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Promoting Inclusive Classroom Dynamics in Higher Education: 
A Research-Based Pedagogical Guide for Faculty 

 

Chapter 1: Instructors 

“I think identity plays a huge role in the classroom.  I don't think any of us 

can think outside… we can think beyond our identities potentially, but we 

need to be aware we're doing so… I don't think identity is a trap, but I do 

think…it's how we see the world, right?  Our identities are going to and 

the groups we feel a part of, the groups we feel we belong to, are going to 

shape our perceptions.”  – Faculty Member (Oleson, 2017) 

 

“My identity shapes the classroom, all my students, all 30 students or 40 

students or however many I have in the room, shapes what’s going on.  

And how do we best teach and reach students of all these varying 

identities?  … It’s about re-centering…It’s about bringing those 

marginalized identities into the center…” – Faculty Member (Oleson, 

2017) 

 
 

This chapter focuses on you, the one teaching the course.  What do you bring to the 

classroom in terms of your identities; what do you expect from yourself and your students?  

What are your biases and how do they impact interactions in the learning environment?  This 

chapter provides the initial elements in this how-to guide for building an inclusive classroom.  

First, it gives a concrete set of questions to ask yourself about your identities, and if, and when, 
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you should strategically disclose them.  Second, it offers tangible strategies for both reflecting on 

your biases and mitigating their influence on your judgments of and interactions with students.   

What follows are practical principles grounded in relevant research.  However, their 

usefulness depends on your thoughtful application of these ideas to your own life.  While reading 

the chapter, be open to both learning new ideas about identity and bias and reflecting on those 

aspects of your identities and biases you find most significant in terms of your classroom 

experiences as an instructor.   

 

 

Faculty Members’ Intersecting Personal and Social Identities 

The Self 

  To begin, instructors bring themselves - their self-concepts - to the classroom.  And, 

according to Baumeister (2010), one’s self or self-concept has three key features: 

(1) Individuals have self-awareness and can look at themselves.  For instance, I have knowledge 

about myself that includes ideas about my personal qualities (e.g., I am friendly; I like math) and 

my strengths and weaknesses (e.g., I often remember people’s names yet sometimes forget how 

to pronounce certain names), among other things.  (2) The self is social.  It is created, 

maintained, and changed through interaction with other people.  For instance, feedback from my 

students and my colleagues influences how I feel about my job and how competent I feel about 

my teaching.  (3) One’s self has the ability to act on the world, to self-regulate, and to make 

decisions.  As a professor, I can exert a powerful role in the classroom, one that shapes my 

students’ expectations, norms, and behaviors.  In Table 1.1, begin reflecting on yourself in the 

classroom, including both how you are shaped by and how you shape others.   
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Table 1.1. Worksheet – Applying Baumeister’s Ideas about the Self-Concept to the Classroom 

 

What are your 

important self-

aspects/personal 

qualities in the 

classroom?  

While teaching, how 

are you influenced by 

your relationships, 

roles, and the 

environment? 

In what ways do you 

exert control over and 

regulate yourself, your 

students, and the 

classroom environment?  

What questions do you 

have? What aspects are 

working well? What 

would you like to 

improve? 

    

 

 

 

    

    

 
 

Intersecting Personal and Social Identities 

However, one’s self is made up of more than personal identities.  We are also comprised 

of social identities, “[those parts] of an individual’s self-concept that [are] based upon the value 

and emotional significance of belonging to a social group” (Jones, 1997, p. 214).  I identify as a 

social psychologist.  I am a mother.  I identify as White.  To truly understand these social 

identities, one must also consider the ways that the social world intertwines them with each 

other, resulting in novel intersecting identities (e.g., I identify as a White woman or a cisgender 

White woman).  Kimberle Crenshaw (1989) made clear the limits of considering identities in 

isolation when she introduced the term “intersectionality” in the realm of legal discrimination 

against Black women.  More recently, Lisa Rosenthal (2016) stressed the importance of 

intersectionality in the field of psychology, noting  

Intersectionality highlights the importance of attending to multiple, intersecting identities 
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and ascribed social positions (e.g., race, gender, sexual identity, class) along with 

associated power dynamics, as people are at the same time members of many different 

social groups and have unique experiences with privilege and disadvantage because of 

those intersections.  Given its activist roots, focusing on systems of oppression and the 

need for structural change to promote social justice are central components of 

intersectionality (p. 475).   

Overall, instructors bring to the classroom their intersecting personal and social identities linked 

to histories of privilege and exclusion.  When approaching teaching, your personal (e.g., “I see 

myself as smart or kind”) and social identities (e.g., “I identify as a White woman”) matter for 

students’ perceptions, learning, achievement, and persistence (Carrell, Page, & West, 2010; 

Fairlie, Hoffmann, & Oreopoulos, 2014; Sorensen, 1989).   

Rather than perceiving of and presenting one’s self as a “disembodied mind – a possessor 

of knowledge and power” (Henderson, 1994, p. 436), a professor, Henderson (1994) suggests, is 

“embodied text – produced by certain personal and historical experiences” (p. 436).  Building on 

this notion of embodied text, Mel Michelle Lewis (2011) considers how her intersecting 

identities impact her teaching of women’s studies courses,  

“I teach what I am, I am what I teach: an intersectionality…, an interdisciplinarity, a 

complex epistemology, and pedagogical location.  I live and perform my multiple social 

identities, both visible and invisible, and teach both through institutional knowledge and 

my own “embodied text” (Henderson, 1994: 436).  As I teach through these embodiments, 

it has become apparent that the methods through which we teach women’s studies must be 

intersectional and interdisciplinary, while recognizing the body as a site of learning and 

knowledge” (Mel Michelle Lewis, 2011, pp. 49 - 50)  
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You too have multiple identities that are significant in the university classroom.  In Table 1.2, 

take time to reflect on identities that you consider important and/or that you think others consider 

important in the classroom, expanding on the initial work in Table 1.1. 

Table 1.2. Worksheet - Personal and Social Identities in the Classroom 

 

What are your 

identities? These 

could be single 

identities or 

intersecting 

multiple identities; 

briefly describe 

each. 

In what ways is 

this identity 

important to you 

and/or to others? 

What impact do 

you think that it 

has on the way 

you see the 

world?  

How does it 

influence your 

behavior in the 

classroom? 

How does it 

impact how 

others respond 

to you? 

   

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

     

     

 

 

Identities in the Classroom 
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Research, theory, and application to the higher education classroom often consider a 

focused set of important social identities.  For example, Derald Sue’s (2015) work on “race talk” 

underscores the centrality of faculty members’ racial or ethnic identities, whereas other 

explorations concentrate on gender (Miller & Chamberlin, 2000), or the intersection of gender 

with race (Chang, 2012; Pittman, 2010).  I hope this book will be applicable across a variety of 

instructor identities, including race, gender, sexuality, relationship status, disability, social class, 

age, religion, political orientation, appearance, non-native English speaker, sexual assault 

survivor, cancer patient, to name some possibilities.  The book provides a framework for 

approaching not only these identities but also unnamed ones that are or may become important 

for you while teaching.   

I encourage you to explore your own identities and their potential for importance and 

relevance in the classroom.  However, identities are not weighted equally, nor necessarily 

consistently, at different times and in different classroom environments.  There is a danger 

inherent in delineating such a broad collection of self-characteristics, as it may suggest that all 

are equivalent.  I have some discomfort with this choice, because I realize that it could have 

unintended negative consequences.  By including a range of diverse identities, individuals may 

underestimate the impact of some primary ones - such as race - which have an enormous societal 

impact (Crenshaw, Gotanda, Peller, & Thomas, 1995; Jones, 1997).  For instance, recent 

research has suggested that when organizations define diversity with a broad range of categories 

–  e.g., including categories like race or sex that are legally protected alongside categories such 

as personality -  rather than concentrating on legally protected ones – individuals pay less 

attention to the organization’s racial inequality (Akinola, Unzueta, Opie, & Castel, 2017).  The 

perceived impact of race is watered down by considering the other identities.  Keep this in mind.  
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Also, while considering these wide-ranging identities, I particularly focus on the ways that these 

identities come to bear when discussing difficult, sensitive, or challenging topics in the 

classroom.  The tools I am presenting are ones especially germane to managing these concerns.   

Much of the literature on faculty identity involves qualitative research on faculty 

members’ racial or ethnic identity, exploring the perspectives of both faculty of color (including 

Asian, Black, Latinx, and Native American) (Harlow, 2003) and White faculty members, 

especially within the classroom context when they are teaching about race (Sue, Torino, 

Capodilupo, Rivera, & Lin, 2009).  Other scholars have written about the potential impact of 

their male gender identity when teaching about sexual assault (Thakur, 2014), or as a gay male 

instructor teaching about homophobia (Gust, 2007).  Additional narratives explore the 

intersection of gender and race (Pittman, 2010).  I present these various accounts.   

 

 

Faculty Members’ Identities and Teaching Sensitive and Difficult Self-Relevant Material 

 This literature on faculty identities in the classroom helps us understand the challenges 

that instructors experience.  Do they feel that that they are doing a good job in which students 

perceive them as knowledgeable and effective?  Do they feel that they have the strategies and 

skills necessary to thrive when teaching difficult topics?  Use this research as a springboard to 

ask yourself these questions and to explore ways to approach challenges in your own teaching. 

Faculty of Color Teaching about Race.  Many of these rich qualitative studies highlight 

the experiences of professors of color.  Faculty of color report having to manage the burden of 

their authority being questioned, with some research emphasizing that these instructors realize 

that race does matter, yet they have to act as if it doesn’t (Harlow, 2003).  Other research focuses 
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on the impact of faculty members’ race in the context of difficult racial conversations.  For 

faculty of color,  

they all experienced discomfort at “being trapped” in the “expert syndrome.”  They are 

often expected to possess special expertise in handling racial topics and situations.  When 

they were unable to do so, faculty of color were apprehensive that they would be 

perceived as less capable and competent.  Last, most of the professors experienced 

powerful emotional reactions when they witnessed or were the targets of 

microaggressions.  They described having their “buttons pushed” when they felt 

demeaned and/or watched other students of color become targets.  Managing the feelings 

of anger and frustration, constantly providing proof of one’s competency, and being 

expected to represent an entire racial group were described as emotionally draining and 

‘exhausting’ (Sue et al., 2011, p. 338).   

Women faculty of color reported that their authority, teaching ability, and research knowledge 

were particularly questioned by White male students (Pittman, 2010). 

White Faculty Teaching about Race.  Recent qualitative research has also found that 

White faculty report challenges when confronted with difficult racial dialogues (Sue et al., 2009).  

Their anxiety levels are high.  They experience a variety of fears, including concerns about: (1) 

being seen as racist (Apfelbaum, Sommers, & Norton, 2008); (2) or even worse, acting in ways 

that made them realize that they were racist; (3) confronting White privilege; (4) not being seen 

as competent or legitimate to teach material about race; (5) and taking on accountability for 

reducing prejudice (Sue et al., 2009; Sue, 2013).  These faculty accounts stress the ways that 

individuals manage a challenging academic classroom in which their authority and competence 

are questioned or in which they are experiencing high anxiety.  Faculty of color and White 
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faculty both experienced obstacles when navigating difficult dialogues. 

Gender identity and teaching about sexual assault.  Other faculty members have 

written about their experiences discussing the sensitive topic of sexual assault with students.  A 

pair of essays on teaching about rape in classics classrooms by Sanjaya Thakur, who identifies as 

male, and Sharon James, who identifies as female, provide a helpful understanding of how 

gender may come into play when discussing this topic.  Thakur (2014) presents the challenges of 

teaching classics texts with descriptions of violence and rape, noting that he thinks many men 

avoid discussing these subjects.  He suggests a list of reasons why these topics are actively 

avoided:  

(1) their desire not to offend, (2) they are afraid to somehow treat them “inappropriately,” 

and they perceive that they do not possess adequate knowledge or training to discuss such 

topics, (3) their own comfort level with the material and subject, (4) their uncertainty of 

how even to begin a discussion about them, (5) they find them (or believe their 

colleagues and superiors might find them) unsuitable for discussion in an academic 

setting, (6) they hope other faculty or departments will cover them (Thakur, 2014, p. 

153).   

Thakur also notes that many junior male faculty members express concerns about how handling 

these issues poorly could affect tenure and promotion; some report trepidation in approaching 

topics where female faculty are seen as having expertise.  James (2014) too remarks that she has 

male friends who have stopped teaching Ovid’s Metamorphoses, given its coverage of rape. She 

acknowledges that “teachers have good reason to be nervous about the topic, and perhaps even to 

avoid teaching it altogether” (James, 2014, p. 174).  However, she and Thakur both stress that it 

is quite important to teach these topics in classics courses.  James further notes that faculty must 



© Stylus Publishing, LLC.  10 
 

be prepared to talk about these topics during office hours and in more informal conversations, 

with students more likely to disclose sexual assault to female faculty members.  Faculty 

members’ gender identities can affect how they approach teaching (or not teaching) about rape 

and how students respond to the instructors’ identities in terms of comfort with discussing the 

topic and disclosing personal experiences.   

Stereotype threat.  These narratives and qualitative data complement empirical research 

on stereotype threat.  While teaching, faculty from underrepresented groups may experience 

stereotype threat, the concern that their performance in the classroom could confirm a negative 

stereotype about their group’s intelligence (Spencer, Logel, & Davies, 2016).  Instructors do not 

need to believe that the stereotype is true for these concerns to impact their teaching; they just 

need to know about the stereotype and be motivated to disconfirm it.  While the majority of 

stereotype threat research has explored the performance of students rather than faculty, there is 

some research suggesting the junior women faculty in medicine (as compared to junior men) are 

more vulnerable to stereotype threat (Fassiotto et al., 2016).  Recent qualitative research (Block, 

Cruz, Bairley, Harel-Marian, Roberson, 2019) explored the strategies (“fending off the threat,” 

“confronting the threat,” and “sustaining self in the presence of the threat”) that female scientists 

use to manage stereotype threat.  

Additionally, faculty members of color reflect on stereotype threat they experience in 

higher education; I provide two examples.  Yolanda Flores Niemann (2012) considered the role 

of stereotypes in the way that she was treated both during her academic job interview and initial 

tenure process.  When making a decision about what academic job to accept, a senior male 

faculty member asked her: “What are you, a scholar or a Mexican American?” (Niemann, 2012, 

p. 340).  Doing research on ethnic studies meant that she was not a scholar.  The threat to her 
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academic identity was clear.  Recently, Desdamona Rios (2018) explored the stereotype threat 

for faculty of color, presenting the threat that comes with being a woman, a Chicana, and a 

feminist: “less qualified, not legitimate, less knowledgeable, too political.”  This social identity 

threat led to feelings of anxiety, self-doubt, and lower performance in the classroom as she 

teaches about social justice.  Strategies such as useful critical feedback from trusted colleagues 

and self-affirmation of her abilities were useful to reduce the impact of stereotype threat. 

Before turning to a broader set of strategies used for identity management, I encourage 

you to return to Table 1.2.  Are there additional intersecting identities that you would like to add?  

Do you have further insights about the potential impact of your identities on how you approach 

the classroom or how others respond to or perceive you in that learning environment?   

 

 

 

Identity Management: Disclosure and Concealment of Identities in the Classroom 

To feel comfortable and confident teaching difficult topics, faculty members make 

choices about how to manage their identities in the classroom.  They must decide what aspects of 

their personal lives they discuss with their students.  Do they talk about their relationships and 

families, e.g., their romantic partners, their children?  Do they share where they went to college 

and if they were the first one in the family to attend college?  Do they discuss how the class 

readings are personally relevant, based on aspects of their identity?  These decisions involve 

juggling a number of competing motivations, such as supporting their students’ learning, hoping 

to be genuine and transparent, creating connections with their students, and wanting to project 
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knowledge and capability.  Faculty might also decide some identities are irrelevant to the task at 

hand and could distract from learning (Herne & Morgan, 2013). 

Social Identity Theory stresses that individuals are motivated to see themselves positively 

and that a person’s identification with social groups is one beneficial path to accomplishing this 

positive self-view (Tajfel & Turner, 1986).  Additionally, sharing certain aspects of one’s self 

and one’s social identities (e.g., “I’ve tried to teach my children race, religion, or social class 

shouldn’t affect their relationships with people,” “There is nothing better than a good book to 

raise your spirit”) could potentially enhance how students feel about their learning experience 

(Sorensen, 1989), particularly if students see the self-disclosure as positive and relevant to the 

course content (Cayanus, Martin, & Goodboy, 2009).  Professors must decide when, and if, and 

how much (Cayanus & Martin, 2008), to disclose or withhold discussing aspects of their 

personal characteristics and social identities.  They may seek to discuss their identities in ways 

that reflect positively on themselves (Simpson, 2009), that protect their privacy, and that 

maintain their mental health and well-being (King, 2013). 

Disclosure of concealable social identities.  Such self-disclosure is complicated because 

revealing important concealable social identities could prove stigmatizing (Chaudoir & Fisher, 

2010).  As an example, gay, lesbian, and transgender faculty members might consider whether to 

teach “out” in the classroom, given the potential for negative feedback.  Although recent research 

(Boren & McPherson, 2018; Jennings, 2010) suggested that there may be few detrimental effects 

of coming out about one’s sexual orientation in the college classroom, these researchers 

acknowledge that their findings do not necessarily generalize to the full range of classrooms.  

Russ, Simonds, and Hunt (2002) had previously found that students saw a gay male professor as 

less credible than a straight male one and reported learning less from him. 
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Scott William Gust wrote about his experiences as an out gay professor teaching The 

Laramie Project, which focuses on homophobia.  Before entering the classroom, colleagues 

cautioned him to “look out for the football players and the frat boys…(He) took the warning 

about ‘football players and frat boys’ seriously but still decided to make the choice to ‘come out’ 

in class” (Gust, 2007, p. 44).  To his surprise, he found little pushback from the highly masculine 

male students.  Instead he felt that male students whose masculinity had likely been questioned 

seemed more apt to respond negatively.  Although Gust believes that he made the right personal 

decision to be an out gay teacher, he makes clear that each faculty member should choose what is 

best for themselves.  “I do not, I repeat, believe that all queer teachers should disclose their 

sexual identities in class.  I respect any choice that is carefully reasoned and does not deny the 

presence of sexual identity in all classrooms” (Gust, 2007, p. 51).   

Faculty members also highlight the potential for self-disclosure to impact teaching and 

learning, the complexity of making decisions about disclosure, and the strategic nature of their 

choices.  For instance, Rosamond King (2013) noted  

Of course, no one strategy is appropriate for every teacher, class, or institution.  Clearly, 

any instructor’s approach to disclosing identity in the classroom needs to be one s/he is 

comfortable with – and, it should go without saying, which does not place the instructor 

in any kind of danger.  (I suspect that age and professional rank, as well as race, gender, 

and sexual orientation are significant factors.) Nevertheless, any strategy that promotes 

education in its broadest sense, the opening of the mind, promotes the common good by 

serving as food for thought for us all.  Any method of revealing aspects of one’s personal 

identity that responds to the situation and context can be termed strategic disclosure, a 

term that refers to the individual’s active determination of what information and how 
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much information about themselves to share at any given moment.  It allows the 

consideration of context, personal comfort, and protection (p. 108).   

King presented her own approach to students’ personal questions, which involved telling 

students that she does not “answer such inquiries until the end of the term” (King, 2013, p. 102).  

And then, even at that point, she turns their probing questions into a “teaching moment” rather 

than just answering them.  She likes her privacy, believes that professors should be free to keep 

their identities to themselves, and notes that “I have found that professors who cannot pass for 

heterosexual or white or born-in-the-USA Americans already have less privacy at work” (King, 

2013, p. 102).  However, she also presented examples of the approaches of three colleagues 

which varied radically in terms of how directly they responded to student questions and how 

their responses engaged with their pedagogy.   

Lad Tobin further presented faculty self-disclosure as a “strategic teaching tool” and 

offered some principles that he used when deciding whether to disclose personal information in 

his role as a composition teacher, e.g., “In courses for first-year students, I often reveal personal 

characteristics designed to reassure my students that I am capable, confident, and consistent.  In 

courses for teaching assistants and in writing about teaching, I often try to reveal the opposite” 

(Tobin, 2010, p. 201).  His criteria suggested that his decisions are complicated ones that depend 

on the audience of his self-presentation and his goals for that interaction.  He reflected that “there 

is value for teachers in developing protocols and criteria for making strategic decisions about 

potentially tricky self-disclosures” (Tobin, 2010, p. 197) ….  “In defending strategic rather than 

all uses of the personal, I am also acknowledging the role of differing applications and 

interpretations of pedagogical self-disclosure” (Tobin, 2010, p. 200).  While presenting his own 

set of guidelines, he encouraged faculty members to come up with their own. 
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Framework for making decisions about self-disclosure in the classroom.  In these 

faculty members’ personal accounts, many factors relevant to self-disclosure are considered.  

However, each writer stresses that instructors need to come up with their own practices.  In a 

recent presentation, Catherine Herne and Susanne Morgan (2013) suggested a series of questions 

that teachers could ask to determine whether to disclose particular identities, broadly framing 

these questions in terms of creating an inclusive and safe environment for students (see Figure 

1.1 that presents Herne and Morgan’s visual). 

Figure 1.1.  Identity Self-Disclosure in the Classroom (Herne & Morgan, 2013) 

 

 
In the first column, they pose questions about the particular identity.  Is it stigmatized?  Is 

it one that is concealable/hidden or is it visible to others?  What is the impact of revealing or 

concealing the identity?  In the second column, they consider aspects of the particular classroom 

situation.  Is the disclosure relevant to the academic discipline?  To the students’ learning 

environment?  In the final column, they present the broader university context, asking both 

whether there is an inclusive climate and whether the person’s job is secure.  The second and 

third columns feed into the middle one with the final question “Should I discuss it?” 
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Herne and Morgan’s framework is a compelling one, in terms of both the variables 

included and the framing of the variables as questions.  From my vantage point as a social 

psychologist, I have created an updated framework (see Figure 1.2 below).  First, I include 

questions at that beginning of the process about the person’s goals in disclosing the identity.  In 

Herne and Morgan’s model, a number of potential competing motivations are at play yet the 

motivations are not made explicit in the visual.  In their general model about disclosure 

processes, Chaudoir and Fisher (2010) have conceptualized decisions about disclosure as 

involving both approach and avoidance goals, goals focused on achieving positive or rewarding 

outcomes and goals focused on avoiding negative or punishing outcomes, respectively.  Faculty 

might also have approach and avoidance motivations in the classroom when they decide whether 

to disclose (see Beck, Daniel, DeFor, Hayworth, Peterson, & Oleson, 2019). For instance, in the 

classroom context, faculty members’ avoidance goals could involve avoiding negative outcomes 

to the self, such as a negative self-image (e.g., students’ seeing them as incompetent or 

illegitimate), students’ invading their privacy, or losing their job.  However, there are also 

approach goals, which could include responses oriented toward students, such as wanting to self-

disclose in ways that support students’ learning and belonging in the college classroom.  Faculty 

members might also use self-disclosure to promote positive connections with students.  They 

could disclose, for instance, that they were the first in their family to attend college as a way to 

connect, to serve as a role model, and to demonstrate that first gen students belong there.  

Second, I include questions about the audience of one’s self-disclosure.  As Tobin noted, 

his self-disclosure varies depending on who the audience is – first year students, graduate 

students, colleagues (Tobin, 2010).  What is disclosed in the classroom does not always stay in 
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the classroom, so questions about who is in not only the present but also the potentially broader 

audience could also be important questions to ask.   

 
 
 
 

Classroom Environment 

Broader University Context 

Is the campus inclusive and accepting of the 
identity? 
 

Is the identity relevant to the course content or 
academic discipline? 
 

Is your identity hidden or concealable? 
Is your identity evident to others?  
 

Is your identity potentially negatively stigmatizing? 

Who is the audience of your disclosure?  
Are there potentially multiple audiences? 
e.g., undergraduate students in your class, graduate students, professional colleagues, administrators 
 
 

What are your goals in disclosing or concealing this identity? 

Do you have job security? 

Is the identity relevant to students’ learning 
environment? 
 

Approach Goals – focused on achieving positive or 
rewarding outcomes, e.g., other-oriented responses such 
as supporting students’ learning and belonging in the 
classroom, promoting positive connections with students 

 
 

Avoidance Goals – focused on avoiding negative or 
punishing outcomes, e.g., avoiding negative self-images 
(students seeing you as incompetent or illegitimate), 
students’ invading your privacy, losing your job 

 

Qualities of the Identity 

Audience 

Goals 

Figure 1.2. Identity Self-Disclosure in an Inclusive Higher Education Classroom: Questions to Consider 
 

 

Figure 1.2, building on Herne and Morgan’s (2013) earlier flowchart, provides a series of 

five interrelated sets of questions to frame instructors’ decisions about whether to disclose (or 
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not) their identities in the classroom.  It can also serve as a worksheet for you to fill in your 

specific goals, audiences, qualities, classroom environment, and broader university context.   

 

Faculty Members’ Biases and Prejudices 

Explicit and Implicit Biases 

Thus far, I have focused on the expression of faculty members’ personal and social 

identities in the classroom.  In addition, they bring prejudices (evaluations of a group or an 

individual based on their group membership), stereotypes (beliefs about the characteristics of 

members of a social group), and expectations about their students’ personal qualities and abilities 

(Kite & Whitley, 2016).  Sometimes these attitudes are ones that someone consciously holds and 

would report on an explicit measure, e.g., “Women are too easily offended” (Glick & Fiske, 

1996) or “On the whole, Black people don’t stress education and training” (Katz & Hass, 1988).  

However, in many contexts, expressing negative views about members of social groups is seen 

as unacceptable.  Individuals keep these biases, or prejudices, to themselves (Crandall, 

Eshleman, & O’Brien, 2002).  They may not even realize that they have these negative attitudes 

(Dovidio & Gaertner, 2004).  Often, these biases are subtle and hidden, what might be called 

implicit or unconscious biases.  “Implicit attitudes and stereotypes…are evaluations and beliefs 

that are automatically activated by the mere presence (actual or symbolic) of the attitude object.  

They commonly function in an unconscious and unintentional fashion” (Dovidio, Gaertner, 

Kawakami, & Hodson, 2006, p. 94).  Individuals may have learned negative stereotypes – 

including ones that they do not even realize that they have—from images they see in the media 

(Ruscher, 2001) or from important figures in their lives, like their parents (Miklikowska, 2016). 



© Stylus Publishing, LLC.  19 
 

It may be difficult to acknowledge that we are influenced by automatic attitudes and 

stereotypes that are unintentional and largely out of our control. If these biases are at play, then 

we do not always treat our students fairly.  It violates how we see ourselves or at least hope to 

see ourselves (O’Brien et al., 2010).  However, understanding unconscious bias in general and in 

one’s personal teaching is important to ensuring that the classroom is an egalitarian space in 

which all students are treated in unbiased ways.   

I consider a variety of potential biases, particularly focusing on racial bias because of its 

profound impact on students’ academic lives (Weinstein, Gregory, & Strambler, 2004).  I 

highlight stereotypes and prejudices that are automatic or unconscious for I believe that it is 

important to raise awareness about these potential biases.  However, even explicit prejudice can 

be seen as appropriate.  For instance, Crandall, Miller, and Miller (2018) found that both Trump 

and Clinton supporters believed that it was more acceptable after Trump was elected (as 

compared to before) to express negative views about the social groups that Trump disparaged 

during his presidential campaign, e.g., Muslims, immigrants, disabled people.  Therefore, I do 

not limit my focus to implicit stereotypes and prejudices; explicit ones are also implicated.  

Finally, I consider faculty members’ biases.  Chapter 5 considers biases in the classroom more 

broadly, including those of students (Boysen & Vogel, 2009). 

Approach with a growth mindset.  It is often difficult to talk about one’s prejudices, 

particularly about race, without becoming defensive (Howell, Gaither, & Ratliff, 2015).  To be 

aware of racial bias and its pervasiveness (Nosek et al., 2007), raises the concern that you might 

be racist, one of the worst possible ways to be characterized (Crandall, Eshleman, & O’Brien, 

2002).  However, talking about these ideas and practicing being unbiased is essential for creating 

an inclusive classroom.  I’d encourage you to approach these ideas with a growth mindset, in 
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which you are seeking to develop your knowledge about how bias works in general and how it 

might be personally affecting your classroom teaching.  According to Carol Dweck (2006),  

In this mindset, the hand you’re dealt is just the starting point for development.  This 

growth mindset is based on the belief that your basic qualities are things you can cultivate 

through your efforts….  The passion for stretching yourself and sticking to it, even (or 

especially) when it’s not going well, is the hallmark of the growth mindset” (p. 7).   

Your effort involves taking risks, making mistakes as you are developing your skills, but 

persisting to gain new knowledge.  I encourage you to approach this challenging and rewarding 

task with cultural humility (Tervalon & Murray-Garcia, 1998).  Although you may have learned 

negative cultural stereotypes and prejudices, it is important to realize that, with practice, you can 

reduce your racial biases and act in less prejudiced ways (Devine, Forscher, Austin, & Cox, 

2012). 

Reflective and reflexive processing systems.  To understand these subtle, often hidden 

biases, I first consider how people process information about their social world.  Psychologists, 

neuroscientists, and others suggest that humans have two different systems for processing 

information and drawing inferences about others – one that is more reflective and controlled and 

another that is more reflexive and automatic (Gilbert, 1989).  Individuals can process 

information in a careful, regulated way in which they put in lots of effort to understand the 

details accurately.  However, often they process the world in a more automatic way in which 

they come to a fast conclusion with little effort or motivation needed; their perceptions are based 

on what quickly comes to mind.  For instance, suppose I introduce myself to a new colleague at a 

conference, noting that I live in Portland.  As an avid watcher of Portlandia, she automatically 

thinks I am a “yoga-doing, farmers-market-shopping, arugula-eating, library-card-holding, bike-
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riding, latte-sipping, liberal-blog-reading white person” (Steiger, 2011).  Portland is linked to all 

of these ideas.  More generally, individuals’ social categories have associations which may be 

biased by their stereotypes, expectations, and previous experiences.   

These biases could begin to play out as you step into the room on the first day of class, 

scanning the students sitting around the table.  You begin to gain a sense of the various students.  

To do this, you likely categorize students based on their similarities; this categorization of 

individuals into social groups simplifies the world and gives you shortcuts for approaching the 

class (Macrae & Bodenhausen, 2000).  You look around to see the backgrounds of students in 

the room – how many students of color are there?  students who identify as male?  students with 

visible disabilities?  older students?  You are acknowledging students’ personal and social 

identities. These identities could be quite important to the students, providing meaning and 

positive benefits.  However, these social categories may also be associated with stereotypical 

qualities that become activated when you are thinking of students as members of social groups 

(Bargh, 1999).  From this moment, your beliefs about these social groups, e.g., stereotyping 

students with disabilities as dependent or incompetent (Nario-Redmond, 2010) or Asian students 

as strong in math (Cheryan & Bodenhausen, 2000), may affect the ways that you respond to 

individual students (Klein & Snyder, 2003).  In general, stereotypes and prejudices predict 

discriminatory behavior in the domains of education, employment, health care, and criminal 

justice (Glaser, Spencer, & Charbonneau, 2014; Cameron, Brown-Iannuzzi, & Payne, 2012).  I 

provide some examples relevant to the college environment. 

 

Biases in Higher Education 

Katherine Milkman and her colleagues found that biases against students based on gender 
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and race have an impact before the student even comes to a professor’s class.  They sent an email 

to a sample of U.S.  college professors ostensibly from a student interested in pursuing a PhD.  

The professors did not realize that they were in an experiment (and that the student was 

hypothetical).  The student wanted to have a brief in-person meeting in a week to talk about 

research opportunities.  The student’s name varied both in terms of gender (male, female) and 

race (White, Black, Hispanic, Indian, Chinese).  They found “that when making decisions about 

the future, faculty in almost every academic discipline exhibit(ed) bias favoring White males at a 

key pathway to the Academy” (Milkman, Akinola, & Chugh, 2015, p. 1699).  The potential 

student’s name (signaling race and gender) impacted whether the professor ignored their email.   

In other research, Jacoby-Senghor, Sinclair, and Shelton (2016) asked White college 

students to prepare and teach a class lesson to another student.  After learning the material, the 

other student, who was either Black or White, was tested on their knowledge.  The videotaped 

teaching interactions were coded both for the teacher’s level of anxiety and the quality of their 

lesson.  Higher teacher implicit racial biases predicted lower test performance for Black (but not 

White) students.  These more biased instructors also displayed more anxiety and created poorer 

quality lessons, which explained why the Black students performed worse.  In a follow-up study, 

non-Black participants watched videotapes of the lessons given to Black students and were then 

tested for their knowledge.  The teachers’ implicit racial bias predicted lower performance for 

these students as well, making clear that the test performance was due to the lower pedagogical 

effectiveness of the teacher, not the student’s race.  This research underlines the potential for 

instructor biases to undermine the quality of their teaching, leading to student underperformance.   

Finally, there is a growing body of research examining gender biases in recommendation 

letters written for academic positions.  For instance, Madera, Hebl, and Martin (2009) examined 
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the linguistic content of actual letters of recommendations written for candidates for academic 

psychology positions.  Female applicants were described with more communal terms (e.g., 

nurturing) than male applicants; male candidates were described with more agentic terms (e.g., 

ambitious) than female ones.  In a follow-up study, psychology professors read the letters of 

recommendation with all gender information removed.  The professors rated how hirable the job 

applicants were, in additional to rating how communal and agentic they were.  Higher 

communality ratings predicted lower hirability.  These studies demonstrated that gender 

stereotypes of women’s kindness in recommendation letters for academic jobs had the potential 

to negatively affect women’s chances of being hired.  Related research examining 

recommendation letters written for chemistry and biochemistry job applicants found that 

recommendations for male candidates contained more “standout” words (e.g., excellent, superb) 

than for female candidates (Schmader, Whitehead, & Wysocki, 2007).  Similarly, male 

applicants for postdocs in geoscience received recommendation letters that were stronger than 

female applicants (Dutt, Pfaff, Bernstein, Dillard, & Block, 2016).   

 These are a few examples of how stereotypes and prejudices might lead to discriminatory 

behavior in higher education.  What should you do in response?  In a recent New York Times 

video on implicit bias, Dolly Chugh suggests doing a self-audit to evaluate your biases.  For 

instance, you could count up the number of men and women (or individuals of various racial or 

ethnic backgrounds) in your social networks or have a colleague sit in on your class and count 

how many students you call on from different backgrounds (Reshamwala, 2016).  Try to gather 

some data in your everyday life – whose emails you answer, who you call on in class, and so 

forth.  Pause right now to consider your possible biases, even though this is difficult to do.  Table 

1.3 serves as a template to reflect on your biases.   



© Stylus Publishing, LLC.  24 
 

Table 1.3. Worksheet on Biases 

What is your 

bias?  

Describe 

briefly.  

Review past 

behaviors & 

consider 

future 

actions. 

What are the 

possible 

sources of 

this bias? 

What impact 

do you think 

that it has on 

the way you 

see the 

world?   

How does it 

shape how 

you describe 

and evaluate 

students’ 

abilities and 

qualities? 

How does it 

influence 

your 

behavior in 

the 

classroom? 

How does it 

impact 

students, 

e.g., their 

learning 

motivation, 

belonging? 

      

      

      

 

Strategies for Mitigating the Influence of Biases 

 There are a number of approaches for mitigating the impact of one’s stereotypes and 

prejudices on interactions with students.  I begin by considering ways to control behaviors so that 

biases do not come out in judgments, evaluations, and behaviors.  I focus primarily on Margo 

Monteith’s self-regulation of prejudice model (Monteith, 1993) as a framework for helping 

mitigate the impact of biases.  This model suggests strategies to help control behavior and not 
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apply stereotypes and prejudices to individual students.  Then I turn to methods for lessening the 

impact of implicit associations that come up automatically with our social categories.   

 

The Self-Regulation of Prejudice Model: Controlling the Expression of Prejudice 

In their recent review, Monteith, Parker, and Burns (2016) considered the conditions 

under which individuals may be able to reduce their expression of prejudice and act in egalitarian 

ways.  As noted earlier, individuals’ prejudices – even among those people who genuinely want 

to be non-prejudiced - may be activated when interacting with someone who belongs to a 

stereotyped group. Without individuals’ having awareness or intention, stereotypes and biases 

can be activated automatically and lead to prejudiced behavior (Bargh, 1999), such as providing 

a Black student with a less effective teaching lesson.  To overcome biases, individuals must be 

motivated to control their prejudice.  For many faculty members, they are driven by their internal 

or personal standards to treat all students fairly.  The motivation could also be influenced by 

external forces such as the norms and standards in their institution.   

In the Self-Regulation of Prejudice Model, Monteith articulated how individuals 

motivated not to respond in prejudiced ways react when these automatically activated stereotypes 

lead to prejudiced behavior.  They see themselves responding in ways that contradict their beliefs 

that they are not prejudiced.  Awareness of this inconsistency and awareness that they acted in a 

biased way elicits negative affective responses, namely they feel guilty and disappointed about 

how they acted.  This guilt motivates them to slow down and reflect on their behavior and 

consider ways to avoid being prejudiced in the future.  With practice, individuals develop “cues 

for control, or the building of associations between stimuli that predict the occurrence of a 

discrepant response, the discrepant response itself, and negative self-directed affect resulting 
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from awareness of one’s discrepancy” (Monteith et al., 2016, p. 413).  The prejudiced behavior 

becomes linked with negative affect and other features, such as the person’s social category.  

With practice, individuals can work to “break this bad habit of prejudice” (Devine, 1989). 

Consider a concrete classroom example.  Imagine that I am teaching about biomedical 

ethics.  I get excited about the ideas and quickly toss out a couple examples of doctors’ 

engagement and suggest in each that he plays an important role.  I then turn to consider the nurse 

and her role in my example.  At that point, I realize that I have linked gender with the roles of 

doctor and nurse.  Discussing doctors activated the ideas that I associate with doctors, including 

that they are male.  I look around and sense that my students – who are sitting in a class on 

ethics! – realize that I have not been egalitarian in my approach. 

I may feel disappointed in myself for referring to nurses and doctors, as women and men, 

respectively.  I have reinforced gender stereotypes, as well as the gender binary.  I would likely 

slowdown in my presentation and try to be more thoughtful about my examples.  I might bring in 

an additional example and reverse the pronouns.  I might switch to using the pronoun “they” to 

refer to a single doctor or nurse in one example to demonstrate that medical professionals’ 

gender identities are more inclusive than “he” and “she.”  I might bring the discussion back to a 

paper that we reading by an author who identified as female.  I might note that my examples 

were biased and explain that I will work to be more egalitarian in the future.  Later when I put 

my notes away for class, I might jot down to be careful next time and write down an example to 

use in class in which the doctor is female.  In responding to my gendered presentation of medical 

staff, I am reflecting on the situation and starting to develop cues for control of my prejudice.   

With practice, these cues can become present in upcoming situations to help individuals 

act in non-prejudiced ways (Monteith, Ashburn-Nardo, Voils, & Czopp, 2002).  Individuals 
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become aware of their potential to be biased (Monteith, Lybarger, & Woodcock, 2009).  As part 

of this awareness, it is important to acknowledge race and other social categories.  As Apfelbaum 

and his colleagues have found, strategic colorblindness (“avoidance of talking about race – or 

even acknowledging racial differences – in an effort to avoid the appearance of bias”) 

(Apfelbaum et al., 2008, p. 918) can elicit worse rather than better racial interactions.  Treating 

race as unimportant when having a discussion about race does not make one seem less racist but 

instead may promote both negative social interactions and more implicit racial bias.   

These cues for control cause individuals to seek to prevent themselves from acting in 

prejudiced ways and instead act without prejudice.  They take the time to exert control and 

respond to the other person based on their individual qualities rather than their group 

membership. With practice over time, these new non-prejudiced responses can become more 

automatic, replacing the bad habit of prejudice (Devine et al., 2012).  In addition, Mendoza, 

Gollwitzer, and Amodio (2010) suggest that it can be possible to come up with clear concrete 

plans, e.g., “if this happens, then do this” to automatically control for biases in specific 

situations.  These could be used in combination with cues for control.  In response, Monteith and 

her colleagues (2016) suggest this specific plan: “If I see a person of color, I will think before 

acting on stereotypes” (p. 423).  

Controlling prejudice in ambiguous situations.  The Self-Regulation of Prejudice 

Model provides a compelling account of ways to develop cues for control and replace prejudiced 

responses with egalitarian ones.  It depends on individuals realizing that their prejudiced 

behavior is discrepant from their desired egalitarian behavior.  Often situations are ambiguous, 

and someone does not realize that they have acted in a biased way.  Importantly, stereotypes and 

prejudices are most likely to come into play in ambiguous situations (Dovidio & Gaertner, 2000; 
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Kunda & Sherman-Williams, 1993).  When a task is easy or clear-cut – e.g., you are assigning a 

grade on an exam and the student scored 100% (or alternatively received 20% of the points) – 

one’s biases likely have little effect on the evaluation.  The perfect exam is given an A; the 

failing one receives an F.  However, if you are evaluating a student’s class presentation which 

includes some compelling points mixed in with some weak ones, one’s stereotypes may 

influence the overall evaluation (e.g., Darley & Gross, 1983).  To give a Native American 

student a poor grade for a perfect exam is clearly discriminatory; however, a teacher could justify 

a poor grade for mixed performance based on factors unrelated to race or ethnicity.  When the 

situation is ambiguous, it is more difficult to diagnose that one has acted in a prejudiced way; 

individuals may still see themselves as non-prejudiced (Dovidio, Gaertner, & Pearson, 2016).  I 

would encourage you to especially consider your vulnerability to bias during ambiguous 

classroom situations.  If your classroom experiences are like mine, many are ambiguous.  Open 

yourself to the possibility that you might be biased, even if it is not clear.   

 

Weakening One’s Stereotypes and Prejudices  

A second approach to reducing the impact of stereotypes is to change the initial 

stereotypes in a person’s mind that could be activated.  If the negative beliefs are reduced, then 

there is less that is activated.  When I enter the classroom, I can try not to act on my stereotypes.  

However, it would be even better if I had weaker biases to begin with.  Changing our stereotypes 

and prejudices is possible, but it is difficult to elicit long-term change (Forscher, Mitamura, Dix, 

Cox, & Devine, 2017).  Here are some promising ways to reduce one’s biases.   

First, education about prejudice and diversity can play a role in changing prejudices.  

Rudman, Ashmore, and Gary (2001) found that students in a course on prejudice and conflict (as 
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compared to students in control courses) showed larger reductions in implicit and explicit biases 

across the term.  More recently, Hussey, Fleck, and Warner (2010) found that students in a social 

psychology course with diversity content (compared to a social psychology course without it) 

showed more positive change in attitudes toward a variety of groups.  A recent meta-analysis on 

education about diversity revealed that such education is not always effective, particularly in 

changing attitudes (Bezrukova, Spell, Perry, & Jehn, 2016).  However, the analysis concluded 

that the knowledge gained about diversity issues in diversity training persists over time and 

longer training programs were more effective than shorter ones.  A semester-long course may 

make a difference in one’s knowledge, and in some cases, one’s attitudes.  However, as I 

consider in Chapter 3, it often takes two or more classes to see benefits in intergroup relations 

(Bowman, 2010).  

In addition, a 12-week - intervention by Devine and her colleagues (2012) suggests a set 

of concrete strategies that individuals can use to “break the prejudice habit.”  In particular, they 

focused first on getting students motivated to reduce their implicit bias by raising awareness that 

they had implicit bias and increasing concern about their potential to act in discriminatory ways.  

They then taught the students specific strategies to implement in their everyday interactions to 

reduce their bias, stressing that students were receiving a toolkit to use.  However, for these tools 

to be useful, they needed to practice and put effort into using them.  Five strategies - stereotype 

replacement (replacing stereotypic responses with non-stereotypic ones as described earlier), 

counter-stereotypic imaging (visualizing positive examples of members of stereotyped groups), 

individuating (coming up with personal rather than group qualities), perspective taking (taking 

the first-person perspective of a member of an out-group), and contact (having positive 

interactions with stigmatized group members) – were presented.   
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Students in the intervention (as compared to a control group) showed reduced implicit 

biases for up to 8 weeks, increased awareness of their bias, and increased concern about 

discrimination.  Further research using a similar intervention too found increased concern about 

discrimination.  This follow-up also found that two years later, the students who had participated 

in the intervention were more likely to write comments opposing a public forum that argued that 

stereotypes are useful and not harmful (Forscher et al., 2017).  Making individuals aware of their 

prejudices, raising their concerns about discrimination, and giving them a toolkit to reduce their 

biases made a long-term difference. 

 

Lessening the Activation of Social Categories  

A third approach is to stop the categorization from happening.  For some tasks, one is 

able to keep themselves blind to what social category someone belongs to, thereby preventing 

stereotypes from being activated at all.  For instance, Goldin and Rouse (2000) examined the role 

of gender bias in selecting musicians for professional orchestras.  When the auditions were 

“blind” (there was a screen so that one could not see the person who was auditioning), the 

number of women who were selected rose markedly.  One could grade exams with students’ 

names removed so that biases could not influence your evaluation.  This approach is not 

recommended during classroom discussions relevant to student identities where ignoring or 

pretending to ignore students’ social groups could have negative consequences. 

 

Setting Clear Criteria 

 Finally, given that biases creep in when situations are ambiguous, it is important to set 

clear criteria when evaluating students, colleagues, job applicants, and others.  When the criteria 
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have not been set in advance, an evaluator may define criteria in such a way that it is biased in 

favor of one candidate over another.  For instance, Uhlmann and Cohen (2005) found that when 

confronted with specific job files to assess, evaluators created criteria that favored men over 

women for the position of police chief but women over men for the position of women’s studies 

professor.  However, when they determined which criteria were important before seeing specific 

files, they did not show gender bias.  When examining job candidates’ files, decide in advance 

the criteria that you will use to evaluate them to reduce the impact of one’s biases. 

Summary Table: Strategies for Mitigating the Influences of One’s Biases 

In Table 1.4, I bring together these various strategies for mitigating the influences of 

one’s biases and provide specific examples to use in the academic environment.  I encourage you 

to refer to them in your attempts to reduce the influence of your biases.  

Table 1.4.  Strategies for Mitigating the Influence of Biases in the Classroom 

Focus of Strategy 

 

Specific Suggestions 

Controlling and Regulating 

Biases 

 

 

     Growth Mindset Encourage individuals to frame their attempts at being 

unbiased in terms of growth and improvement.  

 

Personally model a growth mindset for your students. 

 

     Motivation 

 

Reflect on your motivation and specific goals – e. g., to 

make your classroom more inclusive, to be unbiased in how 

you approach students of varying backgrounds, to promote 

social justice.  

 

Talk to colleagues about your motivation and brainstorm 

together about ways to meet your goals. 

 

     Awareness of Bias 

 

Do an audit of your behavior to see where you might be 

biased, e.g., whose emails do you open, who do you invite 

to be your research assistants, who do you eat lunch with, 

who do you follow on Twitter? 
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     Practice 

 

Treat controlling your bias like a bad habit that you need to 

practice to change.  

 

Set aside time to develop and practice your skills, just as 

you would for other skills you are developing, such as 

learning to play a musical instrument or speak a foreign 

language. 

 

     Implementation Plans 

 

Come up with specific plans, e.g., “if I see a person of 

color, I will think before acting on stereotypes.” 

 

     Feedback 

 

Ask a trusted colleague to provide feedback on your biases, 

e.g., ask someone to sit in your class and keep track of who 

you call on or encourage to speak.  

 

Changing Biases 

 

 

     Education 

 

Attend workshops or classes to develop your understanding 

of biases. 

 

Read articles, books, and websites to educate yourself about 

bias. 

     Stereotype Replacement 

 

Pause to notice when you are making stereotypic responses 

and replace them with non-stereotypic ones.  

 

Plan ahead in your teaching to ensure that you have non-

stereotypic examples included. 

 

     Counterstereotypic Imaging 

 

Learn about a range of individuals who are members of 

social groups so that you can easily pull to mind many 

counterstereotypic examples. 

 

     Individuating Ask students to introduce significant things about 

themselves (“tell the story of your name” – why were you 

given your first or middle names? Who were you named 

for? What does your name mean?) during class. 

 

Have students complete a background questionnaire 

describing aspects of themselves that are important to them.  

 

     Perspective-taking 

 

Build in opportunities to learn about the first person 

perspective of students in your class. 
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     Contact 

 

Create opportunities to interact with diverse sets of people, 

e.g., attending community organization meetings or 

churches, seeking activities beyond your work environment. 

 

Assign students to a variety of different class groupings, so 

that they interact with individuals of various backgrounds.  

 

Lessening Activation of 

Stereotypes 

 

Include students’ names at the end of the exams, so that you 

do not see them while grading and cannot be influenced 

while grading them. 

 

Setting Clear Criteria 

 

Come up with evaluation criteria before reading student 

papers or job candidate files. 

 

 

 

Self-Reflection on One’s Identities and Biases 

Reflect on your own identities and biases and the relationships among them to become 

more self-aware and impartial in classroom interactions (see hooks, 1994).  There is a template, 

Table 1.5, that you could use for your reflection. As Dena Samuels notes, we need to “consider 

what we don’t know we don’t know, so that we are prepared to teach to a variety of student 

identities” (Samuels, 2014, p. 81).  Taking time to reflect and get feedback from trusted 

colleagues and students can be invaluable for creating an inclusive classroom.  This chapter first 

considered faculty members’ personal and social identities and the strategically disclosing them 

(or not).  Then it described faculty members’ biases; their impact on judgments, evaluations, and 

interactions; and potential ways to mitigate their influence.  As King (2013) stressed, you have 

the right to privacy and to feel safe in your position.  You should also be perceived as capable to 

do your job.  So, monitor your identities as needed.  That said, I would encourage you to be open 

to your potential for bias and to model for your students that we all make mistakes and can learn 

from them.  Modeling a growth mindset can be powerful to both you and your students. 
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Faculty of color have suggested that an effective strategy in racial dialogues is to 

acknowledge their prejudices and mistakes.  They felt that it was important to be “human” and to 

show their students that they too make mistakes (Sue et al., 2011).  White faculty engaged in 

racial dialogues similarly suggested that it was important to acknowledge and disclose their 

emotions, challenges, and fears (Sue et al., 2009).  Personally, when I teach about difficult 

topics, I talk about the idea that we are all learners who make mistakes on the first day of class.  

In my role as Director of the Center for Teaching and Learning, a key insight learned from 

interacting with faculty at all stages was the potential value of being more transparent about what 

we are doing in class and who we are.  I think that I had implicitly or explicitly been taught that 

to be a professor –“to profess” – meant to be an expert who did not show weaknesses or gaps in 

knowledge.  However, my understanding of teaching and learning now fundamentally differs.  I 

can be an expert about the topic of study and also be a learner who is developing, improving, and 

mastering knowledge rather than just demonstrating my knowledge (Elliot & McGregor, 2001). 

Table 1.5.   Self-Reflection on Your Identities and Biases  

 

What You’re Working on: _______________________________________________________ 

 

Description of 

relevant features/ 

Problems you are 

facing 

What questions do you 

have? 

What aspects are 

working well? 

What would you like 

to improve? 
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