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Charged Discussions as Learning Opportunities Series
PART 1: Establishing a Supportive and Inclusive Learning Environment

The prologue to the UC Davis Principles of Community states that, “UC Davis is a diverse community
comprised of individuals having many perspectives and identities;” as such, “we recognize that to create
an inclusive and intellectually vibrant community, we must understand and value both our individual
differences and our common ground.” Discussions about difference, power, inequality, and other charged
topics can help students recognize and investigate their assumptions, develop new appreciation for
differences, and lead to transformative learning experiences (Brookfield and Preskill, 1999; Kipp, 2008).
But for such dialogues to be successful, a supportive and inclusive learning environment is necessary, as
well as skillful facilitation on the part of the instructor (Sue et al., 2009). Without these elements, anger,
hostility, silence, and breakdowns in communication can occur. The three parts of this resource series
offer a guide to managing charged conversations in your classroom.

Establishing a Supportive and Inclusive Learning Environment

An inclusive and supportive learning environment is a key foundation for effective discussions about
charged topics (Brookfield & Preskill, 1999; Goodman, 1995). Efforts to establish such an environment
should begin on the first day of class. Here are a few ways to help all your students feel comfortable

taking risks in class:

Incorporate “Working agreements” can be formal | “No cross-talk” or no interrupting
“working or informal compacts developed by |-
agreements” into the classroom community that “Step up/Step back”: students who
your classroom. determine how that community will usually talk a lot should consider
work together (Haskell, n.d.). You can | speaking a little less and students who
generate working agreements as a rarely speak in class can consider
class, or you can provide working speaking up more.
agreements for your students’ oo
ratification. A few common working “Criticize ideas, not individuals”

agreements fan be found to the right. j------------------m-momomomo
“Avoid assumptions” about any member
of the class.
“Three before me”: after a student
contributes in class, they should wait
until three other students have spoken
before they speak again.

Provide diverse Working to ensure that all students Diverse points of view can be

points of view on might see themselves reflected in incorporated through the examples

course topics. course content signals that everyone’s | used to explain course concepts,
identity and group membership are through diverse cultural references, and
valued, and emphasizes the through diverse scholarly perspectives,
importance of considering multiple among other examples.

points of view on a topic.

Consider using “Micro-affirmations,” (Rowe, 2008) are | Micro-affirmations can include

micro-affirmations. small acts of support that foster welcoming facial expressions, making
inclusion, listening, comfort, and concerted efforts to use students’
support for people who may feel correct names, pronunciations, and
isolated or invisible in an environment. | pronouns, and rewarding positive
Using micro-affirmations can behaviors.

cee.ucdavis.edu
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“communicate to students that they
are welcome, visible, and capable of
performing well” (Powell, Demetriou, &
Fisher, 2013).

Additional Resources
Make sure students know about campus resources, such as:

e AB540 and Undocumented Student Center

Cross Cultural Center

LGBTQIA (Lesbian, Gay, Bisexual, Trans, Queer, Intersex and Asexual) Resource Center
The Student Recruitment and Retention Center

Women’s Resources and Research Center

Community Advising Network

Student Health and Counseling Services

The UC Davis Principles of Community

Citation
Center for Educational Effectiveness [CEE]. (2018). Charged Discussions as Learning Opportunities Series.
Just-in-Time Teaching Resources. Retrieved from hiips://cee.ucdavis.edu/JITT

References
Brookfield, S., & Preskill, S. (1999). Discussion as a way of teaching: tools and techniques for democratic
classrooms. San Francisco, CA: Jossey-Bass Publishers.

Goodman, D. (1995). “Difficult dialogues: Enhancing discussions about diversity.” College Teaching, 43,
47-52.

Haskell, J. (n.d.). “Working Agreements.” Retrieved from https://www.uvm.edu/sites/default/files/working-
agreements-defined.pdf

Kipp, B. (2008). What instructors can do to safely facilitate controversial discussion. In K. Landis (Ed.) Start
talking: a handbook for engaging in difficult dialogues in higher education (pp. 30-32). Anchorage,
AK: University of Alaska Anchorage. Retrieved from
http://www.difficultdialoguesuaa.org/handbook/content/essay_what_instructors_can_do_to_safely
_facilitate_controversial_discussion

Powell, C., Demetriou, C., & Fisher, A. (2013, October). Micro-affirmations in academic advising: Small acts,
big impact. The Mentor: An Academic Advising Journal. Retrieved from
https://dus.psu.edu/mentor/2013/10/839/

Rowe, M. (2008). Micro-affirmations and micro-inequities. Journal of the International Ombudsman
Association, 1(1), 45-48.

Sue, D. W., Lin, A. |, Torino, G. C., Capodilupo, C. M., & Rivera, D. P. (2009). Racial microaggressions and
difficult dialogues on race in the classroom. Cultural Diversity & Ethnic Minority Psychology, 15(2),
183-190.

cee.ucdavis.edu


http://occr.ucdavis.edu/poc/
http://undocumented.ucdavis.edu/
http://ccc.ucdavis.edu/
http://lgbtqia.ucdavis.edu/
https://srrc.ucdavis.edu/
http://wrrc.ucdavis.edu/
https://shcs.ucdavis.edu/services/can
https://shcs.ucdavis.edu/

/=\ UCDAVIS

| W=t

Center for Educational Effectiveness

Office of Undergraduate Education

Charged Discussions as Learning Opportunities Series

PART 2: Planning and Facilitating Charged Conversations

For charged conversations to be most effective, a great deal of planning is necessary (Brookfield &
Preskill, 1999; Goodman, 1995; Kipp, 2008). This planning should account not only for the time during the
discussion, but also before and after the conversation. In PART 2 of this resource series, we offer a few
suggestions on what to do before, during, and after a charged conversation.

Before Discussions

Before engaging in a charged discussion with your students, you should consider why you’re engaging in
the discussion, and create clear guidelines for yourself and your students to help keep the discussion on
track. Here are a few suggestions for what you can do to prepare for a charged conversation before class:

Define a clear
purpose to focus your
discussion and tie it to
the course’s learning
outcomes.

Be sure to communicate this
purpose to your students. Charged
discussion topics are particularly
well-suited to learning outcomes
that focus on critical thinking and
reasoning skKills.

Topic examples may include
understanding the complexities of a
contentious social issue, analyzing the
root causes for social conflict by taking a
historical perspective, predicting
possible implications or consequences of
a conflict or policy, and/or developing
recommendations for purposeful action
in relation to an issue, among others.

Establish common
knowledge in relation
to a topic.

This will allow your discussion to
focus on specific examples.

To establish common knowledge
amongst yourself and your students, you
can assign readings in relation to a topic
and/or watch a video in class to prompt
discussion. Another method is to identify
what students would like to know about
a topic, and list questions on the board
that you can return to; this will help
situate portions of the discussion that are
speculative or otherwise lack common
knowledge base.

Anticipate “hot
button” topics or
comments.

Identifying and considering your
response to these “hot button”
topics ahead of time will help you
respond effectively in the moment
(Goodman, 1995).

Questions you might ask yourself
include: what issues, comments, or
points of view might provoke a strong
personal response in you? In your
students? What topics are currently
charged on campus, in the news, on
social media, or in our larger society?

Prepare questions to
guide the discussion.

This can help keep the discussion
on track, and provide you with a
way to redirect students should the
discussion get too uncomfortable.
To the right, Brookfield & PreskKill
(1999) identify types of questions
that can keep discussions moving
and focused on learning goals.

Questions that ask for more evidence:
e.g. “How do you know that?”
Questions that ask for clarification: e.g.
“Can you think of an example?”

Open guestions that require more than a
yes or no response: e.g., “What did the
author mean when she said...”

cee.ucdavis.edu
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Linking or extension questions: e.g.
“How does your observation relate to
what we discussed last week?”

Hypothetical questions: e.g. “Is this event
had happened today, what role do you
think the internet might play?”

Cause-and-effect questions: e.g. “What is
likely to be the effect of raising the
average class size from 15 to 30 on the
ability of learners to conduct interesting
and engaging discussions?”

Summary and synthesis questions: e.g.
“What remains unresolved or under
debate about this topic?”

During Discussion

During the discussion, your goal should be to keep the discussion on track, ensure that everyone is able
to participate equally, and to affirm students diverse experiences. Here are a few suggestions:

Be an active
facilitator, rather than
a passive observer.

Be prepared to re-direct the
conversation when it strays too far
from its intended focus, and
acknowledge some points as
important but tangential.

You can write these comments or topics
on the board and re-cap them at the end
of class as topics to consider outside of
class, so as to validate student
contributions. Kipp (2008) suggests the
following phrasing for redirections: “This
is a great discussion so far, and | am
sorry to interrupt, but we need to switch
gears slightly at this point so we can be
sure that the other sides of the issue are
covered.”

Accept students’
different realities.

The different circumstances,
backgrounds, and opportunities
instructors and students bring to the
classroom may influence their
perceptions; therefore, students
may experience the world
differently than you do.

It’s important to affirm rather than
question students’ experiences,
particularly with issues of diversity and
discrimination.

Vary the format of the
discussion so all
students can
participate.

This can help ensure that all
students have the opportunity to
participate, even students who may
not feel as comfortable speaking to
the whole class.

cee.ucdavis.edu

Quotes to Affirm and Challenge: In small
groups, ask students to bring in one
quote from an assigned reading to affirm
(because it is rhetorically effective,
politically compelling, resonates with
their experience, etc.) and one quote to
challenge (because it is poorly
expressed, ideologically problematic,
contradicts their experience, etc.).
Students then share their quotes in small
groups, and each group is tasked with
choosing one quote to affirm and one to
challenge in a large classroom
discussion.
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Circle of Voices: In small groups, allow
all students one minute to respond out
loud to a discussion question without
interruption, with the option to pass. As
the discussion moves forward from
there, all the comments must refer back
to one of the original comments.

Share examples from
your own life.

This can help students see that “not
knowing” and imperfection are part
of the process.

Examples could include how you’ve
learned unfair characterizations of
people, internalized oppression, or made
mistakes.

Affirm all students’
contributions and
experiences.

Even if a student is relating difficult
experiences from a more privileged
perspective, it's important to
validate their contribution as this
can enable them to be more open
to hearing about others’
experiences.

At the same time, it’s important that
students understand the difference
between personal discomfort or feeling
out of place, and systemic inequalities.

Acknowledge
differences in
communication styles.

Acknowledging the diversity of
communication styles can help
prevent potential conflicts.

The same discussion might feel angry to
one person and engaging or exciting to
another.

Wrapping Up Discussions
Finish the discussion in a way that reinforces what’s been discussed, assesses students’ experience, and
is mindful of students’ well being. This will help ensure students learn and retain the important concepts
from class. Here are a few suggestions for how to wrap up the discussion:

Review the main
topics covered in the
discussion.

This will help ensure that everyone
is on the same page, and that
students can connect ideas from the
discussion to larger course
concepts.

One way to do this is to ask students to
write their own re-cap and then confirm
as a class the most important points.

Assess your students’

Assessing your students’

The “Muddiest Point”: Ask students to

students who seemed
uncomfortable.

looked uncomfortable during class
but didn’t speak up, check with
them to see how they’re doing.

experience. experience with the discussion can | write down one point that’s not clear to
help you make sure that no one is them. Students can turn this in on a
leaving the conversation angry, notecard, or an online forum.
and/or give you an opportunity to o
address students’ concerns with the | The “Minute Paper”: Ask students to
discussion in a later class. respond to the following questions in
one minute: “What is an important thing
you learned today? What questions
remain unanswered?” You can use your
students’ responses to guide your next
lesson, and/or discuss them at the
beginning of the next class.
Check in with If you’ve observed students who You could remind them of your

accessibility, via email and office hours,
and invite them to come and talk to you
about their concerns.

cee.ucdavis.edu
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Debrief with a This can provide you with valuable Ask your colleague what they have done
colleague after class if | feedback, support, and energy to in their own class, and see what they
you've engaged in a continue. think of how you handled the discussion.

charged conversation.

Additional Resources
e Oxford Learning Institute’s resource on Brookfield and Preskills’ work.
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PART 3: Responding When Charged Topics Come Up Unexpectedly

Sometimes when charged topics come up unexpectedly in class, it is because a student makes a remark

that could potentially be hurtful or offensive. Other times, it is simply an unexpected turn in a conversation.

Either way, how an instructor responds can have profound implications for students’ experience (Sue et

al.,, 2009; Goodman, 1995).

Strategies

Teaching Suggestions

Think ahead to what
portions of your class might
spark charged
conversations.

Consider your course content, and work to develop specific strategies
for handling those moments. If you're stuck, this resource and others can
help.

Consider how best to
address the charged
moment.

Take a moment and decide whether to address the topic as a class,
address it with a small number of students outside of class, or postpone
it until the next class meeting. Taking a deep breath and counting to 10
can be a useful way to decide slowly. If you decide not to pursue the
discussion, you should still address the comment and say that you will
return to it during the next class or outside of class.

Ask follow up questions.

Ask follow up questions, particularly if a student has made a comment
that’s potentially offensive or hurtful. This can help to clarify what they
meant, which might not be what you heard.

Have students free write
about the topic

Ask students to freewrite for a few minutes about the issue. This can
allow things to calm down, and give you some time to re-group. It’s also a
great way to emphasize the “teaching moment” such comments often
present. Ask students to reflect on what they could learn from the
conversation.

Depersonalize the comment
if it’s potentially hurtful.

You can do this by saying something like, “Thank you for raising that
perspective. Many people feel that way, and you’ve given us an
opportunity to talk about it. Why do you think people hold these views?
Why do you think people who think differently feel that way?”
Responding in this way can ensure that the student who made the
comment won't feel singled out, and can help the class can connect the
conversation to wider social issues.

Try to identify with the
student who brought the
topic up.

If a student expresses a view you used to hold, try to identify with them
and relate how and why your perspective changed. “/ felt, | found, | feel”
is a good model. For example, you could say something like, “l used to
think that way. | feltthat ___ but then | found that____. Now | feel ___".

Relate the comment back to
course readings.

Say something like, “How do you think [insert the author of an assigned
course reading] would respond to that statement?”

Relate the comment back to
course concepts.

Say something like, “How does that viewpoint relate to [insert course
concept]?”

Make a forward looking
statement that affirms
students’ input.

Say something like, “I'd like to see if we might reach a better
understanding about . I really want to hear your feelings
and ideas about this and share my perspective as well.”

cee.ucdavis.edu
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Encouraging Student Motivation Series
PART 1: Motivation in the Classroom

Motivation is perhaps the most critical non-academic factor to positively affect student performance on
coursework (Ambrose et al., 2010; Lotkowski, Robbins, & Noeth, 2004). Increased motivation has been
linked to increased academic achievement (Paulsen & Feldman, 1999), success in handling stressful
situations (Struthers, Perry, & Menec, 2000), and better study skills (Robbins et al., 2004).

Intrinsic and Extrinsic Motivation

Ryan & Deci (2000) explain that sources of student motivation tend to fall into two broad categories:
e Extrinsic motivation: grades, degree requirements, competition, family pressure, incentives
e Intrinsic motivation: genuine interest, personal learning goals, relevance to learner

The various social and cultural contexts that a student experiences, from their personal background to the
new contexts they encounter in the university, have the potential to affect the types of motivation they
experience. Intrinsic and extrinsic motivation are also potentially reinforcing; research has shown that
students who start out with solely extrinsic motivation for a course can develop intrinsic motivation as they
gain competence in the subject matter (Hidi & Renninger, 2006). For underrepresented students, a recent
study by Hernandez et al. (2013) indicates that a desire to develop competence rather than demonstrate
performance (which is strongly related to intrinsic motivation) predicted increased GPAs for African-
American and Latinx students. At the same time, social psychologists have argued that an approach that
places undue value on intrinsic motivation may be tied too strongly to individualistic societies (Cohen et
al., 2005).

How is motivation tied to relevancy?

Linking coursework to student interests can increase intrinsic motivation and help improve student
performance (Ambrose et al., 2010). Emphasizing the relationship between coursework and students’
daily lives, real-world tasks, or academic/professional lives can be especially motivating for

students. Below are a few suggestions to help you get started:

Consider connecting material to | American History example: Discuss changing political campaign
students’ existing interests. For | techniques between the past and present. Pull video excerpts from
example, you could link the recent campaign speeches and have students identify the central
topic to pop culture or current issue being discussed and what type of persuasive technique is
events. being used.

Try to make course material Engineering Example: Ask the class how many bikes a UNITRANS
real-world relevant. For bus can hold at full capacity and follow up with the question, “How
example, you could create would you most efficiently expand that number?”

practical assignments that might
be useful in daily life.

Illustrate how the material can Psychology example: Discuss memory structures in class and have

transfer across subjects. For students practice techniques to help improve memory. Ask students
example, you could make how these techniques could help them in their other classes, and
explicit connections with other | prompt them to try the techniques in at least one other class and
classes or areas of interest. record their results.

How can | demonstrate my enthusiasm for the topic?
Sharing your enthusiasm for a subject can inspire student interest and motivation to learn. Adopting a
personable and engaging classroom manner can help pique student interest in coursework and help

12
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students to meet learning objectives (Allen, Witt, & Wheeless, 2006). Students who have several positive
interactions with faculty are more likely to have high levels of satisfaction with their college experience
(Astin, 1984). Here are a few suggestions for communicating your enthusiasm positively to a class:

Make yourself more These examples should help to connect course concepts with the
approachable by sharing “real world” be demonstrating your own experiences with these
positive, relevant, and concepts.

appropriate examples from your
life with the class.

Consider starting a conversation | Art example: As a child, my favorite type of books to read were
with your students about what comic books. My favorite issue was by an artist who combined
first attracted you to your field; watercolor with photographs to create collages for each panel. |

then, encourage them to wanted to know how they’d done it, so | picked up a camera to start
discuss what attracted themto | figuring it out. What drew you to photography?

the field.

Make classwork active and Medical example: Pass out cups of water - don’t let students drink
engaging by switching up them! In some of the cups, place a few drops of one non-toxic
activities and lecture. This can chemical reagent. Ask students to form small groups and have one
help prevent your class from student pour a bit of their water into the others’ cups. Switch up the
becoming monotonous. groups and repeat three times. Walk around and place one drop of

the trigger reagent in each cup. The cups that have been “infected”
will turn red. Ask students to trace the path of infection and use this
as a spring-board to discuss transmission vectors.

Additional Resources
e On integrating effective classroom practices, visit the CEE teaching support website

o For academic technology support, visit either Academic Technology Services or EdTech
Commons, a site designed to help support teaching with technology.

e Forthe TA handbook and instructional materials, visit the CEE’s TA orientation webpage.
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Encouraging Student Motivation Series

PART 2: Teaching Strategies for Motivating Students to Attend Class & Complete Tasks

Motivation is perhaps the most critical non-academic factor to positively affect student performance on
coursework (Ambrose et al., 2010; Lotkowski, Robbins, & Noeth, 2004). Increased motivation has been
linked to increased academic achievement (Paulsen & Feldman, 1999), success in handling stressful
situations (Struthers, Perry, & Menec, 2000), and better study skills (Robbins et al., 2004).

How can | encourage students to do the assigned readings for class?

Careful framing of reading assignments is an important way an instructor can encourage students to
critically engage with course texts, and can influence how much effort students’ devote to assigned
readings. Below are suggestions you might consider incorporating into your course design, adapted from

Bean (2011):

Incorporate
reading guides.

Reading guides can help students understand how to engage with difficult texts.
Your guide could define key terms, explain necessary background knowledge and
the reading’s rhetorical context, and/or ask questions for students to consider as
they read.

Establish relevancy
for readings.

Establishing the relevancy of a reading can help students understand how a text
relates to the rest of the coursework. One way you might do this is to consistently
refer to specific aspects of the readings during lecture to directly tie the readings
to class work. Another way could be to ask students to cite key concepts from
course readings in their work.

Avoid summarizing
in class.

Consider avoiding summarizing assigned readings during class, as this can send
the message to students that completing assigned readings is not necessary.

Remind students
that they are
novice readers of
scholarly works.

Let students know that scholarly publications are meant for a specialized
audience, and that therefore it is natural to struggle a bit with the language and
content. This gives them an explanation for the difficulty besides personal failing.

Share your own
strategies.

Share your own reading, note-taking, and response writing strategies, and discuss
how they differ among different genres of writing. Students may feel nervous
when faced with academic reading assignment, and your strategies may help
alleviate some of that anxiety.

Additionally, here are a few suggested assignments to encourage student engagement with readings:

Reading quizzes.

Online assessments or a brief pencil-and-paper or clicker quizzes at the beginning
of class can help you quickly assess reading comprehension. If you want student
to engage more critically with a text though, consider using assessments that
require application or inference of central topics--this can encourage more deep
reading and avoid sending the message that students should skim assigned
readings for the “correct answers.” (Bean, 2011)

Marginal notes
approach.

Consider using a marginal notes approach, where students are encouraged to
explain each highlight or underline they make in a text--for example, is it a
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particularly compelling piece of evidence? Something that is unclear? A key term?
This strategy helps students to develop stronger reading comprehension skills as
they actively engage with the text instead of just passively reading it. To bring this
into the classroom, you could start class by asking students to read aloud from
their marginal notes.

Says/Does Says/Does activities ask students to closely analyze each paragraph of an
activities assigned text by reflecting in writing on both what it says (a summary of the
content) and what it does (its purpose or function within the article). This can
heighten understanding of structure and encourage close reading.

Summary tasks. Asking students to summarize a text can be one way to emphasize students’
ability to separate main points from supporting details, and to encourage students
to suspend their own judgements and focus on an author’s points. Consider giving
students the option to summarize the reading with a graphic organizer: a
flowchart, diagram, concept map, or drawing. A popular addendum to this activity
is to have a second short writing that responds to, argues with, questions, doubts
or goes beyond the original reading.

Mock author Ask students to write mock interviews with the author, in which they pose
interviews. questions and the author responds from their particular intellectual standpoint.

How can | motivate students to attend class?

Class attendance has been linked positively to class grades, and is a stronger predictor of college GPA
than standardized test performance or study skills (Crede, Roche, & Kieszczynka, 2010). Simply noting this
to students is a simple way to promote attendance. Below are some suggestions for encouraging
attendance:

o Low-stakes active learning activities can encourage student attendance. For example, short
reading quizzes, think pair share activities, free writes, etc.

e Another option is to incorporate small-group activities into your classes. This will allow students to
benefit from active learning techniques (Bligh, 2000; Prince, 2004) and provide an experience that
is not available through webcasting/podcasting a missed lecture. Active learning has been proven
to benefit students of all backgrounds across a wide variety of course topics and classroom
settings (Freeman et al., 2014; Reimer et al., 2016).

e While small-group activities result in more interaction, the use of clicker questions can also be a
useful form of formative assessment. Not only can you gain a better picture of your students’
understanding, but this in-class work can also double as low-stakes participation activities.
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Encouraging Student Motivation Series
PART 3: Motivating Students through Feedback and Clear Expectations

Motivation is perhaps the most critical non-academic factor to positively affect student performance on
coursework (Ambrose et al., 2010; Lotkowski, Robbins, & Noeth, 2004). Increased motivation has been
linked to increased academic achievement (Paulsen & Feldman, 1999), success in handling stressful
situations (Struthers, Perry, & Menec, 2000), and better study skills (Robbins et al., 2004).

How can | communicate clear expectations for student performance?

Students tend to perform better when they know what is expected of them and are given guidance on
how to meet those expectations (Davis, 2009). Below are suggestions on how to set expectations in the
classroom:

Provide lesson Try to provide learning objectives for each lesson that tell students what they
objectives. will learn, and ensure that students are aware of these learning objectives and
any assessments. You could do this by starting each class period with either a
one-slide presentation of the day’s learning objectives or writing the learning
objectives on the board. An example from Linguistics might be: “Today we will
be discussing morphemes. By the end of the class, you should be able to
define what a morpheme is, differentiate free versus bound morphemes, and
be able to generate examples of each type.”

Make your Use the syllabus to clearly define what students need to do to be successful in
expectations clear in your class, and provide them with explanations, timelines, and additional

the syllabus. resources for each assignment.

Post rubrics well in Whenever possible, post assignment grading rubrics for the students to

advance of due dates. | peruse before starting the assignment. This allows students to evaluate their
own work according to your expectations prior to grading and gives guidelines
for improvement. Here are a few examples from Carnegie Mellon’s Eberly
Center for Teaching Excellence and Educational Innovation

Provide examples from | If possible, provide examples of successful student work along with rubrics.

previous students. This can give students a model to reference as they work on their own project.
Tell them you believe | In addition to communicating what the important learning objectives are, let
they can meet your your students know that you expect that they will meet these goals--you
expectations. believe they can do it. This is especially important for underrepresented or

underprepared students.

How can effective feedback help motivate my class?
Studies show that students tend to value feedback that is “timely, individualized and focused” (Hyland,
2013). Below are some suggestions on providing effective feedback:

Practice effective Providing students with timely, task-specific positive feedback increases
feedbacking intrinsic motivation to learn and helps students stay on-task during classroom
strategies. learning activities (Cameron & Pierce, 1994). For more suggestions on how to

provide effective feedback to students, see our “Effective Feedback Series.”
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Avoid singling out Instead, praise the class as a whole for performance on tasks. For example,
specific students for you could say: “Overall, the class did very well on the exam/problem
praise or comparing set/writing assignment. I’'m very pleased with your performance. If you weren’t
one group of students | happy with your performance, please come see me and we’ll work on a plan to
to another. help you get your grade to where you’d like it to be.”
Provide individual Individualized feedback helps the student to feel that they stand out and
written/verbal praise prevents feelings of anonymity. The in Canvas can help
on specific make the process of composing feedback easier as it provides a quick and
assignments. direct way to give each student individual feedback and grades for work
submitted online.

Ensure the feedback is | This encourages students to pay attentions to your feedback, and to
returned is a timely incorporate that feedback into future assignments.
fashion.
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PART 1: What Is It and Why Does It Matter?

Implicit biases are subconscious assumptions about people of different races/ethnicities, cultures,
nationalities, religions, sexualities, gender identities, abilities, etc., that can influence how a person
perceives of and/or interacts with someone else. Within a higher education context, these biases often
appear in the form of harmful stereotyping, particularly when it comes to perceived academic ability,
identity, or viewpoint (Ambrose et al., 2010). For example, some instructors may unconsciously believe that
certain groups are not as capable as others, which may unconsciously influence classroom interactions.

Experts Define Implicit Bias

In their 2017 State of the Science Report, the Kirwan Institute defined implicit bias as: "the attitudes

or stereotypes that affect our understanding, actions, and decisions in an unconscious manner.
Activated involuntarily, without awareness or intentional control. Can be either positive or negative.
Everyone is susceptible.” (Kirwan Report, 2017, p.10). Though implicit in nature, these biases do not
necessarily align with explicit beliefs nor to positions we may explicitly endorse (Kirwan Report, 2015;
Beattie, et al., 2013). All of us can engage in this type of “unthinking discrimination” without even being
aware (Wilkerson, 2013). Still, a sizeable amount of research shows, implicit bias has the potential to
impact behavior (Keng et al., 2012), yet is malleable and can be “unlearned” (Dasgupta, 2013; Roos, et al,,
2013).

Implicit Biases, Inequalities, and Cognitive and Social-Psychological Processes

In society at large, inequalities are created and reproduced via two mechanisms: (1) the allocation of
people to social positions and (2) an institutionalization of practices that allocate resources disparately
across these positions. Massey (2007) explains how social classification operates on both a psychological
and social level. Cognitively, we construct myriad categories in order to classify individuals. Our brains
are wired to constantly evaluate and categorize the stimuli we regularly observe. The conceptual
categories into which they are sorted are known as schemas. While this in-group / out-group sorting is
mostly automatic and unconscious, our implicit biases generally favor the groups to which we belong
(Reskin, 2005). Common forms of bias include race, gender, age, size, and ability. Unconscious bias can
also arise from differences in religion, sexual orientation, social class, and hierarchical status in an
organization.

Recent neuroscience research on implicit perception of social categories finds evidence to suggest that
social perception works more as an interactive process, whereby visualizing signals the recognition of a
social category which then activates higher level cognitive processes to connect to our own attitudes,
beliefs, or stereotypes. Research has further shown that priming subjects can actually bias their initial
perceptions (Cassidy & Krendl, 2016). Terbeck et al. (2016) investigated the role of norepinephrine — a
stress hormone — in social cognition, both cognitively and physiologically via its connection to such basic
emotions as anger, fear, and happiness. The authors found that these emotions, a byproduct of the
release of norepinephrine, influence social judgments and thus may directly influence such judgments as
implicit social attitudes and in-group bias.

Psychological work then plays out in the social world via boundary construction. Once established,
boundaries are constantly negotiated and/or reinforced through interactions between in-group and out-
group members. It is at this social-relational level that variation in status (both within and between groups)
manifests. Status matters because beliefs about social differences can stabilize inequality, evoke
perceptions of differences, and become a sustaining force. Widely-shared cultural beliefs exist for all
types of social groups (e.g., social class, race, gender, educational level, age). They may lead to
generalizations of worth and competence about groups but can also be misapplied to individuals.

Sociologist, Cecilia Ridgeway, asserts that these cultural status beliefs drive inequalities, first, by shaping
expectations for ourselves and others and, then, through the resulting actions in social contexts (2014).
Beliefs about social differences can bias evaluations (including self-evaluations) about competence and
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behavior without much conscious awareness. They also bias associational preferences (potentially
leading to segregated social networks), whereby both in- and out-group members tend to prefer higher-
status groups. Lastly, inequalities can evoke resistance behaviors (e.g., higher-status groups defend their
position) against members of disadvantaged or less-privileged groups.

Classroom Implications of Implicit Bias

Psychological and social-relational processes intersect in the classroom. Our unconscious and implicit
biases become tangible and visible when they manifest themselves in actions or behaviors. For example,
at the beginning of courses, certain students may be given priority positions as team leads or
undergraduate research assistants based on privileged statuses (e.g., race/ethnicity, gender, etc.). The
unconscious (or implicit) belief, while incorrect, is that more-privileged groups are more qualified. In this
example, an instructors’ implicit biases manifest and reproduce inequity in that their behavior reinforces
the positions and status of more privileged groups. Another common example of implicit bias, when an
instructor consistently calls upon male students, or students of a particular race/ethnicity, to respond to
questions. Though the instructor may be unaware of their actions, their behavior suggests implicit bias
related to male students, or students of a particular race/ethnicity—they speak with greater authority and
have more important things to say—which disregards and marginalizes the contributions of other students.
Like these examples illustrate, when behaviors are delivered in different ways to different groups, they
contribute to inequities. Instructors and students both can demonstrate such behaviors or exhibit
differential treatment. (For more on this, see our )

The cumulative effects of any and all inequities can translate into both lasting and damaging effects in and
out of the classroom:

e The potential and talent of all students is marginalized and under-utilized.

e Recruitment into specialized programs, research assistantships, and mentoring opportunities is
reduced.

e Retention in classes or fields-of-study is affected.
o Creativity and growth are stifled.
e Team work and collaboration are inhibited.

Since both implicit and explicit beliefs, biases, and behaviors have potential to create new and perpetuate
existing inequalities, it matters for our students that, as institutional gatekeepers who control access to
potential future opportunities, we seek to examine our own beliefs, biases and behaviors. With a goal of
minimizing the effects of implicit bias, part 2 of this series discusses how instructors can begin to counter
biases internally and interpersonally. Part 3 describes ways in which instructors might extend these
countering strategies to the classroom.

Additional Resources
e For training videos from UC Davis Human Resources, visit

e Forresources and videos on Inclusive environments from Carnegie Mellon University, visit
e For more on unconscious bias from Vanderbilt University, visit
e Forvideo and the Implicit Bias Module series from Kirwan Institute, visit
e To read more about micro inequities, visit
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PART 2: Creating Awareness and Reducing Implicit Biases

Our implicit cognition matters for our students, and so by its unconscious nature, it is a challenge to
recognize and measure. Many are generally weak at introspection, so it is unsurprising that we are often
unaware of our biases. Even when aware, research shows that self-reports of bias are both unreliable
(Greenwald & Banaji, 2007) and often influenced by social desirability concerns (Amodio & Devine, 2009;
Dasgupta, 2013). With such restrictions, researchers developed assessments that employ multiple
methods, ranging from physiological approaches, to priming methods, to response latency measures
(Kirwan Institute, 2015).

Recognize Your Own Implicit Biases

To interrogate your own implicit biases is to explore free tools developed by Harvard University’s “Project
Implicit.” The (IAT) is one accessible method that measures associations
between photos and words, conditional on response times. These tests may reveal your own
subconscious assumptions about students that might unintentionally influence the ways you interact with
them. Despite ideological debates related to implicit bias, a significant body of research substantiates the
validity and reliability of the IAT (J. Kang & Lang, 2010). Being aware of our biases is the first step towards
reducing bias, but what strategies help us to realize this goal?

Strategies to Reduce Implicit Biases

Given that implicit biases are socially conditioned, they are modifiable and can be unlearned. Much study
has been dedicated to the process of debiasing, a term that researchers use to describe an approach to
countering our existing biases. Debiasing works through deliberate and focused construction of new
mental associations sustained over time (Devine, 1989). With repetition and training, research shows the
newly learned implicit associations can stabilize (Glock & Kovacs, 2013).

Evidence suggests that the following strategies have particular potential for success:

o Education efforts aimed at creating awareness of our biases, such as those already underway in
the fields of criminal justice and health care (Kirwan, 2015)

o Counter-stereotypic (stereotype replacement) training, when individuals are trained to create
new associations through visual or verbal signals (Devine et al., 2012; J. Kang et al., 2012)

e Exposure to counter-stereotypic individuals, whereby new associations are built when individuals
are exposed to counter-stereotypic images such as male nurses or female scientists (Devine et al,,
2012; Dasgupta & Asgari, 2004)

o Perspective taking, when individuals consider alternative viewpoints and recognize a diversity of
perspectives (Devine et al., 2012; Benforado & Hanson, 2008)

e In-group and out-group contact, where members of both groups are brought together in
cooperative, rather than competitive, environments. Such intergroup contact tends to reduce
intergroup prejudice (Devine et al., 2012; Peruche & Plant, 2006).

Underpinning all these strategies is awareness. Recognizing the implicit biases about your own students
and understanding some basics about debiasing are essential first steps in creating an inclusive
environment. Part 3 of the series describes practical ways to integrate some of these techniques into
instructional practice.

Additional Resources
* For resources to counter bias (and links to videos for students) from University of Michigan, visit

* For UC Berkeley’s Implicit Bias series, visit

23

cee.ucdavis.edu


https://implicit.harvard.edu/implicit/takeatest.html
https://sites.lsa.umich.edu/inclusive-teaching/2018/08/24/implicit-bias/
https://sites.lsa.umich.edu/inclusive-teaching/2018/08/24/implicit-bias/
https://cfo.berkeley.edu/implicit-bias-video-series

/,-‘ UCDAVIS

\=/ Center for Educational Effectiveness

Office of Undergraduate Education

* For more debiasing techniques, visit
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Implicit Bias Series
PART 3: Countering and Preventing Bias in the Classroom

Experts suggest many strategies for applying debiasing techniques to instructional practice. For more
comprehensive lists of strategies, see this Tanner 2013 article on structuring the classroom and/or these
University of Michigan checklists for inclusive teaching principles. Apapted from these resources, the
following table organizes some of the techniques as applied to classroom climate, course curriculum, and
teaching practices, respectively. (For more on this, see our Inclusive Practice series.)

* Examine your personal assumptions of the students’ background, prior knowledge, and
experience

* Demonstrate high expectations for all students with an authentic belief that all can succeed
e Learn all students’ names and encourage them to address each other by name
e Actively monitor your class for potential stereotype threat and broad generalizations

* Create an environment prioritizing a sense of belonging (e.g., where multiple groups feel
“connected”)

* Cultivate connections between students, the discipline, and scholarly and professional
communities

e Ensure that students have an awareness of and access to campus resources that support their
unique identities

¢ Maintain a classroom free from microagressions and address microagressions when they occur
» Facilitate a space where all classroom exchanges are tolerant and respectful (e.g, norm setting)

* Be transparent about instructor and student roles in the classroom, discussions, and activities
and communicate them explicitly and consistently throughout the quarter (e.g., during the first
day of class, in the syllabus, etc.)

* Acknowledge the unique identities, experiences, strengths, and needs of your students,
embracing student diversity as an asset and celebrating the physical and perceived differences
(e.g., a safe space where differences are not only respected, but also honored and valued)

* Acknowledge, respect, and make multiple identities visible and represented in course materials

* Emphasize the range of identities and backgrounds of experts who have contributed to your
discipline

» Diversify readings, videos, and visuals so as not to marginalize students through content—
powerpoint slides are a great place to include diverse examples

* Be transparent through clear communication of norms, expectations, assignments (see Tools for
Revising/Creating your Own Transparent Assignments), and evaluation criteria (e.g., use of
rubrics)

* Present course material using a myriad of modalities for greater student access

e Plan learning activities that connect to students’ prior knowledge and clearly communicate the
learning objectives

e Ensure that you ask students to speak only for themselves, not on behalf of an entire group

* Design learning activities that are more often cooperative, as opposed to competitive

* Intentionally develop group projects where all students have an equal opportunity to participate

e Structure class interactions by providing goals, procedures, and processes to ensure they don’t
reinforce existing patterns of privilege

e Ask students to identify concrete observations about content (e.g., describe a photo, quote or
diagram) before proceeding to analytical questions
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Additional Resources
e For more teaching and learning resources from University of Michigan, visit this site

e For guidelines for discussing incidents of bias from University of Michigan, visit this site

e For an Inclusive Pedagogy Framework from the Center for Integration of Research, Teaching, and
Learning (CIRTL), visit this site
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Inclusive Practice Series
PART 1: General Strategies for Constructing an Inclusive Classroom Space

UC Davis is an increasingly diverse campus. Approximately 60% of all degree-seeking undergraduate
students at UCD identified as a race or ethnicity other than White/Caucasian in Fall 2017, with at least 26%
identifying as underrepresented minority students, and approximately 16% as international visa-holders
(see Figure 1), the majority (about 70%) coming from China. Approximately 59% of students identify as
women and 44% as first-generation college students. UCD also enrolls a number of LGBTQIA+- identifying
students and students who are differently-abled.

International Not URM URM
American Indian/Alaska Hispanic,
International Students | Asian/Pacific Islander Unknown/ Other White/ Caucasian African- American/Black . / . P . /
Native Latino/Chicano

33%

25%
21%

4%

Figure 1: Fall 2017 UC Davis degree-seeking undergraduate students by race/ethnicity. Note: While Pacific Islander students are
considered underrepresented minorities (URM), it is not currently possible to disaggregate data for these students from the larger
category of “Asian”--thus they are incorrectly reported as “not URM.”

Classrooms are not culturally-neutral spaces as “students cannot check their sociocultural identities at the
door, nor can they instantly transcend their current level of development” (Ambrose et al, 2010, 169-170). It
is therefore crucial that instructors engage in pedagogical practices that acknowledge and are inclusive of
students with various backgrounds, experiences, and identities. Creating inclusive spaces within the
classroom is a vital enterprise that can help ensure that all students have equal opportunities to thrive.
This resource series will provide classroom instructors and GSls with strategies and suggestions for
engaging in inclusive pedagogies, and creating inclusive spaces for your students both inside and outside
the classroom.

Start Here: Recognize You Own Implicit Biases

Implicit biases are subconscious assumptions about people of different races/ethnicities, cultures,
nationalities, religions, sexualities, gender identities, abilities, etc., that can influence how a person
perceives and/or interacts with someone else. Within a higher education context, these biases often
appear in the form of harmful stereotyping, particularly when it comes to perceived academic ability,
identity, or viewpoint (Ambrose et al., 2010). For example, some instructors may unconsciously believe that
women are not as capable as men in STEM subjects, which can influence how they interact with women in
their classrooms (Handelsman, Miller, & Pfund, 2007; Kahn & Ginther, 2017).

Recognizing your implicit biases about your own students is a crucial first step toward building an inclusive
curriculum and classroom space (Harper & Davis, 2016). One way to interrogate your own implicit biases is
to explore free tests developed by Harvard University’s “Project Implicit.” These tests may reveal your own
subconscious assumptions about students that might unintentionally be influencing the ways you interact
with them. Harper & Davis (2016) also recommend that instructors “acquire racial literacy and learn new
teaching methods”--see Additional Resources at the end of this document for a list of sources that can
inform this process.
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Best Practices for Building an Inclusive Classroom and Curriculum

Ambrose et al. (2010) note that in addition to acknowledging and being inclusive of students’ identities
and backgrounds, thinking critically about how your course climate promotes or hinders student learning
is important in any classroom. Course climate is subject to a host of different interacting factors, including
“faculty-student interaction, the tone instructors set, instances of stereotyping or tokenism, course
demographics...student-[to]-student interaction, and the range of perspectives represented in the course
content and materials” (Ambrose et al., 2010, p. 170). Here are a few best practices for designing inclusive

course spaces:

Strategies

Explanation

Examples/Suggestions

Examine your
own
assumptions
about students’
prior knowledge
and experience

It is important to examine your own
assumptions about your students’ prior
knowledge or experience. Do not assume
that students share the same cultural or
historical frames of reference as you or
each other as this is often not true. Doing
so can be unintentionally alienating to
particular students while also putting
them at a disadvantage in comparison to
peers (Ambrose et al., 2010).

International or recent immigrant
students often lack prior knowledge of
US history, culture, and/or idioms that
many of their domestic peers may
already have. Some domestic students,
however, may also lack such knowledge,
particularly those from different racial,
cultural, or socioeconomic backgrounds.
It is important to consider these factors
when designing assignments or exam
questions, or when developing examples
during lecture or discussion. This can
include lecture examples that reference
US popular culture, or exam questions or
assignments that require that students
have background knowledge in elements
of US culture or history that have not
been explicitly taught in class.

Diversify
readings and
course materials
to avoid
marginalizing
students
through content

Because of the historic privileging of
white, middle-to-upper class men within
higher education and broader US culture,
many students rarely, if ever, are able to
meaningfully engage with course
materials or readings authored by
individuals who share their race/ethnicity,
gender, sexuality, ability, etc.

Over time, this can be marginalizing and
alienating, contributing to a potential
disconnect between school and
community life for these students (Harper
& Davis, 2016).

Choose readings, materials, or examples
that are inclusive of authors with diverse
backgrounds, and include these in your
syllabus, assignments, and lectures. You
can also purposefully highlight the
accomplishments of diverse scholars and
experts--for example, highlighting the
work of scientists of color or female
scientists, signaling to students of color
and female- identifying students that they
belong in STEM. Consult with

at UC Davis in your content
area to find materials from diverse
scholars to incorporate into your class.

Avoid asking
individual
students to
speak for an
entire group

Instructors often unintentionally tokenize
students during class discussions or in
their feedback on assignments.

Tokenizing can include expecting
particular students to have expertise
about issues that stereotypically impact
their communities, or asking these same
students to speak on behalf of their entire
race/ethnicity, nationality, religion,
sexuality, gender identity, ability, etc..
According to Ambrose et al. (2010), being
tokenized may “disrupt students’ ability to
think clearly, be logical, solve problems,
and so on” (p. 182).

Tokenism often arises because
instructors or peers may unconsciously
assume that all students of a particular
identity group have had the same
experiences. For example, asking an
African American student to talk about
growing up poor in the inner city
assumes both that all African Americans
are poor and that they all live in the inner
city. Avoid asking a student to serve as a
spokesperson for their entire community
and/or putting them in a position in which
they feel forced to teach you or their
peers about their presumed identity
group (Harper & Davis, 2016).
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Be Aware of Stereotype Threat

Coined by psychologist Claude Steele, the term “stereotype threat” is defined as “the threat of being
viewed through the lens of a negative stereotype, or the fear of doing something that would inadvertently
confirm that stereotype” (Steele, 1999). A clear example of stereotype threat comes from Steele and
Aronson’s (1995) original study in which black and white students were sorted into matched (i.e. similar
ability) groups by SAT scores and assigned a task to complete. The experimental group was told they
were taking an intelligence test, potentially activating the stereotype that black students are less
intelligent than white students. The same test was described to the control group as a problem-solving
task. Under these conditions, researchers found that black students in the experimental group performed
worse than their white peers, while black and white students in the control group performed at equal
levels.

Example of stereotype threat are not limited to experimental conditions. Within a classroom, instructors
may, in an effort to comfort or support struggling students, inadvertently activate students’ sense of
stereotype threat by communicating low expectations of their abilities. For example, telling a student of
color that “it’'s okay, some people just aren’t good at math,” can communicate both that you have low
expectations of them and that you believe abilities are tied to uncontrollable attributes like race. This can
limit students’ self-efficacy (i.e., their belief in their own ability to be successful), making it harder for them
to stay motivated (Ambrose et al., 2010; Rattan, Good, & Dweck, 2012).

To avoid triggering stereotype threat, instructors are encouraged to cultivate a “growth mindset” with
students by emphasizing that neither intelligence nor ability are fixed, but can grow over time with
practice. Building in low-stakes quizzes or homework into your course, so that students can build skills and
receive feedback on their performances over time, is one way instructors can go about this (Dweck,
2008). Communicating that you have equally high expectations of all students and believe they can all
meet these expectations is also important, and can help students develop self-efficacy and motivation in
your class (Ambrose et al., 2010).

Additional Reading and Research Resources

e Adams, M, Bell, L.A., Goodman, D.J., & Joshi, K.Y. (2016). Teaching for Diversity and Social Justice
(3rd ed.). New York, NY: Routledge.

e Bensimon, E. M., & Malcom, L. (2012). Confronting Equity Issues on Campus: Implementing the
Equity Scorecard in Theory and Practice. Sterling, VA: Stylus.

e Dowd, A. C,, & Bensimon, E. M. (2015). Engaging the Race Question: Accountability and Equity in
U.S. Higher Education. New York, NY: Teachers College Press.

e Harper, S. R. (Forthcoming). Race Matters in College. Baltimore, MD: Johns Hopkins University
Press.

e Hartlep, N. D. (2013). The Model Minority Stereotype: Demystifying Asian American Success.
Charlotte, NC: Information Age.

e Lee, A, Poch, R,, Shaw, M., & Williams, R.D. Engaging Diversity in Undergraduate Classrooms: A
Pedagogy for Developing Intercultural Competence. Hoboken, NJ: Wiley Periodicals, Inc.

e Museus, S. D., & Jayakumar, U. M. (2012). Creating Campus Cultures: Fostering Success among
Racially Diverse Student Populations. New York, NY: Routledge.

e Quaye, S. J, & Harper, S. R. (2014). Student Engagement in Higher Education: Theoretical
Perspectives and Practical Approaches for Diverse Populations (2nd ed.). New York, NY:
Routledge.

e Smith, D. G. (2015). Diversity’s Promise for Higher Education: Making It Work (2nd ed.). Baltimore,
MD: Johns Hopkins University Press.

o Steele, C. M. (20M). Whistling Vivaldi: How Stereotypes Affect Us and What We Can Do. New York,
NY: W. W. Norton.

e Sue, D. W. (2010). Microaggressions in Everyday Life: Race, Gender, and Sexual Orientation.
Hoboken, NJ: Wiley.

e Sue, D. W. (2015). Race Talk and the Conspiracy of Silence: Understanding and Facilitating
Difficult Dialogues on Race. Hoboken, NJ: Wiley.

Additional Campus Resources
[ ]
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Inclusive Practice Series
PART 2: Inclusive Strategies for Supporting Women in the Classroom

Over the last few decades, the number of enrolled students who identify as women has increased
substantially at postsecondary institutions; in fact, as of 2015 the majority (over 56%) of students enrolled
in US post-secondary institutions identified as women (NCES, 2018). However, despite their increased
presence on college and university campuses, women still face many obstacles in attaining postsecondary
degrees, particularly in STEM-related disciplines, due to unconscious gender norms in academic cultures
(Blackburn, 2017; Kahn & Ginther, 2017; Master, Cheryan, & Meltzoff, 2016; Stoet & Geary, 2018). As a
result, fewer women and minorities decide to pursue STEM-related disciplines. For example, the National
Science Foundation (2017) reports that women account for only about:

e 18% of undergraduate computer science majors,
e 20% of undergraduate engineering majors,
e and approximately 19% of undergraduate physics majors.

Additionally, women from underserved minority communities continue to face a double bind in exclusion
from STEM fields as both women and persons of color, both in absolute numbers and proportionally when
compared to their total population in the US (Blackburn, 2017; Malcom & Malcom, 2011; Ong, Wright,
Espinosa, & Orfield, 2011). Also, students who do not self-identify in binary gender terms, but rather self-
identify as gender-variant, or transgender, are particularly vulnerable to exclusion in environments where
gender norms are unquestioningly accepted as part of the academic culture.

As part of our series on Inclusive Practices, this resource will provide classroom instructors and GSlIs with
strategies and suggestions for supporting women, both in and out of the classroom. Note: the strategies
below also promote general inclusivity, regardless of gender identification, but may be particularly
relevant for those who identify as women.

Best Practices for Including Women in the Classroom

Avoid engaging | Research suggests that while women generally perform as well as men in science

in culturally-held | and math (Stoet & Geary, 2018), culturally-held stereotypes that suggest women are
stereotypes of not as competent as men in STEM-related disciplines persist (Blackburn, 2017; Kahn,
women’s abilities | & Ginther, 2017). Kahn and Ginther (2017) found that not only did this stereotype
manifest early in children’s images of themselves as learners, but teachers often
unconsciously held this belief as well. This bias can also manifest itself as instructors
attempting to be supportive by unconsciously holding women to lower standards
than their male counterparts or having lower expectations of women’s abilities.

It is important to recognize and challenge your own implicit bias, and the
assumptions and beliefs you may hold about women as learners (for more on
engaging with implicit bias, see Part 1). Research also suggests that emphasizing a
“growth mindset” (Dweck, 2008) that suggests that intelligence and ability are not
fixed but rather grow over time can help to limit women’s experience of stereotype
threat (see Part 1 for more on stereotype threat) and improve their performances,
particularly in math and science (Kahn, & Ginther, 2017).

Create an Particularly, in STEM-related disciplines, women can often struggle to feel as though
environment that | they fit or belong in the classroom (Blackburn, 2017). For example, Master, Cheryan,
builds women’s & Meltzoff (2016) found that when traditional stereotypes about computer science
sense of were emphasized, students who identified as women reported lower sense of
belonging belonging, or the sense that they would fit in with both other people and the
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activities and materials common to that environment (Master, Cheryan, & Meltzoff,
2016), as well as less interest in taking future computer science classes. On the
other hand, Shin et al. (2016) and Herrmann et al. (2016) found that female-
identifying STEM majors reported a higher sense of belonging after reading the
biographies of successful women in STEM (Shin et al., 2016) and after receiving
letters from female role models in STEM fields (Hermann et al. 2016).

Master, Cheryan, & Meltzoff (2016) suggest avoiding engaging with traditional
stereotypes about who belongs in your discipline by diversifying your course
content and curriculum. For example, highlighting the achievements of women
scholars and/or including course readings or materials written by women may help
communicate to those who identify as women that “they are welcome and belong in
this environment” which may increase their interest in taking further classes in that
field (p. 435). You might consult , which highlights 16 women who have
made important contributions to a variety of science fields. You could also have
students investigate the research profiles for female Nobel Laureates: for example,
here are the profiles for and . Consider
also using examples where the engineer or scientist is from an underrepresented
community and/or gender neutral. For example, when showing generic pictures
containing humans, integrate images women and people of color.

Additionally, try constructing activities or assignments that help students to
personalize the content of your course, for example by having them engage with
content from diverse role models in STEM fields--this can be encouraging to
students who do not clearly fit the traditional mold of members in the field by
allowing them to “see” their potential future selves in those role models. This does
not mean lower expectations, but rather ensures that all students are given an
equitable opportunity to participate in the classroom community and to connect
course content to their own lives.

Consider that
your office hours
may be
intimidating for
students,
especially
women

For a variety of reasons, students often feel nervous or anxious about attending
office hours (Weimer, 2015). This is a feeling that can be heightened for women who
may already be concerned about how they are perceived, particularly by male
faculty. Further, the unequal power dynamics that are always at play when faculty
and students interact one-to-one can be exacerbated for women by already existing
unconscious, gender-based power differences. This fear can result in students
forgoing help when they are struggling in class, particularly if they are unaware of
other resources that they can access for support. Additionally, students may feel
even more intimidated when office hours are only held by appointment, as opposed
to being planned, consistent events. Consider holding consistent office hours that
are posted in the syllabus, on Canvas, and outside of the physical office door.

Emphasize your availability for mentoring and support during office hours. At the
same time, you can provide students with information about outside resources (see
Additional Resources below). Another option is to consider holding office hours in a
consistent, public location (such as the library or a coffee shop on campus). Students
can meet you individually or in groups to discuss course matters--in fact,
encouraging students in your class to come to group office hours, even if they don't
have specific questions can help shyer students build the confidence to begin
asking questions. All of these alternatives can ensure that students still receive
support in their learning.

Consider limiting
competition
between
students within
your curriculum

In their extensive review of the literature, Niederle & Vesterlund (2011) found that
women and men differed in their preferences toward competition, with men
preferring competitive environments and women preferring to avoid them. Research
findings indicated that one likely explanation for this difference was that “men tend
to be more confident in their abilities than women” (p. 625). As college classes often
employ competition as a means of motivation, this can put those who identify as
women at a disadvantage, and students from underserved populations as well
(Blackburn, 2017; Niederle & Vesterlund, 2011).
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Additionally, competition, particularly in grading practices (e.g., norm-referenced or
curved grading), can be detrimental to all students’ abilities to learn and retain
information, and has been shown to be a contributing factor to the loss of students
from underrepresented communities in STEM fields (Schinske & Tanner, 2014).

Niederle & Vesterlund (2011) contend that while the clearest solution would be to
socialize women to be more competitive, “it is important to ask whether
competitiveness, generally speaking, is a desirable attribute” (p. 626). Hyper-
competitiveness can be detrimental in collaborative settings, and more broadly.
Tinto (1997) found that when students were encouraged to build supportive and
collaborative peer networks, academic engagement increased among all students.

Designing your course around collaboration and cooperation, as opposed to
competition among students, could help boost both men and women’s confidence
in their abilities, especially if instructors emphasize that all students have valuable
contributions to make.

Be deliberate Research on collaborative learning activities suggests that women often experience
when designing | stereotype threat, feel less accepted, and actually experience less acceptance by
group projects to | their group members when working with men as opposed to women (Grover, Ito, &
ensure equal Park, 2017). This can be especially problematic in STEM fields, where men tend to
opportunities for | outnumber women, making it more likely for groups to be male-dominated.

participation
Grover, Ito, & Park (2017) suggest that considering gender in group composition,
which may include ensuring that women are grouped with at least one other student
who identifies as a women either by altering group composition when possible, or
creating larger groups, can help to mitigate stereotype threat. Avoid constructing
groups with only one women or one person from an underrepresented community.
It is also important to emphasize that all group members’ contributions are valuable
and promote positive interpersonal communication between students. Setting
ground rules for group interactions, members’ conduct toward each other, and
assignment completion can also help ensure that all students are treated fairly
(Ambrose et al., 2010).

Consider building in structures that facilitate equal participation and shared
workload. For example, you could designate particular roles for each individual
student (e.qg., group recorder, discussion leader, data analyst, etc.) or have students
choose to be responsible for particular parts of a cooperative assignment. Make
sure that students have a chance to experience a variety of project roles by having
them regularly rotate with their peers--this is especially important for women who
are often defaulted to the less technical roles in group activities.

Additional Resources
There are a number of resources for both academic and emotional support available to women on
campus. Many of these resources are directed by the ,
including:
e W.S.E.: Women in Science and Engineering Program
o W.LS.E is a mentoring program for women in STEM-related disciplines. The program pair
undergraduates students with graduate student mentors in STEM. For more information,
email .
e STEM Cafe
o According to the WRRC website, “STEM Cafe is a free tutoring service that seeks to create
an inclusive space for womxn, trans*, nonbinary, and gender expansive scholars to receive
support in Math and Chemistry.” The program starts the second week of the term and runs
until finals week, and all tutors are upper-level undergraduate students and graduate
students in science and math. For more information, email .
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Other on-campus and national resources include:
e ADVANCE UC Davis, Mentoring Resources

o Resources for both mentors and mentees developed by ADVANCE UC Davis, and initiative
on campus to support STEM education for underrepresented groups.

e UC Leads: Leadership Excellence Through Advanced Degrees
o UC LEADS is a two-year program designed to identify educationally or economically
disadvantaged undergraduates in science, mathematics or engineering who show promise
of succeeding in doctoral degree programs.
e McNair Scholars Program at UC Davis
o The McNair Scholars Program is designed to prepare undergraduate students for doctoral
studies through involvement in research and other scholarly activities. McNair participants
are either first-generation college students with financial need, or members of a group that
is traditionally underrepresented in graduate education and have demonstrated strong
academic potential.
e BUSP: Biology Undergraduate Research Program
o BUSP is an intensive enrichment program for undergraduates who have a strong interest in
undergraduate research in biology. BUSP students enroll in a specially designed, rigorous
academic program during their first two years of college, can work in a biology research
laboratory during their sophomore year, and meet regularly with skilled advisers who offer
academic guidance and personal support.
e Student-Run Health Clinic Opportunities
o Medical students, typically in their first or second year, and undergraduates have the
opportunity to receive course credit by staffing student-run health clinics in the Sacramento
area. These clinics are important avenues for women in resource sharing on and off
campus and can provide networks for peer mentoring.
e UC Davis LGBTQIA Center’s Guide to Pronouns
o According to the LGBTQIA Center: “Pronouns are linguistic tools that we use to refer to
people. (i.e. they/them/theirs, she/her/hers, he/him/his). We believe that it is important to
give people the opportunity to state the pronoun that is correct to use when referring to
them.” This non-exhaustive guide aims to help faculty recognize and respect the pronouns
used by their students.
e Society of Women Engineers
o This resource includes a mentoring program that feature upper division students mentoring
lower division students and also exposes students to female engineering professionals
who can act as role models.
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Inclusive Practice Series

PART 3: Creating Inclusive Classroom Spaces for LGBTQIA+ Students

UC Davis has a history of active support for our LGBTQIA+ student population. In 2016, the advocacy
group Campus Pride ranked UC Davis in the top 30 LGBT-friendly institutions of higher education in the
US, giving our campus a rating of 4.5 out of 5 stars on their Campus Pride Index (a measure of an
institution’s commitment to LGBT-inclusive policies and practices). This type of institutional support is vital
as research has shown that students in the LGBTQIA+ community are more at risk for experiencing
psychological, social, and academic distress when compared to their herterosexual and gender-
conforming peers (Kirsch, Conley, & Riley, 2015, p. 155; see also Ridner et al., 2016). This increased stress
on students, particularly in their first year of college, can result in internalization of psychological distress,
as well as increased engagement in risk behaviors and maladaptive coping strategies (Riley et al., 2016).
Classroom instructors and GSls play a critical role in supporting students, not only in terms of their
academic success, but also in their social and emotional health. This resource will provide strategies and
suggestions for supporting students from the LGBTQIA+ community, both in and out of the classroom.

Acknowledging, Respecting, and Making Visible LGBTQIA+ Identities

College is an important period of time for identity formation and it is critical that instructors create inclusive
spaces where students’ unique identities are both acknowledged and respected--this is especially true for

students from the LGBTQIA+ community.

Provide
opportunities
for students to

LGBTQIA+ students can experience
significant stress related to first day of
class activities like taking attendance

The UC Davis LGBTQIA+ Resource Center
suggests asking all students in your classes to
include both their preferred name and

neutral terms
when possible
and remind
students to
respect each
other’s
preferred
pronouns
throughout
the term

acknowledgement of students’
preferred names and pronouns is not
simply relegated to the first day. For
example, students may forget their
peers’ preferred pronouns during class
or group discussions in later classes,
which can result in accidental
misgendering. Additionally, you or
your students may unintentionally use
gendering language like “you guys” or
“ladies and gentlemen,” which can
again exclude students for whom
those terms do not apply.

share their and individual introductions (Schmalz, | pronouns in their introductions to their peers
preferred 2015). This stress can be caused by a at the beginning of the term. This can help
names and constellation of factors, including gender-variant students feel more
pronouns whether course rosters include their comfortable sharing their preferred pronouns,
preferred name or whether your as they are not the only student doing so.
classroom is a safe space to request
the use of their preferred pronouns. Additionally, instructors themselves should
include their preferred pronouns in their own
introductions, as well as on their syllabi and
email signatures (Zane, 2016). For example,
you could introduce yourself using the
following script: “Hello, my name is [title and
name]. | use [she, her, and hers] pronouns.”
Use gender- It is also important to make sure that Use gender-neutral terms whenever possible,

and encourage students to do so as well. For
example, instead of “you guys” you could say
“y’all” or “everyone” (Zane, 2016).
Additionally, if a student accidentally uses the
incorrect pronouns for a peer, politely and
unobtrusively correct them--this can help a
gender-variant student feel acknowledged

and included without singling them out.
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normative sexual or gender identities
(i.e., heterosexuality, cisgenders). Renn
(2017), however, argues that
“minoritized students report that they
are motivated to learn when their
identities are affirmed and included in

Make Normative perspectives often tend to Consider including perspectives from
LGBTQIA+ be overrepresented in courses across | scholars across the LGBTQIA+ spectrum in
topics visible | the curriculum. For example, your readings and course materials, and/or
in your instructors may unintentionally only design projects or course units that ask
curriculum include perspectives that validate questions relevant to the experiences of

students from these communities. For
example, when possible, allow students to
choose topics that are relevant to their
identities--for example, students could
explore issues important to their communities,
including the LGBTQIA+ community related to

the curriculum.” the course subject matter.

Additionally, try not to present heterosexual
or gender-conforming identities as “normal,”
as this can further marginalize and exclude
students across the LGBTQIA+ spectrum
whose identities do not fit within the
normative mold.

Syllabus Statement
In addition to the above strategies and suggestions, the UC Davis LGBTQIA+ Resource Center also
recommends adding the following statement in your syllabus:

Pronouns are linguistic tools that we use to refer to people. (i.e. they/them/theirs, she/her/hers,
he/him/his). Because pronouns in English are often associated with gender identity, using each other's
correct pronouns is an important way to show respect to each other and create a learning environment
that is inclusive to trans* and gender-non-conforming scholars. Consistent with core values for this
course, we will collectively create an inclusive learning environment by doing the following:

1. Offer opportunities for our classmates to share their correct pronouns

2. Use each other's pronouns correctly, or if pronouns are not known, refer to people by name or
with gender neutral language

3. Discuss the group using gender neutral language (i.e. "y'all" or "everyone" versus "you guys”)

For more suggestions on how to be an ally to students from the LGBTQIA+ community, see the UC Davis
LGBTQIA+ Resource Center’s ” page.

Normalizing and Promoting Help-Seeking for Students

A recent study by Rutgers University (Intrabartola, 2017) analyzing survey responses from over 90,000
students across 902 institutions found that students who identified as LGBTQIA+ were far more likely to
report having engaged in self-injury behavior, experienced severe depression, or seriously contemplated
suicide when compared to their heterosexual and cisgender peers. This research corroborated findings
from other studies indicating that students from the LGBTQIA+ community are more likely to experience
feelings of psychological and social distress than their heterosexual and gender-conforming peers (Kirsch,
Conley, & Riley, 2015; Ridner et al., 2016; Riley et al., 2016). It is also important to consider that students’
identities are intersectional (i.e., students may experience multiple sociocultural identities at once).
LGBTQIA+ students may also identify with other minoritized communities, such as: communities of color,
first-generation college students, low-income students, and other sociocultural identities (Consortium of
Higher Education, 2016; Renn, 2017). For example, LGBTQIA+ students of color may experience social,
psychological, and academic challenges related to their both their racial identity(ies) and their
sexuality/gender-identification.

Consider including information about on campus social-emotional support services and wellness
resources in your syllabus and on Canvas, highlighting this information on the first day of class. Doing so
both normalizes and promotes the importance of help seeking, not just for LGBTQIA+ students, but all
students. Potential resources for students include:

[ )
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e UC Davis Student Health and Wellness Center
e UC Davis Women’s Resource and Research Center (WRRQC)
e A more complete list of campus resources for you and your students can be found here.

Additional Resources
e UC Davis LGBTQIA+ Resource Center’s Glossary
e UC Davis LGBTQIA+ Resource Center’s Ally Tips
e UC Davis LGBTQIA+ Center’s Guide to Pronouns
[ ]

Education Resources at Gender Spectrum
o NOTE: these resources are written for a K-12 context, but the pedagogical strategies and
considerations they advance are still valuable for higher education contexts as well.

e The Chronicle: ““Ask Me’: What LGBTQ Students Want Their Professors to Know”
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Inclusive Practice Series
PART 4: Building Accessiblity into Your Courses

Postsecondary enrollment for students with disabilities has seen a steady increase over the last few
decades (Hong, 2015). However, students with disabilities still face challenges and barriers toward
completing their degrees. For example, the most recent report by the National Council on Disability found
that the average time to graduation for students with physical disabilities was almost twice as long as their
able-bodied peers (NCD, 2003; cited in Hong, 2015). Additionally, students with disabilities reported
several barriers to success in college, including fear of faculty perceptions related to the need for
accommodations and stressors such as the social stigma surrounding disability in addition to the physical,
mental, and emotional demands of college classes (Hong, 2015). Faculty and graduate student instructors
play a key role in supporting students with disabilities in postsecondary education. This resource will
provide strategies and suggestions to help you build accessibility into your courses for all students.

Employing Principles of Universal Design

Employing principles of Universal Design for Learning (UDL) can be beneficial for all students in your
classes, but is especially key for the success of student with disabilities. The framework involves
supporting learning by providing multiples means of 1) engagement, 2) representation, and 3) action and
expression (CAST, 2018). By clicking on the link above, you can find detailed instructional strategies and
suggestions for integrating universal design into your courses, as well as research supporting these
strategies. Additionally, here are a few examples to help you consider UDL as you build accessibility for all
students into your courses:

Provide course Learning is made more difficult for Consider providing your course materials
materials or lecture | students with disabilities when course or lecture content through multiple
content in multiple or lecture materials are inaccessible. means and mediums, For example, you
modalities For example, students who are visually | could video- or audio-record your
impaired may have difficulty seeing lectures' and upload them to Canvas
lecture slides or writing on chalkboards. | along with lecture slides. Additionally,
Similarly, students who are hard of the UC Davis Student Disability Center

hearing may have difficulty hearing their | provides services for translating course
instructors during lecture or their peers | materials and readings into audio
during class discussions. formats (see Additional Technological
Resources below).

Try to minimize Threats or distractions to learning for CAST (2018) suggests varying
distractions to students with disabilities can include audio/visual sensory stimuli in your
learning in your excessive sensory stimuli in the lectures, and providing opportunities for
classroom. classroom, or unexpected changes in students to take short breaks and/or
course routines. engage in active learning activities.

Additionally, it is helpful for all students
to maintain consistent course practices,
minimize unexpected changes to the
course calendar, and provide outlines for
class activities--these strategies can help
students establish routines that can help

It is good practice to inform your students that you are recording the lecture. Additionally, if students may be visible in the
recording, they must be informed that they might be recorded and given the option to sit outside the camera’s view.
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them manage their work in your class
and others.

Support the
development of
positive coping
strategies

It can be difficult for some students to
manage frustration and anxiety in
academic settings. Many students need
support in developing adaptive coping
strategies for managing these emotions
in productive ways.

CAST (2018) suggests providing students
with scaffolding materials like frequent
reminders, checklists (e.g., for
assignments and other course tasks),
and positive models for coping with
stress. Employing mindfulness exercises
during class time can also help students
cope with anxiety--for example, at the
beginning of class, you could have
students pause for a minute, close their
eyes, and visualize one goal they have
for that class period.

Additional Suggestions for Making your Course More Accessible
In addition to incorporating principles of UDL, below are some additional strategies for building
accessibility into your courses:

Allow students to
use laptops, tablets,
smartphones, and
other technologies
freely

Debates about whether device usage
creates distractions for students and/or
limits students’ ability to process
course material during lecture have
been ongoing for the last few decades
(Brooks & Pomerantz, 2017; McMurtrie,
2017). However, it is important to
remember that for many students with
disabilities, laptops, tablets, and
smartphones are a vital and necessary
part of how they engage and learn in
the classroom.

Banning or limiting the use of laptops,
tablets, or smartphones in your
classroom may disproportionately impact
students with disabilities who use these
technologies for educational accessibility.
Consider allowing students the choice to
use their various devices in class, while
emphasizing the importance of staying
on task during class. As noted above,
uploading recordings of your lectures
along with lecture slides to Canvas and
help students to actively engage with
lecture content instead of just blindly
copying notes.

Emphasize and
encourage help-
seeking in your class

A 2017 report from the National
Council on Disability found that
despite an increase in the number of
students seeking mental health
resources on college campuses, many
students are still not receiving
treatment for mental health conditions.
For example, 61% of students who met
criteria for a mental health disorder
were not receiving treatment.
Additionally, only 35% of students
diagnosed with a mood disorder had
received treatment in the past year,
and less than half of students who had
attempted or serious considered
suicide had received professional
support.

Emphasize help-seeking behaviors in
your class by encouraging students to
reach out to you or your TAs if they are
struggling academically. Remind them to
seek out counseling services if they need
mental or emotional support and provide
links to these services on your syllabus
(see Additional Campus and Online
Resource below for a list of helpful links).
Additionally, encourage students to form
study groups, as these can provide
important opportunity for students to
access peer social and emotional
support.

Supporting Autism-Spectrum and/or Non-Neurotypical Students

Students with autism-spectrum disorder or other neurodevelopmental disorders face unique challenges in
college. For example, students with autism report struggling with new and different situations and
routines, difficulties establishing social relationships with their peers, time management and adequate

cee.ucdavis.edu




/=\ UCDAVIS

\=/ Center for Educational Effectiveness

Office of Undergraduate Education

processing of new information, fears of disclosing their disabilities to faculty or advisors, and a host of
mental health issues as a result of these and other challenges (Van Hees, Moyson, & Roeyers, 2015).
Additional academic challenges can include a lack of organization and time management skills and
difficulties communicating with faculty (Cai & Richdale, 2016), as well as struggles with the traditional
lecture formats common in many college classes stemming from the multiple and conflicting sensory
stimuli within these contexts (Myers, Ladner, & Koger, 2011).

As noted above, employing the principles of Universal Design for Learning (see above) can help students,
including those with autism more easily engage in classroom activities and manage their workload
(Grogan, 2015). For example:
e You can support students’ development of time management skills by breaking course assignments
and classroom tasks into more manageable pieces or distinctive steps (Kelley & Joseph, 2012).
e Establish routines for course or classroom activity, and do your best to not deviate from those
practices. If a deviation is necessary, try to notify students as early as possible.
e [t can also be helpful to provide models for setting reasonable personal goals and providing students
with opportunities to check in with you about their progress in achieving those goals.
e Provide multiple means through which students can communicate with you (e.g., through Canvas,

email, phone calls, or in-person) so that students for whom social interaction and communication is
difficult can find a strategy that works for them.

Additional Technological Resources
There are also a number of technologies that instructors can employ in order to make their course
materials, as well as classroom lectures and activities, more accessible to students with disabilities. Below
are a few technological resources available at UC Davis:
o UC Davis Student Disability Center Document Converter
o “The Student Disability Center converts documents online from text or image-based files
into different formats, such as audio, Braille, and/or e-text.”
o ClaroRead
o ClaroRead is a multi-sensory software solution to provide support of reading and writing for
struggling learners and ESL students, and includes features such as text to speech, word

prediction, and spell check. ClaroRead is available to UC Davis students at no charge--
please contact the SDC for more information.

Additional Campus and Online Resources
e UC Davis Student Disability Center
e UC Davis Counseling Services
e UC Davis Student Health and Wellness Center
e UC Davis Academic Technology Services
o Aggie Video Services: Through their video services, ATS provides support for recording
and storing lecture content online for students.
e UC Davis Campus Resources Guide
e Webinar Series from the Coalition for Disability Access in Health Science and Medical Education

o This webinar series, though centered in the Health Science and Medical Education fields,
provides important guidance for instructors across the curriculum in regards to the unique
needs of students with disabilities.
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Microaggressions and Microaffirmations Series
PART 1: Defining Microaggressions and Microaffirmations

In 2015 the UC Office of the President held a workshop on fostering inclusive excellence for UC
department chairs and deans. They published this list of example microaggressions, which subsequently
received some backlash from across the political spectrum. This is an example of the highly political
context in which microaggressions take shape and gain importance. Indeed, in a climate in which overt
demonstrations of racist, homophobic, xenophobic, ableist and misogynist views are not uncommon on
college campuses and elsewhere, awareness of more subtle forms of exclusion like microaggressions
becomes increasingly important. What follows includes information to help instructors avoid
microaggressions when possible, and identify and respond to them when they occur.

Defining Microaggressions

Although the term was first coined by Pierce in 1978, Sue et al. published a landmark 2007 study that
defined microaggressions as “brief and commonplace daily verbal, behavioral, and environmental
indignities, whether intentional or unintentional, that communicate hostile, derogatory, or negative...slights
and insults” (p. 271). Microaggressions are often unintentional or automatic, come from well-meaning
people, and may leave everyone involved uncertain about what happened. However, it is more important
to consider the way a person may experience a microaggression than it is to consider the intent behind
the sentiment.

While the research on microaggressions is ongoing (Bartlett, 2017, Lilienfeld, 2017), students, faculty, and
staff on college campuses do report experiencing these daily “indignities” (Sue et al., 2007). In an effort to
help you avoid potentially invalidating your students’ experiences, we provide this resource series.

Microaffirmations

As a positive strategy to prevent microaggressions, you can use “microaffirmations,” or small acts that
foster inclusion, listening, comfort, and support for people who may feel isolated or invisible in an
environment (Rowe, 2008). These can include welcoming facial expressions, making concerted efforts to
use students’ correct names, pronunciations, and pronouns, affirming students’ feelings and experiences,
and rewarding positive behaviors. Consider using “affirming messages” such as these from Powell,
Demetriou, and Fisher (2013):

e “I'm glad you’re here,”

o “| see you’re making progress in this area,”

e “I'm concerned about you. Please come visit me in office hours,”

e “What do you think you did well in this class/situation/assignment?”

e “What will you do differently next time?”

e “Have you thought about utilizing ___ (campus resource)? Many successful students find this
resource helpful.”

e “| notice that you're interested in ___. Have you considered participating in ____

(opportunity/program/organization)?”

Additional Resources
The following are a few additional resources that can help you understand and approach
microaggressions:

e “How to Be an Ally to Someone Experiencing Microaggressions”

e “Microaffirmations in Higher Ed Advising”

e The Microaggressions Project

e Recognizing Microaggressions and the Messages They Send

o From “Fostering Inclusive Excellence: Strategies and Tools for Department Chairs and
Deans.” 2015.
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Microaggressions and Microaffirmations Series
PART 2: Recognizing and Responding to Microaggressions

Over time, microaggressions can inhibit the academic performance of students as they experience
increased feelings of discomfort, self-doubt, isolation, and emotional exhaustion (Solorzano et al., 2000);
undue stress and feelings of exclusion (Yosso et al., 2009); hopelessness and even post-traumatic stress
disorder (Nadal et al., 2011). Additionally, microaggressions can often be explained in ways that absolve
the perpetrator of responsibility, implicitly delegitimizing the experience of the targeted person (Sue et al.,
2007). This type of gaslighting, in which the person experiencing the microaggression is made to feel that

they are imagining things or being “overly sensitive,” can be just as detrimental as the microaggression

itself (Sue, 2010).

Recognizing Microaggressions and the Messages They Send
Before you can respond to a microaggression, it’s necessary to recognize that one has occured. As noted
above, in 2015 the UC Office of the President published “Recognizing Microaggressions and the
Messages They Send,” a list of example microaggressions. The following examples are excerpted from

that list:

Ascription of intelligence.
Evaluates someone’s
intelligence or aptitudes based
on their race and gender.

(To a woman of color): “l would
never have guessed you were a
scientist!” Or “How did you get so
good at math?”

People of color and/or women
are not as intelligent and adept
at math and science as whites
and men.

Assumption of
criminality/danger. Presumes a
person of color to be
dangerous, deviant or criminal
because of their race.

A white person crosses the street to
avoid a person of color, or a
professor asks a young person of
color in an academic building if they
are lost, insinuating they may be
trying to break in.

People of color don’t belong
here, they are dangerous.

“Othering” cultural values and
communication styles.
Indicates that dominant values
and communication styles are
“normal” or ideal.

Structuring grading practices in
such a way that only verbal
participation is rewarded, failing to
recognize cultural differences in
communication styles, and varying
levels of comfort with English verbal
communication.

Assimilate to the dominant
culture.

Second class citizen. Awards
differential treatment.

Calling on men students more
frequently than women students;
mistaking a student of color for a
service worker.

Men’s ideas are more important;
people of color are destined to
be servants.

Gender/sexuality exclusive
language. Excludes women
and LGBTQIA community.

Forms that only offer male/female
choice for gender; use of the
pronoun “he” to refer to all people.

There are only two acceptable
genders; men are normative
and women are derivative.

Responding to Microaggressions

Microaggressions can and do occur in the classroom. However, their occurrence can be an opportunity to
stimulate potentially generative dialogues, though success in facilitating such conversations depends
strongly on instructors’ abilities to recognize and respond to microaggressions in the first place (Sue et al.,
2009). Below are some practical strategies to dealing with microaggressions perpetrated by students:
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Address the comment. Ignoring these comments can be tempting, especially if you feel
uncomfortable, but that will send the message that such comments
are okay.

Decide if immediately pursuing If necessary, count to ten and take a deep breath. If you feel

the topic is in the best interest of | unprepared to engage the topic, tell the class that you will talk

the class. about it at the next class meeting. Then prepare in the meantime,
and revisit the topic at the next opportunity.

If you decide to pursue it, Avoid changing the subject or dismissing topics of race, gender,

legitimize the discussion. sexuality, citizenship status, disability, etc. as they arise (unless you

are clear that you will return to the topic in the near future). This
dismissal is itself a type of microaggression against some students.

Use a direct approach to Don’t be a passive observer, or let the class take over the
facilitating the discussion. discussion. Similarly, try not to expect students to be
“representatives” speaking for their identity groups, or to make up
for your lack of comfort or knowledge. The A.C.T.I.O.N. Framework
(Souza, Ganote, & Cheung, 2016) is one method for effectively
responding to microaggressions in your classroom.

Validate the feelings of your Avoid questioning, dismissing, or playing down feelings that your

students. students have about issues of difference and power. They are
trusting you when they share their feelings.

Be willing to accept a different It’s likely that if you have a different background and circumstances

reality than your own. than your students, and the stories, feelings, and views they share

may not resonate with your own.

Consider sharing the ways in Revealing yourself as “flawed” will encourage students to take risks
which you have been conditioned | by sharing their experiences and thoughts, and communicates

by the circumstances of your life courage in approaching conversations about difference and

and society. relationality.

Additional Resources
The following are a few additional resources that can help you understand and approach
microaggressions:

e “How to Be an Ally to Someone Experiencing Microaggressions”

e “Microaffirmations in Higher Ed Advising”
e The Microaggressions Project
)

Recognizing Microaggressions and the Messages They Send
o From “Fostering Inclusive Excellence: Strategies and Tools for Department Chairs and
Deans.” 2015.
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PART 1: Asset-Based Approaches to Promoting Students’ Wellbeing

Asset-based approaches to wellbeing for students are policies, practices, and strategies that identify and
draw upon the strengths of individuals, families, and communities. Asset-based (aka strengths-based)
practices involve shifting away from deficit approaches that tend to emphasize problems and/or focus on
what students are unable to accomplish. Conversely, asset-based practices focus on the positive
contributions that students make in the classroom, while also building partnerships between individuals
and social support networks. These practices acknowledge individual, family, and community strengths
and challenges, and engage stakeholders as partners in developing and supporting individuals (U.S.
Department of Health and Human Services, n.d.).

Literature suggests at least three ways in which asset-based approaches benefit individuals (adapted from
Green, McAllister, & Tarte, 2004):

e By encouraging students to engage in campus services and supports structures;
e By empowering students to be more effective participants in the classroom;

e By encouraging students to build positive social support networks through their relationships with
their peers and instructors.

Instructors can play an important role in promoting strengths-based approaches to student wellness. This
resource will outline strategies aligned with a preventative health framework and suggestions for how you
as an educator can implement these strategies as part of your everyday engagement with students.

Dimensions of Wellbeing

Wellbeing is a multifaceted construct -- it is both an individual feeling, mental act, and/or a state of mind,
as well as a relational activity between community members and set of long-term practices for both
individuals and the community as a whole. Rath and Harder (2010) articulate five categories of wellbeing:

Career Wellbeing How one occupies their time -- this can include liking what they do every
day, or in the case of college students, feeling mentally and academically
stimulated by course content and/or activities. Instructors can promote
career wellbeing by designing assignments and activities that allow students
to relate course content to their everyday lives, personal interests, and
professional goals.

Community Wellbeing The sense of engagement one has with where they live. As with social
wellbeing (see below), instructors can promote community wellbeing by
encouraging students to create meaningful relationships both on campus
(e.g., with peers, instructors, advisors, staff, etc.) and off (e.g., friends,
mentors, affinity groups, etc.). Instructors can also support students by
connecting course materials to relevant community events. The

has a host of community-based activities.

Financial Wellbeing Effectively managing one’s economic life. Many college students face
financial instability on a daily basis (Bronton & Goldrick-Rab, 2016). For
example, some students may be working one or more jobs to support
themselves and many more are using student loans to finance their
education. Instructors can support students experiencing financial instability
by remaining flexible when emergencies arise or when students’ external
lives impact their abilities to perform in the classroom. Instructors can also
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include

from Student Health and Counseling Services on their
syllabus and Canvas site (as a link).

Physical and

Psychological Wellbeing

Having good physical and psychological health and enough energy to get
things done on a daily basis. Parts 2, 3, and 4 of this resource will focus on
these dimensions of wellbeing in more detail and provide strategies for how
instructors can promote students’ physical and psychological wellbeing.

Social Wellbeing

activities and/or social groups).

Having strong relationships and love in your life. Instructors can promote
social wellbeing by enabling students to construct meaningful social
relationships with their peers in class (e.g., through peer learning activities
and group work) and encouraging students to construct meaningful social
relationships with the broader campus community (e.g., through student life

Primary, Secondary and Tertiary Prevention

The following strategies were adapted from the
towards establishing a supportive learning environment for students. More in-depth/targeted strategies
are provided in Parts 2, 3, and 4 of the Wellbeing series.

and are helpful initial steps

Explanations Suggestions
Primary Primary prevention aims to prevent health | Many students, particularly first-year
Prevention crises before they occur. This can be done | students, first-generation students, transfer
by preventing exposure, altering students, and international students, etc.,
unhealthy or unsafe behaviors, and may not be aware of campus resources and
educating students about healthy and safe | programs like
habits. which is designed to
support students experiencing a variety of
health crises. Provide links to these
services on your syllabus and on Canvas,
and make sure to highlight these services
on the first day of class and during high-
stress times of the quarter (e.g., midterms,
finals, etc.). For a full list of campus
resources, see our
Secondary Secondary prevention aims to reduce the | Some students may feel conflicted about
Prevention impact of a health crisis that has already approaching instructors when they are
occurred. This can be done by identifying | experiencing a health crisis. Consider
and intervening when students appear to periodically reminding students that they
be struggling, while also creating an are welcome to contact you or your TAs for
environment where students feel support, or to come by office hours if they
comfortable acknowledging that they need help. Also remind students that there
need support. The impact of students’ are a number of campus programs they can
health crises can also be partially reach out to as well (see above). If a
mitigated when instructors are reasonably | student does approach you to discuss a
flexible with students who are health crisis, consider working with them to
experiencing health issues and work with | develop accommodations and/or make-up
those students to create workable plans plans that are reasonable to both you and
for getting back on track. the student. It is also important to refer
students to other resources when their
needs exceed your expertise or are outside
of your comfort level.
Tertiary Tertiary prevention aims to soften the Encourage students to contact you about
Prevention impact of an ongoing health crisis or any chronic health conditions they may be
condition that has lasting effects. This can | experiencing, or any accommodations they
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be done by partnering with students, may need. Refer students to the Student
advisors, and other campus support Disability Center, where they can receive
programs in order to provide students with | appropriate support and/or

the support they need to succeed. This accommodations. Additionally, consider

may include making accommodations for researching ways to make your classroom
students in partnership with campus units | more accessible to students with

(e.g., the Student Disability Center) and disabilities -- for more on this, see our
altering assignment or test conditions or resource on Inclusive Practices.

deadlines when necessary.

Additional Resources
e You may consider including some or all of these links on your syllabus and/or on Canvas:

UC Davis Student Health and Counseling Services
- Medical Services
- Counseling Services
- Wellness Services

UC Davis Aggie Compass

UC Davis Student Disability Center
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Student Wellbeing Series
PART 2: Supporting Students Experiencing Housing and/or Food Insecurity

Students in higher education are increasingly facing challenges related to food and/or housing insecurity.
For example, a study by Nazmi et al. (2018) found that as many as one in two US college students, or
43.5% nationally, may be impacted by food insecurity — the lack of reliable access to a sufficient quantity
of affordable and nutritious food. This far outweighs the national household average of 12.7% as of 2015.
Similarly, Bronton and Goldrick-Rab (2016) found that 27% of the 3000 students they surveyed reported
that within the past month “they did not have enough money to buy food, ate less than they felt they
should, or cut the size of their meals.” Seven percent reported that they had recently gone the entire day
without eating (p. 18).

Housing security is also an issue of concern in higher education. A study by the Wisconsin HOPE Lab
(2016) found that within the previous year, nearly 25% of two-year college students reported being unable
to pay utilities, while an additional 24% reported being unable to pay rent (cited in Bronton and Goldrick-
Rab, 2016). Both housing and food insecurity can negatively affect students’ academic performance.
Maroto, Snelling, and Linck (2015) found that food insecure students were 22% more likely to record a
lower GPA (2.0-2.49) versus a higher GPA (3.5-4.0).

This resource will outline the landscape of food and housing insecurity across the UC System, as well as
the efforts being made to address these issues. This resource will also provide some strategies and
suggestions for how to support food or housing insecure students in your classrooms. At the end of this
resource is a sample statement you may wish to consider including/modifying for your syllabus on food
and housing insecurity.

Food and Housing Insecurity Across the UC System

In 2015, the Student Food Access and Security Study was conducted in order to understand how food
insecurity affected students in the UC system. The main findings of this study indicated that 48% of
undergraduate and 25% of graduate students in the UC system reported experiencing food insecurity.
The study also indicated that “food insecure students were more likely than food secure students to
receive federal nutrition assistance and need-based financial assistance, like Pell Grants and to have
experienced food insecurity as a child” (p. 4). On the other hand, 57% of food insecure students reported
that they were not previously food insecure. In terms of housing, in two internal student experience
surveys conducted by the UC Office of the President, 5% of both UC undergraduate and graduate
students reported experiencing homelessness during their enroliment. Note: while the definition of
homelessness is still being determined nationally, the UC question provided responses ranging from
“couch surfing” at a friend’s place, living in one’s car, and/or living on the streets.

Strategies for Supporting Students Experiencing Food and/or Housing Insecurity

Familiarize
yourself with
students in you
class

Getting to know your students helps
establish a positive student-instructor
relationship that is beneficial for learning.
It also helps you identify differences in
their behavior, demeanor, and overall
presentation, etc. Subtle and/or drastic
changes can be an indication that the
student may be experiencing a challenge
of some sort.

Early in the term (e.g., the first day), have
students answer a few questions about
themselves on a 3x5 notecard, such as
where they are from and what they enjoy
doing in their free time. You can then
collect and use these notecards to help
you learn student names and gain a little
insight into who they are. For smaller
classes, you may allow time in class for
students to introduce themselves to the
class using the cards. In larger courses
you may choose to have students share
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in pairs for the sake of time. Regardless of
class size, consider inviting students to
stop by your office (or some other neutral
locations like the library or Memorial
Union) to introduce themselves in the first
few weeks of the quarter.

Make a habit of
asking students
how they are
doing before or
after class and
during office
hours

Asking students how they are doing
regularly, both communicates that you
care and opens the lines of
communication, which is integral to
establishing trusting student-instructor
relationships. Trusting relationships help
foster a learning environment in which
students feel comfortable approaching
instructors when they are experiencing a
challenge.

It is especially important to ask about
students’ wellbeing during stressful parts
of the quarter, such as midterms, before
exams, and during the last few weeks of
the term when students are preparing for
finals. Linking (or relinking) to the

, or other
campus resources, on the Canvas site
can promote awareness of resources to
assist students.

Encourage
students to
reach out to
you if they are
experiencing
food and/or
housing
insecurity

As stated in the introduction, food and/or
housing insecurity can negatively affect
students’ academic performances
(Maroto, Snelling, & Linck, 2015). Food
and/or housing insecure students may
have trouble attending class, meeting
deadlines or completing work, accessing
course materials or software, performing
on assessments, and/or otherwise
struggling in your class. Fear of stigmas
associated with poverty may also prevent
students from seeking help from you or
other campus points of contact and
support structures.

Encourage students to talk to you in
office hours or through email if they are
struggling with food and/or housing
insecurity, as a way of normalizing help-
seeking behavior and lessening students
fear of stigmatization. Provide links to the

and the

(see

below) on your syllabus and Canvas site.
You can also consider building flexibility
into your attendance and late-work
policies, within reason, and working with
students to establish plans for getting
back on track if they fall behind.

Ensure that
students are
aware of
campus
resources
related to food
and housing
insecurity

Many students, especially first-year and
first-generation college students, may not
be aware of campus resources meant to
aid them in accessing affordable food
and/or housing, or campus resources in
general. Even when students are aware
of campus resources, concerns about
stigmas attached to accessing such
resources may discourage students from
seeking help when needed.

At UC Davis, Aggie Compass was
launched in 2018 to help address food
insecurity among students. Consider
highlighting Aggie Compass and other
campus resources in your syllabus and on
Canvas. You can also periodically remind
students that there are resources
available to support them if they are
experiencing food and/or housing
insecurity. Again, encouraging students to
utilize resources they need helps
normalize and promote help-seeking
behaviors in students.

Below is additional information about
Aggie Compass, as well as a sample
syllabus statement. Additional food and
nutrition related resources on campus,
and in the city of Davis, can be found
through

When possible,
choose open
access or low-
cost options for
textbooks and

The cost of attending college has
increased rapidly over the last few
decades -- not only has the cost of tuition
increased dramatically (accounting for
over 60% of the cost of enroliment) but

Consider all costs associated you're your
course. For example, instead of asking
students to purchase a course reader,
consider providing PDFs of articles or
single chapter readings on Canvas
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other course cost of living expenses for college (NOTE: make sure you are following
materials students have also increased by over guidelines when choosing this
80% in the last four decades (UCOP, option). Additionally, allowing and/or
2017). These additional costs are encouraging students to use open source
compounded by increased costs for alternatives like , or making sure
supplementary materials like textbooks, that course software is accessible in
course software and equipment, and or the
campus fees. , can help mitigate the cost of

expensive course software.

Additionally, at Shields
Library may be able to help you identify
materials available through the UCD
catalog and databases.

Aggie Compass: Basic Needs Center

With approximately 41% of enrolled undergraduates being Pell grant eligible (that is, students who are
eligible to receive a federally-funded grant award based solely on their financial need), the division of
Student Affairs has opened , @ one-stop shop, located on the first floor of Memorial Union
in the East Wing, to assist students with resources to address basic needs, including food and housing
insecurity. The Center is open Monday-Friday from 9:00 AM to 5:00 PM, and closed Saturday and Sunday.
For more information, contact the Aggie Compass at (530) 752-9254 or

Additional UC Davis Information and Initiatives

The financial aid office and Educational Opportunity Program (EOP) have both integrated language in their

publications to communicate CalFresh eligibility to students. Students who are work-study eligible and/or

EOP awarded can automatically be CalFresh recipients if they complete the application. There is also an
that directs students to apply. Please note the URL is specific to UC Davis for

tracking purposes. Students can schedule an appointment for help enrolling in CalFresh using this link:

https://aggiecompass.ucdavis.edu/get-calfresh.

Sample Syllabus Statement

Eating enough nutritious food energizes your brain and body. Without it, your academics, physical health,
and mental well-being may suffer. If you are skipping or stretching meals, worrying about money or food,
and/or having difficulties accessing nutritious and sufficient food, visit Aggie Compass Basic Needs Center
( ) located on the first floor of the MU. Aggie Compass welcomes and supports
everyone in meeting their basic needs.

o Optional Text (1): You may also consider reaching out to the professor if you are comfortable in doing
so.

o Optional Text (2): Note that many students face these challenges during their college years and
seeking support is healthy.
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Student Wellbeing Series
PART 3: Supporting Students Experiencing Mental Health Crises

Research suggests that students enrolled in institutions of higher education are increasingly experiencing
issues related to mental health and other forms of psychological distress, yet many do not seek assistance
(Chen, Romero, & Karver, 2016; Hunt & Eisenberg, 2010). Healthy UC Davis provides a list of several
common mental health conditions prevalent on college campuses, including addiction, anxiety disorders,
depression and other mood disorders, eating disorders, and post-traumatic stress disorder (PTSD), among
others. Stress caused by the demands of academic work loads, often combined with outside employment
and social and/or familial obligations, can exacerbate already existing mental health issues. Additionally,
students from marginalized communities, in particular students from the LGBTQIA+ community, are at
greater risk for experiencing mental health crises while enrolled in college (Kirsch, Conley, & Riley, 2015;
Ridner et al., 2016).

Instructors (faculty, graduate student instructors, teaching assistants) play an important role in supporting
students experiencing mental health crises and promoting help-seeking behaviors that can ensure
students’ overall wellbeing. This resource will provide strategies and suggestions for how instructors can
support students’ psychological wellbeing and outline resources available for students at UC Dauvis.

Mental Health Trends

In their 2016 guide for promoting students’ mental health, the UC Office of the President reported that in
the previous 8 years there had been a 54% increase in the utilization of counseling resources across the
UC system. This number may have been under-reported, as many students may not have been accessing
resources or seeking structured help. The report also noted that 1in 4 UC students seeking counseling
services received psychotropic medication and that medications for mental health represented the largest
share of prescriptions through the UC Student Health Insurance Plans (UCOP, 2016).

These results mirror national trends showing an increase in the utilization of mental health services on
college campuses. For example, according to a 2015 Center for Collegiate Mental Health (CCMH) report,
data from 93 institutions showed an average increase of 29.6% in students seeking counseling services
and an average increase of 38.4% in counseling center appointments (cited in UCOP, 2016).

Strategies for Supporting Students Experiencing Mental Health Crises

Look for indicators that | UCOP (2016) notes that instructors Academic indicators can include (but
a student is are often the first to notice a student | are not limited to):

experiencing distress

experiencing distress: “in these
situations, you do not have to take on
the role of a counselor or attempt to
diagnose a student. You need only to
notice the signs of distress and
communicate these to the
appropriate resource.” While the
presence of one or more indicators of
mental or emotional distress does not
necessarily mean that a student is in
need of additional support, the more
indicators that can be observed, the
more likely it is that a student is
experiencing a crisis.

o Repeated absences, missed
assignment or exams.

o Expressions of overly morbid or
violent thoughts in assignments or
activities.

o Overblown or disproportionate
responses to grades or other
assessments.

Other indicators can include:

« Behavioral or emotional outbursts
or acting withdrawn.

« Physical indicators like deterioration
in appearance or personal hygiene.

o Frequent or chronic illness.
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For a more complete list of potential
indicators of mental or emotional
distress, see for
faculty and staff.

Respond
compassionately to
students experiencing
mental health crises

It is important that you respond with
compassion when students are
experiencing distress, and when
possible, assist them in accessing the
resources or services they may need.
A compassionate response may
include having “a direct conversation
with the student to express your
concern and offer resource referral
information” (UCOP, 2016), as well as
working with the student to ensure
that he/she/they do not fall too far
behind.

Hunt and Eisenberg (2010) note that
one of the main barriers to students’
seeking mental health services is a
lack of awareness of resources
available to them on their campus. In
addition to providing students with
information about health and
wellbeing resources at UC Davis (see
Ad(ditional Resource below), remind
students that these resources exist
throughout the quarter and provide
links on Canvas. Furthermore, you can
also consider building flexibility into
your attendance and late-work
policies, within reason, and working
with students to establish plans for
getting back on track if they fall
behind.

Combat stigma by
normalizing help-
seeking behaviors

Eisenberg et al. (2009) found that
while students were concerned with
the perceived public stigma toward
mental health issues, personal
stigmatization was more closely
related to lower help-seeking. In
other words, students’ own negative
perceptions of mental health and/or
related treatments in turn negatively
influenced their likelihood to seek
help when distressed.

Challenge students’ personal
stigmatizing attitudes by presenting
accessing mental health services on
campus as both normal and healthy.
Make students aware of resources on
campus, such as the
and the

related to health
and wellbeing from Healthy UC Davis.
You can do this by linking to these
resources on your syllabus and on
Canvas, and encouraging students to
visit them during especially stressful
times in the quarter. To the extent that
you are comfortable, you may
consider sharing your experiences
with utilizing mental health resources,
as a way to normalize seeking help.

Additional Resources
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PART 4: Strategies for Preventing Mental Health Crises and Building Healthy Habits

For many students, college represents an important period of growth and key moments in which lifelong
habits regarding health and wellbeing are formed. Developing healthy habits in college is not only
beneficial for students’ future selves but can help reduce students’ stress and anxiety during school
(Bamber & Schneider, 2016; Greeson et al., 2014) and may therefore help prevent stress-related mental
health crises. There are several simple, everyday activities and strategies that instructors can employ to
help students learn and develop healthy habits and to encourage their wellbeing.

Physical Activity and Mental Health

Literature suggests that regular physical activity can help with depression and anxiety (Carek, Laibstain, &
Carek, 2011; Crews, 2004), both common challenges faced by college students (Bayram & Bilgel, 2008;
Blanco & Okuda, 2008), and known to have detrimental effects on performance (Bruffaerts et al., 2018).

Though studies in higher education are emerging, there is considerable literature at the primary and
secondary level to suggest that moderate amounts of physical activity can promote academic and
cognitive performance (Donnelly & Lambourne, 2011; Maher et al., 2016; Von Thiele Schwarz & Hasson,
20M; Watson et al., 2017; Wittberg & Cottrel, 2009). Instructors can encourage students to explore
possible avenues for physical activity by reminding them that their student fees grant them access to the

. Consider providing a link to the ARC’s website on your syllabus and encouraging them to
visit the Center during stressful times in the quarter (i.e., midterms, before exams, and during finals).
Additionally, if you regularly exercise or routinely incorporate physical activity into your life, consider
mentioning this to students as a model for healthy behavior.

Mindfulness and Meditation

Other useful strategies for stress-management are and . Mindfulness is
generally defined as “the skill of learning to pay attention, without judgment, to one’s present-moment
experience” (Greeson et al., 2014). Research has shown that students who participate in mindfulness
exercises are less stressed, have fewer problems sleeping, and have more self-compassion (Greeson et
al.,, 2014). Additionally, in their extensive review of the literature, Bamber and Schneider (2016) found that
overall research suggests that mindfulness meditation exercises show promise in reducing students’
stress and anxiety in college. Meditation and other mindfulness exercises can not only easily be integrated
into students’ everyday routines, but can also be incorporated into the classroom through quick, guided
activities.

provides a few examples of meditation and mindfulness exercises. Before tests or
exams, have students close their eyes and take deep, measured breaths, thinking only of the present
moment. You can guide students through the meditation by having them inhale for 4 seconds, hold for 4
seconds, and then exhale for 4 seconds. You can also have students visualize being successful on exams
or important class assignments and/or begin class by having students free write about something they’re
either grateful for or feel positively about. As mindfulness exercises promote paying attention to the
present moment, it can also be useful to encourage students to complete one task at a time, rather than
attempting to multitask.

Additional Resources

« Healthy UC Davis has created a number of open-access resources about health and wellbeing for
students to access online. Resources include podcasts and video guides, articles and fact sheets,
helpful mobile applications, and more. Topics of these resources include (but are not limited to):
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« The whole catalog of open-access resources can be found here:
. Consider linking to this website on your syllabus, Canvas site, and taking time throughout
the quarter to encourage your students to check out these resources.
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PART 1: Promoting Academic Success

A first-generation student is identified as a US student whose parents/guardians have not received a four-
year, US bachelor’s degree (Engle & Tinto, 2008). 42% of UC Davis students self-identify as first-
generation students (UC Davis Undergraduate Admissions and UC Info Center, Fall 2015). Numerous
studies have indicated that first-generation students tend to experience a variety of educational, financial,
and social barriers that make successful completion of a bachelor’s degree more difficult than for their
continuing-generation peers (Collier & Morgan, 2008; Covarrubias & Fryberg 2015; Engle & Tinto, 2008;
Ishitani, 2006; Lohfink & Paulsen, 2005; Stephens et al., 2012). However, when faculty partner with
administrators and educational support staff, there is much than can be done to ensure the success of
first-generation students.

See first-generation students as pioneers in higher education

One important way to better support first-generation students is to modify the way we think about them,
including our perceptions of the ways their prior experiences and backgrounds influence their
engagement (Greenwald, 2012). Greenwald (2012) argues that by thinking of first-generation students as
“pioneers” in their families and their communities, we can better recognize the unique skills and
experiences they bring to our classrooms. An example of how you might do this in your own classroom is
to consider what it means to be a first-generation student for different students in your class. The first-
generation experience is often perceived to be similar for all such classified students. However, it's
important to recognize that first-generation students are also a diverse group in itself (Engle & Tinto,
2008): some are low-income, some are minority/non-White, some are disabled, some are English
Learners, some may be undocumented. Keep in mind that not all students share all of the same ethnic,
socioeconomic, linguistic, and cultural characteristics.

Recognize some of your students’ current life situations
Engle & Tinto (2008) emphasize the fact that first-generation students face a variety of extracurricular
challenges to completing a bachelor’s degree.

Challenges Explanations Teaching Suggestions

Extensive and First-generation students often Help students with time management by
diverse commute, work many hours, and have designing assignments and timelines that
demands on unusual schedules. They may have part- | allow for research or collaboration to be
their time time enrollment status, interruptions in done outside of class or off-campus. Do
outside of their enrollment, and occasional not require the use of resources that are
school impediments to their persistence. limited or only available at certain times.
May face Be aware that first-generation students | Unless students need to buy particular
serious financial | may face financial issues that are similar | supplies or apps for your class, be
hardships and different from other students. cognizant of additional financial burdens.

For example, consider using open source
software (e.g., R), open source textbooks,
and other free course materials if possible.

The sense that | First-generation students are Be aware that some students may hold
they don’tfitin | developing a new set of language skills, | contradictory feelings as they may

at home or at academic skills, and beliefs as they sometimes believe that they do not fully fit
school learn to be college students. These may | in either academia or back in their

be different from those present in their | communities.
families and communities.
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They may be Some first-generation students may be | Support learning of academic language in

bi/multilingual bi/multilingual in English and another your class by clarifying terminology, using

and/or multi- language(s), or may speak in different synonyms, and explaining the different

dialectal dialects in their communities and at linguistic demands of academic genres in
home. your discipline.

The role of faculty interaction in helping first-generation students succeed

First-generation, college students typically apply to universities and undertake university study without
guidance and acculturation from parents and family members who already attended and/or graduated
from college. Therefore, their interactions with faculty represent an important source of information on the
occluded aspects of college life, as well as guidance on academic preparations, and how to gain social
and cultural capital to become successful college students. In fact, interactions with faculty have been
shown to have a positive impact on retention of first-generation students in college (Wang, 2012, 2014).

May lack a clear | Some first-generation students may not | Transparent explanations of course

sense of how clearly understand how college differs outcomes and expectations is critical in

college differs from high school, or may lack a clear helping first-generation students be

from high sense of what they need to do in order | successful (Winkelmes et al., 2016). Make

school to succeed in a college class. sure to clearly outline your expectations in
Additionally, the initial learning curve for | your syllabus, assignment sheets, and
first-generation students may be other course material, and allow plenty of
steeper than it is for students who come | time for questions. Additionally, Wang
from college-educated families. (2014) suggests that teachers should offer

specific advice on how to succeed in their
class, and help first-generation students
connect with resources around campus
(e.g., TRiO, SASC).

May lack Many first-generation students may lack | Try to emphasize campus resources such
familiarity with familiarity with the culture and as Counseling Services that can help
university expectations of the university. As such, [ students manage the stress of being in the
culture some first-generation students may new environment of the university. If you
experience “imposter syndrome,” or feel | feel that a student may need more
confusion, intimidation, stress, self- support, reach out to them or contact their

doubt, and low confidence as a result of | advisor if possible.
their lack of familiarity.

May lack First-generation students may not be Make sure that students know you and/or
knowledge or familiar with the concept of establishing | your TAs are available to talk if needed (in
confidence in personal relationships with their class, after class, and/or during office
approaching professor or teaching assistants. hours), and try to be as welcoming as
faculty possible towards students so that they feel

more comfortable reaching out. It can also
help to share that the purpose of office
hours is to build supportive relationships
between instructors/TAs and students, so
that students feel less timid about

stopping by.

Adapted from: Lohman, 2015

Additional Resources

Q&A: Stanford’s Hazel Markus

Grand Valley State University Resource on First Generation Students
First generation: Best practices for faculty. [UC Irvine]

First year experience. [UCLA]
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http://success.ucdavis.edu/centers-and-programs/trio-scholars/
http://success.ucdavis.edu/index.html
https://shcs.ucdavis.edu/counseling-services
http://news.stanford.edu/news/2012/march/first-generation-students-031512.html
http://www.gvsu.edu/ftlc/first-generation-students-114.htm
http://firstgen.due.uci.edu/2016/09/21/best-practices-faculty/
http://firsttogo.ucla.edu/
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PART 2: Strategies for Transparent Teaching

Engle & Tinto (2008) argue that “due to the changing demographics of the United States, we must focus
our efforts on improving postsecondary access and success among those populations who have
previously been underrepresented in higher education, namely low-income and minority students, many
of whom will be the first in their families to go to col