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Abstract
Racism and White supremacy culture shape the experiences of youth and 
adults in mentoring programs, which is detrimental to the development 
of BIPOC youth. The aims of this paper are to a) show why anti-racism 
training and education for adult mentors is necessary for promoting the 
positive development of BIPOC youth and b) offer a framework for anti-
racist education and training for mentors. We review research showing 
how mentors’ attitudes about race, ethnicity and culture can harm 
their relationships with BIPOC youth and research on general mentor 
training, anti-racism training for mentors, and general diversity and anti-
bias training in the workplace. Crossing disciplinary boundaries to inform 
developmental science, we draw upon critical mentoring, culturally relevant 
and sustaining pedagogy, and ethnic/racial identity frameworks, and propose 
four components for anti-racist education and training for mentors: a) 
acknowledging, confronting, and interrupting racism, b) facilitating youth 
critical consciousness, c) supporting positive identity development in youth, 
and d) mentors and mentees as active agents and partners. At the foundation 
of these pillars is decentering and interrupting Whiteness and youth as co-
constructors of knowledge. We offer suggestions for future research and 
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practice in anti-racism training for mentors, which also have implications for 
youth-adult relationships across settings.

Keywords
mentoring, adolescents, anti-racism, training, mentors

“The hill we climb
If only we dare
It’s because being American is more than a pride we inherit,
it’s the past we step into
and how we repair it”

—Amanda Gorman (2021)

The last decade has witnessed a growing interest about how mentoring rela-
tionships and programs may address some of the societal and systemic chal-
lenges experienced by youth who identify as Black, Indigenous, and People 
of Color (BIPOC; Garringer et al., 2017). This interest is not surprising given 
the national data on mentoring programs that indicate approximately 76% of 
mentees served are BIPOC children and adolescents (Garringer et al., 2017). 
These same data further reveal that the majority (approximately 53%) of their 
volunteer mentors are White. This demographic profile, in conjunction with 
cross-racial matching program practices, presents a “sociocultural gap” (Gay, 
1993) between the lived experiences of adult mentors and BIPOC mentees. 
Such a gap runs the risk of negatively impacting mentees and mentoring rela-
tionships. Indeed, although mentoring programs are created and implemented 
with the goal of improving the lives of BIPOC youth, these programs may be, 
however inadvertently, reproducing inequality and promoting a system of 
White1 supremacy which has detrimental consequences for BIPOC adoles-
cent development.

Lack of programmatic attention to differences between mentors and 
BIPOC mentees’ lived realities leaves room for adults’ racial biases and inat-
tention to systemic racism to go unchecked, and as a result, risk causing harm 
in the relationship (Albright et  al., 2017; Cormier, 2020). And although 
research on youth-adult relationships in developmental science has been 
rooted in positive youth developmental frameworks in which the focus has 
been on the youth side of the equation, less has been done in examining the 
adults in these relationships, particularly mentors. Thus, to build upon exist-
ing work that already has begun to focus on mentors, and the benefits of the 
mentor training they receive, our article centers on anti-racism education and 
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training for mentors. This type of anti-racism education and training refers to 
training that helps mentors to actively interrupt and oppose racism in their 
interactions and relationships with youth.

To date, most mentoring programs offer training and/or support to mentors 
(Garringer et al., 2017), and evidence suggests that training strengthens men-
toring relationships (Kupersmidt, Stump, et al., 2017). Building on this exist-
ing work, we suggest that increasing a focus on anti-racism education within 
mentor training can have a positive impact. We draw on existing training 
evidence and offer a conceptual model for anti-racism training and education 
for mentors. We are optimistic about the potential for anti-racism mentor 
training to have a positive influence in the field. That said, we also are mind-
ful that anti-racism mentor training will not solve the myriad challenges that 
systemic racism presents for BIPOC youth in this country. But in line with 
Amanda Gorman’s poem at the inauguration of President Biden on January 
20, 2021, it is essential that volunteer mentors hold themselves accountable 
for participating in a process of repair, with their work contributing to the 
larger project of interrupting social inequity and injustice. Moreover, it is 
important for mentors to reflect on how systems of power, privilege, and 
oppression have impacted their own experiences, as well as learn the racist 
history of the United States that has harmed the lives of BIPOC adolescents 
and their communities.

To demonstrate the need for anti-racism education and training for men-
tors, we first discuss how racism and White supremacy culture show up in 
youth mentoring programs and relationships. Next, we review research on 
mentor training and its effects on mentor attitudes, relationship processes, 
and youth outcomes, as well as review the limited available evidence on anti-
racism mentor training on mentor attitudes. We also discuss meta-analyses 
and reviews of diversity and anti-bias training to inform future development 
of anti-racism mentor training and education. We then draw on theories out-
side of developmental science to push the field to develop and examine anti-
racism education and training for adults who work with BIPOC adolescents. 
Using the conceptual and theoretical frameworks of critical mentoring 
(Weiston-Serdan, 2017), culturally sustaining pedagogy in education 
(Ladson-Billings, 1995; Paris & Alim, 2017), a White identity development 
model (Helms, 2020), and ethnic/racial identity development, we propose a 
framework of anti-racism education and training for volunteer mentors. In 
describing the framework, we review research that shows how the framework 
components are related to the positive development of BIPOC adolescents. 
We end the article with recommendations for future research and practice on 
anti-racism education and training for mentors serving BIPOC adolescents. 
Although the focus of the article is on youth mentoring relationships, the 



4	 Journal of Adolescent Research 00(0)

proposed framework is applicable to anti-racism education and training for 
adults working with youth across a variety of settings.

Racism and White Supremacy Culture in Youth 
Mentoring Programs

Because mentoring programs exist in and are a microcosm of a larger soci-
ety, the foundational underpinnings of most mentoring and youth develop-
ment programs are rooted in White supremacy culture. Even with the best 
intentions, and sometimes without fully knowing or understanding, out-of-
school-time programs, including mentoring programs, are most often 
designed to fix, correct, or remedy some imagined blight within BIPOC 
communities (Baldridge, 2020; Weiston-Serdan, 2017). The very begin-
ning of the problem, then, is that mentoring programs are built upon deficit 
ideas of particular communities and young people who belong to them. In 
other words, the implicit, and sometimes explicit, message suggests that 
communities have deficits that others can fill through service. These defi-
cit perspectives, rooted in racism and White supremacy culture, are perva-
sive and present significant risks for youth’s and adults’ experiences in 
youth-serving programs.

The deficit perspective begins with the idea that “Whiteness is the norm.” 
Although Whiteness is seldom explicitly discussed, it is normed to be the 
invisible standard for all. Researchers have discussed how Whiteness has 
been socially constructed and how it has been socially centered in U.S. soci-
ety (Berger & Luckmann, 1966; Thomas & Thomas, 1928). Critical race 
theorists have also explored the concept of Whiteness, how it is normed, and 
the material privileges that come along with its possession (Bell, 1988; 
Harris, 1993). Both the concept of Whiteness and basing programs on deficit 
models as normed by Whiteness becomes essential to consider when discuss-
ing the problems identified within predominantly White-led or White-normed 
programs. Whiteness as a norm and racism itself is part of how the U.S. is 
structured and its institutions, and thus, it influences all of the individuals in 
society, including mentoring researchers, practitioners and volunteers, no 
matter one’s race/ethnicity.

In 2019, social media timelines were full of news articles highlighting a 
Chicago nonprofit that had received substantial funding from Jay Z and the 
National Football League (Golden, 2019). The articles lambasted the 
Crushers Club founder, Sally Hazelgrove, for a posted picture of her cutting 
off a Black boy’s dreadlocks in the program. The caption read, “and another 
crusher let me cut his dreads off. It’s symbolic of change and their desire for 
a better life” (Golden, 2019). The Crushers Club, a nonprofit organization 
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that touts itself as “an innovative youth violence prevention and reduction 
program” became the center of a debate about the ability of White-led and 
White-normed programs to work with BIPOC youth in culturally responsive 
ways. The caption implied that Black boys with natural hair, the most repre-
sentative of their Blackness, hampered their ability to thrive, not the sys-
temic and institutional racism plaguing their communities. This particular 
instance is one of many and demonstrates a pervasive issue in mentoring and 
youth development programs.

Other mentoring programs may not be as explicit in their White suprema-
cist norms, whether White- or BIPOC-led, but White supremacy culture still 
impacts how programs are structured. For example, some mentoring pro-
grams and research include the term “at-risk youth” as the population of 
focus without defining the term. The assumption behind the term, however, is 
deficit-based and victim-blaming, and oftentimes used to refer to low-income, 
BIPOC youth. So when mentoring researchers and practitioners use the term 
“at-risk youth,” the assumption is that low-income, BIPOC youth need help 
and have problems. Another example is the respectability politics promoted 
in some mentoring programs, such as teaching African-American and Latino 
boys how to tie a tie or teaching BIPOC youth the etiquette of fine dining. 
Although these behaviors are needed to assimilate in White-dominant institu-
tions, it is predicated on the idea that assimilation will help BIPOC communi-
ties and that they just need to accommodate White standards and norms to be 
successful.

Another example is the historically popular model of mentoring: a hier-
archical one-on-one relationship between an unrelated adult volunteer and a 
child, which is based on Eurocentric, middle-class, individualistic values of 
relationships and does not consider other adults who might play an integral 
role in the development of the mentee (Sánchez & Colón, 2005). However, 
BIPOC communities have historically had other models of mentoring (e.g., 
group mentoring) given that these other approaches are more consistent with 
their cultural values and practices (e.g., Rites of Passage programs; Sánchez 
et al., 2018; Utsey et al., 2003). Relatively recently, mentoring researchers 
have expanded their views of mentoring to also include group mentoring 
(Kuperminc & Thomason, 2014) and youth-initiated mentoring (e.g., 
Schwartz et al., 2013), for example, and have pushed others to consider the 
role of parents and other adults as important influences of the mentoring 
relationship (Keller & Blakeslee, 2014; Spencer et  al., 2011). However, 
much work still needs to be done to disrupt the White supremacist norms of 
youth mentoring.

Many low-income BIPOC youth spend time outside their homes interact-
ing with adults whose backgrounds (e.g., race, ethnicity, socioeconomic 



6	 Journal of Adolescent Research 00(0)

status) differ from their own, and who may have attitudes that are harmful to 
BIPOC youth. Youth mentoring programs across the United States are no 
exception (Garringer et  al., 2017). A study of 1,310 youth served through 
primarily Big Brothers Big Sisters (BBBS) mentoring programs found that 
most mentors were dissimilar to their mentees in their socioeconomic, cul-
tural, or family background (Herrera et al., 2013). For example, only 15% of 
mentors reported having experienced poverty, while most mentees were from 
low-income homes (Herrera et al., 2013). Given these sociocultural differ-
ences, mentors may begin interacting with youth with preconceived notions 
about youth and their environments. For example, a qualitative study of the 
reflections of 32 predominantly White college student mentors serving 
mostly low-income BIPOC youth revealed that some had negative assump-
tions and stereotypes about their mentees when they entered the relationship 
(Hughes et al., 2009). An online survey of 1,022 White adults who worked or 
volunteered with children revealed that at least 27% endorsed one or more 
negative stereotypes (i.e., lazy, violence-prone, unhealthy habits) about Black 
teens and other teens of color. In contrast, fewer participants endorsed nega-
tive stereotypes about White adolescents (Priest et al., 2018). These negative 
views toward BIPOC adolescents could affect the initial stages of relation-
ship development, mentor expectations, and the kinds of opportunities they 
provide or fail to provide BIPOC youth.

Research shows that mentors’ skills and attitudes about race, ethnicity, and 
culture may be harmful to their relationships with youth. For example, in a 
study of mostly White mentors (70%) and mostly BIPOC mentees (81%) 
about why mentoring relationships fail (i.e., they ended before the agreed-
upon time commitment in the program), it was found that some mentors were 
unaware of their own biases and negative stereotypes or did not have the 
skills to bridge cultural differences between themselves and their mentee 
(Spencer, 2007). Another study of mostly White volunteer mentors (56%) 
who were serving mostly Latinx male mentees (53%) involved in the justice 
system revealed that those mentors who had less experience in mentoring 
youth or had short-term relationships were more likely to express racist views 
about the youth and their families (Duron et al., 2020). In contrast, mentors 
who developed longer-term relationships with mentees developed a critical 
consciousness about the issues that their mentees were facing. Specifically, 
they developed a self-awareness about their own understanding of delin-
quency, thought about how environmental challenges and structural racism 
shaped mentees’ lives, and expressed ideas about advocacy and policy 
changes that were needed to improve the lives of mentees (Duron et  al., 
2020). Finally, another study revealed that lower cultural competence among 
volunteer mentors was significantly related to mentors’ lower satisfaction 
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with their mentoring relationships (Suffrin et al., 2016), which could influ-
ence the effort they put into sustaining their relationships with youth.

Much of the previous research reveals how BIPOC adolescents are 
engaged in mentoring and the potential negative impact of mentors’ attitudes 
and skills around race, ethnicity, and culture. Normed by Whiteness and def-
icit-based perspectives, these programs can become sites of trauma and harm. 
The assumption in these programs may be that BIPOC youth are to be fixed 
or remedied, and these fixes may be detrimental to adolescents’ fundamental 
identities. Perpetuating negative stereotypes, centering respectability, and 
reinforcing White supremacist hierarchies leave these youth with little voice, 
power, and choice and maintain the same structures that oppress them outside 
of these programs. The lack of liberatory structures in mentoring programs 
further keeps BIPOC young people from growing in the ways most program 
staff say they intend. BIPOC adolescents miss out on opportunities to be their 
own advocates, lead their own work, and learn how to organize and amplify 
their own voices. The liberatory work required of these programs means cen-
tering BIPOC youth identities, not displacing them; centering BIPOC youth 
voices, not hampering them; and building on their assets, not identifying their 
deficits. Given the pervasiveness of White supremacy culture and the absence 
of liberatory structures in many youth mentoring programs, we now turn to 
anti-racism training and education for adult mentors as one mode for promot-
ing the positive development of BIPOC adolescents.

Research on Mentor Training and Anti-Racist 
Education and Training

General Mentor Training

Rhodes’s (2005) conceptual model of youth mentoring posits that the quality 
of the mentor-youth relationship is moderated by program practices that help 
to establish and foster the relationship. These practices include mentor train-
ing prior to the mentoring relationship and ongoing training and support over 
the course of the relationship. Specifically, a theoretical framework of mentor 
training suggests that these practices shape mentor attitudes and knowledge, 
which promote the duration and quality of the youth-mentor relationship, and 
ultimately, youth developmental outcomes (Kupersmidt & Rhodes, 2014).

Research shows that mentor training is linked to improved mentor attitudes 
and mentor-youth relationships. Experimental research reveals that mentor 
training is significantly associated with higher self-efficacy in carrying out the 
mentor role, higher scores on mentoring knowledge (based on the content of 
the training), a better understanding of appropriate and inappropriate mentor 
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roles, and lower scores on unrealistically positive expectations of mentoring 
(Kupersmidt, Stelter, et al., 2017). Mentor training has also been found to be 
significantly related to closer and more supportive relationships between 
youth and volunteer mentors (Herrera et al., 2000) and longer mentoring rela-
tionships (Kupersmidt, Stump, et al., 2017).

Ongoing training and support during the mentoring relationship also 
appears to promote stronger relationships and better youth outcomes. 
Researchers have found that ongoing training and supervision predicted 
closer and more supportive relationships (Herrera et al., 2000), more frequent 
contact and longer mentoring relationships (Herrera et al., 2013), and a lower 
likelihood of the mentoring relationship ending early (Peaslee & Teye, 2015). 
A meta-analysis of evaluations of youth mentoring programs found that the 
provision of ongoing training for mentors was associated with significantly 
larger effect sizes on youth outcomes (DuBois et al., 2002). Similarly, recent 
research shows that ongoing support and guidance from program staff to vol-
unteer mentors was related to a range of educational outcomes (e.g., positive 
classroom affect, classroom misbehavior; Herrera et  al., 2008) as well as 
greater life satisfaction, higher math grades, and fewer behavioral office 
referrals among adolescents (McQuillin et al., 2013).

Anti-Racism Training for Mentors

Although general mentor training influences mentoring relationship pro-
cesses, mentor attitudes, and youth outcomes, few studies have examined the 
extent to which anti-racism mentor training shapes mentoring. There is some 
research on diversity, social justice, and cultural humility training that shows 
the potential of this work for mentoring. For example, graduate students men-
toring children in foster care attended a 3-day training that included a unit on 
cultural differences (Taussig et al., 2010). Over half of mentors felt they were 
“very well” prepared to work with mentees from diverse cultural back-
grounds, compared with 47% of mentors who received the training without 
the unit on cultural differences (Taussig et al., 2010). Although promising, 
the modest difference between reports by mentors in these two groups and the 
fact that even with the training module, 44% of mentors did not feel “very 
well” prepared suggests that mentor training on this topic may be helpful.

Research on longer training shows that volunteer mentors’ racial attitudes 
change. One study examined the role of a 7-week, critical mentoring prepa-
ration course on college students’ ability to mentor youth with marginalized 
identities and interrogate deficit-thinking and Whiteness in mentoring 
(Livstrom, 2020). Mentors’ weekly reflection and interview data indicated 
that mentors increased their awareness of racialized sociopolitical histories 
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in their community, their own racial biases and stereotypes, and the negative 
impact of White saviorism in mentoring (Livstrom, 2020). Another study of 
two 2-day trainings on race equity and social justice aimed at mentors and 
staff who work with low-income, BIPOC youth revealed pre/post increases 
in their cross-cultural competencies and self-efficacy beliefs in providing 
ethnic/racial support (e.g., confidence in helping their mentee to feel good 
about their racial/ethnic group, confidence in helping their mentee to cope 
with prejudice and discrimination) to their mentees (Anderson et al., 2018). 
In a study of predominantly White, middle-/upper-class mentors matched 
with predominantly Black, low-income high school students, after receiving 
training on race, class, and White privilege, mentors’ journals and reflection 
papers indicated that they reflected on both positive assets and negative con-
ditions of their mentees’ communities (Hughes et al., 2012). Furthermore, 
mentors described increased recognition of their own biases and stereotypes, 
but some continued to perpetuate blame toward their mentee rather than 
recognizing the role of social context (Hughes et al., 2012), suggesting that 
further research is needed to determine why some mentors begin to disrupt 
inequality while others reinforce it.

There has been some research conducted on anti-racist training for educa-
tors, which have implications for training volunteer mentors. Lawrence and 
Tatum (1999) conducted a qualitative study of their anti-racist courses for cur-
rent and future educators, which aimed to help them become aware of the 
effects of institutional and individual racism and to be agents of change in dis-
rupting racism in their teaching and everyday lives. Their research found that 
White participants developed a more anti-racist White identity by the end of 
their courses. Specifically, many gained awareness of the effects of racism on 
BIPOC people, and some acknowledged their own White privilege and became 
aware of how the experiences of BIPOC people were invisible in their own 
education. Some educators even developed action plans to change their teach-
ing practices and curricula to include race and the history of BIPOC communi-
ties. However, the authors reported that some participants experienced 
discomfort, shame, and guilt in the course, which caused some to be defensive 
or “withdraw” from discussions (Lawrence & Tatum, 1999). Some participants 
also did not benefit as much as others for a variety of reasons, including resis-
tance or previous experiences and exposure to the course content.

Research on race equity, social justice, and anti-racism training for men-
tors and educators shows the potential of this work in changing adults’ atti-
tudes. These studies suggest that more intensive and ongoing training for 
volunteer mentors is needed to change their attitudes. However, it is unclear 
to what extent the trainings in the previous studies actually caused the changes 
in mentors’ attitudes and views, highlighting the need for more rigorous 
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quantitative and qualitative evaluations that isolate the effects of these prac-
tices and gain an in-depth understanding of how these trainings work. Another 
gap in the previous research is that it is unknown to what extent participating 
in these trainings and education influenced mentors’ and educators’ interac-
tions and relationships with BIPOC adolescents, and ultimately, the promo-
tion of positive developmental outcomes in BIPOC adolescents.

Diversity and Anti-Bias Training in the Workplace

Meta-analyses and systematic reviews of diversity and anti-bias training in 
the workplace can inform implementation of anti-racism training for men-
tors. These reviews reveal that anti-racism training should occur in conjunc-
tion with broader organizational efforts; multipronged approaches 
demonstrate larger effects on training attendees’ outcomes compared with 
stand-alone efforts (Bezrukova et al., 2012). Additionally, anti-racism train-
ing should be mandatory for all volunteer mentors given evidence that man-
datory training exhibits greater effects than voluntary training, which tend to 
attract attendees who are already educated on the topic (Bezrukova et  al., 
2016; Kulik et al., 2007). These strategies can demonstrate a mentoring orga-
nization’s commitment to anti-racism.

Previous research on training focus and content also has implications for 
anti-racism mentor training. Kalinoski and colleagues’ (2013) meta-analysis 
indicated that single-issue training (e.g., racism) had more positive effects on 
attendees’ cognitive outcomes compared with generic, multicultural train-
ings. Another meta-analysis, however, found that issue-specific and multi-
issue trainings had comparable positive effects on attendee outcomes 
(Bezrukova et al., 2016). Researchers argue that multi-issue or generic diver-
sity training runs the risk of de-centering racism in order to preserve attend-
ees’ comfort and reduce backlash from attendees (Abrams & Moio, 2009), 
but that discomfort is a necessary part of anti-bias training and learning 
(Carter et  al., 2020). When focused on a specific issue like anti-racism, 
researchers suggest that training should also emphasize developing specific 
behaviors or skills alongside awareness (Bezrukova et al., 2016; Carter et al., 
2020). Together, this research suggests that although some resistance is 
expected, anti-racist mentor training focused on developing both behaviors 
and awareness can demonstrate positive outcomes.

Finally, research on training delivery factors has implications for maxi-
mizing anti-racism training effects for mentors. For example, longer trainings 
have been consistently found to be associated with more positive attendee 
outcomes (Bezrukova et al., 2016), with training longer than 4 hours exhibit-
ing larger effects on affective outcomes compared with trainings less than 4 
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hours (Kalinoski et al., 2013). Additionally, in-person training with a human 
instructor, training that includes social interaction, and both active and pas-
sive engagement among attendees demonstrated greater effects than comput-
erized training and passive engagement, respectively (Kalinoski et al., 2013).

Crossing Disciplinary Boundaries to Inform Anti-
Racism Praxis in Youth Mentoring

To understand youth mentoring, we rely on Positive Youth Developmental 
processes (Lerner et al., 2005), which is grounded in Relational Developmental 
Systems Paradigm (Overton, 2015) and emphasizes that developmental regu-
lations of adolescent strengths and ecological assets influence youth out-
comes (Lerner et  al., 2015). Specifically, developmental regulations in 
adolescence are reciprocal exchanges between adolescents and their environ-
ments and are considered “adaptive” when they are mutually beneficial to the 
youth and their context (Lerner et  al., 2015). Furthermore, developmental 
regulations in adolescence occur within broader ecological contexts, includ-
ing cultural processes (Bronfenbrenner & Ceci, 1994; Lerner et al., 2015). 
We focus on mentoring relationships as an ecological asset for BIPOC ado-
lescents and contend that the historical and cultural processes of White 
supremacy culture shape the interactions between youth and their mentors, 
thus influencing the relationship and its role in positive youth outcomes. We 
argue that anti-racist training for adult mentors working with BIPOC adoles-
cents is needed for relationships to be optimally adaptive and beneficial to the 
developmental outcomes of BIPOC adolescents.

Research has examined supportive youth-adult relationships across set-
tings (e.g., mentoring, after-school programs, Deutsch & Jones, 2008; 
DuBois et al., 2011), but there is limited research in developmental science 
that focuses on the adult within the reciprocal relationship. The tacit 
assumption is that interactions between adults (who are often White) and 
BIPOC youth in these settings are inherently beneficial, or at least neutral, 
which reifies White supremacy culture. That is, mentoring interactions are 
not neutral, and adults possess their own biases and assumptions that can 
cause harm to BIPOC youth when racist ideas go unquestioned (Albright 
et al., 2017). Interactions between youth and adults are either reproducing 
or challenging inequality, and adult mentors should be trained to work 
with BIPOC adolescents in a manner that challenges inequality. Given the 
limitations of the Relational Systems Developmental Paradigm (Overton, 
2015), we draw upon theories outside of developmental science to inform 
anti-racist training for volunteer mentors. Much anti-racism work has been 
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discussed and conducted for decades in disciplines outside of developmen-
tal science, and we draw upon the work by Black women scholars in edu-
cation and in other areas of psychology. Interdisciplinary scholarship2 
pushes developmental scientists to think outside the box and be innovative 
in anti-racism research and praxis.

First, we draw on critical mentoring (Weiston-Serdan, 2017). Grounded 
in critical race theory (Delgado & Stefancic, 2017) and an intersectional 
feminist lens (Crenshaw, 1989), critical mentoring challenges mentors and 
program staff to consider the roles of race and context in the mentoring 
relationship and in youth’s lives (Weiston-Serdan, 2017). Specifically, 
BIPOC youth are marginalized within multiple systems of oppression (e.g., 
racial, economic, gender, sexuality), and Weiston-Serdan challenges men-
toring program staff and volunteers to examine how these systems of 
oppression influence mentees in their everyday lives. A first step in critical 
mentoring is the recognition that mentors need to develop an anti-racist and 
social justice lens in their work with youth. Specifically, mentors should be 
trained in guided self-reflection on their biases and privilege, on how 
youth’s social identity is shaped by marginalization, and on how to have 
conversations with mentees that are reflective of these attitudes (Albright 
et  al., 2017). Critical mentoring is also a strengths-based and youth-cen-
tered approach; program staff and mentors view youth as experts in their 
own lived reality and empower youth to be agents of social change 
(Weiston-Serdan, 2017).

Second, we draw upon culturally sustaining pedagogy (Paris, 2012), for-
merly known as culturally relevant pedagogy (Ladson-Billings, 1995), from 
the field of education. Culturally sustaining pedagogy challenges the histori-
cal deficit narrative in education about BIPOC students and their families and 
communities (Paris, 2012). Two relevant aspects of culturally sustaining peda-
gogy for anti-racist education and training for volunteer mentors are affirming 
BIPOC youth’s cultural identity and helping BIPOC youth develop a critical 
consciousness about the world around them (Ladson-Billings, 1995). 
Educators can affirm youth’s cultural identity by utilizing students’ culture 
and strengths in the classroom and in the curriculum (Ladson-Billings, 1995). 
For example, Ladson-Billings (1995) noted in her ethnographic research of 
successful teachers of African American children that teachers utilized the 
local community and culture and students’ interests as a basis for their curri-
cula, such as hip hop to teach poetry, discussing and analyzing a vacant shop-
ping mall in the local community, or capitalizing on a student’s leadership 
skills in the classroom even though the student had a history of behavioral 
problems and suspensions. Utilizing students’ interests and strengths helped 
them to become engaged with the classroom material and with their education 
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in general. However, Paris (2012) argued that it is insufficient for curricula to 
be relevant to youth’s identity and culture; educators also need to sustain stu-
dents’ cultural and linguistic identities of their community.

Regarding critical consciousness, Ladson-Billings (1995) stated that 
African American students need to develop an ability to critique societal 
inequities that impact their everyday lives and that education curricula should 
facilitate these skills. Furthermore, even when utilizing BIPOC youth’s cul-
ture, such as hip hop, in the education curriculum, it is important for BIPOC 
students to critique the multiple systems of oppression that take place within 
these cultures (Paris & Alim, 2017). For example, hip hop may be an excel-
lent teaching tool in education because it comes from BIPOC communities, 
but questions should be asked about who is excluded and oppressed in hip 
hop (e.g., women and girls, queer youth; Paris & Alim, 2017). This analysis 
of social inequality in the classroom demands a critical consciousness in 
teachers to facilitate this learning (Ladson-Billings, 1995). The implications 
of culturally sustaining pedagogy for mentoring are that mentors affirm and 
support BIPOC adolescents’ social and cultural identities and that mentors 
develop a critical consciousness to support youth’s development of their own 
sociopolitical awareness and engagement.

Finally, we draw upon ethnic-racial identity theories to inform anti-racist 
education and training for volunteer mentors. Most of the research on ethnic-
racial identity development has focused on BIPOC adolescents, and the little 
research that has been done on adulthood has focused on BIPOC college 
students; less is known about the continued development of ethnic/racial 
identity through adulthood and about White identity development (Rogers 
et al., 2020; Williams et al., 2020). Ethnic/racial identity refers to individuals’ 
beliefs and attitudes about their ethnic/racial group memberships (Umaña-
Taylor et  al., 2014). Scholars argue that ethnic/racial identity continues to 
transform throughout adulthood because of role changes (e.g., marriage, 
becoming a parent), transitions (e.g., new job, geographic moves), and socio-
political and historical moments (e.g., election of Trump, televised police 
murders of Black and Brown people, insurrection of U.S. capitol by White 
supremacists; Rogers et al., 2020). Recently, scholars have postulated that an 
important, but understudied, aspect of ethnic/racial identity is the attitudes 
and behaviors with regard to examining, challenging, and resisting societal, 
racial inequality (Mathews et al., 2019).

Given that over half of volunteer mentors are White (Garringer et  al., 
2017) and that Whiteness is centered in youth work (Baldridge, 2020; 
Weiston-Serdan, 2017), we also focus on Helms’s (2020) White identity 
development model from the field of counseling psychology to inform anti-
racist education and training for mentors. This model is relevant because of 
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its anti-racist focus in developing a positive White identity, and Dr. Beverly 
Daniel Tatum has used Helms’s model extensively (for example, see 
Lawrence & Tatum, 1999; Tatum, 1992, 2017) in her undergraduate courses 
on the psychology of racism and in anti-racist training and professional 
development for educators. According to Helms (2020), developing a posi-
tive White identity requires (a) deciding to reject individual, institutional, and 
cultural racism; (b) observing how racism is maintained in one’s various 
environments; (c) distinguishing the difference between the expression of 
racism and White culture; and (d) uncovering what is positive about being 
White. Rejecting racism means that White people acknowledge how they 
have been racist and/or how they have benefited from racism (Helms, 2020).

Helms’s identity development model includes a two-phase process: inter-
nalizing racism and developing a nonracist White identity. Each phase con-
sists of schemas, and the phases are fluid and changeable, not linear, discrete, 
or mutually exclusive. In the internalizing racism phase, White individuals 
might use different schemas and self-protective strategies to maintain the sta-
tus quo and the benefits of White privilege. The schemas range from having 
a colorblind perspective, being conscious of their White identity and its soci-
etal benefits, to believing in the superiority of White people over BIPOC 
people. Self-protective strategies in the internalized racism phase include 
silence, avoidance of cross-racial interactions, fear that they will say some-
thing racist when interacting with BIPOC individuals, anger, and denial of 
responsibility for the conditions of BIPOC people in the United States. In the 
nonracist White identity phase, the schemas range from having a White lib-
eral perspective and believing that BIPOCs need help in becoming equal to 
Whites, understanding the implications of race in the United States, actively 
exploring and learning about racism and the real White history of the United 
States, to feeling safe and secure in their Whiteness and committing to being 
a nonracist White person. Individuals who develop a nonracist White identity 
understand that this is a lifelong process of discovery and work toward elimi-
nating societal oppression.

There are multiple implications of Helms’s (2020) White identity model 
for anti-racist education and training for mentors who work with BIPOC ado-
lescents. First, mentors should learn the history of racism in the United States 
and its destructive impact on BIPOC communities. Second, they need to 
learn about historic and current individuals (both White and BIPOC) who 
have engaged in anti-racist efforts so that mentors have role models of people 
with an anti-racist and positive identity. Third, they need to engage in guided 
self-reflection about their own contributions to racism, how they have bene-
fited from racism, the psychological costs of racism to themselves, and their 
own positionality within systems of oppression and privilege. Fourth, 
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mentors should learn about identity frameworks for both White and BIPOC 
individuals so they can understand where they are in their own identity pro-
cess and to understand healthy identity development in BIPOC adolescents.

Components of Anti-Racist Training and Education 
for Volunteer Mentors

Building upon, and guided by, critical mentoring (Weiston-Serdan, 2017), 
culturally sustaining pedagogy (Ladson-Billings, 1995; Paris & Alim, 2017), 
White identity development model (Helms, 2020), and the call by develop-
mental scientists that examining, challenging, and resisting structural inequal-
ity is part of ethnic/racial identity development in BIPOC people (Mathews 
et al., 2019; Rogers et al., 2020), we provide a model for anti-racist education 
for volunteer mentors (see Figure 1). These theories ground developmental 
scientists by indicating how mentors can engage in training and education 
that emphasizes their own responsibility in anti-racism, how they can support 
their mentees through opportunities for identity and critical consciousness 
development, and be active agents and partners with youth. We propose four 
pillars for anti-racist education and training for volunteer mentors: (a) 
acknowledging, confronting, and interrupting racism; (b) facilitating youth 
critical consciousness, (c) supporting positive identity development in youth, 
and (d) mentors and mentees as active agents and partners. At the foundation 
of these pillars are decentering and interrupting Whiteness and youth as 

Figure 1.  Model of anti-racist training and education for volunteer mentors.
Note. BIPOC = Black, Indigenous, and People of Color.
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constructors of knowledge. An important note is that anti-racist education 
and training can take place at the individual or organizational/program level. 
That is, depending on the resources available in mentoring programs, staff 
may offer anti-racist education and training to their volunteer mentors. If the 
agency lacks the resources to offer this type of education and training, then 
volunteer mentors may have to seek opportunities to engage in this work on 
their own.

Acknowledging, Confronting, and Interrupting Racism

The first pillar of acknowledging, confronting, and interrupting racism 
requires both reflexivity and learning about the history of racism in the United 
States. Mentors need to engage in guided reflexivity about their own assump-
tions and biases about BIPOC youth and communities as well as how they 
have engaged in racism and benefited from racism in their lives. Mentors also 
need to locate themselves in this work and examine how their own multiple 
privileged and/or marginalized identities influence their relationship with 
BIPOC mentees. This guided reflexivity applies to White and BIPOC men-
tors as both may perpetuate and benefit from racism. For example, Latinx 
mentors may identify as marginalized in U.S. society but some may need to 
reflect on their own privileges (e.g., those with light skin privilege) and how 
they may engage in anti-Blackness or anti-Indigenous racism in their own 
communities and lives. Furthermore, some BIPOC mentors might need to 
reflect on their own internalized racism. This may necessitate sometimes 
having separate spaces for BIPOC mentors to engage in this process without 
having to feel like they need to educate White mentors or that they are being 
further marginalized by their White peers.

Engaging in guided reflexivity will help mentors have more authentic 
interactions with BIPOC mentees and to better understand the experiences 
of BIPOC mentees and their families and communities. Moreover, reflexiv-
ity about how systems of privilege and oppression have influenced their 
personal experiences and learning about racism may very well be uncom-
fortable for mentors, and furthermore have the potential to cause feelings of 
shame or guilt (Helms, 2020; Tatum, 2017), which necessitates ongoing 
education and support. Integrating mindfulness and contemplative prac-
tices, such as yoga and meditation, into ongoing education and support can 
be effective tools for self-awareness and support mentor efforts to remain 
present and grounded in the face of conflict and engagement with new and 
uncomfortable ideas (Berila, 2016).

Mentors also need to be taught how to call out racism when they see it and 
how to have conversations with BIPOC adolescents about racism in their 
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local communities and in society at large. Although not on mentoring, a qual-
itative study of after-school program staff showed that many were unpre-
pared to confront and discuss incidents of discrimination around race, 
ethnicity, immigration, religion, or language that occurred in these programs 
(Gutierrez et al., 2017). There were three types of staff responses to racism: 
(a) a “race-blind” approach, (b) limited or nonengagement, or (c) construc-
tive engagement. Program staff with a race-blind perspective stated that there 
were no issues related to culture or race in their program, that race and culture 
were not important, and that this approach was a fair-minded way to treat 
program youth. The authors argued that leaving unchallenged the privileges 
of dominant groups could isolate and alienate youth from nondominant 
groups (Gutierrez et al., 2017).

Program staff who reported limited or nonengagement stated that the 
racist incidents were important and affected youth, but they did not feel 
comfortable or adequately prepared to deal with the events. As a result, 
some did not address the incidents at all. Others who attempted to address 
them did so in a unidirectional way in which they corrected the youth or 
explained what was wrong in the situation without having any dialogue 
about it—an approach that could put youth on the defensive or make them 
feel attacked (Gutierrez et al., 2017). Finally, some program staff reported 
constructive engagement in response to the discrimination events (Gutierrez 
et  al., 2017). These leaders did not hesitate to challenge offensive com-
ments and had reflective dialogue with youth about the incident. Specifically, 
they engaged in two-way conversations, created a safe space for these con-
versations, asked open-ended and guiding questions about their emotions, 
and listened to what youth had to say, consistent with the perspective that 
youth are co-constructors of knowledge. Training curricula for mentors 
could include teaching these strategies to effectively respond to racism, 
which will increase their confidence and self-efficacy, and how to engage 
in reflective dialogue with mentees, which will promote more effective 
mentoring relationships and learning in mentees.

Facilitating BIPOC Youth’s Critical Consciousness

The second pillar for anti-racist education and training for mentors is critical 
consciousness, which refers to both the analysis of social conditions in one’s 
environment and the actions one takes to change these conditions (Freire, 
1970). Volunteer mentors should receive support and training on activities 
that support youth critical consciousness development. For example, mentors 
can learn how to have conversations about social issues that promote reflec-
tion, or learn ideas for taking social action with their mentee in their local 
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community (e.g., write a letter to the mentee’s school principal about an issue 
that the mentee cares about). A recent literature review revealed the career-
related, civic, academic, and social-emotional benefits of critical conscious-
ness for adolescent development in BIPOC samples and that adolescents 
develop critical consciousness from their interactions with socializing agents 
in their lives, such as parents and peers (Heberle et al., 2020). Although there 
is limited evidence of mentors as socializing agents in the development of 
critical consciousness among BIPOC adolescents, a literature review showed 
that nonparental adults play a positive role in older adolescents’ sociopolitical 
development (Sánchez et al., 2021), and a recent study of racially/ethnically 
diverse college students revealed the various ways (e.g., role modeling, dia-
logue, reflection) that natural mentors support them in their critical con-
sciousness development (Monjaras-Gaytan et al., 2021).

Mentors are well positioned to guide and support BIPOC youth as they 
become aware of injustices taking place in their communities and in U.S. 
society and prepare to engage in social action to change these inequities. 
Oftentimes this may simply require engaging in reflective dialogue with 
mentees as they analyze social injustices and supporting them if they 
choose to take social action to address the societal challenges. Supporting 
BIPOC adolescents around their sociopolitical development requires that 
mentors also engage in their own critical consciousness process, which 
involves engaging in critical reflexivity and learning the true history of 
racism in the United States and current societal forms of inequality.

Promoting Positive Identity Development in BIPOC Youth

The third pillar emphasizes training on how to affirm and support BIPOC 
youth in developing a positive identity. A literature review and a meta-analy-
sis showed the benefits of a positive ethnic/racial identity for BIPOC adoles-
cents in academic, health, and psychological domains (Rivas-Drake, Seaton, 
et al., 2014; Rivas-Drake, Syed, et al., 2014). Given that anti-racism work is 
intersectional, it is important to also consider other forms of social identity 
(e.g., gender, sexuality), which are equally significant in the healthy develop-
ment of BIPOC adolescents (Bruce et al., 2015; Rogers et al., 2015).

Research on African American and Latinx adolescents has shown that 
natural mentors play a positive role in their ethnic/racial identity (Hurd 
et al., 2012; Sánchez et al., 2020) and that participating in mentoring pro-
grams is associated with a more positive ethnic/racial identity (Gordon 
et al., 2009; Kaplan et al., 2009). Mentors’ provision of specified support 
around BIPOC adolescents’ ethnic/racial identity also improves their men-
toring relationships and youth outcomes. For example, a study of 40 
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adolescent girls of color who were matched with volunteer mentors found 
that higher mentor support for girls’ ethnic/racial identity 3 months into the 
relationship was associated with more ethnic identity exploration and 
youth-reported relational satisfaction at 12 months, controlling for these 
outcomes at 3 months (Sánchez et al., 2019). Furthermore, research on gay, 
bisexual, and questioning, racially/ethnically diverse male adolescents 
revealed that natural mentors validated their positive sexual identity (Torres 
et al., 2012). However, in the youth mentoring field, promoting a positive 
social identity is rarely a goal of mentoring programs as staff typically 
focus on traditional outcomes, such as increasing academic achievement 
and preventing problem behaviors, which are influenced by funder priori-
ties. Focusing on positive identity development should be integral to youth 
mentoring programs, especially in light of the negative messages about and 
racism toward BIPOC communities.

The implication for anti-racism training and education is that mentors 
should learn about identity developmental processes of BIPOC adolescents 
and how to affirm and support a healthy identity. Researchers have provided 
suggestions on how mentors can support and affirm BIPOC adolescents’ eth-
nic/racial identity (Sánchez & Loyd, 2020), which can be incorporated into 
trainings. Examples are showing interest in mentees’ ethnic/racial identity, 
engaging in activities related to mentees’ ethnic/racial identity, identifying 
positive role models of a similar ethnic/racial identity, and supporting men-
tees’ sociopolitical development. However, as part of mentors’ guided reflex-
ivity and consistent with youth-centered approaches (Weiston-Serdan, 2017), 
mentors should take time to learn what social identities (e.g., gender, sexual-
ity, race) are most central to how their BIPOC mentees define themselves and 
not assume that their mentee’s race/ethnicity is the most salient.

Mentors and Mentees as Active Agents and Partners

A final pillar of anti-racist education and training is youth and adults as active 
agents and partners. Youth-adult partnerships are reciprocal relationships that 
share power, collaborate on tasks and activities, learn from each other, address 
societal inequalities, and emphasize youth voice (Liang et al., 2013; Zeldin 
et  al., 2005), consistent with critical mentoring (Weiston-Serdan, 2017). 
These partnerships, particularly those engaged in social action projects, have 
been found to facilitate adolescents’ sociopolitical development (Ginwright 
& Cammarota, 2007; O’Donoghue & Strobel, 2007). Furthermore, a study of 
adolescents in the United States, Malaysia, and Portugal revealed that youth-
adult partnerships in after-school programs were positively related to youth 
empowerment, agency, self-esteem, and school grades (Zeldin et al., 2014).
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Unfortunately, many adults do not have the skills to work with adolescents 
as true partners in community change efforts, may misunderstand what it 
means to partner with adolescents, and/or may give up all of their power to 
youth (Camino, 2005). To be authentic partners, adults must reject hierar-
chies of knowledge construction that position adults’ knowledge as superior 
to that of adolescents (Lesko, 2012). Anti-racism training for mentors requires 
an epistemological shift toward adolescents as agentic producers of knowl-
edge in mentoring relationships, who equally contribute and from whom 
mentors can equally learn (Lesko, 2012). Youth as co-constructors of knowl-
edge is not only important in this pillar but foundational to all the pillars of 
anti-racist education and training. Training mentors on youth-adult partner-
ships requires that mentors learn how to let go and come to terms with their 
adultism attitudes (Kennedy, 2018) while also learning how to guide adoles-
cents without being prescriptive, which can damage their mentoring relation-
ships (Morrow & Styles, 1995).

More generally, youth and adults as active agents and partners suggests 
that although the primary focus of mentoring programs may vary substan-
tially, a critical mentoring and anti-racist liberatory lens can and should guide 
all mentoring programs, even if the focus of mentoring activities is not on 
social change efforts and rather on traditional activities (e.g., after-school 
homework help). That is, a focus on youth and adults as partners suggests that 
adult-youth relationships should be guided by an ethic that interrupts hierar-
chy—that is, youth should have the opportunity in all mentoring relationships 
and programs to have central responsibility for growing and steering the 
direction of their mentoring relationship and work. Under this mentoring 
model, youth have the potential to emerge as strong leaders and active agents 
working toward well-being and justice, and can work with their adult part-
ners to bring to life in their relationship an ethic of shared power, account-
ability, and a relationship of connection and care.

Conclusion

Given the White supremacist norms of youth mentoring programs and that 
research shows the negative biases, assumptions, and stereotypes of adults 
across settings and in some mentoring relationships, which have detrimental 
consequences for the development of BIPOC adolescents, it is essential that 
adult mentors engage in anti-racist education and training in order to effec-
tively work with this population. Developmental scientists have acknowl-
edged the role of social context and the interactions between youth and adults 
as important in youth’s healthy development, but there is less attention on the 
perspectives of the adult volunteers who work with BIPOC adolescents, 
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particularly volunteer mentors. We crossed disciplinary boundaries to inform 
anti-racist education and training for mentors by examining critical mentor-
ing (Weiston-Serdan, 2017), culturally sustaining pedagogy (Ladson-Billings, 
1995; Paris & Alim, 2017), White identity development model (Helms, 
2020), and discussions in ethnic/racial identity research that interrogating 
and resisting structural inequality is part of ethnic/racial identity develop-
ment in BIPOC people (Mathews et al., 2019; Rogers et al., 2020). Based on 
these theories, we presented a framework for anti-racist education for volun-
teer mentors, which includes four pillars: (a) acknowledging, confronting, 
and interrupting racism; (b) facilitating youth critical consciousness; (c) sup-
porting positive identity development in youth; and (d) mentors and mentees 
as active agents and partners. At the foundation of these pillars is decentering 
and interrupting Whiteness and youth as co-constructors of knowledge.

Considerations and Recommendations for Practice and 
Research

This conceptual paper is not without limitations. We selected conceptual and 
theoretical frameworks (i.e., critical mentoring, culturally sustaining peda-
gogy in education, ethnic/racial identity theories) that seemed most explicitly 
related to anti-racist education and training to mentors. However, there may 
be other theoretical frameworks across diverse disciplines that are also 
important to consider. For example, social capital theory (Stanton-Salazar, 
2011) may offer ideas about how anti-racism training and education could 
include topics such as bridging social capital (Varga & Zaff, 2018) so that 
mentors offer opportunities that have been systematically denied to BIPOC 
adolescents. This review was not meant to be comprehensive, but the frame-
works we discussed are a start. Future interdisciplinary scholarship should be 
conducted to inform research on anti-racism in developmental science.

There are many suggestions for developing effective anti-racist trainings 
and education, which are applicable to volunteer not only mentors but also 
adults who work with adolescents in a variety of settings, such as teachers 
and youth workers. This training and education should not only be provided 
when mentors enroll in a mentoring program, but should be ongoing through-
out the life of a mentoring relationship. Anti-racism trainings and the inter-
rogation of one’s role in contributing to racism can be jarring and cause 
participants to feel shame, anger, guilt, and discomfort (Helms, 2020; 
Lawrence & Tatum, 1999), which are a necessary part of learning. Mentors 
should be prepared in advance that these feelings will emerge, and they will 
need space to confront these feelings and make sense of them as part of the 
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learning process in unpacking their own privilege and racism. Furthermore, 
when mentors apply what they learn in their interactions with BIPOC men-
tees, ongoing training and support allow mentors to discuss challenges and 
barriers they experience in their practice. Offering anti-racism support groups 
for mentors would also enable mentors to feel like they are not alone in their 
challenges and to share strategies and tips with one another in their anti-rac-
ism mentoring efforts.

Anti-racism training and education should also utilize the best practices 
for effective training in general (Kraiger et al., 1993) and anti-bias and diver-
sity training specifically (Carter et  al., 2020). Anti-racism training should 
include opportunities for discussion, reflection, role-plays, and activities to 
further explore racism, identity, and social action efforts. The training litera-
ture also reveals the importance of integrating anti-racism training and edu-
cation with other organizational efforts (e.g., policies, mission statement, 
program activities, hiring practices) and that these trainings should be man-
datory. Making it mandatory sends a message to volunteer mentors about the 
importance of anti-racism to the organization and will prevent self-selection 
bias in training attendance. Longer training or ongoing training and support 
that is integrated into the mentoring organization is important to help mentors 
learn and apply the training content to their interactions with youth (McQuillin 
et al., 2013). Furthermore, it is insufficient for mentors to only learn anti-
racism content aimed to increase awareness. They need to learn specific skills 
and behaviors based on the content to help them engage in anti-racist interac-
tions that promote the positive development of BIPOC adolescents. Mentors 
need to be reminded of the specific skills and behaviors in ongoing training 
and offered opportunities to practice and/or discuss challenges to help them 
overcome any obstacles in applying the skills learned.

It is necessary to acknowledge that many youth mentoring programs take 
place in nonprofit organizations with limited funds and resources. In fact, 
26% of 1,451 mentoring programs in a national study revealed that mentor 
training was an area in which programs needed more support, particularly 
needing quality training materials (Garringer et al., 2017). Thus, if mentoring 
programs are unable to offer anti-racism education and training to their men-
tors, then we encourage programs to partner with other agencies to combine 
efforts and resources.

The point of anti-racism education and training is to help volunteer mentors 
to develop quality mentoring relationships with BIPOC adolescents that dis-
rupt inequality, rather than reproduce it. Ultimately, the goals are to help men-
tors form relationships that promote the healthy development of BIPOC 
adolescents, buffer the harmful effects of White supremacy culture and racism, 
and foster liberation and social change. To fulfill these goals, an anti-racist 
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developmental science requires applied research to inform practice and influ-
ence social change as well as drawing from practice in the mentoring field to 
inform research. Research should be conducted on whether these trainings 
actually promote mentors’ anti-racism attitudes (e.g., critical consciousness, 
awareness of institutional racism), change mentors’ behaviors and interactions 
with BIPOC adolescents, and influence the development of BIPOC adoles-
cents. Rigorous qualitative and quantitative research is needed to determine 
whether these trainings cause changes in mentors and the mechanisms by 
which the training helps mentors to be more effective in working with BIPOC 
adolescents. Examples of research questions are the following: Does anti-rac-
ism education and training change mentors’ attitudes and help them to have 
interactions (e.g., youth centered, affirming) that are attuned to BIPOC adoles-
cents? Do BIPOC adolescents experience mentors who “get” them and their 
context better? Do BIPOC adolescents whose mentors have participated in 
anti-racism training and ongoing support have higher well-being, critical con-
sciousness or a more positive identity? and What are the essential components 
of anti-racism education and training to help mentors form anti-racist attitudes 
and behaviors?

Participatory action research methods would be beneficial in examining the 
role of anti-racism training and education on mentors and BIPOC youth. We 
are inspired by Michelle Fine’s (2018) call to widen our methodological imag-
ination through critical participatory research in which community-based, 
intergenerational research teams build critical consciousness, cultivate evi-
dence of activism and resistance, and create counter-narratives from “a critical 
perspective of those who have paid the greatest price for ‘normalized’ injus-
tice” (p. 9). Research on anti-racism education and training will have practical 
implications not only for mentors but also for adults working with BIPOC 
adolescents across various settings (e.g., schools, after-school programs).

In conclusion, anti-racism education and training for volunteer mentors 
has the potential to improve the effectiveness of youth mentoring pro-
grams and to contribute to the positive development of BIPOC adoles-
cents. Although it is important to continue to conduct research on the 
perspectives and experiences of BIPOC adolescents in youth mentoring 
and developmental science, it is equally critical to investigate how to pro-
mote the anti-racist attitudes and behaviors of mentors in order to disrupt 
the societal structures and inequality that prevent BIPOC adolescents and 
communities from thriving.
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