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ABSTRACT
This research was carried out in a US university in the Midwest in an English composition class
for international students as part of a larger study on digital literacy. The focus of this article is
on the task representation in a remediation assignment. The purpose of the article is to show the
ways in which an assignment can be understood and carried out by the students. In order to do
this, we employed a qualitative case study design. We focused on one student, chosen for her
investment in the class and the fact that she decided to do a team project alone. Studying task
representation is important for composition classes because knowing how students understand
and do assignments can help teachers improve the teaching of rhetorical concepts and the
teaching of writing itself.
KEYWORDS
Remediation, SLW, composition, digital literacy, multimodality
RESUMEN
Esta investigación se llevó a cabo en una universidad del medio oeste de Estados Unidos en una
clase de redacción inglesa para estudiantes internacionales como parte de un estudio más
amplio sobre capacitación del uso de herramientas digitales. El enfoque de este artículo en
específico es cómo el alumno entiende e interpreta indicaciones de una tarea (representación)
de re-mediación. El propósito del artículo es mostrar las formas en que los estudiantes pueden
entender y llevar a cabo una tarea. Para ello, empleamos un caso cualitativo. Nos enfocamos en
una estudiante, elegida por el tiempo invertido en la tarea y el hecho de que decidió hacer un
proyecto que tenía que llevarse a cabo en equipo, sola. Estudiar la representación de tareas es
importante para las clases de composición porque saber cómo los estudiantes comprenden y
hacen las tareas puede ayudar a los maestros a mejorar la enseñanza de conceptos retóricos y
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la enseñanza de la escritura en sí.
PALABRAS CLAVE:
Re-mediar, escritura en una segunda lengua, redacción, literacidad digital, multimodalidad
Introduction
Recent digital technology advancements have afforded schools new ways of teaching and
learning, and second language (L2) teaching is not an exception. As of the current situation of
COVID-19, many universities across the globe have transitioned to remote learning following
the curfew preventive measures acquired by the World Health Organization (WHO) (Jasarevic,
2020). Thus, instructors are now more than ever looking for new ways to engage students in
an interactive learning experience (whether remotely or traditionally) while providing them with
the needed holistic support. The integration of technology in L2 classrooms expanded teaching
beyond the traditional focus on the immediate classroom environment to another level of a
wide and interactive world. One of the ways that has been discussed in L2 literature is the use of
digital technologies, digital storytelling, and video making to support second language learning.
In second language writing (SLW), specifically, there has been a call for implementing digital
literacies in SLW classes (Christiansen, 2019; Gee, 2015; Hafner, 2014). Under this lens, the notion
of literacy, or literacies, is understood as a social and cultural practice which is not limited to
cognitive language abilities (or merely reading and writing skills), but rather, is seen as a complex
activity that includes learners’ social practices which represents how “words and the world are
married” (Gee, 2015, p. 29).
As a move to digital-, multimodal-, and multiliteracies, educators began integrating activities
designed to help second language learners move beyond text to an interaction with the
language itself in all semiotic modes of communication. Remediation refers to the “incorporation
of one medium into another, but in a broader sense, it relates to the evolution of media and
technologies of communication, and the consequent impact of those innovations in the ways
we exchange our thoughts and ideas” (Khadka, 2018, p. 96). Those assignments can symbolize
second language writers’ theories of their realities, cultural models, and ideologies of making
sense of the world which, in turn, create a larger reading and writing public. While remediation
activities have been proven to make writing more interesting for students (e.g., Christiansen, 2019),
less has been researched about the process of the remediation itself. Therefore, the purpose of
this paper is to explore how one international student approached a remediation activity in an
English composition class (e.g. ENG 101). More specifically, the goal of this paper is to focus on the
relationship between the assigned task and the student’s task representation.
Task representation has mainly been explored in the first language composition context (e.g.
Flower, 1987). There are only a few studies that have focused on the way second language
writers understand rhetorical tasks (e.g. Zhang, 2006). As such, this subject is underexplored and
the few studies that have been conducted only account for the differences in perceptions of
these tasks, but not what students precisely do to understand them. The purpose of this study
is to investigate the various practices of one ESL student in an undergraduate advanced ESL
composition class used when interpreting a remediation assignment. In the following sections,
we will briefly discuss the literature review. We will explain the methodology, which includes
data collection such as questionnaires, retrospective interviews, participants’ written texts, and
videotaping and conducting teacher-student tutorials and sessions in which the assignment
is explained. The results of this study may explain some of the reasons students appear not to
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follow specific written instructions and produce texts or material that do not adhere to the given
prompts. Knowing these reasons may aid the teaching process when introducing a new type of
digital multimodal writing to students.
Literature review
Coughlan and Duff’s (1994) describe task in SLA as a “behavioral blueprint” and explain that
activity “comprises the behavior that is actually produced when an individual (or group) performs
a task” all determined by a sociocultural context (p. 175). Their study concludes that it is wrong
to assume that a task is constant and will yield the same activities. They explain that people can
represent a task in various ways, which may look superficially similar because the participant
changed from a picture description to a re-description. Another factor in task representation,
they argue, is the relationship the student had with the person who is assigning the task and how
they co-constructed the task when they interacted. One example of this misrepresentation is
the study of Khuder and Harwood (2019). In their study, they compared the task representations
of five postgraduate students engaged in timed and untimed argumentative essays. While the
timed essays were produced in a test-like situation and were written in 40-minutes, the untimed
essays were produced in a non-test situation and students had access to online resources.
The researchers found that task representations differ across the two conditions (i.e. test-like
and non-test-like situations) and among the two sets of writers. For example, writers’ previous
education, cultural background, passion for writing, and their audience awareness showed an
impact on their task representation. Similarly, Gillete’s (1994) study on the role of learner goals
in L2 success presents a case where students’ diverse orientations to a task resulted in different
learning outcomes. She emphasized on the importance of paying attention to learners’ social
environment which will help in determining the specific orientation a student has towards a task.
She explains that, for instance, students who saw language learning as a mere requirement of
school engaged and learned differently than those students who perceive language learning as
an asset or who were interested in the culture. Students who perceived the language as a valuable
type of learning utilized learning strategies and study habits in their everyday experiences, were
more collaborative, and exceeded the course requirements. In turn, those students who were not
effective in learning the new language reported being frustrated, had a lack of motivation, and
had difficulties completing the minimum requirements (Duff, 1994).
As another example, Roebuck (1998) explains how learners write tasks depending on the “potential
difficulties that the task might present” (p. 34). In her study, Roebuck was able to observe the
mediational practices of reading by asking students to create a private written protocol of their
understanding of three different texts, two in the students’ second language and another in their
first language. Since, according to Vygotsky and his theory of private speech (Vygotsky, 1978),
individuals mediate the acquisition of higher psychological processes through language, in this
case using written protocols, the researcher asked students to write in English, so that the focus
of the analysis was the orientation of the task according to the difficulty and the mediational
means to deal with the text instead of the language itself (Roebuck, 1998). Thus, in light of
activity theory, second language learning sees cognition as “situated and distributed” (Lantolf
& Pavlenko, 2001), non-linear, and influenced by the contexts, personal attributes, history, and
relationship to the instructor and other learners. Similarly, activities cannot be constant and are
not controlled (Roebuck, 1998). This notion may lead to the question of how activity theory views
teaching if tasks are not really controlled, cognition is distributed, and activities vary according to
both internal and external factors to a person. Lantolf and Pavlenko (2001) explain that one would
need intervention, which is finding ways in which students can approach various tasks at full
participation creating sufficient learning opportunities to allow progress. Lantolf and Pavlenko’s
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(2001) suggestions are similar to those reported recently by Zarei et al., (2017) who investigated the
relationship between EFLs mental models and writing task representations. The authors analyzed
written argumentative essays produced by 31 undergraduate EFLs who took a writing course
for 16 weeks. The main finding of their study was that students usually “develop predominantly
process-oriented models of writing while simultaneously keeping a low level of product view” (p.
577). Their results suggested that instructional activities that have process-orientation promote
learners’ writing ability more than those instructional activities with a product-orientation.
Several studies focused on specific influences of task representations on L2 writing such as the
choice of the citations uses (Petrić & Harwood, 2013) and the lexical choices produced by L2 students
(e.g. hedges, personal form of language) (Aull, 2015). Petrić and Harwood (2013) conducted indepth interviews with a successful female postgraduate student who wrote a directed writing
task and an open type of task to investigate her choice and behavior for selecting citations she
incorporated in L2 writing. The authors found that her choices were influenced by academicdiscipline, topic relevance, and her position and viewpoint relevant to the topic. The authors
suggested a pedagogical implication for raising L2 learners’ metacognitive awareness of citing
which can be affected by factors beyond the task representations. Aull (2015), on the other hand,
analyzed more than 19000 corpus essays of freshmen students to investigate the relationship
between different writing prompts and how they impacted the lexical choices in students’ essays.
The researcher found that students “draw from their experiences regardless of the prompt” and
their language choices do not reflect the expectations of academic writing (2015, p. 9).
Such approaches, however, have only focused on the representations of traditional writing tasks
and, to our knowledge, no recent studies have discussed the relationship between teachers’
expectations and students’ writing performance in multimodal writing in much detail. This study
may explain some of the reasons L2 writers appear not to follow specific written instructions and
produce multimodal writing assignments that do not successfully adhere to the given prompts.
Theoretical framework
This article is informed by the concept of digital literacy in L2 language and literacy development.
Digital literacy refers to how learners use digital texts, images, and sound to access, organize,
and communicate an effective use of information from multiple sources (Bulger et al., 2014).
By employing this understanding of literacy, L2 writing is no longer placed in isolation from
the vast array of social and technological factors that influence learners’ production. When L2
learners engage in multimodality writing activities, they will combine various semiotic modes
(e.g. audios, images, texts, videos) which are “governed by the logic of time, the logic of sequence
of its elements in time”, and the logic of space (Kress, 2003). Multimodality refers to the process
of meaning-making and communicating messages via the use of those multiple semiotic and
communicational modes (Jewitt, 2008).
Methodology
This study employed a qualitative analysis aided by content analysis of one SLW student’s
assignment. Content analysis as a research method is seen as a tool used to interpret the content
of a text, images, videos “through the systematic classification process of coding and identifying
themes and patterns” (Hsieh & Shannon, 2005, p. 1278). Specifically, a directed content analysis
was used because the researchers followed a deductive approach relying on prior research and
theory of L2 writing and task representations. Therefore, this study investigated the student’s task
representations in a multimodal writing activity. The following research questions guided our
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study:
Research questions
1.

How did the focal student incorporate the writing components when remediating the original
source?
2. Are there differences between the project expectations and student’s performance? And if so,
why and how?
Context
This article is part of a larger study conducted in a U.S Midwestern university on a first-year
composition course (c.f. Christiansen, 2019). There were 18 multilingual undergraduate students
enrolled. The composition class includes five major assignments, one of which is a remediation
assignment. In this assignment, students were asked to remediate a reading source used
for another paper into a different media of their choice (e.g., video, blog). This multimodality
perspective that is manifested in the remediation assignment offers a way to investigate students’
writing through their use of semiotic modes and their dynamic meaning-making process of the
source text. The instructor, who is one of the researchers, modeled the remediation activity to the
students to help them understand the expectations of the assignment, as well as to give students
examples on how to analyze and represent the rhetorical appeals across mediums. Students
were encouraged to include different media in their final product such as pictures, audios, and
videos. They practiced video-making, blog-creating collaboratively and individually. Additionally,
students had training and workshops for different movie-making software, blog-creation, and
audio/visual editing by the instructor and the writing center staff.
Focal participant
In this study, we are focusing solely on a female student. This participant was a first-year fulltime international student. Beside taking a video-making workshop, the student was familiar with
multimodal composing as she was exposed to this type of assignments in a previous course in
which she made digital presentations in groups. We chose to focus on this participant because
she was the only student that chose to work on this assignment alone instead of collaborating
with other students. Given that she and her classmates were enrolled in this class meant that
they all had passed the “international students” English standards, and they were ready to leave
the ESL status.
Data collection
Data was collected in 2014 from 18 L2 undergraduate participants in a writing composition course
that was given by one of the researchers. The data consisted of original media files, process essays,
remediation video projects, and reflection essays. The original media files were the source texts
that students had to read, discuss, and identify their rhetorical appeals. The process essays were
the reflective narratives that participants wrote to explain their intended plans, chosen modes,
scripts, and reasons to prepare for the remediation video projects. Participants’ remediation
projects were consisted of videos, images, soundtracks that they used to contextualize the original
files, and their process essays. Finally, participants’ reflection essays explained their experiences
with the overall remediation projects. Of the 18 participants, only one student was the focus of the
current study.
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Data analysis
We conducted a content analysis of the student’s (Cherry) remediation process in which we
investigated the chosen modes, students’ rhetorical choices, and perceived audience. The unit of
the analysis was the student’s recontextualization (Bezemer & Kress, 2008) of the original text that
was manifested in three stages of her work which allowed us to see how the student constructed
the message in the new chosen mode (see fig.1). The initial codes were pre-established as
rhetorical appeals (i.e. style, tone, content), original and perceived audiences, and purpose.
The original source was first coded and categorized for texts and images (see fig.1). Then, the
process, video script, and video were coded and categorized for the pre-established codes. The
implemented audio track, visuals, gestures, and texts were all accounted for while coding. Lastly,
the reflection essay was analyzed for the purpose of seeing how the student understood the
remediation and writing processes. All the data was analyzed using Nvivo 12 (a qualitative data
analysis software) which helps in managing data and ideas, query, and visualize data (Bazeley
& Jackson, 2013).

Fig 1. A screenshot of the original text

Fig 2. Coding framework

Findings
Analysis of the data indicates that the student followed the assignment’s directions carefully,
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as evidenced by the storyboards, notes, and self-reflection of the assignment. Even though the
student seemed to be highly motivated and invested, there were two major challenges. First,
although components were incorporated from one media to the other, it was not always done
successfully. Second, the task uptake and students’ understanding of the task was different from
what the instructor intended it to be.
Incorporating components from one media to another
In her process essay and video script, Cherry expressed an adequate understanding of the
differences between the uses of the two modes (i.e. the original text and the video).
“The video might seem not as professional as the original text, because text gives people a
feeling of authorized and formal, while the video tends to be more casual”. “Compared with
the text, the video is much more vivid, direct, and dynamic to make the audience understand
in a pretty short time”. “Editing also plays a significant role for this video, which includes
adding background music, which must be enthusiastic and make people feel excited and
fashionable, the scenes or photos I choose should be consistent with the topic and the
music, which should have good interactions and give good feelings to the audience”.
It can be seen from the above three excerpts that Cherry was able to identify the use of videos
as a genre that has its own social purposes which are different from those of a text (Kress, 2003).
Considering the rhetorical appeals, she reflected a successful understanding of the differences
in style between the two modes at the macro-level. That is to say, Cherry performed outstanding
video-editing skills that reinforced the style of the final product. However, her comparison
between the modes seemed to come from her experience of seeing videos and reading texts
rather than creating the video and remediating a text. In the following excerpt, Cherry explained
in the process essay and video script her plans for the content of the remediated video:
“What kind of photos and videos do I want to have; which song should I choose to use as the
background music; what clothes and accessories should I look for; how can I related these
scenes with my topic completely, what should be a good sequence for the audience to
watch” and “The main points for this article include “Who dictates fashion? Clothes separate
people into groups, and Fashion is an endless popularity contest”
Even though Cherry seemed to understand the purpose and content of the original text in the
process essay and the video script, she did not reflect the message of the original text in her remediated video. For example, in the video, she pasted four fragmented quotations from the source
text while the main focus of the video was on how fashion and ‘make-up’ can raise self-esteem
rather than the components she identified in writing. Nelson (2006) explains that the intended
audience can shape the design of a multimodal project and reinforce its outcomes. However, the
main issue in Cherry’s remediated project was that it was not clear who her intended audience
was. Yet, she was successful in identifying the audience of the original text in writing.
This analysis shows that while students may conceptually understand and identify rhetorical
components in their composition tasks, they are not always successful carrying these out. That
is, knowing does not translate into doing, and even less doing something appropriately.
Apparent differences in task representation
The second major finding is that there was a dissonance between instructor’s and students’ task
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representation. The assignment’s main purpose was to help students understand the rhetorical
concepts and manipulate different modes of communication to serve a modality better. In
the previous finding, we showed that Cherry conceptually understood the rhetorical concepts.
However, because Cherry appeared to be worried about the end product (i.e. the video) and
the process of video-editing, she seemed to shift her focus from the required process in the
remediation project to learning about video-making only (Zarei et al., 2017). This shift of focus
gradually appeared through all the stages. For example, in Cherry’s reflection essay, her initial
understanding about the source-text seemed to be satisfying to her because she had a greater
goal of making a video as she lacks strong prior-experience.
“I make a difficult but right decision, which is to make the video about fashion. It is very hard
for me to do, because I do not know how to do a video by iMovie at all.”
However, in her process-essay, her plans for the videos aligned with the remediation process
requirements as she stated:
“The video will give people the feelings of fashionable, infectious, and impressive, and
they will not only know the content of the text but also appreciate the visual entertaining
enjoyment”.
This could mean that when Cherry was planning to work on the video, her understanding of the
remediation process was clearer than when she was making the actual video. It seemed that
the time she invested learning about video-making shifted her focus from the source text (which
was informative in nature) to enjoying the ‘camera-moment’, reflecting her authorial intention to
present herself as a fashionable and confident college student for unknown audiences.
Conclusion and pedagogical implications
Cherry’s focus on the technology and the video product on this remediation assignment, may
seem as if there was a dissonance between the teacher’s intended assignment and student’s task
representation. Findings demonstrate that the student was able to understand the theory of the
remediation assignment, helping her understand rhetorical concepts. However, her motivation
and focus for an attractive product (i.e. making a video) and not the process made her put
rhetoric on the backstage as she did not really apply what she evidently understood. That is,
while she knew that it is important to appeal to audiences, (she only knew how based on previous
experiences with video) she totally forgot the remediation process. This resulted in writing being
sidelined by video-making. Besides the linguistic challenges, L2 writers may unconsciously focus
on the power of technology and forget the contextual aspects of multimodality requirements. It can
therefore be assumed that instructors and teachers should give students more opportunities to
discuss and analyze the original sources before explaining the remediation process to them. This
can help students understand the rhetorical appeals and the purpose of the original text, so it will
not cause major difficulties in the upcoming stages of the assignment. There are some limitations
to our study such as our focus on one single participant and the fact that we did not analyze all
her five assignments which may skew our views because we are basing our findings on a single
paper. However, our findings, while preliminary and particular to that participant, suggests that it
is preferred that students come to the class ready with the basic needed knowledge of making
and editing videos so those processes will not interfere with their understanding of remediation
projects. For example, institutions should encourage students to attend video/images making
and editing workshops at earlier levels. Moreover, remediation rubric and guidelines may help
students keep track of their development in the process of multimodal assignments. However,
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guidelines and rubric should show a balance between guiding students and encouraging their
creativity. In concision, it is important to mention that although the data was collected in 2014,
these findings can be utilized in today’s world in which most educational spaces have moved
to online platforms due to the pandemic. Today, many L2 writing teachers and educators might
prefer to assess students’ understanding of rhetorical concepts and L2 writing through multimodal
writing tasks. Thus, our study findings aim to narrow the gap between teachers’ expectations and
students multimodal writing performance through understanding the task representations.
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This call is addressed to: Professors – Researchers, undergraduate and graduate students from
the BA in English Letters and Masters in Language Teaching and Applied Linguistics at CIEX and any
researcher and scholar who wish to publish research articles, research essays, or thesis results,
all related to the main topic of the Journal: Language, Culture and Teaching. The sections of the
Journal are:
a) Students’ & teachers’ voices: National and international research articles.
b) Updating Language Teaching Professionals: CIEX Symposiums Proceedings.
c) Personal Development and Growth: Moral Values and Culture.
The guidelines to write and present the proposals are described below:
1. Title: in English and in Spanish.
2. Summary (in English and in Spanish, 150 words), containing the following aspects:
a) Introduction: This section describes the context where the research was carried out, reason
why the topic was selected, importance of the study, reason why the research was carried out.
b) Purpose: Here the writer states and explains the research objectives, intentions, questions or
hypothesis.
c) Research method: In this part, the author mentions and justifies the research method that
was selected, describes briefly the subjects, the context and the research procedures, as well
as the instruments that were used for the data and information collection.
d) Product: Here, the writer presents the main findings, the degree to which the research
objectives were reached and the answers to the research questions.
e) Conclusion: This section suggests the importance of the findings, considering the contribution
to the theory, the research area and professional practice and suggest practical uses as well
as possible applications for further research.
3. Body of the article:
Key words. - Five, in English and in Spanish.
a) Introduction: Present the research topic area, studied theme, and the research study,
mentioning if it is: descriptive, explanatory, evaluative, correlational, interpretative,
ethnographic, etc. Also, emphasize the research problem or topic.
b) Literature review: Present the main terms, concepts, and theoretical claims or principles,
models, etc. analyzing and discussing the ideas presented by the main authors who have
studied the topics related to the research or study presented.
c) Research methodology: Describe the research approach: qualitative, quantitative or mixed.
d) Describe the research method: case study, longitudinal research, transversal research,
experimental research, cuasi-experimental research, etc. Describe the data type (describe
and justify the data base, or universe, or sample, etc.) Characterize the subjects (describe the
participants in the research). Context (describe the geographic and the institutional context

where the research was carried out). Instruments (describe the research instruments used to
collect information and data). Data analysis methods (describe and justify the quantitative,
qualitative or mixed methods).
e) Main findings. Synthesize, present, interpret and argue the most significant results found.
f) Main limitations of the study (related to the geographical or institutional context or knowledge
area where the conclusions or suggestions could be applicable).
g) Main applications and impact of the research. Describe the main benefits of the research
and the possible applications of the proposal.
h) Conclusions. Describe the main conclusions generated from the answers to the research
questions.
Topics for the articles:
1. Learning and teaching processes.
2. Professional competencies development.
3. Teaching methodology based on constructivist principles.
4. Alternative language learning theories.
5. Curriculum design: design of language programs or language courses.
6. Design, selection and adaptation of language teaching materials.
7. Language learning evaluation.
8. Language and culture.
9. Research and professional development.
10. Educational technology in languages.
Format:
• Title using Arial font, size14
• Text using Arial font, size 12
• Margins: top 2.5, bottom 2.5, left 2.5, right 2.5.
• Spaces: 1.5
• No indented paragraphs
Length of the articles:
• 8 to 12 pages containing text (from 3000 to 5000 words approximately)
• 1-2 pages containing references (using the American Psychological Association APA format)
Languages: The articles can be written in English, French, German, or Spanish.
The editorial process includes a review by a strict pair of “blind” reviewers and the use of Plagscan
software to verify that ethical standards are respected and that there is no plagiarism in any of the
documents.
Please upload the articles on the CIEX JOURNAL WEBSITE: http://journal.ciex.edu.mx
Deadline to send the proposals: December 15th, 2020.
Editor: Ma. del Carmen Castillo Salazar Ph.D. - journal@ciex.edu.mx
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Enseñanza del Idioma Inglés y Lingüística Aplicada a participar en el Concurso de Selección
para el ingreso al Ciclo Escolar 2021-2022, presentando el examen de admisión que se realizará
los días sábados hasta el 28 de agosto de 2021, conforme a los siguientes:

REQUISITOS
Los interesados en participar deben realizar todos los trámites y procedimientos institucionales,
además de cumplir con los requisitos descritos en el cronograma y el instructivo correspondiente
a esta Convocatoria, los cuales son:
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»»
»»
»»
»»
»»
»»
»»
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Leer y aceptar los términos y condiciones de la convocatoria y su instructivo.
Realizar el registro en las fechas establecidas en esta Convocatoria.
Comunicarse a la institución para realizar una cita para el examen de admisión.
Pagar el derecho de examen de selección.
Presentar el examen de selección y una evaluación de valores y actitudes en el lugar, día y
hora señalados, mediante previa cita.
Ser aceptados mediante un concurso de selección,
dentro de los periodos que al efecto se señalen.
Recibir una carta de aceptación por parte del Comité
Evaluador de la institución.
En caso de ser seleccionado en la Licenciatura en
Letras Inglesas, contar con Certificado de Bachillerato
con un promedio mínimo de ocho (8.0) o su equivalente
y entregarlo con la demás documentación solicitada
el día y en el lugar establecidos, de acuerdo con los
términos señalados en la institución.
En caso de ser seleccionado en la Maestría en la
Enseñanza del Idioma Inglés y Lingüística Aplicada,
contar con Título de Licenciatura, Cédula Profesional,
Carta de motivos, Certificación TOEFL (500 puntos
mínimo).
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