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JodyShipka

AMultimodal
Framework
for
Task-Based
Composing
This essay presents a task-based multimodal frameworkfor composing grounded in
theories of multiple media and goal formation. By examining the way two students
negotiated the complex communicative tasks presented them in class, the essay underscores the benefits associated with asking students to attend to the various motives, activities, tools, and environments that occasion, support, and complicate the
production of academic as well as everydaytexts.

Neverbeforehas theproliferationof writingsoutsidethe
thecompositionsinside.
academyso counterpointed
in
her
-Kathleen Yancey,
2004CCCC
Chair'sAddress
Byprivilegingcomposingas themainsite of instruction,the
teachingof writinghas takenup whatKarlMarxcalls a 'bnesided"viewofproduction,and therebyhas largelyerasedthe
cyclethatlinkstheproduction,distribution,exchange,and
consumptionof writing.
-John Trimbur
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I

n her 2002 article, "FromAnalysis to Design: Visual Communication in the
Teachingof Writing,"Diana Georgeargues that "theterms of debate typical in
our discussions of visual literacy and the teaching of writing have limited the
kinds of assignments we might imagine for composition"(14-15). Maintaining that "currentdiscussions of visual communication and writing instruction have only tapped the surface of possibilities for the role of visual
communication in the composition class"(12), Georgeinvites readersto considerhow a new configurationofverbal/visualrelationshipsthat involves"more
than image analysis,image-as-prompt,or image-as-dumbed-down-language"
(32) might affect the work students engage in in the composition classroom.
While George insists that students do not necessarily have a more sophisticated understanding and command of visual literacy than their instructors
do, the highly sophisticated sampling of visual arguments featuredat the start
of her piece effectivelyunderscores a point she goes on to make, namely,that
"ourstudents have a much richer imagination for what we might accomplish
with the visual than our journals have yet to address"(12).
While discussions of visual communication provide one point of entry
for rethinking the course'ssemiotic and productive potentials, they also raise
the question of whether discussing visual/verballiteracies and the production
of visual arguments is all we might do. At a time when many within composition studies have begun questioning the field's"single,exclusive and intensive
focus on written language"(Kress85), and its exclusion of the wide variety of
sign systems and technologies students routinely engage, we might also begin
asking how the purposeful uptake, transformation,incorporation, combination, juxtaposition, and even three-dimensionallayercourses
Composition
present ing of words and visuals-as well as textures, sounds,
to scents, and even tastes-provide us with still other
students
withtheopportunity
theoccasions
for, ways of imagining the work students might produce
beginstructuring
aswellasthereception
and for the composition course. Given the field's strong
of,thework
delivery
theyproduce.tendency to "equatethe activity of composing with
writing itself:' thereby missing "the complex delivery
which
systems through
writing circulates"(Trimbur190, see also Welch and
we
need
to
do
than simply expand the media and communicamore
Yancey),
tive contexts in which students work.Increasingthe rangeof semiotic resources
with which students are allowed to work will not, in and of itself, lead to a
greater awareness of the ways systems of delivery,reception, and circulation
shape (and take shape from) the means and modes of production. Instead, I
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argue, composition courses present students with the opportunity to begin
structuringthe occasions for,as well as the reception and deliveryof, the work
they produce.1
The past seven years have affordedme opportunities to begin exploring
this wider field of possibilities in the courses I teach. The following examples
of student work are offered with the intent of initiating new conversations
about the waysstudents'uptakesof a muchwider,
richer repertoireof semiotic resources, coupled
with their efforts to purposefully structure the
delivery and reception of that work, afford new
ways of thinking,acting, and workingwithin and
beyond the space of the first-year composition
classroom.
So how'sthisfor a complex multimodalrhetorical event?The day portfolios were due, Lindsay Freeberg2arrangedto have a large blue bag
containing eleven numberedgift boxes delivered
to my office along with a card addressed "To
whom it may concern"(Fig. 1).
The left side of the card functioned as the
table of contents, listingwhich pieces of Lindsay's
work would be found inside which boxes, while
the right side contained a set of explicit instructions for receiving and recirculatingthat work.
Fig.1.Lindsay's
portfolio
In keeping with the context of gift-giving that
Lindsayhad established,her semester'sworth of workhad been repurposedas
a collection of valuable"tokens."Lindsaywrote:
DearReceiverof Tokens,
Hi, my name is Lindsay Freeberg.You'reprobablywondering what the heck is
going on and why you have a bag filled with numberedboxes. I'm sorryto say that
this isn't a present just for you, it's for everyone,but I'll get back to that later [...].
All right, back to how these tokens are for everyone.You'reprobablywondering
how everyone is going to see this. Well, here'swhat you have to do. Read everything, but don'tjust read it quickly,let is [sic] soak in for awhile and read it again.
Sign the card somewhere,comment if you want to. If there isn't any more room,
add pages to the card.Now,think of someone. Got them? Good. Secretlygive the
bag to them as I gave it to you. All I ask you to do is keep this going.
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Or this? After completing a task that requires students to research the
history of a word using the online version of the OxfordEnglish Dictionary,
PrakasItarutturned in a manila envelope containing an unmarkedfloppy disk
At the top of this text the
and a typed, text-only treatment of the word "scare."
following message appeared:
**Toget a true experience of what I am about to tell you, please read this
paper at night and followthe directionsexactlyas it is told.**
Thereis a diskincludedwiththispaper.
Pleaseinsertit intoa PCthatis equippedwithsound.
Nowopenthispaperin MicrosoftWord.
Bynow,youshouldbe readingthis messageon a computerscreen.Ifyouhaven't
donewhatI mentionedabove,pleasedo so now.
Had I been brave enough to set aside the typed text and experience the remaining portions of the piece in the way Prakasrecommended, the first thing
I would have encountered in the on-screen version was a sampling of the various meanings and uses of the word "scare"that Prakashad excerpted from the
OED.I would also have encountered the option to "clickhere,"which, in turn,
would have taken me to a file on the disk containing the OED'sfull entry for
"scare,"
Followingthis, I would have found another set of instructions promptme
to
execute the "MCProgram"file contained on the floppy.I would have
ing
then been prompted to return to the OEDfile, where I would have found five
scary tales that I had been asked to read "slowly"and "ifpossible" out loud.
Had I paced my out-loud reading of the tales as Prakashoped I would, I would
have been in the middle of the following passage when the MC Programtriggered for the first time, replacing Prakas'stext with the ghostly image of a
woman'sface while the computer issued a scream:
Scare:Tofrighten,terrify.
C.1256AncientThaipeople-there is a beliefthatthereis sucha thingas a ghost/
spiritualpowerin theworldwelivein today.Ghostin thissenseis usuallymisrepresented.Itis not anuglymonsterin a Halloweenpartyora cuteCasper.Itcanbe
so simpleasjustanotherperson.Imagineyourselvesalonein a bathroomat night
lookingin the mirrorand [you]see anotherpersonbehindyou [...]
Provided that I had been brave enough to set aside the hard-copyversion of
the tales and experience Prakas'sreenvisioning of the OEDin the way he intended (I was not), I would have found instructions for deactivating the MC
Programin this final "frightening"tale:
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C.2001 MCProgram-AnEnglishteacherexecutedthe MCProgramwhichwas
createdto stimulate[sic]the trueexperienceof the definitionof thisword.Luckily,she was smartenoughto eitherrestartthe computeror hit ctrl-alt-deleteto
endthe MCProgram.
Suspecting that his instructor would not be brave enough to experience the
piece in the way he intended, he knew that many of his classmates would be.
To this end, Prakasasked permission to post a link for a Web-basedversion of
the piece on the course Web site, where he dared classmates to experience his
terrifyingtreatment of the OED.
And finally: After receiving a task entitled "AHistory of 'This' Space,'
Maggie Christiano considered conducting a small-scale, survey-based study
of people living in public versus private university housing as a way of determining if there were connections between where students lived and how well
they might be adjusting to their first seinpart,
asawayofproviding
mester in college. Engineered,in part, as Engineered,
withtheopportunity
future
oftelling
a way of providing students with the op- students
of
somefuture
readers
readers
about
who
were
portunity telling
something
they and
about
who
were
and
what
they
they what
thing
feared,
etc.,ata
theydid,valued,
enjoyed,
did, valued, feared,enjoyed,etc., at a spe- specific
in
their
the
careers, task
point
college
cific point in their college careers,the task
withanopportunity
to
presented
Maggie
presented Maggiewith an opportunityto explore
a question
heratthe
thatconcerned
explore a question that concerned her at timethetaskwas
assigned.
the time the task was assigned: How, or
more specificallyhow well,might a group of first-semester college students be
adjusting to living away from home? Admitting that she was so homesick for
the first month of her college careerthat she had entertained the idea of dropping out, Maggiewanted to know if her classmates were adjustingmore quickly
to their post-high-school lives. Stressingthat part of the appeal of the surveybased study had to do with allowing her to satisfy the task requirementswithout spending much time with other students with whom she suspected she
had little in common, Maggie'splans for the history changed after a class session during which her classmates began talking about where they were from,
where they had gone to high school, and so on. While the conversation had
little to do with being homesick, the session significantly altered Maggie'sfeelings about her classmates as well as her involvement in the class. Deciding to
jettison the dorm life study,she began a new, time-intensive history, one that
still allowed her to focus on the idea of home while serving as a "tribute"to the
class.
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Maggie began collecting data for her history by asking her classmates to
identify the place that they called home and to brieflydescribe the place itself
and/or their feelings about that place. She then began the process of researching her classmates' hometowns online, both in hopes of learning something
about those hometowns and of findinga Website that she could laterrepurpose
based on the informationher classmates had providedher with. If,for instance,
a classmate described his hometown as "famous for its big mall and many
health clubs:'Maggiewould look for a Web site for a store in that mall or for a
health club in town. After successfullypairing each member of the class with a
hometown Web site, Maggie gave her classmates a word related to the Web
site that she planned to use (e.g.,the word might be "shoe"or "sock"if the Web
site was for a shoe store, as it was in my case) and asked them to write a paragraph or two about that word, jotting down anything that came to mind. At
this time, Maggie also requested that each of her classmates bring in an object
representing the word so that she could take a picture of each person with his
or her object. Maggie'scontribution to the history consisted of a twenty-fivepage collection of cleverlyrepurposedWeb pages in which Maggie had strategically inserted her classmates' "with-object"photos and portions of their
writings into the saved "original"version of the Web sites (see Fig. 2).
Accompanying the collection was a taped news special that Maggie
scripted and then filmed over fall break.The video featuresMaggie in a series
of "live,late-breakingRhetoric 105 news reports,"the majority of which had
been filmed while Maggie stood in front of the specific hometown locations
featured in the repurposed collection of Web pages.
Cognizant that the student work featuredabove may seem strange, especially when the norm for student work is equated with linear,argumentative,
thesis-driven print texts that are passed forricher
Students
havea much
imaginationward in class and geared primarily,if not exinthe clusively,to an audience of one (the instructor),
forwhatmightbeaccomplished
course
thanourjournals
haveyeteven I would suggest that the rhetorical, material,
toimagine,
letalonetoaddress. methodological,and technological choices stubegun
dents made while engineering these complex
rhetorical events merit serious and sustained attention. Based on the kind,
quality, and scope of work I have witnessed students producing for the past
seven years, I am moved to argue,with George'sclaim in mind, that students
have a much richerimagination for what might be accomplished in the course
than our journals haveyet even begun to imagine,let alone to address4.
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Fig.2.OneofMaggie's
repurposed
In this essay, I look to theories of goal-oriented activity as a way of
reconceptualizingproduction,delivery,and receptionin the composition classroom. To illustrate some of the implications of the multimodal, task-based
approachto composing I will be describing here, I also present two examples
of students working to negotiate the complex communicative tasks that they
undertookin my class.Takentogether,these accounts suggest that, when called
upon to set their own goals and to structure the production, delivery,and reception of the work they accomplish in the course, students can: (1) demon-
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strate an enhanced awareness of the affordancesprovided by the variety of
media they employ in service of those goals; (2) successfully engineer ways of
contextualizing,structuring,and realizingthe production,representation,distribution,delivery,and receptionof their work;and (3) become better equipped
to negotiate the range of communicative contexts they find themselves encountering both in and outside of school.

FromWritingAssignments to CommunicativeTasks:
Engineering Complex RhetoricalEvents
RobertConnorscalled it the "inescapablequestion"and one that composition
instructors must addresspriorto committing to the kinds of assignments they
will provide for students: "Should[one] emphasize honest, personal writing?
stress academic, argumentative,or practical subjects?or try somehow to create a balance between these discourse aims?"(296). That this question is a
crucial one is evidenced by the tremendous amount of scholarship devoted to
providing practitioners with strategies for offering students opportunities to
with course materials that are,
Inotherwords,
students
withwhat engage
byproviding
at once, personally and socially relthecognitive
Edwin
Hutchins
would evant and intellectually rigorous. As
anthropologist
callsolution
stable inquiry-basedapproachesto composprocedure
"strips"-relatively
andseemingly
ofstepsthatare ing were increasinglyoffered as a way
linear
sequences
the of bridging the distance between peroffered
asameans
ofleading
people
through
successful
ofagiventask(294), sonal and academic discourse aims,
accomplishment
afforded
studentspractitioners were also cautioned
overly
prescriptive
assignments
ofbypassing
theinquiry
thepossibility
phase. about the ways that overlyprescriptive
assignments might actually militate
against intellectual "mystery"(Davis and Shadle441) and perpetuate instead
a mechanical fill-in-the-blanksor "cookbook"(Bridwell-Bowles56) approach
to composing. In other words, by providing students with what the cognitive
anthropologist Edwin Hutchins would call solution procedure "strips"-relatively stable and seeminglylinear sequences of steps that areofferedas a means
of leading people throughthe successful accomplishment of a given task (294),
overlyprescriptiveassignments affordedstudents the possibility of bypassing
the inquiry phase as they searched for the "implicitclues that revealwhat really counts and what can be ignored in completing a particular assignment"
(Nelson 413). Consider,for instance, the way the following hypothetical assignment prompt, one derived from many I have seen, forecloses inquiry by
signaling the specific ways students are to successfully accomplish the task:
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Choosethreeof the fiveessayslistedbelowandcomposea four-to five-pageargumentativetypewrittenessayin responseto those essays.Doublespaceyour
text,use a 12-pointstandardfontand1-inchmarginsallaround,andmakesure
makesurethe piece is
yourthesisstatementis clear,arguable,and underlined;
structuredlogicallyandthatyourworkis carefullyproofread.
Here, the scope and purpose of the work are alreadyestablished for the student: a four- to five-page argumentative essay in which the student demonstrates his or her ability to use outside sources as the basis of an argument.
The methods, materials, and technologieshe or she is expected to employ are
also predetermined:reading and critically engaging the assigned texts, using
at least three of these as the basis for a logically structured linear argumentative essay,the use of paperplus some devicethat producesprinttext, etc. Equally
problematic is the way the prompt suggests a logic of composing that proceeds in an orderly,top-down manner:the student first chooses the essays he
or she would like to workwith;then composes an argumentative,thesis-driven
essay; then proofreadsthe essay; and last, markingthe end of the composing
process, underlinesthe thesis statement. Moretroubling still, the prompt says
nothing about the ways in which, or the specific conditions under which, students' work will be collected and assessed. In fact, to imagine the last line of
the assignment reading "Oncethe paper is finished, you will pass this forward
in class, and the instructor will read it, respond to it, and then provide you
with a grade,"could seem silly,a way of stating the obvious. After all,what else
might one possibly imagine doing?
In pointing out the limitations of this kind of assignment, I am not suggesting that the work students produce for a course should be free from adhering to the standardsassociatedwith a specificcommunicativepracticeor genre.
I am also not suggesting that the classroom become an intellectual free-for-all
where assignments, due dates, and any expectation of student accountability
is jettisoned as they become free to write when, how, or even ifthey want to. I
am suggesting that assignments that predetermine goals and narrowlylimit
the materials, methodologies, and technologies that students employ in service of those goals while ignoringthe "complexdeliverysystems throughwhich
writing circulates"(Trimbur 190), perpetuate arhetorical, mechanical, onesided views of production.
As an alternative,I propose a goal-directedmultimodaltask-basedframework for composing that I have been developing in classes since 1997.Based in
part on WalterDoyle'sdefinition of academic tasks, the frameworkis geared
toward increasing students' rhetorical,material,and methodological flexibil-
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ity by requiringthem to determine the purposes and contexts of the workthey
produce. Importantly,students working within this frameworkalso assume
responsibility for generating the solution procedure strips, or what I preferto
think of as the more dynamic and flexible "actionsequences"(Hutchins 293),
that will guide them through the successful accomplishment of each assigned
task. In Maggie'scase, for instance, the hometown history involved the creation of the following steps or complexaction sequences:(1) collecting various
kinds of data from classmates; (2) researching and later repurposing hometown Web sites; (3) scripting the "live"news reports;(4) devising a way of representing those hometown locations she could not actually travel to; (5)
recruiting the help of a camera person; (6) traveling to the hometown locations; (7) filming the reports;(8) transferringthat footage to VHStape for ease
of viewing; (9) composing the introduction to the piece and instructions for
using the piece; and (10) ordering and binding the collection of repurposed
Webpages. Byrefusingto hand students a list of nonnegotiablesteps that must
be accomplished in order to satisfy a specific course objective,the framework
asks students to consider how fairlysimple, straightforward,and relativelyfamiliarcommunicativeobjectivesmightbe accomplishedin anynumberofways,
depending upon how they decide to contextualize,frame, or situate their response to those objectives.
Take,for instance, an objective often associated with first-yearcomposition programs, asking students to use course readings or outside sources as
the basis for an argument.Ratherthan requiringstudents to produce a thesisdriven,linearprint essay that is, more often than not, intended for the instructor alone, students approach this objective by contextualizing it in ways that
are of interest or importance to them. They decide how, why,where,and even
when that argument based on specific readings will be experienced by its
recipient(s). Followingthese decisions, they begin generatingthe complex action sequences leading to the realization of their final product(s). ForPrakas,
a desire to underscore the point that the OED database provided "poor
connection[s] between the word and the actual meaning"served as the catalyst for the steps leading to the creation of the piece's on-screen component.
More specifically,Prakas'sinclusion of the tales and his appropriationof the
MC programwas his attempt to "rewrite"the database, providing those who
experienced the onscreen version with what he believed was a truer sense of
the word.At the end of his piece, Prakasexplicitly states that his reenvisioning
of OEDdata was crafted,in part, as a teaching tool and, in part, as a prototype
for a "truer,"or more interactive,version of the OED:
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ifyoufollowedthedirection[sic]exactlyasI toldyou,bynowyoushould
Hopefully
knowthe truemeaningof the word"scare."
Forthe benefitof thosepeoplewho
arestartingto learnEnglish(Iusedto be onemyself),it willbeveryinterestingto
see a dictionaryin the futurethatusesa similarmethodas I didaboveto describe
definitionsof words.
Instructors working within this frameworkare still responsible for designing tasks in accordancewith course goals and objectives.Yet,again,rather
than predeterminingthe specific materials and methodologies that students
employ in service of those goals, tasks are structuredin ways that ask students
to assume responsibilityfor attending to the following:
* the product(s)they will formulate in response to a given task-this
might take the form of a printed text, a performance,a handmade or
repurposedobject, or,should students choose to engineera multipart
rhetoricalevent,any combination thereof
* the operations,processes, or methodologiesthat will be (or could be)
employed in generating that product--depending on what students
aim to achieve, this might involve collecting data from texts, conducting surveys,interviews or experiments, sewing, searching online,
woodworking,filming, recording,shopping, staging rehearsals,etc.
* the resources,materials, and technologiesthat will be (or could be)
employed in the generation of that product-again, depending on what
they aim to achieve this could involve, paper,wood, libraries,computers, needle and thread, stores, food, music, glue, tape, etc.
0 the specific conditions in, under,or with which the final product will be
experienced--this involves determining or otherwise structuring the
delivery,reception, and/or circulation of their final product. (Adapted
from Doyle 161)
Importantly,upon completing each task providedto them overthe course
of a semester, students are requiredto compose a highly detailed written account of theirwork,something that my students typicallyreferto as the "headsup" statement. While the specific issues they are asked to attend to in these
statements change depending on the task assigned, students must alwaysaccount for the specific goals they aimed to achieve with their work and then
specificallyaddresshow the rhetorical,material,methodological, and technological choices they made contributed to the realization of their goals.
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Tobetter understandthe rolethese detailed accounts of goals and choices
play in a multimodal,task-basedframework,it maybe helpfulto comparethem
to the practice of asking students to underline their thesis statement prior to
handing in a completed essay. Just as asking students to underline a thesis
statement before turning in a linear, thesis-driven essay has served the purpose of reminding students of the importance of having a thesis statement
(and preferablyone that was arguable,clearlystated, and compelling enough
to be used as a device for structuring the content of their essay), asking students to produce an account of their goals and choices reminds them of the
importanceof assessingrhetoricalcontexts,settinggoals,and makingpurposeful
choices. More important, requiringstudents to produce these statements underscores the importance of being able to speak to goals and choices in a way
that highlights how, when, why,andfor whom those goals and choices afford
and constrain differentpotentials for knowing, acting, and interacting.
As a way of concretely illustratingwhat these statements look and sound
like, I offer the following heads-up statement, which accompanied a student's
response to an intensive research-basedtask that was assigned midsemester
and that required students to examine the way a person, place, thing, idea,
etc., was represented in a wide variety of sources.5The student whose headsup statement appearsbelow chose to focus on the way her sources represented
a 1950s version of womanhood. The final product was housed inside a DVD
case for the film Mona Lisa Smile, within which the bulk of the author's research was contained in a thick "chapter"booklet. The student was asked to
articulate her goals for the piece and to identify the main point(s) she was
attempting to make with this piece. She was then asked to account for how
the various choices she had made allowed her to accomplish her goals. The
student wrote:
1. My goals for this piece were to reflect the data through my representation of the data [in keeping with the ways] the sources themselves were
presented to society. Many of my sources came from different forms of
media and thereforeI wanted to present my analysis of the sources in
the form of a media source. I wanted the reader/viewerto experience
the intake of information like women in the fifties did when presented
with media from that era.The argument that I make in this piece is that
media from the 1950s impact the dreams of women in that day.I argue
that the media has messages behind it that influence women to choose
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the life of being a housewife. I believe that the media was a strong force
in that day and women were highly impressionableby the media. The
sources that I have chosen for this project are either artifacts of media
in the fifties or they are articles from today and they discuss the impact
of media on women in that day.
2. [My]Choices and Reasons:
Why presented inside the cover of the movie Mona Lisa Smile? I
chose to present my data inside the movie because not only was this
movie the main inspiration for my topic but also I wanted the viewer/
readerto be able to experience what I learned from the movie.
Why presented in a booklet? I formatted my data and reflection into
this booklet because I wanted it to look like a little booklet that comes
with some movies that tells about the summary and reviews of the
movie. I also wanted this booklet to aid the viewer as they watch the
film. I wanted them to have backgroundknowledge about the issues
discussed in the movie so they can have a better understanding.
Why is the first section labeled with the title "summary"?I titled
the first section "summary"because movie reviews always start out
with a brief summary of the film. In this case it is a brief summary of
my topic and the sources as well as an overview of the film. I wanted
this booklet to look like a guide to the movie.
Why is the following section labeled with "scene selection" and
subtitled with "chapters"?The section is titled "sceneselection"
because often with movies on DVD they give a list of the different
scenes you can select to watch. I found this to be appropriatebecause
the readercan choose which information they want to read,which
analyses they want to look at. The subtitles of "chapter"are appropriate
because movies will often title the different scenes by chapters. I chose
to title the sections with "chapter"because each section talks about a
different type of media and my analysis of its impact on the dream of
women in the fifties.
Why is the next section of the booklet titled "reviews"?This section
is titled "reviews"because I wanted to stay with the movie review
aspect. The phrases in the review are my analysis of the movie as a
source. They are also my concluding thoughts on the topic. This
seemed to suit since a movie review discusses the movie much like how
my comments analyze the movie as a source.
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Why is the last section titled "credits"?[B]ecausethe credits of a
movie give appreciationto all the people behind the scenes of the
movie. This section is my works cited page. This seemed appropriate
because it gives recognition to all the sources that were a part of my
analysis about my topic.
Why did I choose the sources that I did? I chose my sourcesto come from
actual formsof media in the fiftiesbecause I wanted to look at and analyze
the real source.Some of my sources arepieces that reflect on a certain media. I chose to use them as a few of my sourcesbecause I wanted to look at
how they inform today'spublic of the issues. These sources also helped to
aid my analysisof the primarysourcesand my discussionof the topic.
Knowingthat they will be expected to produce these highly detailed accounts discouragesstudents fromgeneratingrushedand thoughtless responses
to tasks. Almost without exception, statements that contain unclear or generalized statements of goals and vague explanations of the choices made in support of those goals introducework that has not been affordedthe time or effort
the task required.Consider,for example, the differencebetween the heads-up
statement offered above and the following:6
Mygoalwas to kindof tryto convincea lot ofpeoplethat a lot of thingsabout
society today are unjust. I did this by interviewing a lot of randompeople and

findinga bunchof sourcesthatagreedwithme anddisagreedwithme.Ibasically
decidedto type all my informationand then I decidedto put it inside an old
socialstudiestextbookthatI stillhadfromhighschool.(Myitalics)
In addition to dissuading students from starting a task at the last minute, the
statements provide instructors
Amultimodal
task-based
framework
notonlyrequireswith ways of navigating and asthatstudents
work
tothis,differently,sessing student work. Instead of
but,related
hard,
anditdoessobyforegrounding
thecomplex
processesspending time trying to deterassociated
withgoalformation
andattainment.mine exactlyhow or why students
might have engaged in a particular task the way they did, the statements allow instructors to frame their re-

sponse to students' work in increasingly efficient, purposeful, and constructive ways by focusing on the specific goals and choices students have selected
and shared with the instructor.
A multimodal task-based framework not only requires that students work
hard, but, related to this, differently, and it does so by foregrounding the com290
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plex processes associated with goal formation and attainment. Activity theorist A. N. Leont'ev8arguesthat these crucialprocesses aretoo often overlooked
"underlaboratoryconditions or in pedagogical experiments"where the subject is offered a "prepared"goal (62). FollowingHegel in insisting that an individual "cannot define the goal of his action until he has acted,:'Leont'ev
maintains that the "selection and conscious perceptions of goals are by no
means automatic or instantaneous acts. Rather,they are a relativelylong process of testinggoals throughaction and, so to speak, fleshing them out" (62).
Preciselybecause this multimodal task-based frameworkrefuses to provide students with preparedgoals, students learn by doing. For students who
have grownaccustomed to instructorstellbecause
thismultimodal
task-based
ing them exactly what they need to do, this Precisely
toprovide
refuses
students
with
way of workingcan be time-consuming and framework
students
learn
goals,
bydoing.
frustrating, especially when the students prepared
discoverpotentials forenrichingtheirwork
that may requirethem to set aside the work they have alreadybegun and return to an earlierstage in the production process. However time-consuming
this process of "testinggoals through action"may be for some, those who have
experiencedthis formof deep revisionhavereportedthat they no longerequate
revision with proofreading.Rather,revision has become re-vision:A demanding process that involves both the potential and the willingness to reimagine
the goals, contexts, and consequences associated with their work.
This is not to say that only those students who opt to jettison their original work in favor of creating something more complex have benefited from
this enriched sense of revision.Eventhose who make the smallest adjustments
to their work begin demonstrating a more nuanced understanding of as well
as a greater appreciationfor the productive tension that often exists between
knowledge and action, an understanding that often leads to greater communicative flexibility insofar as they begin recognizing that
[k]nowledgeas organizedfora particulartaskcanneverbe sufficientlydetailed,
sufficientlyprecise,to anticipateexactlythe conditionsorresultsof actions.Action is nevertotallycontrolledby the actorbut influencedby the vagariesof the
physicalandsocialworld.Thus,in anygiveninstance,knowledgeis continually
beingrefined,enriched,or completelyrevisedby experience.(KellerandKeller
127)

This is also not to say that students offered prompts like the one mentioned earlier ("Choosethree of the five essays listed below... "),would not
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come to both recognize and appreciatethe complex ways that knowledge and
action "areeach open to alteration by the other as behaviorproceeds"(Keller
and Keller 125). I would argue,however,that a multimodal task-based framework-precisely because it demands that students both think and act more
flexibly as they assume responsibility for determining what needs to be done
along with how it might possibly be achieved-positions them in the thick of
things, and in so doing, foregrounds these complex issues in ways that more
prescriptiveprompts may not.
A multimodal task-basedorientation requiresa great deal from students,
to be sure.Makingthe shift fromhighlyprescriptiveassignments to multimodal
tasks is challenging for students unaccusEven
thoseeagertoassume
moreresponsi-tomed to thinking about and accounting for
fortheirwork
toexplorethe work they are trying to achieve in acaand/or
bility
various
and demic spaces. Even those eager to assume
materials,
methodologies,
more responsibility for their work and/or to
often
find
the
tasks
more
technologies
thantheyhadfirstanticipated.explorevariousmaterials,methodologies,and
challenging
technologies often find the tasks more chalthan
first
had
anticipated. Still,I would argue,making the shift to
lenging
they
these more open-ended, complexly mediated tasks is both worthwhile and
necessary, especially at a time when many (see, especially, Chiseri-Strater;
Geisler;George;Hocks; Sirc;and Welch)have underscored the importance of
establishing an atmosphere in which students are able to prove that, beyond
being critically minded consumers of existing knowledge, they are also extremely capable,criticallyminded producers of new knowledge.

Enacting a MultimodalTask-BasedFramework
To provide readers with a better sense of how this frameworkhas been enacted in the classroom, I examine the way two students enrolled in my spring
2004 section of Rhetoric 105, a universityfirst-yearcomposition course, negotiated a task called "the OED."Assigned during the fourth week of the semester, it requires students to use the online version of the Oxford English
Dictionary, a source many students find boring and frustrating, to research
the etymology of any word they choose. Designed, in part, to preparestudents
for the extensive researchproject assigned later in the semester, this task requires that the data students find in the OEDmake up at least three-fourthsof
their response. Gearedalso toward increasing students' rhetorical and material flexibility,the task requiresthat students generate at least three tentative
(paragraph-long)plans for representing the data they have collected, before
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attending the in-class workshop held a week and a half after the task is assigned. For example, a student who researched the word "find"came to the
workshop with one plan for a scavengerhunt, another for an online game, and
yet another for an article in a magazine aimed at people devoted to the OED.
During the workshop sessions, students address what they consider the specific affordancesassociated with each of their plans while soliciting feedback
from their peers.
Beforeexamining the ways KarenRust and Mike Ragano negotiated this
task, it is important to say that the student work featured here both is, and is
not, representativeof the work students typicallyproduce for the class. In focusing specifically on Rust'sand Ragano'swork, I do not mean to imply that
students routinelygravitatetoward choices that involve engineering complex
tests or producingvideos. As the sampling of work featuredat the start of this
piece suggests, when students are called upon to set their own goals and to
explore the variety of ways those goals might be accomplished, the work they
produce tends to defy any easy attempt to categorize by quality or kind. What
is representative about these pieces has to do with the critical engagement
and rhetorical flexibility their producers demonstrated throughout the process of accomplishing them, the sophisticated ways they were able to attend to
the twinned questions of what they sought to do and why, and how, in the
process of negotiating a task-based multimodal approachto composing, they
began forging important connections between the classroom and other lived
spaces.9

Accountsof Production,Delivery,and Reception
Beforethe semester began, KarenRust assumed, as did many of her peers, that
the course was going to be the "typicalEnglishclass,"where students would be
expected to read assigned texts and produce responses to those texts "presented in the typical five-paragraphessay format."While her experience in
this class was in keeping with her idea of typical to the extent that students
were expected to read and respond to a series of assigned texts, Karenhad not
been expecting that the course would "force [her] to build upon [her] past
skills and former approaches to writing:' Admitting that she was extremely
frustratedfor the first part of the semester, Karen,an architecture major,saw
her OEDproject, the "MirrorIQ Test,:'as her opportunity to articulate that
frustrationthrough a piece that was intentionally designed to make the "participant feel the same way [Karen]did in finding an idea to fulfill the assignments [she] was given:'Her heads-up statement provides a strikinglyrich set
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of goals for how her complex treatment of the word "mirror"should affect its
recipient:
The point behind the creation of the mirrorIQ test is that I wanted to inform the
participant of the definitions and uses of the word mirror along with demonstrating my frustration during the research for the test itself. It took me almost
two and a half weeks before I could even figure out what to do for the assignment
and I was becoming extremely frustrated in the process [...]. I wanted the participant to feel the pressure of completing the test in a given amount of time
much like how I felt pressuretrying to complete the assignment in the amount of
time I had.
The "Mirror IQ Test" came inside a 9-by-12-inch manila envelope that
was addressed to the instructor. Karen's university address appeared in the top
left corner. A plastic bag containing nine mirrors was stapled to the front of
the envelope. Inside the envelope was a typed sheet of paper entitled "Setting
Description and Instructions,":'a stapled four-page, single-spaced copy of the
test printed entirely in reverse (a technique often referred to as "mirror-writing"), a duplicate copy of the test that was printed "normally:' an answer key
for the test, and a two-page single-spaced heads-up statement for the piece.
Although the instructions and setting description did little in terms of
showcasing her OED data, Karen said that both were crucial in terms of helping her situate the piece by simulating a high-stakes timed testing atmosphere
similar to what she had experienced while taking tests like the SAT and the
ACT. Karen hoped the setting description, in particular, would work to exacerbate whatever anxiety the recipient1o might have been experiencing at the prospect of having to complete the test in the thirty minutes allotted:
Imagine you are sitting in an empty classroom with just one desk in the center
and a ticking clock in the background.The room is draftyand cold with very dim
light. It is eight o'clock [and]the score from this test will determine your futureby
deciding which school you will be accepted to. You tried to study for the test but
your friends,your parents, and your annoying siblings continually distracted you
[...]. You ended up only studying for an hour before you fell asleep, and now you
are only half awake to take the exam.
[...] When you dig out your pencil the tip is broken.You search for a pencil
sharpenerbut there isn't one in the room so you have to ask the proctor for another one. They hand you a stubby pencil with no eraser and tell you to sit down
because the exam is starting.
The setting description also provided Karen with the opportunity to write
herself into the piece by cataloging some of the "distractions and annoyances"
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she encountered while working on this task. HereKarenalludes to the distractions of dorm life, fatigue, and feelings of being ill-preparedand alone, feelings
that may have stemmed from the in-class workshop that left Karenconcerned
that many of her classmates had devised more solid plans for the OED than
she had been able to. Yet instead of explicitly stating that the problems were
ones she experienced while composing this test, her use of the second person
allowed her to distance herself from those experiences. Frustration, stress,
anxiety,and ill-preparednesswere no longer associatedwith the position Karen
was able to assume here as the creator and administratorof this test. Rather,
they belonged to whoever was unfortunate enough to have to take the test.
The test itself comprised OEDdata that Karenhad arrangedin four sections: multiplechoice, fill-in-the-blank,matching,and identifyingcorrectspellCognizant that any other attempts to explicitly foreground
ings of "mirror."
the anxiety, frustration,or intellectual impotence that she experienced while
composing the piece might compromise the authorityof the test as well as her
everychoice Karenmade while
authorityas student-turned-expert-test-creator,
leave
the
needed
to
recipient with little doubt that he or
engineering the test
she had not only been able to successfully take on the specific challenges associated with the task, but that she had been able to take them over as well.
After creating a master copy of the test in her word-processingprogram,
Karenbegan adjusting that copy, alternating the types and sizes of the fonts.
Followingthis, she began the process of reversingthe entire document in image-editing software (Fig.4). In addition to "increasingthe difficulty and conIIIhsq
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fusion"one would experience while taking the test, Karensaid the manipulation of the word-processeddocument provided her with a very specific way of
"reflecting"the difficulty she had trying to decipher some of the older (lessfamiliar)portions of the OEDentry she had been working with.
Forsomeone invested in doing everythingpossible to ensure that the test
taker would fail to complete the test in the time allotted, Karen'sdecision to
provide the test taker with a packet of mirrorswas not indicative of either a
slip-up on her part or of her willingness to level the playing field by providing
resources for navigatingthe complex text. In fact, Karensaid that most of the
mirrors included in the kit had been specifically chosen for having features
that would make it almost impossible for anyone to see or read much of anything with them. Some were concave, some convex, and almost all of them
were made of a substance that precluded them from reflecting anything at all.
One mirrorin particular,while it had been largeenough and of a decent-enough
qualityto haveprovidedan adequatereflection of the test, was coveredin black
tape so that only a small portion of the middle of the mirrorwas left to reflect
anything. In her heads-up statement Karenwrote that she chose to tape the
mirrorto "brieflyhit a point" that she wanted
an
environment
that
Bycreating
requiredto make with the piece, namely,"thatwhen we
thetesttaker
toemploy
media
(i.e.,the look into mirrorswe only look at a small part
not
associated
with
test of the whole. We tend to focus on our nose or
mirrors) typically
Karen
seemstobesuggestingour lips instead of stepping back and looking
taking,
thatjustbecause
oneisgivenpermissionat all of it together."
Bycreatingan environmentthat required
totakeupavariety
ofmedia
doesnot
the test taker to employ media (i.e., the mirataskanyeasier.
make
necessarily
rors) not typicallyassociated with test taking,
Karenseems to be suggesting thatjust because one is given permission to take
up a variety of media does not necessarily make a task any easier. In fact, in
addition to altering one'sperspective on what composing practices might potentially require and afford (much as Karen'scollection of mirrors works to
suggest), the increase in media often makes the business of composing (or in
Karen'scase, of test making and taking) that much more challenging, as there
is often, quite literally,infinitely more stuff for students to handle.
Mike Ragano,a business major,also admitted that the tasks had been a
source of frustration for him, stressing that it often took a good deal of time,
effort, and thought to come up with ideas for responding to each new task.
Upon receiving the OED task description, however,Mike felt he had lucked
out, as he knew exactly what he hoped to do:
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I choosetheword"power"
becauseit hasa greatdealof meaningto me.I lovewar
moviesthattalkaboutmilitaryandpoliticalpowerandI loveto weightliftwhich
is aboutmuscularpower[... ;] it is alsoan olderwordandI was confidentthatI
could find a lot of researchon it in the OED.[...] I wanted to do a fun movie. I felt

that a lot of the workthatI haddonein the classwas time consumingandI felt
that a moviewouldbe an easy and fun changeof pace.I thoughtthat I could
makepowerseemfunandinteresting.
While deciding on a word,purpose, and method of representationbefore
looking through several sets of OEDdata is fairly unusual-more often than
not, students will have to switch words a few times before settling on one they
can use--accomplishing the task would not prove especially easy for Mike.
His heads-up statement continues: "Afterthinking more about how I might
actually accomplish my goal and after spending countless hours staring at the
OED,I realizedthat there was nothing amusing or fun about it. I couldn'tthink
of a single way to portraythe information as funny."
Mike'streatment of the word "power"took the form of a "publicaccess
type" show that attempted to "mimic"a programMike recalled seeing years
before. In his heads-up statement Mike explained:"The [gardening]show was
very boring and it upset me that the host could be so passionate about such a
boring subject. I decided to use this genre to bore my watcher."In choosing to
burn "Interpretationsof the OED"on CD,Mikewas also able to structureviewers'reception of his work in ways that aligned with the specific forms of physical and intellectual "punishment"he felt he had to endurewhile sitting in front
of the computer looking for usable OEDdata online.
was shot in black and white, Mike'sway of ensuringthat
"Interpretations"
the episode would "borethe socks off" the viewer.At the start of the episode,
we meet "Russ"(the host of the show and someone not enrolled in the course),
a man with shoulder-length hair,who is dressed in a tweed sports coat and
seated in a chairpositioned against a veryplain background.On Russ'slap was
a copy of Mike'srhetoric course packet, which Mike had repurposed in hopes
of making it appearthat Russ was actually reading from a volume of the OED.
Inside the spiral-boundpacket was a script containing various spellings and
uses of the wordpower.
After welcoming viewers to the show and promising them an "intimate
evening"spent "delvinginto the word 'power'and all it has to offer,"Russ makes
a referenceto Mr.Rogers,removes his shoes, and settles into his chair.Following this, Russ begins holding up what Mike'sscript calls "signs"(i.e., pieces of
paper) containing different spellings of the word "power."Russ displays and
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spells aloud twelve"signs"in all,including:poer,poeir,pouwer,pouwere,pouoir,
pouer, pouere, poweer,pouar,powar,pover,and finally,the one Russ refers to
as "ourgood old trusty stand-by companion, p-o-w-e-r:'ForMike,the decision
to have Russreadeach spelling aloud and with ever-increasingenthusiasmwas
intended as a way of "reallygetting his message across"by making the episode
"dragon and on with unnecessary long [and boring] parts." Interestingly
enough, this (two minutes plus) portion of the piece seems to have had a reverse effect on audiences insofar as the 130-plusviewers who have viewed the
episode have suggested that the spelling segment is quite funny.
If Russ'sportions of the video allowed Mike to both purposefullyandplayfully representthe data he collected from the OEDand to illustrate the powerfully numbing experience of sitting alone in his dorm room searchingthe OED
database, the three commercials interspersed throughout the video are suggestive of another form of power Mike had to negotiate while composing his
piece-the power of friendship,video games, good movies, and food. Put otherwise, the power of extracurriculardiversions.
In his heads-up statement Mike explained that the colorful, loud, and
cluttered space that served as backdrop for the commercials was offered as a
contrast to the "horriblyfurnishedroom with little visual stimulation"in which
Russ and the OEDwere positioned. As a way of providing a tighter link between Russ'sportion of the piece and the commercials, Mike made the problem of trying to find the time and desire to complete his OEDtask the central
focus of the commercials. Two of the "visuallystimulating"commercials began with roughly the same shot, one that featured Mike sitting alone in his
dorm room in front of the computerwith his copy of the rhetoriccourse packet
in his lap. Within minutes, friends began entering the room offering him "fun
and interesting distractions"from doing his work. As Russ'sappearances as
the obedient and passionate student-scholarof the OEDin the black-and-white
segments of the video were meant to suggest, the student Mike portraysin the
commercials ultimately gives in to the power of these other distractions and
places his rhetoric to the side. Despite making promises to the contrary at the
end of each commercial,Mike continues to procrastinate,and so fails to complete the task himself.
Ordoes he? It may be important to note here that "Interpretations"gave
Mike the opportunityto revisit an issue he had begun addressing in his earlier
work, namely that of trying to reconcile the distractions posed by extracurricular interests and practices with those posed by curricularones. While the
piece as a whole worked to suggest that Mike (the commercialpersona) found

298

This content downloaded from 129.210.6.137 on Tue, 1 Apr 2014 21:53:11 PM
All use subject to JSTOR Terms and Conditions

SHIPKA

/ A MULTIMODAL

TASK-BASED

FRAMEWORK

a way of reconciling this problemby havingRuss tend to his curriculardistractions, thereby freeing commercial-Mike to tend to the extracurricularones,
the processes that Mike (as a Rhetoric105 student) employedwhile producing
the video suggest that he did, after all, find ways to both productively and simultaneouslymanage both forms of distraction. Explainingthat he had "some
reallygreat people at his dorm"who had previouslyvolunteered to assist him
with work he had been producing for the course, Mike said he approachedthe
OEDtask with the thought of taking people up on their offers. By "subcontracting"various parts of the project to other
feltthathiswayofapproaching
the
people (i.e., while Mike would conduct the re- Mike
withhislong-term
career
search, compose the script, and take on most taskresonated
of the directing, he put his friends in charge of goals
work
in
(to
business/management)
thatworking
aloneonthepiece
filmingand editing the video, designing the two inways
sets, and deciding who would play the various would
nothaveafforded.
supportingroles in the piece), Mike said he was
able to approach the task feeling less like its sole author or creator and more
like a project managerwhose primaryconcern had to do with organizing and
overseeingthe variousresourcesand talents each member of the team brought
to the project. In this way,Mike felt that his way of approachingthe task resonated with his long-term career goals (to work in business/management) in
ways that working alone on the piece would not have afforded.

Terms,Conditions,Conclusions
In "QuartetThree"of her 2004 CCCCChair'sAddress,Kathleen Blake Yancey
calls for the development of an activity-based multimodal curriculumfor the
twenty-first century,one that allows us to carry forwardthe "best of what we
havecreatedto date"(16) as we continue forgingpurposefulconnections among
the literateactivitiesthat students encounterboth within and beyond the space
of the classroom proper.The task-based multimodal frameworkoffered here
represents,I suggest, one way of responding to Yancey'scall. It highlights what
students might accomplish when they are providedwith opportunities:(1) to
set their own goals for the work they engage in in the course; (2) to drawupon
a wider rangeof communicative resourcesthan courses have typicallyallowed;
(3) to speak to the ways the various choices they have made serve, alter, or
complicate those goals; and (4) to attend to the various ways in which communicative texts and events shape, and take shape from, the contexts and
media in which they are produced and received.
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In keeping with Anne Wysocki'sdefinition of new-media texts, the comstudents producewithin this frameworkneed not be digitalbut might
work
plex
be made, or as I prefer to put it, purposefullyengineered,out of anything (15)
or,should students be interested in producing multipartrhetoricalevents, out
of any number or combinations of
within
this things:print texts, digital media, live
students
Thecomplex
work
produce
bemade, or videotaped performances, old
butmight
framework
neednotbedigital
outof photographs, "intact" objects,
orasIprefer
toputit,purposefully
engineered,
in repurposed (i.e., transformed or
interested
should
students
be
(15)or,
anything
outofany remediated) objects, etc. "Rather
rhetorical
events,
multipart
producing
orcombinations
ofthings:
number
texts,digital than taking talk and writing as [its]
print
old starting point," as composition
liveorvideotaped
media,
performances,
(i.e., courseshavetended to do, the framerepurposed
objects,
photographs,"intact"
etc. work I haveproposed here privileges
orremediated)
transformed
objects,
innovative choosing by treating all
modes, materials, and methodologies "asequally significant for meaning and
communication, potentially so at least" (Jewitt and Kress4). While the framework still requiresthat students produce a substantial amount of writing for
the course, the fact that they are drawingupon multiple semiotic resources as
they compose work suggests that students are doing something that is at once
more and other than writing (i.e., placing and arrangingwords on a page or
screen). I would arguethat students who arecalled upon to choose among and
later to order,align, and/or transformthe various resources they find at hand
tend to work in ways that more closely resemble the ways choreographersor
engineers do. Toreturnto an example offeredat the start of this piece, Lindsay's
portfolio involved a trip to the store (importantly,not having a car, Lindsay
said her shopping options were limited to those stores along the bus line) where
she selected and purchased the gift boxes, a gift bag, ribbon, and the greeting
card that she later repurposed.To successfully pull off the event, Lindsayalso
needed to arrangefor a method of delivering the piece, to compose the specific instructions for experiencing,and later recirculatingher semester'sworth
of work, and, of course, to arrange the various word-processed texts and
repurposed objects (a CD, a gameboard,etc.) contained within the gift boxes.
For Mike Ragano,"Interpretationsof the OED"involved not only the production of a script based on his OEDdata, but also, with this, the complex orchestration of those bodies (i.e.,their energy,time, talent, access to, and experience
with technology) who had earliervolunteered to assist Mike in the production
of work for the course. Following Wysocki, I would stress that what is most
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important about this complexly engineered work "is that whoever produces
the text and whoever consumes it understands-because the text asks them
to, in one way or another-that the various materialities of the text contribute
to how it, like its producers and consumers, is read and understood" (15).
When students are called upon to work within a multimodal task-based
framework,questions associated with materiality and the delivery,reception,
and circulation of texts, objects, and events are no longer viewed as separate
from or incidental to the means and methods of production, but as integral
parts of invention and production processes. Again, for Lindsay,the goal of
regivingher semester'swork determined the specific choices she made to realize this action: from where she shopped and how she got there to what she
bought and how she transformedthe gift card,as well as the specific ways she
chose to represent, and later dictate the circulation of her semester's work.
Similarly,most of the choices that Prakas,Maggie,Karen,and Mike made while
engineering their events were predicated upon the understanding, if not the
hope,that their workwould be experiencedby specific,not to mention multiple,
audiences-the instructor,peers, future readers,etc.-in very specific ways.
Convincedas I am of the richness, intelligence, and sophistication of the
work I have witnessed students producing over the years, I admit that as I
began exploring the various ways I might present this frameworkalong with
the students' accounts of the work they produced I kept returning to a point
Yanceymakes in her address, namely that the development of a new curriculum for composition will likely involve "anew vocabulary,a new set of practices, and a new set of outcomes"(16).As the frameworkproposed here involves
new terms (vocabularies),conditions (practices),and conclusions (outcomes/
products), I wondered if the terms I was using, the practices students were
engaging in, and the work they had produced for the class might strike some
as strange and too little in keeping with "the best of what we have created to
date."While cognizant that the complexlyengineeredworkfeaturedhere might
not resemblethe student work many have grown accustomed to assigning and
respondingto, I wanted to conclude by underscoringthe ways I see this framework working to achieve more familiargoals.
First, students working within this frameworkare still writing, conducting research,and responding to complex social texts, including ones they have
engineered, ones engineered by their peers, and others that they encounter in
curricular and extracurriculardomains. Second, in keeping with the "WPA
Outcomes Statement for First-YearComposition"adopted in April 2000, students working with this frameworkare extensively and deeply involved in
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* Focusing on a purpose
* Responding to the needs of different audiences
* Responding appropriatelyto differentkinds of rhetoricalsituations
* Using conventions of format and structure appropriateto the rhetorical
situation
* Adopting appropriatevoice, tone, and level of formality
* Understandinghow genres shape reading and writing
* Writingin severalgenres
* Integratingtheir own ideas with those of others
* Understandingthe relationships among language, knowledge, and
power
* Understandingthe collaborativeand social aspects of writing processes
* Using a variety of technologies to address a range of audiences
* Learningcommon formats for differentkinds of texts
* Controllingsuch surface features as syntax, grammar,punctuation, and
spelling (Council 520-22)
Finally,students are still "doing"process and learning about revision. However, I would maintain that what students come to understand about potentials forprocesses,processing,and revisionis farricherand more complex when
practiced within this kind of goal-directed multimodal task-basedframework.
When students come to understandprocess and revisionas concepts that both
shape, and take shape from,the specific goals, objectives,and tools with which,
as well as the specific environments in which,they interact while composing,
they stand a far better chance of appreciatinghow processes and revision also
play an integralrole in the continual (re)developmentof genres, practices, belief systems, institutions, subjectivities, and histories. And, of course, in the
ongoing (re)developmentof lives.
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Notes
1.This essay was inspired by a presentation Sarah MacDonald and I gave at the

2004 AllertonArticulationConferencein Monticello,Illinois.Afterarrangingthe
work produced by eight of our students in "audio-equipped stations" throughout
the room, we provided participants with headsets that they could plug into the
tape players located near the students' work. Participants could then listen to the
students' voices as they addressed: (1) the goals they had been trying to achieve
with their work and (2) the specific rhetorical and material choices they made in
service of those goals.
2. With the written permission of each of the students included in this piece, I am
using real names. Students were also offered the option of pseudonyms.
3. Inspired by the dearth of information on students' lived experience with or in
composition classrooms, this task allows students the opportunity to tell others
something about who they were or what they did at a specific point in their college
careers. Students are encouraged to begin the task by defining the specific "space(s)"
their history will represent. Following this, students are asked to decide what it is
about that space they would like to represent for others. Students are asked to
determine the methodology (or methodologies) they will employ while collecting
data and the means by which they will represent their findings. At the end of the
year, those contributions that allow it are copied, bound, and distributed to class
members. Students are also asked whether I may donate a copy of their contribution to the Student Life Archive on campus.
4. This point is echoed by Kathleen Blake Yancey in her 2004 CCCC Chair'sAddress, "MadeNot Only in Words: Composition in a New Key,"in which she calls for
the development of an activity-based, multimodal curriculum for the new century.
As part of the "ambitious agenda"Yancey begins outlining here, students would be
afforded opportunities to consider what the "best medium and best delivery" for
their work might be and to "createand share those different communication pieces
in those different media, to different audiences.'
5. Depending upon what students have chosen to research, sources have included
academic texts, Web sites, popular fiction, advice manuals, textbooks, children's
books, film, art, bumper stickers, print newspapers and magazines, toys, candles,
jewelry, and other objects. From a pedagogical point of view, the broader objective
associated with this task is inviting students to think beyond the two-sided or procon research papers that many have reported composing in high school classes
and to think about how an issue, object, or argument is represented, complicated,
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or perpetuated in a wide variety of sources. Thus emphasis is placed not on what
the student thinks about an issue so much as on what the student thinks about the
ways that issue (person, place, thing) is represented in a wide variety of sources.
Students are asked to pay special attention to the kind and quality of work their
sources do and to base their responses to the task on their attempt to account for
how those sources accomplish the work students see them doing. Students are
encouraged to consider how access to and use of a source might contribute to its
persuasiveness, value, and power, or lack thereof.
6. The statement of goals and choices offered here is not one that a student actually composed for the course but loosely modeled upon some of the less comprehensive statements I have received over the years. With this said, I tend to see
statements of this kind only at the start of the semester as students are adjusting
to what the framework specifically requires of them.
7. Should students choose to engineer final products whose complexity may preclude the instructor from experiencing that work precisely as the student intended,
the statements serve an additional purpose in allowing students the opportunity
of describing or even enacting what the instructor might have actually experienced
had he or she been able to experience the work as it was intended to be experienced.
8. In her 2004 Chair'sAddress, Yancey also pointed to the value of activity theory
for reconceptualizing the work of first-year composition. To see various uses of
activity theory in studies of writing, see CharlesBazerman and David Russell'sonline
collection, WritingSelves, WritingSocieties: Researchfrom Activity Perspectives.
9. For discussions on the importance of connecting work done in the classroom
with other lived spaces, see, for example, Bridwell-Bowles; Chiseri-Strater; Davis
and Shadle; Durst; Harris;Latterell; Prior and Shipka; and Sirc.
10. The choice to use "recipient" to indicate audience issues here is deliberate.
Within the context of the Rhetoric 105 classroom proper I am, of course, a primary
recipient of the students' work. However, depending upon how a student chooses
to frame response to a task, the potential audience for that work may, and almost
without exception does, include other recipients, both real (classmates, friends, family members, etc.) and imagined/potential. In Karen'scase, the envelope was addressed to me but the language of the test itself (i.e., test-taking "participants")
points toward a wider potential audience. For many students, the challenge often
becomes one of dealing with these double, triple, or even quadruple contextualizing
moves. More baldly stated, students will always be cognizant of my role as (or in)
an audience. At the same time, they must make their work resonate in whatever
other contexts, genres, or activity systems their work maps onto the activity of
"doing tasks for Rhetoric 105."This mapping or complex layering of contexts is
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nicely illustrated by Prakas'swork, where the instructor, his classmates, and those
just beginning to learn English are included as potential audiences for this work.
The same could be said for Maggie's or Lindsay's work, where the issue of audience
extends well beyond the space of one particular college composition classroom.
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