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LITERACY
PROGRAM

Accessing RAALP’s Tutor Training

1. Find Us Online

Visit our website at www.raalp.org ‘

2. Click on Tutor

Clicking on Tutor on the top of the page will expand to a new set of options.

3. Click on Tutor Training

This will open the page with information on the tutor training and will also
give you access to the resource folder.

4. Click Start Training

This will open the page with the modules for the training. You can also get
here by going clicking directly on Modules from the Tutor Training sub menu.

5. Helpful Information:

e All module training videos are available to view on Youtube. If you
choose to watch them via the Youtube platform, or are directed there
for any reason, please make sure you view them in the correct order.
The order can be found on page one of your tutor training handbook.

e You can pause, play, rewind, and rewatch each video as many times
as you need.

e Please contact a staff person during reqular business hours if you
have any questions or need help troubleshooting, at 505-303-6437.

e This training is new, so we value your feedback!
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Mission:
o help community members transform
their lives through enhanced literacy.

Vision:
RAALP envisions a community where all
adults have the literacy skills needed to
reach their personal and professional
goals.

Expectations:
e Meet 2x / week with your student,
an hour per session,
e Submit your time every month,
e Submit your goal sheet every three
months
e Communicate with RAALP staff.

Time Sheets:

e Text your time: (505) 303-6437, OR

e Use a google form:

www.rioarribaadultliteracyprogram.org

/tutor-timesheet.

Tutor Training

Introduction

¥ LITERACY
PROGRAM

The Modules

1.
Sharpening your Equity
Lens

2.
Social Emotional Learning

B2
Cognitive Science

4.
Context, BL, ESL, and
Culture

it
Lesson Planning and
Goals

6.
Phonics

7o
Reading & Writing
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Sharpening

Our Equity Lens

Equity, a definition:

The guarantee of fair treatment,
access, opportunity, and
advancement while striving to
identify and eliminate barriers that
have prevented the full participation
of some groups. The principle of
equity acknowledges that there are
historically underserved and
underrepresented populations and
that fairness regarding these
unbalanced conditions is needed to
assist equality in the provision of
effective opportunities to all groups.

"ADDRESSING"
Intersectionality

A ge

D evelopment disabilities
D isabilities (later in life)
R eligion/spirituality

E thnic & racial identity
S ocioeconomic status

S exual orientation

| ndigenous heritage

N ational origin

G ender identity

Agreements for engagement

All voices heard and respected
WAIT Why Am | Talking?

Why Aren't | TaIEing?
Practice Active listening
Exercise compassion and empathy
Check-in with each other. Are there
any needs that must be met?
It is a great practice to start each
session with a brief needs check in.

Funds of Knowledge

HOME LANGUAGE:
Arabic; Spanish; Navajo; Italian

FAMILY VALUES AND TRADITIONS:
Holiday celebrations; religious beliefs; work
ethic

CAREGIVING:
Swaddling baby; giving baby pacifier;
feeding others

FRIENDS AND FAMILY:
Visiting grandparents/aunts/uncles;
barbecues; sports outings

FAMILY OUTINGS:
Shopping; beach; library; picnic

HOUSEHOLD CHORES:
Sweeping; doing dishes; laundry

FAMILY OCCUPATIONS:
Office; construction; medical; public servid

SCIENTIFIC:
Recycling; exercising; gardening




Social Emotional Learning

COMMUNITIgg

S & CA
SCHOOLs

SELF-

[ig,’
Types of empathy

Cognitive empathy

is knowing how the other person
feels and what they may be thinking.
It is helpful in motivating others and
understanding diverse viewpoints. It
is a cold kind of empathy, based on
thought as much as emotion.

Emotional empathy

is when you feel along with the other
person, almost as a physical response.
(Comforting a crying person causes
you to cry as well.) This might be
helpful in interpersonal relationships,
but this type of empathy on its own
can be overwhelming (too much
feeling).

Compassionate empathy

is more of a balance or middle ground
between the first two. You can
understand the other person’s
predicament and feel things along
with them, but may also be moved to
help. You consider the whole person.
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Fostering a growth mindset

Set learning goals,

rather than performance goals.
This holds your student accountable to
the process, not to the result. “I will
run every day for ten minutes” is a
learning goal; “I will win a marathon”
is a performance goal.

Set these goals within the

“Goldilocks Zone”

where it’s not too easy, nor too hard.
Don’t get them to read a chapter book
if your student can’t decode words.
Instead, read the book to them while
you work on phonics at the same
time.

Model vulnerability

and a willingness to fail.
Demonstrate that is is okay to say “I
don’t know...yet.” Not knowing or not
succeeding is just a part of the
process, and the key is to keep going.

Incorporating SEL in tutoring

Mindfulness

Away of paying attention that is
intentional in the present moment. It
can be as simple as closing your eyes
and breathing deeply for a few
minutes.

Name the emotion

Have courage to say you’re feeling
sad, angry, confused, etc., so that you
and your student know how each
other is feeling, and can better
interact during the teaching/learning
process.

Write down your stress
Rip it up, and throw away your stress
(or expectations or insecurities).

Quote of the day

introduce a quote that is relevant to
what your student is learning, or
maybe to something in the news.
Discuss and reflect on any beliefs and
experiences related to the quote.

Closing activity

this is a time to show appreciation,
share an “aha!” moment, or offer an
apology...something you genuinely
think it would be useful for your
student to hear.

It is helpful for educators to
develop their own self-
awareness, social-emotional
intelligence, and cultural
awareness so that we can
create and nourish safe and
healthy learning
environments for our
students.



COGNITIVE
DEVELOPMENT

The construction of thought processes,
including remembering, problem solving,
and decision-making, from childhood
through adolescence to adulthood.

PRINCIPLES OF
ANDRAGOGY

1. Need to know: what's in it for me? .
2. Experience: experience is the basis for learning.
3. Self Concept: the learner is responsible for learning

4. Readiness: solving a real-life problem.
5. Problem Orientation: focus on practical uses.
6. Intrinsic Motivation: no need for prizes!

THEFOUR C°S

Connections: opening the idea
Concepts: presenting the idea
Concrete Practice: practicing the idea.
Conclusions: planning to use the idea



B L Basic Literacy

& Native English speakers
looking to improve

E S L English as a Second Language

Native to another language,
looking to learn English

Culture: an iceberg
Culture Shock

. The feeling of disorientation

e - AR WBSC S« = Or confusion that occurs

Not Observable when a person leaves a
perceptions familiar context and moves

climatev attitudes h ¢ media to an unfamiliar one.

geography ¥ beliefs "W oqycation [{ @l eYe [= Switching

SEIEEE AN (RN ERSTE S)hifting the language or
economics ¥ W religion way you express yourself in

your Interactions,

depending on your context.

Behaviours

Observable

Coaching, .
not Correcting Contextis Key

Acknowledge the student's work Just like culture, a text is so

h more than what you
and thinking while offering an muc
invitation to elaborate. see, than the words on the

page. When teaching your

Student, It is important to
understand where your
student is coming from and
what they already know.

Resources
rioadult.libib.com newsela.com/about/content/
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Lesson Planning

Simplicity

When learning, the brain is working hard!
Don't give it too much information at once.
Be consistent and uncluttered:

Remove what doesn't serve your objective...

Write an objective

1. Identify what you want your student to learn

2. Identify the desired level of knowledge

3. Select an observable action (from the taxonomy below)
4. Add criteria specific to the student (how, when)
o Example: Accurately describe the characters in the short story

Can the learner create a new
product or point of view?

Creating

Can the learner justify

Level 5 a stand or decision?

Can the learner distinguish
Level 4 between different parts?
Level 3 Can the learner use information

in a new way?

Can the learner explain ideas
or concepts?

Can the learner recall or
remember the information?

Four C's

See next page.

Learner Plan

1. Talk about personal, professional, and academic goals.

assemble, construct, create, design,
develop, formulate, write

appraise, argue, defend, judge, select,
support, value, evaluate

appraise, compare, contrast, criticise,
differentiate, discriminate, distinguish,
examine, experiment, question, test

choose, demonstrate, dramatise,
employ, illustrate, interpret, operate,
schedule, sketch, solve, use, write

classify, describe, discuss, explain,
identify, locate, recognise, report,
select, translate, paraphrase

define, duplicate, list, memorise,
recall, repeat, state

2. Then try to decide three goals you can work on together for the next three or six months.
3. Over the course of three months, track progress toward the goals you set. Build your lessons as

steps toward the goal,

4. At the end of three months, celebrate any progress you have made toward the goals you set.
5. Repeat step oneAllow this discussion to bring you and your student back to step one of this

process. Complete the process on another goal sheet.
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PHONICS GOALS 1

1
Early Literacy Concepts:

Most early literacy concepts are
developed through early reading
and writing experiences, so we
include only a few explicit lessons
in this area. These concepts
include distinguishing between
print and pictures, understanding
the concepts of letters and
words, and learning that print has
directionality (in other words, in
English, we read from top to
bottom, left to right). We also
provide some basic lessons that
will help children use their own
names as resources in learning
about sounds, letters, and words.

3
Letter Knowledge

Children need many different
experiences with letters in order
to learn "what to look for” when
distinguishing one letter from
another. They learn that there are
many different letters in the set
called the alphabet, that each
letter has a different name, and
that each letter is just a little
different from every other letter.
Some letters look alike in that
they have similar features. Each
letter also has an uppercase form
and a lowercase form; sometimes
these forms look almost alike and
sometimes they are different.

2
Phonological Awareness:

We recommend extensive work in
reading aloud and shared reading
to develop phonological and
phonemic awareness. Songs,
rhymes, and poetry give children
the background and examples to
participate fully in your lessons in
this area. The development of
phonemic awareness is basic to
other learning about literacy in
kindergarten; often you will want
to extend these lessons by
studying letters as well as sounds
to make use of the way the two
areas of knowledge complement
each other.

4
Letter-Sound Relationships

Letter-sound learning is also basic
in kindergarten and is one of the
explicit goals of the curriculum.
Your lessons in this area will help
children develop an organized
view of the tools of literacy. For
kindergarten, we emphasize
consonants, but we also explore
easy-to-hear vowels.

5

Spelling Patterns

Efficient word solvers look for and find patterns in the way words are
constructed. Knowing spelling patterns or word parts helps children notice
and use larger parts of words, thus making word solving faster and easier.
Patterns are also helpful to children in writing words, because they can
quickly write down the patterns rather than laboriously working with

individual sounds and letters.



PHONICS GOALS 2

6
High-Frequency Words

A core of high-frequency
words is a valuable
resource as learners build
their reading and writing
processing systems. We can
also call these 'high-utility’
words because they appear
often and can sometimes be
used to help in solving
other words. Recognizing
high-frequency words
automatically frees attention
for understanding as well as
for solving other new
words. In general, children
first learn simple high-
frequency words in the
process develop efficient
systems for learning more
words; the process
accelerates.

8
Word structure

Words are built according
to rules. Looking at the
structure of words will help
students learn how words
are related to each other
and how they can be
changed by adding letters,
letter clusters, and larger
word parts. Readers who
can break down words into
syllables and can notice
categories of word parts
can apply their word-solving
strategies efficiently.

7
Word meaning /
Vocabulary

Vocabulary refers to the
words one knows as part
of language. For
comprehension and
coherence, students need
to know the meanings of
the words in the texts they
read and write. It is
important for them to
constantly expand their
listening, speaking, and
writing vocabularies and to
develop more complex
understandings of words
they already know (for
example, words may have
multiple meanings or be
used figuratively).

9
Word-solving actions

Word solving is related to
all of the categories of
learning previously
described, but we have
created an additional
category that focuses on
the strategic moves readers
and writers make when they
use their knowledge of the
language system while
reading and writing
continuous text. These
strategies are ‘in the head’
actions that are invisible,
although we can infer them
from overt behaviors.



Reading Strategies, part 1

www.rioarribadultliteracyprogram.org/strategies

1.
Supporting pre-emergent and

emergent readers
This goal is good for learners who are
just beginning to read texts
independently, though not
conventionally. Use these strategies if
your student needs to work on how
to interact with a text without
necessarily doing any reading. This
goal is good for things like: noticing
details, telling stories, reading with
expression, and understanding
meaning.

2.
Teaching Reading
Engagement: Focus, Stamina,
and Building a Reading Life

This goal is for learners who are
struggling with getting into the ‘“flow’
with reading, who ‘bounce off” a text
and get distracted easily. Sometimes
the root issue is one of
comprehension, and if that is the case
you may need another goal. But if it’s
an issue of focus, habit, and stamina,
this is the goal for you.

3.
Supporting Print Work:
Increasing Accuracy and

Integrating Sources of

Information
This goal is for students who make
mistakes when reading the Meaning
of words, the Syntax of text, and the
Visual elements on the page. If they
are weak on any one of these
elements, they will suffer with their
overall skills. Essentially, this is a
matter of broadening the application
of phonics from the ability to decode
words, into the ability to monitor the
reading process itself. If they can not
only decode the word, but can also
monitor whether that word makes
sense in context, they will make
fewer errors.

4.
Teaching Fluency: Reading
with Phrasing, Intonation, and

Automaticity
This goal is about bringing a student’s
comprehension into the very act of
reading. If your student reads in a
staccato monotone, or conversely, in
an overly-performative voice, they
may not be grasping the meaning of
the text. The strategies under this goal
will teach the student how to work
through phrasing, expression,
emphasis, pace, and automaticity. Be
careful not to give a student this goal
before they are ready, though. Keep
them on the basics until fluency is
actually an option,

5.
Fiction: Understanding Plot
and Setting
To get lost in a book, a learner needs
to know what is happening and the
context in which it is happening. If
your student has a hard time
identifying the most important parts
of a plot, or describing the setting, or
naming the main problem or conflict
in the story, you may want to work
with the strategies of this goal.

6.
Fiction: Thinking About
Characters
After one knows what is happening in
a story, it is important to be able to
identify and relate to the characters in
that story. So if the student can
understand plot and setting, try to see
if they are connecting with the
feelings and qualities of the characters
in the story. If their assessment of the
characters lacks depth or nuance,
either you’re reading a bad book or
the student has skills to build.

7.
Fiction: Understanding
Themes and Ideas

As the third stop in the circular path
toward understanding fiction,
understanding the ideas and themes is
important to making the work come
alive, and for the meaning of the work
to present itself. This isn’t a matter of
reciting the rote ‘moral of the story’
but being able to describe what they
are thinking and feeling about a piece.
If the student is borrowing from cliche
when describing their feeling, or
simply describing their response to a
small portion of the text rather than
the overall experience, you may want
to use some of these strategies to
expand their approach.



Reading Strategies, part 2

www.rioarribadultliteracyprogram.org/strategies

8.

Nonfiction: Determining Main

Topics and Ideas
This is about being able to state what
a nonfiction text is mostly about. This
goes beyond being able to identify
specific, stand-out facts. You want to
see if your student is able to
summarize the text and define its
main idea. If not, choose some
strategies related to this goal.

9.
Nonfiction: Determining Key

Details
Readers of nonfiction have to decide
upon and remember what is
important in the texts they read, if
they are going to learn anything from
them. This is the difference between
taking a highlighter to every single
word in a textbook, and highlighting
just those facts that align to what the
author is trying to say. Choose
strategies pertaining to this goal if
your student supports the main idea
with just one detail, or with a
seemingly random assortment of
details.

10.
Nonfiction: Getting the Most

from Text Features
Text Features are the parts of a text
that are not the words themselves,
but are instead the parts that help
support the reading experience.
Think: maps, photographs, graphs,
tables of contents, etc. The goal in
teaching these is less about how to
identify each text feature, and more
about how to use them to understand
a text better.

11.

Improving Comprehension in
Fiction and Nonfiction:
Understanding Vocabulary and
Figurative Language

This goal is for learners who are
struggling with getting into the “flow’
with reading, who ‘bounce off’ a text
and get distracted easily. Sometimes
the root issue is one of
comprehension, and if that is the case
you may need another goal. But if it’s
an issue of focus, habit, and stamina,
this is the goal for you.

12.
Supporting Students’
Conversations: Speaking,
Listening, and Deepening

Comprehension
It should be an invigorating, engaging,
and enlightening experience to talk
about books. If your student doesn’t
know where to begin with a
conversation about something they
read, or needs to balance the types of
things they talk about, you can pull
out strategies under this goal to help
them build conversation skills.

13.
Improving Writing about
Reading

When teaching a new reader, the most
important thing for them to do is read
a lot--not necessarily to write about
their reading. But as a student
becomes more proficient in the act of
reading, writing can help them
increase their level and depth of
comprehension. If your student is
hitting a wall with the depth of their
understanding around reading, you can
practice skills to help them read.



Writing Strategies

www.rioarribadultliteracyprogram.org/strategies

1

Composing with Pictures
While a student is learning to write,
you may also be able to build the
skills they need to compose a piece.
While these lessons are designed for
very young children, the skills may
still be relevant and you may want to
adapt them accordingly. You can
build these composition skills
concurrent with your practice in the
more basic skills of writing, by using
pictures rather than words to get the
message across.

2.
Engagement: Independence,
Increasing Volume, and
Developing a Writing Identity

Writing is not always easy or fun, but
we can teach ways of connecting with
the writing process that has students
coming back to it on their own
initiative and even enjoying it. If a
student is having trouble producing
consistent writing, or you observe
them getting distracted, use the
strategies under this goal to get them
back on track.

3.
Generating and

Collecting ldeas
This goal is for students who make
mistakes when reading the Meaning
of words, the Syntax of text, and the
Visual elements on the page. If they
are weak on any one of these
elements, they will suffer with their
overall skills. Essentially, this is a
matter of broadening the application
of phonics from the ability to decode
words, into the ability to monitor the
reading process itself. If they can not
only decode the word, but can also
monitor whether that word makes
sense in context, they will make
fewer errors.

4.

Focus/Meaning
A well-written piece, whether a work
of fiction or an op-ed, will have a
unity and focus to its overall form.
“Every part, every word, depends
upon its relationship to the whole.”
The strategies associated with these
goals may be useful if your student
has a hard time being succinct, if they
can’t summarize what their piece is
mostly about, or if the details in their
piece don’t seem relevant to their
main ideas.

5.

Organization and Structure
Think about structure as the bones of
the piece. Without bones, the body
becomes an incoherent blob--and the
same is true for writing. You can
expect your student to learn
gradually which structural devices to
put into place for which purpose.
However, if the organization of their
work seems to be lopsided or blob-
like, you can draw from these
strategies to start building bones.

6

Elaboration
When reading a well-written work,
we can take the author’s elaboration
for granted.Facts, anecdotes,
dialogue, inner thoughts, description,
statistics, quotations, and so on,
should all work to advance the
author’s goals. Use these strategies if
your student has trouble coming up
with sufficient, varied, and/or
relevant detail in their writing.

7.
Word Choice

The words we choose have the power
to communicate tone, clarify and
intended meaning (or not), and give
writing  voice.  Without carefully
considering word choice, writing can
end up vague, or flat. This said, you
should not be in a rush to get your
student thinking about word choice if
they haven’t yet been able to achieve
organized or detailed writing.

8

Spelling and Letter Formation
Learning how words are spelled, so
that others can comprehend what has
been written, is important to making
what we have to say clear to our
readers. While you don’t want to
shame spelling errors, or
overemphasize them, you do want to
give your student the tools for spelling
correctly and more consistently.

9.

Grammar and Punctuation
Teaching grammar is not about
learning the ‘right’” way to do things,
but is rather about learning to use
language to its full capacity. These
strategies teach and describe how
language can be used, rather than
prescriptively assigning rules to the
language that may not be helpful for
the context. Use these strategies if
your student’s work is hard to read or
if they don’t seem to be able to get
their point across because of limited
grammar awareness.

10.
Collaborating with Writing
Partners and Clubs
This goal is a matter of getting
together with groups. This may be a
goal you need RAALP’s help to
develop, because you’re just one-on-
one with your student. But if you are
interested in developing connections
within a small group, we can endeavor
to connect you with another pair. Or if
you find a local group your student is
eager to join, you can use these

strategies to support their process.



Emergent Literacy: NRS Level 2

Personal Narrative: Stories Matter

Narrative: Reading and Writing
about Literature

Opinion: Writing for Social
Action

Information: Sharing Our
Expertise with the World

Length: 4-6 weeks

Length: 5-8 weeks

Length: 5-8 weeks

Length: 5-8 weeks

Essential Questions:

e Why do people write true
stories from their lives?

e Which life experiences have
shaped who [ am in important
ways?

e How can I craft a personal
narrative that conveys
something meaningful about
my life/who [ am?

e How can [ make my story
“come to life” for my reader?

Essential Questions:

e How can I read longer texts
(novels) in a way that helps
me understand them more
deeply?

e How can I grow big
ideas/opinions about a text as |
read?

e How can [ write an essay that
states a strong opinion about a
text and supports it clearly
with evidence from the text?

Essential Questions:

Essential Questions:

Key Reading Skills & Strategies:
e Developing foundational
reading habits
o Reading notebook
o Annotation (carrying
on a conversation
with the text -
“reading deeply”)
e Understanding story arc
e Studying author’s craft:
o Dialogue
o Pacing
o Descriptive language
o Sequencing

Key Reading Skills & Strategies:
e Developing foundational
reading habits
o Reading notebook
o Annotation (carrying
on a conversation with
the text - “reading
deeply”)
e Orienting to a text
e Making predictions
e Carrying key information
across chapters - “how does
what I’'m reading now fit with
what I read before?”

Key Reading Skills & Strategies:

Key Reading Skills & Strategies:




o Character
development

e Growing original
ideas/opinions

e Understanding story arc

e Tracking character’s
problems/setbacks - “What
does this character really
want? What gets in the way?”

Key Writing Skills & Strategies:
e Generating ideas for true

stories
e Using key writing
techniques:
o Dialogue
o Pacing
o Descriptive language
o  Sequencing
o Character
development

e Planning techniques (

Key Writing Skills & Strategies:

e Crafting a strong thesis
statement (bold opinion)

e Supporting ideas with textual
evidence

e Presenting ideas in a logically
sequenced manner

e FElaboration

Key Writing Skills & Strategies:

Key Writing Skills & Strategies:

Speaking & Listening Skills Focus:

Speaking & Listening Skills Focus:

e Sharing original ideas through
small group discussion

e Drawing upon texts in
conversation

e Building upon the ideas of
others

e Productive debate

Speaking & Listening Skills
Focus:

Speaking & Listening Skills Focus:

Text Type(s):
e Personal narratives, spoken
and written (1-2 pages in
length)

Recommended Texts:

Text Type(s):
e Full-length novel (emergent
reader text)

e Short stories as supplemental
texts (optional)

Text Type(s):
e Op-eds

Recommended Texts:
e Real-world Op-eds leveled
in in the 350-525 lexile

Text Type(s):

e Informational articles
demonstrating a range of
nonfiction text structures
(problem-solution, cause-
effect, descriptive,




e [ish Cheeks by Amy Tan

Oral stories from “The Moth”

o How to Tame a Wild Tongue
by Gloria Anzaldua

e Texts that reflect students’
cultural and personal
backgrounds

Recommended Texts:
e Neighbors by Tanna Reif
o Thank You, Ma’am by
Langston Hughes
® Papa Who Wakes Up Tired in
the Dark by Sandra Cisneros

range; Newsela is an
excellent resource.

o Texts selected based on
student interests.

compare/contrast); Newsela
is an excellent resource.

Recommended Texts:
[ ]
o Texts selected based on
student interests

Culminating Product/Project:
e Personal narrative

Culminating Product/Project:
e Literary essay (as appropriate
to this level, please see unit)

Culminating Product/Project:
e Op-ed on a self-selected
social issue

Culminating Product/Project:
e Information “book” on topic
of choice

Suggested Instructional Sequence: Personal Narrative, Narrative: Fiction, Opinion, Information







Learning Plan
Student Name:
Tutor Name:
Instructions:
1. Goals should be written with specific and achievable terms.
“| will gain the confidence and reading skills to ask for inventory responsibilities and a $1
raise at work”

“I will start reading books to my son.”

2. “Success should look like” is the result you want to see by the end. It should be
measurable either on a scale of quality (1-5) or a specific amount.

3. “Assessment/ Next Steps” should be done after the time period is over, to note whether
or not the success measures were reached, to discuss the challenges and joys in
seeking this goal, and to explore next steps.

4. Tutors and students can assess goals monthly or bi-annually. Following an assessment,
these goals can either be updated or re-done. Keep the records of past learning plans
when you update them with a new one.

To warm up, discuss:

What do | need to learn?

What do | want to learn?



PERSONAL GOALS

1 month

6 months

1 year

Goal

Success looks like

Assessment/ Next
Steps

Goal

Assessment

Month 2

Month 3

Month 4

Month 5




LITERACY GOALS

1 month

6 months

1 year

Goal

Success looks like

Assessment

Goal

Assessment

Month 2

Month 3

Month 4

Month 5







TABE ASSESSMENT SCORES

READING
Grade Range
NRS Level Guideline Grade Scale Score Range
K 300-371
1 K-1
] 372-441
2 442-471
2 2-3
3 472-500
4 501-518
3 4-5
5 519-535
6 536-549
4 6-8 7 550-562
8 563-575
Q 576-596
5 9-10
10 597-616
11 617-709
6 11-12
12 710-800

Adapted from the Teachers College Reading and Writing Project (Reading Pathways, Performance Assessments and Learning Progressions: Grades 3-5; Heinemann, Portsmouth, NH)



TABE ASSESSMENT SCORES

LANGUAGE
Grade Range
NRS Level Guideline Scale Score Range
K 300-379
1 K-1
1 380-457
2 458-484
2 2-3
3 485-510
4 511-529
3 4-5
5 530-546
6 547-559
4 6-8 7 560-571
8 572-583
9 584-607
5 9-10
10 608-630
11 631-716
é 11-12
12 717-800




Informational Reading Learning Progression

NRS Level 2: New

NRS Level 2: Advanced

NRS Level 3: New

NRS Level 3: Advanced

Literal Comprehension

Orienting Before | read, | use the title, Before | read, | preview the text. | | Before | read, | preview the text. | I’m experienced enough with complex
illustrations, back blurb, headings, | study the title, illustrations, back study the title, illustrations, back texts to know that the structure and main
and table of contents (if there is blurb, table of contents (if there is | blurb, table of contents (if there is idea of the text may be revealed slowly.
one) to predict what | will learn one), headings, subheadings, and | one), headings, subheadings,
from reading this text. introductions. | do this to decide introductions, topic sentences, text Before | read, | preview the text. | use

what to read and to predict the features, and so on. | can recognize | transition words and phrases as cues to
When asked to, | can show the major subtopics | will learn about. | a common structure in the text (such | figure out how the text will be structured
parts of the text that led to my as cause-effect or compare and (compare and contrast, claim and
predictions. | notice if this is an expository or contrast). | use my previewing to supports, etc.), and also to figure out
narrative nonfiction text to help me predict how the text will go, | whether this is a genre | know (ie:
organize myself to learn from the | and when doing research, to decide | biography, research article, overview, or
text (ie: “First, I'll probably learn... | what to read and in what order. argument). My knowledge of genre
Then, | think I'll learn....”) shapes my expectations/predictions.
My previewing helps me decide how
to organize my thinking and/or note- | My previewing also helps me structure
taking. | ask, “Will | organize what | my note-taking and thinking. When |
am learning into subtopics? Cause anticipate learning about several
and effect?” subtopics and main ideas, | ready myself
to synthesize information on several
bigger categories. | also know ['ll
probably incorporate information from
several texts.
Envisioning | As | read, | continuously add what | | read narrative and expository

| am learning from the words in
the text to what | see in the
illustrations. Reading more helps
me say more about the
illustrations.

texts differently. As | read
narrative nonfiction, | picture what
| am reading like a “mental movie”
(like when reading fiction). When |
read expository text, | create
images/models in my mind (boxes
and bullets outlines, diagrams). |

add to these images as | get more




information from the text.

NRS Level 2: New

NRS Level 2: Advanced

NRS Level 3: New

NRS Level 3: Advanced

Monitoring | When | am reading a nonfiction When | can’t keep track of the When | read, | expect the parts of | realize that in more complicated
for Sense | textand | have a hard time main ideas or figure out how the the text to fit together in nonfiction texts, | sometimes need to
remembering what it is about, | information fits together, | reread, | logical/cohesive way that allows me | read on with questions in my mind. The
know that means | need to do stopping after each chunk to to understand the main ideas. To texts I’'m reading will sometimes contain
something. | usually reread when | review and make sure | check my comprehension, | ask many different parts, and it can take
this happens. | might also use understand what | have read. | myself the following as | move from | work to figure out how these parts go
illustrations and headings to help ask, “Is this chunk a new subtopic | part to part: “How does that part fit together. | especially try to think about
me clarify, or | might try to teach or does it add on to what came with my overall understanding of the | what is most important in a text and how
what I'm learning to someone else | before?” topic (what came before)?” When a | the parts fit into/support that.
or myself. part feels disconnected from the rest
of the text, | reread to see if | missed
something or read on, carrying my
question(s) with me (“How does this
part fit with the whole”?).
Fluency | aim to make the reading | still aim to make the reading When | read, the voice inside As | read nonfiction aloud or in

voice inside my head smooth
and to sound like I'm talking
(or teaching someone).
Sometimes | need to reread
to make my voice sound that
way.

voice inside my head smooth,
reading in a way that helps me
understand the text. Now, | can do
this even when I’'m reading longer
sentences.

my head helps me understand
the text. That voice highlights
the big points that are
important, tucks in things

that are less important, shows
when things are in a list, and
shifts from an explaining voice
to a storytelling voice as the
text requires

my head, | try to use my voice
to add meaning to the text.

| read emphasizing the big
points. Perhaps | have in mind
what great science and history
videos sound like to guide my
reading.

Punctuation
and
Sentence
Complexity

| use punctuation as a road
signal, letting me know when
to pause.

| use punctuation to know
when to pause. Punctuation
also tells me when the
sentence is a question or is
especially important.

Punctuation steers my
reading, but it is not
something | have to think a
lot about. However, when
sentences are complex, the
punctuation can help me
figure out how to read them.

Usually punctuation just gives
me subtle signals as to how
to read, but when it's used

in unusual ways, | ask, “How
does the author probably
want this to sound?” When the
sentences are complicated, |
adjust my voice to show that
some parts of the sentence




(like this part) are meant to be
subordinate.

NRS Level 2: New

NRS Level 2: Advanced

NRS Level 3: New

NRS Level 3: Advanced

Word Work | When | don’t know what a word If | still don’t recognize a word When | try to figure out the meaning | When figuring out an unknown word or
and Word | means, | check the illustrations, even after I've tried to read/say it, | of an unknown word or phrase, | phrase, | continue to use context,
Solving reread the words before and after, | | look to see if the author has look to see if the author has given a | looking for examples, synonyms, and
and try to think of a substitute given a definition or an example to | definition, an example, or a definitions in the text and text features.
word that means the same thing. | | help me figure out the meaning. synonym.
make sure the word | try makes If the meaning of a word | am familiar
sense, looks right, and sounds If not, | reread to remember what If not, | reread to remember what with doesn’t work in a particular text, |
right before | keep reading. that part of the text is teaching me | that part of the text is teaching me think, “What else could this word or
and to figure out what kind of and to figure out what kind of word it | phrase mean?” | continue to try and
| read all the way across a word, word it seems to be. | ask, “is it a is. | try to substitute another word substitute words and phrases that are
breaking it down into parts if thing? An action?” | substitute that is similar and reread to check if | similar and check if they make sense.
needed, and use what | know another word and reread to check | it makes sense.
about letters and sounds. if it makes sense. | also rely on what | know about prefixes,
| also rely on what | know about suffixes, and root words to solve the
| also look inside the word, relying | prefixes, suffixes, and root words to | word.
on what | know about prefixes and | solve the word.
suffixes to try and figure out the
word’s meaning.
Building | know that learning about a As | read about a topic, | keep | know that learning about | know that learning about
Vocabulary | topic involves learning some track of the new words the a topic means learning the a topic means learning the

of the words that are used
by experts in that topic. | use
those words to teach others
about the topic.

| recognize many words
automatically and am always
learning more high-frequency
words.

text is teaching me (the ones
that seem most important)
and use them to teach others
about the topic.

vocabulary of the topic. | know
there are words that represent
concepts (e.g., revolution,
adaptation). Those words
require a lot of thinking to
understand them. As | read,

| keep learning more about
each concept word. | also try
to accumulate more technical
vocabulary associated with
the topic. | meanwhile take
the risk of using this new
vocabulary to talk and write

vocabulary of the topic. |
know there are words that
represent concepts (e.g.,
revolution, adaptation).
Those words require a lot of
thinking to understand them.
As | read, | keep trying to learn
more about each concept
word. | also try to accumulate
more technical vocabulary
associated with the topic. |
meanwhile take the risk of
using this new vocabulary to




about the topic.

talk and write about the topic.

NRS Level 2: New

NRS Level 2: Advanced

NRS Level 3: New

NRS Level 3: Advanced

Main | can say the big topic a text As | read, | ask myself what the As | read, | often pause to | can figure out several
Idea(s) and | (or part of a text) teaches me. text is mostly about. To figure summarize as a way to hold important main ideas in a text,
Supporting | can name information about out the main idea, | see if there onto what I'm learning, saying and I'm aware that sometimes

Details/ that topic, which | learn from is a clear “pop-out” sentence that | the main idea(s) of that part those ideas thread through
Summary parts of the text. captures it. | can say the main and linking it/them to related the whole text instead of
idea in more than just a word points. As | do this, | select being located in chunks of
and am careful to name the points that are especially it. | can sort all the details
main idea of most of the text. important to the idea. in the text and weigh their
importance so that | can also
| can also choose important | can use the primary structure(s) in | discuss important details that
supporting details (or points) the text to help me grasp what it best support each of the main
that go with the main idea. mostly teaches (e.g., if it is ideas.
organized as a main idea or
| summarize briefly, leaving supporting points or a claim and | am careful to keep my own
out unimportant things. reasons, | can use either structure to | opinion separate from the
help me determine importance and ideas presented in the text. |
select supporting details). also avoid mentioning minor
details.
| am careful to keep my own
opinion separate from the
ideas presented in the text.
Interpretive Reading
NRS Level 2: New NRS Level 2: Advanced NRS Level 3: New NRS Level 3: Advanced
Inferring | can talk and write about how | can talk and write about | can discuss relationships Not only can | discuss major
Within Text/ | information goes together in information and ideas that between things in scientific, relationships that occur
Cohesion | @text, such as how one event hold parts of the text together. historical, or technical texts. across a discipline-based

leads to another or how doing
each step in a “how-to” can
create a result.

Usually this means | talk about
the relationship between
cause and effect or about

the things that happened

first and next or main ideas

This usually means discussing
examples, causes, parts,
reasons, results, or kinds of a
topic.

text, but | can also come up
with my own ideas about
relationships/interactions
between events, ideas, and
key concepts. | can do this




and examples. | might also
talk about the reasons for
something or the kinds of
something.

| use words that show
connections to do this
(because of, as a result, a few
years later, after).

| reach for specific and
academic terms.

even when the author hasn’t
laid out these relationships.

| use academic and domain-specific
vocabulary to do

this, especially terms that

help me to be more logical
(nevertheless, however, in

addition, similarly).

NRS Level 2: New

NRS Level 2: Advanced

NRS Level 3: New

NRS Level 3: Advanced

Cross When | read several books When | read two texts (or As | read two or more texts As | read texts on a topic, | collect
Text(s) (or parts of one book) on parts of a text) that teach (or parts of a long text) on a information and ideas by subtopic and
Synthesis the same topic, | add what | about the same subtopic, | topic, | can collect and merge form categories with my own
learned from one text or part can find the information on a information and ideas from headings. | sort what | am
of text onto what | learned subtopic from both texts (or both texts (or parts of a long learning about the subtopic
from the other text or part of parts of one text) and put that text) in a way that makes under those headings. This
text in no special order. information together. a new organization for the means the organization of my
combined information. learning may not match the
organization of the original texts.
If there are ways to categorize
the information on the | am aware that sometimes
subtopic, | sort information one text contradicts another.
from both texts into a When this happens, | think,
category. “Which author is saying which
points?” | wonder whether the
differences come from the
author’s point of view (e.g.,
might differences come from
one being firsthand and one
secondhand?).
Comparing | When I'm given two books or | can identify when a text When asked to compare and | can compare and contrast different
and pages on a topic, | can point is structured as a compare- contrast how several texts texts or parts of texts, considering

Contrasting

out general ways they are the
same and the ways they are
different (e.g., “One has more
information than the other.”

contrast.

When asked to compare and
contrast the information that two

(or parts of a text) deal with
one topic, | can talk about

similarities and differences
in the information and also

content, perspectives, and/or craft and
structure.




“They both talk about eating
habits.”).

texts (or parts of a text) teach
about a topic, | can point out and
discuss similarities and
differences in the specific
information each text presents.

in the treatment of the

topic, including the craft
techniques used, the focus,
and the perspective. | can also
notice if there are different
perspectives (e.g., is one a
primary firsthand account

and the other, a secondary
source?).

Analytic Reading

NRS Level 2: New

NRS Level 2: Advanced

NRS Level 3: New

NRS Level 3: Advanced

Analyzing
Parts of
aTextin

Relation to

the Whole

| can talk about the order of

the events or steps in a text.
| can say how a part fits into
an order or how it says more
about the main topic.

| can answer the question of
what came before or after.

| can talk about how a part of

a text | am reading fits with

the content of the rest of the
text. | can say, “This is more on
the same topic or subtopic,”

or “This just turned to a new
topic or subtopic,” or “This
shows what happens next.”

| can talk about the order of
events or steps, answering
questions about what comes
before or after and about what
caused an effect.

In texts that have text boxes,
graphs, charts, and illustrations |
think about the ways these parts
fit with the whole.

When | write about these
connections, | rely on the way
the content of the part goes
with the content of the whole.

| can talk about why an author
included one part of a text (a
text box, a chart, an anecdote).
To do this, | draw on some
predictable ways that parts
tend to be important to the
main idea, such as a paragraph
may be an example of a main
idea or a different perspective
on that idea. Sometimes

the part is important to the
structure: a solution to a
problem, an effect of a cause,
an answer to a question.

When thinking about how

one part is important in an
argument, I'm aware of how

an author uses reasons and
details to support claims/points.

When thinking about why a
part is important to the text,

| think not only structurally
about how the part goes with
other parts, but | also think
about how the part advances
the author’s main ideas/
claims. | check whether the
part in question illustrates

an idea/claim, raises a new
perspective, or shows an
implication of an idea.

| can use academic terms to talk about
this.

When a part of the text feels
extraneous, | can talk about

its relationship to the main
ideas/claims (background,
implications, another perspective).

When | am reading an
argument, | can explain which




details go with which points.

NRS Level 2: New

NRS Level 2: Advanced

NRS Level 3: New

NRS Level 3: Advanced

Analyzing | notice when the author has | know that authors of | know that authors of | know that authors of informational texts
Author’s done something obvious informational texts make craft informational texts make make craft decisions with readers in
Craft in the text (bold words or decisions with readers in mind. craft decisions with readers in mind.
graphics). Mind.
| especially notice when the | use academic language
author has done something | can elaborate on why the author to name these goals and
that stands out—a repeating used these techniques. One way | techniques, using terms
line, an illustration, and | think, do this is to ask, “How would the text | like surprising statistics and
“Why did the author do this?” be different without this?” suggests the significance of a point.
| can note the craft techniques | can talk at length about these. | ask
that have been used and can myself, “How would the text have been
say, “The author has used (this different had the author made different
technique) to accomplish choices? Had she instead . . . , the effect
(this goal).” For example, would have been different. For example .
“The author has made a ?
comparison to help readers
grasp an idea.
Analyzing | | notice who the author of a | notice if there is an obvious | can recognize if the author I can notice when two texts on the same

Perspective

text is and who the subject of
the text is (if there is one).

point of view in a text—like if
the text is being told from the
point of view of an animal or
of a specific person.

is writing as if he or she

was present at an event (a
firsthand source) or if he

or she was not present (a
secondhand source). | am
aware that the difference in
those points of view will result
in differences in the accounts.

topic are written from different points of
view, and notice ways in which the
content (or the way the texts are written)
will be different because of those
different points of view. | think
specifically about why the narrator thinks
and feels as he or she does. Might the
person’s perspective come from life
experiences, group membership, role,
time period? For example, | notice if one
text is a diary in the voice of a general
and another is a diary from a foot
soldier, and | think about how their roles
led them to want different things.




NRS Level 2: New

NRS Level 2: Advanced

NRS Level 3: New

NRS Level 3: Advanced

Critical
Reading
(Growing
Ideas)

When | read even just one
picture or page, | have a lot

of ideas and questions. For
example, “How does that bug
get food?” Sometimes | think
up answers to those questions
or find them in the book.

When | talk or write about a
text (or a text set) | not only
summarize it, | also grow my
own ideas. For example, |
might ask a question and try
to answer it.

When | am asked to apply what |
have learned to a real world
problem or situation, | can do so.

| notice when what I'm
learning doesn’t match my
prior knowledge/experience,
and | think about what to
make of that.

| develop my own ideas about
what | have read. Those ideas
might be about values, the
world, or the book. My ideas
are grounded in text-based
information and ideas, and |
draw on several parts of the
text(s). | raise questions and
larger theories about the topic
or the world. | read and reread
with those questions in mind,
and this leads to new insights.

My reading helps me to
develop my ideas. | think and
sometimes write things like
“Is this always the case?” or
“Coulditbe ... ?” I am not
afraid to think in new ways.

| can synthesize several texts
in ways that support an

idea of my own. | select the
points that do the best job

of supporting my idea(s).

For example, “How will this
author add to or challenge my
argument?”

| think and sometimes write
things like “Is this always the
case?” or “Could itbe ... ?”

| can apply what | have learned and my
own ideas to solve a problem, make
an argument, or design an application.

Questioning
the Text

| have opinions and reactions
about what | am learning.

When | disagree with an idea
in a text, | still try to think about it,
and | also talk back to it.

| also notice if something is
described positively or negatively,
and | think about how it could
have been described.

| think about what implications my
theories and what | have learned

might have for real-world situations.

| can apply what | have learned.

I’'m aware that texts can be
written to get readers to think
and feel something about an
issue or topic, and | can say,
“l see what you want me to
think/feel, but | disagree.”

| consider what a text is saying about an
issue, idea, or argument and whether

| agree or disagree. | weigh and evaluate
a text for how convincing and reliable it
is. | consider who wrote the text and
what the author might

gain from the text. | can talk back to
texts.




WHITE DOMINANT CULTURE & SOMETHING DIFFERENT

a worksheet

‘Preservation of one's own culture does not require contempt or disrespect for other
cultures.” —César Chavez

‘All learning happens through culture. Thus, we all have culture.” —Zaretta Hammond

We all have culture which we express in observable ways, how we interact, what we value and
hold to be true. No culture is better than another. As lovers of freedom and justice, we can aim
to create inclusive spaces where we all can bring our best and highest selves. At the same time,
we can be mindful of how our environments impede our ability to unleash our unlimited
potential.

In our society, the dominant culture that shapes our institutions, our media, the way we see
ourselves and each other is that of the white, middle class. Racial equity trainer Tema Okun
suggests that the characteristics of white dominant culture can be harmful not in and of
themselves but ‘when they are used as norms and standards without being pro-actively named
or chosen by the group.... These attitudes and behaviors can show up in any group or
organization, whether it is white-led or predominantly white or people of color-led or
predominantly people of color.’

In the table below, Okun calls the attitudes and behaviors in the left column aspects of white
supremacist culture. The definition of white supremacist culture, or, white dominant culture,
that we like to use is simple and expansive:
The explicit to subtle ways that the norms, preferences and fears of white European
descended people overwhelmingly shape how we = organize our work and institutions,
see ourselves and others, interact with one another and with time, and make decisions.

We invite you to take a look at the characteristics of white dominant culture in the left hand
column (‘Norms of White Dominant Culture’). Think about how they might apply to you as an
individual or play out in your organization. Take a look at the right hand column for some
antidotes, or, alternatives, to white supremacist culture (‘Something Different’). How are you or
could you apply those to yourself, your work or your organization?



What can you personally do to make a change, or pivot, from the left column to the right column? What
can your organization do?

‘NORM’ of White Dominant Culture

PIVOT

SOMETHING DIFFERENT

Either/or thinking
Believing people are racist or not racist, good or bad.
Seeing incidents of inequity as isolated events.

Systems and complexity thinking

Understanding context and intersectionality. Seeing
patterns, holding contradictory thoughts & feelings
simultaneously.

Paternalism
No consultation or transparency in decision making.
Taking over campaigns, mediating and facilitating others.

Partnership

Decision making is clear, affected parties are consulted.
Evaluations include staff at all levels. Leadership of
Frontline communities is respected and nurtured.

Competition

Taking unearned credit for wins. Coopting local organizing
efforts, or the work of other staff. Treating core
campaign issues as more important than issues that other
people are working on.

Collaboration

Taking time to build relationships based on trust. Focus
is on ‘building a bigger pie’ instead of fighting over a
slice. Mutual support and promotion of each other's
campaigns and issues.

Power hoarding

Ideas from less senior people are treated as a threat,
information and decision making is confidential. Holding
on to resources, scarcity mindset.

Power sharing

Ideas at all levels are valued for the positional expertise
they represent, ideas from others are requested and
space is made for them to be heard. Budgets are made
available for viewing, providing input on, and resources
are shared equitably and appropriately.

Comfort with predominantly white leadership
Defaulting to all or mostly white leadership using urgency
and lack of available, qualified people of color as
justifications for doing so.

Leadership representative of the communities most
affected by inequity

Take time to weave into the fabric of the organization a
critical mass of equity-oriented people of color in
leadership and on staff at large. Create inclusive
culture. With graceful awareness, acknowledge that
we’re all unconsciously socialized to see physical
features that are more white European, including
lighter skin, as ‘better’. Be mindful of how norms of the
white, middle class can easily permeate the main
organizational culture.

Individualism & Separateness
Focus is on single charismatic leaders, Working in
isolation, from each other and from other organizations.

Community & Collectivism

Working together, working from a movement lens.
Understanding that to change everything it takes
everyone. Understanding interdependence of all social
struggles. Working for all who are impacted by
destruction and seizing of land, air, water and climate,
especially those hit first and worse.

Fear of open conflict

Right to comfort. Politeness is valued over honesty. White
fragility goes unchecked. Those who bring up discomfort
for others are scapegoated. Useful feedback not given in

Direct and constructive feedback/ Growth and
learning

Peers call each other in and continuously learn from
each other. Managers are skilled at providing timely,




timely manner resulting in underperformance, lack of
growth and distorted sense of how one is doing. Smaller
problems left unattended become bigger ones down the
road.

supportive feedback in culturally and individually
responsive ways.

Priorities and timelines that perpetuate white
supremacy culture

Sense of urgency for funder-driven deliverables, but not
for community building, capacity building or equity work
implementation.

Priorities and timelines set for sustainability and
equity

People have space for what comes up that is important
to address in the moment. More realistic timeframes
set. Allocating time for the unexpected and based on
how long things actually took last time.

Superiority of the nonprofit written word

If it’s not written down, it is not valued. If it’s written
down in any way other than “Standard American English”,
it is seen as incorrect or less intelligent. Superiors
“correct”, edit and change documents to reflect a
particular normalized language for that non-profit.

All forms of communication valued and taken
seriously

Communication is treated simply as communication,
stripped of “right” or “wrong”, recognizing that an
individual’s use of language involves culture, power,
lived experience and geography. Editing focuses solely
on communicating more clearly to a particular
audience and done with permission of the writer.
Appreciation for how in some communities, info
relayed effectively through relationship networks and
the spoken word, not just the written word.

Comprehensiveness

Continual research and writing that leads nowhere.
Creating multiple reports, groups, committees that are
working in isolation and don’t build on each other’s work.
Vision, values and goals that no one can remember nor
easily refer to in a meeting.

Clarity & alignment for action
Simple, memorizable and repeatable shared vision,
values and goals.

Transactional relationships

Detached “professional” communication, for the purpose
of completing a transaction and efficiency. Reaching out
or acknowledging people only when you need something
from them.

Transformational relationships

Building relationships internally and externally that are
based on trust, understanding and shared
commitments. Even in the simplest ways, taking time
to see, greet and acknowledge each other to sustain
caring connections, especially when there’s ‘no time’ to
do so. Space to appropriately be in one’s majesty, and
share in each other’s cultural bounty.




Transactional goals

Transactional deliverables / quantifiable are
ranked above meaningful engagement or
gualitative goals. Rushing to achieve numbers.

Transformational goals

Working towards meaningful engagement with
depth, quality; using qualitative goals in
addition to whatever deliverables a foundation
is asking for. The timeline for the deliverables
Includes enough time for quality.

Defensiveness

Nowhere to air grievances. Focus placed on
protecting power instead of addressing harms,
naming intention instead of acknowledging
impact.

Vulnerability

Give and receive feedback non-defensively,
have a clear structure to hear and address
grievances. Skills are supported in being both
self-critical and self-loving.

Progress is bigger, more

Focus on quantity; less focus is put on the cost
of growth on people, communities and
relationships.

Progress is sustainability and quality
Cost/ benefit analysis includes all costs. Focus
is on sustainability.

Over-working as unstated norm

Encouraging people to work through weekends
and into the night (directly or passively by
setting up work plans that are unachievable in
a 40 hr week) - ignoring how Black and Brown
people have been historically and systemically
requested to take on physically taxing work by
white bosses.

Self Care/ Community Care

Actively encouraging a culture of self-care and
community care in which people care about
each other’s physical and emotional wellbeing,
support time boundaries and are considerate
of time zone difficulties, parental needs,
personal health issues, etc. Work plans include
20% of unscheduled time to enable space for
the inevitable unpredictable tasks that emerge.

Perfectionism

Mistakes are seen as personal, reflect badly on
the person - the person is seen as a mistake.
Little time for learning.

Appreciation

Mistakes are valued as opportunities for
learning. People verbally show their
appreciation for one another

Skeptical management

As new hires slowly learn their job, it is subtly
or directly communicated that they “must
prove themselves”, setting them up to hide
mistakes or face discipline.

Supportive management

As new hires slowly learn their job they are
supported, given freedom to make mistakes
and learn from them. Supportive feedback is
provided in real-time or soon thereafter.

White mediocrity

People of color given extra work, and
scrutinized while white staff with more years
and/or formal credentials are given a pass, or
promoted.

Fair evaluations and just promotions

Based on a broader range of competencies
than what has been historically valued (skills in
the left column)




Equity washing

Signing on to big lofty values, but not
enacting them. Hiring people of color but not
supporting a culture shift to retain them,
focusing on inclusion internally while the
field work perpetuates inequities.

Real equity
Focus on all dimensions of the organization

Official title outweighs experience
Regardless of someone’s broad skill and
experience base, they are treated as though
they only know how to do what is in their job
description, and their ideas are valued based
on organizational rank. When offering to do
more or different, are told to “stay in their
lane”

Holistic view of people

People’s experience and skills are understood to likely
expand beyond what they have been hired to do, and
opportunities to contribute more of who they are, are
offered.

Changing the subject away from the role of
race

Limited understanding of how biases
(preferences and dislikes) based on race and
culture interplay with all aspects of our lives
and systems. Seeing difference as bad.
Perception that talking about biases is an
attack on white people or that white people
can’t handle the conversation.

Compassionate curiosity about how race, cultural
differences, racial bias may be at play With 360-degree
compassion, assume there may be unconscious biases
at work with respect to race to some extent. Create an
environment that celebrates the courage to explore
racial bias in all its forms, avoiding ‘gotcha’ and good
person/bad person dynamics and camps. Acknowledge
we all carry unconscious bias that is not helpful and
each have a role in addressing it. Focus on building
stamina and healing for self-reflection; focus on the
consciousness and behaviors, not on shaming the
person.

Narrow valuation of intelligence /
performance

Assessing higher value to left column
attributes over right column attributes.
Verbal/linguistic and logical-mathematical
intelligences treated as superior

Broad appreciation of differences

Valuing attributes on the right column. Including spaces
for work that needs musical-rhythmic, visual-spatial,
bodily-kinesthetic, interpersonal, intrapersonal, and
naturalistic intelligences.

Adapted for ACCE from adaptation by Partners for Collaborative Change based on “White
Supremacy Culture” By Tema Okun and Kenneth Jones, for large, majority white environmental
organizations, using interviews with staff and partners of these organizations.

Tema Okun’s Partial Bibliography: Notes from People's Institute for Survival and Beyond
Workshop, Oakland, CA, spring 1999. Notes from Challenging White Supremacy Workshop, San
Francisco, CA, spring 1999. Beverly Daniel Tatum, Why Are All the Black Kids Sitting Together in
the Cafeteria? NY: HarperCollins, 1997. Derrick Jensen, A Language Older Than Words. NY:
Context Books, 2000. Paul Kivel, Uprooting Racism. PA: New Society Publishers, 1996. Anne
Wilson Schaef, Living in Process. NY: Ballantine, 1998. For complete bibliography, see complete
notebook for dRworks Dismantling Racism process. dRworks is a group of trainers, educators
and organizers working to build strong progressive anti-racist organizations.



Equity - the guarantee of fair treatment, access, opportunity, and advancement while striving to
identify and eliminate barriers that have prevented the full participation of some groups. The
principle of equity acknowledges that there are historically underserved and underrepresented
populations and that fairness regarding these unbalanced conditions is needed to assist equality
in the provision of effective opportunities to all groups (UC Berkeley Initiative for Equity,
Inclusion, and Diversity).

Power: “Arelational force, not a fixed entity, that operates in all interactions. While it can be
oppressive, power can also be enabling” (Ristock & Pennell, 1996, p.116).

Intent vs. Impact - this distinction is an integral part of inclusive environments; intent is what a
person meant to do, and impact is the effect it had on someone else. Regardless of intent, it is
imperative to recognize how behaviors, language, actions, etc. affect or influence other people.
An examination of what was said or done and how it was received is the focus, not necessarily
what was intended (Workforce Diversity Network).

Unlearning: discard something learned, especially a bad habit or false or outdated information
“The power of unlearning relies on embracing our self-curiosity and navigating the buildings and
streets of our inner world. Mindfully embarking on this self-journey and deciding what stays,
what goes, what needs to be renovated, what needs to make space for the emotional garden
that is living an authentic life . Because our most authentic selves can't bloom if we don't make
space. And, sometimes, making space means saying "no" to what no longer works. Sometimes,
making space means grieving the life we had, what we have believed, what we thought was the
"only" way things worked.” (Psychology Today)

Ableism - discrimination against persons with mental and/or physical disabilities; social
structures that favor able-bodied individuals (The National Multicultural Institute).

Implicit Bias — Implicit bias occurs when an individual consciously rejects stereotypes while
simultaneously holding negative associations unconsciously. The theory of implicit bias rests on
the idea that much of our social behavior is driven by learned stereotypes that operate
automatically — and therefore unconsciously — when we interact with other people. Implicit bias
means that racial prejudices (and other areas of diversity) affect individuals’ decisions as well as
their behavior toward people of other races, whether or not they are aware of it (American
Values Institute, 2009, and Open Society Foundations, 2011).

Microaggressions are the everyday verbal, nonverbal, and environmental slights, snubs, or
insults, whether intentional or unintentional, which communicate hostile, derogatory, or negative
messages to target persons based solely upon their marginalized group membership. In many
cases, these hidden messages may invalidate the group identity or experiential reality of target
persons, demean them on a personal or group level, communicate they are lesser human
beings, suggest they do not belong with the majority group, threaten and intimidate, or relegate
them to inferior status and treatment. (Psychology Today)



Racism - individual and institutional practices and policies based on the belief that a particular
race is superior to others. This often results in depriving certain individuals and groups of civil
liberties; rights, and other resources, hindering opportunities for social, educational, and political
advancement (The National Multicultural Institute).

Anti-Oppression - recognizing and deconstructing the systemic, institutional and personal
forms of disempowerment used by certain groups over others; actively challenging the different
forms of oppression (Center for Anti-Oppressive Education).

Cultural Competence - 1. Knowledge, awareness and interpersonal skills that allow individuals
to increase their understanding, sensitivity, appreciation, and responsiveness to cultural
differences and the interactions resulting from them. The particulars of acquiring cultural
competency vary among different groups, and they involve ongoing relational process tending to
inclusion and trust-building. (UC Berkeley Initiative for Equity, Inclusion, and Diversity)

2. A process of learning that leads to the ability to effectively respond to the challenges and
opportunities posed by the presence of social cultural diversity in a defined social system (The
National Multicultural Institute).

Inclusive Language - words of phrases that include all potential audiences from any identity
group. Inclusive language does not assume or connote the absence of any group. An example
of gender inclusive language is using "firefighters" instead of "firemen" (The National
Multicultural Institute).

Micro-affirmations - apparently small acts, which are often ephemeral and hard-to-see, public
and private, often unconscious but very effective, and occur wherever people wish to help
others to succeed. Micro-affirmations are small acts of opening doors to opportunity, gestures of
inclusion and caring, and graceful acts of listening. They lay in the practice of generosity, in
consistently giving credit to others, and providing comfort and support when others are in
distress. Micro-affirmations include the myriad details of fair, specific, timely, consistent and
clear feedback that help a person build on strengths. (Mary Rowe, Journal of the International
Ombudsman Association, Vol. 1, Number 1, March 2008.)

Tolerance - acceptance and open-mindedness to different practices, attitudes, and cultures;
does not necessarily mean agreement with the differences (University of Maryland).



