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1

I N T R O D U C T I O N

Susan B. Marine and Chelsea Gilbert

Student affairs work within higher education carries immense capacity for 
enacting change. The core of the changework (Marine & Lewis, 2020) 
performed by student affairs practitioners is supporting the growth 

and development of individual students and student groups. Changework 
is engaged in through coordination of intentional activities that provide stu-
dents with opportunities for self-knowledge, knowledge of others, and skill 
building. It is engaged in through intentional dialogue, when practitioners 
support students in their journeys by clarifying their own values as advi-
sors, mentors, and educators (Reynolds et al., 2009). It happens when prac-
titioners support students in exploring, claiming, and taking pride in their 
diverse social identities—particularly when those identities are not visible or 
validated in the broader culture (Quaye et al., 2020). And it happens when 
practitioners engage students in difficult conversations about their behavior 
and choices, such as in the context of a conduct hearing or other corrective 
conversation (Schrage & Giacomini, 2009).

Fostering positive change in students during their college years generally 
strives toward the same end goal: to support them (and their communities) 
in becoming more cognitively complex, values-driven, and healthfully flour-
ishing human beings. Increasingly, that work has called for practitioners to 
become more active in challenging the status quo and to work to change 
higher education so that it lives up to the radically democratic, inclusive 
ideals it espouses (Giroux, 2002). Despite advances over time, 21st-century 
higher education has still largely fallen short of these ideals, as is evidenced 
by continued disparate educational outcomes across social groups (see, e.g., 
Espinosa et al., 2019, and Renn, 2020). These realities are further exacer-
bated by the hostile campus environments faced by many minoritized1 
social groups, including Black students (Griffin et al., 2016), women stu-
dents in STEM fields (Jensen & Deemer, 2019), and LGBTQ+2 students 
(Greathouse et al., 2018). The gap between our espoused ideals and current 
realities requires practitioners to adopt new strategies to transform ourselves, 
our students, and our institutions, drawing on insights from critical, libera-
tory theories to inform our work. 

Marine_Book.indb   1 05-07-2021   14:13:45



2  INTRODUCTION

We, the editors, are scholar-practitioners who, from our separate van-
tage points in the student affairs profession, have experienced firsthand 
the challenges and opportunities that student affairs practitioners face in 
transforming higher education for the better. Our collective experiences in 
gender-based violence prevention and education work, systemic equity and 
inclusion initiatives, LGBTQ+ student services, and student affairs profes-
sional preparation have been deeply informed by our commitment to social 
justice, the application of insights from critical theories to our work, and 
our shared commitment to seeking liberation. Social justice, defined by Bell 
(2016) as “reconstructing society in accordance with principles of equity, rec-
ognition, & inclusion” (p. 4), can be enacted by student affairs practitioners 
both as an end goal of their work as well as the process by which they work to 
achieve that goal. Critical theory broadly captures perspectives ranging from 
Marxism, feminisms, and critical race theories rooted in critiquing societal 
structures and envisioning alternatives; these perspectives are summed up 
by Brookfield (2005) with the assertion that “critical theory can be deemed 
effective to the extent that it keeps alive the hope that the world can be 
changed to make it fairer and more compassionate” (p. 9). Finally, liberation 
“entails a people’s struggle to be, to feel, to know, and to speak for them-
selves” (Glass, 2001, p. 19) and can be enacted within educational settings by 
elevating the consciousness of minoritized groups and by transforming the 
systems that contribute to their minoritization and marginalization. 

Our goal in this introduction is to make the case for documenting work 
informed by these concepts within the student affairs profession, broadly 
referred to as critical praxis. As an alternative way of conceptualizing change-
work, the framework of critical praxis, originating from the work of Freire 
(1970), combines reflection and action to transform structures and systems 
of oppression. By briefly tracing the history and evolution of the student 
affairs profession, the influence of neoliberalism on higher education, and 
presenting hopeful signposts within contemporary student affairs work, we 
argue that documenting the work of practitioners rooted in critical praxis—
and providing this work to others to serve as possibility-generating exem-
plars—is essential to the ongoing project of equity in higher education, and 
ultimately to the continued success of the profession. 

The Evolution of the Student Affairs Profession

The earliest student affairs practitioners were charged primarily with sup-
porting students (who at the time, were overwhelmingly white,3 cisgender4 
men) in discerning their vocational paths, as well as helping them in their 
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INTRODUCTION  3

larger goal of adjustment to college life and its unique challenges (Coomes 
& Gerda, 2015). As colleges and universities became more professionalized 
and more focused on research, faculty who originally served in vocational 
guidance and personal advising roles stepped away from supporting students 
outside the classroom as counseling and guidance professionals expanded the 
reach of their work. 

The emphasis of student affairs practitioners’ work began to shift during 
the civil rights movements of the 1950s through the 1970s, when the profes-
sion became focused on partnering with students to achieve greater justice 
for underrepresented groups and their concerns (Hevel, 2016). Practices and 
policies, which previously seemed uniformly applicable to all students, began 
to be revealed as patently unfair and unjust, a shift that had a profound effect 
on the roles and functions of student affairs administration (Gaston-Gayles 
et al., 2005). This was not without difficulty for those who were involved 
in campus activism; indeed, the tension of both serving as an officer of the 
institution while also opposing it presented change agents with substantial 
challenges (Wolf-Wendel et al., 2004). Many senior student affairs officers 
left their positions during this era (Crookston & Atkyns, 1974). Many others 
felt silenced or stunted in their ability to work for change.

Despite the difficulty of persevering in institutional transformation, the 
relationship between student affairs work and changework became solidi-
fied during and after the civil rights era. Emergent statements about the 
nature and focus of student affairs work, such as the joint College Student 
Educators International (ACPA) and Student Affairs Administrators in 
Higher Education (NASPA) statement entitled Learning Reconsidered (2004), 
described the shift to “transformative learning,” contrasted with the focus on 
“information transfer” of the past (p. 9). The primary task of this trans-
formative learning, according to Learning Reconsidered, ought to be identity 
development, “the ways in which students conceive their roles, abilities and 
contributions in the greater society” (p. 10), including developing “cultural 
competency and cross-cultural understanding” (p. 20). This same imperative 
for student affairs professionals to engage in social justice work is echoed 
today by some student affairs professional association leadership, particularly 
in light of the Black Lives Matter movement (Moody & Wall, 2020).

In the midst of these changes within the student affairs profession, stu-
dent populations at institutions of higher education have likewise shifted 
dramatically over the past several decades (Payne et al., 2017). As of 2018, 
female5 students made up 56% of all undergraduate enrollment, and 48% 
of undergraduates were nonwhite (National Center for Education Statistics, 
2021), a distinct shift from the populations served by the earliest student 
affairs practitioners (Coomes & Gerda, 2015). Likewise, students who are 
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4  INTRODUCTION

the first in their families to attend college make up an increasing percentage 
of undergraduate enrollment, especially at 2- and 4-year public institutions 
(Redford et al., 2017), and though LGBTQ+ identity among college stu-
dents is difficult to quantify, one recent study found that only 66% of youth 
born after 1997 consider themselves exclusively heterosexual (Ipsos MORI, 
2017). The increasing diversification and democratization of higher educa-
tion has thus been an important factor in the increasing imperative for stu-
dent affairs professionals to take on the work of institutional transformation 
(Gaston-Gayles et al., 2005).

While this transformative work has been moved to the center of profes-
sional association statements, it would be a mistake to suggest that justice 
is the driving value in current-day higher education. Indeed, institutions of 
higher education in the United States have deep roots in forces of coloniza-
tion, enslavement, and white supremacy (Stewart, 2020). These historical 
realities are further evidenced by continuing inequities that impact all par-
ticipants in higher education, including students, faculty, and staff. Espinosa 
et al. (2019) highlighted that, despite gains in enrollment, Black students 
exhibit lower persistence and higher rates of dropout than any other racial or 
ethnic group. Equally troubling is the fact that, in 2016, only 21.6% of full-
time faculty were People of Color6 (Espinosa et al., 2019). When it comes to 
equity in higher education research, Garvey (2014) found that only 1.88% 
of research articles in major educational journals included sexual orientation 
in their demographics, and less than 1% included gender identity. 

Though student affairs practitioners have long taken it upon themselves 
to address these inequities (Gaston-Gayles et al., 2005), some in the profes-
sion have been reluctant to or even hostile toward taking an overtly (progres-
sive) political stance regarding their responsibility to advance social change in 
American society (Daugherty, 2018). Alongside Stewart (2017), we support 
the notion that “treating students with dignity and respect and educating 
them to do the same for each other is not about being a liberal. It is about the 
responsibility of being a human being living in community with other human 
beings” (para. 8). The notion that critical praxis is an idea with appeal only to 
avowed leftists belies a particularly urgent truth in higher education: a specific 
and pernicious form of profit- and productivity-focused pressure, known as 
neoliberalism, continues to have a persistent grip on higher education.

Higher Education in the Age of Neoliberalism

Neoliberalism is a philosophy in which “calculations of wealth and pro-
ductivity” (Fish, 2009, p. 8) are paramount. Giroux (2014) characterized 
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INTRODUCTION  5

the emergence of neoliberalism in higher education as especially insidious, 
lamenting that “privatization, commodification, militarization and deregula-
tion are the new guiding categories through which schools, teachers, ped-
agogy and students are defined” (p. 36). At its core, neoliberalism asserts 
that “human well-being can best be advanced . . . within an institutional 
framework characterized by strong private property rights, free markets, and 
free trade” (Harvey, 2017, p. 71). It has its roots in the radical individual-
ist ideologies and notions of meritocracy within the United States and the 
Western world (Palley, 2005). The rise of neoliberalism in the United States 
can be traced back to key policy changes as early as the 1940s, though it was 
not until the 1980s that it became sharply visible in both policy and practice 
(Slaughter & Rhoades, 2004). According to some scholars, neoliberalism’s 
emergence was a direct “response to some of the more radical and progressive 
positions being taken in education” in the 1970s (Davis & Bansel, 2007, 
p. 250), though others argue that the forces that paved the way for neoliberal 
ideology have been at work for much longer (Slaughter & Rhoades, 2004; 
Tuck, 2013). 

Since that time, neoliberalism has increasingly become the dominant 
paradigm within higher education, impacting the ways that institutions pri-
oritize revenue generation, economic efficiency, hierarchical governance, and 
the conceptualization of students as consumers (McLaren et al., 2010). This 
pervasive ideology has likewise impacted the profession of student affairs; 
though the 1960s and 1970s signaled a shift in the roles of administrators 
from disciplinarian to change agent, Gaston-Gayles et al. (2005) noted that 
these advances “seem to be reversing [as] student affairs professionals once 
again find themselves controlling student behavior in order to minimize 
negative publicity for the institution” (p. 277). Faculty hoping to build social 
justice–focused graduate education in student affairs experience a num-
ber of barriers and resistance, including a severe lack of resources and the 
micromanagement that may result from institutionalizing justice curricula 
(Osei-Kofi et al., 2010). Neoliberalism has also inevitably impacted student 
experiences, positioning them primarily as passive consumers rather than 
active agents within a system of exchange of tuition revenue for academic 
credentialing (Toutkousian & Paulsen, 2016). 

Institutions of higher education have, at times, functioned as spaces of 
resistance to dominant cultural ideologies (Pitcher, 2015); at the same time, 
however, the ways that systems of settler colonialism, elitism, and white 
supremacy have benefited and continue to be upheld by higher education 
cannot be ignored (Stewart, 2020; Tuck, 2013). The impact of these cultural 
and historical forces has inevitably resulted in the reproduction of “outcomes 
of push-out and exclusion, as well as tokenism and exceptionalism” (Quaye 
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6  INTRODUCTION

et al., 2018, p. 6) within American higher education. Educators are both 
inevitably complicit in the oppressive system they inhabit as well as uniquely 
positioned to disrupt and dismantle it in service of a more equitable world 
(Moody & Wall, 2020; Quaye et al., 2018). Student affairs is thus at an 
important crossroads moment; the question of regression or resistance to 
neoliberal ideologies connects to the values and principles at the very core of 
the higher education profession (Pitcher, 2015). 

Strategies for Resistance

Leveraging the opportunity inherent within the student affairs practitioner 
role to promote socially just practice has increasingly become a priority of 
the profession (Moody & Wall, 2020; Pitcher, 2015; Quaye et al., 2018); 
however, the effectiveness of current paradigms in achieving truly liberatory 
practice has been called into question (Bondi, 2012; Iverson, 2012). Ladson-
Billings and Tate (1995), for example, asserted that many institutional diver-
sity plans ignore “the structural inequality of capitalism” (p. 52), and Ahmed 
(2012) aptly argued that diversity work within higher education is only suc-
cessful “when it ceases to cause trouble” (p. 9). The framework of critical 
praxis offers a compelling response to these gaps (Freire, 1970). 

It is our contention that critical praxis, while emerging from a variety 
of different conceptual positions and theoretical framings, has three specific 
commonalities. First, it is typified by the process of critical reflection under-
gone by those who practice it as they actively ask themselves and others criti-
cal questions, reframe their own assumptions about institutional practices, 
and envision a better world characterized by equity, justice, and liberation. 
Secondly, critical praxis centers action that challenges dominant narratives 
and disrupts power dynamics by resisting neoliberal forces. Action and reflec-
tion may happen simultaneously and iteratively contribute to the third and 
final element: the process of conscientization, wherein one learns “to perceive 
social, political, and economic contradictions and to take action against the 
oppressive elements of reality” (Freire, 1970, p. 35). Figure 0.1, common fea-
tures of critical praxis in student affairs, depicts this inter-relationship, which 
will be explored throughout this text.

How does this look in practice? Scholars have suggested that several 
specific strategies—and the theories that accompany them—are useful in 
reshaping the ways student affairs practitioners engage in critical praxis with 
students. For example, stemming from the recognition that racist norms 
in higher education create dynamics whereby Student of Color voices are 
considered less valued sources of knowledge, Croom and Marsh (2016) 
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advanced the potential of counter-storytelling. This praxis centers People of 
Color re-telling/re-presenting their stories in ways that center, validate, and 
lift their experiences and speak back to the erasure of their narratives. Davis 
and Harrison (2013) echoed the call for strategic use of counter-narratives 
in student affairs practice and their power to amplify the voices and perspec-
tives of minoritized students; they implored practitioners to “take a decid-
edly transparent political stand in favor of the disenfranchised, and against 
liberty-limiting policies, practices, and procedures” (p. 181). 

Regarding the incorporation of critical praxis into the training of emerg-
ing professionals, several strategies have been recommended. Gaston-Gayles 
and Kelly (2007) asserted that providing examples of theory-to-practice 
applications is essential to equipping students with the tools necessary to 
enact social justice in their work. In response to this call, McCann (2014) 
recommended that graduate preparation programs foster deeper analysis on 
translating that theory to practice. Finally, Bondi (2012) suggested “infusing 
issues of social justice throughout [the entirety of student affairs preparation 
curriculum] . . . instead of relying on a singular course” (p. 408) as a strategy 
for empowering student affairs graduate students to obtain a broader under-
standing of racism and white supremacy. 

Although these examples of the ways that critical praxis as changework 
can be applied in student affairs contexts are promising, relatively few exam-
ples of practical implementations of critical theory exist in the student affairs 
literature (Osei-Kofi et al., 2010). Instead, the paradigmatic shift toward 
critical praxis is more visibly discernible within the profession’s associations.

Critical Praxis in Student Affairs: Hopeful Signposts

As a response to the growing need for positioning student affairs practition-
ers as change agents who can implement liberatory praxis, ACPA’s 2016 

Figure 0.1. Common features of critical praxis in student affairs.

Practitioner consciousness (conscientization)

Application of critical theory practice

Reflecting on critical praxis
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8  INTRODUCTION

Strategic Imperative for Racial Justice and Decolonization and the associ-
ated guiding document (Quaye et al., 2018) were especially notable as the 
first examples of formal guidance from a major student affairs professional 
association for practitioners to enact critical consciousness into their work. 
Other professional associations have also followed suit; in 2017, for example, 
the Consortium of LGBT Professionals in Higher Education began the pro-
cess of updating their mission, organizational structure, and bylaws to better 
reflect intersectional justice in their operating procedures, influencing their 
800-plus members as a result (Consortium Executive Board, personal com-
munication, February 13, 2018). 

Together with ACPA, NASPA has followed suit with modifying their 
competencies to reflect a shift toward social justice and inclusion rather than 
“equity, diversity, and inclusion” as named in the original 2011 document. 
This shift signals a stronger commitment to acting affirmatively for justice 
on campus and speaks to the ongoing responsibility of student affairs to not 
only advance awareness of injustices, but to work strategically to eliminate 
them. Similar shifts in naming the centrality of thinking and acting from 
a justice space have been embraced within the Association for the Study 
of Higher Education. At her November 2018 ASHE presidential address, 
Dr. Lori Patton Davis described the urgency of waking up from “academic 
sleepwalking” and implored scholars to “think about the extent to which 
the research [researchers] do disrupts inequities, names inequities” and “to 
spend [their] time focusing on [their] work and how it complicates the power 
dynamics that shape academic and public life.”

Building from this organizational evidence, we believe many practition-
ers are boldly and diligently finding innovative ways to enact these practices 
in their spheres of influence. The challenge lies in documenting what many 
are doing in their everyday work with students and communities, making 
the work more visible so that it may serve as instructive guidance for others. 

The Case for Documenting Critical Praxis in Student Affairs

Student affairs has been, by definition, a field of practice that eludes speci-
ficity. Owing to the unique nature of the educator/student interaction, and 
the literally infinite combination of ways that such interactions transpire, 
documentation of specific practices is relatively rare. Nonetheless, a close 
perusal of recent conferences proceedings for NASPA and ACPA suggests 
that many practitioners are enacting social change strategies in their work 
on a daily basis and are presenting to live audiences on these experiences. 
Yet the degree to which conference presentations become published papers 
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INTRODUCTION  9

in peer-reviewed journals, book chapters, or other publications is generally 
rare. This may be due to the fact that very few student affairs practitioners 
hold a research credential, such as a Doctor of Philosophy degree, and thus 
do not have the training required by many institutions to conduct evalua-
tive or critical research on the work they do (Hatfield & Wise, 2015). We 
contend that becoming a scholar-practitioner, “one who engages in research 
and scholarly endeavors while continuing in the role of an administrator” 
(Kidder, 2010, p. 1), is a worthy goal, one that will lend ongoing rigor and 
credibility to the work practitioners do, especially as they invent new and 
more liberatory ways to do it.

Additionally, journalistic accounts in the Chronicle of Higher Education 
indicate that practitioners are taking on oppressive practices on their cam-
puses—at times to their own professional peril. For example, Dr. J. P. Higgins 
was fired from directing the LGBTQ center at the Claremont Colleges after 
tweeting that “white gays and well-meaning white women” were groups from 
which they choose to keep a distance after personal experiences and that they 
“finally have nothing to say other than police are meant to service and protect 
white supremacy” (Bauer-Wolf, 2017). Similarly, Paul Thein, vice president of 
student affairs at Feather River Community College, was fired after informing 
superiors that the college was in violation of Title IX (American Association of 
University Women, 2014). The consequences of being honest about experiences 
with oppression—and speaking truth to power to question its perpetuation—
are thus significant and suggest that continued work to address the systemic 
roots that both silence and punish such courage is both necessary and urgent. 

By documenting the work happening across diverse institutional con-
texts, the goal of this book is that practitioners (and the faculty who pre-
pare them) will be able to envision the possibilities inherent in adapting/
adopting these practices in their own work. While not intended to be overly 
directive, it is our hope that these practices can be scaled up across institu-
tional contexts, exerting within the field a normalizing influence, making it 
more manageable to practice from a critical standpoint. In contrast to the 
current landscape of higher education, which treats critical praxis as excep-
tional, we offer these examples in the service of building a culture of support 
and visibility for the more common than acknowledged critical practices. 
In much the same way that the student affairs administrators of the civil 
rights era joined students in voicing concerns and resisting constrictive poli-
cies (Gaston-Gayles, et al. 2005), scholar-practitioners of today can challenge 
the neoliberal ideologies that proliferate within higher education and work 
to enact liberation within their own spheres of influence—but first we must 
come together, learn from one another, and begin building a community of 
practice that will sustain us and the work.
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10  INTRODUCTION

Chapter Overview

In the first section of this text, we examine the ways that critically minded 
practitioners lead through equitable, liberatory frameworks. The processes 
by which critical praxis can be implemented through the leadership of stu-
dent affairs practitioners outlined in this section offer important models for 
reimagining the future of higher education. In chapter 1, Chelsea Gilbert 
presents a framework for critical, trauma-informed praxis in supervision in 
student affairs, including concrete examples for implementing this approach 
within supervisory relationships. Critical praxis in leadership also requires 
attention to structural barriers for marginalized populations; in chapter 2, 
Sunny Nakae, Denisse Rojas Marquez, Yadira Ortiz, and Angela Chen dis-
cuss centering undocumented students in a medical education context using 
the grounding framework of critical pedagogy. 

Chapter 3 explores strategies for achieving equity at an overlooked 
and often undervalued sector of higher education--community colleges. As 
scholar-practitioners, Marci Rockey, Colvin Georges, Krystal Andrews, and 
Eboni Zamani-Gallaher build on their own experiences as well as insights 
from critical race theory as they argue that centering Students of Color 
necessitates centering the institutions that serve them, especially community 
colleges. In chapter 4, Mari Knuth-Bourracee and Kiara Lee explore criti-
cal praxis in student affairs work focused on sexual violence prevention and 
intervention, centering an intersectional analysis of oppression in their strat-
egies to address sexual and relationship violence. Finally, in chapter 5, Kyle 
Ashlee and Aeriel Ashlee make a case for a critical praxis of interconnectivity 
(Keating, 2013) in student affairs, offering possibilities for advancing social 
justice and building coalitions within higher education. 

In the second section, the authors take up thinking and acting to support 
the development of critical consciousness in students. They provide exam-
ples of programs, initiatives, and student support offices that center social 
justice in their work and foster a critical lens through their interactions with 
students. In chapter 6, Alex Lange, Nicole Bravo, Bailey Krestakos, and Alex 
Sylvester document their reflections on coleading initiatives at an LGBTQ+ 
center, exploring the ongoing evolution of their pedagogical practice, and 
exemplifying how methods to raise consciousness continually evolve as the 
educators who employ those methods also evolve. Consciousness of identity 
thus emerges as a necessary but not sufficient condition for developing pro-
grams that are responsive to students’ diverse positionalities; what is required 
is also a fierce commitment to innovating the ways we conceptualize con-
cepts such as leadership and belonging. In chapter 7, Maritza Torres and Jane 
Rodriguez remind us that recentering Latinx cultural relevance in the work of 
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INTRODUCTION  11

building leadership capacity—and constructing experiences that are attuned 
to the specific assets and challenges faced by Latinx student leaders—requires 
a willingness to re-vision what leadership is and resist whiteness-infused con-
ceptions of what it means to lead.

The author of chapter 8 reminds us that critical praxis takes shape in 
spaces where it may be least expected, including in the context of Greek 
life. Carter Gilbert documents the ways that modeling critical leadership is 
necessary to engage with student leaders in the contemporary Greek letter 
organizations he has advised and supported. In chapter 9, Rachel Wagner 
and Nick Thuot offer powerful examples of applications of critical praxis 
within the residence life context. Using resident assistant (RA) training as a 
site for liberatory pedagogy, Wagner and Thuot document both educational 
processes and content areas that contribute to the building of just, equitable 
communities where students of all identities can thrive. In the final chapter, 
Marine and Haigh explore the possibilities inherent in the teaching of an 
advanced social justice course designed to advance critical consciousness and 
a commitment to critical action in graduate students. 

While each chapter represents a unique approach to practicing critically, 
a few common themes are addressed throughout the text. For example, in 
each chapter, the authors describe their process of conscientization (Freire, 
1970) by which they came to understand the power dynamics circulating 
within their spheres of practice and institutional contexts, the specific theo-
retical lenses that contribute to the liberation-oriented praxes they enact, and 
their reflections on doing so. Following each chapter, authors have included 
key questions for discussion, reflection, and application. In the concluding 
chapter, we return to the original questions that served as the impetus for the 
creation of this edited collection: What do these examples tell us about the 
work of critical praxis in higher education? How can they help us understand 
what resistance, transformation, and liberation look, sound, think, and act 
like? We present a model for critical praxis in student affairs and higher edu-
cation that synthesizes findings throughout the chapters. We also define areas 
for future research and praxis, including strategies for effective assessment of 
critical praxis and modalities for “scaling up” the work for maximal impact.

It is our hope that the examples within this text will be a useful resource 
for practitioners at all levels and within all functional areas, as well as faculty 
and students in student affairs preparation programs. From senior adminis-
trators to entry-level professionals, enacting critical praxis is both a respon-
sibility and an ethical obligation for all practitioners, for without this active 
resistance to neoliberal ideology, we inevitably become complicit in it. As 
Augusto Boal (2009) once said, “We are all actors: being a citizen is not liv-
ing in society, it is changing it” (p. 2). In service of building competencies 
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12  INTRODUCTION

to create change, we advance pragmatic, theoretically informed work that 
illustrates the necessity of critical praxis (Davis & Harrison, 2013) by provid-
ing tangible examples from a wide variety of functional areas, institutional 
contexts, and practitioner levels. Ultimately, this text is intended to serve as 
a call to action for all across the student affairs profession to develop more 
sustainable networks for support of liberatory praxis; in this way, through the 
active practice and dissemination of work grounded in critical theory, stu-
dent affairs may begin to “build a new world in the shell of the old” (Fielding 
& Moss, 2011, p. 149).

Notes

1. We use “minoritized” as opposed to “minority” students, as modeled by 
Stewart (2013), to call attention to the social construction of difference on the 
basis of race, ethnicity, sexual orientation, gender, ability, class, and other social 
categories.

2. LGBTQ+ refers to individuals who are lesbian, gay, bisexual, transgender, 
queer, questioning, asexual, intersex, pansexual, or otherwise do not identify as het-
erosexual and/or cisgender.

3. We intentionally do not capitalize “white” and intentionally capitalize 
other racial categories as a means of resisting white supremacist assumptions.

4. “Cisgender” refers to a person whose gender identity aligns with societal 
expectations based on the sex they were assigned at birth.

5. This data comes from the Integrated Postsecondary Education Data Sys-
tem (IPEDS), which currently only collects sex in a binary manner. We acknowledge 
that multiple genders and sexes exist, and that these data do not adequately account 
for the experiences of nonbinary and intersex people, among others.

6. We intentionally capitalize “Student of Color” and “People of Color” as a 
means of resisting white supremacy.
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