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Abstract 
This study examines the impact of multiliteracies pedagogy (MP) on the mul-
timodal argumentative compositions of three focal 12- to 13-year-old stu-
dents from intact mainstream English as a foreign language (EFL) classrooms 
in an ethnically diverse high school in Spain. Working from the premise that 
in content-focused education, learning-to-write and writing-to-learn are insep-
arable dimensions of second language (L2) learning and teaching, our study ex-
plores multimodal composing as a central site of L2 development. Before and 
after a four-week film-based instructional intervention, the students designed mul-
timodal PowerPoint presentations on the sensitive issue of arranged marriage. Their 
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pre- and posttest multimodal compositions were analyzed to identify structural, lin-
guistic, and ideational improvements. The results revealed differing degrees of pro-
gress in the quality of students’ multimodal products, particularly in their incorpo-
ration of features of the argumentative genre, in their use of linguistic resources, 
and in their ability to combine semiotic resources to construct a more nuanced un-
derstanding of the topic. Pedagogical implications are suggested. 
 

Keywords: multimodal composing; argumentative genre; multiliteracies pedagogy; 
EFL; high school 

 
 
 
1. Introduction 
 
The development of writing in a second language (L2) or foreign language (FL) occu-
pies a central place in high school education, not only as a communicative skill but as 
a fundamental means of knowledge development. In school contexts where language 
and curricular content are taught simultaneously, “learning-to-write” and “writing-to-
learn-language” (Manchón, 2011) cannot be construed separately. Rather, they con-
stitute two inseparable dimensions of the same phenomenon since “educational 
knowledge itself occurs at the intersection of language, learning and knowledge” 
(Byrnes, 2011, p. 147). From this perspective, L2 writing supports knowledge devel-
opment when learners use their L2 resources to express increasingly complex mean-
ings, organize their ideas coherently, and align their texts with socially recognized 
genres. Learning to write in the L2 is, therefore, considered a process conductive to 
language development, as learners can gradually expand their control over vocabu-
lary, grammar, and discourse structures through the act of composing. At the same 
time, L2 writing provides a space for engaging with content, allowing learners to ar-
ticulate positions and develop understanding through language. Argumentative 
writing represents a demanding context for this dual process. Constructing an argu-
ment requires learners to formulate claims, develop reasoning, incorporate evi-
dence, and consider alternative perspectives, making argumentation a powerful site 
for knowledge construction and L2 development (Schleppegrell, 2004). 

The increasing use of digital technologies in educational contexts requires 
us to broaden our research agenda beyond monomodal writing to consider mul-
timodal communication. This shift allows us to focus on how language interacts 
with other semiotic resources in the communication and representation of 
knowledge. While research on L2 argumentative writing has received consider-
able attention (e.g., Crossley et al., 2022), less is known about how learners de-
velop argumentative competence in digital multimodal formats, particularly in 
secondary school FL contexts. Available research on argumentative digital multimodal 
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composing has approached the topic from different angles. Studies have focused on 
learners’ engagement in the composing process (Cheung, 2022; Kim & Kang, 2020; 
Tan, 2023), and on the impact of multimodal composing on L2 writing development 
(Kim et al., 2023). However, these studies have given comparatively little attention 
to learners’ ideational development or to their ability to construct effective argu-
ments, dimensions that are central to a meaning-making, genre-based approach to 
L2 literacy development. The present study addresses these gaps by examining the 
impact of film-based multiliteracies pedagogy (MP) on multimodal argumentative 
composing among high school students, who are learners of English as a foreign lan-
guage (EFL). In doing so, we contribute to research on L2 learning and teaching by 
providing empirical evidence on multimodal argumentation as a site where L2 learn-
ing and knowledge development intersect in an EFL classroom. 
 
 
2. Literature review 
 
In what follows, we first examine multimodal composing as a site for L2 language 
learning, highlighting ongoing debates regarding its potential for supporting lan-
guage development. We then outline the key principles of multiliteracies theory 
as the study’s theoretical framework before reviewing selected research on mul-
timodal argumentation. 
 
 
2.1. Multimodal composing as a site for L2 learning 
 
Despite the proliferation of research into digital multimodal composing (DMC) in 
recent years, some L2 scholars have raised concerns about the extent to which it 
can meaningfully contribute to language development. These concerns focus on 
the status of language within DMC and the risk that learners’ attention to linguis-
tic form, regarded as essential for L2 development, may be reduced by increased 
attention to other semiotic resources (Qu, 2017). Manchón (2017), for instance, 
has argued that for multimodal writing to be genuinely beneficial for L2 learning, 
it must entail a substantive demand for formulation, that is, a sustained effort to 
transform meaning into language. To date, research addressing this issue, primar-
ily in university settings, remains uneven (Manchón, 2026). Importantly, in school 
contexts where the simultaneous development of content knowledge and L2 
learning is a central pedagogical goal, the role of multimodal composing in sup-
porting this integration has not been sufficiently examined. Against this backdrop, 
a multiliteracies perspective offers a productive theoretical framework for recon-
ceptualizing the role of multimodal composing in L2 development. 
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2.2. Multiliteracies theory 
 
This study takes as a starting point the conceptualization of L2 literacy as a pro-
cess that is situated, social and multimodal (Kress & van Leeuwen, 2001; New 
London Group, 1996). Underpinning multiliteracies theory is the pedagogical 
concept of learning by design (Cope & Kalantzis, 2009). Multimodal communi-
cation is regarded as an act of design and the learner is viewed as a dynamic 
agent in this process (New London Group, 1996). Students make meaning from 
available designs, including film, books, music, and other texts, through discus-
sion, reflection, and analysis. The comprehension and interpretation of different 
types of texts enable learners to apply recently acquired knowledge and skills to 
the production of new meanings. In this way, text production is not reduced to 
the mere practice of linguistic forms but becomes a dynamic and creative mean-
ing-making process. Enacting this notion in literacy instruction requires the acti-
vation of four key knowledge processes: “experiencing,” “conceptualizing,” “ana-
lyzing,” and “applying” (Cope & Kalantzis, 2009). “Experiencing” involves reflecting 
on prior knowledge and experience to explore new situations, ideas, and perspec-
tives in the world. “Conceptualizing” requires explicit analysis and theorizing from 
target language sources. It involves building content knowledge, learning topic-
related vocabulary, recognizing language patterns, and engaging in controlled 
practice of lexicogrammatical resources. “Analyzing,” in turn, consists of thinking 
critically about ideas and concepts and their linguistic representation in particular 
social contexts, while “applying” prompts students to use their content and L2 
knowledge in a new situation, thereby fostering their own transformation or 
learning. Collectively, these processes encourage students to move beyond pas-
sive knowledge reception, positioning them as active creators of meaning. 
Adopting multiliteracies pedagogy, therefore, reframes FL teaching as a practice 
in which students are guided to engage critically and creatively with different 
types of multimodal texts (Paesani & Menke, 2023), thus expanding their lin-
guistic repertoires while simultaneously deepening their understanding of con-
tent. By interpreting, analyzing, and redesigning texts, learners “accomplish the 
central task in writing, that of linking meaning and wording in extended texts” 
(Byrnes, 2011, p. 135). Writing, therefore, is not merely a means of showcasing 
knowledge but a central mechanism through which knowledge is developed. 
 
 
2.3. Multimodal argumentation 
 
Bringing together the learning-to-write and writing-to-learn agendas, the focus 
in the present study is on the development of students’ content knowledge, L2 
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learning, and argumentative competence through the creation of a multimodal 
presentation. Drawing on genre perspectives, argumentation is defined as the pro-
cess of making claims and using evidence and reasoning to support them (Rose & 
Martin, 2012). Arguments have been classified into expositions, which present only 
one point of view, and discussions that present opposing sides of an argument (Rose 
& Martin, 2012). In both cases, they include identifiable genre features and lexi-
cogrammatical resources that need to be carefully chosen and structured to align 
with the target audience. The language of arguments includes the use of general-
ized participants (e.g., women) or issues (e.g., smoking) and an impersonal tone. 
Lexical choices include evaluative vocabulary to express attitude and opinion and 
modality (e.g., “should,” “must”) (Brisk, 2015). Although argumentation skills are es-
sential for personal and academic success, students of all ages often face difficulties 
in constructing valid arguments, articulating sound reasons, weighing contradictory 
evidence, and expressing their ideas in a logical, orderly, and coherent manner. In-
struction in articulating the argumentative genre is therefore necessary. 

While numerous studies have documented the effects of instruction in ar-
gumentative writing in pen-and-paper contexts (e.g., Garro Larrañaga et al., 
2024), instruction in multimodal argumentation, especially through the lens of 
social justice, is underexplored. The exceptions are two case studies of bilingual 
high school students in the United States that have described students’ multi-
modal argumentation on socially relevant topics (Shin, 2018; Shin et al., 2020). 
In both cases, the authors provide insights into the students’ evaluative position 
through their carefully crafted use of image, text, color, and sound in intermodal 
relationships of concurrence and complementarity (Unsworth, 2006). However, 
in-depth analyses of the genre structure and linguistic features of their multi-
modal arguments were not documented and the full impact of the instructional 
sessions on the students’ multimodal argumentation could not be determined. 
A related line of research has approached multimodal argumentation from critical 
perspectives on L2 language and literacy learning. In a multiple case study with 
Chinese undergraduates, Jiang (2021) identified different forms of digital activism 
in student-authored multimodal videos. These students also participated in a se-
ries of workshops on script writing, video editing and scene planning prior to the 
production of their multimodal presentations. However, in the absence of a pre-
instructional task, it is difficult to determine the extent to which the observed out-
comes can be related to the instructional intervention, as opposed to reflecting 
participants’ prior knowledge, motivation, or familiarity with the multimodal task 
format. Given the lack of empirical evidence on the relationship between in-
struction and the language and content-learning potential of students’ multi-
modal arguments, this study asks the following research question: 
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How does film-based multiliteracies instruction support EFL high school stu-
dents’ development of multimodal argumentation, ideationally, structur-
ally, and linguistically? 

 
 
3. Method 
 
3.1. Context and participants 
 
The educational context for the study was three intact first-year EFL classes in a 
state-funded, ethnically diverse high school in Spain. The students, aged 12 and 
13, included learners from Spain (22%), North Africa (30%), South America (30%) 
and Europe (18%), some of whom had learning difficulties, disruptive behavior, or 
personal problems. The students received four hours of weekly English instruction 
in which their teacher (the first researcher) followed an English language textbook 
that emphasized grammar and vocabulary. Given the low levels of proficiency in 
the group, Spanish was occasionally used to clarify key concepts, and the devel-
opment of comprehension skills was emphasized more than speaking and writing. 
Students were assigned as low proficiency (LP) (N = 40), average proficiency (AP) 
(N = 7) or high proficiency (HP) (N = 3) based on their Cambridge Flyers test scores. 
Written permission to participate in the study was obtained from parents or 
guardians, and the study was approved by the university’s ethics board. 

A multiple case study design (Merriam & Tisdell, 2015) was adopted to gain 
deeper insights into potential changes in students’ multimodal products and to es-
tablish connections, where possible, with the instruction they received. Through 
the study of carefully selected cases, we engaged in a fine-grained analysis of rich, 
contextualized learner data that would be difficult to capture with a large-scale, 
quantitative design, thus offering meaningful insights into classroom practices 
and observed outcomes. Through purposeful sampling (Patton, 2001), three focal 
students, one girl and two boys, representing low, average, and high proficiency 
levels and different ethnic backgrounds (Spanish, Arabic, and South American) 
were selected for analysis. These students also showed different levels of interest 
and behavior in English classes and had varying out-of-school experiences with 
technology. These profiles enabled an in-depth examination of different learner 
trajectories and allowed us to establish comparisons across cases. Information on 
the participants (all names are pseudonyms) is provided below. 

Maria was 12 years old and born in Spain. Her level of English proficiency 
was higher than most other students in her year, as indicated by her score on 
the Cambridge Flyers test, which was above 60%. She demonstrated positive class-
room behavior, participating actively in class and completing her assignments on 



 The impact of instruction on English as a foreign language high school students’ articulation of . . . 

7 

time. Maria enjoyed learning English. At home, she had access to a computer, which 
she used exclusively for schoolwork. Her preferred device was her phone, which she 
used mostly with social media apps like TikTok, Instagram, YouTube, and WhatsApp. 

Badr was 12 years old. Born in Algiers, he had been living in Spain for four years 
at the time of the study. At home, he spoke Arabic and French with his family. He had 
an average level of English proficiency and scored 49% on the Cambridge Flyers test. 
In class, he showed a moderate interest in learning English. He reported having a com-
puter at home, which he mainly used for watching videos. His preferred devices were 
his PlayStation and his phone, which he used for over eight hours every day. 

Kevin was 13 years old. He was born in Colombia but moved to Spain at the age 
of ten. He had failed English the previous year and lacked the proficiency level ex-
pected for the first year of secondary education. Only 2% of his answers on the Cam-
bridge Flyers test were correct. In class, he struggled to maintain motivation. He re-
ported not having a computer at home, although he used one at school for class as-
signments. His preferred device was his PlayStation console, which he used regularly. 
 
 
3.2. Multiliteracies film-based instruction 
 
The teaching intervention consisted of a four-week unit comprising 12 lessons 
(three hours per week), designed around the film Brave (Andrews et al., 2012). 
Cinema is one of the most powerful and yet most underexplored resources in FL 
classrooms. Time constraints, coupled with a lack of training, have led teachers to 
regard films as time fillers rather than as a key source of multimodal input (Hobbs, 
2006). Yet, cinema can provide learners with valuable opportunities to explore so-
cial, intercultural, and interpersonal themes (Sánchez-Auñón & Férez-Mora, 2021). 
The instructional sessions focused on the development of content knowledge and 
language use in the context of a real-world, social justice-related issue. The 
teacher aimed to foster students’ L2 development and argumentative multimodal 
composing skills while promoting critical reflection on the topic of arranged mar-
riage, as seen in the movie. Different film clips were selected to contextualize the 
dilemma facing the protagonist and to raise critical issues in the storyline. Follow-
ing the four knowledge processes of MP (Cope & Kalantzis, 2016), the instructional 
sequence included activities related to: (a) experiencing: viewing and discussing 
the marriage scene in Brave; (b) conceptualizing: explicit teaching of argumenta-
tive genre structure, L2 features required for argumentation, socio-critical content 
related to diverse cultural and religious marriage traditions, and multimodal com-
position skills; (c) analyzing: comparing videos presenting arranged marriage from 
different perspectives; and (d) applying: using content, genre, L2, and multi-
modal knowledge for the design of an argumentative DMC. 
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Nine of the 12 sessions were devoted to developing socio-critical content, 
argumentation skills, and L2 competence, and three were devoted to multi-
modal design. Since students were unfamiliar both with the topic of arranged 
marriage and with the argumentative genre, more instructional time was re-
quired to build content knowledge, expand relevant vocabulary, and develop 
the linguistic resources necessary for producing an argumentative text in the L2. 
The linguistic content targeted in these sessions included modal verbs (“should,” 
“shouldn’t”), topic-related lexis (“bride,” “groom,” “couple,” “marry,” “partner,” 
“freedom,” etc.), clause-combining strategies (“because”), and sequence mark-
ers (“first,” “second,” “in the first place,” etc.). Fewer sessions were allocated to 
multimodal design as students could draw on their everyday digital practices 
despite having limited formal experience with multimodal presentations. Using 
the film text as evocative content, the socio-critical sessions involved reflecting 
on the pros and cons of arranged marriage by considering issues such as free-
dom of choice, personal happiness and respect for traditions. Given the diversity 
in the classroom, the topic was approached with sensitivity, avoiding stereo-
types or moral judgments. Students were invited to reflect on the topic from the 
viewpoint of the film’s protagonist, but also to recognize that practices differ 
across cultures. Multiple perspectives were included to help ensure that no stu-
dents felt marginalized. Argumentative writing was scaffolded through the 
guided analysis of a model text, followed by controlled language exercises to 
practice key vocabulary, modal choices and discourse markers. Students com-
pleted sentences, filled in gaps with target words and transcribed useful expres-
sions in their workbooks (see Figure 1 and Table 10). 
 

 
 

Figure 1 Model text with target L2 discourse markers and connectors 
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Multimodal instruction involved technical know-how and analysis of sam-
ple argumentative compositions to identify their strengths and weaknesses. Stu-
dents were shown how to insert images, audio files, emojis, and gifs into their 
presentations and how to organize information (introduction, advantages, dis-
advantages, conclusion) creatively. They also engaged in the teacher-led con-
struction of a collaborative presentation and identified areas for improvement 
(e.g., font size, relevance of images and sound, information layout). This analysis 
led students to reflect on the quality of the structure, content, and ideas in the 
presentations and on their multimodal delivery. 
 
 
3.3. Data collection 
 
Data for the study consisted of students’ multimodal compositions as well as 
audio recordings of classroom sessions and all instructional materials. Prior to 
and following instruction, the students individually produced a DMC on the 
topic of arranged marriage. On both occasions, the task prompt stated: In the 
film Brave, Merida’s parents try to force her to marry against her will. In your 
opinion, what are the advantages and disadvantages of arranged marriages? 
PowerPoint was chosen for the task since it was used in other school subjects. 
Both the pretest and posttest tasks were completed at home. Students were 
given one week to finish the task, which they sent to the teacher by email. While 
the possibility of parental assistance or consultation of earlier work could be 
considered a limitation, out-of-class assignments are a standard feature of 
schooling (thereby increasing the ecological validity of the study) and are com-
mon in multimodal composing studies (Manchón, 2026). 
 
 
3.4. Data analysis 
 
The pretest and posttest multimodal compositions of the three focal students were 
first examined to obtain an overall picture of their use of modal resources. Mode 
was operationalized as a “meaning-making resource that includes processes such 
as writing, sound, images, layout, and videos” (Shin, 2018, p. 226) and multimodal 
transcripts for each student’s pretest and posttest compositions were created (see 
Table 1). The transcripts enabled us to synthesize the written, visual, and auditory 
modes in a single document and to perform intermodal analyses of written text, 
images, and sound. The comparison of the multimodal transcripts allowed us to 
identify features of L2 use, the total number of words and slides produced between 
the pretest and posttest, and the presence of visual and auditory elements. 
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Table 1 Example of a pretest multimodal transcript 
 

Slide Linguistic mode Visual mode 
Aural 
mode 

Intermodal relationship 

1 Title “Arranged 
marriage” 
Hi, I’m Maria I’m 
from 1C this is my 
presentation and I 
hope you like it  

No Projection. The cat GIF shows 
awareness of the audience and 
use of personal voice. 

 
An in-depth examination of the pretest and posttest PowerPoints was 

then carried out on interrelated levels. To analyze the argumentative structure 
of the students’ multimodal compositions, we adapted the coding scheme used 
by Qin and Karabacak (2010), including elements from their model (claim and 
counterclaim), but dividing their broad category of data (evidence to support a 
claim) into reasons and evidence for a more fine-grained analysis (see Table 2). 
 
Table 2 Features of the argumentative genre 
 

Genre feature Definition Example 

Introduction 
Opening statement to contextualize the 
topic 

“Arranged marriage is a social practice 
where the parents choose the partner 
for their children.” 

Claim 
Writer’s point of view on the topic “In my opinion arranged marriage should 

not be mandatory.” 

Reasons 
Reasons that are stated to support the 
writer’s point of view 

“You have the right to marry whoever 
you want.” 

Evidence 
Examples, facts, personal experiences 
that support the claim 

“In the movie Brave, Merida is sad be-
cause she does not want to get married.” 

Counterclaim 
Opposing points of view that challenge 
the writer’s position 

“Maybe you can get rich.” 

Conclusion 
Summary of the main ideas and repeti-
tion of the main argument 

“In conclusion: Love is beautiful but not 
if it is forced.” 

 

Second, students’ L2 output was examined using a functional language 
framework (Fang & Wang, 2011) (see Table 3). This allowed us to identify the 
lexicogrammatical resources students used to communicate content (general-
ized participants, processes, and technical lexis), to organize the text (clause 
types, cohesion devices), and to adopt a personal stance toward the topic (mo-
dality and appraisal resources). 

Third, we engaged in an intermodal analysis of the products using Unsworth’s 
(2006) notions of concurrence, complementarity, and projection. Concurrence re-
ferred to instances of ideational equivalence between different modes (e.g., be-
tween text and images or between text and sound). This occurred, for instance, 
when a student made a textual reference to the movie Brave and included an image 
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of the protagonist. Complementarity referred to cases in which modes conveyed 
distinct but compatible meanings, with one mode adding information that ex-
tended the other (e.g., a neutral definition of arranged marriage accompanied by 
an image of a bridal couple chained together, which added a negative perspective 
that expanded the textual information). Projection referred to the reporting of 
speech or thoughts when students directly addressed the reader. 
 
Table 3 Functional language analysis 
 

Writing  
components 

Functional lan-
guage strategy 

Language features and examples 

Content 

Participants 
 

Nouns groups (“young people,” “parents”) and topic-specific lexis 
(“marriage,” “freedom,” “religion”) 

Processes 
 

Existential (“is”); relational (“has,” “seems”); mental (“think,” “be-
lieve”); and material (“marry,” “choose”) verbs 

Organization 
 

Clause types Simple (“Arranged marriage limits freedom”) 
Coordinate (“Some people agree with arranged marriage and others disagree”) 
Subordinate (“Many people disagree with arranged marriage be-
cause it limits personal freedom”) 
Complex (“Arranged marriage is a type of union where the couple 
is selected by other people and they are unhappy”) 

Cohesive  
devices 

Discourse markers (“Regarding the advantages”) 
Connectors (“first,” “second,” “finally”) 

Style/tone/ 
voice 

Modality Modal verbs (“should,” “must,” “can”) 

Appraisal Evaluative language (“good,” “bad”) 

 
Finally, the students’ texts were re-examined to identify developments in the 

ideational content. Following Corbin and Strauss’s (2015) grounded theory approach, 
the written texts were examined to identify the main ideas, which were coded de-
scriptively and grouped with similar ideas into broader categories and, finally, into di-
mensions. Following the procedure of idea tracing (Jocius, 2018), we attempted to 
locate the origin of the students’ ideas and, therefore, L2 gains by tracking them back 
to the instructional sessions (see Table 4). Ideas were sometimes written with word-
ing that matched the instructional materials exactly (Example 1), suggesting a direct 
connection between class input and the students’ output. On other occasions, an 
idea was reformulated in the student’s own words, so that multiple materials were 
acknowledged as potential sources (Example 2). Evidence of original thinking was 
found in ideas that were unrelated to any of the instructional materials, included 
those suggested by the students themselves during class discussions (Example 3). 

The coding process followed a collaborative, consensus-based approach ra-
ther than independent parallel coding. Accordingly, no statistical interrater reliabil-
ity coefficient was computed. Instead, the three authors jointly coded the argumen-
tative features, intermodal relations, and ideational and linguistic content of the 
multimodal presentations, while the second and third researchers reviewed the 
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outcomes of the idea-tracing procedure. Minor uncertainties were resolved 
through discussion and iterative analysis (Smagorinsky, 2008). 
 
Table 4 Establishing the sources of students’ ideas and L2 use 
 

Example 1: Exact match Example 2: Reformulation of the idea 
Example 3: Origi-
nal idea 

Worksheet (reasons for and against ar-
ranged marriage): 
 

 
 

Students’ output: “There are many dis-
advantages. In the first place, people 
can’t choose. In the second place, 
maybe the bride or groom is not 
ready.” 

Model text: “In addition, many candi-
dates feel unhappy, because they are 
too young to marry.” 
 
Video  
 

 
 
Teacher’s PowerPoint 
 

 
 

Student’s output: “In addition, some 
people are too young.” 

Student’s out-
put: “The ad-
vantage that he 
is handsome, he 
is a millionaire. 
The disad-
vantage that he 
is ugly, that he is 
very skinny and 
many more.” 

 
 
4. Results 
 
Our research question inquired about the impact of film-based multiliteracies 
instruction on students’ articulation of an argumentative multimodal composi-
tion on three interrelated dimensions: ideationally, structurally, and linguisti-
cally. In what follows, we report the findings for the three focal students. 
 
 
4.1. Maria (high proficiency) 
 
Before instruction, Maria produced four slides and 143 words (see Figure 2). The 
text included two claims, reasons, and evidence, as well as a personal introduction 
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and conclusion. The topic of arranged marriage appeared on the title slide with a 
direct appeal to the audience (“Hi I’m María I’m from 1C this is my presentation and 
I hope you like it”). The remaining three slides revealed a personal approach to ar-
gumentative writing (“My opinion; I also think; This is my presentation”). The two 
claims (“Arranged marriage is very bad. It shouldn’t be like that”) and (“Not all peo-
ple have the same tastes, and we like or love the same people”) asserted the view 
that arranged marriage was undesirable. This was supported by reasoning that ap-
pealed to the freedom of choice in love (“A person doesn’t have to love someone 
because someone else says so”). Evidence from Brave was included (“In the Brave 
movie, the arranged marriage stands out a lot”), and the conclusion again appealed 
directly to the audience (“Thank you very much for watching and reading it”). 
 

 
1 

 
2 

3 4 
 

Figure 2 Maria’s pretest multimodal argument 
 

Linguistically, Maria combined personal (“I,” “we”), generalized (“a person,” 
“people,” “everyone,” “others”), and abstract participants (“arranged marriage”), 
and used basic topic-specific vocabulary (“love,” “tastes,” “choose,” “marriage”). 
She relied heavily on mental processes (“think,” “see,” “like,” “hope”) to express 
her opinion together with material (“have to,” “stands out,” “watched,” “reading”) 
and relational (“is,” “has to be”) verbs. As for textual organization, the text in-
cluded a range of simple clauses (N = 3; e.g., “The arranged marriage stands out 
a lot”), coordinate clauses (N = 3; e.g., “This is my presentation and I hope you like 
it”), subordinate clauses (N = 7; e.g., “I think it shouldn’t be like that”), and complex 
clauses (N = 1; e.g., “I also think not all people have the same tastes and we love 
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the same people”). These were supported by basic cohesive devices (e.g., “thanks 
to”), but without sequence markers to structure the argument. The tone was sub-
jective, with modality (e.g., “doesn’t have to”) and evaluative language (e.g., “very 
bad”) used to express her negative position on arranged marriage. 

The post-instruction composition had seven slides and 264 words (see Fig-
ure 3). It contained an introduction, a conclusion, four claims, six reasons, and 
supporting evidence. The introduction included a definition of arranged marriage 
that established a neutral, informative tone (“An arranged marriage is a type of 
union where the couple is selected by someone other than themselves”), alt-
hough it also signaled a more critical stance (“There are some advantages and 
disadvantages in this practice”). However, it lacked a strong thesis statement, 
since Maria did not make her position known until the conclusion (“. . . people 
have to be free and be able to choose who they want to marry”). Unlike the 
pretest text, which offered only one side of the argument, Maria now intro-
duced counterclaims and reasons in favor of (e.g., durability; family satisfaction) 
and against the topic (e.g., no freedom of choice; unpreparedness of the cou-
ple). The reference to the movie Brave added text-based evidence in support of 
her argument. In the final slide Maria shifted back to a personal tone (“I hope 
you liked it . . . I hope I’ve improved. . .”). 
 

1 2 3 

4 5 6 

7 

  

 

Figure 3 Maria’s post-instruction multimodal argument 
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The posttest text showed clear development in functional language use. 
This can be seen in the increased use of generalized rather than personal partic-
ipants (“the couple,” “bride,” “groom,” “young people”) and more topic-specific 
material processes (“choose,” “marry,” “protect,” “force,” “happens”). There 
was also an increase in clause types, including simple clauses (N = 12; e.g., “It is 
a common practice throughout the world”), coordinate clauses (N = 1; “Thank 
you for watching and reading it”), subordinate clauses (N = 2; e.g., My opinion 
is that it shouldn’t be like that”), and complex clauses (N = 5; e.g., “In this movie 
the one who suffers this arranged marriage is a girl, princess of her kingdom and 
who had to marry boys she did not want”), indicating greater syntactic variety 
and complexity. One of the most notable gains was the use of discourse markers 
(e.g., “regarding the advantages,” “in conclusion”) and sequence markers 
(“first,” “second,” “finally,” “in addition”), which supported the logical progres-
sion of ideas. Additionally, the text showed stronger use of evaluative language 
to express opinions (e.g., “I don’t understand. . . ,” “people have to be free”). 
Overall, the posttest reflected improvements in Maria’s ability to organize ideas, 
use discourse markers, and construct more complex clause structures in the L2, 
progressing from a basic, loosely structured use of L2 in the first text to a more 
organized, cohesive, and syntactically complex performance in the second. 

The intermodal analysis of Maria’s posttest composition reveals the ways in 
which she successfully combined different modal resources to develop her multi-
modal argumentation. The most frequent relationship between text and image 
was that of concurrence. Maria continually used images to reinforce the meaning 
expressed in the written mode. For instance, the images of thumbs up and 
thumbs down in slides 2, 3, and 4, the use of the colors green and red to signal 
positive and negative phenomena, and the repetition of images of “good” and 
“bad” concur with the advantages and disadvantages outlined in the written text, 
reinforcing the strength of the message. Similarly, on the first and final slides, a 
cat GIF and red hearts establish an interpersonal relationship with the audience 
by projecting Maria’s initial (“I hope you like it”) and final thoughts (“I hope I’ve 
improved”). Sound effects and music add depth to the textual meanings through 
relations of concurrence and complementarity. For instance, the well-known 
opening movie soundtrack and the final “Thank you for your attention” video are 
typical devices used to signal the beginning and end of the composition. 
 
 
4.2. Badr (average proficiency) 
 
Badr’s pre-instructional composition comprised two black-and-white slides with 
24 words and no other modal resources (see Figure 4). The cover slide contained 
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a subtitle (“My opinion on arranged marriage”) which was elaborated upon on 
the second slide as a claim (“It is not right to do that”) and a reason (“since each 
person marries the person they love”). Badr’s initial argument hinged on a single 
idea with no supporting evidence. His use of the L2 was similarly limited, with a 
single complex clause that contained a repeated participant (“person,” “the per-
son they love”), relational (“is”), material (“marries”), and mental verbs (“love”), 
indicating a narrow L2 repertoire. The use of evaluative language (“not right”) 
made his position clear, although spelling errors (“opionion,” “arrenged”) 
showed inaccuracy in basic lexis. 
 

  
 

Figure 4 Badr’s pretest multimodal argument 
 

Several improvements were observed in the post-instructional composi-
tion, including an increase in slides (five), words (78) and the inclusion of images 
(seven) (see Figure 5). First, in response to the rhetorical question (“What is the 
arrenged marriage?”),1 he included a comprehensive definition (“It is a marriage 
planned by the parents of the couple that consists of finding a boyfriend or girl-
friend for the child”). Second, in alignment with his evaluative stance on the topic, 
expressed in the clear concluding statement (“People should reduce the use of 
these traditions”), three reasons were included as “disadvantages” to support this 
position (“In the first place, people can’t choose,” “Second, people don’t have 
freedom,” and “In addition, some people are too young”). Conversely, the “ad-
vantages” section included three contrasting reasons (“first, you can keep the cou-
ple’s money,” “second you may like him,” and “finally, he already knows your par-
ents”), which functioned as implicit counterclaims. In comparison to the bare 
statement in the pretest, the inclusion of an introduction, a conclusion, and the 
recognition of multiple perspectives on the topic point to development in the 
structure and content of the composition and to more elaborated reasoning. 

As for linguistic improvements, Badr included a wider range of generalized 
and abstract participants (“parents,” “the couple,” “people,” “traditions”) and 
more varied processes, including relational (“is,” “consists of”), material 
(“planned,” “finding,” “choose,” “reduce”) and mental (“may like”) verbs. Clause 

 
1 Textual examples are reproduced in their original form so that spelling and other errors remain. 
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complexity also showed development, with more simple clauses (N = 7; e.g., “He 
already knows your parents”) and one complex clause (“It is a marriage planned 
by the parents of the couple that consists of finding a boyfriend or girlfriend”). A 
key linguistic gain was the increased use of discourse markers (e.g., “Advantages”), 
and sequence markers (e.g., “first,” “finally,” “in the first place”), which improved 
clarity and coherence. Modality was more explicitly used (e.g., “should,” “can,” 
“may”), and evaluation was more direct (e.g., “people can’t choose”). Overall, the 
posttest text demonstrates improved control over structure, coherence, and func-
tional language resources, although grammatical inaccuracies remained. 

 

1 2 3 

4 5 

 

 

Figure 5 Badr’s post-instruction multimodal argument 
 

The multimodal composition mirrored the conventions of argumentative 
writing but also expanded on the textual meaning through visual representa-
tion. The image of the ring on the title slide is concurrent with the text and acts 
as a symbolic anchor for the topic. The lack of visual imagery in the second slide 
and the use of bold font and underlining help to focus attention on the definition 
of arranged marriage while the neutral background on the final slide helps focus 
attention on the key message. The images on slides 3 and 4 (a money icon, a 
parent and son, and a man with hearts in his eyes) translate abstract ideas of 
financial advantage, family involvement, and social ties into more accessible 
symbols in concurrence with the written mode. Similarly, the symbolism of a 
finger pointing at the viewer, the image of a child, and the chained fist reinforce 
the written arguments (lack of choice, unhappiness, and underage marriages). 
The concurrent intermodal relations between text and image communicate 
meaning in ways that language alone cannot. 
 
 



Rosa E. Martínez González, Yvette Coyle, Pedro Férez Mora  

18 

4.3. Kevin (low proficiency) 
 
Kevin’s initial multimodal composition comprised two slides, 17 words, and no 
other modal resources. Apart from the title and a short statement, which acted 
as his main claim (“It’s bad because you’re forcing the person to do something 
they don’t want to do”), there was no further argumentation. The claim itself 
lacked context because it was not clear what was being forced, and although he 
took a strong emotional stance, the overall argumentative result was weak. The 
use of a single complex clause showed some ability to use a causal linker, alt-
hough participants (“you,” “the person,” “they”) and processes (“are,” “do,” 
“want,” “force”) were limited (see Figure 6). 
 

  
 

Figure 6 Kevin’s pretest multimodal composition 
 

Several improvements can be seen in the final composition, including a 
slight increase in the number of slides (three) and words (22), and the introduc-
tion of three background images. The composition now has a more specific 
topic, referring clearly on the title slide to the forced marriage of minors rather 
than to a vague reference to “forcing the person.” On a structural level, the ar-
gument is organized into advantages (“the couple respects their religion”) and 
disadvantages (“the couple doesn’t love you”), which function as a claim and a 
counterclaim, respectively. While this shows Kevin’s emerging awareness of 
multiple viewpoints and argumentative structure, the ideas are still not fully de-
veloped, and his position on the topic is not stated clearly (see Figure 7). 
 

   
 

Figure 7 Kevin’s post-instructional multimodal composition 
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As for L2 use, the posttest now included topic-specific participants (“some fam-
ilies,” “minor children,” “the couple”) and a slight increase in the range of processes in 
the form of material verbs (“respect,” “marry”). The number of clauses also increased 
to include two simple clauses and one non-finite subordinate clause (“Some families 
force their minor children to marry”). A key improvement was the introduction of dis-
course markers (“advantages,” “disadvantages”), which provided clearer organization 
compared to the pretest’s unstructured sentence. However, sequence markers were 
not used, indicating the student’s underdeveloped control of argumentative language. 

The intermodal analysis of the final composition shows some progression 
in the impactful use of the visual mode to express a point of view. The images 
included on the title slide and as a backdrop on the remaining two slides concur 
with the written mode. The choice of powerful visual imagery functions as a com-
pensatory mode of expression, enabling this low-proficiency student to communi-
cate meanings and emotions that extend beyond language. His multimodal com-
position exemplifies how, through the purposeful selection of images, he trans-
mitted ideas that his limited linguistic repertoire could not yet convey. 
 
 

4.4. Comparing improvements in students’ structural and ideational multimodal 
argumentation 

 

A summary of the improvements in all three students’ multimodal argumentation 
can be seen in Table 6. The HP student (Maria) showed the greatest improvement, 
adding all key argumentative components and enriching her use of multimodal re-
sources through images and sound effects. The AP student (Badr) made substantial 
progress, incorporating most features of the argumentative genre and introducing 
images for the first time to support his points. The LP student (Kevin) showed mod-
est gains, adding an introduction, a conclusion, and three images, but his composi-
tion continued to lack detailed argumentative structure and evidence. 
 

Table 6 Comparison of the characteristics of students’ multimodal arguments 
before and after instruction 
 

 Maria (HP) Badr (AP) Kevin (LP) 

 Pretest Posttest Pretest Posttest Pretest Posttest 

Number of slides 4 7 2 5 2 3 
Number of words 143 264 24 78 17 22 
Introduction - + - + - + 
Claim 2 4 1 1 1 1 
Reasons 1 6 1 6 - 1 
Evidence 1 1 - - - - 
Counterclaims - 1 - 1 - 1 
Conclusion - + - + - - 
Images 7 13 - 7 - 3 
Sound/music - 5 - - - - 
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As regards ideational content, all three students showed differing degrees of 
progress in their ability to include a wider range of ideas and perspectives (see Table 
7). Collectively, following instruction, the students’ multimodal compositions reflect 
a clearer trend toward greater content richness and perspective-taking. 
 
Table 7 Development of students’ ideational argumentation 
 

Dimensions Categories 
Maria Badr Kevin 

Pretest Posttest Pretest Posttest Pretest Posttest 

Thesis  
statement 

Negative stance toward 
arranged marriage 

+ +  + +  

 
Introduction 

Definition of arranged 
marriage 

 +  +   

 
 
 
Advantage 

Social and family  
approval 

 +  +   

Successful (long-term) 
relationships 

 +  +   

Financial gain    +   
Preservation of cultural 
and religious traditions 

 +    + 

 
 
 
Disadvantage 

Incompatibility +   +  + 
No freedom of choice + + + + +  
Emotional unprepared-
ness or unwillingness 

 +  +   

 
Factual  
information 

Independent of gender  +     
Marriage of minors      + 
Brave as an example + +     

 
 
4.5. Comparing improvements in students’ L2 development 
 
Linguistic gains in the students’ written output were also apparent after instruction. 
Table 8 provides a detailed account of the L2 elements that students incorporated 
into their posttest texts, many of which were absent in the pretest texts. Across 
participants, there was marked development in technical and abstract lexis, with 
learners moving from everyday expressions (e.g., “love someone”) to more special-
ized and conceptually dense vocabulary (e.g., “type of union,” “cultural traditions,” 
“compatible”). Additionally, while no sequence markers or discourse organizers 
were observed in the pretest, the posttest texts showed the emergence of structur-
ing devices, suggesting increased control over the organization of argumentative 
discourse. From a meaning-making perspective, these findings suggest that stu-
dents were expanding their linguistic resources and developing their ability to or-
ganize and express more complex arguments in line with genre expectations. 
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Table 8 Gains in the use of L2 features across pretest and posttest 
 

 Maria Badr Kevin 

 Pretest Posttest Pretest Posttest Pretest Posttest 

Technical lexis 3 19 2 6 1 7 
Sequence markers 0 6 0 5 0 0 
Discourse organizers 0 3 0 2 0 2 

Examples of L2 features in the posttest 
 

Technical lexis 

Maria 
“arranged marriage,” “type of union,” “couple,” “selected,” “common practice,” “com-
patible,” “durable,” “protect,” “religion,” “cultural traditions,” “approval,” “choose,” 
“bride,” “groom,” “not ready to marry,” “force,” “underage,” “free,” “suffer”  

Badr 
“planned by parents,” “couple,” “boyfriend,” “girlfriend,” “money,” “choose,” “free-
dom” 

Kevin “force,” “minor children,” “marry,” “respect,” “religion,” “couple,” “love” 
 

Sequence markers 

Maria “first,” “second,” “finally,” “in the first place,” “in the second place,” “in addition”  
Badr “first,” “second,” “finally,” “in the first place,” “in addition”  
 

Discourse organizers 

Maria “regarding the advantages,” “regarding the disadvantages,” “in conclusion”  
Badr “regarding the advantages,” “regarding the disadvantages”  
Kevin “advantages,” “disadvantages” 

 
 
4.6. Tracing L2 use and ideational content to the instructional sessions 
 
Evidence in support of the impact of multiliteracies instruction on students’ L2 
learning and argumentation skills can be seen in the close relationship between 
their multimodal output and the activities carried out in the instructional ses-
sions. The content and language use in students’ arguments about arranged 
marriage (AM) can be traced to the teacher’s PowerPoint presentations, the 
model text, the model multimodal presentation (see Table 9), and to the exer-
cises designed for controlled practice of the L2 (see Table 10). These instruc-
tional activities helped students unpack a model argumentative text and prac-
tice vocabulary and genre-specific lexicogrammatical patterns. Their multi-
modal design choices reflected images and symbols drawn from the teacher’s 
sample model PowerPoint presentation, including unhappy or underage cou-
ples, chains, rings, religious differences and, in the case of the HP student, 
scenes from the film Brave, a cat GIF and sound effects. 
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Table 9 Links between students’ ideational development and multiliteracies in-
struction 
 

Ideational content 
Class materials, activities, and knowledge pro-
cesses 

Instructional input 
(excerpts from class artifacts) 

Definition of arranged  
marriage 
 
 

Class discussion of Brave movie marriage scene 
(“experiencing”) 

 
Model text and worksheet: Pros and cons of 
AM (“conceptualizing”) 

“Arranged marriage is a practice that many cultures 
around the world follow” 

Social and family  
approval 
 

Activity 1: Copy and translate advantages and 
disadvantages of AM (“conceptualizing”)  

“They have the approval of the family” 

Activity 2 (matching sentences): Giving reasons 
using “because” (“conceptualizing”)  
 

“In arranged marriages the couple can be more compat-
ible because they have the support of the family” 

Successful (long-term)  
relationships 

Activity 2 (matching sentences): Giving reasons 
using “because” 
(“conceptualizing”) 

“Arranged marriages can be more durable because . . .” 

Model text and worksheet: Pros and cons of 
AM 

“The couple can be more compatible” 

Financial gain 
Activity 2 (matching sentences): Giving reasons 
using “because” (conceptualizing) 

“Arranged marriages can be better because . . . you can 
marry into a family with money” 

Preservation of cultural  
and religious traditions 

Teacher’s PowerPoint: Explanation of cultural 
reasons for AM (“conceptualizing”)  

 
Model text and worksheet: Pros and cons of 
AM (“conceptualizing”) 

“Finally, arranged marriages can help maintain cultural 
and religious traditions” 

Model multimodal argumentative composition 
(“conceptualizing”) 

 
Activity 1: Copy and translate advantages and 
disadvantages of AM (“conceptualizing”)  

“They protect cultural or religious traditions” 

 
 
 
 
 
 
 
Incompatibility 
 
 
 

Class activity: Copy and translate advantages 
and disadvantages of AM (“conceptualizing”)  

“In arranged marriages the couple can feel sad because 
they don’t love the other person” 

Activity 1: Copy and translate advantages and 
disadvantages of AM 
(“conceptualizing”) 

“Maybe the couple isn’t compatible” 

Model text and worksheet: Pros and cons of 
AM (“conceptualizing”) 

“There isn’t any freedom to choose your partner based 
on love and compatibility” 

Activity 2 (matching sentences): Giving reasons 
using “because” (“conceptualizing”)  
Class activity: Copy and translate advantages 
and disadvantages of AM (“conceptualizing”)  

“In arranged marriages the couple can feel sad because 
they don’t love the other person” 
“Maybe the couple is not compatible” 
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No freedom of choice 

Model text and worksheet: Pros and cons of 
AM (“conceptualizing”) 

“There isn’t any freedom to choose your partner based 
on love and compatibility” 

Model multimodal argumentative composition 
(“conceptualizing”) 

 

Independent of gender 

Activity 5B: Video of a young boy’s AM  
(“analyzing”) 
 
 
 
 
 
 
 
 
Model multimodal argumentative composition 
(“conceptualizing”) 

 
 

 

Unpreparedness and  
unwillingness (minors) 

Model text 
 
 
Activity 5A: Video of a young girl’s AM 
(“analyzing”) 
 
 
 
 
 
 
 
 
Teacher’s PowerPoint 
(“conceptualizing”) 

“In addition, many candidates feel unhappy, because 
they are too young to marry” 
 

 

 

Brave as an example 

Activity 6: Class discussion of Merida’s AM  
(“analyzing”) 
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Table 10 Examples of L2 exercises 
 

Features of the L2 Language exercises 

Topic-specific vocabulary and 
sequence markers 

 

 
 
Sequence markers 

 
 

Topic-specific vocabulary 

 

 
 

 
 
5. Discussion 
 
This study examined the effects of film-based multiliteracies pedagogy on EFL 
high school learners’ development of multimodal argumentation skills. The find-
ings show that: (a) all three focal students improved their multimodal argumen-
tation skills to differing degrees, structurally, ideationally, and linguistically, after 
instruction, (b) they demonstrated an emerging awareness of the affordances 
of different modal resources for meaning making, and (c) explicit film-based 
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multiliteracies instruction played a central role in shaping students’ multimodal 
argumentation and L2 development. 

From the dual perspective of learning-to-write and writing-to-learn, the 
findings of this study suggest that film-based multiliteracies instruction positioned 
multimodal composing as a productive site for the simultaneous development of 
genre knowledge, content knowledge, and L2 development. As students engaged 
in the design of multimodal compositions, they were not only learning how to 
structure genre-appropriate texts (learning-to-write), but also actively processing 
the L2 to express their opinions on a complex social issue (writing-to-learn). This 
dual engagement was reflected in measurable gains across ideational, textual, 
and linguistic dimensions, including the development of multiperspectival argu-
ments, the emergence of genre features and discourse-organizing devices, and 
the expansion of lexicogrammatical resources. Specifically, the uptake of lexical 
items, sequence markers, and clause-combining strategies indicates that learners 
were actively appropriating and reusing L2 semiotic resources, consistent with 
models of learning as design (Cope & Kalantzis, 2009). 

Yet, despite observable improvements in their multimodal compositions, 
progress was not uniform, and learners experienced difficulties in using the L2 
to fully elaborate and justify their arguments. Limitations were evident in their 
ability to produce extended explanations, integrate evidence, and maintain con-
sistency across ideas. Although all three learners produced basic argumentative 
structures, including claims, supporting reasons, and counterclaims, the least pro-
ficient student experienced the greatest difficulties in providing reasons to create 
a well-developed argument, and only the highest-achieving student included source-
based evidence from the film. This incomplete use of evidence suggests that alt-
hough they were able to adopt the structural features of argumentation, the stu-
dents’ ability to produce more linguistically sophisticated content remained con-
strained. These challenges might be attributed not only to their underdeveloped 
L2 resources but also to the cognitive and discursive demands of transforming 
complex, content-rich meanings into language. Similar difficulties have been re-
ported in studies of both younger bilingual learners (Moore, 2019; O’Hallaron, 
2014) and adult L2 writers (Chuang & Yan, 2022), suggesting that the integration 
of evidence constitutes a persistent developmental challenge across contexts and 
proficiency levels. From a meaning-making perspective, such difficulties might 
be expected, as multimodal argumentation requires learners to simultaneously 
manage multiple dimensions of performance: generating ideas, selecting appro-
priate lexical and grammatical forms alongside other semiotic resources, and 
aligning their texts with genre expectations. However, as noted by Manchón 
(2017), it is precisely this struggle to formulate ideas and encode meaning linguis-
tically that constitutes the key mechanism through which multimodal composing 
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can function as a driver of L2 development. In attempting to express unfamiliar mean-
ings, the students were pushed to stretch their existing linguistic resources, thereby 
contributing to the development of more advanced L2 meaning-making capacities. 

Importantly, the development of incipient meaning-based complexity and ar-
gument quality was evident in the presence of counterclaims in the students’ mul-
timodal compositions (Yasuda, 2024), suggesting a shift from holding an initially 
one-sided view of the topic to appreciating diverse experiences, cultural values, and 
alternative evaluative stances. It is also true, however, that ideas originating beyond 
the instructional materials used in class were not identified, which suggests that the 
students were likely operating at a level of meaning-making based on the reproduc-
tion of available designs (worksheets, teacher explanations, model texts) rather 
than on the redesign or transformation of these resources. 

The results of this study also suggest that MP can empower learners to de-
velop their semiotic repertoires using non-linguistic modes. This can be seen in the 
changes in the multimodal presentations after the instructional sessions, when 
two of the students went from producing plain slides containing only a few words 
to creating multimodal compositions containing symbols, sound, and images that 
reinforced textual meanings. Like the learners in Shin (2018) and Shin et al. (2020), 
the layering of images and text in the students’ final presentations shows their in-
tentional design and developing awareness of how multiple modes mediate argu-
mentative choices. This was particularly evident in the case of the lower-proficiency 
learner, whose use of visual resources enabled meaningful participation in argu-
mentation despite his limited linguistic resources. Rather than minimizing atten-
tion to language, multimodal composing created a space in which learners could 
bridge gaps in their L2 knowledge while continuing to engage in complex meaning-
making. This finding is consistent with research showing that multimodal tasks sup-
port L2 development by allowing learners to distribute meaning across modal re-
sources (Coyle & Roca de Larios, 2024). Furthermore, the improvements shown by 
our students in combining linguistic and visual modes point to the emergence of 
multimodal meaning-making competence (Kress, 2010). While most intermodal 
relationships in their presentations were concurrent, the more advanced use of 
complementary and projective relations by the higher-proficiency learner suggests 
a developmental trajectory in which learners become better at orchestrating 
modes strategically. From this perspective, we suggest that multimodal composing 
might reconfigure the conditions under which language is used, practiced, and de-
veloped by embedding language use within complex meaning-making tasks that 
require learners to construct and communicate ideas, integrate multiple semiotic 
resources, and continuously negotiate between available linguistic forms and in-
tended meanings. In doing so, it creates sustained opportunities for formulation, 
prompting learners to extend and refine their L2 resources. 



 The impact of instruction on English as a foreign language high school students’ articulation of . . . 

27 

Finally, the use of film as a pedagogical resource appears to have played a 
key role in supporting ideational development. By providing a shared, content-
rich semiotic resource, the film enabled learners to engage with abstract concepts 
such as cultural norms and personal choice, which they then recontextualized in 
their arguments. Although explicit references to the film were limited, its influ-
ence was evident in the thematic and conceptual content of students’ texts, sup-
porting previous research on the role of audiovisual input in fostering both lan-
guage and content learning in L2 contexts (Sánchez-Auñón et al., 2023). Taken to-
gether, the findings suggest that film-based multiliteracies instruction creates a 
pedagogical space in which learners can integrate content knowledge, genre 
awareness, and linguistic resources, thereby supporting L2 development through 
the mutually reinforcing processes of writing-to- learn and learning-to-write. 
 
 
6. Conclusion 
 
The present study expands research on multimodal argumentation by examin-
ing the impact of instruction in an underexplored EFL high school context. The 
findings provide evidence that film-based MP can support learners’ L2 develop-
ment by extending their genre knowledge and L2 meaning-making resources 
through engagement with complex social content. In particular, the activation 
of the four knowledge processes (“experiencing,” “conceptualizing,” “analyzing,” 
and “applying”) enabled students to move toward more organized, ideationally 
rich, and linguistically elaborated multimodal compositions. The findings also 
highlight the development of L2 multimodal composing as an ongoing process 
that requires sustained pedagogical support through the integration of multi-
modal instruction into existing EFL curricula. Teachers should, therefore, provide 
explicit scaffolding of the genre-specific structural, linguistic, and semiotic fea-
tures of multimodal argumentative texts. Through the guided analysis of models 
and the collaborative teacher-led construction of multimodal products, students 
can be encouraged to map key genre features (e.g., claims, reasoning, and evi-
dence) across linguistic, visual, spatial, and aural modes. Reflecting on how modal 
choices shape audience interpretation may further support the development of 
multimodal argumentation. Likewise, teachers might curate carefully selected 
films and audiovisual resources that encourage learners to explore multiple per-
spectives and justify their positions on complex issues. 

Our study is not without limitations. The small number of participants, the 
use of a single task and genre, and the fact that students received explicit instruc-
tion on the ideas later reflected in their texts suggest that our results should be 
treated with caution. The absence of a delayed posttest also limits insights into 
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the durability and transfer of students’ learning over time. Future research should 
aim to investigate whole-class cohorts at different educational levels and to iden-
tify the long-term effects of multiliteracies instruction on a larger scale. Finally, 
although the role of teacher-researcher allows for deeper insights into classroom 
data, it also comes with challenges, such as the risk of subjectivity or insider bias, 
which can affect both teaching effectiveness and research quality. Future designs 
that minimize these limitations would seem necessary. 
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