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Introduction

Higher education and K-12 are replete with efforts to better understand and apply the
myriad of teaching practices that help educators to become more inclusive, equitable,
and accessible while promoting student belonging and empowerment. These efforts
encompass a wide array of pedagogies, design principles, and instructional techniques.
We henceforth will refer to all of these as "inclusive teaching," taking a very, well,
inclusive approach to the many discourses that frame these efforts - from critical
pedagogy to more institutionalized models for DEI applied to the classroom. What
follows is a document that we hope synthesizes much of the wisdom of these efforts
into a rubric for self-reflection and improvement.

It is necessary to acknowledge at the outset that rubrics in general can be problematic,
since they can be too rigid, linear, vague, incomplete, or otherwise inadequate to the
tasks of critical reflection and assessment. We have attempted to overcome these
limitations here by being as thorough, clear, and nuanced as we can, yet undoubtedly
challenges remain. Therefore, like the work of inclusion and equity itself, we see what
follows as a work in process that can adapt to meet the ever-changing challenges of, and
inquiry into, inclusive teaching.
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Structure of the Rubric

Regarding its organization, the rubric is structured into four domains of inclusive
teaching: beginning with instructor values and core commitments and then the basic
labor of course design and teaching practice - course design and learning goals,
learning assessment, and lastly, learning experiences and interactions.

Within each of these domains we list several teaching orientations or practices, each
accompanied by text describing six levels of inclusion: beginning, emergent,
deliberate, integrated, engaged with educational systems, and engaged with
community and society (see next page). While we have structured the six levels of
the rubric to encourage thorough reflection on ways you might extend your inclusive
practices, level six does not represent the “best” or “highest” level of achievement.
Nor do we intend any implicit judgment if you find yourself at level one.

NOTE: Throughout this document we frequently refer to “instructor.” By "instructor" we refer to anyone who
shares responsibility for design and implementation of courses, e.g., faculty, graduate instructors,
undergraduate educators, staff, community partners, or instructional designers.
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Structure of the Rubric

All of us start at different places in our journeys to be inclusive
educators, and we have unique teaching contexts that may
challenge the application of one or more inclusive teaching
techniques - institutions, enrollments, courses, and our disciplines’
“signature pedagogies” (Shulman, 2005), just to name a few. These,
along with educators’ positions in gender, race, or other social
hierarchies, may limit our labor, autonomy, or power to fully
embrace inclusive practices.

As an example, the fifth and sixth levels of the rubric tend to focus
on the co-creation of our courses and instruction with student,
institutional, community, or public partners. Their inclusion may not
be possible in all teaching contexts and for all educators, and indeed
may involve tradeoffs in teaching (more preparation and planning,
for example) that one cannot afford at this moment. Yet, we discuss
them here since the practice of inclusion is, in principle, an ever-
expanding circle that extends beyond our courses to our disciplines,
institutions, and communities. While these and other practices of
highly inclusive teaching may take considerable time and effort, they
do become easier with time and experience, and their benefits for
student learning are well documented. Moreover, it is our hope that,
with greater co-creative inclusion of all stakeholders and partners
across our educational and social systems, we may realize the
transformative potential of education for our students, ourselves
and our broader society.
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How to Use the Rubric

1

As a tool for reflection and formative assessment

We intend it to serve a reflective, formative function in your self-assessment, not
a summative one as a part of any formal peer or institutional review of your
teaching. We hope it will help you to reflect upon where you think your teaching
is now and where you might like it to grow.

Not as a checkbox activity

We do not wish anyone to treat this or any such reflection exercise as merely a
check-box activity, after which no further vigilance or self-critique is necessary,
since this is likely to be counter-productive. Indeed, the work of inclusion is
never finished, and mastery is never perfect among the ever-shifting identities
and power relations of our educational and social contexts.

As a beginning, not an end

We hope this is not the end of any data gathering or reflection on your inclusive
practices, but merely the beginning, to be supplemented by other inquiry into
your teaching such as student evaluations, student performance, peer review,
and assessment with a Center for Teaching and Learning as well as other
colleagues, stakeholders, or "critical friends" (Curry, 2022).

4

As a collaborative, generative process

We do not intend for you to use this in some highly individualized reflection. To
be sure, you may begin by using the rubric to prompt your own private and very
personal self-reflection, but ultimately, we hope that it will be part of a
generative, collaborative engagement with others in your institution, community,
and broader society.

To consider where your teaching currently is versus where you desire it to be

We hope you can use this tool to consider where your teaching is versus where you want it to be. For each practice below, you might make a check next to the level
that best represents your current teaching (“current” in the tables below), and a check next to the level that best describes your desired level of practice (“desired”). In
this way the rubric can help you to focus attention on developing particular practices. The descriptions of the levels that fall between your current and desired levels can

offer some ideas for improvement and spark further investigation and experimentation.
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Getting Started

Where to begin?

While you may start with any domain in the rubric, but we do suggest
working through the domains sequentially. This is because the first
domains ask you to consider pedagogical orientations and core
commitments that are likely to provide a strong foundation that supports
multiple areas of teaching, and without which the latter, more practical
domains may make less sense. This said, if you have limited time and
would rather start with practical skills that help you to find some efficacy
before digging deeper, the latter three domains may be the place to
begin, and you can return to the first two when you are ready.

Take it at your own pace

We know the rubric is large and detailed because, we hope, it begins to
approximate the difficult and complex work of inclusive teaching. You
may choose to focus on one domain at a time. We urge you to work
through it at whatever pace is comfortable. Use it to reflect, inquire,
experiment, develop, and iterate your courses or instruction over time.

Be comfortable with discomfort

As you consider the rubric and where you find yourself in it, know that
the work of reflecting upon and improving our inclusive practices can be
uncomfortable, time-consuming, and frustratingly slow since it can
involve confrontations with our own limitations. More, the development
of knowledge and skills can be iterative and take time to nurture,
following a path that is circuitous, not linear, as we experiment, fail, and

5improve. Change in inclusive teaching may involve practices and

Visible Practices

Classroom Routines

Curriculum Design

Values & Commitments

Systemic Challenges

teaching techniques that are visible in the classroom, but it also requires
challenging work that often goes unseen - work on our values, our
pedagogies, and our institutions. This deep work can provoke
discomfort and conflict - whether it is internal or shared - but it also
can set us on a path to become more effective and just educators,
benefitting our students, colleagues, universities, and communities.
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Turning Your Assessment into Action

Each of the four domains below concludes with an “Action Assessment,” a set of 4 prompts to help you traverse the gap between where your
teaching currently is and where you would like it to be. The following example scenario might elicit the italicized responses to the 4 prompts.

Example Scenario

James looks over his responses to each of the practices in this Domain 1: Values and Commitments and finds that he has mixed ratings. For some practices, he rated
himself as currently having a deliberate orientation, specifically, his values of inclusion and equity and his efforts to be transparent about his teaching goals and student
assignments; and he indicated that, at least for now, his desired status is the same on these 2 practices (i.e., deliberate). For others, however, he rated his current practice

as emergent; for instance, he tends to take a deficit-based rather than asset-based orientation to his students’ learning and, relatedly, is somewhat less student-centered in
his instruction. For each of these 2 practices, he marked his desired status as integrated, two levels up from his current status.

Example Action Assessment Responses

What patterns do you see in your responses? Notes in response: | didn’t mark myself as a beginner on any of the practices. None of my desired statuses are higher than
“integrated.” I'm fine where | am on 2 of the practices

What do your responses reveal about your current inclusive teaching orientations or strategies, and where do you have room for growth? Notes in response: I've got
something to build on for each practice - | don’t see myself as beginner on any of them, which surprises me a bit. | don’t need to be too concerned about my values of inclusion and
equity or how transparent | am when it comes to my goals and assignments. I've got some work to do on some of the practices though: | am too deficit-based in the way | think
about students’ learning and also too teacher-centered

Prioritize the top 2 to 3 practices in this domain that you would like to investigate and improve. Notes in response: The ones that | ranked farthest apart: deficit-based
rather than asset-based orientation to students’ learning and teacher-centered rather than student-centered instruction

What concrete steps might you like to take to grow toward where you want to be in these 2 or 3 priority practices? Notes in response: Consult with the Center for
Teaching and Learning to get a list of readings and delve into them to learn about the philosophies and practicalities of student-centered approaches. Meet with Juan and Sandra in

my department who are known to take more asset-oriented and student-centered approaches; ask what motivated them and how they implement these approaches in their daily
teaching practices
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Example 1: A New Faculty Member's Journey

A new faculty member at a research-intensive institution of higher education who has limited experience and no formal training in teaching. He is
asked by his chair to teach an introductory course of nearly 100 students. He is excited to get into the classroom and to share his knowledge and
passion for his discipline with all his students, and he wants all of them to feel welcome in his classroom and capable of succeeding.

That said, his experience as a student in a heavily enrolled, technical field means he has seen a lot of courses with extensive lecturing and limited
student collaboration, and assessment focused on high-stakes multiple choice tests. Midway through his course, after implementing this familiar
teaching model, he notices some of his students - predominantly but not always women and people of color - are less participatory in Q&A and have
consistently lower grades than their male and white counterparts. As an instructor in a gateway course to his major, he wants to address this inequality
and ensure that all students, regardless of background or identity, have the same opportunity to succeed. He decided to take the following steps:

Initial Assessment

When he works through this rubric, he finds that his teaching
orientation and practices fit most cleanly within the beginning or
emergent categories, since, despite his deep commitment to inclusion
and some deliberate or integrated practices he intuited, he simply has
not had much professional development in teaching.

Planning for Change

He therefore uses the rubric in combination with a thorough
assessment of his students' work, their evaluations, and consultations
with his Center for Teaching and Learning to develop a plan for
implementing small changes in his teaching that would make the
largest impacts.

Implementation

He implements more collaborative and active learning in class,
mandatory study groups for all students, and an assessment strategy
that entails more low-stakes formative assessments with supportive
feedback.

Long-term Growth

After years of teaching, there is no longer any evidence of opportunity
gaps among his students, and there is consistently high student
engagement and success in his classes. He continues to use the rubric
to reflect on his teaching and finds that he now identifies more with

the integrated and engaged levels.
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Example 2: A Graduate Instructor's Experience

A graduate instructor in a history department typically structures her seminar classes
around participatory, student-centered analyses of historical events such as segregation
and its contemporary legacies. She engages students in discussions about the history of
segregation and its lived, human experience, particularly those related to structures of
housing and schooling, and what impacts it has had on urban systems today.

She has spent much of her professional career developing an interdisciplinary
understanding of social histories of racial inequality for multiple groups and is herself
someone who has experienced marginalization due to her race and gender. Therefore, she
feels committed and well-equipped to teach inclusively and empower students, regardless
of background, to be thoughtful advocates for equality and to dismantle systems of
oppression.

However, despite her commitments to the critical study of difference and inequality, she
feels she has a hard time connecting with her students. Sure, her students learn many social Credit: Eric Haynes, The Oracle
histories and theories of inequality and seem empathetic with the experiences of

marginalized groups, but engagement is limited.

For instance, in discussing racial injustices, her white students can either be quietly deferential to her or their peers of color, or engage merely at an
intellectual level around theory and history, rarely venturing into the course's implications for their own personal identity, emotions, or ethics.
Meanwhile, students of color display personal interest in the learning goals, but at times will remain on the sidelines of the discussion, possibly (she
speculates) due to trauma, "battle fatigue" educating white peers, or simply the limited depth of race discussions at a predo minantly white institution.

She also wonders if she is part of the problem since she may tend to select less motivating lesson plans and she might be able to do more to build trust
in the classroom, especially given she has less experience. She is frustrated since she puts a lot of work into her teaching and truly wants to empower
her students to be good thinkers and citizens, but there is something missing.
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Example 2: A Graduate Instructor's Experience (continued)

Initial Assessment

Therefore, she turns to this rubric and finds that she identifies her
teaching orientation and practices as deliberate or integrated.

Planning for Change

Yet, in reading through the rubric's themes of co-creation she sees that
there may be opportunities to learn more about, and motivate, her
students by being more student-centered and by engaging them in
collaborative dialogues that redefine course goals, assignments, and
learning experiences. She sees ways she can co-construct class cultural
commitments and principles for addressing potential conflict that
would raise the level of trust and belonging in class. Lastly, she sees
ways she might help students to personalize course content in written
assignments that tie readings to personal experiences, identities,
attitudes, well-being, and ethics.

Implementation and Growth

Intentionally integrating these assignments into in-class dialogues with
students she hopes will empower them to engage more deeply and
holistically about social inequalities and how we confront them in our
private and public lives. She even experiments with community engagement,
helping students develop community partnerships with local racial justice
organizations working on housing, reorganizing entire units to better inform
students with critical knowledge about issues, methods, and ethics.

She implements these changes as she feels comfortable, and experiences
challenges as she cedes some power to her students and community
partners, while ensuring mutually beneficial pursuit of learning goals and
community development. Nonetheless, after implementing these changes,
she finds students to be much more motivated, engaged, and to develop far
more trust in their peers and her, discussing the subject matter in a way that
involves greater personalization, vulnerability, criticality, and public purpose.

These are only two hypothetical examples of instructors who use this rubric in very different contexts to reflect upon, experiment, and improve
- never perfect - their teaching. As you use the rubric, you, like them, may experience this work to be uncomfortable, painstaking, and slow,
but know that even small changes can set you on a path to make meaningful differences in your students' learning and bring greater success
and joy to your teaching. We hope this rubric can be of some help along the way.
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Domain 1: Values & Core Commitments Here, we focus on foundational

Inclusion and equity

commitments. Stay focused on your
educational values and how they
dffect inclusion, access, equity, and

What do | see as the importance of inclusion, equity, belonging, and accessibility in education and in society? belonging across all phases of your
What is my understanding of the research on inclusive teaching and its impacts on teaching and learning? students’ learning.
What is my commitment to inclusion in teaching and learning, in educational institutions, in my society?

Current

Desired

| view inclusion and equity as relevant to teaching and learning but have many uncertainties about the research or

Beginning the practice.
| have an emergent understanding of the evidence and importance of inclusion and equity in teaching and learning
Emergent . . . .
and how they may be incorporated into my teaching practice.
Deliberate | am committed to the benefits and ideals of inclusion and equity and to developing related competencies and
practices in teaching and learning.
| am committed to inclusion and equity as both means and ends in teaching and learning, and to honing instructional
Integrated practices via scholarship to center equity concerns throughout multiple areas of teaching, from design to

implementation to assessment.

Engaged with educational
systems

| challenge educational systems that render concerns regarding inclusion and equity invisible or that contribute to
systemic inequities, and | seek to root inclusion and equity throughout the curriculum and the institution.

Engaged with community
and society

| challenge educational and social systems that render concerns regarding inclusion and equity invisible or that
contribute to systemic inequities, and | seek to realize inclusion and equity throughout the institution, my discipline,
and in society more broadly.

12




Domain 1: Values & Core Commitments

Personalization

How do | help my students to make the course material and assignments more personally meaningful?
How do | help my students to see their own experiences and histories as relevant in my courses?

Current

Desired

Beginning

Students have limited opportunities to personalize goals, assessment, or learning experiences (e.g., examples in class
discussions), minimizing the possibility for students to make the course relevant to their own interests, values, and
lives.

Emergent

Students have some opportunities to personalize goals, assessment, or learning experiences via instructor-defined
choices (e.g., of topics for class dialogue, writing assignments, or optional test questions).

Deliberate

Students are encouraged to seize opportunities for the personalization of goals, assessment, or learning experiences
via a mixture of instructor-defined and open-ended choices (e.g., for both the topic and format of discussions,
writing assignments, testing, and culminating projects).

Integrated

Students have a high number of opportunities for the personalization of goals, assessment, or learning experiences,
reflecting their interests or lives, and additionally they contribute to the course instruction (e.g., peer review of
assignments or student-led discussions).

Engaged with educational
systems

Students fully design and conduct the course in collaboration with me via a constructivist model, co-creating goals,
assignments, and learning experiences that are empowering for their personal, professional, and academic
development and co-leading lesson plans and learning assessments.

Engaged with community
and society

Students have all the previous opportunities and support and are encouraged to develop goals, assessment, and
learning experiences with me, peers, and community members who co-create new knowledge and contribute to
social change.
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Domain 1: Values & Core Commitments

Transparency

How can | be as clear as possible in the goals, methods, criteria, and evaluation of my course?
How can | support my students’ self-efficacy in navigating the requirements of the course?

Current

Desired

Beginning

Minimal explanations of teaching philosophies, goals, methods, criteria of assessment, what students will need to do
to succeed, and instead limiting communications to brief evaluations of student work.

Emergent

Some explanation of teaching philosophies, goals (e.g., general introductions), methods, criteria of assessment (e.g.,
general assignments listed in the syllabus), what students will need to do to succeed, or evaluations of student work.

Deliberate

A moderate amount of explanation of teaching philosophies, goals, and methods (e.g., syllabus statements, policies),
what students will need to do to succeed (e.g., handouts on assignments), what criteria will be used to assess student
learning (e.g., basic rubrics), and evaluations of student work with significant feedback.

Integrated

A high level of transparency about teaching philosophies, goals, methods (e.g., providing teaching statements and
regular discussions about the purpose and function of activities and assignments), what students will need to do to
succeed (e.g., handouts and strategies for skill development), what criteria will be used to assess student leaming
(e.g., elaborate rubrics and models), and evaluations of student work (e.g., extensive feedback).

Engaged with educational
systems

Full transparency through collaborative construction of teaching methods (e.g., students and | collaborate on
devising collaborative teaching & learning), assignments (e.g., student co-creation of assignments), and criteria for
assessment of student learning (e.g., student- and instructor-generated rubrics for assessment), and evaluations of
student work.

Engaged with community
and society

Full transparency through collaborative construction of teaching philosophies, goals, methods (e.g., students,
instructor, and community members collaborate on devising collaborative teaching & leaming), assignments (e.g.,
student, instructor, and community member co-creation of assignments), criteria for assessment of student learming
(e.g., student-, instructor-, and community member generated rubrics for assessment), and evaluations of student
work.
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Domain 1: Values & Core Commitments

Student-centeredness

To what degree do | orient and calibrate my instruction to students’ existing interests, experience, and skills?
How might | more accurately and collaboratively incorporate students’ experience, knowledge, and skills in the development of course goals,
learning experiences, and assessment?

Current

Desired

Minimal attention to students’ experience, knowledge, skills, interests, and identities in the development of course

Beginni . : .
eginning goals, assessment, and learning experiences, other than general age and prerequisites.
Some general effort to learn about students’ prior experience, knowledge, skills, interests, and identities (e.g., via
Emergent course roster information such as majors and year) and to calibrate the difficulty and progression of course goals,
assessment, and learning experiences.
Moderate attention to learn students’ prior experience, knowledge, skills, interests, and identities (e.g., via pre-course
Deliberate surveys, personal dialogues, office hour discussions) and to use it to empower their participation in some aspects of
developing course goals, assessment, and learning experiences.
i Thoroughgoing efforts to incorporate students’ prior experience, knowledge, skills, interests, and identities to

empower their participation in most aspects of developing course goals, assessment, and learning experiences.

Engaged with educational
systems

All students’ prior experience, knowledge, skills, interests, and identities inform the co-construction of course goals,
assessment, and learning experiences by myself and students.

Engaged with community
and society

All students’ prior experience, knowledge, skills, interests, and identities, as well as those of community members,
inform the co-construction of course goals, assessment, and learning experiences by myself, students, and
community members.
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Domain 1: Values & Core Commitments

Supporting Student Self-efficacy

How might | maximize students’ self-efficacy in navigating the content and requirements of my courses?
How might | empower students’ self-efficacy in navigating their education and a broader social world?

Current

Desired

Limited efforts to encourage student self-efficacy, except that achieved by general growth in knowledge and skills

Beginning via course completion.
Some efforts to encourage students and offer some scaffolding of learning experiences to promote growing
Emergent . o
confidence and ability.
Some efforts to encourage students and offer some scaffolding of learning experiences to promote growing
Deliberate confidence and ability, and more formative, consistent, timely evaluations to support knowledge and skill
development and self-awareness about areas for improvement.
i Previous row + student-directed learning goals and peer education/mentorship to develop capacities for

metacognition, self-knowledge, and growth opportunities.

Engaged with educational
systems

Previous row + learning experiences that support students’ holistic development of social, career, ethical, and other
knowledge, skills, and attitudes.

Engaged with community
and society

Previous row + students’ holistic development also oriented toward public citizenship and social change work.
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Domain 1: Values & Core Commitments

Growth Orientation

To what extent do | value and support my own and my students’ growth?
Do | see my or my students’ growth holistically, involving intellectual, ethical, social, and emotional growth?
How do | support my own and my students’ growth as part of a broader institutional or social change process?

Current

Desired

| do not see my own identity or growth as an instructor at stake in teaching and learning, beyond general

Beginning professional productivity and a deepening of disciplinary knowledge.
| recognize that teaching can stimulate my own ongoing self-understanding, at least as an educator, in addition to
Emergent .
intellectual growth.
Deliberate | seek to develop some knowledge, skills, and self-awareness through teaching, not just as an educator but as a
whole person.
Integrated | value my own identity and growth, as an educator and as a whole person, as equally important to students’ growth.

Engaged with educational
systems

| value my own holistic growth and that of students as interdependent and as part of the maturation of the
institution that makes human flourishing available to all members of the campus community.

Engaged with community
and society

| value my own holistic growth, that of students, and that of community members as interdependent and as part of
the maturation of both institutional systems and social systems that make human flourishing available to all.
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Domain 1: Values & Core Commitments

Asset Orientation

Do | tend to think of my students more in terms of what they need/lack or in terms of what they bring/have?
What knowledge and skills do my students need, and what assets do they bring to the learning process?
How might | understand and internalize asset-based ways of teaching?

Current

Desired

My orientation to students tends to be deficit-based (explicitly defining students in terms of what they do not know

Beginning and cannot do), possibly reflecting institutional or social biases.
Emergent My orientation to students is somewhat deficit-based (attending mostly to what students do not know and cannot
& do) and somewhat asset-based (acknowledging what students do know and can do).
. My orientation to students is largely asset-based (acknowledging what students do know and can do, with some
Deliberate . . . . .
incorporation of active and collaborative leaming).
My orientation to students is thoroughly asset-based (defining students in terms of what they know and can do;
Integrated supporting students in actively using and developing their strengths, and realizing this through collaborative, active

learning models).

Engaged with educational
systems

| internalize asset-based ways of thinking and being throughout all domains of my work as an educator and as a
member of the campus community (beyond teaching and learning), challenging deficit-based ways of thinking and
being throughout the institution.

Engaged with community
and society

| internalize asset-based ways of thinking and being throughout all domains of my work as a member of the campus
community (beyond teaching and learning) and a member of broader communities, challenging deficit-based ways of
thinking throughout the institution and throughout society.
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Domain 1: Values & Core Commitments

Accessibility

How can | ensure all course materials, communications, activities, and assignments are accessible to all students, regardless of their cognitive or

physical abilities?

How can | ensure that students have multiple ways to access materials, to engage course content, and to express themselves fully?
How might greater accessibility for any one student group enhance accessibility for others?

Current | Desired
. Course materials, communications, activities, and assignments are accessible but in only one format or method
Beginning . . . .
determined solely by me and potentially not readily accessible by some or many students.
Course materials, communications, activities, and assignments are accessible in more than one format or method
Emergent . . . . . .
determined by me and in compliance with required accommodations of some students.
. Course materials, communications, activities, and assignments are accessible in more than one format or method,
Deliberate . . L . .
informed by me and by recommendations of disability services offices.
Course materials, communications, activities, and assignments are accessible in multiple formats and methods,
Integrated determined by me and by recommendations of disability services offices as well as students together considering

students’ particular opportunities and challenges.

Engaged with educational
systems

Course materials, communications, activities, and assignments are accessible in multiple formats and methods,
determined by students, myself, and campus offices together to ensure access for all.

Engaged with community
and society

Course materials, communications, activities, and assignments are accessible in multiple formats and methods,
determined by students, myself, campus offices, and community members together to ensure access for all and to
further accessibility throughout society.
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Domain 1: Values & Core Commitments
Action Assessment
Now that you have completed this domain, take a look at your responses to the domain’s questions above.

What patterns do you see in your responses?

(For example, do you tend to rate your current teaching practices at the same level, or are they varied? On which
practices are your current and desired ratings the closest? The farthest apart?)

What do your responses reveal about your current inclusive teaching orientations or strategies, and
where do you have room for growth?

Prioritize the top 2 to 3 practices in this domain that you would like to investigate and improve.

(Note: You might select a particular practice because your current and desired responses are the farthest apart,
revealing a significant area for growth. Conversely, you might focus on a practice for which your current and
desired responses are close, perhaps making it easier to see change in the short term [i.e., “low hanging fruit”].
Remember there is no right or wrong choice and you can always come back later to focus on the others.)

What concrete steps might you like to take to grow toward where you want to be in these 2 or 3
priority practices?
(Note: You will find it most helpful if these concrete steps are relevant, specific, and achievable.)




Domain 2: Learning Goals

Knowledge Goals

In this domain, we ask you to consider learning goals,
the basis of inclusive course design. Stay focused on
your and your students’ growth opportunities.

How can | make the knowledge goals more explicit, developed, achievable, accessible, measurable, assessed, and supported?
How can | ensure the knowledge goals are relevant to students and my discipline, and promote deep learning?
How can | develop knowledge goals that empower students to understand and expand the epistemic diversity of the subject matter?
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Current Desired

Knowledge goals are only implied in course content, not explicit.

Knowledge goals are explicit but may be general, underdeveloped, unachievable, inaccessible, unmeasurable,
unassessed, and centered upon me, disciplinary coverage, or basic student comprehension and application goals.

Knowledge goals are more specific, clear, achievable, accessible, measurable, assessed, and somewhat focused
upon deeper learning (e.g., analysis or critique), upon student interests and needs, and upon diverse content (e.g.,
authors, guest speakers, examples from diverse perspectives).

Knowledge goals are co-created with students to be highly specific, clear, achievable, accessible, measurable, and
assessed; they are focused upon deep learning (synthesis, innovation, knowledge creation), upon student interests
and needs, and upon diverse content that empower students’ critical understandings of the epistemic diversity of
the subject matter.

Knowledge goals are co-created with students and other institutional partners to be highly specific, clear,
achievable, accessible, measurable, and assessed; they thoroughly promote deep learning; they meet student and
my own interests and needs; they empower students’ and my own understanding; and they expand the epistemic
diversity of the subject matter.

Knowledge goals are co-created with students, institutional, and public/community stakeholders to be highly
specific, clear, achievable, accessible, measurable, and assessed; they thoroughly promote deep learning; they
meet student, my own, and public interests and needs; they empower students’, my own, and all stakeholders to
understand and expand the epistemic diversity of the subject matter.



Domain 2: Learning Goals

Skills Goals

How can | make the course’s skills goals more explicit, developed, achievable, accessible, measurable, assessed, and supported?
How can | incorporate skills goals that empower, not merely academic or career success but also social, leadership, and citizenship development?
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Current Desired

Skills goals (e.g., writing, quantitative reasoning, inquiry, study or learning habits, technology proficiencies) are
only implied in course assignments, not explicit.

Skills goals are explicit but may be general, unclear, underdeveloped, unachievable, inaccessible, unmeasurable,
unassessed, and under-supported by me and/or campus resources.

Skills goals are more specific, clear, developed, achievable, accessible, measurable, assessed, and supported by me
or campus support offices (e.g., writing & tutoring centers, librarians, technology centers, career centers, etc.) to
help students develop foundational capacities for academic and career success.

Skills goals are highly specific, clear, developed, achievable. accessible, measurable, assessed, and supported by
me and campus support offices to help students succeed and find greater autonomy in developing the capacities
and habits for academic, career, and life success.

Skills goals are highly specific, clear, developed, achievable, accessible, measurable, assessed, supported, and co-
constructed with students and institutional stakeholders; they empower students and me to succeed and find
autonomy via self- and peer-support and to develop academic, career, life, and citizenship skills (e.g., inclusive and
equitable leadership within the class or institution).

Skills goals are highly specific, clear, developed, achievable, accessible, measurable, assessed, supported, and co-
constructed with students, institutional stakeholders, and community/public interests; they empower students
and all stakeholders in developing academic, career, life, and citizenship skills to advance collective interests.



Domain 2: Learning Goals

Values Goals

How can the values goals be more explicit, developed, achievable, accessible, measurable, assessed, and supported?

How can | develop value goals that enhance students’ ethical self-awareness, professional practice, and capacities for leadership and social change work?
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Current Desired

Values goals (e.g., maturation through moral or ethical self-awareness, integrity, integration of personal and
professional or public ethics) are only implied in course assignments, not explicit.

Values goals are explicit but may be general, unclear, underdeveloped, unachievable, inaccessible, unassessed, and
under supported by me and/or campus resources.

Values goals are more specific, clear, developed, achievable, accessible, assessed, and supported by me or campus
offices around common broad ideals (e.g., academic integrity, civility, and inclusion).

Values goals are highly specific, clear, achievable, accessible, measurable, assessed, and supported by me and
campus offices and there is intentional, critical inquiry or dialogue about relevant academic and professional
ethics and opportunities for greater student moral/ethical self-awareness.

Values goals are co-constructed with students and other institutional stakeholders; they are highly specific, clear,
achievable, accessible, measurable, assessed, and supported by critical inquiry and application of relevant
academic and professional ethics as well as by opportunities for moral and ethical growth for students and me.

Values goals are co-constructed with students as well as other institutional and community stakeholders to ensure
that they are highly specific, clear, achievable, accessible, measurable, assessed, and supported by critical inquiry
and application of relevant academic, professional, and social ethics as well as by opportunities for moral and
ethical growth for all.



Domain 2: Learning Goals

Social and Emotional Goals

How can the course’s social and emotional goals be more explicit, developed, achievable, accessible, measurable, assessed, and supported?
How can | better develop social and emotional goals that enhance students’ self-awareness, well-being, connectedness, cultural competence, conflict

resolution, and social development?
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Current

Desired

Social and emotional goals (e.g., maturation of emotional self-awareness, emotional intelligence, empathy, cultural competencies
of living in diverse communities, compassion, relationship building, conflict transformation, etc.) may be absent or merely implicit.

Social and emotional goals are explicit but may be general, unclear, underdeveloped, unachievable, inaccessible, unassessed, and
under supported by me and/or campus resources.

Social and emotional goals are more specific, clear, developed, achievable, accessible, assessed, and supported by me or campus
offices around common broad ideals (e.g., self-awareness, cultural competence, conflict resolution).

Social and emotional goals are highly specific, clear, achievable, accessible, measurable, assessed, and supported by me and
campus offices around common broad ideals (e.g., self-awareness, cultural competence, conflict resolution). There is an intentional,
holistic understanding of the interdependencies of social-emotional and cognitive development, permitting inquiry and debate
around affective and social skills or philosophies, attention to student well-being, and opportunities for greater student self-
awareness and growth.

Social and emotional goals are co-created with students and other institutional stakeholders to ensure that they are highly specific,
clear, achievable, accessible, measurable, assessed, and supported by faculty and campus offices. There is a holistic, integrative,
and critical inquiry into social-emotional learning, presenting opportunities for greater student and instructor self-awareness and
growth, attention to instructor and student well-being, and developing social-emotional skills necessary for navigating the
complexities of campus and social life.

Social and emotional goals are co-created with students and other institutional and community stakeholders to ensure that they
are highly specific, clear, achievable, accessible, measurable, assessed, and supported by all. There is a holistic, integrative, and
critical inquiry into social-emotional learning, presenting opportunities for greater self-awareness and growth for all, attention to
collective well-being, and developing social-emotional skills necessary for navigating the complexities of campus and social life as
well as community and pubilic life.



Domain 2: Learning Goals
Action Assessment

Now that you have completed this domain, take a look at your responses to the domain’s questions above.

What patterns do you see in your responses?

(For example, do you tend to rate your current teaching practices at the same level, or are they varied? On which
practices are your current and desired ratings the closest? The farthest apart?)

What do your responses reveal about your current inclusive teaching orientations or strategies, and
where do you have room for growth?

Prioritize the top 2 to 3 practices in this domain that you would like to investigate and improve.

(Note: You might select a particular practice because your current and desired responses are the farthest apart,
revealing a significant area for growth. Conversely, you might focus on a practice for which your current and
desired responses are close, perhaps making it easier to see change in the short term [i.e., “low hanging fruit”].
Remember there is no right or wrong choice and you can always come back later to focus on the others.)

What concrete steps might you like to take to grow toward where you want to be in these 2 or 3
priority practices?
(Note: You will find it most helpful if these concrete steps are relevant, specific, and achievable.)




Domain 3: Learning Assessment

Rigor

Now, we turn to assessment, a focal point of all accessibility and equity in teaching.
Attend to how your assessments are engaging, fair, and rigorous while promoting self-
efficacy, metacognition, and meaningful growth for all learners.

How can | define rigor in clear, transparent forms for students and calibrate it to the appropriate level for my students’ ages and experience?
How can | be sure not to confuse higher order learning with high logistical difficulty or workload?
How can | take an asset-based approach to assessing and supporting student learning and well-being?
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Current

Desired

Presumed or limited definition of rigor, leading to poor measurement (e.g., | see failing grades as evidence of rigor); an effort to make
assighnments difficult without purpose or clarity, leading to conflation of higher order learning with high workloads; and a deficit
approach to student knowledge, possibly due to “survivor bias” (i.e., if | survived this education, students can too).

Some definition of rigor, with some transparency and connection to learning goals; some development of a distinction between higher
order learning and high workloads; somewhat less deficit-based with a more asset-based approach to student knowledge evident in,
for example, greater student autonomy.

Moderate clarity in the definition of, and transparency about, rigor appropriate to the learning goals and teaching context (i.e., prior
student experiences, a course’s purpose in the curriculum); moderate recognition of the distinction between higher order learning and
workload, with some scaffolding of learning; asset-based approach to student knowledge, with some effort to support student
learning and well-being.

High degree of clarity in the definition of rigor and full transparency about its connection to learning goals defined in part through
collaboration with students; very clear distinction between higher order learning and workload, with scaffolded support for student
learning; dedicated asset-based approach to student knowledge with extensive support for student learning and well-being.

High degree of clarity in the definition of rigor and full transparency through a co-construction of learning goals and assessment
strategies with students and institutional stakeholders (e.g., departments, schools, student affairs); very clear distinction between
higher order learning and workload, with scaffolding and assessment processes collaboratively defined with students and other
institutional stakeholders; thorough asset based orientation via the institutional co-construction of assessment goals and processes,
attentive to student autonomy, self-efficacy, and well-being, with campus support offices as resources (e.g., writing centers, tutoring,
mental health resources).

High degree of clarity in the definition of rigor and full transparency through a co-construction of learning goals and assessment
strategies with students and other course stakeholders institutionally and in the community (e.g., community partners); very clear
distinction between higher order learning and workload, with scaffolding and assessment processes collaboratively defined with
students, institutional stakeholders, and community partners; thorough asset-based orientation via the institutional and community-
centered co-construction of assessment goals and processes, attentive to collective, shared autonomy, efficacy, and well-being.



Domain 3: Learning Assessment

Diversity of Assignments

How can | offer a diversity of assignments, formative and summative, that assess a wide range of learning goals?
How can | offer assessments that are accessible to, and encourage engagement of, a diversity of students?
How can | support collaborative assessment with students that ensures meaningful and holistic learning?
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Current Desired

A small number and low diversity of high-stakes, summative assignments that assess a limited range of student learning goals.
Assignments may also suffer from limitations of accessibility, flexibility, and opportunities for higher order leaming (e.g., synthesis,
creativity).

Some diversity of assighments with somewhat greater quantity and form of assignments (e.g., more formative assignments), with
some accessibility (e.g., clearer guidance on multiple platforms), flexibility (e.g., more than one testing format), and opportunities for
higher order learning.

Moderate diversity of assignments with significantly greater quantity and form of assignments (e.g., multiple types/genres of
writing), with more accessibility (e.g., written and oral assessment), flexibility (e.g., more autonomy in selection of assessment
options), and opportunities for higher order learning (e.g., creative writing or multimedia reports).

High diversity of assignments with high quantity and multiple forms of assignments (e.g., collaborative assignment design with
students), high accessibility (e.g., all leaming goals and assessment criteria are easily available), flexibility (e.g., more thorough
personalization), and opportunities for higher order leaming (e.g., portfolios with multiple analytical, synthetic, and creative
components).

Assignments designed in collaboration with students to ensure a high diversity of assignments in multiple forms with high
accessibility, flexibility, and opportunities for meaningful higher order learning, including more opportunities for self- and peer-
assessment, metacognition, and holistic reflection on individual or shared leaming (academic personal, ethical, professional,
leadership).

Assignments designed in collaboration with students and community partners to ensure a high diversity of assignments in multiple
forms with high accessibility, flexibility, and opportunities for meaningful higher order learning, including more opportunities for
self- and peer-assessment, metacognition, and holistic reflection on social learning (academic, personal, ethical, professional, and
citizenship capacities).



Domain 3: Learning Assessment

Scaffolding

How can | build an assessment strategy that introduces greater complexity, difficulty, and autonomy?
How can | support the gradual growth of student confidence and self-efficacy in the learning process?
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Current Desired

Limited scaffolding of assignment difficulty or complexity.

Some scaffolding across assignments throughout the semester, with some gradual introduction of more difficult
or complex concepts or tasks towards somewhat clear learning goals.

Moderate scaffolding within and across assignments explicitly designed to help students develop knowledge and
skills via more complex tasks, achieve clearly defined learning goals, grow in confidence and self-efficacy, as well
as lead to smaller performance and persistence gaps

High degree of scaffolding within and across assignments designed to empower students to become confident,
self-directed, and autonomous learners with clear learning goals and processes for reaching them.

Consistent, well-developed scaffolding designed in collaboration with students to ensure growth within and
across assignments that empowers learning via confidence, self-direction, autonomy, clear goals, and self- and
peer-assessment.

Consistent, well-developed scaffolding designed in collaboration with students and community partners to ensure
growth within and across assignments that empowers mutual growth towards clear learning goals for all
stakeholders.



Domain 3: Learning Assessment

Examinations

How can | evaluate students fairly?
How can examination processes provide students with needed support?
How can examination processes best be designed to enable students’ ongoing learning and growth?
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Current Desired

High-stakes examination process only, designed solely by me/department/school/external organization without
formative or preparatory testing, including complexities that may be too advanced to “weed out” less prepared
students.

High-stakes examination process only, designed solely by me/department/school/external organization but in a
form that fairly tests students’ knowledge, prepares them with study sessions or guides, and is designed to
support students in their learning process.

A mixture of low-stakes and high-stakes examination processes that fairly test students, prepare them with
practice exercises and examinations, and both identify student challenges and support their efforts to meet them.

A process with a higher number of low-stakes examinations combined with high-stakes examinations, each with
preparatory exercises or guides and each including student-generated questions; response options that allow
students to explain their responses.

Examination processes that draw from student-generated questions and allow for students to explain and, later,
reflect on and correct their answers (perhaps for partial credit); may include self- or peer- assessment; may
include personalized learning goals and plans constructed in collaboration with instructor(s), departments, or
schools.

Examination processes that draw their design from a collaboration of me, students, and community partners,
include preparatory exercises and guides and allow students to explain, reflect upon, and correct their answers;
may include self- or peer-assessment; may include personalized learning goals and plans constructed in
collaboration with institutional and community partners.



Domain 3: Learning Assessment

Feedback

How can | develop and share criteria for evaluation in ways that empower students to succeed?
How can | communicate feedback in the most frequent, thorough, meaningful, and timely process for my teaching context?
How can | create collaborative feedback processes that support student metacognition, empowerment, and success?
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Current Desired

Little feedback, not frequent, meaningful, or timely; may be limited to grades.

Some meaningful, frequent, and timely feedback, including some clear criteria for assessment and rationale for
evaluations and grades.

Moderately meaningful, frequent, and timely feedback, including clear criteria and rationale for evaluations and
grades (e.g., rubrics) that entails affirmation, critique, and resources or strategies for improvement.

High degree of meaningful, frequent, and timely feedback, including clear criteria and rationale for evaluations
and grades (e.g., rubrics and models) that entails affirmation, critique, resources, strategies for improvement as
well as possibilities for revision and retesting.

High degree of meaningful, frequent, and timely feedback designed in collaboration with students, including co-
created processes of assessment and evaluation; includes clear criteria, self- and peer assessment, shared
resources, and strategies for improvement as well as possibilities for revision and retesting.

High degree of meaningful, frequent, and timely feedback designed in collaboration with students and community
stakeholders, including co-created processes of assessment and evaluation; includes clear criteria, self- and peer
and community assessment, shared resources, and strategies for improvement as well as possibilities for revision
and retesting.



Domain 3: Learning Assessment

Grading

How can | ensure that qualitative evaluation, not grades, are the focal point of student learning?
How can | support students' understanding of and contributions to evaluation to support metacognition and engagement in the learning process?
How can | ensure grades are not an obstacle to student learning and growth?
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Current Desired

Grades represent the only form of communication about student performance, leading to less guidance, grade
fixation, limited learning and performance, and persistence gaps.

Grades are the most important form of communication but are accompanied by some qualitative assessment of
student performance according to somewhat clear learning goals and criteria for performance.

Grades are moderately important but accompanied by moderate qualitative assessment of student performance
according to moderately clear learning goals and criteria for performance.

Grades are less important than thorough qualitative assessment of student performance according to well-
developed learning goals and criteria for student performance.

Grading has minimal importance (e.g., final marks for transcript only) as defined by an assessment strategy
designed in collaboration with students to provide thorough qualitative assessment, self- and peer-evaluation, and
clear goals and criteria for student performance.

Grading has minimal importance (e.g., final marks for transcript only) as defined by an assessment strategy
designed in collaboration with students and community partners to provide thorough qualitative assessment; self-
, peer-, and community partner-evaluation; and clear goals and criteria for student performance and shared
learning.



Domain 3: Learning Assessment

Course and Teaching Assessment

How can | best learn how to improve my course and my teaching?
Who can | best engage with to improve my course and my teaching?
How can | inquire with others via scholarship of teaching and learning to study and improve my own and others’ teaching processes?
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Current Desired

Course/teaching assessment is limited to institutional student evaluations of teaching, with minimal or
inconsistent application of the results to future improvements.

There is some course/teaching assessment (e.g., institutional surveys and reflection), with some intentional use of
the results to improve course design and instruction.

There is moderate course/teaching assessment (e.g., institutional surveys and peer review), with moderate use of
the results to improve course design and instruction (e.g., course redesign and research into pedagogies and
practices of instruction).

There is a high degree of course/teaching assessment (e.g., pre-/post- testing of student learning, close
examination of student products via scholarship of teaching and learning) with extensive use of the results to
improve course design and instruction (e.g., consultations and participation in programs with a Center for
Teaching & Learning).

There is a high degree of course/teaching assessment in collaboration with students (e.g., student focus groups,
students as co-inquirers in scholarship of teaching and learning) with an extensive collaboration with students to
improve course design and instruction (e.g., students as partners or learning assistants to support course and
instructional design), in addition to support from institutional Centers and stakeholders to use evidence to
improve curricula beyond the course in question (e.g., department chairs or deans).

There is a high degree of course/teaching assessment in collaboration with students and community partners (e.g.,
student/community focus groups) with an extensive collaboration among all stakeholders to improve
participatory course design and instruction processes, in addition to support from institutional and community
stakeholders to improve curricula and processes of co-teaching with community members.



Domain 3: Learning Assessment

Action Assessment

Now that you have completed this domain, take a look at your responses to the domain’s questions above.

What patterns do you see in your responses?

(For example, do you tend to rate your current teaching practices at the same level, or are they varied? On which
practices are your current and desired ratings the closest? The farthest apart?)

What do your responses reveal about your current inclusive teaching orientations or strategies, and
where do you have room for growth?

Prioritize the top 2 to 3 practices in this domain that you would like to investigate and improve.

(Note: You might select a particular practice because your current and desired responses are the farthest apart,
revealing a significant area for growth. Conversely, you might focus on a practice for which your current and
desired responses are close, perhaps making it easier to see change in the short term [i.e., “low hanging fruit”].
Remember there is no right or wrong choice and you can always come back later to focus on the others.)

What concrete steps might you like to take to grow toward where you want to be in these 2 or 3
priority practices?
(Note: You will find it most helpful if these concrete steps are relevant, specific, and achievable.)
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Domain 4: Learning Experiences and Interactions Here, we ask you to consider how you can

Class Norms

create a classroom culture that fosters
informed, dynamic, diverse, just, and
critical dialogue while supporting all

How can | create a classroom culture that supports integrity, diversity, inclusion, and belonging? students’ trust and belonging in the
How can | co-create norms that encourage community-building, not merely compliance? educational process.
How can | co-create processes that honor civility and productive forms of conflict for learning?
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Current Desired

Norms for the course are implied or established and articulated by the institution.

Norms are minimal or established by me and/or campus policy; framing may be in terms of compliance; focus may
be largely on academic integrity.

Norms determined with student feedback; framing may be in terms of compliance; focus is on basics of civility
and honesty as well as academic integrity.

Norms co-created by me and students; framing is in terms of community building not only compliance; focus is on
ideals of inclusion, equity, and empowerment as well as civility, honesty, and academic integrity

Norms co-created by me and students; framing is in terms of community building and negotiating difference, not
only compliance; focus is on ideals of inclusion, equity, and empowerment as well as civility, honesty, and
academic integrity; attention to transforming unproductive conflict to productive conflict as a model for campus
life.

Norms co-created by me, students, and community partners; framing is in terms of community building and
negotiating difference, not only compliance; focus is on ideals of inclusion, equity, empowerment, and ethics of
community engagement as well as civility, honesty, and academic integrity; attention to transforming
unproductive conflict to productive conflict as a model for community and social change.



Domain 4: Learning Experiences and Interactions

Sources of Knowledge

How can | ensure the course includes diverse voices as sources of knowledge and learning?
How can | help students to understand the (limited) diversity of voices that shape my (sub)discipline?
How can my students and | make new contributions to my (sub)discipline and foster epistemic justice?
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Current Desired

Voices in the course (i.e., authors, lecturers, examples, case studies, students, etc.) represent a limited range of
perspectives, experiences, cultures, or identities.

Voices in the course represent a somewhat more diverse set of perspectives, experiences, cultures, or identities
(e.g., a greater diversity of authors or examples).

Voices in the course represent a significant range of perspectives, experiences, cultures, or identities (e.g., guest
instructors, co-teachers).

Voices in the course represent a highly diverse range of perspectives, experiences, cultures, or identities; they
help students better understand the epistemic limitations of existing scholarship in a (sub)discipline, the revival or
creation of new theories and methods, the application to new contexts, etc.

Voices in the course represent a highly diverse range of perspectives, experiences, cultures, or identities; they
help students, me, and other stakeholders in the (sub)discipline co-create new contributions to the (sub)discipline
and foster epistemic justice.

Voices in the course represent a highly diverse range of perspectives, experiences, cultures, or identities -
including community members; they help all stakeholders co-create new contributions to the (sub)discipline, to
epistemic justice, and to more just social systems.



Domain 4: Learning Experiences and Interactions

Supporting Students Who Struggle

How can | assess effectively and better support students who underperform?
How can | best provide struggling students with the resources they need to succeed?
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Current Desired

There is little attempt to reach out or give special support to students who underperform beyond what is required
by institutional policy.

There are some efforts to assess students, identify students who underperform, and provide feedback about
needed growth.

There are consistent efforts to assess students, identify students who underperform, communicate with them
about their struggles, and support their intellectual development by providing academic resources in and outside
of class.

There are thoroughgoing efforts to assess students, identify students who underperform, communicate with them
about their struggles, clarify learning goals, and support their holistic development by providing resources for
their academic and personal growth.

There are thoroughgoing efforts to assess students, identify students who underperform, communicate with them
about their struggles, identify academic and personal challenges, clarify learning goals, develop learning plans, and
provide student- and instructor-based mentorship for academic and personal growth.

There are thoroughgoing efforts to assess students, identify students who underperform, communicate with them
about their struggles, identify academic and personal challenges, clarify learning goals, develop learning plans, and
provide student-, instructor-, and community-based mentorship for academic, personal, and civic growth.



Domain 4: Learning Experiences and Interactions

Communication with Students

How can | provide all students with the direction and feedback they need to succeed?
How can | make sure all students, regardless of differences, can access and receive meaningful guidance?
How can | co-create a culture of open and productive communication about course material and assignments?
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Current

Desired

Minimal communications via syllabus, learing management system (LMS), or in-person meetings focused on
clarifying requirements and course content and on providing feedback and grades.

Some communications via syllabus, LMS, email, or in-person meetings focused on the learning goals and policies
of the course, clarifying requirements and content, and providing feedback and grades.

Moderate communications across all platforms focused on learning goals and policies of the course, clarifying
requirements and content, sharing assessment criteria via rubrics, providing assessment feedback and grades that
are timely and fair.

Highly transparent and participatory dialogue across all platforms focused on learning goals, policies,
requirements, content, assessment criteria via rubrics, assessment feedback that is timely and fair, as well as
pedagogies or methods of instruction and efforts to define and build a learning community.

Fully transparent and co-constructed communications among me, students, and other institutional stakeholders
(departments, schools, and other units) about learning goals, policies, requirements, content, assessment criteria
via rubrics, assessment feedback that is timely and fair, self- and peer-assessment, as well as pedagogies or
methods of collective efforts to build a learning community - all for the sake of shared learning.

Fully transparent and co-constructed communications among institutional and community stakeholders about
learning goals, policies, requirements, content, assessment criteria via rubrics, assessment feedback that is timely
and fair, self- and peer-assessment, as well as pedagogies or methods of collective efforts to build a learning
community - all for the sake of shared learning and social transformation.



Domain 4: Learning Experiences and Interactions

Inclusive Facilitation

How can be more attentive to, and supportive of, all student voices in classroom discussions?
How can | ensure all students have the belonging, preparation, and readiness to contribute to classroom discussions?
How can | model acceptance and inclusion of a diversity of student identities and perspectives?
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Current

Desired

Limited attention to how inclusive or equitable class discussions may be, and limited effort to enhance the
belonging, preparation, or readiness less engaged students may bring to the dialogue (e.g., asking for all students
to provide comments and ask questions).

Some attention to how inclusive or equitable class discussions may be, and some effort to enhance the belonging,
preparation, or readiness less engaged students may need to contribute to the dialogue (e.g., encouragement of
less engaged students, asking for new voices to contribute).

Considerable attention to tracking how inclusive or equitable class discussions may be, and considerable effort to
enhance the belonging, preparation, or readiness less engaged students may need to contribute to the dialogue
(e.g., checking in with less engaged students to ensure they have the preparation and support they need, and
encouraging more vocal students to step back).

Regular and thorough attention to how inclusive or equitable class discussions may be, and thorough efforts to
enhance the belonging, preparation, or readiness less engaged students may need to contribute to the dialogue
(e.g., norming and modeling inclusion, using check-in or small group presentations to structure more inclusive
participation).

Regular and thorough attention to how inclusive or equitable class discussions may be; thorough efforts to
enhance the belonging, preparation, or readiness less engaged students may need to contribute to the dialogue;
and endeavors to support inclusion and equity across academic affairs and student life in the institution.

Regular and thorough attention to how inclusive or equitable class discussions may be; thorough efforts to
enhance the belonging, preparation, or readiness less engaged students or community members may need to
contribute to the dialogue; and endeavors to support inclusion and equity across the institution as well as in
community and public life.



Domain 4: Learning Experiences and Interactions

Engagement with Difference via Culturally Responsive Teaching

How can | be sure to include and fully engage the diverse range of student voices in my course?
How can | be sure all student voices contribute to a dynamic and critical learning environment?
How can | be culturally responsive to the histories, identities, and contributions of all students, or engage students in just and equitable ways, including

under-represented and marginalized students?

Beginning

Emergent

Deliberate

Integrated

Engaged with
educational
systems

Engaged with
community
and society
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Current Desired

Limited acknowledgement of the diversity of perspectives, experiences, or backgrounds among students, instructor(s), or others
who inform the course (authors, guest lecturers), and limited efforts to incorporate them into the learning process.

Some acknowledgements of the diversity of perspectives, experiences, or backgrounds among students, instructor(s), or others who
inform the course (e.g., syllabus diversity statements) and some effort to incorporate them into the leaming process (e.g., my
personal interest in student dialogue outside of class).

Moderate acknowledgement of the diversity of perspectives, experiences, or backgrounds among students, instructor(s), or others
who inform the course (e.g., class dialogues about the learming benefits of diversity) and moderate effort to incorporate them into
the learning process (e.g., my efforts to be inclusive of diverse perspectives in class dialogue and being culturally responsive to
different students’ learning process).

Consistent and thorough acknowledgement of the diversity of perspectives, experiences, or backgrounds among students,
instructor(s), or others who inform the course (e.g., efforts to diversify content) and consistent efforts to incorporate them into a
just and engaging learning process (e.g., dialogue that helps students achieve greater self-awareness and personalize course
content, assignments, and leaming goals).

Highly collaborative acknowledgement among all institutional stakeholders of the diversity of perspectives, experiences, or
backgrounds among students, instructor(s), or others who inform the course (e.g., co-constructed norms for honoring diversity and
equity) and collaborative efforts to realize them in a just and engaging learning process (e.g., collaborative learning strategies,
assignments that build cultural competencies).

Highly collaborative acknowledgement among all institutional and community stakeholders of the diversity of perspectives,
experiences, or backgrounds among all who inform the course (e.g., co-constructed norms for honoring diversity and equity in class
and in the community) and collaborative efforts to realize them in the a just and engaging learning process as well as in community
or public life (e.g., developing cultural competencies to foster greater inclusion and equity in community or public action).



Domain 4: Learning Experiences and Interactions

Supporting Belonging and Community

How can | ensure all students find belonging and community in my course through trust and common purpose?
How can | co-create a classroom culture in which all students support one another in the learning process?
How can | expand the classroom community to campus and community stakeholders in the course?

Beginning

Emergent

Deliberate

Integrated

Engaged with educational systems

Engaged with community
and society
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Current

Desired

Beyond general niceties and responsiveness, there is limited effort to support student belonging or community

Some efforts to support student belonging and build community through trust and common purpose. For
example, building rapport and welcoming students with openness, friendliness, broad accessibility, and explicit
commitments to student well-being.

Moderate efforts to support belonging and build community. For example, through syllabus or in-class statements
in support of diversity, inclusion, and equity in the course, in addition to intentional work to include diverse voices
in the readings, examples/cases, guest speakers, and among the student participants.

Thoroughgoing efforts to support belonging and build community among myself and students. For example,
adopting a “growth mindset” (Dweck, 2007) or asset-based approach in all communications with students,
ensuring they have the encouragement and support to participate fully and in diverse, personally relevant ways.

Highly collaborative efforts among myself and students and other institutional stakeholders in co-creating a
culture of belonging and community in the course. For example, using highly collaborative and inclusive dialogue
across differences that explicitly honors everyone’s contributions, supporting personalized and meaningful
learning plans, or fostering a sense of epistemic justice in the (sub)disciplinary focus of the course.

Highly collaborative efforts among all stakeholders, including community partners, in co-creating a culture of
belonging and community in the course. For example, honoring the mutual contributions of community partners,
students, and myself in the co-creation of knowledge and skills of social change work.



Domain 4: Learning Experiences and Interactions
Action Assessment
Now that you have completed this domain, take a look at your responses to the domain’s questions above.

What patterns do you see in your responses?

(For example, do you tend to rate your current teaching practices at the same level, or are they varied? On which
practices are your current and desired ratings the closest? The farthest apart?)

What do your responses reveal about your current inclusive teaching orientations or strategies, and
where do you have room for growth?

Prioritize the top 2 to 3 practices in this domain that you would like to investigate and improve.

(Note: You might select a particular practice because your current and desired responses are the farthest apart,
revealing a significant area for growth. Conversely, you might focus on a practice for which your current and
desired responses are close, perhaps making it easier to see change in the short term [i.e., “low hanging fruit”].
Remember there is no right or wrong choice and you can always come back later to focus on the others.)

What concrete steps might you like to take to grow toward where you want to be in these 2 or 3
priority practices?
(Note: You will find it most helpful if these concrete steps are relevant, specific, and achievable.)




Conclusion
Congratulations, you have completed the rubric! We hope it has helped you move along your path towards greater inclusive and
equitable teaching, and that it will promote the engagement and growth of you and your students. We invite you to return to the

rubric periodically as you cycle through new phases of reflection, assessment, and implementation in your inclusive teaching.

Thank you again for your commitments to this work and all that it may mean to you, your students, and our broader world.

Reflect Assess Plan Implement Transform

42 Made with GRRAMNA


https://gamma.app/?utm_source=made-with-gamma

Bibliography

ACE & AAUP. (2000). Does Diversity Make a Difference? Three Research Studies on Diversity in College Classrooms. ACE & AAUP.

Addy, T.M., Dube, D., Mitchell, K.A., & SoRelle, M.E. (2022). What Inclusive Instructors Do: Principles and Practices for Excellence in College Teaching. Stylus.

Applebaum, Barbara. (2007). Engaging Student Disengagement: Resistance or Disagreement? Philosophy of Education. 2007: 335-45. https://www.semanticscholar.org/paper/Engaging-Student-
Disengagement%3A-Resistance-or-Applebaum/4fb20b9729933e7804123657dd657043384e93e4

Armstrong, P. (2010). Bloom’s Taxonomy. Vanderbilt University Center for Teaching. Retrieved 2/7/23 from https://cft.vanderbilt.edu/guides-sub-pages/blooms-taxonomy/.

Association of College and University Educators. (2020). Inclusive Teaching Practices Toolkit. ACUE.

Bain, K. (2004). What the Best College Teachers Do. Harvard University Press.

Berlak, Ann. (1999). Teaching and Testimony: Witnessing and Bearing Witness to Racisms in Culturally Diverse Classrooms. Curriculum Inquiry 29, no. 1: 99-127. https://doi.org/10.1111/0362-
6784.00115

Bertrand, Marianne and Sendhil Mullainathan. (2004). Are Emily and Greg More Employable than Lakisha and Jamal? A Field Experiment on Labor Market Discrimination. The American Economic
Review. 94(4): 991-1013.

Boice, R. (2002). Advice for new faculty members . Boston, MA: Allyn and Bacon.

Bonilla-Silva, Eduardo. (2017). Racism without Racists: Color-Blind Racism and the Persistence of Racial Inequality in America. Lanham: Rowman & Littlefield.

Boyer 2030 Commission. (2022). The Equity-Excellence Imperative: A 2030 Blueprint for Undergraduate Education at U.S. Research Universities. The Association for Undergraduate Education at
Research Universities.

Bozalek, Vivienne, Ronelle Carolissen, Brenda Leibowitz, Lindsey Nicholls, Poul Rohleder and Leslie Swartz. 2010. Engaging with Difference in Higher Education through Collaborative Inter-
institutional Pedagogical Practices. South African journal of higher education 24 (2010): 1023-37. https://www.semanticscholar.org/paper/Engaging-with-difference-in-higher-education-
Bozalek-Carolissen/f2556d794dac879068 5bfé6c62e01d4eb6eea0999b

Brooks, J., & McGurk, J. (2022). Rigor as Inclusive Practice: Improving Equitable Outcomes in Teaching. Teaching and Learning Lab, MIT.

Brown-Jeffy, S., & Cooper, J. E. (2011). Toward a Conceptual Framework of Culturally Relevant Pedagogy: An Overview of the Conceptual and Theoretical Literature. Teacher Education Quarterly,
38(1), 65-84. http://www.jstor.org/stable/23479642

Brown, B. A., Boda, P., Lemmi, C., & Monroe, X. (2019). Moving Culturally Relevant Pedagogy From Theory to Practice: Exploring Teachers’ Application of Culturally Relevant Education in Science
and Mathematics. Urban Education, 54(6), 775-803. https://doi.org/10.1177/0042085918794802

Cahill, J. (Ed.). (2023). The Norton Guide to Equity-Minded Teaching. WW Norton & Company.

CampusLabs. (2020). Equity-Centered Assessment: Embedding Equity throughout the Assessment Cycle. IUPUI Assessment Institute

Canning, E.A., Muenks, K., Green, D.J., & Murphy, M.C. (2019). “STEM faculty who believe ability is fixed have larger racial achievement gaps and inspire less student motivation in their classes.”
Science Advances. 5(2).

Center for Teaching. (2020). Reflecting on Your Practice: Inclusive Teaching Principles. Nashville: Vanderbilt University Center for Teaching.

Chandler-Ward, J., & Denevi, E. (2022). Learning and Teaching while White: Antiracist Strategies for School Communities. Norton Professional Books.

Chick, Nancy, Terri Karis, and Cyndi Kemahan. (2009). Learning from Their Own Learning: How Metacognitive and Meta-affective Reflection Enhance Learning in Race-related Courses. International
Journal for Scholarship of Teaching and Learning 3 no 1.: 1-28. https://doi.org/10.20429/ijsotl.2009.030116

Cohen, J.E.,, Raynor, S.D., & Mack, D.A. (Eds.) (2021). Teaching Race in Perilous Times. Albany: SUNY Press.

Cook-Sather, A. (2020). Respecting Voices: How the Co-creation of Teaching and Learning Can Support Academic Staff, Underrepresented Students, and Equitable Practices. Higher Education 79 (5),
885-901.

Cook-Sather, A. (2021). Responding to Twin Pandemics: Reconceptualizing Assessment Practices for Equity and Justice. Research & Practice in Assessment, 16(2), 5-16.

Cook-Sather, A. (2022). Co-Creating Equitable Teaching and Learning: Structuring Student Voice into Higher Education. Cambridge: Harvard Education Press.

43 Made with GRRANNA



https://gamma.app/?utm_source=made-with-gamma
https://www.aaup.org/NR/rdonlyres/F1A2B22A-EAE2-4D31-9F68-6F235129917E/0/2000_diversity_report.pdf
https://www.aaup.org/NR/rdonlyres/F1A2B22A-EAE2-4D31-9F68-6F235129917E/0/2000_diversity_report.pdf
https://www.aaup.org/NR/rdonlyres/F1A2B22A-EAE2-4D31-9F68-6F235129917E/0/2000_diversity_report.pdf
https://www.aaup.org/NR/rdonlyres/F1A2B22A-EAE2-4D31-9F68-6F235129917E/0/2000_diversity_report.pdf
https://www.aaup.org/NR/rdonlyres/F1A2B22A-EAE2-4D31-9F68-6F235129917E/0/2000_diversity_report.pdf
https://www.aaup.org/NR/rdonlyres/F1A2B22A-EAE2-4D31-9F68-6F235129917E/0/2000_diversity_report.pdf
https://www.aaup.org/NR/rdonlyres/F1A2B22A-EAE2-4D31-9F68-6F235129917E/0/2000_diversity_report.pdf
https://www.aaup.org/NR/rdonlyres/F1A2B22A-EAE2-4D31-9F68-6F235129917E/0/2000_diversity_report.pdf
https://www.aaup.org/NR/rdonlyres/F1A2B22A-EAE2-4D31-9F68-6F235129917E/0/2000_diversity_report.pdf
https://www.aaup.org/NR/rdonlyres/F1A2B22A-EAE2-4D31-9F68-6F235129917E/0/2000_diversity_report.pdf
https://www.aaup.org/NR/rdonlyres/F1A2B22A-EAE2-4D31-9F68-6F235129917E/0/2000_diversity_report.pdf
https://www.aaup.org/NR/rdonlyres/F1A2B22A-EAE2-4D31-9F68-6F235129917E/0/2000_diversity_report.pdf
https://www.aaup.org/NR/rdonlyres/F1A2B22A-EAE2-4D31-9F68-6F235129917E/0/2000_diversity_report.pdf
https://www.semanticscholar.org/paper/Engaging-Student-Disengagement%3A-Resistance-or-Applebaum/4fb20b9729933e7804123657dd657043384e93e4
https://www.semanticscholar.org/paper/Engaging-Student-Disengagement%3A-Resistance-or-Applebaum/4fb20b9729933e7804123657dd657043384e93e4
https://www.semanticscholar.org/paper/Engaging-Student-Disengagement%3A-Resistance-or-Applebaum/4fb20b9729933e7804123657dd657043384e93e4
https://www.semanticscholar.org/paper/Engaging-Student-Disengagement%3A-Resistance-or-Applebaum/4fb20b9729933e7804123657dd657043384e93e4
https://www.semanticscholar.org/paper/Engaging-Student-Disengagement%3A-Resistance-or-Applebaum/4fb20b9729933e7804123657dd657043384e93e4
https://www.semanticscholar.org/paper/Engaging-Student-Disengagement%3A-Resistance-or-Applebaum/4fb20b9729933e7804123657dd657043384e93e4
https://www.semanticscholar.org/paper/Engaging-Student-Disengagement%3A-Resistance-or-Applebaum/4fb20b9729933e7804123657dd657043384e93e4
https://www.semanticscholar.org/paper/Engaging-Student-Disengagement%3A-Resistance-or-Applebaum/4fb20b9729933e7804123657dd657043384e93e4
https://www.semanticscholar.org/paper/Engaging-Student-Disengagement%3A-Resistance-or-Applebaum/4fb20b9729933e7804123657dd657043384e93e4
https://www.semanticscholar.org/paper/Engaging-Student-Disengagement%3A-Resistance-or-Applebaum/4fb20b9729933e7804123657dd657043384e93e4
https://www.semanticscholar.org/paper/Engaging-Student-Disengagement%3A-Resistance-or-Applebaum/4fb20b9729933e7804123657dd657043384e93e4
https://cft.vanderbilt.edu/guides-sub-pages/blooms-taxonomy/
https://cft.vanderbilt.edu/guides-sub-pages/blooms-taxonomy/
https://cft.vanderbilt.edu/guides-sub-pages/blooms-taxonomy/
https://cft.vanderbilt.edu/guides-sub-pages/blooms-taxonomy/
https://cft.vanderbilt.edu/guides-sub-pages/blooms-taxonomy/
https://cft.vanderbilt.edu/guides-sub-pages/blooms-taxonomy/
https://cft.vanderbilt.edu/guides-sub-pages/blooms-taxonomy/
https://acue.org/inclusive-teaching-practices-toolkit/
https://doi.org/10.1111/0362-6784.00115
https://doi.org/10.1111/0362-6784.00115
https://doi.org/10.1111/0362-6784.00115
https://wac.colostate.edu/docs/books/boyer2030/report.pdf
https://wac.colostate.edu/docs/books/boyer2030/report.pdf
https://wac.colostate.edu/docs/books/boyer2030/report.pdf
https://www.semanticscholar.org/paper/Engaging-with-difference-in-higher-education-Bozalek-Carolissen/f2556d794dac8790685bf6c62e01d4e6eea0999b
https://www.semanticscholar.org/paper/Engaging-with-difference-in-higher-education-Bozalek-Carolissen/f2556d794dac8790685bf6c62e01d4e6eea0999b
https://www.semanticscholar.org/paper/Engaging-with-difference-in-higher-education-Bozalek-Carolissen/f2556d794dac8790685bf6c62e01d4e6eea0999b
https://www.semanticscholar.org/paper/Engaging-with-difference-in-higher-education-Bozalek-Carolissen/f2556d794dac8790685bf6c62e01d4e6eea0999b
https://www.semanticscholar.org/paper/Engaging-with-difference-in-higher-education-Bozalek-Carolissen/f2556d794dac8790685bf6c62e01d4e6eea0999b
https://www.semanticscholar.org/paper/Engaging-with-difference-in-higher-education-Bozalek-Carolissen/f2556d794dac8790685bf6c62e01d4e6eea0999b
https://www.semanticscholar.org/paper/Engaging-with-difference-in-higher-education-Bozalek-Carolissen/f2556d794dac8790685bf6c62e01d4e6eea0999b
https://www.semanticscholar.org/paper/Engaging-with-difference-in-higher-education-Bozalek-Carolissen/f2556d794dac8790685bf6c62e01d4e6eea0999b
https://www.semanticscholar.org/paper/Engaging-with-difference-in-higher-education-Bozalek-Carolissen/f2556d794dac8790685bf6c62e01d4e6eea0999b
https://www.semanticscholar.org/paper/Engaging-with-difference-in-higher-education-Bozalek-Carolissen/f2556d794dac8790685bf6c62e01d4e6eea0999b
https://www.semanticscholar.org/paper/Engaging-with-difference-in-higher-education-Bozalek-Carolissen/f2556d794dac8790685bf6c62e01d4e6eea0999b
https://www.semanticscholar.org/paper/Engaging-with-difference-in-higher-education-Bozalek-Carolissen/f2556d794dac8790685bf6c62e01d4e6eea0999b
https://www.semanticscholar.org/paper/Engaging-with-difference-in-higher-education-Bozalek-Carolissen/f2556d794dac8790685bf6c62e01d4e6eea0999b
https://www.semanticscholar.org/paper/Engaging-with-difference-in-higher-education-Bozalek-Carolissen/f2556d794dac8790685bf6c62e01d4e6eea0999b
https://www.semanticscholar.org/paper/Engaging-with-difference-in-higher-education-Bozalek-Carolissen/f2556d794dac8790685bf6c62e01d4e6eea0999b
https://www.youtube.com/watch?v=cO4-jUu5Tps
http://www.jstor.org/stable/23479642
https://doi.org/10.1177/0042085918794802
https://assessmentinstitute.iupui.edu/overview/institute-files/2020-institute/tuesday-2020/lundquist14O.pdf
https://assessmentinstitute.iupui.edu/overview/institute-files/2020-institute/tuesday-2020/lundquist14O.pdf
https://assessmentinstitute.iupui.edu/overview/institute-files/2020-institute/tuesday-2020/lundquist14O.pdf
https://doi.org/10.20429/ijsotl.2009.030116

Bibliography

Crenshaw, Kimberle. (1988). Race, Reform, and Retrenchment: Transformation and Legitimation in Antidiscrimination Law. Harvard Law Review 101, no. 7: 1331-87.
https://www.jstor.org/stable/1341398.

Crossroads Antiracism Organizing and Training. (2020). Continuum on Becoming an Antiracist Multicultural Institution. Vineburg: Crossroads.

Curry, M. (2022). Critical Friends Groups: The Possibilities and Limitations Embedded in Teacher Professional Communities Aim ed at Instructional Improvement and School Reform. Teachers College
Record, 110(4).

Danowitz, Mary Ann and Frank Tuitt. (2011). “Enacting Inclusivity through Engaged Pedagogy: A Higher Education Perspective.” Equity & Excellence in Education 44, no. 1: 40-56.
https://doi.org/10.1080/10665684.2011.539474

Delano-Oriaran, Omobolade and Marguerite W. Parks. (2105). One Black, One White: Power, White Privilege, & Creating Safe Spaces. Multicultural Education 22, no. 3/4: 15-19.
https://www.semanticscholar.org/paper/One-Black%2C-One-White %63 A-Power%2 C-White-Privilege%2C-%26-Delano-Oriaran-Parks/2204090b2307702c8258e 3d8 54b4 3aed8dcl 9aed

DiAngelo, Robin, and Ozlem Sensoy. (2014). Leaning in: A Student’s Guide to Engaging Constructively with Social Justice Content. Radical Pedagogy 11(1): 1-15. https://robindiangelo.com/wp-
content/articles/rad-ped-leaning-in.pdf

DiAngelo, Robin. (2011). White Fragility. International Journal of Critical Pedagogy 3, no. 3: 54-70. https://libjournal.uncg.edu/ijcp/article/view/249

Dixson, Adrienne D. and Celia K. Rousseau. (2005). And We are Still not Saved: Critical Race Theory in Education Ten Years Later. Race Ethnicity and Education 8, no. 1: 7-27.
https://doi.org/10.1080/1361332052000340971

Dweck, C.S. (2007). Mindset: The New Psychology of Success. Updated Edition. Ballantine Books.

Felten, P., & Lambert, L.M. (2020). Relationship-Rich Education: How Human Connections Drive Success in College. Johns Hopkins University Press.

Fischer, M.R,, Jr., & Bandy, J. (2019). Assessing Student Learning. Vanderbilt University Center for Teaching. Retrieved 2/7/23 from https://cft.vanderbilt.edu/assessing-student-learning/

Ford, K.A. (2012). Shifting White Ideological Scripts: The Educational Benefits of Inter- and Intraracial Curricular Dialogues on the Experiences of White College Students. Journal of Diversity in Higher
Education 5, no. 3: 138-58. https://doi.org/10.1037/a0028917

Freire, Paulo. (1968). Pedagogy of the Oppressed. Continuum.

Harbin, Myra Brielle, Amie Thurber, and Joe Bandy. (2019). Teaching Race, Racism, and Racial Justice: Pedagogical Principles and Classroom Strategies for Course Instructors. Race and Pedagogy
Journal 4, no. 1: 1-37. https://soundideas.pugetsound.edu/cgi/viewcontent.cgi?article=1044& context=rpj

Heifetz, Ronald. (1994). Leadership without easy answers. Cambridge: Harvard University Press.

hooks, bell. (1994). Teaching to Transgress: Education as the Practice of Freedom. Routledge.

hooks, bell. (2003). Teaching Community: A Pedagogy of Hope. Routledge.

Housee, Shirin. (2008). Should Ethnicity Matter When Teaching about ‘Race’ and Racism in the Classroom? Race, Ethnicity and Education 11, no. 4: 415-28.
https://doi.org/10.1080/136133208024789 60

Hurney, C., Glazer, F., & Grooters, S. (2022). The State of Diversity, Equity, and Inclusion in The POD Network. POD Network Conference, Seattle, November 18, 2022.

Immordino-Yang, Mary Helen and Antonio Demasio. (2007). We Feel, Therefore We Learn: The Relevance of Affective and Social Neuroscience to Education. Mind, Brain & Education 1, no. 1: 3-10.
https://doi.org/10.1111/j.1751-228X.2007.00004.x

Indiana University-Purdue University Indianapolis. (2023). Engaged learning Taxonomies: Sustaining the Quality of High-Impact Experiences. Indianapolis: IUPUI

Kandaswamy, Priya. (2007). Beyond Colorblindness and Multiculturalism: Rethinking Anti-Racist Pedagogy in the University Classroom. Radical Teacher 80, Winter: 6-11.
https://www.jstor.org/stable/207 10420

Khalifa, M. A., Gooden, M. A., & Davis, J. E. (2016). Culturally Responsive School Leadership: A Synthesis of the Literature. Review of Educational Research, 86(4), 1272-1311.
https://doi.org/10.3102/0034654316630383

44 Made with GRRANA



https://gamma.app/?utm_source=made-with-gamma
https://www.jstor.org/stable/1341398
https://doi.org/10.1080/10665684.2011.539474
https://www.semanticscholar.org/paper/One-Black%2C-One-White%3A-Power%2C-White-Privilege%2C-%26-Delano-Oriaran-Parks/2204090b2307702c8258e3d854b43aed8dc19aed
https://www.semanticscholar.org/paper/One-Black%2C-One-White%3A-Power%2C-White-Privilege%2C-%26-Delano-Oriaran-Parks/2204090b2307702c8258e3d854b43aed8dc19aed
https://www.semanticscholar.org/paper/One-Black%2C-One-White%3A-Power%2C-White-Privilege%2C-%26-Delano-Oriaran-Parks/2204090b2307702c8258e3d854b43aed8dc19aed
https://www.semanticscholar.org/paper/One-Black%2C-One-White%3A-Power%2C-White-Privilege%2C-%26-Delano-Oriaran-Parks/2204090b2307702c8258e3d854b43aed8dc19aed
https://www.semanticscholar.org/paper/One-Black%2C-One-White%3A-Power%2C-White-Privilege%2C-%26-Delano-Oriaran-Parks/2204090b2307702c8258e3d854b43aed8dc19aed
https://www.semanticscholar.org/paper/One-Black%2C-One-White%3A-Power%2C-White-Privilege%2C-%26-Delano-Oriaran-Parks/2204090b2307702c8258e3d854b43aed8dc19aed
https://www.semanticscholar.org/paper/One-Black%2C-One-White%3A-Power%2C-White-Privilege%2C-%26-Delano-Oriaran-Parks/2204090b2307702c8258e3d854b43aed8dc19aed
https://www.semanticscholar.org/paper/One-Black%2C-One-White%3A-Power%2C-White-Privilege%2C-%26-Delano-Oriaran-Parks/2204090b2307702c8258e3d854b43aed8dc19aed
https://www.semanticscholar.org/paper/One-Black%2C-One-White%3A-Power%2C-White-Privilege%2C-%26-Delano-Oriaran-Parks/2204090b2307702c8258e3d854b43aed8dc19aed
https://www.semanticscholar.org/paper/One-Black%2C-One-White%3A-Power%2C-White-Privilege%2C-%26-Delano-Oriaran-Parks/2204090b2307702c8258e3d854b43aed8dc19aed
https://www.semanticscholar.org/paper/One-Black%2C-One-White%3A-Power%2C-White-Privilege%2C-%26-Delano-Oriaran-Parks/2204090b2307702c8258e3d854b43aed8dc19aed
https://www.semanticscholar.org/paper/One-Black%2C-One-White%3A-Power%2C-White-Privilege%2C-%26-Delano-Oriaran-Parks/2204090b2307702c8258e3d854b43aed8dc19aed
https://www.semanticscholar.org/paper/One-Black%2C-One-White%3A-Power%2C-White-Privilege%2C-%26-Delano-Oriaran-Parks/2204090b2307702c8258e3d854b43aed8dc19aed
https://www.semanticscholar.org/paper/One-Black%2C-One-White%3A-Power%2C-White-Privilege%2C-%26-Delano-Oriaran-Parks/2204090b2307702c8258e3d854b43aed8dc19aed
https://www.semanticscholar.org/paper/One-Black%2C-One-White%3A-Power%2C-White-Privilege%2C-%26-Delano-Oriaran-Parks/2204090b2307702c8258e3d854b43aed8dc19aed
https://www.semanticscholar.org/paper/One-Black%2C-One-White%3A-Power%2C-White-Privilege%2C-%26-Delano-Oriaran-Parks/2204090b2307702c8258e3d854b43aed8dc19aed
https://www.semanticscholar.org/paper/One-Black%2C-One-White%3A-Power%2C-White-Privilege%2C-%26-Delano-Oriaran-Parks/2204090b2307702c8258e3d854b43aed8dc19aed
https://www.semanticscholar.org/paper/One-Black%2C-One-White%3A-Power%2C-White-Privilege%2C-%26-Delano-Oriaran-Parks/2204090b2307702c8258e3d854b43aed8dc19aed
https://www.semanticscholar.org/paper/One-Black%2C-One-White%3A-Power%2C-White-Privilege%2C-%26-Delano-Oriaran-Parks/2204090b2307702c8258e3d854b43aed8dc19aed
https://www.semanticscholar.org/paper/One-Black%2C-One-White%3A-Power%2C-White-Privilege%2C-%26-Delano-Oriaran-Parks/2204090b2307702c8258e3d854b43aed8dc19aed
https://www.semanticscholar.org/paper/One-Black%2C-One-White%3A-Power%2C-White-Privilege%2C-%26-Delano-Oriaran-Parks/2204090b2307702c8258e3d854b43aed8dc19aed
https://www.semanticscholar.org/paper/One-Black%2C-One-White%3A-Power%2C-White-Privilege%2C-%26-Delano-Oriaran-Parks/2204090b2307702c8258e3d854b43aed8dc19aed
https://robindiangelo.com/wp-content/articles/rad-ped-leaning-in.pdf
https://robindiangelo.com/wp-content/articles/rad-ped-leaning-in.pdf
https://robindiangelo.com/wp-content/articles/rad-ped-leaning-in.pdf
https://robindiangelo.com/wp-content/articles/rad-ped-leaning-in.pdf
https://robindiangelo.com/wp-content/articles/rad-ped-leaning-in.pdf
https://robindiangelo.com/wp-content/articles/rad-ped-leaning-in.pdf
https://robindiangelo.com/wp-content/articles/rad-ped-leaning-in.pdf
https://robindiangelo.com/wp-content/articles/rad-ped-leaning-in.pdf
https://robindiangelo.com/wp-content/articles/rad-ped-leaning-in.pdf
https://libjournal.uncg.edu/ijcp/article/view/249
https://doi.org/10.1080/1361332052000340971
https://cft.vanderbilt.edu/assessing-student-learning/
https://cft.vanderbilt.edu/assessing-student-learning/
https://cft.vanderbilt.edu/assessing-student-learning/
https://cft.vanderbilt.edu/assessing-student-learning/
https://cft.vanderbilt.edu/assessing-student-learning/
https://cft.vanderbilt.edu/assessing-student-learning/
https://psycnet.apa.org/doi/10.1037/a0028917
https://soundideas.pugetsound.edu/cgi/viewcontent.cgi?article=1044&context=rpj
https://doi.org/10.1080/13613320802478960
https://static.sched.com/hosted_files/pod2022seattle/dc/POD_Presidents%20Panel%20DEI%20Update_Fall2022_FINAL.pdf
https://doi.org/10.1111/j.1751-228X.2007.00004.x
https://doi.org/10.1111/j.1751-228X.2007.00004.x
https://doi.org/10.1111/j.1751-228X.2007.00004.x
https://getengaged.iupui.edu/faculty-and-staff/taxonomies/index.html
https://getengaged.iupui.edu/faculty-and-staff/taxonomies/index.html
https://getengaged.iupui.edu/faculty-and-staff/taxonomies/index.html
https://www.jstor.org/stable/20710420
https://doi.org/10.3102/0034654316630383

Bibliography

Kishimoto, Kyoko. (2018). Anti-racist Pedagogy: From Faculty’s Self-reflection to Organizing within and beyond the Classroom. Race Ethnicity and Education 21, no. 4: 540-54.
https://doi.org/10.1080/13613324.2016.1248824

Kohlberg, L. (1958). The Development of Modes of Thinking and Choices in Years 10 to 16. Ph. D. Dissertation, University of Chicago.

Kohlberg, L. (1984). The Psychology of Moral Development: The Nature and Validity of Moral Stages (Essays on Moral Development, Volume 2). Harper & Row.

Kumashiro, Kevin K. (2000). Teaching and Learning through Desire, Crisis, and Difference: Perverted Reflections on Anti-oppressive Education. The Radical Teacher 58, Fall: 6-11.
https://www.jstor.org/stable/20710047

Ladson-Billings, G. (1995). Toward a Theory of Culturally Relevant Pedagogy. American Educational Research Journal, 32(3), 465-491. https://doi.org/10.3102/00028312032003465

Leibowitz, Brenda, Vivienne Bozalek, Poul Rohleder, Ronelle Carolissen, and Leslie Swartz. (2010). ‘Ah, but the Whiteys Love to Talk about themselves’: Discomfort as a Pedagogy for Change. Race,
Ethnicity and Education 13, no. 1: 83-100. https://doi.org/10.1080/13613320903364523

Leonardo, Zeus and Ronald K. Porter. (2010). Pedagogy of Fear: Toward a Fanonian Theory of ‘Safety’ in Race Dialogue. Race Ethnicity and Education 13, no. 2: 139-57.
https://doi.org/10.1080/13613324.2010.482898

Levine-Rasky, Catherine. (2015). Research For/About/With the Community: A Montage. Cultural Studies-Critical Methodologies 15, no. 6: 455-67. https://doi.org/10.1177%2F1532708615572359

Lichty, Lauren F. and Eylin Palamaro-Munsell. (2017). Pursuing an Ethical, Socially Just Classroom: Searching for Community Psychology Pedagogy. American journal of community psychology 60, no.
3-4: 316-26. https://doi.org/10.1002/ajcp.12199

Locks, Angela M., Sylvia Hurtado, Nicholas Bowman, & Letecia Oseguera. (2008). Extending Notions of Campus Climate and Diversity to Students’ Transition to College. Review of Higher Education.
31(3): 257-85.

Lundquist, A.E., & Henning, G. (2020). From Avoiding Bias to Social Justice: A Continuum of Assessment Practices to Advance Diversity, Equity, and Inclusion. Ch. 4 in Spicer-Runnels, A.D., &
Simpson, T.E. (Eds.) Developing an Intercultural Responsive Leadership Style for Faculty and Administrators (pp. 47-61). |Gl Global.

Matias, Cheryl E. and Janiece Mackey. (2015). Breakin’ Down Whiteness in Antiracist Teaching: Introducing Critical Whiteness Pedagogy. The Urban Review: Issues and Ideas in Public Education 48, no.
1: 32-50. https://eric.ed.gov/?id=EJ1091197

Milkman, K.L., Akinola, M., and Chugh, D. (2014). What Happens Before? A Field Experiment Exploring How Pay and Representation Differentially Shape Bias on the Pathway into Organizations.
Social Science Research Network.

Milner, H.R. (2017). Where's the Race in Culturally Relevant Pedagogy? Teachers College Record, 119(1), 1-32. https://doi.org/10.1177/016146811711900109

Milner, Rich. (2012). Beyond a Test Score: Explaining Opportunity Gaps in Educational Practice. Journal of Black Studies. 43(6).

Montenegro, E., & Jankowski, N.A. (2020). A New Decade for Assessment: Embedding Equity into Assessment Praxis. NILOA.

National Equity Project. (2023). Introduction to Liberatory Design. Oakland: NEP.

National Institute for Learning Outcomes Assessment. (2023). Equity in Assessment. Champaign: NILOA.

Nieto, L. (2010). Beyond Inclusion, Beyond Empowerment: A Developmental Strategy to Liberate Everyone. Cuetzpalin.

Pipe, L., & Stephens, J.T. (2021). Toward a Liberated Learning Spirit: A Model for Developing Critical Consciousness. Journal of Scholarship of Teaching and Learning, 21(2), 121-139.

Portman, Joel, Tuyen Trisa Bui, Javier Ogaz, and Jesus Trevino. (2015). “Microaggressions in the Classroom.” University of Denver.

Reid, E.S., & Weinstein, A. (2022). Embedding Inclusive Teaching in College Policies. POD Network Conference, Seattle, November 18, 2022.

Sathy, V., & Hogan, K. (2021). How to Make Your Teaching More Inclusive: Advice Guide. The Chronicle of Higher Education. Downloaded 10/1/21.

Shulman, L. S. (2005). Signature pedagogies in the professions. Daedalus, 134(3), 52-59. doi:10.1162/0011526054622015

Steele, Claude. (2011). Whistling Vivaldi: How Stereotypes Affect Us and What We Can Do. WW Norton.

Student Affairs Assessment Leaders. (2022). Equity-Minded Assessment: The Time is Now. SAAL: Kent State University.

45 Made with GRRANA


https://gamma.app/?utm_source=made-with-gamma
https://doi.org/10.1080/13613324.2016.1248824
https://www.jstor.org/stable/20710047
https://doi.org/10.3102/00028312032003465
https://doi.org/10.1080/13613320903364523
https://doi.org/10.1080/13613324.2010.482898
https://doi.org/10.1177%2F1532708615572359
https://doi.org/10.1002/ajcp.12199
https://eric.ed.gov/?id=EJ1091197
https://doi.org/10.1177/016146811711900109
https://www.nationalequityproject.org/frameworks/liberatory-design
https://www.learningoutcomesassessment.org/equity/#equitycases
https://files.eric.ed.gov/fulltext/EJ1303440.pdf
https://static.sched.com/hosted_files/pod2022seattle/6d/22-POD%20Embedding%20Inclusive%20Teaching.pdf
https://www.chronicle.com/article/how-to-make-your-teaching-more-inclusive/?cid2=gen_login_refresh&cid=gen_sign_in
http://studentaffairsassessment.org/entries/blog/equity-minded-assessment-the-time-is-now
http://studentaffairsassessment.org/entries/blog/equity-minded-assessment-the-time-is-now
http://studentaffairsassessment.org/entries/blog/equity-minded-assessment-the-time-is-now

Bibliography

Sue, Derald Wing. (2010). Microaggressive Impact on Education and Teaching: Facilitating Difficult Dialogues on Race in the Classroom. Ch 11 in Microaggressions in Everyday Life: Race, Gender, and
Sexual Orientation. John Wiley & Sons.

Suoranta, Juha and Olli-Pekka Moisio. (2006). “Critical Pedagogy as Collective Social Expertise in Higher Education.” International Journal of Progressive Education 2, no. 3: 47-64.
https://eric.ed.gov/?id=EJ1067920

Thurber, Amie and Robin DiAngelo. (2018). Microaggressions: Intervening in Three Acts. Journal of Ethnic & Cultural Diversity in Social Work 27, no. 1: 17-27.
https://www.tandfonline.com/doi/abs/10.1080/15313204.2017.1417941

Tuitt, F., Haynes, C., & Stewart, S. (Eds.) (2016). Race, Equity, and the Learning Environment: The Global Relevance of Critical and Inclusive Pedagogies in Higher Education. San Francisco: Stylus.

University of California. (2022). Advancing Inclusion and Anti-Racism in the College Classroom: A Rubric and Resource Guide for Instructors. Berkeley: Department of Environmental Science, Policy,
and Management. University of California, Berkeley. January.

Vo, L.T. (2012). Navigating the Academic Terrain: The Racial and Gender Politics of Elusive Belonging. in Gutierrez y Muhs, G., Niemann, Y.F., Gonzalez, C.G., & Harris, A.P. (Eds.) Presumed
Incompetent: The Intersections of Race and Class for Women in Academia. Utah State University Press.

Williams, Bianca C. (2016). Radical Honesty: Truth-telling as Pedagogy for Working Through Shame in Academic Spaces in Race, Equity, and the Learning Environment: The Global Relevance of Inclusive
Pedagogies for Higher Education edited by Frank Tuitt, Chayla Haynes, and Saran Stewart. Sterling: Stylus.

Williams, John A. (1994). Classroom in conflict: Teaching controversial subjects in a diverse society. Albany: State University of New York Press.

Young, E. (2010). Challenges to Conceptualizing and Actualizing Culturally Relevant Pedagogy: How Viable Is the Theory in Classroom Practice? Journal of Teacher Education, 61(3), 248-260.
https://doi.org/10.1177/0022487109359775

Zehnder, C,, Alby, C., Kleine, K., & Metzker, J. (2020). Learning that Matters: A Field Guide to Course Design for Transformative Education. Myers Education Press.

Zembylas, Michalinos. (2012). Pedagogies of Strategic Empathy: Navigating through the Emotional Complexities of Anti-racism in Higher Education. Teaching in Higher Education 17, no. 2: 113-25.
https://doi.org/10.1080/13562517.2011.611869

46

Made with GAMINNA


https://gamma.app/?utm_source=made-with-gamma
https://eric.ed.gov/?id=EJ1067920
https://www.tandfonline.com/doi/abs/10.1080/15313204.2017.1417941
https://ourenvironment.berkeley.edu/news/2022/01/advancing-inclusion-and-anti-racism-college-classroom#:~:text=A%20new%20tool%20created%20by,course%20design%20and%20teaching%20practices.
https://ourenvironment.berkeley.edu/news/2022/01/advancing-inclusion-and-anti-racism-college-classroom#:~:text=A%20new%20tool%20created%20by,course%20design%20and%20teaching%20practices.
https://ourenvironment.berkeley.edu/news/2022/01/advancing-inclusion-and-anti-racism-college-classroom#:~:text=A%20new%20tool%20created%20by,course%20design%20and%20teaching%20practices.
https://doi.org/10.1177/0022487109359775
https://doi.org/10.1080/13562517.2011.611869

	Slide 1
	Slide 2
	Slide 3
	Slide 4
	Slide 5
	Slide 6
	Slide 7
	Slide 8
	Slide 9
	Slide 10
	Slide 11
	Slide 12
	Slide 13
	Slide 14
	Slide 15
	Slide 16
	Slide 17
	Slide 18
	Slide 19
	Slide 20
	Slide 21
	Slide 22
	Slide 23
	Slide 24
	Slide 25
	Slide 26
	Slide 27
	Slide 28
	Slide 29
	Slide 30
	Slide 31
	Slide 32
	Slide 33
	Slide 34
	Slide 35
	Slide 36
	Slide 37
	Slide 38
	Slide 39
	Slide 40
	Slide 41
	Slide 42
	Slide 43
	Slide 44
	Slide 45
	Slide 46

