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			Foreword

			A Journey Toward Equity-Focused Leadership

			Principals must lead initiatives to give every child access to an education

			By Kaylen Tucker, Ph.D.

			

“Schools are becoming more racially segregated, achievement gaps still persist, and approximately 80 percent of principals and 80 percent of teachers are white, while the majority of students are racial minorities. Especially because of this imbalance, we urge school leaders to prepare themselves to lead equity in their school communities by deepening their understanding of the impact of race, racism, white privilege, inequality, and police violence.” 

			—NAESP Statement on National Uprisings in Response to Police Violence Against African Americans, June 2, 2020

			NAESP issued the above statement on June 2, 2020, as the nation reacted in horror to the senseless killing of George Floyd in Minneapolis. It went on to explain NAESP’s stance in supporting principals with the resources they need to “ensure their teachers and students gain a greater understanding of the impact this violence has on affected communities and to offer a safe space in which they can process their emotions,” and recommitting to advancing school leaders as equity champions. 

			Soon after, the NAESP Board of Directors formed the NAESP National Task Force on Race and Equity to advise the association on issues related to racial equity in school communities, reveal schools’ common challenges and solutions, and support a peer-to-peer network of support for school leaders. 

			The Task Force got to work identifying principals’ specific needs in leading schools with an equity lens. “Leading equity can be a daunting responsibility,” said Kimbrelle Barbosa-Lewis, former president of NAESP and chair of the NAESP National Task Force on Race and Equity. “We all know how important it is, but it can be hard to know how to get started, how to prioritize it, and how to make sure that teachers and staff have the mindset and skills they need to move it forward.” 

			Simultaneously, schools were experiencing what was described as a dual pandemic, as the effects of COVID-19 and the nation’s racial reckoning dramatically altered back-to-back school years. NAESP’s Leaders We Need Now research series explains how the pandemic and social injustice forced principals to shift priorities to meet new demands. Funded by The Joyce Foundation and conducted by the American Institutes for Research, the study assessed principals’ responsibilities according to the Professional Standards for Educational Leaders (PSEL), revealing that principals were forced to put standards focused on equity, cultural responsiveness, curriculum, and school improvement on the backburner.

			“The COVID-19 pandemic and sudden shift to distance learning exacerbated inequities related to educational access,” said NAESP Executive Director L. Earl Franks, Ed.D., CAE. “But in exposing these shortcomings, it offered principals a jumping-off point to address systemic disparities and build support for an ecosystem that advances culturally responsive leadership for principals nationwide. Now that everyone can recognize how these inequities affect students, we can engage even more diligently in breaking them down.” 

			Creating an Equity-Focused Climate

			In editing NAESP’s Principal magazine and developing resources for principals, assistant principals, and other educational leaders, I’ve had the unique opportunity to both facilitate dialogue with school leaders about their practice and collaborate with dozens of researchers, practitioners, and thought leaders to develop a collection of resources that provide practical guidance in equity leadership. 

			The resulting resources are organized around the four leadership behaviors that produce positive school outcomes, as outlined in How Principals Affect Students and Schools, a research report commissioned by The Wallace Foundation: 

			
					Facilitating Collaboration and PLCs. Principals can build leadership capacity by understanding implicit and explicit biases, building racial literacy, and creating a common language of equity in your school. 

					Engaging in Instructionally Focused Interactions With Teachers. Culturally responsive leadership impacts curriculum and teaching. Here’s how educators can encourage students of every background to see themselves in their learning. 

					Building a Productive Climate. Principals can use inclusive SEL, introduce restorative approaches to discipline, and address anti-equity rhetoric to advance equity efforts in their schools and create resilient, self-aware students. 

					Managing Personnel and Resources Strategically. Whom the school employs can affect its inclusivity. Leverage hiring and staffing to build a school culture that reflects the student body and community while advancing school goals. 

			

			Principals play a critical role in leading equity efforts and creating positive change in their schools. The articles, webinars, and resources in this ebook emphasize the importance of creating and fostering a culture of equity and engaging in practices that support all students’ access to a fair and inclusive education. 

			Using this ebook, educational leaders can take advantage of a variety of practical strategies to create inclusive and equitable learning environments that support every student’s success. Advancing equity requires principals to adapt to changing circumstances in a fractious political atmosphere, but principals must lead the charge instead of accepting the status quo.  

			—Kaylen Tucker, Ph.D.

			Associate Executive Director, Communications

			NAESP 
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			Building Racial Literacy

			7 ways for education leaders to address implicit bias through professional learning 

			By Susan Lohret

			This article was originally published in Principal magazine 

			You might think that your district sufficiently addresses implicit bias as part of initiatives involving culture and climate; social-emotional learning; or diversity, equity, and inclusion. The district might even frame equity as an ever-evolving journey of awareness and awakening. 

			But explicitly addressing implicit bias is the foundation of equity work. The process requires dialogue, reflection, and repeated practice; a one-day training, presentation, or guest speaker won’t address implicit bias, and awareness alone is not enough to create sustained changes in behavior. 

			Principals have the opportunity to model, question, disrupt, and address implicit bias every day, every hour, and in every interaction. But first, they must develop their own racial literacy and engage in reflective dialogue and practice. Professional development in recognizing, managing, and mitigating implicit bias prepares building leaders to build the capacity of their colleagues to understand and address implicit bias. 

			Strategies to disrupt implicit bias can be learned in combination with a reflective process at the individual and group levels. Schools often encourage professional learning in mindfulness, perspective-taking, and empathy, but they rarely use the term “implicit bias” due to its potential for an emotionally charged response. This is a missed opportunity—especially for the students and families we serve.

			When designing a framework to address implicit bias, focus on three areas: understanding, practice, and reflection and responsibility. Here are seven ways to get started:

			1. Frame an ever-evolving, reflective journey. Addressing implicit bias through a learning community requires leaders to remain flexible and evolve the work in a nonlinear way—meaning no checklists, one-time trainings, or initiatives. Instead, frame the effort to address implicit bias as more of a shift in mindset toward improvement or a way of being. Use the metaphor of a journey to describe the reflective process, and model the reflective process as a leadership disposition. Develop stakeholders’ understanding of the process, and relate it to learning and unlearning. 

			2. Establish a culture of trust and safety. The ability to reflect and dialogue relies on a safe culture. Time invested in listening, developing relationships, and modeling vulnerability will strengthen trust and safety. Superintendents play the role of protectors who are committed to the process, and the board of education can provide a layer of protection for those facilitating. The superintendent and board of education must align their vision, mission, values, and norms. 

			3. Meet resistance with patience. Leaders might struggle with a conflict between the urgency of the work and learners’ readiness, as well as their own preparation and knowledge. Understanding the level of readiness is part of the journey; leaders should meet people where they are and move forward. Moving forward isn’t optional. Resistance is the most common challenge, because addressing implicit bias means challenging the status quo and often requires deep personal change. Face resistance with resilience, bravery, and courage. Patience with the strategy provides stamina for the work.

			4. Redefine the professional learning community. Challenge mindsets and boundaries to redefine the professional learning community (PLC) model and who is involved in it. Typically, the PLC model includes faculty and staff. Bridge school and community to include students, parents, and community members early on in its design and delivery. When the community engages and collaborates with school leaders, there will be less pushback among internal stakeholders. 

			5. Form tiered structures, roles, and teams. Create a multitiered design for embedded, ongoing professional learning. Most common is a three-tiered structure of roles and teams at the student, building, and district levels. Create opportunities for feedback and participation to reduce resistance. 

			6. Create entry points on the pathway to action. Use a cycle of inquiry to build capacity through modeling and dialogue. Addressing implicit bias can be emotionally charged, so it’s essential to provide context to move beyond a kneejerk response. Entry points can include the hiring process, grading, curriculum, data, and shifts in demographics; they can lend purpose to goals and lead to improved outcomes.

			7. Make it interdependent, organic, and tangible. District and building structures are interdependent. Daily interaction between levels offers opportunities to plan learning in tangible segments. Partner with another district that’s further along in addressing implicit bias as a form of mentoring or coaching. Storytelling—the sharing of stakeholders’ lived experiences—can help build empathy and engage more perspectives. 

			How do your school and district address implicit bias? What are the entry points that will help move them from awareness to action? What matters most is not how enlightened or aware we can become; action is what’s most influential on student outcomes. 

			Susan Lohret is an elementary school principal based in New York.

			***
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			Creating a Common Language of Equity

			What does equity look like and feel like at your school?

			NAESP Principal Podcast

			Every student in my classroom deserves an equal chance despite their differences; what can we do as school leaders to ensure that? Equity in education is the process of reforming practices, policies, and procedures at the school and district levels to support academic fairness and inclusion. This ensures every child has everything they need to be successful, including resources, teachers, and interventions. We are pleased to feature NAESP Center for Diversity Leadership fellows Ryan Daniel and Edgardo Castro as they discuss how school leaders can create a common language of what equity looks and feels like.

			Dr. Ryan Daniel is principal of Fort Foote Elementary School in Fort Washington, Maryland, and a fellow at the Center for Diversity Leadership.

			Dr. Edgardo Castro is Director of Learning Services at Truth or Consequences Municipal Schools in New Mexico, and a fellow at the Center for Diversity Leadership.

		

		
			
				
Play Podcast

				naesp.org/resource/creating-a-common-language-of-equity 

				


			

		
	
		
			—  I. Facilitating Collaboration and PLCs  —

			[image: ]

			Teachers as Equity Warriors

			Build an environment that advances educational equity by getting teachers to rely on each other across grade levels 

			By George S. Perry Jr.

			This article was originally published in Principal magazine

			Try as one might, no principal can accomplish a school’s equity vision alone. Advancing a vision that speaks to the success of all students requires everyone in the school community to rely on and support one another. Equity warriors—learners and visionaries—use existing structures and systems as tools to persuade the school community to join together and “own” the success of a shared vision.

			NAESP’s Leaders We Need Now study says that a majority of principals have been spending less time on crucial long-range initiatives such as equity and cultural responsiveness due to the often sudden and unpredictable demands of the COVID-19 pandemic. Many expressed a desire to recalibrate their work with equity at its center, as well as redistribute responsibilities to support equity initiatives in school. 

			Grade-level interdependence—getting teachers to collaborate on student goals throughout the school—animates what educators know intuitively: that it takes a village to educate a child. When the challenges to student learning from COVID-19 seem overwhelming, success in ensuring that each and every student moves smoothly through the elementary grades depends on the contributions of one’s colleagues.

			Warriors Together

			Equity warriors embrace grade-level interdependence as something they can use to improve teaching and learning and advance equity. This doesn’t require additional funding, but it might require principals to use their skills of persuasion to nudge changes in the school culture.

			Grade-level interdependence also shows teachers that nobody expects any one of them to be a superhero. Few teachers have the skills and the conditions to help students advance multiple grade levels in a single year—at least not in every year or with every student. It’s true that teachers need to be dedicated, devoted, and have the right supports in place to accelerate student learning, but we can’t expect them to act alone. 

			One of the most remarkable teachers I met taught in a school on the south side of San Diego. The school—located in a barrio isolated by gang territory—served new arrivals, homeless families, and others who often moved out of the neighborhood as quickly as they were able to do so. Each year, this teacher helped her kindergartners read and write to proficiency, often at the second-grade level. 

			Unfortunately, there was little evidence that students who had been successful in her classroom continued to excel. First- and second-grade teachers were unable—and ultimately, unwilling—to teach in ways that built upon the solid foundation students had at the end of kindergarten. Even when examples of student success due to individual efficacy were present, the school’s culture couldn’t muster collective efficacy, and students regressed academically.

			Changing the Organizational Culture

			Peter Drucker is credited with saying that “culture eats strategy for breakfast.” Equity warriors know that changing organizational culture is difficult, but it can be their greatest ally in creating equitable opportunities for students across grade levels. 

			For example, one of our partner schools in Texas enrolled just under 600 students, of whom 68 percent qualified for free and reduced-price meals. While most students performed well on state assessments, many students—particularly new kindergartners and first graders—struggled. The school’s culture had been shaped by two principals, each of whom had spent several years as the school’s assistant principal before being appointed principal. 

			The current principal invested in team-building to increase staff capacity, particularly among experienced teachers. Grade-level teams met two or three times a week, and “vertical” teams met once a week with an agenda developed by the principal and lead teachers. Teachers slowly became more comfortable with open conversations, developed weekly pacing plans, and engaged in careful reviews of student work. The principal provided supervision and regular feedback.

			The most remarkable process was the use of vertical team time for planning. Teachers visited other teachers’ classrooms periodically. With about a month remaining in the school year, grade-level teams conducted an extended visit to the grade level immediately before their grade (for example, third-grade teachers visited second-grade classrooms). The visits were intended to help teachers determine the readiness of students entering their classrooms the following year, and to advise current teachers on the content and skills they needed to reinforce during the final month of the school year. 

			Visiting and visited teachers later exchanged feedback with little administrative supervision, and they valued their colleagues’ feedback. 

			Sustaining Collective Efficacy 

			Building a culture that sustains collective efficacy takes time, stable leadership, attention, and the right conditions. Nevertheless, we have seen other examples of teachers and staff embracing strategies to move the organizational culture.

			Flint (Michigan) Community Schools realized culture changes following the introduction of a district-required, fully aligned, standards-based literacy and mathematics curriculum at each grade level. The district had decided that uniformity in curriculum and instructional strategy across schools was critical to the success of students whose families tended to relocate often within the area.

			The first step was to prepare teachers to use the curriculum, including daily lesson plans. While teachers were not required to follow the scripts provided, they were expected to follow the scope and sequence of the yearlong curriculum and its research-based instructional strategies. 

			Extensive investment in professional learning, including support from school-based coaches, helped convince teachers to try the district’s curriculum. Many did so reluctantly. But when students began to respond positively and demonstrate their learning, teachers embraced the units and lessons. As the curriculum took hold with teachers and students, academic achievement increased for the first time in recent memory.

			Part of Flint’s professional learning was designed to help teachers understand the curriculum’s vertical and horizontal alignment. There were two explicit messages: (1) Keep the pace as directed, since students will have multiple opportunities to master concepts each year and over time; and (2) teachers working together can make a difference in student learning. 

			Over the next few years, teachers learned to identify students’ understanding of key concepts and gaps in student knowledge. In some schools, they also noticed that students who had spent the previous year with a particular teacher were further behind than students taught by other teachers. Teachers understood that when students come to them unprepared because colleagues haven’t done their part, there is a consequence: The receiving teachers have to work harder. 

			Powers of Persuasion 

			Equity warriors create opportunities for teachers and staff to understand their interdependence and build collective efficacy. But teachers first need evidence that their efficacy comes from a culture that supports collaboration on student learning. 

			Savvy equity warriors persuade teachers that working together to bring alignment to the school’s curriculum, instructional practices, protocols, and processes builds their capacity to learn from each other and reinforces student learning. The cycle becomes complete when collective efforts result in measurable gains. 

			So, ask yourself: How do the structures and systems in your school—such as the instructional leadership teams and professional learning communities—encourage and support grade-level interdependence? 

			George S. Perry Jr. advises school and district leaders and is the author of Equity Warriors: Creating Schools That Students Deserve.

			***

		

	
		
			—  I. Facilitating Collaboration and PLCs  —

			[image: ]

			Equity At a Crossroads

			To recalibrate goals in a shifting school environment, look at the systems in place, the choices made, and what doesn’t work for individual students 

			A Q&A with leadership coach and We Got This! author Cornelius Minor

			This article was originally published in Principal magazine

			Cornelius Minor is a Brooklyn-based educator who works with teachers and school leaders to support equitable literacy reform in cities worldwide. His book, We Got This: Equity, Access, and the Quest to Be Who Our Students Need Us to Be, tells how schools’ everyday choices affect equity and academic success. 

			Listening to kids is an everyday choice that’s far more effective for expanding access and opportunity than relying on standardized assessments, he says, and other systems that often carry biases against specific groups of students. Principal recently sat down with Minor virtually to ask a few questions about expanding equity even in a pandemic environment.

			Principal: What kinds of marginalization are at work in elementary schools? 

			Minor: A lot of times when people think about marginalization, they mistake marginalization for unkindness: “I’m not mean to Cornelius, so how is it he feels marginalized?” People fail to see the systemic nature of how marginalization works. Systems are policies, traditions, and customs that govern a school to inequitable outcomes. Some of them have been in place for years, and some of them leave out specific groups of kids. 

			There was a project I was working on where the science department brings people in to talk about their work. This year, they couldn’t bring in experts to talk to the kids, so they had the kids watch videos. It sounded like a great solution, but I had to remind them that there are kids in the school with auditory processing disabilities [who would] need other supports. 

			Having a science grade depend on students’ ability to listen to four hours of video was going to be challenging for some—not because they aren’t hard workers or aren’t putting in an effort, but because they were born with a hearing impairment. When you stay committed to the system, the kids with the disability lose. The same happens with girls, with BIPOC kids, with queer kids, with poor kids—marginalization remains because schools commit to things that do not produce the best learning for specific groups of kids. 

			Principal: How do standardized assessments reinforce or fail to address biases? 

			Minor: These tests were not created as instruments to measure kids’ learning; these tests were created to sort people. It’s important to acknowledge that kids are not standard. To say that the kid who can write a five-paragraph essay to express themself is more capable than the kid who sketches a diagram or builds a model—that model is flawed. It is really important for kids to understand that bubbling in sheets of paper isn’t the only way you can show you’re smart.

			One thing I’m excited to show kids is the Nobel Prize ceremonies [so they can] see who they can become. I think it was in the physics category that the recipient showed their process by drawing a diagram. I thought that was brilliant—here you have this Nobel Prize winner who expresses their genius by drawing! As I was watching this, I realized that the Nobel Prize winner would have failed science in our school. 

			Principal: How can you get educators to recognize marginalization for what it is? 

			Minor: The kids will tell them if they’re listening. When the kids tell us, however, the message won’t always sound familiar. You might not raise your hand and say, “Mr. Minor, I am feeling intellectually unsafe.” That is a complicated declaration for a kid to make. What you might do instead is call your friend a name or throw a paper ball. 

			One of the ways we make sure that outcomes are going to be kid-centered is to take every opportunity to really hear the kids. And part of listening means understanding that not every method a kid uses to communicate is going to come in a way you’re used to understanding. 

			Rather, I’m going to notice antisocial behavior or kids investing in their friends and not in their coursework. This kid might be trying to tell me that this activity hasn’t been constructed in a way that meets their needs as a learner—and that is a message that I should reimagine the experience. 

			Principal: What “everyday choices” are influential in guaranteeing equitable access for every child? 

			Minor: I ask myself: What are the specific systems in my school that might marginalize kids? What are the practices that might empower some kids, but harm other kids? I think about what counts as work or participation—what is for a grade, and what isn’t? Those are everyday choices. 

			Take something as simple as what counts as work. How do we find a way to view kids in a strengths-based capacity instead of naming the things they can’t do? What does it mean to pass this class—is it based on compliance, or is passing this class based on an actual demonstration of proficiency? Am I teaching with a method that kids will find accessible? 

			The discipline, the classroom, the activity—all of those things have choices that affect school outcomes. School leaders have to empower people to make those choices, and school leaders have to cultivate the kind of community where people feel they can make those kinds of choices.  

			Principal: How can educators listen to children better and use that knowledge to guide instruction? 

			Minor: By creating an opportunity to be heard. Kids will always share if they think what they say is going to matter. Early in the school year, I ask kids’ opinions. Let’s say one student tells me that he likes to learn by using movement. Tomorrow or a week from now, I offer an opportunity to move. [The student] is sitting in that class, and he says, “He heard me, and now he’s doing it.” That student is more likely to share going forward. I always want to show kids evidence that something they said made a difference.  

			Principal: How can instructional leaders encourage the adoption of identity-affirming curricula and materials? 

			Minor: It’s a matter of making the choices. People tend to overthink things: “Oh my god, how am I going to find the materials to support the life experiences of the kid?!” We exist in the 21st century—Google exists. There are libraries full of resources, and so many librarians will support us. A school librarian is the principal’s best friend.  

			So much of early American history is white men. Once, I asked a librarian, “Do you have any resources about what women were doing in early American history?” The librarian said, “Give me four hours.” She came back with all of these beautiful books and resources about women in American history. 

			A lot of school leaders make the mistake of thinking they’re in it alone. It would be easy to say, “I need to convene a committee.” Instead, walk down the hall and ask the librarian: “Look, I’m hoping that you can help me cultivate curricular experiences that really reflect who the kids are and the cultures they come from.” 

			Principal: What else is involved in designing a culturally sustaining pedagogy? 

			Minor: Culturally sustainable pedagogy isn’t an additional thing we do; it’s part of our everyday. I think about a welcoming and affirming environment: What’s the experience going to be when children walk in? Who’s going to greet them at the front door? What kind of art are they going to see in the hallway? 

			The second thing is materials, but I think about giving teachers experiences to construct their understanding of those materials. Professional learning is a huge part of a culturally sustaining pedagogy. I also think about how we reach beyond the walls of the school—how we reach parents, and specifically parents who have been marginalized. 

			Principal: How can principals ensure that staff and parents are on board with an equity initiative? 

			Minor: Creating an environment where every kid is affirmed is our job. We are at a place right now in American history where some people stand in staunch opposition to creating a school environment where every kid belongs. There are people, there is legislation, that says, “Every kid belongs, except if you’re gay.” Or, “Every kid belongs, except if you’re an immigrant,” or “Every kid belongs, except if you’re Black.” [That’s] anti-human rhetoric, and those people will be upset with principals. 

			This idea of getting everybody on board, I think, is flawed. I recently took a trip with my daughter to explore some archives. In one photo, there was a group of women all holding signs advocating for the right to vote, and a man is spitting on one of the women. My daughter asked me, “Why is he spitting?” I had to help her understand that these women wanted the right to vote, and this man did not want them to vote. 

			She asked me, “Why didn’t the women wait until everybody was on board?” I had to help her understand that men like this were never going to be on board. Men like this were always going to be in opposition to women voting. If those women were to wait for everyone to be on board, we would still be waiting today. 

			I think the same rule applies to creating a culturally affirming environment in schools. Everybody will not be on board. There will be people who say, “I don’t want you talking about immigration; I don’t want you talking about Black people.” You have to ignore those people—this is a school where humans go. Getting everybody on board is the enemy of progress. 

			Principal: How can principals advance equity in a rancorous political environment? 

			Minor: First, I want to remind everyone that the work we do is political. John Dewey is often credited as the father of American education, and [he] took the very Jeffersonian stance that you can’t have an operational democracy without public education. If we expect people to vote on the issues of the day, they have to be educated on the issues of the day. 

			Ever since that moment, public education has been about expanding people’s access to a more democratic America. Anybody who argues that education is not political is misinformed—it is created to advance democracy. Anything that attempts to abridge people’s access to democracy is the enemy of public education and the enemy of the public educator. To be a school leader now means you have to be ready for opposition. 

			Principal: How can principals reengage with equity work when they are overwhelmed with pandemic leadership?

			Minor: That question assumes that equity work is separate from pandemic relief. If I help people navigate a pandemic, that’s equity work. If I am attending to the resources they have access to, that’s equity work. Helping ensure all teachers have the energy to teach kids powerfully is pandemic relief—and also equity work. 

			If somebody gets hit by a car, you don’t help everybody at the scene. You help the person who got hit by the car first. This is how you recover from a tragedy: You ask yourself who has been most profoundly impacted, because they need the biggest investment. When we look across our communities, who are the kids whose families have been most profoundly impacted by COVID-19? Those are the kids who are going to need our best support. That’s equity work. 

			A huge portion of our kids’ parents lost jobs during the pandemic. They don’t have the same access to books and school supplies as when their parents were employed. We also have kids whose parents work on Wall Street; they didn’t lose anything. So when it’s time to distribute books and resources, the kids whose parents lost their jobs are going to get more. 

			Historically, there has been this belief that we move through difficulty: “If we just hold on, this will be over soon.” Or, “If I wait long enough, somebody in charge will tell me what to do.” Here’s the thing about moving through difficulty: It’s passive. Moving through difficulty fails to address the present or the reality of the difficulty itself. This moment is about active leadership. 

			When you face difficulty, some things are going to get left undone, but that doesn’t mean you failed. People are still operating under yesterday’s methodologies, and I think that’s wildly problematic. Solving this moment doesn’t mean that things have to go back to how they used to be. Things are not going to look like they used to look. 

			You have leaders who are willing to pivot flexibly, and you have leaders who are dogmatically committed to yesterday. And I’m finding that the people who are dogmatically committed to yesterday are failing triumphantly, while the people who are willing to be flexible and meet this moment are getting through it in a people-centered way. 

			***
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			Elementary School Principal Leadership for Racial Equity

			This session is designed to begin the journey of infusing racial equity practices into all aspects of your leadership—to engage in curriculum, pedagogy, and practices that change how you lead with particular attention to Black, Brown, and Indigenous students.

		

		
			
				
Play Webinar

				naesp.org/resource/webinar-elementary-school-principal-leadership-for-racial-equity
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			Pivot and Reset With an Equity Lens

			Assess your leadership and equity practices by joining a panel of experts, led by Dr. Kimbrelle Barbosa Lewis, to discuss equity-focused strategies principals can use to define their priorities for the year.

			Participants will learn culturally responsive leadership strategies to:

			
					Address unconscious bias;

					Conduct a schoolwide equity audit; and

					Improve school climate by engaging teachers, staff, students, and families.

			

		

		
			
				
Play Webinar

				naesp.org/resource/webinar-pivot-and-reset-with-an-equity-lens
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			Resources

			Harvard Implicit Association Tests. A series of online assessments that measure implicit bias across domains including race, gender, and more. The tests can help individuals gain insights into their own implicit biases and work toward mitigating them. 

			How to Be an Antiracist. Dr. Ibram X. Kendi offers transformative insights on understanding and combating racism, providing actionable steps to promote anti-racist practices, challenge systemic racism, and foster equity and inclusion in settings such as schools.

			I Am Enough. Grace Byers’ book encourages self-acceptance, self-love, and the embrace of one’s uniqueness, promoting a message of empowerment and resilience for children. A valuable resource for fostering positive self-esteem and inclusivity in classrooms.

			“Implicit Racial Bias Test Improves Your Practice.” NAESP resource offers an implicit racial bias test to help individuals recognize and address hidden biases and contribute to more equitable and inclusive educational environments.

			MAEC Equity Audit. The Mid-Atlantic Equity Consortium’s Equity Audit is a comprehensive assessment tool to evaluate the level of equity in an educational institution. It helps identify areas for improvement and guides development of strategies to foster greater equity and inclusivity.

			Sofia Valdez, Future Prez. This children’s book by Andrea Beaty follows the story of Sofia Valdez as she rallies her community, inspiring young readers to use their voices and take action. The book encourages leadership, civic engagement, and social responsibility.

			We Got This: Equity, Access, and the Quest to Be Who Our Students Need Us to Be. Cornelius Minor provides a passionate, practical perspective on equity and access in schools, offering strategies educators can use to craft equitable and inclusive environments for all students.  

			***
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			Is Your Curriculum Culturally Responsive?

			Use a scorecard to find out—and restart discussions about representation and equity

			By Matt Gonzales

			This article was originally published in Principal magazine

			Our team at New York University (NYU) Metro Center conducted a nationwide study in 2022 of the “big three” elementary English language arts (ELA) curriculum companies. Using its Culturally Responsive Curriculum Scorecard, the study revealed that all major curricula were rated as “culturally destructive” or “culturally insufficient.” 

			This means that sample curricula from McGraw Hill, Houghton Mifflin Harcourt, and Savvas “reinforced stereotypes, centered on white or Eurocentric ideas or culture, and offered little guidance for teachers to connect curriculum to students’ lives,” says “Lessons in (In)Equity: An Evaluation of Cultural Responsiveness in Elementary ELA’s Curriculum.” In addition, “all three curricula used superficial visual representations to signify diversity.” 

			When considering the diversity of perspectives, the research team found that the preponderance of narratives were dominated by and written from the white American experience. This doesn’t mean characters of color were absent, but more often than not, they were not central to the storyline, not the authors of their own stories, and not in control of their own narratives. This leads to stereotypes and dehumanizing “deficit” narratives that focus only on oppression. 

			The lowest scores, however, were in the teachers’ materials offered. They didn’t offer adequate guidance on connecting students’ prior knowledge or cultural backgrounds to the curriculum content, didn’t offer opportunities to make space for discussion about teachers’ personal biases or belief systems, and didn’t prompt teachers to encourage critical reflection or questions, implying that students should accept fictionalized stories as historical truth.

			Additionally, the research team found that all three curricula were dominated by one-sided storytelling of historical narratives and employed language and tone that demeaned and dehumanized Black, Indigenous, and characters of color. One example was a fifth-grade curriculum with a section on “Immigration and Expansion in the United States” that provided a timeline from 1620 to 1954 that evaluators found to be ahistorical and dismissive of the role land theft and chattel slavery played in European colonization.

			These three companies are responsible for providing resources and tools to schools across the country at the cost of hundreds of millions in tax dollars. The study sheds light on how little the major curricula have budged on diversity and representation, offering a counternarrative to the critical race theory hysteria and culture wars currently plaguing popular media discussions.

			What Is Culturally Responsive and Sustaining Education?

			Scholarship on culturally responsive education (CRE) was established by Gloria Ladson-Billings and Geneva Gay more than three decades ago. They articulated three pillars of CRE that have guided continued scholarship and practice in the area: academic achievement, cultural competence, and sociopolitical consciousness. 

			The foundation and first pillar of CRE is premised on the idea that all students can achieve academically and are deserving of high-quality and rigorous learning opportunities. CRE insists on this by rooting practice in the second pillar: cultural competence. This means educators and staff understand culture and its role in education, and they reflect on their policy, practices, beliefs, and biases on an ongoing basis. Cultural competence also means students and their communities are reflected in the curriculum. 

			The third pillar is about transferring power to students by ensuring that they have a rigorous, sociopolitically conscious analysis of the world. Educators can support this by understanding and being transparent about the sociopolitical context of schools and communities and incorporating these understandings into their teaching. The goal is for students to become agents of social change and transformation.

			Culturally responsive practices hold high expectations for all students. But they also ask educators and school staff to build their own racial literacy “muscles” and their understanding of culture and its role in education. Educators can begin this work by refining their own analysis of culture and identity. 

			Yolanda Sealy-Ruiz, associate professor at Columbia University, describes this work as “the archeology of self,” a practice that includes reading, reflecting, and situating one’s own identity in the context of society and school. Finally, culturally responsive educators are cognizant of the sociopolitical context of schools, communities, and their students, and they ensure that students develop a sociopolitical consciousness and see themselves as agents of social change.

			Over the years, Ladson-Billings and Gay’s work has been expanded upon to become culturally responsive and sustaining education (CRSE). Developed by Django Paris and H. Samy Alim, CRSE argues that simply being responsive to students’ identities is not sufficient; instead, schools must be sites for “sustaining—rather than eradicating—the cultural ways of being of communities of color.” 

			This means leveraging community practices, resources, and expertise as assets that go beyond representation to see the intrinsic value and learning opportunities in students’ communities—giving representation to the culture of the community and using it to teach rather than concentrating solely on materials created from an ethnocentrically white mindset.

			CRSE honors and leverages the cultural artifacts young people bring to the classroom. We’ve heard of passionate teachers using hip hop music to teach students about the poetry of Shakespeare and other white authors of the past, but we call upon teachers and students to see the brilliance in today’s poets. For example, Kendrick Lamar is a Pulitzer Prize-winning artist, and his work—and other works like it—should be honored for its own merits and contributions to culture. 

			The Benefits of CRSE 

			Multiple studies cited in a 2016 research review, “The Theory and Practice of Culturally Relevant Education: A Synthesis of Research Across Content Areas,” acknowledge CRE’s benefits in student motivation, academic engagement, pride in identity, self-efficacy, agency, grades, and test scores. But even though these benefits hold for students of color and white students alike, the scholarship is often ignored, making it almost absent in teacher and school accountability tools. 

			There are signs of hope. States, cities, school districts, and individual schools across the country have taken it upon themselves to invest in CRSE and ethnic studies. In 2018, for example, the New York State Board of Regents established the CRSE Education Framework, followed by the adoption of a CRSE Definition by the New York City Department of Education in 2019. The California Department of Education has also established resources, definitions, and tools in support of CRSE.  

			The CRSE Curriculum Scorecard 

			CRSE Curriculum Scorecards were developed in partnership with New York City parents, students, advocates, and researchers to help measure to what extent ELA and science, technology, engineering, arts, and mathematics studies are culturally responsive. Parents from the New York City Coalition for Educational Justice led the charge to use and share the tool throughout New York City, while building a campaign to bring culturally responsive training and curricula to all city schools and teachers. 

			NYU Metro Center designed the scorecard so that it can be customized for use by parents, youth, educators, and community members in any school or district. Using it as part of an inclusive, participatory evaluation process offers a comprehensive analysis of the cultural responsiveness of a particular curriculum sample in the following areas:

			  

			Representation. This section helps evaluators determine the level of meaningful representation of the school community in the curriculum with statements about:

			
					Diversity of characters. “The curriculum features visually diverse characters, and the characters of color do not all look alike.” This statement prompts evaluators to identify the basic visual representations presented in a set of materials before moving on to representation in stories and other materials. 

					Accurate portrayals. “Characters of diverse cultural backgrounds are not represented stereotypically or presented as foreign or exotic.” This statement prompts evaluators to look for narratives in which characters of diverse cultural backgrounds are not represented as one-dimensional or stereotypical, going beyond representation to include accuracy in portrayals and experiences of characters from historically marginalized backgrounds.

			

			Social justice. This section provides prompts for reviewing the role curriculum plays in “decolonizing” and analyzing power and privilege, centering multiple perspectives, and connecting learning to real life. Sections and questions include: 

			
					Decolonization/power and privilege. “The curriculum communicates an asset-based perspective by representing people of diverse races, classes, genders, abilities, and sexual orientations through their strengths, talents, and knowledge rather than their perceived flaws or deficiencies.”

					Centering multiple perspectives. “The curriculum provides avenues for students to connect learning to social, political, or environmental concerns that affect them and the school community.” 

			

			Teachers’ materials. This section offers statements prompting evaluators to consider the role teachers’ materials play in guiding educators to enhance, approach, and customize lessons for their student populations. For example: 

			
					“Guidance is provided on being aware of one’s biases and the gaps between one’s own culture and students’ cultures.”

					“Guidance is provided on giving students opportunities to contribute their prior knowledge and experience with a topic, not just respond to the text and information presented in class.” 

			

			Using the CRSE Scorecard is simple: Build a diverse evaluation team; choose the grades, units, and lessons to analyze; and pull out keywords to look for. The scorecard will then ask participants to assess their levels of satisfaction with the curriculum on the various measures, producing a unified score that spurs discussion and helps determine the next steps for your curriculum. 

			Schools and districts across the country have used the CRSE Scorecard to analyze their curricula and make significant changes. Based on its results, schools have invested in new materials, allowed teacher teams to develop new or supplemental resources to the existing curriculum, prioritize professional development in culturally responsive practices, and initiate a range of other interventions. 

			The CRSE Scorecard can be a powerful catalyst for starting discussions surrounding equity and offers an opportunity to engage parents and caregivers, students, and community members in meaningful discussions about curriculum and teaching practices. 

			We are in a sociopolitical moment when much of the rhetoric surrounding public education is misinformed, fear-mongering, or dedicated to upholding the status quo. We hope this tool can serve as a way to center curriculum discussions on the practices research and experience show are most effective for children. School leaders have an opportunity to lead the way. 

			Matt Gonzales is director of the Education Justice Research and Organizing Collaborative at NYU Metro Center.  

			***
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			Measuring Up to Early Learning Ideals

			Assess the quality of instructional materials with an equity lens

			By Chrisanne Gayl

			This article was originally published in Principal magazine

			Families, educators, and policymakers recognize that high-quality early learning experiences lay the foundation for success in school and in life. Yet despite that consensus about the importance of these experiences, there is often a lack of agreement about what constitutes quality in early learning and how to measure it. 

			In addition, greater awareness of racial injustice has presented an opportunity to look at the purpose, means, and impact of quality measurement in our public systems with fresh eyes to ensure that all children are able to thrive in these environments.

			A new publication from the Trust for Learning, “Measuring the Quality of Early Learning Environments,” lays out a vision for how education leaders should assess the quality of early childhood programs, using approaches rooted in equity and the science of child development. The new resource is based on the Trust’s Principles of Ideal Learning, a framework that outlines what high-quality early childhood programs look like in practice.

			Guided by a work group of early childhood experts, this two-part report brings new ideas for leaders to consider when evaluating programs that serve young children and families.

			What Makes an Environment Ideal? 

			Developed by early childhood experts and supported by child development research, the Principles of Ideal Learning identify nine fundamental elements of early childhood environments that promote children’s development:

			
					Decision-making reflects a commitment to equity. 

					Children construct knowledge from diverse experiences to make meaning of the world. 

					Play is an essential element of young children’s learning.

					Instruction is personalized to acknowledge each child’s development and abilities.

					The teacher is a guide, nurturing presence, and co-constructor
of knowledge.

					Young children and adults learn through relationships.

					The environment is intentionally designed to facilitate children’s exploration, independence, and interaction. 

					The time of childhood is valued. 

					Continuous learning environments support adult development. 

			

			Taken together, these principles lay out how providers can build ideal learning environments that enable children to thrive—a sort of “North Star” to help educators reflect on their practice and inform public policy. 

			Leading With Equity 

			Central to the “Measuring the Quality of Early Learning Environments” report is the belief that an early childhood program can’t be considered high-quality without equity of access, experience, and opportunity for all children and families. 

			Historical and ongoing inequities require that quality measurement systems incorporate equity considerations at all levels, from what’s measured, to how it is measured, to how the information is used. The first part of the guide shows how decisions regarding each of these issues can have significant implications for addressing or exacerbating inequities within programs and systems. 

			What’s Measured

			Most quality measurement systems are based on a discrete set of quality measures, yet many factors can affect program quality. Regulations, funding decisions, and technical assistance can all influence the quality of a program. 

			An equity-focused measurement approach should capture multiple elements that promote children’s development and recognize the different types of skills and strengths that children and families bring to their experience, the report says. Such an approach should also incorporate the degree to which race, culture, language, and biases associated with these factors play out in the elements measured. 

			To help address these factors, educators might wish to ask themselves:

			
					What data might be needed to contextualize quality information (e.g., characteristics of children, funding, staff)?

					Do measurements capture not only levels of quality but also variability across populations defined by race, language, culture, or disabilities? 

			

			These questions can help guide measurement systems to capture dimensions of equity across groups of children. 

			How Quality Is Measured

			It is also important to consider the methods and processes used to collect measurement data. For example:

			
					What types of tools or processes (e.g., observation, surveys, monitoring, self-assessments) are used in data collection? 

					What instruments are appropriate for the diversity of staff and families in our program?

			

			Many early childhood quality measures require observers to monitor and record the presence or absence of certain activities and behaviors with children over a set period of time. But bias can creep into these observations. Unless explicitly trained not to do so, observers will interpret teacher and child behavior in the context of their own experiences, pedagogical expectations, biases, and culture. 

			As a result, the report cautions against an overreliance on observational measures and suggests that observation be balanced by the voices of families, children, and educators who have the most direct experience with early learning programs when assessing their quality. 

			How the Information Is Used

			Lastly, bringing an equity perspective to decision-making about the use of measurement is important to ensure that teachers and programs are well supported and that systems do not unintentionally favor certain populations. A few questions to consider include: 

			
					Have we been transparent about how the data will 
be used?

					What resources need to be put in place to ensure that the data collected is actionable?

					Will staff be engaged in the process of understanding and interpreting data and reflecting on its meaning?

			

			The report notes that while it is important to have accountability in public early childhood systems, the tendency to link quality measurement to incentives or sanctions can present challenges. This is because most measures have been developed for research or program improvement purposes rather than accountability.

			The publication includes questionnaires to help guide educators and policymakers in their decision-making. Trust for Learning hopes principals, administrators, and systems leaders will use these tools in their efforts to build strong and equitable measurement approaches.

			Using the Framework 

			The second part of the guide demonstrates how educational leaders can use the ideal learning framework to inform a holistic approach to quality measurement. It provides an overview of the current state of measurement for each of the nine principles of ideal learning and gives examples of measurement tools that might be used to capture elements of each. 

			For example, the report notes that children learn through observation, experimentation, and participation with the materials, resources, and people around them. According to the second principle (children construct knowledge from diverse experiences to make meaning of the world), quality reflects the extent to which children’s interests drive their learning experiences. In ideal learning programs, the environment and the teacher support children’s sense of curiosity and agency to promote active exploration and learning. 

			Several measures capture elements of this principle, often addressing the nature of the dialogue between children and teachers and how that dialogue nurtures children’s exploration of, and expansion upon, ideas. 

			Some measures also explore the use of different modalities to support learning, but there are still gaps in the measurement of this principle. Few measures take a holistic view of child development and explicitly assess the degree to which children are actively engaged in constructing their learning experiences across multiple domains of development. 

			Educators might wish to prioritize specific principles and select the tools that best represent their needs. For example, leaders wishing to focus on Principle 3 (play is an essential element of young children’s learning) can find illustrative examples of measures that reflect that principle. The tools highlighted examine the availability and organization of resources inside the classroom and outside to support deep, interactive, and creative play, as well as the teacher’s role in facilitating independent and cooperative play that extends learning. 

			How you measure the quality of early learning is nearly as important as measuring it in the first place. With the available tools and methods, you can dig deeper into each of the nine principles of early childhood environments and explore your school’s options to guide program improvement.

			Chrisanne Gayl is chief strategy and policy officer at Trust for Learning and has more than 20 years of experience in policymaking at the federal, state, and local levels.  
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			Putting the Student’s Self in Schoolwork

			Culturally responsive teaching engages students by making their experiences meaningful 

			By Jenny Muñiz

			This article was originally published in Principal magazine

			After two years of school closures and disrupted learning, educators are wondering how to ensure every student feels safe, affirmed, and deeply engaged in learning every day.

			Culturally responsive and sustaining practices can help this goal. This model of teaching—also known as culturally relevant pedagogy or culturally responsive education—involves bringing students’ backgrounds, interests, and everyday experiences to bear in all aspects of schooling, from educator beliefs to choice of curriculum. 

			New America’s culturally responsive teaching competencies (bit.ly/3dVR9fc) outline a set of knowledge and skills that can help educators bring engaging and personally meaningful education to life. 

			Two of these competencies are of striking importance today, because they challenge educators to tie academic concepts to students’ backgrounds and lived experiences in ways that make school relevant in their daily lives. 

			The first competency of interest asks educators to draw on students’ culture as a bridge to academic concepts. It calls for curriculum and instruction that reflect what students already know from their families, communities, and lived experiences, as well as what they don’t know about other cultures and groups. As literacy scholar Rudine Sims Bishop put it, all students need “mirrors” to see their own worlds and “windows” into the experiences of others to become fully immersed learners. 

			The second competency of interest addresses the “so what” question, challenging educators to help students see how academic concepts are valuable to their lives, families, and the community. Culturally responsive and sustaining educators continually ask: “What does this material have to do with your lives?”; “Does this knowledge connect to an issue you care about?”; and “How can you use this information to take action?” They regularly assign activities, projects, and assessments that require learners to explore and propose solutions to complex topics, including newsworthy issues of the day.

			Age-Appropriate Applications

			Both competencies can be applied across subjects and grades. Elementary school students might explore environmental science topics through project-based experiences such as joining a local river cleanup. Middle school students might use mathematical inquiry to uncover racial disparities in their hometown’s traffic stop data. High school students reading Harper Lee’s To Kill a Mockingbird might explore its central theme by sharing personal experiences with injustice in a Socratic seminar.

			By connecting academics to students’ lives and interests, educators can help students learn to respect one another and take academic risks. By giving students opportunities to explore complex issues from various angles and perspectives, teachers also ensure that students develop critical thinking skills, engage in civil debate, and formulate their own conclusions based on credible evidence. 

			Most teachers understand that learning doesn’t happen if schooling is impersonal and inauthentic. Learning begins when instruction piques students’ interests. In fact, research shows that understanding how their education connects to purposes bigger than themselves helps students remain motivated and focused on academic tasks.

			In other words, culturally responsive and sustaining practices can be defended not only as a strategy for creating safe and inclusive spaces, but also as an imperative for learning. 

			Leading Cultural Change

			Still, these practices have recently come under scrutiny. Politicians are passing laws that squelch classroom discussions of timely issues—and even historical facts. This deprives students of opportunities to develop the skills and knowledge they need to succeed in school and beyond. The good news is that school leaders can play an important role in preserving and strengthening culturally responsive and sustaining practices.

			Now more than ever, educators need guidance and support in implementing these practices, especially in states where vague censorship laws have sowed fear and confusion about what can and can’t be taught. Beyond this, educators need practical help identifying lessons that might be the target of misinformation. 

			There is also a need to restore faith in schools’ ability to cultivate critical thinkers. School leaders can reiterate to parents, families, and the broader community that school is a place of open inquiry, where students learn how to navigate information and ideas, make connections and ask questions, and ultimately develop the skills they need to be informed participants in a democratic society. 

			The tenets of culturally responsive and sustaining education are synonymous with what we know all students need: challenging instruction that’s relevant to students’ experiences at home and in their community. There is no better time for school leaders to affirm this fact. 

			Jenny Muñiz, formerly a strategic advisor with New America, is a senior policy and legislative analyst with Campaign for Our Shared Future.  

			***
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			Better Living Through Books

			Head off efforts to ban diverse texts to  help children succeed in school and life

			By Liz Garden

			This article was originally published in Principal magazine

			Agrowing segment of the population seems to feel that diverse texts are dangerous. Adults are voicing concerns at school board meetings and trying to ban books to which they object from libraries and classrooms. And in many cases, they are succeeding. 

			There were more than 2,500 instances of books being banned from July 2021 to June 2022, according to freedom of expression advocate PEN America, affecting more than 1,600 unique book titles. In 2022 alone, legislators in 36 states proposed 137 bills designed to ban books in the classroom. 

			Besides undermining educators’ professional autonomy and pedagogy, such challenges are harming our kids—especially kids from historically marginalized communities. Unfortunately, book bans continue to make headway, even as we try to teach our youth how to be inclusive, accepting, empathetic, and culturally responsive humans.

			“Books save lives,” says Alex Gino, the genderqueer author of George, a book about a transgender fourth grader. “When we find ourselves in their pages, we are less alone. When we meet others, we experience their humanity. Reading stories from and about people across a range of experiences and histories prepares us to respect, share, and protect our diverse world.”

			Books Make Us Better

			As a literacy leader, a book lover, and a kid supporter, I couldn’t agree more. Books are powerful. I tell anyone who will listen that books make us better humans. If we continue to ban books and limit support for diverse texts in libraries and classrooms, our children, their development, and their social-emotional health and well-being will worsen.

			Jason Reynolds’ best-selling All American Boys appeared on the American Library Association’s list of most challenged books of 2020. “I write to Black children, but I write for all children,” the author told The New Yorker. “I just want young people to read my books and feel cared for, feel safe, feel like there’s someone else in the world who understands—or at least acknowledges—your existence.”

			Books such as Reynolds’ help all children see themselves and recognize and appreciate others who are different from them, opening discussions that build skills such as empathy and self-awareness. They have saved lives. I know that reading his books has made me a better human.

			Former first lady Michelle Obama recently wrote her second book, The Light We Carry: Overcoming in Uncertain Times, and its messages hit home for me. “Read books by people whose perspective is different from yours, listen to voices you haven’t heard before, look for narratives that are new to you,” she writes. “In them and with them, you might end up finding more room for yourself.” 

			We need children to read and hear all different stories and perspectives. Giving kids space to question, acknowledge, celebrate, and wonder about their differences helps them learn about the world around them, while also helping them learn about who they are and who they might become. 

			“Our differences are treasures, and they’re also tools,” Obama writes. “They are useful, valid, worthy, and important to share. Recognizing this, not only in ourselves but in the people around us, we begin to rewrite more and more stories of not-mattering. We start to change the paradigms around who belongs, creating more space for more people. Step by step by step, we can lessen the loneliness of not-belonging.”

			What Can School Leaders Do? 

			As school leaders, we often get caught in the middle of such controversies—and this issue presents the possibility of facing hostile parents, district leaders, community members, and legislators. Book bans might seem like things that are beyond our control, but there are ways we can protect the right to read diverse texts in our schools. Here are just a few: 

			1. Check your collection. School leaders should be aware of what books are in classrooms and libraries. Help guide staff in performing a regular inventory that ensures that the school’s book collection is diverse and representative of the school community and the larger global community. Multicultural children’s book publisher Lee & Low Books offers a Classroom Library Questionnaire (bit.ly/3x4Hblc) to help educators determine how culturally responsive and diverse their libraries are. If you find that your collection could use some more diversity, a good resource is We Need Diverse Books (diversebooks.org). 

			2. Promote the power of books. School leaders can help their communities understand the importance of books that provide what Rudine Sims Bishop, professor emerita at The Ohio State University, describes as “windows, mirrors, and sliding glass doors” to students. Elevate and celebrate diverse literature through classroom instruction and literacy-related events designed for families. “When children cannot find themselves reflected in the books they read, or when the images they see are distorted, negative, and laughable, they learn a powerful lesson about how they are devalued in the society of which they are a part,” Sims Bishop writes. 

			3. Budget for books. If we’re serious about focusing on all kids being seen and heard and providing a variety of diverse texts, those priorities must be reflected in budget requests. Reading is critical to children’s ability to access the curriculum and make academic progress, as well as improving and maintaining mental health. Leaders can also get creative to find ways to get diverse books into their schools if budgets are tight: Apply for grants, seek book donations from organizations and local companies, or connect with authors through social media.

			What Should School Leaders Do? 

			As instructional leaders, principals can go the extra mile on behalf of books by diverse authors. Here are a few ideas: 

			1. Read what the students are reading. If we want our students to be readers of diverse texts, we need to be as well. While we can’t possibly read every single book in our schools, we should familiarize ourselves with a selection of current diverse picture and chapter books. We should also read the books that are being challenged so we can be prepared to respond to questions—or accusations—about these texts. 

			2. Create an oasis of learning. School leaders should pay attention to the level of book access in their schools and in students’ homes. According to recent research from the United Kingdom’s National Literacy Trust, 1 in 5 children aged 5 to 8 don’t have a book of their own at home. In the U.S., frequent readers have an average of 139 books in their homes, Scholastic says, while infrequent readers have access to only 74. Add to this the fact that many schools—particularly in the lowest-income neighborhoods—can’t afford to buy books for classroom libraries. Geographic areas in which reading materials are difficult to obtain are called “book deserts.” We should be figuring out ways to flood these areas with books.

			3. Encourage courageous conversations. School leaders must make diverse texts available to students, read diverse texts to students, and encourage colleagues to engage in conversations with students around diverse texts. But the best thing we can do for all students and educators is to encourage courageous conversations about those diverse texts. Curriculum standards say we need to create critical thinkers; getting educators to be comfortable in uncomfortable, unpredictable, and often unscripted discussions that happen before, during, and after reading diverse texts is a surefire way to develop crucial critical thinking skills in students. 

			This might manifest as a class discussion about a powerful line in Ibtihaj Muhammad’s The Proudest Blue: “Some people don’t understand your hijab, Mama had said, but if you understand who you are, one day they will, too.” Or it might be a chat about social justice that connects with the title character in Janae Marks’ From the Desk of Zoe Washington, the story of a Black middle school student whose father is in prison for a crime he didn’t commit. Whatever the text, students want to connect with stories, ask questions, talk about difficult topics, and try to understand the world around them.

			Make Conversations Authentic

			We need all sorts of books—especially diverse texts—to spark authentic conversations and promote critical thinking skills. We also need a strong social-emotional learning foundation to balance and support academics for all students. That strong foundation comes when kids feel seen and heard—when they develop an understanding of themselves and others. What can help them do this? Diverse books. 

			The best thing to connect critical thinking and achievement with social-emotional learning is books—all kinds of books. And what happens when we allow books to be challenged, banned, and taken away? Kids get only a limited view of their world. It’s like when you pull a card from the bottom row of a house of cards; without the foundation, they all come crashing down. 

			Our students don’t need fewer books; they need more. “There are many things that fall within your realm,” Danish educator Pernille Ripp writes in a plea to school leaders. “You can choose to create passionate reading environments, or you can support decisions to smother them. The choice is yours.” Please—for our students and for our humanity—choose wisely. 

			Liz Garden is principal of Henry P. Clough Elementary School in Holden, Massachusetts.  
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			Advocating for Intersectional Inclusion

			Disabled students often have atypical gender identities that can benefit from a variety of supports

			By Jules Csillag and Allie Sayre

			This article was originally published in Principal magazine

			The term “inclusive classroom” often refers to disability inclusion, but in recent years, the term has also been used to refer to gender inclusion.

			Unfortunately, there’s a lack of collaboration between educators who support these two types of inclusion, which is concerning given that disabled LGBTQ students exist and might have overlapping experiences and relevant supports. It can also result in students being labeled “disabled” for being queer, or disabled LGBTQ students being targeted for disciplinary actions disproportionately.  

			Multiple studies have shown that educators—particularly special educators—feel ill-equipped to incorporate valid, affirming, and gender-inclusive supports in their classrooms. Sexuality and gender are rarely discussed during graduate study, and if they are, it isn’t always constructive. Given this lack of training, educators often make the default assumption that disabled students are all asexual or all heterosexual. Neither is true. Certain disabled communities have higher rates of LGBTQ individuals, in fact; for instance, autistic people are more likely to be queer and/or trans than neurotypicals, according to recent research. 

			Sadly, schools aren’t the only spaces where inadequate disability inclusion happens. The authors can attest to seeing it in adult queer spaces, and the problem has been noted by disability advocates and queer scholars alike. But schools can and should be a place to advocate for and model inclusion for disabled LGBTQ persons so they might feel safe and whole, and have a sense of belonging.

			“To me, disability is not a monolith, nor is it a clear-cut binary of disabled and nondisabled,” disabled disability activist Alice Wong (she/her) writes in her book Disability Visibility. “Disability is mutable and ever-evolving. Disability is both apparent and nonapparent.” These ideas can also be applied to gender identity or sexuality. Therefore, we encourage educators to view disability and gender identity as fluid identities that are not necessarily binary and are informed by development and context.

			The Real Reveal

			Children develop a gender identity around kindergarten, according to the American Academy of Pediatrics, and questioning can begin around that time, as well. But that doesn’t imply a certainty or sustainability around gender identity. Similarly, disabilities can be acquired or revealed over time. Teachers might not know which of their students are disabled, queer, and/or trans, so we invite educators to act as though all students might be disabled, queer, and trans (aka what Sayre calls a “multiplicity of unseeable possibilities”). 

			For instance, when people discuss trans issues, their minds seem to inevitably turn to bathrooms. Accessible restrooms are often single-stall, and they can easily be made gender-neutral. Using gender-neutral, accessible bathrooms doesn’t disadvantage cis or nondisabled students, but having inaccessible restrooms or gendered restrooms (especially if they’re not gender-affirming) disadvantages disabled and gender-expansive students. 

			Creating gender-neutral restrooms can be accomplished by changing a few signs and adjusting the way educators talk about gender. But an absence of gendered restrooms does not go far enough to provide reasonable accommodations for nonbinary children. Given the fluidity surrounding gender identity, children shouldn’t need to somehow officially “declare” their gender identity to use a rest­room; they should simply be allowed to choose where to go. 

			The case for fluidity doesn’t negate the need to consider identity development. We must be intersectional in this work because there’s no “separating out” students’ identities, writer and activist Phoenix Gray (they/them) says: “I cannot separate my nonbinary genderqueer identity from my Black identity. I cannot separate my Black identity and my genderqueer identity from my disabled identity.”

			Here are five considerations based on research and the authors’ own personal experiences as a queer, trans, autistic, and disabled advocate and speaker (Sayre), and a queer, cis, nondisabled educator (Csillag). 

			No. 1: Accurate, Developmentally Relevant Information

			While allowing for fluidity of identities, it’s important to use accurate, affirming, developmentally and culturally relevant information about bodies, consent, gender, and relationships. This begins with all school staff learning about intersectional issues related to disability and LGBTQ identity. This can be done through formal professional development, and/or less formal learning, such as book or reading clubs, quote or self-advocate shares, and co-created resources. The important thing is to learn directly from disabled LGBTQ people. Resources include: 

			
					The Disability Visibility Project: bit.ly/37P8GlO

					Queercafe.net: queercafe.net/disabilities.htm

					Respect Ability: respectability.org/resources/lgbtq

					Self Advocacy Info: bit.ly/33RqqMa

					“Why the LGBTQ+ Community Must Fight for Disability Rights”: bit.ly/2LkcNP6

			

			Research suggests that special educators are best equipped to create gender-inclusive materials for disabled students. Educators who are used to differentiating materials to make them more relevant and individualized for their students might indeed be relevant point persons, as long as they’re willing and able to educate themselves on relevant topics with open hearts and minds. Some elementary-relevant resources include:

			
					Books from Welcoming Schools: bit.ly/2JWQI8O

					GLSEN’s Elementary Toolkit, produced in partnership with NAESP: bit.ly/41w3zSV

					“Myths About Gender” from Gender Spectrum: bit.ly/3ROF8wQ

					New America’s tips on gender-inclusive K–5 distance learning: bit.ly/3RNUhOZ

			

			You will likely see overlap between some of the strategies used for gender-inclusive teaching and those you already use with diverse learners. 

			No. 2: Experimentation and Flexible Supports

			Bridging from the idea of fluidity around identity, school should be a “recess” for gender and disability that offers freedom and self-direction. This means allowing experimentation and space to play in terms of gender expression, roles, names and pronouns, and more, as well as a community that’s supportive of students who wish to do so. Even the most supportive educator can’t see every interaction, and the best way to combat bullying of students who are questioning where they fit into the gender identity space is to create a community that understands why such a space needs to exist. 

			Fluidity and experimentation might already be a part of your practice if you work with disabled students. Sayre fondly recalls a teacher with whom she had a continuing working relationship around making school more accessible and friendly to her. This type of direct academic support should be available for all students, regardless of any formal diagnosis.

			It’s important for educators to accept that they can’t and won’t understand everything about a student and their experiences. That’s OK! Build inclusive policies that evolve as you learn more, and be transparent about it; students benefit from knowing that these practices are built for them and that they have a say in what they are, how they are applied, and whether they are truly supportive.

			No. 3: Affirmation and Relationships

			Listening to students is part of disability and gender inclusion. This can manifest in actions such as creating spaces where students can connect their own experiences to classroom content, learning about students’ interests in order to incorporate them meaningfully into learning spaces, and generally inviting students to have as much say as possible in what happens. Students’ privacy, security, and development need to be respected, and building trust, validating, and listening should be your goal. 

			Teachers who build personal relationships with students also help pave the way for adults to affirm students, which should be done as often as possible. “I didn’t have the ability to really define myself outside of what adults were saying I was,” disabled disability professional Finn Gardiner (he/they) recalls of his childhood, while acknowledging trauma from “teaching methods that were focused on suppressing my autistic presentation instead of being empathetic.” Gardiner highlights two important student needs: self-determination and the right to define oneself, and the need for empathy, acceptance, and affirmation of all intersectional identities.

			Schools tend to communicate that only some students are worthy (e.g., cis, nondisabled, white students), and society broadly reinforces the same concept. As a result, schooling tends to attempt to force students who do not fit these privileged categories into the behaviors and qualities associated with them. This works about as well as trying to put a square peg into a round hole, so we must discard dehumanizing value systems and policies and replace them with a recognition that all people are innately whole and valuable. Let’s instead celebrate students for their interests, their unique perspectives, and the inherent gifts that come from their lived experiences.

			No. 4: Representation

			Another way to help students feel valued is through inclusive representation. There aren’t a lot of curricula that include disabled LGBTQ students, however, especially if other marginalized identities are added to the mix. A few resources that feature intersectional representations are: 

			
					The All Bodies Deserve coloring book from the Center for Cultural Power: bit.ly/3oL4F90

					Sins Invalid’s Disability Justice From A-Z coloring book: sinsinvalid.org/coloring-book

					They, She, He: Easy as ABC: bit.ly/3gDZULB

					Affect the Verb’s Disabled and Here project: affecttheverb.com/disabledandhere

					M Is for Mustache: A Pride Book: vimeo.com/171147216

					Transform Deaf Ed’s ASL Booktime of It’s Okay to Be Different: bit.ly/3oIns4v

			

			You can also celebrate diverse role models, such as Marsha P. Johnson, Audre Lorde, or Frida Kahlo, all of whom were queer and/or trans, disabled femmes of color.

			Given the existing lack of relevant representation, you can also continue to affirm students by having them share their personal experiences. Students can create their own books, posters, websites, plays, and podcasts, and add them to classroom walls, libraries, etc. Being accepted enhances relevance, supports confidence, and builds connection. This paradigm of student-directed learning benefits the student by promoting their autonomy, the educator by exposing them to an element of the student’s inner life, and the community by modeling a variety of interests and ways of being.

			No. 5: Building Community

			Traditional anti-bullying policies are punitive and could end up perpetuating the very inequities we’re trying to eradicate. The way to more meaningfully, authentically, and sustainably combat bullying is through community and connections, says disability advocate Ki’Tay Davidson (he/him): “There are so many different intersections between the disabled and LGBT community. If we are talking about our education system and bullying—and the high amounts in which both of those communities are experiencing bullying—we have to incorporate both of those lenses.” 

			Many of the suggested strategies do that, and you can also provide opportunities for students to learn from and about each other, find similarities without ignoring differences, and engage in meaningful partner or group work where divergent thinking and experiences are valued. Community can also be built via affinity groups; these might be open to students regardless of identity (to allow for fluidity) and focus on developing friendships, leadership skills, and allyship.

			All of these recommendations rely on administrator support. Administrators are essential for the necessary reflective work needed to learn about one’s biases, privileges, and assumptions, especially if there are community members who have questions or concerns about inclusive teaching. Administrator support might be financial, if it means dedicating funding to more representative materials and professional development. But accepting students for who they are is absolutely free—and priceless. 

			Jules Csillag (she/her) is a speech language therapy consultant, adjunct faculty instructor, and writer. Connect with her on Twitter (@julesteaches) or Instagram (@schoolsforfreedom).

			Allie Sayre (she/her) is a disabled, autistic self-advocate and speaker.  

			***
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			Learning Standards for Black Children

			By Gholdy Muhammad

			This article was originally published in Principal magazine

			Created by culturally homogeneous teams of experts and publishers, the learning standards that have long governed schools and classrooms are often far removed from the culturally diverse realities of real children in real classrooms. Standards dictate high stakes, and bias-tinted state assessments haven’t traditionally captured the full potential—or genius—of every student. 

			Common Core and other standards are incomplete because they were written only to improve and advance skills. The problem with skills-only standards is that they ignore sociopolitical learning goals such as equity, intellectualism, and student self-identity. What’s more, they rarely respect or acknowledge the historical traditions of learning among communities of color—and more specifically, those experienced by Black children.

			For example, many states’ social studies learning standards don’t mention the words “race” or “racism” when we live in a country where Black people are killed for being Black. Our CCSS standards are decontextualized, and, in this way, they are separate from the critical issues we face as a society—and in our nation’s classrooms. 

			CCSS, like many state learning standards, weren’t written with the needs of children of color in mind. They weren’t written to express the educational histories, identities, and liberation of people of color.  

			In response, I developed a set of transformative standards for teaching and learning across disciplines that address the needs of all students. They are derived from studying the educational practices and theories of Black people in the United States from the 19th century on, who championed their own four “pursuits”—standards—for learning.

			While skills-based “standards” suggest a mastery/no-mastery dichotomy and a very narrow lens through which to view students’ learning, “pursuits” instead indicate a continuing and evolving goal. The goal of a pursuit is self-determination, self-reliance, and self-empowerment. 

			The four pursuits of Black communities have historically included:

			
					Identity. Teaching students to know, validate, affirm, and celebrate their identities and cultures. This includes teaching students about cultures and people who are different from them. 

					Skills. Teaching students the proficiencies to master across each content area. This is what we currently observe in CCSS. 

					Intellectualism. Teaching students new knowledge about history, people, places, things, and concepts. This knowledge is contextualized with skills, and students are charged to put it into action. 

					Criticality. Teaching students to understand historical and current-day power, (in)equities, anti-racism, and anti-oppression. 

			

			This last pursuit—criticality—should not be optional in a country whose success is founded in terror against Africans and Indigenous peoples. That terror is still present today in explicit and implicit ways, and criticality helps students become critical observers of knowledge who can question what they read and hear. 

			Students need to understand the truths of marginalization, exploitation, and representation to grow into adults who don’t contribute to the hurt and harm of other humans. We also don’t want youths to grow into adults who are silent, indifferent, unresponsive, or apathetic toward others’ harm or pain. Criticality is a learning pursuit that cultivates the humane human. 

			If there were a fifth pursuit, it might be joy, another historical feature of Black education. Together, the pursuits teach the whole child and cultivate the genius of teachers and youth. We desperately need genius and joy in schools today.

			Gholdy Muhammad is an associate professor of language and literacy at Georgia State University and the author of Cultivating Genius: An Equity Framework for Culturally and Historically Responsive Literacy.

			***
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			How to Achieve Educational Equity

			By NAESP Staff

			Educational equity is more than being able to watch a baseball game while standing on boxes. To frame it as such oversimplifies the complexities in education. In this presentation, an actionable definition and helpful resources are provided to leaders.

		

		
			
				
Play Webinar

				naesp.org/resource/how-to-achieve-educational-equity
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			Assessments to Support Equity

			Allow students to employ nontraditional strategies to demonstrate knowledge in culturally responsive ways

			By Tom Schimmer

			This article was originally published in Principal magazine

			Left unchecked, implicit bias in assessment can have a devastating impact on individual students and school culture. Individual students can be left feeling “less than” their peers unnecessarily, and the school culture can inadvertently “otherize” students who don’t demonstrate learning in alignment with a narrow view of what success looks like. 

			All people have biases, says “How to Think About ‘Implicit Bias,’ ” a 2018 article in Scientific American. Some biases are intentional, explicit, and relatively inconsequential: We might have a favorite sports team, restaurant, or musician. These are tendencies or leanings toward that which a person deems favorable. But some biases are implicit, and research on implicit bias suggests that “people can act on the basis of prejudice and stereotypes without intending to do so,” according to the Stanford Encyclopedia of Philosophy. 

			This means educators must purposefully interrogate their practices to surface any possibility that could negatively impact certain cohorts of students. There is, of course, implicit bias that negatively impacts Black, brown, and Indigenous learners, but there is also the implicit bias that negatively impacts any learner whose strengths don’t align with what is traditionally thought to be valid evidence of learning.

			The first step toward mitigating bias in assessment is to admit its existence. This is not an admission of malicious intent, but people might not like to admit to something that sounds so detrimental. And yet it is the only way educators can ensure the most inclusive assessment culture in a classroom or a school, because by admitting bias, educators—ideally as a whole school or district—can go about the business of neutralizing, or at least minimizing, its impact to get an authentic “read” of student performance. 

			Where There Is Judgment 

			Most current curricular standards require assessment decisions that go beyond right vs. wrong. Even in the case of a right-or-wrong determination, the type of error can distinguish the degree of wrong revealed. Sophisticated demonstrations of learning, however, require teachers to use their professional judgment to infer quality—and where there is judgment, bias can easily occur unless a teacher or school is intentional about addressing it proactively.

			Current curricular standards are more open-ended, giving teachers and students more choice in assessment formats. Assessment methods are not interchangeable, since accuracy in assessment is the result of the method matching the standard, according to Classroom Assessment for Student Learning: Doing It Right—Using It Well. 

			Once the right method is determined (e.g., constructed response) teachers have the freedom to choose the format (e.g., written response, oral presentation, recording). This freedom is not always exercised to its fullest capacity; every teacher knows how easy it is to lean on their preferred formats. This would allow another vulnerability to bias to emerge—namely the choice of format, which inevitably leads to a narrowing of options for students to show what they know.

			Cultural Archetypes

			One way to mitigate the implicit bias that encompasses assessment format choices is to use cultural archetypes to create some balance. In her 2015 book, Culturally Responsive Teaching and the Brain, Zaretta Hammond recommends using cultural archetypes to create an inclusive environment without feeling overwhelmed by the daunting task of being responsive to the idiosyncrasies of every culture in the school. By balancing cultural archetypes, teachers can create an authentically inclusive assessment context.

			The cultural archetypes can be found along two continuums. First, there are cultures that emphasize the importance of the individual and prioritize individuals’ achievements, and there are those that are more emphatic about the collective and prioritize collective achievement and relationships. Then there are cultures that favor the written tradition while others honor the oral tradition. By intentionally putting the four combinations together when deciding on assessment formats, teachers can be culturally responsive in their approach to assessment.

			Culturally Responsive Assessment 

			First, it must be acknowledged that something as complex as cultural responsiveness can be oversimplified when conceptualized with a framework. Cultural nuances matter, so the disclaimer here is that it is critical for educators to pay close attention to how their students respond to any attempts to be culturally responsive. Any clinical application of an inclusive assessment model must take a backseat to being attentive to how learners respond to that model; assumptions about individual students based solely on culture might be just as detrimental and potentially tokenizing.

			That said, by combining the archetypes, a school can create an inclusive assessment paradigm that is as expansive as possible. Reflecting on the four combinations, one can see how skewed the traditional assessment paradigm has been. By almost exclusively emphasizing the individual and written traditions, schools have ignored or marginalized three-quarters of the possibilities. And the Eurocentric roots of that traditional emphasis in assessment is in sharp contrast to the cultural diversity that exists in schools today.

			Figure 1 outlines the four potential combinations and provides some guidelines for approaching assessment. The idea is not necessarily to have an equal distribution among the four combinations; teachers will still need to be attentive to the cognitive complexity of the standards and the most favorable assessment method and format for that standard and for their students. 

			By purposefully looking to diversify the approach to assessment, teachers will find ways to be more culturally responsive and expansive. The important thing to remember is fit, not force: You don’t want to force assessment into all four quadrants; instead, be open to the possibilities when they emerge authentically.

			The one aspect sure to garner the most controversy or generate the most debate is any emphasis on the collective result, especially when it comes to summative assessment (i.e., grading). The conventional wisdom is that regardless of assessment strategy or format, an individual student’s grades must be determined solely by the individual student’s results—that there be no group grade for fear one student disproportionately carries the group, allowing others to benefit from someone else’s contribution. This needs to be rethought for two reasons:

			
					Collaboration is seen as a critical competency for the 21st century. As schools emphasize the development of critical competencies in learners, there must be a meaningful place for some collective results within an individual student’s achievement report. That’s not to say that all results will be collective, because some (reading level, for example) would need to remain with the individual exclusively. Collaboration is as much a social interaction as it is an academic one, however; those with whom students collaborate and how they collaborate will affect the result. Until students truly need to rely on one another in a substantive way, the emphasis on collaboration as an essential critical competency will be superficial and tangential—a demonstration of cooperation.

					Assessment should be responsive to the cultural archetype of the collective. Until the collective is emphasized in substantive ways, the message will be that some cultures don’t matter as much as others. In some cultures, contributing to the collective is what life is all about, so to reduce the collective to a superficial, on-occasion occurrence is to marginalize certain cultures. Students being truly reliant on one another for a meaningful and important outcome is the only way to uplift cultures that emphasize this archetype.

			

			Eliminating Bias Through Rubrics

			One inarguable point to emerge from the research on grading over the past century is that grades based on fewer distinct levels that clearly articulate success criteria are more reliable (i.e., more consistent among teachers) than a 0–100 scale, according to 2019’s What We Know About Grading: What Works, What Doesn’t, and What’s Next. In other words, not only are rubrics more reliable for grading, but they are also a way to almost eliminate implicit bias in assessment. 

			David Quinn’s research says that “racial stereotypes can influence the scores teachers assign to student work. But stereotypes seem to have less influence on teachers’ evaluations when specific grading criteria are established in advance.” His grading experiment found that “when teachers evaluated student writing using a general grade-level scale, they were 4.7 percent more likely to consider the white child’s writing at or above grade level compared to identical writing from a Black child. But when teachers used a grading rubric with specific criteria, the grades were essentially the same.” Factors of sample size or training in rubric use might make the localized application of Quinn’s research challenging, but common sense suggests that when criteria are predetermined and clearly articulated, teachers are less susceptible to implicit bias.

			A student’s grade should never be dependent upon who their teacher is, especially when teaching to one set of state standards set at a particular level of cognitive complexity. By using rubrics, teachers can almost eliminate implicit bias within their classrooms and ensure reliability among colleagues who teach the same grade-level subject. While nothing is automatic, teachers who calibrate using student samples will begin to align scoring inferences to neutralize any atypical deviations in the interpretation of the criteria.

			Acknowledging implicit bias is the first step to mitigating it. This bias can exist in the choices teachers make about assessment methods and formats, as well as in the judgment of the way students demonstrate knowledge. Intentionality is the key: Bring the issue to the forefront in a nonaccusatory way, have each teacher reflect on potential biases that could influence assessment decisions, and methodically do the work of creating the most expansive and responsive assessment environment possible. 

			Tom Schimmer is an education speaker, consultant, and author of numerous books including Concise Answers to Frequently Asked Questions About Assessment and Grading From the Inside Out.

			***
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			Resources

			All American Boys. Jason Reynolds’ best-selling novel delves into race relations in America, providing a platform for discussion on pertinent social issues.

			All Bodies Deserve Coloring Book. The Center for Cultural Power’s coloring book promotes the acceptance and celebration of all bodies.

			“The Archeology of Self.” Yolanda Sealy-Ruiz’ scholarship advocates reading, reflecting, and situating one’s own identity in the context of society and school. 

			Books From Welcoming Schools. A collection of books that promote inclusivity and diversity in schools.

			Culturally Relevant Pedagogy. Gloria Ladson-Billings’ scholarship articulates the three pillars of CRE—academic achievement, cultural competence, and sociopolitical consciousness—that guide practice. 

			Culturally Responsive Curriculum Scorecard. NYU Metro Center developed this tool in partnership with New York City parents, students, advocates, and researchers to measure the cultural responsiveness of ELA and STEAM curricula. 

			Culturally Responsive Teaching and the Brain. Zaretta Hammond’s 2015 book recommends using cultural archetypes to create an inclusive environment without feeling overwhelmed by the idiosyncrasies of every culture present in a school.

			Disability Justice From A-Z Coloring Book. This coloring book introduces disability justice concepts to children. 

			Disability Visibility Project. Alice Wong’s foundation explores the perspectives of people with disabilities through firsthand accounts, challenging stereotypes to encourage understanding.

			Disabled and Here Project. Affect the Verb’s project encourages disabled BIPOC visibility in media.

			From the Desk of Zoe Washington. Janae Marks’ novel tells the story of a Black middle school student whose father is in prison for a crime he didn’t commit, opening a platform for social justice discussions.

			“Gender Inclusion in K–5 Distance Learning.” New America guide offers strategies for ensuring gender-inclusive distance learning at the K–5 level.

			GLSEN’s Elementary Toolkit. A toolkit produced in partnership with NAESP offers resources to support LGBTQ+ inclusion in elementary schools. 

			“How to Reduce Racial Bias in Grading.” David Quinn’s research suggests that racial stereotypes can influence the scores teachers assign to student work.

			“How to Think About ‘Implicit Bias.’” This 2018 Scientific American article explores the nature and impact of explicit and implicit biases, helping understand the role of bias in educational settings and assessment practices.

			It’s Okay to Be Different. Todd Parr’s book delivers important messages of acceptance, understanding, and confidence. 

			M Is for Mustache: A Pride ABC Book. ABC book introduces children to the LGBTQ+ community using the alphabet.

			“Measuring the Quality of Early Learning Environments.” This report offers a framework for measuring the quality of early learning settings, providing guidance for educators and policymakers to enhance the effectiveness of early childhood education programs.

			Melissa. Formerly known as George, this book is a thought-provoking tale of a transgender fourth grader by genderqueer author Alex Gino—and an excellent resource for promoting understanding and inclusivity.

			“Myths About Gender.” Gender Spectrum resource addresses common misconceptions. 

			New America’s Culturally Responsive Teaching Competencies. This guide outlines the competencies needed to make teaching more culturally responsive, serving as a blueprint for educators to effectively integrate the cultural identities of students into teaching practices.

			Queercafe.net. An online platform providing resources about disabilities within the LGBTQ+ community. 

			Respect Ability. A nonprofit organization that provides resources on the intersection of LGBTQ+ identities and disability.

			The Light We Carry: Overcoming in Uncertain Times. Michelle Obama shares insights and experiences in her second book, providing a source of inspiration and hope in challenging times. 

			The Proudest Blue. Ibtihaj Muhammad’s book promotes understanding and acceptance of cultural diversity, focusing on the experiences of a Muslim girl wearing a hijab.

			“The Theory and Practice of Culturally Relevant Education: A Synthesis of Research Across Content Areas.” A 2016 research review that acknowledges the benefits of culturally relevant education (CRE) in student motivation, academic engagement, pride in identity, self-efficacy, agency, grades, and test scores.

			They, She, He: Easy as ABC. ABC book promotes gender inclusivity in language.

			We Need Diverse Books. This organization provides resources for educators and librarians looking to enhance diversity and representation in their book collections.

			What We Know About Grading: What Works, What Doesn’t, and What’s Next. A 2019 book covers a century’s worth of research on grading, finding that grades with clear success criteria are more reliable and consistent among teachers than a 0–100 scale.

			“Why the LGBTQ+ Community Must Fight for Disability Rights.” Nora Whelan article discusses the intersectionality of LGBTQ+ and disability rights.   

			***
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			Decoding Race, Gender, and Discipline

			Biased perceptions of girls of color often lead to their unfair exclusion

			By Nancy Duchesneau and Kayla Patrick

			The first time Ne’Jahra was “dress-coded,” she was 8 years old. The offense? Wearing a tank top with thin straps. “Too distracting,” school officials explained to her parents as she was sent home. Stories like this are all too common, and the result is needless missed class time—all due to subjective, biased determinations that should be less important than providing the opportunity to learn.

			Girls of color face race- and gender-based barriers embedded within school discipline policies, dress codes, and codes of conduct. These barriers manifest themselves in higher disciplinary rates. Black girls are five times as likely as white girls to be suspended at least once from school and four times as likely to be arrested at school. Native girls are twice as likely to be suspended at least once. 

			The impacts of exclusionary discipline are far-reaching, according to “And They Cared: How to Create Better, Safer Learning Environments for Girls of Color,” a recent report from The Education Trust and the National Women’s Law Center. “When students are pushed out of school, it makes it less likely that they’ll complete high school or attend college, which limits [their] economic opportunities,” says report co-author Adaku Onyeka-Crawford, director of educational equity at the National Women’s Law Center. “Having limited economic opportunities increases the chance you become involved in underground economies, which increases the chance you fall victim to the criminal legal system. But even for students who don’t end up in jail or prison, it creates and perpetuates this cycle of poverty, which has a ripple effect on that person’s economic security and entire communities.” 

			Evidence shows that girls of color tend to be excluded for who they are instead of what they do. Subjective offenses such as “defiance,” “talking back,” or dress-code violations make up a disproportionate share of reasons Black girls are suspended, and such offenses are typically informed by race- and gender-based stereotypes. 

			Consider, for example, strict dress codes that subjectively tell girls they cannot wear “revealing” or “distracting” clothing. Now look at this through the lens of girls of color, who are often unfairly targeted for wearing culturally specific attire such as headwraps, or because their curvier bodies attract more attention than those of white peers dressed in similar outfits. This intersection of gender and racial bias leads to exclusionary practices that disproportionately harm girls of color. 

			The consequences of excluding students from school include immediate harms such as sending the message that students don’t belong and forcing students to miss out on critical class time. “They say that they want us to get the best education, but when you take us out of class and take us out of the school and suspend us, we don’t get the education because we don’t get to be in the classroom and get the information they want us to get,” one Black girl quoted in the report said.

			It’s no surprise, then, that when schools change their policies and culture with the explicit intent to reduce exclusionary discipline, students not only feel safer but see academic gains, as well. And that’s not all: Replacing exclusionary discipline practices and policies with alternatives that focus on building, maintaining, and repairing relationships can have longer-term impacts. 

			Students who attend schools with lower suspension rates are less likely to interact with the prison system as adults and more likely to attend a four-year college. And because restorative discipline practices create opportunities for students to voice themselves (supporting a sense of belonging) and learn to address conflict in positive ways (supporting student learning to build and repair relationships), we know this is a critical factor in creating an equitable learning environment that fosters social and emotional development. 

			“A large body of research, practice, and policy points to clear strategies to create safe and inclusive schools,” says Linda Darling-Hammond, president and CEO of the Learning Policy Institute and president of the California State Board of Education. “District and state policymakers can play a role in making changes that address discipline policy in order to create positive and equitable learning environments that also support whole-child development. These include eliminating zero-tolerance policies, providing training on implicit and asset-based youth development, developing and implementing model school discipline policy, and creating relationship-centered schools.”

			The Power to Change Policy and Practice

			In the coming months and years, school leaders should anticipate a bigger push toward alternative disciplinary practices that minimize lost class time. In 2014, the Department of Education and the Department of Justice issued guidance on identifying and addressing disparities in discipline. As a result, more than 50 of the country’s largest districts made changes to discipline policies. Unfortunately, to the dismay of many parents and advocates, then-Secretary of Education Betsy DeVos rescinded that guidance in 2018. 

			The Biden administration has the opportunity to outline solutions for districts and schools to address this persistent problem. In the meantime, school leaders should follow existing civil rights law to ensure that all students attend schools with policies that are not discriminatory or harmful to the social and emotional well-being of students of color. 

			That’s why The Education Trust and the National Women’s Law Center partnered to create “And They Cared,” a discipline guide that can help leaders revisit their policies and practices to ensure they’re creating safe and equitable learning environments for girls of color.

			Districts Effect Positive Change

			Two districts that provide promising examples of what can be done to change discipline policy are the Oakland Unified School District (OUSD) and Chicago Public Schools (CPS). OUSD has gradually decreased exclusionary discipline for girls and decreased disparities in discipline for Black and Latina girls. For example, in the 2011–2012 school year, 12 percent of middle school girls and 8 percent of high school girls were suspended. By 2018, those numbers had decreased to 6 percent and 5 percent, respectively. The percentage of Black girls suspended in OUSD middle schools decreased 10 percent. This is a result of policy changes such as a ban on suspensions for willful defiance, engagement with the community on policy issues, and a requirement for school leaders to review discipline data and address disparities. 

			CPS saw similar decreases in suspensions for girls, with reductions from 17 percent to 4 percent for out-of-school suspensions from 2012 to 2018. Out-of-school suspensions dropped from 33 percent to 8 percent for Black girls during that time, and from 7 percent to 2 percent for Latina girls. What’s more, research shows that the changes didn’t just correlate with CPS’ policy changes—they were the direct result of things such as using student-led disciplinary proceedings; allocating resources to support, implement, and evaluate positive discipline; and making discipline rules clear and transparent. 

			Importantly, the Oakland and Chicago school districts made efforts to listen to their communities and address the overcriminalization of Black students in school. Too many schools overinvest in “hardening” schools with school police and metal detectors while underinvesting in critical support staff such as counselors, psychologists, restorative justice coordinators, and nurses. Research shows that school police do not increase safety, but creating a positive school climate does. School leaders should therefore prioritize staff and resources that provide positive supports over structures that are known to target and criminalize Black children.

			Taking the Next Steps 

			School leaders have the power to adopt policy and practice changes in their own schools, rather than waiting for district leaders, states, or the federal government to intervene. Principals in particular set the stage for the type of school climate adults work toward, what discipline practices are expected of educators, and whether minor “offenses” such as wearing a short skirt should result in disciplinary action. 

			“And They Cared” outlines concrete actions that can be taken by district and state leaders, but principals can adopt a number of these changes in their own schools, as well. Examples include:

			
					Working with families and students to co-create dress codes and codes of conduct that are race- and gender-neutral; 

					Ensuring that codes of conduct and other discipline information are accessible on school websites, available in diverse languages, given to all families, and written in a way that clarifies to families what students can and can’t be disciplined for; 

					Requiring or encouraging educators to participate in professional development on restorative discipline practices, cultural responsiveness, and anti-bias training; 

					Setting a culture that expects restorative discipline rather than punitive or exclusionary consequences; 

					Discouraging the use of disciplinary action for dress or grooming violations, as well as subjective offenses such as willful defiance, insubordination, and “attitude”; and 

					Using school climate data to make changes to school policies. 

			

			These changes can make a difference in the lives and experiences of students and educators in schools, foster belonging, increase engagement and positive academic outcomes, and improve school climate for all students. As research continues to show the harmful impacts of exclusionary discipline and punitive measures, school leaders who make changes such as these will likely be ahead of the curve—and have results to show for it. 

			Nancy Duchesneau is a senior P–12 research associate at The Education Trust.

			Kayla Patrick is a senior P–12 policy analyst at The Education Trust.

			***

		

	
		
			—  III. building a productive climate  —

			 

			[image: ]

			Tips for Fostering Educational Equity

			How principals can lead their schools and engage with their communities with equity in mind

			NAESP Principal Podcast 

			Ensuring students are educated in an equitable matter is a critical duty of schools and the principals that lead them. Adam Welcome and Dr. Rachael George sit down with assistant principal and school board member David Jaimes to discuss the importance of equity and what it should mean for principals. This episode covers:

			
					Explaining the “why” of equity

					Tips for fostering educational equity

					Stakeholder engagement and building trust

					Having difficult conversations

					Resource recommendations

			

			David Jaimes is assistant principal of Edwards Elementary School in Newberg, Oregon.

		

		
			
				
Play Podcast

				naesp.org/resource/equity-in-education
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			Educational Equity: Minimizing the CRT Backlash

			Ensuring students are educated in an equitable matter is a critical duty of schools and the principals that lead them. School leaders can take these steps to minimize disruption and keep the focus on students

			This article was originally published in Communicator 

			Making sure students are educated in an equitable matter is a critical duty of schools and the principals that lead them. In a recent NAESP Principal Podcast episode, hosts Adam Welcome and Dr. Rachael George talked with Oregon assistant principal and school board member (in a different district) David Jaimes to discuss the importance of equity and what it should mean for principals.

			“I think one of the main reasons we’re seeing all of those tumultuous board meetings is because the board members don’t understand the fact that we’re not teaching critical race theory in our classrooms,” said Jaimes in the episode. “We are for equity. Equity means not giving everybody the same thing but instead giving them the tools they need to have equitable outcomes.”

			How to Minimize the CRT Backlash

			What Jaimes is seeing in his school district and as a school board member in another district has become a common occurrence in schools across the country. The primary falsehood being spread is that schools are teaching Critical Race Theory (CRT), an advanced academic concept taught in some law schools and colleges to explain persistent, stark racial inequities. The term CRT is being distorted and misused. Inaccurate claims about what is being taught are causing parents to pack school board meetings and, armed with talking points shared on social media, push for resolutions to restrict teaching, curricula, or professional development. Several states have even passed laws banning classroom discussion of “divisive concepts” such as racism and levying steep penalties on districts or educators that do not comply.

			A new brief from the Learn From History Coalition, of which NAESP is a founding member, provides effective immediate steps school leaders can take to minimize distraction and disruption and keep the focus on your students and what they need.

			
					Release a statement to the community as soon as possible and convene stakeholders and draft a joint statement. Include in the statement why you are communicating, state that your school doesn’t teach CRT, emphasize that student well-being and belonging is essential to academic achievement, and explain what is being taught. Then widely disseminate the statement, including via email, on your website and social media, and during school board meetings.

					Be prepared by establishing a response team and plan. Principals should communicate with school staff about the possibility of harassment or complaints and how to respond, maintain open systems of communication with staff and parents, and establish procedures for responding to inquiries about curriculum and instruction. Be sure to review relevant curricula, equity initiatives, and professional learning that might be the target of misinformation and make publicly available short summaries of each, and closely monitor social media and intervene quickly to correct misinformation.

			

			Reinforce the district’s mission, goals, values, and efforts to equip students to succeed in diverse workplaces, thrive in a diverse society, and create a better future. Make sure your mission statement and values are prominent on the school website and social media, post them at the entrance of your school building, and put them in every systemwide communication. Highlight all efforts to educate students made by educators or by the students themselves to oppose racism and recognize and respect the humanity of every person.

			***
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			When the Fight for Equity Becomes an Ethical Dilemma

			More educators are being asked to defend their school’s choice of curriculum and content

			By Mark Anthony Gooden

			Strength, courage, and kindness are attributes moral and ethical leaders exhibit, according to Peter G. Northouse’s book Leadership: Theory & Practice. And people are awestruck when leaders selflessly take a moral or ethical stance in response to a difficult situation and in service to others. 

			Ethics are values and morals that society finds suitable or appropriate. Ethical leadership is present when leaders de­emphasize their personal self-interest and put others’ interests first in ways that require courage, strength, and kindness. An ethical leader “must be sensitive to the needs of others, treat others in ways that are just, and care for others,” Northouse writes. 

			Principals sensitive to the needs of historically marginalized students often find themselves called to fight for equity. These principals are ethical leaders, but what does it mean to fight for equity? Moreover, how can principals be sure they are doing the right thing when there are people who argue that it’s wrong to champion equity? 

			I present these questions because the fight for equity is being challenged down to the term’s definition and its value to American schools. Anti-equity voices have misdefined or twisted the meanings of a number of terms, detracting from the work equity-focused principals need to do. 

			Defining Educational Equity

			What follows is a definition of educational equity we developed to help guide an ethical leader’s moral compass, and it aligns with being sensitive to needs of others and treating each student in ways that are just and demonstrate care: 

			“Educational equity happens when each student learns and flourishes in a welcoming, caring, and inclusive environment. Equity requires a commitment to [the] fair and just treatment of every student, a willingness to address structural barriers to their success, and the delivery of resources aimed at providing equitable outcomes.”

			No definition of equity is perfect, and this one is no exception. But it reminds the principal to center the experiences of each student and reconstruct the educational environment to fit the needs of each student, paying attention to structural barriers. 

			Doing so raises the need to recognize each student and meet them where they are, especially students from historically marginalized groups. Inequities might not always have been caused by the school, but they are often supported by longstanding unfair practices that go unquestioned. 

			Inequities and structural barriers have deep histories in America, and they remain today. Yet, the nation is ripe with opportunity. The impact of history calls upon ethical leaders to acknowledge those inequities and disrupt them in support of providing opportunity to everyone. 

			Principals can use their strength, courage, and kindness to set a moral compass for their schools by boldly modeling the creation of a more inclusive and culturally responsive curriculum for all students—especially marginalized students who are often sparsely represented. 

			Ethics vs. Backlash

			To illustrate how this might look in practice, I submit the following case study: A teacher—let’s call her Ms. Parker—recently decided to present the children in her classes with a relevant lesson using an age-appropriate New York Times bestselling book, Ghost Boys by Jewell Parker Rhodes, which tells the story of Jerome, a 12-year-old Black boy who is shot and killed by a white police officer when his toy gun is mistaken for a real weapon. The story is told from the point of view of Jerome’s ghost and has parallels with the tragic shooting of Tamir Rice. 

			In the book, Jerome’s ghost recalls the story of Emmett Till, another 
Black boy who was abducted, tortured, and lynched in the 1950s. The author, a Black woman, adroitly presents powerful themes of historical racism skillfully and in ways elementary students can understand. That fact is especially important given the lack of diverse authors included in the district’s curriculum. 

			Ms. Parker, an experienced white teacher, alerted parents about the book’s content, expecting some to consider it too sensitive for their children’s study. She reminded parents that they could opt their children out of the lesson under school policy, but she emphasized the thesis of the book, how well its content covers curricular standards, and how engaging students might find it. Ms. Parker also informed her principal of the lesson plan ahead of time. 

			Most parents knew Ms. Parker to be a thoughtful, engaging, and caring teacher and trusted her to teach the book, but a few objected completely to the book being taught at all. Rather than opting their children out and requesting an alternate assignment, they charged that the book was inappropriate and was being used to criticize the police unfairly. 

			As principal, “Dr. Lamp” reviewed the district’s relevant policies so that her ethical decision would not run afoul of the rules. She knew Ms. Parker needed her support and that there was some rapidly growing misinformation circulating about the book, fomented loudly by anti-equity voices in the community. 

			This is a difficult juncture for ethical leaders, because a personal commitment to equity can appear to be misaligned with members of the community who argue loudly to maintain the status quo and may even cite unjust rules to support their viewpoints. In such situations, ethical leaders can benefit by emphasizing points where their values match the district’s curriculum standards but appear to be in tension with unjust rules or understood beliefs. History teaches us that there are times when unjust rules must be challenged by ethical leaders. 

			In this district, the standards called for the inclusion of diverse authors and viewpoints, and Dr. Lamp was aware of that fact. After reviewing the policy, she spoke with each parent who demanded that the book be banned. As principal, Dr. Lamp felt it was important to let those parents voice their concerns while correcting misinformation, and she took advantage of every opportunity to do so. 

			Dr. Lamp found that even the most disagreeable parents were less so when she spoke with them on the phone or met them in person, as opposed to using email or social media to communicate. She made sure to greet each parent with kindness but stood firmly and courageously on her reputation, district policy, and the curriculum standards. Dr. Lamp felt that her rationale was morally sound and argued for a solution that focused on the betterment of others, and especially her teacher, Ms. Parker. Ethical leaders put the interests of others first. 

			Disgruntled parents listened and learned more about the book and the relevance of its content; not one continued to argue to ban the book from being taught. Importantly, they saw Dr. Lamp fight for equity in a way that amplified her expertise as an ethical leader whose approach could raise awareness about the historical and ongoing inequities found in the curriculum. 

			Questioning the Status Quo

			Because challenges like this one are impossible to address without working through people’s values, beliefs, and assumptions, says Sharon I. Radd, co-author of Five Practices for Equity-Focused School Leadership, they require special care. The ethical principal must address individual (self) and collective (systemic) paradigms. 

			In addition to addressing policy issues, values, and beliefs, the principal must also be ready to set the moral compass for the school. They have to be willing to question the status quo and the work that’s being done, as well as whether it supports children in being their best selves. 

			Setting a moral compass is difficult these days, because a large—or at least vocal—group of noneducators is weighing in to tell principals and teachers that they should not fight for equity. Their actions and threats put pressure on principals to comply with their wish to deemphasize equity, stop teaching “CRT,” or put an end to being “woke,” whatever they think those terms mean.

			Beyond character is conduct, however, which comes into play when principals consider the consequences of their behaviors. According to Northouse, there are three approaches that can drive action: ethical egoism, in which the leader believes it is morally right to emphasize the pursuit of personal interests as the greater good; utilitarianism, when the leader believes it is morally right to search beyond personal self-interest in seeking to create the greatest good for the greatest number; and altruism, which suggests that actions are moral if the primary purpose is to help others, even when such actions run counter to the leader’s self-interests. 

			Our hope is that principals lean toward the altruistic approach to leadership. Doing so will ensure that the organization is more ethical—and that more ethical leaders will continue the fight for equity. 

			Mark Anthony Gooden is Christian A. Johnson Endeavor Professor in Education Leadership, director of the Endeavor Antiracist & Restorative Leadership Initiative, and chair of the Department of Organization & Leadership at the Teachers College of Columbia University in New York City.

			***
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			Addressing Implicit Bias in the Pre-K–8 Classroom

			Join Dr. Gilliam as he discusses the latest findings regarding expulsion and suspension practices in early education settings, gender and racial disproportionality, and potential causes for these disparities, including the potential role of implicit bias. Although the session will focus on research findings, attendees will also be exposed to emerging information about how early educators understand implicit bias and how preschool expulsions and suspensions are understood within a social justice and civil rights framework.

		

		
			
				
Play Webinar

				naesp.org/resource/webinar-wednesday-addressing-implicit-bias-in-the-pre-k-8-classroom
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			Inclusive SEL Helps Students Thrive

			A curriculum that fails to recognize the racial, ethnic, and cultural backgrounds of students won’t build social-emotional skills

			By Lindsay Kubatzky

			This article was originally published in Principal magazine

			Learning and developing as a student is about more than just memorizing facts, being able to read and write, and solving math problems. Students learn best when they actively engage with content and with others in positive and meaningful ways. Students must also grow in areas of social and emotional development. Social-emotional learning (SEL) is the process through which students learn to cope with feelings, set goals, make decisions, and get along with—and feel empathy for—others. SEL is an embedded part of whole-child education, an approach that prioritizes the full scope of a child’s needs.

			According to a recent nationwide survey of 2,538 parents and guardians with children in K–12 public schools released by PTA and the CDC Foundation, 88 percent of parents and caregivers said that social skills such as respect, cooperation, perseverance, and empathy should be taught “a lot” or “some” in schools, and 76 percent said the same about social-emotional learning. Only 5 percent of respondents said SEL should not be taught at all. 

			However, SEL is not immune to the politics of our times. School leaders across the country have faced opposition to initiatives that seek to recognize the intersecting identities of students and representing those identities in the curriculum. The backlash to these initiatives is misguided, though, and it fails to take into account the actual opinions of parents and other caregivers. 

			Teachers support social-emotional learning, too. According to “Many Teachers See Social-Emotional Learning as the ‘Missing Link’ in Student Success,” a 2019 story in The Hechinger Report, SEL provides kids with the tools they need to succeed academically and beyond. Backed by research and popular support, teaching SEL in schools offers a sensible way to ensure the healthy development of our children.

			Pandemic Reveals SEL’s Importance

			The COVID-19 pandemic exposed a critical need to focus on the social, emotional, and mental well-being of children. Schools have responded: 85 percent of public schools encouraged existing staff to address a student’s social, emotional, and mental well-being, according to the National Center for Education Statistics’ School Pulse panel, and 56 percent offered professional development to teachers on how to do so. 

			The data also show disparate impacts on students with disabilities: Students with individualized education plans or 504 plans have been 25 percent more likely to seek mental health services since the start of the pandemic. While SEL and mental health supports are not the same, SEL can support positive mental health, CASEL says. 

			The team at the National Center for Learning Disabilities (NCLD) understands that social-emotional learning can be particularly beneficial for students with disabilities because it emphasizes relationships and social interactions, helping students develop a sense of safety and belonging. But the research examining SEL initiatives often fails to account for students with disabilities and how they might respond to a particular SEL program or curriculum. 

			A recent meta-analysis conducted by the Yale Center for Emotional Intelligence and the nonprofit EdTogether, “Whose Emotions Matter?,” found that more than 75 percent of 242 studies of elementary school SEL from 2008 through the end of 2020 made no mention of students with disabilities. Fewer than 1 in 10 studies included students with disabilities in their analysis. Nearly three-fourths (71.7 percent) of studies didn’t report student race in their results, and only 1 in 10 reported on the effect of SEL on students by racial or ethnic identity.

			All learners have intersecting, varied, and dynamic identities, and we must affirm them. One might infer that an SEL initiative that does not take into account students’ intersecting identities could in fact be detrimental to the success of particular students in a school. For example, a student who has autism spectrum disorder might have different levels of social skills, communication, ability to sustain relationships, and self-regulation. We need to be sure that the SEL approach chosen is inclusive of this disability and fosters growth in all students by making content accessible in multiple ways with proper supports.

			Along the same lines, if we implement an SEL approach that doesn’t recognize the racial, ethnic, and cultural backgrounds of our students, the approach could backfire, according to Dena Simmons, author of How to Be an Anti-Racist Educator. That’s because perceptions of “acceptable” behavior or social and emotional competence might be biased against individuals with disabilities; those who are Black, Indigenous, and people of color (BIPOC); LGBTQ+ individuals; or members of another historically marginalized group.

			Advancing Inclusion 

			To advance inclusion and equity, NCLD developed a set of principles to guide schools and districts when implementing a new SEL approach. The “7 Principles for Serving Students With Disabilities & Intersectional Identities Through Social-Emotional Learning Approaches” guide should inform the design and theories of action behind any SEL approach to meet the needs of students with disabilities and those with intersecting identities. These principles are: 

			Principle 1: The approach must seek to help students develop agency and attend to the systemic barriers that impact student agency, self-advocacy, and self-determination among students with intersectional identities. This includes students with disabilities, English learners (ELs), BIPOC students, students who have been impacted by poverty, students who are homeless, immigrant students, and LGBTQ+ students.

			SEL can help students understand and recognize implicit and explicit biases, including their own. The SEL approach must empower students to make choices that align with their interests and provide multiple opportunities to convey understanding. As they age, they can develop self-advocacy skills that are rooted in a deeper understanding of themselves and the ways in which elements of their identities intersect.

			Principle 2: The approach must recognize that students have unique assets and individual needs and seek to ensure that students have meaningful, purposeful experiences. Students should be at the center of focus for any SEL approach. The approach must also recognize and address variations in executive function capacity and be age-appropriate. Furthermore, the approach must address issues related to EL status, disability, racial prejudice and bias, or trauma if they are inhibiting the development of key skills and capacities. 

			Principle 3: The approach must be reinforced within and outside of school to promote opportunities that foster community connectedness for students. Schools can bridge communities and families with school initiatives, encouraging coordination between stakeholders such as school personnel, out-of-school learning providers, case managers, and other community partners. This includes promoting activities that all families can work on with students, and the use of tools that are appropriate and accessible regardless of native language, disability, or other historical barriers to participation within the SEL approach.

			Principle 4: The approach should place value on school-level climate indicators, in addition to student-level SEL indicators. Inclusion, as measured by student reports, is a key indicator in assessing whether the school climate is positive. Students’ skills should also be measured multiple times and in multiple ways, providing a more comprehensive assessment that does not increase student anxiety or skew results. The school can also collect data continuously to define actionable steps that inform the SEL approach and build a positive and inclusive climate. 

			Principle 5: The approach must prioritize personalization and individualization in both instruction and supports. Educators must be equipped to differentiate instruction for all learners, incorporating accommodations and supports for students with disabilities as needed. Measures used to individualize instruction should not disadvantage learners based on their own identities in the SEL approach.

			Principle 6: The approach should provide for positive work environments that build adult capacity and support adult needs, modeling goals and expectations for students. Educators’ social and emotional needs must be prioritized, and schools should provide them with meaningful choices and a positive working environment. A multitiered system of supports for student well-being includes universal positive and proactive supports for all learners (Tier I), and educators must have the resources and explicit professional development to deliver more structured and/or intensive strategies for students who might be struggling.

			Principle 7: The approach must prioritize the holistic needs of students, including physiological, safety, and belonging factors. Schools should make an effort to assess all student needs and work to ensure that they are adequately met. Schools can emphasize healthy nutrition, exercise, and sleep habits, while also assessing the depth of needs, including adverse childhood experiences, that might impact these and ultimately inhibit learning.

			Designing for Accessibility

			Schools across the country have leveraged federal COVID-19 relief funding to support student mental health and well-being, including programs to improve social-emotional support and mental health, the Council of Chief State School Officers’ COVID-19 Relief Data Project reports. As leaders earmark these funds, it is important for them to intentionally design interventions and SEL programs with attention to accessibility. 

			Many schools also have funds through Title IV, Part A, of the Elementary and Secondary Education Act (ESEA) that can be used to ensure that districts have access to programs that foster safe and healthy students, provide students with a well-rounded education, and increase the effective use of technology. These funds, combined with funding from ESEA Title I and Title II and the Individuals with Disabilities Education Act, can help support the implementation of inclusive SEL approaches.

			There are plenty of examples of schools doing this work well. NCLD wrote about two such schools as part of a larger project on SEL: The GALS Denver Middle School and Genesee Community Charter School. The leaders at these schools say that one of the keys to success was to think about students with disabilities from the outset, rather than try to retrofit an SEL initiative to meet student needs. 

			Students with disabilities are in every classroom: Three-quarters of students with learning disabilities spent 80 percent or more of their time in general education classrooms during the 2020–2021 school year. As you lead teaching and learning in your school building, we urge you to examine your school’s approach to addressing student social-emotional learning and well-being with the lens of inclusion. 

			School leaders can be a catalyst for inclusion while collaborating with parents and caregivers to make informed decisions about integrating SEL into the curriculum. It can provide a foundation for environments in which students build lifelong confidence and skills. Consider whether all of your students can access the curriculum equally, and make adjustments if needed. Instruction that affirms individual student identity, agency, and skills will build students’ engagement, well-being, and sense of belonging. 

			Lindsay Kubatzky is director of Policy and Advocacy at the National Center for Learning Disabilities.

			***
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			Words of Inclusion

			A glossary of special education vocabulary

			By Katherine Adams and Shari Ostovar

			
Accommodations. Adaptations or changes to the environment or practice that allow a student with a disability the same access and opportunities as students without disabilities. 

			Assistive technology. Any item or piece of equipment that is used to increase, improve, or maintain the capabilities of a student with disabilities.

			Behavior intervention plan (BIP). A written plan created to improve challenging behaviors within the school setting. Specific actions are determined based on results of the functional behavior assessment.

			Evidence-based practices (EBPs). Instructional strategies proven by research to be of high quality and have a positive impact on students. 

			Free appropriate public education (FAPE). Federal protection for any child to not be excluded from any programs or activities that receive federal funding based on disability designation. 

			Functional behavior assessment (FBA). Process conducted by a multidisciplinary team to gather information and make determinations regarding what is causing certain challenging behaviors within a school setting. Results are used to develop a BIP.

			High-leverage practices for students with disabilities (HLPs). Common practices that can be used by all teachers across content areas and grade levels to improve student outcomes. 

			Individualized education program (IEP). A written plan documenting the specific supports and services that will be provided in an educational setting for a student with a disability. Required by the Individuals with Disabilities Education Act, the plan’s measurable goals are reviewed and revised each academic year. 

			Individuals with Disabilities Education Act (IDEA). Federal legislation that outlines how all children with disabilities receive a free appropriate public education, including specifications for special education and any related services needed. 

			Inclusion. Providing students with disabilities with access and opportunities in general education classrooms in ways that are similar to their nondisabled peers, utilizing accommodations and modifications needed to succeed specified by their IEP. 

			Inclusive principal leadership (IPL). The practice of principals creating an environment in which all students, teachers, and staff are supported and valued. Inclusive principals ensure that each student’s needs are met and every student has an equitable opportunity to achieve. 

			Least restrictive environment (LRE). Ensuring that students with disabilities have the opportunity to learn within a general education classroom among peers as much as is appropriate, while still meeting their individual needs with any accommodations and/or modifications dictated per their IEP.

			Modifications. Services or supports that alter the content and/or expectations for a student with disabilities to gain access to the general education curriculum. 

			Katherine Adams is a technical assistant support specialist with the CEEDAR Center at the University of Florida. 

			Shari Ostovar is project coordinator with the CEEDAR Center at the University of Florida.
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			Intersectionality: Diversity, Equity, Inclusion, and Belongingness

			NAESP Principal Podcast  

			Knowing who we are and how we are seen in the world is as complex as it is essential. Understanding intersectionality is crucial for principals looking to better understand their students, school community, and themselves. Center for Diversity Leadership Fellow Dr. Edgardo Castro is joined by Dr. Jennifer Haan to discuss how intersecting identities shape us, and ways we can acknowledge, understand, and support students and educators in your school.

			Jennifer M. Haan, Ph.D., is an assistant professor and program coordinator of educational leadership at Sul Ross State University whose research focuses on social justice leadership as it relates to the experiences of students in the K–12 public education system.

		

		
			
				
Play Podcast

				naesp.org/resource/intersectionality-diversity-equity-inclusion-and-belongingness 
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			Resources

			“‘And They Cared’: How to Create Better, Safer Learning Environments for Girls of Color.” The Education Trust’s report examines the impact of exclusionary discipline on girls of color and provides recommendations for creating better, safer learning environments for them.

			“Bias Isn’t Just a Police Problem, It’s a Preschool Problem.” NPR report sheds light on the implicit bias in preschool settings and its impact on discipline, focusing on the importance of addressing implicit bias to ensure equitable and inclusive environments for young children.

			Coaching for Equity. Elena Aguilar equips educators with essential strategies to address issues of race, power dynamics, and systemic oppression in educational settings with practical tools, an updated coaching framework, and powerful personal narratives. 

			Council of Chief State School Officers’ COVID-19 Relief Data Project. The project reports on the use of COVID-19 relief funding to support student mental health and well-being, including programs to improve social-emotional learning and mental health.

			A Culturally Responsive School Leadership Approach to Developing Equity-Centered Principals. How could school districts construct principal pipelines that produce school leaders who advance equity in education? A team of scholars offers ideas.

			“Guide for School System Leaders.” Learn From History resource provides guidance for leaders seeking to promote educational equity, offering strategies, tools, and insights to address systemic inequities, foster inclusive practices, and navigate challenges related to equity. 

			How to Achieve Education Equality. Dr. Howard Fields provides a framework for redefining educational equity, emphasizing the significance of eliminating discriminatory policies, practices, and systems to ensure equal access and opportunity for historically marginalized students.

			How to Be an Antiracist. Dr. Ibram X. Kendi offers transformative insights on understanding and combating racism, providing actionable steps to promote anti-racist practices, challenge systemic racism, and foster equity and inclusion in settings such as schools.

			“How to Be an Antiracist Educator.” Dena Simmons’ blog post discusses the potential pitfalls of improperly implemented SEL approaches and provides guidance on being an anti-racist educator.

			“Implicit Bias May Explain High Preschool Expulsion Rates for Black Children.” Yale University study explores the potential link between implicit bias and high expulsion rates for Black children in preschool settings. 

			“Many Teachers See Social-Emotional Learning as the ‘Missing Link’ in Student Success.” The Hechinger Report’s article emphasizes the importance of SEL in student success, arguing that it provides children with the tools they need to succeed academically and beyond.

			National Center for Education Statistics’ School Pulse Panel. Ongoing research indicates that 56 percent of schools offered professional development to teachers on the implementation of social-emotional learning.

			No Estás Solo: Recetas Para Obtener Éxito, De Padres Para Padres. A comprehensive guide for Spanish-speaking individuals seeking to support children, teens, and adults with topics such as education, nutrition, discipline, finance, communication, and motivation. 

			“Prekindergartners Left Behind: Expulsion Rates in State Prekindergarten Programs.” Study offers insights into the expulsion rates in state pre–K programs and their impact on young children with a focus on gender and racial disproportionalities.

			PrincipalED. Experienced principals Kate Barker, Kourtney Ferrua, and Rachael George share insights on thriving in school leadership, emphasizing the importance of reflection, mentorship, goal-setting, and self-care for school leaders, as well as the creation of a positive school culture.

			“Whose Emotions Matter?” A meta-analysis from the Yale Center for Emotional Intelligence and EdTogether found that more than 75 percent of 242 studies of elementary school SEL curricula from 2008 through the end of 2020 made no mention of students with disabilities.   

			***
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			Equitable Hiring Practices

			How to approach staffing up while maintaining an equity lens at your school 

			NAESP Principal Podcast  

			Summer is typically the ideal time for schools to begin to fill vacancies and plan for the upcoming year. For principals, it is important to use equitable hiring practices when identifying the best teachers for our students. Ryan Daniel shares some of her experiences and strategies when it comes to ensuring your school is hiring with an eye for equity.

			Dr. Ryan Daniel is principal of Fort Foote Elementary School in Fort Washington, Maryland, and fellow at the NAESP Center for Diversity Leadership.

		

		
			
				
Play Podcast

				naesp.org/resource/equitable-hiring-practices
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			Options for Accessibility

			Digital instructional materials should offer alternatives to empower learning

			By Mary Frances Rice and Raymond Rose

			This article was originally published in Principal magazine

			Tony is an eager fifth grader who has deuteranopia, a form of red-green colorblindness. When his elementary teachers teach letters and sounds, they use color-coded pictures that Tony doesn’t understand but the other kids seem to, making him feel less capable. 

			Down the hall, Tony’s friend Sabie is also struggling. Her dominant hand was injured in a car accident that affected her motor skills. When her class does work on computers, she isn’t able to resize objects on the screen, scroll through text, or enter responses as easily as the other kids.

			Frustrated, Tony’s mother makes an appointment with the principal and explains colorblindness and its effects: “My son faces challenges as a reader because he does not see the colors others do,” she says. Sabie’s father calls with similar concerns and suggests that the inaccessibility of the materials might be cause for legal action. 

			The principal acknowledges that digital instructional materials with more accessibility features might improve the children’s experiences and wonders if other teachers and learners might also be having accessibility issues. But while the principal knows there are legal requirements for accessibility of digital materials, they aren’t sure how to support teachers in evaluating such materials. 

			Legal Aspects of Accessibility

			Students in U.S. public schools are guaranteed a free appropriate public education across all learning modalities by the 2004 Individuals with Disabilities in Education Act (IDEA). Tony and Sabie might not qualify for services through IDEA, but they can turn to Section 504 of the Rehabilitation Act, a 1973 anti-discrimination law. 

			Section 504 provides that schools make accommodations for students who demonstrate a need for them, and these accommodations are overseen by designated administrators. Section 504-friendly accommodations such as additional time to complete assignments and modified instructional materials would serve Tony and Sabie in an online environment.

			Principals can use their evaluating authority to find and acquire materials with built-in accessibility features. Educators unfamiliar with accessible features might have trouble evaluating these features, but many resources are available to help gauge the accessibility of web interfaces and evaluate online instructional materials. 

			Features to Find 

			The most common accessibility features digital instructional materials should offer out of the box are: 

			Text-to-speech/speech-to-text. Text-to-speech software can be used by anyone who wants to listen to digital text rather than read it themselves. There are also software programs that convert text into synthesized speech for people who have no or low vision, have trouble reading, or have difficulties seeing a web page due to issues such as colorblindness. Some screen readers can produce Braille output that allows users to access information by touch. Many students can benefit from having text read aloud. Speech-to-text programs allow learners to transcribe oral responses. 

			Alt text. When using images in digital materials, alternative text should be provided so that individuals who are using screen reading technology can hear a description of the image. Alt text descriptions must be concise but include enough information to describe an image. The goal is for a learner who uses screen reading technologies to know as much as any learner who doesn’t. Tony might benefit from hearing descriptions of images he can’t see clearly due to his challenge in distinguishing colors. 

			Color/sound selection and contrast. Digital instructional materials often incorporate colors and sounds to help students engage in concepts more thoroughly. But some color and sound combinations can be confusing and distracting. Learners like Tony will struggle to use materials that rely on the user to distinguish between colors to learn information or do tasks, so accessibility improves when colors, sounds, and other aspects of appearance can be adjusted to suit students’ preferences and needs. 

			Captions. Learners often appreciate materials that incorporate video into online lessons. But captioning benefits learners who can’t hear or process sound well, those who are trying to watch videos in noisy places, and those who are learning new languages. Some learners find that captions help pay attention to the lesson, and others simply prefer having captions. 

			Open captions appear on the screen automatically, and closed captions need to be enabled in the device or software settings. Descriptive captions include information about the action in the video, and captions can be set in languages other than the one used in the original dialogue, which might be beneficial to language learning. 

			Documents in multiple formats. When digital lessons require students to view online documents or add information to them, they should be offered in multiple formats. Using multiple formats—a Microsoft Word document and an Open Document Format document, for example—increases the chance that all learners will be able to complete the assigned tasks successfully. Documents that allow users to increase font size and style and access the text through screen reading technologies are more accessible. 

			The goal is to allow Tony, Sabie, and all learners to access digital materials with the same facility so they can learn the same information within the same time frame—as the Office of Civil Rights defines accessibility. Accommodations can be made through Section 504 when necessary, but look for basic accessibility features to support the educational experience for all students and families.

			Mary Frances Rice is an assistant professor in the Department of Language, Literacy, and Sociocultural Studies at the University of New Mexico. 

Raymond Rose is co-founder and president of Rose & Smith Associates, an educational consultancy focusing on online learning and educational technology.

			***
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			How APs Impact Equity

			Representation, relationships, and hard work are key to leveling the playing field

			By Ian P. Murphy

			This article was originally published in Principal magazine

			Assistant principals can play a critical role in advancing racial and gender equity in schools, says “The Role of Assistant Principals: Evidence and Insights for Advancing School Leadership,” the research review commissioned by The Wallace Foundation and published in 2021 by Vanderbilt University/Mathematica. 

			“This research synthesis is essential to our understanding of a role that often is overlooked,” says Jody Spiro, Wallace’s director of education leadership. “We hope this report encourages school districts and policymakers to rethink the position as a lever for improving equity and strengthening principal pipelines in ways that ultimately benefit students.”

			Better Representation 

			As a common stepping stone to the principal’s job, assistant principals can bring diversity to the principalship and other leadership positions. The research review found that 24 percent of assistant principals in six states were people of color—an improvement in representation, but nowhere near the percentages of students of color in some schools. 

			Bringing greater diversity to school leadership helps students connect with, and learn from, educators who look like them. It’s an “easy fix,” says Farrell C. Thomas, principal of Waterloo Elementary School in Waterloo, South Carolina, and a former AP: Make it the school’s mission to seek out and nurture appropriate candidates and hire a diverse staff. “It has to be deliberate and intentional,” he says. 

			To encourage diversity among APs, the study recommends that schools and districts: 

			
					Conduct equity audits to identify and eliminate possible barriers to leadership for educators of color and women;

					Develop professional standards for APs, recognizing that the role often leads to the principalship; 

					Examine evaluations, mentoring, and professional development to ensure they are suitable for the AP role and equitable for people of color and women; and 

					Instruct principals on effectively mentoring the assistant principals under their guidance.

			

			“Examining who is receiving mentoring and being encouraged to pursue leadership roles, and ensuring that assistant principals have equitable experiences while in their roles, could help diversify the principalship and contribute to more equitable outcomes,” says Mariesa Herrmann, senior researcher for Mathematica. 

			Equity in hiring should extend beyond the AP position, adds David Jaimes, assistant principal at Edwards Elementary School in Newberg, Oregon. “We want to achieve what they call ‘market representation,’ ” he says. “This means that if we have 50 percent students of color, 50 percent of the staff should be staff of color. We need to represent all of the diverse categories present in our schools—or at least that should be the target.”

			An Obligation for Equity 

			Regardless of their personal backgrounds, APs are increasingly tasked with advancing equity initiatives in coordination or in concert with the principal. APs have an obligation to offer every student equal opportunities, free of the subtle biases and institutionalized roadblocks that can undermine long-term success. 

			“Equity is about leveling the playing field for all students and people,” Thomas says. “For educators, it is meeting students where they are to help them become successful and master the content being taught. Discipline, coaching, professional development, classroom observation, and differentiating instruction are [areas] in which APs can help.” 

			“The assistant principal plays a pivotal role in advancing equity work, because they are on the ground doing the work on a daily basis,” Jaimes says. “Even if the assistant principal is relegated to just doing discipline work, equity should still be at the forefront.” 

			Disrupting Discipline

			Discipline is an area ripe for equity improvements. Statistics reveal that boys and children of color routinely face more frequent and more severe discipline. It’s likely a factor of who’s heading the class: According to data from the National Center for Education Statistics, 79 percent of public school teachers were white during the 2017–2018 school year, while more than half of public school students were students of color. 

			“Boys are constantly in and out of my office,” Jaimes says. “We need to figure out how to deal with [incidents] in an equitable way. Do we need to give them more movement breaks? Are they learning in a way that is engaging for them? How can we implement Universal Design for Learning to give boys choice in how they learn and minimize instances of dysregulation?

			“When I’m doing discipline work, I always have my equity lens on,” he adds. “With the support of the principal, we have been able to implement restorative practices. We are doing community circles and respect agreements. We are increasing social-emotional learning by implementing a new curriculum.”

			Addressing disparities in discipline and the biases behind them starts with getting to know the students better, Thomas says: “Teachers have to formulate meaningful relationships with their students—particularly students who do not look like them.” 

			Collaborative Champions 

			As liaisons across all levels, APs are the foot soldiers of any equity effort. “All of us in education are trying to close the opportunity gap,” Jaimes says. “We know that equity is the bridge that will get us there. The difference is when we actually put theory to practice. It is not about having an equity statement or an equity policy—we must do the work.” 

			Distance learning afforded Jaimes an opportunity to focus less on discipline and more on big-picture, dual-language equity efforts. “I participated in monthly, districtwide Latino parent meetings,” he says. “I served on the City of Newberg Equity Task Force. I am in charge of an assessment pilot program for our dual-language team. It is important that we all work together.” 

			“There is strength in numbers,” Thomas agrees. “The more leaders within a building who are championing the call of equity, the greater the likelihood of these efforts being successful within the school and the culture of the school. The assistant principal should and must mirror the vision and mission of the building leader.”

			APs can involve themselves in instructional practices, lead restorative talks, observe instructional practices, offer feedback to teachers, and craft equity, he says. The hardest part? Changing the mindsets of people who don’t—or don’t want to—believe that inequities exist. “People who do not experience it often don’t believe that there is a problem,” Thomas says. 

			“This is the hardest part of equity work: the time needed to get everyone on the same page,” he says. “We should all be advancing the work, but that’s not the reality that we face. We face roadblocks, egos, white fragility, and systemically racist practices that perpetuate systems of oppression. Currently, we are facing a divided nation that has politically charged equity work.

			“We are in a constant struggle,” Thomas adds. “The journey is never-ending. We will always be doing this work. We have to continue to do this work. We have to do this work against all odds. The students need us. This work is too important to give up.”

			Ian P. Murphy is senior editor of Principal magazine.

			***

		

		
			
Tips for the Journey

			
					Read, understand, and become knowledgeable about cultures and people who don’t look like you, Thomas says. “Live on the premise that ‘all means all,’ and model this belief to others.” 

					Establish a diverse pipeline of educators in order to better reflect the needs and experiences of people in the community. 

					Build relationships, Thomas says, and don’t be afraid to challenge those who aren’t practicing equity appropriately. 

					Be patient, Jaimes says. As Glenn E. Singleton says in Courageous Conversations About Race, “You have to expect nonclosure.”

					Be persistent. “Show up every day and rumble,” Jaimes says. “Keep the conversation going, and do not give up.” 

			

			


		

		
			
				[image: ]
			

		

	
		
			—  IV. Managing Personnel and Resources Strategically  —

			[image: ]

			Recruit and Retain Male Teachers

			Male teachers are still a relative rarity in K–8 schools, leaving students without a diverse educational experience

			This article was originally published in Principal magazine

			Research says that staffing a school to look like its student body can pay off by offering children a full range of educational experiences. And principals wishing to focus on diversity might do well to address the most obvious deficit: Long outnumbered, male teachers continue to be the exception in many elementary schools, even today.

			Principal magazine asked six educators why schools need male teachers and how to attract more of them. Here’s what they said: 

			Principal: Why is it important to have male teachers on staff? 

			Jason Fischer: Just as it is important for students of different races to see teachers like them, it is important for male students to see male educators. Furthermore, different students respond better to different types of people—some students respond better to a female adult, and some students respond to a male figure. A positive male role model can be beneficial to students, especially with students who might not have one outside the school setting.  

			Elizabeth Grimes: Students need to have access and exposure to a variety of individuals. This includes personality, race, gender, ethnicity, cultural backgrounds or experiences, strengths, etc. Some students might not have a male in their home or life; they might find it more comfortable to talk and problem-solve with a man. Female students also need to learn to trust and see males in the role of teacher. We need school employees who not only have a commonality with students, but also broaden their perspectives.

			Kevin Fosburgh: Many of our students lack strong, positive males in their lives, and by having males on campus, we can provide those strong role models. We found that approximately 80 percent of our students have women complete education-related activities with them. Women are attending parent/teacher conferences; women are coming to family engagement nights; women are assisting with homework and other school-related activities. 

			Anthony L. James: Having male educators on staff can provide alternative perspectives and solutions when handling various situations involving students. Male educators are often seen by contemporaries as default disciplinarians or role models for fatherless boys. But looking at them through that lens makes it easy to miss the benefits of having gender diversity in schools. Schools benefit when teachers reflect the interests, needs, and cultures of their students. 

			Principal: What are some of the benefits to having more male teachers at the elementary level? 

			Ed Cosentino: Male teachers help colleagues understand how boys learn in a school setting; in some situations, the presence of a male teacher helps boys regulate their behaviors. Male teachers motivate and engage children differently. For example, one of my male classroom teachers was recently able to connect with a student about a common hobby. The student’s perception, excitement, and engagement for school increased immeasurably [after that experience]. 

			James: In an environment dominated by women, many rely on the notion that male teachers are primarily beneficial to boys. However, research has found that having access to diverse teachers is useful for all children. For young scholars, the presence of male educators exposes them to different types of activities, behaviors, and communication styles, and helps develop healthy ideas around gender. 

			Fosburgh: While we have a strong set of mentors to work with behaviorally challenging students who need Tier II interventions, sometimes a female staff member can’t develop a strong check-in/check-out relationship. At times, a male mentor can provide the adult attention the student craves to curb negative behavior. 

			Principal: What factors contribute to the ongoing shortage of male teachers? 

			Cosentino: There is a perception that teaching at the elementary school level is more of a role for women. Male high school students don’t often seek out colleges and universities with the foresight to get a degree in early childhood education or elementary education. I also believe that there is a perception that the field of education is not lucrative enough to make a living without working more than one job. 

			Fischer: There are several factors that have continued the lack of male teachers. One is salary—in some areas of the country, teacher pay is low compared to other jobs, and this has limited the number of males interested in becoming educators. Additionally, teaching children is not an easy job, and it requires a certain type of personality. Some males might think that they don’t have what it takes to do the job of helping children develop. Finally, there is still a stigma that teaching, especially at the elementary level, is not a typical male profession.

			Kourtney Ferrua: The antiquated message that women care for children gets in the way of progress. Men are critical partners in healthy childhood development. We need to disrupt this tradition by celebrating educators who break the mold. 

			Fosburgh: One of the major factors is not unlike the teacher shortage in general: compensation. While our country is evolving and many of our American families have two parents working, societal norms still dictate, in my opinion, that the male should be the breadwinner. Therefore, society looks at education as a career that is subpar. When I was an undergrad, I had associates razz me for wanting to pursue education. They would make comments like, “You’d be making a ton more money if you ... .”

			Grimes: Many men don’t go into the profession because of the societal pressure to be the main wage-earner. And as a profession, we have not encouraged male students to become teachers. The male teachers and staff I have at my current elementary school are “all in.” They didn’t allow barriers such as low wages and public perception to influence their destinies. They have a gift for teaching and leading, and they are not afraid to use it. 

			James: Also, due to the lack of diversity in the field, many men suffer from isolation. During my last year in the classroom, I was the lone male and person of color on a team of 16 educators. During staff meetings, no one would sit next to me. I was the odd man out. One of the worst feelings in the world is to be in a room full of people but feel alone. 

			Principal: What are some of the challenges male teachers typically face? 

			Ferrua: It is challenging to be in the minority. There are many formal and informal systems that can make it hard to break into established groups. Things as simple as teachers planning while eating lunch together or grabbing coffee on the weekend can be exclusive if they don’t include the whole team. It is important for administrators to create time in the master schedule for meaningful collaboration. 

			Fischer: Male teachers are often stereotyped as a certain type of teacher. It’s assumed we will not be as “warm” as a female teacher and that our students will not be as loved. Additionally, male teachers, especially at the middle and high school level, need to be careful how we address female students. I have had quite a few students and parents tell me they were nervous to have a male teacher, only to tell me later that they had a great year and were glad that they were in my class.

			Grimes: Sometimes, parents are uncomfortable with a male  teacher in the classroom because they are concerned that they are not nurturing or able to understand the needs of female students. [Ours] are champions for our students and our profession, and they work hard to gain the respect of parents who might have been apprehensive when they first encountered a male teacher.

			James: Men must debunk negative stereotypes. Men are viewed as disciplinarians; [they] are often given the most challenging children, [which may prevent them from teaching] gifted courses and grow[ing] professionally. 

			Principal: What can principals do to recruit and retain more male teachers? 

			James: Principals need to remember that they set the tone for their schools. [They should] provide professional development trainings that focus on gender issues—especially in schools. Principals should debunk the notion that the male educators in their buildings are there to be disciplinarians. And there should be opportunities for men to exercise the full scope of practices available to all teachers, such as teaching honors or gifted courses. 

			After creating a welcoming environment, principals can focus on recruitment. One way is to hire male teachers as paraprofessionals or teacher assistants. I began my career as an assistant, which led me to get a degree in early childhood education. Also, principals can create in-school or afterschool programs that hire high school and college students. Establishing these relationships early on can pay huge dividends years later. 

			Cosentino: School districts need to collaborate with colleges and universities to help make elementary education more enticing for a wider range of students. I want the best possible available teacher for any position. In order to retain all teachers, I want to make sure that they have the professional development support they need to be successful. This includes a mentor, strong collaborative teams, and constant opportunities to check in. 

			Fosburgh: To support male teachers, I need to support them in their ability to stay in the classroom and not try to find avenues for them outside of the classroom. More than that, I need to ensure that classrooms continue to maintain heterogeneous groupings and make decisions at the student level, not push all of the “difficult” students into the male teacher’s classroom.

			Grimes: I include staff in the interviewing process not only to provide meaningful input, but also to identify good partnerships and mentors. I also team some of the male staff together on committees or activities so that they are not completely isolated. We have several male aides whom we encouraged, mentored, and supported as they entered fifth-year programs or degrees in education. 

			Fischer: Just hire more male teachers. One of the challenges that male teachers face is not having other male teachers to work with or have casual conversations with. Having a higher number of male teachers might entice other male educators to join the staff. And give male teachers leadership opportunities that might encourage [them] to stay at a school. 

			***

		

		
			
Male Teacher Takeaways

			
					Male teachers can be role models for boys and girls alike by diversifying the learning experience and reflecting the makeup of the student body. 

					Outmoded stereotypes often keep men from entering the field of education or growing in the role. Principals need to provide male teachers with opportunities to build their careers. 

					It can be lonely to be in the minority as a male elementary school teacher. Principals should help them connect with colleagues and mentors. 

					The career’s reputation for low pay is seen as a barrier to entering the field and staying in it. Recruitment efforts should target current high school students who might excel in education. 
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			Protecting the Legal Rights of LGBTQ Students in Schools

			These sources of federal, state, and local law can help school leaders continue to establish schools as safe spaces for LGBTQ students

			By Mark Paige

			This article was originally published in Principal eNewsletter

			Until recently, many of us thought that the legal rights of LGBTQ students were established. In 1996, conservative Justice Anthony Kennedy opined that a Colorado effort to repeal state laws the provided protections for gay and lesbian men and women was unconstitutional. In 2008, the U.S. Supreme Court effectively established the fundamental right to marry for same-sex couples—a watershed moment for equal rights in our history.

			It seemed, until recent events, the march toward equal rights under the law for all—including LGBTQ students—could only go forward.

			Times have changed.

			Efforts to Restrict Rights

			Today, many state legislators and local school boards have attempted to restrict the rights of LGBTQ students.

			In 2021 and 2022, for example, Alabama (and other states) passed laws and policies that discriminate against transgender students for participating in sports or using the bathroom that aligns with their gender identity.

			Other states have passed laws with the stated—but dubious—intention to prevent schools from “indoctrinating” students.

			But state (and federal) legislatures cannot make the rules without some oversight. For now, we have a system of checks and balances. Other sources of law and branches of government can—and do—provide legal protections for the rights of LGBTQ students.

			Sources of Law to Protect LGBTQ Students

			Why is this important to you as school leaders? One—if not the—most important duty you have is to ensure students feel safe in your school and promote values of tolerance and appreciation of diversity, which are decidedly American concepts. You already know that, but stating it reminds us of your important place in ensuring our democracy through public education.

			Toward that end, it is worth highlighting some important sources of law that (at least as of now) provide some means for you to meet this duty. While I outline the basics, I call your attention, specifically, to my discussion about the Equal Access Act and local school board policies that allow non-curricular groups space and time to meet in a school facility.

			The Constitution

			First, there is the U.S Constitution. Under the First Amendment, students have protections related to their speech and expression, including expression related to their identity through their words or even clothes (assuming there is no reasonable dress code).

			At the same time, students who might attempt to harass students because of their identity—and then claim they have a “right to free speech”—are prohibited from doing so.

			The 14th Amendment of the Constitution also provides some protections. The Equal Protection Clause of that Amendment prohibits schools from treating students differently, and students must feel safe in schools. Students also have a constitutional right to privacy.

			Federal Statutes

			Federal statutes might provide protections for student rights, too, including (for the moment) Title IX. In 2021, the Supreme Court refused to hear (and potentially overturn) a court case in which a student successfully challenged a school district’s discriminatory “bathroom ban” on grounds it violated Title IX and the Equal Protection Clause. We should proceed cautiously about seeing Title IX as a long-lasting remedy, without further congressional amendments, as the Supreme Court may change its view on how far Title IX can be used.

			One important federal statute—the Equal Access Act—can be used by students and advocacy groups to ensure that your school can provide a safe space for LGBTQ allies and students. In brief, the act bars schools receiving federal funds from prohibiting a student group from meeting during non-instructional time at a school because a school district or official disagrees with the viewpoint of the group.

			Importantly, while this act applies specifically to secondary schools (which might include middle grades in some states or districts), many school districts have used it (and constitutional principles) to develop local facility access policies for use of all its schools by the public.

			In practice, what does this mean for you, as a school leader? Basically, if you allow different groups to use your facility (in legalese, creating a “limited public forum”), you cannot discriminate against a group because of their religious or political belief.

			For example, if the “Students and Citizens for Atheism” group uses school space during non-instructional time (e.g., before, after school, or perhaps during lunch), then you must allow the “Students and Citizens for God” (both hypothetical groups) the same access.

			Thus, groups that create safe spaces for students LGBTQ students and their allies, such as LGBTQ Alliance groups, may be able to meet in your school. I am simplifying, but the advice is this: Check your school and district’s facility use policy to see if your school may be used by groups that provide appropriate support for LGBTQ students and allies. In addition to providing support for students, these groups have had success holding important public forums that foster appreciation of diversity and unity.

			State and Local Laws

			State laws also protect students. They vary by state, but many have anti-discrimination laws that protect teachers, as well as students.

			In addition to the local school facility policies highlighted above, school boards have adopted policies that are intended to prevent discrimination, bullying, and harassment.

			I would be lying to you if I said I wasn’t worried. The spate of recent laws passed that discriminate or promote intolerance are anachronistic to the foundational principles of our democracy, such as the faith in protecting individual liberties.

			But I am also hopeful. Efforts to discriminate against students’ rights based on gender or identity only remind us that our work is not done. And, thankfully, we still have some federal and state laws that can help us.

			Mark Paige is a former school law attorney who represented school districts in federal and state legal matters and current department chair and professor of Public Policy at the University of Massachusetts-Dartmouth.

			***
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			Resources

			“Advancing Equity in Early Childhood Education.” NAEYC’s position statement is one of five foundational documents developed in collaboration with the early childhood profession.

			Courageous Conversations About Race. Author Glenn E. Singleton’s book and blog empower educators with practical tools and insights to successfully challenge racist policies and practice in schools and beyond.

			Developmentally Appropriate Practice in Early Childhood Programs. The fourth edition of NAEYC’s influential text addresses developmentally appropriate practice within the context of the evolving world of early childhood education.

			Equal Access Act. The Equal Access Act of 1984 says schools that receive money from the government and let students have clubs after school can’t deny students the right to have a club for religious or other reasons.

			Equal Protection Clause. The Equal Protection Clause of the 14th Amendment prohibits states from denying any person within its jurisdiction equal protection under the law.

			I Love Saturdays y Domingos. Alma Flor Ada’s book is about a bilingual girl’s weekend visits to her two sets of grandparents.

			The Role of Assistant Principals: Evidence and Insights for Advancing School Leadership. A Vanderbilt University/Mathematica report commissioned by The Wallace Foundation provides in-depth insights into the role of assistant principals, their career trajectories, and their impact on school leadership.

			Section 504, Rehabilitation Act of 1973. Section 504 of the Rehabilitation Act of 1973 forbids organizations and employers from excluding or denying individuals with disabilities an equal opportunity to receive program benefits and services.

			“Silence Is Violence and Inaction Gives Traction to White Supremacy.” Article sets forth key concepts and steps toward building accountability for action among those who wish to dismantle structures of oppression.  

			***
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