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CHAPTER 6

UNDERGRADUATE SERVICE
LEARNING AS A CONTEXT
FOR EXPLORING THE
“INSTITUTIONAL VOID” OF
HIGHER EDUCATION
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INTRODUCTION

Service learning has been long viewed as an educational experience that pro-
vides undergraduate students opportunities for developing a deep appreciation of
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disciplinary knowledge as integral to civic responsibilities (Bringle & Hatcher,
1996; Taylor et al., 2019). Such experiences have been noted to have a positive
impact on personal, moral, and social outcomes for undergraduate participants
(Cabedo et al., 2018; Markus et al,, 1993; Giles & Eyler, 1994). However, among
such reported benefits are concerns regarding the consequences of such commy.
nity-based experiences when underlying assumptions and philosophies—par-
ticularly on the part of university members (institutional leaders, educators, and
undergraduate students)—are left unexamined (Ginwright & Cammarota, 2002;
Mitchell, 2007). Universities often leverage university-community partnerships
to incorporate service learning within undergraduate coursework or research inj-
tiatives, and these research-based programs, particularly those that push back on
traditional models of service learning as helping the poor and uneducated may
represent a philosophy on learning and instruction that differs from what many
undergraduates experience in their respective programs. Such issues are high-
lighted in scholarship associated with critical service learning, which is an area of
study concerned with traditionally unexplored assumptions and biases that have
potential negative impacts on university-community partnerships (e.g., Mitchell,
2007; Mthethwa-Sommers, 2020; Pratt & Danyluk, 2017; Santiago-Ortiz, 2019).
For this qualitative study, we analyzed interview responses of 25 undergrad-
uates who were positioned as co-learners with participating community youth
within a university-community initiative. The grounding philosophy of the
University-Community Initiative, hereon referred to U-CI (pseudonym) is that
high-quality learning necessarily involves non-hierarchical interactions; faculty,
graduate students, undergraduates, and local youth are explicitly acknowledged
as having expertise that is essential for any research endeavor. Such a philosophy
is a key element of critical service learning. Scholars associated with this area
of study have found that (a) giving 1o or serving others in need ignores the often
racialized, systemic inequities that led to such needs in the first place, (b) those
in greatest need are often overlooked as those more able to access resources and
pursue funding opportunities receive a greater portion of support, and (c) such
acts of supporting and giving subjugate those in the receiving end rather than see-
ing the philanthropic opportunity to work collaboratively with community and,
hence, learn something new (Kinloch etal., 2015; Lynn & Wisely, 2006; Patterson
etal., 2017; Wade, 1997).

Efforts to reframe service-learning opportunities, particularly those involving
local youth, focus on the benefits of learning with community participants, hence
positioning the community as a collaborative colleague rather than a recipient
of knowledge and resources. Kinloch and colleagues (2015) described such an
effort to reframe service learning associated with a local youth garden project as
learning through project participation; the focus of creating a community garden
moved the goal toward collaborative creation and learning, positioning youth in
a range of roles including “financial planner, videographer, outreach coordinator,
and pamphlet designer” (p. 45). Hence, service learning framed as charity limits
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Following foundational planning and agreements between the university facul-

ty and community leadership, all participating co-learners (including community
youth) engaged in weekly collaborative projects that took place in various loca-
tions including the university, {he after-school community sites, and a local space
of interest to community youth (e.g., a local watershed). As such, activities varied
according to geographic location, which is further described in our methodologi-
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U-CI co-learners opportunities to develop relationships that are less tethered to
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tablished and consistently articulated by faculty leaders, is to (a) learn with and
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and xenophobic policies of the previous federal administration and proclaiming
commitment to supporting diversity, equity, inclusive practices and policies. Such
expressed commitments are an important step for real institutional change. The
subsequent steps of critical introspection, in our opinion, must involve an open
dialogue about the experiences of university students, particularly those reflecting
the diversity that we strive to include in higher education; such an effort is even
more poignant for those that tout themselves as a Minority Serving Institution
(Ash et al., 2020; Gasman et al., 2008).
This study is a critical discourse analysis (CDA) that includes a micro-level,
analytic lens (Bloome & Talwalkar, 1997; Fairclough, 2001; Rogers, 2002) of
interview conversations (Skukauskaite, 2017) with 25 undergraduate co-learners
who served as facilitators for one of three literacy related projects associated with
the U-CI. All three projects are led by a faculty member (first author) at a nearby
public research university in California and coordinated by graduate students (all
co-authors). It is important to note that this study is not focused on the operations,
curricula, leadership and activities specifically associated with the research uni-
versity in which the U-CI is based. Grounded in a sociocultural view of literacy as
contextually anchored, social engagement (Banks, 2012; Cook-Gumperz, 1986;
Gutiérrez, 2008; Street, 2013; Vygotsky, 1980), we aim to address the following
research questions: What are the potential tensions or challenges that undergradu-
ates experience while striving to engage in community-based programs during
their studies? What do these tensions and challenges reveal about the value gap
that continues to plague our academic spaces?

THEORETICAL FRAMEWORK

Discursive Silence

Given our aim to explore the often unspoken, invisible tensions, power dynam-
ics, and experiences of our undergraduate participants, we took up the construct
of silence (e.g., Huckin, 2002) as a central premise for our study. Scholars across
research disciplines including education, humanities, philosophy, rhetoric, and
others have long studied the role that silence—often defined as omitted, sup-
pressed, or devalued phenomenological or experiential knowledge-—plays in
various social spaces (e.g., Basso, 1970; Ephratt, 2008; Pixley & VanDerPloeg,
2000; Thein, 2013). Specifically, we followed the position of silence as a type
of void, which reflects the scientific view of void as the “known unknown” of
astronomical phenomena (Arya, in press). In the context of cosmology, the void
is a placeholder of sorts for various forms of astronomical “stuf that has yet to
be documented and codified as new scientific knowledge. As technological ca-
pabilities and ongoing investigations evolve, what was previously invisible may
become visible (Shields, 2006; Weatherall, 2016). As such, we positioned our
undergraduate participants as our cultural guides through the void of institutional
learning. Their participation as co-learners with community youth helped to high-
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Thirty years ago, legal scholar Crenshaw (1989) coined the term intersection.
ality in order to provide a way to sce and address the power imbalances based on
gender, sexual orientation, race, language, and religion. Noting the compounding
effects of these various demographic identities, she made visible how the identi-
ties we maintain within social contexts can crescendo into greater exclusion and
discrimination. Such an effect happens without explicit warning and continues
invisibly through unspoken neglect of systematic, dominant practices. As such,
the Black transgender undergraduate student, for example, is far less likely to gain
the same access to resources and opportunities as a Black woman undergraduate,
who is in turn less advantaged than a white woman undergraduate. This analysis
of intersecting identities serves in clarifying the pervasive inequities of the insti-
tutional void based on identity politics.

A related construct to intersectionality is stereotype threat, which was coined
by psychologists Steele and Aronson (1995) who observed a significant difference
between Black and white undergraduates in performing a task (e.g., completing
a geometric puzzle) based on the directions given. If prompted that the task is to
assess one’s aptitude for cognitive reasoning (a prompt that reflected an academic
goal), white participants far outperformed the Black participants. If given the di-
rection that the same task was merely a game with no academic associations,
Black participants actually outperformed their white peers. This groundbreaking
discovery, which continues to be a robust finding in psychological research (e.g.,
Spencer et al., 2016) highlighted another aspect of institutional void; the percep-
tion of Black students as lacking intelligence compared to their white peers is an
invisible yet powerful mechanism that perpetuates inequities in academic spaces,

even within institutions that explicitly celebrate diversity and inclusion among
their students and faculty. Arguably, the observed prevalence of stereotype threat
coupled with the expressed experiences associated with intersectionality are evi-
dence of the value gap in higher education. As such, we aimed to learn about the
ways in which our participants, who have varying degrees of connections with
these constructs based on respective cultural memberships, view the value gap
within higher education in light of their participation in U-CI. More specifically,
we wanted to understand how a university-community partnership founded on
mutual respect and culturally inclusive practices could also serve as a catalyst for
raising awareness and critical reflection about the institutional void.

This study is an exploration of expressed perspectives and experiences of 25
undergraduates at a local research university that has and continues to make ef-
forts to create an inclusive environment for students of color. Through this criti-
cal lens of institutional void, we engaged in the systematic, iterative process of
describing, interpreting and explaining participants’ views related to their under-
graduate experiences and community program involvement.
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METHODOLOGY

study Context . .
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. ity si i or interest, such as in
ific community site and focus on an issue : 1S it e
speClﬁtC ]f)cal efforts to reduce plastic use. Community yguth are lnl\)nt;d tp:;?i%h
curre:mwring organizations, Girls Inc. or the Boys and (.nrls (':IUbi 0 oloration
the phe articipating sites for the current study. U-CI pro_wcts involve expl ion
are;jtcolrl)aboration on a variety of literacy-driven topics ang gs’;-lgid )p:vr::;:nn th)e
N i ineering, and mat
elevant to science, technolog'yt eng s : .
:;t(‘)(:lst;:t of environmental sustainability. Three ofdthe five pr?sescot:i :tr;(;evr:ivte}xlyt ;11;
i identified for this study; two are
Fall 2019/Spring 2020 were 1 B O e of he Boys
of Girls Inc. and one associated with a local ch
local(‘::'hlzpéelfb The U-CI within the local research university is led by a facgl%y
e blerr and cc.)ordinated by five graduate students, all of whom collaborated in
mem

this exploration.

The Local Research University | . d
The local university is located near the coast of cfentral California a.tzlg 3541;0;(; !
a Minority Serving Institution. At the time of this slud)f, a total oi/ .(,!emiﬁCd
:i:rdgraduate students were enrolled at the universn);. 1Of (tihls ;(:/ta;,s 2B9Iaac 11(/ Py
i i i ified as Asian/Pacific Islander, 5% T
as Chicanx/Latinx, 28% identi : : ific Islan e ety
i hite. Diversity is express
ican, and 35% as non-Hispanic w : |_
:/\z:]l-lueer(licwithin the university campus and is largely deflilned asa ;tﬁ:f:;rsgsl;, :S
i ation of the state. The researc
ion that matches the diverse populdtlon. of th e re as
::l;m]icitly connected the notion of diversity with academic r1g9r.h As sgc:;t\;/:nvslys-
th: university context as a representative modftl of the U.S. higher e ivemity .
tem. Given the expressed emphasis of diversn)'/ asa strength, our u;]1 o
1 ar;lers may not experience many of the inequities Prs)c_luccd from t eed . gri_
t;at ervades our society. We hypothesized the posmblllty that expre[sjscI ew];:aiCh
encers) on undergraduate life may reflect values and practices of the U-CI,
positions all members as valuable co-learners.

U-CI Youth Projects _——
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t1 ) and New leaf (Boys and Girls Club.). All participating youth live "
tl’::)s’urrounding community that, according to the 2000 Cex:lsus;hl;az;isrel; lc:‘]laer_
income of $26,466, which is approximately $15,'682. Iowert‘ an national avi
his stated, the same surrounding community includes some NS
age.hT : holds ;n the country, hence increasing the average income to dd, t‘;
li’sltasto gfs fhe local youth are living in households below the poverty line, and due
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the COVID-19 pandemic impacting the globe at the time of this chapter’s prepa-
ration, local news outlets have reported extreme poverty levels within this area.
The local school district reported 95% of their students as eligible for free and
reduced lunch. Additionally, 85% of students were reported as Latinx with more
than 60% speaking Spanish at home.

The key of U-CI is the connection of community youth with university co-
learners who are trained by faculty to facilitate co-learning, collaborative con-
nections with their younger peers. The undergraduate population represented by
the university co-learners share common cultural and linguistic backgrounds with
community youth; this connection is a significant resource as the majority (more
than 80%) of K-8 teachers within this region are white women. The partnering
university was recently acknowledged as a Minority Serving Institution; 26% of
the student population identify as Latinx, with about 34% identifying as white.
Other representing groups include Asian/Pacific Islander (19%), mixed ethnic
identities (12%) and other undocumented internationals (9%). An underlying goal
of the U-CI is the contribution of local K-20 pipeline efforts happening within
outreach units on campus. Each of the three U-CI projects are described in turn.

Young STEMinists

The Young STEMinist program was designed to foster STEM interests and
confidence among community youth in grades 4-6 who are members of the local
chapter of Girls Inc. and who identify as girls or non-binary individuals. Univer-
sity co-learners were trained and supported to foster STEM-related interests and
sense of belonging while eliciting ideas from community youth about researching
and writing about women and transgender scientists on the university campus.

Community youth engaged in hands-on activities led by women and non-bi-
nary scientists across different STEM related fields (chemistry, marine science,
engineering, etc.) on the local university campus as well as hands-on explorative
activities within the after-school program site. This program spanned a 20-week
period split into two segments to align with the university and local schools’ and
organizations’ academic calendars. Weekly sessions involved either visits to the
local campus or collaboration at the organization site, depending on the availabil-
ity of participating faculty and scheduling conflicts of the community organiza-

tion. All participants (undergraduate and youth co-learners) were positioned as
collaborators and co-researchers, which were organized into one of six different
small groups (23 university co-learners and 5-6 community youth per group).
All young STEMinist program activities, including visits to campus labora-
tories, stemmed from specific interests and curiosities from community youth
participants. Specifically, community youth were given full agency on questions
asked of participating scientists and weighed in on activities and field trip explora-
tions. Throughout these weekly visits, 12 university co-learners distributed activi-
ty materials among their groups, demonstrated and supported active participation,
and documented the visits throneh their session notes that were suhmitted elec-
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i i i i i as of improvement for the program as
in reflection exercises to identify areas of 1 e Do
i isi he interview questions posed to participating .
as potential revisions tot ( o o eyclo, an
inati to produce, for this pal s
The culminating goal of the project was i ‘ cle-an
i i that provided key conceptual
instructional coloring book for younger peers ovided bl
iscipli ined from their visits with STEM p
ation and disciplinary knowledge gaine ) fote
rsrilonals It should be noted that this particular project was ;ut s'hort ;’r:)l:: :ﬁ:g:ﬁ;
. f the COVID-19 pandemic an
the final outcome due to the onset 0 \ : cring
ing te. Outcomes from previous €
ders that closed the partnering program SI s fror
g:eeexempliﬁed in book publications co-authored by participating youth (Arya &
McBeath, 2017; Hirsch et al., 2021).

Teen STEMinists . .
ree’{"'he Teen STEMinists project was designed as an extension of the Young

i ici ire to continue their con-
ini ‘ us participants expressed a desire
N e program. AS A + was also designed to foster STEM

i i h, this projec ‘
nection with the program. As such, d | o
interests and academic confidence i women and nﬁn-\;ﬂmar;; ;(Er;’r:\l:rsltn}zr z)/zram

imi j i for younger peers, the leen 51t
Similar to the project designed e S e onpy 10
- lit into two 10-week segments. Sinc (
e e ingle group led by four uni-
i ici the teens worked as a single group .
community youth participants, ngle B10UD 1 e i weekly

i t the program, community teen fot L
versity co-learners. Throughou S enerehip

i i ir universi _learners that took place either a p
sessions with their university co : ace o oF

i iversi . The design of the activities max e
site or at the university campus s maximized e 056 0
; ions that took place at the university sit
the space; for example, sessions ook plac he u o o activi
-binary identifying scientists W
to labs led by women and non - vho deslgn® mioped
i ts of the community teens. 1he¢
ties based on the expressed requests of the ! T e foatived
i i i ir curiosities and interests relate
interview guides based on their cu i nd ; Sl o a0
ientists’ reses jonal journeys. This cohort of tec
scientists’ research and professiona ‘ e edlod
i i _CD’s first annual Youth Summit con he
help design and organize u-C ' i O a bilngual
i ine. This Youth Summit was designe .
to take place in the spring. . D e 1o oo
i i in which community youth wou
Spanish/English conference n whi : ‘ e
mpit proposals associated with environmental research, science gxperm:ngue ”
DiY innovations that would be presented at this commu.mty-w1dc event.
COVID-19, this conference was postponed to the following year.

Lea . . ) )
Ne’”r'heeNfew Leaf project is similar to the previous U-CI projects n th:t COT::;.
nity youth are engaged in STEM-related activities that take place at the pai

. ities and
ship site or at the university on a weekly basis. Furthermore, all activities @

e Te all
projects stem from the expressed interests of participating yottlltlh w}:;)\l,hlizksea?ld
i iven full agency in shaping the ac
U-CI community youth, are given '
Z:/:enrts associated with this program. New Leaf community youth collaborated

with 13 university co-learners who were guided by lead project faculty to foster



158 o ARYA (T AL
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PARTICIPANTS

rs) for one of the three programs
invited to engage in interviews,
STEMinists, four

ants were facilitators (co-learne
Of the total 32 undergraduates
ted to participate, resulting in nine from Young
inists, and 12 from New LEAF.

ific focus of the two STEMinist projects, the gender
of participating undergraduates was predominantly female, with 21 (84%) iden-
tifying as women and four (16%) identifying as men. Participants represented a
range of ethnicities with 10 (40%) identifying as white, seven (28%) as Chicanx/
Latinx, one (4%) Native Hawaiian or Other Pacific Islander, one (4%) Southwest
Asian and North African (SWANA), three (12%) as more than one ethnicity, and
three (12%) declined to state. Most (80%, 20 total) of participants have at least
two years of college experience (upper division) while the remaining five (20%)

were within the first two years of studies (lower division).
The majors represented by the participants were roughly evenly distributed

across STEM (biology, chemistry, etc.) and non-STEM (humanities, English, etc.)
majors. Of the total 25 participants, 13 (52%) were STEM majors, with seven
majoring in biology, three in environmental studies, and two in neuroscience. For
the 12 non-STEM majors, seven majored in sociology while each of the remain-
ing five majored in religious studies, English, communication, economics, and
history. Across all participants, nine (36%) were enrolled in an education minor.
Participants were originally recruited through two avenues. The first was
through a service-learning class offered by the education department at the uni-
versity. As a part of the course, students were expected to work with a commu-
nity-based outreach program for the course of the quarter. New LEAF and both
STEMinist projects represented three of the site options. Of the informants in
this study, more than half (14 total) were enrolled in this course and joined the
programs as a class requirement. Following the practicum course, all of the infor-
mants chose to continue their participation in the program after the class ended.
All other participants were recruited through emails sent to the education minor
and biology major listservs. Participants were invited to apply to each respective
project and were selected based on their application responscs that were submit-

ted electronically. Applicants were explicitly asked about their motivations for
joining one of the projects, experiences working with youth, skills and hobbies
(e.g., gardening and construction skills) and multilingual expertise (.., Spanish

speaking and writing skills).

All study particip
described above.
25 (78%) consen
from Teen STEM

Likely related to the spec

INTERVIEWS

Interview questions were similar across the three project contexts with differences
that aligned with the amount of project experience at the time of the interview.
Interviews with undergraduate facilitators for the New Leaf project began in late
fall of 2019 after participants had completed at least one term (10 weeks) of pro-
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;r:::t; ;:;:;t;;snzlth youth; all interviews associated with this project took place
ten'rllllshmterl\lnews ot.” STEMinist facilitators took place earlier in the winter 2020
: en these projects (one term shorter than New Leaf) were scheduled to be-
glln, hence these participants were near the beginning of their experience worki
with y(?unger peers. We posited that the varied entry points of project parti '0 ¥ng
at the t.lme of the scheduled interviews would afford our ability to vielzv r B
coll(.ac.tlvely as representative of how one’s initial perspectives ma chaflsponl:es
pan}f:lpation. Given our sociocultural view of literacy as social engﬁgemeﬁz3 (a "
Gutiérrez, 2008; Street, 2013; Vygotsky, 1980), we were able to explore interve"g.,
exchanges as a collective social space that may reveal the potential tensi -
challenges that undergraduates experience during such community en a“’"S o
and the ways the aforementioned value gap is manifested. Figure 6.1 gl:)eglemc'rllt
Ius?rfltes a sampling of unique questions posed to the STEMinist an;i N ovl‘j "
facilitators; a full list of questions by project are available in Appendix Aew .

What previous experiences in STEM do you think

Questions fo

STEMin for . would help in your role as a facilitator?

u !ldagm‘m;uate In w:at ways do you imagine that those experiences
perticlpmts, . can be applied?

What are the possible benefits of being ex
g exposed to
both STEM and non-STEM classes and activities?

What part of the program are you looki
the most? The least? . s Jorward to

What do you hope to gain from being a facilitator?

What do you think it means to be engaged
asan
meo‘g;’raaduatet a in ‘at”hxmgrum? How different you \
unders ing is 4 i ‘
Priasndssr 8 is from before being part of
*  How did you feel about havin i
: 1aving the choice and

1o désign an activity for the kids? Jreedom
What would you consider to be some i
contributions to the prograni? ofyour main Leaf
: How did you ’ef yourself connected to the program? Qneslionsfl arl i ipant

What do you think you and other Jacilitators achieved fuile s
as being part of the program?

Crafting Critical Service-Learning in Online Spaces: Critical eService-Learning

FIGURE 6.1.  Interview Questions by Project
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Questions for STEMinist facilitators focused on goals and expectations while
New Leaf facilitators were encouraged to reflect on their experiences in the pro-
gram. All interviews were audio recorded and lasted an average of 22.5 minutes.
Approximately 9.5 hours (570 minutes and 9 seconds) of recorded exchanges
were collected.

Each participant was individually interviewed using a conversational style
with guiding questions as exemplified above (Skukauskaite, 2017). Interviewees
were positioned as cultural guides with expertise. As such, guiding questions were
used to support a natural conversation about one’s knowledge and experience.
All participants were interviewed by either a graduate research coordinator (for
New Leaf) or an undergraduate research assistant (for STEMinists). [nterview
questions were designed based on the level of experience of facilitators and the
respective goals of each program. Given that both STEMinist programs were just
beginning at time of study, undergraduate participants received the same ques-
tions aimed to identify their previous experiences, expectations, and goals within
The STEMinist Programs. New LEAF undergraduate participants had completed
several months of facilitation within their program; as such, the interview proto-
col aimed to understand their experiences through the program and their percep-
tions and feelings towards it.

ANALYTIC FRAMEWORK
Critical Discourse Analysis (CDA)

Given the critical focus of this study, we chose critical discourse analysis
(CDA) described by sociologist and discourse scholar Fairclough (2001) for our
analytical approach. The three-tiered design of CDA guides the analysis begin-
ning with a descriptive representation (e.g., summary description) of an event
or textual source. Next, the research team interpreted such descriptions, leading
to broader explanations (emerging themes) that index critical implications for a
given study. Originating in journalistic explorations, Fairclough’s CDA frame-
work highlights the importance of understanding underlying cultural values and
positions of voices included (or excluded) from rhetorical media. Similar to the
work of other educational researchers, we used CDA to explore the relationship
between language produced during researched events, like interviews, with soci-
etal issues related to learning within sociocultural contexts (Rogers et al., 2005).
Within this broader critical frame, we aimed to make visible the critical position-
ality of all individuals associated with this study, including the researchers.

Positionality of Researchers

Following the advice of literacy scholars Guti¢rrez and Rogoff (2003), we
maintained a mindful eye on our respective positions associated with the U-Cl in
order to avoid impositions placed on participant voices during analysis. The lead
faculty member (using pronouns she/hers/they/theirs) is both multilingual and bi-
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cultural (Southwest Asian and North African—SWANA and white). The graduate
student coordinators and collaborators involved in this study include a Spanish/
English bilingual who identifies as Latinx (he/him), a bilingual Korean/English
who identifies as Asian (she/hers), a monolingual English speaker (she/hers) who
identifies as bicultural (Pacific Islander and white) and two monolingual English
speakers (she/hers) who identified as white. Acknowledging our respective posi-
tions and backgrounds, all phases of analysis for this study were subject to peer
review and pushback. Further, the lead faculty member, mindful of their position
of power, repeatedly invited alternative perspectives on suggested patterns and
themes identified during analysis. Our efforts to avoid biases due to positionality
and background was integral to the analytic process that is described later on.

Initial Transcription

Following the general guide of CDA (Fairclough, 2001), analysis began at the
descriptive level; all interviews were recorded and, initially, roughly transcribed
(i.e., representing talk at the word level without repetitions, pauses, contextualiza-
tion cues etc.). The lead faculty researcher reviewed al| rough transcriptions while
closely listening to respective recordings in order to understand the full contextual
meanings in utterances (Gumperz, 1992). During such close listening, the lead
researcher constructed summary notes, or thick descriptions (Geertz, 1973) about
the intended messages in recorded exchanges. All notes were subject to review
and further editing by at least one member of the research team.

Units of Analysis

Our unit of analysis was determined by the single interview event (Bloome
et al., 2004), hence a total of 25 units. Within each event, we further identified
subunits based on the first wave of analysis that involved event mapping for each
audio recorded interview. Subunits are timestamped, summarized segments that
begin with a specific question/request/suggestion from the interviewer or inter-
locutor, followed by response(s), and ending with some sort of indication of reso-
lution, or signal that the question/request/suggestion was addressed.

Interpretations of descriptive records (audio recordings and summary notes)
for each of the 25 units involved peer review by two other researchers, resulting
in the creation of interview event maps for identifying salient subunits of respons-
es, hence preparing for critical (explanatory) levels of analysis. For this study,
subunits were identified by an initial question from the interviewer, which were
bounded by the followin ¢ question indicating a new topic. From the total 261 sub-
units identified, 37 subunits (97.5 minutes total) reflected indirect references to
institutional void. References highlighted various assertions related to challenges
and tensions associated with undergraduate study experiences, like a dispropor-
tionate resource allocation based on perceived value differences of particular ma-

jors.
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Micro-Level Analysis
All identified subunits associated with institutional. void :ve;r-e fturthsr airt::lzvzerc:
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Member Checking Thematic Findings
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FINDINGS
General Consensus on Member Checking

Responses from the eight participants who chose
vitation were largely confirmatory;
information, for example, on the co
able resources in undergraduate s
responses, like FB (pseudonyms
Latinx man majoring in environ
message:

to respond to our open in-
participants who did not explicitly mention
mpetitive tensions and lack of equitably avail-
tudies provided additional information in their
used in this study are first and last initials), a
mental studies who wrote the following in his

- . . as a first-generation college student navigating competitive spaces in higher
education it was difficult to seek help and services not only because of self-
reasons and the stigmatization of receiving help,
seemed so foreign to me and for the majority of
university] I did not even realize they existed.

imposed
but also because these resources
my introductory years at [research

One participant, SB (woman, Pacific Islander majoring in biology) disagreed with
such perceived inequities:

I feel as if there are a myriad of resources to help someone figure out what they’re
interested in that [research university] offers and all it takes it finding the right men-

tor to lead you through it . . . TAs are a helpful resource to do well and maybe not

every student needs them as a resource but it is ultimately up to them if they want to
seck further help in their classes or not.

While acknowledging the separation of majors, SB seemed to attribute this dis-

tinction, in her words, 7o the Separation in research topics and departments within

the university. The only other disagreement came from SS (woman, Latinx major-

ing in biology) who agreed with summarized themes except for the initial theme

listed above, on the lack of encouragement to explore a diversity of topics/sub-
jects:

I do agree that there is pressure to get our major done and not much encouragement
for exploration of other diverse topics but inm

y experience, there is pressure to join
extracurriculars that have to do with your maj

or or intended career.

In response to a follow-up clarification on the ex

tremity and prevalence of this
pressure, SS responded the following:

1 did feel the pressure a lot more during my second year. T feel like it is sort of ex-
pected of you by the time one enters the second year, especially if you w

ant to go the
pre-med route or are thinking of doing graduate school.

Given the overall responses to thematic assertions, we found observable patterned
responses in support of summarized themes previously listed.
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Emerging Explanatory Themes of Institutional Void

We organized emerging themes into two general findings: (a) unde':rgraduz;,:ﬁ
instituti itive experience w
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on authentic outcomes. Eac R
icipants are presented in micro i
ted responses from participan ‘ e
E;?())omc etr:l) 2004), hence line numbers correspond to those in the full transcrip!
for each respective participant.

The Inequitable, Competitive Experiences of Undergraduate
nin, o . y
Le‘Xs efplained earlier, the local research university has consmten;l¥ :l);ﬁ;eszn ¢
L . o
its commitment to supporting diversity and e.qmty for studer;‘ts anommumc,a o
such sentiments are publicized through website pages and of er ¢ e
ages to the public. However, such efforts have not been umforrﬂ y ;:1 recived
ss i . . . lc
meeffe%:tive for creating safe, inclusive spaces for learning. While a paduc :t e
aiknowledged the importance of having a well-rounded undergt:adt:jate (-i poe thei;
. i “get their major done™
ici f pressure to “get the
ight explicitly expressed a feeling o : g ' helr
elgg:es rI):“,lecti):/e courses and extracurricular activities ar_e generally not' errzn "
:tgued a's described by AC, a white, woman, upper-division student majoring
neuroscience:

159 at an undergrad institution

160 not specific to [university name]
161 they really tell you that
162 your major

163 you should do things within your major
164 within your sphere

165 drawing from so many concepts
166 relating to your major 1 '
167 that almost makes you feel like a fish out of water

168 if you do something else
169 especially if

170 you know
171 if you go from psychology
172 to environmental science

173 that is just two different types of science
174 it is very

175 inside the brain

176 and anatomical body

177 Versus
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178 like

179 climate change
180 and growing plants
181 and stuff like that
182 SO

183 it can be

184 super intimidating

For AC, inequities seem to be further exacerbated by a lack of shared knowledge
of programs across disciplines, which in turn result in students’ ignorance as

to the resources and opportunities available to them. When discussing how

she learned of the facilitator position within the U-CI and why she had not
participated in similar programs previously, AB (woman with a multiethnic
background in upper division majoring in biology) remarked that knowledge of
programs outside the biology department was not widely shared. In addition,
despite having received an email sent to the entire biology major listserv,

she predicted that most of the other biology majors remained unaware of
opportunities like the U-CL.

483 AB: yeah
484 50
485 so I literally got an email from like
486 the bio department saying like
487 oh there’s open applications to be
488 like
489 a facilitator for [the Young STEMinist Project]
490 and I like
491 read it
492 I was like
493 oh yeah like
494 teaching science to
495 like young girls
496 like I wish I had a program like that
497
498 I: That’s awesome
499
500 AB: So then I joined
501 or [ applied through that
502 but like
503 I had no idea
504 that this was a thing
505 and I don’t
506 I don’t really know

507 like if most bio majors
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508 or any other majors knows
509
510 1: Yeah
511 I didn’t know
512
513 AB: how to get
514 this information

thesizes that the people who know the most about similar op-

AB further hypo ing inequities in the opportunities

ortunities are the “education people,” suggest

ts based on their major. ) ]
aﬁol‘:g:dutnoisz::ii;‘ iampus itself is geographically segregated with common 1¢

X . King
i areer services and library, mar
ildings, such as the student union, ¢ Vi ing
Sl(:urgiev?c;]i‘t:g liie between STEM and non-STEM bmldl(;lgst. As 51;7:‘,1 (:x.reMost
og ipli o the undergraduate pop .
interdisciplinary exchange among ( o
‘ad(' oif :;zrwho svere enrolled in non-STEM majors ex.pressed z:hlackocl)lt;l ;p; o
pm']c ‘t)o explore campus-based facilities that were avall.able to the )tlouch o
tmt‘“yarlicipzr:nts such as the campus greenhouse or marine science
ect p X

i i i ampus,

Jab. In addition to a lack of opportunities for exploring alteesmaz;t; Zl:;)so gf] ::1 it;;s’ >
' i i ss to resourc .
icipants also expressed inequitable acce . e

‘\)Na;lt;c;sznn Soverall h‘;gher value of STEM to)ver' non-fstgfi\vdvesrt::;-lgi eb;/ a\;trildpamtys’

ip. This sentiment was mentioned by nine 0 . ve P :

l'ea?e:ls':g.;\gvhlz ivoman (cultural background unknown) in upper division course
includi A

majoring in English and minoring in education:

bstacles in your program?

92 1: and have you encountered any O
93 If so ‘ '

94 What stands out as the biggest?
95

96 AW: um

97 it’s [university)
98 so English

99 like
100 the humanities in general
101 aren’t very

102 cared for
103 as much as like

104 STEM
105
106 [: yeah
107
108 AW:
109 and all that kind of stuff
110 so 1 would say
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111 resource wise

122 everyone is always selling
123 like

124 the big

125 like

126 bio and

127 like

128 chem and all that
129 and I’m like
130 I just need these types of book

131 but

132 s0 i always

133 like

134 have to buy my books brand new
135 and like

136 it’s just little things like that
137 that I've noticed

The Plight of “Weeder Courses”

While participants mentioned tensions across disciplines throughout their un-
dergraduate experience, thirteen participants also commented on their struggles
in maintaining a foothold within their own major. Noted biology and chemistry
courses seemed to be structured to reduce the number of people within a given
major—such courses were called “weeder courses” by undergraduates. Partici-
pants noted that the difficulty of such coursework is targeted at the entry level,
which was perceived to serve as prerequisites for upper division courses. AB, a
woman with a multiethnic background enrolled as an upper division biology ma-
jor, reflected upon her first few years at the university:

148 AB: 1 feel

149 1 feel like

150 they have to take
151 like they take a

152 ton

153 of bio students

154 when they first come

155 like

156 I remember meeting

157 like

158 everyone in my hall and they were all bio
159
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160 1: oh my god [chuckie]

161

162 AB: So

163 but none of them are bio anymore
164 1 just feel like there’s

165 like this weeding out program

“weeding out” process and lack of support

i i this
AB continued to mention that e e oo

is focused solely on the lower division courses wh
establish a less toxic environment:

229 AB: but upper division is 50 much better

230 it’s not
231 it’s not as toxic

232 toxic

233

234 I: the weeding outT
235

236 AB: Yeah

237

238 1: oh god

239

240 AB: yeah

241 they like
242 want you to do well [scoff chuckle}

. . . ntic

A lower division biology major, OP (woman, white) mentioned sn'{ul:rr(): h
ments about the lack of support found in the entry level courses not only
instructors, but also from academic advisors. She reflected:

93 at the beginning of the school year
94 1waslike
95  1don’t know if I wantto keep doing this
96 like I kind of wanna switch
97  like I went and saw
98  like my bio advisor and he was like
99 $0000 not helpful
100 he just kind of like
101 brushed me off
102 and he was like
103 you're on track
104 like just keep going
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105 and I was like

106 ugh
107 okay
108 um

109 Soldon't feel like
110 °super supported

Avoiding Available Resources

The university, as mentioned previously, expressed a commitment to support-
ing equitable and diverse academic environments; however, it appears that un-
dergraduates perceive a barrier to utilizing the resources made available. Such
resources include teaching assistant and professor office hours which are intend-
ed, in principle, to provide a safe place for students to receive individualized
assistance in learning and succeeding within their coursework. Five of the par-
ticipants commented that they tend to avoid seeking help from graduate teaching
assistants and faculty due to feelings of inadequacy that seems connected with the
competitive nature of their majors. Preserving the image that little to no help is
needed to meet expectations for their given major is deemed of greater importance
than seeking assistance in difficult courses. SS, a woman with a Chicanx/Latinx
background in the lower-division, pre-medical/pre-biology major combination,
reflected that her biggest obstacle in her studies was attending office hours:

43 SS:1think
44 Like
45 Atleast for me
46 It’s just
47 Like
48 I feel very shy about going to office hours
49  Like
50
51 I: okay
52
53 SS: I hardly don’t got
54
55 I mhmm
56
57 SS:1know
58  like
59 that they
60  like
61  um

62 promote it
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63 like

64  the teachers themselves do
65

66  I:yeah

67

68  SS:but

69 like

70 Istill struggle to

71 go

72 ‘cause like

73 1know

74 like

75 youdon’t have to have
76 like

77  every single answer
78  butI just feel

79 like

80 ohlike
81 iflgo
82  like

83 what if it’s something that I missed in the textbook or something like that
297
298 It’s just like ‘

209 1 feel like because I struggle in the class
300 It makes me not want to go because

301 I'mlike

302

303 1. ohh okay

304 -

305  SS:1don’t know what’s going onf
306  Sol'm like

1d rather not go}

Gaining Contrastive Insights from the U-C Initiative

Participants seem to view the U-C ln'it.iativc as a .st.a;'k contrr:::;t1 tteodt}::llrt l:lcr:r
dergraduate study experiences. Ten partmpant_s.exphcnt ly ccl)::lmcrs ¢ on ther
surprise about their unique positions (i.e., posmonf:q ai. ;0- e i e
searchers with faculty, graduate students, and pammpa'l"g Z'n i leamine
respective project, and how they did not expect to be .equd y ngin o eison
and how much they learned from the youth. AC,. a white womall1 hsr o tion
with a neuroscience major and an education minor reflected how

of learning and education shifted:
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65 my perception has changed

66 during the program

67 because I realized

68  you have to also

69  accept the fact that sometimes

70 you do not know everything 1

71 and that sometimes they

72/

73 because you know they have been in the program
74 acouple years

75 so they came

76 in with probably more knowledge
77  than | did

85  Tobviously
86 did not know anything about the program at all

87  so
88 1
89 felt

90 I think it was easier

91 forme to fit into [the program]t
92 because the children

93 were so eager to learn

94 yet

95 teach you as well

105 so they were willing

:g: :: t}s]l:r:] ;l:lat information so that you could all learn together
108 them trying to enforce

109 aknowledge-based situation on you

110 so

111 I think

112 having a different perception of what engaged

113 is in accepting that part

114 made it easier

115 tofitinto the [New Leaf] program

Collaborative Learning as Opportunities for Mentorship

The | :
cage in}; ii:la:a::dagmfi’r?;m also provided an opportunity for participants to en-
coordinatons an% facu;)u ;\1 f: prospects of graduate school with graduate student
rvolvement oo a for .ty. ine of the twelve participants interviewed after some
as a facilitator commented that their participation in the U-C Initia-
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tive resulted in a change in future career or graduate studies. When reflecting
on how her experience in the New Leaf program impacted her desires to pur-
sue graduate studies, MM—a Chicanx/Latinx woman in upper division studying
Sociology-—mentioned that she was imbued with a new confidence to apply to
graduate school immediately after her undergraduate studies.

214 and had |

215 like been in [program]
216 probably like before I think I probably would have
217 like

218 not been so afraid

219 like

220 to apply to

221 to grad school

222

223 [: hm-mm (agreement)

224

225 MM: like directly after my undergrad

Participation in the U-C Initiative seemed to motivate undergraduate students
to explore alternative educational and vocational pathways which resulted in in-
sights into the importance of multi-level educational endeavors as well as disil-

lusioned the out-of-reach nature of graduate studies.

DISCUSSION

This qualitative study involved a critical analysis of expressed perspectives and
experiences of 25 undergraduates who participated as facilitators, or what we
have called throughout this study, university co-learners. Each of these under-
graduate participants supported one of three projects associated with the Univer-
sity-Community Initiative (U-CI) that represented community partnerships with
local outreach organizations in central California. All programs were designed
to address the interests and values of participating youth, who were encouraged
to share their goals, experiences, and curiosities to ensure program activities and
projects were community-based.

Our initial purpose for this investigation was to learn about potential changes
needed in recruiting and supporting undergraduates enrolled at the local univer-
sity. We had hoped to learn about any hidden or unspoken challenges in sup-
porting community-based projects and activities related to the U-CI and whether
changes were needed to improve one’s experience in such critical service-learning
programs. Insights from scholarship related to critical service learning suggest
that traditional models of service-learning courses and programs may actually
do more harm than good by framing service as charity rather than collaborative
learning opportunities to support real social transformation (Latta et al., 2017;
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Patterson et al., 2017
. ., 2017; Wade, 1997). We vi
mative effort i 4 . We view the U-CI fram
graduate Stud::;h:; “l;(jlergraduate.s are trained and supporte de"JVOlIFk ZS a transfor-
ordinators to view their interactions with pzn?a. faculty anq
cipating youth

as an o] i
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unpack such invisi ., e guiding analyti
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ute and have a voice in the university-community programs’ curriculum/
design)- Valuing students’ contributions (and funds of knowledge) can
rovide 2 higher motivation for students (Cano & Arya, under review). The ex-
from our participating undergraduates to focus all curricular and
tivities on one’s major can be viewed as a kind of support for

¢ requirements; it is possible that students may

on track and degre
spreading themselves too thin when engaging in service-learning

However, such oversight of course selections can be confining to
much of the university spaces unfamiliar. For example, nearly

e New Leaf program (10) mentioned how they never knew
g and research

reenhouse on campus that served as a learnin,
bout such facilities as it relates to their major or course
mpetitive nature of many courses, particularly
designed to reduce the number of eligible stu-

dents to pursue 2 particular major, may have the unfortunate effect of creating
distance among the undergraduate students, hence reducing a sense of community
among peers.

The COVID-19 pandemic coupled with the sociopolitical revolution that we
are experiencing brings the unavoidable, difficult truth that we must face as ed-
ucators—we are challenged more than ever in fostering a sense of community
and safety in an academic system that was developed within and among systems
founded and shaped by racist ideologies (Baldwin, 1972; Glaude, 2020). Like
many institutions across the U.S. and elsewhere, the local research university as-

sociated with this study is making explicit efforts to recruit and support students

who have been traditionally underrepresented in higher education and highly re-
garded professional spaces like those associated with STEM. Based on the ex-
pressed perspectives and experiences of our undergraduate participants, such ef-

forts may be running short of their goals.
Our findings began with excerpted responses from our

efforts, which seem 0 reflect two seemingly contradictory po

(Latinx man majoring in environmental studies) presented a view that the univer-

sity is not a safe space for everyone when seeking support and that such support
is not as accessible as intended. On the other hand, SB (Pacific Islander woman

majoring in biology) expressed the sentiment that one merely needs to find the

“right mentor” and that students can get support if they really want it. On closer

reflection, SB seems 10 have a couple of assumptions about the ways of navigat-

ing academic life in higher education. She assumes the right to receive mentoring
support and that teaching assistants are to serve students sO that they can succeed.
Many students who are first in their families to attend college may not have such
a sense of entitlement and instead view the university space as a type of stage on
which one must perform perfectly. The U-Clnitiative seemed to provide a new

vision, hence a new space for learning that does not require perfect performance.

member-checking
ints of view. FB
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Such a vision was observed in a response from EE, a white wo

man in upper d
sion courses and majoring in environmental studies:
173 EE: and [the New Leaf project]
174 it’s such a
175 like
176

it’s not a pressure cooker environment where you feel like you have to perform
177 perfectly

178
179 I:  hm-mm (agreement)
180
181 EE: butit’s a relaxed
182 like inclusive environment where you feel like you’re able to make mistakes because yoy
183 are able to learn from those mistakes
184
185 I:  hm-mm (agreement)
186

187 EE: so
188 taking that away

189 Just the importance of the community style
190 engagement project

191 um

192

is definitely the kind of thing I want to be involved in for my life

In his most recent book titled Begin Again: James Baldwin's America and lis
Urgent Lessons for Our Own,

Glaude (2020) clarifies that the only way to combat
racism and its debilitating impact on social justice, equity,
for all students is to create what he calls a “community of love” that he describes
as any space, with any group of people who “make us laugh with full-belly laughs
and those without whom we cannot imagine living . . . Here genuine mutuality
serves as the basis for a broader, more collective expression of mutuality neces-

sary for a vibrant democracy . . . . we must actively cultivate communities of
love that allow us to imagine different ways of being together” (p. 142). Glaude’s
description seems to echo the notion of “homeplace” first described by hooks
(1992) and taken up by activist and educator Love (2019) who describes such a
space as where Black and other people of color who face daily marginalization

“truly matter to each other, where souls are nurtured, comforted, and fed” (p. 63).

We observed this notion of mutuality and nurturing from EB, a Chicanx/Latinx
man in upper division courses majoring in environmental studies and min.
education, when recalling an experience in the New Leaf project:

and academic progress

oring in

] 1 o 177
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£B: We're not there just to be there

“know
4 're not just there that-to '
;cauSC we’re getting u-units .
we're letting [young co-learners] :o .
Jike no we're here because we wan

i
with you guys

7248 EB: I think it was—
249 we had to just let
like with the— » i

ii(l) even with the other facilitators y know
252 like first
253 [ think that it was re: y
254 we built our relationship

255 umtobe able to clos——th

another

56 to be closer to one

;57 y’know like none of us knew beforehand

58 um )

259 but we were just starting to talk about classes
260 talking about

261 like y’know

262 our future plans

263 talking about i

264 what we like todoy know

;Z: ::c me and (UG peer) were talking about festivals
267 and like we were able to Iik.e

268 talk about these kinds of things

269 and we were like

270 y’know

271 relate with one another

ally important that the other facilitators

N tuality proj-
d peers begins with the mu )
For EB, the love for young co-learners an > ademic spaces. Later in the

ect engagemellt a‘“d Sha'ed h'ed exper iences 1n ac

interview cc ynversation he Hcludes a thir d source 0O f mutuah Shared fund (V)
1 S
>

knowledge—with participating youth:

hone
286 EB: 1 think it was (youth) she said hey can | borrow your p!

287  1said for what e

id 1 for YouTul
288  she said it was . y
289 and then she put like a Mexican song that 1 kno
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290 and I was like oh I love this song

291 and then the kids were all like oh my god you know this son. 1
292 and then we started playing *
293 like similar songs

294 um

295  and them realizing y’know like

296 I listen to the same type of Mexican music that they do

306 I'm no different than them
307 they’re no different than me

308 um

309 and

310 like we just like the same thing
311

I’ j
'm here to learn from them Just as much as they are here to learn from me

EB’s recollection can be viewed a
the making; the mutuality of shared ¢
portunity to connect and build a sen
for younger peers of what is valued
higher education. The interaction ou
which the funds of knowledge of co!
cultural wealth of linguistic and so
practices within the U-CI. Hence,
youth-based programs seemed to c
thus elevating the program to be
tional resume item for undergradu
in l:nistory and minoring in educat

pating youth in New Leaf:

$ an example of a community of love in
ultural values and experiences offer an op-
nse of belonging that in turn can demystify
in academic/program spaces associated with
tllned_in EB’s retelling highlights the ways in
r'nmunlty youth (i.e., the lived experiences and
cial knowledge) is legitimized as key program
th? community of love fostered across these
ultivate a space of acceptance and belonging
more than just a training opportunity and addi:
fites. JS, a white man in upper division majoring
ion relays a previous interaction with a partici-

553 JS: umy/
554 but when I actually went
555 to go look at it
556 and I saw them
557 writing
558 and 1 think you remember this too
559 they started writing phrases
560  about nature
561  but just also
562 like inspirational phrases
563 some in English
564 and then some in Spanish
565  and many of them Spanish was their first language

566  um
567 [student] I think they added Vietnamese
568 and
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569 they started
570  just asking people
571  ifthey knew any languages
572 I think

573 1 remember

574  they came to you

575  to write something in Korean
576  right? (asking for agreement)
577  and it wasn’t even like

578  we weren’t even able to

579 read it

580  you want

581  they wanted you

582 to write it in your native language
583 right?

584  and I don’t know

585  just being able to look

586  ata blank pallet

587 and come up with

588 I think

589  abeautiful piece of art is what it was

598 and I thought

599  they were wasting their time originally
600  with this pallet

601  but

602 I was completely wrong

603  and I think they made something

604 so much better

605  than a bench

606  and so much more meaningful

607  than a bench

The responses from participants about their undergraduate experiences seem to

reflect a shared understanding that U-CI participants from all levels (youth, un-

dergraduates, graduate students, and faculty) are positioned as co-learners, co-

researchers, and co-authors/creators. Rather than focusing on possible changes in

such community-based programming, we now aim to help our research university

in their efforts to foster inclusive academic spaces that allow for flexible explora-

tion of possible interests and opportunities. We also aim to share our findings with
university leadership who can help transform the current culture of learning from

a “pressure cooker environment” to a community of love that grows together and
views university students as more than statistical matriculation (Faulkner et al.,
2021). Why not replace “weeder courses” with a deliberately non-graded term of
free exploration with mentorship support from upper division students who could
serve as cultural guides? Why not make it a degree requirement to include the
practice of creating something new for the surrounding community?
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Attention to the lived experiences
o . ' : of undergraduate studen i
" ging :d;:)::ltl); islfasatces is cru'c1al for: understanding where we ;ieafnttll?n: ?)‘:gate
e 1 ocial \}Oid’ sfu}l)lpomve environment for all students. This is the wa e
et gradgs [i Tt;:hxdenl expferience, one that cannot be known ﬁ‘O:Ill '::0
e o vty le. : ou.gh a critical lens, we were able to see what is oft .
balances afforins o a e;shlp and faculty—the isolation, anxiety, and power i .
S Yy undergraduates, particularly our students of color. o
yes of our undergraduate participants, we have begun t;) see the

are made worse -
e minomi?fzj cglitothroat wfeeder courses designed to set students apart, hen
1 Zi ups up for discourage F i of this
compenoritzed gr : gement and failure. As a re: i
Stud::ts ves :IS hléh p;essure environment, even resources intended stl(l)h o
5 office hours, are viewed as i i dmto
the sy such s off s, /iewed as Inaccessible or non-desirab
o reaine: inc!lslcs)lc‘:a.ued with se'ekmg additional academic support. He;zedlfie N
ity and equity are essential but insufficient for maki , te}f .
ing the

that supports everyone.
This stud i isi i
y provided a vision of higher education that positions communit
Y,

co-learners with i
ticipants experienc;lgn:gzzy youth, graduate- students, and lead faculty, our par-
pursue skills and vocations fher engageme.m in learning and were empowered to
tion institutions continue 1 ey had previously not considered. As higher educa-
ments that serve diyores Sru(()i work towa'rds creating equitable learning environ-
of 2 new vision Ofundergradueal::;[1)::;1;202:::; lzopt; to inspire the development
and co-construc » one that values everyone as co-
fostering the o J;)trsb;)f knowledgff. We believe that such an gfort is esos 'c?‘mle'rs
quitable world that is currently struggling to be born ential in
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APPENDIX A. INTERVIEW QUESTIONS
FOR EACH OF THE THREE PROJECTS

A.1. Questions Posed to Participants Associated With Both
STEMinists Projects

Part 1: Background

1. What is your name? -,
What year of your program are you in?
What is your major? ‘ -
Was this the major that you started your UCSB experience with

i his major?
Why did you choose to study t ‘ |
Havye you encountered any obstacles in your program? If so, what stands
i 2

t as the biggest obstacle? ) )
(];Jo you feel supported within your major to succe.e.d? Why or w(l;ywr;g:in
8 Do you feel you have access the same opportunities to succee

. your major as other students?

[ i

N

P"’;’ i Imﬁﬁiﬁxsaef:gfiﬁ':: in STEM do you Fhink would help il"l your
. role as a facilitator? In what ways do you imagine that those experiences
2. lc;?:l zzzp;?;:ii?pate ina program/slcienc; carg:a nt:ztd :):;:;‘(:z;i l:(r)l‘t;.lvs;l(:;

. e elemen ’
1;2?2:5;?;(S::l?:rulf;zllntgg;gg t;:t inﬂu;r)\/ccd your decision to join the
3. I‘;rV?;c;Ze the possible F)e.l*{eﬁ;s of being exposed to both STEM and non-
4. ?)»’/rlil:do:llzsrs:it?::u:it;:lz: thivities outside of have you participated in

the past or are currently participating in?

: Project-specific questions ) - ,
Parlt ’ I’:I‘Zve y(ﬁx participated in a program like before as a facilitator?

it?
If yes, can you describe the program and what you got out of it?

2.
0, was there a reason why? . -
431. l\’f\’:at part of the program are you looking forward to the most? The

least? o
i ing a facilitator?
ou hope to gain from being a itz
z' \\;’J:Z: gsa)llities dl:) you think make a good facilitator? How do you plan to

implement these in the program? .
7 ;Isngl::':em)ything else you would like to add about anything we have or

have not talked about?
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A.2. Questions Posed to Participants Associated With New [ EAF

1.

2.

Tell me what are some of your thoughts from your experiences in the
program?

What do you think it means to be engaged as an undergraduate in this
program? How different you think that understanding is from before be-
ing part of the program?

How did you feel about having the choice and freedom to design an
activity for the kids?

What would you consider to be some of your main contributions to the
program?

How did you see yourself connected to the program?

How could you describe your participation as a facilitator and as a learn-
er in the following activities?

Poetry

Campus exploration/learning about plants and the environment
Painting signs for the garden

Planting edible plants

Plants observations/Digital diary (with iPads)

Doing art to decorate the edible plants’ bed (stakes with QR codes)
Making salad from the garden

Making smoothies

Greenhouse visit

Watershed visit

Worm/compost bins

Garden bed moving (addressing the gopher problem)

What do you think you and other facilitators achieved as being part of
the program?

FTrEFRE e a0 o
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APPENDIX B.  TRANSCRIPTION KEY

Transcriptions featured aligned with sow the assertiops welfe utterfl:lc_i, io;:;\::ir:)g
its according to microethnographic tr: p-
neral structure of message uni ' .
t!leng;ethods (Bloome et al., 2004). Due to the fact that all exchanges'we.re audio
tlc(::orded hence precluding observations of non-verballzcc.l ct;?ntex’(uallzatlor.lt ;t:;z
;rom gestures, non-word productions such as laughter are indicated along wi
associated message unit within the same column.

Key:

.

[nonverbal description] are information related to CO{I'IeXtU?lllliiltl().n fcues.
(name) indicates general description used in place of identifiable informa
tion.

/ indicates pauses are indicated beyond ]—.2 se'cond.s. R

Bold text indicates phatic displays resulting in a rise in volume. )

1 indicates rising tone (marking potential unce.rtamty or questlonmg . |
hmm; um (discursive filler, often associated with processing an utterance).
° indicates shift in volume; quiet talking or whispering. ' ;

(din.) indicates utterance that is unintelhglble.due to audio quality

italics indicates a change in voice when relaying past events.



