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12,

A NEW VISION FOR PROMOTING EQUITY AND
INCLUSION IN ACADEMIC MENTORING
PROGRAMS

Assata Zerai and Nancy Lopez

Abstract

What are the pitfalls of conventional student, faculty, and staff mentoring programs? Despite
good intentions, how might they negatively impact Black, Indigenous, and People of Color (BIPOC),
as well as other marginalized faculty who are women, LGBTQIA+, Persons with Disabilities (PWD),
or first-generation college students (e.g., grew up in household where no parent/legal guardian
earned a four-year college degree in the United States or abroad)? How could employing an
intersectional framework —attention to the simultaneity of systems of oppression and resistance —
as inquiry and praxis transform student, faculty, and staff mentoring programs? This chapter
examines the challenges and possibilities for advancing equity and inclusion that considers
simultaneous and complex social identities and statuses of faculty, students and staff (and complex
identities such as BIPOC, women, first-generation college status, and/or PWD), as relevant to
structuring successful mentoring programs.

In this chapter, we (a) explain the vital necessity of mentoring to advance inclusive excellence, (b)
discuss mentors’ role in designing strategies for creating more inclusive educational and scholarly
environments, and (c) review impediments to successful mentoring practices that have deleterious
effects on students, faculty, and staff who are BIPOC, women, PWD, LGBTQIA+, and first-generation
college status. This review shines a light on a number of common missteps in mentoring
relationships, including senior staff and faculty members’ fixed mindsets and one-dimensional
approaches toward students, staff, and junior faculty from marginalized groups; deficit perspectives
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about junior faculty members’ intellectual contributions; color-, gender-, disability-, class-, and
other power-evasive perspectives on the part of senior faculty and their resultant lack of
intervention when students, staff, and junior faculty are targets of microaggressions and bullying;
insensitive and triggering comments by senior faculty (even as content in conventional mentoring
trainings); and lack of critical reflexivity amongst faculty who have been assigned to serve as
mentors to BIPOC, PWD, LGBTQIA+, first-generation college status, students, staff, and other
faculty.

Based on this review, we recommend several promising practices for mentoring BIPOC, PWD,
LGBTQIAH, first-generation college status, and other minoritized students, staff, and faculty at all
ranks, including but not limited to the importance of critical reflexivity and centering the assets of
mentees so that senior faculty can become better mentors to students (both undergraduate and
graduate), staff, and other faculty.

Correspondence and questions about this chapter should be sent to the first author —
zerai@unm.edu
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Introduction

As colleges and universities in the United States become increasingly diverse, it is critically important
to develop faculty from backgrounds traditionally underrepresented in higher education. Many faculty
of privileged race, gender, and class status desire to learn more about mentoring early- career faculty,
staff, and students who are from underrepresented and marginalized backgrounds. This chapter
examines the pitfalls of traditional faculty, staff, and student mentoring approaches that have
cumulative and consequential deleterious effects on Black, Indigenous, and people of color (BIPOC, to
include Asian/Asian American and Pacific Islander [AAPI], Latinx, and multiracial individuals) and
underrepresented racial minorities (URM —Black, Indigenous, and Latinx) faculty in particular, as well
as for women, LGBTQIA+ folks, persons with disabilities (PWD), or those who were in the first
generation of their families to complete baccalaureate degrees.

What is your mentoring story? Think back to when you were an undergraduate or graduate student.
Professor Kimberle Crenshaw, the African American legal scholar who coined the term
intersectionality, shared a story about mentoring as a part of her presentation at the annual meeting
of the American Sociological Association in 2016 that resonated with us. When she was a first-year
student in law school, she went to talk to one of her professors, a white man, during office hours,
and he immediately assumed that she was struggling in class. Rather than ignore his comments, she
replied: “I know Bobby and Suzy, white law students, come to your office frequently; have you ever
asked them if they are struggling in class?”

Professor Nancy Lopez, a Black Latina, US-born daughter of Dominican immigrant parents who never
had the opportunity to pursue formal schooling beyond the second grade and were rich in cultural
wealth, remembers meeting one of her graduate instructors to talk about her research interest in race
and education with the goal of producing policy-relevant research on Black Latinx communities; her
advisor, a white man, responded with disdain, “You came to graduate school so you can help your
community?” Indeed, throughout her career, Dr. Lopez received messages that research, teaching,
and community engagement about race, intersectionality, and social justice were problematic (Lopez,
2019; Muhammad & Lopez, 2023).

We tell these stories to call attention to the vital necessity of effective mentoring for the future of
academia. We ask: How could the lack of critical reflexivity about power, difference, implicit bias, and
justice impede effective mentoring of underrepresented students, faculty, and staff, including BIPOC,
LGBTQIA+, PWD, first-generation college students, and others in the global majority? How do we arrive
at a shared understanding of the definitions and praxis related to equity and racial and social justice,
and what is their relevance to effective mentoring in academia? How could critical self-reflexivity about
our own race, gender, class origin, and other systems of oppression improve mentoring for
underrepresented students, faculty, and staff?

In this chapter, we share a few best practices for mentoring faculty, staff, and students from
minoritized groups (with an emphasis on BIPOC, women, queer and trans individuals, PWD, and first-
generation college students) to ultimately help our universities and academic disciplines benefit from
the strategic advantage of justice, equity, accessibility, diversity, and inclusion (JEADI). We are
particularly attentive to the value added by intersectionality to interrogations of systemic racism,
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specifically the dynamics of individual and institutional gendered racism in the form of anti-Blackness
and their impact on the distribution of resources (Collins, 2009; Crenshaw, 1991; Dancy et al., 2018;
Zambrana, 2018; Vargas & Jung, 2021).

We argue that successful mentoring is vital for making students, staff, and faculty feel that they
belong, are respected, bring value, and are encouraged to thrive (Zambrana, 2018. In the pages that
follow, we discuss (a) the vital necessity of mentoring to advance inclusive excellence; (b) mentors’ role
in designing strategies for creating more inclusive educational and scholarly environments; (c)
impediments to successfully mentoring BIPOC, PWD, and LGBTQIA+ students and faculty; (d) common
missteps in mentoring relationships; (c) cumulative disadvantage and what it means for junior faculty
who overcome numerous challenges; (f) encouraging potential mentors to do the work to prepare to
advise, support, and advocate for BIPOC, PWD, and LGBTQIA+ students and faculty; (g) understanding
best practices for mentoring within the context of higher education; and (h) lessons learned.

The Vital Necessity of Mentoring to Advance Inclusive Excellence

Building on the work of Franz Fanon (1963) and Lewis Gordon (2006), Reiland Rabaka (2010) has
explained that our academic disciplines suffer critical decay due to a lack of intellectual diversity. This
lack of diversity emanates from “institutional racism, academic colonization, and conceptual
quarantining of knowledge, anti-imperial thought, and/or radical political praxis produced and
presented by . . . ‘especially Black” intellectual-activists” (Rabaka, 2010, p. 16). US and global Black
scholarship is undercited across academic fields (Zerai et al., 2016). We quote Rabaka here, who notes
that the intellectual works of Black scholars often do not appear in disciplinary canons. Instead of
integrating the works of W. E. B. Du Bois into mainstream sociology, for example, if Du Bois is taught
at all, his work often falls under the topic of “Black sociology.” Sometimes the ideas and creative works
of Black scholars and artists are appropriated either on purpose or because of a lack of awareness on
the part of white scholars whose work replicates ideas previously published by Black scholars without
citing those scholars (Greene, 2008). At other times racism directly contributes to the muting of Black
innovation (Rothwell et al., 2020). We add especially Black women intellectual-activists and others who
occupy various intersectional identities and characteristics, as we explain below (Zerai, 2016, 2019).

Given these omissions and the deleterious impact on knowledge production, JEADI initiatives and
perspectives are needed to benefit our educational and scholarly missions in higher education. This has
not only been theorized, it has also been documented. From the work of social scientists, behavioral
scientists, decision-makers, and organizational researchers, we know that diverse groups are more
productive, creative, and innovative (Herring, 2009). Research has shown that diverse groups generate
higher-quality ideas (McLeod et al., 1996, Loyd et al.,, 2013; de Vaan et al., 2015). And the level
of critical analysis of decisions and alternatives is higher in groups exposed to minority viewpoints
(Sommers, 2006; Loyd et al., 2013; van Dijk et al., 2017). It is thus vitally important for our campus
representation to reflect the diversity of the world, United States, and communities where we live and
work.

Diversity and inclusion foster innovation (Bell et al., 2011; Hofstra et al., 2020), and diversity and
inclusion are synergistic.
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Decision-making improves when teams embrace different points of view; independence of
thought; and the sharing of specialized knowledge. . . . Diverse groups also do better on
sophisticated problem-solving tasks than homogeneous groups because accommodating
different experiences breaks down the risk of groupthink ~ Groups that make the time to openly
discuss conflict and that want to learn from all perspectives can reap the greatest benefits of
diversity through the development of an inclusive culture. (McConahey & Vernon, 2014)

Educational institutions suffer turnover, missed opportunities, low morale, and loss of contributions
when white, established faculty in positions of power and mentors overlook and underutilize the full
potential of BIPOC, PWD, LGBTQIA+, students, staff, and faculty members and marginalize them. “At
their best, diversity and inclusion efforts work together to cultivate an empathetic understanding in
leaders and colleagues that allows them to value each other as individuals and as a whole people”
(McConahey & Vernon, 2014).

Diversity without actually including the ideas and centering the realities of all colleagues and
students is tokenism. We love it when our colleague, Dr. Kirsten Buick—chair, Africana Studies,
professor at the College of Fine Arts at The University of New Mexico—says, “Diversity means we will
be changed.” It is not enough to recruit talented faculty and students and make them just like you.
Second, in order to operationalize the idea of being changed, it is imperative that established white
middle-class continuing-generation college senior faculty members who occupy positions of power and
privilege work with their colleagues to create an inclusive departmental, college, and university culture.
This can mean different things in different settings. For example, it may (a) mean expanding the
curriculum and enlarging the previously accepted contours of an academic discipline; (b) it can include
cultural sharing, or accommodating employees who are caregivers; and (c) it can include changing the
university and disciplinary missions in ways that embrace the community cultural wealth of groups that
have been previously marginalized and it could even mean developing intersectional equity metrics
(Yosso, 2005) and establishing accountability that corresponds to these metrics. Next, we discuss ways
mentors can create more inclusive educational and scholarly environments.

Mentors’ Role in Designing Strategies for Creating More Inclusive Educational and Scholarly
Environments

As systems-thinkers, professionals addressing JEADI design strategies for creating more inclusive
educational and scholarly environments. It is important to be explicit at the outset about the
community that we want to strengthen. The National Association of Diversity Officers in Higher
Education (NADOHE) offers a three-dimensional model of higher education diversity (Worthington,
2012). We expand that definition in Figure 12.1. Constituency groups’ social identities and
characteristics reflect the intersectionality of many social statuses and positions in systems of
oppression and resistance, including race, ethnicity, class origin, parental educational attainment
(including first-generation/continuing-generation college status), current socioeconomic status,
gender, national and geographic origin, immigration status, sexual orientation and gender identity and
expression (SOGIE), foster care experience, unsheltered/homeless status, disability status, religion,
nativity, language use, tribal enrollment status, citizenship, veteran and military affiliation, DACA
(deferred action for childhood arrivals) and undocumented individuals, rural areas and counties
underrepresented in higher education within the states in which our universities are located, criminal

278



conviction history, and political ideology.

Figure 12.1
Three Dimensional Model of Higher Education Diversity

Status/Identity:

Race, Ethnicity, Gender,
Sexual Orientation Gender Identity and Expression
(SOGIE), Age, Disability Status, Deaf Culture,
Religion, Class, Tribal Nations &Territories.
National & Geographic Origin, Language Use,
Socioeconomic Status, First Generation College,
Veteran/Military, DACA/ Undocumented, NM
Underrepresented Counties, Criminal Conviction
History, Partisan Affiliation

~ Core Areas:
Recruitment & Retention
CampusClimate
Curriculum & Instruction
Research & Inquiry
Intergroup Relations & Discourse

Focal Groups:
Students: Graduate,
Undergraduate (current &
prospective)
Faculty: Continuing, Research
& Contingent, Grad Instructors

Staff Student/Faculty/Staff Achievement,
Administrators Success & Leadership Development
Trustees Nondiscrimination & Conflict
Alumni Management
Local/Global Communities Procurement/Supplier Diversity

Others Institutional Advancement

External Relations, Strategic
Planning & Accountability

Note. Adapted from three-dimensional model of higher education diversity. Adapted from
“Advancing Scholarship for the Diversity Imperative in Higher Education: An Editorial,” by R. L.
Worthington, 2012, Journal of Diversity in Higher Education, 5, p. 2. Copyright 2012 by the National
Association of Diversity Officers in Higher Education.

Recent calls for proposals from the National Science Foundation (NSF) bring attention to the critical
importance of addressing intersectionality to promote institutional change (NSF, 2020).

For example, the NSF’s Increasing the Participation and Advancement of Women in Academic Science
and Engineering Careers (ADVANCE) program requirements indicate, “All NSF ADVANCE proposals are
expected to use intersectional approaches in the design of systemic change strategies in recognition
that gender, race, and ethnicity do not exist in isolation from each other and from other categories
of social identity” (NSF, 2020). Intersectionality or attention to the co-constitution of race, gender,
class, and other axes of inequality as both analytically distinct and simultaneous systems of oppression/
resistance in a given sociohistorical context is a powerful tool for making inequities visible and helping
institutions of higher education create effective actions for advancing undergraduate student success
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(Collins & Bilge, 2016). Intersectionality is a way of understanding the world that makes visible “where
power comes and collides, where it interlocks and intersects. It's not simply that there’s a race problem
here, a gender problem here, and a class or LBGTQ problem there” (Crenshaw, 2017). Intersectionality
provides tools to analyze the multiplicative and simultaneous operation of historic configurations of
intersecting systems of oppression and their accompanying domains of power, privilege, and
oppression at the structural, institutional, disciplinary, interpersonal, and hegemonic cultural levels
(Collins, 2009). A few examples illustrate the relevance of intersectional perspectives to effective
mentoring. To employ intersectionality, for example, the types of questions to consider include:

* Though a high percentage of women are gaining entry into jobs in the university, are women
of color gaining the same types of promotional opportunities as white men—and are there
salary discrepancies when they do? How can mentors operate as champions to promote
greater levels of equity and justice to address these salary discrepancies where they exist?

* How are challenges of successful promotion and tenure amplified for women who also have a
disability? What are ways that we can design mentoring efforts to support individuals who
are both women and PWD? What does this mean for traditional tenure clocks?

* How about addressing the physical infrastructure and resources for our undergraduate
students? Are these designed with women students who are also working mothers or single
mothers in mind? How can mentors help their students to address such systemic barriers?

* What about class origin? How are the mentoring experiences of BIPOC first-generation
college students different from BIPOC continuing-generation college students? As mentors,
how can we learn to provide effective resources to promote the well-being and academic
success of our first-generation college students?

We need to make sure that we are asking these kinds of questions, setting policy and practice, and
planning for long-term solutions in ways that will facilitate responding to the unexpected. As noted by
the NADOHE, these social characteristics can be found in various focal groups (as indicated by circle 2
in Figure 12.1). In fact, it is our goal to diversify the social identities represented in those focal groups
and to promote their inclusion in core areas (as shown in circle 3 of Figure 12.1). An example relevant
to first-generation college students and those who are immigrants is designing recruitment activities
in multiple languages and focusing on families and communities —not just the individual.

Our goal is to create and foster campus climates that are welcoming and that promote cultural
humility (among all faculty, staff, and students). Further, we wish to deliver a curriculum that teaches
us about ourselves as well as to appreciate the culture of others, and include instruction that is
culturally responsive. Inclusion extends to procurement practices that encourage the use of minority-
and women-owned businesses. We want to encompass foundation work and advancement in culturally
sustaining ways, as well as to promote engagement of alumni from diverse backgrounds. Finally,
accountability must include intersectional metrics to assess JEADI performance goals. For example,
institutions of higher education generally define equity using one-dimensional metrics, such as race,
gender, first-generation college status, disability, or LGBTQIA+ status alone; yet intersectional metrics
that consider the simultaneity of race-gender-first generation college status, disability, LGBTQIA+ as
simultaneous social statuses in a given sociohistorical context is necessary for advancing equity (Lopez
et al., 2018).
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Equity is the goal. We know that we have arrived at an equitable state when social identity and
characteristics do not determine access, opportunity, and outcomes—and when there is total inclusion
in all core areas noted in Figure 12.1 (Worthington, 2012).

Recruiting talented women, PWD, people of color, undocumented citizens (Vargas, 2018)[1],
LGBTQIA+, international, or first-generation college students and faculty, inclusive of all other
communities noted in Figure 12.1 (hereafter referred to as “BIPOC, PWD, LGBTQIA+”) may require
rethinking traditional admissions, assessment, hiring, and mentoring strategies, and research shows it
is worth the effort (Herring, 2009; McConahey & Vernon, 2014; Williams, 2000; Springer, 2004a, 2004b;
AAUP, 2000). In fact, it is not about just going out and recruiting individuals from minoritized groups.
As senior faculty and staff who are often responsible for making these admissions and hiring decisions,
it is important that we do the preparatory work so that we will be able to see the promise of potential
recruits; handle recruitment processes in diversity-aware ways that are balanced with cultural humility;
and finally, after admitting students or hiring faculty from one or more minoritized groups, are
prepared to mentor our new students and colleagues in ways so that we do not reproduce academic
woundedness (as defined by Mclver, 2021; Neal-Barnett, 2003). In fact, the goal is to mentor students
and colleagues and provide necessary resources and support so that they flourish in their academic and
scholarly pursuits.

We will therefore review some impediments to successful mentoring before moving on to the
discussion of best practices in mentoring that keeps JEADI at the forefront.

Impediments to Successfully Mentoring BIPOC, PWD, and LGBTQIA+ Students and Faculty

One impediment to inclusion today is implicit bias (Jackson et al., 2014). Faculty members are
encouraged to unveil their own implicit biases that we may bring to our daily tasks, decision-making,
collective work, and mentoring and evaluation of peers and students that might form barriers to a
welcoming climate. According to researchers who have produced the Harvard Implicit Associations
tests (https://implicit.harvard.edu/implicit/takeatest.html), several implicit associations affect our
mental processing. Some implicit associations include automatic preference for thin people relative to
overweight people; automatic preference for heterosexual relative to LGBTQIA+ people; assumptions
that images held by Black individuals are weapons, relative to assumptions that images held by white
individuals are harmless; automatic preference for light skin relative to dark skin; the automatic
relative link between family and females and between career and males; and many more (see Appendix
1 for a list).

While the Harvard Implicit Associations tests are an excellent start for this journey, once mentors
have a sense of their implicit associations, they are in a better position to challenge them and to employ
proven strategies to diminish their impact. There are a number of evidence-based behavioral strategies
(Carnes et al., 2015). Here are four:

¢+ Identify and intentionally replace stereotypes with accurate information;
¢ determine hiring criteria before assessing candidates;

¢+ take your time to focus on specific information about a colleague to prevent group
stereotypes from leading to potentially inaccurate assumptions; and
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* use positive counter-stereotypic imaging by creating and taking advantage of opportunities
for contact with counter stereotypic exemplars (e.g., meet with a senior Latina botanist to
discuss her future plans and learn more about her route to success).

Finally, we can expand our repertoires (e.g., by reading the work or listening to podcasts from BIPOC,
women, LGBTQIA+, and PWD colleagues within your discipline) so we can absorb novel concepts and
tools and begin to understand lived experiences, both of which will enable the growth of cultural
humility, which has been shown to enhance commitment to equity and be the first step to creating
inclusive work environments (DallaPiazza et al., 2018).

Research shows that when we do not take the time to learn about our biases and attenuate their
effects, this can have consequences within our individual spheres of influence, as well as systemically.
The impact of implicit and explicit bias shows up with regards to the effectiveness of our letters of
recommendation (Madera et al., 2018), assessments of students’ academic performance (Boysen &
Vogel, 2009), fewer citations of women’s and BIPOC scholarship (Dion et al., 2018; Chakravartty et al.,
2018), appraisal of faculty members’ scholarship for promotion and tenure (Deo, 2018; Fang et al., 2000;
Lisnic et al., 2019; Matthew, 2016; Moody, 2010), or choices of finalists among job applicants (Moss-
Racusin et al., 2012; Player et al., 2019). Recognition of our own implicit biases is just a start. Bias is
not just an individual phenomenon. It is also structural and is visible as discrimination. The next
impediment to recruiting and mentoring talented students and faculty is the lack of recognition of the
possible cumulative professional disadvantages that may result from implicit bias and other systemic
barriers (as noted by Reade [2015]; see Appendix 2). Awareness of these roadblocks can help us
begin to remove these barriers to finding prospective students and faculty whose unique perspectives
could potentially transform our departments, disciplines, and even academia itself. Below, we
enumerate the following three potential sources of implicit bias: (a) letters of recommendation, (b)
gender stereotypes, and (c) jobs and promotions for BIPOC scientists.

Letters of Recommendation

Rice University has shown that letters of recommendation for BIPOC and non-BIPOC women
applying for graduate programs and positions have more doubt raisers and are more likely to refer
to them as students (even when the applicant is applying for a faculty position), and are more
likely to mention their family responsibilities (see https://www.sciencedaily.com/releases/2018/06/
180607133639.htm). Senior faculty may therefore wish to revisit letters of recommendation written on
behalf of their mentees, and hiring and evaluation committees may want to take these facts into
account when evaluating prospective women students and faculty or considering faculty for
promotions.

Gender Stereotypes

Research shows that hiring officials are affected by pervasive gender stereotypes, unintentionally
downgrading the competence, salary, and mentoring of a female applicant compared with an identical
male applicant. In STEM, a study with a broad, nationwide sample of biology, chemistry, and physics
hiring committees evaluated application materials of scientists for a laboratory manager position

(Moss-Racusin et al., 2012). The application materials were exactly the same. The only difference in
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the two applications reviewed was the gender of the applicant. Hiring officials rated the applicant’s
competence, amount of mentoring they would offer, and likeability.

Both female and male search committee members judged male applicants to be more competent,
more hirable, and more capable of receiving mentoring than female applicants. Mirroring other
research, ratings of likeability were higher for the females relative to males; these patterns reflect
common stereotypes that men are perceived to be more competent and women more likable. However,
liking the female applicant more than the male applicant did not translate into positive perceptions of her
composite competence or material outcomes in the form of a job offer, an equitable salary, or valuable
career mentoring. These findings underscore the point that hiring officials were affected by pervasive
gender stereotypes, unintentionally downgrading the competence, salary, and mentoring of a female
student compared with an identical male student.

Jobs and Promotions for BIPOC Scholars

A study by Stanford University researchers provides evidence of the diversity-innovation paradox in
academia that the research innovations women and BIPOC scientists introduce are devalued when it
comes to decisions about hiring and promotion. It offers extensive evidence that women and racial
minorities introduce scientific novelty at higher rates than white men across all disciplines, but they
are less likely to benefit—either through sought-after jobs or respected research careers. The findings
were published on April 14 in the Proceedings of the National Academy of Sciences (Hofstra et al., 2020).
Now that we have reviewed impediments to successfully mentoring minoritized students, faculty, and
staff we will turn to common missteps in mentoring relationships.

Common Missteps in Mentoring Relationships

Common missteps in mentoring relationships include senior faculty members’ fixed mindsets (Quay,

2017) in their approaches toward students and junior faculty from various minoritized groups; deficit
perspectives about students” and junior faculty members’ intellectual contributions; gender-, SOGIE-
, disability-, class-, and color-evasive perspectives on the part of senior faculty, and their resultant lack
of intervention when students and junior faculty are targets of microaggressions and bullying;
insensitive and triggering comments by senior faculty; and lack of critical reflexivity among senior
faculty who have been assigned to serve as mentors to BIPOC, PWD, and LGBTQIA+ students, staff, and
early-career faculty.

We explain missteps by offering a scenario that involves a junior faculty member who is a Native
American woman and is assigned to a white male mentor (as developed by Culbreath et al., 2020). The
mentor immediately assumes she will not be successful in their department because she, against his
recommendation, is pursuing an interdisciplinary community-based research topic. At the end of her
first year as an assistant professor, he indicates to the annual review committee that she “just doesn’t
have what it takes” to achieve tenure. He apparently assumes this despite her outstanding publication
record and her recent success in obtaining substantial external funding.

In this example, the white male senior faculty member cannot effectively mentor BIPOC, PWD, and
LGBTQIA+ students or junior faculty if he believes in fixed mindsets. If this senior faculty member has
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effectively mentored white junior faculty in the past, even if they have simply followed in his footsteps,
replicating his area of expertise within the discipline, it appears that he does believe in growth mindsets
for white faculty. If such a senior faculty member reverts to a fixed mindset when mentoring a Native
American woman who is a junior faculty member, for example, then he is displaying clear bias toward
his colleague. His framing of the Native American woman assistant professor and her interdisciplinary
community-based research from a deficit perspective discounts the intellectual contributions of this
Native American woman.

In the case of senior faculty displaying bias, department chairs must be given the tools and presented
with the expectation that they will step in and interrupt the bias, and even consider reassigning the
junior faculty to a mentor who is willing to challenge their own biases. Failure to do so would be an
example of color-evasive racism. “Color-evasiveness . . . acknowledges that to avoid talking about race
is a way to willfully ignore the experiences of people of color,” it is a “refusal to address race, and
its corollary racism” (Annamma, 2017, p. 157). Color-evasive racism in mentoring relationships occurs
when white faculty do not affirm the racialized experiences of students or colleagues who are people of
color.

The Association of Public and Land-Grant Universities (APLU) indicates that “[academic]
environments . . . can be ‘motivating’ or “demotivating’ in their design. We can sustain people’s natural
drive to learn [and become experts in their fields]—or we can undermine it” (Quay, 2017). In our
theoretical example, by assigning the Native American faculty member to this so-called mentor, the
department chair is creating a demotivating environment for her. This could result in a number of
deleterious effects, including that she may question her fit in the department or at the university
despite other early career accomplishments. This discussion is well informed by exploring the
cumulative disadvantage experienced by faculty, staff, and students from minoritized groups.

Cumulative Disadvantage and What it Means for Junior Faculty who Overcome Numerous
Challenges

As shown in the figure in Appendix 2 (Reade, 2015), women, BIPOC, PWD, LGBTQIA+, and first-
generation college faculty often need to overcome cumulative disadvantages to get through graduate
school, become recognized as worthy of being added to the pool of finalists, and become hired as
tenure-system faculty (Whitaker & Grollman, 2019; Buenavista et al., 2022). For example, BIPOC
faculty have to publish at a higher rate compared to white faculty to be considered worthy of being
hired for the same positions or promoted at the same rate, as shown in multiple academic disciplines
(Fang et al., 2000; Matthew, 2016; Deo, 2018). Researchers at Stanford University have shown BIPOC
graduate students and postdocs who are applying for junior faculty positions and attempting to publish
are not recognized for their novel approaches and ideas (Hofstra, et al., 2020). Minoritized faculty
surmount additional hurdles to advance in their fields and prepare to submit dossiers for tenure,
promotions, and beyond. BIPOC faculty, for example, face time taxes and are pressured to spend more
hours in service (relative to time spent teaching and researching). Furthermore, extra time preparing
for class is required for many BIPOC faculty who are not considered to be credible by their white
students (Hendrix, 1998). Such time investments are especially required for BIPOC women faculty, to
address and attempt to head off bias and racialized sexism from white and even sometimes BIPOC
students who are more apt to challenge and behave disrespectfully toward women of color faculty
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(Hendrix, 1998, 2020; Stolzenberg et al., 2019).

Nonwhite faculty members report that to be seen as “legitimate” scholars, they must do more
emotional work interacting with their colleagues around research. Almost three-quarters of
Black, Asian and Latinx professors reported “feeling a need to work harder than their colleagues
to be seen as legitimate scholars,” compared to less than half of white professors. The work
involved in supporting and mentoring students, legitimizing one’s research, and navigating
racial microaggressions is part of the “invisible labor” that most colleges and universities do not
recognize in the tenure and promotion process. (Rucks-Ahidiana, 2019; Zamudio-Suarez, 2021)

As noted above, a number of scholarly articles document these challenges (Dion et al., 2018;
Chakravartty et al., 2018; Deo, 2018; Fang et al., 2000; Lisnic et al., 2019; Matthew, 2016; Moody, 2010).
The good news is that anyone who has overcome even a sampling of these obstacles brings a wealth of
experience and inclusive excellence to one’s department, university, and academic discipline. This is a
tremendous gift to all students and faculty in your university, and especially students of color.
Minoritized faculty have faced many of these challenges during their years as graduate students,
postdocs, and junior faculty and are often prepared to mentor differently. They often understand the
importance of seeing URM students and faculty colleagues from the standpoint of growth mindsets and
do not assume fixed innate intelligence and ability, that either you “have it,” or you do not. Junior
faculty who see URM students and all students from the perspective of growth mindsets recognize that
we all learn and grow and that it is important for faculty to provide students the tools they need and
contribute to motivating environments in which to grow. Research has shown that students’ growth
mindsets flourish when we change the messages we send to them as educators (Quay, 2017). One reason
that URM faculty serve as excellent mentors to URM and all students is that they are likely to offer
crucial mentoring and professional development opportunities to their students. Finally, BIPOC, PWD,
and LGBTQIA+ mentors and supervisors who have overcome various barriers can help mentor their
students and colleagues and build a roadmap for success that avoids many pitfalls. While it is helpful
for mentors to understand these cumulative disadvantages, it is equally important for mentors to
enhance their skills as mentors.

Encouraging Mentors to do the Work to Prepare to Advise, Support, and Advocate for BIPOC,
PWD, and LGBTQIA+ Students and Faculty

As leaders and mentors, we can actively employ strategies to attenuate the impact of bias and create
more inclusive learning and scholarly environments in higher education. Two of these strategies include
cultural humility and theorizing academic woundedness.

Cultural Humility

Culturally responsive teaching, also called culturally relevant teaching, is a pedagogy that recognizes
the importance of including students’ cultural references in all aspects of learning (Ladson- Billings,
1995). It builds on individual and cultural experiences and prior knowledge. We posit that culturally
responsive mentoring recognizes the importance of including students’ cultural references in all
aspects of mentoring and must build on individual and cultural experiences and mentees’ prior
knowledge in order to strengthen our students’ sense of identity, promote equity and inclusivity in
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mentoring practices, and support the holistic academic success and wellness of all students, and
especially for students who are BIPOC, PWD, & LGBTQIA+, and so on. Culturally relevant mentoring is
just the first step.

Culturally sustaining (CS) mentoring goes a step further and (drawing from Django Paris’s work
on CS pedagogy) exists wherever mentors encourage students’ and scholars’ academic work
that “sustains the lifeways of communities who have been and continue to be damaged and erased
through schooling” (Paris, 2012, p. 93) and higher education. As such, CS mentoring “explicitly calls
for our educational institutions to be a site for sustaining—rather than eradicating —the cultural ways
of being of communities of color” (Paris, 2012, p. 93) and for mentors to serve as advocates and
accomplices in this work.

Finally, once mentors become aware of and begin praxis around culturally relevant, responsive, and
sustaining mentoring, the most important place of growth is for mentors to embrace cultural humility
(Zerai, et al, in press). In response to the concept of “cultural competence,” cultural humility is the
“ability to maintain an interpersonal stance that is other-oriented (or open to the other) in relation to
aspects of cultural identity that are most important to the [mentee]” (Hook et al., 2013, p. 2). As Hook
et al. explain, cultural humility requires:

¢ lifelong commitment to self-evaluation and self-critique;

¢ attention to fixing power imbalances (in the classroom, within our disciplines, and in our

academic departments); and

¢ developing partnerships with people and groups who advocate for others.

The gold standard for effective mentoring includes a demonstrated commitment to cultural humility.
And critical reflexivity that considers complex inequalities (Boveda & Weinberg, 2020) promotes
cultural humility. It is only with this stance that we put ourselves in true service of our students and
others whom we mentor and that we approach them with mutual respect and with the recognition that
the mentoring relationship is a space of reciprocity, where we enter with the expectation that we will
learn from each other.

Martinez-Cola (2020) offers a number of examples of cultural humility in her description of mentors
who are allies. For example, she notes that allies have the ability to recover from a disagreement. In her
words:

Disagreements are part of every relationship. Collectors are devastated when confronted with
their bias, implicit or otherwise. I almost hesitate to point out a Collector’s problematic words or
behaviors because I know they will respond as if their whole world has just collapsed. DiAngelo
(2018) describes this response as “White fragility.” What is worse is that they will expect me to
help them feel better about themselves and affirm their imagined place in my world. An Ally, on
the other hand, apologizes, uses the experience for self-reflection, and then puts in the work to
self-educate. The onus for growth is on them, not me. An Ally also knows when to push back and
when to support, when to question and when to validate. The most important aspect of a
relationship with a mentor who is an Ally is trust. They have earned a [BIPOC student’s] trust
with their consistency and humility. (Martinez-Cola, 2020, p. 38)
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Theorizing Academic Woundedness

Though the experiences of academic woundedness have been ubiquitous, especially for individuals
who are BIPOC, PWD, and LGBTQIA +, discussions of this phenomenon are only recently entering the
academic literature (Neal-Barnett, 2003, 2020; Mclver, 2020, 2021; Lee, 2021). In a 2021 survey, we
learned of multiple examples of woundedness resulting from experiences of racial and intersectional
microaggressions (RIMAs), often perpetrated by faculty, staff, advisors, and others serving as mentors
to BIPOC, PWD, and LGBTQIA+ graduate, professional, and undergraduate students. UNM Student
Counseling Center director, Dr. Stephanie Mclver, explains that the foundation of academic
woundedness comes from the concept of psychological woundedness (2020). Drawing from the work of
Ivey and Partington (2014), Mclver indicates that woundedness is the residual impact of adverse
experiences and psychic conflicts. Further, Mclver helps us to understand that one of the negative
outcomes from woundedness is rumination. Quoting Julianne Malveaux, Mclver reminds us that
microaggressions are “slights that grind exceedingly small.” One reason such slights stick with those
of us who experience microaggressions daily (Lewis et al., 2019) is that we sometimes ruminate on the
intention of the individual’s offensive actions or words. “Ruminating thoughts are excessive and
intrusive thoughts about negative experiences and feelings. A person with a history of trauma may
be unable to stop thinking about the trauma, [and,] for example, . . . may persistently think negative,
self-defeating thoughts” (Villines, 2019). In our 2021 survey results, we found evidence that students
who have been targets of RIMAs experienced negative impacts that are consistent with rumination. For
example, the majority of BIPOC, PWD, and LGBTQIA+ students report that they lost interest in daily
activities or coursework, felt a lack of energy, were less confident, had difficulty concentrating, and felt
restless, subdued, or had trouble sleeping as a result of being targeted by RIMAs (Zerai et al., 2021).

Further, the primary concern of BIPOC, students with disabilities, and queer and trans students in
our survey is the perceived inaction of authorities —staff, department chairs, faculty, advisors, and
graduate assistants who observe RIMAs and say and do nothing. Therefore, mentors can exert a
tremendous amount of power and influence on behalf of their students and colleagues when they serve
as upstanders. Students rightly expect authority figures to serve as upstanders who bear witness to
RIMAs and are courageous enough to interrupt them.

We offer upstander workshops in which we invite faculty to practice interrupting microaggressions.
In one of our skits, we depict a Black medical student who asks for guidance from a Latina nurse
who dismisses the student’s concerns about a patient who used a racial slur when referring to the
medical student. The mentor responds, “As women we are strong. And you will need to be a bit more
thick skinned if you want to succeed in the medical profession.” Our skit ends with a spotlight on
an Asian American attending physician, who clearly overhears the exchange. Our faculty upstanders-
in-training offer a number of ways to respond so that the student’s experience is validated and her
education is supported holistically. Faculty upstanders recommend that the attending physician can
move from a passive bystander to an active bystander (or upstander), by stepping into the conversation.
In this role, the attending physician has a number of options. They can offer to report the incident to
the university’s ethics, compliance and equal opportunity office; they can share the link for reporting
disciminatory incidents with the student; they can also communicate that racial slurs are not to
be tolerated by physicians, staff, or patients and point to hospital policies to this effect. Further, if
appropriate signage indicating the requirement for respectful interactions with hospital staff is not
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currently present in treatment and waiting rooms, the attending physician can contact the hospital’s
communications team to request that this signage be posted. Actions such as these can help to validate
the experiences of BIPOC, LGBTQIA+, and PWD students, staff, and faculty and disrupt patterns of
rumination and possible continued negative effects, such as academic woundedness.

Once prospective mentors learn more about implicit biases, cultural humility, and academic
woundedness, they are ready to delve into best practices for mentoring individuals from minoritized
groups.

Understanding Best Practices in Mentoring: Resources for Higher Education

In this section, we discuss resources from the National Center for Faculty Development and
Diversity, National Research Mentoring Network, and researchers promoting intersectionally
conscious collaboration in mentoring. The National Center for Faculty Development and Diversity
(NCFDD) has created a mentoring map (see mentoring map, https://ncfdd-production-file-
uploads.s3.amazonaws.com/media/399d28e3-a382-44b1-8bfa-4394ad6148d5-MentoringMap-
Interactive.pdf). NCFDD founder Kerry Ann Rockquemore has published a mentoring series in Inside
Higher Ed (2013) in which she explains that the old-school “guru” style of mentoring is insufficient for
today’s students and junior faculty. Instead, she encourages the use of a mentoring map that invites
graduate students, faculty, and other academic professionals to extend their network of mentors (see
Chapter 27 for more on networked mentoring). In today’s ever-changing landscape, and with greater
attention to work-life balanc—especially important for BIPOC and all women, individuals who are first-
generation college status, PWD, LGBTQIA+ folks, and parenting students or faculty —it is unusual for
one mentor to provide all of the support needed.

Furthermore, in the academic literature, there is a distinction between different types of mentors.
There we see mentors can range, for example, from role models, coaches, advocates, and champions,
to sponsors, and beyond. Sponsors who provide specific strategic opportunities to an individual at a
particular time are crucial (see Chapter 1 of this volume; also see Martinez-Cola, 2020).

There are several resources to grow the mentoring capacity of faculty. These include the NCFDD,
which provides a six-part series on effective mentoring, the National Research Mentoring Network
(https://nrmnet.net/), and the Center for the Improvement of Mentored Experiences in Research.
(CIMER, https://wcer.wisc.edu/About/Project/2359). These networks that provide “train the trainer”
models are excellent because they teach mentoring through skill-building. Further, they provide useful
resources, such as sample contracts that academic advisors, research advisors, principal investigators
(PIs), and chairs can establish with dissertation students so that expectations are clear concerning
coauthored publications, turn-around time for providing feedback to dissertation chapters, and the
like.

At its purest level, a mentoring relationship is a type of collaboration. Boveda and Weinberg (2020,
p. 481) offer a protocol that provides a strategy for what they call “intersectionally conscious
collaboration” to “encourage reflection on marginalized and privileged identities on how these
influence educational and professional experiences.” Such tools could be useful for mentors. In
reflecting on social and spatial location, mentors may pose questions that result in “reflection on
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marginalized as well as privileged identities, and on how these influence(d) educational and
professional experiences.” This information may be helpful to cocreating “professional roles and
responsibilities, . . . to assess how educators” identities may influence the experiences of students.”
This information sets the stage for collaborators in a mentoring relationship who can build from this
base of knowledge and discussions about the respective goals of mentor and mentee to negotiate
expectations on the basis of a shared understanding of respective strengths.

An Example

Dr. Lépez offers an example of intersectional inquiry that yields effective mentoring and
collaboration. She starts with an intentional conversation that invites the mentor and mentee to share
their respective positionalities, experiences, academic background, and hopes for their intended
scholarly pursuits (see Appendix 3 as an example of a tool for cultivating a critical reflexive praxis
centered on intersectionality). She always asks, “Is there anything else you would like me to know.”
This could be done verbally or in writing to accommodate introverted students. Sharing the answers to
these questions may be the beginning of a productive and collaborative relationship between a mentee
and mentor.

The following is a composite reflection of the mentoring meetings that Dr. Lopez had with numerous
BIPOC students who seek her mentorship for pursuing doctoral studies:

Dr. Lopez: Thank you for reaching out. I find that it is powerful to start a mentoring
relationship by sharing a bit about our differences and similarities in our identities in our
positionalities in systems of inequality. I'd like to start with sharing a bit about myself. I am
a U.S.-born Black Latina. My first language is Spanish. My parents are Dominican immigrants
who worked in the garment industry sweatshops in Lower Manhattan in New York City for mostof
their lives. I grew up in New York City public housing and attended de facto segregated public
schools. I participated in upward bound, a federal program for those who are first in their
families to earn a college degree. I earned a BA in Latin American Studies from Columbia College,
Columbia University, and earned a doctorate in sociology from City University of New York
because I want to do research that I hope makes a difference for communities like the one I grew
up in. I've been teaching at UNM for over 20 years. I am married to a Brown-skinned Chicano
man artist and gallery curator who has deep roots in NM. We have two adult daughters. Now I
invite you to think about your social and spatial location and share any parts of your identity that
you think will help us work well together. Please only share information you are comfortable
sharing.

Lucia Rodriquez’s (composite undergraduate mentee) response: Gracias profe! Thank you
for sharing your background. Espafol es mi primer idioma también! [Spanish is also my first
language]. I love that I can speak to you in Spanish. I actually shared your TED en Espanol talk
about the Census with my mother. I am a white Latina or Whitina—Mexican American born and
raised in the U.S. Sometimes people are shocked to learn that I'm Latina because, according to
them, “I don’t look Latina.” I also identify as LBTQIA+, and I am not out to my family. My mom
is an educational assistant, and she earned a GED. My father only when to middle school, and he
is undocumented. I want to go to graduate school so I can become a professor and teach at the
university. I want to do research on the health consequences of racism for undocumented
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immigrants.

This sharing allows for clarification in the ways that structural inequalities may be different for
my mentee and myself. While Lucia and Dr. Lopez could say that they are both the children of
immigrants, Spanish is their first language, and they have similar class origins and ethical and political
commitments, they also had major differences in terms of citizenship status, racial status, LGBTQIA+
status, and ethnicity (Zambrana, 2018; Yuval-Davis, 2011). Baca Zinn and Zambrana (2019) state:

We caution that “Latino/Latina” as a social construct must be problematized, that it is
complicated by differences in national origin, citizenship, race, class, and ethnicity and by the
confluence of these factors. An intersectional approach seeks to reveal and understand how they
shape social experience. (p. 678)

Dismantling the myth of a homogenous Latinx experience for Latinx undergraduate students,
graduate students, staff, or faculty is important for practicing inclusive mentoring. An intersectional
approach to mentoring includes not adding oppressions (race + gender + class origin + LGBTQIA+
status) to assess who is most oppressed but rather understanding our very different experiences with
systems of oppression (Bowleg, 2008). To round out the discussion in this chapter, we next discuss
some lessons learned.

Lessons Learned

So, you want to improve your mentoring? Below are some notes on lessons learned.

1. At the individual level, practice ongoing and lifelong critical reflexivity. Part of this is critical
reflection on your own positionality in grids of power (race, gender, class as in your first-
generation college status, disability, citizenship, LGBTQIA+ status, etc.) and considering how
that influences your approach to mentoring. This does not mean that you cannot be an
effective mentor if you differ from your mentees, but it does mean that you are consciously
taking all those things into consideration in creating a productive collaboration.

2. At the institutional, unit, and department level, challenge deficit narratives and approaches
to marginalized and underrepresented communities. When you hear discourses about equity
and excellence as mutually exclusive or discussions about “fit” or “at-risk” students, invite
your colleagues to center the cultural wealth of staff, students, and faculty. Ask what it
would mean if we acknowledge that students who are parents, have family responsibilities,
or come from minoritized communities possess experiential knowledge that can improve our
institutions, disciplines, and services in the university (Yosso, 2005). What would it mean if
we eschewed race-, color-, class-, gender-, sexuality-, disability-, and power-evasive
narratives in our mentoring and support of students by explicitly engaging in critical
reflexivity, not as individual supervisors or faculty, but rather as whole departments across
time?

3. At the university-wide level, create a community of practice, a convergent space, with
colleagues across different sectors (faculty and staff governance, high-level administrators)
for sharing strategies and approaches for mentoring that work with students who are what
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Elisa Sanchez, lifelong activista and education subcommittee member of the New Mexico
Governor’s Advisory Racial Justice Council, calls “at- promise” (here we challenge the notion
of “at-risk”), but are often overlooked in mentoring approaches. Create accountability
structures when units fail to engage in these conversations and refuse to become a part of
the solution. Discuss how you plan to create intentional mentoring experiences that
challenge business as usual and one-size-fits-all mentoring approaches. Question your
assumptions, and imagine the possibilities when embracing mentoring with renewed
purpose and clarity as we harmonize our mentoring practice from the individual to the
department and university levels. Ask yourself, your colleagues, and university
administrators, how would we know we have been successful in transforming our mentoring
praxis (action and reflection)?

Conclusion

In this chapter, we have described the vital necessity of mentoring to advance inclusive excellence,
mentors’ role in designing strategies for creating more just educational and scholarly environments,
and impediments to successfully mentoring BIPOC, PWD, and LGBTQIA+ students and faculty and
common missteps in mentoring relationships. Though minoritized groups often experience cumulative
disadvantage that has major consequences for their success as students, staff, or faculty, when
members from these groups have overcome these numerous challenges, they are poised to contribute
to universities and disciplines in multiple and unique ways.

We encourage all prospective mentors to do the work to prepare to mentor BIPOC, PWD, first-
generation college status, and LGBTQIA+ students, staff, and faculty. We posit that the gold standard
for effective mentoring must include a demonstrated commitment to cultural humility. We point
readers to national resources to improve their mentoring. Finally, we share examples, including how
intersectional inquiry yields effective mentoring and collaboration by applying Boveda and Weinberg's
(2020, 2022) intersectionally conscious collaboration to mentoring.

In the future, we recommend the importance of developing mentors’ cultural humility, their facility
with strengths-based perspectives, fortifying their growth mindsets in their approaches to students,
staff, and early career faculty, and learning to appreciate the cultural wealth of BIPOC, PWD, and
LGBTQIA+ colleagues. In the end, high-impact strategies for senior faculty mentors include promoting
culturally sustaining pedagogy, mentoring and research, and developing critical self-reflexivity so that
they actively challenge their own biases. At the institutional level, ethical accountability can be
practiced through setting department-, college-, and university-level metrics for annual reviews,
promotions, and special awards that reward senior faculty for their improvements in mentoring
students, staff, and colleagues who are BIPOC, PWD, and LGBTQIA+. We recommend future research
focused on case studies of academic departments making changes across time to measure the
effectiveness of mentoring strategies guided by the principles of inclusive excellence. This would
include interviews with students, staff, and faculty who are BIPOC, first-generation college status,
PWD, and LGBTQIA+ to focus on their experiences with mentors in order to identify their perspectives
concerning successful mentoring as well as their recommended areas for improvement.
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Appendix A: Implicit Associations Tests

https://implicit.harvard.edu/implicit/takeatest.html

Asian American (Asian — European American IAT). This IAT requires the ability to recognize
white and Asian-American faces as well as images of places that are either American or foreign
in origin.

Presidents (Presidential Popularity IAT). This IAT requires the ability to recognize photos of
Donald Trump and one or more previous US presidents.

Weight (Fat — Thin IAT). This IAT requires the ability to distinguish faces of people who are
obese and people who are thin. It often reveals an automatic preference for thin people relative
to fat people.

Sexuality (Gay — Straight IAT). This IAT requires the ability to distinguish words and symbols
representing gay and straight people. It often reveals an automatic preference for straight people
relative to gay people.

Disability (Disabled — Abled IAT). This IAT requires the ability to recognize symbols
representing abled and disabled individuals.

Race (Black — White IAT). This IAT requires the ability to distinguish faces of European and

African origin. It indicates that most Americans have an automatic preference for white over
Black.

Weapons (Weapons — Harmless Objects IAT). This IAT requires the ability to recognize white
and Black faces, and images of weapons or harmless objects.

Gender - Science. This IAT often reveals a relative link between liberal arts and females and between
science and males.

Skin-tone (Light Skin — Dark Skin IAT). This IAT requires the ability to recognize light- and
dark-skinned faces. It often reveals an automatic preference for light skin relative to dark skin.

Religion (Religions IAT). This IAT requires some familiarity with religious terms from various world
religions.

Gender - Career. This IAT often reveals a relative link between family and females and between
career and males.

Arab-Muslim (Arab Muslim — Other People IAT). This IAT requires the ability to
distinguish names that are likely to belong to Arab-Muslims versus people of other
nationalities or religions.

Native American (Native — White American IAT). This IAT requires the ability to recognize
white and Native American faces in either classic or modern dress, and the names of places
that are either American or foreign in origin.

Age (Young — Old IAT). This IAT requires the ability to distinguish old from young faces. This
test often indicates that Americans have an automatic preference for young over old.

Transgender (Transgender People — Cisgender People IAT). This IAT requires the ability to
distinguish photos of transgender celebrity faces from photos of cisgender celebrity faces.
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Appendix B: Cumulative Professional Disadvantage

This image may help to address the ubiquitous merit issue and explain what we mean by inclusive
excellence. BIPOC folks have not only risen to the top in terms of their academic accomplishments;
many have also overcome cumulative professional disadvantage. What an amazing resource for our
students!

L
Excessive Alienation Issues of eads to

Assumptions, demands Inadequate and modesty cumulative

and lack of

and mentoring BoRs : .
assignments recognition pro::gtion ;rot;asm:nal
Isadvantage

stereotypes, | Isolation
implicit biases

Note. From “Creating change from the middle”, Joan Reede, Presentation at the American Public
Health Association, 2015 https://apha.confex.com/apha/143am/webprogram/Paper338142.html
Thanks to University of Illinois at Urbana-Champaign Professor Wendy Heller for this image.
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Appendix C: Tool for Cultivating a Critical Reflexive Praxis Centered on Intersectionality

What’s your intersecting social location and experience in social structures of inequality?
An Invrtatlon to On-gomg Intersectional Self-Reflexivity About

Difference, Power, Privilege imination, Resistance and Social Justice Praxis

* RacefColor/”Street Race”

We didn’t
as a Master Status
* Tribal/First Nation Status oo FStent Gondar create these
* Ethnicity e systems of
s as a Master Status .n I.t
N ; tg * Sexual Orientation Inequaiity,
A Rncles il * Sex Assigned at Birth bUt we are 0”
i il located within
* Nationality/Citizenship
* Documented Status them,
: invitation to
N > : critical on-going
ocioeconomic Status (SES) . N .
S Status (SES E
. * Class Origins{SES: Parental self 'lmpllca ting
Educational Attainment, reflexivit
*Age Occupation, Income, Wealth; 'ﬂ y y
* Disability Status * Individual SES: Educational ,,(reﬂectlon &
* Body / Embodiment llkrtainme\;\/t olilcupan'on, ~ action) for
ep ncome, Wealth; S
. SECPAIRE * Partner SES: Educational 'nd"”dual and
Parental Status Attainment, Occupation, systems-level
* Caregiver Status Income, Wealth; 2 M %
* Household Net Worth; SOClanUStICE
* Social Networks; transformation

* Social Honor/Esteem

[1] Vargas (2018) rightly coins the term “undocumented citizen,” defined as individuals who live and work,
pay taxes, and/or contribute to US talent pools, and simply do not possess citizenship documentation.
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