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Mentorship programs for Native American (NA) faculty in science, technology, engineering, and
mathematics (STEM) fields hold significant promise toward developing, recruiting, and retaining NA
members of the professoriate. In 2018, a qualitative study was conducted that explored experiences, and
mentoring relationships that enhanced or inhibited professional development and career advancement of
NA faculty and instructors in STEM fields. The study used Indigenous Research Methodologies to
coconstruct a conversational moderator’s guide aligning with Indigenous community ontology. Interview
questions were developed from the existing literature and programs and the project teams’ expertise.
Twenty-three NA faculty and instructors and a postdoctoral trainee in STEM fields participated in the
interviews. Transcripts were coded, organized, and interpreted. Themes and subthemes were generated,
which were noted for relevance to the theoretical framework. Participants described their experience
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working in higher education as viewed through their academic, social and cultural values, relationships, and
responsibilities. Common themes included the (a) importance of peer, senior and community mentors,
(b) value of oral presentation to professional development, (c) need for social connectedness and work–life
balance, and (d) importance of increasing institutional knowledge about Indigenous values and research
methodologies. Several themes aligned with TribalCrit, allowing for a strong critique of NA faculty
mentoring by NA’s in higher education. The narratives underscore the need for institutions to deliver
professional development and mentoring programs for NA faculty and for administrators to strengthen
institutional supports to improve NA faculty achievement.

Keywords: Native American, faculty development and retention, mentoring, tribal critical race theory,
STEM fields

Developing an IndigenousMentoring Program for Native
American Faculty in STEM Fields: A Qualitative Study

Native American (NA) faculty in science, technology, engineer-
ing, and mathematics (STEM) fields represent the resiliency of the
greater NA community. More NA faculty in STEM (NAF-STEM)
are needed to impart their scientific knowledge of the natural world
and conduct, participate in, and drive relevant research on NA issues
and within NA communities (Smith, 2013; Wilson, 2008) to im-
prove health outcomes and the social, economic, and environmental
conditions in NA peoples and communities.
Recruitment and retention of NAF-STEM is also critical to the

development of the future professoriate and recruiting and retaining
NA students (Oritz-Walters & Gilson, 2005). Indigenous and
graduate students of color value diverse faculty and are more
satisfied when they have mentors of color (Jayakumar et al.,
2009). Postsecondary NA enrollment is increasing and currently
stands at 0.1 million (or 1%) according to the National Center for
Education Statistics of total number enrolled (de Brey et al., 2019).
In 2017, the National Science Foundation Alliances for Graduate

Education and the Professoriate Transformation (NSF AGEP-T)
funded University of Montana (UM), Sitting Bull College (SBC),
and Salish Kootenai College (SKC) to create a multicomponent
model to enhance the retention and professional success of NAF-
STEM. The three components developed for the model were a
mentoring program; publication and grant writing preparation; and
an institutional support program focused on faculty retention. The
mentoring program component was developed using qualitative and
Indigenous Research Methodologies (IRM) approaches. The focus
of this paper is to describe the study that informed the mentoring
program.

Contextualizing Native American Faculty Experiences

NA faculty are valuable professionals, often with strong ties to
Indigenous communities, students, and cultural knowledge bases.
Yet, limited opportunities persist for professional development (Mack
& Winter, 2016). These include underrepresentation in leadership or
administrative positions (Bischel & McChesney, 2017); inadequate
and insufficient culturally relevant mentoring (Walters et al., 2016;
Zambrana et al., 2015); discrimination and ethnic or racial bias
(Hartlep & Ball, 2019; Turner et al., 1999; Victorino et al., 2013);
increased administrative scrutiny; and an environment of cultural
homogeneity (Hartlep & Ball, 2019; Menges & Exum, 1983; Nivet et
al., 2008;Walters et al., 2019); differences in Indigenous andWestern
perspectives on knowledge (Brayboy et al., 2012), and exposure to
chronic micro-aggressions (Clark et al., 2011; Smith, 2013).

Additional literature suggests that NA barriers to faculty career
advancement is contextualized within settler colonialism (Tuck &
Yang Wayne, 2012; Walters et al., 2019). For example, NA faculty
typically experience distinctive diminishing settler colonial verbal
and nonverbal messages from their students, colleagues, and admin-
istrators (Walters et al., 2019). Some scholars have suggested that
“settler anxiety” (Tuck & Yang Wayne, 2012) is parallel to “White
Fragility” (DiAngelo, 2011) and occurs among non-Indigenous
peoples because the presence of NAs in the academy is a reminder
that the settler colonial project is unfinished (Tuck & Yang Wayne,
2012; Walters et al., 2019). To reconcile settler anxiety, non-
Indigenous peoples frequently use strategies to diminish NA identity,
render them invisible (i.e., ignoring at meetings) or not credible (i.e.,
authenticity challenges), or “savable” (i.e., protecting the vanishing
Indian; Walters et al., 2019). Identifying strength-based persistence
narratives and strategies that reject the colonialist trappings of NA
faculty powerlessness, invisibility and victimization would benefit
all faculty (e.g., NA and non-NA), as well as the institution (Walters
et al., 2019). An additional challenge of NA faculty career advancement
often mentioned is cultural taxation, which is the extra, uncompensated,
and institutionally unrewarded work that is disproportionately placed
upon NA faculty members (Jaime & Rios, 2006; Walters et al., 2019).
NA faculty are often asked to serve as liaisons between tribal
communities and institutions—roles for which they are often
uncompensated in terms of instructional load reduction, buyout,
or institutional metrics for career advancement. Institutional sup-
ports need to recognize and mitigate the burden and stress of
cultural taxation in NA faculty.

In 2016 a nine-module program was developed and implemented
for facultywhomentor, or who are interested inmentoring, NASTEM
undergraduate and graduate students (Brown & Komlos, 2019). The
program provides training for faculty, administrators, and staff to learn
about NA values, epistemologies, and IRM (Brown et al., 2020;
Windchief et al., 2018). To date, 323 faculty, staff, and administrators
at four Montana institutions have completed the program (Windchief,
2021). The structure and content of this program helped guide our
initial discussions about what a mentoring program for NAF-STEM
might look like, but more importantly, informed our approach in how
to develop this kind of program for NA STEM faculty.

The processes to de-colonize education are underway as more
NAs earn advanced degrees and become faculty (Beech et al., 2013).
Similar to our study, others are describing the lived experiences of
NA faculty (Elliott et al., 2010; Walters et al., 2019) and graduate
students (Windchief et al., 2018) to increase awareness for creating
nondiscriminatory spaces and reducing barriers to NA educational
and career advancement. However, our approach builds upon
previous research by engaging faculty and instructors at Tribal
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Colleges and Universities (TCUs) and Predominantly White Insti-
tutions (PWIs) in conversations that expand the diversity of testi-
mony and views on this topic.

Tribal Critical Race Theory

Our study incorporated Tribal Critical Race Theory (TribalCrit;
Brayboy, 2005) to help us organize and assess data from the
interviews conducted with NA faculty and instructors. Though
TribalCrit has been used as an analytical tool, to our knowledge,
this approach has not been used in previous studies specifically
exploring the lived experience of NA STEM faculty. TribalCrit is
designed to illuminate the issues of Indigenous peoples in relation-
ship to the U.S. and its laws and policies (Brayboy, 2005). TribalCrit
is characterized by nine tenets (see Table 1) and is a theoretical
framework generating truths about colonization in larger social and
structural contexts, facilitating change (Brayboy et al., 2012).
TribalCrit also seeks to construct an interpretation of reality by
helping individuals to name their reality through storytelling
and counter-storytelling (Writer, 2008). This process provides a
framework by which NAs may represent themselves in a self-
determined manner (Dellinger et al., 2016).

Purpose of the Study

The purpose of this study is to explore personal, relational, and
collective experiences, and mentoring involvement that enhance or
inhibit professional development and career advancement of NA
faculty and instructors in STEM fields. These data will help inform
the content and configuration of a mentoring program for NA faculty
and instructors in STEM.

Positionality of the Co-Authors

The 21-member co-authorship team includes NA and non-NA
faculty, students, and researchers who are situated at TCUs or PWIs.
Eighteen of the co-authors are NA. Of these, 13 are STEM faculty or

instructors who were interviewed for the study; five are faculty,
program coordinator, or student researchers on the project team.
Three of the co-authors are non-NA, of these, two are faculty
members and one is a postdoctoral fellow on the project team.
The diverse research team shared a common purpose of wanting to
understand and convey the collective values and experiences of NAs
working within the 2- and 4-year colleges and universities. Our
varying perspectives and positionalities helped de-colonize tradi-
tional research processes and authorship protocols and created a
replicable method that others can adopt.

Method

Project team and Advisory Board members used Indigenous
Research Methodologies (IRM) to coconstruct a conversational
moderator’s guide to align with Indigenous community ontology.
Indigenous Research Methodology acknowledges and validates the
longstanding tradition among Indigenous communities of generat-
ing scientific knowledge through processes of observation and
experimentation congruent with their cultural values (Mazzocchi,
2006; Snow et al., 2016). In contrast to the positivist notion that all
science be completely objective and free from bias, IRM is both a
precursor to and born out of methodological antipositivism—

demanding flexibility on the part of researcher in responding to
cultural norms, values, and practices (Starblanket, 2018). Thus,
our open-ended conversational guide/method accommodated prin-
ciples of NA oral traditions, including respect for each partici-
pant’s story, and allowing each research participant greater control
over what they wished to share with respect to the research
questions (Kovach, 2009). To further de-colonize the NA—
Western relationship and apply IRM, all participants were invited
to provide critical feedback on the interpretation of findings,
relevancy and relationality of the work (i.e., does the research
assist the community and can the community make sense of the
research?), dissemination of the results, and co-authorship on the
paper. Advisory Board members reviewed and approved the paper
before submission. Engaging the research participants and Advisory
Board members helped create relationships throughout the entirety of
the research.

The conversational moderator’s guide was based on existing
literature and career enhancement and/or mentoring programs
(Kosoko-Lasaki et al., 2006) for women and minority faculty,
and Fictive Kin (Tierney & Venegas, 2006) that considers tribal,
institutional, and identity differentiation, embedded in the values of
NA higher education. Based on existing literature, broad categories
of personal, relational, and collective experiences, and mentoring
relationships that enhanced or inhibited professional development
and career advancement were developed as a framework bywhich to
examine the research topic. The final guide included nine questions.
Of these, five questions explored personal and relational values and
experiences and mentoring relationships that enhanced or inhibited
career advancement and professional development of NAF-STEM
(see Table 2). This paper reports the outcomes for these questions.
Four questions explored the configuration of a mentoring program
for NAF-STEM. The outcomes for these questions and the initial
implementation of an Indigenous Mentoring Program for NAF-
STEM faculty will be reported elsewhere.

Recruitment efforts included snowball sampling and convenience
sampling methods, flyers distributed at national science conferences
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Table 1
Nine Tenets of Tribal Critical Race Theory (Brayboy, 2005; p. 429)

Tenet 1: Recognition that colonization is endemic to society.
Tenet 2: U.S. policies toward Indigenous peoples are rooted in imperialism,
White supremacy, and a desire for material gain.

Tenet 3: Indigenous peoples occupy a limited space that accounts for both the
political and racialized natures of our identities.

Tenet 4: Indigenous peoples have a desire to obtain and forge tribal
sovereignty, tribal autonomy, self-determination and self-identification.

Tenet 5: The concepts of culture, knowledge, and power take on new
meaning when examined through an Indigenous lens.

Tenet 6: Government policies and education policies toward Indigenous
peoples are intimately linked around the problematic goal of assimilation.

Tenet 7: Tribal philosophies, beliefs, customs, traditions, and visions for the
future are central to understanding the lived realities of Indigenous
peoples, but they also illustrate the differences and adaptability among
individuals and groups.

Tenet 8: Stories are not separate from theories; they make up theory and are
therefore, real and legitimate sources of data and ways of being.

Tenet 9: Theory and practice are connected in deep and explicit ways such
that scholars must work toward social change.

DEVELOPING INDIGENOUS MENTORING FOR NAF-STEM 3



and at TCUs and PWIs primarily in the Pacific-Northwest/Plains
region. Inclusion criteria included being NA faculty, postdoctoral
trainee, or TCU employee in STEM or related disciplines. One NA
and two non-NA project team members conducted the interviews.
Participants completed a demographic survey.
Interviews were digitally recorded and ranged in length from

45 to 111 min (average 60 min). Audio files were transcribed and
formed the units of analysis. Utilizing inductive methods, saturation
was identified when, across interviews, no additional data were
being found and the properties of emergent categories (or codes)
could be developed (Glaser & Strauss, 1967; Saunders et al., 2018).
Member checking took place in two forms. First, at the conclusion of
each interview, where the moderator summarized and reviewed
responses to confirm accuracy of data with each participant. Second,
member checking occurred after analysis, where synthesized data
from the entire sample was presented to participants to provide an
opportunity for individuals to consider how and if their experiences
fit with those of the group (Birt et al., 2016). Inductive methods for
content analysis were applied by two researchers (first and second
co-authors), described briefly as follows. First, open coding was
performed to establish an initial coding frame; next, lists of codes
were assembled under higher-order groupings to bring together data
that were similar or related; finally, themes and subthemes were
generated, labeled using content-derived words (Elo & Kyngäs,
2008). The content analysis was broadly guided by the framework of
personal, relational, and collective experiences that enhanced or
inhibited professional development, including additional emergent
categories, and the researchers’ cultural understanding and perspec-
tive. The draft was refined to develop a detailed coding frame, which
was applied to the transcripts by the second co-author. To examine
the trustworthiness of the coding frame and its application, an
intercoder reliability (ICR) process was completed (O’Connor &
Joffe, 2020). A third member of the research team (third co-author)
applied the coding frame to a random 10% of total coded units.
Agreement was evaluated, and disagreements across the two coders
(second and third co-authors) were resolved through discussion and
informed the refinement of the coding frame. The statistical package
IBM SPSS Statistics for Windows, Version 25.0 was used to
calculate Cohen’s kappa statistic (Cohen, 1960). The resulting
statistic was κ = 0.820, indicating strong agreement across coders
(Landis & Koch, 1977). The research team also explored how
themes and subthemes resulting from the interviews were relevant
to the nine tenets of TribalCrit. The qualitative analysis software
program NVivo 10 (QSR International Pty Ltd., 2010) was used
to facilitate data organization and management. Institutional
Review Board approval for the study was obtained from UM,
SBC, and SKC.

Results

Description of Participants

Twenty-three NA faculty in STEM participated in the interviews.
See Table 3 for participant characteristics.

Description of Themes and Subthemes and Their
Relevance to TribalCrit

Common themes and subthemes for understanding personal, rela-
tional, and collective experiences, and mentoring relationships that
enhanced or inhibited career advancement and professional develop-
ment were identified through the analysis of the interviews. Major
themes included values, mentors and mentoring relationships, and
general barriers to success. Several major themes and subthemes
aligned with TribalCrit, allowing for a strong critique of NA faculty
mentoring as viewed by NAs in higher education and supported by
critical perspectives from this framework and theory. These results are
described below with participant comments using pseudonyms to
provide examples and to elevate the voices of NA faculty. Tables
following each section provide summaries for the theme and sub-
themes and their relevance to TribalCrit.

Values

Participants discussed how their values impact academic life.
Though values may differ between NA communities, the recurring
themes included values related to the relevance of research for com-
munity; the importance of relationships inside and outside of academia;
an emphasis on their responsibility to serve NA students; the tension of
balance between academic and family or community identity; and
respect for participating in cultural activities (see Table 4). The themes
presented in this section illustrate how personal, relational, and
collective experiences that are positioned within NA values, if
recognized and supported by institutional supports and mentoring
programs, can enhance professional development and career
advancement of NA faculty and instructors in STEM fields.
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Table 3
Participant Characteristics (n = 23)

Demographics Range or %, and (n)

Age range (years) 28–59
Female 64% (n = 14)
Professional title
Instructor 22% (n = 5)
Assistant professor 35% (n = 8)
Associate professor 30% (n = 7)
Postdoctoral fellow 4% (n = 1)
Other 9% (n = 2)

Institutional affiliation
Tribal college or university 30% (n = 7)
Predominantly White 4-year institution 65% (n = 15)
Other academic setting 4% (n = 1)

STEM area
Science 52% (n = 12)
Engineering 17% (n = 4)
Mathematics 4% (n = 1)
STEM-related fields 26% (n = 6)

Note. STEM = science, technology, engineering, and mathematics.

Table 2
Interview Questions

How do Indigenous values play a role in your professional/academic life?
How do you balance your values and the expectations of academia?
How can mentoring activities support the balance of your values and the
expectations or requirements of your profession?

Please describe a positive mentoring relationship you’ve had in your life (this
can be formal or informal).

Who are your mentors?

4 BROWN ET AL.



Relevance of Research for Community. The drive for post-
secondary education and chosen research area was frequently
described as rooted in lessons learned from family and home
community. Participants discussed the importance of attaining
education so that they can “give back” to their tribes and/or
communities (Page-Reeves et al., 2019), choosing a research
path that directly supports NA people, water, plants, and the
land, or selecting methodologies or strategies within a specific field
that best align with their Indigenous values. L. P. described the
importance of relevance and accessibility to her research,

I think that one of the things I also try to do, especially with my research
and my writing and publishing is that I try to make sure that what I’m
researching and publishing is useful to community. Not only is it useful,
but that it’s written in a way that people can read it : : :

H. L. described Indigenous values as the foundation and driver of
his career path,

I do like to use (the term) Indigenous values because that is one of the
ways that I think about my professional and academic life. I mean, the
root : : : I tell people all the time that the reason that I got into academia
is because the culture that I was brought up in exercised multiple
[values], but among those were the value of education. It was stressed
for me from my parents, all of my relatives, and the Urban Indian
community that I grew up in that one of the best things I could do with
my life was get as much education as possible. And then, to go along
with that, the second thing was, so that you can help your community.
So that you could help your tribe.

This response is reflective of TribalCrit by articulating a desire to
work toward social change (Tenet 9) particularly in contemporary
(and urban) Indigenous philosophies, which has its roots in place-
based community values.

Relationships. Building and maintaining relationships with
peers or students and their families at the academic institution was
described as positive and important. A. T. described the value of
department-wide, informal gatherings to his professional experience,

: : : I think one of the ways that are my values, which I think also
because of my background, is more family and prioritizing relationships
with people. I think that’s why I enjoy some of these get-togethers,
because you get to know the people on a personal level as opposed to on
a professional level, get to learn about their families and what it is that
they’re doing and the trips that they take.

A. T. also described the importance of relationships with NA students,

I’ve noticed this also when I work with students. I’ve gotten to know
them and their families quite well, and just being involved in their lives
in some way with my own family, I think, is how I see infusing
Indigenous values into some of the professional roles that I’m in with
students and even academic in some ways. Just, I enjoy talking to
students and having them tell stories even if it’s in the middle of class
and just getting to know them a little bit better and their families too. I’m
fortunate because my classes are usually smaller, so I can do that.

One common issue voiced on this topic was the emphasis on
faculty-to-student relationships rather than faculty-to-faculty
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Table 4
Theme Summaries: Values, Mentors and Mentoring Relationships, General Barriers to Success

Theme Subtheme Examples Relevance to TribalCrit tenets

Values important to NA
faculty

Community work Research relevance to
community

Tenet 9—“Theory and practice are connected in deep
and explicit ways such that scholars must work
towards social change.”

Relationships Academic peers Tenet 4—“Indigenous peoples have a desire to obtain
and forge tribal sovereignty, tribal autonomy, self-
determination, and self-identification.”

Student success Mentoring students outside of
discipline and institution

Tenet 6—“Governmental policies and educational
policies toward Indigenous peoples are intimately
linked around the problematic goal of
assimilation.”

Balance With family
With tribe
With culture

Tenet 5—“The concepts of culture, knowledge, and
power take on new meaning when examined
through an Indigenous lens.”

Participation in cultural activities Ceremonies
Hunting/Gathering
Funerals
Celebrations

Tenet 7—“Tribal philosophies, beliefs, customs,
traditions, and visions for the future are central to
understanding the lived realities of Indigenous
peoples, but they also illustrate the differences and
adaptability among individuals and groups.”

Forms of mentoring Types of mentors Peer mentors Tenet 9—“Theory and practice are connected in deep
and explicit ways such that scholars must work
towards social change.”

Senior faculty
Cultural/Community

General barriers to success Institutional and Administrative Policies Lack of administrative/
institutional understanding
of values and culture

Tenet 6—“Governmental policies and educational
policies toward Indigenous peoples are intimately
linked around the problematic goal of
assimilation.”

Cultural Taxation Over-burdened with
mentoring, service on
committees

Tenet 2—“U.S. policies toward Indigenous peoples
are rooted in imperialism, White supremacy, and a
desire for material gain.”

Value of Oral Presentation Versus
Written Publication

Emphasis on written
publication for tenure and
promotion

Note. NA = Native American.
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relationships, representing a missed opportunity to build connections
between NA faculty. This additionally reflects the small number of
NAF-STEM in higher education settings, leaving a void, which is
representative of Tenet 3 of TribalCrit; stating that Indigenous
Peoples occupy a limited space. Informal gatherings, such as social
events hosted by a department where faculty, students, and their
families could gather for meals and engagewere described as valuable
for learning more about peers and building a sense of connection.
Some participants described having regular, informal gatherings

of NA faculty from across disciplines, which could be one compo-
nent of a mentoring program. These gatherings could occur in an
Indigenous-only space (such as a building designated for NA
students) or meeting-up at a broader campus event—to share meals
and talk about personal topics rather than professional topics. B. E.
described an informal group in this way,

One thing that we used to do every month, was we would have what we
called family dinner : : : It can be very isolating, and just knowing that
there’s other Native American [ field of study], staff, faculty, etc., who
are there, is a big deal. We started getting together once a month to cook
a dinner together. We called it family dinner, someone would bring a
salad : : : like a meal. It was something that was highly attended, and if
somebody missed, they felt bad. Because this is almost a real commu-
nity, it was a real family. I think envisioning that people have a very : : :
I don’t know, we just understand family differently.

When viewed through a TribalCrit lens, respondents articulate
concepts of culture that reflect a connection to family and the
cocreation of space that affords relationship development (Tenets
4, 7). These are the spaces that establish the foundation for the
reciprocal sharing of knowledge, and reconceptualizing power in a
collective sense, versus power as typically understood in a predom-
inately non-NA Western academic paradigm.
Harley (2008) states “The literature documents a pervasive theme

that the qualifications and contributions of faculty of color are
devalued or undervalued and that this racial bias carries over to
the tenure and promotion process” (p. 25). This phenomenon forces
faculty of color, particularly women of color to make adjustments
and develop coping strategies, adding to an already strenuous
workload. Problematically, the workload mentioned here is one
that is not the same as majoritarian faculty (Villapando & Bernal,
2002) where community labor (the family dinner mentioned above
is a labor of love) is not seen as viable in academic circles and is
unlikely to make into one’s tenure dossier. In short, the conceptu-
alization of power at PWIs is understood in the context of rugged
individualism, exclusion, and prejudice. In this environment,
academic standards are pervasive in terms of racial and gender
oppression.
Responsibility to Serve Native American Students. The topic

of student success and supporting NA students within their aca-
demic institution was overwhelmingly present across interviews. In
fact, the wish to support NA students and spend time talking with
and mentoring students was described as a central factor for choices
in career direction or for impact of scholarly productivity. A. T.
described a choice to change institutions for increased opportunity
to work with NA students.

It was always a struggle because I felt as a Native professor that I had the
obligation to help other Native students. Even though my service
component was probably 5% of my overall position description, I
spent a lot of time on service and helping students and just being a part

of their degree programs and their struggles. That was difficult for me,
and I think that’s one of the reasons that drewme over here to [academic
institution] is I could spendmore timeworking with Native students and
it’d still be part of my position description, because that was sort of the
direction I was heading anyway. I enjoyed being able to do that.

A. T. described a transition in the area of research that would
enable a focus on mentoring students,

I’m more concerned about the success of other people and just seeing
them do well, which is also part of the reason why I’m switching away
from hard science and [field of study] research to more education
research, I think. To me, right now it just has a little bit more value
than writing another journal paper, just to see students actually do a
little bit better in education or schooling and going into STEM
disciplines.

Here, H. L. brings in the concept of cultural taxation to describe
the excess burden placed on NA faculty due to the limited faculty
and high commitment to supporting NA students on-campus,

I think that goes under the category of cultural tax. So, a lot of that kind
of weighs on me and it is hard to say no to my Native students. It’s hard
to say no to any of the tribes in this regionwhen they come tome and ask
questions, even if it’s kind of outside of what I’mdoing or it’s not part of
my current plan of action. I still want to point them in the right direction
or do everything that I can to help them get answers to their questions.
And, really what happens is I probably don’t do as much visible
scholarship as other people in my faculty rank, or my level [of]
experience, or whatever. That’s okay, I’m not sad about that. But,
that’s just kind of how it is.

These statements articulate that institutional policies do not reflect
NA community values. Rather, they reflect a subtle commodifica-
tion of identity. This happens in practice by disincentivizing rela-
tionship (NA community construction and mentoring) toward
intellectual imperialism and material gain by valuing scholarly
production and neoliberal notions of working from a capitalist ethic
of filling classrooms that have popular/performative instructors
Tenet 6). In short, the commitment to community is in conflict
with what is valued by the institution and not part of mentoring
practices that support NA faculty success.

Balance. The tension between academic expectations and per-
sonal values such as time with family or participation in nonaca-
demic activities was often surmised as; “it’s hard” and “I’m pretty
terrible at it to be honest with you” and “one of the things I struggle
with most.” This challenge was most often referred to in relation to
family and home life, as N. M. reflected,

The balance has not been great though. I don’t get to spend nearly
enough timewith family. One of our values is strength of family, love of
family. And I can’t spend enough time with my family. I feel like my
kids are growing up knowing a little bit about our traditional values
becausewe go to dance practices once in a great while and I speak a little
bit of [Indigenous language] at home, sometimes my cousins come
over, but I don’t have that connection that I wanted to have when I came
here. I wanted to be able to have dinners at least once a month with my
family, or some sort of something with my family at least once a month
and it doesn’t happen because I’m so busy with work. Work just
consumes most of my time.

However, some participants addressed the tension in balance
between being a NA community member while also representing an
“outside” academic institution. K. W. described it in this way,
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And I’m not like a White [ field of study] researcher going to these
communities. I’m going back to my own community who have
expectations for me as well. Balancing that is a point of contention
in my life. I’ve gone back and talked to people. They often say to me,
“We don’t want you guys : : : ”And I forget that, I don’t think of myself
as representing [academic institution]. But when I’m there, I’ve had
community members talk to me about, “Well, we don’t want [academic
institution] coming in and saying we’re doing all this great stuff and
we’re saving the people here.” Which is definitely the value I have. I
definitely don’t want to be seen that way, but I was glad that they were
able to share that with me straight up. It was on the table and I could
realize what they needed, even though I’m [tribal affiliation] they don’t
necessarily know me. And I do represent [academic institution].

These statements reflect the collective experiences of colonization
as well as contemporary community reactions to the problematic
assimilation of Indigenous peoples (Tenet 5). To share these ex-
periences (stories) the respondents are participating in the develop-
ment of theory that adds to the theory. Rarely are NA faculty
educated to what tensions are awaiting them, primarily because the
credential comes from a PWI.
Participation in Cultural Activities. Cultural activities such

as hunting, gathering plants, attending celebrations, and attending
funerals were described by some participants as valued activities,
while others described a distinct disconnection from cultural activi-
ties since beginning academia, or did not describe such activities as
part of their value system. Among those that described such
participation as central to their values, a desire was expressed for
improved access to participate (e.g., time off, policies) and/or
approval or acknowledgment of participation by department chair
or administration. D. H. described it as a “challenge” in this way,

: : : I go down onmy reservation every fall, and I elk hunt. If I get an elk,
it’s like three weeks of work after that to process it correctly and to do it
in a way that is good and the right way. I can’t just go back to work the
next Monday. So, I don’t know. There’s definitely challenges, like time
is a challenge and trying to stay connected to your community while
also being away andworking and traveling. It’s not easy, and I think that
that’s probably a common thread that you’ll see, and I’m sure it’s
identified in other papers, where it’s really hard to walk in those two
worlds for Native people. You’re either giving one up and focusing on
the other or trying to balance them both, but it’s definitely a challenge.

A few participants described institutional policies such as “cul-
tural leave” to provide limited paid time for such activities; this
allowance was described among a few participants representing
TCUs and was not mentioned by participants representing PWIs.
These statements reflect that tribal beliefs and customs, traditions,
and visions for the future are central to understanding the lived
realities of Indigenous peoples, but they also illustrate the differ-
ences and adaptability among individuals and groups (Tenet 7; see
Table 4).

Mentors and Mentoring Relationships

One component of our research question/purpose was to explore
the mentoring experiences of NA faculty and instructors. Partici-
pants described mentors and mentoring relationships along the
academic pathway including peer mentors, senior faculty mentors,
formalized teams of mentors, and cultural or community mentors
(see Table 4). The themes presented in this section suggest that a
mentoring program for NAF-STEM should provide opportunities

for faculty to develop and strengthen a variety of mentorship
relationships to assemble an “academic family” that best supports
their professional development and success. HeavyRunner &
DeCelles (2002) state, “Establishing and maintaining a sense of
“family,” both at home and at college, fortifies American Indian
students’ academic persistence” (pp. 3–4), and we extend this idea to
NA faculty and instructors.

Peer Mentors. Whether at the same or a different institution,
participants described the valued role of peer mentors. These types of
mentors functioned as role models, confidants about academic and
personal issues, and friends able to share experiences and tips for
navigating the tenure and promotion process. K.W. described the value
of having STEM peers hired at the same time at the same institution,

At [institution name] there were four of us that came in (at the same
time), and that was important : : : We could talk about what we needed
to do, what needed to get done. How are you dealing with that? Talk
about students. Talk about class. Talk about your research. Talk about
what grants you’re going to apply for.

This statement reflects the desire of NA faculty to build tribal
sovereignty, tribal autonomy, self-determination, and self-
identification (Tenet 4) while navigating PWI environments through
informal, peer-to-peer conversations and meetings.

Senior Faculty Relationships. Participants described senior
faculty mentoring relationships as essential for guidance toward
career goals, modeling balance or supporting values, and encour-
agement and direct feedback on grants, publications, and presenta-
tions. Senior mentors were often described as a “champion” within
the department or institution—someone who will provide opportu-
nities and advocate for the best interest of the NA faculty. Some
participants, however, described a lack of such mentoring relation-
ships due to the size of institution or minimal options within their
field—the terms “professional isolation,” “disconnected” and “lone”
were used to describe this feeling within respective areas. M. O.
described her situation in this way,

I was at a previous institution where there was very little related to
Native Americans. There was a small NA student population, I think
there were maybe only one or two other NA faculty. And there, I felt
completely isolated. I really was not happy there at all. But coming to a
different institution where I do have that, and they’ve recognized it’s
important, and I’m starting to realize that that’s probably what was
missing in my success.

If culture, knowledge, and power take on new meaning when
examined through an Indigenous lens, we see in this excerpt, that
meaning is found in community. This speaks to the comprehensive
effects of becoming a faculty member, the policies that they abide,
and the racialized nature of identity. If community is present,
resilience tends to come with it.

Cultural or Community Mentors. One pervasive theme
across participants was the existence of cultural or community
mentors, often family members, or elders. These mentors were
described as necessary; promoting concepts such as work–life
balance, taking care of oneself, and providing guidance on how
to navigate the Western institution while acknowledging and hon-
oring cultural values. Cultural or community mentors may or may
not have had experience within academia and was often a family
member or from the same tribe as the participant. This dynamic was
described by B. E. as,
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I was gonna say non-traditional mentors, but in a way they’re actually
very traditional mentors. One of my close mentors right now is an elder
in my tribe : : : She’s probably worked for 30 years in community
advocacy and community activism. P. B. described it in this way,

I thinkmost of my guides in life are my in-laws, or my own family. They
really provide a sounding board. I didn’t even have to say anything to
them about it. Just interacting with them, understanding their own life
stories provides that inspiration and guidance. More so, it’s more
directly related to the ceremonial things we do that we don’t really
like to talk about too much. Those activities are the real guides.

The concepts of culture, knowledge, and positionality take on
new meaning when examined through an Indigenous lens and are
reified in ceremonies that are often undisclosed to outsiders. These
community philosophies and beliefs are central to understanding the
lived realities. It is important to note that we cannot essentialize
these but understand that they are different for different communi-
ties. This is an excellent example of “illustrating the difference and
adaptability among individuals and groups.”
How Mentoring Relationships Start. Participants described

several individuals, whether they had been formally assigned as
mentors or informally served as mentors. Mentoring relationships
often began during the undergraduate or predoctoral stage, during
field research, as a dissertation committee member, or at confer-
ences. Mentoring relationships that began during the faculty stage
were formally assigned or informally initiated. Formal assignments
were through institutional programs—such as a department or
program-based mentoring committee to provide guidance on tenure
and promotion. One participant described being assigned a tenured
NA faculty member as a “cultural mentor.” These formal mentoring
dynamics provided accountability for progress, orientation to the
culture of the department, and future collaborators or long-term
mentors. Other participants described unsuccessful formal mentor-
ing teams that did not maintain contact, meeting once or twice and
then dwindling or discontinuing contact.
Informal mentoring relationships were initiated by senior faculty

inviting new NA faculty to meet, often connecting over common
activities, research interests, or through social media outlets. Finally,
mentoring relationships were catalyzed through national entities,
such as the American Indian Science and Engineering Society
(AISES). AISES activities initiated long-term relationships with
mentors that NAF-STEM faculty felt connected to, with one partic-
ipant describing the AISES network as “family.”
Several participants recounted feeling isolated and alone in their

academic departments. This was described as having a mentor who
does not share a similar Indigenous worldview, not having NA peers
in their professional field who understand their research, or not
having access to a sense of community with other NA people at their
institution. E. A. said,

I’m still very isolated. I mean I have friends and colleagues and stuff like
that. But there’s not a deep pool of : : : And then there are staff who are
Native that I’m friends with : : : So that helps. But they don’t get what I
do really. So that’s an issue sometimes. People don’t often understand
what I’m doing, you know?

When viewed through a TribalCrit lens, respondents convey
mentoring relationships in ways that confound the way these
relationships are understood in academia. NA communities are
operating with a different understanding based on their

community-supported norms, customary interactions, and relational
protocols. The lived realities of NA faculty experiences demonstrate
both differences in a way mentoring is experienced and the compli-
ance that is expected in their professional development.

Characteristics of Positive Mentoring. Characteristics across
mentoring relationships designated as positive included an “open
door” policy, where questions or guidance could be accessed
informally; providing career guidance on faculty responsibilities,
time management, and strategic planning for advancement; navi-
gating the funding world and guidance on grant writing; sharing
encouragement for writing and publishing; consistently checking-in
or listening to concerns; providing a platform for presenting research
on a national scale; providing guidance on navigating bureaucracy
within an academic institution; and encouragement to stay focused
amidst adversity.

Participants identified common gaps across mentoring relation-
ships. Some participants wished their mentors would acknowledge
and support time off from work to participate in cultural activities or
ceremonies. Others described how some of their non-NA mentors
were not willing to—or expressed not feeling capable of—learning
about the unique challenges faced by NAF-STEM, such as tokenism
and imposter syndrome. Participants shared the importance of the
mentor standing as a champion to express support and promote the
mentee in academic settings; it was described that NAF-STEM are
less likely to self-promote due to a “cultural code” of humility (i.e.,
reluctance to self-promote or seem boastful). This was described as
a tension, where self-promotion is encouraged and considered
necessary for career advancement in a PWI, yet it may be uncom-
fortable or considered inappropriate by some NAF-STEM. These
common gaps and assimilation models represent areas where
improved mentoring strategies could better support NAF-STEM
(see Table 4).

General Barriers to Success

Participants identified common barriers to success in academia as
we explored collective experiences that enhanced or inhibited their
professional development and career advancement. One barrier
described as “administrative roadblocks,” another relating to cul-
tural taxation. Several participants described a dynamic within the
academic system where emphasis is placed on written publication
rather than oral presentation, whereas oral forms of sharing infor-
mation were described as more closely linked to cultural history and
preference (see Table 4).

Institutional and Administrative Policies. Participants ex-
pressed frustration with administrative policies; some described a
need for an institution-wide mandatory orientation to NA values and
culture, others on guidelines for research with NA communities,
while one participant described their relationship with administra-
tion as “adversarial.” Many participants suggested the need to
“mentor administrations,” J. P. L. described it in this way,

: : : I think mentoring activities for faculty, but we also need to mentor
the institutions. I don’t think we can just tell people, “Start talking about
your values,” or “be an advocate for the thing that you wanna see.”We
need to be at the same table with people who could help us make those
changes. So I think we can be mentors for the people above us, in terms
of, if we have a unified voice and say, you know, faculty do want the
same time off that they need, or go to activities, or bring the culture to
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the campus, I think is a big one. So yeah, I think we can : : : I think we
mentor faculty, but we should mentor administrations.

Another perspective described an approach where the participant
(NA STEM faculty member) moved forward with their agenda
rooted in their values, and was content as long as the administration
did not block their efforts. A. T. described it in this way,

I feel like I have a pretty good vision of where it is I want to go both with
me, my program and with my students. As long as they’re [adminis-
tration] not putting up roadblocks to get that way, it doesn’t bother me
too much that they’re not necessarily supporting or getting on board or
things like that as long as they’re just not getting in the way : : :

While it may seem problematic that NA faculty shared stories that
call for the development of inclusive professional development for
administrators, colleagues, and mentors, the very act of sharing
these perspectives is in alignment with TribalCrit. Specifically, the
praxis of working toward social change is exemplified by interacting
with adversaries and continuing the work. This can come with
frustration, which is sometimes eased when operating from one’s
own agenda.
Cultural Taxation. Participating on diversity and search com-

mittees, boards, and other campus groups was described as an honor
and as a cause for burn-out among participants. Many described the
challenge being one of two or three NA STEM faculty at their
institution, and the multitude of opportunities presented to them for
representing Indigenous voice at their institution. When combined
with a commitment to participating in community work which may
compete with other scholarly activities, and supporting NA student
success, these circumstances create challenging conditions for NA
faculty to succeed. H. L. described it in this way,

[“Cultural taxation”] is the often self-imposed, but sometimes externally
imposed duties and responsibilities that I take on as one of two Indigenous
faculty members at this institution. So, I know that if I say “no” to
something, that our voice will not be represented on a committee, or
organizing for a particular function, or planning for something. So, I : : :
Before I say no to any of these opportunities, I carefully think through the
implications of not having Indigenous representation at whatever that
thing is. So, as a result of thinking through the possibilities, I’d probably
say “yes” a lot more than I should. And so, that ends up tipping my : : :
I’d say it tips my service responsibilities maybe more towards 25% than
10%. And, again, these are things that you don’t really get evaluated on
for promotion and tenure and things like that.

Other participants called for increased awareness among non-NA
faculty and administration about NA STEM faculty needing to “say
no” to such opportunities in order to protect time for professional
development and to maintain competitive scholarly productivity; J.
P. L. summed this up by saying, “you can’t burden the burdened.”
Other participants called for academic positions that incorporate the
mentoring as a larger portion of the workload, or for institutions to
aid with student mentoring for NA STEM faculty. N. M. described
the need in this way,

: : : My service load is way too heavy and a big part of that is because
I’m reaching out to students who are interested in [field of study] and
who are [tribal affiliation] and who are female and who have kids and
who : : : you know there are all these groups but I feel like I need to
support because I’m the only the personwhose : : : because I’m the only
person for a lot of those little check marks. And that becomes extremely
hard. It’s just an overload on my service.

These statements illustrate how government and education poli-
cies toward Indigenous people are intimately linked around the
problematic goal of assimilation (Tenet 5).

Value of Oral Presentation Versus Written Publication. Some
participants referred to the Indigenous tradition of storytelling or
“narrative voice” and expressed frustration with the lack of value
placed on oral presentation compared with written publication. B. E.
described it in this way,

Some of the currency of promotion in academia are not things that I
inherently am really good at. One thing that I do enjoy, is I enjoy stories,
and I enjoy listening to stories, I enjoy sharing stories. So, speaking and
accepting speaking invitations, and going out to share about what we’re
doing in more of an oral tradition, that is exciting to me. I have so much
more fun doing that. Whereas the currency, especially in the older
model, well what value is writing something on a paper, even if you
don’t tell anybody about it ever. If you write it on a paper, it’s valuable,
pushed in a closet and it’ll stay there forever, but you did that so it’s
value : : : I value the story telling and dissemination through in-person
communication as much as possible, and that is very different.

It is important for PWIs to acknowledge and value forms of
dissemination besides peer-reviewed journals, formal presentations,
etc., that are typically valued for tenure and promotion. Sometimes,
the best way to publicize information about research that impacts
NA communities is through local PSAs, and presentations to
community members, tribal government, and cultural committees.
These types of dissemination products should have same value as
the traditional forms of dissemination typically rated for tenure and
promotion.

Discussion

Very few studies have explored the lived experiences of NA
faculty at research universities (Walters et al., 2019) and medical
schools (Elliott et al., 2010). Our study adds to the literature by
providing insights into NA STEM faculty reflecting upon their
experiences and ideas that support the retention and promotion of
NA STEM faculty. While many of the themes emerging from the
interviews were similar to issues that have been documented in the
literature for faculty of color, some were unique. Several themes and
subthemes are relevant to tenets of TribalCrit on recognizing how
NA STEM faculty think and behave in ways unique to their
worldviews, experiences and culture, and positioning of NA peoples
in contemporary societies and institutions of higher education. How
the themes compare and contrast with the literature and relevancy to
the tenets of TribalCrit is further discussed below.

Values

Relevance of research for NA communities, importance of re-
lationships internal and external to the institution, responsibility to
serve NA students, staying connected to cultural activities, and the
challenges of balancing academic and family/community life were
identified as values impacting the lives of NA faculty in this study.
Faculty have acknowledged that their research puts them at risk of
losing their ability to belong or give back to their home communities
in other studies (Elliott et al., 2010; Guillory & Wolverton, 2008);
findings which mirror ours. Further, the emergent theme in our study
of choosing a research path that is relevant to the community and
directly supports NA people is similar to others (Barnhardt &
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Kawagley, 2005; Guillory & Wolverton, 2008). Indeed, one of our
participants described Indigenous values as the foundation of their
career path. These findings show training faculty and administrators
about Indigenous values and methodology should include how these
elements enhance the success of NA faculty, and their NA mentees.
Our study showed a main factor for choosing a professional and

scholarly direction was anchored in the opportunity to mentor and
work with NA students. However, participants also described the
excess burden, or cultural taxation placed on NA faculty to support
NA students due to a paucity of NA [sic] faculty. Cultural taxation is
described as the “ : : : extra, uncompensated and institutionally
unrewarded work that is disproportionately placed upon Underrep-
resented Minority (URM) and NA faculty members” (Jaime & Rios,
2006; Walters et al., 2019). For example, NA “ : : : faculty are often
asked to serve as liaisons between the institution and tribal
communities—roles for which they are often uncompensated in
terms of reduction in other responsibilities” (Walters et al., 2019).
Cultural taxation (Padilla, 1994) also emerged in a study conducted
by Walters and colleagues exploring the lived experiences of NA
faculty at research universities (Walters et al., 2019). These data
emphasize that mentoring programs for NA faculty and institutional
supports need to recognize and mitigate the burden and stress of
cultural taxation in NA faculty.
Participants agreed that peer support and networking played an

important role in decreasing their sense of isolation and enhancing their
professional success and social connectedness with NA STEM faculty.
These findings are similar to a study that assessed the experiences of 12
URM faculty participating in a structured faculty development program
at an academic medical center (Daley et al., 2011).
Participants described tensions between prioritizing academic

expectations over personal life; findings that echo others (Eagan &
Garvey, 2015; Walters et al., 2019). Participants also described
feeling tension between being an NA community member while
also being an academic external to the community. Similarly, a
study conducted with NA faculty women showed their studies put
them at risk of losing their ability to belong or to give back to their
home communities (Elliott et al., 2010). Community members
commonly question the level of commitment of anyone who
leaves the community and spends years in educational settings
(Elliott et al., 2010). Our participants described the importance of
being able to create opportunities to use skills obtained in their
professions to give back to NA communities in ways that honor
cultural values and traditions.
Previous studies suggest that participation in cultural activities

can help maintain a healthy work–life balance in NA faculty
(Walters et al., 2019). Participants in the present study described
hunting, fishing, gathering plants, attending celebrations, and fun-
erals as cultural activities that were most important to them, and
suggested that institutions create “cultural leave” that allows paid
time for these activities. Institutionalizing paid leave for faculty who
engage in cultural activities might help institutions attract, retain,
and improve work–life balance for diverse faculty of color.
The idea of cultural taxation and the concept of bicultural

accountability speak directly to educational policies and practices
being linked to assimilation. Indigenous resistance to assimilation
can be found in the forementioned enactments of Indigenous
“philosophies, beliefs, customs, traditions, and visions for the
future” (Brayboy, 2005; p. 429). These practices demonstrate adapt-
ability among NA students and mentors alike. These experiences

have the potential to inform mentoring for other students and
mentors who come from historically underserved communities in
higher education.

Mentors and Mentoring Relationships

Having peer and senior faculty mentors was described as vital to
NA faculty’s professional and social development as scholars. This
finding is similar to others who have conceptualized, designed, and
implemented a mutual mentoring model for URM faculty (Yun
et al., 2016), a postdoctoral program for junior NA investigators
(Buchwald&Dick, 2011;Manson et al., 2006), andminority faculty
programs at medical schools (Beech et al., 2013; Brodt et al., 2019;
Daley et al., 2011; Johnson et al., 1998). Additionally, some of the
NA faculty in the present study expressed a sense of isolation
regarding their departments and STEM field areas, findings which
mirror other studies (Viets et al., 2009; Walters et al., 2019).
Whereas other studies report that mentees of color (Viets et al.,
2009) often feel isolated because of ignoring issues involving
ethnicity (Ponjuan et al., 2011), participants in the present study
felt isolated because there are very few NA students and faculty, or
minimal interactions specific to STEM fields at their institution.
Participants in our study did not voice concern about supervisory
mentors, regardless of gender or race/ethnicity, internalizing settler
colonial messages and perpetuating settler colonial processes; these
findings contrast others (Jayakumar et al., 2009; Walters et al., 2019).
However, that NA faculty and faculty of color in other studies
(Jayakumar et al., 2009; Stanley, 2006; Walters et al., 2019) have
voiced concerns underscores the importance of decolonizing univer-
sity environments and promoting healthy mentoring relationships.

Participants described family members or elders as important
cultural mentors who could provide necessary guidance on work–
life balance and navigation of a PWI while honoring cultural values;
findings similar to others (Guillory &Wolverton, 2008). In contrast,
others have described culturally based mentorship as providing
faculty of color access to role models and mentors of the same
race/ethnicity or gender who are successful in academia (Viets et al.,
2009). Perhaps future mentoring programs can engage family
members, elders, and NA role models and mentors in culturally
focused mentorship activities for NA STEM faculty.

Respondents’ stories illuminated the reality that they are engaged
in communities that make them feel more complete, and as a result,
are successfully navigating their respective disciplines in resistance
to the endemic nature of colonization (Tenet 1). Even in spaces away
from home, the respondents are working toward sovereignty, auton-
omy, self-determination, and self-identification (Tenet 4), but it is
distinctive outside of the contemporary political/tribal context
speaking directly to “philosophies, beliefs, customs, traditions,
and visions for the future are central to understanding the lived
realities of Indigenous peoples, but they also illustrate the differ-
ences and adaptability among individuals and groups” (Brayboy,
2005, p. 429; Tenet 7).

General Barriers to Success

Themes relating to NA faculty academic success emerged in the
present study. One themewas to institutionalize mandatory trainings
for administrators and faculty about NA values and culture, decol-
onization and indigenization—particularly in the STEM fields
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(Cull et al., 2018), and guidelines for research with NA communi-
ties. This view is similar to suggestions byWalters and colleagues to
“require administrators to be educated on NA epistemologies and
incorporating diverse worldviews, while actively addressing settler
colonial privileges” (Walters et al., 2019). Resisting colonization
comes in multiple forms and is context specific. Sometimes that
context includes policies and procedures that call everyone into
action as opposed to just the NA students and mentors. Certainly,
policy changes and shifts in practice are easier said than done.
Nonetheless, there are opportunities to make changes that reflect a
praxis that moves toward social change (Tenet 9), one which
includes NA faculty, staff, and students to participate in policy
and procedure creation and implementation.
To our knowledge, only one program has been developed for non-

NA faculty who mentor NA STEM graduate students that provides
training for faculty, administrators, and staff to learn about NA
values, research methods, and epistemologies (Windchief et al.,
2018). Another theme was the lack of value given to oral presenta-
tion compared to a written publication. This finding speaks to
qualities associated with Indigenous knowledge systems such as
qualitative oral record, and communication of story-based research
in transferring what is intended to be oral instead of written text
(Kovach, 2010). In NA oral culture, story lives, develops, and is
imbued with the energy of the dynamic relationship between teller
and listener. The story can only exist within an interdependent
relationship between teller and listener. Writing story (e.g., written
publication) becomes a concession of the Indigenous researcher
(Kovach, 2010). Thus, department unit standards and other institu-
tional policies that evaluate the performance activities of NA faculty
should place equal (or more) value on oral presentations than on
written publications.

Strengths and Limitations

These data are limited by the voluntary nature of the participants,
potential selection bias, and inclusion criteria that included a
postdoctoral researcher. With only one of the 23 participants being
a postdoctoral researcher, potential to skew the results is minimized.
The data are also limited due to the low number of NA faculty in
STEM in institutions across the U.S. Native American populations
are not homogenous; worldview, beliefs, and customs may vary by
tribe, geography, and rural or urban identity, limiting broad gener-
alizability of findings. Nonetheless, the authors employed recom-
mended strategies to recruit an appropriate number of participants,
including a substantial number of female NA faculty in STEM, and
to identify saturation (Glaser & Strauss, 1967) and establish trust-
worthiness of findings (Birt et al., 2016; O’Connor & Joffe, 2020).
We applied TribalCrit to help us organize and assess the qualitative
data that were collected to understand the lived experience of NA
faculty and instructors in STEM. To our knowledge, applying
TribalCrit for this particular context has not been reported in the
literature. We encourage qualitative researchers to gauge the
strength of our analysis and research findings in using TribalCrit
in this way and in their own work.

Implications for Future Research, Practice, and Policy

This study provides powerful and persuasive testimony from NA
scholars in STEM to help understand the human damage that

perpetrators of social injustices in the twenty-first century academy
have wrought—in the 2- and 4-year colleges and research universi-
ties, in PhD programs, in the academic publishing industry, and in
the independent disciplinary organizations. It also offers a path
forward by prompting discussions among faculty and administrator
colleagues and deepening our understanding of what concrete
practices and policies universities should adopt in the names of
social justice and indigenizing the academy. If adopted, the lessons
learned from these research participants can pave the way for other
NA scholars to follow in their footsteps.

Conclusions

The findings of this study have implications for the successful
retention and promotion of NA STEM faculty and increasing
representation of NA people in meaningful decision-making lead-
ership positions to enhance tribal self-determination and self-
governance. From the participants’ stories, we learned there is a
need to recognize that peer, senior and community mentors, cultural
identity, and values increased institutional knowledge about Indig-
enous values and research methods and placing value on legitimiz-
ing oral presentation is essential to NA faculty professional
development, social and professional connectedness, and work–
life balance. The narratives underscore the need for institutions to
support and deliver career advancement, professional development,
and mentoring programs for NA faculty and for non-NA adminis-
trators and faculty to strengthen institutional supports to improve
NA faculty in STEM achievement. The potential result is a diverse
and inclusive institution which is resilient and rich with varied and
valued Indigenous and NA worldviews.

References

Barnhardt, R., & Kawagley, A. O. (2005). Indigenous knowledge systems
and Alaska Native ways of knowing. Anthropology & Education Quar-
terly, 36(1), 8–23. https://doi.org/10.1525/aeq.2005.36.1.008

Beech, B. M., Calles-Escandon, J., Hairston, K. G., Langdon, S. E., Latham-
Sadler, B. A., & Bell, R. A. (2013). Mentoring programs for underrepre-
sented minority faculty in academic medical centers: A systematic review
of the literature. Academic Medicine, 88(4), 541–549. https://doi.org/10
.1097/ACM.0b013e31828589e3

Birt, L., Scott, S., Cavers, D., Campbell, C., & Walter, F. (2016). Member
checking. Qualitative Health Research, 26(13), 1802–1811. https://
doi.org/10.1177/1049732316654870

Bischel, J., &McChesney, J. (2017). Pay and representation of racial/ethnic
minorities in higher education administrative positions: The century so
far. CUPA-HR. http://www.cupahr.org/surveys/briefs.aspx

Brayboy, B. M. J. (2005). Toward a tribal critical race theory in education.
The Urban Review, 37(5), 425–446. https://doi.org/10.1007/s11256-005-
0018-y

Brayboy, B. M. J., Fann, A. J., Castagno, A. E., & Solyom, J. A. (2012).
Postsecondary education for American Indian and Alaska Natives: Higher
education for nation building and self-determination. ASHE higher edu-
cation report (Vol. 37, pp. 1–140). Wiley.

Brodt, E., Bruegel, A., Fuqua-Miller, M., Taylor, C., Kamaka,M., Carpenter,
D. A., Wong, A., & Carney, P. A. (2019). The indigenous faculty
forum: A longitudinal professional development program to promote
the advancement of Indigenous faculty in academic medicine. Hawaii
Journal of Medicine and Public Health, 70(12 Suppl 3), 8–13.

Brown, B., & Komlos, B. (2019). Indigenous communities and access to
graduate degrees in STEM. Chapter 6: designing and implementing an
indigenous mentoring program for faculty who mentor AI/AN students in

T
hi
s
do
cu
m
en
t
is
co
py
ri
gh
te
d
by

th
e
A
m
er
ic
an

P
sy
ch
ol
og
ic
al

A
ss
oc
ia
tio

n
or

on
e
of

its
al
lie
d
pu
bl
is
he
rs
.

T
hi
s
ar
tic
le

is
in
te
nd
ed

so
le
ly

fo
r
th
e
pe
rs
on
al

us
e
of

th
e
in
di
vi
du
al

us
er

an
d
is
no
t
to

be
di
ss
em

in
at
ed

br
oa
dl
y.

DEVELOPING INDIGENOUS MENTORING FOR NAF-STEM 11

https://doi.org/10.1525/aeq.2005.36.1.008
https://doi.org/10.1525/aeq.2005.36.1.008
https://doi.org/10.1525/aeq.2005.36.1.008
https://doi.org/10.1525/aeq.2005.36.1.008
https://doi.org/10.1525/aeq.2005.36.1.008
https://doi.org/10.1525/aeq.2005.36.1.008
https://doi.org/10.1097/ACM.0b013e31828589e3
https://doi.org/10.1097/ACM.0b013e31828589e3
https://doi.org/10.1097/ACM.0b013e31828589e3
https://doi.org/10.1177/1049732316654870
https://doi.org/10.1177/1049732316654870
https://doi.org/10.1177/1049732316654870
http://www.cupahr.org/surveys/briefs.aspx
http://www.cupahr.org/surveys/briefs.aspx
http://www.cupahr.org/surveys/briefs.aspx
http://www.cupahr.org/surveys/briefs.aspx
https://doi.org/10.1007/s11256-005-0018-y
https://doi.org/10.1007/s11256-005-0018-y
https://doi.org/10.1007/s11256-005-0018-y


STEM fields: Process, outcomes, and lessons learned. New Directions for
Higher Education, 2019(187), 67–77. https://doi.org/10.1002/he.20337

Brown, B., Windchief, S., Komlos, B., & Arouca, R. (2020). Assessing the
impact of an indigenous mentoring program on faculty to support Ameri-
can Indian/Alaska Native graduate students in STEM. Journal of Faculty
Development, 34(3), 1–10.

Buchwald, D., & Dick, R. W. (2011). Weaving the native web: Using social
network analysis to demonstrate the value of a minority career develop-
ment program. Academic Medicine, 86(6), 778–786. https://doi.org/10
.1097/ACM.0b013e318217e824

Clark, D. A., Spanierman, L. B., Reed, T. D., Soble, J. R., & Cabana, S.
(2011). Documenting Weblog expressions of racial microaggressions that
target American Indians. Journal of Diversity in Higher Education, 4(1),
39–50. https://doi.org/10.1037/a0021762

Cohen J. A. (1960). Coefficient of agreement for nominal scales. Educa-
tional and Psychological Measurement. 20, 37–46. https://doi.org/10
.1177/001316446002000104

Cull, I., Hancock, R. L. A., McKewon, S., Pidgeon, M., & Vedan, A. (2018).
Pulling together: A guide for front-line staff, student services, and
advisors. https://opentextbc.ca/indigenizationfrontlineworkers/

Daley, S. P., Broyles, S. L., Rivera, L.M., Brennan, J. J., Lu, E. R., &Reznik,
V. (2011). A conceptual model for faculty development in academic
medicine: The underrepresented minority faculty experience. Journal of
the National Medical Association, 103(9–10), 816–821. https://doi.org/10
.1016/S0027-9684(15)30435-1

de Brey, C., Musu, L., McFarland, J., Wilkinson-Flicker, S., Diliberti, M.,
Zhang, A., Branstetter, C., & Wang, X. (2019). Status and trends in the
education of racial and ethnic groups 2018. NCES 2019-038. National
Center for Education Statistics. https://nces.ed.gov/pubs2019/2019038

Dellinger, M., Jackson, B., & Poupart, A. (2016). In their own words:
Success stories from the great lakes Native American research center for
health. American Indian and Alaska Native Health Research, 23(3), 68–
86. https://doi.org/10.5820/aian.2303.2016.68

DiAngelo, R. (2011). White fragility. The International Journal of Critical
Pedagogy, 3(3), 54–70.

Eagan, M. K., & Garvey, J. C. (2015). Stressing out: Connecting race,
gender, and stress with faculty productivity. The Journal of Higher
Education, 86(6), 923–954. https://doi.org/10.1353/jhe.2015.0034

Elliott, B. A., Dorscher, J., Wirta, A., & Hill, D. L. (2010). Staying
connected: Native American women faculty members on experiencing
success. Academic Medicine, 85(4), 675–679. https://doi.org/10.1097/
ACM.0b013e3181d28101

Elo, S., & Kyngäs, H. (2008). The qualitative content analysis process.
Journal of Advanced Nursing, 62(1), 107–115. https://doi.org/10.1111/j
.1365-2648.2007.04569.x

Glaser, B., & Strauss, A. (1967). The discovery of grounded theory:
strategies for qualitative research. Aldine.

Guillory, R.M., &Wolverton,M. (2008). It’s about family: Native American
student persistence in higher education. The Journal of Higher Education,
79(1), 58–87. https://doi.org/10.1353/jhe.2008.0001

Harley, D. A. (2008).Maids of academe: African American women faculty at
predominantly white institutions. Journal of African American Studies,
12(1), 19–36. https://doi.org/10.1007/s12111-007-9030-5

Hartlep, N. D., & Ball, D. (2019). Racial battle fatigue in faculty: Perspec-
tives and lessons from higher education. Taylor and Francis Group-
Routledge. https://doi.org/10.4324/9780429054013

HeavyRunner, I., & DeCelles, R. (2002). Family education model: Meeting
the student retention challenge. Journal of American Indian Education,
41(2), 29–37. https://www.jstor.org/stable/24398576

Jaime, A., & Rios, F. (2006). Negotiation and resistance amid the over-
whelming presence of Whiteness: A Native American faculty and student
perspective. Taboo: The Journal of Culture and Education, 10(2), 37–54.

Jayakumar, U. M., Howard, T. C., Allen, W. R., & Han, J. C. (2009). Racial
privilege in the professoriate: An exploration of campus climate, retention

and satisfaction. The Journal of Higher Education, 80(5), 538–563.
https://doi.org/10.1080/00221546.2009.11779031

Johnson, J. C., Jayadevappa, R., Taylor, L., Askew, A., Williams, B., &
Johnson, B. (1998). Extending the pipeline for minority physicians: A
comprehensive program for minority faculty development. Academic
Medicine, 73(3), 237–244. https://doi.org/10.1097/00001888-19980
3000-00011

Kosoko-Lasaki, O., Sonnino, R. E., & Voytko, M. L. (2006). Mentoring for
women and underrepresented minority faculty and students: Experience at
two institutions of higher education. Journal of the American Medical
Association, 98(9), 1449–1459.

Kovach, M. (2009). Indigenous research methods and interpretation. in
indigenous methodologies: Characteristics, conversations, and contexts
(pp. 121–141). University of Toronto Press.

Kovach, M. (2010). Conversational method in Indigenous research. First
Peoples Child & Family Review, 5(1), 40–48. https://doi.org/10.7202/
1069060ar

Landis, J. R., Koch, G. G. (1977). The measurement of observer agreement
for categorical data. Biometrics. 33(1), 159–174. https://doi.org/10.2307/
2529310

Mack, K. M., &Winter, K. (2016). Teaching to increase diversity and equity
in STEM (TIDES): STEM faculty professional development for self-
efficacy. In Transforming institutions: 21st century undergraduate STEM
education, 338.

Manson, S. M., Goins, R. T., & Buchwald, D. S. (2006). The Native
Investigator Development Program: Increasing the prevalence of Ameri-
can Indian and Alaska Native scientists in aging-related research. Journal
of Applied Gerontology, 25(1), 105S–130S. https://doi.org/10.1177/
0733464805282727

Mazzocchi, F. (2006). Western science and traditional knowledge. Despite
their variations, different forms of knowledge can learn from each other.
EMBO Reports, 7(5), 463–466. https://doi.org/10.1038/sj.embor.7400693

Menges, R. J., & Exum,W. H. (1983). Barriers to the progress of women and
minority faculty. The Journal of Higher Education, 54(2), 123–144.
https://doi.org/10.2307/1981567

Nivet, M. A., Taylor, V. S., Butts, G. C., Strelnick, A. H., Herbert-Carter, J.,
Fry-Johnson, Y. W., Smith, Q. T., Rust, G., & Kondwani, K. (2008).
Diversity in academic medicine no. 1 case for minority faculty develop-
ment today. The Mount Sinai Journal of Medicine, New York, 75(6), 491–
498. https://doi.org/10.1002/msj.20079

O’Connor, C., & Joffe, H. (2020). Intercoder reliability in qualitative
research: Debates and practical guidelines. International Journal of
Qualitative Methods, 19, 1–13. https://doi.org/10.1177/16094069
19899220

Oritz-Walters, R., & Gilson, L. L. (2005). Mentoring in academia: An
examination of the experiences of proteges of color. Journal of Vocational
Behavior, 67(3), 459–475. https://doi.org/10.1016/j.jvb.2004.09.004

Padilla, A. M. (1994). Ethnic minority scholars, research, and mentoring:
Current and future issues. Educational Researcher, 23(4), 24–27. https://
doi.org/10.2307/1176259

Page-Reeves, J., Marin, A., Moffett, M., DeerInWater, K., & Medin, D.
(2019). Wayfinding as a concept for understanding success among Native
Americans in STEM: “Learning how to map through life. Cultural Studies
of Science Education, 14(1), 177–197. https://doi.org/10.1007/s11422-
017-9849-6

Ponjuan, L., Conley, V. M., & Trower, C. (2011). Career stage differences in
pre-tenure track faculty perceptions of professional and personal relation-
ships. The Journal of Higher Education, 83(3), 319–346. https://doi.org/
10.1353/jhe.2011.0015

Saunders, B., Sim, J., Kingstone, T., Baker, S., Waterfield, J., Bartlam, B.,
Burroughs, H. & Jinks, C. (2018). Saturation in qualitative research:
Exploring its conceptualization and operationalization. Quality & Quan-
tity: International Journal of Methodology, 52(4), 1893–1907. https://
doi.org/10.1007/s11135-017-0574-8

T
hi
s
do
cu
m
en
t
is
co
py
ri
gh
te
d
by

th
e
A
m
er
ic
an

P
sy
ch
ol
og
ic
al

A
ss
oc
ia
tio

n
or

on
e
of

its
al
lie
d
pu
bl
is
he
rs
.

T
hi
s
ar
tic
le

is
in
te
nd
ed

so
le
ly

fo
r
th
e
pe
rs
on
al

us
e
of

th
e
in
di
vi
du
al

us
er

an
d
is
no
t
to

be
di
ss
em

in
at
ed

br
oa
dl
y.

12 BROWN ET AL.

https://doi.org/10.1002/he.20337
https://doi.org/10.1002/he.20337
https://doi.org/10.1002/he.20337
https://doi.org/10.1097/ACM.0b013e318217e824
https://doi.org/10.1097/ACM.0b013e318217e824
https://doi.org/10.1097/ACM.0b013e318217e824
https://doi.org/10.1037/a0021762
https://doi.org/10.1037/a0021762
https://doi.org/10.1177/001316446002000104
https://doi.org/10.1177/001316446002000104
https://opentextbc.ca/indigenizationfrontlineworkers/
https://opentextbc.ca/indigenizationfrontlineworkers/
https://doi.org/10.1016/S0027-9684(15)30435-1
https://doi.org/10.1016/S0027-9684(15)30435-1
https://nces.ed.gov/pubs2019/2019038
https://nces.ed.gov/pubs2019/2019038
https://nces.ed.gov/pubs2019/2019038
https://doi.org/10.5820/aian.2303.2016.68
https://doi.org/10.5820/aian.2303.2016.68
https://doi.org/10.5820/aian.2303.2016.68
https://doi.org/10.5820/aian.2303.2016.68
https://doi.org/10.5820/aian.2303.2016.68
https://doi.org/10.1353/jhe.2015.0034
https://doi.org/10.1353/jhe.2015.0034
https://doi.org/10.1353/jhe.2015.0034
https://doi.org/10.1353/jhe.2015.0034
https://doi.org/10.1097/ACM.0b013e3181d28101
https://doi.org/10.1097/ACM.0b013e3181d28101
https://doi.org/10.1097/ACM.0b013e3181d28101
https://doi.org/10.1097/ACM.0b013e3181d28101
https://doi.org/10.1111/j.1365-2648.2007.04569.x
https://doi.org/10.1111/j.1365-2648.2007.04569.x
https://doi.org/10.1111/j.1365-2648.2007.04569.x
https://doi.org/10.1111/j.1365-2648.2007.04569.x
https://doi.org/10.1111/j.1365-2648.2007.04569.x
https://doi.org/10.1111/j.1365-2648.2007.04569.x
https://doi.org/10.1353/jhe.2008.0001
https://doi.org/10.1353/jhe.2008.0001
https://doi.org/10.1353/jhe.2008.0001
https://doi.org/10.1353/jhe.2008.0001
https://doi.org/10.1007/s12111-007-9030-5
https://doi.org/10.1007/s12111-007-9030-5
https://doi.org/10.4324/9780429054013
https://doi.org/10.4324/9780429054013
https://www.jstor.org/stable/24398576
https://www.jstor.org/stable/24398576
https://www.jstor.org/stable/24398576
https://doi.org/10.1080/00221546.2009.11779031
https://doi.org/10.1080/00221546.2009.11779031
https://doi.org/10.1080/00221546.2009.11779031
https://doi.org/10.1080/00221546.2009.11779031
https://doi.org/10.1097/00001888-199803000-00011
https://doi.org/10.1097/00001888-199803000-00011
https://doi.org/10.1097/00001888-199803000-00011
https://doi.org/10.7202/1069060ar
https://doi.org/10.7202/1069060ar
https://doi.org/10.7202/1069060ar
https://doi.org/10.2307/2529310
https://doi.org/10.2307/2529310
https://doi.org/10.2307/2529310
https://doi.org/10.1177/0733464805282727
https://doi.org/10.1177/0733464805282727
https://doi.org/10.1177/0733464805282727
https://doi.org/10.1038/sj.embor.7400693
https://doi.org/10.1038/sj.embor.7400693
https://doi.org/10.1038/sj.embor.7400693
https://doi.org/10.1038/sj.embor.7400693
https://doi.org/10.2307/1981567
https://doi.org/10.2307/1981567
https://doi.org/10.1002/msj.20079
https://doi.org/10.1002/msj.20079
https://doi.org/10.1002/msj.20079
https://doi.org/10.1177/1609406919899220
https://doi.org/10.1177/1609406919899220
https://doi.org/10.1177/1609406919899220
https://doi.org/10.1016/j.jvb.2004.09.004
https://doi.org/10.1016/j.jvb.2004.09.004
https://doi.org/10.1016/j.jvb.2004.09.004
https://doi.org/10.1016/j.jvb.2004.09.004
https://doi.org/10.1016/j.jvb.2004.09.004
https://doi.org/10.1016/j.jvb.2004.09.004
https://doi.org/10.2307/1176259
https://doi.org/10.2307/1176259
https://doi.org/10.2307/1176259
https://doi.org/10.1007/s11422-017-9849-6
https://doi.org/10.1007/s11422-017-9849-6
https://doi.org/10.1007/s11422-017-9849-6
https://doi.org/10.1353/jhe.2011.0015
https://doi.org/10.1353/jhe.2011.0015
https://doi.org/10.1353/jhe.2011.0015
https://doi.org/10.1353/jhe.2011.0015
https://doi.org/10.1353/jhe.2011.0015
https://doi.org/10.1007/s11135-017-0574-8
https://doi.org/10.1007/s11135-017-0574-8
https://doi.org/10.1007/s11135-017-0574-8


Smith, L. T. (2013).Decolonizing Methodologies (2nd ed.). Zed Books, Ltd.
University of Otago Press.

Snow, K. C., Hays, D. G., Caliwagan, G., Ford, D. J., Jr., Mariotti, D.,
Mwendwa, J. M., & Scott, W. E. (2016). Guiding principles for Indige-
nous research practices. Action Research (London), 14(4), 357–375.
https://doi.org/10.1177/1476750315622542

Stanley, C. A. (2006). Coloring the academic landscape: Faculty of color
breaking the silence in predominantly white colleges and universities.
American Educational Research Journal, 43(4), 701–736. https://doi.org/
10.3102/00028312043004701

Starblanket, G. (2018). Complex accountabilities: Deconstructing “the
Community” and engaging Indigenous Feminist Research Methods.
American Indian Culture and Research Journal, 42(4), 1–20. https://
doi.org/10.17953/aicrj.42.4.starblanket

Tierney, W. G., & Venegas, K. M. (2006). Fictive kin and social capital the
role of peer groups in applying and paying for college. American
Behavioral Scientist, 49(12), 1687–1702. https://doi.org/10.1177/
0002764206289145

Tuck, E., & Yang Wayne, K. (2012). Decolonization is not a metaphor.
Decolonization: Indigeneity, Education and Society, 1(1).

Turner, C. S. V., Myers, S. L., & Creswell, J. W. (1999). Exploring
underrepresentation. The Journal of Higher Education, 70(1), 27–59.
https://doi.org/10.1080/00221546.1999.11780753

Victorino, C. A., Nylund-Gibson, K., & Conley, S. (2013). Campus racial
climate: A litmus test for faculty satisfaction at four-year colleges and
universities. The Journal of Higher Education, 84(6), 769–805. https://
doi.org/10.1353/jhe.2013.0037

Viets, V. L., Baca, C., Verney, S. P., Venner, K., Parker, T., & Wallerstein,
N. (2009). Reducing health disparities through a culturally centered
mentorship program for minority faculty: The Southwest Addictions
Research Group (SARG) experience. Academic Medicine, 84(8), 1118–
1126. https://doi.org/10.1097/ACM.0b013e3181ad1cb1

Villapando, O., & Bernal, D. D. (2002). A critical race theory analysis of
barriers that impede the success of faculty of color. In W. A. Smith, P. G.
Altback, & K. Lomotey (Eds.), The racial crisis in American higher
education (pp. 243–269). State University of New York Press.

Walters, K. L., Maliszewski Lukszo, C., Evans-Campbell, T., Burciaga
Valdez, R., & Zambrana, R. E. (2019). “Before they kill my spirit

entirely”: Insights into the lived experiences of American Indian Alaska
Native faculty at research universities. Race, Ethnicity and Education,
22(5), 1–24. https://doi.org/10.1080/13613324.2019.1579182

Walters, K. L., Simoni, J. M., Evans-Campbell, T. T., Udell, W., Johnson-
Jennings, M., Pearson, C. R., MacDonald, M. M., & Duran, B. (2016).
Mentoring the mentors of underrepresented racial/ethnic minorities who
are conducting HIV research: Beyond cultural competency. AIDS and
Behavior, 20(Suppl. 2), 288–293. https://doi.org/10.1007/s10461-016-
1491-x

Wilson, S. (2008). Research is ceremony: Indigenous Research Methods.
Fernwood Publishing.

Windchief, S. (2021). Collaborative Research: The Pacific Northwest Alli-
ance to develop, implement and study a STEM graduate education model
for American Indians and Native Alaskans. Project outcomes report.
National science foundation. https://www.nsf.gov/awardsearch/showA
ward?AWD_ID=1431773

Windchief, S., Arouca, R., & Brown, B. (2018). Developing an Indigenous
Mentoring Program for faculty mentoring American Indian and Alaska
Native graduate students in STEM: A qualitative study. Mentoring &
Tutoring, 25(5), 503–523. https://doi.org/10.1080/13611267.2018.156
1001

Writer, J. H. (2008). Unmasking, exposing, and confronting: Critical Race
Theory, Tribal Critical Race Theory and multicultural education. Interna-
tional Journal of Multicultural Education, 10(2), 1–15. https://doi.org/10
.18251/ijme.v10i2.137

Yun, J. H., Baldi, B., & Sorcinelli, M. D. (2016). Mutual mentoring for
early-career and underrepresented faculty: Model, research, and practice.
Innovative Higher Education, 41(5), 441–451. https://doi.org/10.1007/
s10755-016-9359-6

Zambrana, R. E., Ray, R., Espino, M. M., Castro, C., Douthirt Cohen, B., &
Eliason, J. (2015). Don’t Leave Us Behind: The importance of mentoring
for underrepresented minority faculty. American Educational Research
Journal, 52(1), 40–72. https://doi.org/10.3102/0002831214563063

Received April 19, 2021
Revision received October 17, 2021

Accepted November 2, 2021 ▪

T
hi
s
do
cu
m
en
t
is
co
py
ri
gh
te
d
by

th
e
A
m
er
ic
an

P
sy
ch
ol
og
ic
al

A
ss
oc
ia
tio

n
or

on
e
of

its
al
lie
d
pu
bl
is
he
rs
.

T
hi
s
ar
tic
le

is
in
te
nd
ed

so
le
ly

fo
r
th
e
pe
rs
on
al

us
e
of

th
e
in
di
vi
du
al

us
er

an
d
is
no
t
to

be
di
ss
em

in
at
ed

br
oa
dl
y.

DEVELOPING INDIGENOUS MENTORING FOR NAF-STEM 13

https://doi.org/10.1177/1476750315622542
https://doi.org/10.1177/1476750315622542
https://doi.org/10.3102/00028312043004701
https://doi.org/10.3102/00028312043004701
https://doi.org/10.3102/00028312043004701
https://doi.org/10.17953/aicrj.42.4.starblanket
https://doi.org/10.17953/aicrj.42.4.starblanket
https://doi.org/10.17953/aicrj.42.4.starblanket
https://doi.org/10.17953/aicrj.42.4.starblanket
https://doi.org/10.17953/aicrj.42.4.starblanket
https://doi.org/10.17953/aicrj.42.4.starblanket
https://doi.org/10.1177/0002764206289145
https://doi.org/10.1177/0002764206289145
https://doi.org/10.1177/0002764206289145
https://doi.org/10.1080/00221546.1999.11780753
https://doi.org/10.1080/00221546.1999.11780753
https://doi.org/10.1080/00221546.1999.11780753
https://doi.org/10.1080/00221546.1999.11780753
https://doi.org/10.1353/jhe.2013.0037
https://doi.org/10.1353/jhe.2013.0037
https://doi.org/10.1353/jhe.2013.0037
https://doi.org/10.1353/jhe.2013.0037
https://doi.org/10.1353/jhe.2013.0037
https://doi.org/10.1097/ACM.0b013e3181ad1cb1
https://doi.org/10.1097/ACM.0b013e3181ad1cb1
https://doi.org/10.1097/ACM.0b013e3181ad1cb1
https://doi.org/10.1080/13613324.2019.1579182
https://doi.org/10.1080/13613324.2019.1579182
https://doi.org/10.1080/13613324.2019.1579182
https://doi.org/10.1080/13613324.2019.1579182
https://doi.org/10.1007/s10461-016-1491-x
https://doi.org/10.1007/s10461-016-1491-x
https://doi.org/10.1007/s10461-016-1491-x
https://www.nsf.gov/awardsearch/showAward?AWD_ID=1431773
https://www.nsf.gov/awardsearch/showAward?AWD_ID=1431773
https://www.nsf.gov/awardsearch/showAward?AWD_ID=1431773
https://www.nsf.gov/awardsearch/showAward?AWD_ID=1431773
https://doi.org/10.1080/13611267.2018.1561001
https://doi.org/10.1080/13611267.2018.1561001
https://doi.org/10.1080/13611267.2018.1561001
https://doi.org/10.1080/13611267.2018.1561001
https://doi.org/10.1080/13611267.2018.1561001
https://doi.org/10.18251/ijme.v10i2.137
https://doi.org/10.18251/ijme.v10i2.137
https://doi.org/10.18251/ijme.v10i2.137
https://doi.org/10.18251/ijme.v10i2.137
https://doi.org/10.1007/s10755-016-9359-6
https://doi.org/10.1007/s10755-016-9359-6
https://doi.org/10.1007/s10755-016-9359-6
https://doi.org/10.3102/0002831214563063
https://doi.org/10.3102/0002831214563063

	Exploring Personal, Relational, and Collective Experiences and Mentorship Connections That Enhance or Inhibit Professional Development and Career Advancement of Native American Faculty in STEM Fields: A Qualitative Study
	Developing an Indigenous Mentoring Program for Native American Faculty in STEM Fields: A Qualitative Study
	Contextualizing Native American Faculty Experiences
	Tribal Critical Race Theory
	Purpose of the Study
	Positionality of the Co-Authors

	Method
	Results
	Description of Participants
	Description of Themes and Subthemes and Their Relevance to TribalCrit
	Values
	Relevance of Research for Community
	Relationships
	Responsibility to Serve Native American Students
	Balance
	Participation in Cultural Activities

	Mentors and Mentoring Relationships
	Peer Mentors
	Senior Faculty Relationships
	Cultural or Community Mentors
	How Mentoring Relationships Start
	Characteristics of Positive Mentoring

	General Barriers to Success
	Institutional and Administrative Policies
	Cultural Taxation
	Value of Oral Presentation Versus Written Publication



	Discussion
	Values
	Mentors and Mentoring Relationships
	General Barriers to Success
	Strengths and Limitations
	Implications for Future Research, Practice, and Policy

	Conclusions
	References


