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Abstract
Intersections of Genre and Assessment: Systems, Uptakes, and |desselseto discover and
examine the intersections between rhetorical genre studies and writing assessment. Rhetorical
genrestudies (RGS) and writing assessment have separately provided means for influencing and
understanding the teachingwriting in first-year English classrooms. Likewisgholars in
RGS andesearchers iwriting assessment have made signifiaaoritributons suggesting ways
of examining the values and beliefs that exist within any systamdissertatiorencourages
Rhetoric & Compositiorio explicitly consder how RGSan be a framework for analyzing
writing assessment armmbinesRGSconcepts with wting assessment practicdedurther
illuminate the writing classroopmoving towards munderstanding of the complex systems that
make up writing assessment and instructidns research studgioes so by focusing atifferent
genre systems of assessment, the complex web thaBettisténteractions occurring between
genre® and the uptakes and ideologies thiasewithin those systemgdditionally, this work
expands opportunities féutureresearch and teachitg encouragig scholars to examine the
assessment systems they use in fbeal writing classrooms, and tleffects those systems have
on participants, both teacher and stud&hts dissertatiorsheds light oithe momentous nature
of assessment systemis; example, the ways in which students take up and remember teacher
response to student writingnd how assessment acts and iecaiponTo fully understand the
intersection(s) between RGS and writing assessrhetit,draw on survey datand intervews
that will reveal how students take up, remember, and intedgaelher response genres (e.qg.
marginal comments) and other genres (e.g. assignment prompts) warthegclassroonbased
assessment systehtoncludeby payingspecial attention to idenfies embedded in assessment

systems and genres, and how ideologies shape actions and participants.



Preface

When | reflect on some of my bigggsbfessionabnd persondlfe experiences and
some of my most challenging memories, | find myselitemplatingvhere | was, what | was
doing,who | was withand what | was thinkingt that moment in timé become introspective
and seKanalytical Attimes| 6 m ent hrall ed by nostalgia, whictl
clearly discerning my citumstances and analyzing what weally going on, but more often
thannofl 6 m i n a st ataacualibesl 6rveemetnabkeerni nffgr om t hose spe
dissertation, the labor and process of writing this text, will certainly be one of thoseigsemo
thefuturel 61 I think about the early mornings and |
of hoursbrainstorming angroducing words for this texthe hours revising and taking words
out of this textthe people who encouraged theoudhoutthe processand the consistent mind
spinning throughesearch andatal 6 ve been shaped by so many t hi
areculturally and sociallygituated For example, lend to weamy fi k-frain-K e nt uc ky o
culturalidentity on the fronpocket of my shirt, right nextto mys €lofns ci oumydo sl eeve
culturaland socialdentity areinterwoven in my fabric, my humaess We areall intricate
individuals, puzzles that can neveally be solved.

So are genres. So are writing assessmé&hteugh theesearch andriting procesof
this dissertationgenres and writing assessments took the form of an unimaginable maze. As |
explored botrareas of interest arrived atdead ends and new pathsvas, ultimately, in search
for something that could inform teachiagd research becaulskeelievebothare inextricably
connectedFrommy observations, or theays in which the maze led n@ discover specific

ideas | came to a significant realizatinGenre and writing assessmeaich provide something



different and do great things for reseairtiRhetoric & Compositiomnd the teaching of writing
sowhy not see what can happen whenimiegratethe twa

Intersections oGenre and Assessmeflystemd,Jptakes, and Ideologiesvishes to
explore the multitude of complexities and possibilities that genre stsghesifically rhetorical
genre studies (RGS)an afford writing assessment research and practices. This study wishes to
move beyond assgifag simple genres of writing (e.g. academic research paper) and move
towards the complex thees that RGS can provide writing assessment, likeR@®8 concepts
canbe seen as a framework foriting assessmenirimarily, my research attempts to show how
RGS can inform assessment, or WRaetoric & Compositiomnd writing teachers can learn
about writing assessment through RG&his dissertation, 6 m a sdkwiritmgyteaahsrs and
researchefstoc onsi der e v doneyngdamre and writhg @sges ment , and | 6 m
us tothink about how the two subfields intersdavant to know whatve can learn through the
intersectionsl want to see whatappensThe majority of this dissertati@mbarks on
uncovering Whynotintersegt R@SowitlPwaiting assessmeérti@ simplicity of
this question bears the resemblance of a statement made by Pablo Picasso, one of the greatest
artists of all ti me: AOt hers have seen dwhat i
whynot 06 P i explaaiantdook art to new revelations, new styles, new forms, and new
techniquesHisiwhy not 6 hel ped fwhichded ©© arbas thenassammbhgeofo | | a g
different material, pushing against traditional forms and mowngtds morebstract
constructions.

Asking and examiningwhy n o has the potential for incredible dis@sies that can
change thing, like the way we think and the way we act (andrebct). t hi s di ssert ati

attempting t o @ c hriéinggseedsmenhby illumanatinguwtseconspkenature.



Vi

Rhetoric & Compositioris like abstract ath e ¢ a u a feeld of tiverse interests, research, and
theorie® an arrangement of a little bit of everythéhgjuite possiblysynonymous with

Ai nterdisci pl i n&heyrick Canpositidmsats ava diseiplineiand @éas its

own niche in most university English departments. In many ways, this dissertation is an attempt

to insert my own ideas in the alreadiynamicnature ofRhetort & Compositionby intersecting
genre theory with writing assessment. | 6m no
lead to something that can help inform our fysar writing classrooms, whether that be giving

us new ideas about genre andtiwg assessment, or an illustration of the genres working in our
assessment systems, or a refreshing insight on pedagogical practices, or a simple reminder of the
influence of teacher response to student writing, or a small urge for reseaoctsitiermore

work on genre and writing assessment and the
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Introduction:
Why Intersect Genre & Assessment?

The following200+pages are focusexh genre, genre theory, and rhetorical genre
studies as a means of providing a framework for writing assesamfast-year writing
classroomsThefirst thing | noticed about genre theory, specificitlyetorical Genret8dies
(RGS), was its dynamism. | sdhatperceiving genre through RGS allowed me to peek into the
dynamic nature of what genres do, how they act and are acted upon by othermgenres a
participants. That insight allowed me to connect writing assessment, another convoluted system,
with genre theoryMy original conceptualization ajenre theory was obsolete.Theorizing
Failure in Composition Studies and Writing Classroomgmasted s t hes i s, I menti
word fAgenreo only a hanahépader eoffe rt @ meisng pS wendmani
article on the genre of the end comment and teacher response to student writing. Before moving
to Lawrence, Kansas amehlking intoan English Department witbhenomenagenre theory
scholars, Amy J. Devitt and Mary Jo Reiff, myperience with genre scholarskips relatively
nonexistentLike my knowledge on genre, my perceptionazssessment wassofar too
limited, even though my #sis was focused on theorizing failure in writing assessibaisks
to the help of my wonderful mentéisao B. InoueOver the past four years, my knowledge on
genre and assessment has undoubtedly saiftecteasing in depth, clarity, and understanding.
feel l i ke |1 6m an as s e somahewiallen iatathegpérfaat situation, &6 r a d e
departmenthathaschallenged and broadened my horizon on a different aspect of Rhetoric &
Composition thahasequal importaoeto the teaching and leang of writingd genretheory.

Throughout the lagbur yearsat the Universityof Kansas | 6 ve wrestl ed wi't
terminology and meaning, often not understanding the entirety of the word or concepts, but all

the while trying toconnet genre to writingassessmemesearch and practicd/®GS seemed



useful in helping me understand the complex layers of systems, genres, participants, and
ideologies in assessmehknew| wanted to contributeesearctihatintersectedyenre with
writing assessmentesearchhat attempted to bring together two valuable subfiefitisin our
disciplineas a means for informing what we do inside the writing classrbbegansearching
for what anchow | couldaddto the larger conversatiorccurring in scholarshipngenre and
assessmenthroughmy examination and exploratiphcame to a greateealization | noticed
there was aignificantgap there wasvery little explicit connection between genre and
assessment in scholarshifnere would b@ccasionabffhanded references, but nothing that
attempted to fully amalgamate these two areas with rich histories and theories.

After observinghis gap existed began to ask questianshat does an intersectiah
genre theory and writing assessmeatily look like, and can it provid&hetoric & Composition

with something substantial, something that could help infesearch anthe teaching of

writing? The connectiosl began making with genre and assessment, my interest in seeing the

dynamic nature of genre theory as a means for better understanding writing assessment systems,

and the questions | began asking myself in the process of slowly combining the two, wméght ha

been the product of coming from one university to anothensrdingi nt er est s,
think something else was going &y exploration begawith curiosity. This introduction after
all,istittedd Why | nt er &8 6 £ s & aonlytided &e imtroductiothis wayto
respondvitha n ot her qghy mrotnteisectrgenre @i assessiedihe whynot-question
seems a lot more applicable to digsertatiorthan the viay-question becaus# my genuine
curiosity, my interest in knowingvhere genre and assessment can takangwhether that

direction is fruitful and worthwhile) dondét have the answers

but

t

(0]

wh

hav e ralgetdy been fully connecténlresearchAdditionally,th e fiwhy nastmore quest i ¢



appropriatédd e ¢ a u m@e opdaredded, more exploratory, more freeiiipe questionon-a-

guestionrespondindi w h y t oo tAi@dmight be clit©é,but | find it ameaningfulone to ask.

In a world that might b&oo often quick to categorize, classify, and putdkitand people) in a

specific box, I wonder how much wedre |l osing

through combinations t hr ough asking fAiwhy noto and seei ng
For the purposes of my dissertatibnd m r e ¢ o mnhénk abountlye pessbilities,

knowledge, and potential discoveries that could hagfpeawere tofocusspecificallyon RGS

and writing assessment . | 6m adv ctadyburwriingt hat w

assessments to see what we can laathwhere we can gb 6askingfi why not 0 What 6

gain,andvh a t 6 s from investigating writing assessment through a genre framéwork

Intersections of Gae and Assessment: Systelhstakes, and Ideologiesttempts to answer

larger questions abowonnectinggenre theory to assessment: how waiting assessment be

enlightened from a better understanding of genre theory, and hdrGashape and alter what

we do with aur writing assessments in our firgear writingclassrooms®or examplel believe

we can examingenres, like university catalogs and departmental handbooks, to see how

institutioral and progransystemshelp shapevriting assessment in classrooraslditionally, |

believe we can study student memonégeacher response to dnt writing to see how

feedback workso seewhat genres are at play within teacher resposseé what genres students

take up when they receive teacher commedite ofmy research questiodswvhatgenres do

students remember taking up while writing afigbrreceivingfeedback® is the impetus of my

exploration on teacher response to student writimgrsecting genrtheorywith writing

assessment.



My dissertatiordesirego advocateRGSasa muchneededramework forunderstanding
thedynamism ofwriting assessmenthe entirety of my dissertation, therefore, attempts to close
the gap that exists between genre theory and writing assedsyrexloringhow writing
assessments are complex genre systems full of different genres communicatingevigjentes
in the system; the interactions between genres within writing assessment sifstegesre sets
within systemsthe uptakes, and the memories participants have with genres make writing
assessment complexd multifacetedThroughout this dissttion, | encourageriting teachers

to consider genre studies as a lens for writing assessment through an examination of RGS

conceptdé i n fon wriging @assessmentombining RGS concepts with writing assessment
would inform writing assessmeptacticeasnd fAai d the | earning enviro
and studentso (Huot 8). Furthermore, an inter

provide opportunities for future research and further examinations of the complexityirad
classrooms, urging teachers and students to sift through the garstesns, setsiptakes, and
ideologies that exist in their local contexts.

The first half of mydissertation seeks to provide analytical andheoretical framework
for both genre and asssment, offering a clear indication as to how the two subfields intersect
and can work alongside each other throB@Sconcepts. This first portiobriefly describes the
histories of genre theolnd writing assessmemtnalyzes genre systemf assessmemind the
ideologies inherent in these systériacluding documents that help construct andrfor
practices in the firsyear writing classroom at the University of Kasssand describes genre
sets within those systeiriBhe second half of my disdationpicks up on the first half by
locating a study within the classrodmsedassessment system agrdbrang empirical data,

drawingon studentsuiveys and interviewsp betterunderstand what studergke up and



remember about writing assessmapecificallyteacher responge student writingThis
portionexaminesiptake and memorRGSconcepts thabrovide an opportunity to fully
comprehend how genres shape individuals and what other genreslayeimtipeclassroom
based assessment systéronclude withimplications from my research, as wellas
articulation ofhow ideologieoutside the classroom in other systems and conitgkience the
writing classroom.

Literature review: Kplicit and inexplicitconnections imenre theory and writing assessment

While RGS and writing assessment angividually abundant with contributions to the
writing classroom, there has been little crtak betweerthe twosubfields within Rhetoric &
Composition. This digstation attempts to malexplicit connections, to provide clarity as to
how the subfields can intersect and inform the writing classroom collectively. Thesenage
ways in which genre theory and writing assessment indwened each other to help undarsd
practices in the writing classrooafready like teacher response to student writing. Teacher
response is a wedlstablished researehneawhich includesonversations othe nature b
teacher commen{&noblauchand BrannonConnors and Lunsfordjlifferentways of forning
feedbackHaswell; Straun) how t o a pirpwritn@(8Hauglinessyr Wiliat$lorner;
Anson), and how to navigate revisigBeason; Elbovand Belandf, DeJoy) Somescholarshave
addressed thactualspace(s) where teaahesponse occurs. For exampdempositionisthave
explored whateachers do in the margif@alhoonDillahunt and Forrest) and at the end (Smith)
of st texdseTrne recarrence of teacher response in the writing classroom, the fact that
teacher respnse happerslmostby default on specific spaces of student writing, itkéhe
margins ofrat the endacross various writing classrooms, and the reality that teacher response is

meant to produce another actiorevisiord helps establish its typificationeveaing that



teacher responses caudeedbe considered genreSmith does a great jastablishinghis
through hewstudyon thegenre of theend comment.

Mostresearch on teacher respodse e ®xpliitly connect to genre theorthough.
Nonethelesssome researcalludesto rhetorical factors within feedbagokhich can be taken up
through genretheory For exampl e, in Robert Connors and
how teacher feedback acts as dr htaroughrCormard audi
and Lunsford st udy, we see how teacher response ofte
hearthem encourage us studytheigenr es and tropes of response
The rhetorical nature of teacher response to stusligting, and the repeated patterns of response
invoked by @af or helps establish aaorthecfionh betwpea BGSdand writing
assessmengmithpicks up on Connors and Lunsféré s u gagdewsitesi thatrstudyg
t eac her willhbetppsounderstané our commenting roles and help new teachers enter our
communit@8mi (B64)study est ablspesificalgthelemdw t eac her
comment, can be considered a genre based on its construction and typification. The end comment
respong to a specific situati@n student writing often guided by an assignment prompt. Smith

describes this phenomenon by communicating how the end comment includes certain features

t hat help construct its very nat ummabecdusehe t ea
ot her teachers face the same situation, they
endcommentsreveed t abi | ity in teacher response as she

commenting conventionso 2&wayofundesstandindgitéasherst udy
response through genre thgowhich| build onin Chapter 4y applying RGS concefs

uptake and memodyto further stretch our understanding of teacher response to student writing,



including the inneworkings and interactions of genres within writing assessment systems, and
to continue intersecting the two subfields.

The writing classrooiis embrace of multimodg@edagogy and multimodal frameworks
might provide another means to connect the rhetoratalre of genres and writing assessment.
As writing studies continues to make a turn toward digital and multimodal compositions (Shipka;
Bowen and Whithaus; Lutkewilteand as multimodal theorsstontinue to suggest ways of
assessing multimodal projecparticularly examining the link between how multimodal genres
respond to rhetorical situatio(lkordy; De Hertogh), therarenew openings for more dialogue
between genre theory and writing assessment. For example, Ed Nagelhout and Denise Tillery
explaimhow di gital conceptualizations provide new
writing program at UNLV (3). Nagelhout and Tillery use these genres of assessment
technol ogies to Adevelop goals and aow®messment
work within digital structures can provide another way to build a relationship between genre and
writing assessment. In fact, once again, in teacher response to student writing research, we see
newdevicesand newemerginggenres of responskke saeencast response technologies, and
the effects those responses have on students in the writing classroom (Anson, et al.). Digitally
mediated technologies of response could potentially be explored through RGS concepts, like
genre systems, that move to armoomplicated, intricate understanding of what writing
assessment does in the confines of technology and for what purposes. My plan, in this
di ssertation, isndt to work within the bounds
to create a badr presence of intersecting RGS with writing assessment and to do so thoroughly
through genre systems, uptakes, and ideoloBigs. bui | di ng tattemptinggac esenc e,

encourag others to examine and analyze what cataken up andione througlRGSand



assessment, likeultimodal feedbacHn this dissertation,me way |1 61l 1 connect R
assessment will be through teacher response to student writing-iyefirsivriting classrooms at
the University of Kansas.

But teacher response is just qmassibility for consideringotential intersection of genre
and assessment. Another consideration of genre and assessment comes through intersecting what
is at play and who is at play within any given writing assessment systedvhite, Irv
Peckham, and Norbert Elliot focus on genre as a means of assessing writing progvéns. In
LikeaWhale White et. al assert that #fAthe assessme
indicate how entities like accreditation agencies hefpsiwriting programs and writing
program assessment. White et. al map out how different factors, like admission, retention, and
graduation, play a role in the fAprogram asses
illustrate how the writing progma is acting and acted upon by various forces. Their research is
primarily centered on writing assessment theory, but they do define writing program assessment
as genre to il luminate how Aunique inwmtitutio
Chapter 5, draw on my research on teacher response to student writiragtanpt to
emphasize the significance in locatidgologies and analyzing how they shape classroom
based assessment system. Analyzing outside comtedtstudying explicit wiing assessments
can be a valuable resourceuinderstanding and intersectiggnre and assessment.

Sarah W. Beck and Jill Jeffrefor examples t udy t he condakesucti on o
writing assessmentso and the extent in which
education goalsTheyanal yze t he 0 g e-stakewriting easssmergfiomof hi gh
California, Texas, and New Yorkendtheyex pl or e t he rol e Agenre know

measuring writing competencBeck and Jeffreguggest that higbtake writing assessments



need more consistency and clarity of expectatiand they argue thgenre knowledge allows
them to analyzand better nderstandgtudent performance, specifically student performance on
high-stakes writing exams. Their analysis also leads them to consider what genres are specified
in writing tasks and what genres are implied through benchmark student pApiaigzing the
genre expectations impliédallows us to consider the consequences of validating a particular
construct of writing competenge (68).1Genre knowledge has been showoawwelate with
success in writingBerkenkotter and Huckin; BeaufoBeck and Jeffrely

Genreknowledge and genm@mnalysis then,is another possibility for intersecting RGS and
writing assessmerinne Ruggl es Gere et. al and Brad Jac
understand writing assessments in their writing classrooms and po@are et. al perform a
genre analysis on their local directed g@dcement method to validate their writing assessment
methodswhereas Jacobson uses a genre analysis to examgféettie of @mmonCoreonthe
teaching and learningf writing. A genre analysis of specific writing assessmeatghelp us
better see some of the elements at play within our assessmegptae analysis can reveal
generic structures of writing assessments and writing tasks; gadre analysis can reveal
certain idetogies existing irgenre systemof writing assessmerntacobson, for example, offers
a genre system framework to Aclarify the ways
with each other as [ educ aandarguedthatéesfoocrimali sa nidmp |
historical view of genre is instructive for understanding how writing tends to stabilize institutions
and institutional pr act i,amsxamiatonspf.g¢nresd@eé nr es a
genre systems allow us tmderstand howand whatactions are occurring.ac obsonds wor k
us see the intertextual nature of genres influencing our writing classrB@fsallows us to

explore different concepts that will help us better understand the relationships that exists inside



10

and outsidehte construction of assessments. Smith, White e&eak and Jacobsoare a few
sources of research that use ideas of genre theory to help establish and build work on writing
assessment.

Otherscholargnexplicitly draw on genre theory. Asao B. Ingfm examplejnvokes
the concept of fAgenre systemso as he pushes f
classroom: AA | arge part of designing a writ.i
writing creates the ecology of the classroomvhich students and teacher interact and learn
toget her 0 d@2&se)he terhingoeuner e sy st e mesthaiwriingt he conf
assessment isteomplex system made up of several interconnected elejmesish is similar
to how RGS scholars deé genre systentlrough intertextual genrg8). Chris Anson et. al
noticepr obl ems with rubrics, one Agenreo of writi
ineffective because of howUntcovesingthe wludsandt figene
beliefs and ideologies of rubrics as well as how rubrics function in the larger system might
provide more clarity and informatiomhese explicit and inexplicit connections give us
something to consider as Wwegin to think aboutRGSas a framework fowriting assessment.
But more has to be doniglore can be donand will be done through my study assessment
systems, assessment genres, and teacher response to studentwditng begi n by | ayi
groundwork, describing the reconceptualization of genreigir&RGS research, and
distinguishing between larger concepts within R@&ich will help guide the rest of my
di ssertation. After pr ovicanec BGSoncéptslikengeraet i on of
systemsto writing assessment order tobring attention to the intricate, complex nature of
writing assessments and the genres that workmitiewriting assessment systemvs use

Chapter werviews
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In Chapter 1fiConsidering Genre & Assessme@ienre Systems, Sets, Uptakes, &
Ideologies obedinwith abrief historical accoundf genre angbrovidetwo overarchingstances
on genre theorythe traditional, formal lens, and the (re)conceptualized, dynamicTlbas.
reconceptualizationf genreprovides a framework fothe rest of my dissertatipbringing to life
rhetorical genre studieRGS is the impetus of this chapter because RGS perceives genres as
dynamig flexible, rhetoricabctions that shapadividuals, systems, and othgenresThis
chapterdefines andlocates key conceptsvithin RGSand appksthose concept writing
assessmenor example, explainhow the concept of genre sets allows writing teachers to see
what genres are connected to writing assessment and how those genres are interacting with
asessmentwhich can encourageriting teachergo furthere x ami ne what 6s bei ng
communicated through genrasd focuson uptake and memory, two other concepts in RIBS.
interconnectedness of RGS concepts becomes a theme throughout my dissEniatobwapter
reflects howintersectingRGS and writing assessmeatn benefit the firsyear writing
classroom andeveals opportunities faRhetoric & Compositiorio analyze andearn mordrom
intersecting the two subfield§he mainaim of this chapter is taonnect RGS with writing
assessment through genre systems,ageets, uptakes, and ideologies, and to provide a
foundation for exploring writing assessment systems.

Chapter2 AWr i ti ng As s AssessmenB ¢ n iSfgrierigarsects &GS
with writing assessment by focusisgecificallyon figerre system® while also intertwining the
conceptual orientations established in Chaptd@hg. purpose of this chapter is to apply genre
systems to writing assessment and to begin gegeandynamic, complex nature of writing
assessment systems, as well as how writing assessment systenteoctgyes yalues and

beliefg. This chapteexamines threaniquewriting assessment systems: the institutional writing
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assessment system, thegrambased writing assessment system, and the clasdraset

writing assessment systeAdditionally, thischapter breaks down the classroom into three
potential assessment systén@oductbased, procedsased, and labdrvased and analyzes

A as s es amewrkinggvighin each systeniGenre systems can overlap and share similar

or identical genres. Nonetheless, each system operates and functions differently. The
interconnectedness of genre systems and genres make for a dynamic understanding afghe actio
they help produce. This chaptiscribesvriting assessment systems, and how those systems

can tell us a lot about what is going on within writing assessméggotential embedded

ideologies working for and against teachers and students in thegveciassroom.

While Chapter 2 focuses on the broader nature of writing assessment s@@tapisy 3
explores genre systeraad setsvithin a local institutional contexiiGenre Systems & Seis a
Local Contexb examines more closely different texts that operate with and against writing
assessments in the figear writing classroom. The purpose of this chapter is thduirame
RGS conceptwith writing assessmenmside and outside tHest-year writingclassroomand
program at the University of Kanshg analyzing different institutionaprogram, and
classroorrbaseddocumentghat help construct writing assessmeirttisichapteseeks tgrovide
a clear map as to how assessment can be viewed as aygsara full of different genres
interacting and exchanging values and beligieginby analyzing genres that help construct the
institutionatbased assessment systdike university catalogues, and theventuallymove
towardclassroorrbased genredike the syllabusThis genreanalysis will indicatevhat genres
are communicatingndhow genres are interacting within assessment systembkring
differentgenre systesof assessmert the University of Kansaasill help illuminatestructures

atwork as well as show how genres are interconnected and related smotler. Genre systems
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influence participants angrovidea dynamic way of seeing writing assessment, the flexibility
and limitations of botlprograms and classrooms.

Chapter L£ontinues tanalyzeclassroorrbased assessment gerfsasfocuses
specifically on teacher response to student writimgugh surveys and interviewShapter 4
A U p t &aNemory of Teacher RespongeStudent Writing draws oruptake and memottyp
examinethe innemworkings of eacheresmnse in the firsiyearwriting classroom at the
University of KansasThis chapteclarifies howresponse genrasgork in the classroonbased
assessment systeMy study focuses on what genres students report taking up and
rememberig, like marginal comments, and homarginal comments, asgenre help students
revise their writingin English 101 and English 1@2 the University of Kansaédditionally,
this chapter seeks tmetterunderstand other genres at play within ¢lessroorsbased
assessment system working with teacher respdikeghe assignment prompt or syllablis
teacher response gets taken up, then what gérees do students conswhile writing and
after receiving feedba@kT his chapter explores the @rtonnected nature of genres working with
teacher response to studemiting andresponds to the groundwork providedChapter Zand 3
extendng thediscussioron genre systems and local assessment genres treoglys and
interviews that examingene uptake and memoyylluminatingwh at genr esn ar e
teacher response

| concludemy dissertationwith implications from my study on teacher response to
student writing at the University of Kans&s.Chapterb, fiHey, Teacher, Teacher: Reflection
on Teacher Response ddé@ologies bindicatesignificant characteristics and exchanges that
are occurringn the classroonbased assessment system thraegicher responsehich might

helpalterpedagogies and assessmgatsat the very least, change the way we perceive writing
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assessmentin this chapter, éxplainthree implication®f my studyfrom a teacher and student
perspective, and theronsider the nature of ideologies working within and outside assessment
genres and assessment syste@snresandideologieshave a unique relationshiphis chapter
attempts to bring to lighthe power established and asselietiveen participanthirough
assessment genrigsthe classroom, includingacher responggenresGenre is a window on
professional practicef we can understand how a genre functions, we can understand how
information and power is circulate@hapter 5 concludes by considering the affordances, both

pedagogically and researcknteredfor intersectig genre and assessment.
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Chapter 1:
Considering Genre& Assessment:Genre Systems, Sets, Uptakes, & Ideologies

AWe need to use our assessments to aid the | e
(8) 1 Brian Huot (Re)articulating WritingAssessment

Introduction

Over the past four decades, scholars in genre studies and writing assessment have made
significant contributions to the teaching and teag of writing, often having teachecsnsider
and reconsider the thees and practices within thdirst-yearwriting classrooms. These two
sulfields, separately, are replete with good, infaiimearesearch that challenges teachers
reexaminesalues and beliefs, pushipgdagogy to a momevelopedmore nuanced, andore
dynamic understanding &hetoric & CompositionEach sulfield is full of diverse theories that
complicateand somewhat confuskeeir meanings and valuds.thisfirst chapter, | wish to parse
outvariousconcepts associated wigfenre studiespecifically Rhetorical Genre Studies (RGS),
andstart considering hoRGScan connect to writing assessmerttis chapter will focus on the
reconceptualization of genre as dynamic and rhetorical, will explain key coegpsded
within RGS, and wilbegin merging those concepts with writing assessment resaaich
practices This type of examination and articulati@mbodesthe impetus omy dissertation:
whatcanRhetoric & Compositiomearnfrom the intersection ofenre studies and writing
assessent?

In this chapter, mmainaim isto provide a theoreticalnderstandig of RGS,to move
towardswriting assessmentith an understanding of the reconceptualization of gémoeigh
genre systemsets, uptake, and ideologi&o far there has been little work tleiplicitly
extends oapplies RG3o writing assessment, aadjap inRhetoric & Compositiorseems to

exist in loking at RGSas asubstantiameans forfaming writing assessmertbelievethese
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four conceptwvill allow us tofurther complicate our examinationswfiting assessments, which

is something | do more idepth in my next two chapters. For ndwpwing the nature of RGS
conceptslike genre systems and genre se@mhelp frame how we approaalriting

assessmenFEor example, understanding the way in which genres wibrillow us toseethe
innerworkings ofourwriting assessment systeniowing what genres are available within

writing assessment systems and what genres are working toge#r@cting and informing
participants through genre sets will provide even more clarity to our assesaiMentsl be

ableto discernhow our writing assessment systems are acting and being acted upon more clearly
(and more dynamically) 6 | | begin by providing a brief ove
genreto help frame the rest of my dissertatiavhich relies on core concepts of RGS. These
concepts willultimately provide a foundation for exploring and complicating our notidns o

writing assessment.

Rhetorical Genre Studi€RGS): Areconceptualization of genre

One of the earliest notions of genre traces to classical rhetori@raeét philosopher
Aristotl e. Ar ifgeanre ¢niprasizes gpses ctassificatiors thugb sorting of
texts hislabels on rhetoric and discourse, includihg rhetorical cana@invention,
arrangement, style, memory, and delivery) gretorical genres (forensic, deliberative, and
epideictig, can be viewed as a s#tclassifications andan beconnected to genre theody
(re)definition of genré@ onethatmoves away from genres as mere classificatiand moves
toward genres as social actiéons much more widely acceptéuRhetoric & Composition
Genre is multifaceted and multidisciplinary; social scientists, literature scholars, linguists,
compositionists, and rhetoricians have all embarked on some consideration oAgere.

Bawarshi andMary JoRei f f not e, AAcCcr oss hascomedaibe detinede as of
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less as a means of organizing kinds of texts and more as a powerful, ideologically active, and
hi storically changing shaper Genrestamawissenasme ani n
rhetoricaland connected to social pureasThis dynamic perspective moves away from formal
features and moves toward a fuller understanding of genres as purposeful and intentional social
actions that shape and are shthipg the relationships that exisetween genres and individuals
This fuller stanceallows the learning and teaching of writing to be more compelling on various
fronts, including the cultural and social significance genres possess and maintain

Genre scholarand theoristhiave provided accounts the history of genre and the use of
genres in multidisciplinary context§@dorov and Berrong; Cohen; DeviBawarshi and Reiff)
I n their extensive overview of genre theory,
alone a few chapters, willot be able to capture the complexity of this history in all areas in
which genre theory has playad i g ni f i ¢ a The deptlodf gelre tetrBhas too many
roots totill. Bawarshi and Reiff dan incredible job explainindifferent approachesike literary
traditions, Systemic Functional Linguistics (SFL), and English for Specific Purposes &a8P),
varioushistories of genre theoffyom literary to linguistic to cultural to rhetoric&ther great
scholars have influenced and extended gtreery, likeworks fromGerard Genettd,zvetan
Todorov, Jacques Derrida, Mikhail Bakhtin, Gunther Kress, Michael Halliday, J.R. Martin, and
John SwalesMy purposeé sndét to dive into the variaws appr
provide a foundabnal frameworkandto position my dissertatiowithin RGS and the
reconceptualization of genre, which is most relevant to exploring an intersection with writing
assessment.

While linguistic approaches genrehelp informandsituatehow genres adand even

where genres are locaje®GSmaterializedn the 1980svhen Carolyn Milletbegarntheorizng
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genre as social actioniske Miller, Karlyn Campbell and Kathleen Jamieson were some of the
earliest scholars to comment on the complex nature oégbyndescribing genres as
Aconstellation of substantiv€ampbelUbht aoadal ama
work alsomentioredt he Arecurringo nature of genres, the
appearing and appearing and appeaaigan which creates a relation of recurrence to the
concept of systenDver the past thirtyears composition scholars have explored the nature of
genre (Miller; Devitt;Bawarshiand Reifj, changing ifrom a historical perspective of genre as
stableclassificationto a newer perspective of genre as dynaR{gSis often traced back to
Mi | |geoundbseakingrticle Genr e as ,8wheré shalescAbedthe mature of
genr es as fandadgees the way whight geneesespondidepends upon the
complexityanddver sity of Mhel eobdbbsettpdef(d68hding of
literary notions or linguisticonfigurationsof genre but instead to genres as actidnsher1984
article,Miller definesgenresaét ypi fi ed r hetorical act(@589ns base
Sincethen, other genre theosind scholarbave taken up the call to research and write on the
complexity of genre through a rhetorical, social actiased understandirod what genresire
and what genres ddhis rhetoricalunderstandingf genre hasultivated ad encouraged
compositionistdo examine thdisituatiord in which genres aracting and being acted upbg
memberswithin the society

Social action occurs when an individual has some knowledge as to how the genre
functions, when and where the genre is to be used, and what to do Witleitbelieves
Asituations are soci al construct §ddhdé at omrded t(H
Miller respondgo and critiqueghe construction of situation presented by Lloyd Bitzer who

defines fAr het orconpladofpersay u &tvieon sqg ad | & cSince, and
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Asi tuat i on 8 sncan@situatmrs precesalythe saméd Millerturnst o t he fAsoci a
aspecthat existdetweergenresand situations Devi tt expl ains, APeopl e
situation and situation through genrEach t heir
person is unique; each situation is unigRecurrence occuyrshen,when an individual
Arecogni zes an e2A)iTheralatogshig letwedhemen(e Brel gituatidan is
bi-directionalDe vi tt wr i tes, @ASit uiartti eornwoawmeln ges rteo abre
(22).We canodt separate genres from situations an
concrete, and neither are geni@syitt providesanothetbeneficial definitiorof genres as a
finex us bet we e mctians and ansdiallyidafinea doritext. Genre is a reciprocal
dynamic within which individual sbé actions con
situation, context of culture, and context of geares( 3 1) .

I n I ooking at Milarlblteeparate mefinitibns of ganre, dve cars begim to
better understand howriting assessment can be perceived as knowledge constrixystgme
made up ofigenres within writing classrooms. The typified rhetorical action of assessment is
the processf the symbol (e.g. lettegrade) being produced and distributed to the student
through a course grade at the end of the semester. The symbohind of imbkeel f, doe
writngas sessment fAgenred. o0 | nstead, produetiorcaocht i nua
distribution is whafitypifiesd w r assessmeant and consits it as a system working through
genresacting and being acted on by participantsMi | | er wri tes, fAlt is th
typification that Wlkerecurreneetofenritingeassessmeatindthe writingl 5 7 )
classroom helps show how writing assessment is a social action. We could begin intersecting
RGS with writing assessment by understanding the reconceptualization of genre and perceiving

writing assessment a®cial action
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Webre already acquainted with the typified
yearwr i t i ng cl assroom,r esdwrdreexrits sir Wasspdbnatoae,do i an  var
expects them to engage in the writing process bgtoactingand composingvriting through the
course of the semester. After all, a fundamental vafuke writing classroom is for students to
write and receive assessmertis process is far more complex than a simple exchange of a
lettergrade from teacher to student or a mere comment on a piece of student writing due to the
nature of genre systems and the reality that writing assessment systems are acted on by different
participants and beliefs, includimgdividualized teachegoals and prograrhased values. But
despite teacheand program expectations, the writing classroom operateseasraent situation:
students pduce writing, and students receive assessmeliing/assessmemonnects
participants to situations and to conteX&iting assessment elsomade up of various genres
that carry out dApatterned, typi ccambodymaamidg t her e
for (and to)participants, the teaer and the student, and the structure of these systems create a
flexible boundary in which the participants can perfoBazermar811). Connecting and
reconfiguring writing assessment as social action through RGS notions of genre as social action
is one vay of considering and intersecting genre theory and writing assessment. The social
action takes place in a much larger genre system through the messiness of various genres
working within the system.

Like Devitt, manyRGS scholarsituate genre through the complexity of the individual
participant (and their action) and the society (the context), thus providiyigaanicframework
with at least two overpoweringndercurrentsThis view of genre seeks to recognize and uncover
how genreshape and are shaplegthe individual membethat construct the society atite

context or s p auieh carrledisto@rsidedlogiés@hiarles Bazkrman describes
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thesocialintemct i on an i ndividual has through typifi.
the performance of genres that have highly specific, systematically contextual requirements, and
welkdef i ned ¢ onskagwied cR.s OR@estissgranlbe defithelss typified
tool-mediated ways of purposefully and dialectically interacting among people in some social
practice (and across various linked social practices) A Ret hi nki ng Genre i n S
S o ¢ i).AAtregamceptualization of genre intensifies the nature of genre by acknowledging that
genres can influence people differently and that individuals can influence genres differently
Furthermorea dynamicview of genre complicates the statigtion of genren that itshows how
genres arenot i ioglwdhtaedhgaindi individialnd theg actiondewitt
writes, AGenres must be flexible synchronical
Russell descri bes g¢e npdefine andsresgonuac sikuations andt o o |

participantsfiA genre is the ongoing use of certain material tools (marks, in the case of written
genres) in certain ways that worked once and might work again, a typifiechéalihted
response to conditions recognized by participants as reairring i Ret hi n &haolg Genr e
and S o Adton,ttypification, situation, and recurrence help define genre. Genres also
interact with other genre&enre(s)a r ewoikihg with and againgtistindividual membersf
society but arealsoworking with aml againstother genrs. RichardCohen describethe
interrelated and connectedture of genreand how genres are working within and beside each
otherin his article

A genre does not exist independently; it arises to compete or to contrast with other

genres, to complement, augment, interrelate with other genres. Genres do not

exist by themselves; they are named and placed within hierarchies or systems of

genres, and ed is defined by reference to the system and its members. A genre,
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therefore, is to be understood in relation to other genres, so that its aims and

purposes at a particular time are defined by its interrelationanith

differentiation from otherdCohen207)
Genres work together through other genegglgenres use other genres to help drive their
function and purpose, to help create changeyhlivate action, and testablisiprominence
within a society and within a system of other genBenrescommunicateln TzvetanTodorov
andRichardMBer rongb6s systemati c afoddroyandBerrang t he or
write about genres interacting within societig&enres communicate with the society in which
they flourish by means of institutiolieationo (163).Genr es mi ght Af |l our i sho
time in part due to the cont ¢oxbutadsDevittmbtasc h t hey
Aeant exts change, $nRGY, thaetattosshigahgannedas with Siidtions,
contexts, ther gares and the intertextuality that occurs within systemight be best described
throughfour concepts: genreystems, genre sets, uptakand ideologies
Genre systems

RGS views genres as dynamic rhetorical forms (Berkenkotter and Huckin), as social

actions (Miller), and as organizing structures (Yates and Orlikowski). Carol Berkenkotter and
Thomas Huckin write, fAGenres are anhbheherently d
mani pul ated according to the conditions of wus
Orlikowski explain how genres afee s t a b | in a pagicularwdammaubnity serv[ingls an
institutionali zed t e mpGQGenrrdséave puopose, ara @d Catherirent er ac
Schryer notes, genresdies t abeanadwehd sites of sociallheand i de:
social nature of genre distinguishes RGS from other genre theory traditions and approaches.

Genres are moving, acting, and beinted upon; genres talk to one another; genres are
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interconnected, working with and against each other in larger genre systems. Yates and
Orl i kowski discuss the fAlinkedo and Acommuni c
are linked or networked tegher in a way that constitutes a more coordinated communicative
processo (15). Yates and Orli kowskidés idea of
arendét isolated. Genres are within systems wi
help establish hierarchical positions, and genres are actions.

Foll owing on Devittds explanati ono owhihcohw Ig
explore further in the next section,1994 Bazerman first introducegenre systemss a fisy st e
ofaconpl ex soci et al machine in which genres forr
participate are the | evers which we must reco
di stinguishes bet we e n-likbgstem@nddeind ancaglive fidpant, t he ma
an individual who can make choices and produce actions within the system. Bazerman
ultimately,agrees with talatter positiorandanalyzshow theoveralls y st em wor k s : A Th
machine itself only stays working-so-far as we patrticipate in &nd make our lives through its
genres precisely because the genres allow us to create highly consequential meanings in highly
articulated and developed sysins 6  ( 7 9) . Bazermands notion of g
and devel oped s whathappendas padidippns interaoct with denrehranwd
genres influence participants within situatiofbe reciprocal relationship that occurs within
genre systems creates a dynamic system.

Therearel i f f erent i nterpretarta onystasmd op rwdhwait d g
researcher s, teacleentsen sainodn tbheetoweiesnt su;s itnhge rhesdyss
Aelcomgi es; 0 and wimitaitiesandaliffeyencestbbtwebath canceptsin

1997, Aviva Freedman and Graham Smamedt he ter m fAigenre ewasl ogi es
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taken up and studied moredepth a few years later I63lay Spinuzzi.Ecologies, or interrelated

webs of communicative actions and participants, theen compared to genre systeingheir

discussion omomputer documentations and technologies, Spinuzzi and Mark Zachry describe

genre ecologies as fAdynami c atiodartifacts@mde cedent ed

activitiegenrandcdkebgnes as an fAinterrelated

medi ate the activities that allXx®73).dlkeipl e t o ac

definition isundeniablys i mi | ar t o how Bazerman defines genrt

that interact with each other in specific set
Genre eologies create an understanding of the dynamic, complicated relationships that

exist within and outside systemEcologies are larger than genre systems; ecologies subsume

systemsFurthermoregecolog/ becomes framework for analyzing how peoplseclusters of

genres to produce actions, and both Spinuzzi and Zachry belibve s e cl ust er s ar e

described agenre ecologiesr ul ed by contingency, decentraliz

(171). They adopt the ecology metaphor because the word focusen  a-systeino p e n

approach, 0 as -sygtgmoancsdekstmunderstant thesreadionship between the

individual and the environant(s).The plurality of environment seems of special intet@thte

concept of genre ecologie®pinuzzi and Zehryattempttonove away from genred

definition of ohm@hegrausgsetafi thteowmrd fiecol ogy

Af or the dynamism and i nt erlamonoficaltgencesn(278)s of g

Genre systemgush against traditional definitions of gesr®o,because of the layers of genres

working within any givensystenS pi nu z z i ackrbwlegdgneeht of gadlegies

accounting for official and unofficial genres and coming from other environmentdyslight

extends our notion @jene systems.
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NonethelessSpinuzzi and Zachrgcknowledgehati genr e ecol ogy o i s g
r el at enck@ystéenmandfSpinuzzieven admits hat Bazer maswelsasear |l y wo
Russell 6s 199ysaembscli e @ thisggreesccogydnamieveork.dn at o

2009 blog post, Spinuzzi also entertdimsideaos ub st i t uti ng the word fge

Agenre networ k, 0 onl y fthemeamhonef ndtworktikethe concl usi

metaphoo f ecol ogy, of(htip:yspiguezibmgsposconsy2D090 @wfi-had

calledthemgenre.htm). Multiple metaphors can create a sense of complexitynatiag to

portray the dynamic relationships that exist between genres, inside and outside 8steliks.
Spinuzzi, they can only get us so far. Genre
reveal through writing assessment and can suffigieiepict bidirectional relationships
between contexts, texts, subjects, and geK&te Pantelides writes in her dissertatid@enre
systems are often mapped within larger activity systems to show how context, text, and subjects
i nt e(l2vCGenregstemc apt ures the kinds of rellkd i onshi g
the relationship between the institutional assessment system and the clasasedrassessment
system or the relationships between different genres involved in teacher re$igensarginal
comments interacting with end or summary commdiis ol ogi es o0 i s a pretty
abstract concept, whereas fAsystemo all ows me
contexts like writing programs&or my purposes | 6 m gsjagwitimtige initial
conceptualization of genres as dynamic social systems.

|l &m going to use the concept ollecagseibr e syst
meets my purpose in displaying the relationships between contexts, texts, and part@granats.
systemof assessmertrei c o mp |l ex s o[slo et héat machsinet of A nt e

i nteract wiBazermatw)Genrestrehcennested(to each othathin writing


http://spinuzzi.blogspot.com/2009/07/what-if-i-had-called-them-genre.html
http://spinuzzi.blogspot.com/2009/07/what-if-i-had-called-them-genre.html
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assessmemstystemsand are known best by tiparticipantshat opeate within the community.
Writing assessmemslystems, and writing assessment genres within those systemgpmeanki
against participant®nd for and against other assessment genres in the systies and

Orlikowski accuratelycapturethis type ofrelationship between systems and geniidggenre

system consists of interdependent genres that are enacted in some typical sequence (or limited set
of acceptable sequences) in relation to each other, and whose purpose and form typically
interl ocGeko e( 5% xampored ofaicomrdiiated, interconnected set of
communicative actions that together accomplish an interactiofie¥ antl Orlikowski 15).

Writing assessmemstystems are full of genres communicating actions and interacting with other
genes within the systentome genres withimriting assessmerstystems work directly with one
another creating a sort of thread or chain for actions to occur andAealyzing and

understanding how writing assessment systems work, how genres are cowitbated

assessment systems, and how assessment genres communicate to participants, will shed light
onto the core of writing assessmdmnill further examine these connections in my next chapter.
Likewise, recognizin@ chain of genres within an assessnsgstem provides even further

clarity to interactions.

Genre sets
These genres, genres in a thread working togethetpasidderedh s b ei ng i n a fg
setrabes and Orli kowski explain the concept of

discuss ome of the genres at pl 3gobadwobietier amd réeshne, sy st
invitation to interview (or rejection letter), interview, and job offer (or rejection létter) 1 5) .
Each genre works for and through the hiring process for afgp@ason which helps produce

specific actionskor example, the job ad is noticed by job seekers, a participant in the hiring
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process or considering the hiring process. jbbead acts ojpb seekerscausing them to pick up

the call and pay closer atten to the parts of thkiring processThen,job seekes start

interacting with othegenres in order to make their wiyough the proces$he ad, the letter,

the invitation, and the job offer are all a part of the genre set of the genre systermihthe

processBazermarchooses taescribegenre systemsd@sc o mpl ex webs of inter.

throughthe US patent application processile Devitt, whowas the first scholao coingenre

sets explains the innaworkings of genrethrough her analysis ¢éx accountantevitt

examines the Adefinition and functiono of tex

community describes the interwoven natahat helpii f o rcomplaxnetwork of interaction, a

structured set of relatishipso and establishes the interactsbetweentextsi No t ext i s s

as texts refer to one another, draw from one

Bazermanthrough Devittc onnect s genres sets to genre syst.:

full set of genres that instantiate the participation oftepartie® t hi s woul d be t he

interaction, the full event, the set of social relations as it has been enac{e®@efre sets refer

to the kinds of texts available to a certain community, to participantmdiviluals within a

specificsetting or contexte.g. tax accountantdhn contrast, he genre system is the entirety of

the interactions through other individualsd other genre setgenre systems are ol larger

than genre set§erre systems may best be defired@ A ¢ o mp lamdgenreveetinay,bést

be described as thief u | | range of -9he kind of textso (98
Forwriting assessment researgenre setallow us to see the different kinds of texhat

are working with writingassessment genrémalyzing assessment systems should provide

clarity to the genres sets within writing assessment systems, and will help us see what genres are

working together,nteracting, and even creating pathwéysobstacles) for participants within
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assessmemsystens. Genre sets include genres that respond to one another or a subsequent genre
that takes up a previous genlifeve consder how genre sets tell us h@&nres respond to one
another, or how one genre takes up another one, thigrdhaee a more detailed understanding
of the intricate nature of assessmentdwiedve a clearer picture of the complexity of our
assessment systems, the genres availabléhangatys in which genres moaead respond to one
anothemwithin systemsln myfollowing chapters| exploreindividual assessment systems, like
the institutional system of assessmainthe University of Kansaand reveal genres, like the
application tolhe universitywhich works with other genres in a séthe application acts and is
actedupon by participants (e.g. prospective students) iraisessmerstystem.The genre set of
the application includes other genres that interact and work alongside it, like a list showing
senioryear coursework and seakported ACT or SAT test scores. Prospective students must
engage in the application process and include redjoiegerials in order to be considered for
admission into the universiti2zrospective students, then, havé¢oaware of other genres and
takeup thosegenres in the genre satthe applicationThrough discovering genre sets within
assessment systemsg vould potentiallysee how one assessment genre enables another genre
which enables another genre within the Aeditionally, we might be able to locate specific
genre sets embedded within specific assessment systems, which could reveal how sets provide
functionality for systems.
Uptakes

The complexity of genresxemplified through genre systems and genreisé@§$S
becomes even more intricate through the concegptake which wasfirst introducedn Anne
Freadi@mdgs i cl e A Any andthenfudheexplamead mier2(0? article

A Upt dJptake axists through the intersection of two gerfseswveen the interaction an



29

individual has with one ¢ eenanaspects and qualitesdu ses t h
applywhat they know to another geniawarshi and Reiférticulatehow uptakedesignates

Athe complex ways genres rel at e@andtheyacatel t ake u
Fr e a deonaep of uptakiirough itsrelationship withgenre fifreadman gglies uptake to

genre theory, arguing that genres are defined
(83,85). In herwell-known analogy of uptake as a game of terffisadmanmagineshow

genres work and relate to one anotteough meaningful exchanges anlains how different

movesc r eat e meani ng wikrhdwi ndg ea Aggeamreed iasndal so kn
upo (65).

As Freadman further explainbb e noti on of HAshoto and Aretur
diferent meani ngs: HAEach shot is formally determ
determined by the skill of the players, and each return shot is determined by the shot to which it
i's a r &3.preadnsamaes dn to arguthat we know whato do withgenresased on
ourunderstanding ahem There are different parts that work with and agaimstgenrs we
pickup; thesepartk el p construct the genre, but also pr
genre Bawarshi and Reiff summarize shexchange i c¢ e heyabilityfioTlknow how to
negotiate genres and how to apply and turn genre strategies (rules for play) into textual practices
(actual performances) involves knowledge of what Freadman refersippaka® §. 8 5
Responding is taking ugpgenre callanswering and producing action in response to the demands
and expectationsoféhgenre To under stand uptake, Freadman ¢
when you accept an &amlwrtetthe tonferencetpaderal pctoankf eedr e x)e.
Freadman provides another example of wuptake b

different processes, texts, and actions occur that ultimately accumulate to a conclusive decision:



30

AThe execution i s an ar@medikted bydHe sentanee, wheh iglthec t é t h
upshot of -4t4hje. tWpitaalkoe (h4a3s t he capability of #fs
represent|[ing] itsit abkijegtod amdobjpeakéet he o bhije:
p os s i blUptakedraivgpaurjicipants tthe game, the genre. The genre is a paotlodr
genres working in, above, below, beyond, and between the sydp¢akeshed light on the
complex inter and intraactions that occuwithin genre systems

Uptakealsoallows us to se dynamiqature of genre systenB.awar shi wr i tes,
helps us understand how systematic, normalized relations between genres coordinate complex
forms of social actiors how and why genres take up other genres and how and why they are
takenup withimm system of activityo (AGenres as For ms
form what to expect, or what we consider to b
actiors areproduced based on what we remember or réwati past experiences with tgenre
Bawarshi talks about the relationstiptween imitation and inventiothe complex interamns
that exist betweenthetwa,nd how fAwe can thinkzoh wpt phessad
8l).We <candét wunder st and ubldsewepleadyseelandlexamineeghe f or u
genres working within the genre systaie have to see what genres are embedded within the
genre system, what the genres are doifgagtcommunications occurringthroughthe other
genredn the system, andthat isbeing talenup when we interact with thgenre itself.

Knowing the genrand the complexities that exist in the genre syssamtremely
important. Knowing thgarticipants within the system that actdarebeing acted pon by the
genress equally impotant Heat her Bastian explains that fdul
emphasizes the active nature of uptakgtakes are not set or static but, instead, are processes

in which an individual acts and crembargso (42)



31

component of uptake as an uptake needs adesigner or der t o emphasigesihe ( 4 2 ) .
di fferent | evels of complexity surrounding up
uptakeémeans more than si mpl yxtkalsowmeansy how t o
knowing how to act and not to act, what one ¢
(35). Uptake gives us the opportunityrespond but even more than tha;ovides the means for
understanithg what actions are possible and what can be done through thengéminehe
system.Through uptake, we can see what genres students are interacting with, or taking up, as
they receive and respond to our assessmBattian describes the process of takipca genre:
AWhile the ways in which we can take up a text are theoretically limitless, our uptake of it is
influenced by and often limited to the way in which we ourselves and others have taken up
similar texts within s Genielumakeéllsus somethingtouti n t he
past experiences witimilar (or the samegyenrespften having us recall our memories with the
genre, or whatve know about it and wh#tte genrénas previouslylone

Anot her key el ementr twa xthd aal umpd mkrey i af tihpet &k
48).Genres, according to Freadman, evaneted to and influenced hyptakes, ath these
upt ak e pongcramifiedyintditextal, and intergeneric memorjetensifying what genres
do to the individuals workg with or against ther(®0). The knowledge an individual has about
a genre is carried through the uptake because
i séknowing how to take it upo (Freadman 63).
is imbricated in power relations, values, and beliEfs. e a d ma n 6 of uptakeand emorys
enlighten genres, genre systems, and genre sets working between participants and other genres.
Kimberly Emmons study on biomedical subjeaisl her conversations on geoaiptakeshow

the relationship between uptake and participa#tttention to the dynamics of uptake
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illuminates the formation of subjectivities in and through genres, and thus explicates the complex
relationshipg  ( 10B\ekiynificantdynamic n theprocess of uptake ilmemory which helps
shape what we do and how we take up a gé&uegenreexpectations are shaped by these past
experiences and the ways in which wedbve appro
influences our actiong\ngela Rounsalle writesthatu pt a k e imdexe® an yrena of
possible choices and must make a series of selections that will delimit it and make it meaningful
for the user and for the rhetorical situation
butthey 6 r e r ehkiymemogy toonakehoices thahavesignificant consequencesttoar
currentsituation andthegenteh ey @t er act i ng wi tattingonahegenr e t hat
individual and being acted updyy the individual Bastian writeghat memory has the power to
makefour uptoankadd caw Since genre uptake can be &
genres within systems, and knowing the uptakes that exists, will allow us to better understand
our experiences with specific genresganwi I I al so il |l uminate what d
make when interacting with certain genres.

Uptake can provide a means in helping us comprehend thenondngs of genres and
genre systemancluding genre systems of assessment whieh us the opgrtunity to peek into
past experiences our students have with writing assessment, and can encourage us to form and
construct effective writing assessments within the writing classroso@hapter 4my empirical
study focuses otheuptake and memonyf teacher response to student writing and vgeaires
student s ar frst-yearavitingrelgssroopad the Umiversity of KansaSt udent s 6
past experiences with writing assessment can tell us a lot, and uptake memory gives us the
framework for kiowing the power of memoryf a student has familiarity with a specific writing

assessment gentiike peer reviewthen their genre knowledg®uld help thenknow
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expectations andiork through, omwithin, the assessemt genreBy understanding genre uptake
and memory, we might be abledomprehendesponses students have with assessment genres
and the potential power those reactions might have in our writing classwduoiscould help
reshape our writing assessments
Ideolodes
Uptake memory is shaped by ideologi@ecalling apects ofa genrepr how an
individual takes up agenre and what the individual choosesldowith it, becomesvenmore
convoluted through an understanding of ideoldggnresand genre systenaseimmersed in
ideologies and reify those ideologies as wéi recent work on ideology, Manfred Steger and
Paul James define ideol ogi e-isnbuadkidedspra tonceptshn ed c |
including particular representations of power relatid@s) . For my purposes, |
ideologies as situatadlues and belief@hich ultimatelyhelp construct how a community
works and what participants hold on@enres are indoctrinated with an ideological perspective
from the culture and thearticipants interacting with ithe surrounding context and culture of
genres provide value to the genre whikklps dictatéhe genré ase My definition of ideology
asodr aws on Thomas O. Beebee: Al deol ogy is a m;
society together by allowing it to communicate with itselfhorthand and pushes society apart
(18). While ideology is often positioned in political spher@bgtoric & Compositioras
embraced ideology as a means for analysisi(®@dNdRGS exteds our understanding of
ideology and the role ideologies play our writing classroomshroughgenres and genre
systems.
Bawarshi and Reiff explain the intricate nature of genres through idedibgy/within

this social and rhetorical economy that a genre attains #galge, making genre one of the
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bearers, articulators, and reproducers of cultureshort, ideological. In turn, genres are what

make texts ideological, endowing them with a sags®valued ( [Rieblpgies cultivated in

genres help establish position and power with

accountants shows the conflicting realities of access and power within tax accountant genres.

Other genre scholars reveatalogies within genre systeraeducation and institutior{&uke;

Pag). Catherine Schryer investigates veterinarian medicaldesor and noti ces how ¢

their ideology. o0 Her analysis of new awnd ol d

different participants, young clinicians vs. older cliniciamgngdifferent medical systems,

Problem Oriented Veterinary Medical RecRDVMR) vs. Source Oriented Recof§OR)

creates and maintains division in power and access. Schryeradesclugnrés are evolving and

function as ideological vehicles that represe
As genres go, so do ideologies. Participants approach genres, which are full of ideologies,

and participants interact with those genres. At the samge participants are informed by

cul tural i deol ogi es, t hgenmmegand atheressystentisimgs fheyc k ed up

carry with them as they interact with newer systems and genres. George Kamberelis explains the

rol e of t hberyndividual speakeaand writerfis constrained by his or her

knowledge of the ideologies and genres from which he or she mines language and information to

create texts as well as the internal constraints imposed by those ideologies, genres, and the

relatiors between and amongthem ( 146) . The rel ationship betwe

situation, genre, and system allows us to see what ideologies are manifesting and how power is

being positioned. At the very least, the relationship tells us what astiaking place against

and for whom, which also reveaeme degree gfowerwithin a communityor situation



35

The reality of ideologies being carried through getiasseparate participants and
creates boundaries of access and privilege has beenugaksnscholars through genre case
studies. A genrbased lens embraces critique and critigignthe very least, a gentmsed lens
attempts to analyze distributed power and hierarchical positions that are asserted and reasserted
through systems argkenres. For exampleSchryer uses ethnographic research techniques to
study how POVMR and SORystems were being used by participants in a North American
veterinary college. Schryer examines how clinicians and practitioners were using the two
systems, and shasdovers that the systems were acting and being acted upon differently by
different participants, creating boundaries of access and understanding. Some clinicians were
critical of the SOR system, and others were more skeptical of the POVMR system, agrote r
innovation at the college@hereSchryer conducted her research. The younger clinicians preferred
the POVMR system, whereas older clinicians trained through the SOR system were tesistant
the POVMR system. Through her observations, Schryer meritiany fic omp | ai nt s r el
professional standardso and fii ssues of profes
record keeping system was being used. Depending on the situation and participants involved, one
record keeping system could be moreaczapt and val ued than the ot her
have familiarity with the system, they woul dn
knowledge.

Schryer explains how genres analyses can r e
viewed from rhetorical, dialectical, and dialogic perspectives, can illuminate much of the work
and ideology of such textual ptire averthangiegs . 0 (204
nature of genre systems and ge-forneoswo gseintreess. cVdh

we view genre systems and genres, weOre encou
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with an undetermined expiration date. The siybdf genres, then, are somewhat dependent on
the situation and the participants working wi
are inherently ideol ogi owvahin@andpeng Gxied bylgenees wild e o |l o
eventually evole and adapt to cultural values and whatever is communally acceptable at the
time. Ideologies are always present. Ideologies are always a part of the larger context. Ideologies
are always embedded within genres. Ideologies are always influencing patsicipan

Like Schryer, Dylan Dryer conducts a genre case study that investigates how genres are
acting and being acted upon by participants, and how those genres are isolating individuals
within the system. Unli ke Schr gmtstounDerstaedr e x am
At he persistence of exclusionary systems of g
instruct and exclude participants within the genre; he illustrates how zoning codes are
Ai mpossible to take upo vidtelreouty ¢irotbd ielmatiicg a
about citieso (50)f. elrpeh acsfe st Hen mMaiyre rppci mtr t i ¢
uptake and understanding how genre uptake can affect what participants do, what is and what
i snét famil i ar , pennissbte. Drysr bediaved genwrbsaand zonmgicodes are
inextricably c¢ wstasgaenteepdducerzonasat sacrataateongiahd
delimited ranges of discursive possibilities, so municipal zones produce, as it were, genres of
neighborhoods that reflect and produce forms of urbad lif§f 508 ) . Zoni ng codes
reshape communities, and zoning codes, due to their unreadable language use and linguistic
choices, creates separation between identities.

Zoning codes are alsoterconnected with legalityoncernsParticipants trying to access
and understand the system are overwhelmingly forced to comprehend county, city, and state laws

pertaining to proper regulations. Dryerds exp
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segregate participants, including how applications fees, considerations for zoning revisions, and
other resources all cost money which creates a barrier for who can act within the system.
Likewise, the amount of time it takes to learn and engagematérials dissuades participants to
a c t he in€ultation of reading and writingr a c t inviteg vgoéldbe participants to conclude
that they do not, themselves, know how to perform the requisite kinds of readings and writings
appropriate for the right kinds engagement with thisgemre ( 521) . Zoni ng codes
genres, are infiltrated with ideologies.

Genres within the writing classroom, like writing assessment#adoetrinated with
ideologiesas well. The writing classroom is permeated with mandésns of power. Allan Luke
does a nice job explaining the embeddedness o
curriculum, instruction and evaluation have been built on a range of doctrinal and disciplinary
O0truthsoé about | i tcgr eadwuéatah @ omi g tharsy i sf albiotudr a
(308309). We can assume writing assessment fall/l
consider how writing assessment informs curriculum and instruction, we are left mystified. The
intertangled nature of sgms and genres continues to rear its head over and over. The
interconnectedness of what happens within systems through genres is perplexing. Luke parses
out his argument on power: Alt i s about power
wi lduntcé and which groups wil/l have or not hayv
about who in the modern state will have a privileged position in specifying what will count as
|l iteracyo (309). l-folcknatures ob powree, hotimsthe sense of wleo hdasw o
access and who has a fAprivileged position. o T
reinforce ideologies within systems and genres. Later in his article, Luke recognizes how power

is connected to rhetorical situations atichtegic timing; power is dependent on the deployment
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of a strategy at just the Arighto time. We un
systems and genres acting on participants through, in many ways, @gseddens and a

genrebased pedagogyenre pedagogy requires us to consider, examine, and explore the

messiness of systems, including the existence of ideologies and thevarkigrgs of power

within genre systemaf assessment.

Conclusion Considering genre and writing assessment tHr&R@S concepts

Thereconceptualization of genre through RGS, and tfmseconcepts, genre systems,
genre sets, uptakes, and ideologies, will help guide the intersections of RGS and writing
assessment throughout this dissertation. By laying the framework for these concepts, my hope is
that we can begin picking them up amqblying them to aspects of writingsessment research
and practiceRGS can infornwriting assessmeniyringing greater value and better
understanding to the already good work we do inside and outside our classradgang to
startfill ing the gap beveengenre theory and writing assessmignaisking how can an
understanding of genre systems, uptakes, and ideologies help inform our understanding of
complex systems of assessment, genres of assessment, uptakes of those genres, and the
ideologies that peneate assessment approaciaes? my ne xt ¢ h awith teer | 6m st
concept of genre systems pgrceiving writing asessments as dynamic systems fuljefres
and ideologiesMy next chapter examines thvestitutional assessment systeimeprogram
based assessment systamq theclassroorrbased assessment systeih three writing
assessment systems are unique, congitexctures that are indoctrinated wideologies (values
and beliefswhich are embedded within genres that act and aexlaan by participantithin

each systemAdditionally, each system is muliayered whichl 6 | | enagrecioseln e

through the classrootbased assessment sysiarmy next chapter.
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Chapter 2:
Writing Assessment Systems & Assessment Genres
NfnGenres are dynamic rhetorical forms that de"
serve to stabilize experi enc el CaralBerkgnkotterandt ¢ o h
Thomas Huckin, ARet hinking Genre from a

Introduction

This chapterontinues to embrace tiheconceptualization of genre as a social action
assertedby Rhetorical Genre Studies (RG8¥earchand relies ofiRGS concepts, such as genre
systemsgenre sets and ideologiwsprovide a frameworfor perceiving writing assessment as
dynamicrhetoricalstructureslé | |t attemtion tgtake, anotheroreconcept that was
analyzed in my previous chapténroughan investigation ofeacher response to student writing
in Chapter 4For now,genre systems, genre sets, and ideologikgrovide a good foundation
for perceiving writing assessment through genre theory and will move us toward observations
and discoveries that can come from intersecting genre and asse$anenrample,ltroughan
RGS based understanding of genres, we can acknowledge how genres, participants, situations,
and contexts influence what occurs and recurs, helping to establish the interactions that exist
within assessmermstystemsWe can also segenres at play withimriting assessment systems
andembedded ideologsethat exist within writing assessmenmniisich influence what is done and
what is taken um our writing classrooms-or my purposes, this chapter breaks down writing
assessment into three larger genreesyst the institutional writing assessment system, the
programbased writing assessment system, and the clasdvaead writing assessment system.
Each writing assessment systardudes genre sets, and each gevitkin those sets possess
differentideologies, or values and beliefs

An analysis of each assessment systemheijp illuminate the inner workingd genres

within assessment systemsdshowhow writing assessment research and practices can grow
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from a more dynamic, complex perceptiorastessmenin this chapter, maim is tobegin
with the institutional writig assessment system and th@kle down to the classrooimased
writing assessment systeMy purpose is talefine and articulateach individuahssessment
systemthroughthe RGS conceptualroundworkpreviouslyestablishedGenre systems can be
applied to systems of writing assessm@&anresnfluence whatwriting assessmersystens do
and howparticipants interact within writingssessmersistens. Eachlargerwriting assesment
systemstructure differentactions embracsdifferent ideologies, and works with and against
differentparticipants

The institutional assessment system, ideologies, and genres

An investigation of the institutional assessmsyrgtemwill allow us to see some distinct
ideologies in the larger assessment sy8tedeologies that could baffecting other assessment
systemslike the progranbased assessment systasiwell Tracing the history of early 8.
university writing assessment will show us how assessment systems were constructed, and how
t heydve ev&llJuaelbaSchle: A Boeial History of Writing Assessment in America
provides a thorough, idepth look at the system of writingasseesmt i n t he wuni vers
merely grazing the surface to begionnecting RGS concepts withiiting assessment systems
by indicating potentialdeologiesexistingwithin those systemsvhich will serve as an
illustration of what we can learn about institutal assessmernddmission, me oftheearliest
means ofnstitutionalassessment in the U.S. universisyasignificantpart of the complex genre
system of university assessmant can be viewed as an embedded value within the institutional
context.Charles W. Eliotthe longest tenured Harvard president (28809),uses strong
language to describe thenctionando ur pose of admi ssi on: AThe rig

admission had one good effect through the college course: it prevents a waste of instruction upon
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incompeteffiiPpessdastd EI i otTlhesordofitheungtitutional Addr es
assessment sggn through processes like admissiamshistoricallyfiltered by ideological
indoctrinations that sepaeatii c o mp et ent 0 st udent sAdrhigsioom fAi nc omp
became a systematic function for the univensitgreating barriers on accésfity and
removing, or disallowing certain identities to participate in the institutional syStement
writing assessment systems and writing assessment genres might still contain residue from
historical ideological positions. Additionally, current writingsessment systems and genres
apart from historical remnanfgpssessheir own set of assertions and ideological stances.
Therefore, an investigation intdistinctwriting assessment systemmight provide clarityas to
how those genre systems are funditig through unique genres, and for what purposes, as well
as how those genres work for or against participants within those assessment systems.
Exploring the nature of our assessments systdran,allows us to discover potential
genres thaassert ad reassertertain ideological positiong&dmission which isinherentlytied
to assessmeng a process that continues to occur within university settangs from that, it can
be assumed th#tte universitybelievesin the process of admissipor the ideologies that are
communicated through the process of admisghimission can be broken up into at least two
different branchesT h e r e 6 s b r odidtethe inatitutmimsusiversityitselfd and then
more central admissidninto a specific depément or program within the institutioAdmission
varies depending on themtext of situation and purposandgenreswithin the admission
procesyary acrosgontexts. Carolyn Millecommunicatet h eumiier of genres current in any
society is indeterimant and depends upon the complexity and diversity of the sociefy Ur6 3 ) .
the institutional assessment systéne, admission processconstructed by a genre seade up

of various genredike the application for admission, whiblelp shape actions.
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Since genr es 0c ha ragirdicated byMilleregenwitlimtite prdcess ay , 0
of admission in the institutional assessment systegrhave to seek to understand the genres
involved withinthe rhetorical situatioiself, which is dependent ohé context and participants.

For example, institutions and programs have certain admission standards, and admission is often
dictated by various assessments genres (e.g. entrance examinations). An entrance examination
can be considered one genre in thergaet of admissiomto the institutional systernnother

genre within the genre set of admission is the applicabidine university Students have to

perform within the expectations of the application genre in ordeiftth the necessary

requirements tproperly applyto the universityThe application genre expectations could vary
depending on the rhetorical situation, or the university in which the student is applyng.
application genre works with other genmesheinstitutional assessmesystem, like the

entrance exam or the personal essdych might guide the admission procd3spending upon

the institutional perceived value of entrance exams, the exam itself may be greatly valued or
possess very littlgalue at all. Admission is often displayed through another important genre in
the sed an acceptance letter. The acceptance letter notifies the participant acting within the
institutional system of whether tiedividual has been admitteahdhas access tihe system.

Uncovering thenstitutional assessment systesmd pulling baclts interconnected
layers, or the genres working and interacting within the system, reveals how adifitisst@mms
and has a specific purposthin the ideological institutioriasystem. Genre systems, after all,
are full of ideologiesMary LovettSmallwoodastutelytraces characteristics of the early U.S.
university:i The aims of a coll ege are the expression
beginnings of education a receatigroup of people, called students and scholars, have believed

in the philosophy and have accepted examinations as a measure of their own approach to its



43

realizatiord 3)(Admission is a form of assessment that has historically catered toward a specific

fireceptive group of peopteThe early admission process in the U.S. university privileged

certainidentities anctarried ideologies that determinetio was(andw a s)ralfowed to

participate in theystem The process of admission was shaped by ideological constructions that

embraced a specific figroup of peopledo while d

MarkDurmi n A The Hi story of Gradingo writes, AThe

beginning had some method of student evaduatis € iffeBehtiating between students in the

very earliest days of American coll eges and u

(). Additionally, Eliot shares in his memdihe purpose of the U.8niversityyA A s oci ety of

scholars, of men who were actuated by a love of student and reflection, of experiment, and of

reaching out for the facts of all nature, including man, and who found delight in asgpaiii

men of | 43kRutfrom Blidbos (e articdlatioa of thgprocess of admission, we see

an ideological presence of the rhetorical situatiba purpose of the university w/# allow

Acompetentd students to parti ci pflrameahistonicalir eac h

perspective,thti s oci ety of schol ar s oclearlydelinéatectlpocialnt o t he

class, race, and gender. Like Eliot confessdss memoir, Smallwood acknowledges timpact

social class hadithin the institutional systepand she explainsow students were arranged in

early universityrecordsi The Ameri can coll eges did not plac

order but attempted for years to list them according to the sacislipt i on of 4i)hei r f a
The historicalJ.S. university admissioproces<arried ideological underpinnings

privileging socioeconomic status along with race and geabimission became an institutional

norm thatworked against certajparticipantsand helped establish positions of powRGS

provides writing assessment a framework for sorting through the complexity of genre systems,
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like admissiorin the institutional assessment systemd draws our attention to the
communication that is occurring between genres within the syR€&8.encourags us to
explore genres and genre systems that are rich with ideologies that act on participants, causing us
to be aware of the potential divisiveness being produced by our syfterasee how genres,
such as entrance exams and applications, are tdtkimge another, and how they are asserting
hierarchies through the ideological embeddedness of the genres, then we can start questioning
ourownwriting assessment systems. If we begin analyzing our assessment systems, then we will
start seeing how genrase working within the system, giing what we can or cannot do.
Additionally, an examination of genres and genre systems of assessment gives us the opportunity
to see what our assessments are doing and to what specifidleralgijh RGS, we get to seeth
undertow of our writing assessment systems, not just the product of the&yitera letter
grade.

The institutional assessment system is just one genre system, though. The interconnected
nature of genre systems can be represented through the dy@ameaf the institutional
assessment system. For example, the institutional assessment system embraces the program
basedassessment system and the classtbased assessment system. Genre systems overlap.
The institutional system can be perceived as Wegawching system that informs other
constructions of assessment systems in the university. Some writing assessment systems include
some of the same genrggnresets, and ideologies. For example, the institutional assessment
system involves university policies that help inform and establish value in the context of the
institution. Likewise, the prografipased assessment systaaieres to these university policies,
and often usethem to help construct program values that are framed by assessment practices.

These policies can also be seen in the classtmasad assessment system through genres like
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the syllabuswhich detail the nature of the writing classroom, uldhg expectations and
requirements. Nonetheless, each assessment system has a different purpose, different genres,
different genre sets, different ideologies, and different participants that make each assessment
system unique despite the overlapping rebhetween systems. The institutional system

functions differently than the prograbasedsystem, and the prograbasedsystem functions
differently than the classrootmased assessment system. Each system embraces different values
and beliefs that help sttture and inform what can (and cannot) be done.

Theprogrambaseda s ses s ment system bas ddvalmsandibeliafs es, 0 o

Understanding the nature of how the progitaased assessment system works, and the
embedded ideologies within diffent genre shifts and values in prograased assessment,
allows us to more clearly identify what has informed writing programs and what has shaped
writing classroomsMu ch | i ke the instituti onalprocasssfe s s men
admissiorand the ideologies emphasized through the different genres of admission, including
different shifts in admissiostandardshrough the history of the universjtyhich brings to light
the values and beliefs of the systehe prograrbasedassessment sggh has encountered its
own genre shiftsThere have beedifferentmovesin writing theoryand practicehat have
containedspecific ideologiesince tke cultureshifting writing-asprocess movement in the
1960s whichlargelyhelped informand developvriting prograns and writing classroom
Kathleen Yancey examinekfferentfi w a vieveriing assessment reseayandshearticulates
two dominating ideologiesmbedded in the prograbasedand classroorbased assessment
systend validity and reliability Yanceywrites thatvalidity meandi measur i ng what yo
tomeasuré and she defines reliabil it ycoanss insetaesnutrliyr

(487).
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Conversationsn validity and reliabilityin writing assessmemrbntinue toemergdan
prominentRhetoric & Compositiofournals likeThe Journal of Writing Assessmemid\Writing
Program AdministrationArticles and lboks havehelpedshape constructions aksessment in
writing programs and haveelpedinstill certain ideologiesincludingperceptions on validity and
reliability.In Peggy O6 Nei |l |, Ci6rbadok A Guadeto €oJlegeaVWriing Br i a n
Assessmenthe authorarticulate the influence validity and reliability has had on writing
assessmentresearchT he t wo most i mportant terms in educ
writing assessment in particular have remairgdidbility andvaliditydo  ( Thé prograrrbased
assessment systarften attaches itsedéfindbranctesfrom an understanding of validignd
reliability, or theembeddeddeologies within those conceptnd helps inform thevay in which
we construct our writing assessmeintsheclassroorrbased assessment syst&ihile Yancey
describeshesechanges indeologiesa s i w a vamyse that hdr dotlon can be perceived as
shiftsin genre systemsf assessmengubsequently alterintpeideologiesembedded withithe
programbased assessmesystem.

By focusing on these shifts and embedded ideologies, we can analyze how the program
based assessment system has been historically shaped, and we can better understand potential
residual ramifications that continue to exist within our writing prografascey explainshow
writing assessment hamnsformedver time (being first referred to #ssting, and elucidates
how, despite changes, s hi Thiosgh RGE, wBeeselsas ment co
picture of genre systems hgr word choiceggenresystemsoverlapin nature genres shift and
move, and ideologiescomeandgo Ther eés never a full switch f
instead the genre system simply evolves and slowly changes due to the rhetorical situation and

the flexibility of the genres within the systeitv.ancey 6s wave anal ogy revee
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arendét simply removed and replaced, but inste
and what has come before therhis descriptionconnects td&RGS researchwhich would
interjectanc ay that the Anewo0O genre, or the reconfi
masked in the past that there aoastraints as to what the genre does and can ddgsgeson
and Devitt os ciantecedepttgenad Furthexnmore oprexigiirig ideologies
embeddedh older genres and genre systeafisct newer genres and genre systeimsnany
ways, we have to know whlmised s/stemoomehat hedps iofarne o ur
our classroonbased system, and wan do that througa genre analysis dfie prograrrbased
assessmerstystem.
Since he prograrrbasedassessment siem helps shape theiting classroom
examining the nature of the prograimcluding its ideologiesshould provide clarity to the
classroorrbased assessment system and the genres working witgtatisroomthe program
basedsystem contains ideologies that pour into the classiioased system, shaping what we do
in our classrooms through our writingsessmentgccording to Yancey, there iabeenthree
uniqueshifts( A w a vnegence systemaf writing assessmeand dominant genrdall of
different ideologiehaveemergé from thosegenreshifts the first, objective tests (198(070),
the secondholistically scored essays (191086), and the third, portfolios and program
assessment (198@esent). These thrediftswere embraced by writing programeghich
influenced writing classroomé closer look at each genre shift of writing assessment from a
program perspective will reveal how certain values and beliefs are communicated through
writing assessments, including the assessment genres we use in our writing classrooms.
Yancey descries the firsassessmesysteras bei ng attached to fAob

writhgas sessment , l it ke Amultiple choi Meret est s, I
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recent traces of the historical progressiomwnfing assessmemind measurement theqguyovide
clarity to the nature of testing in the first genre system of assesdiiretite 1950sthe test
score tradition represented by classteattheory remained a dominafarce in the U.S.
measurement community with its continued emphasis on theiligjiaf test scored
(Behizadeh and Engelhard 189).According toNadia Behizadeh and George Engelhard Jr.,
during the firsiassessmerslystemi Measur ement theory had the gre
assessment pThhaficstassesenemt y § 2 @nfirfice ofestdriven measuremest
influencedwhat was being done in writing assessnpgatticein the writing classroom
fiPerhaps the standardized tests that focused on form drove English educators and writing
theoristsalike to consider way® increase theeliability of test scores(Behizadeh and
Engelhardir.200-201). Standardized tests could be seen as a part of the geofersefirst
shift of writing assessment; as a genre, standardized tests communicate values and shape
participants working withirthe system, including participantke studentstrying to accestghe
writing program.Behizadeh and Engelhard Jr. indicate an ideologicafipogocused on
Arel i abi | it whft ahdithiey ravgal tests as ah assessment tiatwere used to
embody reliability.

Behi zadeh an dmote regepol bhsaerrdv aJtri.obns conf i thens Yanc
first assessmerslystemwas dominated by reliability standards and was more concerned with the
cost and efficiency ofiritinga s sessment, or the Abest and fair
amount of Testswdrecreated ®\otgsting experts through organizatikes
Educational Testing Services (ETS) in 1947, which was an extension of an elaborate College
Board research agend&aborate initiatives were taking plaaed tests, like the English

Composition Test (ECT), werdtemptingo reliably score studentwrii ng ( O6 Nei | | \Y
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Huot). In many ways, the first assessmeny s semnphasi s on Areliabil it
assessment genres that werendét based on writ.i
ETS, saidfi T h e test & sige ahe college etmance level to pick out good, average, and poor
writers is not avriting test at all but a longinspeeded readingtést ( gt d. i n Val ent i
first assessment systedmd ideological currents concerned with measurement constructed by
testing experts attempting to find reliability/riting programs usedssessmemgenres, like
reading testsyhichweredesigned taort individuals much like the admission process used in
the early institutional assessment systBemading tests were a part of the genre set and would
communicatavhether participants had knowledge that reflected adequate sbythss
permissible standards of theogrambasedsystem Of coursea significantideological position
behind these readingsts was thbeliefthattestswere in fact reliable standards of assessment.
While shifts invalues and beliefs iwriting assessment have occurred since thmywriting
programs continue to embrace testing measurements, like placement tests, to provide students
opportunities to exempt out of firgear writing courseRlacement testshereforeare an
assessment genre in the progilaasedassessment system tisarts and separates individuals.

Students who succeed on placement tests are granted access to another part of the system,
usually an advanced coursehereas studentgho fail are not exempt fromvriting program
standardsind expectation$lacement testgonsequentlycan help create a sort of hinged
barrier of access which might advantage or disadvantage participactsmentests can be
viewedasone genre in the genre set working within phegrambased assessment system which
influences thelassroombasedwriting assessment systeiancey believes another ideological
position was being assertedthe firstassessmerstystem She arguethe firstshift attempted to

measure fisomething assumed t o beritsele(é.qiteend t o t
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|l i ke comma usage questi ons Yantey48p) Mlusmevealsatr ef er e
least two ideologieduring the first assessment syséem valueon rightness, and a value on
behavior Both ideologies could influence the expectations of the classbam®d assessment
system. For example, if the firsysteme mphasi zed fAcomma usage, 0 oOfr
ideology could be reasserted through language use expectaimstandardis the dassroom
based assessment system

In the 1970s and 19808 ,new shift wastartingto developin writing theory and practice
According to Yancey hte second and third shift in gengestens of assessmemhovedtoward
morefi d i r e c t mentsobaasessmenBehizadeh and Engelhadd confim,i The 1980 s
saw writing theory entrenched in the idea and content tradition, assessment practices shifting
slightly with the incorporation of direct writing assessments( 2 0ef thaugh kvsting
assessm@nts werenoving towards direct measurements, Batleh and Engelhard. still
indicate howtraces of the older system and ideologies within that system were still gresent
assessment practicdhe residue of past beliefs and values inserted withesasgent genres
seems to rappear consistently as new values and new genres emerge. The 1980s were moving
away from multiplechoice tests (Behizadeh and Engelhard \dh)ch was an importangenre in
the genre set communicating certain ideolotpethe wogram and starting to consider the
validity of writing assessments, or the consistency of measuring wi@ihcpurseideologies
from the firstassessment systemere still influencing the second dueth® overlapping nature
of genre system$lonethelesshe second genre system of assessimahe writing program
wasconcernedvith andcontrolled byvalidity.

Writing programs were beginning to form a niche in English departpemdsthetoric

& Compositionresearctwas flourishing with diffeentwriting classroom practice®edagogical
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theories, like cognitivism (Flower and Hayes; Bizzell) and expressivism (Elbow), were taking
shape inside the writing classroom. Traditiogahres oaissessmenlike objective testsyere
coming under more tique: A Gi ven what we were | earning, it
use tests whose chief vi rYanceyd89)wlhe vwaiting prdgrana b i | i t
was beginning to welcome more progressive forms of assessment that aligned moesvetith n
pedagogical theorieFhe secon@dssessment systamasmoving towarddirect measurements
while also attempting to deconstruct imthee not.
first place.Student writing, itself, became a prominent genre in the sestufidbecause it
provided writing programs a way to directly measure what students were doing and how they
were meeting the expectations of the writing tas@overallwriting program Studet writing
was a genre in the genre set that allowexjrams to engage in ideological conversations
centered around validit{ed White and Richard Lloyd Jonbegan takingnitiative in moving
assessment to a greater e.Apshsangentgenresiikefhe al i di t y
holistic scoringnethod whichare (usually) constructed by a numerical scale ef br 19 were
beginning to take shape aadt as genresorking for the participants within the programsed
assessmerstystem The holistic scoring assessment gegple@ed emphasis on the teacher (or
rater)and encouraged thetm make arevaluationon their general impression of student writing
based on certain criteria.

In many ways, the holistidly scored essay, which Yancegtes as the impetus of the
secondassessment siggn transformed the writing classroom because other genres in the genre
set became more visible to participants. For example, wiaskgwere tailored to help students
engage in the writing process. Riaglst another genre in the system, were becoming clearer and

more identifi abl &byitsld dvastmbaat toshélpugdigerine $cering e x t
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processGenres working irsecondassessmerstystemcould be used ithewriting classroom,
which was a hugpoint of emphasis at that time fariting studies. Writing teachers, through
the holistic scoringnethod could construdiasksthat allowed students to write for a specific
purpose and audience, and writing teachers designed assessments that would analyze the student
performance based on specific criteria often established through rubrics. The holistic scoring
methodalso stretchd outside the writing classroom and had a large impact ondaae
assessmemgjenresPe ggy O6 Nei |l |l explains the holistic s
devel opment 0 based perspective:
Thehd i sti ¢ scor i ngmearssfprofessianad\elepnantas é
readers discussed anchor papers and practiced scoring samples to internalize the
scoring rubric so they could apply it in a consistent.\Wédese scoring sessions
also required careful record keeping and checks for agredreveeen two
independent raterfO 6 Nnepi) | |
Faculty members gathered and discussed the naturewfitimg task rubric, and student
writing, all which were a part of the genre satd they used these situations for faculty
development purposes, timach and train teachefaculty workshopghen becamea genre in
the genre setvorkingin the systenrand communicating to other genres in the secbrift
Faculty workshops would inform teachers of program standards and expectations on specific
writing tasks, and teachers could use these experiences to generate assessments, likbeubrics.
interconnected nature of genres communicating to other genres within genre sets provides a way
to clearly see the interactions and ideologies that exidtgwvgystemsThe secon@dssessment
system due to its focus on more direct measurements of assess@pet] form another value

and belief inwriting studies and writing progranisy focusing on the importance of intexter
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reliability, or agreemerttetween raters. Tky nami ¢s s hi f t,ecd & rpoamn nitr ed fi
emphasis in the first genre sye m, t ooafin\da lfatehieltabrlityo which helped

establish accurady scoring writing.

Then,the thirdassessmersty st em emer ged: fAWaves feed int.
first wave fed into the second wave, the seco
one text increases the validity &dncegd9l).est, ho

The seondassessment systesnught tahistorically evaluate student writing according to set
criteria,whereas the thirdssessment systeiocused on assessing multiple student writing
performances. Peter EIbow and Pat Belahefpedre-imagine the writing clssroom by having
students compose in different genres of writing for different purposes and by forming
assessments based on those multiple performadeasgenres of assessment, Igatfolios,

were responding to pedagogical moves emphasizing processwvasidn.Portfolios became a
recognizable genre in the genre set of the @mgbssment systetrikewise, othepedagogical
theories, like collaborative learning (Bruffee; Bruffee; Trimbur), begdarta and respond to

new values being inserted into the writing classrolenthe thirdassessment systethere were
shifts in the role of participants within the system, such as students, who became stakeholders in
the process of assessmestiidents were weed as equal participants in tveiting assessment
process and were asked to reflect on their thinking and writing processes to help form
assessment.HEre was a greater emphasis on flegreer assessment and other collaborative
assessments, like formimgbricstogether as a class. The portfolio assessment genre penetrated
university writing programs. Writing programs began using portfolios as a Hfwaassessing

their own values and beliefs. Portfolios became a representation of the writing program;

portfolios became a window into the writing classroom for program administragarsVhile
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Y a n ¢ éwave®s can be perceived as shiftsideologies inassessment systepier article has
been praised, critiqued, and expahtdy other assessment scholgisot).

A shift in ideologie® to honoring cultural and linguistic diversitymay currently be
bringing about the emergence of new assessment gamesfourth assessment syst&or
example, ;iceY a n ¢ evgrdiewends at the turn of the 2tentury, some scholars have
picked up on her conversatiand reconstructed aewshift in (largescale)assessment that
Ahonors t he c udiversity @ students BehizadefagduParng B9Nadia
Behizaderand Myoung Eun Pang r i We hoperthat the next wave of writing assessment in
the United States will yield both increased use of direct sociocultural models of assessment and a
negotiated hAlance of power for all stakeholders in the assessment process, especially increased
autonomy and support for teacheers ( A tArh toward inclusivity, for creating more ethically
centered writing assessmerissbecoming a critical part of the evolvingtare of assessment
genresThis move influences participants (e.g. students) by helping to deconstruct barriers that
disadvantage certain identities. Blike in any genre shifideologies and assessment genres of
older assessment systems continue to drigbeir 2016 article, Behizadeh and Pang describe
how largescale assessmentasacrossroads due to the Common Core standaed$ive been
widely accepted in the Unitestates Their study reveal898.0% of state writing assessment was
scored externallpand most statemsr e A p r i mademand/essaysassasgment,roften in
conjunction with multipl e Larpesdale assessmahtparposest an
and ideologies have resulted in a return to old, possibly ineffective, assessmentyganres. e y 6 s
third shift, achangdn ideologies in the assessment systeat movedowards recogzing
processbhasedmethod throughembracing portfolios, now seemsabsnectedand maybe

irrelevant tolarge-scale statewide assessment practices. Behizadeh and Pang indicate that
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state in the United States was usinglasge al e por t f ol iCkearly postfelie s me nt 0
assessments that gained some traction in the
visible in largescale assessment practicBeme assessment scholars over thefpasyearsare
working toconstructand utilizewriting assessmegenresn programs and classrooms that bring
more critical awareness to diversity, social justice, andsfimoue;Poe;Inoue and Pod?oe
and InoueKelly-Riley and WhithausZwick).

An RGS framework challenges us to be more aware ofitiealogies within genres
might position participants, possibly revealing how genres could be working against certain
racesThrough RGS, weea encouraged to more fully examisigiftsin assessment systettios
expose unethicatleologies andtandardsMya Poe and Asao B. Inoue provide insight into
another concept of validityiDo more recent conceptions of validity as inquiry into the
consequences of assessment results on various stakeholders provide a robust enough theoretical
framework to understand theraplex and varied ways our students interact with writing
assessment technolodgtes (P8e)and Inoushed light on the visibility (or lack thereof) of race
in writing assessment practiceslized in prograrbasedsystems and through classrotased
assessment genrdeyargue for ashift toward a greater presence of race, a more defined
theory embracing race and writing assessment, and more research on the influence writing
assessments have on different ramatrfations.This work could be complemented through
intersectingRGSand writing assessmeriducational equality and concern for understanding
the relationships betwegrarticipantsand writing assessmecanillustrateideologies within our
multi-layeredassessment systermsdassessment genres.

In many ways, this new genre stpfying attention to ethics in assessment allosvio

see potential ramifications of the writing assessments we design, construct, and implement in our
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programbased assessmengstem These ramifications catiur attention to ethical issues in our
writing assessment practicé&iane KellyRiley and Carl Whithauaddress a gap in writing
assessment research by focusing on Aconcerns
collection inThe Journal for Writing Assessmextdresses ethics and fairness in educational
measurement and writing assessment practitewing on ethical theories from philosopéiyd
educationin the light of Common Core State Standards tittahatelyshape the progratfased
assessment systamthe institution Understandindarge scale assessment is valuable in

knowing more about thgituation and contexdf the institutional assessment system and writing
program An RGS framework can show us the mismatch between genres and ideologies of
writing program and largescale assessmeamd can also reveal unique insights about ethical
assessmés. RGS provides us with conceptual orientations that allow us to explore each writing
assessment systelike the prograrrbased assessment systamdg allows us to see what is

going on with writing assessment genres, including those genres and idethlags®wvorking

within our programs influencingur classroonbased assessment syssem

The dassroombased assessment system and an analysis of assessmenhgaumgésdeologies

The interconnectedness of writing assessment can be seen throagérthpping nature
of the institutional, prograrbasec and classroorbasedassessmersystem. In the late 18
century,the classroorbasedwriting assessment system began emerging in the U.S. university
though various genred assessmenBmallwood ackawledgeghat Yale was the first U.S.
college tofigrade studentsn 1785. A grade can be considesedassessmegenre of the
classroorrbased assessment ®m, functioning for the purposes of the writing classroom
through its participants, both teaclaerd studentClassroordbased assessment became the focus

in measuring student performance, meeting the expectations of student progress in the U.S.
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universityandthe institutional assessment systéiinst, a number system took shape in the
university clasroom. Yalebegan the process of placing a numerical system of assessment on
studentswith a belief focusedn evaluating correctness; the numerical sbatame a
significant genre of the classroom writing assessment system. RogemHatcht e s , tohf To | e a
write correctly it is necessary, not that the pupil should write so much, but that he should write
everything he does write as Thioideolagicat posgtionand cl e
was asserted earl i er i nenrdsysiemefassassment,omethatsi on o
emphasizedicorr eot heke proper comma usage.

Like any other situation involving genres astdftsoccurring within genre systems,
t her e 6 gleoladicalrasidgeas mentioned previouslBenre syiems mightthange form
but the values within those systems are so ti
beliefs @ ideologies. For examplevhen Harvard began evaluating students in 1877 on a new
six-tier scalg(similar tothe4.0 scale)remnants bsocioeconomic status favasim and
correctnessould have easilyemainedYears later, witing assessmérstarted slightly changing,
new systems wergecoming moraccepted. fie classroonbased assessment system moved
from the sixtier scale to the fat mentiorof a lettergrade documented by Harvard in 1883
mentioning a student making a f Bpddhethhngisg, r eve
of values within the systerithe shifting of classroom assessment genres reveals the flexibility
of genres which in turn shapes the writing assessment sydteimersities writing programs
andclassrooms use classifications, like a leggeade, which might cause one to assume that
genres are fixed and stabl e.rookhasembrabgdrnidd s n ot
continuestoembracg)ar i ous assessment genres, l i ke port

mirror the same values or beliefs of the traditional legtade per sézor example, the letter
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grade might symbolize a valuepnoduct, whereas portfolios might represent a value in process.
Even though most classroenased assessments draw on the construction of assessment in 1877
and the 1883 Harvard terminology, ités i mport
assegwment syems.Other genres, like th@ssignment prompt, syllabuend rubric, are a part of
a genre set that work alongside assessment genres like portfolios and grading cGetnaess.
in the set interact, inform, and carry embedded ideologies that sitdmg assessmeniRGS
provides us with a rich understangiaf the multifaceted nature tiiesegenres and systems.

To peel back the layers olassroorrbasedassessment systepasidthe interactions of
genres that exist withieachsystem|] want to take a closer examination of the assessment
genreswve frequentlyuse in oumriting classroomsecausevriting assessment systemusd
assessment genrdstermine our actions the classroomin this sectionl 6 m i dent i fyi ng
different clasroombased assessment systénpsoductbased processhased, and labdrased.
Like any genre system, these thessessmermstystems are challenging because they carry their
own genreand genre setsith situated ideologies that help form action. Eelelssroorrbased
assessmermstystem has its own heartbeat, its own primary genretmamunicateshelps
produceactions informs, andnteract with participants and other genriesthe assessment
system | 6 m c anlqueiprimgrygente iwighin eacttlassroorrbasedassessment system
theassessment genre

Assessment genres are knowledgestructingmeaningfilled structures that embody
different ideologies and functidor different purposedepending on the rhetorical situation
Eachwriting assessment system is enacted thrasgessment genresyd each type of
assessment genre lraganing and ideologie$he system is constructed in an idiosyncratic

manner because of the values and beliefselfsessment genre. The immediatatext is he
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writing classroom, which is informed by research, pedagogies, practices, genres, and other
participants likehe university, department, program, teacher, and studinhese participants

occupy the overall larger institutional systdrbelieveexamning these individuatlassroomn
basedassessment systems through their correspordisgssment genfeproductbased

lettergrade, procesbased / portfolio, and labdrased / grading contr&ciwill allow usto

distinguish how different assessmgetnresact and are acted upon differentlywniting
classroomsAssessment genres are meaningful; they are shared socially among participants, they
create means for communication, and they recur within the writing classroom.

First, it sould be noted that all thretassroorrbasedassessmersystemgproduce and
distribute alettegr ade at some poi nt ogysteaneandskeessment | 6 m an
genres as classroebasedassessmentan assessmensed throughout the entiyeof the course
that helps structure and guideptgrticipants, antielps direct actiond’he way in which the
lettergrade is processed and the way in which it is being communiceatieel producbased
assessment systahroughits construction differs treendouslyfrom the way the lettegrade is
perceived in the proce$msed assessment systdith e r e 6 s fullypescape writingo
assessment, especially the delivery of a leftadefor the purposes of the institutional
assessment systeirhere are onlya handful of colleges, like Evergreen State College, that have
removed lettegrades from theinstitutionalassessment systeand therefore their classroem
based assessment syst&¥riting teacherhiave to givewnriting assessmeniiave to give a letter
grade andhave to consider howriting assessméscan be most effective and sustainable for
studentsWriting teachergan determine how sustainable assessments are by analyzing the
assessment systems and assessment gemiek reveal ideologies and other genres in the genre

set.If writing teachersvant writing assessments to be complementary to teaching and learning,
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and ifwriting teachersvant writing assessments to improve teaching and leanviitgg
teacherseedto evaluate theystemsgenresactions situation,sets,deologies, and
participantsWriting teachergan do this through an RGS framework. The follogvsections
attempt to shed lighan differentclassroorrbasedassessment systeraisd the inneworkings of
those systems through their assessment genres and the interactions and ideolpgiesdhtd
each individual system.

Theproductbasedassessment siem and the traditional lettgrade assessment genre

Theproductbasedassessment systeomctionsthrough the traditional lettegrade
assesment genre and values thettem product. Ideologically, a focus on correctness, spelling,
and grammacouldpervade th@roductbasedassessment systeMa x i ne Hai r st onds
providesagreainder st anding of compositionds Atraditd.
specificwritingii met momd o emphasi zes the fAwritten product
traditional par adi gm defnss the suecessful writet as eneoncanfi A v i e
systematically produce a 5@@rd theme of five paragraphs, each with a topic senéencé 7 8 ) .
Hairston argues that the traditional paradigmwh i ch s he al so -centefeér s t o .
p ar a demghasizés a systematic forimcuses on a lire process, andssumedit eac hi ng
editing i s t e achaid Yaungwnovidesievenpte dgscri@ion The emphasis
on the composeproduct rather than the comprog process; the analysis of discourse into
words, sentences, and paragraphsctassification of discourse into description, narration,
exposition, and argument; the strong concern with usage (syntax, spelling, punctuation) and with
style (economy, clarity, emphagig31). The traditional paradigrraughtii f i ni s h.erbt wr i t i r
procesg(Murray 4). These pedagogical ideologies inherently influencenttigng classroom

space anavriting classroom genres, likeriting assessmentVhile the lettergrade is not
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exclusive to tk productbasedsystem its focus on finishedriting doescorrelate withthe letter
grade as an evaluation of a final product.

Teachers and studemmrking within theproductbasedassessmerstystemmight pay
special attention tsnoreformulaicbasedunderstandingef writing, like whether spelling was
executedcorrectly or whether punctuation was placed in its appropriate loc&woone
ideologies existing within thproductbasedassessmerstystemmight be based on language use
and linguistic standardspecifically through notions of English Only (Matsudgiynce the
productbaseds y st em f ocuses on Aproduct, 0 including .
level construction which is predominately based on academic English standamtedtinet
based assessmaystem is more prone fojectinga visible idetogy on language as opposed
to other assessment systems, like the prelsassd systenT.he lettergrade assessment genre
also possesses an ideological stance on motivatidhe productbasedassessmerstystem the
lettergrade assessment geslieits extrinsic motivation to get students to participate in writing.

The lettergrade influences student behavior, as psychologist Alfie Kohn mentions, and
pr odu c e s inardeftd get thattype attitude(4). Every classroorbased assessment
systemindisputablyfunctions under thattitudeto differing degres. After all, theproduct
based processhased, and labdrased assessment system eventually assigteiegrade. The
argumentwhich will come upagain in the labebased assessment systé&onnected to
Amot i vat ipmducthased assedshemystemwhere the lettegrade is given on each
individual assignmenthe lettergrade assessment gefuwactions agthe ends to motivation
Kohn argues that the lettgrade, by itself, is couerproductivebecause of its ideological
extrinsic motivatiorbased naturé he attitude that should be garnered in the classroom, from a

psychological perspective, is dependent on intrinsic motivaitudentsnight desire the letter
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grade in th@rodud-basedsystem because the letignade projects a specified value on their
writing and also symbolizéassh at t hey 6 widgingpbr ocebsesdankbdedondt n
anymore againasserting a belieha A f i n i s hThallettergranesyaysemicand has
some flexibility (+£): each letteigrade(A/B/C/D/F) has its owrsituatedmeaning and value
within the context of the university and writing classroom

The traditional lettegradealsoserves various participantsthin theproductbased
systend the institution, the program, the classroom, the teachdrtree studeidt and each
participantcould interpet and communicate the purposeifihe traditional lettegrade
differently. The institution may focus on the necessity @& pinoduction andistribution of the
lettergr ade, whereas the st uden it Adddignally, beclaiter on t
gradecommunicates the institutional value of continuation or regression of progress in academia
for the studenas indiated through other genres in the system, like the university catalduyeie
university catalogue reflects guidelines and requirenfenscademic success in the institution.
The lettergrade as a genrajenotesor at the very least reflects, studsatcess anddilure to a
certain extent because of its embedded values and cultural acceptance of thos€haletsy
grade assessment genre, in some ways, becomes a means for separating participants within the
classroorrbased system and institutionaksm because of its categorical divisions and
associated values (e.g. C lettgade equates to average).

The lettergrade then,functions for purposes in thestitutionalassessmerstystem and
classroorrbasedassessmerslystem In many ways, théraditional lettergrade asks writing
teachers to rajeank or evaluatstudent performancén the context of the writing classroom,
this evaluation occurs througie written productDoes the student meet the expectations of the

courseand the writingassignments throughout the cotrdea student failso meet those

€ €

he
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expectationsthen, in most cases, especially in the requiredyat writing course, thstudent

isobligaedto retaketheclass he f ai l i ng course gr.amkeettehal t s t h
grade may besedto reinforce learning and acquisition and to continue the systematic function

of the universityDepending on the institutigpprogram,and classroonthe traditional letter

grademight workwithin aslightly differentsystem For examplethe +/ assessment genre

provides more elasticity in distinguishing and narrowingptiieeived quality through specific

criteriao f a st ud Reygardiess ofithe itraditiomiagtergradeor the +£ assessment

genre, the lettegrade providesoncrete evidence to student work.

The lettergrade indicates an audieidca reader, usually the teacieand shows a
response, a perception of how the reader responded to the writing phoduetbasedwriting
assessment system, thaditional lettergrade idargely focused on evaluating student writing on
everywriting performancehroughout the entirety of the semesiiére teacher, one participant
in the system, perceives and responds to thaest, another participant, through the legjeade.

At the end of the course, those gradescalculated into one final course grade. Unlike other
classroorrbasedassessment systems.{.processhasedand labotbase(, a traditional letter
grade isassigned to each writing assignmélite procesdased and labdrased assessment
systems are less dependent on assigning the-dgttde on eachssignmenandare usually
hesitant inassigiing a lettergrade at all until the end of the semester

Theproductbasedsystem focuses on formal (rather than rhetorical) qualities, which can
be more objectively assessed with a letgexde. The delivery of the lettgrade usually occurs
in a timely fashionEven though alvriting assessment takes tintike teacher response to
student writingassigning and distributing the traditional leftgade allows teachers to respond

to student writing with an exagtlue in an efficient manner (more so than portfolio grading).
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John A.Smith acknowledges how agsing and distributing a traditional lettegradeoffers

tangible evidence to studenis:@Gdes are easily quantified, allowing educators and employers
rapidly to rank TFElettergradafitstwalliinnthpeduttiaseags@sdment
system, which is often focused on the number of ewdrgeh helps quantify assessmenie
lettergrade assessment gemréhe producbased assessment systismomplemented by other
assessment genres, like rubrics. Rubrics can functiother assessment systems, though, in the
productbased system, rubrics often provide a tangible, quantifying representatvoitterf
performance. Rubrics whi ch can possess genr aredoristeugtedb i | i t
by more rigid criteridor qualitieswhich coincide withthe ideologies$n the productbased

system the criteria for qualities often corresponds with a holistic scoring scale {¢)gA1

holistic scoring rubric consists of a single scale fnavides students witmabverarching
assessmenbr an overall judgmentf their writing.

A holistic rubric doesné6t pr ovinseabfferpeci fi c
broader interpretations of writing. For example, if a student produces writing that has too many
errors, which is a point of emphasis in the prochaged assessment system, the entire paper will
be judged to represent that deficien&yholistic scoringrubricis different tharananalytic
scoringrubric which provides an individual score for eachafcriteria.A holistic rubric, in
many ways, minimizes the amount of time a teacher has to spend in readmegpomdling to
student writingdue to thenature of thescoresymbolizingan overall impressionvhich
complements the immediate production and delivery of thegtéele assessment genre found
most frequently in the produblased assessment systémthe producbased assessment
system, the teacher, one of the main participants in the assessment sftstegonstructs these

holistic rubrics individually and reads and assigns a single score through the basis of the criteria.



65

The teacheusuallydetermines what lettegrade a student receives @achassignmenin
the productased assessment systerhich might differ from the procedsasedassessment
systemthatmight cater towards collaboration and teachers coming together to assess student
writing collectively. Nonethelesghere are other participants at play in pneductbased
system. For exame|the teacher is also influenced by the institutional system that might require
a specific assessment system to be used in which the teacher has no conffbleavaditional
lettergrade has positive qualities like any other assessment genre, ketathkrs, the
traditional lettergrade has unwavering solidity; academics have placed a great deal of faith in the
lettergrade which is reognizable through its continuptoduction and distributioand can be
demonstrated through its historical reles@none of the earliest methods of assessment in the
U.S. university The distribution of the lettegrade in the form of a singular symbol is extremely
popularandfunctions as a placement of performance with clear communicated wéilich
provides thestudentanotherparticipant in the systena, visible mark with correlating value of
their written performanceith an emphasis on the end product.

The proces$ased assessment system and the portfolio assessment genre

The procesdased assessmeaystemis best illustrated throughe portfolio assessment
genrebecause portfolios, often constructed by a collection of multiple student compositions in
di fferent genres and f or ahdvhlfiesstudemts pradicingtat i ons
multiple drafts The purpose of portfoliosinlike theproductbasedassessment systemath
assignghe lettergradeto each writing taskis to value process over produthe portfolio
assessment genigedesigned to illuminatéhe procesof student writingarguablyone of tle
most important aspects of current fiygarwriting classroora. Through portfolios, widentsare

given the opportunity toonduct multiple drafts, reflect on their recursive writing process, and
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revi se accor di ngereceived flomheifpeees drimaachérOne bf ¢hg 6 v
ideologies embedded within the procéssed system is that multiple writing performances
more accurately reflect an individual 6és writ]
genres of writig successfullyAdditionally, the procesdased assessmasyistemvalues time
because time allows students the opportunity to embrace the writing process. The more time a
student can spend writing, the better. The portfolio assessment genre answerkdbtiieeca
writing-asprocess movement aigained significant popularity in writing classrooms in the
1990s, both in research and in pedagogical practices.

The portfoliq ideally,is designed to show the amount of time and work a student put into
writing, which is often marked by multiple drafts written for each individual assignmént. E
White writes thatwvriting teachers liked the emergence of portfolios in writing classrooms
becaaise it fisupported teaching, fostered revisi ¢
mul tiple writing sampl es 582)Whkhited eferenedr it \eanldoedli tpye r
an ideological point of emphasis in many writing programs andrcasibasedwriting
assessmentdrawsourat t ent i on back to Yanceyds discussioc
assessmestind writing assessment valuébe portfolio assessmentgerite ncr eased val i
andprovidedteachersnore time fostering studé attention on thact of composingThrough
the procesdased assessment systémachers can cultivate a greater sense of community within
thewriting classroonthrough peeto-peer review and communal rough draft worksheysich
are other genres inglsystemRough draft workshops, a genre in the genre set, can interact with
the portfolio assessment genre, informing students how to revise their vaitatigfluencing

the drafts collected in the portfolio itself.
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Throughthe portfolio assessment genrgudents arenore likely to focus on #hact of

composing rather than tlfiel e-g t &;dhe @rocesh ased assessment system

lettergrade until the end of the semester after an evaluation of many drafts and muldigfe stu
writing performancesThe ideology, once again, asseahat more writing prformances will
more accuratelportray the ability to whiclstudents can write because students will ideally
spend more time on the procedsvriting and revisionWhile pracess is accounted for through
portfolios, theikelihood of increased student anxiety of not knowing their legtexde or not
knowing where they stand in the claisssomething that mighiesonatehrough gprocesshased
assessmermstystem. Thoughortfolio enthusiastaight combat this idea by questioning why the
letter-grade would even have that muwalithority,or power in causing such a strong emotional
responsén the first placeTeachers and students, through the prebassd assessment syste
rely on revision. Br writing teachers, maylibe portfolioassessment gentakes awaynother
ideology that exists in assessméntke potential capitalistic nature of receiving grades as if
lettergrades were a commodity the sociallyconstructed elssroomThe portblio assessment
genre mightresist he cul t ur al -gfadeeoetiedvaluke the culmre hascgldtore r
receiving a lettegrade, specifically in the context of the U.S. educational sygtethe same
time, writing teachersdént have the pressure of comparing
student writing when producing and distributing their feedlatke procesdased system
which is a potential temptation when delivering a traditional lefteste in theproductbased
assessment system.

One ideology that might be present in the prodessed assessment system comes
through reconstructing the writing classroom, or deconstructing the hierarchical position between

participants. Students might perceteir colleaguegasthe primary giveof writing assessment

(0]
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due tomultiple peerrough draft workshopthat happen throughout the semester. In the process
basedsygem, the peer ias \aluable as the teacher in providiiegdback and helping to improve
writing. Anothe ideolbgy, then,comes fromattempting tacultivatecollaboration in the writing
classoom:i The portfolio permits us to invade teach
forces them to emphasize drafts and revisims almost forces them to use peerfeadc k 0
(Elbow and Belanoff37).In rough draft workshops, students have a greater role and are often
viewed as stakeholders in the feedback process. Students can take up the feedback they receive
from these rough draft workshops and use it to refRsgisin is a significant part in the
processhased assessment system because revision embodies pgRevesion pushes against
the notion of a Afinished product. 0O

In the procesbased assessment systaieally, students become less concerned about
thelettergradethrough portfoliosand more concerned about the learning and writing prpcess
and more willing to understand that assessment can play a completely different role, one that
moves away from thproductbasedassessment systeith e r stillbabvays the potential for
students to become more concerned about their-ielethrough the procedsased
assessmentsystdme cause they arendét recei vi mg@det hat i mr
providesin the productbasedassessment systeihteacters receive resistance from students
under the portfolio assessment genre, froredagogical perspective, there mightabgense of
reassurance because the purpose of a portfolio driven classroom is to embrace process, not
product.Though, once again,thee 6 s t he mMealoidtuyxttohats tehmé nent be
deliverance of ¢ettergradeeventually occursThe lettergrade ultimately,is still given, just in
a different location and positian the procesbased assessment systdimerefoe, maybean

ideology in he procesbhasedassessmemystem is to challenge the traditional paradigm of



69

assessment that relies heavily onitheediateproduction of value in the form of a lettdihe
portfolio assessment genre might resist views of assessment peggdhrough institutional
assessment genres, like the university cataldgkewise, portfolios can be used within
different systems for different purposes.

The portfolio assessment ¢e nbasedadsessmsentdét act
system It also hawalue in the prograrfbasedassessment system, showing the flexibility of the
genre and showing how genres communicate and move from system to system. For example, in
the prograrrbasedsystem, witing program administrators can use portfolios ageans of
accountability in the writing program: whatos
responding to assignment§Re First and Secongear English (FSE) program at the University
of Kansas collects student writings to form a portfolio to meamudesvaluate how the goals and
outcomes of the program are being met. The portfolio assessment genre is multifaceted
depending on how the program or classroom chooses to Ugkitie. reassertthe nultifaceted
nature and flexibility in the portfolia s s € s s me n ¢ mugt eenognéze thafi W
portfoliosétake many different shapes for man
manyvar at i ons of s c adddtatigedort{ol® 8s3essment\genrd by propasing
met hod fAhigbhyt de preafdle a dhisigees to shew, again, the flexbibty2 ) .
of assessment genres in systeltnalso shows that adjustments in assessment genres can slightly
shift what ideologies are reflectddn Whi t eds constr uenmentgemreof t he
through the procedsased assessment systéon,examplehe values how students are thinking
about writing and how they can communicate their process, draft after draft after draft, to an
audienceWhi t eds portf ol i o a$wvehe studenhcommyrécatesehei s bas

evidence of their progredsrepresented by theholeness of the portfolid in their reflective
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letter, which is a part of the genre s&he reflective letter interacts with the portfolio assessment
genre, often times prading an account or rationale for the entire portfolio, explaining the
choices the student writer madde reflective lettebecomes amstrumental part of the
processlike other genres in the set, the letteemsbedded with ideologies.

The portfoligi n Whi t edsienéatdehiakdi f ust by the
also in the student reflection, and how the student can reflect ocoudbhsge goals and outcomes
which are a part of the genre set of the portf@swell acarrying outthe purposes and
rhetorical situation of the writing assignmeWhite callshis assessmentsystéhP h as e 2
scoring, 06 and he argues that this type of por
assessment and regpilityd ( 59 4 ) . iDaryeeasohs fahik tgpe pf procesbased
assessmemstystem, and many portfolios, is for students to assess their own work and acquired
knowledge over the course of the semester. The reflective letter could be viewed as
documentation of what was commaated and received by each individual stugehich could
be used for pedagogical revision or program revidubgally, the teacher gets a glimpse into the
learning process of the student through the reflective letter in the portfolio. There are various
constructions of portfoligsvhich contain varied genreshich are full of embedded ideologies,
in writing studies and writing assessment research.

PeterElbow and PaBelanoff like White, valuethe writingprocess, but measuitan
different way through theportfolio assessment genre. For exampldow and Belanofhave a
mid-semester portfolio assessment and an end of the semester assessment, whereas White waits
unt il the end of the s e me$hemidsemestepartfobogas s hi s s
genre in the genre sfr some procesbased system configuratiomsight be perceived as an

opportunity for students to see their progress in the class, to see where they stand. Some teachers
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might think the midsemester portfolio is counfgoductive to the procedsased assessment
system, especially if a teacher chooses to assign adestge to the midemester portfolio.

Some teachers might find the reflective letter significant, like Elld@lanoff,and White do,
whereas others mighwant to seeough drafts of each writing assignment and thal fitnaft in

order to understandow students revised throughout the procBssigh drafts included in the
portfolio assessment genre might provide a good sample of how students are enghaging in
process, what students are thinking about as they continue to approach and revise their writing.
Usually, regardless of preference in minor details, portfolios contain multiple pieces of writing
responding to different rhetorical situatipp®rtfoliosare multigenre.Beyond portfolios being
comprised of student work, as an assessment genre, portiaticeflect pedagogical ideologies
and preferencesin emphasis girocess over produd,value oimultimodal assignmentsver
traditional textsa claim thamultiple rough drafts increase writing effectiveness] a hope that
peer feedbackreates a more collaborative classrodd&S allows us to dcernbetween
assessment systemghich reveal assessment genres full of ideologies that work with other
genres in a set.

The laborbased assessment system and the grading contract assessment genre

The laborbased writing assessment system values student labor, or the quantity and
gualty of student work, by providing time for students to work and by negotiating requirements
and expectations of work. The laHmaised system ideologically resists traditional means of
assessment, like the production of a letfexde on student writing, @erceiving student writing
as a product at alandasserts process, much like the prodessed assessment system. The
grading contracassessment gennehich isatthe heart othe laborbased systa, is somewhat

constructed like the portfolio assessmngenre inthatalettayr ade i snét nor mal

y
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individualized writing assignment3ane Danielewicz and Peter Elbow argus tine of the
primary ideologie®f the grading contract is to improve learning aratkeng and that the
grading contract aligns witldeologiesembedded within most writing classroams dint€acts
help us make our own teaching truerThaeraorepur Vv a
onepurposeof the grading contraessessment gemis to potentiallymirror disciplirary beliefs
with classroom practices.

In an analysis of the writing classroom, William Thelin communicates that teachers want
to give students a voidhatdisrupts traditional power relationships and potential hier@sch
The grading contract, then, can be perceived as a genre that attempts to work against traditional
norms of power in the firsgear writing classroomnthus attempting to providergearequal
footing to the participants involved within the genre sysfEne grading contractdeally,
provides an opportunity for students to share their voice, allowing students to see writing
assessment as negotiatéudentdecome active participasin the procesdased and laber
based assessment systéwoth systemsnherently value promoting student agentlye grading
contractcreates space for conversatiat®ut assessmeit Cont r act gr ades essenrn
the grading process from teacttgveloped criteria into an agreement between teacher and
s t u d Raditan285). The grading contract assessment géndependent on negotiation, or
an agreement between particip@ntbe teacher and studedtsvithin the laborbased system.

Some writing teachers rely on the gefiegibility of negotiation inthe grading comact
(Shor; Inoue). Thgrading contracassessment genadlows students to be a part of the
assessment design and constru@itirough negotiatiorstudents are given the opportunity to
voicehowthey want to be assessed in the writing classéarhich might not be as prevalent in

the productbasedwriting assessment systasantralized on the lettegrade assessment genre
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The grading contrads usuallyproduced and distributed at least two diferwaysn the
writing classroomindividually or holistically. The teacher can decide whether each studéent
negotiate and construct thewn individual contract, or whether the whole class will negotiate
and construct a singular contract. Some grgdontracts are formed by the teacher beforehand
to provide a framework for negotiation. The holistic classri@®ed grading contract is less
time consuming and, more than likely, more productive in terms of encouraging a collaborative
environmet. The poductian of thistype ofgradingcontractassessment geniseoften done on
the first and second day of class, estabiglthe importance of consensus, while also
implementing the significance of assessment conversations that will happen throughout the
entirety of the semestefhelaborbased assessment system provides the teacher and stedent
opportunity to negotiate the terms of the contrbe terms of the contract are based on student
|l abor, or the st udent @guangyrobwditing, quality of wigtihg, wor k an
attendance, participation, and other assignments.

The grading contract strives to createréting classroonthatbecomes a space of equal
(or near equal) authority where batarticipantqthe teacher and the student) feel like they are
contributing to the holistic emonment (the writing classroorbecause both participants agree
on and develop the contract togeth2anielewicz and Elbow suggest that the grading contract
AreduceeswsnfMaiamd they argue that the contract
which might be asserted in theoductbasedassessment system through extrinsic motivation
Additionally, the grading contract, according to Danielewicz and Elbow, paligraddresses
follies within other assessment systems, like the biladfa teacher igoing to assiga student
a lettergrade on a writing assignment based off comparison, based off the teacher not being

interested in the ¢s$hedéebdébewonki oererbasadl gf
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Danielewicz and Elbow believsudents find it hard to respondwith he t eacher doesn
med because the grading contrassessment geniebased on their labor, ni@acher
perceptionln some waysthough,their claim reveals anothadeologyembeddedn thelabor
basedassessmerdystem theassumption thate grading contradct s n 6 t bagec om tehclyer
perception.

Ideologically,thelabeb a s ed assessment system might ass
perception is less biased due to the grading conBatteacherstill provide assessment to
student labor, antkachers still have to perceive how to asflestslabor.Thereareplenty of
ideologies within every systerfihe laborbased assessment systegitues student participation,
involvement, engagement, work, timeliness, process, and goodMagtyrading contract, as the
main assessment genre in the labasedassessment system, also contains ideologies, possibly a
classismbased favoritism that delineates participants within the system. The grading contract
might contaimmb i as t oward students who dondédt have as
requirements due to athobligations; it could be an assessment genre that works against
students who have less time to devote to the &lag® would miss amassignment because their
work schedule was changed, who had a sick chi
hawe as much time to devote to any of the labased assignments in clagsuniversities that
contain students with a wide range of income levels and life situatltmguantity of time and
labor available is vastly disparaeong different student polations.Labor, or the amount of
actual labor an individual has time to exert, can be a concern through thedakdrwriting
assessment system.

Labor negotiations in thgrading contract assessment garseallyf ocus aanh i igqu 0

which is similarto the ideologies inthproceshhased assessment system an
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emphasis on Adrafts. o I n some research and ac
grading contract has been positionedimaltygs. an as
guantity, o and quite frequent | Yuestibnsliketbesev er s at
arise: isndébt quantity the most i mportant thin
student work? Do viting teacherslismiss qualityfor quantity?First,16 d  aquamtityeand
gual ity ar en 0 tconstudtiansGrabing cantkact Users willvsay that the grading
contract doesndt di s mi s/AsaotBhineue apprpachedthrasrsubject of q u
nicely:omAgl@arctuisty i s not paramount to disreg:
can provide students more time to write on th
of their work, much like the portfolio assessment genre. Some teachers mighthargthe more
time an individual spends on writing, the bet
the more time students practice writing, the more familiar they are with writing and their own
writing process.

The grading contract assesamh genreattempts to shift the focus off the traditional letter
grade, moving away from placing lettgrades on every assignment and combating the
perception of the fineed f oproduwmtbagedmaitthg 0 whi ch i s
assessmentsystemThe contract helps strip away the my
power in the everyday gr a danglewice and ElboB49)i The our w
grading contacassessment genrarcpotentially cultivate conversat®about theexpectation of
asseswent in the culture of academia, and the values of writing assessment in the writing
classroom in hopes of mirroring pedagogical beligfappear®ne ideology irthe grading
contract assessment genrbased orfi mo t i voauta ddferent type of motivation than

asserted through throductbasedassessment systeihh e gr adi ng contract i s
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recognition of quality, but instead is obseryv
(Bauman)Marcy Bauman believes thatotivation is created by people and contexts, and that a
Agrading contractsd emphasis on quantity (and
intrinsic motinuwidclomowl(dhgpase WBW3at Amoti vati on
effectivenessof ont ract s, however, i s dihedradicgoohttactt o a s s
assessment genre communicgecise expectations and requirements, and the construction of
the grading contract can be viewed as afi a g r efédaboe betiveen teachenc student

Thenotion ofagreementthough,is somewhat subjective and inherently ideological even
in the laborbased writing assessment syst®u.the teacher and student have equal footing in
the negotiation and agreement of the grading contracttloe igacher the primary executor of
setting the labor requirements and contractuatg@Participantsn the labofbased assessment
system,ideallyhave equal footing, but since thereds a
classroom spacgeparating the teacher from the student, the process of coming to a complete
agreement where both participants are fully satisfied and content seems to be too idealistic.
Additionally, what if the majority of students o rhéve adesireto work under thegrading
contractAWhat if students prefdhelettergrade being assignesh eachindividual assignment?
If negotiation vastruly valued, would the teachezspectand accepthat position?The default
voice in the contractual conversations, then, seerhs the voice of thteacher, who ultimately
has thepower to decide requiremeraad construct assessment, and who often does so already
through other assessment genhég teacher response to student writibgnielewicz and
El bowbs gr adialgr ecaocht rcaccntstiructed for their wri
students n t he process of constructi on. Maybe Dani

control of constructing assessment and labor requirements for their writing classropms. O
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maybe Daniel ewicz and EIl bow realized that you
classroonbetween teacher and studesd they decided to form the labor requirements knowing
that the default voice, or the person who has the power to ovevagejoing to be their own.
Nonethelesshie grading contract assessment géa®nherent ideologiethat make it
different than other assessment genres. The prbesssl and labdrased assessment system
havesome similarities ivaluge like an emphas on process over produbit also substantial
differencesUnlike the portfolio assessment genre, the grading contract can allow students to
understandvherethey stand in the cours€he grading contract esigned to provide clarity to
its participants, both teacher and student, by asserting clear expectations and requifements.
portfolio assessment genre might be less understood by students because the nature of the
assessment genre, the way in whiod assessment takes place either by one teacher, or multiple
teachers assessing student portfolios. The porthgbessmentgenceh al | enges t he A ne
lettergrade forvalidation butcan also potentially leave students a bit more in the dark as to
where they stand in the clas$hélgrading contragssessment genre is more transparent, often
explaining the labor involved and the direct letjeade correlation to that expended labor.
Studentsunder the grading contrastould know the standardscaexpectations throughout the
course, and should have a good grasp as to the consequences for certain labor failures
I n Danielewicz and EIl bowds c ongradaitttey st ude
meet ten requirement si obuass eedf feonrtti raenldy poanr tii cco npsa
guality of student writing is only -granlemand der ed
an NAégrlaedtet:eramgrimaAe liostbased on exeeptionakyacher 6s
high quality Danielevi cz and EIl bowds gr adi ng-basedasgcttamact i nc

it as ewded | di BWi ngui sh among grades higher tha
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we have student p®raanf el ieows cizn ama n & dishustvded) gr ad
example of how grading contracts can be produced and distrilianied.againwe see the

flexibility of assessment genres, and we also see the interconnectedness of assessment genres
being able to work togethdn fact, here, we see the poitoworking alongside the grading

contract for the purposes of the latb@sed assessment system. Both assessment gerires are

the classroonbased assessment system, and both can be usadifelydifferent purposes.

Inoue moves discussions on the grading contract further by detailing how the grading
contract is a more antacist writing assessment genre, as opposed to traditional forms of
assessment like the production and distribution of the traditional-tgtidein theproductbased
assessment system. Inoue explains how the grading contract helps deconstruct the traditional
hegemony of one accepted Astandard, 0 and how
assessment method for minority students. Once agaiideblogical position of the grading
contract tends to move towards a resistance of traditional ideologies embedded within traditional
assessment genres, like the legeade. The application of a motinguistic standard, often
manufactured through exgtations of Standard Edited American English (SEAW#ich |
brought up in association with tipeoductbasedassessment system, is deeply embedded with
ideol ogies that disadvantage people of color.
writing in the English classroom, and quality, in the writing classroom, often correlates to ability
to write in academic English. In the laHmased assessment system, one potential purpose for the
grading contract is to create a more aware space that agdymslthe diverse participants
working within the system, participants that are being influenced differently by genres and the
things genres are communicating to one another. For example, if a teacher uses a rubric in the

productbasedsystem that assertise need for students to produce writing that adheres to
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Acorrecto | anguage use and academic standards
communicating to the student, who is taking up another §ettre writing task the need to
follow acceptablédanguage use conventions while producing the writing task.

Knowing theclassroorrbasedassessment system allows us to see the assessment genres
within thesystem andnakes us informed writing teachers that can move-badkorth between
genres. Additioally, knowing the system and genre allows us to see embedded ideologies which
should help us make choices as to what writing assessment best complements our pedagogy and
our writing classroomdRGS provides a wonderful framework for understanding writing
assessment

Moving forward: From a broader understanding of writing assessment systems to local a context

| 6 magle progress in intersecting RGS and writing assesshmengh genre systems
and assessment genrasdl 0 v e edgerpd sets, ideologies, and the role participants play in
writing assessment systems understanding of writing assessment, when writing assessment is
perceived as a complex, dynamic genre system full of genres working with and against
participants, preides clarity to what our assessment systems do and how they function in our
writing classrooms. Writingssessmerdlsoconnecs the individual classrom, operating under
the classroonbased assessment system, to the university, operating under tlhiéonstiit
assessment systemriting assessmeiin the firstyear writing classroorfunctions as part of a
larger systenof assessmeiliteing communicated through specific genedfectingwhat it does
and how it does it to the individuals within the writiclgssroom which influences the work of
writing programsFor example, assessment genres like portfolios and grading contracts can work

to resist institutional asssment values, such as grades, becaeggroces$based and laber
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based system seems toiresst fAobj ectiveoO standar dsocessed crit e
and labor.

A broad understanding of assessment systems and assessment genres can only provide so
much, though. Anorelocal examination of writing assessmeyistemss necessary iorder to
fully understand the multifaceted naturegehresystems, and how systems and genres overlap.
As Norbert EIliot and Les Perel man write, @Al
| ocal component s an dinmynexkhapter, bexanineentnalgenresn e s 0 ( 2
different writing assessment systems at the University of Kansas. Genre systems offer us
abundance in peeling apart the layers of interconnectedness that exist within the process of
design, construction, and collaboration of writing assessments. Geramsystlp reveal genre
sets and ideologies within systems, and genre systems might provide the best means of seeing the
intertextuality of writing assessments through an R@Sed lensAn in-depth analysis dbcal
assessment systemtsthe University of Kinsaswill allow us to begin seeing new perspectives of
what occurs within assessment systewtsichwill ultimatelyhelp inform our teaching and

researching
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Chapter 3:
Genre Systems & Setsn a Local Context

Rhetorical Genre Studies (RG®#)rough is frameworks and conceptdfers writing
assessmemesearcmew ways of seeing thaynamicrelationships that exist within writing
assessmestWriting assessments agasilyrecognizableyet complexactiors that act and are
acted upon by various participantisey aregenresystemslike the labotbased assessment
systemin the writing classroofthat work through assessmeyanres, like the grading contract.
The pl ur al i tprofoandlysigrsfigasttwetingsagssessngent cannot be defined as one
genre systemlhere are multiplevriting assessment systensstitutionalassessmenprogram
basedassessmenandclassroorrbasedassessmertan all be consideratifferent systemsf
assessmenthey can also be perceived as systems that ovéegh of thesevriting
assessmemstystems caresdifferent genres that interact with other genelselpform
communication and actiokach system has genre sets; each system has participants; each
sydem possesses ideologid$ie interactions between the genres in the genre set within the
genre system establish value and direction as well as work with and against participants in the
systemAnd the genres embrace cultural ideologies that also provigibit access to the
systemWriting assessment systems are dynanhietoricalmulti-l ayer ed fAcompl ex w

The purpose of this chapter isit@p out thenstitutionalassessmerstystem move
towardsthe prograrrbased assessment systemd thermove tothe classroonbased
assessment systamhthe University of Kansase reveal the complex genraad the genre setd
play working with and against participamdocal systemsMy main aim is to help uncover the
values, beliefs, interactions, piaipants, and ideologies within these complex wé€lenre
systems and sets providelynamic way of seeing writing assessraantludingthe flexibility

and limitations ofassessment systeniy analyzing these different but overlapping writing
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assessmérsystems, we should begin to seeittligcatecomplex web that exists imriting
assessment, and we should be able to analyze what genres are communicating to one another
through those systents help us see whether the genres effectively respond to the systems and
ideologies (values and beliefs) in which they function.

Differentiating betweemvriting assessmeststemstheinstitutionalsystem the progranbased
systemandthe classroonbased systerat the University of Kansas

Writing assessment theorists urgeitimg assessment to b@oked at in and through the
local context (HuotD 6 Nei | | Mo Broae ElliottanddPerélmadithite, Peckham,
and Elliot) Analyzing the local antext helps us understand what practices are working
effectively and how t ho sGoodmssessntegtsnaivateande s hapi
guidethe best teaching and learnin@road).Writing assessment models can be set up and
transferredrom one universityo another, but most researchers agree that even those models
should take a different shape in their new context. Not all writing programs argefrsivriting
classrooms hee the same values, beliefs, goals, amds.Even classroonwriting assessments
canhave the same name but function in completely different ways. For example, the grading
contract, a classrooimased assessment system focused on student labor, has taken various forms
(Mandel; Knapp; Shor; Danielewicz and Elbow; lieh The same can be said for portfolios
(Belanoff and Dickson; White)hich have taken shapleroughePortfolios (NealElliot,
Rudniy, Deess, Klobucar, Collins, and Savarshall, Bartlett, Duffy, and Powelland letter
gradeswvhich can take the form ofd-scalelt 6 S n e c e s s-axistyng dorstruatibns efr pr e
assessment to bestfitogram and classrooenvironmensin the local context of the institution

If the rhetoricalsituation changes, then so mighé genresesponding to the situation

within the systemA shift in genre might modify the rhetorical situation, tbike writing

assessment theory, RGS focuses on undersigugéinrehrough local contexts, analyzing genres
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in the situation inwhich hey ér e acting and flyicomgrehandthe d upon
dynamics at play in the relationships between genre(s) and participByté&snphasizing and
analyzingwriting assessmerslystemsand genres within those systemgheir local contextsve
should be able tbettersee thédicomplex welb that existsAnd by eing thecomplexweb, we
seethe interactions occurring tveeen genres within the systeamdwe see a fuller picture of
our writing assessment systerAsalyzing assessment systems, and genres within those systems,
allows us tadiscernthe values and beliefs situated witimdividual writing assessmerstystens,
the actionr uptakeseing produced throughdkesystens, and the role participants have in
the situation.
But first, we needto know how genrework and what genres do in writing assessment

systems, waeedto seeko understand the construction of the system and the genres within
those systemand weneedto see genresdso n | y t leadizatiom of a dorhpéex af social
and psychol ogi cal Fudthennsom,iwneedo try tB eom@ehend whht is
being communicated in and through writing assessment sydBamsrman writes extensively on
how genres creataothcommunication and action:

[Genres] are frames for social action. Tlaeg environments for learninghey

are locations within which meaning is constructed. Genres shape the thoughts we

form and the communications by which we interact. Genres are thieafami

places we go to create intelligible communicative action with each other and the

guideposts we use tx@ore the unfamiliar(Bazerman A The Li fe of Ge
If genres aréndeedt he fApl aces we goo and the Aguidepost
different writing assessment systegsd the genres embedded within themusth tell us a lot

about the multifaceted layers of assessmiEmtre are at least three different overarching types
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of writing assessment systems: the institutional system ofsaseat the prograthasedsystem
of assessment, and the classrdmsedsystem of assessment. These three systems overlap and
inform one another, communicate values and beliefs to each eteamteract with some of the
same genres and include some ef$hme participants. Nonetheless, they are different genre
systemsWriting assessment systems are reciprocal. The institutional assessment system acts on
the prograrrbasedassessment system and vice versa. The pregesmoassessment system acts
on the tassroombased assessment system and vice vemaexample, the portfolio assessment
genre can be used in the classrdmased system, and can also be used to help redesign program
goals.Institutional assessmegenres within the largetlygem ofassessment include university
catalogies, institutional polies, and university requiremen&heprogrambasedassessment
systemembraces local genres like teacher evaluations, annual reports, and degaasadnt
texts And theclassroorrbasedsystem ofassessment includgsnres likeportfolios,end
comments, marginal commengddraft conferences

Il n this chapt er centlal§enresgvithinthgee differentigeraevsystems
of assessment, thus providing a glimpse into the genre system and sets at play in my local
context, in hopes of better understanding the ideologies thatdedded within the systems
and the communicative actideing asserted through the genrds Purpose is to help show the
complex welof writing assessment systems dhe guideposts/e listen to and follow in our
constructions ofvriting assessmenand to further our understanding of the intersections
between RGS and writing assessméf@r mypu pos e s, | 6ve cdemsten an il |
analyze withineacg e nr e s y s tcencentratadm dfewl eRample®f the genre set. It

woul dndét be possible within t lubramgeobgemesorf t hi s
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genre sets within each assessmentsydtetnm st ar t i ng wi t h ftystem i nstit

and eventually trickling down to the other writing assessment systems.

A brief genre analysisf theinstitutionalassessmemslystem the university catalage at the
University of Kansas

Genres within any given system are interconnected, talking to one another and

influencing each other. If we agree with Bazerman that genres are our guideposts and they tell us

something, then what cave learn from university catalogues about the nature of the
institutional system of assessmefitie university catalogualays a significant parh
communicating, framing action, astiaping the multitude of participants and the other genres

within thegenre set of thmstitutionalsystem ofassessmerat the University of Kansas (and in

other university contexts as welljhe catalogue helps represent institutional assessment norms.

Sincetheuniversity catalogeis a genre within thénstitutionalsystem of assessmeihiglping to
form and construct some ideas and beliefs ahsssssment in the local context of the university,
then whats the university catalogummmunicating to other genres and participantsin the
systen? | believe that by tracg the movement of the university cataled the ways in which

the university has btorically defined and situatedriting assessmedatwe will be able to see
what the genreaks andhow it canaffectother systems, like the programsedsystem of
assessment and the classreoased system of assessment, and other genres within those
systems, like our teaching manuals and our syllavbih are genres a part of the genre set
What is the university catalagsaying to other genres and peipants?For my purposes, |
examinedsome of the earliesiniversitycatalogies andsomemore recentatalogies based on

alterationgn the way assessmeanivereconstructedat the University of Kansas

On February 20, 1863, Kansas Legislation

p

l earningo to be constr uc tofahg UnivarsitKa Kassass1866.1 e ad i n
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According to the 1866niversitycatalogueadmission, which briefly disauss in my previous

chapter as one form of assessmamgasured studentyBigood morat har acfi€aoa di dat es

for admission to the collegiate department must be at least fourteen years of age, and are

expected to present satisfactory evickenf goodno r a | c HA. M sooer mof al char

i sndét explicitly def i nBothofthose characteristicéassessmentact or

for admission seem to be communicatsagnething outside the current system of assessment

which usuallyemphasizes quality of work, intellea@ndbr labor.Thephrasé good moral

characted could be subjectvevh o deci des whbharacterf)The deoisiommaler a |

for admissionwhoever that may be, is in a position of power withinitisétutionalsystem to

exert some degree of analysis, maybe fronegetalc r i t er i a, omoealchatadtee. st u d ¢
Clearly, the phrase indicates how genres, like the university catalogue, reflect and are

shaped by ideologie$he cultural value and beliefingood mor al character o i

in and through the genre, thus providing access or inhibiting certain identitiesuniversity.

ASati sfactory eedalivdysubeaaive whatlcauots as saesfactory evidence,

and who decidesPheuniversity catalogugrom this indication, i® genre within the

institutional system of assessmémt cultivates and maintains cultural ideologi®hatever

counts as fievidenceo might be considered ot he

ingtitutional assessment systeihe catalogue confirms who can participate within the

institution, who has access into the universiyimission help shapeheuniversity ands a

form of assessment that cannot be dismissedtoits high stakes in allowing participants to

actually participate in the institutiohe university catalogue interacts with other genres in other

assessment systems, like gfregrambasedsystem of assessment, and communicates these

culturally indoctrinatedvalues and belief€Even t hough we might associ a
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commonly with s omespeciallyintheclassfocbfisgdrsysemof g , 0
assessmeniye have to realize that assessmentuigh more than that, particulaitythe
institutioral genre system of assessment. In factl8@&6University of Kansas catalogue
doesndét medatallon fAgrades

The major genre of assessforadissionamwthe nact ed
university In the 1893university cataloge which still no documentation of assessment being
attached assessmegtiwasded ®n seven requiremefulilled through examad
Physical Geography, General History, Civil Government, Algebra, Geometry, Physics, and
LanguageExams can clearly baewedas a genre within the genre set working with admission
in theearlierinstitutional assessmentsystehmh e Uni ver sity of Kansaso i
system was similar to what other universities were doing. InHeet;ard was one of the first
scloolsto addEnglish Composition to entrance tests in the-&8d0s (Brereton)John Brereton

closely analyzes the Harvard entrance examinatidmish provides context to the nature of

entrancetess weeping the nation in the 1870s: AThe s
entrance exams in writing and first year comp
accommodation to the kind of studherk®nshipp!l | ege

genres have with other genres in systems greatly influences what is done and what can be done
inside assessment systems. For example, the early admission process is intertwined with
examinationswhich is a genre that works for and against the institwind other participants

within the system, like students wlook examsto gain access to the institutiohssessment

systems are full of genre sets made up of genres that help protioos &dthin the system.

Genres also shapmarticipants involvd in the system. The institutional assessment system had

certain Aoeghickemeaeate tied to the exam (an as:
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students directly and, through passing or failing the exam, communicated back to the institution
thereadiness foa student to perform at a universdgfinedlevel.

The move towards requirements based on academic sulfeetgh,is significantin that
it communicatesomething a bit less subject o f e x Bhendgmigve eélement ibeing
emphasized throughesespecificrequirementsandthis might be the earliest moveward
examini ng A gatthe Univeysity ofdKansasothe kery least, it looks like
knowledge of particular subjects is significanaoteptance and admissidmthe 1893
university cataloge an ot her f orm of admi ssi on was per mi ss
president, superintendasic], or principal of any college, academy, or other incorgarat
i nstitut i o2R).Tod cerlifieate ofmpprovgldron{ an external source, then, can be
considered another genre in the genre set that is communicating to admission in the institutional
assessment systeithe certificate more or lessndicatedthat a student completed appriape
preparatory workor admission into the universityhe cultural context of this form of
admission might havieeen greatly influenced by newly established {graht universities and
institutions occurring through the United States by the Mdvcts of 1862 and 189@hough the
University of Kansas was not one of these {graht universitiesThe university catalogue genre
was shifting andthe systenof admission was influenced by aresponding t@ larger context.

Word choice, and the absermfespecific wods, is noticeable throughout the catalogues.
I n 1866 and 189 3,oisterhphasizedverina 8 e ¢ a(anthana dthiero n
sSynony mo u xamwationd,oral arfil Britten, are held as frequently as the judgment of
the instrutorc 0 mme n7d).According to the Oxford English Dictionary, the first citation for
the word Aassessmento used to mean evaluating

coincides with its not having that meaning yet (and in the OED, that meaning refers to
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assessment as examBhe instructorpne of the main participants within the systeecided
whenstudents, another participant within the systirok examinationsExamination then,took

a significant role as an assessment genre withimghigutiond context We also see the
overlapping nature of writing assessment systems. The university catalogue is not just
communicating with the institutional system of assessment, but is also in dialogue with the
classroorrbased system of assessment. The uniyeratalogue is shaping and organizing what
can be done within the classroom for measurements of student asse$tnoeigh an analysis

of the university catalogue, vedsos e e t hat A @wdacomeimahe form ofsvoting
1893, and therefor@n element oAssessing writingpecame a part of tfanction of the
university.

Another vibrantterm A j u d g me nntthisGtatement Sorthe university
cataloguewhichis commonlyreferenced iwriting assesment research amulacticé judging
student writing The genre of the university catalogue reflects, through its language, certain
ideologies. Judgment carries an ideological reflection of cultural pdnvardifferent context,
within a different syst e mtroonthbagingfigngratepdinys. h a s
Judgment carries connotations of punishment as Wwelgment being mentioned in the
catalogue is given to the role of the teacher, thus asserting a level of power and hierarchy over
the other participants within tteystem, the students. ffioer, due to the new implementation of
examination through writing, another element was at play within the system: the teacher had

control over another context within the situation, a measuring of performance through writing.

Whilefie x ami nat i ons arenaenndt ifg nueddg, mefingtroad esed0 ar e st

university of catalogue genre.

t
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The first reference digrades that | foundat the University of Kansas inthe 1899
1900 cataloguandex with the labefi G rea ahd failue s Even though the index references
A gr athegs mdear, distincdiscussiorof the word.The index leads tosgessmerds still
beingconnectedo examinations fiEx ami nati ons are held at regu
othertimesasmaylger ovi ded for by the regulations of t
examination or failure in morethanehehi rd of hi s work, i n any one
connecti on wi t R37)tFailere islimkedwwexamination and ¢odrgework. A
summary of studentsd6 work is given tdotheanot her
registrar.This summary of student work document can be considered a genre in the genre set
working within the institutional assessment systéhe 18991900 unversity catalogue states,
AAt the close of each term, a summary of stud
upon the general record. At the end of each half year, the parent or guardian of each student, or
the student, if requestingit, magb f ur ni shed a copy of the entri e
37).1 contacted the lead archive researcher at the University of Kansas and asked if they had any
documentation of the summary of student wooked in the 1899900 university catalogue
Unfortunately, tharchivist could not find any reports under that laMeybe this report is like
our current genre of the academic transaipteport car@d

Regardlesghe genre was functioning within the institutional assessment system for
some greter purpose. fie 18931900university catalogueommunicagsa few new things
within theinstitutionalgenre systerf assessmen& new fam of assessmentr at least a new
word (grade$ within assessmenand an attachment of gradesitd a iolvhichseem to be a
significant contributiorto theassessment systesince both grades and failure continue to be a

part ofour institutional assessment at the University of Kankdse wor d df@enty ur eodo ¢
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of cultural ideologies, usually perceived thgh a negative lens: failing to succeed, failing to

live up to expectations, failing to advance, andsofbef i r st menadesooif ni
relationshipwitth f ai | ur edo mi ght say somet hing dhleout th
relationship and sping between the two words, at the very least, calls for some consideration of
other questiondgs assessment focused on failure?

Were grades formed frothe concept of failureEven thoughhe 18991900 university
catalogued o e i d i n e \iegleadydseesan associatiohgrades witHailure, which is
referenced most commonlgow,with lettergrades s peci fi cally the AFO0O be
of failure. The combination of grades and failueem to be communicating at least one
significantideologyin theinstitutionalassessment system: theed toprodue and distribue
somethinghat can represent or symbolassessmend a student éds standi nq
andpossibla st udent Afailingo t o méshbytheaunwersityt andar
or teacher. Bortly afterthe wordfigrades  drought upin the18991900university catalogue,
grades disappeagainwithin the genref the catalogue.

In 19041905, theuniversityc at al ogue st ops | mAsessmengs t he wc
connectedexplicitly tothe wordii f a s,dandragaini s ti ed to examinati ons:
examinations must be made good at the earliest possible date, not more than one year from date
of t he f &xahinatiopsdcledrl®, 4epm to be a prominent gestren thegenre set of
theearlyinstitutional assessment systdrike the 18991900 university catalogue, the 1904
1905 communicates that failufi@ onethird of work) severs the student from the ugisity. | 6 m
uncertainastohoandwhy fisgr atdepped b &ihauniversityfcaatogua, ans d
|l 6m perpl exed as t o h akorexamglel wdnder ifiihe 2804900r e s 0 p e

assessmentsystdma s ed on s ome was ailobthat sonfehow faitectd getsofy
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the groundl! wonder if thefigrad®d i dnét do what the university a
or i f it didnot thefclhssroomiwanted ty exanmgphavender iestudehtsa t
di dndét t ak eell uwonderf theregmasasdnee resistancét. Or, | wonder if the
grade was still at play andst not recorded;wonder if the grade was just assumledonder if
it wassimplyremoved from the university catalogbecause it was background knowledge
Therearea lot of possibilitiesAn investigation othe submitted student summary repdadghe
registrar which we see mentioned in the 189900 university cataloguenight be able to
provide moreanswers but wunfortunateluyd those reports cal
Nonethelesshe grade disappearslt A f ai | u rindgh@ ingtitatioral@ssessmerd
system Institutional @sessmenbnce againattaches itselfo the concept of failingvhich holds
deeply rooted ideologieStudent work has the possibiliby failing, and the teachgwho has
power and control in the situatioreports that to the universityas the University of Kansas
experimenting with assessment systelV&® the university shifting the way they conducted
classroom assessmenfs&tording t o Ri ¢ h ar dhe first thiRllofahe svensethn , A
century marked the beginning of the use of standardized, objective testing to measure learning in
highereducatiol ( 6) . Obj ective tests wer enadedior he s ame
admission into the universititnowing the contextlike larger educational philosophies and
trends while the University of Kansas was constructing assessment histoisoayemely
important to any situation and to any genre system because conpexptmlide information
about the nature of the system, including the other genres at play and the participants within the
system.
All these parts helformt h e A ¢ o m Al the Yniversith of Bansas, the university

catalogue changes again in 191912by going back tenentioningigrades 6 | n f act , gr a
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becones an evebiggerpart of thesystem, andnevisibility of the condruction of the
assessmermstystem isarticulated in the catalogue
Grade Onas used to indicate that the work of the student has been excellent in
quality and performed with marked fidelity and decided interest.
Grade Twas used to indicate that the work of the student has been good and his
application reasonable.
Grade Threes used to indicate that the work of the student has been fair and that
his attainments are at least sufficient to prepare him to purse the succeeding
courses in the department or courses in other departments in any way dependent
upon the course graded.911-1912 Undergraduate Catalogu&3)
In 19121912, the assessmaystem is divided nt o t hr ee categories with
high priority. Student work, in the university catalogue, is associated with various descriptive
adjectiveghat ae common in assessmeeicellent, quaty, good, reasonable, and fair. In many
ways, these terms permeate various assessment systems, likewhhnoficare a part of the
genre setthat are still constructed and used on a regular basis in writing classRubrics can
communicate to variousriting assessmentsystenis 6 s | mport ant to note hc
assessment systemmsd terminology within those system® influenced by past writing
assessméasandhow characteristics, values, and beliefs of oldesys remain with new
systemsThis is a perfect example of antecedent genres in RGS. Genres precede other genres;
old genres help shape new g eovalefgenreslahder eds no
ideologies becausesgres rub against one another anchmunicate to each other, even through

the reconfiguration of one genre slowly being used in place of an@hecurrent writing
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assessment systems are greatly influenced by the genre system and the genres that constructed
the old systems.

For exampg, the adjectives within the 191P12 university catalogue are still present in
the current university catal ogue,nthaththech | 61 |
ideologieshehind theséerms influencénow we perceive and even approatident writing
(Williams). The adjectives are somewhat subjective in nature,fendiords possess an
ideolagical underpinning through the usefbfy u a attacheg @ student workhe
indoctrinated ideologg i t uat ed t hr ough a alectsfférent participahts | | k e
within the systemin our currentvriting assessmemstystem, we might even think about Standard
Edited American English (SEAE) as an expectation placed on student writing that is, more or
|l ess, based onandmgsty affect paidipanigtp ara homatiyednglish
speakers and English speakers who podhlsess di a
leads to privileging certain identities over otherstire writing classroomif genres are indeed
guidepostdor social action, and if writing assessment is a social action, then what exactly are
these terms saying and doitogthe other genres within the system and to the participants that
take up these genrgsor example, what does the universintaloguame an by fiexcel | en
gual i ty, oestheudversity @ataldgoe help shape writing assessment genres we use in
our current writing classroom, like rubrits

As the University of Kanscatalogues developnd as the university potentially
experimentswith differentwriting assessmemt the early 190Qsanotherassessmergenre
eventuallyrevealdtselfd the lettergrade.ln the U.S. university, lettegrades ar@amodern
innovation.While Yalehas been accredited with assigning the firgf r avid @ mumerical

systemm 1785, Harvard has been ac kgnroawd eedd Butnd 1w8i 8t 3h.
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it wa s 1887at MoumttHolyokehat the lettegradegenre one much likehe one we use
was constructe(Durm, 1993).The leter-gradetranscendd assessment sidethe university At
the University of Kansashefirst mention of theflettergrade 6 not | appearsinghe ade s,
19161917universitycatalogug about twenty years aftgmadeMount
then, is onlyl00 years oldThe cataloguene nt i ons t he new assessment,
value or nature ahe lettergrades:

By recent action of the Senate it has been determined: (1) That the letters A, B, C,

D shall be employed timdicate the four passing grades; (2) that the letters | and F

shall be employed to indicate &6incompl e

system shall be put in effect the first of the school year-891789161017

Undergraduate Catalogug?)
The Uni versity of Kans a-gradeivasprbbablyéennesporise tothe of t h
experimentation of lettegrades happening at other U.S. universitighénlate 1800and early
1900s. Thenewfoundassessment genre was in response to the caltdréhe context of other
universitiesA year later, in the 1927918 academic year, the University of Kansas adopted the
lettergrade The 1917-1918universitycataloge provides clarityo the construction of theew
assessmerand includes the assignedlue for each lettegrade

The letter A is reserved for work of marked excellence, and indicates high honor.

The letter B indicates very good work, of much more than average quality. The

letter C indicates that the work has been of good avetzyacter, better than

that which deserve merely a pass. The letter D indicates work the lowest in

quality that would enable a student to pursue, without undue lack of material or

of method the next dependent course, whether the latter be @ntieedepartment
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or in a related department. The letter | indicates that work is incomplete. The
letter F indicates failure19171918 Undergraduate Catalog$-51)
Once againwe see how older writing assessnsarid ideologies within those assessméetp
shape current writing assessmsystems and assessment genre;am examine current
assessment systems to see how traditicalaleg and beliefs remain. For example, the A being a
mar k of fAerpekbenteng the hi gnhweitshdassedsmoentor 0 i s
The19171918assessmerstystem and the values associated witle differentlettergrades in
the university catalogués nearly the same amir currentsystem Likewise,through his
analysiswe even see hoanolder system of assessment influenced the I®MB system. The
19171918 system draws on beliefs, -1982csystemng on s
constructedy three division§Grade OneGrade TwgGrade Threg Even he terminology
describing the nature of studentwarks fie x c e |l | el912Gystenmarriésower taltiel 1
19171918universitycatalogueThe biggest differenceeween the two systenis the
implementation of an actuéill e-¢ t & d e , ouctibnhard digtribatidn of the grade itself
being placed on student woikince the lettegrade hastood the test of time (so far), there has
been little to no deviation from the 191918 systemecorded in the university catalogue
Within the institutonal assessmegystem we have the genre of the university catalogue, and
interacting withthat genrewe have the genre of the letignade Experimentation ohssessment
in the institutional assessment systeas deteriorated, though a slight additiorthe lettergrade
was added in the 19226 catalogue; the addition was a significant one for the operation of the
university. Grade points were constructed and became associated witgriadies
Grades points are earned as follows: Each hourgrbde carries three grade

points; each hour of B grade, two grade points; each hour of C grade, one grade
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point per credit hour. The grade of D carries no grade points, and the grade of F,

minus one grade point per credit hodr9251926 Undergradate Catalogud9)
IN19251 926, receiergngdanca@nroi edtiit hr g@gradegymbalde poi
represents something eflsgrade pointd which continues to function in the institutiqagain,
showing the overlapping nature of genre systeifisis slight addition carries great weidbt
the overall institutiongrade point averages (GPgl)ides many other requirements and
standards, including other systems that are at play in thedsrmestitutional assessment system.
For example,alowGPAas t he possibility of affecting a
or program at the universityg the 19251926 university catalogu@&he lettergrade, with its
grade point companion, is gght after with greater fervdrecause it carriegreatconsequences.
This also affects the relationship among students and teachers, or participants within the genre
system of assessmeifitie roles of participants within the assessment system can change
depending on the genres used within the system and the ideologies indoctrinated within those
genresThe implementation of grade points communicatesimost gat&eeper like functiomn
the universitywhich creates aotherlayer of depth to the lettegrade itself.

| continued myexamiration of universitycataloguest the University of Kansasy

selecting catalogues every few years to see whether changes in assessment were noticeable,
whethemew structures or revisiom assessment wegecurringin theinstitutionalsystem.
From 19251926to 19771978,1d i d n 6 t nynoharnge Irctlee19@81979 catalogughere
was a slight adjustment to the grade point systerdi 4Apoints, B 3 points, @ 2 ponts, D0 1
point, @ Opoi nfR)d ms(t ead of the AFO0O receiviniP26a nega
catalogue, the AFO r epr es e n tTkisshowwthe adgpmhilityt s i n

of genrestheuniversity catalogue can adjust and change to refgtvalues and beliefat the
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same time, this also shows how the grading system can be reconfigured without heEftation.

19781979 system with its foypoint grading scale and its lettgrade construction resembles

the current assessment system attheersity of KansasBut, now, we even have more

flexibility within the system with the addition of a-igcale.The foundation of thentiresystem

though,caneasily betraced to the 1917918 university catalogue which explasrsd resembles

the constuction ofour current systemThe most recent 2018017 university cataloguexplains

our assessmesystem:
2.2.1 The letters A, B, C, D, S (satisfactory), CR (credit), and + shall be used to
indicate passing work. 2.2.1.1 The grade of A will be repddedchievement of
outstanding quality. 2.2.1.2 The grade of B will be reported for achievement of
high quality. 2.2.1.3 The grade of C will be reported for achievement of
acceptable quality. 2.2.1.4 The grade of D will be reported for achievement that is
minimally passing, buttdess than acceptable quali&2.2 The letters F, U
(unsatisfactory), and NC (no credit) shall indicate that the quality of work was
such that, to obtain credit, the student must repeat the regular work of the course
(20162017Undergraduate Cataloguk?)

Thereareconsistent similarities in the 208017 university catalogugssessment systeand

the 19111912 and 1914917 catalogued.helettergrade as the impetus of assessment is

identical, and theomewhat subjectivadjecties | i ke fidesstabdngggst udent

and the systemds aenmijceablesThes20162017 Asgessment téryinotmgy

can be interchanged with the 191918words outstandingn 20162017is excellencen 1917

1918 highin 20162017is goodin 19171918 is andacceptablan 20162017is fair in 1917



99

1918 The use of (Othaghias drdmaticagly iacekased in the university
catalogue since its first mentiontime 18991900 catalogue.
AGr adeo i 2649 tenkedn the20162047 university catalogu€or contextual
purposes,hereareonly 2,359 pages in the catalogg To me, h a ta fots In order to show just
how much the word grade is used, | decided to compare it toingtiéntional valuesyalues
that are significant to thfunction of the university thalso play a role in assessment. For
exampl e, the word fAat t enhedentdeolegy af thewhiversity bylits f e e |
very natureof providing classes and requiring studett meespecificexpectationso graduate
is mentioned 111 time$he word grade is used 2,538 more times than the word attendaece.
word fAabsenceso i fimeme dt7i. o ue danrdtf eplegae ndance
significantrole in the nstitutional assessment system? After all, can students truly Velaiah
some might argue as the purpose of the univemsitiiput showing p to theclasses thdtaveto
assign students final course gradelhe final course grade is produced and disted by the
teacherThe final course grade could be considered a product of the clas$reeirike the
essence of the university is the classroom where teachers provide assessments of students based
on their performances. Reports for the institudicstudent progress in the univergitcomes
fromworkint he cl assroom. Y e isonlytsedes52nimamdhe 2086P0AB s 1 0 0 MO
university catalogue That 6 s a quar tthewordgradeisasedo unt of t i me
| t cfear that grading permeates the institutional systeassessmenéspecially
through one of its most welinown genred the university cataloguel heinstitution and the
university cataloguareobviouslymore developednd more expansiwban they one were.
Nonethelessassessment plays a significant part in its beginrangisin its current statédhe

university catalogue, one genre in the institutional assessment system, allows us to see the inner
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workings of the system, what genres esenmunicatingo each othemwhat action(s) genres are
producing,and how genres are influencing what we do as participants within the siFstem.
example, an analysis of the university catalogue shows changes and shifts in asskissthent,
emergencefahe lettergrade,t indicates other genres at play in the genre set of the institutional
assessment system, like examinati@mglit alsoreveals ideologies and beliefsmbedded within
systemghatultimately separaggparticipantslike terminologythat positions the teacher as the
Aj udgeo of,creatingd eanarchicalppovikiiied structure.

We can alsasee who is involved ithe system.The institutional system of assessment
has numerous participants, including Higher Learning ComamssDean of the Colleges,
Department Chairs, faculty, and students. Genres within the institutional system act and are acted
upon by various participants, creating different actions depending onwondngs of the
movement of the genres, the particigamnd the contextVe can still see traces of these
historical assessment systeragch as lettegrades and rubric#) our current writing
assessmentsor example, as emphasized previously, the 49118 and the 2018017
university catalogue have #tingly similar terminology referencing lettgrades corresponding
to student workThe system also positions participants in certain ways. For example, the teacher
has a more powerful position than the student in the classroom, and the universityieatalog
hel ps uncover this reality. The university ca
teachers assign examinatiarsother work assign grades to students, and report those grades
back to the universityl his reinforced institutional desire seems to work against pedagogical
values of studentsé active participation in t
the core of effective writing pedagogids) analysis of the university catalogudpgseus to see

how assessment has been forraed how assessment is being formed in the institutibich
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plays a role in influencing individual departments and programs in the univérsigo reveals
genres and genre sets within the sysaeih what tbse genres are communicating to one
another, like examinationshich | mentioned earlier as a genre working within the institution.

A genre set in the institutional assessment system interacting withitteegity cataloga

Some genres working in thastitutional system of assessment with the university
cataloguespecifically,includethe application to the university, polityased texts, and
academic transcript3 he university catalogue at the University of Kansas is relevant to students
who have pplied and who have been accepted at the uniygtsiis, one of the primary
participants of the genis studentswhile another participant is teachefihe impetus of the
catalogue is to provide information about the university, the various deparanentsograms,
policies, classes, and so diis information is beneficial for studentspecially incoming
studentsbecause it provides a detailed, largeale picture of the universijtincluding
institutional beliefs, program constructions, and esamse offerings within programé/hile
this information might be good for students considering studying at the University of Kansas, it
is most applicable to students who have apped been acceptetd) the university, and who
areplanning orbeing apart of thelarger institutional communityfhis information provides
students a framework.

For the university catalogue to have any sort of relevance, a student must apply and be
admitted into the institutiorOne of the most important genres to theiingbnal writing
assessment system that is intertextual to the university catatbgags the application to the
university. The application can be viewed as a text that helps form the university cafalutjue

viceversa) and a t enabtes undestandifiglamd tpdientially delimits what people can

per cei v di8).Witboaetthe applicatiorandwi t hout enr ol |l ment, ther
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university catalogue. If the university catalogue has a degree of power over the instituiisn and
participantswithin the systemthen the application to the university is the prelude, providing the
means of sorting who is accepted into the universitywAg&now admission is a form of
assessment that functions in the institutional assessmesmnsgsdthe application is a textual
document that ultimately determines admissidre genre of the applicatiaarries its own
weight and authority and is a necessary text in the genre setioétititional system.

At the University of Kansas, thepplication has multiple requirements: an application
fee, reporting of ACISAT score, reporting of high school GPA, and a list of coursework during

the student 6s s e riitpe:/fadnysei@s.ku.edfi/freehim@gtuiresients o o | (

deadlines/applyirndgo-ku), which connects to the old requirement of certification in seven fields

as noted in early university cataloguéhis list of requirements shows even morergsnvithin

the genre set of the applicatiavhich is a parbf the institutionakystemof assessmenFor

exampe, the ACT/SATis a genre that communicates to the applicatidrich ultimately

communicates to the universitit the University of Kansashereis specific ACT/SATscore

requirements that the student is expected to meet to be accgptdek institution21+ on ACT

with a 3.25+ GPA, or 24+ on ACT with a 3.0+ GRAhda specific scoréo receive credit for

the writing requiremen27+ onACT). The ACT/SATscore isacommongenre that functions

and informghe institutionabssessment systeas well aghe prograrbased assessment system

which shows the interconnectedness of assessment syétéxts: t he col |l ege | evel
scores are still considered significant factors in admission decisions at most universities and
fouryear coll eges, with many usin@O6Nkesé,sdMooee
and Huot31). Some writing assement research has intensively criticized these scores being

used for placement purposes (Elliot, Dédudniy, Joshi)The ACT/SATcarriescultural
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ideologiesandis one part of the genre set interacting and corresponding with another genre, the
applicaton, in theinstitutional writing assessmesystem.

Now, for some writing assessment scholars and thgdhsise testmight hold very little
value.But, we ¢ a n 0 t thedactshhneogt avnitinly programs accept certain scores to place
out of 101/102 composition courses, or place into honors composition cduress.tests have
become measurements that hold substantial weight in the application process, and, in many
ways, we see thedestsafi r e gqnenter ef or a d meadysvemunivelsity br program.
Thesetestganfun ct i on as a s agatlelineator ofiidgeatitiecdNhat & pstudent o
canét afford ($62.50) to takeustohteeetovosic becaus
resources availabl e t o t he m2?hat\byysignifissthatlhe ACT/ S
student wil |l be Aconsi dereallyy alby ya ntt eee Wrmidwme rssii to
university?Not all institutions require ACT/SRA scores for admission. Nonetheless, over two
million students took the ACT alone in 2017, and the number of test takers continues to increase
each yearyww.act.org. While the expectation of an ACT/SAT score seatablein the
institutional systemsome aspects of the application are npdisble.

T h e r e 6fexibgity, foeexamplein the way in which the participantn approach
theapplication the potential student can either submit the application thrangimline portal or
through a mailedn/faxed paper copy. Theplication asks basiaformation details (first name,
last name, date of birth, mailing address, educational information). At the same time, the
application correlates to the university catple in that it asks the applicant to indicate an
academic interest and provides a list of the departments and programs offered at the university.
The application simply lists the majors whereas the university catalogue provides greater detalil

into specificrequirements for each program. In many ways, the last page on the application is a
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broad stroke of the more detailed information in the catalooglicants may also engage with
the university catalogue in order to complete this part of the applicaboegs.

Another genre within the genre set of the university catalogue are-balgad texts
which the university functions and operates from. Pedtiaged texts include regulations
pertaining to the wuniversityosacousdandacaderecr and i
forgiveness. These policies are briefly mentioned in the university catalogue, but they also
operate as genres outside the text itself. One of the most significantipadiegt texts at the
University of Kansas is the University Séam&ules and Regulations (USRR). The USRR is a
collection of various articles, policies, guidelines, and statements about the function of the
university, and the genre is meant to help guide faculty, staff, and students

(http://policy.ku.edu/governance/USRFArticlell,An Academi ¢ Wor k aferd | ts E

exampleexplains how to record the evaluation of student performance and provides a clear chart
il lustrating the figrading systenoftheUBRRe gr adi n
mirrors theinformation provided in thaniversity catalogue: Aori ot as di ng qual ity
forihi gh qu &othiatcyc;eopt@G bilseforfbabst yhanDacseptabl e
indicates a student must repeat the work for the colingeterminology is identicab what can
be found in the university catalogirethe institutional assessment system

The USRR communicates with the university catalobo#) genres are updated with
revisions and amendmentsnsistentlyand both includadditions and subtractions which frame
the rules and regulations of the unisigy. The university catalogue will reference the USRR and
will even point participants to the USRR for further examination and descriptions of certain
policies.The USRR, because it communicates specific values and beliefs that are marked as

rules and plicies that must be followed, influences the classrdi@sed writing assessment


http://policy.ku.edu/governance/USRR

105

system, as well. For example, the classrdmased assessment system embraces the language
and assigned value of the lettgades positioned and described in Article Il of tt#RR.The
interconnected nature of systems and genres, and what genres communicate within and between
systems, is shown through the USRR genhe institutional writing assessment system is
guided by the university catalogwehichincludes the USRR ingtgenre set, and the USRR
shapes other assessment systems (e.g. program and cladsased) The two genreghe
university catalogue and the USRRveseparate roles within thestitutionalsystem, each
helping the system functio@therparticipans areworking in the institutional system through
the USRR.
The USRR is approved by the University Senatach includes elected representatives
of faculty, staff, and studentandthe Chancellor Theseéwo participants act arareacted upon
by the genre whichis reviewed annually for updates. The US&iRresponds with another
governing policybased genfe the University Senate Codewvhich details the structure and
organi zation of committees and boards. Devitt
how texts fAcreate the purpose for one another
the university catalogue within the institutional writing assessment system IPai6)es help
shape programs and individual classrooms as wetlexampe, Article 1X in the USRR defines
plagiarism at the University of Kansaghich is often taken up in the form of classrebased
policies communicated, most often, through the syllabus.
Additionally, academic transcripts are a genre in the institutiiséés that helps
communicate assessment and works with the university catalogue. In fact, the nature of the
transcript at the University of Kansas is doc

transcript lists all courses attempted and complateadd ot her academic i nforr
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of the primary functions of the transcript is to record and represent assessment, specifically the
lettergrade.Students who enroll and complete courses receive atgtide, which is outlined
through the univesity catalogue, and in return, the lettgade is reflected in the academic
transcript. On the transcripéttergrades are calculated into a grgment average. Usually the
academic transcript is broken up semester by semester. So, the university and student know what
clasesweretaken each semester and what gsaderereceived in each clastherefore, gice
the lettergrade is associated with individual classes, the transciigeisonnected to the
classroorbased assessment system as well. The tran
courses a student takes and the legtade a student retves.Without the course and grade, the
transcript wouldnét have much use at all

The tanscript servethe university by documenting assessmant| servethe student
by representing progress in the university. Academic transcaptserve outside aughces toa
For example, if a student chooses to apply for graduate school, they are often required to provide
their academic transcripts to the school and/or program. Some universities use these transcripts
to see the progress and results of assessuhefapplicant omcomingstudent Some
universitiescanevenuse the academic transcriptn@ke judgments on admiseiby seemingly
predictingstud Nt fAsuccesso t handasgeksmemdditionaly,sames e wor k
undergraduate and graduategraims require a minimum grade point average (GPA) to be
accepted. The academic transcript provides ea
university, and potentially, an outside institution. Furthermore, the academic transcript includes a
degreeof flexibility for how the genre is generated and ussaine universities allow students
accessanunof f i ci alidnisbasieallyshe samethiggs wthh e aGaaldmici ci al 0

transcript but a different audi emictenscriptismoreafdr. The 0
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student purposes and advising, wh,dkegradsatet he o
school For an official transcript at the University of Kansas, students have to submit a request
for the transcript to be delived; the transcript can be delivered electronically (PDF) or via mail.
Thereds usual |l y requestingsanhd rezesvean afficial aceaddmiananscript.
An electronic copy at the University of Kansas is $12, and a paper copy i$ b sack that
cost with applying to graduate schools, which also has an application fee (usually in-8@ $60
range), then the financial burden has the potential to delineate identities, especially if students are
applying to multiple (e.g.-80) graduate pgrams.The financial obligation for continuing
higher education is relevant to my earlier discussion of the ideologies inherent in admission as
assessment. Genres embedded within the institutional assessment system, and the processes
required to produce @ions, can reinforce power whican allowsomeidentitiesto interact
within the systemwhile other identitiesre excludedrom participating

The institutional assessment system includes an eclectic genre set. One of the genres in
the set, thainiversitycatalogueworks alongside other genres, like the application to the
university, policybased texts, and academic transcripts that help form the sygtem.
interaction between genres in the institutional assessment system is indeed emaplex
intertextual, and examining the interactidietween different genred play in the institutional
system tells us something about the values, beliefs, ideologies, and participants in our systems.
Since the institutional system of assessment interactgheétprograrrbasedsystem of
assessmerthrough genres like the university catalogunel policybased texts that help inform
what a pr ogr am,theraam an@lysis of that systentshoulditell us even more.

A brief genre analysis ithe programbasedas®ssmensystem theManual for Teachers the
first-year writing program at the University of Kansas
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The university cataloguie agenre thafunctions for the institutional assessment system
whereagheManual for Teachersf English 101, 102, 203, 2811, and Related Courses
(MAT) is agenrelocated withina different system, therogrambasedassessmergystem MAT
is designed foand bythe First- and Secongear EnglisHFSE)program within the English
departmenat the University of Kansaand acts and is acted upon by participants within the
writing programitd o e s n 6t a c Englishndepartment, aon it it destggned to do so
MAT structures assessment in the FSE progtake the university catalogue rfthe
institutional assessmesystem MAT functions in many of the same ways for the progtzased
assessment systeifror example, both reveal governipglicies that possess value, beliefs, and
ideologies thahelp shape participant§he prograrrbasedassessment system canpeeceived
asa tier below the institutional assessment sysiésindividualized and serves specific
department@ the universityUnlike the institutionahssessmerstystem, he prograrrbased
assessmentsyse m d o e s re thé wholarfivérsiteNo other department or program at the
University of Kansas is under the ordinances of MAT. B, institutional assessment system
and progranbasedassessment systestill interact and work with one another. The institutional
sysem shapes the programasedsystem in terms of grades, types of assessment, and standards.
For example,hte standards for lettegrades in the university catalogue have been embraced and
incorporated ilfMAT. One of the biggest differences betwekea tiniversity catalogue andAT
is the contexof the genrendtheaudienceor participants within the system closer
examination of MAT will reveal how it frames and illuminates the nature of writing assessment
for the FSE program.

The University oK a n s a syéar Wriiing grdgram is constructed by English 101

Composition and English 10€ritical Reading and WritingThe FSE title denotes secoegédar
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English courses, but those 2@¥el courses are not a part of the fiystr writing sequenc¢éhe
secondyearEnglish courses were previously a part of a tu@erse requirement he firstyear
writing program, now, is made up of English 101 and Englishd@&h individuallyhave their
own set of values and beliefdAT servedaculty, but not necessarily tenuteack faculty who
dondt teach Engl i antlinfldelcds staderds theRSE progsmrh at thed 2
University of KansasSomedepartmentfiave genregesembling the nature MAT that help
constructdifferent goalsputcomes, requirementsplies, andassessmenta theirlocal
context | i ke the AGreen Booko (for undergraduat e
Department of Geography & Atmospheric Science at the University of Kaviédscan bet be
perceivedas aotherguidepostanother genréke the university catalogughatcommunicates
its purpossto its participants and tells them what to do and where to go:
TheManual for Teachers of EngliMAT) articulates the common godlsat
bind the FirstandSecondyear English (FSE) program together and offers
support for individual teachers. To meet these goals, it has three more specific
functions: 1. to clarify policies and expectations of the FSE program and the
University for English teachers, 2. to prd® resources to assist teachers in daily
classroom activities, and 3. to provoke
developing teduing philosophies and practiceMAT wvi)
MAT provides direction and clarityand the genrasserts a need faction. Teachergne of
primaryparticipans in theprogrambasedassessmenystem that interacts withlAT genre
shape and arghaped byts values beliefs and ideologiesTheideologies of thevriting program
arearticulaed throughMAT, offering explicit expectationand best practicesf the writing

classroomincluding forms of assessment.
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MAT is broken into two | arger chapters.
and Requirementso and f 10t Bnglsts10 EnglishiR@lln at ur e
including the goals, requirements, descriptions, and assessments foowaeh Chapter One
detailspoliciesthatparticipants have to follow in tHeSE program. Teachers and students can
examine Chapter One to betterderstand FSE program procedures, expectations for each
course, and grading policies. Chapter Two,
Course, 0 on the other hand, includes instru
syllabus, coducting peeresponse workshops, and facilitating class discussiomsany ways,
Chapter Two acts on one participarteacherd8 more so than others, like stude@ased on the
content,Chapter Twdocuses on pedagogical applications eegburces for teders, which
might exclude one participahtstudentd from acting on the text. At the very least, students
might be less likely to continue reading MAT after reading the first chdpeeto its narrower
focus on teaching practices.

In regards tavriting assessment practicddAT differentiates betweeat leastwo
differenttypes how the writing program goes about assessing goals and outtmmitsslf, and
how the writingteacheican form different types of assessmienthe writing classroonihe fird

discussion on assessment is indexel &s s e s s me nt  and islochted orppageg r a mo

Ch

o

n A

ct

el even. Under the title AAssessment, 0 MAT exp

for assessing ENGL 101 and 102 for the KU Core learning outcomes ahe t¢ansas Board
of Re ¢li).Thraugh this description, we see at least one other genre acting tivéhin
writing program interacting with MAT KU Core learning outcome®/e alsoseeanother

participant within the prograthasedassessment systénkKansas Board of Regenithe FSE

program at the University of Kansas assesses
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instructors for assessménf amkl]porti ng the results of the ass:s
Additionally,t he wr i ting program administrators in tF
staff and prof essi on alThelparposel behmaoelledtingstedenk s h o p s 0
papers and assessing the writinglnmangwaysam, i de
by assessing the writing program through collecting student writing, writing program
administrators can see whether course goals are being met within writing classrooms and reveals
how effective the outcomes are coming across through studéingwfFhe program assesses
itself to help reemphasize, and possibly-f@m orrevise, its values and beliefs while also
increasing effective teachingn ot her benefit i ncludes Amore in
practices, [and] improved studentwrgim ( 1 1) .

MAT explains how the writing program collects student writing and assessesfit3eld:
determine which student work to collect as part of assessment, we randomly select instructors of
the relevant course based on a sample stratified to rdfeeauimber of total instructors of the
course who have three or more years of experience, two years of experience, and are in their first
year of teachingo (12). After the instructor
selects a section ofdlcourse and a student from that section. The \grfihogram
administratorsic ol | ect t he maj or papers that the stud
necessary to assess Thdpemaryenaangifar asgessmgitheavatimpe s 0 ( 1
program at the University of Kansas comes through analyzing student writing through the
learning outcomeg:rom my experiences in the FSE program, the writing program chooses to
use criteria through a holistic trait scoring method (and a focus orrateereliability) to assess
program goalsThe three prticipants who are a part of the prograasedassessment system are

the writing program administrators, teachers, and students. Though, students seem most distant
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in the program assessment processaloft , it seems as though studer
their work is being collected and assessed by
instructors inform students that theyo6ére coll
how teacherscanlbenv ol ved i n the assessment process th
devel opment sections, program meetings, pilot
mention if students are involved or canitreolved in the process at all (12). Théare, from my
analysis of the program assessment section of MAT, there seems to be separation of power, or at
the very least, distinguishable levels of who has access in the program assessment process.

The program assessment section in MAToamgassesteut three paragraphs, atie
next time assessmetimes upinMAT s peci fically mentisomerd i n r
the APolicies that Appglhy otug hAltlh eF SEI bGicewards ensgo i
Procedur es . opoifthreer theisubkeading addirdsses grade inquiries from students.
The paragraph explains the possibility of students coming to teachers at the end of the semester
andaskingWwat t h e geton thefidal grojectfogetah/ B/ C i n t hidATcour seo

advises teachers not to commit Atoo hastily to ¢

)]

recommends teachers take sufficient time to
when they figure t he -panuseessdoegcousadgedeachdrsitadbe. Thi s
t hought f ul and attentive to the studentdés reqg
when attempting to answer t keintentleuntdessante6s que st
subheading addresses turningingradesiandg e s t eacher s to turn gr ade
and to Aenter them onlined (17). One of the p
assigning an Al ncompl efcoasuldwitiMie FSEDéreutorrord s t eac h e

Associ at eefDormrecasogiogrhi ng an fAllMmeocmplsetaec | te@ar a
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power assertelere, specifically a power differential between FSE administration and the

teacherThe teachehas togo through FSE administratiime f or e assi gnjag an Al
eventhough the student and thet u d wonkinat fihished( or A i n coccunpit tket e 0 )

writing classroomwhich is mainly facilitated by the teachekAT works to instruct and remind

teachers about assessment policies in the progsanell as affirm power structurgsthe
programbasedsystemT hi s section of MAT primarily addres
in specific procedures concerning grades.

The majority of the discussion on grades and assessment in MAT comes lait¢he
APolicies that Apply to Al FSE Courseso sect
based Assessment Opt-HamMi fhos GOmapddengnbgevemn d APl u
MAT describes one option for assessment in FSE calnsedfolios, which, as discussed in my
last chapter, can be a genre used in the propasadassessment system and classriased

assessment system. In this section of MAT, portfolios are situated in the clatsasedn

context: AANn option for apprbasadcabsesanmentbsSie cour s
primary means of evaluating studerd wor ko (27) . MAT goes on to
collection of a student writeroés work over ti
accompanied by a reflection essayo (27). The

teaclers in the FSE program at the University of Kansas, and it seems gh theweonstration

of the portfolio in the FSE program resembles constructions asserted by Ed \&tates1Bow,

and Rt Belanoff(see last chapter). MAT describes one primary icepotaf the portfolio
assessmentge@dit o under score t he iAmpnbeddea Meolegyof r evi .

within the portfolio assessment genre is an emphasis of process over product.
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While MAT offers portfolios as one assessment genre in the writasgi@om, there also

seems to be some guidelines as to who has access, or who can participate and use portfolios in

the writing program. For exampl e, MAT indicat
in portfolio assesbBmenhdi candatteseonbespmeste
program (27). Then, a&famer hielsiegiti luistey tthhei pot
talk to the FSE Associate Director before i mp

(27).Therea e al so stipulations for wusing the portf

than 70% of t he Tieteard, patentidlly, sdme idemlbgieg at @ay within this

requirement in the progratmasedsystem of assessment. Qdeology midnt bethat portfolios

require fiexperienceo to facilitate and use in

program prefers the +adssessment genrand therefore hedges access to portfolosl finally,

one ideology might be that portfoliosarét adequate enough to stand

grade. Some of the language use in MAT, specifically in this section, might discourage teachers

from implementing the portfolio assessment geRrem my experiences in the FSE program, it

appears that th++ system is encouraged and set by defahien | contacted the Associate

Director of the FSE program, | was told that, in the past two semesters (Spring 2017 and Fall

2017), zero instructorshose to usthe portfolio assessment gerwéfered in MAT. In the fall

alone,ninety-three sections of English 101 and fedtye sections of English 102 were offered.

This information issurprising andomewhat telling abodheimplementation of assessment in

the FSE programand the nature of classrodmasedassessmeitecauset revealsthe reality that

one of two assessment genres presented indpdrtfoliosd a r eusedl but of 134 sections.
Understanding whaissessment genres arailable and whassessment genres are

actually being used in the writing programmrticipants in the system (e.g. writing instructors)
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helpsdirect attention t@otentialdisconnections between program and writing assesshitert
all, MAT corresponds to the prograbasedassessment systewhich also helps reveal
ideologies within the systeri.o r e x a mp Igrading stamdand withia theaFSE program
that teacherare somewhat required to meet
FSE Director should inform any teacher whose grades across at least three
sections are mudhigher or lower than those of the other sections of the same
cour se. | f a teacherds standards contin
Department 6s average, the FSE Director
the teacher to bring their standards cldaser t he Depart ment 6s, at
should work to comply. Failure to do so
evaluation (MAT 28)
The AConsistency of Gr adi n gositohirgofduthoriysmdl secti o
power within the department through assessment, and even indicates potential consequences for
teachersot meeting expectationsh er e 6s t he i deol ogi cal represer
maybe the possibility of a hidden genre at pye sgandard s n 6t def i newdhinor doct
MAT itself. From personaknowledge and experience, the grading standard is based on the
average grades assigned in all English 101 and English 102 c@osés. a t eacher 6s gr
higher thartheaverage,tiey are contacted by the FSE Director or Associate Direatough
another geni@ a letter with the averaggadeseported and advised to meet with the Director
or Associate Directaio better meet the expectations and standard of the projgraome wagy,
this meeting between teacher and &omemight or cou
perceive thi:mormingas t he FSE program working against t

and acting on its participants, teachers, to fulfill the expectatf thewriting program in terms
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of grade distributionsThe standard, then, changes from semester to semester, but is based on the
holistic average among all courses, which mig
for average (e.g. C lettgrade) which shows the interconnectedness of the assessment systems,
and doesndét necessarily take into account an
students, or great pedagogical stratedremany ways, this mystery potentially creates
ucertainty as to whether a teacherds assessme
affecting what the teacher, one of the primary participants of the genre, does or will do.

There are numerous ways t hi sdaalftiere mustsbet he t
anexpectation to meet the standardt B/hat happens if the teacher fails to meet the
expectation? AFail the teadhes @ safi 28uTEhE | eedad @ a
stardard has power over the teacher. MAT communicatesth t her eds ha conseque
conseqguence for not meeting the standard, or the expectation, is somewhat weighty for the
teacher. Il n some ways, this implies that if t
teacher 6s eval uapotentalysevew affecting pag, future joldsearcked, and
hiring. The teacher doesnbét want to receive a
the prograrrbasech s s essment system. Thereds too much at
assessmermtecisions bBsed on attempting to meet the standatcdy the FSE program, knowing
that there are consequences for assessment decisions, and not by the actual labor and work of her
students. This doesnb6t necessassiobm,bumean t hat
nonetheless, the possibility exists because the genre includes atlhsaty statements that
might influence the actions of the participants acting within the system.

Theii P llandMi nus Gr adingo section i rdLberAlRrtsex pl ali

and Sciences adopted the grading scale in fall 2008. Then, the section illustrates hew the +/
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scale works through grade points and their corresponding values: A+/A = 4 grade pomts, A

3.7 grade points, B+ = 3.3 grade points, B = 3 graadets, B = 2.7 grade points, and so on.

MAT states, AGrade points are numeri cal grade
(28). The College of Liberal Arts and Sciences leaves it up to the instructor to weeitherto

use the scale. Regaegk of what the teacher chooses to implement, the College of Liberal Arts

and Sciences requires teachers to include a statement on their assessment policy in their syllabus.
Foll owi ngagndMh@uB8Bl s®cti on, MAT incl uglades a sect
and communicates that gr aTthersforeaaneaherigsnetbemgt t ed e
used in the prograthasedassessment system specifically through recording grades is the
University of Kansas® Enr ol wher&teaeherg hapedorstibenit , t h
grades. Therebds also restriction of access to
access grade rosterso (29). MAT explains the
Additionally, MAT describes whabtdo about inquies on grades.

The diesaqAbout Gradeso section in MAT descr
and posting student grades. For exampl e, MAT
number is illegal, a violation of fedenativacy law. Even leaving student papers in folders for
students to pick up potentially violates stud
(31). MAT functions in thgorogrambasedassessment system bhglping inform one of its
primary particpant® teacherd as to how to go about handling assessment practise iand
outside the @ssroom. Furthermore, MAdstabliskesprindples thathelpkeep teachersafe.

MAT explainsthat requests of graddy individualsoutside University official$i mu st b e

d e n ibecduse teachkewouldbe n fAvi ol ati on of feder al |l aw i f
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r eque st kegenrglelctibes the process in handling situations involving assessment and
oftendirects teachers back to the program, specifithe FSE Director or Associate Director.

The final way assessment is talked about in MAT is in association with clasbasad
writing assessment practices, like teacher response to student writing, which can be found in
AChapter Two: A Pedagogi cal Gui de niypurposes, eat i n
since the second chapter of MAT is more related to classroom prattcksddressthe
interactions that exist between MAT and the classrbased assessment system through my
following analysis of the classroehasedsystem. Genre systesioverlap which can clearly be
seen in a local analysis of writing assessment systems. For example, the firageasystem
interactswith classroom genres, likeriting tasks helping to form expectations that meet
program standards and goalgriting taskscommunicat something tdhe other genresvithin
the systenas well In their Writing Program Administrabn (WPA) journal article Sorya
Lancaster, et. @ffectively describé he A net wor k thatexstsowriting pragiara n 0
assessmenardtheye x pl ai n  how weninisale eprdsentatgoéthetgieateg a
processh When we map, we necessarily bring to the
within a larger, evolving network that encompasses all sorts of communicatiog ambmvithin
institutions of.Lancagtéreet dlustchte theaentities that ar¢ VeBotkihg with
and against the writing progratike the State Legislator and Board of Regelmtshe FSE
program at the University of Kans&@AT is acentralgenre inthe programbasedassessment
systembecause it can besaurcefor understandingariousgenres at play within thlarger
system helping to reveal ideologies within tegstem as well as relationships among
participants with different leals of powerMAT is a genreaguideposto writing assessmenn

thewriting programandfirst-yearwriting classroomlf we examine some other genres within
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the system more closely, we might get a sense of the complex interactions that exist in the
program.

A genre set in the prograbasedassessment system interacting vViWtAT

The progranwriting assessment systetike the institutional writing assessmesystem,
is full of genres thatvork alongside one anothén fact, MAT interacts with the institutional
genre set. For example, the program borrows the grading sysiEAthrough B from
sysems in the university cataloguégtprograrrbasedsystem is saped by the institutional
systemOne genre that influences and shapes MA{ the writing program at the University of
Kansas s t he KU Core. The KU Core is mentioned o
and 102 are central to the core curriculunthe University and are designed to help students
build on their core skills of written communication. English 101 and 102 fulfill this learning
out come f or tThhee Kwr iCotreend c(olmMmmuni cat itudents| ear ni r
will be able to geerate, explore, organize, and convey ideas in writing, using language and other
media (for example, digital texts, images, and graphs) to present those ideas clearly, confidently,

and in a manner appropriate teesp i f i ¢ ¢ o mmu n i ldta/Akicoreku.sdu/godizat i on s 0O

The FSE programt the University of Kansasbides by the written communication
outcomeestablished ithe KU Core English 101 and 102 courses have to meet the following
four aspects tchewriting communication outcome:

1. Include instruction that will require students to:
a.Analyze how language and rhetorical choices vary acrossaeats
different institutional, historical, and/or public contexts.
b. Demonstrate rhetorical ftébility within and beyond academic writing.

c. Revise and improve their own writing.


http://kucore.ku.edu/goal2
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2. Require writing assignments (a minimum oDR0Ovords/course) in English and

include at least three different types of writing different purposes, audiences,

or media.

3. Deliver structured feedback to students tkatks to revision and sequential
improvement of their texts (for example,dbgh the revision of successive

drafts).

4 Eval uate t he qutardcommunication, and udsedke nt s 6 wr it
evaluation for a supermajority of the final course grade.

(http://kucore.ku.edu/goa)2

These four aspectparticularly the fourthalongside potential department and FSE program
goals, help the prognaestablish a means for assessment, and provides an opportunity for the
writing program administrator to examine the effectiveness of the FSE program through
analyzing student writing. We see here that the end result of the writing course is based on the
fieval uationo of student writing for the dAfinal
also tied to the formation of aintdraptswitdVAT,0 Th e
and in many ways, dictates assessment or the expectatiorsdragst in the writing classroom.
The interactiorbetween theetwo genresgreatly influences what is done in the writipgpgram
and classroonespecially through writing assessments.

Teaches form writing assessment to coincide wisipecific goalslike the written
communication outcome adopted thy writing programat the University of KansaBy
analyzing genre syems and sets, we see how goals and outcimfioesh what teachers and
students doincluding how assessments are formed and whalkoigies are being embedded in

those constructiongJltimately, every writing program has a different set of gaatsl outcomes
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that help establistheir local contextGenres ke MAT can helpreveal those outcomesid
ideologies Another genrén the genre senteracting withMAT , influencinggoals and
outcomesor attemping to complement outcoman the writing programis thetextboold the
textsthe FSE program has adopted andssg in the writing ¢éassroomsTextbools playa
significantrole in working with the program godsvalues and belies and acexplicitly on
participants, teachers and students, within the prodpasedsystem of assessmefit.the FSE
program, each yeane have a textbook subcommittee that evaluates texts oeeytar gcle,
andwe divide the thregear cyclanto three different types of texts we use in fnst-year

writing courses in ouprogram:English 101 course/textbook, English 102 course/textbook, and
the handbok for English 101/102 courses.

The texbook selection process the FSE prograns described irMAT : it €xtbooks for
English 101 and 02 are selected by the Firahd Secongear English Committee. At the
beginning of each year, the committee normally starts screeninddeatsoption in the next
academic year (TbBe)textbook committee selects two or three textbooks for teachers to
choose from for each courddAT, once againieasserts itstrongposition as guideposthat
helps establish the structure of the FSEgpimmand communicates to other gentiestdirectly
influence the writing classrogrntextbools areone of those fundamental genres. We also see,
through this analysis, how another participant is at play in the prelgasetsystem of
assessmedtcommittee members. And we see how the textbook selection process creates a
fence around participants, allowing some participants to engage in the process and others to be
left out. Thesubcommittee sesaut a survey to all teachersdatheir input does affect whether
a textbook is replaced and what new books are considauedven then, the larger FSE

committee makes the final decissan textbooksTextbookcommittee members select texts
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usually twotextbookoptionsfor English D1 and English 1Qand teachers get to choose what
optionthey want to incorporate in the writing classroom. One participdhin the assessment

systemt hat doesndt seem to have equal access or
student.

Students areelativelypassive recipients in the textbook selection prqogstsextbooks
frequently act on students and students act on textbStkgentpurchase and read the text to
succeed in the classrooithere sems to be a distribution gdfowerwhen it comes ttextbooks.

For example, the textbook committee seems to have authority because they get to access a range
of texts and choose a few texts for teachers to use; the teacher can pick whatever text they want;
and the student is underthepowef t he t e ac h durthesmore ithe fuccionality t e x t
of the textbook is somewhat limited to how the teacher chooses to apply it in the classroom,

which can be as much or as little as they wishhe writing classroom, the textbook can be an

anchor, a stable genre that dictates the entire semester. Like a captain on a ship, the anchor
provides a means for stability. The captain has a choice, the flexibility to drop the anchor, release
the rope or chain at any moment in till@netheless gixtbaks can be seen as a bridigethe

dockof sorts theyconnectprogram goals and requiremetsheactual writingclassroomand

they connect participardiscommittee memberseachersand studentdn the FSE program at

the University of Kansas, textbo®lare carefully chosen by how they meet the desired program
requirements of the course. In fact, in the textbook selection process conducted by members in
the textbook committee, textbooks are evaluated by a rubric that lists out program requirements,
andmembers compare textbooks by the outlined course gidadsefore, textbooks in the FSE

program are meant to reflect values illustrated in MAd the committee and the rubric are all

part of the genre set.
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The KU Cores agenre in a genre seperating within the prograiibasedassessment
systemand institutional assessment systiiat can overlap with the classrodrased assessment
system. For example, institutional goasticulated by the writing program cheincorporated
in the writing clasroom througthe writing assignment prompthich helpsshape writing
assessment genrdige rubrics. MAT communicates to teachetse nature of the assignment
p r o mPne of th& most important components of an English course is the paper assignment.
addition to eliciting student writing, writing assignments help determine the structure of the
course, articulate the goals of the course, a
The assignmentprompth oul d Aar t i cul wrt ssadslibudindudeaciitesia of t he
for evaluatioraccording to MAT which containsa detailedlist of the features thassignment
promptgenre should havéf we take into consideration the KU Core, the writing assignment
promptworks to embrace the writtecommunication goalAt the same time, studemgnswer the
prompt andhe quality ofwork theyproducehelpsestablist he Asuper maj orityo o
course gradelhe interconnectedness of assessment systems is a constarthtioaigie an RGS
based lens of writing assessmdaénre systems and genres work with and against one another.

MAT acknowledgegenres at plain the system, like howhe assignmentrpmpt can
reflectcourse goaland criteriaThe assignment prompt migéten be designed by the program
or writing program administrators in the progr@asedassessment systefor example, new
teachers, mostly new graduate teaching associates in the FSE pabgnenvniversity of
Kansasare given the same firatriting task to help them in their transition to theiting
program.ncoming graduate students who are teaching English 101 are provided with a sequence
of assignments, day-to-day schedule of classeand a couplef writing tasksto help them

navigatetheir own classroomThe writing program administrator or teaching mentor often



124

provides these materials during orientation to help ease the graduate stittlenteachers of
any anxiety. Additionallythe program caaxaminewriting tasksto asseskow thewriting
programis doing meeting their goals and expectations

In theFSE progranat the University of Kansathrough the process of collecting student
writing samplesif a teacher is one of the randomly chosen individuals with one of the rapdoml
chos@ students to assegggram goals, then the teacher includes the assignment prompt, the
rubric for assessment, and the student writing when submitting materials to the writing program
administrator for program assessment. T$sgnment promgrovides catext to the situatign
or what is happening in theriting classroom and how the teacher is using these materials to
help coincide with the progratmasedsystem of assessmeittallows the writing program
administrator a glance inside the writing classroom and writing process of the stiment.
assignment prompt can serve various purposes insideSthgrogramand the assignment
prompt interacts with other genres in thetsyn to help its overall function.

The complex web of the program writing asseent system can be illustrated through
MAT, a main genre in the assessment system amda example diow various genres avk
togeher within one singular system. MAS ako a great reflection as to how genres crossover
from one assessment system to angthemwh i ch can be seen through
Core which functions in the institutional systéhme KU Core textbooks, anavriting tasksare
genres that anaterconnected to thprogram and classrochasedassessment systemhich
furthershows the fluidity of genres and genre systeffise institutional system of assessment
and the prograrhasedsystem of assessment greatly influence the classbas®d system of
assessment. Knowing how the other two systems function, the values, beliefs, and ideologies,

and the participants within those systems, provides a better understanding of the cahéext of

M £
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writing classroom and what happens (and what can happen) in the clatEsemassessment
system.

A brief genreanalysis in the classroclbmsed assessment systéine syllabus in the firsgear
writing classroom at the University of Kansas

Much likethe university catalogue in the institutional assessment systerivJARhdn
the prograrrbasedassessment system, the syllabakpsguide and structure governances,
policies, and assessment in the classrbased assessment systdime syllabus, a text ually
delivered by teachers to students on the first day of class, provides a foundational overview of
course goals, values, beliefs, and assignmémtbe institutional system and in the FSE program
at the University of Kansas, the syllabsis required text Eviery teacher must provide a written
course syllabus at the beginning of the semester to establish shared expectations and a schedule
for the courseé ( Thi pan be found undertfiePo |l i ci es t hat Apply to Al
subheadig in MAT . Additionally, to further show the interconnectedness between assessment
systems, the University Senate Rules and Regulations in the institutional system also notes that
students must be given information about the requirements that shouldlkzlfuithin a
courseé nprinfior electronic formatbythe®@ | ass day of the semestero
alluding to the distribution of a syllabush&institutional,program and the classroothased
system of assessmareclearlyinteractingwith one anotherevealinghow genres are
interconnected, interminglingndcommunicating to one another within and between systems.

The two primary participants of ttegllabusgenre are teachers and stoide The teacher
isthe producecand gi ver of the genre, and students ar
power exerted, for most, on the first dayct#ss just with the deliveryf the syllabus. The
syllabus holds an authoritatitgpe demeanor because it sets the expectatioihe course, and

ultimately, documents the classrodrased assessment genre that will be used during the
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semester. The teacher often provides the structure for assessment and a rationale about the
assessment genre t heyor ¢.Toanphagze that the uhderstantlirmgs s r o
of writing assessment genre must be kept locally situated, | will analyze my own syllabus
(Appendix1) from myspring2017 English 102 (Critical Reading and Writirggpurse to help
provide context and clarity into etsituation.

A closer analysis ad locally situateayllabus reveals its function and purpoae well as
its beliefs and ideologies) the classroonbased system of assessmémfact, many teachers
regard the syllabus as a contractual agreetetmieen students thewriting classroomThe
first page of mysyllabus presents b& information, like myname, email, office hours, course
title,and cous e g otadtsemd@rst of course goalso is in dir
system of assessmetiie KU Core documented in the university catalogue. The following
bullet-points display how the course meets the KU Core Goal 2, Learning Outcome 2. The
second pagef my syllabusncludes a grading poligyvhich intersects wittMAT in the
programbasedsystem of assessmeiithe FSE program, as noted abawehe numbers
indicating that zero instructors uktne portfolio in the spring and fall of 201defaultstowards
the traditional lettegrade assessment genreeached out onneor two occasios describing
my interest irthe portfolio assessmeid gauge how the FSE program handles assessing
portfoliosbefore fall 2016buti t di dndét seem tTheraosefanaseto much tr a
continue operag in the +£ lettergrade assessment genremy syllabusth er e 6s a cl ear
indication of the classrootfinased assessment systeamng executed througheighted
percentages and the-téttergrade.

From the weighted percentages, we see aspeicts w mast valisable in mgpring

2017English 102writing classroomFi r st , we see that there are f
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going to occur over the course of the semester, and that those writing projects comprise 75% of
thefinal course graderfFom t hi s knowl edge, we beanost,d§eoe how i
the most, valuable aspeaftmy writing classroomT h o u g h, t h sEgnigcénsvalaennot h er
my writing classroomawell-developecemphasi@nd positoron fApar ti ci pati on. 0
Apartici-padseosaamernstel] fand ot her writingso makeurj
which, when separating the values out individually, we notice is the highest percentage of the
five items listedl t 6 s mycpédagayg valuesparticipationthrough the syllabus alon€he next
paragraph describes the assessmemenrethat will be used taver the course of the semester,
and the ftlowing paragraph rasserts my valueifp ar t i ci pati ono amd Al aboa
my syllabus that | value tise two thing8 participation and labér the most in my writing
classroom, and | provide a philosophy as to why | value participation and labor so much.

Therefore, ve seean added element into the classrebased system of assessment with
my emphasis on participation and labor in the syllabus. And we also see somewhat of an
embedded ideologgvalueofpar t i ci pat i oprodactsod Il ahbaovre ohviegrh fie x p
for sudents in fulfilling those two values my English 102 class, and the syllabus documents
that more than any other tefihe syllabus functions as a compass, as a guide to see and follow
the expectations for the entire course. Of course, thatalsonheanste 6 s a hi er ar chi c
that is being asserted through the gehrém posi ti oni ng mysel f, begru
Ajudgment , 6 to use some of t heindtitationglsystgneof i n t h
assessmenB ut | 6 nonlynpoovidertohassessment. The impetus of my writing classroom
embrace process and collaboration, so a lot of feedback comes from peer reviesughdiraft
workshopsFor each writing task, | include multiple rough draft workshops to focus attestion

the process of writingstudents workogether in pairs and small groups, often prompted by a list
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of questionsora fil e n s 0 stadengd exaaniné tbew geérwriting. Theseresponseare
guided by the good worfound inPeter Elbow and P&elanof® Sharing and Responding
Rough draft workshops are just one way | incorporate process and collaboration, attempting to
cultivatestudent agency iwriting assessmerand the assessmabcessl| usually incorporate
atleastoneuntt h at CGly cokabotaivevh er e 1 6 m t he secondary gi Ve
students are responsi bl e Additonallypwe eollabdsae@ndo f t h e i
form rubrics togethefior each writing taskAfter examining and understanding the genre in
whicht h e goinposing, students bring thggnreknowledge wheronstructingubrics as a
classSt udents, then, are never |l eft not Kknowing
to be analyzing and providing feedback to their writing.

While | incomporate process and collaboration, in some ways attempting to take
affordances from the portfolio assessment genre and implement those ideologies in my writing
classroom, | still assess and grade the final drafts oflaegdrwriting task.There are plegtof
smaller low-stakeswriting tasks (aboutwenty) | assignthroughout the semesterh at ar en 6t e
assigned a lettegrade. Even on the larger taskshoose not to place the-rade orthe page
itself. | give students my feedbaok their writingand allow them to read my response, ask
guestions, and attempt to engage in more conversations about their writing with metbeiwith
peers. The purpose in doing t hgrasleanddoréemoved ec ons
the focus orthe leter-gradeitself. Once again, this embraces portfddmsed affordances.
Pedagogi c avantstudents to fdeblikeGheir work and labeed to bevalidated by a
lettergrade After a few days, and after conversations on my responses and-tgdlow
discussions about the writing task, | upload thdettergrade on Blackboar&ince | do,

ultimately, assigna+gr ade on the final draft atibnoSt udent
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power between me and my students in the classtmasad assessmeaystemUnder the
construction of the +Aettergrade assessmentgenre | 6 m gi ven t hat power,
have the possibility of submitting course grade appedieh isdocumented in the university
catalogue anMAT . At the same time, though, the syllabus illustrates twiting is only one
part ofmy classroorrbased assessment systertteAdance/participatn and laboplay a key
role when it comes to final course assessnierict, a student can receive an A+ on every
largerwriting task and still fail mywriting course Attendance/participation and laboosition
the student athemaihparticiparitn fHAact or ,

In many ways, the syllabus both constrains me (in terms of adopting the institutional
grading systenas well as th@referredorogramassessment genrandenables some flexibility
in asserting my own pedagogical values (on lalariny syllabus, | praide aphilosophy where
| get to assert what | deem as valuable in my own writing classroom, while also adhering to the
rules of the greater institutional system by following the structure of-igtaele genre. While
the +/ lettergrade illustrates thengl product of assessment fbe course, what happens in
betwee® participation, attendance, anddlass and oubf-class world is up to the studentThe
student chooses how much labor they want to put in to the Tlass.r atsdcsrresponding
consequencedly attendance and late work policgn directly correspond to the-gfade the
studentearnsby the end of the semestérthe student misses seven classes, for example, the
student will receive an F lettgrade. The labért h e s t wdliegnessitesconento class
and be a participant in discussionesulted in the final coursegraden t hi s case, t he
writing isndt -grhdeatelause of the | etter

Thefiat t e ndya npcoel/itcayrod a n d reildctanty pedagamitalaluepia |l i c y 0

most my writing classroom&t udent s ul ti mately decide when t

l
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to class, and if they produemd submit work on time. Now) many ways| provided the
framework,ot he #@Ar ul es o f or p llcawgbie munber dof absegceasmad.thel s et
number of | ate assignments b dikeomo&twritifge st udent
assessmentsystemishe students choose what to do with i
both values knowing the consequendd®se two policies work directly with the classreom
based assessment systdmut also with the greater institutional assessment syateinprogram
based systenThey help guide and inform the assessment genre system and greatly impact the
finalcoursegde. The Aphil osophy for attendance and
those two beliefs work with anTheattendance policg at e t
and late work policy can influence your grade regardless of how well you do on thedjeaty
For example, if you make an A on all four writing projects, but are absent three times, you can
only earn a B in the classo

The philosophy statement in the syllabus refers to the expectations for the course and the
assessment for the coursemany ways, thereds an established
somewhat outside mysélfthe students who are going to take up the attendance and late work
policy, and how their decisions play a significant role in determining the final course lgrade.
the first two pages of the syllabus, the reader gets a relatively good understanding of the
framework for the course, including the classrdoased assessment system. The genre of the
syllabus works to describe the assessment system and provide éxpeetatl consequences
embodied in the assessment system. The last three pages of the syllabus include more
generalized policypased statements that work for the university and the institutional assessment
system, like the statement on plagiarism. For exantpe syllabus explains how plagiarism

takes the students outside the classrbasedsystem and makes them aware of the larger
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assessment system, which helps govern the individual classroom céingexkt:| i ncidents c
plagiarism will be penalized, reped, and kept on file in the English Department, the College of
Liberal Arts and Sciences, Omaajain weseeblawi ver si ty
assessment systems talk to one anoffes.power of the institution trickles downtime
classroorrbasedsystenthrough genres like the syllabus.

A genre set in the classrodbased writing assessment system interacting with the syllabus

The firstyear writing classroorbased assessment system feeaction through various
overarching assessmeasyistems andenreswhich | discussedin Chapterl through a broader
lens ofRhetoric & CompositionBut for now, sincedb ve been focusing on spe
University of Kansas, | want to seek to understand other genres in the classsein
assessment sygh working and interacting with the syllabésalyzing these individual writing
assessment systemsd the genres within those systems Isbipvcaseéhe dynamic and
complex nature of genre systeriibree genrethat help structuréhe classroorrbased
assaesmensystem that work alongside the syllabus in communicating and cultivating action(s)
arequizzes/examshe rubric, and teacher response to student wrdsmijustratedn genres like
marginal commentand end comments

Whilequ i z z e s / e wsedrnis myavritiegckagsrooms in the FSE program, nor are
they documented in my syllabus as a means of assessnmattioned in MATsomeof my
colleagues choose to use quizzes to help form classroom assessment, and they include a
weighted percentage (ually 510%) of how much quizzes will count towards the overall course
gradein their syllabusThe syllabus magven communicateow quizzes will be considered in
the course gradét the same timeguizzes can theirown valug andthus are a part of éhgenre

set with the syllabus that supports the classrbased assessment system. Quizzes, in many
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cases, are designed to help demonstrate knowledge and comprehension. In the writing classroom,
quizzes can be composed as a means for seeing if studehéstexs, and what students
remember about the text. Quizzes can take different design elements: multiple choice, fill in the
blank, word box, and opeended questionQuizzes, as a gentegve some flexibility inits
construction, and works against thation that genres are staphaut still represent firsivave
val ues o f.oDiffereni teachers might cyeate different quizzes for different situations.
Like the syllabus, participants include teachers and students; once again, teachers@regositi
in a more authoritative role through the production and distribution of quizzes.

Another significant genrt the classroorbased assessment system are rubiRabrics
often respond to another genre in the genrdlsetyriting assignment prompkt.described how
the assignment prompt works in the progrsystem of assessment, and, you see here, how the
genre is also a part of the classrebased assessment syst&enre systems and genre sets are
incrediblymulti-layered.Bob Broadcritiques the se of traditional rubrics from a largeale,
progr am p enadtipnal cubricsvard:scofing guides prevent us from telling the truth
aboutwhat we believe, what we teach, and what we value in composition courga®grams
(2). Depending on theontext and situation, rubrics may or may not be valued inside and outside
writing classrooms. Nonetheless, scholars continue to explain their experiences with rubrics and
re-creating rubrics in the classrodmased system. For example, David Martins writesii |  h av e
attempted to design rubrics that remain in constant dialogue with course content, express my
expectations for the writing that | ask students to complete, and invite students to talk back about
what they have (428)fOtherbcb| alhes , wti kien®eggy OONei l
Brian Huot , even offer sample rubrics to Agiv

scoring guideso ( 1satplesobddlidtiedcdrihg rueric,.analgtic rulric,ov i de
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portfolio rubric, and a primary trait rubrie et er EIl bow writes, ARubrics
fair criticism when they are crude prepackaged lists of conventional feathireswe ver a r ubr
can be used by andividual teacherhe or she can designittofithisorpear t i cul ar val u
(308.Therebs a vast amount of scholarship on the
whi ch | don ontits totalitg eret o cover

In the writing classroom, the rubric can be constructed in various toyrtige indivdual
teacherRubrics work differently depending on ttegerclassroorbasedassessment genreor
example, my English 102 course assessment system operates bydtiergrade. Rubrics, in
my class, are a collaborative effort, formed by both menaypdtudentsln many ways, this
collaborative assessment counteracts some of the values embedded in rubrics, like some of the
values imbued by institutional standards that merely focus on thededige.| often provide a
starting framework, a list of llet-points that are nenegotiable and should be a part of the
criteria for assessment based on the nature and the specific requirements of the assignment
prompt. Then, | have students work in groups to form other kudigtts that should be included
int he criteria. As a class, we create a fuller
communicates expectations for the writing assignment, and helps coincide withléter/
grade by clearly categorizing and articulating the required elementscfoc@aesponding
letter. I n the past, | 6ve al so used portfolio
again, like quizzes, showing the flexibility of the genre within the system. In a poitbidied
assessment system, the rubric, for me,adsareas where the student could revise more, or
indications of certailcharacteristics in the writing that negtinore work,or suggeswonsfor
revisiting somethingiewin the writing processl he rubric also works alongside teacher

comments.
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Teacher response to student writiggnredike marginal commentandend commers
are a big part of the classrodrmased assessment system becauseoftey help informwriting
assessment$o summarize the scholarship on teacher response, again driesrstretches
well beyond this section and chapténnversations on the nature of teacher response, the best
ways to form response, and even what students are doing with teacher responses are almost
always ongoing within writing assessment researchekamplejn MissyMar i e Mont go mer
2009 investigation exploring student perception on teacher response, Montgomery fifids that
surprising number of students do not read the feedback thoroughly or seroukbf those who
do, many misinterpret thé&edback (vi). Three years lateCChris Anson asks an important
guestion: AwWhat would it mean for us to del ve
relationship between what t eacheMynexschaptert o st u
attempts to answer that question in some regards by exploring the exchanges happening between
genres in the classroebased assessment system and teacher response to studentMngting.
overlapping nature of genres is actualized within teacher responseeatsivriting.For
examplethe marginal commemonnecs to therubric, can help infornthe student where criteria
is(o r ) beimgdnetandcan even draw on some of thermalanguage as the rubiiself. The
teacher can choose whether to write soingthew, ask a probing question within the margins,
or simplydirectthe studenbackto the rubricMarginal and end comments are embedded with
different values. The marginal comment can be seen as direct annotated interaction on the page
between teacher and student, dmelendcomment often responds to a specific line of inquiry or
a specific moment in student writing.

The teacher might use the marginal comment to push students to continue that line of

inquiry or to do somethinglse:A Anot her reason for marginal not
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criticismsdiret | y t o t he c¢ dMAP 88k The andaomnzent, whighalsbo  (
knownasdi s ummar yo ¢ omme nt Thedncacemmerit siighbexplaintha | u e s .
reasoning for an assigd grade, or could provide broader takeavaaysd suggestions for student
writing. In the writing program at the University of Kans®BAT providessomedirection and
val ues of t hleisdesrable o punansanmrtary cofmment on every papezett
not be long, but it should give the main reasons why a teacher has assigned a certain grade to the
paper. It should list both strong and weak points, thereby telling students what things they are
doing well and what things need moreeation, especlal y i n r eThis educidatiomof ( 58 ) .
the end commenhight possess potentialproblen® when end comments are used as
justification for a grade rather than to facilitate further exploration of a topic or motives to
improve

MAT includes the functiaality and relationship between marginal and end comments:
AComments in the margin abest used to point out details and to exemplify summary
comment so (58). Here, we see how the margi nal
communicate with one anoth&Ve also see hoMAT could shape classroom approaches to
teacher respons€&he two systems, the programsedsystem and the classrodmased system,
are working to inform one another and even influence praclieaxher response to student
writing can also inform or respond to the lettergrade Students might be able to gauge their
written performance on how the teachespondsor what the teacher has to say about their
writing, becauseheresponse can calate to the grade itselfhe genre set of classroemased
assessmentsgorking with the syllabusuns deep; the genrastersect, cross over, interact, and
help form the structuref the entireclassroorbased assessmesytstem.

IntersectindRGSwith writing assessment through uptake and menrotgacher response
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In this chapter, | explored three different writing assessment sy&tdramstitutional
assessment system, prograasedassessment system, and classrbased assessment
systend and analyed three individual genres within those systenmen, | focused on the
genres sets, or the intertextual interaction happening within those ggsremsComplex webs
andintersectingguideposts are mesdyachwriting assessment systdnteracts with eeh other
like the institutional system interacting through the genre of the university catakdgadle
informs the progranbasedsystem how assessment has to be construatdéite prograrrbased
system guiding the classrodnased system througWAT describing the nature of the marginal
comment in teacher response to student wriiagh genre communicates something within
those systems, often providing direction, helping frame the possible movements and actions that
can happen in the systeRor example,institutional policies in the institutional assessment
system inform the writing classroom about what is not acceptable (e.g. plagiarism). The policy
gets taken up in the classrodrased system through the syllab@gnre systems allow writing
asesment researcio fully see the interconnectedness of the various genres that construct the
individual assessment systems, gedre systems opens our eyethedifferentvalues and
ideologies that arembedded within those genres, especially the oneshaese to use in our
writing classrooms.

Genre systems allow us to see the genres available to us. At the same time, through
applying genre systems to writing assessment,
necessarily familiar with, but #t are still workingor or against us in our writing programs and
writing classroomsWe might even be able to see where ideologies are most at play in our
assessment systems, and we might attempt to resist certain genres and actions that create or deny

access to specific participantthe extent to which RGS can inform writing assessmesgarch,
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theory, and practices immeasurable. Genre systemi®ne give us an entirely new framework,
new concepts, new ways of thinking about and understanding the complexity that exists within
writing assessmenGenre sets further that knowledge byminating the range of texts that help
define rhetorical situatonBa z er man, al ong with his notion of
genres as fileverso within systems. I |l i ke Baz
guidepost analogy athinore toward a more technologicattyapping analogy. Genres are global
positioning systems (GPS). They guide, they structure, they provide direction, they produce
action, they act and are acted upon, and they are updated. With new technology, new roads, o
reconstructed roads, with traffic jams, with quicker routes, a GPS changes and adapts to its
context and situation. A GPS influences its participants and shapes what they see and where they
go.And if drivers follow the GPS guidance too blindly, it midgéd themnto drive the wrong
direction.Genres do the same thing. Like a GPS, genres are temporarily stable, everchanging
markers. Genres can cross over from writing assessment system to writing assessment system;
genres can serve different participamtslifferent ways within the same system or within
entirely different system$.t 6 s i mportant to note how genres
institutional constraints, as with the grading contract, or even portfolios, for instewes are
absolutely gidepostsbut they are even more dynamic than that.

This chaptescratches the surfaesto how RGS can intersect and inform writing
assessmefity t hi nki ng ab csute vaamseeshedsef assessmentas s y
i g e roand sonsidering other genneghi n  t h A brigfaralysis of each writing
assessment systetacating agenre in the system, aheghlightingother genres included in the
genre set can only take us so y.examining the institutional, prograbasd and classroom

based assessment system at the University of Kansas, this chapter has provided a context for my
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empirical studyon firstyear writing studentsside firstyear writing classroomat the

University of KansasMy next chapter illuminatesdw within genresystems and interactions of
genre sets, shaped by participants in systems and their ideologies, another undeniable concept
emerges that further intensifies the nature of writing assessment sylstemysnext chapte |
continueintersectiig RGS concepts with writing assessmienturning attentiorio genre

uptakes and memorigdly studyexaminegeacher response to student writing, located in the
classroorrbased assessment system, and | uncover what gendesits are taking up, and what

genres and experiences students remember having witlgenhesystem.
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Chapter 4:
Uptake & Memory of Teacher Response to Student Writing

AAl t hough commenting on student respondingtog i s t
student writing, (148)i NancytSoneners efaRd¢ s pormdceirrsg otoa O
Writingo
Thirty-f our years af t er-citbBdaarideyn tBenaturecof tsabhero f t e n
response to student writingyiting teachersnay still be positioned in a similar situation of not
fully understanding the complexity assessment genres, specifically genres of response, in the
classroorrbased assessment system. While writing assessment research is rich with thought
provoking workon teacher response to student writing that has influenced pedagogies and
hel ped shape the way writing teachers underst
emerging in prominent composition journals about how teachers form response, whiaiggood
what 6s good enough, and what student;s actuall
CalhoonDillahuntand Forrest)In this chapter, | wish to build on the already established,
pedagogically challenging contributions in research on teacher ssspmsetudent writing by
following the impetus of my dissertatidrhow can we see and complicate the nature of teacher
response to student writing in the classremssed assessment system through Rhetorical Genres
Studies (RGS)? This chapter specificallpemnes teacher response through uptake and
memory which were defined in Chapted las an opportunity to examine, analyze, and
interpret what occurs more fully through teacher response to student writing.
Teacher response is a part of an intricate classtmsad assessment system that helps

structure and communicate action to participants, mainly the teacher and student. Thié chapter
by focusing on survey and interview data fretadents irEnglish 101 and English 1@ the
University of Kansa$ argues thaan understanding of teacher response through uptake and

memory will shed light on the nature of the classrdmased assessment system and the
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exchanges and interactions that occur between genres through teacher réspostedy
specifically,analyzes t udent sé wupt ake an dandothengenrgsworkingr e s p ot
within the classroonbased assessment system helpingform and shap#heir actiorsin the

first-year writing programUptake occurs between the interactions of genres withinrsgsaed
requires participants to take up an Aobject, o
possi bleso (48). Freadman ccanscwdsanddungonstiouses t ha
selection, not causation. The selection of an object, then, moves toward ruaiaced

understanding of what happens through the process of uptake, specifically regarding memory.
Participants access memories of prior uptakes and are informed by thi@seled responses of

past experiences with genres. In this chapter, | argue that intersecting genre and assessment
through teacher response allows composition studies to better understand what happens as

writing teachers give feedback and as studentsuplgenres of response, including what

response genres students use most for revision, what response genres students most remember,
and what other genres in the classrdmsed assessment system help studenits, revise and

interpret teacher feedbackhis type of research challenges writing teachers to consider the

complexity of teacher response, the different interactions that occur within the assessment

system, and the way in which participants are influenced by genres and the exchanges between
genres, including embedded ideologies in response.

The influential nature of teacher response and the significareehfring genre uptake and
memory

| concluded Chapter 3 with an examination of the class#oased assessment system at
the University of Kansas, specifically through analyzing tenre of thesyllabus that helps
guide and direct participantsdé understanding

activity working in the classroothased assessment system comes through teaghenses
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genres. Teacher response to student writing might be one of the most influential genres in the
classroorrbased assessment system, regardless of whether a writing teageratsng under
the productased, procedsased, or labebased assessmenstem. Teacher response to student
writing, often, directly complements what assessments are made on individual writing tasks and
corresponds to the lettgrade at the end of the semester. Analyzing how students take up
response and what students remenalbeut response is a worthwhile endeavor in understanding
the complexity of the classroebased assessment system and the genres that are interacting with
each other to help produce actions, influence perception, and position participants in the system.

We all have experiences with response, whether producing or reckegnfigack and we
might be able to recall and locate a specific memory when we received feedlbaikriting
teacher, | try to intentionally provide feedback knowing the weight of mysvandhow words
can be interpreted various ways depending upon the individual receivinggtilemthrough a
mindful attempt at constructing response, | can only mopéeedback is productive and
meaningfulto students reading and interpreting thémever fully know how my response is
being taken up by students, | never fully know what respgeseesareworking more
effectivelyto encourage revisiomnd | never fully know what other genréke the assignment
prompt or writing taskstudents are looking at as thayite, revise and interpret my feedback.
Therefore astrategic study focused specifically st u d genré uptake and memory will
allow writing teachers to know whgets taken upnd how students are remembering past
experiences with feedback.

Amy Devittdés not i ocanhetonnedied tbpinflwentinleffecf genr es
teacher respongmn have on students i G e n ithe gowdr @ kiep or hurt human

interaction, to ease communication or to deceive, to esabieone to speak or to discourage
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someone from sayi ng Teadhenespbnsentgstudentivitiegrisenadeap ( 1) .
of various genres, like marginal comments and end or summary comments. Each genre carries
great weight, having the capabiltyfioe nabl e someone to [write] or
(Devitt 1). Teacher responses have the power to encourage and the power to tear down; the
power to provide a voice, to promote student agency and the power to disable agency; the power
to leave studentwanting to write more and the power to leave students never wanting to write
again. Each genre of response embraces power and the ability to communicate and influence
participants (e.g. students) in the classrdmmed assessment system. Uptake and memilbry

provide a window into the innevorkings of the classrootinased assessment system, which will

help composition studies see what actions and exchanges are taking place as writing teachers
respond to student writing.

An examination ofvhich uptakes students perform after receiving teacher respanse
expandour notion on the interactions within and betwéeg e nr es 0 and move towa
picture ofthe natue of teacher response, specifically how our responses are taken up, which
responses are taken up, what students do with our responses, and what other genres in the genre
set students access. From my previous chapters, we can clearly acknowledge how genre systems
of assessment contain different assessment genres that interamtevithother, how one genre
is a part of a set of other genres, like how marginal comments and end comments in the
classroorrbased assessment system can work incaibir e ct i on a l relationshinp
one anothemWriting teachers might draw on mggnal comments to construct their broader, more
holistic end comment respondéarginal comments and emdmments are two different
responsegenres, they function differently, they have different purposes, and they are located at

different spaces on stuakewriting, but they still interact with one another because they are a part
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of the genre set. Elizabeth Hodges describes the relationship between marginal and end
comments even though she Adearseratiohshipbetpden ci t 1y m
margn and end comments is crucial émargin commen
end commentsé the student must be able to fol
put into the mar gi ns muAdditionbllg, Halges idesfies hewnn d ¢ o mp |
marginal and end comments are a partlafgercomplex web of connections and interactions:
iMar gin and end comments connect our readings
and thus help students reconnect with what they haveewsb they can return to it witbome
distancé ( @edre systems are intensified by the interactions that happen between genres
within the system. RGS, specifically a studystudenuptakeand memoryallows us to discern
what is happening betwedme interactions and exchanges betwesponsgenres, and what is
being taken up and rememberedstydents in the classroebased assessmesystem.

Teachers and studerggperience different genre uptakecause they are different
participants in thelassroorrbased assessment systdiis study focusesn student uptake and
memory, which will ideally help inform what writing teachers do in the classioased
assessment system by providing a glimpse at what response genres are encouraging students to
write and revise, and what genres students are depositing in their medariese Fr ea d man 0 s
foundational work on uptake and memory (explained more thoroughly in Chapter 1) can be
intersected with writing assessment and can allow us to see a new fieethelr response,
specifically how genres work within response and how genres get taken up and remembered by
participantsThe act of one genre taking up other genresiihates the complexity of
communication happening between genres, and throudarttef teacher response to student

writing, we can understand what is being taken up by studetite classroonbased assessment
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system Intersecting uptake and memory with teacher response will further what we know about
feedback and will reveal moressibilities for exploring the nature of teacher response to student
writing. Therebs a | ot to |l earn from what hap
between the spacgsvh at occurs in the shadows of what we
Throughait my research,ihcorporate anduse h e t e r m ofifdllyeceptute the different

kinds of responses within the classrebased assessment systéfeedback moves beyond

interactions between teackemd-student and can include interactions betweedesttand

student through genres like peer review.

Context for studylesign and research guestions

In fall 2017, the University of Kansas offered ningtyee sections of English 101 and
forty-one sections of English 102. English 101 and English 10itas in previous chapters,
construct the firsyear writing program at the University of Kansas. English 101 is designed to
instruct students through the writing process by practicing writing in a variety of rhetorical
contexts, both academic and racaadmic genres. English 102 builds on goals in English 101 by
focusing more specifically on critical thinking, careful reading and writing, and composing and
evaluating academic research. Typically, incoming-fiesir students enrolling at the University
of Kansas will take English 101 in the fall semester and English 102 in the subsequent spring,
t hough, thereds always other options, |ike ta
transferring credits, or testing out of English Hitbgether At the Lhiversity of Kansas, for
example, a student can testt of English 101 with an ACT score of-31, or an SAT score of
600-649, or an AP exam score of 3, or an IB score of 5. By earning credit for English 101, a
student would be able to enroll in Engligb2] potentially in the fall semester of their incoming

year.
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English 101 and English 102 courses are often capped at twenty students and are taught
by lecturers and Graduate Teaching Associates (GTAS) in the English Department. GTAs are
pursuing differentevels of education (MA, MFA, PhDndstudying literature, creative writing,
or rhetoric and composition. These writing teachers are trained to use certain genres of response
which are promoted by tHdanual for TeacheréMAT), which was discussed more-dtepth in
my last chapter as a genre working within the progbaised assessment system influencing the
writing classroom. There are somesponse genrdbat are explicitly noted in MAT, including
marginal comments, erat summary comments, peer review, and teacher conferences. These
types of feedback are encouraged within the-fiestr writing program at the University of
Kansas and are often taken up and used by writing teachers. For example, MAT explains the
purposead function of peer review: fAClass activi
classmatesd writing can help i mprove their re
workshops, students should be encouraged to make suggestions and obseruatiomsyriters
should be encouraged to make t % ThHisiinstaudtionde ci s i
helps guide writing teachers in implementing peer review in their writing classroom. But how are
genres of response, like peer review, beingrtakeand remembered by students?

My study was designed to locate genre uptake and memory in teacher response to student
writing, and was designed to capture what genres of response students recall using in their
writing and revision processes in order &itbr understand whether program promoted genres of
response are being taken up and used in the writing classroom by students, and more broadly, in
order to get a glimpse of the classrebased assessment system and the multitude of genres
working within the systeml conducted empirical research through a qualitative study, then, to

capture what genres students recall taking up and what experiences students remember having
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through teacher response to student writing in English 101 and English 102 aiviesitynof
Kansas to analyze the classrecbased assessment system and the genres interacting within the
system. My research methods were conducted through surveys and interviews, and the following
guestions helped guide the construction of both methods:

1 Whattypes of feedback do students report receiving on their writing at the

University of Kansas in their English 101 and English 102 courses?

1 What genres of feedbado students report using when they revise?

1 What genres do students remember taking up?

1 What feedback is most memorable for students and why?

1 What other genres do students consult while writing, while revising, and while

interpreting feedback and how often do they consult these genres?

By pairing the survey and interview, | was hoping to pexample opportunity for students to
reflecton experiences in their English 101 and English 102 courses with teacher response. The
survey was the main instrument for data analysis, and the interviews were complementary to my
researcland used as an oppanity to extend some of the questions presented in the sUivey
surveys and interviews happened sequendatlyrveys first, interviews secoddandthe
interviewmethodfollowed semistructured protocols, each interviewee was presented the same
pre-determinedjuestionsAt times,| asked followup questioafor further clarityor further
explanationMy goal was to intersect genre and writing assessment and to collect information
about the complex web of the classrebased assessment systemgc#mally the intricate
nature of teacher response to student writing and what uptake and memory can tell writing
teachers about what happens when they respond and as students pick up response.

Data collectiorand participants
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| submitted an original application for Human Subject Approval during the fall 2016
semester with the hopes of collecting information in the spring 2017 semester. The Institutional
Review Boardédés (I RB) Human Subj ecmnsolleCtiognmi t t ee
data in the spring. Through the process of writing my review of dissertation proposal (RDP) and
after having a meeting with my core committee members in late spring 2017, we collectively
noticed that the scope of my research was going todoeigowith the survey and information |
had already drafted, been approved of, and collected. My orgyimaty was directed toward
Afaffectiveodo di mensions, |ike what were studen
teacher response, andwhatstudt s Al i ke/ di sl i keo about certair
practices. After listening to the advice of my core committee members in the RDP, | redrafted a
new survey Appendix2) during summer 2017 and added another research ek@nmgatviews.
My revised survey and accompanying interview questidippéndix3) focused more on genre
uptake and memory, and what genres students were interacting with through the process of
writing and receiving teacher feedback which gave a better understanding of kieg teaponse
assessment system and showed a clearer picture of the value of combining RGS with writing
assessment. In summer 2017, | submitted a Human Resource Protection Program (HRPP) request
for modifications form suggesting modifications to a changesearch methods and change to
survey instrument. The modifications drastically shifted the scope of my research. After
receiving approval, again, through the | RBOsS
began administering my surveys in thit 2017 semester.

| emailed the firstyear writing program lisserv, which encompasses all figsar
writing instructors at the University of Kansas, in September 2017 for help in the survey process.

| chose to wait until after the first few months bétsemester to deliver the surveys in hopes that
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students had already received feedback on at least two pieces of writing in their English 101 or
English 102 course. The data, then, would diversify responses and would give students the
opportunity to thinkabout what genres they remembered taking up and what genres they used to
revise their writing in English 101 or English 102. The survey was designed to collect
information on what genres of response students remember receiving, what feedback they use for
revision purposes, and what other genres they recall using while writing and after receiving
feedback. The survgppendix2) offered a variety of options for answering questions,
including checking one, checking #ilatapply, ranking/listing, and leawyj room for students to
fill in responses to opeanded questions. The interview, as a complementary research method to
the survey, was designed to capture the processes, memories, and experiences students have had
with teacher response to student writindenglish 101 and English 102. The interview was
based on preconstructed questiGhgpendix3), which were not shown to the interviewee
beforehand, and were conducted and recorded in my office at the university.

Eight writing instructors replied to myr&il and agreed to distribute the surveys. In total,
262 students completed the survey across sixteen sections of English 101 and English 102. The
information is divided up evenly: eight sections of English 101 and eight sections of English 102.
135 studets in English 101 and 127 students in English 102 completed the survey. Of the 127
English 102 students, twenfive had taken English 101 at the University of Kan3a® fall
semester offered ninethiree sections of English 101 and fediye sections dEnglish 102.
Assuming thereavasan average diventy students in every claske total available sample size
is2,680 (93 + 41 = 134 x 20 = 2,680Yith a90% confidence intervahnda 5%margin of error,
since262 students participated in the survegan conclude that | have a 5.24% margin of error.

There was no reward or compensation for writing teachers agreeing to distribute the surveys, and
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no benefits for students completing the surveys. At the beginning of November 2017, | emailed
thesamewritng t eachers asking i f theydéd be interes
email or inclass) a call to conduct followp student interviews for research purposes. All eight

teachers agreed to pass along the information to their students abotertievinprocess. The

interview was constructed to be secondary, knowing that more students would complete the

surveys due to mere convenience. Like the surveys, there was no added benefit for students
completing the interviews. A total of eighteen studeesponded to be a part of the interview

process; fifteen were from English 101.

English 101 and English 102 fulfill general education requirements at the university, so
student demographics for those courses can best be reflected by overall urstadrsitys. As
recorded by the Office of Institutional Research and Planning at the University of Kansas, in fall
2016, 75.3% of students reported being undergraduate at the Lawrence campusf51.2%
studentgeported femaland 48.6% of students reportele 69.6% reported White, 6.5%
reported Hispanic, 4.2% reported Asian, 4.1% reported Black, and 4.5% reported two or more
races; 89.7% of students reported living on campus and 10.3% reported living off campus.
Data analysis

After receiving the compted surveys, | chose to individually hand tally the results to
each question to quantify the data. Firstetided to gpacket by packet tallying the
corresponding answers individualgndl separated the data for English 101 and English 102, so
| couldget an accurate understanding as to how students in each course were interpreting and
using genres of response and other genres that construct the clasassmhassessment system.
Then, | created an Excel spreadsheet based on the questions on tharstitheytallies for each

guestion. | began adding the tallies up for each packet and inserting those numbers into the Excel
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document based on the survey questions. The Excel docaorgainingdata, again, was
divided by English 101 and English 102 tgprae how students were responding in each
section. | created another column in the Excel document that incorporated a formula which
divided the total number of participants in each corresponding course by the answers to the
survey questions. Thereforegthpreadsheet data incorporated the total number of tallies for
each question as reported by English 101 and English 102 students as well as a pdrasathge
formula that represented how often students answered in a particular way.

After gathering andecording the informatiori,analyzed the data for themes related to
my research questiofisoted aboveand searched for information in surveys and interviews that
helped providenformation abouthose questions. For example, my first research question,
which attempted to gauge the types of feedback students were receiving in English 101 and
English 102, was most supported by Question #2 in the survey. Likewise, my second research
guestion attempig to better understand what genres of response were being used for revision
was best articulated by survey Question #3. Through my analysis, | highlighted data that
indicatedsimilarities and differences betwermsponses froringlish 101 and English 102
students and marked what was relevant to the question | was consi@ibarrgsearch questions
helped guide my data analysis and became a starting point for reporting the information on
uptake and memory of teacher response to student writing; thectege@stions encapsulated
my purposes for the study and provided a means for intentionally examining the surveys, or what
students reported taking up and remembering from a genre perspective.

| conducted interviews after all the surveys were turnedlhrinterviewquestions had
students recall experiences with teacher response to their writing and describe instances where

they took up feedback and ignored feedback. The purpose was to gauge student memory as they
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interpreted response genres. The ineawg were recorded through the voice recorder on my cell
phone and usually lasted between five to ten minutes. After I finished reporting the survey data
in an Excel document, | would frequentlyvisit and listen to the recordings to look for themes
thatemerged from the research questions, tracing commonalities between surveys and interviews
and attempting to discern where answers complemented or contradicted eatiomther

individual respondentAdditionally, |1 wanted to record actual memories andescstudents

told me about teacher response. | transcribed quotes from each interview on a separate Word
document. My data analysis ended up complementing the research questions and was driven
mainly by the survey questions/answers with occasional ilciasif interview responses. |

decided to synthesize the reported information from English 101 and English 102 students based
on my research questions to see how teacher response was working within those two separate
classroom constructions. The surveys muerviews, ultimately, portray a clear picture of what
genres get taken up and remembered by students through teacher response to student writing in
the classroorbased assessment system. My next section is divided up based on the patterns of
responsediiat emerged to the research questions.

Data resultsind discussionn uptake and memory in English 101 and English 102

What types of feedback do students report receiving on their writing at the University of
Kansas in their English 101 and English 102 caes?

This research question resulted in fascinating discoveries on what genres of response
students are familiar with in their English 101 and English 102 courses at the University of
Kansaswhich helps inform the writing program as to what genres ang lbsed by writing
teachers in these cours@&ut to understand the situation, | found it useful to see what types of

feedback students reported receiving prior to English 101 and English 102. Knowing what genres
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of response students interacted with priothe University of Kansas would provide even greater
clarity as to how students take up, remember, and use gemhesfirstyear writing program
A G e nbxperenced e f o r €Tabke indicates what genres students reported to receiving

prior to their English 101 and English 102 course at the University of Kansas.

Genre English 101 English 102
Points or percentages 85.18% n=115 88.18% n=112
Marginal comments 79.25% n=107 92.12% n=117
Lettergrades 79.25% n=107 82.67% n=105
Ratings or rubrics 77.77% n=105 79.52% n=101
Peer review 69.62% n=94 75.59% n=96
End or summary comments | 65.92% n=89 76.37% n=97
Teacher conferences 39.25% n=53 29.13% n=37

Table1: English 101 and English 102 studentiamiliarity of genres received prior the
University of Kansas

This data is important to note because individuals rely on past memory to take up and participate
in genresEnglish 101 andnglish 102 students, according to this data, then, have high

familiarity with experiencing points or percentages prior to the University of Kansas, which can
influence how they remember the genre, including its embedded ideoldgesmplemented

in thefirst-year writing classroontorexample English 101 and English 1@G2udentsnight

equate points or percentages with #Aproduct, o
completed final draft duetprevious memories and interactions with gleare.Interactions and
exchanges with less familiar response genres, like the end or summary comment, could be
influenced by memories of points or percentag@es After all, participants attempt to rely on

memories to understand new situations andfesdiar genres. Understanding how interactions
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and memories of genres help shape what we do, how we approach, and how we use genres is a
vital step in the process of analyzing uptake and memory from a teacher response to student
writing perspective. Stuset s 6 pri or experiences with genres
how students are interpreting genres of respo
unfamiliarity with genres of response can teach us how a genre is being taken up and
rememberedand evermpotentially reveahow response genres wdreingdeployed byother

instructorswho taught themFor example, teacher conferences are reported as the least familiar
response genre prior to the figgkar writing program for both Englist®1 and English 102

students. For high school instructors, teacher conferences might be less feasible and less likely to
occur due to traditional schedulesdperiods a day)onstant class preparatioasd class

sizes.Teacher conferences are considgrétwer than even the second least familiar response

genre experienced by students prior to English 101 and English 102. Contextual information and
knowledge about what genres students are experiencing prior to theéirstriting program

could help iform teaching writing at the university.

Thesurveydata reveal that English 101 students were most familiar with points or
percentages (85.18%), lettigrades (79.25%), and marginal comments (79.25%) prior to the
University of Kansaswith ratings or rbrics close behind (77.77%gnglish 102 students
reported experiences with the same genres in a slightly different order prior to tgedirst
writing program at the University of Kansas: marginal comments (92.12%), points or
percentages (88.18%), aredtergrades (82.67%English 102 students reported marginal
comments at a much higher rate than English 101 students, which could be a Esglisbf
102 studentsemembering marginal comments in English d@direflecting onthose

experiencesinfluencing theirreportKk nowi ng studentsdé prior exper.i
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can provide writing teachers a better understanding as to whether students know what genres
they choose to use inside the writing classroom. To English 101 and English 102 teachers, this
informationreveals what response genres students are familiar mothtp the firstyear writing
course and could dictate whether a teacher wants to spend substantial time explaining the
purpose and function of certain response genres to studentslatdgsuld also help writing
teachers teach response genres thdeaseamiliar to students prior to the University of Kansas
but are used consistently inside the firsar writing classroom.

After all, the familiarity of response genres prior to English 101 and English 102
compared to the familiarity of genres useside the English 101 and English 102 classroom is
noticeably differentfi G e nBxpersencedn English 101 and English 1@2 KUo Table 9
represents how the familiarity of response genres shifted from prior experiences to present
experiences, and the 8&lics indicate that some genres are now being used at a much higher
percentage inside the firgear writing classrooniThis informationallows usto see what genres
students were experiencing in English 101 and English 102, to see how those expegences
differentfrom previousexperiencedefore theirst-year writing programand to sesimilarities
and differences between experieniceEnglish 101 and English 102. | decided to bold the top

three genres in both colum(Bable 3 since the familiarityifferedin English 101 and English

102 andconsequenthyg oul dnét seamlessly be | isted in
Genre English 101 English 102

Peer review 92.59%, n=125 86.61%, n=110

Marginal comments 80.74%, n=109 83.46%, n=106

End or summary comments | 80.00% n=108 77.95%, n=99

Teacher conferences 72.59% n=98 61.41% n=78

a
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Ratings or rubrics 62.22% n=84 35.43% n=45
Lettergrades 53.33% n=72 70.86% n=90
Points or percentages 87.40%, n=118 56.69% n=72

Table2: English 101 and English 102 student&miliarity of genres received in English 101
and English 102

AnalyzingTablel andTable2 provides a clearer picture of student memory and response genre
familiarity reported by students in English 101 and EnglishiOR.e s ponse Genres Ex
(Figurel) further illustrates the dataith the use o columnbar chart and reveals substahti

differences between genres of response from high school (or other previous experiences) to

English 101 and English 102. The vertical axis shows the percentage of studeméported

having familiarity wth thespecificresponse genres, and tinaizontal axis reveals the different

genres of response. Thertical axis begins wittwenty-five percentsince no percentage was

lower thanthatandends with ninetyfive percentsince no percentage was higher than fhiae

reduced rangmagnifies thedata, making it clearemnd easier to analyze.

RESPONSE GENRES EXPERIENCEL

& Prior to KU (English 101) = Prior to KU (English 102) = In English 101 = In English 102

95 o

85 = o -

[EhE—— & = E =

65 f = = = = =

55 = = =

45 | = = | = = |= =

35 % = = =

o5 = == B= = B == ==
Marginal End or Peerreview Teacher  Ratings or Letter-grades Points or
comments  summary conferences  rubrics percentages

comments

Figure 1. Response genres experienced by English 101 and English 102 students prior to KU
and in the firstyear writing program
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Thechartreveals how experiences with genres of response have changed since students entered
the firstyear writing classroom, which can help provide insight into known genres as well as
unfamiliar genres. For example, teacher conferences, which were repohtedattom of the
list of genres experienced prior to the University of Kansas, are used at a much higher rate in
English 101 and English 102 courses. Additionally, 69.62% of English 101 students reported as
being familiar with peer review prior to Englid®1, which was fifth (almost sixth) on the list of
seven possibilities. That number, now, is drastically different in terms of the familiarity of peer
review reported being used inside English L@®R.59%, which ranks first on the list of seven.

This information shouldeveal opportunities for teachinge an opportunity for
teaching the functionality and purposes behind peer review; it should also indicate that students
shoul dnét be told to just give fededrtback to ea
instruction and direction to help frame the importance of peer review. In fact, one student
commented during an interviewadu agetpeaergooed ipes
(Audi o #2). Peer review becemestaldewntt sgeatrteinrdodg
with the function and purpose behind the genre. Lack of familiarity with peer review prior to
English 101 makes for a difficult transition
emphasized in the firgtear writing classrom. For most students, it appears peer review is a
relatively unfamiliar genre, and a genre that needs taught in order for it to be effectively taken up
and used by students.

Teaching the genre of peer review and cultivating a genre awareness of @er rev
might be beneficial for English 101 studerfish er e 6s gr eat research on p
writing groups, and workshops in the writing classroom (Bruffee; (B&an;Roen, et al.;

Nilson; Hansen and Liu)Peer review, fronmy researchis a sigrficant genre of response
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(86.61%) in English 102 courses, too. The high percentage of peer resiak often occurs
before teachers respond to student writindicates that students in English 101 and English 102
are frequentl y eomments,iardnhereforeycoddiraflecttarmbre 6 ¢
collaborative classroom which might, in turn, also represent an initiative of thgdastvriting
program to promote collaborative engagement and communal leaFhieglegree in which peer
review is used ithe firstyear writing classroom at the University of Kansas, at the very least,
offers us an opportunity to explore the effectiveness of the geeee.reviewcould mediate
studentsé uptake of teacher responddfaaent parti cu
things teachers note. Students are givers of feedback, and students depend on their peers to
receive feedbachkvhich is a valuable enterprise in a collaborative composition classroom.
According to the data, English 101 students also reperpdriencing points or
percentages at a highte (87.40%), which was second on the list of seven genres or response.
Comparatively, English 102 students reported to receiving points or percentages less frequently
56.69%, second to last. This is an iesting statistiérom a writing program perspective,
especially if the program desires unity and cohesiveness in the use of response genres within
both firstyear writing classroom&/arious conclusions could arise from this information, like
thepossibii y t hat points or percentages donoét carr.
English 101 to English 102r, maybe English 101 students are so familiar with points or
percentages (85.18%) prior to the University of Kansas that they continue to rena@chber
report their experiences with that genre of response, which will be discussed a bit more when |
focus specifically on memory. Furthering that possibility is the reality that English 102 students
are often more removed from their high school expereaoe memories with points or

percentagesvhich lead to them reporting to receiving that genre of response less often. While
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points or percentages are less frequently reported as being used in the English 102 classroom,
English 102 students did report that letieades (70.86%) were serving a significant role in the
writing classroom, fourth in the list of seven possibilitigbereas English 101 students reported
as having less familiarity with the lettgrade response genre (53.33%)ere could be

overlapping ideologies, like an emphasis on product, between points or percanthtgter
gradeswhich, in turneases th&ansition for studentsom English 101to English 102.

Marginal comments, which English 101 students reported as being the third most familiar
genre (80.74%) and English 102 students reported as being the second most familiar genre
(83.46%), seem to berenly used and remembered across bothyestr writing courses. This
information shows that marginal comments have a significant part in the process of teacher
response to student writing in the figgar writing program at the University of Kansas.

Marginal comments, from the data, are also a genre of response that students were familiar with
prior to English 101 and English 102. Knowing that students have familiarity with marginal
comments before entering the university writing classroom, and knolanhgtudents are
experiencing marginal comments inside English 101 and English 102, should indicate that
students have a good grasp on the geriney know what the genre does and how it functions,
how it interacts with their writing. Therefore, writing tdgrs might not have to spend as much
time explaining the purpose of marginal comme8tsnewhat surprising is that English 102
students reported being more familiar with marginal comments prior to English 102 (92.12%).
Marginal comments often interact Wwiend commentsvhich the data do a nice job representing
through the closeness in percentages inside the English 101 and English 102 cladaxdyam.
oneonone teacher conferengesghich are experienced at a lot higher rate in English 101 and

English 102compared to previous experiences, are functioning in similar ways as marginal
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comments where the teacher often provides specific comments within the text. Teacher

conferences, if done in the drafting process, and when done effectively, usually focuses on

specific elements within the text, much like marginal comments, which could help with

revisions, providing students with a clear understanding and direRsponse genres can be

used for a variety of reasons and, in many cases, can be used as comspléeeenarginal and

end comments. In an interview, one student shared excitement in receiving different kinds of

responsesil| | ove g

etting feedback. I want t

(0]

Understanding the significance of what genreeseponse encouraged more revision, then,

became an important aspect of my research on uptake and memory.

What genres of feedback do students report using when they revise?

This research question is best complemented by Question #3 on the swhielghad

ma k e

students rank ¢¥) genres of response and revealed the extent in which students use specific

genres of response for revision. In my data analysis, | decided to provide more clarity on this

guestion by tallying up how many times English 101 angdligh 102 students responded with

A 1lidhe genre of responssedmostoftenfor revisioni a n d 1 th& genre of response used

least often for revision. | wanted to get a sense of those two extremes, what students were willing

to confidently mark as nsb helpful and least helpful ieedbacki Genr es Us e d

Often for Revi

Most / L

s i on TableJ illEstrajek theswhide rarhd of B¢, and,e nt s 0

most notably, differentiates tlextremes between genre use effectively.

Genre

% usedmost ofenfor
revision

% usedeast ofterfor
revision

Marginal comments

40.74% n=55

5.92% n=8

End or summary comments

19.25% n=26

2.22% n=3

Teacher conferences

17.77% n=24

9.62% n=13
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Peer review 8.14% n=11 17.03% n=23
Lettergrades 5.92% n=8 22.96% n=31
Ratings or rubrics 5.18% n=7 8.14% n=11

Points or percentages 2.96% n=4 31.85% n=43

Table3: English 101 studenisgenres used most and least often for revision

According to the data, English 101 studewejsorted that marginal comments (40.74%) were
used most frequently for revision and points or percentages (31.85%) were used least often for
revision From followup interviews with students, | gathered that marginal comments were
widely used for revisiobecause of the local, contextual nature of where teachers were
commenting on the page and how close those comments were responding directly to a specific
sentence or | ine of thinking in the writing I
noomal y | ook at are the teacherods revisionsémos!
students ofteperceivecend comments (19.25%), the second most used genre of response for
revision, as too broad or too general which shows why, even though it was the second most used
genre, the percentage is not that high compared to marginal comAmoitser student said tha
end or summary comments were far too fivague, 0
picture as to where revision needs to occur within their writing (Audio #5).

English 101 students reported that points or percentegiesised least often foevision
purposes which, in some ways, makes sense since a score can only reflect the product and not
indicate anything about the process of revisibonetheless, gints or percentages were the
second most familiar genre in the English 101 classroom, wahight reveal a potential failure
in the classroonrbased assessment system if points or percentages are the only genre of response
being usedOr it reflects the different purposes of these kinds of respoRsiegs or percentages

arenodt nec ®prengtrevisignButmeaeyinal comments and end or summary
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commentaret hat 6 s one of t Roats or pgocentages, thgn, shauld gwagse s .
be a part of a genre set and can only be taken up if accompanied by marginal or end comments
thatemcour age students to revise. Students canoét
The data clearly reveals that points or percentages anddediies (22.96%) are used least often
for revision among English 101 students, which could potepti&lan indication as to where
and when those response genres @aur final drafts.This information at the very leastells
us that points or percentages and letara d es, by t he ms el -yearstuderdson 6t ¢
to keep writing.

To me, ths data has significance to tbassroorrbased assessment system, especially
for the assessment genres that are used as a primary mésedbaickn the firstyear writing
classroom. In Chapter 2, | focused on the complex nature of the classaseh asessment
system and analyzed three different systems (preuhssd, procedsased, and labdrased) and
the corresponding assessment genre within each systemdteitiey, portfolio, and grading
contract) that helps communicate and enforce ideologiésiwih t he syst em. | 6d a
or percentages, as an assessment genre, would most likely be found in thelmseldct
assessment system due to its embedded ideologies valuing the written product; the function of
points or percentages is like thétée-grade, often placed on each individual piece of writing,
and is perceived as a final, conclusive summative assessment. The data indicate that points or
percentages doné6ét encourage students to revis
assessmerstystem that the genre is operating under. Points or percentages, then, would clearly
have to work with other genres in the set to motivate students to revise, and even then, the
writing classroom would have to consistently emphasize a greater valuecespover product

through other practices, like lewt ake wr i ti ngs that arenét assig
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Itsfart o assume that most writi ngradeerpanser s ar
or percentages without including other genres of response. Nonetheless, this might bring up
guestions as to whether students are reading comments after a point or gercelgtergrade
is delivered. Thereds a possibility that the
margins, and even precludes attention to comments that might motivate students to revise.

Genres of response can work against each othezaangromote different values. Analyzing

exchanges occurring between two fundamentally different genres of response can shed light onto
what gets taken up by students, including whether one genre of response overpowers and

prevails over another. In an im&ew, one student indirectly described this conflict between
response genres: fANormally | dondédt | ook into
to get an idea of why | got that gradeodo (Audi

Interviews provided clarity as to how studepésceived points or percentages and letter
grades (combined for 54. 81 %3 frequantiydrrewidion. t hose ¢
During one interview, a student said, HAAfter
(Audio #13). The student exahed that lettegrades stop them from engaging in teacher
comments. | followed up by questioning whether the student read any of the comments after
seeing the grade, and the student confessed that they chose not to read those comments because
the grade &d already been placed on their writing, the final judgnmenthe product habdeen
made.Thisfinding, in many ways, illustratgaurposedor usingportfolios as mentioned in
previous research on the nature of portfolios encouraging students to engageimorh t eac her
comments and do mor e r attacheditoomitingBetanoffani er e 6s no
Dickson;Black; HampLyons and CondonNow, some faulfor not taking up teacher

commentgan be directed toward the student and not thelgtsete iself. For example, maybe
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a student is unwilling to take time to read the commemntsitay be t hey dondét have
motivation behind taking the class and engaging in the writing task in the first place, or maybe
cultural ideologies that promote a consumaristindset have become a part of their expectation
in academia, and now they only see and care about the grade, or maybe the grade reflects a
Afinalityo and end to the process, providesan f ai | i
opportunity toanalyzefirst-year writing prograngoals, English 101 goals, and an individual
teacherdés goals in designing and i mplementing
classroom.

For example, if one of the main goals in English 101 (for the prograndietdoal
teacher) is to have students engage in the writing process consistently through revision, then this
data sheds light on the classrobased assessment system and assessment genres that support
and encourage that value. Marginal comments and esuhomary comments, once again,
undeniably motivate students to revise and continue the writing process. If we are to believe that
points or percentages and lettgades are primarily used within the prodbhased assessment
system due to their embeddeéatbgies, then English 101 courses that desire to encourage
revision might consider operating within the proebased assessment systiait uses
portfoliosor laborbased assessment systiwat uses grading contrac®he procesvased and
laborbased systemwork against the need &ssign points or percentages or leggeades on each
individual writing assignment. Prewriting, peer review, teacher conferences, and writing
marginal and end or summary comments coulditmes of embracing process, but points or
percentages and lettgrades might be working in direct conflict with a proebased
assessment systeRoints or percentages and lettgades adopted in a procdsssed classroom

could be contradicting the iehent values in deploying a procdsssedapproach to teaching



164

wr i ting. Th a wiitisgteachdrs whoousespaints ot pereentages and-tgtides
arendt oper at ibasgd assessnment systam. That waulkel besan oversimplification.
|l tds extremely i mportant ,-based assegsment systemamthe st i g
genres being deployed within the system to get a clearer picture of what is being communicated
and taken up by participants, both teachers and studkeats.a arger classroom assessment
genre perspective, in spring 2017 and fall 2017, zero writing teachers chose to use portfolios in
the firstyear writing classroom. This data, at the very least, shows that writing teachers at the
University of Kansas could usenfolios to help encourage revision and embrace process in the
writing classroom. Portfolios might be a viable option in not sending conflicting messages on
product or process.

The data reported by English 102 students for the most used and leastspeede
genre for revision is extremely similar to English 101 which might reveal some good crossover
in what genres are being used in the writing program and the consistency in those genres
encouraging students to revise their writifi@enres Used Mostéast Often for Revision for
Engl i sh 10TableQ)bfferd @ gpodsepresentation of what genres are being taken up

and used for revision among English 102 students, and what genres are being ignored.

Genre % used most often for % used lest often for
revision revision
Marginal comments 45.66% n=58 3.14% n=4

Teacher conferences

18.89% n=24

14.17% n=18

Peer review 13.38% n=17 13.38% n=17
End or summary comments | 7.87% n=10 2.36% n=3
Ratings or rubrics 7.87% n=10 7.87% n=10
Lettergrades 6.29% n=8 28.34% n=36
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Points or percentages 2.36% n=3 26.77% n=34

Table4: English 102 studenisgenres used most and least often for revision

English 102 studentsike English 101 studentsgke up and use marginal comments (45.66%)

the most for revision, followed by teacher conferences (18.89%) and peer review (13.38%). The
biggest difference between English 101 and English 102 students were how they perceived the
usefulness of end or sumrmgacomments when it came to revision. English 101 students reported
that end or summary comments were the second most used genre for revision, whereas English
102 students ranked it tied for fourth with ratings or rubrics (7.87%). This information relates
back to earlier proclamations on students finding end or summary comments as being too vague
and abstracPeer review, whiclwas the mosfamiliar genre of response for both English 101

and English 102 students, is being used at a higher rate for revision among English 102 students
This informationmight indicate that English 101 is familiarizing students with peer review, and
subsequentlysinceEnglish 102students would have a greater familiarity with peer review due

to English 101students arbeginning tause the genre for revision purposes.

Through interviewsgespite rubrics being tied for the fourth most used genre for revision
for English 102 student#,became noticeable that rubricaused some hesitationtarms of
revisionapplication which supports what English 101 studemgsorted in their surveys. English
101 students ranked rubrics as the second to last most usedogeauesion One student said,
see comments on rubrics are after | turn in
student acknowledged that rulsricould be provided by teachers while writing was still
occurring, which could in turn help the writing before turning it in, but the student suggested that
rubrics lacked specificity which, again, connects back to students desiring more focused

commentsThe student believed rubrics were too general, attempting to accommodate every

Al dondt really |Ii ke comments on a rubric bec

m
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piece of student writing turned in. This stud

assessmedthow lettergrades, as an assessment genre, can interact with other Gkares,

rubrics, through teacher response, which can reveal opportunities to explore the extent to which

response genres are acting and being acted upon, the exchanges occurring between genres, and

the way in which students are perceiving certain genresspbnse. The interviewee believed

that rubrics @l i mi-grade accompmnyiogihem,advioich tothe studdnte | et t

finalized the writing process. From a teacher response perspective, rubrics can also be used

during the writing process withoanh attached lettegrade, which complicates the nature of

writing assessment because it positions us to consider timing, or when response genres are given

and how timing influences how they are perceived by students. Hearing and seeing what

response gensestudents are taking up and using for revision, without a doubt, is useful in

knowi ng whatdés happening in the complex web o
For example, from the survey, the uptake of peer review for revision was ranked fairly

low, and through followup interviews, it became apparent that some of the most used genres of

responsé like peerreview wer enét being used for revision i

102 classroonilhis information sheds light onto the interactions thastex@tween genres and

participants, and the embedded ideologies that might potentially limit uptderd¥iew was

the third least used genre for revision among English 101 studentshe fourth least used

genre for revision for English 102 studer®ger review can take various forms in addition to the

traditional peer review approaches, like group conferences with teachers, and rough draft

exchanges that use a doublend peer review model, which may or may not have been fully

considered by studentSome remarks from students in interviews continued to circle back to

how peer review, at times, was too general to take up and use. A theme arose as students talked
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about not being able to use comments &éri ke figo

review. Students felt |ike the generality of
to how they could revise their writing. For t
didnodot feel compell ed toctaviseg.i Oneommendest |
people telling me how I can i mprove my writin
on broad statements. Broad statements, wulti ma
writing, and doon octo nmoitniuvea tteo tehnegpmage i n t he wri

sense as to what respomggnreswnere, in fact, being taken up and used for revision. The nature
of comments being used for revision carried specificity, like marginal comments, and explicitly
pushed students to take up and respond to what was being communicated.

The surveys reveal how English 102 students use marginal comments for revision, so
maybe the most shocking observation from this data is the reality that the second most used
genre ofresponse (teacher conferences) is substantially lower than marginal comments. Marginal
comments are being used for revision at over twice the rate of the next closest genre which
shows, ultimately, that marginal comments encourage revision, and if ayajegrsponse is to
be included more on student writing, it should be feedback in the margins. Additionally, the
results might also show that teacher conferences might be central to revision and might be an
area worth further attention since teacher camfees rank third among English 101 students and
second among English 102 students in terms of motivating students to revise. Conversely, letter
grades and points or percentages should rarely be used, once again, if the purpose of providing
that feedbacksi to encourage more revision from students. English 102 surveys show that letter
grades and points or percentages are least frequently used for revision among students, and that

providing just a letter or just a point or percentage will not get takenhgoefore, based on my
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sample of students, there can be some qualified conclusions made that English 101 and English
102 students arendt doing anything with their
symbol, and that other genres in the B¢ marginal comments, should be utilized to encourage
further revision.

The lettergrade, according to some student interviews, outweighs comments in the
margin, even though marginal comments, according to the data, encourage more revision. This
information might reflect how much a student remembers in terms of actual feedback delivered
by teachers to student writing on final drafts as opposed to during the writing and revising
process. In revision, students take up and use certain types of feeddmniariginal comments,
but once a lettegrade is delivered, and without any need to continue revising, the perception of
writing becomes more of a relic. This brings greater attention to complex notions of memory
within genre uptake, specifically what resise genres get remembered by students and why.
Genres are undeniably influenced by uptakeb i ch carry Al ong, ramified
the memories that come from taking up teacher response to student writing provides insight into
what actions get pduced and for what purposes.
What genres do students rememtaking up?

My previous research question attempted to identify what genres of response get taken up
for revision, which is important in knowing what students do when they receive teacher
response, or what responses best encourage students to continue writing. This research question
is equally beneficial to writing teachers and writing classrooms because it captures what genres
of response get remembered by fystr writing students, orhat genres bring about the most
and least amount of memor@esn other words, what genres of response in writing classrooms

stick out to studentéJnderstanding genre memories in writing assessment allows writing
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teachers the opportunity to examine whatezignces students have with teacher response to

student writing and how those memories could shape student actions and reactions, or the ways

i n which student s t Bhkwriteunpovirg amongdogatiang carries algn@ n s e :

a set of writing egeriences, including the genres acquired in those locations. That set of

acquired genres, that genre repertoire, serves as a resource for the writer when encountering an

unf ami | i Revitt, 22@ Studernd memory of response genres illuminates winaegeare

present and what genres are serving as a regourgeany ways, a memory badkvhich

informs how students take up response and what students do when they receive feedback.
Angel a Rounsaville argues that togsidérooki ng

transfer, or what knowledge is being moved from one context to another, helping to inform what

occurs within new locations as participants interact with gefirsP a r t inat only eamyt s |

generic conventions but also the attendant field aftimes, ideologies and activities that they

have come to associate with that genre overdimg n. p. ). Genr gwhichpt ake has

positions us in spaces where we attempt to rmaganing and make sense of genres. According

to Rounsaville, this activitysi domplex process of selecting and translating prior knowledge

(n.p.). What genres of response get remembered and transferred among English 101 and English

102 students at the University of Kansas? Question #4, on the survey, encouraged me to better

understand student memarf/feedback happenirig the firstyear witing classroom. For

English 101 students, memory seems to follow similar trends to what response genres get taken

upforrevision as noted i n AGenres Remembered Most/ L

(Table 5. Students were, again, asked to rank(their memories with response genres; for

consistency, | tallied the extremes like I did for the previous question.

Genre % most often remembered | % least often remembered
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Marginal comments

28.88% n=39

4.44% n=6

End or summary comments

19.25% n=26

4.44% n=6

Lettergrades

17.77% n=24

15.55% n=21

Teacher conferences

17.03% n=23

14.07% n=19

Peer review 8.14% n=11 16.29% n=22
Points or percentages 6.66% n=9 28.88% n=39
Ratings or rubrics 2.22% n=3 15.55% n=21

Table5: English 101 studenisgenres most and least often remembered

English 101 students, much like they reported in terms of what genre gets used most often for

revision, recalled remembering marginal comments (28.88%) the most, followed by end or

summarycomments (19.25%).

Points or percentag€28.88%)wereremembered the least, followed by peer review

(16.29%), and then lettgrades and ratings or rubrics (15.55%) among English 101 students.

Points or percentages come with a startling realizatimn whatever reasortheresponsgenre

i s n 0 tstoeckin tihegnemory dnglish 101 students which coincides with data revealing

points or percentages

arenodot prominent

respon

complicated, though, when we think about the nature of memory and experiences English 101

students hawith genres of response prior to the University of Kansas as well as current

response experiences inside English 101. As briefly mentioned earlier, English 101 students

reported that points or percentages were the most familiar genre of responsetpeor to

university. Additionally, English 101 students reported that points and percentages were the

second most familiar genre of response inside the English 101 classroom. How is it that points or

percentages, one of the genres students are most famihaowiside and inside the English 101
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classroom, are reported as being the least remembered genre of response? The answer might best
come through an understanding of memory, translation, and rhetorical situation. Rounsaville
wr i t ewritersfravel acss literacy domains and encounter new rhetorical situations, they
not only carry generic conventions but also the attendant field of practices, ideologies and
activities that they have come to associate with that genre oveértinfen . p. ). The freq
which English 101 students reported experiencing points or percentages prior to the university
might have influenced how they reported the genre of response inside English 101.

After all, the second most familiar response genre inside the classroonteiasthe
retained which could reveal a difference in what is most familiar and what is most valued, in
terms of being worth remembering or committing to memory for students. English 101 students
coul déve also transferr ed perteptages pnortebBnglishd& know
and placed the frequency of that genre inside the English 101 classroom, possibly making the
genre more visible than it actually is inside the classroom. In short, there could be a problem
with the r el irapbris(pastisypresent memoge$Stadentssmight be drawing
on past experiences and transferring that knowledge into Englisiwiizh eventually leads
them to reporting that points or percentages
supported B earlier data: English 102 students, after all, reported that points or percentages were
their second least familiar genre of response inside the university writing classroom, despite
reporting that points or percentages were their second most fanslinse genre prior to the
University of Kansas.

Anne Freadman emphasizes and specifically describes the nature of memories as being
long and intertextual. Memory is essential to uptake. Rounsaville wiitgsake has memory,

which indexes an arena of pige choices and must make a series of selections that will delimit
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it and make it meaningful for the user and for the rhetorical sitwatiog n . p . ) . Il n consi
students remember teacher response, including the rhetorical situation in whicheéspons
occurring in the writing classroom, writing teachers might have to examine connections between
memory and effectiveness, or meaningfulness. Can uptake and memory tell writing teachers
about what genres of response are most meaningful to studentfghsh 101 students, if we
consider connections between what response genres get remembered and what genres are
meaningful to students, then it might be fair
effective due to the fact that they are thesteeemembered genre of response. Points or
percentages also place a value on the product
include the teacherdés voice or affective qual
students. Understandh g what i s meaningful to the Auser, o
notably the student, can provide insight into what gets taken up, used, and transferred

Additionally, thisinformationfurther captures the innarorkings of the classrootinased
assessment system at the University of Kansas, including how familiarity and use of response
genres inside the classroom doesndt necessar.i
the most familiar genre of responsednglish 101 and English 102, which might indicate a
collaborative classroom space and potentially a writing program that values student engagement,
but peer review is the second least remembered genre of response according to English 101
students. Peeeview was the fifth out of seven most remembered genres. Now, this might relate
back to students6é previous experiences with p
students reported that they had little experience with peer review compared tceotiesraf
response prior to the university. Peer review was the third least familiar genre of response among

English 101 students and was the second least familiar genre of response among English 102



students prior to the university writing classroom. Stiislethen, are moving from one rhetorical

situation that contained small interactions with peer review to a new rhetorical situation that fully

embraces the

genre knowledgen peer review and are pulling from these past memories as peer review
becomes an extremely valuable genre in English 101 and English 102. This inadequate genre
knowledge, or even poor experiences with peer review, can influence how students perceive and
remember peer review inside English 101 and English 102, thus leading to peer review being
unmemorable. Students might not have a solid framework, or might be relying on those previous

sporadic memories and experiences with peer revieivi ¢ h

genre of

inside the writing program at the University of Kansas.

Analyzing student memory, then, allows us to see what response genres are being

peer
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revi ew.

a rng méaningfyl iresultsd |

recalled by students in writing classrooms. Additionally, data on meatlorys usto explore

the potentialcauses for why some response genres are rememberetynmsbuelentshan others.

Uncovering student memory might provide greater insight into why some information is stored

and encoded while other information is dismissed and forgditgmeseach allows us to

compare and

fiGenr es

contrast

Remembered

Engl i sh

101

at thediverse memories English 102 students have with respamesy

Ther eds

student séb

Genre

% most often remembered

% least often remembered

Lettergrades

37.79% n=48

11.02% n=14

Marginal comments

18.11% n=23

5.51% n=7

Teacher conferences

16.53% n=21

14.96% n=19

End or summary comments

13.38% n=17

3.93% n=5

a

me

Mo st/ Leaddble @frdvides adiimpseEn gl i s
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Peer review 9.44% n=12 22.04% n=28
Ratings or rubrics 3.93% n=5 14.17% n=18
Points or percentages 3.14% n=4 22.04% n=28

Table6: English 102 studenisgenresmost and least often remembered

One of the most drastic shifts in the data came from how English 101 and English 102 students
remembered the lettgrade. 37.79% of English 102 students reported that the dgtide was
the most remembered genre, compared to 17.77% of English 101tstutherettergrade holds
little worth to English 102 students when it comes to writing and revising, which are often
considered two primary goals in the figsgar writing classroonBut the letter grade holds great
worth to English 102 students wherames to their memorie$his information is perplexing
for various reasons: wouldnodét actual teacher
comments and end or summary comments, stanchorgtos t udent s? Woul dndét u
what genres helped stewls resee orfurtherengage in the writing process be remembered most?
Thereds no denying the al mgadetAftg alrthe grade iaWhati nf | u
students carry with thednthroughout the institutional assessment system (e.g. G,
transcriptp which might make the grade a more memorable genre of response.

The grade, then, moves beyond the {yesar writing classroom and holgseatvalue
outside of it. In many ways, the grade is what gets transferred. Maybe memory is dependent on
the different classroorhased assessment systems that help construct the writing cladsroom
productbased, procedsased, and labdrased. In a produdtasel classroom, the grade is more
present, which, in turn, could be remembered more by students due to its function. One student,
in a roundabout way, attempted to put words to this during an interview, emphasizing the grade

as being the most rememberedgdnec ause ito6s the summati on of

writing. The student explained how the grade was assigned after every piece of writing and the
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lettergrade, as the student continued to explain, was somewhat meaningless in terms of taking
up te response genre and doing something with it other than merely remembering it. The
studentsé explanation raises an i mportant gque
a genre set. Marginal comments and end or summary comments can wdrkrnaggt grades,
which might not necessarily represent conflicting goals, but rather might show dialogue and
exchanges occurring between genres in a classhas®d assessment system.

For English 102 students, the least remembered genre of responstenzt\@een peer
review and points or percentages (22.04%). Again, this data reveals something significant about
how peer review, asrasponsgg enr e, 1 sndt quite working effect
working well enough to be remembered by stutd despite students frequently engaging in the
genre inside the classroom which problematizes the rhetorical sitUation.the list of possible
options, peer review was one of the most collaborative gefresponse which might imply a
major challeng to the idea of collaborative learning, though, there could be subtle flaws in the
deployment of peer review inside the classrodhis information could also reveal challenges
for the writing program, specifically if the firgiear writing program interdnally asks teachers
to incorporate peer reviein their classroomsThe construction of peer reviethen,could use
some adjustments in the writing program at the University of Kansas if the purpose is for
students to better see and understand how they can revise their writing through the genre, or even
if the purpose is to have students engage and acknoawedting-asprocess. English 102
students, from the data, are remembering the prédihet lettergradé® at a much higher rate
compared tanoreprocessbased genres of response like marginal comments, which were the
second most remembered genre. Studetstdl responsible in taking up peer review and

finding value in how their peers are responding to their writing. Focusing on uptake and memory
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in teacher response allows writing teachers to see how systems can be strengthened, how genres
can be taught wh more clarity, and how certain genres of response can be more encouraged in
hopes of them becoming memorable to students.
What feedback is most memorable for students and why?

Questions on memory, or how students were recalling and retaining cerie#s gé
response, continued to arise during interviews which led to conversations on the nature of
memorable comments and what feedback, if any, created distinct memories and why. This
research question, then, was best articulated and answered throggh stieiviews because
students had the opportunity to expand and describe personal experiences on what made teacher
response memorabletothen e of t he biggest takeaways acro
strong position on what type of comments wleeet helpful The default answer to the question,
then, seemed to focus on the aspects of teach
almost uniformly agreed that there were three types of comments that discouraged them to take
up and use teachegsponse, thus being the most memorable: (1) feedback that took away their
agency as a writer, (2) responses that were too broad, and (3) comments on grammar or spelling.
All these responses could happen during peer review, but students almost alwalysdidser
nature of these comments in relationship to actual teacher feedback. Therefore, these three types
of comments could easily be connected to previous uptake memories, or negative experiences
and interactions with teacher response causing studemretmiémber the effects these comments
previouslyhad on them. The first type of response, the removal of student agency, was explained
through interviews as teachers attempting to
described the nature of thesemuents as teachers asking them to change topics they were most

interested i n, or convey a different message



177

teachers marked out sentences on their paper and told them what to write instead. One student
sadt hi s type of feedback was dal most | i ke [tea
clear positioning of power, or at the very least, a complicated notion of power roles in the
classroorrbased assessment system through teacher response to stitdent w

The teacher, after all, is often the giver of the writing task as well as the giver of writing
assessment, but the student is the one writing. Students unanimously agreed that they disliked
teacher feedback that jeopardizbdir voic& their powed in their writing One student
acknowledged that when a teacher makes comments that conflicts with what they want to say,
then itdéds no longer A[their] type of writingo
perspective, remove agency anstill a different agenda. One student described an experience
where the teacher wanted the student to chang
something to med (Audio #11). The student was
something theyanted to write, a topic they were personally invested and interested in, versus
writing what the teacher wanted to hear, or what the teacher wanted them to explore. These
student experiences with response came up more than once which seems to reafionee p
teacher response scholarship that cautions against appropriating student writing. Negative
memories with teacher response can impact student uptake of response. When considering the
firsty ear writing c¢classroom anmdtotsthdentwiangimthe n whi c
classroom, it could be extremely useful to listen to student memories of past teacher feedback.
Understanding past experiences can provide insight and make teachers more aware of the types
of responses students associate witlegative memory, which influences how they might take

up response.
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Additionally, almost unanimously, students stated that broad comments were anti
climactic and unbeneficial. From interviews, students pointed out that general comments, or as
onestudenh ot ed fAunspecifico comments | i ke Agreat |

hel ping them understand the meaning or purpos

essay, |l want to know why | ém doiwlgatg olo@dm dmidr
wrongo (Audio #11). Another student echoed th
teacher feedback: Al would rather [teacher s]

more feedback than notpmuthgamythilhgidn|[mepaghee!
assume it was fineo (Audio #17). Mo st -texstt udent
sentences or claims, which indicates that there needs to be some relationship between the

comment and the text for stude to do something with teacher response. This also reinforces

my earlier findings about the importance of more targeted marginal comments, and in relation to
uptake, it makes sense that pointing out issues as they occur would make it easier to take up
feedback in revision (and to remember that feedback).

While there was a consensus among students about the need for specificity in teacher
response, there was disagreement in the positive and negative binaries that students often divided
and associated felkdck with. Almost all the positive vs. negative conversations came up when |
asked students, AWhat type of feedback on you
memor abl e?0 (Question #4). One student said t
because fiit makes me Afide#£4), whereas dnotheb student saidynegativef 0 (
feedback i s most memorable because fAiyou get t
c an i mAudio#Bk For sbme students, positive feedback helpedlbal t hei r fAconf i

wr i t Audig#1 )(. For others, positive feedback fdoe
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(Audio# 3) . FIl eshing out what exactly makes feedb
perception, or at least attempting to define assbciate those terms with actual teacher
feedback, would be a difficult task to take u
their disposition, either negative or positive feedback can be more motivational.

Despite the messiness of cemtaspects of student perception on feedback, the interviews
revealed that comments on grammar and spelling were unnecessary, or perhaps needed to be
better connected to larger rhetoricahcernsStudents often cited that they could fix grammar
mistakeshemselves if they simply sieead their writing, and that commenting on spelling was
pointless. Students referred to the meticulous nature of marking grammar and questioned
whether teachers were reading the actual content of their writing, or whetherdeaete
simply scanning with the intent to find mistakes. Circling words, underlining, and crossing out
sentences were examples students brought up in reference to this type of feedback. One student
said they | i ked when teawrherisngt rayp otua , A uinnod e rj suts
ruron [ sentence] 60 (Audio #15). The student cor
comments that attempted to respond to their agency as a writer, to responses on grammar. One
student even confessed that graatioal corrections from teachers created an emotional response
of frustration: Al dondét I ike it when teacher
mark it up everywhere to the point whkedioe | <ca
#1). Another student added that they ignore c
rewrite a different wordo (Audio #4). Comment
substance among students in fiystr writing courses and the Univigyof Kansas, and from
my interviews, students donét egquate these co

revising. Only one student thought otherwise:
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benefici al i n i mprovieng pwmicttiurad @ veant esriaud fstlrnk
your writing improves and can really take you
students communicated how teacher response was memorable from an ineffective perspective,
students could also @dy articulate stories about what feedback was most useful to their writing
during interviews, which coincided with what students reported in the surveys. Marginal

comments and local, tespecific suggestions from teachers were overwhelmingly favorites

among students. My interest in understanding what genres students were taking up and
remembering, ultimately, led to my curiosity in knowing what other genres students would

consult in teacher response and the frequency in which students would consgetitese

What other genres do students consult while writing, while revising, and while interpreting

feedback and how often do they consult these genres?

This research question illuminates the complexity of the exchanges and interactions with
genres commmicating to other genres in the classrdoased assessment system through teacher
response to student writing. The frequeh@r how often do students consult genres while
writing and while interpreting feedbagkbecame a point of emphasis when | was aiadythe
survey data. There are various genres at play working with teacher response in the classroom,
like the assignment promgt.Fr equency Usi ng Ot her Gdable®ds for
attempts to capture the regulantith which English 101 stdents use other genres while writing
and while interpreting teacher responsecording to the surve¥nglish 101 students reported
consulting genres more while writing as opposed to while interpreting teacher response, which
might be perceived as anengsting phenomenon in the exchanges between genres after students

receive feedback.
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% of how often students use| % of how often students use
other genres while writing | other genres while
interpreting response
Frequently 38.51% n=52 25.92% n=35
Sometimes 42.96% n=58 54.07% n=73
Rarely 18.51% n=25 15.55% n=21
Never 0.74% n=1 4.44% n=6

Table7: English 101 studenisfrequency using other genres while writing/interpreting
response

Question #6 in the survey providiesther context by asking English 101 students to mark what
genres they use while writing, and allowed students the opportunity to check all the genres that
applied to them as they were in the writing process. The reported top three genres English 101
stucentsusewhile writing was the assignment prompt (82.22%), syllabus (56.29%), and class
notes (54.07%). The assignment prompt usually helps orient students with a writing task,
provides clear direction for the writing process, and sometimes illuminatesacfor the
assignment. | 06m not surprised the assignment
t hough, | 6m somewhat surprised the percentage
in the midto-high 90s since the genre of the assignmeompt is so important in guiding
writing and understanding the task at hand.

The data, to me, reveals an even larger realization in terms of the frequency of English
101 students consulting other genres: the majority of English 101 stildentstimes consult
genres while writing. From the datagred o e s n6t seem t o be a sense o
gentresand there doesndét seem to be a need to tak
process, or to help through the writing process. AR6@b of English 101 students reported

firarelyo or finevep taking up genres while writing. Understanding and interpreting this data

should reveal a stronger need for English 101 courses to teach students how to use other genres
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while writing, or to show student®w using other genres can benefit them through the writing
process. For example, maybe teaching genre awareness through teacher response, encouraging
students in class to observe and examine the different genres that are available to them, genres
that ae at their disposal in helping them in the writing process, such as writing center tutorials or
prewriting genres or sample student projects, might be most beneficial to students. English 101
students, quite possi bl y, roanrbasedassessneEentsystema r wi t
including the genres they can consult while w
other genres through the writing process.

Dataresultson what English 101 students do while interpretiegponseareequally
beneficial in understanding the intricate nature of the classtsad writing assessment
system. The survey data show thated80% of English 101 studenifrequently to
fisometimes consult genres to help them understand teacher feedibhich is agood,
noteworthy percentag¢ hough, the majority of English 101
uses other genres to interpret respo@agstion #8 on the survey provides more context by
revealing what genres English 101 students use to help theprattiredback. According to the
survey, the assignment prompt (65.92%) is taken up the most among English 101 students while
interpreting teacher response. The assignment prompt, as a genre in the cltassembm
assessment system included in the genrimaicting with teacher response to student writing,
is taken up the most while English 101 studen
response. The assignment prompt, then, seems to be a valuable genre that helps guide English
101 studats as they write and after they receive teacher response. This could represent a positive
signd that English 101 teachers are constructing good assignment prompts that are helping

students engage in the writing task and that are also somewhat of aniamaiping students
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understand what teachers are saying, or responding to in their writing. In RGS, Anis Bawarshi
explains the different roles students play when interacting with writing assignments, and Irene
Clark offers genredaral asisampo i omcsov ars st lge mim
possess which, in turn, influences uptake. Th
referencing the assignment prompt in their marginal and end or summary comments which

position students to revisit thesagnment prompt, to see what the assignment was asking them

to do, and how, through their writing, students were meeting or not meeting the expectations of

the assignment. This would clearly show the exchanges and interactions occurring between

genres irthe classroontbased assessment system.

Maybe the connectedness of genres and the influetheegenres can have through the
writing process isnodét as Vvisible $ometsacherd ent s
might be aware ahevariousgenres at play analight encourage students to take up and visit
those genres while writing\ lot depends on the individual teacher and individual student.

Nonet heless, if students are reporting that t
useful to consider more effective ways to incorporate those genres in the classr@bundents

canget a better sense of how those genres can be used produEivedyample,2tsudent s dono
seem to be regularly visiting the assignment
the most by English 101 students, or the syllabus, which could also help students better

understand assessment in the classroom. Maybe provie@gcinstruction as to how other

genres in the genre set might mediate student uptake of response is necessary in the English 101
classroom. Articulating how genres outside of marginal comments and end or summary

comments, or other comments directly veritton student writing, might help students get a fuller

picture as to why responses are the way they are. For example, the assignment prompt is a frame



184

for providing response and could be explained as a lens into perceiving writing. Maygedirst

writng students arendét familiar with how other g
teacher response. Or maybe the classtbased assessment system is influencing whether they

pick up other genres to interpret feedback.

The classroonbased asssment system, again, might provide some clarity as to whether
students are consulting other genres to help them interpret teacher feedback. The assessment
systemwhich is being pushed by primary assessment genres, like thegiettler, portfolio, and
grading contract, are full of embedded ideologies that might encourage or discourage genre
uptake after receiving teacher response. For example, in a plasest assessment system
working through portfolios, maybe students are more likely to look at gdrees after they
receive teacher feedback because students are being asked to revise, to further see how they can
continue engaging in the writing process. In the pretiased assessment system that assigns a
lettergrade after each writing task, studentight not be as willing to look at other genres,
including the assignment prompt, when consul't
being asked to do anything else with their writing.

Il n an interview, one stmuamnd papar, Addd i fr
turned i n, Il normally wondét go back and revis
seeing the lettegrade on a final draft. Another student commented on how they look at feedback
Aonly when | rhevthey movedonta anothemassigrenent (&udio #5). The
finality of the lettergrade in the produdiased assessment system might not be positioning
students to look at other genres to help them understand feedback. Likewise, thelasedct
assessment d¢sn might not be showing students how feedback can be transferred, or at least

how previous feedback can help students in other writing tasks. Maybe the grasedt
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system, due to its focus arfinishedproduct, which creates a sense of finalitytowmtg , i s not
allowing students opportunity to explore other genres in the set or other genres within the system
like a proces$ased or labebased assessment system would do.

These types of responses from students became a consistent theme throughiewsnter
and they reveal the interconnectedness between writing assessment and the situation in which
writing assessment is acting and being acted
other genres to provide direction for interpreting feedbaakdadhey seem to be looking at past
teacher feedback as a means for transferring knowledge from one writing situation to another.
Through interviews, | became aware that the idea of using feedback from one assignment to the
next to help students in a newiting situation was a strange concept to students. Students, from
my research, thought about feedback as a past
writing tasks unless the writing task is asking them to do the exact same thing as a past
assigiment. This information, to me, says something about transfer, or potentially that students
arendét transferring knowledge from past teach
writing task is provided by the same exact teacher.

From a firstyear writing program perspectivbber e 6s extremely encour
findingsthat come across through this research question, though, specifically between the
differences in percentages among English 101 and English 102 students taking up genres while
writing and while interpretingresponse A Fr equency Usi ng Ot her Genr e
St u d eTaldles) teve@ls hovEnglish 102 students are more frequently consulting other
genrexcompared to English 101 students whi ch hopef ul | yowihimdenreat es t
knowledge and a better comprehension of the genres available to students that can help them

with the writing process (and with understanding and interpreting feedback).
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% of how often students use| % of how often tidents use
other genres while writing | other genres while
interpreting response
Frequently 45.66% n=58 33.07% n=42
Sometimes 44.09% n=56 51.18% n=65
Rarely 9.44% n=12 11.02% n=14
Never 0.78% n=1 3.14% n=4

Table8: English 102 studenisfrequency using other genres while writing/interpreting
response

Table 8showsa 7% increase in frequency of consulting other genres while writing. 45.66% of
English 102 students reported that they frequently use other genres while writing (as opposed to
38.51% of English 101 students). Additionally, less than 10% of English 102 students reported to
rarely using other genres while writing, compared to almost 20% of English 101 students.

The top genres consulted by English 102 students while writing asgignment prompt
(92.12%), the syllabus (74.80%), and class notes (66.14%) which are all being consulted at a
higher percentage among English 102 students compared to English 101 students. For instance,
74.80% of English 102 students reported that tloegelt the syllabus while writing, compared
to 56.29% of English 101 students. The syllabus is an important genre in the clalsasaam
assessment system that often provides an account for how each assignment is going to be valued
from an assessment peesfive, and also, at times, provides a framework for requirements and
expectations. The syllabus interacts and works with the assignment prompt, and can help
communicate and provide insight about assessment practices and writing expectations to
studentsAnalyzingTable 7andTable 8together offers the writing program a glimpse into the
writing classroom, specifically what occurs in the classrb@sed assessment syst@mthe

frequency of use of other genmglen students write and when they interpret feedback.
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AFr equsngQ@tyh er Geura degpovidey a clearer depiction of the
differences in percentages between English 101 and English 102 students consulting other genres

while writing and while mterpreting feedback.

FREQUENCY USING OTHER GENRES

= English 101 students (while writing)English 102 students (while writing)
English 101 (while interpreting) English 102 (while interpreting)
60
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40
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Frequently Sometimes Rarely Never

Figure 2: The frequency using other genres while writing and while interpreting feedback for
English 101 and English 102 students

English 102 students reported more frequency ife¥easg consulting othegenres
while writing and more frequency (8Wcreasg while interpreting feedback. 33.07%Bihglish
102 studentscompared t@5.92% ofEnglish 101 studentseporedusing other genres while
interpreting feedbackMaybe the most amazing statistic is that every single genre listed on the
survey as a genre used for interpreting teacher feedback had a higher percentage among English
102 students than English 101 students. English 102 students are clearly usingrotteeata
much higher frequency than English 101 students when interpreting teacher response to their
writing. The assignment prompt, a genre that helps communicate to students about the writing

task and should ideally help guide their direction as vegliravide some framing for
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assessment, contained the most drastic difference in terms of percentage. 81.88% of English 102
students reported to consulting the assignment prompt to help them interpret teacher feedback,
which is a 15% increase from EnglisBllstudents. English 102 students, from the data, take up

and see value in how the assignment prompt acts on them. The increase in percentage might be
due to English 102 students having more experience as writers or having had a previous writing
course, ke English 101, in which they learned about genres that might aid them in interpreting

and taking up teacher feedback. English 102 students use the assignment prompt more to help
them interpret, calcul at e, andmeaktithe expectationas t o
of the task.

Conclusion: Interpreting data on uptake amelnory andnoving toward a critical lens of
assessment

Connecting RGS to teacher response to student wi#tiag incredibly valuable
enterprise for composition studies. The mass amount of information we can see and understand
by examining the teacher response tells us a
composing and receiving feedback, andititeractions that exist between genres through uptake
and memory. For example, a procbssed assessment system that deploys portfolios might
encourage students to take up other genres in the genre set, like the assignment prompt, more
than a produebasel assessment system that assigns the-igtaele after each assignment. The
implementation of a portfolio carries a sense of continuation and not finalization after
assignments have been responded to. The act of composing and the possibility forgrevisitin
genres like the assignment prompt in a protesed assessment system, then, can be perceived
as an orgoing activity throughout the semester, instead of an act of completion and moving on
to the next assignment, which could easily be the case in apmuolectbased assessment

system. Through portfolios, maybe thereds mor
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conversations about the importance of revisiting the assignment prompt while writing, which
might be better remembered by students fortur e wr i ti ng tasks as wel|l
will, ideally, be able to recall their experiences using the assignment prompt as a means for
strengthening and improving their writing.

The number of minutes and hours a writing teacher accumulafesnading to student
writing is unparalleledlf a writing teacher responds to one piece of student writing (e.g. the final
draft) per writing task, and if they have three classes with twenty students in each, and if they
assign four writing tasks in eactass, and if they spend thirty minutes responding to each
student, then that teacher woul ddve commented
or 120 hours providing feedback throughout the semester. Every semester writing teachers spend
substantiatime providing feedback to student writing. But writing teachers rarely do this for just
one year. I n fact, |l etds say t ha&theywilspendvr i t i ng
1,800 hours responding to student writing, or sevéimgydaysofhei r | i fe. And t ha
feedback on just the final draft, not to mention commenting on other drafts, or smaller
assignmentsorlomt ake pieces of writing throughout th
possibility of r ewgwamwngrnogublsh, oraevising degpantmehtsextsvr i t i
with committees, or providing feedback to students working on their thesis or dissertation, or
sending comments as an anonymous reviewer for arpeiewed journal, and so on. Needless to
say, feedbackakes up a massive amount of time in our professional lives.

Teacheresponse to student writingakearly one othe premier elemestin every
writing classroom across every writing program at every university. Feedback, ideally, helps
pushstudents toee writing differently, creating nuances about what writing does and how it

does it, often calling for a revision or a @ifént way of thinking about writing. Teacher response
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helps communicate values and goals, from a pedagogical point of view anddegarament
perspective, and positions students to think ab@tecific rhetorical situaticend to engage in
that situation through the writing process. Without teacher response to student writing, the
writing classroom loses one of its most valuablechact er i sti cs and one of
signature aspect because the impetus of the writing classrammssingand composing
requires aesponseComposings doneby both the student and teacher, teather response to
student writing demustrates and emphasizes the necessity and process of composing. The
writing classroom places all its eggs in one basket, so to speak, by having students compose and
by providing response to student compositions through the entirety of the semester.
Undersanding the weight of teacher response to student writing through the cladsaeech
assessment system and through genre uptake and memory provides a completely different
element to our programs, classrooms, and research. My study indicates how wissngocies
and assessment can be examined and can be used to help instruct and transform the writing
classroom. For example, English 101 and English 102 students acknowledged that points or
percentages held little value in taking up and using the genre wuiitileg and revising, and
points or percentages were rarely retained in student memory.

Through an inquiry and examination of genre and assessment, we become more informed
responders, more aware responders, better responders. We become more knowbdulgetable
what happens in and through teacher response to student writing. We can talk more about the
inner workings of various genres within the system, instead of simply describing how we
respond to students. We can see how teacher response gets takehayp studlents remember
our feedback. For example, in my study, through interviews, students moved back and forth

between what type of feedback was most motivatimalsitive or negative. But their memories
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on what feedback was most helpful in helping therderstand response and continue writing
was extremely consisténtiocal, specific, contextual comments.

In some ways, the amount of time | spent analyzing surveys and interviews made me
think of the cultural stereotypical notion of how and where teackponse happedsin a dark
room with the teacher lurking over mdent paper with a red ink pen. The picture isolates the
writing teacher and positions the teacherinavidlan ke r ol e. The scenari o
the messiness of systems, genred,idaologies. Now, knowing what | know about the multi
layered nature of assessment systems, assessment genres, and uptake and memory, the simplicity
of that portrayal is preposterous. That imaginative situatione s n 6t paofthe t he pi c
Acomplbex oWwe t h-basedlassessnen system and the fullness of teacher response to
student writing. It doesndét exemplify the inn
through the process, or the interactions of the genres within the classasech assessment
system, or account for the individualized contexts of each teacher and each student approaching
the response, or the |l ocal context of the wri
RGS opens the heart of writing assessmedtadlows writing teachers the ability to fully
examine the facets that lie within assessment systems and genres in the writing classroom.

When writing teachers see how RGS intersects with writing assessment and that uptake
and memory offers great valueunderstanding what happens in writing assessment systems,
then writing teachers can truly understand what lies beneath and between the interactions that
exi st in genre systems. Anis Bawar shi expl ain
ideological intestices that configure, normalize, and activate relations and meanings within and
bet ween systems of genreso (80). A | ot happen

genres are typified rhetorical actions in recurring situations, and accordingto Bawars fupt a k e
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coordinates typified relations between opport
When we consider the possibilities of exploring writing assessment through comprehending the
uptakes and memories that exist when we provide fekdbratwhen students receive response,
even the processes of taking up other genres when we form feedback and the different genres
students take up when they engage in writing, we should see endless possibilities and
opportunities to explore interactionsvimiting assessment systems.

Studying uptake and memory can also reveal the ideological underpinnings that are
present within our assessment systems and assessment janomgsSommerdescribes how
writing teachers read Wearead stuelentpextsti biases absut u d e nt
what the writer should have said or about what he or she should have \antleny biases
determinenow we will comprehend the texl54).But we dondét merely read
Abi ases, 0 uptake anemecoriasihé rotion of responding to student writing with
t houghts about what students fAshould have sai
operation because it ignores some of the ideological factors that exist between genres and the
exchanges of genresinthe classrebna s ed assessment system. There
entirety of the genre system of assessment th
with ideologies, and the other genres we use to help us buildsassasents are equally
saturated in ideologies. Therefore, we shoul d
response genres like marginal comments or end or summary comments. As my study shows,
what students take up, value, and remember may not myateith our values. For instance,
peer review is the most familiar genre of response being recalled by students in both English 101
and English 102 at the University of Kansas. Peer review workshops are even explicitly

encouraged in one of the most guglmenres (e.g. MAT) in the writing program. But the survey
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and interview data reveal that peer review is
information tells us that peer review can be taught more effectively, can be framed more
beneficially and can be executed more intentionally in writing classrooms.

In my next chapter, | extend conversations about teacher response to students writing by
considering further implications of this study. | conclude this dissertation by thinking about how
writing teachers can take up these discoveries and potentially apply this knowledge in writing
classrooms and future research in intersecting genre and assessment. | also detail how embedded
ideologieswithin assessment genres and assessment syistiuescewhat we do in our writing
classroomgsincluding how ideologies help structure power between participants in systems
Understanding what is going on in our classrdmsed assessment system is a hecessary
investigation, and knowing what is happening in timdugh outside contexts informing our
classroom assessments help complete a fuller picture. My last chapter wishes to summarize and
anal yze whatodéds to gain from intersecting genr
researchebased perspectivend reconsiders my original questioi why not 0 i nter se¢

and assessment?
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Chapter 5:
Hey, Teacher, Teacher: A Reflection on Teacher Response and Ideologies

AHey, teacher, teacher [/ tell me how do
-Kanye Déekdanasy i

AA particular set of discourse co®dypatiolai ons éi n
knowl edge and beliefs, particular Opositionsé
practiceéand particul aresedfat p@O)ENoimpms abtes ave €
Fairclough Critical Discourse Analysis
Kanye West, arguably one of the most influential rappers and most criticized pop culture

iconsoverthe past two decades, asks a question that echoes the sentiments of Peter Elbow and

Chris Anson in Rhetoric & Composition scholarship: how do we, writing teachers, respond to

students? Westds question is opermrhemrnrdead,anamigru
possibly, incorporating a strong emphasis on
an individual context at the | ocal l evel. Eve

as a broad umbrella term. Teacher response iiscavidualized action brought about through

genres in the classroebased assessment system as one teacher produces feedback for one

student at one given time. Each student is uniquely different, and feedback can affect each

student differently. Some sgiyriccb ased sites even use the word 7
Arespondo), which brings even more confusi on
teacher, tell me how do you r es p aetioulotistye st ude
examiredd both connotations create a sense of interaction and exchange between participants,

the teacher and student, and even a separation of roles within the clabassaiassessment

system. Teacher response increases in complexity through genre uptakerangy, rag

explored more irdepth in my previous chapter, as students take up and consult different genres
working with and agai nst r e,shemisgsite comflidated, ans wer

especially considering Noarserardremibeddedridediogieasmmh 6s no
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relationship between contexts and participants. Teacher response genres, like marginal
comments, act in writing assessment systems, specifically the clasisaseah assessment
system, that are convoluted with other genliks,assignment prompts, and embody ideologies
that interact and respond to one another. Each genre communicates various values and influences
participants differently within the system.

West brings up this question My BeautifulDark TwistedFantasy but a critical look at
his preceding albums might provide clarity on the context of his question. His first three studio
albums,College DropoutLate RegistrationandGraduation all reference education in the title,
and a portion of his lyricsthroughut each al bum intersects educat
Fantasy, o on his fifth studio album, he bring
student writing while articulating the ideologies that encourage or discourage certain identities in
the institutional assessment system, which influences the clasbas®ed assessment system.
We st 6 s f Cadlegd Dropdutalludes to stereotypes and racism that permeate the
institutional assessment systemthehooddile i n hi s
community colleges |/ This dope money is Lild
teachers thought. 6 West positions his audienc
identities (e.g. drug dealers/money) and challengesrmsgsteplace (e.g. high tuition rates and
test scores) that potentially limit access to certain participantgaltkally andsocic
economically disadvantaged students. West further extends his discussion on racism in his next
song AAIlI F aficdllyscallbg attention to thepra@ecracism plays in the broader
culture, the community in which participants act and are acted upon by various genres, which
influences systems | i ke the university: nWe b

We 6 | | buy a | ot of c¢clothes, but we dondét real
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inside / oO0Cause they made us hate ourself and
the listener think about access aaentity anddiscern the valuefaultural narratives that are
frequently pushed on communities that offer a prescriptive perception of success, which shapes
participants and moves participants to produce actions through thdino@esional
understanding.

West relentlessly confrontsstgmatic racisgwhich starts in the culture and bleeds to
other systems like the university, eventually moving towards the clasdrased assessment
system through t eac h e rCriticad BisconursesAealysisETehe Critchlo u g h 6 s
Study of Laguage provides more clarity as to how ideologies work within discourse which
creates struggle and separation among partici
to a substantial extent take the form of discursive practice, in spoken and writtent er act i 0 n «
(129). By studying teacher response to student writing through genre uptake and memory,
writing teachers can potentially understand what response genres create struggle. For example,
uptake and memory potentially reveals what genres of nespmater towards the hegemony,
which isolates certain students in the classroom. Additionally, uptake and memory can reveal
how students struggle in understanding certain genres of response, like peer review, which alters
how they take up and use thosegees. Thi s type of research al |l c
occurring within our assessment systems and a
convent i on-gearwiiting clagsreomflikie teacher response to student writing. Teacher
respnse to student writing links systems and participants. For example, writing program genres,
like theManual for Teacher§MAT) at the University of Kansas, encourage certain response
practices inside the writing classroom. Further, policies in the inetial assessment system

requiring the delivery of a final course grade influence participants, both teachers and students,
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within the writing classroonwhich also shapes how teachers respond to student writing.

Catherine Schryer and Philippa Spoelexplaihow genr es ficonstitute anct

net works of power relations with ideological

power relations of institutional activitieso
As we analyze writing assessment systems and assessmesttheough genre theory,

and as we provide thoughtful feedback to student writing, we need to carefully consider the

relationships and ideologies that exist within those systems and genres. Are we paying attention

to the complicated, intricate nature of@ssment systems, including the genres acting within

those systems, like teacher response? Are we critically thinking about the multitude of genres at

play in the classroofbased assessment system, and are we considering what those genres are

carrying idedogically and how they are influencing our students? Are we analyzing the broader

context, the other systems that are shaping our clasdvaset assessment system? This chapter

wi shes to add depth to Westds | yonihaw on t eache

ideologies are embedded in discourse and relationships among participants in a system by

articulating implications for my research intersecting genre and assessment. There are at least

two larger implications for this study: what this research iges/writing teachers and students,

and how this research provides a clearer understanding of embedded ideologies in writing

assessments and broader systems.

Implications for writing teacher@nd students

There are a few observations that come from my data on uptake and memory in teacher
response to student writing in the classremssed assessment system at the University of
Kansas. Three discoveries became apparent from a pedagogical perspective hgicdalle

writing teachers, including myself, to provide more opportunities for learning while also
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engaging in intentional conversations about the intersections between genre theory and writing
assessment: (1) effectively utilizing andimeagining peer revig, (2) teaching feedback as
transferable from writing task to writing task, and (3) encouraging genre awareness as students
consult other genres while writing and after receiving feedback. All three obseryatiocls
are in no particular order of impontae,can be implemented in the writing classroom and can
influence how teachers and students interact within the clasdrased assessment system.
Utilizing and reimagining peer review

The first implication comes through data revealing that peerraviswn 6t a f ami | i a
to many students as they approach the-jiestr writing classroom at the University of Kansas,
but students are quickly and frequently asked to immerse themselves in peer review and engage
in the genre once they get here. Peerer@wivas reported by both English 101 and English 102
students as the most familiar genre of response inside the writing classroom. Unfortunately,
students dondét really have previous genre kno
review, fromthesuvey data and interviews, | swhiéht being
would be the easiest conclusion as to why stu
remembering it as they engage in revision and
comgicated than that. In my writing classroom, for example, | have students engage in at least
two different peer review workshops for each writing taghich shows the frequency and
familiarity students have with the genre. After my research, more spégijfafter knowing that
students aren6t taking up and r eme-babeelri ng a g
assessment system, |l 6m |l eft with a significan
t hat students ar en @&genre aklo Irtiempt { Alteréheway bteachiamdg t h

incorporatepeer reviewn my writing classroor The data both discourage and encourage me.
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The statistics discourage me because peer review, as a response genre, is seemingly ineffective
and unmemorablto students, but encourage me from a pedagogical perspective because it
provides a teaching opportundtynow can peer review be taught more effectively as a useful,
meaningful genre of response?

First and foremost, the data challenge me to think abouthéwn i ncor por ati ng
teaching peer review in my writing classrooms through a flurry of questions: am | providing
enough information and context about peer review? Am | sufficiently teaching the genre, or am |
glossing over how it functions? Am | emphasgthe importance of receiving feedback from
peers? Am | cultivating a space that makes students aware of how the genre can be transferred
and used in the revision proceggflitionally, how might | incorporate peer review after
providing feedback to stedtits?My research also makes me consider predispositions that
students might have with peer review: how are past experiences influencing current interactions
with peer review? How can peer review not be perceived as a stale genre? Are students trusting
the r peer sd voi c ©wrall Wirgseawhr indisabey thah variting teachers ought
to thematize peer review with students, we ought to make the genre an object of reflection and
discussion. e data reveal that conversations on peer review, thardlikely, need to be more
explicit about the usefulness of the genre especially since it seems that students are constantly
engaging in peer review in English 101 and English 102. Peer review, from an ideological
perspective, embraces collaboration aadn a position that decenters power in the classfoom
making students be evaluators and assessors, not just teachers. So, are students buying into that?
Are they considering themselves as an equal to the writing teacher in providing and using
feedback? Peeeview is one of the few spaces for offering feedback without grades attached

and where we might focus on process without process being in conflict with a pbadedt



200

ideology (e.qg. lettegrade). Peer review also encourages student agency by fallyrail
students to be in control of their own writing, to make decisions about their writing. Agency,
from the interviews, was a consistent ideology that came up while talking to students about
teacher respondestudents want agency, they want their writiadpetheir writing.

If the writing classroom is attempting to assert a pedagogical value of collaboration, and
if the classroom is attempting to do that through assessment genres like peer review, then it
appears students arenodt f ul | seequa stgkeholdearsinng wi t
feedback. After all, students are rarely doing anything with the feedback they receive from peers,
and theyo6re rarely remembering it. I n Engl i sh
genre. In English 102, peer reviewsa#ed for the least remembered assessment genre. As a
teacher, this information makes me wonder why
me question the purpose and functionality of
getting somethig from it, or at least doing something with it. One implication, then, is a
reconsideration of the design and structure of peer review in the writing classroom. How can
peer review be created and formed as an assessment genre that is used and remembered by
students? If one ideology in the classroom is to promote collaboration and cultivate student
agency in providing feedback, then how eaiting teachersneet that value through more
effective peer review workshops and practices?

There are opportunities tearn and implement new practices that encourage peer review
to be taken up and utilized in the writing classroom due to my research on uptake and memory.
For example, one solution might be asking students to summarize both peer and teacher
feedback, inlmding areas of overlap and differences occurring within those responses, which

might make the feedback more memorable. Students would be intentionally engaging in both
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peer response and teacher response and, ideally, be holding those responses &s equals b
articulating what was being asked of them. Another solution might be if teacher response
referenced peer comments. Teachers, in this situation, would need to see and work with peer
review directly and encourage students to see how their peers commetted riting. This
would also resituate power and authord@yteachers would be deferring to students in the
classroom as a viable source for feedback. A final solution might be using a genre already
familiar in the procesbased assessment system wagkaith portfolio® a reflection letter.
Maybe writing teachers can refocus the reflection letter by specifically encouraging students to
reflect on how they incorporated peer feedback in revision. This peer review focused reflective
letter can also challeegstudents to think about and articulate what they learned through peer
workshops and how they would alter those conversations in the future to further help them with
writing.
Teachingfeedback as transferable

The second discovery from a classrebasedassessment system, specifically teacher
response to student writing taking place in the system, involves some notion of transfer, or at
least the knowledge of feedback being applicable from one situation to the next. From my
surveys and interviews, it baoa clear that students chose to not look back at teacher feedback,
whether that be feedback from the same teacher assigning a different writing task, or whether
that be feedback from two different teachers in two different courses. Through my study,
specif cal ly through survey Question #5, I became
teacher feedback, which says something about the perception of feedback as well as application
of feedback. In English 101, 11.11% of students reported to frequensyltog past teacher

feedback. In English 102, even fewer students (8.66%) reported to frequently consulting past
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teacher feedback. Pedagogically, this provides opportunity to talk about the nature of feedback,
to teach feedback as an opportunity for leegnnot just a simple exchange of go@dgur
writing for my feedback.

| f students do perceive feedback as unmova
talking about response, and possibly, a probl
Ideally, students see actual value in our feedback, not just passive value that acknowledges our
suggestions and then uses them to change or alter their writing to better meet our expectations,
which ultimately takes away student agency. Actual value comes thaatighly understanding
feedback, using response to not only revise in present situations but also as a tool to critically
think about and remember the nature of comments in future writing situations. This, in many
ways, embraces transfer. How can we s&athing the perception of feedback as a living,
breathing conversation and not as a dead, cold artifact? As a teacfieditigs from thedata
make me consider followip classroom and individual conversations on feedback. Am | doing a
poor job commurtating the significance to response once its delivered? How often do we
respond and then move on to the next writing task? How often are we, as teachers, turning the
page to the next thing without carefully considering how past feedback has great flute®e va

Students consistently sat in my office answering interview questions confessing that they
didndét | ook back at teacher feedback as they
unilateral consistency echoing the same stance was a red flagt Ihanghbeen able to
understand if students said they didnét | ook
writing task for their History course. After all, crossing disciplines and even crossing teacher
expectations in writing might be too difést to consult past writing tasks and do something with

t hem. But that wasnét the only thing that cam
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feedback. | almost always followed up my original question by asking students if they would

look atthe samedec her 6 s feedback delivered on one writ
writing assignment. Every single student said some iteration of rarely. Some students said maybe

if the topic was the same, or if the assignment prompt was similar. But the majsritgrad no.

This discovery challenged me to think about how feedback can be taught as an active
voice, and how the transfer of feedback might be a useful conversation to start having in writing
cl assrooms. | 6 @ gaod, grobing, uséfd teherf resmonse carcchrry over
from one writing task to the next and even from one disciplinary course to another. Maybe the
best way to talk about it would be to consider the content of the feedback, but we would have to
do that somewhat broadly and Iéssused orassignmenspecific, directed responses. For
example, if a student, throughout an assignment, is insufficiently supporting or providing
evidence for gener al claims, and i f a writing
happening anddw the student could strengthen positions and portions of their writing by
revising those sections, then | 06d -beyomdue t hat
writing tasks and disciplines. There could be great value in writing classrooms engatjosgi
conversations and students being taught that
time consideration. Perhaps devoting a class to how a writer might develop and support a point
would be one approach, or maybe using an example from apseassignment and applying it
to a current assignment could cultivate conversations on transfer. There could be great worth in
re-directing students to see the purpose of feedback and the possibility of moving feedback
knowledge from one writing task tmather, or one discipline to another. Providing time and

space in the writing classroom to have students go back and summarize feedback on a previous
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assignment as a way to apply that feedback to the next assignment seems like a useful
pedagogical practice

This would have to take a core pedagogical initiative to not only respond to student
writing, but also respond to responses and embark on conversations about the value in
understanding and using feedback in different situations. We could have clagssoossions,
or oneon-one conferences with studematsouthow their development of points in one writing
project might differ from their devel opment o
same general premise. Thiscould alsorespondind e nt s 6 reports that tea
broad by having them focus on what feedback is situag@tific and what can be generalized
across writing tasks. Even then, it would be up to students to take up those conversations and to
take up pastfeeégbc k and wuse it for future gain. |l donod
casual passing or a otiee classroom discussion or etime teacher conference. For feedback
to be perceived as active, and for feedback to be applied in such a way, | thookdithave to
be a pedagogical emphasis in the classrbased assessment system. These conversations and
this type of work could provide an even better understanditigeanature of teacher response to
student writing, and could also be a space for aearech to grow as we continue to consider
writing assessment and even transfer.

Some pedagogical strategies intentionally teaching feedback as transferrable, embracing
the need to look at feedback, to analyze feedback, and to see the usefulness ig faguollpack
to new situations, c o u | titeacherjresporsen koffeeed sreneveke nt s 6
reflective letter as a potential solution for embracing peer review, and | believe something
similar in nature might help students understand faekias transferrable. Instead of a reflective

|l etter, which is often situated at the beginn
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Apesetport o focusing on transfer. Students woul
postreport, ad the postreport would have three main functions: (1) to communicate how the
writer used feedback from a previous writing task inside the writing classroom and transferred
those comments to their present writing task, (2) to communicate how the wriddeedback
from a previous writing task outside the writing classroom (e.g. History) and applied it to their
writing, and (3) to explain what genres of response, like marginal comments or peer review, they
transferred the most/least in their current wgtiask and why. These three purposes in the post
report embrace feedback, uptake, memory, and transfer, but also require consistent conversations
on response genres which encourages genre awareness.
Encouraging genre awareness

The third discovery from mgesearch might not require as much of a pedagogical
initiative as embracing feedback as transferable, but still, nonetheless, would involve active
conversations about genre and writing assessment inside the clats®etassessment system.
Frommystudyi t became cl ear that students dondt Kknc
them engage in the writing process and understand teacher feedback. Of course, at the beginning
of my research, | was unaware of all the genres at play in the clasbes@mtassessment
system, too. The implication from this, then, might be best described as bringing a genre
awareness of the genres interacting with student writing as students take up a writing task, and an
awareness of the genres that can help students interacher response. In English 101
(82.22%) and English 102 (92.12%), the assignment prompt was the most consulted genre while
writing. Those numbers are relatively good, though one could argue that the assignment prompt
should always be consulted whilditag up a writing task because it sets and describes the

conventions and genre expectations (as well as criteria for evaluation). The assignment prompt
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can be perceived as a map of sorts, a genre that orients students and provides clarity and
direction aghey take up a specific rhetorical situabowh at 6 s bei ng asked of t
purposes, and to what audiences. In English 101, the second most consulted genre was the
syllabus (56.29%), which seems likeadmp f compared t o t hreentagesi g n me
and reveals that the majority of students are

The syllabus could be a genre that works with teacher response, or guides students to
better understand the classrobased assessment system, the procesbased assessment
system, and the assessment genre, the portfolio, working within the system. The syllabus could
explicitly state the purpose in embracing a prodesed assessment system as well as provide
direction as to how the portfolio going to be implemented in the classroom. For example, the
student can receive teacher response and go to the syllabus to better understand how portfolios
operate and can also be encouraged to pick up the feedback and revise since thbgmedess
systenresists finalizing a writing task by intentionally not placing a legi@de on an individual
assignment. In this situation, the student can consult the syllabus to help interpret teacher
response because the syllabus provides a framéwexglanations ahrationales for working
with portfolios. The syllabus becomes a genre to encourage students to keep writing, to read the
comments, to respond diligently and carefully, and to further engage in the writing process. The
syllabus could even outline what vimig task is next in the sequence of assignments, thus
allowing the writer to understand how one assignment works with another assignment, and how
feedback on one writing task can transfer to another, which can coincide with implementing
intentional convei@ions about feedback being transferable in the writing classroom.

From a teacher perspective, this might provide an opportunity to teach the writing

classroom about what genres are at play in the clasdoasad assessment system as students
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embark on th writing process. Are students familiar with how other genres, including the
syllabus, might help them as they write? Are students familiar with how class notes, or even
handouts or texts provided by the teacher might be useful during their composessprachile
the assignment prompt i s unequivocally an i mp
available to the writing classroom. This type of genre awareness would also require teachers to
think critically about their classrocimased assessmesystem, to consider what other genres can
be taken up and what other genres can inform students as they write. In some ways, this might
reveal pedagogical deficiencies in teaching writing. For example, upon examination of the
classroorrbased assessmenssy e m, a t eacher might realize the
outside the assignment prompt that can help students. Therefore, the teacher is limiting the
opportunities for students to think about and consider the complexity of the classroom and the
writing process, and the teacher isndét fully i
understand and interpret a specific writing task, which also might mean the teacher is not
positioning students in the best situation for succeeding on an assignment

| dondt want to assume or even argue that
but | do want to argue that a fuller understanding of genres in complex assessments systems can
bring about more opportunities for teaching and learning writimglerstanding the interactions
and exchanges that occur between genres in the clasbas®ed assessment system, and
bringing awareness to the numerous genres at play, including the numerous genres of response,
such as the interaction between marginalemti or summary comments, can help students
better see the writing and assessment process. Comprehending how genres can help in the
writing process is only one opportunity for this type of research intersecting genre and

assessment. Another potential ingplion is understanding what genres students take up after
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they receive teacher feedback, which could potentially boost the frequency in which students
pick up and use genres to understand feedback. In English 101, 25.92% of students reported to
frequentlytaking up genres to interpret feedback. English 102 students reported a higher
frequency (33.07%). It might be encouraging that the numbers increased from English 101 to
English 102, and that might be a result of students becoming more familiar withgb®orn
based assessment system, including the genres available to them as they write, revise, and
interpret teacher response. Nonetheless, the infrequency in students taking up genres to
understand feedback is somewhat disturbing when | consider thenaofdeedback students
receive during the semester.

How can the writing classroom, then, increase the frequeithywhich students take up
genres to comprehend teacher feedback to student writing? This can be easily dismissed by an
oversimplification ofpositioning students as the sole proprietor for taking up genres to
understand feedback. But thatdés somewhat of a
feedback we produce, the amount of time we spend responding, and the expectationsusiany of
have for our students. Genre awareness and practice interpreting response genres inside the
classroom could help strengthen how students perceive teacher response as well as the frequency
in which they look at it. So, what does this look like? | beligng takes the form of explicit
investigationsand critically engaged conversations on teacher response, including the genres
working within the classroofhased assessment system that come alongside (and interact with)
response genr e ginvestigatbnsad cgnvesatiornts happen whensstudents are
writing, when teachers are responding, when teachers are delivering response, and when students
have teacher response in front of them and ar

typeof work happens at just one stage, or during one class session. This should be an-active on
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going conversation continually developed and revisited in the writing classroom. For application
purposes, |l etds consider wletofthem.udent s have t

Instead of merely passing back feedback to students, and instead of having students
interpret feedback individually, | 6d argue fo
through questions intersecting genre and assessment: What do we duswgbdback, and
how can we interpret this feedback in front of us? For example, if a teacher produces marginal
comments and end or summary comments, then the class could examine how those genres of
response are working in relationship to one anotherclEss can look at how an end or
summary comment talking about a need to revise and focus more clearly on supporting claims
can refer back to a specific instance noted within the margins that encouraged the student to
further support an idea. These classnoconversations on how response genres are interacting
with one another can be a resource as students pick up feedback and use it for revision. Or
maybe most applicable to the writing program at the University of Kansas as indicated through
the data, corersations on peer review and how peer review can be taken up and used to help
interpret teacher response might be extremely useful. The classroom could analyze what
comments from the teacher align with what their peers suggested during the writing puogess,
how taking up and using peer feedback could benefit them in future writing tasks. This would
develop and cultivate genre awareness on teacher response.

Additionally, these conversations could extend to other genres interacting with response,
creatingmore genre awareness about the classfoased assessment system. Students could
work collaboratively in small groups and analyze how the assignment prompt, and syllabus, and
other texts, like an article assigned to students focusing on revision, caltuna@lmate teacher

response. These small group examinations would encourage students to pick up other genres in
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the classroorbasedsystem and look at what might help them interpret teacher feedback. For
example, if small groups see that the assignmemhpt provides criteria for assessment, then
they can examine how the teacher responded to their writing through that framework. This
activity would also support student agency, encouraging students to be active participants in the
cl assr oo m. helpbssibiliy forssmall greup cohversations to illuminate the need for
pedagogi cal revision. For example, smal/l grou
clear enough to interpret teacher respandbat the teacher responded in a way that was
contradicting what was being asked of them to do. These discussions could lead to a
collaborative reworking of the assignment prompt, which could also indicate to students how
teaching materials need revisidarther illustrating a writing classroom ideolagyyvriting-as
procesd and deconstructing power positions between participants.

These different activities can bring teacher response and genres working in the
classroorrbased assessment system to the forefsbthe writing classroom, and can provide
more opportunities for teaching and learning through intersecting genre and assessment. These
small group and classroom conversations examining specific genres can bring about genre
awareness as students writyise, and interpret feedback. Students become aware of the
various genres at their disposal and the amount of exchanges and interactions occurring between
genres in the classroebased assessment system. Teacher response becomes perceived as a
much more omplex process than merely making comments and delivering assessment done
from a position of power. In fact, having students look at the various genres at play within the
classroom that help shape assessment can also reveal structures, policies, amdtipewer
institutional and prograrbasedassessment system acting on the classiioased assessment

system. Students can analyze how university standards and expectations for delivering a final
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course lettegrade influence what genres are available to ngiteachers to use inside the
classroom. Additionally, students can see how the writing program encourages certain genres of
response, like peer review, which indicates how some response genres are more familiar to
students than others, like rubrics. Egfily increasing genre awareness of assessment systems
and assessment genres, including teacher response to student writing, has the potential for
creating dialogues about power and can reveal embedded ideologies in clasasedm

assessment systems.

Implications for understanding the powerarhbeddeddeologies imssessment systems and
assessment genres

Ideology has played a significant role in intersecting genre and assessment throughout my
dissertation. Most recently, in my previous chapter, geptake and memory revealed at least
two different interpretations on ideologies: (1) ideologies embedded within genre systems and
genres, and (2) ideologies students bring to genre systems and genres, which are often formed by
other contexts, including dulre. One of the most important things to acknowledge when
considering the nature of ideology is that th
assessment system or assessment genre. Overlapping assessment systems interacting with each
other, likethe institutional assessment system influencing actions within the clasbaszd
assessment system through policies and other guiding genres, can tell us a lot about ideologies.
As we now know, genres function in and for specific purposes, includitiggvaissessments;
are framed around rhetorical situations, like the writing classroom; and every rhetorical situation
is constructed by and through participants, like teachers and students, acting and being acted
upon by a complex genre system that commabes values and beliefs to other genres and
participants within that system. I deologies a

are embedded in assessment systems and assessment genres. Genres position participants in
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assessmentsystemstthi nk and act a certain way: AGenres
the power relations of institutional activity

Ant hony Pare argues that ideology has a fc
unadulterated ideological perspeetiv pr evai |l s entirelyo (60). | deo

participants, like occluded genres, and can frequently be working below the surface in the very

fabric of the genre system and set. From my research, one implication for writing teachers is to
consider how ideologies are a part of all wri
removed and replaced, and how understanding assessment systems and assessment genres can
help reveal embedded ideologies acting on participants, like students.d@tser mul t i pl e
ideologies acting within and outside systems and genres positioning participantsafatcig
hegemonies. Writing teachers need to move beyond assessment genres in writing classrooms in
order to fully consider how embedded ideologies lreoassessment systems work for and

against the classrootrased assessment system and assessment genre; writing teachers have to

be aware of and critically examine the role power plays within all assessment systems in order to
identify ideologies existngn wr i ti ng classrooms. According t
intrinsic part of ideology, defined and reinforced by it, determining, once again, who can act and
what can be accomplishedo (479). Power manife
actors and roles for participants. Berlin adds,
support the hegemony of the dominant <cl asso (
it doesndét disappear . Ther eideologes,iniaséstimere hi er a
systems. ldeologies push and pull participants, often leading to hierarchies and the formation of

hegemoni es, |l i ke the teacher being considered
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deliverer of final assessmenttaf established through the letggade. Ideology reveals itself
through the emergence of power.

If writing teachers take into consideration the context of the university, they can begin
asking questions about the existence of power that runs throumpistiheional assessment
system. Writing teachers can see how patrticipants are placed in hierarchical positions that
provide or limit access to specific actions. The teacher is positioned over the student; the
department chair is positioned over the teacthe dean is positioned over the department chair;
the provost is positioned over the dean; and the president is positioned over the provost. There
are clear hierarchical positions in institutional systems, including the university, that effect
classrom practices, like teacher response to student writing. From a quick glance, teachers have
power and authority in responding to student writing in the classroom. Though, a deeper analysis
will reveal institutional authority placed on response, like howhtescare required to produce a
final lettergrade which influences GPA and academic standing in the institution. Institutional
authority, then, conflicts with teacher authority, altering what decisions are made through
response and how assessment is gigestudent writing. Furthermore, institutional authority
might even work against certain classrebased assessment systems, like the prduased
system, which wishes to, in many ways;aaphasize the lettggrade assessment genre, which
is an importangenre in the institutional assessment system. Embedded ideologies within
assessment systems shape what participants can do, and genres working within those assessment
systems interact, exchange, and get taken up and remembered by participants.

GeorgeKabh er el i s describes how genres are Acry
ideol ogy and practice, 0 and explains how fAas

practi ces o0 c,d40) Idealagiesmgthinlgénre¢ chah@ as systems claampece
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versa, which | explored more-agtepth in Chapter 2 through the progrhased assessment

system via Kathleen Yanceyds writing assessme
messy. Participants can also help shape genres and systems, toohWhileet doesndét see
much uniformity between who or what initiates shifts in systems, Kamberelis does proclaim a

key function of genres: AGenres are primary ¢
occurs in the writing classroom, writing teack have to know what gets taken up and carried

from other contexts and other assessment systems, like the institutional and frageam

assessment system, to the classrbased assessment systémditionally, we can attempt to

discern how genres angissems help reinforce certain power positions.

Even if we consider the production and distribution of feedback, like teacher response to
student writing, which was explored more thoroughly in my last chapter, we notice two primary
participant® teacher ad student. Now, epending on the classrodmased assessment system
and the ideologies and assessment genres used in the classroom, students can also be evaluators
of writing through peer feedback. Betaicher response to student writing, like marginal
comnents, alwaysalreadys gnal s who is in the position of p
the phrase fAteacher r eenpidethesdirectiooal niovemehth@t wr i t i
phrase consists of a directional preposition, indicating that amastieing faced from one
participant (théeacher) onto the other (the studemBacher response is working against (or for)
student writingThis positioning is further illustrated in the language use of the first sentence of
Harvard College Writing Pr g r aAnBoief Guide to Responding to Student WritingA Y o u r
comments on student writing should clearly reflect the hierarchy of your concerns about the
paperTohe 1hi.erarchy isnét isolated to just the

represented by who does and who doesnét have



215

constructing feedback. The partici pdunde, produc

the teacher, signfe d by t he plaoced id a gositioruof povryouscomments

yourconcerns The teacher is the participant who hac

anal ysis, the teacher cwdenhtwdritingehe one whoigidesthee d t he

final verdict. In many ways, the language asserted in the Harvard Guide, the positioning of word

choices used to describe response, reinforces my earlier findings based on interviews with

studentd students are concemh@bout losing their voice and sense of agency in writing. Are

genres outside the writing classroom influencing how we perceive ourselves as teachers, how we

perceive our role in teacher response, at the
The final verdict comethrough the production of a final course grade, which is given to

the student by the teacher. The position of power the teacher has over the student in the writing

classroom through writing assessment is further exemplified through the delivery ofthe fin

course grade in the classrodrased assessment system. Who has the ability to assign-a letter

grade at the end of the semester? Who has access to the university portal where you submit

grades? The teacher. The position of power is confirmed throudindheourse grade. Other

structures and assessment systems, like the institutional assessment system, might tell the teacher

how they can/ candét assess students which infl

classroorrbased assessment system. Noresise the writing classroom is inherently segregated

by power from the moment the teacher steps into the classroom. The first day of class is a great

illustration of the existence of segregation in education through genres like the syllabus. The

teacherwa ks i n; students may or may not already b

separation between student desks and the chalkboard (or white board) where the teacher often

finds themselves: class starts; the teacher initiates communication; the tesniees the
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syllabus; many times, the student has little to no help in constructing the syllabus; the power is
reasserted; classroom assessment is represented on the syllabus; the teacher, then, explains the
structure of the class, requirements, anceetations. The power is established even if the
ideological undertones are invisible.

We candét ignore the power asserted in teac
of the final course letter grade, or the production of assessment to intlivittuzy
assignments, or the first day of class, or the syllabus. This is the ideological reality of the
classroorrbased assessment system where the teacher and student are the two primary
participants. But t he exi setclasercosbased sysfem,\vaewe i s n o
know. There are participants hovering over teachers in the hierarchical structure as well. The
participants in those positions influence wha
those positions work in a systdlrat asserts and reasserts their power over the teacher. Writing
assessment reaffirms positions of power, what identities are separated and through what
purposes, and how power exists in the institution and in the classroom. Power is never divided
equally Not everyone has the same access. Some participants have partial access, and some have
no access at all. Theredéds no way we can think
usually is organized around three nodes of difference: genderaracd, economi cso (I n
When considering writing assessment, we can think about the system and its separation of power
through various questionstho has power in writing assessment? Who has had power in the
construction of writing assessment? And wibeslwriting assessment benefit?

These questions are multifaceted and lead to conclusions that indicate power and
hegemonies are cultivated by different characteristics and traits that position identities over

others. Analyzing writing assessment systentsassessment genres allows us to understand and
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answer these questions. Asao B. l noue writes,
judge, assess, and grade writingo (67). Throu
assessment systems assessment genres, we should find ourselves searching for how power
and ideology is present, has been, and will continue to be asserted through writing assessments.
We need to consider our writing assessments through a genre framework, and draw ors instance
of established power that assert privilege and position identities over others within our
assessmenté. genre framework will better equip us to address the inequities of power in
classroom assessme@obmpositionists have already focused explicitly dfecent
characteristics of identity and privilege (Villanueva Jr.) as well as language and power
(Matsuda). Genre adds to our understanding of power, allowing us to peek inside our assessment
systems and genres, including what ideologies are workingawittagainst participants through
those genres. Writing teachers can even use assessment genres, like portfolios and grading
contracts, to resist traditional power structures that might value some student identities over
others.

We operate under structgrike writing assessment systems that cultivate, assert, and
reassert identitpased dominance and power due to ideological positions inherently embedded
in our assessment systems and assessment genres. Inoue argues for an awareness of sustainable,
fairas s e s s Wieahstudentgitake from a writing course may not be solely because of the
assessments in the course, but assessment always plays a central role, and good assessment,
assessment that is healthy, fair, equitable, and sustainable for all stdd&rtsines the most
important learning around writing and reading in a caurse{0® Comprehending and
establishing what makes good assessment Agood

assessment is a worthwhile endeavor to pursue. Interseeting gnd assessment allows us to
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evaluateour assessment systems and assessment genres, which brings to light embedded
ideologies and gives us the opportunity to see whether program and classroom goals are being
met and whether our constructions are indeed

Conclusionintersecting genre and assessment as a continual, forever practice

When | consider how genres are typified rhetorical actions as defined by RGS, and when
| reflect on how | construct my own responses to student writing, thestnatar patterns and
forms my responses tend to take (as noted by Smith). Most of my own responses take the form of
both marginal comments and end or summary comments. Logistically, | provide about ten
marginal comments and one end or summary commentt(@8b0wvords) per student writing,
and | spend on average thirty minutes responding to each student. Overall, when responding, |
attempt to embrace certgedagogicapractices: | attempt to know what | want to do and know
my reading processes (Bazermdrgttempt to be a mindful listener of what students have to
say, being careful to not remove student agen
approaching student texts (Williams); | attempt to be probing and encouraging in my responses
(Straub); | attept to be intentional and aware of how students might receive my comments; |
attempt to push students to think about something new, something different, hopefully something
that will make them ponder on how they can go deeper in their thinking and writing.

Before writing this dissertation, | could easily describe the nature of my responding
process like | did in my previous paragraph to colleagues, friends, and family. Additionally, |
could recite almost mindlessly my personal values and beliefs whenattogmoviding
response to student writing. As writing teachers, | imagine we could all do that. Prior to this
di ssertation, though, | di dndét rbasadassesesmento w mu

system, like how various genres interact and comaate with my responses, how students take
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up my feedback in revising their writing, how students use other genres to understand my

feedback, what students remember from past feedback, and how frequently students choose to
examine feedback aswellasathegenr es i n the system. I n my re
seen that assessmenheverjust about responding to student writing; assessmemvisrjust

about assigning or submitting grades; and assessmeatagust about teachers and students

Writing assessment extends far beyond what we think and know about the assessment genres we
use in writing classrooms, whether that be the lgftade in the produdiased assessment

system, or the portfolio in the procdsased assessment system, ergtading contract in the

laborbased assessment system. Writing assessments interact with other genres we might not

even think about, like our syllabus. This research has given me a clearer picture of various genres
in different assessment systems. Thisearch has given me a better understanding of the

exchanges that exist between genres in assessment systems. This research has shown me aspects
of uptake and memory in writing assessment that can only be understood through genre theory.
All'in all, this inquiry in intersecting genre and assessment allows us to see more clearly the

inner workings of complex genre systems, assessment systems.

An examination of different assessment systems, including the institution, program, and
writing classroom, can helgveal the interaction and exchanges occurring between genres and
participants, and can bring greater awareness to the ideological happenings existing within
assessment systems. | believe we can see how clasbesat goals and purposes are being met
through assessment and we can revise our assessment practices by analyzing what assessment
genres are working against our pedagogical values, which can be executed through
understanding how students take up and remember certain genres of rdsmpoasamplefrom

my survey and interview observations, |l 6d arg



220

should be a response genre withheld during the drafting or revision process or that there should
be opportunities for feedback without grades attachediflikeacher conferences or peer
review) in the English 101 and English 102 classroom if teachers desire for students to remember
writing assessment and to apply previous knowledge from experiences to other instances of
writing. Additionally, we need to coiter the complexity of the institution and program,
including the embedded ideologies in each system. For example, the overarching institutional
assessment system emphasizes points (e.g. GPA) andyjtaties which, in some ways, can
work against prograrand classroom values that wish to focus on process and move away from
product. If one of the purposes of the writing program is to create meaningful exchanges between
teacher and student through response, it appears, from my data, some response gemres are
meaningful and valued by students than others. Points or percentages after each assignment
seems counterproductive in English 101 and English 102 if writing teachers want students to
revise andemember their feedback. The rhetorical situation anddheplexity of assessment
systems, including how systems act on other systems, need to be accounted for when attempting
to understand whatdés going on in the writing
The truth is, we might never know every genre, every interaction, and everyadféet
inside, outside, Hbetween, and underneath writing assessment systems and writing assessment
genr es. But |1 6d argue, as first suggested in
seéng the possibilities and examine fully the interseati@f genre and assessment? Why not
continue seieg where it takes us and what we learn about assessment systems and assessment
genres? These pages have been filled with an illustration as to how genre, specifically RGS
concepts, allows us to see writingsassment in a different light, in a new way. These pages have

inquired, explored, and discovered systems and genres in my local context at the University of



221

Kansas. As ideologies continue to change (as history reminds us), and as Rhetoric &

Composition mees toward newer ways of composing, like through emerging technologies and
multimodality, the existence of genre systems and genres and the necessity for providing
assessment will always be present. RGS provides a complex, detailed understanding of genre
systems that allows us to truly explore and examine writing assessment, including when
assessment genres adapt and change like using screencasting technology to provide feedback to
student writing digitally. Intersecting genre and assessment will alwayefumprove our
pedagogies and practices because questions si
will continually arise in both academic and racademic circles. And writing teachers are

always going to be expected to have answers tophaitices (and rightly so).

Writing teachers will be better prepared to answer these questions when we consider
intricate genre systems with complex interactions, like uptake and memory, between genres.
Writing teachers will have a clearer understandiago whatactually happensn the writing
classroom through assessment. By intersecting genre and assessment, teachers will be-more well
versed in the systems, genres, and ideologies working with and against their pedagogies and
assessments. Additionallgachers will be more alert to the actions genres can produce in the
writing classroom, like why a student chose not to take up peer review because of unfamiliarity
with the genre. Teachers can get a better sense as to what genres students use, svhat genre
students remember, and what genres are meaningful to students in the writing process.
Intersecting genre and assessment indicates an attempt to understand what happens when
participants interact with genres and how ideologies play a role in estabbstiampsitioning
power through discourse and relationships, as

aware of assessment systems and genres that m
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responsibility in listening to how students express how wraisgessment makes them feel and

what response genres make them do, including how teacher response might discourage them.

Cultivating a mindful classroom, embracing and encouraging student agency through writing,
and removing practices that work against stud starts by knowing what occurs in the
classroom, specifically the role systems and genres play in shaping pedagogy and learning.
Writing assessment should carefully be examined through genre theory to strengthen
pedagogical practices, support studente, mov e har mf ul ideol ogi es,
of the writing classroom. After all, assessment is the impetus of the institution, program, and

classroom.
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Appendix 1: English 102 Syllabus

English 102: Critical Reading & Writing52017
Instructor: Shane Alden Wood

Email: shaneawood@ku.edu

Office: Wescoe 2030r the Underground
Office Hours: M: 1:304:00

This course has the following course goals and learning outcomes, which guide its structure,
philosophy, and activities. By the end of the semester, a student should be able to demonstrate
the following in an acceptably proficient manner.

Statement of course goals
This course satisfies KU Core Goal 2, learning outcome 2.

1. Maintainandcontinueto improvethe abilitiesgainedin English101

a. Analyze how language and rhetorical choices aargss texts and different
institutional, historical, and/or public contexts

b. Demonstrate their rhetorical flexibility within and beyond academic writing
c. Revise to improve their own writing
2. Usewriting andreadingfor inquiry, thinking, learning,andcommunicating
a. Work with demanding readings and learn to interpret and evaluate these readings

b. Use writing as a problesolving process that fosters the discovery, analysis, and
synthesis of new ideas

c. Analyze and synthesize multiple points @w so as to understand that multiple
perspectives on an idea are in operation at the same time

3. Write in waysappropriate¢o academiahetoricalcontexts

a . Recognize and critically evaluate how a
rhetorcal moves, style, grammar, etc.) reflect and represent multiple cultural and/or
historical perspectives

b. Engage in collaborative work at a variety of levels (research, inventions, writing, etc.)
to prepare students for team/group situations, commumiciatithe workplace, and
lifelong learning

4. Engagean avarietyof researchmethodgo studyandexploretopics

a. Propose, plan and complete research projects using research methods appropriate to the
writing task

b. Effectively integrate a variety of pmpriate sources into their writings
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c. Learn and use at least one system of documentation responsibly

Required materials
Greene and Lidinskygrom Inquiry to Academic Writng 3r d ed. ( Bedford/ St .

Grading

Your final course grade wilhe based on the following weightings of graded work:
Project #1, Language & Identity 20%

Project #2, Ethnography 20%

Project #3, Restaurant Review 20%

Project #4, Research Methods 15%
Participation, selhssessment, & other writings 25%

In this course we will be using thé- grading scaleapproved by the College of Liberal Arts and
Sciences to describe intermediate levels of performance between a maximum of A and a
minimum of F. Intermediate grades represented by plus or mialldsicalculated as .3 units
above or below the corresponding letter grade.

There argwo things | value the most when it comes to teachihpaftendance/participation,
and (2) labor. | emphasize being in class, participating, and doing all the wahkgebd faith
and turning all the assignments in on time. | have high expectations for these two values.

Ultimately, | believe the following attendance policy and the late work policy best reflect these
expectations and corresponding consequences.

Attendance / tardy policy:

Youdbre all owed two absences. Il do not differe
university required policy (e.g. athletic, religious). Therefore, it would be in your best interest to

save those two absences forexgency purposes (e.g. sickness) only. After two absences, your
lettergradedrops one whole lettegradeper absence (e.g. 3 absences: you can no longer earn an

A in the course).

Please respect me and your classmates by showing up on time prepagadjeiemiscussion.
A tardy is arriving to class late, even one minute after class starts. Three tardies will be counted
as one absence.

Late work policy:

According to the Department of English policy, you must turn in all four major projects to pass
this course, even if a project is so late that it will have earned an F. In this course, you should
expectan assignment will be due before every class seddiost of these assignments are 200
300 word posts/reflections (e.g. journal entries) done viakBlzard.

Youdbre all owed two | ate assi gnmgradedsopsoef t er t w
whole lettergradeper late assignment (e.g. 3 late assignments: you can no longer earn an A in
the course).






























