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In this institutional ethnography, we explored how women faculty members at a Midwest Research University (MWU)
experienced the promotion and tenure evaluation (PTE) process through the lens of feminist standpoint theory. Beginning from
the standpoint of women faculty navigating the PTE process, we employed institutional ethnographic methods first to identify
the work of giving and receiving care among women academic workers. We then explored the institutional and organizational
ruling relations that coordinated that work. Our findings consist of the disjunctures or conflicts between the day-to-day
experiences and how women faculty interact with the institutional structures that coordinate their work. Women focus group
participants described feeling like they were at a disadvantage because they were experiencing additional pressure to take on
caregiving work, and that their carereceiving work was undervalued; participants reported conflicts between the work and what
they perceived as required by organizational PTE policy. We conclude by calling for systemic support for faculty mentoring
activities. We also recommend that for these changes to be lasting, recognition for mentoring activities be included in the
Promotion and tenure evaluation (PTE) process with formalized measurement methods.

Keywords: institutional ethnography, women faculty, caregiving, care receiving, receiving care, uncompensated work, ideal academic
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According to the 2020 American Association of University
Professors (AAUP), women comprised 43 percent of tenured or
tenure-track faculty and 54 percent of full-time and non-tenure
track faculty (AAUP, 2020). Some scholars (Aiston & Fo, 2021;
Barrett & Barrett, 2011) suggest these statistics are evidence that
higher education is a gendered organization, where women
faculty are disadvantaged because they are not the “ideal
worker,” which, in higher education, is based on a masculine
ideal academic work. Specifically, Acker’s (1990) gendered
organization theory describes, in part, how an institution
replicates gendered practices, policies, and procedures based on
an unencumbered man as the normative worker. In higher
education, the discourse of the ideal academic worker poses
challenges for women who are expected to meet masculinized
expectations while also fulfilling gendered expectations, such as
performing emotional labor (Lund & Tienari, 2018) and
conforming to the abject woman's body to masculine
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expectations (Blalock et al., 2023; Fotaki, 2013). In higher
education, this “double bind” often results in women faculty
providing care above and beyond that of their man-identifying
peers (Acker, 1990, 2006; Blalock et al., 2023; Fotaki, 2013;
Howell et al., 2017). As the underrepresentation of women has
persisted despite improvements, additional research is needed to
understand how institutional and systemic barriers coordinate the
work of women faculty.

To contribute to this body of research, we explored the work
associated with caregiving and carereceiving behaviors among
women faculty (e.g., serving on committees, mentoring
colleagues, and needing a mentor; Blood et al., 2012;
Kosoko-Lasaki et al., 2006; Voytko et al., 2018). We aim to
contribute to an exploration of the non-compensated work of
caregiving and carereceiving among women faculty. While a
substantial amount of research has been conducted on the topic
of mentorship and the positive role it plays for women faculty
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(Blood et al., 2012; Davis & Maldonado, 2015; Gibson, 2004;
Kosoko-Lasaki et al., 2006; Voytko et al., 2018), we aim to
explore how expectations that a woman faculty member will
have a mentor coordinates their work. We focused on caregiving
work that women faculty feel expected to take on, such as caring
for students or guiding new faculty (Misra et al., 2011), and the
barriers to sustainable carereceiving, like mentorship,
contributing to the discourse of the ideal woman academic
worker.

In the present study, we sought to expand our understanding of
the systemic barriers that face women faculty by identifying the
translocal practices that organize the ways in which women
faculty provide and receive care. To achieve this, we analyzed
focus group data collected from women- and men-identifying
faculty at Midwest Research University (MWU; pseudonym)
using an institutional ethnographic approach to data analysis.
Using feminist standpoint theory, we identified the work of
women faculty. Then we examined the policies, practices,
procedures, and discourses that coordinated caregiving and
care-receiving work for these women faculty members. Our
analysis suggested that institutional policies from the State
Board of Higher Education, organizational promotion, tenure,
and evaluation (PTE) policies, and the discourse of an ideal
academic worker created challenges for women faculty, as they
felt pressure to accept additional caregiving work, which created
barriers to sustainable carereceiving.

First, we discuss the literature on caregiving, carereceiving, and
the discourse of the ideal academic worker. We then discuss our
methods and data analysis, using entry-level focus group data,
which informed the document analysis of MWU policies. We
then describe the findings as they relate to the literature and
conclude with our discussion and recommendations.

Caregiving, Carereceiving, and Women Faculty

Women faculty face gendered expectations to align with the
masculine definitions of academia while embodying feminine
characteristics of caregivers without receiving reward (Acker,
1990; Blalock et al., 2023; Howell et al., 2017; Lund & Tienari,
2018). Additionally, gendered expectations are perpetuated in
the structures of academic organizations, rewarding
individualistic behaviour with unmeasured expectations for
caregiving work. Indeed, with academia valuing individuality
(Howell et al., 2017) and the expectation that the ideal worker is
entirely focused on work (Acker, 1990), marginalized faculty,
particularly women, are often unable to receive care for their
professional and personal development.

First, we describe feminist standpoint theory as our theoretical
framework for this institutional ethnography. Then, we discuss
caregiving work performed by women faculty. Next, we discuss
carereceiving as additional work for women faculty. Finally, we
discuss the ideal academic worker and describe how caregiving
and carereceiving work are considered within that discourse. We
conclude with how literature informed our study and how we
plan to extend this work.
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Feminist Standpoint Theory

We used feminist standpoint theory to focus our research
questions and identify the caregiving and carereceiving work
undertaken by women faculty. Feminist standpoint theory states
that knowledge is socially created and participants are experts in
their own experiences and are the most credible resource for
their perspective (Harding, 2004; Hesse-Biber, 2017; Smith,
1987). Additionally, feminist standpoint theory focuses on
“shared histories” of groups and identifying the power within
them as it is socially coordinated (Collins, 1997, p. 376).
Therefore, feminist standpoint theory is often part of institutional
ethnographic research (Campbell & Gregor, 2002) because
institutional ethnographies begin from the day-to-day work and
locate the power structures or ruling relations that socially
organize the work of a group of people, often marginalized such
as women (Collins, 1997; Hartsock, 1981; Smith. 1987).
Feminist standpoint theory posits that in order to understand
marginalized peoples we must first understand the systems that
create and perpetuate marginalizing behaviours (Collins, 1987).
Furthermore, feminist standpoint theory connects the everyday
work of the participants back to the institution (i.e. academia and
the promotion and tenure process) which coordinates their work
(Hartsock, 1981). We used the basis of feminist standpoint
theory; understanding how knowledge is socially constructed
(Harding 2004), focused on marginalized groups (Collins, 1997,
Hartsock, 1981; Smith, 1987), and rooted in the everyday work
of our participants to formulate our research questions. In our
research, we used feminist standpoint theory as a lens to focus
specifically on how women faculty’s work was coordinated and
rendered invisible by institutional ruling relations. We began by
identifying the work then explored the power structures or ruling
relations that coordinated women academic’s work, we
concluded by discussing the disjunctures between the lived
experiences and the ruling relations. We began from a women’s
standpoint, examining the day-to-day challenges of academic
workers who have experienced difficulties navigating higher
education and career advancement. We used feminist standpoint
theory to identify our starting point based on the authors' lived
experiences (Campbell & Gregor, 2002). However, our
standpoint was not just the perspectives of the women academic
workers; it also included the perception of their experiences. To
examine how women’s caregiving work is understood and
organized within the academy, we opened participation to all
faculty members, regardless of gender. This approach allowed us
to identify how caregiving is recognized, taken up, or dismissed
within the broader institutional environment. It also made visible
the discourses and expectations that shape caregiving work
across faculty roles, while centering the experiences of women.
We used the broader sample to gather data on how individuals
understand the experiences of women academics, rather than
limiting our data collection to women academics. By beginning
with the experiences of women academics, we sought to
understand how they experienced and interacted with the
institution of higher education. We used everyday experiences as
an entry point into the institution of academia to identify the
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work of women academics, and then how the institution
organizes that work through texts, processes, procedures, and
discourses (Smith & Griffith, 2022). We aimed to use this lens to
understand the day-to-day experiences of women academic
workers and how the work they do to provide and receive care in
the workplace is socially organized by structures that are not
immediately visible (Smith, 2005). In the following section, we
begin by discussing caregiving work for women faculty to
provide a background for our research.

Caregiving Work for Women Faculty

Research suggests that women in higher education, including
faculty members, often feel pressure to bear the burden of
caregiving responsibilities (Docka & Stone, 2021). For this
research, we define care as support or providing for the needs of
MWU, departments, students, or colleagues. Caregiving can take
various forms, both outside the workplace and within (Heijstra,
2017). We use caregiving as a term to encompass work that is
considered providing care and goes unrecognized or
uncompensated.

In higher education, caregiving work encompasses categories
such as teaching and service. We extend and operationalize
caregiving as care work that is often unmeasured, mainly in
traditional documentation such as the promotion and tenure
(PTE) dossier (Heijstra, 2017). Even for caregiving work that is
ostensibly measured or tracked in a PTE dossier, women faculty
are often asked to assume a higher proportion of teaching and
advising as well as chairing committees, serving as
undergraduate directors, and providing student mentorship
without compensation or recognition (Blalock et al., 2023; Misra
etal., 2011).

For example, advising is often a part of the “service” component
of a PTE dossier. In the dossier, a faculty member lists the
number of undergraduate and graduate students they advise.
However, the work of advising, and perhaps one measure of its
quality, also involves the frequency and duration of time spent
guiding and advising students. In this example, the number of
advisees is measured for PTE purposes, but the time a faculty
member spends on advising is not. The latter, for our purposes,
is considered caregiving work. Altogether, research suggests that
women faculty members tend to take on a larger proportion of
caregiving work, which means, in practice, they spend additional
time teaching and mentoring students, and less time on research
(Misra et al., 2011), with little reward (Blalock et al., 2023;
Heijstra, 2017).

Women faculty often report that they take on caregiving work
because they feel it is vital to the success of their students and
the institution (Blalock et al., 2023; Misra et al., 2011), to be a
team player, or to align with expectations of their peers.
However, faculty report that caregiving work is seen as
expected, so it is not work that positively impacts PTE (Barrett
& Barrett, 2011; Fitzgerald, 2012). Through this study, we aimed
to identify the coordination and definitions of caregiving work to
expand on the gendered organization (Acker, 1990; Docka &
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Stone, 2021; Toffoletti & Starr, 2016). Specifically, we were
interested in understanding the work related to both providing
care and the work women faculty do to receive care.

Care-receiving Work for Women Faculty

Research suggests that women faculty members are burdened
with additional work within the gendered academic workforce
(Docka & Stone, 2021). Additional work is demonstrated in our
definition of carereceiving work, when faculty seek out support
systems as methods to receive care that do not naturally form
with colleagues (Block & Tietjen-Smith, 2016) and are often
unrecognized. Carereceiving would include finding and vetting
mentors, creating a support system of peers, and making friends
within the campus and local community.

Although not traditionally conceptualized as carereceiving,
mentorship has been described as a key component of success
and belonging for women faculty (Gibson, 2006). However,
women faculty members are often advised to find their mentors
while simultaneously being told that mentorship is key to their
success (Blood et al., 2012; Gibson, 2006). Through mentorship,
women faculty can receive guidance, support, and advocacy,
which helps them overcome challenges and foster professional
growth (Gibson, 2004, 2006; Gill, 2009). Early career mentor
relationships in academia can positively impact “promotion,
grant applications and awards, article presentations, and
professional society involvements” (Voytko et al., 2012, p.
1048). However, the perception that a mentor should share
identities with the mentee can expand the barriers that women
faculty face in receiving mentorship when programs are formed
naturally rather than systemically supported. These barriers are
only exacerbated for women of color, non-binary, and LGBTQ
(Blood et al., 2012; Zambrana, 2019).

Additionally, women faculty members have less access to
resources for personal growth (Lund & Tienari, 2018). The
personal groups that develop often occur outside working hours,
making them inaccessible to already marginalized groups
(Blalock et al., 2023; Toffoletti & Starr, 2016; Zambrana, 2019).
Women faculty face pressure to defer their own needs to meet
workplace gendered expectations (Acker, 1990; Howell et al.,
2017). Smith et al. (2000) and Voytko et al. (2018) have
demonstrated that faculty who receive care in social groups or
mentorship typically experience greater job success, higher
salaries, and more career opportunities. Although research has
made these advantages clear, women faculty often do not reap
the rewards unless they seek out care external to the workplace.
Thus, women faculty are burdened by systemic barriers to their
support and ultimately their success, further perpetuating a
gendered workplace.

Ideal Woman Academic Worker

The expectations of women faculty to provide care and find it
for themselves embody the traits of a discourse of an ideal
woman academic worker, which stems from Acker’s (1990)
theory on gendered work and organizations. Her theory of the
ideal worker is based on a masculine, unencumbered body that
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has no outside commitments (Acker, 1990; 2006). Evidence of
the gendered worker is in job descriptions, where the ideal
candidate is presented as neutral but based on gendered norms
that restrict who meets the position requirements (Acker, 1990;
2006). We associate those traits within academia, and the
research of Lund and Tienari (2018) attributes caregiving
behaviors to the woman academic worker. Indeed, the ideal
academic worker is passionate and values individualized pursuits
(Lund & Tienari, 2018). Prioritizing individuality devalues the
work of caring for colleagues and fostering community (Fotaki,
2013; Gill, 2009). Additionally, the ideal academic worker is
someone who stands alone (Acker, 1990; Lund & Tienari, 2018),
dismissing carereceiving work of women faculty as they seek
communities of support such as mentorship or social validation
(Rowlands, 2017).

The discourse of the ideal academic worker valuing individuality
(Lund & Tienari, 2018) conflicts with the research on the value
of mentorship and creating support networks (Blood et al.,
2012), which are critical components of the ideal academic
worker. The discourse of the ideal academic worker establishes
the expectation that to be accepted in academia, one must
comply with the gendered norms established by the institution
(Blalock et al.; Rowlands, 2017). We aim to identify the
disjuncture between the discourses of the ideal academic worker
and the ideal woman academic worker by exploring the work of
women faculty. Our analysis of focus group data led to the
identification and analysis of policies, practices, and procedures
at MWU, as well as the discourse of the ideal woman academic
worker that coordinated women faculty’s work. The focus group
data analyzed were part of a larger study exploring the
experiences of women faculty at MWU.

Methods

This project was not conceptualized as an institutional
ethnography from the outset. However, after the data collection
we (Emily Johnson, Cailin Shovkoplyas, Laura Parson, and
Fredricka Saunders) approached our data analysis by making our
research an institutional ethnographic inquiry to understand and
make recommendations that were focused on academia as an
institution from the standpoint of women academic workers. We
used feminist standpoint theory as a lens to approach this
institutional ethnographic research. We began from the
experiences of the individual, then proceeded to identify the
disjunctures between their lived experience and the methods that
coordinated women faculty’s caregiving and carereceiving work.
Feminist standpoint theory guided our research and analysis as
we sought to uncover the unseen or unrecognized work (Smith,
1987, 2005). Feminist standpoint theory is often part of
institutional ethnographic research, as the data is not limited to
the participants' experience, but also to how their experiences or
work are socially organized (Campbell & Gregor, 2006).
Institutional ethnography (IE) begins with a problematic
experience or challenge, often one that is felt or noticed by the
researcher (Campbell & Gregor, 2006; Smith, 1987). The
research stems from personal experience. For the present study,
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Laura Parson, Lisa Arnold, and Rajani Ganesh Pillai are
women-identifying faculty members who have undergone the
tenure process and experienced the pressures associated with
caregiving. Laura, Lisa, and Rajani balanced accepting work
outside of the PTE dossier that would help and support their
colleagues or students with the work that was associated with the
PTE process and would act as evidence for their tenure. While
not a faculty member, Emily Johnson has felt pressure to
complete additional caregiving tasks, such as accepting roles as a
mentor without compensation or a managerial title, assisting in
onboarding, and being the person coworkers would turn to for
questions and help. Although Emily was not part of the PTE
process, they related their caregiving work to her annual review
process. She felt that they were unable to receive recognition for
completing work that exceeded their job requirements and the
items outlined in their annual review. The documentation and
review process limited the work for which Emily was
compensated, as her supervisor noted that the care work of
supporting colleagues and onboarding new hires was something
she chose to complete and naturally excelled at. Institutional
ethnography begins with a problem, and then the research
questions are designed to identify what the work entails on a
day-to-day basis and how it is socially organized (Campbell &
Gregor, 2004; Smith, 2005). IE research goes to a second level
to identify the challenges or disjunctures between the lived
experience (work) and the institutional structures that coordinate
the work, such as national policy, organizational procedures, or
discourses (Campbell & Gregor, 2004; Smith, 1987). Informed
by research on caregiving, carereceiving, and the ideal academic
worker, we explored the experiences of women faculty at MWU,
framed within feminist standpoint theory. The research questions
that guided our data analysis sought to describe the work of
women faculty to identify institutional policies, practices,
procedures, and discourses that coordinated that work:

1. What are the processes, policies, practices, and
procedures that coordinate caregiving work for women
faculty?

2. What are the processes, policies, practices, and
procedures that coordinate carereceiving work for
women faculty?

To understand how women faculty’s work was coordinated, we
leveraged focus group data to identify discourses, policies,
procedures, and practices at MWU through an analytic approach
typical of an IE.

Context

This research evolved from an internal report completed by the
institution’s Women Faculty Advancement Commission (WFAC
— pseudonym) to understand the experiences of women faculty
members and the impact of the institution’s Cultivate
(pseudonym) initiative. To address systemic and institutional
barriers to women’s advancement in higher education, the
National Science Foundation’s (NSF) (2020 Cultivate pushes
universities to address elements of organizational structure and
culture that adversely affect women (NSF, 2020). Cultivate is an
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initiative focused on women faculty charged with creating and
refining efforts to address obstacles, particularly for women in
Science, Technology, Engineering, and Mathematics (STEM).
Andreasen et al. (2017) attribute the increase in women hired in
higher education to programs like Cultivate at various
universities. The WFAC collected data from the focus groups
and completed a report, which we (Emily, Cailin, and Fredricka)
received after our analysis. Our findings offer valuable insights
into the institutional context that contributes to a broader
understanding of caregiving and receiving work. This research is
a component of broader research related to caregiving and
work-life balance from the standpoint of women faculty. We
found that women faculty felt pressure to accept work that was
unrecognized by the formalized Promotion and tenure evaluation
policies. This pressure perpetuated work environments where
women faculty had to choose between their careers, their lives
outside of work, or their students (Saunders et al., 2025).

Participants

MWU faculty received an email via the faculty listserv with
information about the focus groups and a link to a survey,
administered via Qualtrics, where they could indicate interest.
Participants were given the option to participate in mixed-gender
or single-gender focus groups; however, all four groups were
single-gender. A total of 23 faculty members participated in the
event. Although we sought to understand the standpoint of
women faculty members, we spoke to those who identified as
women and men to understand how women faculty members’
work and challenges were organized at MWU. We collected
entry-level data through focus groups (three women-identifying
faculty members and one men-identifying faculty member) with
faculty members at MWU to understand the challenges facing
women faculty. This informed the document analysis we
conducted on MWU policies at the broadest University level. We
sought to understand how the challenges described were created
and continued.

Data Collection

We had two phases of data collection, as is typical of an IE. We
began with hour-long semi-structured focus groups of MWU
faculty to allow for space for follow-up questions (Rubin &
Rubin, 2011). We leveraged focus groups to collect data on how
faculty understood the coordination of academic workers' work
(Campbell & Gregor, 2002). Our focus group protocol was
developed to understand our standpoint, which focused on
women academics’ experiences. A small subgroup of focus
group facilitators drafted the initial focus group protocol, which
was then reviewed by the WFAC committee, revised, and
approved. The focus group questions were developed
specifically for this data collection to identify issues that face
women faculty and document changes or improvements in the
campus climate for different groups. After the protocol was
approved by the WFAC and the MWU’s IRB board, we began
conducting focus groups.
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First, participants were invited to meet their selected focus group
in a central location on campus, with two facilitators present for
each meeting. Upon arrival, participants selected a nametag with
a number, which they affixed to their clothes for the duration of
the meeting. The room contained approximately 10 chairs
arranged in a circle, facing each other, and participants could
choose their preferred seating position within the circle. As
participants arrived, they were provided with a consent
document. The facilitators verbally instructed them that by
remaining in the room, they were providing consent to
participate in the study, but they could leave or withdraw at any
time. As participants waited for everyone to arrive, they were
asked to complete a demographic questionnaire by hand which
included optional questions related to gender, orientation,
ethnicity, and dis/ability. Once all participants had arrived and
completed the questionnaire, one of the facilitators turned on the
recording device, which was placed on a chair within the circle.
For the duration of the focus group, participants were instructed
to refer to each other by the number on their nametags, rather
than by name, to protect their anonymity. When the facilitators
were ready to begin, they provided a brief explanation of WFAC,
its purpose, and the objectives of the focus group. After inviting
questions, the facilitators proceeded to ask a series of questions
to prompt discussion among focus group members listed in
Table 1.

Table 1

Focus Group Questions and Facilitation Protocol

At the beginning of each focus group, facilitators will explain to the group who the
WFAC (pseudonym) is and its purpose. Participants will be given numbers by which
to refer to themselves and others in the group. Informed consent will be obtained.

Main Question Follow-up

What has been your previous
experience with or
knowledge of WFAC
(pseudonym) and/or policies
it has forwarded?

What would be an ideal

situation that would facilitate
your career? What does your
situation look like currently?

What might help you in
achieving the ideal
situation/career goals? What
barriers or challenges have
you faced?

Do you think these experiences are similar to
other people that you know of? Could it be
different for anyone else? What about someone
with a different gender identification?

What is/has been/was your Senior faculty: What has been your experience

experience like going through in preparing for/having access to leadership

the onboarding and/or positions on campus?

promotion process? Do you think these experiences are similar to
other people that you know of? Could it be
different for anyone else? What about someone
with a different gender identification?

Tell us about formal or
informal structures on

Do you think these experiences are similar to
other people that you know of? Could it be
different for anyone else? What about someone
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campus that have supported with a different gender identification?
you in your career.

What has been your
experience with specific
MWU (pseudonym) policies
related to gender equity?
What suggestions do you
have for policies that the
WFAC (pseudonym) might
address?

Next, our second phase of data collection was informed by the
analysis of the focus group transcriptions. After identifying the
caregiving and care-receiving work for women academic
workers, we sought to understand how this work was
coordinated through texts such as the PTE policy in the
university employee manual, as well as department-specific
requirements that exceeded university standards. We also
explored the focus group data to identify what it meant to be a
women faculty member, contributing to the discourse of an ideal
woman academic worker. Both phases of data collection were
critical to the IE method and answering our research questions
around the caregiving and receiving work that women faculty
accepted, then identified how that work is organized and where
women faculty feel that work is their responsibility.

Data Analysis

In alignment with the process of institutional ethnography, our
analysis focused on responding to our research questions and
tracing how work was coordinated. We began by identifying
caregiving and receiving work for women faculty. Next, we read
the focus group data and identified the work being done by
women faculty related to caregiving and carereceiving. For
example, “asking us what we could use for mentoring,” would
include the work of: “reflecting on what is needed,” describing
needs, “collaborating with colleagues,” and “identifying the
potential ideal outcomes.” Instead of identifying themes or
categorical codes often seen in qualitative research, we sought to
identify the ruling relations or texts that organized the
experiences or work of women academics (Campbell & Gregor,
2002; Smith, 2005). By identifying the ruling relations, we were
able to provide insights into how institutional and organizational
structures, such as the State Board of Higher Education, the
MWU website, policy manuals, and the discourse of the ideal
woman academic worker, shape the work. Throughout this
process, we identified the work, how it was coordinated, and
noted disjunctures or conflicts between the lived experiences of
women academics and the ruling relations.

Trustworthiness and Validity

To ensure confidentiality, participants were referred to by an
assigned number for data collection (e.g., 201, 302), we used
pseudonyms in the findings, and the university was renamed
MWU. Each of the quotes in the findings was limited to ensure
anonymity. Recognizing the internal validity of the study, it is
essential to note that the sample was not randomly selected. Lisa
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and Rajani recruited faculty members through convenience
sampling, based on self-selection and time commitment, to
participate.
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Researcher Positionality

Focus Group Data Collection

-
Author 5 - Arnold

Initial focus group data collection

Member of WFAC (pseudonym)

White, cisgendered woman

Associate Parner

~

AN
I'/-

Author & - Ganesh Pillai
Initial focus group data collection
Member of WFAC (pseudonym)
Mon-White, cis-gendered woman
Professor

.

vy
"'\\\

J/
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Researcher Positionality

Policy, Practice, Procedure, Discourse Impact Analysis

Author 3 - Parson
Data analysis
WFAL Report
IE Course Profiesso
Member of WFAC (pseudonym)
White, cisgendered woman
Associate Partner

Author 1 - Johnson
[Fata Analysis
Used as a window for learning method of [E
White, cisgendered woman
Giraduate Student

method of [E
White, cisgendered woman

Author 2 - Shovkoplyas
[rata Analysis
Used as a window for learning
Graduate Student

Author 4 - Saunders
Data Analysis
Used as a window for leaming
method of [E
Black, cisgenderad woman
First generation, international
student
Graduate Student

\

I found it challenging to find and
sustain mentor relationships in an
industry with few women
leaders, The relationships did not
feel like they developed
naturally, and | had to work hard
o find and vet potential mentors,
It felt that my coworkers were
able to casily create and foster
similar connections during the
workday. This led my research
interest in mentership which

evolved inte the caregiving and
carereceiving identified in this

\ manuscript, _/
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Limitations

As an institutional ethnography, the research is intended and
expected to be generalized across the broader population of
women faculty. We were limited by not having access to
participants after the focus groups had concluded. This research,
although limited to a specific university, highlights the
challenges associated with being a woman faculty member.
Through this study, we focused on how work is accomplished
and assigned, both in formal policies and in the perception of
cultural norms within the organization. We, the researchers
(Figure 1), are critical elements of the research itself, as we tried
to understand the group experiencing marginalization. The
findings of this study aim to contribute to the understanding of
caregiving and carereceiving work for women faculty and the
discourse on the ideal woman academic worker.

Findings

Our analysis of the focus group data and institutional policies
that coordinate the work of women suggests a disjuncture
between the care work that women faculty provide for students
and colleagues and the MWU policies regarding campus
community contributions (Figure 2). First, we describe the
caregiving work of women faculty members, including academic
advising, serving on committees, and assisting colleagues.
Second, we describe the carereceiving work of women faculty,
which was primarily related to creating communities of support
and finding mentors. We conclude by relating mentorship to the
discourse of the ideal woman academic worker.

Caregiving

For this study, we defined caregiving as work that falls within
the service or teaching category in the PTE dossier but has
elements that are often unmeasured, such as academic advising,
serving on committees, and providing support to colleagues. We
discuss each element of caregiving work by beginning with the
policy, practice, procedure, or discourse that coordinates that
work, and then describe how that work is implemented in
practice. Finally, we conclude each section by discussing how or
why this creates challenges (disjunctures) for women faculty.

Academic Advising

Adpvising is required by the MWU PTE policy within the
category of service; however, it is unclear how much advising
fulfills the policy requirement. We note the disjuncture between
the work women faculty saw from their colleagues and their
perception of the PTE policy service section coordinating
advising. For some, this was based on their contract, for others,
student advising occurred less formally, where faculty would
either be assigned or volunteered to advise students. The
ambiguity in the service policy regarding how much advising
was enough conflicted with the desire of women faculty to help
students and provide care, as they accepted or declined work.

For example, Sibyl described her experience as a faculty
member with the most student advisees in her department
because she was good at it. However, others in her department
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did not accept advising meetings because they do not offer
advising.

I have one of the highest advising rates, as we don't
have professional advisors in our department. I'm one
of the few, and I have the highest number of advising
appointments, because I do it well. And our other
faculty have actually told our Department Chair “I,
don’t advise.” And they're okay with that.

Sibyl felt that she needed to prioritize providing care above her
perception of the MWU PTE service policy advising
requirements. The conflict in priorities led to her having the
most advising appointments in her department. This disjuncture
created an imbalance between her role functions of service,
research, and teaching. She needed to choose between doing
what she felt was expected and building PTE evidence.

Likewise, Helen also noted the work of advising but related to
graduate students. She felt she had to turn away students asking
for help when their advisor was not meeting their needs. Helen’s
choice to maintain boundaries by not accepting the additional
work left her feeling disheartened because she knew the students
needed care but was unable to provide it.

It's really frustrating when, when you are a faculty
member, and there is a graduate student coming to you
because your colleague isn't doing what they're
supposed to be doing. ... And it's, it's really just kind
of, yeah, just disheartening to be like, like, I wish I
could be stronger advocate. But it's either that taking on
that service work, or that teaching.

Helen’s choice to decline the additional work of advising
graduate students conflicted with her perception of what was
expected in the MWU PTE service policy and her desire to help
students. The MWU PTE policy described service work as,
“contributing to the welfare of the department, college, or
university.” However, the lack of clarity on how much advising
is evidence for PTE created the disjuncture between the expected
work of faculty and participants’ experience. Like advising,
serving on graduate student committees is work outlined in the
PTE service policy that does not have clear metrics. In the next
section, we discuss committee responsibilities as caregiving
work.

Serving on Committees

PTE policy ambiguity created a disjuncture for women faculty,
because it was unclear what level of service was required to
meet contractual requirements. The way work was defined by
participants aligned with PTE policies but conflicted with the
goals on the MWU website to “create an equitable environment”
that is supportive of the advancement of women faculty. This
created more work for women faculty, because they felt
pressured to accept committee work to contribute to department
community, yet this work was not counted as evidence toward
promotion and tenure.
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For example, Sam noted that women faculty in his department
were overburdened with committee work. His perception was
that his department diversifies the committees to align with the
university’s diversity efforts. However, this procedure created an
unequal division of work for women faculty.

I have noticed that there's a tendency when my female
colleagues kind of reach a certain level, that they're
super kind of weighed down with committee work that,
you know. Especially kind of, like, committees that
require senior faculty, you know, there's, there’s not as
many, kind of, women in the pipeline. And so, the
women who do reach full professor end up getting kind
of, you know, three, four, or five committee
assignments.

Sam described a workspace where women faculty were
overburdened with caregiving work serving on committees and
accepting that work in place of their colleagues. Stella’s
experience was similar, she described the supporting students as
tasks that women faculty felt would not be completed if they did
not do it themselves.

Likewise, Stella shared that in her department where individuals,
she estimated mostly tenured, had the autonomy to refer to their
contract. Some faculty completed only the compensated work,
leaving a gap, noted by Stella, in student guidance and support.

It’s usually women, um, or Senior Lectures or other
faculty who, sort of, make up a lot of that other, like,
nebulous labor that clearly makes the department go. It
makes, it makes our Graduate Programs like produce
graduates. Like, we do that work... While we have a
couple of people who are just like, “Not my job. Where
does it say in the bylaws that I have to do this?” So,
then they just don’t have to do it. But then there’s no
punishment for that person in any way. And then there
is no real reward on the other side, right?

There was no deterrent for faculty to refuse work viewed as
outside their contract, according to Stella, nor was there
recognition or reward for completing the additional caregiving
work. The policies at MWU did not define the allowance to
refuse additional responsibilities nor provide guidance on
rewarding those who accept the caregiving work above and
beyond what was required by departmental policy. The
disjuncture between the faculty PTE policy related to service,
contributing to the campus community, and building evidence
for a PTE dossier, and faculty practices created alternate realities
for women faculty if they chose to prioritize perceived
expectations or MWU policies.

Additionally, Helen described her desire to be a team player as a
new faculty member, feeling pressure to support students and
step in. She noted that it was clear which faculty members did
the work.

I’m a new colleague, you know, I’'m trying to, I want to
be a team player. I want to help our students and, like,
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this is the attitude this person has. And, and, you know,
and you can tell we have a list that’s not always
updated, but like, of who’s working, you know, with
which students. And it’s glaringly obvious the people
who step in, you know, and want to support the
students. And those who don’t.

Helen felt that this pressure left many women faculty members
feeling undervalued, because they do the work above and
beyond departmental practices. MWU PTE policies were written
to enable individuals to build a case for how they meet PTE
expectations. The vague nature provides little guidance on what
meets requirements and how a faculty’s work should be
measured. The lack of clarity creates a disjuncture for women
faculty members trying to be team players without recognition
for the unequal workloads they face in caring for students. In the
next section, we discuss care work for women faculty as they
feel pressure to care for their coworkers above and beyond their
students’ needs.

Caring for Colleagues

Students were not the only group that faculty described as
needing care; colleagues were also recipients of the caregiving
work of women faculty. MWU policy manual stated
expectations for faculty to create a better campus community,
conceptually valuing collaborative work. This conflicted with
practices that valued individuality. Caring for colleagues and
contributing to the campus community created a disjuncture
between an ideal academic and MWU policy. With this conflict
between perceived expectations and policy, women faculty were
torn between what they observed and what they felt they should
be doing.

For example, according to Meryl, contributing to the campus
community was not outlined or reflected in her annual
evaluations, which were focused on teaching, research, and
service, creating a disjuncture between PTE practices and her
contract.

Seems like there should be some component of this
annual evaluation that really gets to the part of
fostering, because the contract, when you get hired, at
least the contracts that I have, uh, the letters that I have
actually saved, you are expected to contribute to a
positive work environment.

Meryl’s experience highlights a conflict between the practice of
annual evaluations and her formal contract. She felt that there
could be more support from MWU to push for behavior that
created collegiality.

Providing care for colleagues was also described as knowing and
sharing resources for faculty and their students. For faculty to
create a community of collaboration and care, women faculty
needed resources and methods to share information. Several
women faculty described the work of locating and validating
links and resources for incoming faculty and staff. This practice
was one they chose to undertake in addition to their formally
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coordinated work, which conflicted with the outlined
expectations in the PTE policy, devoting time to research,
service, and teaching.

The work related to caregiving, such as advising, serving on
committees, and helping colleagues, was in addition to
contractual responsibilities by women faculty, leading to an
overload of work. Women faculty then faced the challenge of
either caring for students and colleagues or being labeled as
someone who did not contribute to a positive work environment,
focusing only on evidence for their PTE dossier. The time
women faculty members spent completing additional
uncompensated work to care for others ultimately took time
away from efforts to advance their careers or care for
themselves. In the following section, we discuss the expectations
for women faculty to build and create a community while
navigating the barriers to finding support and receiving care.

Carereceiving

In response to our second research question, we identified the
career-receiving work of women faculty. We define
carereceiving as work related to finding and feeling support. The
conflict between experiences and the perception of MWU’s
employee policy manual and PTE guidelines emerged as
participants described their experience and what they felt they
needed. Women faculty described the challenges to receiving
care by building personal communities of support, finding, and
maintaining mentors. We discuss these components of
carereceiving work, beginning with the policy, practice,
procedure, or discourse that coordinates this work. We then
provide examples of the work in practice. We conclude by
describing how or why this creates a disjuncture (challenge) for
women faculty.

Communities of Support

There were departmental practices of creating support networks,
such as running a club or naturally forming groups of individuals
with similar backgrounds. However, not being a formal
component of MWU policy resulted in the programming lacking
sustainability. Work to create and maintain communities of
support created additional challenges for women faculty as they
sought care. The work of locating colleagues willing to
participate and dedicating time to building communities of
support was viewed as social. However, it was not seen as
contributing to the campus community, rendering it invisible.
This created the disjuncture between what the faculty felt was
needed and the support from MWU.

For example, Anita described informal practices to create
communities of support. When she first arrived at MWU, there
was a running club for women, and she found a support system
she could lean on and connect with, both in the office and
outside of it.

I'll speak from my own department, where we have a
lot of informal things. Where we, at least when I first
arrived, we would gather, all the women would gather,
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and some of us would go running, for example, you
know every Wednesday, you know, the women would
run. ...it was just a way to build community. And just,
people that you could talk to and lean on, right?
Because that's often the thing you need.

Anita described the work and effort that went into creating a
community that brought people together, where she and her
colleagues had people they could turn to for help and support.
However, the practices of MWU that created a community of
support were not sustainable through institutional changes.

Additionally, Zoe described finding friendships and creating
connections as work she had to do as a new member of the
community. She felt lucky to be part of a large wave of incoming
hires, but noted the additional work required to create a
community of support.

So, like I said, I think I lucked out incoming when I did.
Because there was this big wave of hiring, at least in
our college, and a lot of folks coming from outside.
And so, we've been able to form that community.
Without that, I probably wouldn't still be here, right.
But it's, it hasn't been necessarily about research. It's
been about the social, and then, like, I have a number of
people that I could call.

Zoe found community in her cohort; however, this was work in
addition to her role. The work of finding relationships and
sustaining them to form that community aligned with the service
aspect of the MWU policy. However, that work was considered
social rather than part of contributing to the campus climate,
creating a disjuncture between work seen as evidence for the
PTE dossier and the policy itself.

Gwen, a woman faculty member of MWU, described the
formation of mentor networks as a challenge for her as a woman.
The networks naturally formed for the majority groups, white
men, but for minorities such as women, particularly women of
color, they needed to reallocate time from other aspects of their
roles to prioritize carereceiving work. Gwen described the
choice between the work of building her PTE dossier and finding
and forming those networks.

In a lot of departments there are, already exists, a
network for white men. So, they don’t have to spend the
energy creating one. But for women and people of
color, they have to take energy and time away from
other things to find that support network. It doesn't exist
in my unit either. And I think you're right by that
everybody's really busy, and then, like, you're not
rewarded for forming those networks. Um, in the PT &
E process, it's just, like, you need it. And so, you do it,
or you try to do it, but at the sacrifice of your other
things that are important to your promotion and tenure
process,

Gwen felt she needed to look elsewhere for support networks
since MWU did not have a mentorship program in place, and it
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would not develop without structure. The MWU PTE policy
recognized contributing to the campus community as service
work; however, this conflicted with the experiences of women
faculty, as the work they were doing to create communities of
support was not reflected in their PTE dossier. Next, we discuss
the work women faculty did to find mentorship as a specific
method for receiving care and the barriers to building mentor
relationships.

Seeking Mentorship

Participants described mentorship as a need; however, MWU did
not have procedures on how to mentor or incentives to become
mentors for women faculty. This conflict perpetuated the
challenge faced by women faculty members in finding, vetting,
and securing quality mentors to guide them. Indeed, there was a
challenge for women faculty to find mentors who shared their
identities.

For example, Elaine described the work of finding mentors as
searching for individuals who held similar roles to her own.
MWU practices did not support the work of finding a mentor. As
a result, it became invisible work. Elaine described the process
of seeking mentorship outside the department as a challenge.

There was no like plan, mentorship part of me starting.
And I was the first Professor of Practice in the
department, and the only Professor of Practice. And, so
I had to, like, seek out and meet people across campus
to like, meet other Professors of Practice ...

And now, very recently, in the last few months, they've
started to go, “Oh, maybe we should mentor these
newer faculty members,” because there's four of us
now. Like, half the department is new. And, uh, so, now
they're starting some mentoring things and asking what
we could, you know, use to help, help us proceed in all
this kind of stuff.

The department has since added a mentorship program, and
leadership came to her and her colleagues, asking them what
they needed and how the department could help them. This
created more work for Elaine and her colleagues as they sought
to provide recommendations.

In contrast, Sam, a faculty member, described an informal
practice where the Associate Dean in his department organized
workshops for newer faculty to connect and learn the ways of
working at MWU. Sam noted his experience may not have been
the same for women faculty in his department. Sam also
described the value of being mentored through a practice
third-year review by the department chair and colleagues. This
prepared him for his next step in the PTE process. Sam’s work
was visible and recognized within the department's practices,
particularly through his PTE discussions. The program and his
colleagues valued the work he did to receive care. Sam’s
experience was positive, but as he noted, this conflicts with his
observations of women faculty.
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Additionally, Helen shared that she received mentorship but
wanted to expand outside her department. She learned on her
own how to identify mentors. The chair of Helen’s department
gave her a gift card and told her to connect with someone outside
of the department for coffee. For Helen, there was additional
work to obtain mentorship, forcing her to choose where to focus.
She could keep her current pace or take time to identify someone
in another area with whom she could connect. This challenge led
her to desire a formal mentorship practice within MWU, where
faculty could receive care that aligns with the policy manual for
PTE, related to contributing to the campus community and
recognizing the work faculty do to create mentorship networks.

Mentorship as a Trait of the Ideal Woman Academic
Worker. Through our data analysis, we identified descriptions of
work related to what women faculty felt they needed to be
successful in their roles. The ambiguity in the MWU PTE policy
determining service created space for mentorship to be
recognized. Though some participants felt that this was an
opportunity, this conflicted with MWU PTE review practices.

Participants consistently expressed a desire to have a mentor,
with some correlating mentorship with career progression.
Women faculty consistently shared that having mentors share
their identities was needed and should be part of the evaluation
for PTE. Our analysis suggests that having a mentor is a
characteristic of an ideal academic woman. For example,
Bernadette described mentorship as something that is needed
throughout a faculty member’s career. She noted that it was
beneficial early on, as new members learn the ropes and access
helpful resources. Her commentary suggested that mentorship
needed to be developed, presenting a challenge to create a
comprehensive system within MWU that would meet the needs
of all.

Additionally, Meryl noted that MWU did not have a culture of
mentorship. She described PTE policy and noted the lack of
verbiage related to mentorship. Her experience was that the
traditional method of providing evidence to support the service
section of her PTE dossier was through classroom evaluations
provided by students or colleagues.

And creating that culture because the evaluations on an
annual basis are teaching, research, and service. There
is nothing in there for like collegiality, mentorship, a
mentorship could, I mean, like, you could start putting
that into service, but I think the traditional way of
evaluating those is, you know, classroom..., because
the contract, when you get hired, at least the contracts
that I have... you are expected to contribute to a
positive work environment.

Meryl drew attention to her belief that mentorship could directly
contribute to meeting the expectation of fostering a positive
work environment, as noted in the MWU faculty policy manual.
Her experience was that mentorship was not evidence of service,
presenting a disjuncture between recognizing mentorship and the
ideal woman academic worker’s need for a mentor.
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Lastly, Maggie described mentoring as a critical component of
what was missing when asked about her expectations for the
ideal work environment. She noted that mentoring was critical to
career progression, stating, “Mentoring what was, has been
missing...there was no, no one mentoring to, to kind of,
mentoring is so important to, um, for moving, moving higher.”
Maggie’s need for a mentor reinforced the concept that having a
mentor was a critical trait in the discourse of the ideal academic
woman. Meryl and Bernadette also called out this trait as critical.
Being an ideal academic woman, someone who has a mentor,
conflicts with the policies related to PTE, as women faculty
provide evidence for their dossiers while meeting their
expectations.

Table 2
Findings Matrix

Disjuncture Particip s) Translocal Practice (Policy, Practice,
Procedure, Discourse)

Advising is required, but it 1s unclear Discourse of a woman faculty member;
how much meets the requirements Sibyl, Helen PTE Policy — service section
Serving on committees is required, List of Faculty on Committees; PTE Policy
but it 1s unclear how much it meets Judy, Stella, — service section; Discourse of the ideal
requirements Sam woman faculty member
Annual evaluation does not highlight MWU policy manual; SBHE policy (state);
the work of contributing to a contractual outline; Discourse of the ideal
positive environment, Meryl woman faculty member
Faculty should have mentors, but
there are no incentives or guidelines  Elaine, Helen.  Discourse of the ideal woman faculty
o be a mentor. Sam_ Carmen member: No incentives to be a mentor
Work to create and maintain
communities without formal support
from MWU, considered social not Anita, Zoe,
scholarly. Gwen SBHE policy (state)
Note. SBHE = State Board of Higher Education;: MWU = Midwest Research University: PTE =
Promotion, Tenure, and Evaluation.

Our findings, highlighted in Table 2, outline the challenges that
women faculty face and how their work is coordinated, which
creates the disjunctures or differences between the ruling
relations and the work that happens day-to-day. Women faculty
consistently felt pressure to accept work that provided care for
students and supported their colleagues, while navigating the
challenge of finding the same support for themselves.
Participants felt that communities of support and mentorship
were critical for advancement, but were not naturally forming for
women faculty. We attribute the expectation of having a mentor
as part of the discourse on the ideal academic woman worker.
We found that women faculty members were expected to take on
invisible work beyond their contracted hours to meet the
expectations of their colleagues, PTE committees, and the ideal
woman academic worker. In the following section, we discuss
the implications of our findings and provide recommendations to
improve the experiences of women faculty members.

Discussion

In our study, participants experienced additional invisible
workloads caring for those around them, students and
colleagues. The actions of providing care through the mandated
elements of the MWU PTE policies included academic advising,
chairing and serving on committees, and creating a positive work
environment. Women faculty members did not have a support
system in place for care and development, which hindered their
ability to navigate the pressure of taking on caregiving roles and
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working within higher education. The ambiguity in the service
section of the promotion, tenure, and evaluation process did not
provide clearly defined incentives or guidelines for serving as a
mentor or seeking mentorship at a professional level. Though
mentorship may be able to fit beneath the evidence portion of the
service section describing, “contributions to fostering a campus
climate that supports and respects faculty, staff, and students
who have diverse cultures, backgrounds, and points of view,” it
was not described as something participants cited as part of their
PTE dossier. The absence of mentor networks or support systems
left women faculty feeling isolated and alone. The discourse of
being an ideal woman academic worker conflicted with policy
and practices within the day-to-day work of women faculty.
Using IE as a method, we identified a disjuncture between
unmeasured policy requirements and the ideal academic worker.
Then, we describe the expectations for women faculty seeking
care without institutional incentives. We conclude by discussing
the ideal academic woman worker as someone with a mentor.

Unmeasured Requirements

The work of women faculty, as they advise and care for students,
is devalued by the disjuncture between the discourse of the ideal
academic worker (Blalock et al., 2023; Howell et al., 2017; Lund
& Tienari, 2018) and the PTE policy related to service and
teaching. Without the formal measurement and value attributed
to both the quality and quantity of advising or graduate
committee service, the workload fell on women faculty. This
research reinforces the work of Lund & Tienari (2019), who
suggest that the ideal academic worker should be passionate but
distanced from students, able to stand alone and take on
necessary work. In Sybil and Helen’s cases, the care they
provided was seen as academic housework (Docka & Stone,
2021) and thus invisible work that is not valued for recognition
as a part of the PTE process. Additionally, marginalized students
often seek out faculty who share their identities, placing even
higher caregiving workloads on women faculty of color and their
allies (Docka & Stone, 2021), due to the ambiguity of the
advising section in the MWU PTE policies.

The MWU PTE policy defined service as “public service,
service to the University, college, and department, and service to
the profession.” This could be used to the advantage of women
faculty, creating the space to recognize their caregiving work
underneath the service requirement. However, women faculty
members felt pressure to accept caregiving work that exceeded
their workload, thus not receiving recognition for this work
within the broad definition of the MWU policy.

Expectations Without Incentives

The policies of both the state and MWU conflicted with
participant descriptions of the work environment. While some
women faculty members experienced some mentorship, albeit
short-term, others described the need to build networks of
community outside of work to create connections. The SBHE
and MWU PTE policies state that employees should create
positive environments by providing service to students and
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colleagues. However, that workload ultimately became the
invisible work of coordinating meetings and organizing
programs, without clear incentives or guidelines on how to be an
effective mentor. The trickle-down effect ended with the work
being assigned to an individual rather than a role (Nichols,
2014), forcing faculty to reinvent programming through staffing
adjustments.

When PTE policy is the motivator for determining priorities,
faculty will defer to what is listed in policy and the behavior of
colleagues (Kosoko-Lasaki et al., 2006). Without precise
alignment on what it means to create positive work cultures, the
priority of the work being done will continue to be seen as
additional work. For example, the running group that Anita
appreciated or the network of women of color that Gwen noted.
This conflict between highlighting women faculty’s caregiving
work and the policies dictating the day-to-day work ensures the
continuation of the status quo, forcing women faculty to
complete additional work without recognition within their PTE
discussions.

Characteristics of the Ideal Woman Academic Worker

Our analysis of the data suggested that women faculty faced a
challenge in navigating the intersection of their identities as
faculty and community members, in addition to their need for
support. The standards of what is expected of faculty at MWU
are not well-defined, contributing to the conflict between the
work being done and what faculty felt were traits of an ideal
woman academic worker. Our analysis found that women faculty
members described a mentor as someone who shared their
identities in terms of gender, race, or orientation, rather than
someone in academia.

The perceived need for mentorship and the expectation that
academics should have a mentor (Ng et al., 2021) contributed to
our interpretation of the ideal woman academic worker. This
aligns with the work of Lund and Tienari (2018), who noted that
the ideal academic is passionate and knows how to pursue their
work effectively. Building on their research, we infer that the
individuals who cited mentorship as critical (Blood et al., 2012;
Gibson, 2006) identified it as a trait of the ideal academic
woman.

However, the climate at MWU did not present opportunities for
women faculty to obtain mentorship, nor did it recognize its
value as a component of the PTE dossier, instead treating it as an
act of receiving care. Academia continues to be a workplace
built for the ideal worker. Acker's (1990, 2008) work perpetuates
the barriers to marginalized groups, creating mentor networks
with those who share their identities. Therefore, women faculty
of color face a double challenge: feeling that they need a mentor
who looks like them to be successful, while finding few people
who meet their qualifications.
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Figure 2

Recommendations

; . Care for

colleagues

Our recommendations that follow are summarized in Figure 2.
We focused on our key findings regarding the challenges that
affect the work of indexed women academics. First, to address
the additional invisible work that women academics accept
above and beyond their job definition, which creates imbalances
in workloads across the faculty, we recommend adding to job
descriptions. We recommend that 'mentor' and 'caring' work be
defined and added to the faculty job description to highlight the
importance of care work to the organization and quantify the
care work involved. Second, we found that women faculty
members were expected to have a mentor but were not provided
with the support to locate or vet potential mentors. We
recommend that the institution establish a systematic mentorship
program with clearly defined expectations for what constitutes a
successful mentor and mentee. The expectations should be
collaboratively built with a pilot group. The pilot mentor group
is a potential for future action research to assess and revise the
program. Third, we found that women faculty members
described feeling pressure to accept caring work to support the
overall campus climate and to support their students. To address
this, we recommend revising the service expectations within the
PTE dossier to include recognition for time spent on advising
and descriptions of the qualitative experience of advising work,
rather than limiting the work to the number of advisees a faculty
member has each term. Lastly, we found that women academics
shared that, in addition to caring for their students, they were
also under pressure to care for their colleagues and create
systems of support where they were not organically formed. We
recommend that the university add to the terms in the section
“Fostering a campus climate that supports and respects faculty,
staff, and students” to describe actions that contribute to a
favorable campus climate. For example, the organization could
add language that describes supporting colleagues through
collaborative projects, mentor groups, and activities outside the
office space that create connection and collaboration.

To conclude, this study identified the methods that coordinated
caregiving and carereceiving work for women faculty. The
disjunctures between MWU policy, practices, and discourses of
the ideal woman academic worker devalued the caregiving work
of women faculty and perpetuated barriers to carereceiving work
such as long-lasting mentorship and communities of support.
Based on our findings, we recommend that to improve how
women faculty navigate the PTE process and progress through
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their career in academia, recognition for caregiving and
care-receiving work be included in the PTE dossier.

Future research is crucial for continuing to explore the discourse
of the ideal academic woman worker. First, the experiences and
discourse of women faculty members and the ideal academic
worker may vary based on their field. We recommend that
research be continued on a larger scale, involving women faculty
from various institutions, to identify the perceptions and impact
of the ideal woman academic worker discourse. The long-term
impact of the gendered organization is still perpetuated in the
experiences of women academics today. Therefore, we
recommend research seeking to identify the impacts of
sustainable mentorship and carereceiving for women faculty.

Our call to action is that academic institutions should recognize
the value of mentor relationships and define what it means to
have a mentor and be mentored. The self-reflection process
could be a component of the PTE dossier, thereby highlighting
the unseen work of women faculty and linking it to
compensation. Thus, making caregiving work an integral
component of the PTE dossier with the potential to encourage
not only women faculty but all faculty to share the caregiving
load and recognize the work that allows faculty to receive care.
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