra Redwoods from America’s Far West. You’ll lose yourself within a 
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breathtaking mountain atmosphere. And when it’s time to call it a day, your 

timber and stone lodge is close by. Inside, the rugged beauty of the American 

Arts and Crafts era is in full season again. You’ll see it and feel it everywhere. 

From the crackling of the giant stone fireplace in the Redwood Bar and Lounge 

to your cosy room, where the air is crisp and clean.   

  

The spirit of imagination runs wild at Disney’s Sequoia Lodge. Where the  

great outdoors live.  
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Appendix 38 – Writing level descriptors 

Level 1 
Pupils' writing communicates meaning through simple words and phrases. In their reading or 

their writing, pupils begin to show awareness of how full stops are used. Letters are usually 

clearly shaped and correctly orientated. 

Level 2 
Pupils' writing communicates meaning in both narrative and non-narrative forms, using 

appropriate and interesting vocabulary, and showing some awareness of the reader. Ideas are 

developed in a sequence of sentences, sometimes demarcated by capital letters and full stops. 

Simple, monosyllabic words are usually spelt correctly, and where there are inaccuracies the 

alternative is phonetically plausible. In handwriting, letters are accurately formed and 

consistent in size. 

Level 3 
Pupils' writing is often organised, imaginative and clear. The main features of different forms 

of writing are used appropriately, beginning to be adapted to different readers. Sequences of 

sentences extend ideas logically and words are chosen for variety and interest. The basic 

grammatical structure of sentences is usually correct. Spelling is usually accurate, including 

that of common, polysyllabic words. Punctuation to mark sentences - full stops, capital letters 

and question marks - is used accurately. Handwriting is joined and legible. 

Level 4 
Pupils' writing in a range of forms is lively and thoughtful. Ideas are often sustained and 

developed in interesting ways and organised appropriately for the purpose of the reader. 

Vocabulary choices are often adventurous and words are used for effect. Pupils are beginning 

to use grammatically complex sentences, extending meaning. Spelling, including that of 

polysyllabic words that conform to regular patterns, is generally accurate. Full stops, capital 

letters and question marks are used correctly, and pupils are beginning to use punctuation 

within the sentence. Handwriting style is fluent, joined and legible. 

Level 5 
Pupils' writing is varied and interesting, conveying meaning clearly in a range of forms for 

different readers, using a more formal style where appropriate. Vocabulary choices are 

imaginative and words are used precisely. Simple and complex sentences are organised into 

paragraphs. Words with complex regular patterns are usually spelt correctly. A range of 

punctuation, including commas, apostrophes and inverted commas, is usually used 

accurately. Handwriting is joined, clear and fluent and, where appropriate, is adapted to a 

range of tasks. 

 

Available at: http://www.ncaction.org.uk/subjects/english/levels.htm 
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Appendix 39 – Multimodal Analysis Sheet 

 

Working Multimodally 
 

 

These are the aspects of new literacies (texts) that we look at when 

looking for meaning. Texts can be books, videos, websites, pictures 

or a mix of different modes. 

 

 

LANGUAGE 

How is writing or talking used in the text? 

 

ACTION 

How are actions used in the text to create meaning? 

For example, how do characters act and what does this tell us? 

 

SOUND 

How is sound used in texts to make meaning? 

For example, what mood does the music create? 

 

VISUAL 

How do the things you see in the text create meaning? 

For example, how do colours contribute to the theme of the text? 

 

SETTING 

How is the space in the text used to create meaning? 

For example, how does the setting make you feel? 
 

 




