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ABSTRACT

There has been growing interest in Faculty Learning Commu-
nities (FLCs) as a tool to build community and increase teaching 
effectiveness for faculty in institutions of higher education. This paper 
seeks to understand qualitatively the impact of an Ethnic Studies FLC 
on increasing faculty capacity to improve pedagogy and better serve 
undergraduates who are first-generation, low-income, or come from 
underrepresented Asian American and Pacific Islander groups. Quali-
tative approaches were used including open-ended comments from 
surveys (n=50), focus group (n=8), and in-depth interviews (n=10) 
collected between 2018-22. Results from these interviews include the 
following themes: expanding faculty capacity to support students 
holistically, developing pedagogies of care in the classroom, and creat-
ing spaces for faculty to thrive and cultivate community.

INTRODUCTION

“On Strike! Shut it Down!”
—Black Student Union & Third World Liberation Front, 1968

Fifty years ago, San Francisco State College (now University, SFSU) 
held the longest student strike in the nation. Led by the Black Student 
Union, and later the multiracial coalition of the Third World Liberation 
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Front, students and community members fought for representation 
within the student population, faculty, and staff as well as relevant cur-
riculum across all age groups in California. In the end, the strike built 
the first College of Ethnic Studies at SFSU and spurred other student 
movements for Ethnic Studies across the nation. As a testament to the 
importance and growth of Ethnic Studies, in 2018, the state passed 
Assembly Bill 2016 and began developing an Ethnic Studies Model 
Curriculum to be used as a guide for districts or schools that want to 
develop their Ethnic Studies courses and curriculum. Additionally, in 
2020, Assembly Bill 1460 (AB 1460) was signed into effect for the Cali-
fornia State University (CSU) system to require Ethnic Studies courses 
at each of its campuses as an undergraduate requirement for all stu-
dents. In both bills, there is a focus on four historically defined racialized 
groups: Black, Indigenous, Asian American, and Latinx communities.

Despite the passage of such legislation, however, Ethnic Studies 
is often framed as divisive or exclusionary—resulting in pressures to 
whitewash and water down content and programs. When juxtaposing 
such realities with the high class loads, large classes, and the lack of 
faculty development support at large public universities, we can see 
how Ethnic Studies faculty may face additional pressures such as emo-
tional exhaustion and burnout: Ethnic Studies teachers unpack historical 
trauma, analyze oppression in real life experiences, and hold space with 
students. Ergo, there is a need to develop resources such as a Faculty 
Learning Community (FLC) specifically for Asian Americans and Pacific 
Islanders (AA&PIs), which uphold a space for healing, connection, sup-
port, and a sense of belonging for the teachers who do this vital work.

This article’s examination of the Asian American  and Pacific 
Islander Retention and Education (ASPIRE) FLC teacher experiences 
sheds light on cultural counter-spaces that support AA&PIs to pursue 
higher levels of education and enter positions of teaching and lead-
ership (Tintiangco-Cubales et al., 2010; Yosso, 2005). Teaching and 
learning Ethnic Studies should not rest solely on those teaching in 
Ethnic Studies—the entire university should carry the purpose and 
meaning of transforming the world and centering the lives of those 
who are consistently pushed to the margins. As universities implement 
more Ethnic Studies programs and curriculum through AB 1460, this 
paper aims to understand the impact of the ASPIRE FLC on supporting 
and increasing the capacity of faculty to better serve undergraduate 
students who are Asian American, Pacific Islander, first-generation, 
and low-income.
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HISTORY OF THE ASPIRE FACULTY LEARNING COMMUNITY

In Fall 2016, Dr. Grace Yoo and Dr. Arlene Daus-Magbual 
developed a plan to launch SFSU’s first AA&PI FLC, Student Learn-
ing Community, and Peer Mentor program. The FLC curriculum 
developed by Dr. Daus-Magbual and Dr. Yoo is rooted in the Ethnic 
Studies founding principles of Access, Relevance, and Community; 
critical pedagogy; and liberatory education. We wanted to create a 
space for faculty members to engage in their pedagogical purpose, 
reflect on their funds of knowledge, and add to their work in com-
munity with other faculty members. In creating our curriculum, we 
prioritized centering the voices and experiences of AA&PI educators 
and students, utilizing four pillars that frame learning outcomes for 
both faculty and students: (1) Purpose, (2) Pedagogy, (3) Pathway, and 
(4) Praxis. Since AB 1460 requires all campuses offer lower-division 
Ethnic Studies courses, we wanted to ensure that SFSU teachers were 
prepared to respond to the needs of students and the overall purpose 
of Ethnic Studies. In the following, we describe the four pillars as a 
framework of our ASPIRE FLC curriculum and their implementation 
in the classroom.

Purpose
The purpose of the ASPIRE FLC is to create a critical space of 

teaching and learning with AA&PI tenured, tenure-track, and lecturer 
faculty. ASPIRE FLC provides support with teaching philosophies that 
examine the context of and purpose for their teaching, breaking the 
individualism and isolation that is abundant in higher education. We 
do this using barangay (community) pedagogy (Daus-Magbual et al., 
2019)—whereby faculty work collaboratively both inside and outside 
the classroom, creating an intentional space for the ASPIRE FLC to con-
nect and co-create knowledge—thereby challenging traditional models 
of teaching, learning, and engagement.

Pedagogy
ASPIRE centers liberatory education through critical pedagogy. 

It is important to understand who our students are, what they need, 
and how we create spaces for them to reimagine the world with self-
determination and community collaboration. As discussed by Paulo 
Friere (1970), liberatory education focuses on the development of criti-
cal consciousness, which enables learners to recognize connections 
between their individual problems and experiences and the social 



aapi nexus

318

contexts in which they are embedded. While building services for 
AA&PI students, it was important for us to include our faculty in the 
process of examining, interpreting, and envisioning what Freire calls a 
student-teacher, teacher-student relationship. We understood that our 
faculty members needed support as much as they had given support 
to our students.

Pathway
ASPIRE FLC builds a cohort model of tenure-track faculty, faculty 

lecturers, and peer mentors each year, which helps in developing a 
meaningful relationship as a team. The humanizing of both teachers 
and students opens a pathway to creating long-lasting relationships. 
This mentorship opens the possibilities of self-determination and radi-
cal love with an Ethnic Studies lens.

Praxis
Taking an Ethnic Studies class brings new awareness to a critical 

consciousness, or what Freire (1970) calls conscientization. The neces-
sary first step of “praxis” is an ongoing, reflective approach to action. 
Praxis involves engaging in a cycle of theory, application, and reflec-
tion as a cyclical process. Social transformation is the product of praxis 
at the collective level. Praxis in ASPIRE FLC is a process of under-
standing critical theory as well as how faculty can apply this theory to 
their teaching philosophy, syllabi, lesson plans, study circles, and peer 
mentor engagement. This encourages faculty to continually reflect on 
their teaching praxis so that they constantly seek ways to better serve 
and support their students.

LITERATURE REVIEW

Research suggests that FLCs build community and increase teach-
ing engagement for faculty in institutions of higher education, thereby 
improving student retention and graduation. Milton D. Cox identifies 
two categories of FLCs: cohort-based and topic-based. Cohort-based 
FLCs “address the teaching, learning, and developmental needs of an 
important group of faculty or staff that has been particularly affected 
by the isolation, fragmentation, stress, neglect, or chilly climate in the 
academy” (Cox, 2004, 8). Topic-based FLC curriculum is designed 
around a specific need, issue, or opportunity (Cox, 2002). The goals of 
FLCs in general strive to “build community, increase interest in teach-
ing and learning, increase collaboration across disciplines and create 
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awareness of the complexity of teaching as a practice” (Malik, 2012, 
29). The development of FLCs stems from the goals and practices of 
Student Learning Communities, which are highly effective in helping 
students find a sense of community in higher education (Meiklejohn, 
2001); engage in deeper, more integrated, and more complex levels 
of learning (MacGregor, et al., 2001); and attain higher academic 
achievement (Lenning and Ebbers, 1999). Similar effects on students’ 
academic success have been observed with the implementation of 
FLCs (Cox, 2004).

MaryJo Banasik and J. Dean maintain that FLCs may be particu-
larly useful for non-tenure-track faculty who experience isolation and 
lack support in their institutions to “enhance[e] their working con-
ditions, performance and the quality of undergraduate education” 
(2016, 333). Similarly, Nathan Bond (2015) found that universities 
are increasingly using FLCs as professional development for their 
non-tenure-track faculty. In his case study, Bond found that “the [non-
tenure-track] participants learned useful instructional strategies and 
felt more connected to their colleagues, more supported by the uni-
versity, and more confident in their teaching” (2005, 1). These findings 
support the notion that FLCs can be useful sources of support and 
community for faculty in all stages of their academic career.

The implementation of FLCs for the promotion of more culturally 
diverse and inclusive teaching and learning perspectives is of particu-
lar interest. Faculty who participated in FLCs that target increasing 
cultural awareness, diversity, and intersectionality have expressed 
changes in their teaching perspectives, curricula, and feeling a greater 
sense of community at their institutions (Alejano-Steele, et al., 2011; 
Petrone, 2004). Research suggests that the use of FLCs to explore cul-
turally inclusive pedagogies may be effective in contributing to closing 
the achievement gap between majority students and those who are 
underrepresented and/or marginalized (Anderson, et al., 2014).

While there is discussion of using learning communities to 
explore and include the cultural experiences and identities of Latinx 
(Flores, Clark, Claeys, and Villareal, 2007; Ortiz, 2000; Lisagor, Augus-
tine, Lucero-Liu, and Efrat, 2013) and Black (Shapiro, 2008; Wood and 
Ireland, 2014; Taylor, Bernhard, Garg, Cummins, 2008) students and 
faculty, no literature nor case studies exist on the implementation or 
impact of learning communities for AA&PI students and faculty. Thus, 
our data contribute to the growing body of research on FLCs by specifi-
cally focusing on AA&PI pedagogical experiences.
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METHODOLOGY

This paper asks the following question: How has an Ethnic Stud-
ies FLC increased faculty capacity to improve pedagogy and better 
serve undergraduates who may be first-generation, low-income, or 
come from an underrepresented AA&PI group? Over a five-year period 
(2017-22), both quantitative and qualitative formative and summative 
assessments were conducted with faculty participants each semester. In 
the qualitative assessments, the key questions included investigation of 
how faculty developed responsive teaching practices and how this may 
have increased their capacity to serve first-generation, low-income, or 
underrepresented students. Each semester, ten faculty participated in 
an ASPIRE FLC, with a total of twenty-one faculty participants. Over 
a five-year period, there were ten different FLCs and fifty semester 
assessments were collected. To also understand aspects of the role of 
an Ethnic Studies FLC in faculty development, we analyzed qualitative 
data from the following sources:

•	Open-ended responses from the ASPIRE FLC Assessment from 
each semester from 2017-22 (n=50 responses from twenty-one 
faculty participants).

•	ASPIRE FLC Focus group data with fourteen participants.
•	ASPIRE FLC in-depth interviews with ten participants.

Both open-ended responses from assessments and transcripts from 
focus groups and interviews were examined using a grounded theory 
approach (Glaser & Strauss, 1967). Grounded theory uncovers relevant 
conditions and processes through an open-ended coding process. For 
qualitative data analysis, each researcher independently reviewed 
interview transcripts for commonalities and differences. Transcripts 
were independently coded for themes that appeared repeatedly in the 
text, and refinements were made between the investigators until con-
sensus was reached on the description and definition of each code. 
Please note that due to the COVID-19 pandemic, the FLC moved to a 
remote online community in 2020-22.

FINDINGS AND ANALYSIS
Of the twenty-one faculty participants, seventeen were lecturers, 

and the remaining were tenure-line faculty members. In the following 
section, we discuss our findings and analysis from qualitative data 
from the focus groups, interviews, and surveys that suggest ASPIRE 
FLC expanded faculty capacity to support students holistically, devel-
oped pedagogies of care in the classroom, and created spaces for 
faculty to thrive and cultivate community.
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1. Expanding Faculty Capacity to Support Students Holistically
Positioned within one of the nation’s most expensive areas to 

live, Bay Area students face additional challenges that can affect their 
academic success such as lack of financial aid, increased cost of hous-
ing, and immigration issues. A key theme from interviews is that the 
ASPIRE FLC expanded faculty’s capacity to support students holisti-
cally. This increased faculty capacity meant expanding what it means 
to teach: rather than solely teaching the content, faculty first take in 
their purpose in teaching Ethnic Studies, then relate the content to the 
context of our students.

To center the lives and experiences of our students, we encour-
age thinking outside of the content and responding to the needs of 
the various students in the classroom. With this in mind, we created 
curriculum and invited guest speakers to train our ASPIRE FLC on 
the following topics during our monthly meetings throughout the 
school year:

1.	 Creating teaching philosophies grounded in Ethnic Studies 
Principles, Cultural and Community Responsive Pedagogy

2.	 Critical Pedagogy in Action
3.	 The legacy of Ethnic Studies
4.	 Building a classroom community
5.	 Addressing learning differences and mental health in the 

AA&PI community
6.	 Connecting students to relevant campus resources
7.	 How to support and engage Pacific Islander students
8.	 How to address grief in the classroom
9.	 Pedagogical practices of engagement
10.	 Critical Disability Studies
11.	 Anti-Asian Violence
12.	 Health and wellness during the COVID-19 pandemic

After each semester, we consulted our FLC and added more topics 
to the list according to faculty experience in the classrooms and their 
recommendations. During the Fall 2019 faculty focus group, Dr. Daus-
Magbual, the AA&PI Student Services Director and fellow lecturer 
faculty at the time, posed the questions “What can we do to support 
our lecturers who are on the grind every day? What can we do to 
build that community so we can breathe?” Her questions, and par-
ticipants’ reflections, show awareness that ASPIRE’s programming is 
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beneficial not just for AA&PI students, but also for AA&PI lecturer 
faculty as well:

ASPIRE inspires such a great model for community collaboration 
in academia. The faculty learning community and the interactions 
with the peer mentors is something that then kind of gets kind of 
automatically replicated in the ASPIRE linked courses. There is a 
lot of seeing the student as a whole person, not just as an academic 
subject or just as a student, as well as encouraging them to kind of 
explore their own identities.

—End of semester interview participant, Fall 2019

Participants also responded by highlighting how the ASPIRE FLC 
serves as a space for non-tenure-track faculty to build community and 
professional development. This directly challenges the individualism 
and isolation that is embedded into the structure of the ivory tower.

Scaffolding Professional and Empathetic Support for Students
In addition to encouraging students’ academic success, the 

ASPIRE FLC program works to impact their non-cognitive skills 
(Borghans, Meijers, and Ter Weel, 2008; Bloom 1964 as cited in Garcia, 
2016). Broadly, these skills encompass those traits that are not directly 
represented by cognitive skills or by formal conceptual understanding, 
but instead by socio-emotional or behavioral characteristics that are not 
fixed traits of the personality and are linked to the educational pro-
cess—either by being nurtured in the school years or by contributing 
to the development of cognitive skills in those years (or both). Building 
essential skills such as self-determination, perseverance, interpersonal 
interactions, teamwork, and a critical consciousness help students 
navigate their university experience and contribute meaningfully to 
their communities, families, and workplaces.

ASPIRE FLC trainings and workshops addressed strategies for 
coping with grief, engaging student participation, and reflective con-
templative practices that contributed to faculty’s increased capacity to 
build students’ non-cognitive skills. Our FLC was able to fill a gap in 
faculty development that is growing as universities increasingly hire 
faculty lecturers who are stretched thin, often working at multiple 
institutions with limited access to any professional development, if 
any. A participant stated,

I think every year or semester, [professional development] has 
gotten more into the practical application which I appreciate. The 
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tone of coming to the ASPIRE FLC is more community-focused, 
easy, supportive, loving, and light. [It] is helpful for faculty.”

—End of semester focus group participant, Fall 2019

As opposed to a one-time professional development opportunity that 
focuses on deficits in the educator’s skills, our ASPIRE FLC provided 
an ongoing community of praxis where collective growth in a support-
ive environment was central. Faculty appreciated the opportunities to 
understand, develop, and implement humanizing pedagogy through 
a critical examination of how experiences outside of the classroom 
impact their students and themselves as educators. One partici-
pant mentioned:

The trainings I have attended as a part of the ASPIRE AAS Faculty 
Learning Community exposed me to different pedagogical tech-
niques and strategies to better incorporate the ASPIRE program 
in my classroom. The use of cultural energizers, flashcards, name 
tents, and recommendations for mnemonic devices to remember 
not only the faces and names of students, but also their stories, 
come to mind.

—End of semester self-assessment survey response, Spring 2019

During the March 2019 workshop “Attending to Grief in the Classroom,” 
for example, faculty were asked to reflect on the impact of grief in their 
own lives and the lives of their students, as well as to identify various 
assignments that would allow students to work through grief and loss 
in the classroom. The intention of the workshop was to provide faculty 
with concrete practices on coping with grief to share with students and 
build their non-cognitive skills. Two other professional development 
workshops that had a significant impact on our faculty were the Pacific 
Island Studies training and Writing Pedagogies workshop.

The Pacific Island Studies workshop helped our lecturer faculty 
understand ways to better support our students and to also be more 
intentional in our pedagogical praxis. One participant stated,

I love the notion of “our sea of islands,” decentering the impor-
tance of land, highlighting interconnectedness w/o erasing the 
islands themselves. I also loved the discussion on honoring our 
unknowns & gaps in knowledge while explaining our intentions.

—Response from workshop on supporting PI students, 
January 2018
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Faculty expanded their capacity to support the diversity of their stu-
dents by seeing ways to reframe their pedagogy and incorporate new 
stories, histories, and epistemologies. Another participant stated that 
the Pacific Island Studies workshop “makes me rethink what ‘inclusiv-
ity’ looks like in the classroom, as well as the dangers of canonization 
in an interdisciplinary field” (End of semester self-assessment survey 
response, Spring 2019).

This helps illustrate the power of these workshops: not only were 
they rooted in issues that directly impact the students we serve, but 
they also included critical approaches that teachers can reflect on and 
apply. One writing workshop participant noted how the FLC work-
shop impacted the way they teach writing:

Scaffolding that comes out of here has been really important. It 
allows us to teach more ambitious things. A lot of the exercises 
we do (writing a sentence) then building them longer and longer. 
Instead of writing out of your head (textual analysis), you have 
something to say, and these are some tools in which you can 
express that.

—Response from writing workshop, Fall 2019

Supporting our students holistically became a responsive practice for 
our FLC as we relate the content to the context of our students. We 
wanted to make sure we centered their lives and experiences in our 
pedagogical approaches in and outside of the classroom.

Constructively Challenging Our Pedagogy
Another important aspect of the workshops was that they were 

rooted in Ethnic Studies; oftentimes, in other professional develop-
ment spaces, the focus is narrowly on content and/or method. But 
our workshops asked participants to go deeper, which some expressed 
gratitude for:

We’re writing together. This has helped me as a writer too. My 
challenge in terms of Critical Pedagogy is trying to challenge theo-
ries on writing/reading because there are so many ways to write 
and read. There are so many ways to read the world. We’re creat-
ing those resources to show that reading and writing isn’t these 
standardized things.

—End of semester focus group response, Fall 2019

Workshops went beyond just teaching writing, but also included 
challenging our own biases around what writing looks like. This is 
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what sets our workshops apart. We challenged our participants to see 
teaching students to write as more than just teaching writing. One 
participant stated that, “I have been able to incorporate aspects of 
writing tools and exercises for my students. Also bringing in aspects 
to help develop emotional intelligence and reflective skills have also 
helped my students grow as people” (End of semester self-assessment 
response, Spring 2019). Ethnic Studies and critical pedagogy expand 
our FLC’s purpose in teaching and learning, creating a foundation for 
teachers to apply it in their own lives and in the classroom.

2. Developing Pedagogies of Care in the Classroom
A key theme of the ASPIRE FLC was helping faculty develop 

pedagogies of care in the classroom. In developing ASPIRE, libera-
tory education was central and influenced by critical pedagogy, Ethnic 
Studies pedagogy, and community responsive education. It is impor-
tant to understand who our students are, what they need, and how 
we create spaces for our students to reimagine the world with self-
determination and community collaboration.

Rooting Our Praxis in Purpose: Being Intentional with Our Teaching 
Philosophies

Tintiangco-Cubales et al. (2015) state that Ethnic Studies peda-
gogy is directly connected to the purpose, context, and content of 
what is being taught where the goal of community responsiveness 
is central. Dr. Allyson Tintinagco-Cubales facilitated one of our first 
FLC professional developments and guided our teachers on how to 
write a teaching philosophy that is critical, culturally relevant, and 
community responsive. Writing a teaching philosophy grounded us in 
our purpose and guided us as we navigated the school year. A faculty 
member shared:

Having drafted a teaching statement was powerful and how-
ever iterative it is year to year; I am mindful now in executing 
it in action and intent. I have utilized some approaches from 
my fellow ASPIRE colleagues that have shared their resources, 
methods, and assignments/activities with us during the learn-
ing community.

—End of semester interview response, Spring 2020

As much as faculty are expected to support students, we recognize 
our faculty members need support as well. The learning community 
meetings were intentionally organized to show care to participating 
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faculty: this was done by including a Heart Check Question1 at each 
meeting, then following with professional development and sharing 
of resources and tools by other members of faculty in the community. 
This space kept faculty accountable in making sure we narrow the dis-
tance between what we say and do.

Several faculty noted that the community meetings modeled 
this pedagogy of care, which made it easier to do the same in their 
classrooms. Respondents encouraged the building of relationships and 
connections between and among the program’s students and instruc-
tors through various mechanisms, including having instructors meet 
with each student in the class. One participant shared that they found 
reassurance in the FLC. They stated that “taking the time to build 
community with my students in creative ways to support their mental 
health during this semester was of the utmost importance” (End of 
semester self-assessment response, Spring 2019).

Providing a Humanizing and Collaborative Environment for 
Lecturer Faculty

For participants, the FLC provided a humanizing space for teach-
ers to learn from one another, express their challenges and triumphs 
in the classroom, and celebrate each other’s successes. ASPIRE’s FLC 
provided faculty with tools, resources, and training that enabled them 
to holistically support their students and help them succeed both in 
and outside the classroom. One faculty member stated:

ASPIRE has destigmatized caring as a faculty member and has 
allowed me to be more personal with my students and express 
more vulnerability because it’s a model that ASPIRE and other 
ASPIRE participants have demonstrated to me. I really appreciate 
that ASPIRE values the whole person for both students and faculty.

—End of semester focus group response, Fall 2019

ASPIRE FLC participants expressed that increased capacity to support 
students with non-cognitive skills, such as interpersonal communica-
tion and collaboration, allowed for not only their students’ success 
within the academic setting, but also related to their success in navigat-
ing the world outside the university. In addition to expanding faculty’s 
capacity to support students holistically, respondents most frequently 
discussed how the community increased their ability to develop peda-
gogies of care in the classroom.
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The ways that ASPIRE has developed pedagogies of care have 
been through various approaches, including:

•	Providing students with name tents;
•	Asking Heart Check Questions in the beginning of each class;
•	Encouraging Classroom collaboration through technology;
•	Requiring an ASPIRE event in the syllabus;
•	Holding one-on-one meeting with professors and peer mentors;
•	Attending study circles hosted by ASPIRE peer mentors; and
•	Building relationships with ASPIRE peer mentors.

Interview subjects felt that the value ASPIRE placed on pedagogies of 
care made the program exceptional, and those who participated in the 
program—faculty and students alike—benefitted from the care-driven 
approach. By modeling a culture of care in the FLC, ASPIRE works to 
center caring relationships among students and faculty.

Care from the FLC to the Classroom
Fostering such relationships transforms the hierarchical roles 

between these groups, enabling them to grow, teach, and learn col-
laboratively. ASPIRE FLC emphasized the need for faculty to connect 
with and advocate for students in their classrooms. The FLC raised 
awareness among faculty of the challenges that first-generation college 
attendees, low-income, or high-need students face as they juggle col-
lege and financial, personal, housing, and immigration issues that may 
come along with their coursework. A faculty participant stated in their 
interview their “role isn’t just to teach, and it will never be to just teach, 
but it also expands into different domains of care . . . I think, with 
ASPIRE, it’s made me also become more naturally equipped to handle 
that part of the job too” (End of semester interview, Spring 2020).

As a result of their participation, another faculty discussed how 
they were now creating more “student-centered” classes as opposed 
to the “old school” practice of teaching with a “teacher-centered” 
approach that usually prioritized grading, then administrative work, 
and then lastly, student needs. This faculty, in their open-ended com-
ment from the assessment survey, stated:

I am spending more time in and out of class listening to, guiding, 
and building relationships with our students. I am consciously 
challenging myself to break out of the “banking model” of school-
ing that I’ve been accustomed to, and creating more project-based 
and hands-on in-class exercises to make the learning more 
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meaningful, relevant, and fun for all of us. I am taking more class-
room time to talk about diversity of learning approaches, how 
my assignments and assessments are tied to our course learning 
objectives, and what MY TEACHING GOALS ARE to be as fully 
transparent and HUMAN as I can be with the students.

—End of semester interview, Spring 2020

As evidenced by this comment, the development of pedagogies of care 
was demonstratively modeled in the learning community. The direct 
and essential connection between the community and “belongingness” 
they experienced played a role in understanding the importance of 
care and translating that to their classrooms.

3. Cultivating a Critical Community
The purpose of the ASPIRE FLC is to create a critical space of 

teaching and learning with Asian American and Pacific Islander ten-
ure-track faculty and faculty lecturers. ASPIRE FLC provides support 
with teaching philosophies that examine the context of and purpose 
for their teaching, combatting the individualism and isolation abun-
dant in higher education which also presented difficulties during the 
COVID-19 pandemic. We do this using barangay pedagogy, by which 
faculty work collaboratively both inside and outside the classroom. 
Daus-Magbual et al. (2019, 98) state,

Our belief and practice of justice allowed our barangay to find 
hope through our strengths, weaknesses, talents, personalities, 
and egos to reach an accord . . . Despite the challenges it took to 
navigate through the barangay building process, the catharsis that 
brought our group to understanding was achieved through our 
practices of humanization and seeing the hope in one another.

Creating an intentional space for the ASPIRE FLC to connect and co-
create knowledge went against the traditional models of teaching not 
solely as individuals, but instead as a collective whole.

Through busy schedules and teaching at multiple colleges and 
universities as faculty lecturers, it can be easy to work alone and in isola-
tion as we build our curriculum, lesson plans, projects, and assignments. 
The ASPIRE FLC allowed for a community to form. As one participant 
noted in their 2020 end of semester interview, “Being part of the ASPIRE 
faculty learning community as a novice professor allowed me to be in a 
space with veteran professors of Asian American studies.” ASPIRE FLC 
builds a cohort model of tenure-track faculty and faculty lecturers each 
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year to help in developing a meaningful relationship as a team. Another 
participant expressed, “Having a group of predominantly lecturers to 
share experiences and establish and share innovative learning pedago-
gies has been fantastic like I belong at the university, and has been a 
great support system for me” (End of semester interview, Spring 2020).

The ASPIRE FLC worked to transform a faculty learning environ-
ment from an isolated institutional setting to a connected community; 
this effort was even more significant as the FLC meetings also took 
place during the pandemic and during anti-Asian hate and anti-Black-
ness in our own communities. Instructors had to rapidly transition to 
remote learning and adapt to student needs as well as their own. As 
a result, the FLC played an important role in creating a community 
for instructors that supported the development of others. Being in 
dialogue with other FLC participants, faculty felt they had more con-
fidence to navigate difficult conversations. One participant expressed:

I am grateful for the conversations that we have engaged in 
regarding anti-Asian violence and the Movement for Black Lives. 
This dialogue enabled me to have more confidence and courage 
as I engaged my own students in discussions of racial violence.

—End of semester focus group, Fall 2019

While our ASPIRE FLCs flourished and evolved, our students and 
fellow faculty members were starting to notice the changes in our-
selves as teachers and within our students. So, when COVID-19 shut 
down the entire campus, we were worried that the community build-
ing that happened in person with our ASPIRE community could not 
be replicated online. We continued with our ASPIRE FLC meetings, 
trainings, and check-ins. A participant said:

ASPIRE provided a space to connect, to voice worries, to be lis-
tened, but also share online teaching strategies and approaches. 
I really felt that the ASPIRE community was really way ahead 
in providing personal and academic support, so I was better 
equipped for teaching online.

—End of semester interview, Spring 2020

ASPIRE worked hard to provide the necessary resources faculty 
needed to teach online and to continue cultivating a community with 
each other and our students. Through the heightened fear of COVID-19 
and not knowing when we would physically be back in the classroom, 
the ASPIRE FLC needed a space to be themselves, and to hold space 
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for important dialogues on our own health and wellness during the 
pandemic. A participant shared:

Even though we were not physically together this semester, I felt 
physically held in the ASPIRE community. I also felt very held 
by students through their joyous energy and patience through a 
difficult fall semester.

—End of semester interview, Spring 2020

Being a faculty member or lecturer faculty can be very isolating, and 
COVID-19 further isolated us from our communities with no return 
date in sight. ASPIRE breaks the isolation in teaching and creates a 
community where knowledge and praxis are shared and participants 
are encouraged to create multiple perspectives in teaching, learn-
ing, and engagement in and outside of our classrooms, even during 
a global pandemic. The ASPIRE FLC provided support during this 
most difficult time through professional support in virtual teaching 
technology, pedagogical support, emotional/psychological therapy, 
building meaningful and productive digital community amidst the 
reality of physical and human alienation resulting from social dis-
tancing, and digital collegiality. ASPIRE FLC modeled what a critical 
Ethnic Studies classroom can look like: a place where we recognize our 
teachers’ and students’ holistic selves, where we can create and sustain 
a pedagogy of care and cultivate a critical community in and outside 
of the classroom.

Taking an Ethnic Studies class brings new awareness to a critical 
consciousness and encourages faculty to continually reflect on their 
teaching praxis so that they are constantly seeking ways to better 
serve and support themselves, each other, and our students. A partici-
pant expressed:

It’s empowering to be amongst colleagues who are talking about 
the kinds of things you talk about, who share the same vision as 
you . . . using education as a tool for liberation, self-determination, 
and a transformative education that empowers students to fight 
for their community. Education for social and political justice—that 
is an education that is instilled amongst ASPIRE, within ASPIRE.

—End of semester focus group response, Fall 2019

“Cultivating a community” was a recurring theme in our 
data. The ASPIRE FLC served as a model for the university because 
it emphasized building a space that is grounded in Access, Rele-
vance, Community—the founding principles of Ethnic Studies. Our 
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classrooms focused on community building, connecting the subject 
with our lived experiences, and modeling that culturally relevant and 
community-responsive classrooms and communities exist. A partici-
pant expressed:

We’re in the moment where what we’re doing is quite relevant. 
It’s a motivation to go to work to bring your creativity and energy 
to bring this to unfold. In a different sense, we are essential to 
people’s well-being . . . We give them connection. It’s not just one 
way—if we’re giving them connection, we’re giving ourselves con-
nections. Our classrooms are unique. Even within the university, 
we have a real community with our college and our community.

—End of semester interview, Spring 2020

Our students and faculty bring their own cultural wealth (Yosso, 2005) 
and represent diverse communities. However, while we model what a 
critical classroom can look like, we are still beholden to an institution 
that continues to uphold white supremacy. Our hopes for our ASPIRE 
FLC were to address and interrogate systems of educational oppres-
sion and create spaces that can support, mentor, and love both our 
teachers and students.

CONCLUSION

Community spaces for faculty to come together must also include 
ways for faculty to undergo the same process as their students 
in the classroom . . . Faculty must go through the same process 
of unlearning, learning, relearning, reflection and evaluation, in 
order for them to be teachers that work for social justice and social 
change (Malik, 2012, 19).

The ASPIRE FLC has provided a place for faculty to engage in 
these processes of critical pedagogy. As faculty undergo the processes 
targeted at improving students’ academic success and retention, it 
logically follows suit that faculty members’ success and retention in 
academia would be affected as well. While ASPIRE was developed 
to target AA&PI student success and retention, it also resulted in the 
development of community and belonging for faculty members—
especially non-tenure-track faculty who have struggled with feeling 
underappreciated and disconnected from their departments and larger 
academic settings. Indeed, of the twenty-one faculty participants in 
ASPIRE’s FLCs, seventeen were lecturers.
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The FLC was rooted in the principles of Ethnic Studies and the 
praxis of critical pedagogy, a synthesis of theory, action, and reflec-
tion. The findings from our participants indicate that a critical praxis is 
necessary for an effective Ethnic Studies FLC to follow this synthesis. 
FLC faculty engaged with theory by participating in workshops that 
helped inform them about the various needs, issues, and experiences 
of their students, and also provided them resources to better serve 
their students holistically. Action took place through the development 
and implementation of critical pedagogy that incorporated the theories 
they learned from the workshops. Faculty practiced critical reflection 
with their newly formed critical communities of praxis where they 
can support each other, which in turn allows them to better support 
their students.

A vital part of critical praxis is an increased awareness of inequity 
and a focus on addressing that. As a result, our participants brought 
up other challenges and recommendations for potential workshops 
and trainings, including topics that will address needs our participants 
have noticed among students. Topics include supporting Southeast 
Asian students, supporting undocumented students, supporting 
South Asian students, conflict mediation, and variance in achievement 
among Asian American groups and strategies to support underrepre-
sented groups.

The ASPIRE FLC helped us understand and address the needs of 
both our AA&PI students and faculty. It allowed us to really support 
our AA&PI students during the difficult moment of distance learning 
in the height of the COVID-19 pandemic and increasing anti-Asian 
violence in the community. Learnings from the FLC still impact our 
participants’ pedagogy and allow us to be more responsive to the 
needs of our students as well as each other as colleagues. Responsive-
ness is a key component of Ethnic Studies, and AB 1460 was meant to 
ensure that the CSU system is responsive to the needs of California’s 
increasingly diverse communities. Ethnic Studies was born out of a 
collective response to the institution, and thus, Faculty Learning Com-
munities that are rooted in Ethnic Studies are necessary for effective 
implementation of AB 1460.
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NOTES

1.	 Heart Check Questions created by Dr. Arlene Daus-Magbual (2015).

REFERENCES

Alejano-Steele, AnnJanette, Hamington, Maurice, MacDonald, Lunden, Potter, 
Mark, Schafer, Shaun, Sgoutas, Arlene and Tara Tull. 2011. “From diffi-
cult dialogues to critical conversations: Intersectionality in our teaching 
and professional lives.” New Directions for Teaching and Learning 125(1): 
91-100.

Anderson, Joanna, Boyle, Christopher and Joanne Deppeler. 2014. “The 
Ecology of Inclusive Education: Reconceptualising Bronfenbrenner.” Pp. 
23-34 in Equality in Education, eds. Zhang, Hongzhi, Chan, Philip Wing 
Keung, and Christopher Boyle. Rotterdam: SensePublishers.

Banasik, MaryJo D., and Jennifer L. Dean. 2016. “Non-Tenure Track Faculty 
and Learning Communities: Bridging the Divide to Enhance Teaching 
Quality.” Innovative Higher Education 41(1): 333-342.

Bond, Nathan. 2015. “Developing a Faculty Learning Community for Non-
Tenure Track Professors.” International Journal of Higher Education 4(4): 
1-12.

Borghans, Lex, Meijers, Huub and Bas Ter Weel. 2008. “The Role of Non
cognitive Skills in Explaining Cognitive Test Scores.” Economic inquiry 
46(1): 2-12.

Cox, Milton D. 2004. “Introduction to Faculty Learning Communities.” New 
Directions for Teaching and Learning 2004(97): 5-23.

Cox, Milton D. 2002. “Achieving Teaching and Learning Excellence Through 
Faculty Learning Communities.” Essays on Teaching Excellence: Toward the 
Best in the Academy 14(4).



aapi nexus

334

Daus-Magbual, Arlene. (2015, April 1). Heart Check Questions [In-class lecture]. 
EDUC 250: Teaching and Learning Beyond the Classroom, San Francisco 
State University.

Daus-Magbual, Arlene, Daus-Magbual, Roderick and Allyson Tintiangco-
Cubales. 2019. “Pin@y Educational PARtnerships: Ethnic Studies 
Students, Teachers and Leaders as Scholar Activists.” AAPI Nexus: Policy, 
Practice and Community 16(1-2).

Daus-Magbual, Roderick. 2016. “Brown Washing Hermeneutics: Historically 
Responsive Pedagogy in Ethnic Studies.” Pp. 199-251 in The New Culture 
Wars in Ethnic Studies, eds. Sandoval, Denise M., Ratcliff, Anthony J., 
Buenavista, Tracy Lachica, James R. Marin. Santa Barbara: Praeger.

Flores, Belinda Bustos, Clark, Ellen Riojas, Claeys, Lorena, and Abelardo 
Villarreal. 2007. “Academy for Teacher Excellence: Recruiting, Preparing, 
and Retaining Latino Teachers through Learning Communities.” Teacher 
Education Quarterly 34(4): 53-69.

Freire, Paulo. 1970. Pedagogy of the Oppressed. New York: Continuum.
Garcia, Emma. 2016. “The Need to Address Non-Cognitive Skills in the 

Education Policy Agenda.” Pp. 31-64 in Non-Cognitive Skills and 
Factors in Educational Attainment, eds. Khine, Myint Swe, and Shaljan 
Areepattamannil. Washington DC: Economic Policy Institute.

Glaser, Barney G. and Anselm L. Strauss. 1967. Discovery of Grounded Theory: 
Strategies for Qualitative Research. New York: Routledge.

Kumashiro, Kevin K. 2008. “Partial movements toward teacher quality . . .  and 
their potential for advancing social justice.” Pp. 238-242 in Handbook of 
research on teacher education, eds. Cochran-Smith, Marilyn, Feiman-
Nemser, Sharon, Mcintyre, D. John, and Kelly E. Demers. New York: 
Routledge.

Lenning, Oscar T. and Larry H. Ebbers. 1999. “The Powerful Potential of 
Learning Communities: Improving Education for the Future.” ASHE-
ERIC Higher Education Report 26(6): 19-23.

Lisagor, Terri, Augustin, Frankline, Lucero-Liu, Ana and Rafael Efrat. 2013. 
“Using Faculty Learning Communities to Improve Latino Student 
Success.” Learning Communities Journal 5(5): 73-96.

Lott, Juanita Tamayo. 2018. Golden Children: Legacy of Ethnic Studies, SF State. 
Berkeley: Eastwind Books of Berkeley.

Malik, Savita Kumari. 2012. “Engaging in the Beautiful Struggle: Influence of 
Faculty Learning Communities on Teaching.” Ed.D. diss., San Francisco 
State University.

MacGregor, Jean, Tinto, Vincent, and Jerri Holland Lindblad. 2001. “Assessment 
of Innovative Effort: Lessons From the Learning Community 
Movement.” Pp. 41-48 in Assessment to Promote Deep Learning: Insight 
from AAHE’s 2000 and 1999 Assessment Conferences, ed. Linda Suskie. New 
York: Routledge.

Meiklejohn, Alexander. 2001. The Experimental College. Wisconsin: Univ of 
Wisconsin Press.



Daus-Magbual, Desai, Donnell, Kang, and Yoo

335

Ortiz, Flora Ida and Rosa Gonzales. 2000. “Latino High School Students’ 
Pursuit of Higher Education.” Aztlan: A Journal of Chicano Studies 25(1): 
67-107.

Petrone, Martha C. 2004. “Supporting Diversity with Faculty Learning 
Communities: Teaching and Learning Across Boundaries.” New 
Directions for Teaching and Learning 2004 (97): 111-125.

Shapiro, Nancy S. 2008. “Powerful Pedagogy: Learning Communities at 
Historically Black Colleges and Universities.” The Journal of Negro 
Education 77(3): 280-287.

Sueyoshi, Amy, and Sutee Sujitparapitaya. 2020. “Why Ethnic Studies: Student 
Success for the Twenty-First Century.” Ethnic Studies Review 43(3): 86-102.

Taylor, Lisa K., Bernhard, Judith K., Garg, Suchi, and Jim Cummins. 2008. 
“Affirming Plural Belonging: Building on Students’ Family-Based 
Cultural and Linguistic Capital through Multiliteracies Pedagogy.” 
Journal of Early Childhood Literacy 8(3): 269-294.

Tintiangco-Cubales, Allyson, Kiang, Peter Nien-chu, and Samuel Museus. 2010. 
“Praxis and Power in the Intersections of Education.” AAPI Nexus: Policy, 
Practice and Community 8(1): v-xviii.

Tintiangco-Cubales, Allyson, Kohli, Rita, Sacramento, Jocyl, Henning, 
Nick, Agarwal-Rangnath, Ruchi, and Christine Sleeter. 2015. “Toward 
an ethnic studies pedagogy: Implications for K-12 schools from the 
research.” The Urban Review 47(1): 104-125.

Tintiangco-Cubales, Allyson, Daus-Magbual, Roderick, and Arlene Daus-
Magbual. 2010. “Pin@ y Educational Partnerships A Counter-Pipeline to 
Create Critical Educators.” AAPI Nexus: Policy, Practice and Community 
8(1): 75-102.

Wood, J. Luke and S. Mei-Yen Ireland. 2014. “Supporting Black Male Com
munity College Success: Determinants of Faculty–Student Engagement.” 
Community College Journal of Research and Practice 38(2-3): 154-165.

Yosso, Tara J. 2005. “Whose culture has capital? A critical race theory discus-
sion of community cultural wealth.” Race Ethnicity and Education 8(1): 
69-91.



aapi nexus

336

Arlene Daus-Magbual, Ed.D. (She/Her/Isuna) is an Assistant Profes-
sor in Asian American Studies and former Inaugural Director of Asian 
American & Pacific Islander Student Services at San Francisco State 
University. Arlene holds a B.A. in Political Science from the University 
of California, Riverside, an M.A. in Asian American Studies, and a Doc-
torate in Educational Leadership from San Francisco State University.

Maharaj “Raju” Desai, Ph.D. (He/Him/Siya) is an Assistant Profes-
sor in Ethnic Studies at California State University, East Bay. Maharaj 
holds a B.A. and M.A. in Asian American Studies from San Francisco 
State University, and a Doctor of Philosophy in Education from the 
University of Hawaiʻi at Mānoa. He was the external evaluator of the 
AANAPISI-funded ASPIRE Faculty Learning Community initiative at 
San Francisco State University from 2019 to 2021.

Kira Donnell, Ph.D. is Lecturer Faculty in the Asian American Studies 
department, and the Faculty Director of Justice, Equity, Diversity, and 
Inclusion (JEDI) for the Center for Equity and Excellence in Teaching 
and Learning (CEETL) at San Francisco State University.

Jee Soo Kang, M.A. is an Assistant Director of the Strategic Learning 
Program in the Student Learning Center at the University of California, 
Berkeley. She has an M.A. in Asian American Studies from San Fran-
cisco State University and previously served as a Research Assistant 
and Peer Mentor for the ASPIRE Faculty Learning Community at SF 
State.

Grace J. Yoo, Ph.D. (She/Her) is the Dean of the College of Ethnic 
Studies at San Francisco State University. She has served as the project 
director to numerous U.S. Department of Education AANAPISI grants.


	Abstract
	Introduction
	History of the ASPIRE Faculty Learning Community
	Purpose
	Pedagogy
	Pathway
	Praxis

	Literature Review
	Methodology
	Findings and Analysis
	Scaffolding Professional and Empathetic Support for Students
	Constructively Challenging Our Pedagogy
	Rooting Our Praxis in Purpose: Being Intentional with Our Teaching Philosophies
	Providing a Humanizing and Collaborative Environment for Lecturer Faculty
	Care from the FLC to the Classroom

	Conclusion
	Acknowledgements
	Notes
	References

