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Abstract 

This study examines Black Minority Ethnic social care students’ experiences in Ireland 

and is located within the parameters of a number of key global events that occurred in 

the last decade. It provides critical insights into the students lived experiences of 

migration, resettlement, employment, higher education and social care scholarship. 

Theoretically the thesis is grounded in Critical Race Theory (CRT) drawing on the key 

tenets of race as a social construction, interest convergence, White privilege, storytelling 

and intersectionality. A participatory research methodology was adopted which 

informed all phases of the study. Using a combined semi-structured 

interview/storytelling method the experiences of 21 female Black Minority Ethnic social 

care students in five colleges in Ireland were explored and core themes of loss, fear, 

distrust and adaptions were identified. 

By hearing, amplifying and sharing the experiences and voices of these participants, the 

research highlights the intersectional and cumulative impact of structural, institutional, 

systemic and personal racism and oppression in Ireland. The discussion considers the 

core themes of loss, fear and distrust and assesses the implications for Black Minority 

Ethnic social care students living, working and studying in Ireland.  

The lessons learned provide the basis for recommendations targeted at wider society, 

higher education and social care scholarship and signpost considerations for future 

research. A key action stemming from the study is the development of the Race Equity 

Informed Common Space community of practice currently piloted in TU Dublin. This 

action, based on collaboration and participation, will advance some of the lessons 

learned from the research. 
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Glossary 

AkiDwA is a national network of migrant women living in Ireland. Akina Dada wa 
Africa means sisterhood in Swahili. 
Asylum seeker: Asylum applicant awaiting a decision on an application for refugee 
status or other form of international protection. 
Black Asian Minority Ethnic (BAME): Terminology used to describe people who are 
Black and Minority Ethnic or Black, Asian and Minority Ethnic. 
Black Minority Ethnic (BME): Terminology used to describe people of non-white 
descent.  
Cultural Identity: is the identity or feeling of belonging to a group. It is part of a 
person's self-conception and self-perception and is related to nationality, ethnicity, 
religion, social class, generation, locality or any kind of social group that has its own 
distinct culture. 
Direct Provision (DP) is a system of asylum seeker accommodation used in 
the Republic of Ireland. 
Globalisation is the process of interaction and integration among people, companies, 
and governments worldwide. Globalization has accelerated since the 18th century due 
to advances in transportation and communication technology. 
Neoliberal policies promote free-market capitalism, deregulation, and reduction in 
government spending 
Interculturalism: means not only accepting the principles of equality, rights, values 
and abilities but also actively promoting cross-cultural interaction, collaboration and 
exchange (Barrett, 2003.p.4) 
Intercultural competence: Range of cognitive, affective and behavioural skills that 
lead to communicate effectively and appropriately with people of other cultures.  
Microaggression: Is a comment or action that negatively targets a marginalized person 
or group and can be intentional or accidental. 
Migrants: People changing their residence to or from a given area (usually a country) 
during a given time period (Eurostat, 2015) 
Refugees: A refugee is someone who has been forced to flee his or her country because 
of persecution, war or violence. A refugee has a well-founded fear of persecution for 
reasons of race, religion, nationality, political opinion or membership in a particular 
social group.  
Social Identity: Social identity is a person's sense of who they are based on their group 
membership(s).  
Social integration: “Social integration is a dynamic and structured process in which all 
members participate in dialogue to achieve and maintain peaceful social relations.  
  

https://en.wikipedia.org/wiki/Asylum_seeker
https://en.wikipedia.org/wiki/Republic_of_Ireland
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CHAPTER 1:  INTRODUCTION 

1.1 Introduction 

This study explores Black Minority Ethnic social care students’ experiences of migration 

transitions, higher education and social care scholarship in Ireland. The introduction 

chapter provides an overview and rationale for the study and is divided into five sections. 

The first section offers contextual background to the study by reflecting on global and 

national migration and the movement of people for safety, work and education. The 

second section describes the landscape of higher education and situates Black Minority 

Ethnic social care students in Ireland. The third section focuses on the research question, 

explains the aim and objectives of this study and provides a rationale for exploring the 

experiences of Black Minority Ethnic social care students in Ireland. The fourth section 

is an autobiographical reflection of the researcher. The final section offers a summary 

breakdown of each chapter of the thesis. 

1.2 Context and rationale for the study  

This research seeks to explore the experiences of Black Minority Ethnic students in 

Higher Education (HE) in Ireland. Conducting such research is timely given the increase 

in inward migration to Ireland and subsequent rise in the numbers of Black Minority 

Ethnic students in Irish Higher Education Institutions (HEIs). While there is no empirical 

data on Black Minority Ethnic social care students to date, anecdotally the numbers of 

first and second generation Irish students enrolled on social care programmes in Ireland 

are consistently high. This study is also opportune given the high number of female Black 

Minority Ethnic social care workers employed in Ireland. Research in Ireland (AkiDwA, 

2019; MRCI, 2020; NASC 2007) demonstrates how social care services are increasingly 

dependent on migrant women as care providers. Many of these workers migrated to 
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Ireland as refugees or asylum seekers and identified care work as an entry point into the 

workforce (AkiDwA, 2019). The participants in this study used the terms migrants, 

asylum seeker and refugee and these were frequently used interchangeably and may not 

have accurately described their migration status. 

Another reason for deciding to research Black Minority Ethnic social care students is that 

there is limited research on social care students in Ireland. As a result,  the researcher will 

draw on studies and literature about social work students as the professions are closely 

aligned. Research and literature on Black Minority Ethnic social work students is 

predominantly  from other jurisdictions, in particular the UK. In Ireland, social work and 

social care are very distinct professions, but in other jurisdictions the categorisation is less 

differentiated (Lalor & Share, 2009). Therefore, it can be argued that studies on social 

work students (Cree, 2010; Fairtlough et al. 2014; Hillen & Levy, 2015; Singh, 2005) are 

relevant to the experiences of social care students in Ireland.  

All the participants in this study were female and this reflects the reality of the social care 

sector where workers are predominantly women. It is estimated that women constitute 

over 70% of the global health and social care workforce (Gupta, 2019). Cree (2010) states 

that social work and social care students in the UK are predominantly female often with 

an interest in human rights and social justice stemming from personal discriminatory 

experiences. Research by Olusa (2018) on social work students in Ireland report high 

numbers of female students enrolled. As there is no data on the gender breakdown or 

numbers of social care students in Ireland, it can be hypothesised the gender of social care 

students is similar to social work students in Ireland and other jurisdictions. The 

experiences of Black Minority Ethnic students in Ireland have been researched by Ní 

Chonaill et al. (2021), Ní Dhuinn & Keane (2021) and Darby (2020). These studies have 

contributed significantly to scholarship on racism, equality and inclusion in HE in Ireland. 
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While limited in terms of sample size and application, they provide key data on 

experiences of students from diverse backgrounds.  

This study contributes to academic literature on the experiences of Black Minority Ethnic 

students. The research provides new knowledge about the impact of migratory transitions, 

gender, motherhood and intergenerational learning on students journeys to and through 

HE. It also contribute to literature on Black Minority Ethnic social care students 

experiences of HE, including perspectives on the wider college environment, teaching 

and learning, socialising, groupwork, placements and identified supports. This study also 

contributes to the body of literature relating to methodological approaches when 

conducting research on minority ethnic groups. By engaging a participatory research 

approach and utilising CRT as a theoretical/analytical framework, it demonstrates how 

issues of ethics, unconscious bias, power, control can be addressed in a distinctively 

sensitive and appropriate manner. This unique approach can be applied to research in 

social care and allied professions as it reflects the core ethical principles of the sector.   

1.2.1 Migration and the global movement of people  

Evidence of Black people living in Ireland can be traced back to the 1800s, but until the 

1990s the Black community in Ireland consisted of small numbers of predominantly male 

students, visitors and medical professionals (Garner, 2004; Lentin, 2004; 2007). The 

increase of the Black Minority Ethnic population in Ireland coincided with the Celtic tiger 

era (1997-2009). In 2006, 1.06% of the population identified as Black (CSO, 2006), 

however, within a decade the Central Statistics Office (CSO, 2016) reported an increase 

of 45% in the Black Irish or Black African categories. The CSO (2016) also noted an 

increase in the Black Minority Ethnic female population over this period reporting 

marginally more Black adult women than men residing in Ireland in 2016.  
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International migration and research on the impact of this global phenomenon has never 

been more fundamental to social sciences. Central to any discussion about society is the 

knowledge about its membership and the physical, legislative, economic, social, cultural 

and linguistic boundaries that apply. Bartram, Poros & Monforte (2014) proposed that 

societies which experience migration are inevitably quite fluid and perhaps are becoming 

more indistinct. This observation holds true as the basis for social solidarity and 

commonality is somewhat less secure on foot of large-scale migration and, as Berry 

(2006) suggested, can result in uncertainty and discord. While immigration provides 

economic and social opportunities for migrants and host countries alike, it is a 

controversial topic and presents many challenges. 

The current migration crisis resulting from the Russian invasion of Ukraine has resulted 

in the displacement of millions of people in the first five months of 2021 (Walsh & 

Sumption, 2022). Ireland has committed to accepting Ukrainian refugees without the 

usual visa requirement processing and at the time of this study, the Irish state anticipate 

the numbers of Ukrainian refugees to be in excess of 100,000. This response is already 

having direct and indirect impact on the current asylum and refugee system in Ireland and 

on those that have or hope to seek refuge and asylum from other countries.  

Some have already highlighted the disparity between how Ukrainian refugees 

(predominantly White) are treated compared to those from the global south 

(predominantly Black) (Hegarty, 2022). Ukraine nationals availing of Temporary 

Protection are entitled to work, medical care, education and social welfare supports, 

whereas international protection applicants do not have the same entitlements while their 

application is processed, particularly when it comes to the type of accommodation and 

the rights to work. The double standards and racism inherent in Europe's refugee 

responses are stark. The Bulgarian Prime Minister Kiril Petkov identified how refugees 
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from Ukraine were different “These people are Europeans. ... These people are 

intelligent; they are educated people … This is not the refugee wave we have been used 

to, people we were not sure about their identity, people with unclear pasts, who could 

have been even terrorists” (Brito, 2022, para 2). The hypocrisy is also evident in the 

accounts of students and migrants from Africa, the Middle East, and Asia who 

encountered racist treatment, obstruction, and violence whilst trying to flee Ukraine 

(Hegarty, 2022). The UN Secretary General, Antonio Guterres tweeted on February 

27th 2022 that “It is important that solidarity is extended without any discrimination 

based on race, religion or ethnicity”. The UN High Commissioner for Refugees 

stressed that "it is crucial that receiving countries continue to welcome all those fleeing 

conflicts and insecurity-irrespective of nationality and race” (UNHCR, 2022). 

Notwithstanding the current migration crisis resulting from the Ukraine invasion, the 

global movement of people continues to grow at pace. The workforce in host countries 

continues to become more diverse, constituted more and more by migrant workers on 

lower wages and precarious contracts (International Labour Organisation (ILO), 2020). 

In Ireland, migrant workers are currently overrepresented in many low paid sectors, in 

particular care and domestic work (MRCI, 2013; TASC, 2019). Data from studies in the 

UK report that the demand for care workers has fuelled global care chains with health and 

social care agencies actively recruiting migrant workers to fill positions (Hochschild & 

Ehrenreich, 2010; ILO, 2020; Turnpenny & Hussein, 2022). 

The provision of health and social care services by migrant workers has a historic Irish 

context. As a nation of emigrants, there is a well-documented history of Irish women 

migrating to the UK and the USA as far back as the 19th century to work as nurses, carers, 

nannies and domestic servants (Glynn et al., 2015). In more recent times, this trend has 

reversed and Black Minority Ethnic migrants now provide similar types of care to the 
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Irish population (Cullen, 2019; MCRI, 2015). The specific areas of work are in care of 

the elderly, disability services, home care and live in au-pair work, with recent notable 

Irish government-led recruitment drives in developing countries to fill positions in 

nursing, social work and allied health and social care services (HSE, 2019).  

1.2.2 Landscape of higher education  

As with migration, the proliferation of international and migrant students is a worldwide 

phenomenon and numbers have been steadily increasing in the last decade (Altback et al., 

2009; Guri-Rosenblit, 2015; IOM, 2020). The global movement of people has contributed 

to the increase of student numbers beyond the host country population. This is alongside 

the growing societal expectation to attend HE both by national and international students 

(HEA, 2016; Mayblin & Soteri-Proctor, 2011; OECD, 2018). Research on the impact of 

COVID-19 pandemic on student mobility (Buckner et al. 2021; Di Pietro et al. 2020) 

indicates that the demand from international students continues to increase, despite 

evidence that programmes can be offered virtually or online indicating that international 

students are motivated by wider college experiences gained by living in host countries. 

It has been difficult to ascertain or quantify the numbers of Black Minority Ethnic 

students in Ireland. Studies commissioned by the HEA (Kempy & Michael, 2021) and 

Royal Irish Academy (2020) reported that the data collection instruments used by Irish 

HEIs do not collect information on race or ethnicity. This has resulted in Black Minority 

Ethnic students categorised only as international or national students. The Irish Human 

Rights and Equality Commission (2019) reported that Ireland does not have sufficient 

disaggregated data available on minority ethnic groups and expressed concerns about this 

gap in terms of availability, quality, and use. 

Acknowledging the increase in the diversity of the student population and mirroring wider 

societal concerns about equality, inclusion, and diversity (EDI), HEIs have recognised 
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the importance of universal design1, equality, inclusion and diversity in strategies and 

policies (Bracken & Novak, 2019; Royal Irish Academy (RIA), 2021). Initiatives such as 

widening participation, access programmes, grant and fee support and the recognition of 

prior learning (RPL) have supported the increase of Black Minority Ethnic student 

enrolment in HE in Ireland (RIA), 2021). However, the Higher Education Futures 

Taskforce (RIA, 2021) reported that approaches to EDI in Irish HEIs have been 

fragmented and reactive rather than proactive and coordinated. The taskforce 

recommends that an all-Ireland EDI Charter be developed which includes current targets, 

Athena Swan2, Universities of Sanctuary3 and other EDI initiatives. The Irish University 

Association (IUA) Charter for Irish Universities (2018) currently prioritises equality and 

diversity as one of its six core commitments and this is also reflected in the Gender and 

Diversity statement of the Technological Higher Education Association (THEA, 2018). 

1.3 The research question  

The research question seeks to explore the experiences of Black Minority Ethnic social 

care students in HE, examine what shaped their journey to social care education and 

analyse the impact this had on their lives. Kempy & Michael (2021) highlighted that data 

pertaining to Black Minority Ethnic students in Ireland is limited due to the indiscriminate 

nature of classification, so for this study it was imperative that participants self-identified 

with the categorisation of Black Minority Ethnic social care student.  

The aims of the study are: 

 
1 Universal design in education puts high values on diversity, equity, and inclusion. strives to make 
educational products and environments welcoming, accessible, and usable for everyone. 
2 The Athena Swan Charter is a framework which is used across the globe to support and transform 
gender equality within higher education (HE) and research. 
3 The Sanctuary Award is an initiative to encourage and celebrate the good practice of universities, 
colleges and institutes welcoming refugees, asylum seekers and other migrants into their university 
communities and fostering a culture of inclusion for all those seeking sanctuary. 
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• To investigate the experiences of Black Minority Ethnic social care students in 

Ireland and gain understanding of their perspectives on migration, living, working 

and studying in Ireland. 

• To create a space where these experiences can be voiced, heard, discussed, 

analysed understood and reflected upon.  

• To ensure that the experiences of Black Minority Ethnic social care students are 

represented, and their voices amplified in the discourse of HE and social care. 

• To advance lessons learned for HE and social care through engaging a 

participatory approach and developing a set of actions resulting from the research.  

The objectives of the study are: 

• To examine perspectives and experiences of Black Minority Ethnic social care 

students about living, studying, and working in Ireland. 

• To add to the knowledge and understanding of the challenges and opportunities 

Black Minority Ethnic students encounter in access, participation, progression, 

placements, and attainment in the Irish HE system. 

• To contribute to understanding and the development of equality inclusion and 

diversity policies and practices in HE and in the social care sector 

• To aid the development of culturally competent practices in HE and social care 

practice. 

Research (AkiDwA, 2020; Michael, 2015; NASC, 2019) report that Black Minority 

Ethnic migrant women experience multiple intersecting layers of discrimination based on 

their gender, skin colour and nationality in host countries and within their communities. 

As all the participants in this study were female and self-identified as Black Minority 

Ethnic, an intersectional perspective, based on the work of critical race theorist Crenshaw 

(1991), is a core element of this research. Intersectionality provides a basis to question 

how multiple forms of inequality and identity inter-relate in different contexts and over 

time. 

A participatory research approach (Freire & Ramos, 1970; Hall, 1992; Reason & 

Bradbury, 2008; White, 1996) was adopted to ensure that the voices of the participants 

https://journals.sagepub.com/doi/full/10.1177/1077800414557827
https://journals.sagepub.com/doi/full/10.1177/1077800414557827
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were prioritised. This approach also contributed to addressing the positionality of the 

researcher as a White social care lecturer and practitioner. The research used qualitative 

methodology and combined semi-structured interviews/ storytelling as a method to gather 

data. Reflective thematic analysis involving the participatory advisory group was used to 

analyse the data (Braun & Clarke, 2021). The research is informed by Critical Race 

Theory (CRT) (Crenshaw et al., 1995; Delgado & Stefancic, 2012; Ladson-Billing & 

Tate, 1998; Yosso & Solórzano, 2007) and this investigative/analytical framework 

supports the exploration of the experiences of Black Minority Ethnic social care students 

in Ireland. The study provides a critique of equality, inclusion, diversity strategies in HE 

in Ireland (HEA, 2016) by focusing on the voices and lived experiences of Black Minority 

Ethnic social care students. 

1.4 Autobiographical reflection  

I was initially reluctant to include an autobiographical reflection as I felt that the research 

was about the participants’ stories and experiences and not about me. However, I have 

learned that the “I” is an often-hidden research instrument. Through the reflexive process, 

I was able to understand why it is necessary to acknowledge and explain about who I am 

in this research journey.  

Growing up in the 1970s on a farm in the Irish midlands did not offer much in terms of 

exposure to diversity. My first memory of seeing a Black person was at mass in the local 

village when I was about 10 years old. I was very fortunate to have parents that were 

peace and justice activists and as members of AFRI4 and Fairtrade Ireland5 instilled a 

sense of social justice into my consciousness from childhood. In my early adulthood I had 

 
4 AFRI (Action from Ireland) goal is the promotion of global justice and peace, and the reduction of 
poverty. 
5 Fairtrade Ireland works with farmers and workers in the Global South to promote fair and sustainable 
trading practices in developing countries.  
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the opportunity to travel abroad where I met people of many colours, races and ethnicities 

and indeed was sometimes the ‘other’ with my white freckly skin standing out as clearly 

as that Black man in the church in Laois. Perhaps this was one of the few experiences I 

had in my life of being the ‘outsider’ or the ‘other’ and I can still remember the feelings 

of being different and not belonging simply because of my skin colour.  

Life experiences influenced my engagement in the world and drew me to the social care 

profession. Becoming a mother made me re-evaluate everything I previously knew and 

shaped, indeed continually shapes, how I engage, interact and relate in my personal and 

professional world. Having worked in social care for over 25 years, I witnessed first-hand 

the increasing direct and indirect racism and discrimination targeted at Black Minority 

Ethnic workers by staff members, management and service users in social care settings. 

These incidents often went unchallenged, unreported or were dismissed as minor issues.  

Almost a decade ago, I moved from social care practice to work as a lecturer and tutor in 

HE. Again, I observed racism and discrimination in the college environment, on 

placements and in the wider social care sector. This surprised me as I expected that HEIs 

would be places of enlightenment, but there seemed to be little awareness or concern that 

Black and White students generally did not mix or socialise together. I felt and continue 

to feel uncomfortable, ashamed and discouraged that this is not being recognised or 

addressed, especially by us as social care educators.  

It was this frustration and discomfort that motivated me to formally research this area 

further and I decided to enrol as a PhD student in TU Dublin. At the initial scoping stage, 

I spoke with some Black Minority Ethnic social care students and asked them about the 

issues that concerned them. These students subsequently became an advisory group for 

the study. It was from interacting with these student advisors that I realised how little I 

really knew about the experiences of Black Minority Ethnic students as they introduced 
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me to concepts of White privilege, White fragility, cultural humility, positionality and 

intersectionality. The participatory research approach resonates well with my values and 

beliefs and aligns with my training and experience as a social care professional, educator 

and as a mother.  

The advisory group became pivotal to the study and through numerous phone calls, 

emails, online and in person meetings we discussed, argued, agreed and compromised at 

each stage of the study. This was lightened by breakfasts, coffees, cakes and chatting 

about motherhood, social care, politics, education, COVID-19 and family life. Through 

these interactions, my awareness was heightened about my limitations as a White person 

in understanding and interpreting the experiences of the participants. The advisors 

frequently took me to task about language and terminology that I used without 

consideration – ouch! I kept a personal reflective diary to help process my own feelings, 

thoughts, learning and positioning in the process. I was also aware of the competing needs 

of completing the PhD and honouring the participants’ stories and subsequent call for 

action.  

Reflections on past experiences illuminate the present and understanding the past not only 

gives context to the present and future, but grounds an individual in their daily life. These 

reflections are “ways of perceiving and understanding the self and the world … an 

ontology, dynamic changing process” (Chinn and Kramer, 2008, p.1). The start of this 

journey began back sometime in the 1970s in the midlands in Ireland, when I first became 

aware of difference, inclusion, diversity and inequality. The journey was not always 

comfortable or safe and at times I was nervous, frightened and became defensive at the 

prospect of being challenged and questioned about my White privilege and position in 

Irish society. However, the commitment, investment and bravery of the participatory 

advisory group over the six years of the study sustained and encouraged me throughout. 



 12 

I have included a short personal piece in the conclusion which offers some final 

reflections on my own learning.   

1.5 Thesis summary 

The thesis is presented in seven chapters. Chapter one introduces the study and provides 

contextual discussion to the ever-changing landscape of migration, higher education and 

social care practice and education. This chapter outlines the research question,  aims and 

objectives of the study and offers a rationale for the need for such research. The voice of 

Black Minority Ethnic social care students is absent from research in Ireland and this 

study seeks to redress this gap.  

Chapter two explores, discusses and critically evaluates existing literature and scholarship 

on racism and discrimination, social care as a profession and HE and social care 

scholarship in contemporary Ireland. It sets the scene by examining the global 

phenomenon of migration and explores literature on how this relates to gender, 

motherhood, care work and intersectionality (Brown & Braun 2007; Chant & Radcliffe, 

1992; Parrenas, 2001). It provides an argument for engaging Critical Race theory (CRT) 

as a theoretical, investigative and analytical base for the study and considers how capitals 

and culture impact on acculturation, assimilation, social bonds and belonging. Social care 

as a profession is contextualised within the global and national demands for care and 

consideration is given to the impact of regulation and funding models on orientation and 

professional identity. The chapter examines literature on higher education and how 

equality inclusion and diversity (EDI) legislation, policies and strategies impact on 

access, participation, representation and attainment. In particular, it provides a critical 

evaluation of the social care curriculum, cultural competency in teaching pedagogies and 

appraises the placement element of the programme.   
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Chapter three considers the qualitative approach taken, demonstrating how the conceptual 

framework of Critical race theory (CRT) underpins the study. CRT encourages the use of 

storytelling as a research method, enabling the voices of the participants to be heard and 

amplified. Twenty-one Black Ethnic Minority female students from five colleges in 

Ireland told their stories about experiences of living and studying social care in Ireland. 

The data were analysed using the six stages of reflective thematic analysis (Braun & 

Clarke, 2020) and from this process key themes emerged and were identified. A 

participatory research approach was adopted to address researcher bias and give 

meaningful voice to participants. This study was informed throughout by a participatory 

advisory group of Black Minority Ethnic social care graduates who reflected on and 

discussed the cultural nuances and meanings that may have gone unnoticed by the 

researcher.  

Chapter four is the first of two findings chapters and introduces the participants, providing 

information on their age, citizenship, migration transitions and experiences of 

resettlement in Ireland. It presents their stories of relationships, mothering, family and the 

challenges the participants encountered in their daily lives. Issues of communication and 

language competency are shared, and the participants’ religious beliefs are presented as 

they relate to building connections and community and provide supports and motivation 

for some of the participants. Primary, secondary, and adult educational experiences of the 

participants are described and the diversity in routes to HE are noted. Finally, this chapter 

refers to the participants’ motivations and expectations of studying social care.  

Chapter five examines the data as it relates to lived experiences of the participants. It 

analyses the impact of historic positioning, current discourses and the recent Black Lives 

Matter movement on Black people living and working in Ireland. It explores the 

participants’ experiences as social care students in HE in Ireland presenting data on 
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visibility and representation, experiences of the formal and informal learning 

environment and on placement. It considers strategies and adaptations that were used to 

respond to these experiences, emphasising the intersectional and cumulative impact. It 

also presents data on supports and resources identified by the participants as being helpful 

in navigating their journey through HE.  

Chapter six critically analyses the findings as they relate to the research question and 

relevant literature. By using the prism of CRT, key insights are gained into the world 

habituated by the participants. It critically investigates how experiences of migration and 

resettlement transitions shape perspectives and engagement in Irish society and HE. It 

debates societal perspectives and discourses about race, migration, equality and inclusion 

and investigates how structural factors such as migration and employment policies impact 

on the expectations, motivation and engagement of Black Minority Ethnic social care 

students in Ireland. Using intersectionality as an analytical lens, this chapter examines the 

participants experiences across race, gender, migration status and generational 

positioning. It explores perspectives of HE by analysing experiences in the wider college 

environment, formal and informal interactions, groupwork, and placements. By 

identifying structural, systemic and individual supports, it builds a case for a number of 

core recommendations. 

Chapter seven concludes the study by stating contributions to new knowledge and 

provides key recommendations that materialised from the study. It explains the 

development of the Race Equity Informed Common Space initiative in TU Dublin that 

stemmed from the study. It also demonstrates that by combining CRT with a participatory 

research approach, innovative initiatives can be advanced by institutions and educators. 

This affords an opportunity to strengthen and build on the principles of social justice as 



 15 

outlined in the UN Sustainable Development Goals (UN, 2016) and promote equality for 

all Black Ethnic Minority Ethnic students and graduates in Ireland. 

1.6 Conclusion 

This chapter provided context and rationale for the study by acknowledging the rapidly 

changing global landscape of migration due to war, environmental and economic issues. 

Such matters have resulted in the increase of Black Minority Ethnic people seeking 

refuge, safety, work and education in Ireland. The chapter described the landscape of HE 

and social care in Ireland and situated Black Minority Ethnic social care students in that 

context. The researcher shared personal reflections on motivations and positionality as a 

White educator and researcher. The research question, aims, objectives and rationale for 

exploring the experiences of Black Minority Ethnic social care students in Ireland were 

provided and a summary of each chapter was included. The next chapter sets the scene 

for the study presenting relevant literature and research in the area. 
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CHAPTER 2:  LITERATURE REVIEW 

2.1 Introduction 

This chapter explores, discusses and critically evaluates existing scholarship on 

migration, racism, higher education (HE) and social care education and practice in 

contemporary Ireland. The chapter is presented in six sections. Section one sets the scene 

outlining how recent global phenomena have resulted in an increase of diversity in the 

Irish population. It assesses the complexity of terminology and definitions of race, 

ethnicity and skin colour. It also examines literature as it relates to migration and gender, 

motherhood and care work highlighting the intersectional impact on female migrants. 

Section two explores Critical race theory (CRT) as a theoretical, investigative and 

analytical base for studies on racial inequality and intersectionality and considers how 

CRT can be applied to an Irish context. Section three examines literature relating to the 

construction and interplay of social and economic capitals and culture by reflecting on 

acculturation, assimilation, social bonds and belonging. Section four presents an 

overview of the global health and social care sector, assesses the increasing demands for 

care workers and situates social care work in the contested space of health and social care. 

Consideration is given to the historical development of the social care profession, the 

impact of regulation and funding models on orientation and professional identity. Section 

five examines equality inclusion and diversity (EDI) legislation, policies and strategies 

as they relate to access, participation, progression, representation, visibility and 

attainment in HE. The sixth section builds on this by critically evaluating the social care 

curriculum, cultural competency in teaching and learning and the placement element of 

social care programmes. The literature and research presented in this chapter frames the 

background for the experiences of Black Minority Ethnic students of living, working and 

studying in Ireland. 
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2.2 Setting the scene 

This research was conducted at a time of unprecedented global events. The war in 

Ukraine, Covid-19, Brexit, climate uncertainty and the rise of right-wing politics 

worldwide have and continue to have a cumulative impact on people’s lives. These 

upheavals have created a wave of uncertainty regarding economic stability, climate 

change, energy and food supplies, migration, international cooperation, free movement 

of workers, students and academics and ongoing knowledge transfer between countries 

(Human Right Watch (HRW), 2021). A key driver of contemporary international political 

economies is globalisation6. While it offers efficiencies in the distribution of resources 

and improved standards of living for some, for those in developing or war-torn nations it 

may contribute to increased poverty and inequality (Stieglitz, 2006). Support for 

unilateral trade and internationalization is weakening, nationalism is on the rise and 

economic protection is looming with globalisation as a development mechanism being 

increasingly heavily criticized (O’ Sullivan, 2019).  

The impact of Brexit, a manifestation of nationalism, on the social care sector in the UK 

is already evident with the addition of social care to the ‘occupation shortage list’, a 

device created by the British government to give migrants work visas where there are 

recognised shortages of labour (Skills for Care, 2021). Jones (2012) questioned how long 

an economic system that depends on the mobility of manufactured capitals and financial 

flows, but blocks the movement of people, can survive suggesting that walls and policies 

will not stop people from migrating.  

In tandem with globalisation, neoliberal policies which promote free-market capitalism, 

deregulation and reduced government spending have introduced market competition into 

 
6 Globalisation is the process of interaction and integration among people, companies, and governments 
worldwide. Globalization has accelerated since the 18th century due to advances in transportation and 
communication technology. 
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all elements of the western economy and society, with Ireland being no exception. This 

has resulted in the commodification of public resources such as health and social care, 

opening them up to private companies to convert into profit making ventures (Hearne, 

2011). The privatisation of the care sector in developed economies is heavily dependent 

on migrant workers to serve it (King-Dejardin, 2019; MCRI, 2004; TASC, 2022). While 

there is a growing realisation that alternative macro-level economic political and 

employment frameworks based on equality, justice, sustainability and inclusion are 

urgently required, the shift is slow and contentious, as the current system serves the 

wealthy (Hearne, 2011; Kitchin et al., 2012). 

The United Nations Migration Agency (UN, 2015) identified climate change as another 

key driver of migration from the global south. It reported that in 2018 alone, 17.2 million 

new displacements were associated with climate related disasters in 148 countries with 

764,000 people in Somalia, Afghanistan and several other countries displaced following 

drought (UN, 2020). The recent invasion of Ukraine by Russia, ongoing violence in 

Afghanistan and Iraq, abuses in Eritrea and Sudan, flooding in Pakistan and poverty in 

Kosovo all contribute to global instability (Cordesman, 2019; IMO, 2020).  

Another global event relevant to this study is the Black Lives Matter (BLM) movement, 

stemming from the killing of George Floyd by a police officer in the USA. Floyd’s death 

sparked worldwide protests about police racism and brutality and from this developed a 

global response called the Black Lives Movement (BLM). In the aftermath of Floyds 

death, anti-racist protests worldwide put a spotlight on systemic, structural and 

institutional racism. The use of blackout squares7 in social media and the taking to the 

knee in sport 8demonstrated signs of solidarity. Coinciding with BLM movement, issues 

 
7 Black out squares were used on social media sites to demonstrate support for the BLM 
8 Taking the knee (or taking a knee) is a symbolic gesture against racism whereby an individual kneels 
upon one knee in place of standing to attention for an anthem or other events 
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of equality, diversity and inclusion (EDI) have moved up the agenda of the Irish 

government and have become a notable concern for public service organisations (Public 

Appointments Service, 2021). EDI policies and strategies that pertain to HE are now 

underpinned by recent legislation such as the Higher Education Authority Act, 2021 with 

the UN Sustainable Development Goals (UN, 2015) providing clear goals and targets.  

These factors contextually foreground the experiences of the participants in this study.  

As the research focuses specifically on the experiences of Black Minority Ethnic social 

care students in Ireland, global and national issues pertaining migration, politics, racism 

and discrimination are directly related to the research question. 

2.2.1 Terminology and categorisation 

Integral to this study is understanding how issues of race, skin colour and migration are 

discussed in Ireland. There are well-documented dilemmas in defining ethnic minority 

populations (Huddleston & Sharif, 2019) and each effort has ambiguities that highlight 

the problematic nature of defining groups within the population (Mayblin & Soteri-

Proctor, 2011). In the UK, the Equality Act (2010) requires universities and other public 

authorities to have “due regard for the need to advance equality of opportunity between 

people who share a relevant protected characteristics and people who do not share it” 

(OFS, 2017, p.64). The protected characteristics include race, ethnicity, religion and 

colour and the umbrella term of Black and Minority Ethnic (BME) has become a widely 

used definition to describe those who are non-white. However, this term is contested and 

criticised for its lack of heterogeneity (Stevenson et al. 2019). The definition has 

expanded in recent times to Black, Asian, Minority Ethnic (BAME) and this acronym is 

used extensively in literature and policy documents (Connor et al., 2004; Mayblin & 

Soteri-Proctor, 2011; Singh, 2011). The BAME categorisation is also contested and can 

be subject to a broad range of interpretations and constructions leading to difficulty in 
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understanding experiences of this cohort of student (Mayblin & Soteri-Proctor, 2011). In 

2021, the UK Commission on Race and Ethnic Disparities (2021) recommended that the 

use of the term BAME be discontinued to better focus on understanding disparities and 

outcomes for specific groups. A more recent term of ‘global majority’ has been coined 

which refers to people who are Black, African, Asian, Brown, dual-heritage, indigenous 

to the global south, and or, have been racialised as 'ethnic minorities,' but who now are 

the global majority, representing approximately 80% of the world's population globally 

(Campbell-Stevens, 2021).  

Regardless of contested terminology, without appropriate classifications in data 

collection, the use of visibility as an analytical tool to gather data on Black Minority 

Ethnic people and communities continues to be utilised.  In Ireland, the BME acronym is 

only recently emerging as a term to categorise Black Minority Ethnic students. Harris & 

Ní Chonaill (2016) reported that the HEA “uses the terms “Irish” and “non-Irish” students 

in referring to students at third level … it does not distinguish between ‘international’ fee-

paying or Erasmus students, and students from migrant backgrounds, including those who 

become naturalized Irish citizens” (p. 81).  Singh & Kwhali (2015) challenged the use of 

categories such as ‘Black other’, ‘mixed race’ and ‘multiple ethnic group’ stating that 

such terms are not ethnic identifications, but generic and potentially offensive ways of 

categorising people whose ethnicity does not neatly fit into an officially defined category.  

Black Minority Ethnic students’ experiences of access to HE and subsequent choice of 

college, discipline and programme as well as motivation, participation, retention and 

success involves unpacking complex factors linked to ethnicity, gender, class, family and 

social and cultural capital (Reay et al. 2005). The Black Minority Ethnic target group for 

this study have a significantly more diverse profile to the broader international category 

that they are subsumed into. The author of this study, with the support and direction of 
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the participatory advisory group decided on the term Black Minority Ethnic so as to best 

capture the broad range of diversity in the student population. The author decided not to 

use the acronym BME in an attempt to acknowledge and honour the individuality of each 

person regardless of categorisation. The use of the capitalisation of the words Black and 

White were influenced by the writings of Appiah (2020) and hooks (2003; 2014) and 

guided by section 5.7 of the APA publication manual (2020) which recommends that 

“racial and ethnic groups are designated by nouns and are capitalised” (p.142). 

2.2.2 Migration 

All of the participants in the study stated that they had migration experiences and over 

half reported seeking asylum or refuge in Ireland. As a result of the political, 

demographic, socio-economic and environmental factors, migration has become one of 

the most profound global occurrences in this century (IOM, 2020; OECD, 2019;UN, 

2021). The trend of increased numbers of migrants seeking refuge, work and education is 

spiralling upwards and will continue to do so given the demographic, economic and 

environmental predictions for the future (IOM, 2020; UN, 2021). Ireland has received a 

small number of refugees and asylum seekers over the last two decades but has not yet 

been affected by the massive influx of migrants to the same extent as other European 

countries. Between 2014 and 2018 there were 3,673 applications for refugee status but 

only 683 were approved (Irish Refugee Council, 2018). Under the Irish Refugee 

Protection programme (IRPP) which was established in 2015, the Irish government 

committed to receiving 4,000 refugees, however by 2018 only 834 refugees had been 

accepted (Irish Refugee Council, 2018). While COVID-19 impacted on the movement of 

people, the Irish Refugee Council reported an increase in applications for asylum in 2021 

up by 16% on 2019 (Irish Refugee Council, 2021; Eurostat, 2020). In 2022, the war in 

Ukraine has caused the displacement of millions of people. Ireland, along with other EU 

countries, has agreed to offer temporary protection through a visa waiver system. This 
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has resulted in almost 50,000 Ukrainian refugees arriving in Ireland (McGee, 2022) since 

the war started and a humanitarian crisis plan being prepared. 

The consequence of inward migration is that the number of people living in Ireland with 

a nationality other that Irish has risen significantly over the last two decades, from 7% of 

the population in 2002 to 17% in 2016 (CSO, 2016). At a basic livelihood level, it is worth 

noting that until 2000, no work permit system existed in Ireland for migrants or refugees 

(MRCI, 2004). Prior to that time, migrants from outside the EU who wanted to enter 

Ireland as refugees or as migrant workers could only do so through the asylum process 

(Torode et al., 2001). Yet by 2008, non-Irish nationals accounted for over 16.5% of the 

workforce, with the rise of foreign national workers in Ireland being the fastest observed 

in the OECD (O’Connell & Mc Ginnity, 2008). The effects of migration on the health 

and wellbeing on adults (Siegel, 2020) children (Darmody et al., 2022) and 

unaccompanied minors (Ní Raghallaigh et al., 2019; 2018) have been the subject of 

research, however the long-term impact on those who migrated and those left behind has 

yet to be fully understood.   

2.2.2.1 Experiences of Black Minority Ethnic migrants in Ireland 
According to INAR (2019) and MCRI (2015) the Irish government response to refugees 

and asylum seekers has been to tighten border controls and develop and maintain punitive 

welfare systems and polices that deterred asylum seekers from coming to Ireland. In 2001 

the State created the system of Direct Provision (DP) “whereby State services in Ireland 

are offered and directly provided to international protection applicants through the 

relevant Government Department or Agency” (NASC, 2019, p.7). Over half of the 

participants described themselves as being refugees or asylum seekers. During the period 

when these participants sought refuge or asylum their applications were processed by the 

Department of Justice and they were accommodated by the Reception and Integration 
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Agency in DP centres. These consisted of a mixture of State-owned and commercial 

hotels, guesthouses, hostels, former convents/nursing homes, mobile home sites, system-

built facilities, and apartments. At that period many of the centres are in rural areas, with 

limited or no transportation available and residents received a weekly allowance of €21.60 

to cover incidental expenses. The participants described being provided with 

accommodation on a full board basis which included the provision of a bed and three 

meals per day. At that time, they had no access to kitchen facilities in DP centres and 

reported sharing bedroom and bathroom facilities with other residents (Reception, 

Dispersal, and Accommodation, Dept. of Justice, 2021).  

While there have been subsequent improvements made in terms of the provision of 

cooking facilities and private rooms, the DP system has been severely criticized by human 

rights groups such as the Irish Refugee Council (2012), Irish Human Rights and Equality 

Commission (2014) and Amnesty International (2018). The key issues identified are the 

length of time processing applications, limited access to employment and education, 

isolated locations, privacy and overcrowded living conditions, lack of cooking facilities, 

poor quality and monitoring standard, physical and mental health needs and the impact 

on children. The DP system has been the subject of numerous reports and reviews9 

reiterating the negative impact the DP system has on those that have lived in it since its 

inception in 1999 and all call for reform. Researchers (Coakley & MacEniri, 2022; 

Foreman et al., 2016) highlighted that the DP system is exclusionary and restrictive and 

has impacted on the ability for asylum seekers and refugees to integrate within the 

community due to the divisive nature of the process.  

 
9 The McMahon report (2010) 
National Standards for Accommodation (2019)  
Mont Trenchard Report (2019)  
Joint Oireachtas Committee report on Direct Provision and International Protection (2019)  
Programme for Government (2020) 
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Studies show that migrants have significantly different experiences depending on the 

country they come from and which category of migrant they belong to (Immigrant 

Council of Ireland, 2008; Mc Ginnity, 2006). Loyal (2003) reported that most work 

permit holders are White and Christian and arrived in Ireland as a result of Government 

recruitment drives to EU accession countries. By contrast, asylum seekers, the largest 

population of whom, when categorized by nationality, are Black and Nigerian (ORAC, 

2009). Joppke and Morawska (2003) alleged that migrant workers defined as ‘White’ 

have been sought preferentially by the Irish State as opposed to those who are ‘Black’ or 

ethnically different. The Immigrant Council of Ireland (2013) noted a high prevalence of 

harassment and racism towards migrant and Black families in their homes, school, public 

places and neighbourhoods. The iReport.ie which is a racist incident reporting system set 

up by the Irish Network Against Racism (INAR) in 2013 noted that in 2021 (INAR, 2021) 

while the overall levels of violence and hostility increased year on year, the reporting 

during the BLM period was static and they attributed this to the antiracist work done by 

trade unions, civil society led initiatives and grassroots community activists. 

2.2.3 Gendered migration  

Recent developments in feminist theory, multicultural studies and a growing body of 

research, literature and policy have made notable contributions to the global migration 

debate from a gender perspective (IOM, 2020; Reilly et al., 2021; WHO, 2017). The 

OECD (2019) estimated that approximately 42% of migrants are now women, a 

phenomenon described as “feminization of migration” (p.6). This is notable as until the 

1980s the “phrase migrants and their families was code for male migrants and their wives 

and children” (Boyd & Pikkov, 2005, np). The disregard for women and their presumed 

passivity in the process stemmed from what Pessar & Mahler (2003) suggested was their 

traditionally assumed place in the home and their dependence on their husband. In the 
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1980s, migration research began to include women and the neoclassical economic models 

began to view migration as more of an individual decision (Boyd & Greico, 2003). 

Addressing migrant women’s issues requires recognising them as a diverse group in the 

roles that they play as well as in characteristics such as age, ethnic background, urban or 

rural orientation, immigration status, educational attainment and motherhood status 

(UNFPA, 2006). Migrant women frequently move from countries with less egalitarian 

cultures to countries that have a great emphasis on equality between the sexes. However, 

residual unequal attitudes within western societies can negatively impact on the outcomes 

for migrant women and may explain some of the additional disadvantage experienced by 

migrant women (European Commission, 2007). 

There are conflicting views on drivers of female migration and the literature has identified 

several push and pull factors (AkiDwA, 2012; Brown, 2016; Pillinger, 2007). The 

International Labour Organisation (ILO) (2020) reported that female migrants with third 

level education increased between 2009 and 2019 due to global progress in the 

educational attainment of girls and women and the growing demand for qualified labour 

in sectors with a predominantly female workforce, such as health and social care. 

However, Brown (2016) reported that in the Horn of Africa, girls often cite lack of 

education and early marriage as push factors, and they migrate in order to avoid abuse 

and seek better opportunities. Pillinger (2007) summarised the key motivations for 

women migrating were to seek political asylum, refugee status, employment, family 

reunification and to provide better opportunities for their children.  

The demand for labour in receiving countries has influenced the migration decisions of 

both genders, however migrant women have been increasingly targeted to fill shortages 

in the area of domestic and care work worldwide (EASO, 2020). Examples of ongoing 

collaborations between German health and social care organisations and Turkish 
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education institutions to train potential migrant care workers have proved effective 

(EASO, 2020) and in Ireland, the HSE have been actively recruiting nurses from the 

Philippines and social workers from South Africa to fill shortages over the last decade 

(HSE, 2012). 

Research also demonstrates that post migration, migrant women, have a unique range of 

challenges such as initial lower level of literacy and education, lack of extended family 

and other support networks (OECD, 2020; NASC, 2017). The negative impact of living 

in DP, poor housing and unemployment and lack of access to educational opportunities 

and language supports add to social deprivation (AkiDwA, 2012). O’Connell (2018) 

reported that in Ireland, “Black Africans still stand out as disadvantaged in the Irish labour 

market and African women are more than twice as likely to be unemployed as their Irish 

counterparts” (p.23). In the areas of social, cultural and educational activity, migrant 

women have been somewhat disregarded and the difficulties and challenges they 

encounter are exacerbated by the lack of political representation (Pessar & Mahler, 2003; 

EU, 2019). 

For some women, migration can be an emancipating experience (EIGE, 2020; 

International Labour organisation, 2019), for others it can entrench traditional roles, 

values and inequalities (Hearne & McMahon, 2016). Migration can expose women to 

new vulnerabilities as a result of legal status, social exclusion and isolation. However, it 

can also provide new opportunities to improve and transform women’s lives, often 

changing oppressive gender relations (Jolly, 2005). Heath et al. (2013) reported that the 

path, paved by the first wave of migrant women in Europe, resulted in second-generation 

ethnic minority women having increased levels of language competency as well as higher 

and more recognised educational qualifications than their first-generation counterparts. 

Second-generation migrants have more opportunities to engage in the labour force and 
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HE (Heath et al., 2013) while Aston et al. (2007) suggested that they are subject to 

different expectations from parents and communities which results in more freedom and 

flexibility in terms of career and education choice. 

2.2.3.1 Pathways to care work 
The growth in migration has coincided with the increasing demands for workers in the 

care sector (TASC, 2022). Care work, therefore, has become a pathway to employment 

for many migrants in western countries as there are few restrictions in terms of regulation 

or minimum entry standards (Hussein et al., 2012; King-Dejardin, 2019; MCRI, 2006). 

Unfavourable working conditions and insecurity about immigration status have increased 

vulnerability to global exploitation in health and social care sectors (AkiDwA, 2010, 

Oxfam 2009). Christensen et al. (2016) study of migrant women care workers in the UK 

and Norway reported that many migrant women enter care work through word of mouth 

and “they tend to have a subordinated servant-like roles towards an employer” (p.8). 

Cangiano et al. (2009) reported that in the UK over 30% of migrant care workers work 

more than 40 hours a week, compared with 18% of UK born care workers and a similarly 

higher proportion of foreign-born care workers (74%) also do shift work compared with 

UK-born care workers (60%). Colombo et al. (2011) reported that migrant workers have:  

shorter contracts, more irregular hours, broken shifts for lower pay, lower class 

functions than non-migrant care workers and may have to work with least 

favourable care recipients … They may be subjected to verbal abuse or outright 

refusal to be cared for by the client … they may also experience such behaviour 

from colleagues and employees … and are especially vulnerable to personal and 

financial exploitation (p.175-6).  

In Ireland, care is provided by mixture of private for-profit, charitable and non-profit 

making, community and statutory services and organisations in and also operates in the 
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black economy. Over the past decade, the Health Service Executive (HSE) have 

outsourced most home care, institutional care for the elderly, disabled and children’s 

residential services to private agencies and companies (HSE, 2019). The amount of public 

funding received by private for-profit home care providers increased from three million 

euros in 2006 to 176 million euros in 2019 (HSE, 2019). While care work can be 

precarious and exploitative, it facilitates flexible working hours and agency work enables 

employees to work a number of jobs and earn the maximum amount in the hours worked 

(Cangiano et al., 2010; Hussein et al., 2012). It also provides opportunities to work for 

cash and this may appeal to undocumented migrants or those without work visas 

(Pillinger, 2007; Timonen et al. 2006). Indeed, MCRI (2013) and TASC (2022) reported 

that migrant workers have brought a significant transformation to the formal and informal 

care workforce and may have unwittingly facilitated the introduction of the “cash for 

care” system that is now common in Ireland and working for cash in the black economy 

undoubtedly increases vulnerability for these workers. 

Doyle & Timonen (2009) described the different experiences of migrant care workers 

depending on their country of origin. The study found that African migrant carers were 

more likely to be confronted by racism and discrimination than other migrants. Degiuli 

(2007) highlighted how ‘the process of racialization’ may influence the standard of 

conditions that migrant care workers are employed under and mobility prospects for these 

employees (p.205). Other relevant literature argues that many employers, care recipients 

and their families construct racial stereotypes and sometimes have preferences for certain 

nationalities that they regard as caring, nurturing, docile, warm and loving (Anderson & 

Rogaly, 2005; Yeates, 2005a). 

The centrality of the service user has re-positioned them from ‘passive recipients’ into 

‘active consumers’ who, with support and direction from their families, can chose the 
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type of care and carer that they want (Browne, 2016). While this ability to exercise power 

and control over care provision empowers service users, missing from the debate on care 

choice are the rights of the care worker. Turnpenny & Hussein (2022) argued that when 

resources are limited or unequal, Black Minority Ethnic workers can be vulnerable to 

discrimination and exploitation.  

Several studies reported that migrant workers view care work as ‘nurturing’ and ‘holistic’ 

and clients as ‘family’, drawing on societal and cultural values, such as elder respect and 

care giving (Datta et al., 2010; Hussein et al., 2012; McGregor, 2007). Migrant care 

workers with children and families left in home countries, may perceive care work as a 

place to build relationships, be part of a family or belong to a community (Walsh & 

Shutes, 2013). The need to belong, feel part of a family and build relationships can span 

beyond the professional space and migrant women may feel a personal responsibility 

towards their clients (Timonen & Doyle, 2010).  Datta et al. (2010) argued that this can 

result in tensions between personal values and needs and the commercialisation of the 

care industry with implications for the emotional wellbeing of migrant care workers and 

the risk of burnout.  

2.2.3.2 Motherhood and migration 
A significant consideration for many migrant women is their role and responsibility as 

mothers. Hochschild’s (1979) work on theorising the social complexity of the emotions 

of mothering provides an insight into the emotional journey of motherhood through 

migration and resettlement. Much of her work focuses on the “global heart transplant” 

(Hochschild, 1979, p.182) that happens when mother migrate and leave children behind.  

Gilmartin & Migge’s (2016) study described how structural obstacles and cultural 

understanding of care actively conspire to undermine migrant mothers’ potential to 

develop a sense of place and belongingness, as time and energy diverted to caring for 
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others reduced the prioritization of their own needs. Other studies (Boyle, Feng & Gayle, 

2009; UNHCR, 2019) reiterated how the intersectional losses accumulated in the 

migration transitions, coupled with the absence of affordable childcare and family 

members, reduce opportunities to create of a sense of belonging outside of the process of 

mothering and the home. Therefore, Gilmartin & Migge (2016) suggested that “migrant 

mothers in Ireland are compelled to negotiate the simultaneous processes of belonging 

and not-belonging in their everyday lives” (p.158). Hays (1998) proposed that the concept 

of motherhood in the western world is underpinned by the neoliberal and individual 

notion of personhood, middle-class values of lifestyle and childrearing. This concept 

holds the individual mother primarily responsible for child rearing and dictates that the 

process is to be child-centred, expert-guided, emotionally absorbing, labour-intensive and 

financially expensive (Herrero-Ardias et al. 2021). This contemporary ideology of 

mothering has led to an increase in the professionalisation of parenting, monitoring of 

parental practices and the reduction of intuitive parenting (Jaysane-Darr, 2013). 

According to Berry (2013) the pressure to be a ‘good mother’ within intensive mothering 

can be a variance with migrant mothering practices as values and mothering ideology 

may differ from that of the society they now live in. 

As parenting values and styles of migrant parents can sometimes be at variance with host 

countries, it can lead to difficulties in understanding and interpreting cultural, social and 

legal parenting norms. This may result in increased social service intervention. Coulter 

(2015) reporting on Childcare Law proceedings in Ireland, highlighted the high numbers 

of African families involved in such proceedings suggesting that “this is totally 

disproportionate to their presences in the population as a whole … African families are 

20 times more likely to find themselves in the childcare courts than other members of 

Irish Society” (p. 20). Coulter (2015) identified factors that contribute to the over-

representation of African children in care as “abandoned or unaccompanied minors, 
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mother’s mental health difficulties (especially if she has spent extended periods in direct 

provision as an asylum seeker), and physical chastisement” (p. 20, para, 5). 

Another concern for migrant mothers is that they may have left children behind in home 

countries for indefinite periods, cared for by other family members. Parrenas (2001) 

referred to this as ‘parenting at a distance’ (p. 4). The mother and children are highly 

dependent on communication systems, technology and social media platforms to maintain 

regular contact. Bryceson (2018) highlighted the challenges of negotiating the life cycle 

of transnational families and describes the complexity of providing emotional, social and 

economic support while depending on others to care for and love their children in their 

absence. Levitt (2009) asserted that children of such migrants accordingly grow up in a 

virtual transnational space while Zhao et al. (2018) claimed that prolonged separation 

following migration disrupts parent-child relationships and results in psychosocial 

difficulties especially for those who live with multiple adversities in the family. 

2.2.3.3 Global care chains 
The OECD (2019) and the World Bank (2020) have pointedly and strategically invested 

significant resources into overseeing the migration of women from the south to meet the 

care needs of the north. Hondeagneu-Sotelo & Cranford (1999) and Degiuli (2007) 

reported that migrant workers fill labour shortages not only in the formal care sector, but 

also in the ‘grey’ labour market where carers are employed directly and sometimes 

illegally by families to complement or replace the informal care supplied from within 

families.  Turnpenny & Hussein (2022) reported that in the UK, 11% of the social care 

workforce were non-UK nationals (Skills for Care, 2020) and that the reliance on migrant 

care workers in the UK is among the highest in the EU. Cangiano et al. (2009; p. 163) 

described this as the ‘migrant in the market’ model, where dependence on migrant 

workers is largely attributed to their willingness to consent to the precarious working 

https://link.springer.com/article/10.1007/s12134-021-00807-3#ref-CR8
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conditions characteristic of a privatised social care system in exchange for a foothold to 

the local labour into the workforce (Da Roit & Weicht, 2013; van Hooren, 2012;). 

Hochschild (1979) coined the term global care chain describing how “Chains are formed 

when individuals and groups move from third to first world to provide care work, leaving 

behind a care deficit” (p.39). Female migrant workers account for 50% or more of the 

long-term care labour force in Austria, France, Italy and Israel and are overrepresented in 

the home help and institutional care sector in many European countries including Ireland 

(Colombo et al., 2011). This cyclical care chain occurs as a result of women’s labour 

force participation, leading to women hiring other women as domestic helpers and care 

workers. These women then rely on other women, such as mothers, female relatives or 

eldest female children to care for their families, potentially reducing economic and 

educational opportunities for women in the global south (Fleury, 2016, p.10-11). Lulle 

(2014) conceptualised the notion of the neoliberal mother shifting over space and time 

within a migratory context who aspires for a better future for herself and for her children, 

revealing complex relations between migration, gender and social change. 

Hochschild & Ehrenreich (2002, p.39) created the metaphor ‘Care Drain’ to describe the 

significant losses associated with global care chains. This metaphor was a play on the 

term ‘Brain Drain’ (Dodani & LaPorte, 2005, p.467) which describes the departure of 

educated or professional people from one country, economic sector, or field for another 

usually for better. Hochschild & Ehrenreich (2002) highlighted the global injustice which 

drained the care and love from migrant mothers from poorer and developing countries 

and its children and extracted them to the wealthy north in the form of nannies, au pairs, 

nurses and care workers. Hochschild & Ehrenreich (2002) asserted that care work is really 

“diverted motherhood because time, energy and most importantly love is diverted from 

those, who by kinship or communal ties, are their more rightful recipients” (p.22) and 

https://link.springer.com/article/10.1007/s12134-021-00807-3#ref-CR16
https://link.springer.com/article/10.1007/s12134-021-00807-3#ref-CR71
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amounts to methodological sexism. Others have taken exception to the use of this 

metaphor and suggest that claiming care work can be provided without education, skills 

or competencies is based on the false assumption that caring is natural and innate to 

women. Dumitru (2014) suggested that this thinking de-values the profession and fails to 

recognise the highly complex nature of the work.  

2.2.3.4 Remittances 
The payment of remittances by migrant workers to their families in home countries has 

been documented in existing research (ILO, 2018; Siegel, 2021; 2020; UN, 2015). 

Remittances are not a new concept, but they have a particular meaning and consequences 

for migrant women. Research by Le Goff (2016) and ILO (2018) found that as migrant 

women send a significant percentage more of their earnings back to their families than 

men, it has created an additional push factor for encouraging female migration (Ramirez 

et al. 2005). Even if women have childcare commitments and are in full time education, 

they can be expected to send remittances, putting additional pressure to earn money whilst 

caring and studying (Arday, 2018a; Humphries et al., 2009;). 

While research about financial remittances is available (CSO, 2016; IOM, 2020; MRCI 

2013; Siegel, 2020), less is known about the practice of social remittances. Levitt (1999, 

2001) coined the phrase ‘social remittance’ (Levitt, 2001, p.14) which is the transfer of 

non-financial support. Sustaining emotional connections, responsibility for family 

reunification and providing support for family that subsequently migrate are all types of 

social remittances that migrant women provide (Bryceson, 2019; Pillinger, 2007; Smith 

et al., 2021). When accounting for the additional factor of the gendered nature of care 

work, the intersectional factors mount up. The CSO (2016) reported that women 

accounted for 91.8% of nursing and 84.4% of health and social care professionals in 

Ireland in 2016. This over representation of female staff in health and social care brings 
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an additional layer of complexity and the recent COVID -19 pandemic highlighted the 

vulnerability of women who were working in care sector and also were caring at home 

(Crowley & Hughes, 2021). These gender related factors create an additional intersecting 

layer of responsibility for migrant women compounding their capacity to work, study and 

integrate into host countries. 

2.3 Critical Race Theory 

Critical race theory (CRT) is a framework frequently used in social sciences which 

focuses on the critical enquiry of society and culture and how it intersects with race, law 

and power. CRT originated from the Critical Legal Studies (CLS) movement in the USA 

(Ladson-Billing & Tate, 2000) and critical race theorists (Crenshaw, 1989; Bell, 1992; 

Delgado, 1995) regarded CRT as an appropriate theoretical, investigative and analytical 

base for studies on racial inequality and intersectionality. Hiraldo (2010, p. 54) stated that 

CRT can be used to critically analyse the role of race and racism in “perpetuating social 

disparities between dominant and marginalised racial groups”. 

There are a number of core tenets of CRT, the first of which is that race is socially 

constructed (Crenshaw, 1989; Bell, 1992; Delgado, 1995). This is centred on the 

refutation of the biogenetic notion that the human species is divided into distinct groups, 

based on inherited physical and behavioural characteristics (Delgado, 1995). Ortiz & Jani 

(2010) argued that race as a relational concept functions as a tool “to classify people for 

purposes of separation and stratification” (p.178) while Sue & Sue (2013) suggested that 

the concept of race is internalised, integrated and strongly rooted in the psyche of society 

and is a constantly evolving process. The notion of who is and is not White is extremely 

complex and developed concepts of Whiteness and conceptual Blackness (King, 1992) 

do not transfer well on to bio-genetic or cultural constructs such as “‘middle classness’ 

‘intelligence’ or ‘welfare recipients’” (Ladson- Billings 1998, p.9). Race has become 
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metaphorical “a way of referring to and disguising forces, events, classes and expression 

of social decay and economic division far more threatening to the body politic that 

biological race ever was” (Morrison, 1992, p.63). While traditionally race has been 

viewed in terms of the “Black-White binary” (Ortis & Jani, 2010), this now seems limited 

in today’s world of complexity of race, immigration, globalization and population 

increase (Ahlberg et al, 2019). 

The second CRT principle is that “racism is ordinary, not aberrational … and is an 

everyday experience for most people of colour” (Delgado, 1995, p.7). Solórzano et al. 

(2000) examined racism under the headings of macro and micro aggressions which are 

seemingly insignificant, often unconscious acts of racism which can go unnoticed by the 

perpetrator. Critical race theorists criticize liberalism, favouring a race conscious 

approach to transformation rather than the liberalist colour-blind perspective. Based on 

the writings of DuBois (1903) critical race theorists (McIntosh, 1989; Tatum, 1997) 

argued that White people benefit from unearned and often unacknowledged advantages 

attached to being born White and refer to the benefits and advantages that come with 

being a member of the dominant culture as White privilege.  

CRT also draws on the thesis of ‘intersectionality’ (Cooper, 1892) which examines how 

outcomes varied when different structures of inequality existed between the sexes. 

Feminist writer hooks (1984) built on Cooper’s work, researching the overlapping roles 

of race, class, and gender in oppression before the term ‘intersectionality’ was coined by 

fellow Black feminist Kimberlé Crenshaw (1989, p.141). Feminists such as Crenshaw 

(1989) and Patel (2017) joined critical race theorists (Delgado and Stefancic, 2001; Tate, 

1997; Taylor, 2009) contending that both ethnicity and gender are sites of inequality. 

They argued that Black women experience different and more intense types of oppression 

than women who are White. Building on this contention, Black feminist scholars Moody-
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Ramirez & Dates (2014) suggested that by “liberating Black women it would create 

freedom for all, as it would require the end of racism, sexism and class oppression” (p.38). 

A further principle of CRT is what scholars call ‘interest convergence’ (Bell, 1992, p.523) 

which refers to how society tend to serve the interests of dominant White groups. Thus, 

the racial hierarchy that characterises a particular society may be unaffected or even 

reinforced by apparent improvements in the legal status of oppressed or exploited 

people. CRT can act as a tool to deconstruct the narratives of the dominant culture by 

encouraging storytelling (Bell, 1993) and ‘naming one’s own reality’ (Hiraldo, 2010, 

p.56) using narratives to explore and highlight racial oppression. A more detailed 

examination of use of storytelling in researching the experiences of Black Minority Ethnic 

students can be found in the methodology chapter. 

CRT has expanded as more researchers became interested in the complexity of racial 

ideology, terminology, political power, current government regimes and social media and 

is currently applied to the study of racialised power and racism across many areas. This 

expansion has highlighted the intersectional impact of race on family structures, 

relationships, access to public service supports, employment opportunities, education and 

social interactions (AkiDwA, 2010; Cooper, 2016, Dubgazah, 2012; MRCI, 2004).  

2.3.1 Relating Critical Race Theory to the Irish context 

It has been suggested by some authors (Garner, 2004; Hainsworth, 1998) that historically, 

Ireland, north and south, had few racist difficulties, due to the homogeneity of the 

population. However, this simplistic view, based on numbers alone, ignores the 

experiences of Jewish and Traveller communities and also fails to recognise the long-

established problems associated with sectarianism (Mitchell, 2011). Historically, Ireland 

has been a country of mass emigration, from famine times, through the economic 

downturns in the 1960s and in the more recent post Celtic tiger era (CSO, 2019). 

https://www.merriam-webster.com/dictionary/hierarchy
https://www.merriam-webster.com/dictionary/ostensible
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However, from the late 1980s, inward migration has steadily increased (CSO, 2019; 

Mitchell, 2011). More recent Irish history centres on identity formation, establishing 

borders and the reinterpretation of nation and homeland. This has led to certain “cultures 

and minorities pushed away by racism, discrimination and inflexible rules of belonging” 

(Fanning et al., 2008, p.3). As a result, Mitchell (2011) proposed “there has been a 

formation of strong white national cultures, essentialist appeal to ‘true’ Irishness, a 

connection to land and the adoption of ethnocentric norms, each of which in different 

ways preclude the inclusion of racialised Others” (p.8). 

The practice of othering is referred to in research (Darby, 2020; hooks, 2008) and as 

Ireland has been a predominately White nation until recently, discourses about Black 

Minority Ethnic residents have increasing anti-immigration sentiment, and racism and 

xenophobia in the media and wider society are evident (Hillard, 2019, Malik, 2020; UN, 

2019). Across Europe and more recently in Ireland, asylum seekers and refugees have 

been responded to with suspicion. The political discourse and media reporting on the issue 

highlights the dissonance between Irish national identity and potential ‘others’ (Irish 

Refugee Council, 2018). Notwithstanding the fact that Ireland’s history of emigration and 

its widely spread diaspora might generate an understanding and recognition of asylum 

seeking, along with the self-professed “long history of refugee protection” (Mussano, 

2003, p.141) the reality suggests otherwise. Asylum seekers are frequently portrayed as 

“opportunistic cheats or ‘spongers’ come to capitalise upon an Ireland, whose very 

success makes it an ‘easy target’” (Mitchell, 2011, p.9). 

The Irish Network Against Racism (INAR) (2019) reported that racism in the Irish 

context “takes many forms, the most prevalent being anti-Black racism, anti-Traveller 

racism, anti-Muslim racism, anti-Roma racism, anti-migrant racism (xenophobia) and 

anti-Jewish racism (or antisemitism)” (p.13). Research by The EU Agency for 
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Fundamental Rights (2016) showed that respondents with North African, Roma and Sub-

Saharan African background indicated the highest levels of discrimination based on 

ethnic or immigrant background at 45%, 41%, and 39%, respectively. Michael (2015) 

reported that in Ireland, the highest number of any single group targeted in the incidents 

has been from people of African descent, including African migrants, their children and 

those of mixed race: 

Incidents have included political hate speech, racist crimes, racist violence, 

intimidation, racist bullying, illegal practices and discriminatory treatment in 

housing, education and service provision, poor policing practices and poor 

responses by Gardaí to racist crimes, lack of access to healthcare and employment 

and persistent and repeated racial harassment (p.5). 

This finding is consistent with the European study on migrants (ECRI, 2013) where the 

Irish sample of Black migrants reported discrimination was most common “on the street 

or on public transport, followed by harassment at work and recruitment discrimination” 

(McGinnity et al., 2018, p.5).  

Joseph (2018) suggested that Irish people share in the White privilege enjoyed by White 

Europeans and as a nation “we have shifted from out-migration to in-migration, from 

colonised to colonisers, from outsiders to participants in fortress Europe obsessed with 

keeping non-EU migrants outside its borders”(np). Joseph (2018, n.p) went on to remind 

us of our recent history of “collections for the black babies” 10and how the one-sided aid 

model preferred by Ireland has damaged the reputation of Black people (Lentin, 2007). 

The treatment of asylum-seeking refugees who are Black Minority Ethnic on arrival in 

Ireland has been the subject of much criticism and Joseph (2018) argued that the Irish 

 
10 A fundraising Lenten campaign by the Irish agency, Trocaire distributing collection boxes to Irish 
children with a picture of a black baby  
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have become the “beneficiaries of the wages of whiteness, which located them some 

notches away from the bottom of the racial ladder, above Black Africans and non-English 

speaking Whites” (n.p).  

With world leaders denouncing global citizenship and openly promoting racist attitudes 

and behaviours, the metaphorical perspective of race is evident (McGinnity & Fahey, 

2020). Statements from world leaders such as “There is no global flag, no global currency, 

no global citizenship” (Trump, 2017) and “If you believe that you are a citizen of the 

world, you are a citizen of nowhere” (May, 2016) encapsulated the critical discourse 

against internationalization, migration, racial difference and the movement of people. It 

also situates the rise of the ‘far right’ globally and gives context to political movements 

such as Brexit, the rise in the neo-Nazi movement in Europe and the increased popularity 

in right wing politics worldwide (Gallagher, 2020). 

2.4 The construction and interplay of capitals, identity and belonging 

It is often through migration that human capitals are evaluated and assessed. Bourdieu 

(1991) has written extensively on the relationship between economic, social, cultural 

capitals and social inequality. While he did not consider himself a Marxist sociologist, 

the theories of Karl Marx (1926) contributed to Bourdieu’s thinking. For Bourdieu and 

Marx, the more capital one has, the more powerful a position one occupies in life. Erel & 

Ryan (2019) conceptualised capitals as convertible to resources and argues that 

immigration policies, rights of residency and migration management systems reduce 

opportunities for migrants to convert capitals into resources. Bourdieu extended Marx’s 

idea of capital beyond the economic sphere and into the less tangible realm of culture 

(Buchholz, 2013). Similar to Marx, Bourdieu (1991) argued that cultural capital forms 

the foundation of social life and defines one’s position within the social order. According 

to Bourdieu (1991) cultural capital comes in three forms: embodied, objectified, and 
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institutionalized. A person’s language or dialect is an example of embodied cultural 

capital, while expensive cars or art collections are examples of cultural capital in its 

objectified state. In its institutionalized form, cultural capital refers to credentials and 

qualifications such as degrees or titles that denote cultural competence and authority 

(Gartman, 2002). Bourdieu (1991) noted that certain forms of cultural capital are valued 

over others and can help or hinder one’s social mobility just as much as income or wealth. 

The implication is that those with high levels of capitals have inherent valuable 

knowledge which can be utilized to maintain higher social status and power position, 

while those without access to knowledge creating structures are unable to participate 

equally within the social confines of that society (Freire, 1993).  Gramsci’s (1971) theory 

of cultural hegemony described the dominance of a culturally diverse society by a small 

number of powerful individuals who manipulate the culture, the beliefs and explanations, 

perceptions, and values so that the worldview of the ruling class becomes the accepted 

cultural norm. Developing the logic on capitals while drawing on Gramsci’s theory, it can 

be argued that opportunities for Black Minority Ethnic people to access, participate and 

progress in labour, educational and social dimensions in Irish society are diminished. 

Fionda (2009) supported this argument and contended that power and social control is 

dominated by the White ruling class, resulting in limiting the potential of other groups.  

2.4.1 Language competency 

The interplay between linguistic competency and human capital is extensively researched 

and Ochs (1986), Philips (1983) and Ní Chonaill (2018) emphasised that language 

acquisition is highly valued capital and that culture itself is initiated and reproduced 

through linguistic interactions. Blommaert (2005) described how the value of English 

acquired in Africa is part of the declassing process associated with migration: 
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The English acquired by urban Africans may offer them considerable prestige and 

access to middle class identities in African towns. It may be an ‘expensive’ 

extremely valuable resource to then. But the same English, spoken in London by 

the same Africans may become an object of stigmatisation and may qualify them 

as members of the lower strata of society (p. 223). 

Bernstein’s (1996) theory of pedagogic discourse11 explained that migration does not 

always result in upward mobility and some migrants stay horizontal or even face 

downward trajectories (Rose-Adams, 2014). This ‘declassing” or downward social 

mobility experienced by many migrants as a result of linguistic ability can result in the 

loss of cultural, social and economic capital in Bordieuan terms (Bourdieu, 2005). 

In 2008, the ERSI12 reported that migrants in Ireland from non-English speaking 

backgrounds are subjected to an occupational gap compared to those from English 

speaking backgrounds (O’Connell & McGinnity, 2008). Twelve years later, McGinnity 

et al. (2020) reported that African migrants continue to experience particular difficulties 

accessing the labour market, citing language competency as one of the factors. Smith et 

al. (2007) described how low levels of language competency of migrant staff resulted in 

poor communication, misunderstandings and high staff turnover in care services in 

Ireland. Similar issues have been identified in other jurisdictions. In the UK Manthorpe 

et al. (2010) claimed “that migrant workers found it difficult to understand aspects of 

British culture, such as patterns of family care, social models of disability or the nuances 

of language in the sector” (p.107) and this impacted on their efficacy and employability. 

A study of the role of migrant care workers in ageing societies (IMO, 2010) commented 

 
11 Bernstein defines pedagogic discourse as: “a principle for appropriating other discourses and bringing 
them into special relation with each other for the purposes of their selective transmission and acquisition”. 
12 ESRI: The Economic and Social Research Ireland produces independent, high-quality research with the 
objective of informing policies that support a healthy economy and promote social progress. 



 42 

on the challenges foreign pronunciation and English proficiency pose to elderly and 

hearing-impaired clients. The study suggested that when migrant workers use their native 

language to communicate with co-workers, it created distance between caregivers and 

their clients and native-born co-workers.  

2.4.2 Ethnicity and identity 

The word ethnicity, derived from the Greek ethnos, meaning having a common descent 

or nation, was only added to the Oxford English dictionary in 1972 (Ibrahim, 2011). Thus, 

while the concept of ethnicity has existed for a long time, it is a relatively new working 

term in the western world. Perez & Hirschman (2009) suggested the term is often used to 

indicate in a euphemistic way, non-White people as a whole. Ethnic groups are made up 

of individuals who may not necessarily share the same race, but do share common cultural 

characteristics including history, beliefs, values, food and social interaction preferences, 

religion and language (Triandafyllidou, 2011). Ethnicity usually incorporates culture and 

race, but Ifekwunigwe et al. (2017) stated that race is based more on biological constructs, 

such as the sharing of skin colour or certain physical attributes and it may or may not also 

be a political or social construct.  

In more recent times Whiteness as a racial classification has come to the fore and some 

authors suggest that White identity is an ideology more than a biology (Fields, 2001; 

McIntosh, 1989;). While the study of Whiteness in not new (Crenshaw et al. 1995; Wise, 

2011), in the context of the BLM movement it has received more mainstream attention 

(Cole, 2020; DiAngelo, 2018) and the focus is now on Whiteness as it relates to some of 

the core CRT tenets of White supremacy, White privilege, White fragility and White 

normativity (DiAngelo, 2018; Resane, 2021). 

As with ethnicity, identity is a key factor of the lived experience and has become the 

subject of critical discourse in Ireland as the population diversifies (Mc Ginnity et al., 
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2021; Ni Dhuinn & Keane, 2021). A person’s identity, how they perceive others and 

themselves, how others view them and how that is communicated is fundamental to their 

position in society (Ford & Harawa, 2010; Laws and Heckscher, 2002). Part of personal 

identity is the cultural and social element and cultural identity defines the relationship 

between a person and members of a specific ethnic group (such as Irish, Nigerian, Syrian) 

who may share a common history, language, social norms and/or values. Social identity 

can be defined as the connections between the person and the wider community as 

mediated through families, educational institutions, employers, social settings and 

services (Gumperz, 1982; Ochs, 1979). Social and cultural identity, historically grounded, 

comprises of knowledge, skills, attitudes and beliefs which may predispose people to feel, 

think and act in a particular manner and to perceive how others interact in a certain way.  

Bhugra (2004) viewed cultural and ethnic traits as central to a person’s identification at a 

personal and social level and Gellner (1983) explained that acquired traits have two 

dimensions. The first trait is overt in the form of flags, symbols, anthems and traditions 

of dress. The second is more covert, often hidden and is expressed through norms, values, 

beliefs and prejudices. As the covert traits are challenged, the overt traits such as symbols 

take on a greater importance and Bhugra (2004) argued that this can result in the host 

community reacting to cultural displays by migrants in a less than positive manner.  

2.4.3 Acculturation  

The concept of acculturation has a long and somewhat contentious history. Berry (2006) 

described acculturation as a long-term process of cultural and psychological change that 

results from contact with culturally similar people, groups and social influences. Noted 

anthropologists Redfield et al. (1936) defined acculturation as occurring when “groups of 

individuals having different cultures come into continuous first-hand contact with 

subsequent changes in the original patterns of either or both groups” (p.149). This 



 44 

definition has evolved, and Gordon (1964) conceptualized acculturation by placing an 

emphasis on the social relationships of indigenous and minority groups. However, others 

argue that multiculturalist societies have become so heterogeneous that the binary model 

of acculturation and assimilation hardly apply any more (Berry, 2006). Indeed, many 

‘new’ migrants, act transnationally, arrive in their host societies with greater human 

capital in education, language proficiency and sense of resilience that their predecessors 

and even of many individuals in the host country (Berry, Trimble & Olmedo. 1986; 

Olmedo, 1979; Rogler, 1994; Ward. 1996). Portes et al. (2009) and Waters et al. (2010) 

proposed that the most appropriate way to understand acculturation may lie in the 

relational perspective which attempts to locate and observe the relationships where the 

cultural changes take place, and to understand change as a process that itself continually 

shifts in time and place.  

2.4.4 Social bonding and adaptations 

For acculturation and assimilation to take place, significant adaptations are required for 

migrants to initially survive and eventually thrive in the new environment. The key 

adaptation hinges on what Hirschi (1969) categorised as the ability to develop bonds with 

others through processes of attachment, commitment, involvement and belief. Peguero et 

al. (2011) argued that strong social bonds to community, school and society have the 

potential to mitigate some of the observed ethnic and racial gaps in integration. The 

opportunity to form social bonds varies and the strength of the protective effects differ 

and vary according to each person, the type of bond and the ethos and values of the 

particular socializing environment (Chriss, 2007). The importance of the environment as 

a factor in social bonding is highlighted by Peguero et al. (2011). The data demonstrates 

that Black Minority Ethnic people are more likely to reside in areas that are characterized 

by poverty, unemployment, crime, social isolation, family breakdown, under resourced 

community facilities and discrimination (Peterson et al. 2006; Stewart et al. 2002). 
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According to Berry (2006) these conditions tend to impede the formation of strong social 

bonds to the community, its structures and institutions creating additional barriers for 

integration.  

Sibley (2002) and Darby (2020) claimed that in HEIs, increased social bonding can be 

achieved through developing an appropriate understanding of the functioning of the 

institution and those within it.  D’Angelo (2011) and White et al. (2020) used the term 

‘code switching’ to describes strategies and adaptations employed by students to increase 

bonding and to positively navigate interracial interactions with other students. Code-

switching includes adjusting style of speech, not opposing adjusting names, modifying 

hairstyle and dress, expressing shared interests with others so as to offer a sense of 

affiliation and downplaying and avoiding negative stereotypes associated with Black 

racial identity. However, while code switching may be useful as an adaptation strategy, 

McCluney et al. (2021) warned that it can reinforce White superiority and generate social, 

psychological and economic costs for the Black Minority Ethnic population. 

2.5 The health and social care sector: Situating the social care 
profession 

COVID-19 has reshaped the provision of health and social care and has expanded where, 

what and how health and social care services are provided (Charles & Ewbank, 2021). 

The pandemic has heightened awareness of inequities of health care and its links to 

sustainability and the environment (Deloitte, 2022). The WHO (2020) predicted that 

global health and social care services will need to dramatically increase to meet the 

growing needs of aging populations worldwide. In 2017, the WHO (2017) estimated there 

would be a global deficit of 18 million skilled health professionals by 2030. In Ireland, 

the demand for care is increasing as the population grows and alters in terms of its age 

structure. It is estimated that the percentage of the population aged 65 and over will rise 



 46 

from the current level of 11% to over 20% in 2035 (CSO, 2016). ESRI (2017) projections 

suggest that about a fifth of those aged over 35 or more in Ireland presently will be 

physically disabled by 2047 and the demand for home help and residential care 

placements are predicted to rise by at least 54%.   

It is within this global context that social care is situated. Defining and describing social 

care has always proved difficult as the broad nature of providing care is complex (Lyons 

& Brown, 2020; McHugh, 2020). There are a number of working descriptions, however 

CORU (2016) definition is the most up to date 

A relationship-based approach to the purposeful planning and provision of care, 

protection, psycho-social support and advocacy in partnership with vulnerable 

individuals and groups who experience marginalisation, disadvantage or special 

needs. Principles of social justice and human rights are central to the practice of 

social care workers (CORU, 2016, np) 

This definition encapsulates the primary function of social care practice however, the 

remit continues to evolve as new social issues emerge. It has been acknowledged that the 

competencies and skills of social care graduates can be positively transferred to 

supporting people who are aged, disabled and those availing of addiction, domestic 

violence, asylum, mental health and homeless services (Lyons & Brown, 2020; CORU, 

2016). The Integrative Framework for Practice Teaching (McGarr & Fingleton, 2020) is 

a tool that facilitates educators to position social care context, role, and goal and it 

captures the essence of social care by breaking down the elements of practice, 

deconstructing each component and demonstrating the connections and interplay which 

support integrated learning for students. 
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2.5.1 Historical development of social care in Ireland 

Social care in Ireland, previously defined and delineated almost solely by The Children’s 

Act (1908), is now underpinned by a raft of legislation, policies and strategies, many of 

which stem from recommendations of inquiries into mismanagement and poor practice in 

past service provision (Holohan, 2011). Since the early 1990s, a total of 551 

recommendations were made from 29 national inquires and reviews on concerns arising 

from the serious abuse and/or death of children in the care of the statutory child protection 

services (Buckley & Nolan, 2013). 

These recommendations have formed the legislative and policy basis for social care work 

in response to the significant shift in the Irish social and political outlook, reflecting a 

greater consciousness of the centrality of the rights of the client and prioritising EDI in 

social care services through partnership approaches (Byrne, 2016; Lyons & Brown, 

2021). This rapidly changing horizon has demanded the role of the social care worker to 

evolve and become dynamic and responsive to clients and service providers. Some have 

argued that this has reoriented social care work from person centred to procedure led and 

has resulted in the over bureaucratisation of social care work (Brown, 2018; Lyons & 

Brown, 2020; SCI, 2018). The recently published CORU Standards of proficiency 

(SCWRB, 2017) put further emphasis on the importance of record keeping and 

documentation. This reorientation may have consequences for workers with less tacit 

knowledge of systems or professional language required. 

2.5.2 Regulation and national standards 

The recommendations from various enquires and reports, coupled with the demand from 

the Irish public to regulate the care industry has led to the establishment of a number of 

statutory regulatory bodies for the social care sector (Department of Health, 2016). In 

2010, the Health Information and Quality Authority (HIQA) was established as an 
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independent authority to “drive high-quality and safe care for people using health and 

social care services in Ireland” (HIQA, 2010, p.3). HIQA’s mandate extends across a 

specified range of public, private and voluntary sector services and its function is to 

develop standards, inspect and review health and social care services and support 

informed decisions on how services are delivered (HIQA, 2017). 

As previously mentioned in Chapter one, CORU is Ireland’s multi-profession health 

regulator. Its function is to “protect the public by promoting high standards of 

professional conduct, education, training and competence through statutory registration 

of health and social care professionals” (CORU 2016, para 1) and is underpinned in 

legislation by the Health and Social Care Professionals Act 2005. It is mandated to 

regulate all health and social care professionals with 18 professions listed under its current 

remit. CORU is in the process of approving the social care programmes offered by 

education providers across Ireland and these programmes will then become the gateway 

for registration when the social care register opens in November 2023. The establishment 

of these regulatory bodies have been broadly welcomed by all stakeholders with the 

expectation that regulation will contribute to professionalizing the social care sector.  

The regulatory structures have been strengthened by a profession specific Code of Ethics 

(CORU, 2016) and a complaints process. As a consequence, social care professionals are 

required to be familiar with new processes such as audits, evaluations, inspections, 

professional standards and procedures and they can be subject to a fitness to practice 

assessment if a complaint is made once the CORU social care register is opened. Research 

by Boahen (2021) has shown that in the UK the Black Minority Ethnic social care 

workforce is more likely to face formal disciplinary and regulatory processes such as 

Fitness to Practice investigations and this is replicated in nursing and other care related 



 49 

professions (NHS, 2022) and this may be a concern for Black Minority Ethnic social are 

workers when the register opens in Ireland. 

2.5.3 The impact of funding on orientation and outcomes 

Traditionally the Irish state provided direct social care service provision complemented 

by voluntary, community and religious run social care services (Lalor & Share, 2009).  

However, there has been a significant shift in how the sector has been funded and this has 

impacted on the orientation and outcomes for service users and employees. Mulkeen 

(2016) argued that this commoditized approach has given rise to the privatisation and 

outsourcing of care work by the Irish state and points out that: 

In an era where the mantra of ‘evidence based ‘policy is ever-present, to date no 

research has been undertaken in Ireland to measure the impact of marketisation 

on the quality of care for citizens using services, the working conditions of staff 

or costs to the state (p.53).  

This market driven approach, combined with lack of regulation, has resulted in precarious 

working conditions for many social care workers leading to the possible exploitation of 

those employed by these providers (Mulkeen, 2016; Pembroke, 2018). It is notable that 

recent legislation prohibits the use of zero contract hours under the Employment 

Miscellaneous Provisions Act (2018), but exceptions are allowed which relate to short 

term relief care work, a feature in many social care settings. As migrant and Black 

Minority Ethnic social care workers are overrepresented in relief and agency work 

(MCRI, 2020; TASC, 2022) the privatisation of care is particularly relevant to this study.  

The financing of health and social care has been reported as being ad-hoc and crisis 

driven, and this uncertainty has influenced how the sector has developed with inadequate 

planning, poor service evaluation and resource allocation (Power & Darcy, 2017). A 
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consequence of this funding model is that frontline organisations can be required to 

compete for funding annually which reduces the services to adopting a “fire-fighting 

approach” (McVerry, 2017, np).  In response, many statutory care services introduced the 

Commissioning funding model (HSE, 2016; NDA, 2013; Tusla, 2018) which stipulates 

that consideration be given to the evidence of effectiveness in the planning monitoring 

and evaluation of services to meet needs (Gillen et al., 2013). This model has further 

reoriented the role and function of community and social care services, requiring social 

care workers to provide evidence and justification for resource allocation.  

The shift in how funding and resourcing of the sector is managed has had a significant 

impact on the skill set required by social care workers. There is now a greater emphasis 

on understanding the wider organisational culture and socio-political context and less on 

the practical skills of care (McGarr & Fingleton, 2020). CORU Standards of Proficiency 

(SCWRB, 2017) require graduates to have high levels of verbal and written 

communication competency.  For those who are motivated to care for others and have a 

skill set rooted in the practical skills of caring and advocacy, the procedural tasks can be 

challenging. The Migrants Rights Centre Ireland MRCI (2012) suggested that migrant 

workers may require additional resources and time to learn and develop the knowledge 

and skills required and that this can impact on their progression in the sector.  

2.5.4 Professional identity  

The positioning of social care as a profession and the continuing evolvement has been 

subject to discussion for many years (SCI, 2010). The complex nature of social care work 

and the unregulated nature of the sector have contributed to the confusion of role, the 

scope and definition what a social care professional is in Ireland (Lyons & Brown, 2021; 

SCI, 2016). Social Care was recently described as a “new profession” at the launch of the 
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CORU13 National Standards (CORU, 2016) despite the fact that social care workers have 

been employed in the state for over thirty years. There have been efforts to define and 

protect the title of social care worker (CORU, 2016; Lyons & Brown, 2021; Mc Hugh, 

2020), but many graduates continue to work under a broad range of titles such as project 

worker, facilitator, support worker, night support and team leader (Grad Ireland, 2016).  

Social care, situated in the wider care sector has often been perceived as second-class 

work, performed by uneducated and unskilled employees (ILO, 2018; Turnpenny & 

Hussein, 2022). As the sector is largely unregulated and only recently been added to the 

CORU remit for standardization and regulation in Ireland, there is a perceived notion that 

‘anyone’ can do this work (Mulkeen, 2016). Policy makers, funding agencies and 

employers have demonstrated a lack of understanding of the complexity of caring as a 

profession (Brown, 2016; Kings Fund Project, 2019). Roldan (2018) argued that this view 

is compounded by the dominant ethos of postmodernism and neoliberalism with the 

primacy of market economics de-emphasising the greater social good.  

2.6 The landscape of higher education in Ireland 

Higher education in Ireland is provided by established Universities, Institutes of 

Technology (IOT), Colleges of Education, National Colleges, National and Chartered 

Institutions in Ireland. The Higher Education Authority (HEA) provides an oversight role 

on the HE system and is the lead agency in the creation of a co-ordinated systems for 

HEIs. The HEA provide statistical data on all aspects of HE (2021) and in 2021 reported 

that there were 245,600 students enrolled in HE in 2020/21. Despite the factors associated 

with COVID-19 there has been an overall increase in enrolment of 12.6% since 2014/15. 

The significance of education as a tool to assist people to move beyond social and 

 
13 CORU is the National Regulatory body for Health and Social care professionals in Ireland. 
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economic exclusion has been long recognized in literature and research (OECD, 2012; 

1998; Bernard, 2001; UNICEF, 1989; Houses of the Oireachtas, 2019). Linehan and 

Hogan (2008) considered HE as a “powerful and life-changing instrument in the process 

of social integration” (p.3). Therefore, it could be argued HE is a vehicle which moves 

people beyond economic and social exclusion and according to Coakley & MacEniri 

(2007), this is “particularly true of immigrants” (p.4). Consequently, an accessible and 

equitable HE system is particularly important for migrants and Black Ethnic Minorities 

as it should promote equality and provide opportunities for progression and social 

integration.  

There are numerous motivating factors in the decision to gain a higher-level qualification. 

Hussein & Manthorpe (2012) reported that many migrant students come from middle-

class backgrounds and have high levels of educational achievement and expectations. 

Working in the care sector can result in reduced social and economic mobility for 

migrants, so by gaining a professional qualification, it may enable some rebuilding of 

economic and social capital lost in the migration process. Petzhold & Moog (2017) 

contended that international students value education as a personal development 

experience over academic advancement, while other research suggests that migrant 

students are highly motivated and place a very high value on education, in particular HE 

(EU, 2013; HEA, 2016; NUS, 2011). However, Parker & Villapando (2007) found that 

Black Minority Ethnic students had lower expectations that a HE qualification would 

improve their career prospects and were less likely to come to university to experience 

university life and to meet new people. Kaplan-Levy (2017) and Lashley (2014) 

discovered that Black students who are mothers were motivated to set an example for 

their children and become positive role models for them. Research by Dolea & Adams 

(2005) and Johnson & Long (2019) suggested that care professionals are motivated to 
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study social care by life experiences and hope to gain personal insights and 

understandings, address unmet needs and advocate for others. 

2.6.1 Critical Race Theory and higher education in Ireland.  

Recent scepticism of internationalisation and globalisation, which can be heard in public 

and political debates on trade, open borders, migration and refugees also extends to the 

field of HE (Van der Wende, 2016). Xenophobia and discrimination against foreign 

students have long been reported in developed countries such as Australia, South Africa 

and Russia (Van der Wende, 2017) and ENAR (2018) noted the increase of migrant 

students reporting racism, discrimination and intolerance in HE in Ireland from 2014 to 

2017. 

Institutional and structural racism and discrimination that critical race theorists describe 

is evident in studies on HE. The Runnymede Trust (2016) observed that universities and 

colleges in the UK with high numbers of Black Minority Ethnic students have less 

resources and are considered less prestigious. According to Dodgson (2017) the numbers 

of Black students applying for, receiving offers from and attending Oxford and 

Cambridge universities in the UK are chronically low and these institutions acknowledge 

that more must be done. Critical race theorist Bonilla-Silva (2014) argued that rewarding 

of property and power over justice results in interest convergence and that White people 

promote racial advances only when their own interests are served. The deficiency of 

Black academic staff in HEIs enables the dominant White group to justify power by 

constructing reality through stories that maintain their control and privilege (Joseph, 

2020).  Delpit (1988) wrote about Black people’s voices being seldom heard in HEIs and 

how they are effectively silenced as White people view their perspective as the only truth. 

Darby (2020) and Ní Chonaill (2016) suggested that the Eurocentric and dominant White 

nature of HE in Ireland inhibits other perspectives from being explored or discussed 
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beyond the focus on racist incidents and bullying, while Kitching and Curtin (2012) 

claimed that institutional racism goes mainly unnoticed and unchallenged by those within 

HEIs and by society at large.  

In the UK, as a result of the increase in the numbers of Black Minority Ethnic students 

attending HE, there has been a heightened awareness of structural and institutional racism 

in HEIs.  Campaigns such as Rhodes must fall (RMF, Oxford, 2014), Decolonising the 

Curriculum, (SOAS, 2016) and Mind the Gap (NUS, Equality Challenge unit, 2017) are 

all recent movements, underpinned by the core principles of CRT, have addressed these 

issues, resulting in significant changes to HEIs in the UK (Cureton et al., 2019). The 

introduction of the Race Equality Charter14 (Advance HE, 2021) currently being adopted 

by many HEIs in the UK provides a framework through which institutions work to 

identify and self-reflect on institutional and cultural barriers for Black, Asian and 

Minority Ethnic staff and students. Similar to the Athena Swan award15, member 

institutions develop programmes and solutions for action and can apply for a Bronze or 

Silver Race Equality Charter award, depending on their level of progress. The Race 

Equality Charter (Advance HE, 2022) aims to improve the representation, progress and 

success of Black Minority Ethnic students and staff mirroring the diversity found in wider 

society.   

2.6.2 Equality, inclusion and diversity in higher education 

Educational institutions tend to mirror wider societal views and perspectives and Linehan 

& Hogan (2008) claimed that societal inequities are “most apparent in higher education” 

(2008, p.17). EDI policies, strategies and frameworks for HE in Ireland (National Plan 

for Equity of Access to Higher Education 2015; National Strategy for Higher Education 

 
14 Race Equality Charter 
15 The Athena Swan Charter is a framework which is used across the globe to support and transform 
gender equality within higher education and research. 
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2030; International Education Strategy for Ireland 2016-2020) are underpinned by 

legislation (Equal Status Act 2000; Qualifications Act (Education and Training) 1999; 

University Act 1997). The recent Higher Education Authority Act (2021) provided an 

updated legislative basis to advance EDI in HEIs. The Higher Education Authority 

(HEA)16 has emphasised the importance of embedding the principles of equality and 

social inclusion in Irish education policy and allocated responsibility to the National 

Access Policy Office to ensure the needs of a diverse range of students are catered for 

within HE (HEA, 2016).  

One of the initial strategies specifically targeting the diversity and equality needs of Black 

Minority Ethnic students in Ireland was the 2010 Intercultural Education Strategy (IES). 

This resulted in the roll out a National Action Plan against Racism (NPAR) which aims 

to ensure that all students experience an education that “respects the diversity of values, 

beliefs, languages and traditions in Irish society and is conducted in a spirit of 

partnership” (Education Act, 1998, p.2). The IES also proposed that assistance and 

support be provided for education providers to ensure that inclusion and integration is 

embedded in intercultural education. However, a number of key issues continue to exist 

for Black Minority Ethnic students in levels of access, reduced engagement and lower 

retention and attainment levels in HE compared to White students (HEA, 2013). The 

Higher Education Authority Act (2021) sets out to ensure that HE advances equality, 

diversity and inclusion by being adaptive to the needs of students and using knowledge 

creation to advance social, economic and cultural development. This legislation 

strengthens previous strategies by setting conditions for funding HEIs and provides for 

the application of remedial measures if there is non-compliance. However, the core tenets 

of CRT remind us that racism is deeply embedded in the psyche of people and interest 

 
16 Higher Education Authority (HEA) is the statutory body governing higher level education in Ireland. 
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convergence is used as a protective measure so until the efficacy of the legislation is 

evidenced there is a concern that the incongruence between the official discourse and 

what happens in practice will continue.  

2.6.3 Widening participation in higher education 

With increasing numbers of students attending HE in Ireland and predictions for these 

numbers to rise further (HEA, 2016), initiatives to widen participation such as Access 

programmes17 and Springboard18 have become an important driving force in creating 

access for all. As participation increases, Collins & Slembrouck (2005) cautioned of the 

danger of two-tiered approach emerging in HE as has happened in the UK (The Guardian, 

2011) and Germany (Nikolai, 2019). In the UK, this stratification has happened between 

the old traditional and often elite institutions and the new recently created universities 

which are perceived to be less prestigious by some. Reay et al. (2005) suggested that these 

divisions exist because of ethnic and social class, so despite more places being available 

generally in HE, the majority of places at the old universities are taken by those from 

more privileged backgrounds and working class, ethnic minority students attend the 

newer less prestigious colleges. Blommaert et al. (2005) argued that this reproduces 

inequality rather than solving it as it created “a massive stratified system which allocates 

different kinds of knowledge to differently placed students” (p. 270). Similar divisions 

are becoming evident in Ireland between the established university sector which could be 

considered the equivalent of the old universities in the UK and the newer Technological 

Universities which are mergers of Institutes of Technologies (IOT’s). HEA figures from 

2017/2018 reported that the IOT’s have significantly more international students enrolled 

 
17 The Access Foundation Programme (AFP) is a one-year full-time course preparing students, both 
personally and academically, to pursue undergraduate programmes 
18 Springboard+ courses are available to the unemployed, returners (formerly homemakers), formerly 
self-employed, the employed and recent graduates. Most of the courses are offered on a part-time basis 
for a maximum of 12 months and are open to all eligible applicants regardless of their employment status 
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than the University sector and in 2019 out of 232,000 students enrolled in HE in Ireland, 

the IOT’s had 3.1% African students enrolled compared to 1.7% in universities (HEA, 

2019).  

Dillon (2011) claimed that non-traditional access routes to HE has been negatively 

impacted by the over-emphasis of academic credentials and qualifications and increased 

competition for college places. With CORU now effectively setting the admission criteria 

for social care programmes through the approval of education programmes in Ireland, the 

advanced entry route that many Black Minority Ethnic students traditionally used to 

access HE may effectively be closed off (CORU, 2016, TUD, 2019). This stricter 

admission criteria therefore may have the unintentional consequence of reducing the 

numbers of Black Minority Ethnic students accessing social care education. It may also 

result in capping or restricting life-long learning opportunities for these already 

marginalised groups and individuals (Dillon, 2011). 

A number of studies in the UK highlight how resources have been targeted at access to 

HE, with student participation, integration and attainment often being overlooked (Care 

Council for Wales, 2010; Jacobs et al., 2007; Singh, 2011). Evidence of this was found 

in a study of social work students in the UK, where Dillon (2011) described that that the 

emphasis on equality and fairness was heavily weighted towards access routes rather than 

focusing on outcomes for Black Minority Ethnic students and other minority groups. The 

data from the UK Equality Challenge Unit (2015) established that Black Minority Ethnic 

students with similar entry qualifications and socio-economic backgrounds are less likely 

to achieve a degree, gain a first or higher-level honours degree or to move to graduate 

employment in their area of study. A major review carried out for the HEFCE19 in the 

 
19 HEFCE; The Higher Education Funding Council for England distributed public money for teaching 
and research to universities and colleges. 
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UK identified types of curricula, student-staff relations, psychological and social support 

offered, student financial hardship, assessment practices and student-student relationships 

as the key factors influencing attainment (HEFCE, 2015).  

2.6.4 Categorisation of Black Minority Ethnic students in higher education. 

Accessing accurate data or statistical knowledge about Black Minority Ethnic students in 

HE in Ireland is complex as they are subsumed in the broader categories such as non-

Irish, non-standard or international (HEA, 2016). Categorising, defining, describing and 

quantifying this diverse group of students is therefore a difficult task, not just because 

clear categorisations have yet to be developed (Connor et al., 2004; Singh, 2011), but also 

because terminology is laden with values shaped by cultural norms and stereotypical 

viewpoints (Lutterback & Beelmann, 2021). In HE categorisation of students as access, 

international or nonstandard denotes difference (HEA, 2016) and can have the potential 

to both ‘other’ and ‘privilege’ students. The term Black Minority Ethnic implies a 

similarity that does not exist, and this grouping is often completely heterogenous with 

many different nationalities, languages and culture contributing to the problem of 

categorisation (Stevenson et al., 2019). Research by Heng (2018) and Huang & Turner 

(2018) reported that HEIs tend to view this broad grouping of diverse students from a 

deficit perspective, focusing on difficulties in language proficiency, cultural adjustment, 

poor social integration and lack of preparation for western cultural norms rather than the 

benefits they offer. Research in the UK by the Office for Students (OFS) (Stevenson et 

al., 2019) categorised the experiences of Black Minority Ethnic students under access, 

participation, retention and qualification attainment and this offered insights into these 

students’ journey to and through HE. 
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2.6.5 Pedagogical approaches and perspectives 

The current profile of students attending HE in Ireland is a tapestry of variation in social 

background, ethnicity, race, gender and ability (HEA, 2019). This diversity has 

challenged the traditional values, assumptions and conventions that have held fast for 

many decades in HEIs in Ireland. Black Minority Ethnic students that have primary and 

tertiary educational experiences in other countries may have a diverse range of capacity 

and skill due to different pedagogical practices and approaches and this may impact on 

engagement, communication, groupwork, academic writing and influence educators’ 

viewpoints (Darby, 2020; Harris & Ní Chonaill, 2016; Razack, 2001).  

Student participation and engagement in teaching, learning and assessment has been the 

subject of research and new inclusive pedagogical approaches are emerging (Florian & 

Black-Hawkins, 2011; Herodotou et al. 2017). Nonetheless, teaching continues to be 

carried out predominantly through lectures, placing the educator as the primary authority 

with assessments tending to focus more on learning outcomes than on learning processes 

(Cowden & Singh, 2013; OECD, 2009). Parker & Villapando (2007) reported that 

institutional design, governance, curricula, pedagogy and research approaches all reflect 

a narrow view of knowing and interpreting the world. Therefore, it is not difficult to 

understand why students from diverse backgrounds feel alienated and daunted by the 

current HE environment (Reed & Adams, 2020). 

2.6.5.1 Bias and labelling in higher education 
One of the measures used to conceptualise and understand others is to define, categorise 

and label. Bhopal (2014) claimed this categorising and labelling has been instrumental in 

othering, excluding those who are not within the ‘norm’ category. Howard (2003) 

suggested that Black Minority Ethnic students can be labelled as “lazy, poor, primitive, 

uneducated, unmotivated and unresponsive to interventions” (p.66) reinforcing the 

persistent belief that minority students are low achievers which in turn perpetuates the 
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culturally alienating power structures through the promotion of White middle-class norms 

(Murray, 2018; Zentella, 1997). Bucholtz & Hall (2004) propose that this can be viewed 

as a socially constructed practice that adversely positions some customs and practices 

“diminishing the importance of one group in comparison to another group with more 

social capital or resources and opportunities” (p.598).  

Research on othering20 has its foundations in psychology, anthropology and sociology 

and offers an exploration of inclusion or exclusion based on racial and ethnic identity in 

a variety of sociocultural contexts (Palfreyman, 2005). The creation of an “us” versus 

“them” binary is based on perceived differences from the “norm” and several researchers 

(Balogun, 2020; Lewis, 1998; Young, 2005) reported that othering based on race, 

ethnicity, religion and skin colour stem from racial and cultural ambiguity. As Ireland has 

historically been a monocultural and monoracial society (Immigrant Council of Ireland, 

2016) it is faced with coming to terms with the new ‘other’, sometimes described as the 

‘new Irish’ with a particular focus on the most visible ‘other’ Black Minority Ethnic 

people.  

2.6.5.2 Integration, belonging and acculturation in higher education 
The response to EDI legislation, policies and directives has created a degree of urgency 

to promote inclusion, integration and belonging in HE in Ireland (RIA, 2021). Once 

students have navigated access to HE, research suggests that the next stage is settling in 

(Ginty & Boland, 2016; Hunt, 2011). It is widely agreed that entering HE can be an 

unnerving, isolating and intimidating experience (Kuh, 2003; Lowe & Cook, 2003). 

Research into first year student experiences demonstrate that resourcing and support are 

essential to enable successful transitions (McInnis, 2001). Initiatives such as longer 

 
20 Othering is a phenomenon in which some individuals or groups are defined and labelled as not fitting 
in within the norms of a social group. 
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induction periods, peer-mentoring and academic skills workshops have been productive, 

but tend to be generic and not targeted specifically at students with diverse backgrounds 

and needs (Morosanu et al., 2010). 

Connor et al. (2004) reported that in Ireland, Black Minority Ethnic students stated they 

felt less welcome in HE than they did in second level and interestingly that finding is 

reversed for White students. The authors suggested that this might indicate the more 

welcoming nature of the Eurocentric values of the university for White people (Connor 

et al., 2004; Modood, 2021). Fordham (1988) reported that Black Minority Ethnic 

students believed that in order for them to be academically successful, they must “become 

raceless” or “act white” (p.203). Bourdieu (1968) described the dynamics of social class 

and how members of higher-class groups adopted various methods to protect and 

reproduce their social positions. He suggested “when habitus encounters a social world 

of which it is a product, it is like a ‘fish in water’: it does not feel the weight of the water 

and it takes the world about itself for granted” (Bourdieu, 1986, p. 127).  Black Minority 

Ethnic students in HE in Ireland tend to be the minority grouping in HE so it may be more 

of the ‘fish out of water’ experience for them.  Kitching & Curtin (2012) argued that 

identity, skin colour, race and ethnicity are constructed though “institutional racism and 

the postcolonial bureaucratic and migratory context of Ireland” (p.29) resulting in the 

othering of Black Minority Ethnic students.  

As social care education is underpinned by the core tenets of social justice, it is crucial to 

gain insights into how the principles of equality, justice and inclusion are experienced   by 

Black Minority ethnic social care students. The literature provides evidence of 

categorisation, labelling, stereotyping and othering in social work and social care 

education (Fairtlough, 2014; Tedam, 2014).  Hillen & Levy (2015) described how Black 

social work students in Scotland reported being laughed at for their pronunciation, 
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ignored or excluded from groupwork projects and experienced direct and hostile 

questioning in class discussions. Tedam (2014) and Fairtlough (2014) also reported 

students experiencing racism and discrimination while accessing and participating in 

practice modules and placements.  

A number of studies reported groupwork as a particular site of exclusion for Black 

Minority Ethnic social work students in HE (Masocha, 2015; Razack, 2001) Black 

Minority Ethnic students may possess culturally divergent knowledge and 

communication styles therefore have a different understanding of group-work norms 

(Cox et al., 1991; Brett et al., 2006; Hall, 1990). This can result in “work that they 

contributed not acknowledged or utilised” (Razack, 2001, p. 226). Bandura (1991) argued 

that these experiences may result in reduced engagement as the student’s self-efficacy is 

affected and they may be less motivated to work as a group or in a team, participate in 

class or on placement.  

By drawing on psychological and sociological theories of belonging, some insights into 

the experiences of Black Minority Ethnic students can be gained. Belonging has been 

referred to as the need for love and affection (Murray, 1938), belongingness (Goodenow, 

1993; Maslow, 1954), affiliation motivation (McClelland, 1987), the need for positive 

regard from others (Rogers, 1951) and the need for relatedness to others and the world 

around (Deci & Ryan, 1991; Ryan, 1991). Yuval-Davis (2006) described how the 

potential mismatch between a student’s background and that of the institution may result 

in students not feeling like they belong. However, Hausmann et al. (2009) argued that 

social relationships with like-minded fellow students positively influenced an 

individual’s sense of belonging while Hurtado (2007) emphasised the importance of 

cross-racial interactions “for a higher sense of belonging on campus” (p.190).  
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Tinto (1987) claimed that levels of perceived belonging have a powerful effect on 

students’ emotional, motivational, and academic functioning. Socialising and interactions 

outside of the classroom can enhance sense of belonging. However, Singh (2011) 

discovered that Black Minority Ethnic students were less focused on the social aspects of 

university life than white student counterparts and were “less likely to identify with 

University life” (p.8). While racial identification was one reason offered, the study 

reported that Black Minority ethnic students frequently travelled long distances to 

university and had work commitments that reduced their opportunities to socialise.  

Connor et al. (2004) and the National Union of Students in the UK (NUS) (2011) noted 

that socialising in pubs and where there was alcohol acted as a deterrent for some Black 

Minority Ethnic students to interact with classmates as it was not part of their cultural or 

religious beliefs. The implications of decreased opportunities to socialise and interact 

with other students were evidenced in the lower sense of belonging expressed by students 

in the study (NUS, 2011).  

Acculturation requires people to make sense of belonging to country of origin and host 

country. Given that greater integration is associated with greater adjustment in permanent 

migrant populations (Berry, 2006) it can be argued that higher acculturation will also be 

associated with improved outcomes for Black Minority Ethnic student populations in HE. 

Chirkov et al. (2017) suggested that acculturation motivation can be positively connected 

to academic adjustment and institutional attachment because those with higher 

acculturation motivation are more likely to integrate. However, balancing one’s heritage 

culture with host countries can be a stressful process as navigating the complexity of dual 

citizenship and belonging can impact on individual well-being (Smith & Silva, 2011; 

Wang et al., 2010).  
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2.6.5.3 Language competence and academic achievement in higher education 
Language capability and competence is recognised as one of the main challenges for those 

who do not have English as a first language in HE (HEA, 2008; Harris & Ní Chonaill, 

2016). Black Minority Ethnic students that gain access to HE are increasingly subjected 

to assessment of language proficiency and in particular academic literacy (Berry & Loke, 

2011; Bhopal, 2014). These students are linguistically and culturally diverse and include 

those that have acquired English as a first language, as an additional language as well as 

English based creoles21 and varieties of English spoken in ex British colonies. This can 

cause issues in classification and pedagogy as students from countries such as Ghana and 

Nigeria, who are educated through the medium of English, are not classed as ESOL 

students (English for speakers of other languages). NUS (2011) reported that as these 

students are regarded as neither ESOL or ‘home’ students they often fall between the 

cracks in receiving language and academic writing supports. Furthermore, NUS (2011) 

found that while many migrant students appear fluent, they may have had underlying 

deficits in comprehension and academic writing that impact on their academic learning 

and attainment. Taguma et al. (2009) reported that migrant students need “longer supports 

to achieve mastery of academic English” (p.9) while Warner (2006) in a report 

commissioned by Pobal22, noted that migrant students experience difficulties 

understanding lecturers due to accents, colloquialisms, subject specific wording or the 

delivery speed. These difficulties may result in a reluctance to ask questions or contribute 

to class (NUS, 2016; Singh & Kwhali, 2015).  

In contrast to what has been described above, the increase and change in migration 

patterns has resulted in the emergence of a generation of young Black Minority Ethnic 

 
21 Creole languages developed in colonial European plantation settlements in the 17th and 18th centuries 
as a result of contact between groups that spoke mutually unintelligible languages. 
22 Pobal works on behalf of Government to support communities and local agencies toward achieving 
social inclusion and development 

https://www.britannica.com/topic/plantation-agriculture
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students that have been born to highly mobile parents and have spent a significant portion 

of their formative years outside their home countries. Pollock and Van Reken (200, p.8) 

referred to these as “Third Culture Kids” who are often bi- or multilingual, acting 

transnationally and Faye (2016) reported that they tend to be excellent cross-cultural 

communicators, academically literate and interested in furthering their education. This 

new generation challenges commonly held assumptions about the homogeneous nature 

of Black Minority Ethnic students and the deficit perspective that can be applied to them.   

2.6.5.4 Academic writing 
Language competency is the foundation for academic writing and a principal feature of 

academic literacy is the requirement to switch “writing styles and genres between one 

setting and another, to deploy a repertoire of literacy practices appropriate to each setting, 

and to handle the social meanings and identities that each evokes” (Lea & Street, 1998, 

p.371). Academic writing can be very discipline specific, and Rai (2004) argued that 

social work students from diverse cultural, racial or ethnic backgrounds may have more 

difficulty acculturating to writing expectations. Rai (2004) contended that for these social 

work students, the challenges may be exacerbated by the requirement to develop hybrid 

writing skills to demonstrate the application and integration of abstract theory to 

personalized practice experiences These difficulties are acknowledged by Wong et al. 

(2021) who reported that Black Minority Ethnic students are often unprepared and under 

resourced for the challenges in writing for the discipline.  

The CORU Standards of Proficiency (2016) in Ireland require graduates to be proficient 

in drafting accurate case notes, evaluating interventions, completing grant applications 

and writing legally binding documents. Thus, social care students need to be proficient in 

both academic writing and in discipline-specific practice skills for the profession. Wale 

& Bishaw (2020) found that there are substantial differences between students’ and 
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lecturers’ expectations and understanding of which academic skills need improvement 

with students highlighting jargon, while educators emphasized critical thinking and 

argumentation as the main area for concern.  

2.6.5.5 Attainment 
Research by Hyams et al. (2019) demonstrated the problematic perceptions of some 

educators that Black Minority Ethnic students possess inadequate academic ability. 

Studies by Bamford & Sergiou (2005) and Marklein (2017) reported higher levels of 

academic misconduct among Black Minority Ethnic students and noted that educators 

often expect Black Minority Ethnic students to plagiarise because “they don’t understand 

what plagiarism means” (Marklein, 2017, p.7). Researchers (Strangfeld, 2019; Dee & 

Jacob, 2012) noted how unintentional plagiarism can occur because of deficits in 

language, lack of sufficient knowledge of citation techniques or because the student is 

unsure if the information they are presenting is common knowledge, therefore not 

needing citation. Owusu-Kwarteng (2021) contended that educators’ expectations of 

underachievement amongst Black Minority Ethnic students reinforced by negative 

stereotyping actually contributed to academic underachievement. Transmitting low 

expectations to students can “make it difficult to believe that it is possible to succeed” 

(Lee, 2011 p. 638). Rubie-Davies (2017) made direct correlations between teachers’ 

expectations and student attainment and advocates the need for more positive 

reinforcement. Researchers argue that these perceptions constitute institutional racism, 

thus potentially impeding performance and attainment (Barblan et al., 2007; O Malley, 

2018;).  

DeVita (2007) argued that Black Minority Ethnic students are often viewed from a deficit 

perspective in HE and Singh (2018) claimed that this can provide a justification for lower 

grade allocation. Another viewpoint explains under achievement as a result of students 
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experiencing more disengagement, alienation, negative attitudes from staff and other 

students, which may result in lower self-esteem and lack of confidence affecting 

progression and attainment (Tenenbaum & Ruck, 2007). A more radical assessment of 

the problem considers the wider issues such as the Eurocentric nature of the curriculum, 

lower educator expectations, ghettoization, segregation and othering (Ladson-Billings, 

2006)  

Critical race theorists argue that the wider contextual issues such as historical positioning, 

stereotyping, lack of voice and agency contribute to reduced levels of social, cultural, 

linguistic and economic capital for Black Minority Ethnic students, impacting on 

attainment and progression (Crichlow, 2015; Wong, 2021). Loke & Berry (2011) and 

Morgan (2016) suggested that the focus for HEIs should go beyond the challenges of 

attainment for individual students and that the reproduction of White superiority and 

supremacy that underpins the devaluation of the knowledge and ability of Black Minority 

Ethnic students’ needs to be addressed before progress can be made. 

2.6.5.6 Supports and resources for Black Minority Ethnic students 
Supports for students to access and attend HE such as the SUSI23 grant system, HEAR24 

and DARE25 schemes are recognised as vital for students with additional and intersecting 

needs (HEA, 2021). Once enrolled, student services promote educational, language, 

social and wellbeing supports for students (Botticello & West, 2021). However, Muller 

(2001) argued that some of these students require lecturers, peers or class leaders to 

explicitly offer resources and they may need additional support to reach out and request 

 
23 Student Universal Support Ireland [SUSI] is Ireland's national awarding authority for all higher and 
further education grants. 
24 The Higher Education Access Route (HEAR) is a college and university scheme that offers places on 
reduced points and extra college support to those who are resident in the Republic of Ireland and 
underrepresented at Higher Education due to their socio-economic background. 
25 The Disability Access Route to Education (DARE) is a third level alternative admissions scheme for 
school leavers whose disabilities have had a negative impact on their second level education. DARE 
offers reduced points places to school leavers who, as a result of having a disability, have experienced 
additional educational challenges in second level education. 
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help. This understanding may be based on previous educational experiences in home 

countries, where supports for students were unavailable, unattainable, had a cost or were 

negatively perceived (Dhanda, 2009; Shaheen, 2016).  

Dumas–Hines (2001) recommended that “retention strategies need to provide 

counselling, tutoring, academic support, career planning and placement services, as well 

as work to improve the social and racial climate on campus and cultural competency skills 

of academic support staff” (p.182). Other researchers highlight the need for more holistic 

supports for Black Minority Ethnic students in HE, arguing for a more personalised 

approach (Alves, 2019; Kauser, et al., 2021) where personal circumstances such as trauma 

and other individual needs are considered. Acknowledging the emotional, psychological 

and traumatic aspects of social work training, Cree (2010) argued for a reappraisal of how 

Black Minority Ethnic students are supported and valued in social work education so that 

they can be effective practitioners.  

2.7 Social care education  

Social care education in Ireland is underpinned by the aforementioned CORU (2016) 

Standards of Proficiency for social care workers. The minimum per-requisite 

qualification to practice as a social care worker in the publicly funded social care sector 

is a Level 7 degree requiring a minimum of three academic years in HE. Until recently, 

undergraduate social care degree programmes at Level 7 and 8 were offered in all IOTs 

in Ireland and while the merge of the IOTs into Technological Universities has resulted 

in some changes, social care continues to be an option in every IOT and Technological 

University in Ireland. Social care programmes offer core modules in professional 

practice, psychology, sociology, attachment, groupwork and communication, social 

justice, disability, addiction, creative arts and many other electives. Social care students 

are required to complete a minimum of 800 supervised practice placement hours on 
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graduation. The practice placement is a central component of social care education where 

students develop their practice skills, self-awareness and integrate and apply theoretical 

knowledge (Mc Sweeney & Williams, 2018). Due to the dearth of research on Black 

Minority Ethnic social care student experiences, the researcher will draw on research 

pertaining to social workers, which can be of relevance to social care work given the close 

alignment of the professions. 

2.7.1 Equality, diversity and inclusion in social care education 

While social care education advocates a commitment to EDI, research shows that 

internationally social work and social care graduates continue to be predominantly White 

and female (Boniol et al. 2019; Crisp & Meleady, 2012; Sakamoto et al. 2008). 

Meanwhile there is an increasing over-representation of Black Ethnic Minority service 

users in child protection, youth justice and children’s residential services in the UK 

(Bernard, 2021; Carter, 2021) and in Ireland (Coulter, 2015). In light of this UK based 

researchers Singh & Kwhali (2015) and Laird (2008) reiterated the importance of having 

Black Minority Ethnic social care professionals employed in the sector. The absence of 

Black Minority Ethnic educators in Irish HE is also noted by Joseph (2019) and Crisp & 

Cruz (2009) recommended an increase of ethnic diversity in teaching teams in social work 

education so as to bring a full understanding of the challenges that are presented in a 

multicultural society.  

The increase in diversity in student population and the absence of Black academic staff 

on social care programmes have highlighted the need to develop skills and practices in 

EDI. The literature emphasised the need for ongoing and robust education in cultural 

competence for educators, students and practitioners (Tervalon & Murray-Garcia, 1998; 

Gallardo, 2014). Cultural competence in social care work is multifaceted and defined as 

“The process by which individuals and systems respond respectfully and effectively to 
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people of all cultures” (The National Association of Social Workers, 2015, p.13). Cultural 

competence is a core requirement for relationship-based practice and can be referred to 

as cultural appropriateness, awareness, acceptance, tolerance and sensitivity in social care 

modules (Appendix A CORU Proficiencies).  Cultural competence requires social care 

workers to acknowledge and understand their own positionality and Tervalon & Murray-

Garcia (1998) suggested the initial starting point should be one of “cultural humility” 

(p.118). Cultural humility encourages self-reflection and professional evolvement 

connecting social distance as well as power differential between the social care worker 

and the client (Moncho, 2013; Ramanathan, 2014).  

According to Slavin (1995), one of the most important ways to address inherent bias is 

by promoting sensitivity to others and their cultures. Cultural awareness training for HE 

staff that have primary (chaplaincy, international officer) and secondary (technical and 

administrative staff) contact has been shown to be effective and Trice (2004) purported 

that through education, socio cultural issues can be explored, advanced and addressed. 

Peer and reverse mentoring programmes have also been effective in facilitating 

interaction and developing better cultural understanding (Hurd et al., 2012; Sanchez et al. 

2021). Westwood and Barker (1990) found that pairing international students with local 

students enhanced their academic performance, reduced the dropout rate and assisted in 

diluting the cultural dominance faced by the outsider in a larger group. Chang et al. (2006) 

suggested that cross-cultural interaction supported students critical thinking and increased 

problem-solving skills and intellectual and social confidence in their study cross cultural 

education, however Sims (2007) in a study of students’ experiences of diversity in HE in 

the UK, reported that inadequate resources were a barrier to meaningful change  

Researchers have called for training on racism, anti-discriminatory practice, ethnicity, 

culture and competence to be prioritised in HEIs and proposed it be facilitated in an 
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exploratory, experiential manner (Darby, 2020; Dillon, 2011; Fairtlough et al., 2014). 

Kitching & Curtain (2012) suggested that setting rules that have a clear no tolerance 

policy towards racial discrimination ensures students feel more secure in the class. More 

recently Ní Chonaill et al. (2021) and Darby (2020) recommended initiatives and 

campaigns to address structural and institutional power imbalances and inequalities by 

embedding anti-racism practice across all aspects of HEIs and in particular in youth work 

and social care.  

2.7.2 Cultural perceptions and social care education 

Literature on cultural perceptions is relevant to this study as it relates to Black Minority 

Ethnic experiences of social care education and practice. Vygotsky’s (1978) social 

constructivist theory emphasizes the significance of the cultural background of the 

individual, as the cultural context of cognition influences the way a person may respond 

to processing, managing and presenting information. When engaging in problem solving 

and decision-making, students need to negotiate cultural barriers, often rooted in different 

frames of reference, values and norms (Cox & Blake, 1991). Triandis (1994) found that 

expectations between the personal versus common or group goals may also be strongly 

swayed by cultural perspectives. An example of this is how conflict is understood. 

According to Doucet & John (1997) conflict is culturally defined and can be viewed very 

differently depending on cultural background. Some cultures tend to avoid open conflict 

as it may be seen to be obstructive and could be viewed as a negative influence on the 

cohesion and progression of the group (Triandis, 1994).  

Wnedt et al. (2009) reported how perceptions of leadership also vary across cultures and 

genders. Black Minority Ethnic female students may find themselves a variance with 

taking a leadership role where there are men in the group, due to cultural norms within 

their community (Hillen, 2013; Singh, 1999). Hofstede (2001) observed that “ideas about 
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leadership reflect the dominant culture of a country. Asking people to describe the 

qualities of a good leader is in fact another way of asking them to describe their culture” 

(p.388). This was evident in the Hillen & Levy (2015) study on Black Minority Ethnic 

social work students in Scotland where they “expressed uncertainty about ways to 

question and challenge men without being seen as ‘disrespectful’” (p.8). Other literature 

from the UK on Black Minority Ethnic social work students (Hillen, 2013; Singh, 2011) 

identified the need to further examine female subordination and oppression within 

patriarchal societies and structures in the context of social work practice in order to 

address the differing cultural approaches to leadership.  

2.7.2.1 Curriculum 
As HE strategies and policies reiterate the importance of recruiting and supporting a 

diverse range of students (HEA, 2019; TUD 2021) it follows that curricula need to be 

adapted to accommodate the needs of these students, reflecting the centrality of EDI in 

HE (Darby & Dowling, 2020).  Bond (2003a) described diversifying the curriculum as 

“integrating an intercultural dimension into the course content, materials, teaching and 

assessment” (p.2) and suggested this can be achieved in a number of different ways. The 

simplest way is the ‘add-on’ approach where a reading or an assignment is added to the 

existing course content. Notably, Burnapp (2006) suggested that this approach loses the 

opportunity to have a real sense of embedded broad cultural learning. According to Bond 

(2003a) the most widely used method is infusing the curriculum with intercultural content 

and selecting relevant course materials and content while integrating students’ 

experiences into the learning activities. With this method, more preparation and 

participation of lecturers and students is required but Bond (2003a; 2003b) claims that 

this approach does not adequately address the problem. The most difficult but 

transformative method is developing an intercultural curriculum. Such a process demands 
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significant change, but if successful it can lead to a climate of respect and trust and better 

outcomes for students, staff and institutions (Bond, 2003a).  

Recent campaigns to decolonise the curriculum in the UK (NUS, 2016; Rhodes Must Fall, 

2015) have been building momentum. In Ireland, Darby’s (2020) study on belonging in 

HE recommended curriculum diversification as a key step in the EDI process. An 

example is Darby and Dowling’s (2021) recently piloted Building MultiStories project in 

TU Dublin Blanchardstown campus. Through collaboration with business students, 

academic staff and library services, culturally diverse materials, resource and assessments 

were identified and a ‘Discover diversity library collection’ was developed based on 

student recommendations.   

An inclusive curriculum is particularly important for social care students given the 

divergent nature of the work and the strong focus on EDI (Darby, 2020; Dillon, 2011; 

Tedam, 2014).  Flynn & Sweeney (2020) claimed that if social care education is to deliver 

both formal and informal curricula in a way that reflects the variety of social practice, it 

must reflect the full spectrum of cultures, traditions and systems prevailing in society and 

provide all students with a more balanced representation of society to prepare them to 

work and compete in a globalized world. 

2.7.2.2 Social care placements 
Placements are an integral component of social care programmes. For Black Minority 

Ethnic social care students to effectively engage in placements, work with clients, 

families and in community and residential settings, there is an inherent expectation that 

they will understand the political and socio-cultural contexts that these social care 

services operate within (CORU, 2016; SCI, 2014;). In the absence of research on the 

experiences of Black Minority Ethnic social care students on placement, research on the 

experiences of social work students will be used as it is of relevance to social care 
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students. Fairtlough (2014) reported that providing opportunities on placement for 

students to utilise their knowledge of languages, culture and other competencies they 

possess could enhance the experience for all stakeholders.  

Researchers (Hillen & Levy, 2015; Singh, 2018) reported that Black Minority Ethnic 

students found it more difficult to secure practice placements than their White fellow 

students Research by Wilson et al. (2009) on social work students highlighted that social 

work practice placement teams have often not been in a position to challenge possible 

discriminatory behaviour as they are tied to the “cap in hand” “grace and favour” (p.642) 

sourcing of placements and cannot risk losing a placement partner. Bartoli et al. (2008) 

also reported that Black Minority Ethnic social work students expressed concerns about 

the allocation of “poor quality” (p.81) placements due to the lower expectations by tutors.   

Adaptation stress was also an issue for some Black Minority Ethnic social work students 

on placement (Cree, 2010; Equality Challenge Unit, 2012a) and this stress was intensified 

by the experiences of overt and convert racism by service users and staff (Tedam, 2014). 

Evidence of discriminatory practice on social work placements was identified in several 

studies (Fairtlough et al. 2014; Hillen & Levy, 2015; Hussein et al., 2011). Razack (2001) 

described social work students experiences of being ignored by supervisors and staff, 

requested to do work that was considered demeaning along with more overt racist attacks 

by service users such as being called the “N” word or being told to “go home to your own 

country” (p. 224). Hillen & Levy (2015) highlighted the difficulties students encounter 

when challenging discriminatory practice on placement and the consequences of not 

addressing the issues “If you don’t say anything then you never learn, and then how on 

earth are we going to have anti-oppressive and anti-discriminatory social workers” (p.24).  

A qualitative study in the UK by Fairtlough et al. (2014) on social work students reported 

that Black Minority Ethnic students felt more scrutinised than White students whilst on 
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placement and also felt less supported when difficulties arose. As a result, Hillen (2013) 

&Thomas et al. (2011) described how students responded defensively by 

underperforming, withdrawing from tasks or they tried to become invisible. Given the 

structural and related challenges, it is perhaps not unexpected that Black Minority Ethnic 

students have slower progression rates on social work placements and failure rates are 

higher for Black African students in particularly (Bartoli et al., 2008; Bernard et al., 2011; 

Singh, 2015). 

2.8 Conclusion  

This chapter began by setting the scene, describing how globalisation and other factors 

have resulted in increased migration and global care chains worldwide. Through the lens 

of CRT, literature pertaining to the construction and interplays of capital, culture and 

identity on integration and belonging and adaptations are considered. Situating social care 

in the wider care sector provides context for the experiences of Black Minority ethnic 

social care students in Ireland. An exploration of the landscape of HE and literature on 

pedagogical approaches and perspectives offers insights into experiences of scholarship, 

placements and attainment for Black Minority Ethnic social care students. The literature 

and research provide the backdrop for subsequent chapters. 
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CHAPTER 3:  METHODOLOGY 

3.1 Introduction 

Methodological approaches to research employed in this study are outlined in this chapter 

and the rationale for the choice of investigative/analytical framework provided. It is 

presented in four sections with the first section outlining the research paradigm. 

Methodology, epistemological and ontological considerations for the study are provided 

and issues of quality criteria, voice, reflexivity and positionality explored. The second 

section of the chapter reflects on ethical considerations in the study, confidentiality, 

informed consent, prevention of harm and ethical approval. Section three of the chapter 

focuses on research methods. The participants were invited to share their experiences 

through a combination of semi structured interviews and storytelling. The researcher used 

a participatory research approach and the motivations of the researcher, key principles 

and critical issues central to this approach are discussed. Through the combination of 

CRT, participatory research and utilisation of the core principles of social care practice, 

issues of belonging, othering, power and privilege, positionality, insider-outsider 

perspectives and reflexivity are examined. The fourth section presents details on 

participant recruitment, the pilot study, collecting and transcribing of data. This section 

also demonstrates how the data were analysed by using the six stages of reflective 

thematic analysis (Braun & Clarke, 2020) and describes the role of the participatory 

advisory group in the process. The chapter concludes with the limitations of the study. 

3.1.1 Critical Race Theory (CRT) as an analytical/ investigative framework 

The previous chapter explored the core tenets of CRT and how they relate within an Irish 

context. As literature on CRT confirms that HEIs are one of the key sites of institutional 

racism and oppression (Ladson-Billing, 2013, Patton, 2015), it is imperative that this 
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study investigates and challenges racism, discrimination and colour-blindness, defined by 

DeCuir & Dixon (1999) as a mechanism that allows people to ignore racist policies that 

perpetuate social inequality. Solórzano & Yosso (2002) proposed “an approach to 

research grounded in CRT that pushes us to humanize quantitative data and to recognise 

silenced voices in qualitative data” (p.34). The challenges of terminology and language 

currently used have been highlighted in the previous chapter and Hayman (1995) claimed 

that as “race goes through relentless, deconstruction and reconstruction” (p.70) language 

itself is an “act of epistemology” (Denzin et al., 2008, p.91), therefore research on race 

and racial inequality requires a framework to underpin conceptualising, investigation and 

analysis. To address this complexity, the author engaged CRT as a framework for this 

research employing the core tenets to underpin all stages of the study. 

3.2 Research paradigm 

On reading the methodological literature, the words philosophy, approach, methodology, 

paradigm, worldview, framework and methods are used in subtly different ways. For the 

purpose of clarity in this study, the researcher will use the terms research paradigm, 

qualitative methodology, investigative framework, research approach and research 

methods. In educational research, the term paradigm is used to describe a researcher’s 

‘worldview’. Denzin & Lincoln (2000) defined paradigms as human constructions which 

deal with the basic principles indicating where the researcher is coming from so as to 

construct meaning from data. Therefore, paradigms are important because they provide a 

rationale for what should be studied, how it should be studied and how the results of the 

study should be interpreted. The paradigm defines a researcher’s philosophical 

orientation, and this has significant implications for every decision made in the research 

process including the choice of methodology and method. 
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The researcher has adapted Guba & Lincoln’s (2005) Themes of Knowledge to 

demonstrate the methodological, ontological and epistemological and perspectives for 

this study. This paradigm is further expanded in Figure 1 to describe how the basic beliefs 

in the paradigm inform the practical issues such as the aim of the study, quality criteria, 

voice, values and ethics, reflexivity and positionality of the researcher.  

Figure 1:  
Research paradigm: Themes of Knowledge: basic beliefs of inquiry. (Adapted from 
Guba & Lincoln, 2005 

 
 

3.2.1 Methodology  

Neville (2007) suggested that research explores, describes, explains and reviews existing 

knowledge, finds new information and devises alternative solutions on many different 

topics. According to Creswell (2003) and Johnson et al. (2007) there were traditionally 

two different methodologies to research, quantitative/positivistic or qualitative/ 

phenomenological. From these developed a third methodology which was a combination 
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of both and became known as mixed methods. Denscombe (1998) stated “the social 

researcher is faced with a variety of options and alternatives and has to make strategic 

decisions about which to choose” (p.3). This led the researcher to explore various 

methodologies to gain insight, explore experiences and perspectives and weigh up the 

advantages and disadvantages of each (Creswell, 2003). 

The quantitative or positivistic methodology is conventionally used in the natural sciences 

and utilises a deductive logic to confirm or deny a research hypothesis. Golafshani (2003) 

reported that “methods used in quantitative research are highly detailed and tightly 

structured. Results found are numeric and are statistically robust” (p.597). As the 

researcher was motivated to investigate the experiences of the participants and capture 

the nuances of language, emotions and perspective, it was decided that this methodology 

was not suitable.  

The mixed methods methodology described by Johnston et al. (2007) as “a synthesis that 

includes ideas from qualitative and quantitative research” (p.113), takes a ‘real’ as distinct 

from a traditional academic view of the research question. Mixed methods research 

acknowledges the importance of context and time, the temporal nature of truth, the power 

and meaning of language, the worth of numbers and the diversity of human nature. It 

places worth on shared cultural values and does not expect the researcher to stand 

detached from the research (Robson, 2002). The researcher initially considered the use of 

mixed methods however, as the target group were notably diverse and their experiences 

and communication style varied, the researcher believed that a mixed method 

methodology would not adequately facilitate the collection, analysis and discussion of the 

rich and nuanced data from the participants. 

Qualitative methodology is concerned about the lived experiences and perspectives of 

individual participants and does not seek to judge, order or attribute generalisation from 
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their accounts (Bryman, 2012; Flick, 2014; Shaw & Holland, 2014). It seeks to identify 

emergent themes; commonalities as well as differences in individual experiences. 

Creswell (2007) argued that researchers should conduct qualitative research when they 

“want to empower individuals to share their stories, hear their voices or hear silenced 

voices” (p.41). In recent times qualitative contributions to knowledge have become better 

understood and accepted (Patton, 2015). This is evident in the increasing volume of 

qualitative research literature for social work, psychology (Shaw & Gould, 2001; Rubin 

& Babbie, 2008) and in more recent times for migration studies (Zapata-Barrero & 

Everen, 2018). Research on Black Minority Ethnic people’s experiences of health 

(Moriarty, 2008), mental health services (McDaid & Kousoulis, 2022) and education 

using a range of qualitative methodologies have been published and include ethnography, 

action research, case studies and interpretive methods (Berry & Loke, 2011; Denzin & 

Lincoln, 2011; Singh, 2011).  

There are a number of advantages to adopting a qualitative methodology. Firstly, 

connections are built between research and practice (Ungar & Nichol, 2002) revealing 

the many nuanced processes related to daily living which would escape notice in a 

different research focus (Creswell, 2007). Secondly, the methodology facilitates the 

research to purposefully explore the merits of anti-discriminatory practice and the values 

of policies on inclusion, anti-oppressive practice and other related areas as outlined in the 

HEA strategy 2030 (Department of Education and Skills, 2011). Thirdly, the 

methodology allows for the experiences of seldom-heard voices to be sensitively listened 

to, probed, recorded, interpreted, understood and amplified. Mertens & Ginsberg (2008) 

argued the same parameters that underlie effective social work practice in terms of being 

able to establish rapport with clients and understand the multiple variables impacting on 

their lives further validates the use of qualitative research methods. This led the researcher 

to decide that a qualitative methodology would be the most appropriate for this study. 
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3.2.2 Ontological and epistemological considerations 

Experts (Candy, 1989; Tashakkori & Teddlie, 2003) grouped research paradigms together 

into four main categories: positivist, interpretivist, pragmatic and critical. The positivist 

paradigm is in the scientific method of investigation and relies on deductive logic, 

formulation and testing of hypotheses, mathematical equations and calculations (Comte, 

1853). The interpretivist paradigm endeavours to understand human behaviour and 

perspectives (Guba & Lincoln, 2005) through understanding and interpreting others 

‘experiences. The pragmatic paradigm was developed as a response to philosophers 

concerns about the limitations of using a single method (Patton, 1990; Tashakkori & 

Teddlie, 2003;) and advocates the use of mixed methods as a pragmatic way to understand 

human behaviour. The critical paradigm is concerned with social justice research and 

seeks to address political, social and economic issues, which lead to social oppression, 

conflict and power imbalances. Because it seeks to confront and change it is sometimes 

called the transformative paradigm.  

Influenced by the work of Guba & Lincoln (2005) and Martens (2015), the researcher 

decided that the critical paradigm was the most suitable for this research project. Kivunja 

& Kuyini (2017) attributed the following characteristics to research conducted within the 

critical paradigm and they closely align with the core tenets of CRT 

• The concern with power relationships within social structures and respect for 

cultural norms; 

• The conscious recognition of the consequences of privilege and examination of 

positionality; 

• Research as an act of construction rather than discovery; 

• Uncovering agency and voice leading to liberation and emancipation;  

• An endeavour to expose juxtapositions of politics, morality, and ethics; 

• The intentional effort of the researcher to promote human rights and increase 

social justice; 
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• To actively address issues of power, oppression and trust among research 

participants; 

• A high reliance on praxis and the utilisation of participatory research. 

The critical paradigm assumes a transactional epistemology in which the researcher 

interacts with the participants and these participatory interactions create an understanding 

of how she knows what she knows.  

Scott & Usher (2004) suggested that ontology is essential to a research paradigm because 

it helps to provide an understanding of the things that constitute the world as it is known. 

Based on the work of Guba & Lincoln (2005), the critical paradigm is grounded in an 

ontology of historical realism, especially as it relates to oppression. This ontological 

perspective acknowledges interactions of privilege and oppression that can be based on 

race, ethnicity, gender, class or ability (Bernal, 2002; Flatschart, 2017; Giroux, 1984). 

Drawing on the work of Bryman (2012), Heron & Reason (1997) and Guba & Lincoln 

(2005) the ontological position of the researcher in this study is a subjective-objective 

reality co-created by the mind and the surrounding world. The researcher’s ontology is 

rooted in participation and participative realities which recognises that human nature 

operates in a world that is based on a struggle for power (Heron & Reason, 1997). These 

assumptions are critical to understanding how the researcher orientated thinking about 

the research question, its significance, and how it might be approached so as to contribute 

to its solution. 

3.2.3 Participatory research approach  

As referred to in the previous section, the critical paradigm is appropriate to social justice 

research and advocating for the voiceless or those less powerful. The critical paradigm 

centres on empowerment and removing oppressive structures from participants (Freire, 

2000) therefore, a participatory research approach fits well within this paradigm. The 
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development of participatory research is rooted in participatory action research and the 

‘popular education’ movement associated with Paulo Freire (Minkler & Wallerstein, 

2008; Wallerstein & Duran, 2003). Participatory research places participants as joint 

contributors and investigators in a time limited research project. This approach attempts 

to validate and highlight the experiences of participants, rather than taking the traditional 

route where the researcher takes the lead and the participant is the subject. The approach 

is a collaborative, consultative process often led and advised by a group, panel or board 

of participants which are identified as ‘community members’, with ‘community’ meaning 

the target research group (Boylorn, 2008). Participatory research can be used at different 

stages of the research from problem identification, assessment of priorities to monitoring 

of progress, interpretation of data and evaluation (Vaughan & Jacques, 2020). 

Participatory research may be conducted in a variety of ways and is more commonly a 

partnership approach with community members and professional researchers (Banks & 

Armstrong, 2012). The application of participatory research is common in studies of 

minority groups and marginalised communities as it acknowledges the importance of 

engagement with community members by building trust and recognising explicitly the 

institutional power inequalities that exist (Tobias et al., 2013).  

There are many meanings that apply to participation (Institute of Development Studies, 

2020). Arnstein’s (1969) ladder of participation and White’s (1996) work on the forms 

and function of participation add to the understanding of this approach. The ladder of 

participation (Arnstein, 1969) demonstrated levels of participation, from non-

participation to tokenism to citizenship to real power. The ladder links each step to the 

level of real power that participants have over processes and outcomes. White (1996) 

suggested there are four forms of participation; nominal, instrumental, representative and 

transformative and argues that positionality influences the levels of power at each stage. 
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Hidden agendas, organic and dynamic relationships, solidarity, subjectivism all play out 

in the participative research process and have an effect on the power balance throughout 

the participative experiences (Institute of Development Studies, 2020). Literature 

confirms that when participatory research is employed in a meaningful and respectful 

manner, the results can be transformative (Arnstein, 1969; Banks & Armstrong, 2012; 

Boylorn, 2008; White, 1996) 

For this study, the researcher worked in partnership with a number of Black Minority 

Ethnic social care students who advised the project from inception. This participatory 

advisory group consisted of past students of the researcher and recent social care 

graduates who had expressed an interest in advocating for Black Minority ethnic students. 

The members of the participatory advisory group were all women and mothers and these 

were significant factors in developing relationships and connections as there was a 

commonality in shared experiences. This group shaped the research through dialogue, 

shared conversation and experiences while offering a critique to the researchers’ position 

of White privilege (Chambers, 2009; Kemmis & McTaggart, 2005). A working 

agreement was developed, and this set the parameters for the participatory advisory 

group. (Appendix B: Participatory advisory group working agreement). To ensure that 

the participants had ‘real’ power (Arnstein, 1969) in the process, the researcher 

encouraged the participatory advisory group to inform and advise each stage of the 

research from the initial design of the study to the interpretation and the dissemination of 

the data. The advisory group engaged with the researcher, checking validity in terms of 

terminology, highlighting key and current issues, reading and interpreting the data and 

discussing and advising on how best to disseminate the data to have maximum impact 

(Bell, 1992; Heron, 1996;).  
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3.2.4 Paradigm position on practical issues 

The inquiry paradigm as presented in Figure 1: Research paradigm: Themes of 

Knowledge: basic beliefs of inquiry offer a rationale for the basic ontological, 

epistemological and methodological perspectives that informed this research. This 

provided a basis for which Figure 2 outlines the practical issues of the research aim, the 

nature and accumulation of knowledge, the quality criteria, values and ethics and the 

researcher position within the study. The paradigm poses questions as to who narrates the 

research, what skills does the researcher have to conduct the inquiry and how power is 

addressed in the study.  

Figure 2:  
Themes of Knowledge: paradigm positions on selected practical issues 
(Adapted from Guba & Lincoln, 2005). 

 
 

3.2.4.1 Research question 
The first practical issue is the research question and at this point it is useful to refocus on 

the aims of the study that were presented in the introduction chapter. The research 

Aim 

Quality 
criteria

Voice

Reflexivity

Positionality 

Values and ethics



 86 

question seeks to explore the experiences of Black Minority Ethnic social care students 

in Ireland, enquire about what has shaped their journey to HE and social care and examine 

the impact this has had on their lives. The aims of the study are: 

• To investigate the experiences of Black Minority Ethnic social care students in 

Ireland and gain understanding of their perspectives on migration, living, working 

and studying in Ireland. 

• To create a space where these experiences can be voiced, heard, discussed, 

analysed understood and reflected upon.  

• To ensure that the experiences of Black Minority Ethnic social care students are 

represented and their voices amplified in the discourse of HE and social care. 

• To advance lessons learned for HE and social care through engaging a 

participatory approach and developing a set of actions resulting from the research.  

 

3.2.4.2 Quality criteria 
How researchers judge the quality of their enquiry is based on credibility, transferability, 

dependability and confirmability of the data (Guba & Lincoln, 2005). One of the benefits 

of participatory research is the opportunity for participants to transition from a passive 

role of being asked questions and observed, to a more active emancipatory role of asking 

questions and offering feedback. This accordingly places the researcher in the role of the 

student. This approach created additional opportunities to learn from and engage with 

participants and in this study enabled the privileged position of the researcher as a White 

lecturer to be challenged. Through critical probing by the participatory advisory group, 

the researcher engaged in reflection and introspection unearthing previous 

unacknowledged and unearned privileges. This process offered opportunities to 

interrogate objectivity, subjectivity and the relationship to each other which gave depth 

to the study ensuring that the data was dependable and credible. This resulted in increased 

trustworthy and authentic findings and provided a catalyst for action for the researcher 

(Guba & Lincoln, 2005). 
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3.2.4.3 Voice  
Participatory research situates the participants as joint contributors, and this positioning 

can validate the experiences of participants making them central to the research process 

(Boylorn, 2008). It promotes participant involvement offering an ‘insider’ perspective to 

the process, from design, to interpretation to dissemination. The participants voiced their 

opinion in response to the research, thereby representing their community. Participants 

engaged in dialogue and offered feedback which added validity and credibility to the 

research. Participants as co-researchers also provided access to other insiders and 

encouraged others to join the conversation (Banks & Armstrong, 2012; Cullen & Walsh, 

2020). They offered counter stories or alternatives to theories presented that challenged 

the positionality of the researcher. Joseph (2020) highlighted the importance and value of 

counter stories and composite storytelling and crucial role these play in challenging the 

narrative ambivalence about race and racism in research. 

In this study, the participants own words gave an authentic voice and the researcher 

attributed values and significance to the participants’ stories and experiences which 

enabled trust and respect to develop between researcher and participant. By having multi-

voicing reflexive practices, it decentred the researcher as the authoritative figure by 

opening up data, giving the participants a more active role in interpreting meaning 

(Alversson et al. 2008). Williams (2010) suggested arranging an extended engagement 

period to the participatory research process by asking participants to comment on data 

interpretations and this approach was adopted in this study. Pillow (2003) contested the 

idea of giving voice and power over to participants as it risks data being unduly influenced 

and suggests that it may skew or contaminate the research findings. The researcher was 

aware of this risk and mediated it through discussion and interrogation with the advisory 

group. 
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3.2.4.4 Reflexivity 
The importance of considering positionality and power imbalances that exist in the 

research process is well documented (Bourke, 2014; Freire & Ramos, 1970; Raheim et 

al., 2016). Reflexivity as a process is introspection on the role of subjectivity in the 

research process and at its core is “to make the relationship between and the influence of 

the researcher and the participants explicit” (Jootun et al., 2009. p.45). Reflexivity allows 

the researcher to focus on the contribution to the construction of meaning and of the lived 

experiences of others through the process of research (Delgado-Gaitan, 2003, Denzin & 

Lincoln, 2011, Pillow, 2003, Reay, 2007). The concept of reflexivity challenges the 

assumption that there can be a “privileged position where the researcher can study social 

reality objectively, that is, independently from it through value-free inquiry” (Plaganas et 

al., 2017, p. 432). Reay (2007) argued that reflexivity is “about giving as full and honest 

account of the research process as possible, in particular explicating the position of the 

researcher in relation to the research” (p.611). Fieldwork is deeply personal, and the 

researchers’ position play a fundamental role in the research process, from motivations, 

research design, data collection and interpretation to how findings are presented and 

disseminated (Plaganas et al., 2017).  

Discourses on reflexivity highlight the importance and significance of reflexivity in 

feminist research (Hesse-Bieber & Piatelli, 2007; Pillow, 2003). Critical race theory 

(Bell, 1970; Delgado, 1998) participatory research (Bell et.al, 2004; Bergold & Thomas, 

2012; Kemmis & Mc Taggart, 2005) and intersectionality (Crenshaw, 1991) are heavily 

influenced by feminist theory and methodology (Lather, 1991; Roberts, 1981). Jootun et 

al. (2009) suggested that where the researcher identifies with research participants, they 

must tune into how their values, beliefs and perceptions shape the research process on an 

ongoing basis. This identification can sometimes develop into a ‘merger’ which offers 

opportunities to raise new questions, engage in deeper dialogue and develop different 
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types of relationships and reciprocity (Chaudry, 2000; Delgado-Gaitan, 2003; Denzin & 

Lincoln, 2011; Hesse-Bieber & Piatelli, 2007).  

3.2.4.5 Positionality 
One of the basic elements of reflexivity is positionality and some authors view 

“positionality as a research tool” (Jacobson & Mustafa, 2019, p.2). Anthropological 

literature characterises the researcher/researched relationship in many ways; the observed 

and the observer, the native and the coloniser, the endogenous and exogenous (Råheim et 

al, 2016). The stance of the researcher can be difficult to determine as it is constantly 

evolving and changing, influenced by many variables such as the interaction with third 

parties, changing perspectives, new knowledge and time (Hertz, 1997). The impetus to 

study an area can be motivated by many factors and choosing a research area that the 

researcher has connection to and familiarity with is common (Vaughn & Jacquez, 2020; 

Zuber- Skerrit & Perry, 2002) so understanding the motivations and positioning of the 

researcher is critical.  

The complexity involved in attending to positionality required the researcher to unfold 

the intangible nature of her constantly changing social identities and this challenged her 

understanding and knowledge (Day, 2012, Jacobson & Mustafa, 2019). Some of the 

questions that emerged for me as the researcher in the study were.   

• What role does positionality, identity and power play in the process of knowledge 

production? (Day, 2012) 

• What is my power relationship with the people I am researching? (Cousin, 2010) 

• Am I researching with or on people? (Cousin, 2010) 

• How does the relationship between me as the researcher and participants influence 

the research? (Orr & Bennett, 2009) 

Traditional research methods have considered the inclusion of the researchers own 

experiences to be too subjective, but Delong et al. (2005) argued that the embodied 
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knowledge of the researcher is highly significant in how they approach the research. By 

acknowledging and in fact placing ‘I’ at the centre of the study encourages a culture of 

enquiry (Alder-Collins, 2008; Pugh, 2007; Whitehead, 1989; 2008). Peshkin (1988) 

suggested that we bring “all of ourselves - our full complement of subjective ‘I’s to each 

research site and our subjective self which underpins our narrative voice” (p.18). 

Acknowledging this, the researcher engaged in reflective writing, using the ‘I’ 

perspective and this proved to be invaluable in terms of assessing positionality, 

unconscious bias, hidden racism, power and control.  

Building a culture of enquiry, reflection and scholarship requires empathy and the ability 

to understand others’ perspectives in order to address the imbalance of power (Delong et 

al. 2005; McCain & Mustard, 1999). Participatory research is often strengthened by 

relationship-based practices and can sometimes be associated with prolonged engagement 

in the field, which results in relationships and friendships growing and developing 

(Råheim et al., 2016). While relationships may flourish as participants identify the 

researcher as an ally or advocate, the researcher may be required to engage with 

participants that hold opposing views and maintain respect while keeping distance and 

holding boundaries while still allowing the dissenting voice to be heard. In this study, the 

participatory research approach allowed for these unconscious viewpoints to be 

unearthed, challenged and discussed within the space of the participatory advisory group 

and this created more transparency, credibility and validity in the research process. 

However, it did also require managing personal boundaries and understanding the 

limitations of the group members.  

To understand and address the issues of identification and positionality, the researcher 

completed a social identity map developed by Jacobson & Mustafa (2019) (Appendix C: 

Social Identity map). This mapping revealed the significance of the researcher’s 
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identification through gender and motherhood with the participants and offered an 

understanding of the unconscious empathic feelings that assisted the researcher to engage 

and connect with participants (Jankowiak-Siuda et al., 2011). The mapping also provided 

an opportunity to assess the positioning of the researcher as a lecturer of social care 

students in tandem with the role of a researcher.  Nielsen (2013) recognised how role 

duality can prove awkward and difficult. Young (2005) referred to a deconstruction of 

identity between lecturer and student where students may perceive the lecturer is inferior 

as they are still studying, or alternatively, view them as an equal as a fellow student. The 

advantages of this may be that students may be more empathic and committed to the 

research. However, the disadvantages could be that the research findings may impact 

negatively on the participants and the researcher may be perceived as spying, breaking 

peer norms or not being supportive (Holmes & Darwin, 2020). In this study, the 

positioning of the researcher shifted and changed over the course of the study. Some of 

the participatory advisors subsequently enrolled on master’s programmes in other 

colleges so they were also students during the period of the study, and this became an 

additional commonality and connector between them and the researcher.  

The issue of researcher membership of the group being studied is relevant to all 

approaches of qualitative methodology as the researcher plays such a direct role in 

shaping all phases of the study. Whether the researcher is an insider, sharing the 

characteristics and experiences of participants, or an outsider to the commonality shared 

by participants, the membership status in relation to those participating in the research is 

an important factor of the research project. Some authors (Dwyer & Buckle 2009; Fay, 

1996) suggested that the researcher does not have to be a member of the group being 

studied to appreciate and adequately represent the experience of the participants. Instead, 

Dwyer & Buckle (2009) hypothesized that the “core ingredient is not insider or outsider 

status but an ability to be open, authentic, honest, deeply interested in the experience of 
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one's research participants and committed to accurately and adequately representing their 

experience” (p, 59).  

As a White female university lecturer researching experiences of Black Minority Ethnic 

students, the researcher can only strive to be an empathic outsider with insights drawn 

from personal and professional observations, research and experiences of social care 

practice and education. While the outsider position can create a type of ‘pedagogical 

chaos’ (Hocking, Haskell & Linds, 2001) it may address preconceptions or 

preunderstandings. Hall (1992) suggested that “identities are the names we give to the 

different ways we are positioned by and position ourselves within” (p. 223). As a result 

of discussion, reading and reflection and over the long period of the study the researchers’ 

standpoint or position was to be “with” the participants.  

3.3 Research Methods 

Research methods are tools used in carrying out research (Charmaz, 2014) and certain 

methods suit particular approaches with interviews and focus groups normally associated 

with the qualitative approach methods. These methods are used to gather focused, 

qualitative and textual data (Bernard, 2000). Semi-structured interviews are utilized 

extensively as a research tool usually with an individual or sometimes with a group. Semi- 

structured interviews are useful for clarifying the research domain and can uncover rich 

descriptive data on the personal experience of participants (DeJonckheere & Vaughn, 

2019). Storytelling and counter storytelling are also used as methods and analytical tools 

to assist in understanding discourse on racism and the intersectionality. Storytelling as a 

method is a core principle of CRT and Solórzano & Yosso (2002) proposed that the use 

of stories is a “tool for exposing, analysing and challenging the majoritarian stories of 

racial privilege” (p.32). The design of the schedule was also informed by the participatory 

advisory group and the researcher’s professional skills and experience in social care.  

https://journals.sagepub.com/doi/10.1177/160940690900800105
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3.3.1  Semi- structured interviews 

In this study the researcher used an adaptation of semi-structured interviews, 

incorporating storytelling, as a means of exploring the perspectives and experiences of 

Black Minority Ethnic social care students. Using semi-structured interviews aligned with 

the aims of the study and encouraged participants to share stories and experiences which 

go beyond what standardized interviews permit (May, 2001; Shaw & Gould, 2001; Rubin 

and Babbie, 2008). Furthermore, this method enabled the researcher to follow up on any 

points that participants made and explore with them their particular views and experiences 

(Bryman, 2012). This provided a flexibility to deviate towards areas that participants 

considered relevant to the broader subjects under discussion (Robson, 2002). It also 

allowed for cultural differences and communication difficulties to be explored and 

clarified and the researcher reworded the question or requested that a phrase or word be 

repeated for better comprehension.   

In this study, in-person interviews took place between September 2019 and March 2020 

and 15 participants were interviewed in person. Due to COVID -19 the final six of the 

participants agreed to be interviewed online through Teams and Zoom between March 

and July 2020. Semi-structured interviews employ a mix of closed and open-ended 

questions, often accompanied by follow-up ‘why’ or ‘how’ questions. The discourse can 

move around the topics on the schedule rather than adhering to set questions as in a 

standardized survey and may delve into unforeseen issues and topics (Clough and 

Nutbrown, 2012). Asking in-depth questions and enquiring about the independent 

thoughts of each individual through probing, open-ended questions on topics that 

participants might not be willing to share in a group setting, gives an extra layer of depth 

and richness to the study (Creswell, 2003). In order to keep it focused and minimize 

fatigue for both interviewer and participant Adams (2015) recommended that it should be 

kept to about an hour in length Semi-structured interviews facilitated the researcher to 
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follow the lead of the participant thereby enabling the participant to share what they felt 

was important to them.  This created a space for new ideas, concepts and views to be 

discussed, heard and understood and provided an opportunity for the researcher to probe 

further which enabled enhanced contextualising and interpreting of the information 

gathered.  

3.3.2 Storytelling 

Critical race scholars have established the use of narrative and storytelling as essential to 

“connecting the voice of victims of racism with the documenting of institutional, overt 

and covert, racism” (Hughes & Giles, 2010, p.41). Critical race theorists suggest that the 

method of storytelling can be used to “analyse the myths, presuppositions and received 

wisdoms that make up the common culture about race and that invariable render blacks 

and other minorities as one-down” (Delgado, 1995, p.xiv). Stories, storytelling and 

narratives are deemed important among CRT scholars as they add the contextual contours 

to the seeming neutral or positivist perspective (Bell, 2004b; Delgado, 1995; King-

Dejardin, 2019; Matsuda et al., 1993; Williams, 1996). The use of narratives or “naming 

your reality” (Ladson-Billings, 1998, p.13) is a way that CRT links experiential 

knowledge with structural racism. Delgado (1989) proposed that much of reality is 

socially constructed so stories provide members of outgroups a vehicle for psychological 

preservation. Ladson-Billings (1998) suggested that the exchange of stories from teller to 

listener can help overcome ethnocentrism and challenge the tendency to view the world 

in one way.  

Ladson-Billings (1998) further explained the importance of counter-story telling by 

highlighting that “oppression is rationalised, causing little self-examination by the 

oppressor” (p.14). By hearing, recording, analysing and discussing the experiences 

shared, the counter-stories of the participants can assist in challenging the “contentment 
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that may go along with such privilege and confront the overriding discourses that serve 

to repress communities at the social margins” (Graham et al, 2011 p.90). Research and 

pedagogical strategies that attempt to highlight the salience of race in all our lives are 

sometimes dismissed and discounted as subjective with individual stories and experiences 

often overlooked (Solórzano & Yosso, 2002). Using counter-storytelling to challenge the 

status quo provides a way to oppose the normative voice (Tisdell, 2001). 

There has been some criticism of using storytelling as a method and Ladson-Billing 

(2005) urged caution in the use of uncritical narrative or storytelling: 

I sometimes worry that scholars who are attracted to CRT focus on storytelling to 

the exclusion of the central ideas such stories purport to illustrate. Thus, I clamour 

[sic] for richer, more detailed stories that place our stories in more robust and 

powerful contexts” (p. 117).  

Darder and Torres (2004) wrote about CRT being “elevated to a theoretical construct 

despite the fact that the concept of race itself has remained un-theorized” (p.99). This 

criticism has been contested by Parker & Lynn (2002) who suggested that storytelling 

methods “uncover, challenge, and expose the historical, ideological, psychological, and 

social contexts in which racism has been declared virtually eradicated” (p.10). The use of 

reflection, reflexivity and journaling provided a critical analysis of how the researcher 

processed, conceptualised and analysed the stories. These tools help challenge her 

embedded position within HE structures, ensuring that CRT was used to expose her White 

privilege as a White academic. 

3.3.3 Combining semi-structured interviews with storytelling  

The design of the interview schedule was based on the aims of the study, underpinned by 

key concepts in the literature review and reviewed by the advisory panel. The questions 
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were informed by the core tenets of CRT which provided a framework to guide the 

collection of the data (Appendix F: Interview schedule). After consultation with the 

participatory advisory group, a key recommendation was to design the interview schedule 

that would support the participants’ style of communication and engagement. The semi-

structured interview schedule provided a structure for the study however, the interview 

questions were constructed in an open-ended manner to facilitate the participants to 

interpret the question and share their stories and experiences accordingly. The researcher 

determined that through combining the method of semi structured interviews and 

storytelling, a hybrid adaptation was most appropriate. This adaptation reduced the 

number of questions and allowed for more opportunities for participants to share 

experiences and tell their story. The researcher engaged in circular questioning, which is 

a tool commonly used in social care practice to generate multiple explanations and stories 

from clients (Evans & Whitcombe, 2016). This tool can also be used as means to stimulate 

the curiosity of the researcher while avoiding temptation to seek a one definitive 

explanation. The researcher decided that this hybrid approach would need to be supported 

with questions which captured basic demographic information. This data provided 

contextual data on the individual student’s migration, family, cultural, linguistic and 

educational status and experiences before entering higher education, thus facilitating a 

deeper understanding of their stories  

3.4 Values and ethics 

According to Shaw (2008) an ethical approach should inform each stage of the research 

process from the design of questions to the dissemination of data. Seale et al. (2004) 

recommended that the researcher pursues ethical practice towards all parties directly or 

indirectly involved in the research process and this was a guiding principle throughout 

the study. Guillemin and Gillam (2004) distinguished two different dimensions of ethics 
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in research which they described as procedural ethics and ethics in practice. Procedural 

ethics ensure that an appropriate ethical framework is in place and this confirms that the 

researcher has primary responsibility for validity of the data and the protection of the 

participants (Shaw & Holland, 2014). Ethics in practice refers to issues of relationships, 

consent, confidentiality, supports available and access to the study findings.  

Ethical approval was sought early in the study and, prior to obtaining approval, the 

Technological University Dublin research ethics committee identified some issues that 

needed further clarification. These included issues regarding eligibility criteria, storage 

of participants’ data and the need for a protocol if consent was withdrawn post-interview. 

The researcher refined the eligibility criteria and included the option to self-identify with 

the term Black Minority Ethnic as it was acknowledged by the researcher that there are 

significant challenges in categorizing people by colour, race or ethnicity. The research 

protocol was amended to clarify that if a participant withdrew up to the point of data 

analysis, their data would not be used. Clarification was also given as to how collected 

data would be transcribed by the researcher and securely stored. 

Reflexivity and direction from the participatory advisory group was particularly 

important in identifying possible ethical dilemmas that could occur when interviewing 

participants. The ethics of inviting participants to partake in research that is currently the 

focus of national and global political unease was also considered.  The researcher was 

also aware that asking students to discuss their experiences in relation to racism and 

discrimination might create awkwardness and possible vulnerability especially as many 

students would continue to be studying in the particular college after the interview. The 

researcher was also concerned that the study could exacerbate the participants’ situation 

of risk (Brinkmann, 2007; Finch, 1986; Walsham, 2007) or could prove discriminatory 

or racist (Bhopal, 1997). At the start of each interview, the researcher explained the aims 
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of the study, the justification of the terms and language use and also referred to the 

information sheet (Appendix D: Information sheet), consent form (Appendix E: Consent 

Form) and ethical approval from the college. As a result of probing and critical discourse 

with the participatory advisory group, the researcher endeavoured to adopt a cultural 

humility approach to the interviews (Yeager & Bauer, 2013). Cultural humility is a 

lifelong process of self-reflection and self-critique whereby the individual not only learns 

about another’s culture, but one starts with an examination of one’s own beliefs and 

cultural identities (Tervalon & Murray-Garcia, 1998). The researcher attempted to 

demonstrated cultural humility in the interviews by explaining their positionality and 

inviting the participants to offer guidance in relation to language, terminology that they 

deemed appropriate and non-discriminatory and to acknowledge their expertise on their 

own lived experiences.  

3.4.1 Ethical considerations in participatory research 

Participatory research poses several ethical challenges (Wilson et al. 2009) which can at 

times conflict with traditional ethical approaches characteristically adopted by research 

ethics committees particularly within healthcare research (Beauchamp & Childress 2001). 

Conducting research with, rather than on, participants problematises traditional ethics 

requirements of informed consent, anonymity and confidentiality. Furthermore, new 

ethical problems emerge from everyday practice where interactions and relationships can 

determine the course of the study. The Centre for Social Justice and Community Action 

in Durham University (2012) produced a guide to ethical principles when conducting 

participatory research and the seven key principles were adopted by the participatory 

advisory group: 

• Mutual respect developed by listening to others and accepting diverse 

perspectives. 

https://www.ncbi.nlm.nih.gov/pmc/articles/PMC3834043/#R31
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• Equality and inclusion; encouraging and enabling engagement from a range of 

backgrounds and inclusion of people whose voice is not heard, who face 

discrimination and oppressive attitudes and actions.  

• Democratic participation, whereby the contributions by all are meaningful and 

commitment to acknowledging and discussing issues of power and status.  

• Active learning and engaging in a collaborative process of sharing this learning.  

• Making a difference by promoting research that creates a positive change for 

communities and building the goal of positive change into each stage of the 

research.  

• Collective action: Agreeing visions and goals while recognising and working with 

conflicting rights and interests. 

• Personal integrity is a key principle with researchers and participants behaving in 

an honest and reliable manner. Ensuring accuracy in research methodology and 

honest analysis in reporting the findings is fundamental. 

As discussed in the previous section, participatory research usually involves researcher-

participants’ relationships. Pre-existing relationships are usually subject to ethical review 

processes and research involving students, clients, family members or friends requires 

close scrutiny. Strategies can be put in place to counteract relationship based ethical 

issues, however relationships that develop over the course of a research project are less 

predictable. Ethical approval is often granted early in the research process and ethics 

boards tend to provide limited guidance associated with emerging relationships (The 

Centre for Social Justice and Community Action in Durham University, 2012).  

Ethical concerns of researchers and participants’ friendliness being interpreted as 

personal friendship have been identified in some studies (Mannay 2015; Wilson et al, 

2009). Researchers who ascribe to a relational ethic endeavour for collaborative, 

reciprocal, trusting, friendly and connected relationships with participants and this 

expressly requires them to engage with reflection, self-awareness, reflexivity and 

interactivity throughout the research process. Self-disclosure is common and shared 
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intimacies can sometimes lead to close relationships that last beyond the lifetime of the 

research (McDonald, 2003). Therefore, negotiating exits from the research field and 

balancing the roles for all involved can also prove challenging (Banks & Armstrong, 

2012; Cullen & Walsh, 2020). 

In this study, the participatory advisory group worked together over a span of 6 years. 

There were many changes in that period, including COVID-19, that impacted on how the 

group operated, communicated and engaged. The informal interactions, shared intimacies 

and commonality of motherhood, student life and shared work interests sustained the 

relationships throughout that time. Agreeing terms of reference and ethical principles as 

already in this chapter outlined ensured that boundaries were managed appropriately.  

3.4.2 Confidentiality 

Confidentiality in reporting the research was assured to all participants. The research 

ethics application to the TU Dublin ethics committee acknowledged that there are ethical 

and legal limits to confidentiality such as safeguarding which were explained both 

verbally and in writing to all participants. Participants were advised of this when informed 

consent was sought to take part in the research and reassurance was provided during and 

after the interview. No issue arose in terms of breaches of confidentiality in the study. 

(Appendix E: Consent Form). 

3.4.3 Anonymity 

Hewitt (2007) suggested that research participants are particularly vulnerable to 

identification in qualitative studies. Parker et al. (2007) argued that research can never be 

confidential because the intention of research is to make discoveries which are then 

presented to others. Time was spent reflecting on this point, as the researcher was aware 

that the participants belong to a minority group in Ireland, itself a small country. 
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Additionally, as participants were all studying social care, they could possibly be 

identified if the location of the colleges were named.  

Anonymity of respondents was achieved by changing participants’ names and each was 

given an alias. The location of the college attended and where the interview was held was 

also given a pseudo name. One of the responsibilities of the researcher is to ensure that 

data are not available to any unauthorised persons. This necessitated safe data storage and 

the removal of identifying information from the data (Flick, 2014). Interviews were stored 

electronically on the researcher’s laptop which was encrypted. Recordings on Teams and 

Zoom were also stored securely. All transcripts were anonymised, and each interview was 

assigned a unique personal code. Typed transcripts were stored in a locked drawer in the 

researcher’s study and the researcher was the only person with access to this filing 

cabinet. 

3.4.4 Prevention of harm  

Prevention of harm to respondents was an ongoing consideration throughout the study. 

Consideration of language and terminology, theoretical framework, methodology, sample 

recruitment, dissemination of the findings, discussion and recommendations were all 

taken into consideration when attempting to reduce any potential harm to the participants. 

The researcher was particularly cognisant of ensuring that the study would not have a 

negative impact but would result in a neutral or positive outcome for research participants 

(Bogolub, 2010).  

The researcher was aware that exploring participant’s professional and personal 

experiences could be an emotive and possibly re-traumatising for some and therefore 

reflected on appropriate responses if this occurred. By adopting a trauma informed 

approach (SAMHSA, 2012), the researcher encouraged participants to seek support and 

help from student services if they felt triggered by any of the issues that arose. However, 
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there is no guarantee that participants will realise before an interview begins what they 

might reveal (Lee, 1993), therefore the researcher was prepared for the ‘ethically 

important moments’ (Ellis, 2007, p.22) which are the unexpected and unpredictable 

situations that can arise in the data collection in this field. Information on student services 

within the particular college including counselling and health services were gathered by 

the researcher before the interview and signposted to participants. Participants were 

encouraged to contact the researcher if any assistance was required after the interview 

and the researcher contacted each participant after the interview to thank and check in 

with them.  

3.5 Research study 

The research process had a number of phases including planning and consultation, 

recruitment, piloting, sampling, data collection, data transcription, data analysis and 

dissemination.  

3.5.1 The research cohort and sampling 

Sampling is an important component of research design (Robson, 2002) and in relation 

to the validation of a research study, the sample design has to be coherent, achievable and 

appropriate to the research aim (Robinson, 2014). The aim of sampling was to target 

Black Minority Ethnic social care students in HE across Ireland so as to provide 

representation of urban and rural based students, colleges that had higher and lower 

numbers of Black Minority Ethnic students enrolled and that offer fulltime and part-time 

social care programmes.  

Identifying and sourcing participants was complex and challenging. The literature and 

advisory group established that terminology, categorisation and identification were value-

laden and contextualized (Darby, 2020; Ladson-Billing, 2000). It was therefore important 
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that the participants were able to self-identify with the eligibility criteria of Black 

Minority Ethnic social care students in HE in Ireland. The criteria stipulated that the 

participants had at least one year completed in HE. This ensured that they had experience 

of HE and could relate their experiences. The eligibility criteria also included recent 

graduates who had completed their studies in the year of the data collection as they were 

able to offer insights into the complete college experience including attainment and 

progression (Appendix G: Eligibility criteria). None of the participants were students of 

the researcher at the time of the study. 

3.5.2 Recruitment process  

Recruitment of potential participants is a central issue in research and is an early factor 

that must be decided on when researching (Bryman, 2012). Due to lack of data on the 

numbers of Black Minority Ethnic students enrolled in social care programmes in Ireland, 

it was not possible to ascertain the size of the target population group. The researcher 

endeavoured to recruit participants from all HEIs in Ireland to ensure that there was a 

broad representation and included students in urban and rural areas. Access to students 

was sought through word of mouth and through contacts with lecturers within the Irish 

Association of Social Care Educators (IASCE). The recruitment process proved to be 

more challenging than anticipated. The first formal effort to create an awareness of the 

study was at the Social Care Ireland conference 2017 where the researcher met with 

lecturers from the different colleges offering social care programmes. The researcher also 

met with a number of Black Minority Ethnic students and recent graduates at the 

conference. Subsequently, and after ethical approval was granted, an email was sent to 

the IASCE members asking them to circulate the information sheet to the social care 

students in their colleges. The email provided an overview of the study and invited social 

care students that identified as Black Minority Ethnic to participate (Appendix D: 

Information sheet). However, only two responses were received from this approach.  
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The researcher then approached a number of lecturers that were known to her, had 

expressed an interest in this area and who were aware of the researcher’s work and 

professional standing. These lecturers were asked to circulate the information on the study 

to students that they felt might identify with meeting the eligibility criteria (Appendix G: 

Eligibility Criteria). The particulars of the study were outlined in the information sheet 

provided (Appendix D: Information sheet). This approach to recruitment was more 

successful and resulted in 15 students consenting to partake in the study. Arising from 

this approach, the lecturers and academic staff became, in effect the gatekeepers to the 

participants. There is some commentary in the literature on the value of gatekeepers. 

Singh (2018) and Clark (2011) considered that they provide an efficient and pragmatic 

medium for access between researchers and participants, however, others (Singh & 

Wassenaar, 2016) highlighted the possibility of participants feeling compelled to 

participate when they have an association with the gatekeeper. The participants did not 

state that this as an issue in this study and reported that gatekeeper’s positive 

recommendation for the researcher created a level of trust (Rubin & Rubin, 2012) that 

would have been difficult to establish without their backing. 

The recruitment of the final four students was as a result of the snowball sampling method 

(Parker et al. 2019) whereby existing participants recommended other students that they 

knew. These students contacted the researcher and once it was deemed that they met the 

eligibility criteria and consented to the study, they became participants. Due to lack of 

data on Black Minority Ethnic students in Ireland, the target group was not quantifiable, 

therefore it was difficult to identify saturation point. Guest et al. (2020) suggest that 

saturation point is typically determined by the judgment and expertise of the researcher 

using base size, run length and new information as key principles. The researcher, in 

collaboration with the advisory group and supervisor decided that saturation point was 

reached when new themes, ideas, opinions and patterns were no longer evident in the 
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participants’ stories. The total number of participants for the study was 21 Black Minority 

Ethnic social care students from five Institutes of Technology/Technological Universities. 

While the eligibility criteria did not stipulate gender, all the participants recruited were 

female and this reflected the female domination of the profession and the anecdotal 

reports of low numbers of Black Minority Ethnic male social care students in Ireland.  

3.5.3 Informed Consent 

The researcher ensured the study information sheet (Appendix D: Information sheet) 

provided to each participant had sufficient details to enable participants to make an 

informed decision on participation and the giving of consent (Appendix E: Consent form). 

This included information on how long the interviews would be, the nature of the study, 

what the data would be used for, confidentiality and data storage. Prior to the interviews, 

in the arranging of dates and locations, participants were informed that they could 

withdraw from the study up to the point of data analysis and the interview schedule was 

made available to them in advance. This was important because participants initially 

might not know what they could possibly reveal during the interview and accordingly 

have a right to know what they will be asked. It was also important for participants 

regarding language competency to have time to reflect on their experiences before the 

interview. Prior to the interview all participants read and signed the consent form. Where 

the interview was virtual, participants gave verbal consent which was recorded. The 

researcher requested permission to use a Dictaphone to record the interview and also 

invited participants to express any concern or issue they had with the interview questions 

(Tanggard, 2008). Before commencing, the researcher reminded participants again that 

they did not have to answer any of the questions if they did not want to do so.  
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3.5.4 Pilot Study 

The researcher conducted a small pilot study with three Black Minority Ethnic students 

in their final year of study in social care. to ensure that the terminology was appropriate, 

interview questions were relevant and the sequencing and layout were suitable. Bryman 

(2012) reported that the aim of piloting is “to ensure that the research instrument as a 

whole function well” (p.159). The participants in the pilot were previously students of the 

researcher and had heretofore expressed an interest in discussing the subject and were 

eager to participate in the study. The researcher was cognisant of the fact that sampling 

and interviewing are inextricably linked (Robinson, 2014) in that if participants are to 

engage in a referring process, they have had to feel positive and interested in the study. 

A number of key learning points emerged from the pilot study. The language and 

terminology were contentious, in particular the term migrant. While all three participants 

in the pilot study identified as migrants, they found the term derogatory. One participant 

stated, “You can call me a migrant, but don’t dare call my children that”. The research 

title was considered, further reviewed and revised and the term Black Ethnic Minority 

was chosen to best represent this group. 

Another insight from the pilot was the researcher’s ability to comprehend and understand 

cultural nuances, dialects and pronunciations. The researcher sought advice from staff at 

AkiDwA, a national network of migrant women living in Ireland and attended a number 

of events and training in cultural competence to learn more about how best to approach 

the research with this group. The researcher also attended a number of educational and 

cultural social events organised by the Migrants Rights Centre, The Refugee Council, 

NASC (Migrant and Refugee Rights Centre, Cork) and the UNHCR (The UN Refugee 

Agency) to improve knowledge, develop a sense of cultural awareness and improve 

comprehension of different dialects, accents, behaviours and cultural nuances. 
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The results from the pilot study also provided evidence of the necessity for the researcher 

to take notes so as to keep track of the more nuanced communication such as levels of 

eye contact, nonverbal cues and nodding in agreement that were not captured in the 

recording. The researcher’s limitations and unconscious approach as an interviewer were 

revealed in the pilot study and the need to practice active listening and focus attention on 

what was said by the participants rather than moving on to the next question was 

highlighted. As the participants answered open ended questions in an indirect and 

roundabout manner, the pilot study highlighted the significant cultural differences in 

communication and especially how direct questions are managed (Hillen, 2013). The pilot 

study discovered that previous experience of interviews for the participants related to 

emotionally charged decisions such as migration, residency status and resource 

allocation. The word interview had negative connotations, had implied power imbalances 

and created vulnerability for these students. The researcher learned to use less emotionally 

charged words to describe the data collection such as a meeting or a chat to negate this 

factor.  

The pilot study highlighted a number of gaps in the interview schedule and advocated a 

number of additions and adaptations. Questions about representation in the class by the 

elected class representative and also about complaint mechanisms within the college were 

added. The pilot study also recommended that participants should be informed of research 

in other countries on access, progression and attainment and experiences of social care 

students on placement during the interview so that they could relate this to their own 

experiences in Ireland. These topics were built into a number of the interview questions 

and added to opportunities for participants to tell their experiences through storytelling. 

The data collected in the pilot interviews were not used in the study and did not contribute 

to the findings.  
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3.5.5 Data Collection 

The data collection phase commenced once ethical approval was sanctioned and the 

recommendations offered by the pilot study were addressed. Building rapport and getting 

to know the participants occurred through organising interviews, conversations 

explaining the study and introductions. This reduced formality, assisted in relaxing the 

participants and reducing barriers. Participants were asked to choose their preferred 

location for the interview such as the campus they were studying on, a private meeting 

room in a hotel or another location that was suitable for them. The interviews lasted 

between 45 minutes and 75 minutes, averaging 53 minutes. Some time was spent before 

and after the recording of the interview to explain the process and to debrief afterwards. 

All of the participants gave consent for their interview to be digitally recorded and 

transcribed (Appendix E: Consent form). 

Several participants expressed surprise at being invited to tell their stories, explaining that 

they had not had any opportunity to offer their views as a student and described feeling 

empowered by sharing their experiences. Ladson-Billing’s (2005) paper, ‘Just what is 

critical race theory and what’s it doing in a nice field like education?’ asserted that HE 

has escaped the spotlight of any real critique in the area of racial inequality. This has 

resulted in the continuation of Eurocentric, inward looking, white, male domination that 

is beyond the scrutiny of such an approach (Crenshaw et al., 1995; Solórzano 1998). The 

interview questions focused not only on personal experiences and stories, but on wider 

institutional and structural change, based on the CRT principles of the social construction 

of race, differential racialisation, intersectionality and counter storytelling. 

The researcher was conscious that terms used to describe the participants were open to 

interpretation, so time was spent explaining why these terms were used and reassurance 

was offered to the participants that the researcher was not evaluating or judging their 
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experiences. Considerable effort was given to clarifying the aim and purpose of the 

research and highlighting the researcher’s social care practice experience, positionality 

and the rationale behind the study. The participants were encouraged to elaborate and 

speak at length with prompts. This facilitated the collection of rich, detailed data These 

data provided contextual data on the individual student’s migration, family, cultural, 

linguistic and educational status and experiences before entering higher education, thus 

enabling a deeper understanding of their stories. The combination of circular questioning 

and storytelling enabled the participants to be more fluent and answer the questions 

without interruption or interpretation. The researcher also practiced active listening and 

focused attention on what was said by the participants. 

The researcher noted that a number of the older participants used body language 

contradictory to what they were saying verbally, and this led to a difficulty in 

comprehension. Some examples of this was where a participant smiled as she described 

being subjected to racial abuse, another participant shook her head indicating her 

disproval while saying she agreed. While language competency may have contributed to 

this dissonance, they may have been trying to explain the irony of the situation. The 

multiple subjectively felt meanings and relationships between body, voice and psyche 

have been the subject of renewed attention in research in psychology and education 

(Koppe, 2014; Petzhold & Moog, 2017) and despite many different theoretical views, 

there is agreement that the body, voice and psyche, as well as the individual's relationship 

and communication with the surrounding world, must be regarded as a cohesive dynamic 

and organic unit (Nyon, 2021). Thus, the consequences for these participants when trying 

to express themselves went beyond communication and comprehension difficulties and 

affected their engagement with others and society around them.  
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In addition to recording the meetings, field notes were taken both during the interview 

and reflections recorded directly afterwards. This is described by Clarke (2005) “as sites 

of conversation with ourselves about the data” (p.202). These included comments on 

themes identified in the participants’ responses, the researcher’s reaction to the stories 

and feelings that the researcher had at the time. Also included were personal reflections 

on the performance of the researcher and observations on how interviews could be 

improved. 

3.5.6 Data transcription and storage 

The researcher used the NVivo qualitative data analysis (QDA) software in line with 

Braun & Clarke (2021) reflective thematic analysis of the data. The pilot study 

highlighted difficulties the researcher had understanding the participant’s language, 

dialect and accent and as discussed earlier comprehension was an issue in many of the 

interviews. It was therefore imperative that the researcher transcribed the interviews 

personally and while time consuming, this provided an immersive experience into the 

conversations and stories which aided the interpretation of the responses (Davidson, 

2009; Duranti, 2007; Ochs, 1979). Silverman (2006) noted the reliability of the 

interpretation of transcripts may be seriously weakened by a failure to transcribe trivial, 

but often-relevant pauses and overlaps. Therefore, consideration was also given to the 

nuanced non-verbal communication such as nodding, eye contact, gestures, silences and 

overlaps captured in note taking. 

The first phase of data analysis identified by Braun & Clarke (2021) is data 

familiarisation, transcription and note taking. The phase one codebook (Appendix H: 

Phase 1 Codebook) provides an example of data familiarisation and the writing of 

familiarisation notes to integrate contextual factors such as coding assumptions, field 

notes and observations and the researcher’s thoughts and ideas before commencing the 
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encoding process. The initial approach to coding was to use the core tenets of CRT as a 

basis for deductive coding. However, due to the individuality and complexity of the 

participants’ stories it became apart that this approach was too linear and restrictive. After 

discussion with the advisory group and the supervisor, the researcher decided to engage 

a broader inductive approach to the coding which allowed for the more nuanced data from 

the interviews to be captured. The researcher also concluded that by using a deductive 

approach, there was a risk that CRT could impose a deficit perspective on the data. The 

interviews were anonymised at the point of transcription and digital recordings saved on 

an encrypted file. The data was securely stored in the researcher home office in a locked 

filing cabinet. Handwritten notes, reflections and consent forms were all stored similarly 

securely. 

3.5.7 Data Analysis  

Data analysis is considered the most time consuming (Burnard et al., 2008) but exciting 

(Rubin & Rubin, 2012) aspect of qualitative research. The researcher engaged CRT as an 

analytical framework (Bell, 1992; Delgado, 1989; Parker & Lynn, 2002) which 

challenges the dominant ideology, validates storytelling and narratives as research 

approaches and “highlights the relationship between race and other axes of domination” 

(Parker & Lynn, 2002, p.10). 
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Figure 3:  
Critical Race Theory as an analytical framework. 

 

Figure 3 demonstrates how CRT provides the framework for the study and connected the 

elements of migration, HE and social care. A number of authors have used CRT as an 

investigative and analytical framework (Gustafson, 2013; Hiraldo, 2010; Lawrence & 

Davis, 2019) while others such as Crenshaw (2011) and Tate (1997) have used CRT to 

examine the role of racism in education. Ledesma & Calderon (2015) reported that 

“Scholars have looked to CRT, as an epistemological and methodological tool, to help 

analyse the experiences of historically underrepresented populations across the 

educational pipeline” (p. 206). It is worth noting that while CRT and participatory 

research have emerged from different activist traditions, they share a set of theoretical, 

ethical and methodological principles and practices. Based on the work of DeCuir & 

Dixson (2004), the researcher and the advisory group critical analysed what race is, how 

equity is conceived and how policies and practices impact on opportunities for Black 

people. These conversations informed the study by triangulating the data from the 

interviews, using the prism of the core tenets of CRT to conceptualise the meaning of the 

stories.  
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NVivo provided the analytical tool to reflective thematic analysis (RTA) (Braun & 

Clarke, 2021). RTA has been described as an accessible and theoretically flexible 

approach to analysing the data which proceeds through six stages (Braun & Clarke, 2021). 

Once the first stage of familiarisation and transcription was completed, the researcher 

moved to phase two of systemic coding using open coding and descriptions.  

Phase two codebook (Appendix H: Phase 2 Codebook) demonstrates how generating 

initial coding involves systematically deconstructing the data from its original chronology 

into an initial set of non-hierarchical codes. The researcher used her familiarity from 

transcription and notes to identify these initial sets of codes and descriptions.  

Phase three involved generating initial themes from coded and collated data and this 

included merging, renaming, distilling and clustering related coded into broader 

categories of codes to reconstruct the data into a framework that makes sense to further 

the analysis. An example of this phase was the categorisation of data on the participants’ 

migration journey, living in DP and resettlement in Ireland (see Appendix H: Phase 3 

Codebook).  

In Phase four the researcher developed and reviewed themes which involved breaking 

down the reorganised categories into more refined sub-categories to better understand the 

meanings embedded therein and organising refined categories into four identified broad 

areas or initial themes. These categories are: Experiences of HE; Journey to HE: 

Structural racism, White privilege and oppression; and Supports and recommendations 

(see Appendix H: Phase 4 Codebook for further information). Subcategories were used 

to organise the data and included findings on motherhood, trauma, accommodation and 

living conditions.   
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Phase five was where the data was refined, and themes were defined using more 

descriptive detail. Appendix H: Phase 5 Codebook provides evidence of defining, refining 

and naming themes involved in conceptually mapping and collapsing categories into a 

broader thematic framework. The final themes identified were: Individual perspectives 

and experiences, experiences and perspectives of racism, discrimination and inequality 

and experiences and perspectives of HE and social care.  

Analytical memos were used to conduct a systematic review of the thematic framework 

developed in phase five to analyse, report and ask questions of data. Memos were used to 

reduce the data from a series of coded themes to a series of documents explaining 

outcomes of analysis retrieval and reporting on themes. Later, memos themselves were 

reduced through editing out overlapping and less important content to cohere findings 

into a cohesive findings chapter (Appendix H: Phase 6 Codebook).  

Figure 4:  
Codebook - Phase 6 – Use of Analytical Memos for Phase 6 - Writing the report 
(analysis and write up). 
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Phase six (see sample in Figure 4) supported the writing of the two findings chapters and 

aided structuring the discussion chapter. Examples of conceptually mapping codes, 

categories and themes and their relatedness to each other as a process during phase 6 

analysis and write up are provided in Appendix H. 

Samples of the process of conceptually mapping codes to categories to themes for are 

detailed in as Figure 5. This demonstrates how the NVivo tool enabled and supported the 

organisation of the analysis by providing an example of how codes such as belonging and 

othering, identity formation and perceptions of Black people in Ireland inform the 

category of the impact of structural racism. This then informs the theme T.5 Experiences 

and perspectives on racism, discrimination and inequality. The example demonstrates the 

flow from codes to categories to themes and more examples can be found in Appendix 

H.  
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Figure 5:  
Codebook – Phase 6 - An Example of the Flow from Codes to Categories, to Themes. 

 

Guided by codebooks generated by the NVivo process, the participatory advisory group 

had a number of discussions in person and online to discuss the findings. Through a 

process of reflecting on experiences, rethinking, conceptualising, translating and 

engaging with the data, the members of the advisory group offered ‘insider’ 

understandings and insights to the identified themes which provided a basis for the 

discussion and conclusion chapters. As a result of this process, themes of loss, fear, 

distrust and adaptations were identified in the analysis as underpinning many aspects of 

the participants’ experiences. These themes shaped personal, professional and academic 

expectations, motivations and perspectives and impacted on the participants’ journeys to 

and through HE. 
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3.5.8 Dissemination of findings and responsibility to research participants 

Rubin & Babbie (2008) noted that a common complaint in the social work field is that 

researchers exploit agencies to obtain data for their own intellectual interests and career 

needs and give very little back to the agency in useful findings. Most of the participants 

in this study expressed no expectation regarding their contribution to the study other than 

their participation in the interview. There was a sense of surprise and gratitude when the 

researcher offered to send them a copy of the completed research and informed them of 

plans for the dissemination of the findings. The participatory research approach 

highlighted the importance that participants felt their contribution was valued and that it 

would contribute to knowledge in this area (Rubin & Rubin, 2012). The participatory 

advisory group played a pivotal role in dissemination of the findings through co-

facilitating workshops and seminars and presenting the research at the Social Care Ireland 

(SCI) conference in April 2022. By ensuring the findings are made visible and contribute 

to current discourse on Black Minority Ethnic social care student experiences, the quality 

criteria and overall aims of the study were met.  

3.5.9 Limitations of the study 

As a small-scale qualitative study of Black Minority Ethnic social care student 

experiences in Ireland, there are a number of limitations. Qualitative methodology is time 

consuming, relies on the experience of the researcher and it can be difficult to replicate 

the results. Padgett (2012) suggested that as qualitative data is not quantifiable, it is not 

statistically representative therefore must limit the findings to individual experiences. 

This can be viewed as less applicable than producing statistics derived from 

representative population samples. 
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Another limitation relates to concerns with the issues of validity in qualitative research, 

which Patton (2015) contended are common. Literature addressing validity concerns 

refers to the importance of the researcher providing an explicit description of research 

steps including challenges encountered in this process (Maxwell, 2012; Shaw & Holland, 

2014). With this in mind, the researcher has endeavoured to be honest and transparent in 

the account of the research methodology by proving a research paradigm to demonstrate 

the steps taken. Furthermore, by engaging in participatory research, conducting a pilot, 

having each stage of the study scrutinised by the advisory group and seeking supervisory 

feedback the validity of the research process was assured as far as possible. 

Despite these validity safeguards, there is an awareness that the role of the researcher can 

be the greatest threat to trustworthiness (Poggenpoel & Myburg, 2003). Given the 

researcher’s position as a White Irish middle class lecturer, the limitation of building solid 

trusting relationship with participants who are students and from different cultural 

backgrounds is challenging to eliminate. The power imbalance may be reduced somewhat 

by explaining and reassuring and the fact that the researcher is ‘new’ to the participant. 

The participants may also feel a sense of validation as their experiences have been sought, 

heard and valued by the researcher. 

Another barrier to credible qualitative research is that the researcher can shape findings 

to support bias. The use of CRT as a framework mediated the level of unconscious bias 

and provided a structure in which the researcher could manage the data less subjectively. 

Validity was addressed through reflexivity and journaling to ensure that the researcher 

remained aware of her own feelings, thoughts and experiences. Through the use of field 

notes the researcher endeavoured to pay attention to personal values, ethics, perspective 

and biases that could influence the interpretation of the data. An example of this was 

reflections on how negative stereotyping of Black students had influenced the researcher 



 119 

to think about some of the participants as having deficits in language and cultural 

understanding, rather than focusing on their strengths such as multilingualism, life 

experience, determination and resilience. However, while researcher reflexivity was 

central to the study, these measures may help minimise potential bias (Flick, 2014) but 

cannot eliminate it completely. 

The eligibility criteria, recruitment and sampling strategy also had limitations. Some 

potential participants may not have got involved due to internalised fear, oppression or 

previous trauma. Students were asked to self-identify with the criteria and access to over 

half the participants was achieved through gatekeepers. There are challenges associated 

with gatekeepers as they can add another layer to the research and could be subjective in 

terms of recruitment of the participants (Clark, 2011). Another possible limitation of 

having gatekeepers is that they may hold control over access to participants, so the 

researcher worked with the gatekeepers to explain the value of the study and the need for 

bias awareness and control. The participants were also reassured that the gatekeepers were 

completely external to the data and had no access to the information provided. 

The adaptations required to respond to the COVID-19 pandemic was also a limitation. 

The process of preparing, travelling to the sites, organising the venues and meeting the 

participants was affected by COVID-19 restrictions. Out of the 21 interviews, six were 

held virtually and, while there was some initial concern about the use of technology, these 

interviews enabled the participants to be safe, comfortable and relaxed in their own homes 

and this increased the storytelling element of the interview.  

The researcher identified some limitations of combining storytelling with semi-structured 

interviews. The interviews were time-consuming, labour intensive and required an 

experienced and skilled interviewer. Ensuring that the participants’ stories were relevant 
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to the research question required the researcher to use her skills and experiences as a 

social care professional to keep the interviews focused but informal.  

The participatory research approach has a number of limitations. As the study was 

conducted over a six-year period, the engagement and commitment of the participatory 

advisory group was difficult to sustain. One member moved abroad, and COVID-19 

resulted in meetings being held online. As the advisory group members were mothers, 

COVID-19 had a significant impact as they cared for children and juggled work and study 

commitments, so availability of time and space was a challenge. Managing relationships, 

online communications, paying attention to power imbalances and issues of ownership 

and dissemination of the research were all challenges that emerged. However, the strength 

of the relationships and the commitment to the study ensured the continued involvement 

of the members throughout the period.  

3.6 Conclusion  

This chapter sets out the methodical approach of the study through an ordered research 

paradigm. Through the process of critical enquiry qualitative research was deemed the 

most appropriate methodology. The use of CRT as an investigative/analytical framework 

is justified and the adoption of participatory research approach explained. The 

ontological, epistemological and practical issues of the study are presented and through 

reflexivity the researchers’ positionality is scrutinized. Ethical considerations are 

discussed, and a description of the ethical approval process provided. The chapter 

provides details on the method of adaptation of semi-structured interviews and 

storytelling, including information on recruitment, sampling strategy, piloting, data 

collection and transcription. The use of NVivo software as a tool to organise data analysis 

is explained and evidence of the six stages of reflexive thematic analysis provided. The 

role of the participatory advisory group at each phase of the research is evaluated and the 



 121 

limitations of the study are presented. Having documented the methodological basis, the 

next two chapters present the findings of the study.  
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CHAPTER 4:  INTRODUCING THE PARTICIPANTS 

4.1 Introduction  

This chapter presents data on the participants’ perspectives as Black Minority Ethnic 

women living in Ireland. It is imperative the reader understands the wider contextual 

circumstances so that the interplay of personal, professional and academic experiences 

can be fully understood. The data is presented in four sections. The first section provides 

demographic details of the participants and their experiences of migration and 

resettlement in Ireland. The second section outlines the participants’ relationships with 

families, mothering through migration transitions and explores religious and spiritual 

beliefs. The third section presents the participants’ accounts of language competency, 

communication, and comprehension. Section four centres on the participants’ educational 

experiences prior to enrolling in HE and includes data on participants’ primary and 

secondary education in both host and home countries. It examines the motivations and 

expectations that participants had of HE and identified drivers for them personally, 

professionally, and academically. 

4.2 Participant information 

The 21 participants were students or recent graduates of social care in HE in five colleges 

and universities in Ireland at the time of the study. All were female and self-identified 

with the term Black Ethnic Minority. The demographic information summarized in Table 

1. Summary details of participants is expanded on in the following pages and provides 

data on the participants’ age, country of origin, citizenship, religion, family details, 

migration journey and the length of time they have resided in Ireland.  
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Table 1: 
Summary details of participants (Names changed for confidentiality purposes) 

Name Age Country 
of Origin 

Citizenship Religion Family 
Details 

Years 
living in 
Ireland 

Route to 
Ireland 

Chris 19 Ireland 
Parents: 
Congo 

Irish Christian Lives 
with 
parents  

19 Migrating 
parents 

Zalika 43 Nigeria Irish Christian Single 
parent 
1 child 

14 Trafficke
d 

Raelene 24 Nigeria Irish Christian Lives 
with 
parents  

14 With 
parents 

Dorothy 52 Nigeria Irish Christian Single 
parent 3 
boys 

19 Refugee-
DP 

Anne 28 Syria Irish & 
Syrian 

Christian Single 
parent 1 
child 

10 Trafficke
d, DP, 
Refugee 

Zanib 45 Nigeria Irish & 
Nigerian 

Christian Married 
with 4 
children 

18 Family 
reunificat
ion  

Neema 47 Nigeria Irish Christian Married 
with 4 
children 

15 Refugee-
DP 

Alyssa 19 Nigeria Irish Christian Living 
with 
mother 

14 Irish 
Grandpar
ent 

Olufunke 43 Nigeria Irish Christian 3 
children 

12 Refugee-
DP 

Mesi 44 Nigeria Irish Christian Single 
parent 3 
children 

19 Refugee-
DP 

Monifa 40 Zimbabwe Irish Christian Single 
parent 3 
children 

17 Family 
reunificat
ion 

Afia 36 Nigeria Irish Christian Married 
3 
children 

19 Asylum, 
DP 

Kemi 24 Nigeria Irish Christian Single 
living 
alone 

15 DP, 
Hostel 

Jojo 37 Nigeria Irish Christian Mother 4 
children 

16 Asylum 

Florence 22 Rwanda Irish & 
Rwandan 

Roman 
Catholic 

Living 
with 
mother 

20 Asylum, 
DP 
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The age of participants at the time of interview ranged from 19 years to 52 years. Three 

of the participants were under twenty years, five were 21-30 years, four were 31-40 years 

and nine were 41 years and older. Of the 21 participants, 20 of them had migrated to 

Ireland with only one participant born in Ireland. The longest any of the participants had 

lived in Ireland was twenty years and at the time of the research all of the women had 

lived in Ireland for at least ten years. The average time residing in Ireland was 16 years. 

Thirteen were born in Nigeria, two in Congo, two in Zimbabwe, and one each in Rwanda, 

Syria and Italy. One participant described her status as Stateless. All but one of the 

participants currently had Irish citizenship and several of them had dual citizenship 

holding on to citizenship from their country of origin.  

Fifteen of the 21 participants were mothers, and all of these were over 25 years. The other 

six participants were aged under 25 years and reported living with one or both parents or 

another relative. They all had siblings that were residing with them and none of this age 

Mary 38 Nigeria Irish Christian Single 
mother 2 
children 

15 Asylum, 
DP  

Bethane 18 Italy Irish No 
religion 

Living 
with 
mother 

18 With 
mother 

Lulu 34 DRC 
Congo 

Irish No 
religion 

Single 
parent 4 
children 

20 Via 
Belgium, 
DP 

Furala 42 Nigeria Irish Christian Married 
4 
children 

15 Visa via 
UK 

Susan 28 Congo Stateless Not 
stated 

Relations
hip not 
specified 
Mother 
of 4 
children 

12 Unaccom
panied 
minor 

Raziya 40 Zimbabwe Irish Not 
stated 

Single 
parent 1 
child 

15 Asylum, 
DP 
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group reported having their own children or had direct childcare responsibilities. The 

researcher collected data about the participants’ religious beliefs as she had noted in her 

role as a lecturer that Black Minority Ethnic students frequently referred to this in 

communications in class. In this study, seventeen of the participants said they were 

Christian, one specifying Roman Catholic, while two did not state any religious 

affiliations and two said they had none.  

4.2.1 Categorisation of the participants 

The participants have been categorised into two distinct groups, the older group, and the 

younger group. The older group (n=15) categorised as over 25 years old were all born 

outside of Ireland, were mothers to one or more children and accessed HE through the 

non-standard routes. The younger group (n=6) were participants under 25, none of whom 

had children and reported living with parents or relatives. Only one of the younger group 

was born in Ireland, however she referred to herself as a migrant. Therefore, while many 

of the younger group have grown up in Ireland they cannot be categorised as second-

generation migrants. Within the younger group categorisation there were two sub-groups. 

The first subgroup included three participants under 20-years-old that had both primary 

and secondary school experiences in Ireland and accessed HE through the traditional 

CAO route. The second subgroup were three participants under 25 years old that had 

some experience of secondary school in Ireland and accessed HE through advanced entry 

from a PLC (Post Leaving Cert) programme, Further Education (FE) and access 

programmes. The rationale for these categorisations is based on the significant 

experiential differences of the participants depending on age, living arrangements, 

migration routes, motherhood status, previous educational experiences and routes to HE.  
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4.2.2 Migration experiences 

The participants gave a broad range of reasons for migrating to Ireland and described their 

journey to Ireland. Table 2. Migration routes to Ireland provides details of the country of 

origin, migration routes, their age at the time of interview and the number of years they 

had lived in Ireland.  

Table 2: 
Migration routes to Ireland 

 

The categorisation of refugee, asylum seeker and trafficked were used by the participants. 

Sometimes these terms were used interchangeably and may not have accurately described 

their migration status. Eleven participants categorised themselves as refugees or asylum 

seekers. Four reported that they migrated to join their families, two of these as adults 

joining their husbands and two as children joining their parents who migrated to Ireland 

Name Age Country of Origin Years living 
in Ireland 

Route to Ireland 

Chris 19 Ireland/Parents Congo 19 Migrating parents 
Zalika 43 Nigeria 14 Trafficked 
Raelene 24 Nigeria 14 Joined parents 
Dorothy 52 Nigeria 19 Refugee-DP 
Anne 28 Syria 10 Trafficked, DP, Refugee 
Zanib 45 Nigeria 18 Family reunification  
Neema 47 Nigeria 15 Refugee-DP 
Alyssa 19 Nigeria 14 Irish Grandparent 
Olufunke 43 Nigeria 12 Refugee-DP 
Mesi 44 Nigeria 19 Refugee-DP 
Monifa 40 Zimbabwe 17 Family reunification 
Afia 36 Nigeria 19 Asylum seeker, DP 
Kemi 24 Nigeria 15 Asylum Seeker, DP,  
Jojo 37 Nigeria 16 Asylum seeker 
Florence 22 Rwanda 20 Asylum seeker, DP 
Mary 38 Nigeria 15 Asylum seeker, DP  
Bethane 18 Italy 18 With mother 
Lulu 34 Congo 20 Via Belgium, DP 
Furala 42 Nigeria 15 Visa via UK 
Susan 28 Congo 12 Trafficked 
Raziya 40 Zimbabwe 15 Asylum seeker, DP 
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earlier. Three described being trafficked and one of these was deemed an unaccompanied 

minor on arrival in Ireland. Of the others, one held an Irish passport as they had an Irish 

grandparent and one travelled from the UK on a work visa. Only one participant was born 

in Ireland but as she had moved between home and host countries as a child, she self-

identified as a migrant. 

4.2.2.1 Seeking refuge and asylum- experiences of Direct Provision (DP).  
As outlined above, over half of those interviewed (N=11) described themselves as 

refugees or asylum seekers on arrival in Ireland. They explained that their motivation to 

travel to Ireland was primarily to escape war, abuse, domestic or gender-based violence 

(DGSBV) and/or terrorist attacks in their home country. They understood Ireland would 

be a safe place where they could build a better life for them and their children. Furula 

captures the views of others in describing her motivation and need for safety:  

The reason why I came to Ireland was in 2003/4 there was loads of armed 

robberies attacks in my town ... my husband and I concluded that it was not too 

safe and I was just too tired to be living in this type of environment. 

Two thirds of the participants lived in DP centres on arrival in Ireland and one lived in 

State care as she arrived as an unaccompanied minor. At the time of the interviews none 

of the participants reported living in DP. The participants described being processed 

initially in the reception centre in Dublin and then being placed in centres in rural areas. 

According to the participants’ stories, living in DP was sometimes unsafe as communal 

areas were not always staffed and privacy at a most basic level was often unattainable. 

They described experiences of moving from centre to centre, often at short notice and 

without consultation. Afias’ description offered some insight to the experiences of DP 

“when I first came, we were put in a hostel and before I could settle in one hostel, we 

were moved from one hostel to another, moved to about two or three hostels”.  
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The frequent moves left the participants disorientated and fearful. Zalika, who was 

initially trafficked to Ireland, ended up in DP after being arrested and imprisoned. She 

described living with the constant fear of being deported:  

It got to a stage where I packed all the little things I had … I put them in a bag so 

that when they (Immigration officers) come to say “you're going home to Nigeria” 

… they will not be scattered everywhere. 

One participant described her experience of migrating to Ireland from Nigeria when she 

was aged 21, alone and heavily pregnant. She was placed in a DP centre in a rural area, 

gave birth in the local hospital without any family or friends to support her and got a taxi 

from the hospital back to the centre with her baby girl. Within days, she was transferred 

to a centre in another county leaving her confused, alone and frightened. Three of the 

other participants told similar stories of being pregnant and giving birth while living in 

DP and Afia’s description of the lack of facilities for new mothers offered some insights 

into the fear and isolation that they experienced “when I had my baby, I only had that one 

corner bed …  it was so small, but I was just hanging in there with my baby and struggles 

with everything”.  

Two of the participants had lived in DP for almost a decade and according to the women’s 

stories, the length of time it took to have their asylum applications processed significantly 

impacted on their lives and their mental health. While they made close friendships with 

other women in DP and found solace and support in these relationships, once their asylum 

applications were approved, securing accommodation in the open housing market proved 

isolating and challenging. They both transitioned into homeless services and described 

the frequent moves from hotel rooms to hostels with their small children. After years in 

DP, acclimatising to Irish society, understanding societal norms and nuances took time 

and interactions outside of their immediate circle became mostly functional. While they 
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now had freedom to work, study and live as Irish citizens, they explained that the 

significant challenges in navigating everyday life in Ireland limited any capacity to 

progress in society.  

4.2.2.2 Family reunification and work visas 
Family reunification, possessing an Irish passport and getting a work visa were other 

reasons participants gave for migrating to Ireland. Four participants migrated to be 

reunited with family. Monifa and Zanib migrated with their children under the family 

reunification and work visa programme to join their husbands who were working here26. 

This afforded them a visa to stay in Ireland, but not to work or access a social security 

number. This status negatively impacted Monifa when she later separated from her 

husband as she had no visa to live or work in Ireland in her own right. As a result, she 

had to apply for leave to stay in Ireland based on the citizenship of her Irish born children. 

This took several years and during that time she lived in a women’s refuge and homeless 

accommodation, unable to access basic supports such as financial, medical, and housing 

assistance. 

Two of the younger participants described migrating to be reunified with their mothers 

who had travelled ahead to secure accommodation and employment before bringing their 

children to join them.  Bethane, aged 18, moved to Ireland to join her Nigerian mother 

before she was one years old and Alyssa, aged 19, spent some time in the UK with her 

grandparents before joining her mother in Ireland as a small child. Florence and Raelene, 

two other younger participants, sought asylum in Ireland as young children with their 

parents and lived in DP while their application was processed.  

 
26 Family reunification programme and work visa https://www.immigrantcouncil.ie/rights/family-
reunifications. 

https://www.immigrantcouncil.ie/rights/family-reunifications
https://www.immigrantcouncil.ie/rights/family-reunifications
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Some of the older participants (n=4) had lived in or travelled through other countries 

before arriving in Ireland and not all of them viewed Ireland as a final or permanent 

destination. One participant had lived in Belgium for most of her childhood and moved 

to Ireland as she had learned from friends about HE access programmes and financial aid 

for students in Ireland. She described how her initial plan was to obtain an undergraduate 

and postgraduate degree and move to Canada where some of her siblings lived but had 

recently reconsidered her decision as her children had settled in Ireland. 

4.2.2.3 Trafficking and trauma 
Not all of the participants made the decision to travel to Ireland by free choice. Three of 

the participants stated that they had been trafficked to Ireland from their home country. 

One participant explained how her family paid traffickers to bring her to Ireland where 

she had been promised work, but this job did not materialise. She was abandoned in 

Dublin port by her traffickers where the Gardaí placed her into residential care. Another 

participant told of being trafficked to Ireland and having to work to pay her traffickers 

back for the first two years in Ireland. While she did not make explicit the nature of the 

work during the interview, she indicated that it was some type of illegal activity and she 

was not free to leave. She described how Gardaí raided where she was living and as she 

had no passport, or identity papers, she was arrested. It was only through the guidance of 

the prison Chaplin that she realised she could seek asylum and subsequently moved to 

DP. She described how traumatising these experiences were: 

… if the police should catch me, I will be sent back to Nigeria and fearing for me 

life back in Nigeria I don’t want to go back. I don't have any ID to present, so 

there I was in prison … I was really treated like a criminal. 

Fear and trauma were also evident in the participants’ stories about genocide, rape, 

murder and pillaging in their home countries.  Several participants who reported Nigeria 
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as their country of origin explained that they migrated as they feared for their safety as 

women and expressed concerns about the heightened risk of SGBV for their daughters. 

While female genital mutilation (FGM) was not specifically mentioned, it was alluded to 

in some of the stories. Susan captured other views in outlining the dangers “So, is it 

(Nigeria) a bad place to live? Absolutely, 100%, especially for a girl it’s the worst”. 

Florence born in Rwanda but living in Ireland since she was two years old, described the 

vicarious trauma that she felt from her mother and aunts’ accounts of their experiences: 

I would have experienced it through stories … about like my aunties, my mum 

and my sister recollects some stories … my parents would have experienced the 

genocide and horrific happenings in Rwanda and they left there to come here.  

4.3 Personal relationships, responsibilities and beliefs 

The participants described diverse backgrounds, family compositions and 

responsibilities. As outlined previously, the younger category aged under 25 years 

reported living with either one or both parents or another relative and some had siblings 

living with them. While their reasons and routes for migration varied, the sense of trauma 

and loss permeated their stories as they described the precarious living arrangements their 

families endured through the migration and resettlement process. Bethane and Alyssa 

described being separated from their parents as small children and while they were cared 

for by relatives and friends, they recounted the significant loss of not only nurturance of 

their mothers, but of the social, cultural, and economic capital lost by their families. 

Alyssa explained how her mother had lost all previous status and capital built in Nigeria 

“it’s like you start from nothing. It doesn't matter what you were in Nigeria ... when you 

come here, you're starting fresh. It's the same thing if you're an asylum seeker, you're 

literally starting from the very bottom”. 
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In the older group, the mothering role and parental responsibility underpinned their stories 

and experiences. Some participants described the additional challenges they faced when 

marital relationships broke down or ended. As the participants’ family circle and 

community in Ireland was limited, they explained that family separation and divorce 

resulted in a sense of wider exclusion for them. Mesi, a 44-year-old single mother of three 

children was reluctant to disclose her separation because of the personal nature of her 

experience, but she highlighted the losses associated with fleeing a violent partner: 

I left everything, taking the children and when you don’t have family it makes life 

very difficult, there is no support most especially when your people … I mean 

your Black Minority people … you’re trying to get away from them. 

Two other participants described having to seek refuge in women’s shelters after fleeing 

the family home following domestic violence. For Kemi, this resulted in her continuing 

to pay the mortgage, but unable to live in the house, forcing her into homelessness with 

her children. Susan described the challenges of living in a refuge with small children 

while she was in first year in college and not feeling able to disclose her situation 

compounded the problem. 

Financial challenges were referred to by several older participants and the dual 

responsibility of supporting families in Ireland and home countries was an additional 

burden in their lives. While they mentioned statutory supports such as family income 

supplements and children’s allowance, it was a significant challenge for these women to 

provide the basic needs for their families while attending college. Lulu, a mother of four 

children explained that juggling family, financial and college commitments with limited 

knowledge of English while living in homeless accommodation was extremely stressful 

and exhausting. Mesi’s description of the challenges of providing an income to support 

the family while caring for her children and studying fulltime echoed others’ experiences: 
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I find it difficult … I’m working and I want to make ends meet for the kids … I’m 

always working ten or twelve hours and I still come to college … I find it difficult 

composing with my assignments, but I have to work.  

4.3.1 Child rearing  

The older group, all mothers, talked about how the mothering role and responsibility 

impacted on their perspectives of rearing children in Ireland. They described how their 

culturally learned understandings about parenting norms and approaches to discipline and 

punishment of children differed from those in Ireland. Some described how, in their 

country of origin, children were disciplined through slapping or other physical 

chastisement by parents, neighbours or community members and it was understood that 

this was an effective and appropriate way to teach respect. Anne described how she 

adjusted her thinking over time:  

In Africa there is a lot of violence against children … when a child is late you 

have to serve the punishment … in Africa we see it as normal … but I’ve got to 

learn, that wasn’t the right approach … there are better ways to work with children 

to make them realise their mistakes. 

A number of participants believed that children’s conduct reflected parental control and 

described how children that behaved inappropriately needed discipline.  The observed 

lack of respect demonstrated by some children in Irish society led some participants to be 

concerned about mixed race relationships. Zanib, a mother of four children expressed 

concern about the power imbalance in mixed race relationships and questioned if her 

children could have an equal relationship if they were involved with a White person “Are 

you not going to obey my son, listen to him? Are you going to disrespect my son and say 

you’re in power?”.  
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4.3.2 Family support 

The value of family support networks and the loss of social and community capital were 

all to the forefront of participants’ stories. For the participants that had migrated alone, 

the lack of wider family and community support was particularly difficult. Mesi describes 

how Ireland is “a different world” for her and as she has no family in Ireland, she feels a 

huge sense of disconnection and sadness “I miss them a lot and it’s so sad when you’re 

here. Its s a relief being with your family”.  

Engaging, interacting and integrating into a new country with different cultural ideologies 

while juggling parenting, work and study was compounded by the absence of family or 

friends to lean on or to share the responsibility of parenting. Supports had to be sourced 

outside of family or friends and this incurred significant costs and stress along with a 

mind-shift for many of the participants who would have had inbuilt family and 

community supports in their country of origin. Mesi described the challenges “being a 

lone parent, making ends meet, no real support from anyone can make life very hard … 

everything is on you”. Accessing and organising quality and reliable childcare that they 

could trust was critical for these participants. Furula explained the pressure she was under 

to secure a “stable childminder” before the start of the term as she would not be able to 

attend college unless she had someone to care for her children.  

4.3.3 Religious and spiritual beliefs 

How faith, religion, spirituality and connections within the church shaped some of the 

participants’ worldviews, values and ethical understandings offered additional contextual 

information to the study. In the interviews, many of the participants used religious 

blessings when concluding the interviews and frequently referred to faith in their stories. 

Several participants described belonging to a church community as vital in terms of 

supporting them to manage the many challenges and adversity in their lives. The 
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participants’ faith was evident in stories and phrases such as “God was very faithful” 

(Zanib) and “Jesus has a better plan” (Jojo) were frequently used.  Raziya and Olufunke 

explained that it was through Church connections that they became aware of social care 

as a profession and Olufunke described how she was encouraged and supported by a 

woman in her church to study social care. Some other participants referred to God and 

their church as a motivator or driver for them to progress and succeed and described the 

strength and comfort their faith provided. These participants went on to seek support from 

the Chaplin in HEIs and described finding great comfort in this service when they had 

personal challenges and difficulties.  

While many expressed strong religious beliefs, there were some younger participants that 

did not refer to their faith. Raziya believed that church leaders were supportive if you 

conformed to the teachings but were less so if you were questioning or challenging.  Only 

one participant, Susan, explained that she experienced religious teaching very oppressive 

and recognised that this set her apart “I haven't met an African person that doesn’t believe 

in God … I can't handle African people because I cannot tolerate you teaching me about 

that book (Bible)”.  

4.4 Language competency and communication 

Language competency was a thread in the accounts of many of the participants and this 

was also noted by the researcher in the interviews as accents, phraseology and creoles 

created significant challenges in comprehension. The sensitive and personal nature of the 

participants’ accounts combined with a lack of commonly agreed terminology added 

further complexity. Language acquisition and competence were inextricably entwined. 

When, how and where the participants learned English had an impact on their level of 

language competence. The younger participants, that attended primary and secondary 

school in Ireland, had high competency levels and this enabled them to communicate with 
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clarity. Several of the younger participants explained that while English was taught and 

used in school, at home other languages were used so was difficult to gain fluency. The 

levels of competency of participants that migrated as adults was more varied and several 

described having little or no English on arrival to Ireland. Susan described starting school 

as a 16-year-old with no English:  

I had no word of English, I had to go to school to study English and do my Leaving 

Cert … it was kinda scary in a way. French is my first language. I probably knew 

five words when I came. 

Other participants described having limited or pidgin-English on arrival to Ireland.  Anne 

explained that in Syria “we have like two versions of English, we have like standard 

English, and we have Leššānā Suryāyā”. According to Olufunke and Zanib, attending a 

private school in their country of origin gave them the opportunity to learn English from 

native speakers. However, overall, the older participants reported significant challenges 

in engaging or participating in wider society, education, employment or community due 

to low levels of English competency. This resulted in reducing contacts and interactions 

outside their family networks, friends made through migration and DP and the African 

community.   

4.4.1 Communication styles 

Language competency also impacted on comprehension and being understood by others. 

Monifa and Olufunke described the challenge of understanding Irish accents, while Mary 

highlighted the speed at which Irish people spoke “it’s tough because White people … 

they speak too fast”. Variances in tone of voice was another issue highlighted by some 

participants. Alyssa explained that Black people can be perceived to be aggressive by the 

tone of their voice “when me and my friends are on the call to our parents sometimes, we 

get loud … that's just how I talk about things when I'm passionate. I'm not trying to come 
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at you aggressively”. Bethane also spoke about the widely held perception that Black 

people are aggressive and felt that this stereotyping provided a defence mechanism for 

White people “you don't want to be classified under a stereotype of being like the angry 

person or the loud person ... your told ‘oh, you're intimidating’ because you're standing 

up for yourself or you're making people feel uncomfortable”.  

The older participants had a different perspective on pitch and tone of voice, explaining 

that it was culturally expected that they would only talk when invited and even then, their 

understanding was to use a quiet and submissive voice. According to their accounts, 

making eye contact unless requested was frowned upon between particular groupings and 

genders and demonstrating respect for elders through nonverbal communication such as 

lowering of eyes, bowing or other deferential behaviour was normal. Zalika echoed others 

accounts when she explained that it was difficult for her to re-learn, change or adapt to 

Irish communication norms: 

… initially it was difficult for me. Building myself from not making eye contact 

to making eye contact ... because where I come from, we don't look at somebody 

that is older, above us or someone in authority directly as a kind of disrespect. 

4.5 Educational experiences  

Primary and secondary school experiences lay the foundations for learning in HE and the 

previous educational experiences of the participants offer important contextual 

information for this study. Data on primary and secondary school experiences was not 

captured formally on the table, but the participants talked about their experiences in the 

interviews. As stated previously some of the younger participants had lived in DP with 

their mothers and had disrupted educational experiences during that period. Within the 

younger group, three participants attended primary and secondary school in Ireland and 
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completed the Leaving Cert. The other three had more diverse school experiences in 

Ireland, with one participant partially attending primary and secondary school, one 

attending secondary school from Junior Cert year and the other not having any primary 

or secondary school experiences in Ireland. The older group also had a broad range of 

previous educational experiences, but only one reported attending secondary education in 

Ireland.  

4.5.1 Younger participants’ experiences of primary and secondary school  

Within the younger category there was a range of experiences in primary and secondary 

school. While some of the participants noted that they experienced racism in primary 

school, it was only when they attended secondary school that racism, discrimination, 

othering and belonging seemed to be recognised or have an impact. This could stem from 

the normal developmental needs of teenagers to create identity and Bethany’s description 

demonstrated that labelling and othering in secondary school made her more aware of 

difference “in primary school, I never really cared because people would not point out 

your race, but in secondary school it became a thing where people would point it out or 

do stuff that would make you think about yourself”. Kemi provided a visual account of 

the physical segregation that occurred in her secondary school:   

… in the canteens in the social area there was about 15 tables and two benches 

belong to the Blacks and the rest were Irish … the Blacks knew that was their 

bench and the Blacks would always sit around the bench. 

Interactions with principals, teachers and fellow students were discussed by the younger 

participants and on reflection they could pinpoint particular impactful incidents of racism 

in secondary school. Chris believed that these incidents were not addressed appropriately 

and that Black students were blamed and categorised as loud and intimidating. As a result, 

grouping together and socializing with other Black Minority Ethnic students seemed to 
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be a strategy adopted. Bethane, who had lived in Ireland most of her life, explained that 

in the last two years of secondary school she gravitated towards other Black school mates 

“we have to stick with each other because we hardly knew anybody, it was really hard to 

adjust … I was mostly hanging out with my Black friends in 5th year and 6th year. Kemi 

was the only younger participant that described continuing to try and integrate and 

assimilate with Irish students “I kept trying to fit in because I don't like not fitting in. So, 

I made the effort to just constantly keep persevering and learn the culture of Irish … to 

do Irish”.  

4.5.2 Older participants’ previous educational experiences.  

The majority of older participant group (n=13) had primary and secondary school 

experiences in other countries. Eleven in Nigeria, Zimbabwe and DRC Congo, one in 

Belgium and one completed the senior cycle in an Irish secondary school.  Olufunke 

explained that in Nigeria, access to quality education required money “in Nigeria, you 

have to attend a private school to really get a good education … when I was growing up 

back in Africa, because of the financial situation, I couldn’t afford to go to college”. The 

'Nigerian tradition' was mentioned by Neema who explained there was higher value 

attached to educating boys as girls were expected to take care of the home and this 

tradition restricted the educational opportunities for many women. 

 In contrast to the Nigerian participants, the participants educated in Zimbabwe reported 

they had access to private education and significant supports in school and Raziya 

highlighted that while apartheid was still evident in school, the quality of education was 

excellent: 

Even though we were segregated … Blacks were the B class and Whites were A 

class, the school would provide dinners for us, we never have to pay for education, 

when I did my Leaving Cert and Junior Cert, it was set up in England.  
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Having documented evidence of previous education was also an issue. Anne explained 

how the war in Syria resulted in her not being able to access her exam results and so she 

had to re-sit the Leaving Cert in Ireland: 

I did my Leaving Cert in Syria before I moved to Ireland but I never had the 

certificate because at that time there was a civil war, a lot of gangs, a lot of 

amenities destroyed so I did not get my Leaving Cert but I did the exams.  

Several participants that had previous qualifications in their country of origin talked about 

the difficulty getting recognition for previous learning, qualifications, or work 

experience. Jojo, who was a laboratory technologist in Nigeria described her 

disappointment when she discovered that her qualification would not be recognised in 

Ireland “I was hoping to continue from where I stopped. I was told it doesn’t matter; you 

have to start again. When you don't have a Leaving Cert in Europe, you have to have an 

equivalent University [qualification]”.  

4.5.3 Access and pathways to higher education 

In Ireland there are two main access routes to HE, the traditional or standard route through 

the Central Application Office (CAO) and what is referred to as the non-traditional or 

mature student route, which provides access for applicants over the age of 23 years that 

have previous qualifications. As outlined on Table 3 access pathways to HE were varied. 

Of the six younger participants, three accessed HE directly through the standard CAO 

route, two completed FETAC level 5 programmes and one did a Post Leaving Cert (PLC) 

programme. In the older group, 13 participants had completed FETAC Level 5 or 6 

programmes in health, social care or other disciplines and the other two used preparatory 

courses such as springboard to gain access to HE.  Several of these older participants 

reported gaining advanced entry to HE and entering year two of the social care 
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programme as part of Memorandums of Understanding (MoU) between FE colleges and 

HE institutions.27 

Table 3: 
Previous qualifications, routes to HE and year of study 

Name College Year Route to Higher Education Previous Qualifications 

Chris 3rd year CAO 
 

Zalika Recent Graduate Further Education and Access 
scheme 

Trader 

Raelene  3rd year Further Education and 
Access scheme 

Beautician  

Dorothy  4th year Further Education and 
Access scheme 

Accounting  

Anne  3rd year  Further Education and 
Access scheme 

 None specified 

Zanib  4th year Springboard  Banker  
Neema  4th year Further Education and 

Access scheme 
Health care Assistant Level 5  

Alyssa  2nd year CAO   None specified 
Olufunke  4th year Further Education Qualification  Health Care Assistant Level 5 
Mesi  4th year Further Education Qualification Accounting  
Monifa  4th year Further Education Qualification IT and Elder Care  
Afia  4th year Further Education Qualification 1st Year in University in Nigeria  
Kemi  4th year Further Education Qualification  Health Care Assistant Level 5 
Jojo  4th year  Further Education Qualification Lab Technology  
Florence  4th year  Post Leaving Cert course Post Leaving Cert course  
Mary  4th year  Further Education and 

Access scheme 
Degree in Science. 

Bethane  2nd year CAO   None specified 
Lulu  Recent Graduate Preparatory Course  IT 
Furala  4th year  Further Education Qualification Economist  
Susan  Recent Graduate Further Education and 

Access scheme 
 None specified 

Raziya  Recent Graduate  Further Education Qualification 
and Prep Course  

LC in Cambridge College  

Data on HEIs the participants attended was captured, but due to possible identification 

and confidentiality this information is not presented beside individual participant. The 

HEIs were; TU Dublin City Campus, TU Dublin Tallaght campus, Dundalk Institute of 

Technology, Waterford Institute of Technology, Limerick Institute of Technology and 

 
27 MoU between the HEA and QQI provides an agreed framework for cooperation and communication 
between two organisations in the interests of the higher education sector as a whole. 
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Athlone Institute of Technology. Twelve of the participants were in their fourth and final 

year of the programme, three were in third year and two were in second year. There were 

also four recent graduates of the social care programmes. 

4.5.4 Motivation to study social care 

Despite all of the participants having studied social care for a year or more, there was a 

broad range of understanding of the profession. Some participants, such as Lulu and 

Alyssa described that their initial understanding was that they would be social workers 

rather than social care workers. The participants’ motivations for studying social care 

were very diverse. Several participants, such as Mary decided to study social care when 

her application for nursing was repeatedly unsuccessful as she perceived social care to be 

an aligned profession. For others, like Lulu, the decision to study social care stemmed 

from their personal experiences of caring for people in their family, being foster parents, 

or other informal caring roles: 

… all my life I have been doing social care. I was taking care of my elderly Mum 

when I was 21. I was a foster parent of a young teenage girl and I also have a 

brother that had autism. I was doing these things; except I never consider these as 

a profession.  

Others explained that they were motivated to enter social care to advocate for and 

empower others. This was particularly pertinent in the stories of participants who had 

spent time in State care or Direct Provision. Susan who had been trafficked to Ireland as 

a minor and lived in care explained that this experience motivated her to study social care 

as she believed that this would enable her to advocate for systemic change “I wouldn't 

want another girl to go through what I went through … being in the care of the state”.  

Zalika described her decision to pursue social care as motivated by her experience in DP 

“when I was in the asylum system, I realised asylum-seekers don't have a voice of their 
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own and they have nobody to advocate for them”.  As a mature student, Raziya believed 

that social care provided an opportunity to draw on life experiences to help others while 

learning and obtaining a professional qualification “being a mature student, it gives you 

that opportunity to learn more and develop your skills that you already have”. Overall, 

the participants’ motivations reflected their lived experiences, and this underpinned the 

desire to care and advocate for more vulnerable members of society. 

4.5.5 Expectations of higher education 

The expectations of what a degree in social care could provide were discussed and there 

were divergent views. The younger participants talked about achieving a degree, not 

necessarily to work in social care, but as a base to continue studying. They also spoke 

about pressure from parents and family to attend college and that social care was viewed 

as the first step in their educational journey. Chris explained that her African mother had 

expectations for her beyond social care: 

… coming from the African countries, they're raised to get higher paying jobs, so 

you can live a successful life so they're enforcing it on us. So, any jobs below their 

standards is not a good enough job … my mom says not to stop at social care … 

social care is so minor … I’ve to go up to doctoring.  

The older groups expectations centred around how a professional social care qualification 

would enable them to have higher earning capacity, which would provide security and 

improve quality of life for them and their children. Raziya hoped that a social care 

qualification would facilitate career progression, help secure permanent employment and 

this in turn would provide security and tenure in the housing market “I want a house of 

my own. I want a permanent job. I just want life security”. A few older participants such 

as Zanib hoped that a social care qualification would support them in their entrepreneurial 

endeavours to develop private care services for older people. Several of the older 
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participants talked about wanting to provide a role model for their children and Mesi 

hoped that attaining a degree would not only improve the outcomes and opportunities for 

her and her children but also show good example of what was possible if one worked 

harder “the more I’m educating myself the more it will increase my children of hope of 

getting there and I want to do this for myself, I mean I’m struggling but I really, really 

want to do it”.  

4.6 Conclusion  

This chapter introduces the participants providing contextual perspectives on who they 

are at a personal level. The data examines the trauma experienced through migration 

transitions and resettlement in Ireland. As women, levels of vulnerability increased with 

human trafficking, domestic, sexual, gender-based violence (DSGBV) and inappropriate 

accommodation. Accounts of family responsibilities, relationships and mothering, 

experiences of communication and language competency and religious beliefs were 

related to building connections, accessing supports and building capital. The impact of 

previous educational experiences was discussed and the diversity of access routes, 

motivations and expectations of studying social care at HE presented. Migration 

transitions, linguistic knowledge, pregnancy and child rearing, lack of secure 

accommodation and financial responsibilities were further compounded by the absence 

of family and community. This intersectional lens provides an important contextual 

backdrop for the next chapter which outlines the participants’ experiences of living, 

working and studying social care in Ireland.   
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CHAPTER 5:  EXPERIENCES OF LIVING, WORKING 

AND STUDYING IN IRELAND 

5.1  Introduction 

This chapter builds on the previous chapter by examining the data as it relates to lived 

experiences of the participants and is divided into three sections. The first section analyses 

the historical positioning and the current discourses about Black Minority Ethnic people 

including the Black Lives Matter movement in Ireland. This section also explores how 

experiences of racism and discrimination frame all aspects of living, working and 

studying. Section two explores the participants’ experiences as social care students in HE, 

presenting data on visibility and representation, experiences of formal and informal 

teaching and learning environment and on placement. The third section considers 

strategies and adaptations that were used to respond to these experiences, emphasising 

the intersectional and cumulative effect. It also presents data on support mechanisms and 

resources identified by the participants as being helpful in navigating their journey 

through HE.  

5.2 Living and working in Ireland 

The participants’ accounts indicated that societal, structural, institutional and personal 

racism and discrimination were embedded in their daily lives. The challenges about the 

terminology used to talk about race, ethnicity and skin colour reflected the current 

uncertain positioning of Black people in Ireland. The participants reported that discourses 

are frequently value laden and contentious and discussing the complexities of 

terminology unearthed differing perspectives. Mary felt positive about the term Black 

Minority Ethnic “the colour of our skin will always be Black so I think it’s okay to say 

Black Ethnic Minority. At this stage some of us are Irish by nationalisation … even if 



 146 

you’re born here, you’re still from that ethnic grouping” For others such as Lulu, the 

term Black Minority Ethnic was viewed as a label “how would you feel if they called you 

… White majority? I understand that we have to have a name … to distinguish things … 

but for me … it is just labelling people”. Monifa talked about wanting to be considered 

as an individual rather the assumption that she represented all Black people “It’s better to 

ask you where are you from? We are all different and it’s good to be different, so that 

chance to speak about yourself as an individual and where you come from, it makes a 

difference”.  

Zanib referred to the legacy of slavery as being unconsciously engrained in people’s 

psyche and that the visual representation in Ireland of Black people as poor, starving and 

in need of help contributed to these unconscious biases: 

… when you switch on your television, they will show a Black kid rummaging 

down in a bin, or they show you a Black woman with an emaciated child. All these 

mentalities are being fed into the minds and so a White person in seeing this, 

automatically symbolises a Black person as a beggar, a Black person is charity 

orientated, you get the point? 

The categorisation of Black people based on skin colour was identified as problematic 

and participants remarked how the negative representation of Black Minority Ethnic in 

traditional and social media was reflected in wider societal discourses and perceptions. 

Zanib who was a banker in Nigeria before she migrated to Ireland, explained that White 

people were surprised when they learned she was educated, “they cannot see past you 

being a cleaner or being a toilet cleaner”. As a result of this negative portrayal, Kemi 

believed that being Black in Ireland was problematic and she explained that it “excludes 

you from society. It frustrating because you feel like you constantly have to prove yourself 

in the country that you belong … it's a constant battle even for me”.  
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Stemming from far-right social media videos and postings, portrayals of young Black 

people as “dangerous” was noted by some of the participants such as Kemi and she 

explained that this “just labels Black kids as being troublesome”. Another problematic 

depiction highlighted by Alyssa was how young Black children are criticised and 

sexualised in social media in comparison to White children:  

A White girl … she'll wear something, and everyone will be like ‘that's cute’ … 

‘oh that's adorable’. But then you see a Black girl and they'll just start saying, ‘oh, 

she's too young to be wearing that’. There's a lot of different standards … there's 

a lot of sexualization for Black little girls compared to White girls and it's just 

disgusting.  

Alyssa believed that these negative presentations contribute to further positioning Black 

people as inferior, which consolidates the power of White Irish people “Black people are 

seen as … I don't want to say… animal like … they're seen as loud … degrading like 

animals… like it’s just Shit! And then White people are seen as just innocent”.  

Despite the increased awareness of issues pertaining to diversity and ongoing 

improvements in anti-discrimination legislation and policies in Ireland, the participant’s 

engagement with political, professional, sociological and institutional infrastructures 

further confirmed this inferior positioning. Zanib described how White citizens continue 

to be privileged over Black: 

… marginalisation is very high because the average White man has a mental block 

… I can step on you a Black person because I am superior to you … like White 

supremacy, that’s there … it reigns … you see it everywhere.  
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5.2.1 Experiences of racism 

While all the participants shared experiences racism there was a distinct difference in the 

accounts of the younger and older participants. The younger participants described more 

frequent incidents of direct racism discrimination and micro aggressions in everyday 

living.  Incidents ranged from racist slurs being shouted out while walking on the street 

to observing racist abuse while travelling on the bus. Chris linked these directly to 

negative stereotyping of Black people: 

Racism is still strong these days. So, we were outcasted a lot by most people … it 

was very scary … in shops we'd always be followed because of the stereotypes … 

on the AstroTurf someone spray-painted out the N words. 

Experiences of direct racism and microaggressions were not as prominent in the 

narratives of the older group and instead they shared stories about their children’s 

experiences of racism. It was not clear if this was because their own experiences differed 

from the younger participants, or if they were more sensitised and protective as mothers 

to racist and discriminatory behaviour directed towards their children. Several mothers 

described how school, particularly secondary school, was a frequent site of discrimination 

and Afia’s description offers some insight into children’s experiences: 

… at secondary school, they don’t believe that Black children can be Irish … they 

still ask them ‘oh you’re a Nigerian?’, and my children would say ‘no, I’m not a 

Nigerian, I’m Irish, I was born here, I have never been to Nigeria in my life’ … 

You know like they ask questions that points towards racism.   

The older participants noted that while overt racism decreased as their children moved 

into secondary school, it was replaced by micro aggressions and more nuanced racism 

and by the senior cycle it was endemic. According to the participants, these 
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microaggressions were more difficult to challenge.  Afia gave an example where her 

daughter, as the head girl in school, was excluded from meetings and when she questioned 

why, the vice principal become defensive, declaring that he was anti-racist citing the 

school’s anti-discriminatory policies. Afia explained that it was very difficult to confront 

or challenge those in positions of power when they use policies to defend discriminatory 

practices.  

While there was a belief among participants that most White people were opposed to 

overt racist behaviour conceptually, Alyssa felt that they were reluctant to acknowledge 

or address it as the system worked in their favour “there's denial where people don't want 

to believe that it's there. They don't want to be like ... considered a racist”.  Susan 

explained that she found some White people were offended when a Black person tries to 

assume any authority “literally, they will not take it from you, they will find that very 

offensive … you can’t tell me what to do!” Zalika found it difficult to engage in a 

discussion about race because it often put her in a position of having to argue for or defend 

Black people while Susan believed the reluctance of Irish people to talk openly about race 

compounded the problem: 

 I think Irish people have this thing ... that race is something you don't talk about 

it, it is just there and you don't go into it … they don't want to offend, so sometimes 

by not offending, they're actually not dealing with any of it at all which can 

actually be more offensive. 

The defensive or colour-blind approach adopted by some White people was referred to 

by several participants. Bethane suggested that because White people do not experience 

racism, they deny its existence “people are so blind. They pretend it doesn't exist… 

because you haven't experienced it, you haven't seen it first-hand, it doesn't mean it does 

not exist”. Raelene’s words captured the views of others when she explained that White 
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people are often unwilling to challenge racism, preferring to adopt a bystander approach 

“They (White people) just don't want to help ... just prefer to not say anything just watch 

and they tell us it's not fair … but they are not willing to actually make a difference or 

make a change”. 

The impact of these experiences was profound and shaped how the participants navigated 

daily living. Alyssa explained how the pervasive nature of racist encounters instilled a 

heightened awareness of danger in her everyday interactions: 

… those little microaggressions … I get scared because I'm thinking the bus driver 

might be racist. They’re not that micro, you know, the underlying kind of the 

language, the words that people use and how offensive and abusive [they can be]. 

The omnipresence of racism resulted in feeling fear and anxiety about personal safety. 

Florence described how hearing the ‘N’ word used by an older woman on public transport 

instilled anxiety when travelling by bus. Chris echoed other’s accounts in her description 

of the fear she feels in her daily life: 

Anything can happen to you when you're outside … like you always need some 

sort of security around you when you're walking alone. It's just not very safe. I am 

actually planning to leave here if I get a degree or become successful enough ... I 

want to move my parents out of here because it’s not safe for them either. 

5.2.1.1 The context of Black Lives Matter movement  
Only the younger participants referred to the BLM movement and they had a range of 

perspectives. Bethane, who has lived in Ireland all her life explained that she had heard 

of BLM when she was younger, but it was only when she started college that she came to 

realise that it related to her as a Black Irish person. Conversations and reactions to the 

BLM movement on social media were a talking point for the younger participants.  



 151 

Bethane described her annoyance at the hypocrisy of some social media posts, where the 

people that used racist language in her secondary school were now “posting a Blackout 

Square on Instagram in solidarity for Black Lives Matter people”. Alyssa believed the 

BLM movement encouraged some far-right supporters to promote their agenda of a White 

only Irish nation, particularly on social media platforms which the younger participants 

engaged with. She described how hate speech and racist and exclusionary remarks online 

can be vitriolic: 

I've noticed … the people from Twitter that come to talk about it ... I want to say 

patriotic people because they have the Irish flag in their bio and they're always 

‘there's no such thing as Black Irish’. They're always saying ‘we are the Irish ... 

we claim the Irish. You guys don't have Irish in you’ and you post about something 

to do with Black Lives Matter in Ireland and they will literally come out of 

nowhere. They will like crawl out of the soup and just start typing ‘Go back to 

your country then’. 

The positive impact of activism and BLM was evident in the younger participants’ stories, 

and they described it as an opportunity to have their voices heard and to feel represented. 

Raelene described how BLM validated her lived experiences and feelings of being an 

outsider in Ireland. However, Bethane expressed concern that there would be no long-

term impact from the movement: 

… people think Black Lives Matter is just a trend … it’s not a trend … it’s really 

hard being Black … you’re Black every single day, not just one day, every single 

year and I can’t choose not to be Black. 
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Florence was not alone in her view that confronting and fighting racism had been 

exhausting and that this may be a reason why older participants did not refer to the BLM 

movement: 

I always used to fight it, but then it just came to a time where like I kept fighting 

and it kept happening … it wears you down. I don’t want to give it my energy… 

like I’d rather put my energy into something else. 

Chris noted that while the awareness of the BLM movement was very much alive within 

the community and wider society, it was not as active within HEIs, and she surmised that 

this may be due to the lack of representative numbers of Black Minority Ethnic students 

to drive the movement in HE. 

5.2.1.2 Identity formation  
The experiences of migration, resettlement, living in Ireland and activism impacted on 

the participants’ development and formation of identity. Participants discussed racial and 

ethnic identity, knowing who they are, holding on to where they came from, all the while 

developing and embracing new possibilities and other identities. Bethane, one of the 

younger participants described the frustration of frequent questioning about where she 

came from, despite living in Ireland most of her life: 

… some random person is like, ‘oh, where are you from? ‘I just go ‘from Kildare’ 

... I was expected to say like, oh somewhere in Africa because just because your 

skin tones different to people here … like, they had that kind of like programming 

in their head like, if you're Black, you’re African. 

Alyssa, another younger participant, who has lived in Ireland all of her life, described the 

difficulty developing an Irish identity when you are told to “‘Go back to your country 

then’, technically this is my country and there's nowhere else to go … they'll say, ‘you'll 
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never be Irish”. Florence echoed others in her belief that being Black superseded all other 

identities and that a person’s uniqueness was lost in the categorisation “you’re never 

actually you! We’re seen as just Black woman, Black mother, Black single mother and 

we’re never just Florence”.  

The intergenerational aspect of identity development and formation was also noted. Anne 

who was trafficked from Syria over 10 years previously explained how it was only after 

the birth of her child that she felt the need to develop an Irish identity so she could 

integrate into the community. Susan described how challenging it was for her to establish 

her own identity in the context of being a mother of mixed-race children, explaining that 

“I’m just made in the wrong body!” Monifa expressed concern that the cumulative impact 

of racist experiences would instil long term fear and distrust in her daughter while Jojo 

described the frustration of having worked so hard to integrate in Ireland to see her 

children, who have been brought up as Irish citizens, continually face discrimination “My 

children, born Irish and grown-up Irish and that's their experience all their life and they 

experience racism or discrimination as Black Irish children”. Olufunke, a mother of three 

children born in Ireland, concluded that despite the outward impression that Irish born 

Black children seem to have integrated, she felt that White supremacy continued to exist 

… a lot of them have grown up here so they talk like them, they behave like them 

… their behaviour is completely different from we coming from Africa. But it’s 

not working in the end, I think they’re not going to have a good experience. They 

(White people) have the same power; they have the same attitude. 

The cumulative and intersectional experiences resulted in some participants questioning 

if they were responsible in some way for being discriminated against. Mesi explained that 

“I was thinking maybe because I’m a Black, I question myself … maybe I’m not good 

enough”. Susan’s feelings of being unwelcomed, arguably based on her experiences in 
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DP and resettlement, underpinned her internalised view of her position in Irish society “I 

don't belong here. I'm not supposed to be here ... I'm not entitled to most things, or I am 

not entitled to be here therefore I deserve this [discrimination]”. This internalised view 

was also a thread in Susan’s interactions in work, college and in her description of 

placement “I think the barrier I had was how I would be perceived by the service users 

as a Black person, whether they would be okay or used to having Black people around”. 

This indicated an internalised awareness of the fragility of the White person and how 

deeply embedded racism in a person’s psyche fuelled the perception of themselves as the 

problem, rather than the oppressive system which they are trying to navigate.  

5.2.2 Experiences in workplace 

While the focus of this study was on the experiences of the participants as social care 

students, accounts of working in the care sector was interwoven in their stories and they 

explained the interplay of social, cultural and economic capital on employment 

opportunities in Ireland. For participants that were asylum seekers, the processing of 

applications to reside in Ireland took many years and during this period they were unable 

to work legally. This was a source of deep frustration and several participants described 

working in the ‘black economy’ for cash as in-home carers for elderly people while they 

waited for their asylum applications to be approved. 

Once they could work legally, the participants described the difficulties they encountered, 

noting specific barriers to securing employment as migrants. As many of the participants 

had spent time in DP, their ability and capacity to build connections within the community 

were reduced. Mary identified the absence of family connections, local knowledge and 

social capital as obstacles for Black people to secure employment as many of the positions 

were filled through “informal connections and word of mouth”. Some of the younger 

participant believed the difficulty they had in securing employment was a direct result of 
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racism and discrimination. Alyssa described feeling disenfranchised by how structures 

and systems are constructed to advantage White people “White people don't have to say 

to themselves ‘I won’t get this job because I'm White”.  

Despite the challenges of securing employment, 13 of the 21 participants reported 

currently working in healthcare sector, 11 as Healthcare Assistants (HCAs) and two as 

home carers. According to their accounts, securing employment in care work was not 

difficult due to lack of regulation, no set minimum entry requirements and the shortage 

of staff. The work was primarily providing intimate and personal care for clients in 

nursing homes, residential units for people with disabilities and home care for elderly 

clients. The participants reported being recruited by other Black Minority Ethnic friends 

and family that were working in the sector. As many of the participants had previous 

qualifications and experience, care work was considered as a first step towards getting 

established and they believed that they were overqualified for these positions.  

The precarious conditions of working in the care sector were evident in the participants’ 

accounts of being placed on relief panels or working for agencies with no set shift 

patterns, identified location of work or employment security. They explained that the 

hourly payment was set at the statutory minimum wage level, sometimes paid in cash and 

often without additional allowances such as travel, uniforms, or unsocial hour payments. 

Furula, Mesi and Monifa described the expectation of employment agencies was that they 

would be available for work at short notice, travel long distances to clients at their own 

expense and do cleaning and heavy lifting work.  Afia explained that the physical toll of 

care work motivated her to look for something better “when I was working as a 

Healthcare Assistant, I was feeling the impact on my body so that’s why I want something 

beyond being a Healthcare Assistant”.  
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The participants believed education was a vehicle to re-position themselves and hoped 

that a social care degree would not only increase their economic and social capital by 

providing security of employment, but also enhance their professional skills and widen 

their scope of practice. Neema explained how HCA was restricted in terms of role and 

responsibility and she wanted to broaden her knowledge and skill base “Social care 

workers advocate for them[clients}, support them, look for the resources for them, 

connect them with the appropriate place that they need … when I was a Healthcare 

Assistant, we don’t do that”. However, the participants identified barriers transitioning 

from HCA to social care worker and, without clear progression pathways and job titles, 

many continued to be employed as HCAs despite being qualified as social care workers. 

Neema believed that she was not considered for promotion because of racism and 

prejudice “there are some people that think ‘Where did you come from? You cannot come 

from some shit place and tell us this and that”. Zanib concurred, explaining the 

inequitable progression pathways that currently exist: 

There will be some Irish people that have no qualification … they are now social 

care leaders, with no qualification at all. And then the Black ones that do 

have qualifications … they don’t get that position because they've already given 

somebody else that don't have that qualification. 

Raziya described how she was told she would not be eligible for progression despite 

having qualifications and experience in the sector: 

My boss told me ‘I don't think you'll be able to function in that position because 

you’re still new, you don't actually know the people yet. You need to take time 

before you can be able to’ and I was like, ‘I've been in Ireland, I have a degree, I 

was working as a social care worker before I came into this organization’. 
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Some discriminating experiences were less overt and Jojo’s story of being verbally 

offered a promotion but not having it acted upon indicated a more underhand micro 

aggressive stance by the employer: 

My manager actually came to me and told me ‘Jojo, you'll be the one to fit into 

that position’ and I said, ‘Thank you’… but every time I mention it to her, she just 

says hold on and the position is still empty.  

Furula, described feeling manipulated by her employers as she had to fight for months for 

her qualification to be recognised to no avail. In the end, Furula left the organisation and 

got employment where her degree was recognised:  

They were twisting it for me, they were sending me care assistant forms and care 

assistant badges … I send them an email ... I am not a Health Care Assistant; I am 

a Social Care Worker. Change it! If you do not do that, I am not working for you.  

For those that did get promotion, the salary and conditions for the role were often not 

what was expected. Furthermore, several participants described working harder for the 

same pay under a different title that was presented as a promotion. Mesi explained told 

that she was told she would be promoted if she completed a supervisory course, which 

she paid for herself. When she was promoted, she discovered that the salary did not reflect 

the extra responsibility of the post “the manager says in front of everybody that Mesi is 

going to be our supervisor, but they didn’t do well with the salary and I said this salary 

is one euro higher!”. Mary was the only participant that expressed any trust in the 

promotion process and believed that if she was patient, did not cause any trouble, worked 

hard then promotion would follow.   



 158 

5.3 Experiences of higher education  

The experiences of migration, living and working in Ireland provided the backdrop for 

studying in HE. According to participants, engagement was framed by the wider HEI 

environment, the formal and informal interactions in the class and placement experiences. 

Within the wider HEI environment, participants spoke of particular communal areas 

where Black students met and when the researcher visited to do the interviews, she 

observed spaces in canteen areas where Black Minority Ethnic students congregated in 

each of the HEIs. Raelene echoed others’ views in welcoming these spaces describing 

them as places for Black students to socialise with each other in an otherwise 

predominantly White environment. Susan believed that these spaces have emerged as a 

result of othering of Black students within the HE environment and while Monifa agreed 

that they provided a place to interact and integrate visually and culturally, she used the 

term ‘ghetto’ to describe the space “in the college canteen, the Black students like sticking 

together rather than mixing with other students … this is the Blacks area … the ghetto”. 

Chris explained that she actively avoids hanging out in these spaces as she gets distracted 

and skips class, while Raziya acknowledged that White students can feel intimidated by 

these areas and she felt pressure from other Black students in these spaces not to develop 

friendships or interact with White Irish students “they make these remarks saying, 'oh 

you're behaving as if you're Irish”. 

5.3.1 Visibility and representation  

While visibility of Black students in congregated spaces was notable in the accounts of 

the participants, it provided a sharp contrast to the invisibility or absence of Black 

Minority Ethnic staff in academic and leadership positions in HEIs. Zanib described how, 

despite the portrayals in prospectuses and advertising material of HEIs as multicultural 

environments, this was not evident or reflected within the lecturing staff “look around … 



 159 

I don’t see one Black lecturer … African students are highly represented but not one 

African lecturer … what I did see was an increase of Black people cleaning”. Several 

other participants also commented on the lack of Black Minority Ethnic educators, with 

only participant reporting having a Black lecturer teaching on the social care programme 

in her college. She described the significance of this, not just in terms of visibility, but 

also as a role model “she is someone who has been one of my role models, when I see her 

or when I hear her, she makes me want to go further, if she could achieve that, I could 

too”.  

According to the participants, there was also a noted absence of visibility and 

representation of Black Minority Ethnic students’ history, culture and experiences in the 

curriculum, teaching materials and reading lists. Chris reported that the Eurocentric focus 

of the curriculum disadvantaged migrant students who did not have tacit knowledge 

associated with growing up in Ireland “it would have been something that happened in 

Ireland that we have no clue about … so we would have to go and do extra research on 

our own”. Bethane suggested that the social care curriculum was limited in terms of scope 

and depth and found it lacked any meaningful teaching on issues of race and ethnicity. 

Florence concurred and suggested that topics such as migration were not taught as in-

depth as other topics which felt hurtful as it minimised her migration experiences “it was 

just like get it over and done with, it wasn’t taught in any depth”. Zanib noted that in 

teaching materials Black people were presented as taking a supporting role or as service 

users and were not portrayed as professionals taking a lead: 

… don’t show a video of just White people having a voice … show Black people 

chairing meetings, working one to one with service users or being key workers to 

the service user, so that Black people are not in the background … empower them.  
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5.3.2 Teaching and learning environment  

Based on the participants’ stories, experiences of the teaching and learning environment 

were pivotal to how the participants engaged in HE. Discussing and analysing race, 

ethnicity, migration and the implications of these issues was an integral component of 

many course modules. Several participants referred to how discussions on these issues 

were managed.  Bethane believed that lecturers should provide opportunities for Black 

students to share their lived experiences rather than speak about these topics abstractly 

“because I feel nobody else can understand the discrimination ... especially when you're 

White and Irish”. Afia reported that when the Black lecturer in her college talked candidly 

and openly about skin colour, racism and discrimination it was a very positive learning 

experience for all students. However, she realised that this did not always impact on 

student biases or result in change. 

Kemi described how some lecturers avoided discussions relating to racism or 

discrimination and acknowledged that it can be difficult to navigate the issues: 

A lot of lecturers focus on addiction, disability … stuff that happens in society 

that we don't mind talking about, but in terms of racism, I do believe that the 

majority of lecturers would shy away from issues like that … it’s a sticky one to 

touch on because you can get entangled in it if you say the wrong word.  

Susan surmised that lecturers may avoid subjects such as migration and racism as they, 

as White educators, had limited knowledge, experience or understanding of the issues.  

Afia made the point that despite many opportunities to learn about and discuss social 

justice issues, there was clear divergence between the theory, policy and legislation taught 

to the lived experiences of Back Minority Ethnic social care students: 
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We talk about discrimination, we talk about diversity, we talk about social justice, 

we talk about racism, but we as social care workers are not practicing that. We 

can’t even stop discriminating against each other within the class setting so how 

are we going to practice that when we go out?  

Kemi believed that if social care educators applied the principles of ethics, anti-oppressive 

practice and social justice in class it would provide opportunities to create awareness of 

unconscious biases and challenge discriminatory language and behaviour. Afia gave an 

example of a class discussion where some White students made comments about migrants 

dominating Irish society and these went unchallenged by the lecturer or other students. 

As a result, she felt that social justice was a “myth” due to the dissonance between what 

she was learning and her personal experiences in class. Neema understood that if 

discriminatory behaviour, language or discussion goes unchallenged it sets a low 

professional standard that does not align with best practice guidelines: 

As a social care worker, we are there to challenge discrimination, so we are not 

supposed to practice something like that … the college should match that when 

they are teaching so that you experience that in the classroom and then that’s how 

you carry it to your work or to your placement or whatever. 

5.3.2.1 Interactions with lecturers 
The participants identified communication and building connections as the key to 

interacting with lecturers. However, their expectations of lecturers and the support that 

they could provide went far beyond the teaching role. Lecturers that were open to 

interacting at a personal level were considered to have a positive influence on the 

participants’ engagement. However, the converse was also evident and challenges of 

interacting with some educators were also reported. Anne reported feeling intimidated 

and frightened by one lecturer “she’s very strict … I was very scared of her; I was like, 
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oh my God how am I going to face this woman”. Others talked about lecturers acting 

defensively or adopting a colour-blind approach and Zanib provided an example of how 

some lecturers would preface discriminatory statements with ‘I’m not a racist, but …’. 

Several participants said that they could not approach lecturers or tutors due to the 

absence of cultural understanding or empathy. Raziya believed that communication issues 

arising from English competency acted as a barrier for some Black students in their 

interactions and this impeded the development of relationships with lecturers. Zalika 

observed that White mature students were more at ease interacting with lecturers and Jojo 

felt that this gave them an unfair advantage over Black mature students:  

The mature Irish students … they were treated differently. They were treated more 

fairly than us because they have that kind of relationship with lecturers that we 

don't have … most of them won't be in class for a whole month and they still pass 

the exams. 

Experiences of lecturers not acknowledging contributions or opinions were common in 

the participant accounts. Several participants expressed a belief that some lecturers did 

not want to hear their opinion in class and descriptions of being skipped over, ignored, or 

even silenced were shared.  Zanib’s story reflected other participants’ experiences of this: 

If I have something to say she [lecturer] either shushes me or tells me to hold on 

when she finishes what she has to say, but then if a White person speaks up, she 

lets them put in the word. I observed that consistently in the class. 

Olufunke explained how difficult it was to develop the confidence to engage with 

lecturers as culturally she believed it was disrespectful to make eye contact with those in 

authority. When she did overcome this challenge and her attempt was not acknowledged 
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it resulted in her withdrawing “when you're there making eye contact and it still ignored, 

over time you stop talking and you stop contributing”. 

5.3.2.2 Communication and language competency 
Communication and English language competency were common themes in the 

participants’ accounts of studying in HE. Several participants noted the academic benefit 

of having English as a first language. Afia, born in Nigeria and living in Ireland for almost 

20 years, believed that not being a native English speaker was a significant barrier to 

expression, participation, engagement and professional attainment. As the teaching 

pedagogy in social care is primarily discussion based, the participants were expected to 

communicate and share their understanding of topics and contribute to class. Raziya 

explained how vulnerable and exposed she felt when asked to contribute due to the fear 

of being judged by classmates “They [lecturers] know that I can’t speak properly, so why 

would they ask me?... if I speak and it’s wrong, somebody's going to laugh”. Mesi 

described how she withdrew and became silent in class as she felt that others were 

laughing at her because of her accent. 

Comprehension was also reported as problematic. Speed of speech, tone of voice, 

phraseology and accents impacted on participants’ capacity to understand and be 

understood. Monifa described how comprehension issues effectively reduced her 

confidence to speak and noted that others avoided conversing with her in class. Olufunke, 

Zalika and Dorothy reported that lecturers spoke very fast and this impacted on their 

comprehension of lectures and capacity to take notes.  Dorothy emphasised how 

important it was to have access to lecture notes after the class so that she could listen to 

them repeatedly to understand the content.  

According to the participants, the impact English language competency had on academic 

writing skills was a key factor in progression and grade attainment. Several participants 
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believed they were not prepared for higher-level academic writing standards and found 

communicating their knowledge through this format very challenging. Neema reported 

how spelling and grammar were particularly onerous and this was repeated in the stories 

of other older participants who as mature students had been out of formal education for a 

long period. Afia explained that her writing style was different to the Irish style and 

recounted how a lecturer pointed this out “you Nigerians, you like to emphasise things 

and when you’re writing, that emphasis always show”. Academic referencing difficulties 

were of particular concern for many participants and Furula noted that difficulties in 

referencing can result in unintentional plagiarism, which impacted not only on grades, 

but on the student’s reputation. 

5.3.2.3 Feedback and grade attainment  
The participants’ accounts indicated that access to feedback on assignments and being 

able to approach the lecturer to seek clarification was fundamental to progression and 

attainment. Lack of confidence as a result of lower levels of English competency and 

ingrained fear and distrust based on previous experiences resulted in reduced interaction 

with lecturers. Several participants were reluctant to seek clarification or receive feedback 

and this resulted in assignments being misunderstood and subsequent lower grade 

attainment. Lulu described having to pursue and push the lecturers for feedback and she 

believed that many Black students did not have the same confidence or linguistic ability 

to do this. Anne described the additional barrier of having to go through the class 

representative for clarification and feedback “that lecturer that doesn’t like any of her 

students coming to her, she would prefer the class rep to come to her and talk to her 

instead of different people coming”. 

Several participants raised the issue of lower grade attainment of Black students in HE 

and there was a range of experiences and perspectives. Some believed that grading was 
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fair and equitable. This was reflected in Neema’s view about student ability and work 

ethic “it is about the capacity … some of my friends that did Social Care came out with 

distinctions, so I don’t think it is about colour”. Raziya agreed and observed that if Black 

students received lower grades as a result of not putting in the effort some would “use the 

race card, which is BAD!”. Chris believed that the younger generation of Black students 

do not share same determination and motivation as the mature Black students “they feel 

education is too much work or too much time, they’d rather just scratch a pass and get it 

over and done with than put their all in”. 

Others believed that the system favoured White Irish students and that lower English 

language competency situated migrant students at a disadvantage. Jojo described how 

misunderstanding the assignment brief resulted in lower grades “we answer the way we 

understood, and the lecturer is looking for something else, and you will be marked 

down”. Several other participants described feeling confused and exasperated when they 

discovered that White students achieved higher grades despite doing less work. Afia tried 

to make sense of how grading reflected the effort and time put in to an assignment: 

If a White person and I were given an assessment, I think they judge theirs on a 

lighter scale than mine …  you have been preparing it for weeks and somebody 

did their CA [Continuous Assessment] in three hours and they still get more marks 

than you, how do you explain that?  

Lulu did not trust that lecturers fully read the assignments and believed grade allocation 

was based on their stereotypical view of the ability of Black students. Raelene surmised 

that some lecturers might find Black students intimidating and grade without being aware 

of their unconscious bias: 



 166 

… they don't want the outsider to be the best … Black students can be a bit 

intimidating … when they see someone not of their culture trying to get better 

grades … they don't want them to do as well. 

5.3.3 Interactions with other students 

The student experience is much more than the academic aspect and for many students HE 

is about making friends, socialising and feeling part of a wider community. The initial 

few weeks of starting college can be daunting for all students and the older group in this 

study used words like “scared” “worried” and “anxious” to describe that period. 

Dorothy’s account mirrored other participants’ experiences of the first few days in 

college: 

… it’s a different and strange place, I remember when I went into my car I actually 

start crying, I burst out weeping, I’m like ‘God what did I put myself into’, I said 

‘Oh I don’t think I will be able to continue’. 

Zanib also described feeling overwhelmed and anxious, while Raziya, a mature student, 

expressed concern about keeping up with the younger students. She felt that the first few 

months were crucial in terms of getting to know others and positioning oneself in the class 

“when we are all new, we kinda lay the boundaries, we are comfortable with each other 

today”.  

Some of the participants expected social care students to be more open minded and non-

judgemental than students in other disciplines and believed that integration would be 

straightforward. However, once the initial settling in period was over, Afia explained that 

groups segregated naturally “As time goes on the Whites would gravitate towards the 

Whites and the Blacks would gravitate towards the Blacks”. Dorothy believed that Black 

Minority Ethnic students frequently felt intimidated by White students, while Kemi 
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described how she felt judged and excluded by the younger White students in particular 

“they are pompous; they think they are big ... they think that they are superior”. Micro-

aggressive experiences in class were reported by many participants and they explained 

that while racism was not verbally expressed, it was evident to them in other student’s 

feelings and expressions. Zalika described it as “it wasn't said, but it was there! Its 

actions! The actions speak … but they don't say to your face”.  Dorothy described the 

complexity of unspoken but deliberate micro aggressive behaviour “I think it is hidden, 

some people know how to play racism in a very respectful way, you understand because 

I would see some people in my group that are racist, but they don’t want to show it”. 

As a result of these experiences, some participants believed that they were excluded from 

various class activities. Communication systems used within the class group were referred 

to by participants and phone apps such as WhatsApp were identified as primarily used to 

share information, organise events and contact the class representative. Several 

participants shared experiences where they felt excluded in these communications and 

this resulted in being late for class, missing lectures or assignment deadlines. Afia 

surmised that, while there was no proof, she felt that “there was possibly two group 

chats”. If students had questions, concerns or problems they were advised to bring them 

to the class representative and some of the participants found this process problematic. 

Anne reported that the class representative did not respond to her questions but observed 

her act instantly if White students had an issue. Zalika felt it was futile to bring issues to 

the attention of the class representative and gave up “because I realised at the end of the 

day that nothing will be done”. Jojo surmised that because she was not in the majority 

(White Irish), she felt that her voice went unheard in the class “it seems nobody was 

listening because it's always the majority, when your voice is not as much as other voices 

… you tend not to be heard”.  
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Socialising is an important component of the college experience and the participants 

described very mixed experiences. The younger participants talked about wanting to 

socialise with classmates after college but Afia’s description of going out to a club 

illustrates the challenges of belonging when mixing in a predominantly White 

environment “if I went to a club and I was just with like a bunch of White people ... I 

wouldn't feel comfortable personally, I'd be like, why am I here? I just I don't fit here”. 

The older participants expressed less of a desire to socialise with classmates. Kemi 

explained that the class tend to meet in the pub and that she would not feel comfortable 

in that setting, while others explained that family responsibilities reduced availability to 

socialise with other students outside college hours. Lulu, a single parent with four 

children, believed that younger students had freedom to socialise that she did not have 

“they have a totally different life, they can relax and all ... they can go home and get a 

dinner from their parents, and I have a totally different world”. 

Only three of the 21 participants described making friends with White students in the 

class and one of these, Furula, aged 42, described it as a very positive experience “It was 

awesome. It was good. I mixed. I have friends. There was no racism. There was no 

problem”. Raelene explained that while Irish students might extend the hand of friendship 

initially, she found that they were reluctant or even afraid to progress the relationship any 

further. Susan reported that she had no interactions with over half her class during her 

time as a student but did not specify if this was by choice “I spent 4 years there and I can 

guarantee you there's at least more than half the class that I never spoken to”. 

The difference between interactions, casual friendships and more meaningful long-term 

relationships was noted and Kemi explained that while interactions were cordial and 

professional, she felt no sense of friendship with White students “we’ll say ‘Hi’ to each 

other as social care workers because we have to be professionals, but there's no 
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friendship there”. Other participants believed that the social, cultural and linguistic 

differences created barriers to developing long-term friendships with White students. 

Lulu explained that the friends she made in college were not lifelong friends “they are 

circumstantial friends … we are friends now because we go to school together but then 

once school is finished everything is finished”. The participants, young and old, talked 

about how they found White mature students less judgemental and more open to making 

friends with Black students than the younger White students. Olufunke believed this was 

because they were more mature “the difference between the mature students and the 

younger ones … mature ones answer questions and say hello … they don’t laugh, the 

maturity is there”. One participant reported being the only Black Minority Ethnic student 

in her class. She deduced that she would not make friends in the class after the first 

semester and described moving back home, commuting long distances to college each 

day. The sense of loss, sadness and lack of belonging came across in the body language 

of this young student, who became tearful when sharing this experience.  

As a result of exclusionary and discriminatory experiences, the participants demonstrated 

a general reluctance to open up or share personal information with White classmates.  

Mary echoed other participants’ views in her belief that sharing personal, or family 

information would make her vulnerable to further judgement by classmates “the way they 

look at you, you feel like I am from a different planet, so no I didn’t share anything. You’d 

be afraid they might judge you by the way they talk about. 

5.3.3.1 Staying together 
The participants talked how they gravitated towards other Black students in the class 

where they felt a sense of welcoming and belonging, mirroring the congregation in 

communal spaces.  Zalika described the sense of security and belonging that comes with 

feeling at ease with others: 
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I felt at home, and I felt really comfortable and I felt I actually belonged here 

because we started to share stuff … stuff is safe ... this is my clique and has been 

my clique since the first year.  

Bethane, the youngest participant in the study, described her delight in seeing two other 

young Black students on her course and explained that she still prefers to be with them 

rather than other students “I still kind of gravitate towards … obviously only younger 

people that are Black in my class. I don't like mixing with other people ... like I only mix 

it them when I have to”.  

The participants shared stories about working collectively with other Black students on 

projects and assignments and this was particularly prevalent in the older group where they 

had previously known each other in DP centres or had forged friendships and alliances in 

HEIs access programmes. Raelene explained how “it's easier to just get along with your 

own because they understand better rather than having to explain or teach others”. These 

participants described setting up exclusive WhatsApp group chats and organising study 

groups and tutorials with other Black students. Neema explained that the WhatsApp 

groups enabled them to ask questions, seek clarification, share resources and collectively 

work on individual tasks, assignments and exam preparation. These collectives also 

functioned at a broader support level and participants described carpooling, sharing 

childcare and studying in each other’s homes. 

According to their accounts, the disadvantage of working in these exclusive groups was 

that if an assignment brief was misunderstood or interpreted incorrectly, it impacted 

negatively on all student grades.  Jojo described the collective feeling of disappointment 

with the results of an assignment as they were “much lower than our expectation”. 

Despite this disadvantage, only one of the participants reported reluctance to working as 

a collective. Susan, 28 who has mixed race children and previously talked about not 
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belonging with either White or Black communities explained that “I just might be crazy, 

but I did find it challenging working with African people”. 

5.3.3.2 Experiences of the groupwork environment 
Groupwork is an integral component of social care education, and most modules have a 

groupwork element to assignments and assessments of the learning outcomes. From the 

accounts of the participants, groupwork was especially challenging as it intensified the 

outsider experience. Allocation to groups varied and participants described being 

allocated a group or allowed to choose their own. Many shared experiences of exclusion 

when students choose who they wanted in the group and Zalika’s story captures the 

feelings of being left out and rejected: 

… if we are told to pick ourselves, they would not even come near you…they 

want to pick themselves … I would just stand, and no one would mention me ... 

so I just stand and when it is sorted, then I can join them, it goes on like that for 

very long time. 

Raelene preferred when lecturers allocated students to groups as it provided an 

opportunity to interact with White students. However, Dorothy suggested that while in 

principle this approach seemed the most equitable, in reality segregation still happened 

once the groups started to work. Once assigned to a group, the participants continued to 

encounter challenges and difficulties, with older participants describing being ignored by 

younger White students. Dorothy’s experience echoed other stories “they want to prove 

that they are not bothered by you ... they are not going to tell you directly to shut up your 

mouth, but their reactions and their countenance and ignoring completely… especially 

the younger ones”. Kemi described her anxiety when doing a group presentation as she 

was aware that other students may judge her or not want to present the work due to her 

language competency “presentations are nerve-wracking as it is and having a language 
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barrier on top of it … like you're freaking out because you know that your peers know 

that your English is not the best”. 

Experiences of group projects being completed and submitted without input from the 

participants were shared. Monifa described the conversation with other group members 

when her contribution to a group project was disregarded: 

I said ‘guys we need to chat because I’m actually feeling shit. I’ve seen that you’ve 

discussed all the other people’s work, and mine you left it out, and if we’re going 

to present tomorrow, I think it’s important that you also look at my work’.  

Zalika explained that as a result of her work being ignored in small groups, she developed 

a passive attitude which impacted on her motivation “any group work, I just do whatever 

they say. I just be in the group ... participate … be present. I go get my own piece ... get 

my marks and get out … I don't really put effort”. The frustration of working in groups 

with other students that had different styles, pace, language competency and expectations 

was discussed by several older participants.  Monifa and Lulu explained that as busy 

mothers they needed to be organised and have assignments done in advance, therefore 

there was significant cumulative stress and frustration working with younger students that 

did not share the same work ethic, had less constraints on time or had no family 

commitments. 

5.3.4 Placement experiences  

Practice placements are an integral component of the social care degree and students are 

required to complete a minimum of 800 placement hours over two or more placements in 

different service areas (CORU, 2019). The descriptions of placement experiences were 

diverse, but participants reported that they were keen to engage in the placements and 

viewed them as opportunities to gain experience and position themselves professionally. 
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There was apprehension and fear when discussing sourcing and securing placement as 

some participants were concerned that, as a result of the cumulative and intersectional 

experiences, they would not be welcomed by staff or service users because of their skin 

colour or ethnicity. Diversity within the staff team on placement provided reassurance in 

some cases and Kemi described how having a diverse team made it a more enjoyable 

placement experience “I enjoyed it, they had multicultural team members, we had Black, 

we had White, it gave me that sense of reassurance that there are Black people in this 

field”.  

5.3.4.1 Sourcing placements 
According to the participants, some HEIs placed students while others expected students 

to source and secure placement themselves.  Where placements were sourced by the 

college, the participants expressed anxiety about how they would manage practical issues 

such as travel to the location of the placement, limitations of public transport and juggling 

childcare when placement hours were unsocial. Susan described the difficulty in 

completing placement while living in temporary homeless accommodation which 

required her to move her family frequently to different locations. Other participants with 

children, family and work commitments found themselves in the difficult position of 

having to approach the placement supervisor to renegotiate hours to facilitate childcare 

and transport before they commenced. The practical issues of placement location, travel 

costs and rosters were a particular concern for mothers parenting alone when they were 

not consulted about the allocation process.  Some reported deferring a placement because 

they could not manage to attend due to the constraints of family responsibilities.  

In the HEIs where students sourced their own placements, the participants outlined 

difficulty securing placements and attributed this to their skin colour and ethnicity. 

Florence described how, despite persistent emailing and calling placement organisations, 
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she had no replies and believed this was because they knew she was Black due to her 

name.  Mary explained that voice and accent were indicators of their difference and were 

used against them “once they hear your voice, your accent on the phone they tell you ‘Oh, 

sorry we’re already booked we have student’… because you’re Black, you won’t get it.  

Zanib found it easier to secure a placement in an organisation where the supervisor was 

non-Irish as they were both ‘outsiders’ in an Irish context. However, there were some 

advantages when students sourced their own placements. Susan acknowledged that it 

facilitated her to choose an organisation where she could use her lived experiences as an 

asylum seeker to help others “I probably thought I knew the things they should do when 

they went to asylum … when I got a placement, I enjoyed it because I knew how it felt”.  

5.3.4.2 Experiences on placement  
Once the placement was secured, the participants discussed the allocation of tasks and 

experiences of the work on placement.  Florence and Alyssa, two younger students, 

described being assigned very basic tasks due to the low expectation of the supervisor 

and they felt this reduced their opportunities to demonstrate capacity. Furula and Kemi 

had very different experiences and described how they engaged in a diverse range of 

duties using their cultural knowledge, skills and experiences in their work. Kemi 

explained how her supervisor encouraged her to take on pieces of work that she felt were 

beyond her capacity and in hindsight this really assisted her to learn and build her skill 

base.  

Participants had varied views on whether placement was a site of discrimination for Black 

Minority Ethnic social care students. Mary felt that “placement is where you will really 

see the racism” while Mesi reported that she did not experience any racism or 

discrimination on placement. The younger students told stories of older service users 

asking them repeatedly ‘where they were really from?’ and while they understood that 
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older people might not have had much exposure to Black people in the past, they found 

this frustrating, upsetting and discriminatory. Other participants reported being subjected 

to regular racial slurs by clients and service users.  Chris gave an example of being on 

placement in a disability service and a service user called her and other Black staff 

‘Beyoncé’ (a Black singer) because of their skin colour. While she found this offensive, 

she was more annoyed that it was not addressed by the staff or the placement supervisor. 

Raelene surmised that when an organisation agrees to accept a Black student on 

placement, there is an understanding that they can be treated differently and expect they 

will do more menial work than White students.  Furula provided an example of this when 

a staff member asked her to do cleaning tasks that other staff or students would not be 

expected to do: 

All the cleaning she wants the Black people to be doing it. I said ‘I am not doing 

that, I am not here to do that, I am a student and I am here to do my placement, 

not here to clean the windows’... she asked me to wash the toilets, mop the floor. 

Afia described being questioned by staff members if the placement was really suitable for 

her and she believed that this stemmed from unconscious bias as there were no Black 

professionals working in the organisation. Zanib described how she found some staff 

acting superior to her “they were very stuck up … you have to do what I tell you to do 

kind of mentality, it was very pronounced”. Experiences of not being  trusted or respected 

by staff in the placement settings were shared and are captured in Bethane’s story about 

an incident where a staff member searched her bag for something that one of the service 

users had mislaid and went on to announce to the large group present that it was not there 

“one of the staff, without my permission, opened my bag … ‘see look ... there's nothing 

in the bag’ So it was kind of annoying me, but I didn’t want to say anything”. 
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Accounts of interactions and relationships with service users highlighted how 

communication difficulties contributed to clients perceiving Black Minority Ethnic 

students as different. Furula explained how her dialect, pronunciation, and speed of 

speech impacted developing relationships with clients on placement and in the workplace 

“the service users, sometimes they can’t understand what I am saying, and they get 

frustrated”. Monifa explained that there was a reluctance from some service users to work 

with Black students, but believed that this might be more to do with disruption to their 

routine than racism: 

… some people with disabilities, they might not want to work with you because 

maybe they have structure, I think it is the reason why they would try to retaliate, 

but with time they get used to you and they don’t want you to leave. 

Progression on placement was discussed and, while none of the participants disclosed 

personal difficulties, they shared stories about other Black Minority Ethnic social care 

students failing placements. Neema believed that failing placements could be related to 

culturally different communication styles such as difficulty in making eye contact with 

supervisors or male managers. Bethane believed that supervisors needed to be more 

supportive, especially for younger students. She described how a young Black friend who 

was on her first placement “was gaslighted by her supervisor and ended up having to 

repeat that placement because her supervisor was picking on her ... she was like 19, which 

was not fair because she should have been looking after her”. According to Florence, 

progression on placement was impacted by the internalised White privilege of some 

supervisors “because you’re Black, they don’t want you to succeed … they want the 

opportunities for themselves [White people] … I feel like they’re intimidated because they 

see that you work hard and that you’re determined”.  
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As many social care placements involve working with children and families, utilising, 

sharing and processing cultural knowledge on parenting and raising children was referred 

to by several participants. They noted conflicting values and beliefs, describing how their 

parenting styles were frequently at variance with the approach taken in services. Monifa 

described explaining to a social worker on placement that what was perceived to be 

possible child abuse in the Irish system was normal parenting based on the values of the 

African families. Raziya described how managing challenging behaviour on placement 

was at odds with her cultural beliefs and values and this impacted on her practice 

experience “the way I raised my daughter, I think this is how it should be, but it was a 

different ball game! Oh, they traumatised me man! I don't want to lie … I didn't like it at 

all”. 

5.4 Navigating the environment: strategies, adaptations and supports 

The participants described different responses and strategies they employed to navigate 

the experiences of living, working and studying in Ireland. It appeared from their accounts 

that anger and frustration were more commonly and more profoundly felt among the 

younger group. Alyssa’s description echoed the other younger participants as she 

explained that the circumstances usually dictated her reaction “Sometimes you just freeze, 

then sometimes I talk back, sometimes I just call them out … I'll just be like ‘Just shut the 

fuck up!”. Acceptance, resignation and normalisation of racism and discrimination was 

more apparent in the older participants’ accounts. Mary reported, in a resigned tone that, 

as a Black woman living in Ireland, she expected to be targeted, while Lulu attributed the 

numerous attacks on her home to normal teenage behaviour rather than racist behaviour: 

… having people coming throwing eggs at the house and things like that … but I 

feel I was not really being discriminated … it’s just because they are teenagers… 

because you are different, they will do this. 
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Jojo and Susan talked about this passive positioning, avoiding any confrontation by 

staying silent and waiting in hope that things might improve with time “I don't like 

trouble. So, I just wait. I’m going to be patient; I'll just keep quiet. I just take whatever is 

given which is very wrong” (Jojo). Susan explained that this approach increased her sense 

of powerlessness but had learned over time that if you don’t support White people “you 

will lose at the end of the day”.  

Strategies to respond to racism in the workplace were also shared. Alyssa described being 

initially very nervous of challenging racist remarks made by clients as she believed it 

could exacerbate the issue. Anne reported that service users in the drug rehabilitation 

centre were reluctant to engage with her because she was Black, but she persisted and 

through building relationships she was able to overcome the difficulties. Neema described 

elderly clients directing racial slurs at her but explained that an acknowledgement or 

apology from their families assisted in repairing the hurt felt.  

The resignation and passive positioning set out above did not extend to how the mothers 

in the study responded to their children’s experiences of racism. Several talked about their 

children’s encounters with racism in school and Jojo’s response highlights the level of 

responsiveness in their accounts: 

I had to call my placement in the morning to say, ‘sorry I won’t be coming because 

of what just happened’. A boy and he’s not even Irish, was throwing some stuff 

and was calling him ‘Black monkey this that ... Black Black Black Black’. He was 

just telling me in the morning when he was having his breakfast and I was like 

‘No, I’m not putting this off until the next day’. 
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The older participants also talked about actively teaching their children strategies to assist 

navigating racist and micro aggressive encounters and Monifa’s description echoed others 

accounts in how she advised her children to keep a positive mindset: 

… don’t pay attention to it … I don’t want my children to pay attention to things 

like that … because I’m Black that’s why they did that, I just want them to be 

open minded. This has happened, how can you deal with it.  

Mary agreed that racism and discrimination can become pervasive, and she has made a 

conscious decision to ignore or reframe it and encouraged her children to do the same “I 

tell my son to try not to see because once you start to see … like every day you can see it 

… every day, you see it as something else”.  

Another strategy was offering a positive counter narrative and Monifa description 

encapsulates others’ stories when she details conversations with her children: 

I teach my kids ‘if someone says you’re Black … fine there’s no problem with 

being Black, it’s beautiful to be Black, isn’t it? Yes, I’m Black, yes, I’m beautiful 

so what is the problem?’ You know so I try to empower them, to encourage them, 

to love themselves not to look at the negative of Black.   

Cultivating and strengthening African identity by building links and connections with 

family, country of origin and the Black community in Ireland was another strategy to 

navigate the world around them and their children. Bethane explained that while her 

biological family are still in Nigeria, she considers African friends as her family in Ireland 

and that helps her feel connected “my cousins and my uncles they live in Nigeria, but the 

family friends that I have here are really close because they're like they're Nigerian as 

well”.  
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Strategies to transition from healthcare positions to social care and to get promotion were 

discussed.  Alyssa recognised that education could reduce the disadvantage of not having 

local connections or knowledge “It's hard for us to like build that true connection. So, we 

have to do that through education. That's officially the only other way… that's literally 

it!”. Jojo, a healthcare assistant, whose promise of promotion to social care worker on 

graduation never materialised, felt the only way to progress was to study for a Masters 

“I'm going to do my Masters … once I have my Master’s, I can get that position. Most of 

my friends are in the same category”.  

Some of the younger participants had a more positive outlook about navigating the 

employment market. Raelene, while acknowledging the challenges of Black people 

working in social care, hoped to use the strategy of drawing on her ethnic background 

and experiences to inform practice and affect change: 

I feel like there's good opportunity as a social care worker to work in Ireland … 

I'm not too sure about being like a Black person working in the area. I just want 

to see if I can bring my background to it. If I'm able to make a bit of a difference 

... make a bit of change. 

5.4.1 Adaptations 

The participants’ accounts demonstrated the many adaptations they made to successfully 

negotiate living, working and studying in Ireland. Several participants described choosing 

to adapt, change or shorten their names, or to allow have their names anglicised by others. 

Zalika believed that shortening her name made it easier to pronounce which supported 

integration. Conversely, Alyssa felt that changing her name robbed her of her true identity 

and reduced her power in interactions with others. Chris, aged 19, who has lived in Ireland 

all her life, described how she adapted through code switching and acquiescing to the 

White majority in the class in the hope of being accepted “I didn't want to talk … to scare 
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them away or anything. So, I would just to try please them or like I'd always agree. So, it 

was more of finding their common ground”. 

Adaptations in communication with others were described by several participants. Neema 

explained that the Irish interpretation of emotional expression is different to hers and that 

she worked to modify her tone of voice when working with clients: 

… when you are happy sometimes or you are just trying to express yourself, your 

voice goes up …  but in Ireland, when your voice goes up like that it looks like 

you are fighting and they see that as aggressive … so I try to regulate myself.  

Zalika was also aware of her tone of voice and described how she would try to adjust her 

responses to service users when she felt annoyed or frustrated “I don't want to raise my 

voice … the anger ... the frustration ... that it made me raise my voice. So, it was shhh, 

shhh... when you're in that kind of situation you just smile”. 

Some participants believed that some of their cultural and religious ideologies, values and 

beliefs conflicted with Irish legislation, policy or norms and as there was no safe space 

for dialogue, they adapted by keeping silent.  Dorothy recalled a class discussion where 

she had conflicting views to the lecturer and another Black classmate advised her not to 

share her opinion as it could affect her progression “Dorothy don’t discuss this is in class 

now, they will throw you out of social care practice”.    

Several participants talked about African students using determination as an adaptive 

mechanism.  Afia believed that this was a cultural trait “Africans we are not ones to give 

up easy … it’s not in our bones to quit … you have to triple your efforts”. Zanib had a 

similar view to Afia and described finding this self-determination when she was 

challenged “I did discover that I’m like an eagle, I’d rather face the storm”. Adopting a 

strong work ethic was referred to by several older participants and they shared a belief 
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that they had to work twice as hard than White students to achieve the same grade. This 

came at a cost, with these participants describing feeling exhausted, having high blood 

pressure and other health issues as a result of the juggling family, work and college life.  

Neema, Lulu and Zanib described the stress of working part time to provide for their 

families while studying fulltime. Zanib worked at the weekends as her husband was also 

a student and her family were entirely dependent on her income. The lack of affordable, 

local and available childcare required further adaptations. Dorothy reported having to 

work additional hours to cover the cost of childcare which resulted in her not having 

enough time to spend on college assignments or with her family.  

Another notable adaptation was how the participants created their own circle of 

exclusively Black students. According to the participants, this was as a result of the 

experiences of racism, discrimination, exclusion and othering and it stemmed from the 

need for a safe and comfortable non-judgemental space, based on ethnicity and skin 

colour. This adaptation enabled participants to have more control and power over their 

interactions, relationships and learning in HE. Having the opportunity to ask questions 

without comprehension issues or fear of ridicule from other students or lecturers was a 

feature of these exclusive groups. Mary explained that it was easier to work in a group 

with a similar culture and accent to her own. Zalika explained that using first languages, 

other than English assisted in a deeper understanding of assignment briefs. Lulu formed 

a study group with other Black students and through this increased her knowledge while 

supporting students that were struggling “I discovered that I understand a subject better 

if I am able to explain it to other people and I saw that some other people couldn’t keep 

up the pace of learning, so I taught them”.  

An interesting adaptation was to run for election as class representative. Two of the 

younger participants identified this an opportunity to regain power and control within the 
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HE system.  Raelene described how she was successfully elected and explained that while 

this pushed her beyond her comfort zone, it helped her integrate and added to her resume.  

However, other participants such as Olufunke believed that it was not possible to get 

elected and perceived that White students would not vote for a Black candidate. 

5.4.2 Positive supports and resources 

The study participants identified a number of supports and resources that positively 

impacted and assisted them in their journey to and through HE. Several participants 

described the preparatory access courses as very helpful in terms of both the choosing of 

the programme and in the preparation for studying at HE. Jojo, Mary, Monifa and Raelene 

expressed gratitude for the SUSI grant and other financial supports which provided 

college fees, social security and housing benefits.  Some of the younger students also 

referred to the support from SUSI grant system which took pressure off their parents to 

support them financially while they were studying.  

Support for academic writing in the various colleges was discussed and participants had 

mixed views. Monifa explained that seeking support could add to student’s vulnerability 

as it may expose weaknesses in language competency while Raelene believed that 

academic support needed to be provided sensitively and inclusively. Susan suggested that 

providing targeted academic writing supports may actually contribute to assumptions that 

Black Minority Ethnic students are less competent than White Irish students. Kemi made 

an interesting observation by comparing supports and accommodations provided to 

students with dyslexia to the lack of acknowledgement of the needs of students with 

language competency issues: 

… some of us have language barriers … I would phrase a sentence that is correct 

to me but may not be grammatically correct in English. If someone had dyslexia, 

they have that taken into consideration and assess them differently.  
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According to the participants, the support that some educators provided was 

immeasurable. Many participants identified particular lecturers that were open to 

interacting, connecting and building relationships or had reached out and offered 

additional support. They emphasised how pivotal these interactions were to their 

engagement and commitment as students over the lifetime of their study. Mary described 

the connection that she had built with a supportive and encouraging lecturer as being one 

of family which emphasised the significance of the relationship “You forget she’s a 

lecturer, you think your Aunty is right before you talking”. Zalika explained that she 

returned to education after 30 years and the informal support of these lecturers helped her 

navigate systems and technology which was critical to her progression. The older 

participants with children talked about the significance of lecturers who demonstrated 

empathy and understanding of the challenges they had juggling family life, work and 

study. Lecturers that facilitated late arrival or early departure from class to collect children 

from school or offered extended deadlines to accommodate family or work commitments 

were described as academically and psychologically supportive.  

The participants discussed transparency and fairness in relation to progression and grade 

attainment and highlighted that having a clear understanding what was expected was 

central to their performance. Anne described being able to seek clarification from her 

lecturer which provided reassurance and built confidence: 

… she’s a very direct person [lecturer] and when she gave us our first essay ... I 

did not understand it and I did not participate … the next one I went to her and 

said this is what I am thinking … she was very happy she said, ‘this is exactly 

what I want from you’. 

According to the data, smaller tutorial groups were identified as spaces where the 

participants felt more comfortable to share ideas, engage in discussion, ask questions, 
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seek clarification and receive reassurance. Mesi, echoing other participants, reported that 

it was more common to be invited to contribute in tutorials and the support and 

encouragement lecturers provided in these spaces was invaluable to engagement and 

progression. Lecturers that understood and proactively addressed exclusion in group 

allocation were also mentioned. Mary provided an example of a lecturer asking Black 

students if they worked better in a group with similar culture and reported that this was 

the most appropriate way to allocate students to groups.  

An unanticipated finding was how the placement element of the programme provided 

opportunities for the participants to reposition themselves by reclaiming and building 

social and economic capitals. While preparation for placement seminars and academic 

tutors were mentioned as supportive, Afia believed that modules on diversity and social 

justice should be a prerequisite before going on placement to ensure that students get 

opportunities to learn, reflect on and discuss issues relating to racism and discrimination 

in social care work.  

Once the initial challenges of securing placements were overcome, several participants 

described feeling more protected from racism and discrimination on placement than they 

did in college or in the workplace. The formal mechanisms of tripartite meetings, whereby 

the student, the supervisor and the college tutor meet to discuss progress, provide 

feedback and complete assessment forms provided opportunities to highlight concerns or 

discuss incidents that may have arisen on placement. Placement supervisors were 

identified as having a critical role in creating protective spaces for these students. 

Olufunke described how her supervisor created and maintained a high professional 

standard of non-discriminatory practice for the staff team and services users and this 

provided a safe environment for her to learn and engage on placement. Zanib observed 

how ongoing commitment to equality and support for Black Minority Ethnic employees 
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is required to counteract discrimination in the workplace and that leadership and 

modelling is one way to address racism in the workplace: 

… they need to ask themselves ‘Is this an attack on the person because of the 

colour of her skin?’ When you address that, that’s the support you’re giving, it 

trickles down, they know … look she has the support. 

According to the participants, supportive action was more than protection from 

discrimination. Supervisors that tailored placements to accommodate personal 

circumstances such as rostering and location were reported as being pivotal to the 

participants’ engagement as it reduced fear, stress and anxiety. Relationships and 

interactions with these supervisors increased trust and confidence. Neema gave an 

example of how her supervisor regularly reassured her that she would succeed, while 

Zalika explained how opening up in supervision really helped her to connect with her 

supervisor and develop a long-term relationship: 

I was so frustrated one day. I had everything bottled up inside of me. I just spit 

everything out when I was in supervision … now I'm part of the family. It was a 

very good experience. I still have relationship with her, we still call, she's still 

checks on me all the time.  

According to the participants, critical feedback and support from placement supervisors 

was an important factor in developing professional skills, modifying responses and 

shaping culturally appropriate practice. Neema explained that her supervisors “were very, 

very helpful, they told me what I need to do … if I need to improve in any area … they 

point that out to me”. Professional references from placement supervisors provided 

opportunities to address the career cul-de-sac that so many of the participants found 

themselves as HCAs. Receiving a professional reference from placement is an 
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expectation of most students, however, Anne’s perspective was that the supervisor was 

good person rather that a professional doing their job “my supervisor, we still contact 

each other. I asked him to be my referee and he is a very good man”. Zanib described 

how her placement supervisor gave her confidence to apply for a promotion “she said to 

me ‘apply for that post, you have the qualification, you have experience, you have the 

credentials’ and I applied and she is in the background supporting me”.  

5.5 Conclusion 

This chapter builds on the previous findings chapter and presents the experiences of the 

participants’ living, working and studying in Ireland. Issues of representation and 

discourses on skin colour, racism and inclusivity in society, the wider college 

environment and in the classroom are deliberated. Interactions and relationships with 

lecturers, classmates and on placement played a pivotal role in developing a sense of 

belonging, while language competency, comprehension and the interpretation of 

assignment briefs all impacted on capacity to engage, contribute and progress on the 

programme. Layering the additional challenges of academic writing and, for the mature 

students, returning to education after many years, it highlights the intersectional factors 

the participants faced when studying in HE. The strategies, adaptations and supports 

identified moderated some of the challenges encountered, providing hope for the 

participants as social care students. Combined with data in Chapter four, the findings are 

thought-provoking and provide a basis for discussion in the next chapter.  
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CHAPTER 6:  DISCUSSION 

6.1 Introduction 

Using the lens of CRT, this chapter discusses the findings as they relate to the research 

question and relevant literature. The research question seeks to explore the experiences 

of Black Minority Ethnic social care students in HE, examine what shaped their journey 

to social care education and analyse the impact this had on their lives. The chapter is 

presented in five sections. The first section foregrounds the discussion by critically 

analysing how experiences of migration and resettlement transitions shape perspectives 

and engagement in Irish society and in HE. Section two builds on this contextual base by 

investigating the impact of racist and discriminatory experiences on engagement and 

participation in the workplace and wider society. The third section provides a discussion 

on societal perspectives and discourses about race, migration, equality and inclusion. It 

critically investigates how structural factors such as migration and employment policies, 

and intergenerational influences impact on the expectations, motivation and engagement 

of Black Minority Ethnic social care students in Ireland. Using intersectionality as an 

analytical lens, this section also examines the experiences across race, gender, migration 

status and generational positioning. Section four explores perspectives on HE by 

analysing participants’ experiences in the wider college environment, formal and 

informal interactions, groupwork and placements. This section examines how the 

Eurocentric nature of HE impacts on the learning experiences of Black Minority Ethnic 

students. It also analyses the identified  structural and systemic supports, building a case 

for a number of core recommendations and actions.  
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6.2 Histories and migration transitions 

All the participants, including the only participant born in Ireland, referred to themselves 

as migrants, refugees or asylum seekers. Their stories included pre-migration, migration 

and resettlement experiences. Many of the participants arrived in Ireland in the early 

2000s and this was a period when there was prominent national discourse about 

‘citizenship tourism’ and political assertions that African women were traveling to Ireland 

to give birth to Irish-born children so that they could gain rights of residency and 

citizenship (White & Gilmartin, 2008). Garner (2004) contended that the “figure of the 

‘non-national’ pregnant woman was used to signify threats to Ireland, its sovereignty, its 

culture and its integrity and was used as a justification for changing the definition of 

citizenship” (p. 397). This characterisation had particular ramifications for participants 

that were pregnant or had children during that period, as they were particularly vulnerable 

to this racial personification.  

The participants’ accounts of migration transitions were underpinned by fear and loss. 

Notwithstanding that many participants migrated over a decade or more, they recounted 

life threatening attacks, fear of brutality, sexual and gender-based violence, death and 

torture of relatives and permanent daily danger in war zones. The majority of participants 

migrated from countries whose histories are marked by political and civil conflict and 

where traditional cultural contexts frequently value the rights of men over women 

(Gkiouleka et al., 2018). The participants described the circumstances that shaped 

migration journeys such as leaving children with relatives in home countries, transitioning 

through other countries, procuring visas, identity papers and money. The older 

participants recounted stories of migrating alone, with uncertain or undocumented 

migration status, poor levels of English competency, restricted economic opportunities, 

responsibilities of care for children and family members and limited access to community 

resources. The younger participants who migrated to Ireland as children spoke of the 

https://www.frontiersin.org/articles/10.3389/fhumd.2021.642445/full#B121
https://www.frontiersin.org/articles/10.3389/fhumd.2021.642445/full#B55
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trauma experienced when separated from family and parents, the depletion of economic 

and social capital and the wider losses of family and community connections.  

Experiences of trauma as a result of Domestic, Sexual and Gender-Based Violence 

(DSGBV) was also evident in the participants’ stories. Over a quarter of the participants 

reported having experienced DSGBV, however as it is very sensitive topic which can be 

difficult to speak about directly, this number could be an under-representation. Risks to 

physical and psychological safety were referred in the participants’ accounts of migration 

and resettlement in Ireland. Three participants reported seeking refuge from violent 

situations and others alluded to fears for their personal safety in the areas that they lived. 

Research (Freedman, 2016; Kalt et al., 2013; Keygnaert et al., 2012; Oliveira et al., 2018) 

report that female refugees, asylum seekers and unaccompanied minors are at increased 

risk of DSGBV during migration transitions. AkiDwA (2011) highlights the specific 

safeguarding needs of migrant women who experience DSGBV and identified barriers 

that may prevent women from reporting abuse including limited access to resources, 

dependent immigration status and cultural and language difficulties. These barriers were 

evident in the participants’ stories. Therefore, it could be argued that the resulting trauma 

associated with DSGBV may not have been adequately addressed at that time or 

subsequently. 

On arrival in Ireland, two-thirds of the participants lived in Direct Provision (DP). As a 

result of the slow pace that asylum applications were processed in Ireland during this 

period, many participants resided in DP for several years. They recalled experiences of 

the DP system as deeply distressing. The restrictions imposed in DP limited their choices 

and impacted on their parental autonomy. Decisions about the location, room size, type 

of food and access to other basic facilities were out of their control. When granted 

international protection, the participants encountered significant difficulties in securing 
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accommodation. Several reported living in temporary homeless accommodation, hotel 

rooms and women’s refuges. During this period, considerable time was spent caring for 

children which impacted on their capacity to access skilled work and education. Financial 

resources, time and energy were required to meet the basic needs of food and shelter. The 

focus on mothering and providing for children seemed to override the participants’ 

personal needs as individuals. The description of one participant of living in a hotel room 

with her four children with no access to kitchen facilities, vacating the room each morning 

and waiting for an allocated place for the next night offered insights into such challenges. 

The impact of these experiences was demonstrated in their stories and their body language 

and provides contextual background as to how migratory experiences shaped their 

identity and impacted on trajectory to social care education and practice. 

6.3 Experiences of racism and discrimination 

According to the data, racism was experienced in overt forms of racial abuse and in more 

nuanced microaggressions such as denial, defensive responses or lack of agency to 

address racial inequality. The accounts of the participants highlighted the awkwardness, 

hesitancy and reluctance of people to acknowledge skin colour or discuss race or 

ethnicity. Historical depictions were considered a contributing factor to the stereotyping 

of Black people as the ‘other’. The portrayal of Black people on Trocaire boxes28 as 

inferior was an example provided by one participant and she believed this contributed to 

the negative positioning of Black people as uneducated, powerless and subservient.   

There were significant differences in older and younger participants’ experiences and 

responses to racism. The older participants’ perspectives were framed by their mothering 

and caring identities and roles, whereas the younger participants’ experiences were more 

 
28 Trocaire boxes were used to fundraise during the Lenten period.  
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akin to second generation migrants. Younger participants expressed more awareness and 

responsiveness about the presence of racism and they explained how this accounted for 

the heightened awareness of their safety in everyday living. Racist discourse online and 

in person was a disturbing reality for younger participants. Their levels of fear and distrust 

further increased when they challenged acts of racism and discrimination were subjected 

to defensive behaviours and reactions. Some younger participants described statements 

from the far-right White supremacists on social media to BLM movement such as “go 

home to your own country” and “you will never be Irish” deeply frightening.  

From what the participants said, it appeared that race and skin colour superseded all other 

aspects of identity. One participant who lived in Ireland since she was an infant, described 

being asked ‘where are you from?’. She believed that this demonstrated the embedded 

nature of race as a social construction; if you are Black then you cannot be from, or of, 

predominantly White countries such as Ireland. These types of questions were perceived 

as micro-aggressive and participants believed they stemmed from the false assumption of 

possible inferiority and criminality as well as exoticizing and colour evasion which have 

all been identified by Nadal (2011) as factors in covert racism. 

Experiences of racism and discrimination generated lack of generalised trust that Smith 

(2010) attributed to historical, institutional and structural ethno-racial experiences. The 

data also indicated that there were lower levels of “particularised and strategic trust” 

(Uslaner, 2008, p.38) which result from personal experiences that impact on reputational 

concerns. The example provided by one participant of imprisonment following human 

trafficking illustrated how reputational damage lowered trust levels. Reduced trust levels 

were further compounded by perceived discrimination when interacting with institutions 

and public services. Racist incidents in daily encounters and interpersonal exchanges 

confirmed fears and further reduced trust levels. This was evident in their descriptions of 
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heightened states of vigilance when in shops, travelling by bus, or walking in the street.  

One participant’s description of feeling unsafe in the area she lived and her desire to move 

her family to somewhere more secure once she graduated indicated how reduced levels 

of trust contributed to her motivation to relocate. This fearful state of mind appeared to 

permeate all aspects of daily lives as the participants found it difficult to trust that they 

would be treated fairly in any dealings in Irish society.  

The data on the experiences of the younger participants is consistent with Michael’s 

(2021) research which found that Black people under the age of 25 were the primary 

target of racial assaults in Ireland. This finding also concurs with research by Siapera et 

al. (2018) which states that second generation Irish people have been specifically targeted 

online in terms of biological or ethnic connection to Irishness. The Aístear Síolta primary 

school curriculum (Aístear, 2009), the EDI initiatives in second level schools (The 

Equality Authority, 2014) and the Yellow Flag29 programme for primary and secondary 

schools (Galligan, 2018) all address racial equality. As most of the younger participants 

attended primary and secondary school in Ireland, these initiatives led them to believe 

that policies, legislation and ethical standards in Ireland were designed protect them from 

racial abuse. However, this rhetoric was incongruent to many aspects of their interactions 

both in person and online. As younger participants were more inclined to socialise and 

interact with others, they had an expectation that White people should know what is 

appropriate. Growing up in Ireland as Irish citizens they expressed anger and frustration 

at negative societal positioning based on race and skin colour. Actions to address racism 

seemed devoid of any genuine or tangible results, creating a sense of powerlessness to 

challenge embedded racial bias and discrimination. 

 
29 Yellow Flag is a practical programme that supports primary and secondary schools to become more 
inclusive of all cultures and ethnicities. 
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There was a marked difference in the accounts of the older participants. Their 

perspectives were predominantly shaped by motherhood as their accounts of racism were 

less about themselves and more about their children. They described highly responsive 

reactions to adverse incidents that their children encountered. They tackled these with 

urgency by taking time off work and college to address them. Where they did talk about 

personal experiences of racism, the impact was minimised and justification provided as 

to why it occurred. They described interactions with older people, people with disabilities 

and addictions, but explained that these racist encounters may have been unintentional 

due to lack or knowledge or capacity. As many of the older participants had lived in DP 

for long periods of time, they formed complex support networks with other migrant 

mothers. These networks provided emotional, social and economic support and 

paradoxically, reduced interactions with wider society. This may be a factor in the why 

the older group reported lower levels of overt and covert racist encounters. 

Experiences of racism and discrimination were also evident in the participants’ accounts 

of the workplace. The loss of previous economic, social and educational capital in the 

migration process, combined with responsibility for caring for children and family 

members, resulted in the participants adapting to the work that was available. Care work 

was the primary gateway to employment and over two-thirds of the participants reported 

working as healthcare assistants in Ireland. However, care work was considered by them 

as a downward trajectory given their previous professional qualifications and positions in 

countries of origin. The participants described exhaustion and burn out from working in 

the care sector and recognised the toll on their physical and emotional health. 

Despite attaining qualifications, the participants highlighted difficulties in progression 

and promotion. One participant resorted to changing employment in order to gain 

recognition for her qualification, while others described various micro aggressive actions 
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by some employers that thwarted efforts to progress. Others described promotion 

opportunities as being non-existent or presented as a change of title without any increase 

in pay or conditions. They expressed anger, mistrust and hopelessness when overlooked 

for promotion despite having met the requirements by the organisation. This was 

particularly frustrating when they had been encouraged to apply for promotion and were 

subsequently ignored or the post remained unfilled. These micro aggressive actions 

reduced progression pathways and validated feelings of distrust and powerlessness.  

6.4 Societal perspectives and discourses. 

The migration journey has been described in literature as involving three major sets of 

transitions: premigration, migration and post-migration resettlement (Giacco, 2020; 

Kirmayer et al. 2011). Starck et al. (2000) and Jesuthasan et al. (2018) emphasise how 

each phase is associated with specific risks and exposures, particularly for women. Erel 

and Ryan’s (2019) research on migrant women’s capitals argue that opportunities and 

limitations for building capital depend on the socio-political context at a specific time and 

place. Migration not only results in the practical loss of land, homes and possessions, it 

also leads to the erosion of family support and community connections which are integral 

to the safety, security and wellbeing for women and their families (UNHCR, 2018). As 

women, survival and caring for others were prioritised in migration transitions therefore, 

higher needs of belonging, self-esteem, and self-actualisation (Maslow, 1943) were 

difficult to achieve.  

Experiences of living in DP and subsequent vulnerability to homelessness further 

contributed to fear, uncertainty and disempowerment. The absence of the fundamental 

security of a home added to social isolation and loneliness. Lack of family and community 

support contributed to concerns for personal and family safety and wellbeing. 

International research on the impact of migration transitions (Kuo, 2014; Noh & Kaspar, 
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2003; Sangalang et al., 2019) demonstrates that migratory experiences can provoke or 

aggravate distress, fear, depression and can have long lasting effects on mental health. In 

the study of stress, social isolation and loneliness in migrant mothers with young children 

Lim et al, (2022) also found high levels of reported stress and anxiety.  

6.4.1 Discourses and terminology 

Discussions and debates on migration and service provision for asylum seekers and 

refugees are underpinned by contested language and terminology. Appropriate and 

contextually relevant terms and language are required in order to have measured and 

balanced discourses on the subject of racial equality (Darby, 2022; Wagner, 2011). 

Discussions on migration are frequently underscored with racial subtexts and terms such 

as ‘illegal aliens’ and ‘undocumented migrants’ which conjure up a false dichotomy of 

race and alienage (Garcia, 2017; 2019). On the other hand, the claim of colour blindness 

and race evasiveness can lead us to believe that we live in a post-racial world. Critical 

race theorist Bonilla-Silva (2014) suggests that there are purposeful rhetorical moves 

employed to avoid discourse of race, racism and racial inequities so as to maintain 

privilege and power within the White community. Some theorists (Ahlberg et al., 2019) 

suggest that the rise of neoliberalism globally has played a major role in silencing the 

voices of Black Minority Ethnic people through ‘othering’ or rendering racism invisible 

through a colour-blind approach. Discussions on migration, race, ethnicity and skin 

colour commonly occur in polarised and public online spaces where there is little room 

for tentativeness, inquiry or uncertainty and individuals can be judged, targeted and 
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‘cancelled30’ without recourse. As a result, conversations frequently occur in an 

environment of fear of allegation, litigation and gaslighting31.  

While the current discourse about EDI has been expanded to include disability, LGBTQI 

and neurodiversity, Pollack (2021) contends that there continues to be negative discourse 

on race, skin colour and migration. It could be argued that embedded anti-immigrant 

sentiments in current political narratives, in the media and within wider society play on 

the uncertainty and ambiguity of citizens and are designed to instil fear of the ‘other’. 

Indeed, it is the premise on which Brexit was built (Hutchings & Sullivan, 2019; Taylor, 

2016), the backdrop for the increase in the right-wing political agenda (Embrick & Moore, 

2020; Lynch 2020) and the global context in which Black Minority Ethnic people 

navigate their lives. International literature indicates that levels of racism and hate crime 

increase when communities feel under threat (D’Angelo, 2018; INAR, 2019). The 

question is how to change this complex global phenomenon given its enmeshment in 

history, neoliberalism, capitalism and colour-blind ideology (Jayakumar & Adamian, 

2017; Kitchin et al, 2012). Ireland, as an entity, has experience of been colonised and 

inward migration is a relatively new phenomenon (MacEniri ,2005). This situates Irish 

citizens in a unique position to carve a path through historical and structural inequalities. 

This can be achieved by agreeing contextually appropriate terminology and having 

conversations based on openness and trust.  

Critical race theorists (Crenshaw, 1991; Solórzano & Yosso, 2007) argue that the 

alienation and negative stereotyping of Black people can be used to discredit and deflect 

from the real issues of power and control. This positioning acts to silence dissenting 

 
30 Cancelling and cancel culture have to do with the removing of support for public figures in response to 
their objectionable behaviour or opinions. This can include boycotts or refusal to promote their work. 
31 The phrase “to gaslight” refers to the act of undermining another person's reality by denying facts, the 
environment around them, or their feelings (Duignan, 2019, np). 
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voices and was evident in the participants’ descriptions of passive strategies such as 

ignoring racism, attempting to be invisible, code-switching and complying with 

perpetuators. While these strategies may assist in navigating the hostile societal 

environment, Delgado & Stefancic (2001) suggest that adopting a passive position can 

feed White fragility and acts to further silence Black peoples’ voices. Therefore, while 

adopting a passive approach may avoid confrontation, critical race theorists (Bhopal, 

2015; Ladson-Billing, 2016; Warner, 2018) argue that it risks prolonging the problem of 

racism and further victimisation. 

The Black Lives Matter (BLM) movement provided a vehicle for the alienation and anger 

articulated by the younger participants. While they expressed gratitude that BLM drew 

attention to issues of racism which validated personal lived experiences and felt 

empowered by the opportunity to collectively voice and raise awareness of racism and 

racial inequality, some expressed concern that BLM may be a trend with no lasting 

results. Literature (Lee, 2005, 2011; Shimpi & Zirkel, 2012) suggests that such 

contradictory experiences can spark anger and create further alienation in Black Ethnic 

Minority communities. The recent push-back against the Black Lives Matter (BLM) 

movement has resulted in the emergence of the White Lives Matter Too movement 

(White et al., 2020) and campaigns to ban CRT in schools in the USA (Meckler & 

Natanson, 2022) and the UK (Murray, 2020). These refutations could be attributed to the 

embedded nature of racism in society and interest convergence, two of the core tenets of 

CRT (Bell, 2004; Ladson-Billings & Tate, 1995). If racism is considered to be a problem 

for only those that experience it, the issue is further exacerbated, by burdening Black 

people with sole responsibility to tackle the problem. 
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6.4.2 Institutional and structural factors 

One of the core tenets of CRT is that racism in society is normalised (Crenshaw, 1989) 

and structures and institutions serve to protect the interests of the dominant White 

majority by maintaining racial inequality. Critical race theorists claim that racism is 

deeply rooted in the psyche of people and structures that serve it (Bell, 1992; Delgado, 

1995). Joseph (2020) argues that the social construction of race has led to a negative 

cultural stereotyping of Black people in Ireland. Crenshaw (1993) claims that race neutral 

immigration legislation, policies and practices have been historically intertwined with 

racial prejudice and perpetrate racial subordination. Other critical race theorists contend 

that these structural factors have positioned Black people as inferior, poor, uneducated 

and needing charity (Ladson-Billings, 1998; Solórzano et al., 2000).  

The Irish DP system provides an example of structural and institutional oppression.  

Research by Murphy (2021) demonstrates that almost half (46%) of DP occupants 

suffered from severe distress, with women being particularly at risk. Moran (2019) reports 

that the DP environment had a specifically negative impact on the emotional and social 

development of mothers and children. It is therefore not surprising that O'Reilly (2018) 

hypothesises life in DP as “ontologically liminal,” whereby “a chronic sense of fear, 

insecurity, invisibility and a highly controlled existence are lived and internalized” (p.26).  

The failure of migration policies relating the DP have been highlighted by the Refugee 

Council (2012), Irish Human Rights and Equality Commission (2014) and Amnesty 

International (2018). The numerous reports (McMahon Report, 2010; Mont Trenchard 

Report, 2019; Joint Oireachtas Committee report on Direct Provision and International 

Protection, 2019) reiterate the negative impact DP has on those that have lived in it since 

its inception. The most recent White Paper on ending Direct Provision (2021) proposes 

the current system will be replaced with a new structure that is “grounded in the principles 
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of human rights, respect for diversity and respect for privacy and family” (p. 2). However, 

the Movement for Asylum Seekers (MASI), The Irish Refugee Council (IRC) and 

Amnesty International, while broadly welcoming the plan, highlight that those currently 

in DP will be unable to gain from the proposed changes. They also express concern that 

as no legislative changes are proposed, it may reduce the effectiveness of the reform. The 

recent influx of Ukrainian refugees has resulted in serious doubts being expressed that 

the target to end DP by 2024 will be met, and the plan is currently under review (Business 

Post, 2022).  

Migrants not only encounter obstacles in migration and housing, but also routinely 

experience the devaluation of capital in terms of employment (Nohl & Kasper, 2003). 

Doras (2020), NASC (2019) and the Irish Refugee Council (2020) contend the loss of 

social, economic and cultural capital in migration transitions create an environment where 

migrants are particularly vulnerable to the uncertainties of the private rental system and 

can lead to homelessness. Restrictive governmental policies on the employment of 

migrants reduces opportunities to engage with paid work which has a direct impact on 

financial means. Accumulating money for rental deposits or acquiring references required 

for accommodation without the ability to work is an example of how these restrictions 

impact on migrants’ capacity to progress in Irish society.  

There is comprehensive research on the negative impact of global care chains, care drain 

and remittances on women’s lives (AkiDwA, 2020; De Tona & Lentin, 2011; Démurger, 

2015; Hochschild & Ehrenreich, 2002; IOM, 2020). The neo-liberal situating of women 

in the wider caring role, which Lynch et al. (2021) argues is unspoken, unacknowledged 

and unpaid, impacts on women’s capacity to focus on personal health and wellbeing. The 

psychological burden resulting from the emotional labour of negotiating relationships, 
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caring for children and older family members in in home and host countries (Degiuli, 

2007), while difficult to quantify, impacts on the welfare of women. 

The findings showed that the care sector was an entry point to employment in Ireland. 

Many of the participants had previous qualifications and experience, but these were not 

accounted for in recruitment. TASC (2022) describes how this type of devaluation can 

lead to long-term de-skilling and downgrading of migrant workers. As the privatisation 

of the social care sector increases, demand for care workers has resulted in hierarchical 

access to labour markets. Therefore, as a result of lack of recognition of prior learning, 

language competency issues and visa requirements, migrant workers often enter the care 

workforce at the lowest level of pay and conditions (AkiDWa, 2019). Research by 

Higgins (2021) and the Irish Refugee Council (2021) report a lack of regulation and 

protection in the Irish care work sector for migrant workers. Without standardised 

employment conditions for care workers, employment legislation and policy, or lack 

thereof, can indirectly contribute to employment precarity for these workers. 

The findings of the study highlight the lack of alternatives or progression opportunities 

in care work. This increased vulnerability to exploitation further contributed to 

experiences of loss, vulnerability and powerlessness. Critical race theorists (Bonilla-Silva 

2001, 2018; Joseph, 2020) recognise employment organisations as important racialised 

structures that play a fundamental role in distributing how social and economic resources 

are distributed unequally (Acker, 2006; Ray, 2019). CRT scholars assert that a lack of 

attention to the pervasive nature of racism in the workplace results in the implementation 

of policies and practices that create inequitable situations in employment (Delgado and 

Stefancic, 2001; Tate, 2005). The power to exclude others is arguably the most powerful 

privilege and benefit of Whiteness (Joseph, 2020). Critical race theorists contend that this 
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power is regularly exercised in institutions and structures to maintain positions of social 

and economic superiority (Harris, 1993; Tate, 1997; Taylor, 2009). 

6.4.3 Intergenerational influences 

A key finding of this study was the intergenerational differences in perspectives and the 

impact this had on trust levels and identity formation. The older participants’ instincts as 

women and mothers were to the forefront and they harnessed challenging experiences by 

demonstrating determination and perseverance to achieve the best possible outcomes for 

themselves and their children. The data demonstrated the significant capability of the 

participants to surmount adversity. While reluctant to use the term “resilience,” which 

suggests unexpected positive outcomes in the face of severe, even life-threatening 

adversity (Rutter, 2012; Ungar, 2014), resilience was evident in how participants 

endeavoured to avail of the contradictory outcomes of migration, by adapting to the 

challenges that initially hindered opportunities. The consequences of battling adversity 

were apparent in the manner the participants told their stories, as they sighed loudly and 

used their hands to express weariness and fatigue. The emotional conflicts and personal 

sacrifices may lead to what Baumeister et al. (1998, p.1252) refers to as ‘ego depletion’ 

draining willpower, energy and reducing cognition and ongoing racial oppression may 

result in ‘racial battle fatigue’ (Smith et al., 2007, p.63).  

The motivation to progress and create a stable and meaningful life for their children is 

consistent with other studies on the experiences of migrant women (Erel & Ryan, 2019; 

Siriwardhana, 2014). These studies report that migrant women want to contribute 

productively to host countries and focus on education of the next generation. Kalmijn 

(2019, p.1424) suggests that migration is often described as a ‘family project’ in which 

parents not only migrate for themselves, but also migrate to foster the economic 

opportunities for family. Herrero- Arias et al. (2021) study of Southern European mothers 
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living in Norway describes the ambivalent and often contradictory emotional journey of 

motherhood in migration. This is evident in Tyldum (2015, p.56) study on female 

migration for care work where the motivation of mothers to migrate is described as an 

‘act of sacrifice’.  

The younger participants primarily identified female family members as the providers of 

care, security and protection. Loss and trauma associated with migration transitions and 

resettlement were managed and moderated by their families especially by their mothers 

and aunties 32. This finding highlights the significance of the protective role of women in 

migration transitions. It echoes previous research on the elevated burden of responsibility 

on women in migration transitions (WHO, 2017) and on the protective role of women in 

navigating migration and resettlement phases (Gilmartin & Migge, 2016; Herrero-Ardias 

et al. 2021). Some younger participants described being acutely aware of the trauma that 

their mothers and other female family members experienced prior to, and during the 

migration process. This awareness seemed to frame the perspective of the world as unsafe. 

Research by Bogic et al. (2015) and Walker et al. (2021) argue that the cumulative toll of 

fear and trauma can create cycles of worsening physical health, altered brain function, 

maladaptive coping responses to other stressors and a significant increase in mental health 

difficulties. Without targeted research, it is difficult to ascertain if the harmful effect of 

these combined stressors has a transgenerational effect, however Devakumar et al. (2014) 

suggests that the trauma, loss and stress associated with migration can lead to physical 

and mental health problems later in childhood and into adulthood in the children of 

migrant women. 

 
32 Aunty in Nigerian culture is primarily an assigned identity and role for any woman who is significantly 
older than you (Verna, 2020). 
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Intergenerational perspectives also impact on trust levels. Research by Arday (2018b) and 

Ljunge (2014) indicates that in the general population, older more trusting generations 

are being replaced by younger more cynical generations, therefore, overall trust levels 

can be expected to fall. However, Putnam (2000) explains that levels and significance of 

distrust of Black people are consistently higher than in the general population and this 

can trickle down generationally. According to Best et al. (2021) accumulative injustices 

in media portrayals, unequal wealth distribution, modernisation and a decrease in social 

interactions all account for reduced trust levels in Black people. Critical race theorists 

(Ladson-Billing, 2016; Warner, 2018) argue that reduction of trust stems not just from 

the above factors but from the wider social construction of race and personal experiences 

of ‘othering’. While there is a notable lack of research on migrants’ trust levels in Ireland, 

Ní Raghallaigh’s (2014) study on unaccompanied minors in Ireland suggests that reasons 

for distrust are entrenched within the social contexts of experiences of asylum seekers 

and that these are intensified by the circumstances in which they currently live.  

From a psychodynamic standpoint (Freud, 1965; Klein & Seligman, 1976) it could be 

argued that transference and countertransference33 between mothers and children 

contribute to the unconscious cultivation of cyclical intergenerational reduction of trust. 

Research (Darmody, 2022; Siapera et al., 2018) on second generation migrants 

demonstrate that trust levels underpin perceptions and confidence in government agencies 

such as health and social services, financial institutions, employment agencies, the media 

and wider society.  

Intergenerational perspectives also contribute to the development of identity and shapes 

an individual’s interactions with others within a given environment (Divala, 2014). 

 
33 Transference is the concept of a person redirecting feelings meant for others onto another, 
countertransference is the reaction to this transference, in which the other person projects his or her 
feelings unconsciously back. 

https://bera-journals.onlinelibrary.wiley.com/doi/full/10.1002/berj.3819#berj3819-bib-0035
https://bera-journals.onlinelibrary.wiley.com/doi/full/10.1002/berj.3819#berj3819-bib-0061


 205 

Despite the adversity encountered, the mothers in the study described an inbuilt 

responsibility to negotiate and navigate identity for their children in Ireland. They 

highlighted the additional complexity of mediating identity of home and host countries 

with mixed or biracial children and families. Research (Erel & Ryan, 2019; Tinto, 1987) 

report that women, especially mothers frequently carry the additional burden as mediators 

of identity and culture for all the family. The younger participants were much more vocal 

about the challenges they encountered when developing an Irish identity as a Black 

Minority Ethnic young person. Previous studies (Darmody, 2022; Machowska-Kosiack 

& Barry, 2022; Siapera et al., 2018) highlight that younger generation migrants are 

constantly negotiating and creating identities that are dual, complex, and multifaceted. If 

the development of identity occurs in an environment of loss, fear and distrust, it could 

be surmised that it will negatively impact on the integration and belongingness of second-

generation migrants. 

Intergenerational expectations influenced motivations and decisions to study in HE. The 

older participants described the need to increase economic and social capital as the 

primary motivation to attend HE. However, they also talked about the imperative of 

providing positive role models for their children. The younger participants described their 

educational expectations and motivations as being directly shaped by their parents. While 

some viewed their parents as ‘inspirational’, others found parental expectations 

overpowering and directive. An example of this was the description of parental views of 

attaining a social care qualification as a mere steppingstone to advance into other fields 

such as medicine.  

A number of the younger participants expressed an opinion that younger generations of 

Black Minority Ethnic people are no longer conforming to the educational expectations 

of their parents. Heath et al. (2008) suggests that children’s educational achievement can 
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be used as an indicator for parental success and attainment is positively evaluated by 

migrant parents, serving to benefit the intergenerational relationship. Others (Engzell, 

2019, p.83) argue that the pressure on children of migrants to succeed educationally has 

created an ‘aspirational squeeze’, whereby they struggle to live up to parental 

expectations, resulting in relationship difficulties. The rejection of parental expectations 

frequently built on ‘sacrifices’ made through migration, were reported in the literature as 

the cause of some tension in families and between generations (Portes & Haller, 2009, 

p.1097).  

6.4.4 Intersectionality  

The data highlighted the many intersectional challenges experienced by the participants. 

The intersectionality of race, gender, mothering, migration and resettlement transitions 

and for some experiencing DSGBV was evident in the data. Over two thirds of the 

participants were mothers and more than half were lone parents. These factors reduced 

work opportunities, impacting on economic and social capital.  Additional responsibilities 

for wider family networks in home and host countries, resulted in the dual obligation of 

managing resettlement in Ireland while financially and emotionally supporting those left 

behind. 

By engaging intersectionality as an analytical lens, the rigorous examination of the 

connection of reorientation and loss of capitals across race, gender and generational 

positioning provides an understanding of the participants’ experiences. Critical race 

theorist Ladson-Billings & Tate (1995) contend that the effects of combined and 

cumulative challenges further compound and magnify the experiences and impact of 

racism and discrimination. Feminist researcher Hochschild (2010) and critical race 

theorist and feminist writer hooks (2016) articulate the imperative to acknowledge the 

additional impact on Black migrant women and mothers where race and skin colour 
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resulted in diminished opportunities to actively engage and participate in society, 

therefore negatively impacting on future personal and professional progression. 

6.5 Perspectives on higher education  

Higher education institutions can be viewed as microcosms of society. Kaldis (2009) 

suggests they provide opportunities for students to situate themselves in the wider world.  

However, research confirms that racial inequality in HE has long been problematic, 

resulting in the marginalisation of diverse student populations (HEA, 2015). Building on 

the work of Ladson-Billings & Tate (1995), Patton (2016, p.316) claims that education 

institutions functioned for centuries as ‘a bastion of racism and White supremacy, crafted 

by and for elite interests, have developed institutions and infrastructures which control 

governance of knowledge circulation and resource distribution to ensure that they retain 

power. As a consequence, this form of interest convergence and elite capture34 reduce 

educational pathways, participation and attainment for Black Minority Ethnic students in 

HE (Ladson-Billings & Tate, 1995). Critical race theorists’ view race as central to HE 

institutional structures, arguing that as a result, embedded discriminatory policies in HEIs 

guide daily practices (Delgado, 1993, Taylor, 1999; Walker, 1998). CRT provides a 

paradigm to help recognise and acknowledge how power, White privilege, and racial 

oppression are responsible for the homogeneous workforce, the devaluing of core human 

attributes and the necessity of affirmative action policies (Delgado, 2003; hooks, 1994).  

Analysis of the data demonstrated the experiences racism and discrimination encountered 

in migration transitions, in society and in the workplace were mirrored in HE. The 

inclusive and multi-cultural promotional material and advertisements indicate that HEIs 

were welcoming of Black Minority Ethnic students. However, participants described this 

 
34 Elite capture describes circumstances where public resources are biased for the benefit of a few 
individuals of superior social status in detriment to the welfare of the larger population. 
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visual representation as being at variance with their student experience. According to 

participants, the absence of diversity in the academic staff team resulted in the lack of 

appropriate role models for Black Minority Ethnic students. They also reported how the 

dominance of Eurocentric curriculum, teaching resources and reading materials resulted 

in their diverse cultural histories, values and norms not being represented in a meaningful 

way. 

The findings highlight the impact of the dissonance between the outward facing image of 

culturally inclusive campus environments and the reality of the exclusionary experiences 

of Black Minority Ethnic students. Ahmed (2012, p.142) refers to such superficial 

attempts of addressing inclusion as the ‘Diversity Smile’ suggesting that changing images 

of whiteness, rather than changing the whiteness of institution, is the real objective in 

HEI. Ghosh et al. (2007, p.277) claims that students in HE makes sense of identity through 

exposure to the “norms, values and the hegemonic ideology of the larger society”, it could 

be argued these rhetorical contradictions amplify the experiences of discrimination in 

wider society. As racial constructs intersect with other dimensions of student’s identity 

such as language, gender and class, it can potentially elicit multiple forms of oppression. 

CRT emphasises that intersectional experiences of Black Minority Ethnic students need 

to be understood from the perspective of their own lived experience and not through the 

‘White gaze’ (Morrison, 2001) of the researcher. To address this, institutions and 

individuals working within them must be open to critically analysing unconscious and 

conscious racial biases through rigorous examination of professional and systemic 

practices (DeCuir & Dixson, 2004).  

The motivation of the participants to study social care directly related to migration 

experiences, cultural and family norms, a desire to progress and to regain personal 

autonomy. Participants expressed a belief that their social care qualification would 
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provide opportunities to address losses experienced through migration and resettlement 

transitions. The older participants had previously acquired FETAC Level 5 and 6 

qualifications and viewed entry to HE as the next step in their educational trajectory. 

Others accessed HE through the traditional CAO route and the reasons provided for 

choosing social care were diverse. Experiences of migration transitions, living in DP, 

DSGBV and ongoing racial oppression were identified as key drivers in their choice of 

social care. The participants believed the skills gained in managing adversity such as 

resilience, negotiation, cooperation, flexibility and communication would be recognised 

and valued in the social care sector.  

6.5.1 Allyship 

The data on experiences of formal teaching environment demonstrated that interpersonal 

relationships with lecturers were fundamental to the participants’ educational journey. 

Several participants referred to individual lecturers who were particularly supportive and 

described how pivotal they were to their engagement, progression and attainment in HE. 

Providing opportunities to converse individually, often at the end of class or outside of 

the formal learning environment, facilitated the provision of feedback and clarification in 

a non-threatening space. This offered a sense of security, reduced fear and mediated losses 

incurred by missing class to attend work or having to leave early to collect children. These 

lecturers also aided with comprehension issues, offered guidance on assignment briefs 

and provided support for academic writing.  

The significance of ‘one good person’ was a key finding in this study. Individual 

academic staff, chaplains, librarians, auxiliary staff and mature students that 

demonstrated allyship though inclusive behaviours, actions and communications 

provided significant support for the participants. When these individuals constructively 

engaged and demonstrated empathy, the participants reported feeling supported which 
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increased participation and belonging in college and class. The identification of ‘one good 

person’ can be traced to the biblical good Samaritan parable, but is also reflected in recent 

literature on mental health (Jigsaw, 2022), substance misuse (SAMHSA, 2019) and 

adolescent behaviour (Smyth & Darmody, 2021). Because of the insidious and 

dehumanizing nature of racism in society, researchers (Joseph, 2021; Ni Chonaill, 2016) 

reiterate how important it is to have individuals willing to commit to anti-racist praxis 

within HEIs. Research by Hafford-Letchfield (2007) on factors that contributed to student 

success in social work education, highlight the benefit of positive relationships with 

educators and the impact of affective factors on the learning process. It could be 

concluded that this would be similar for social care students.  

Support by the ‘one good person’ was provided informally, outside of timetabled hours 

and frequently by people who were not charged with the role of directly supporting 

students. While the impact at a micro level may be beneficial, without being formally 

acknowledged or resourced by HEIs, this important supportive mechanism, dependant on 

the good-will of individuals is unlikely to be sustainable. In fact, it may be that the actions 

of these well-meaning individuals unintentionally mask the need for wider institutional 

and systemic reform. Arday (2018a) advocates for greater diversification and 

development of formal mental health support systems for ethnic minority students which 

could augment informal support provided by tutors, educators, chaplains and auxiliary 

staff. The data confirms that a holistic suite of student services are required including 

supports for relationship building and active problem solving, spirituality and social 

supports.  

6.5.2 Insider-outsider perspectives  

The participants accounts of the teaching and learning environment indicated that a race 

evasive ideology was prevalent amongst some lecturers. They reported some lecturers as 



 211 

detached and dismissive, describing experiences of being ignored, passed over or not 

invited to contribute to class discussions and understood this to indicate a colour-blind 

approach. Accounts of feeling fear and apprehension when seeking feedback from some 

lecturers indicated possible entrenched hierarchy and power imbalances between students 

and some academics. Cynicism was  evident in experiences of grading. Some participants 

believed that marks allocated did not reflect the quality of work submitted and questioned 

if this was a result of lecturer bias and racial stereotyping (DeVita, 2007; Singh, 2018). 

There was a commonly held view among participants that most lecturers preferred to 

engage with White students so as to avoid awkwardness in comprehension, understanding 

accents or pronunciation of African names. When lecturers were unable or unwilling to 

pronounce their names or engaged in avoidant and defended behaviours, it created 

additional embarrassment for the participants in the class setting. Some participants 

described shortening or changing their name to reduce their vulnerability and facilitate 

the lecturer.  

West et al. (2021) argue that as mechanisms that produce inequality become more covert 

and subtler, the language of explicit racism has given way to a neo-liberal discourse based 

on colour blindness and political correctness. Gordon (2005) suggests that adopting a 

colour-blind approach “is a bid for innocence, an attempt to escape our responsibility for 

our White privilege. By claiming innocence, we reconcile ourselves to racial inequality” 

(p.143). Race evasive ideology provides a false justification for not acknowledging or 

engaging with students from diverse backgrounds. By conceptualising the data through 

the lens of Goffman’s (1967) theory of social interactions, it could be argued that people 

engage in particular avoidant practices to prevent revealing or embarrassing themselves 

or others. Educators may fear mispronunciation of names and this fear is well founded. 

Critical race theorists Kohli & Solórzano (2012) suggest not learning the names of 
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students is a micro aggressive behaviour and can demonstrate disrespect for the student, 

their family and culture.  

Working with peers in groups is an integral element of social care education. Analysis of 

the data demonstrated that exclusionary behaviours occurred at all stages of the 

groupwork process. Chris’s painful description of waiting to be picked for a group 

captured her sense of alienation and othering in the selection phase. For the majority of 

other participants, the group formation stage was a deeply impactful othering experience, 

contradicting core social care principles, in particular anti-discriminatory and anti-

oppressive practice. The data indicated that groupwork reduced opportunities for social 

interaction with classmates, increased feelings of distrust and suspicion and had potential 

to negatively impact on Black Minority Ethnic students’ rates of progression and 

attainment. Accounts of groupwork experiences demonstrated that without standardised 

methods or formats to guide educators in establishing and managing group work, this 

pedagogical tool has the potential to be a site of discrimination.   

The preference to retreat to the safety of working with other Black students seemed 

justified as it provided security and reduced the risk of being rejected, excluded, laughed 

at or ridiculed by the White majority in the class. However, progression and attainment 

were negatively impacted as there was a tendency to excessively rely on the collective to 

complete group projects. According to the data, the assignment briefs were sometimes 

misread or misunderstood by the group which adversely impacted on the grades of all 

members. This approach also created a vulnerability of unwittingly risking plagiarism as 

the work submitted may have high levels of similarity with other students. Previous 

research (Dee & Jacob, 2012, Strangfeld, 2019) shows that unintended plagiarism can 

impact on the long-term reputation of individual students.  



 213 

The data indicated that the choice of curricula content, module resources and pedagogical 

approaches did not reflect the histories, culture or learning styles of the participants. For 

education programmes to be inclusive, the subject material must also be inclusive. 

Andrews (2020) and Kendall (2013) suggest White lecturers may be more inclined to take 

a Eurocentric approach to teaching and have poor racial literacy (Blaisdell, 2016; 

Warikoo et al., 2016). Yosso & Solórzano (2007) contend that the tenets of CRT should 

underpin educational curricula, encouraging educators to contextualise and include Black 

Minority Ethnic students’ experiences in curricular design and implementation. However, 

Joseph (2020) argues that due to the lack of Black Minority Ethnic academics employed 

in Irish HEIs, and the insecure tenure for those employed, there is no appetite to address 

issues of racial inequality in HEIs. Without this being addressed, the current deficits in 

diversity and representation will continue to be problematic. 

6.5.3 Socialising  

The younger students with Irish secondary school experiences provided examples of 

seeking out other Black Minority Ethnic students to sit, socialise and study with from the 

start of their college experience. Lowe & Cooks’ (2003) research on settling into college 

reports that the initial three to six months is a period of significant importance in a 

student’s educational journey and patterns of engagement established at the early stages 

can last through the entirety of the programme. Torres & Taknint (2015) describe how 

Black students with segregation experiences, such as those reported by the participants 

who attended Irish secondary schools, were less open to developing friendships with 

those outside of their community. They found that proactive responses predominantly 

came from Black students from integrated backgrounds as they were more hopeful of 

their voices being heard than students with segregated experiences.  
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The participants reported being ridiculed, judged and disregarded by White students in 

social interactions as well as through their formal educational interactions. These 

experiences conflicted with their expectation that the core principles of social care, taught 

and assessed across all modules, would be evident and enacted throughout the delivery 

of programme. These core principles include interpersonal relationships underpinned by 

a non-judgemental attitude, empathy, effective communication skills, self-awareness and 

an ability to engage in critical reflection (CORU, 2018; SCI, 2017). This dissonance 

resulted in confusion, exclusion and the effective silencing of these students by the 

ascendant White student group. By using CRT as analytical lens to examine social care 

scholarship, it reveals that despite the rhetorical moves to teach non-discriminatory 

principles, the lived reality reflects the dominant embedded culture of racism and 

discrimination not only in wider society and HE but in social care education and practice. 

Numerous descriptions of code switching (D’Angelo, 2011; DeBose, 1992) were 

identified in the data such as adjusting style of speech, appearance, behaviours and 

expression, changing, shortening or anglicising names. D’Angelo (2011) explain that 

code-switching strategies include expressing shared interests with others so as to offer a 

sense of affiliation and downplaying and avoiding negative stereotypes associated with 

Black racial identity. According to what participants said, the consequences of adopting 

code switching strategies included being accused of ‘acting White’ by other Black 

students. By feigning commonality, there was also a reduction of authentic self-

expression which research suggests could lead to stress, burnout and ego-depletion 

(Johnson et al. 2021; Smith et al., 2011).  

Socialising, connecting, developing relationships and friendships are important aspects 

of student life. However, racial segregation in canteens, open spaces and classrooms 

limited opportunities to integrate and patterns of inside-outsider groupings were created. 
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The younger participants expressed an interest in socialising with classmates but felt 

uncomfortable and out of place in the pubs and clubs White classmates choose to go. The 

older participants’ experiences of socialising with classmates were limited due to time 

constraints and family commitments. While a few participants developed friendships with 

White students, they did not socialise outside of college and had no expectation that 

friendships would last beyond HE. As socialising with White classmates was constrained, 

opportunities to build friendships or integrate with peers were reduced.  

Several participants believed that they were excluded from the class phone app because 

of their race, skin colour or ethnicity. Consequently, they were not informed of room or 

time changes, resulting in being late or missing lectures which impacted on their 

participation and reputation. Moreover, they described feeling hurt and betrayed by their 

classmates. Exclusion on social media, texting and group apps were perceived to 

perpetuate the outsider positioning. When experienced in the context of exclusion already 

encountered, it further confirmed and accentuated feelings of othering and distrust. The 

student class representation system was also identified as problematic. Participants 

described how the class representative did not listen, signpost, respond or inform them, 

therefore issues they highlighted were not prioritised or addressed. This further alienated 

the participants, resulting in loss of voice and power in the class. Only one participant 

believed that being elected as a class rep would empower her and hoped that this would 

prove to other Black students that change was possible and power could be shared.  

6.5.4 Safe and brave spaces 

Previous educational experiences framed how the participants engaged and participated 

in HE. They described feeling compelled to congregate and group together with other 

Black students in college as a survival strategy as they expected the predominantly White 

environment in HE would mirror secondary school experiences. These congregated 



 216 

spaces are commonly referred to by critical race theorists (Garcia, 2017; 2019; Masta, 

2021; Ramirez et al, 2005) as counter spaces where individuals from minority groups 

gather in critical numbers. Morales (2021) and Yosso & Solórzano (2007) suggest that 

counter spaces are part of a suite of coping strategies for Black Minority Ethnic students 

in HEIs. Garcia (2017; 2019) contends that such spaces reduce the odds of encountering 

racist remarks or othering within a majority White institution. Ramirez et al. (2005) 

argues that counter spaces validate Black people’s lived experiences providing space to 

critique the dominant narrative in college. Nonetheless, these counter spaces have created 

a culture of segregation (Calmore, 1995) and as Darby (2020) suggests, have become an 

ethnic enclave for some students on campus, a space of inclusion for them, yet 

overwhelmingly viewed by others as an exclusionary space. By drawing on ‘border 

epistemologies’35 (Anzaldua, 2012, p.205), critical race theorists Holly & Masta (2021) 

note the inherent values and risks of counter spaces, acknowledging the complexity of 

racial identity, the push back against Whiteness and missed opportunities to challenge 

hegemony in predominantly White institutions. The data demonstrated that need for 

belonging and integration was overridden by the need to feel safe and secure in the 

company of other Black Minority Ethnic students. However, the counter spaces 

diminished interactions within the wider college environment, reduced opportunities to 

form friendships and impacted on engagement in class activities and groupwork.  

6.5.5 English language competency 

The significance of English language competency was a key finding in this study. The 

younger participants had opportunities to acquire English in primary and secondary 

school. While they reported multilingual home lives, they did not view language 

 
35 Border epistemology, derived from decolonial theory, is based on the idea that the theoretical and the 
epistemic must have a lived dimension to them, and that theories already exist which sit at the very 
borders of the colonial matrix of power (Anzaldua, 1999, p.205) 
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competency as a significant barrier to progressing in HE. Early acquisition also resulted 

in younger participants developing Irish accents, acquiring local colloquialisms and 

having a clear understanding of the academic standards in oral and written 

communication. The older participants explained how it was much more difficult to 

acquire competency in English as an adult and described how levels of proficiency 

impacted adversely on their personal, profession and academic lives. Verbal 

communication was a particular concern, with many older participants highlighting speed 

and tone of voice, accents and phraseology as problematic. Examples of previously 

learned non-verbal communication styles from home countries such as lowering eyes, 

bowing heads and speaking only when invited were evident at the interview phase of the 

study. These practices are at odds with Irish norms and standards and reduced engagement 

with educators, other students and impeded communications with service users on 

placement. Lower levels of English language proficiency also impacted on academic 

writing and referencing, contributing in class and making presentations. Despite these 

challenges the participants did not avail of academic writing supports provided, 

explaining that lack of time, work and family commitments were barriers to accessing 

such services. One participant believed she would be negatively perceived for availing of 

academic writing support. Another participant expressed a need for discipline-specific 

supports rather than generalised tutoring for students, so did not see the value in availing 

of writing support.  

Competency in English has material value as a commodity, allowing those fluent access 

to the top of the racial hierarchy. Delgado & Stefancic (2001) argue that the social 

construction of race has contributed to making certain languages more valuable than 

others. CRT scholar Harris (1993) notes that linguistic fluency accorded the same 

privileges and benefits ascribed to holders of other types of property. Therefore, it could 

be argued that “Whiteness” has become synonymous with English language fluency, 
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valuable in its own right. Previous research on the impact of diverse, disrupted or 

unconventional primary and tertiary education on academic skills (NUS, 2016; Singh & 

Kwhali, 2015) demonstrates that competency levels are directly related to when and how 

English was learned. Chiswick & Miller (2001) contend that mastering the host country’s 

language is beneficial to the social and economic integration of migrants and refugees 

and this is especially true if language skills were promoted early after arrival. This 

knowledge should inform provision of academic support services in HE, however, Ní 

Chonaill (2014) highlights “the lack of any systematic or integrated approach to language 

support at third level” arguing that HEIs often “fail to recognise the heteroglossic local 

environment or the diversity of student population” (p. 86). 

The findings also showed little recognition of multilinguistic capital and not one of the 

participants reported perceiving it as a strength. King (2018) argues that the employment 

market is multilingual, and employers increasingly require levels of language competence 

and intercultural sensitivity in addition to high levels of English and native language 

capability. However, social constructs and linguistic standards in HE continue to be based 

on Eurocentric norms. Despite EDI initiatives (HEA, 2022) there appears to be limited 

effort in harnessing the multilingual and multicultural strengths of Black Minority Ethnic 

students. Recent Universal Design for Learning (UDL) initiatives have identified 

opportunities for non ESOL (English for Speakers of Other Languages) students to 

demonstrate capacity to think, read, write and translate in multiple languages in HE 

(Levey, 2023). This should contribute to the overall improvement of teaching quality and 

campus climate for all students. However, if Eurocentric systems remain unchallenged 

and unchanged, the wider student group will not benefit from the full productive capacity 

of all students. 
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6.5.6 Placements 

Practice placements are an integral element of social care education and for many students 

the first opportunity to get direct experience. Over half of participants reported working 

in care settings before becoming students and all expressed high levels of interest and 

motivation about the placement element of the programme. For the majority of the 

participants, the placement provided a space where they could utilise previous work 

experiences, demonstrate commitment, draw on cultural knowledge and engage the skills 

acquired through managing previous adverse circumstances. The core competencies for 

social care professionals, such as determination, strong work ethic, ability to adapt, 

willingness to take responsibility and a heighted sense of empathy (CORU, 2017) were 

evident in their accounts. Specifically, they were able to apply these to practice and this 

may account for the generally positive experiences of placements. The data showed that 

placement experiences increased social, linguistic and cultural capital and offered 

prospects to build professional connections and endorsements. 

However, the placement component also presented challenges. Despite having prior work 

experience, securing placements were problematic and there was a belief that this was a 

result of overt and covert racism and discrimination in the care sector. Challenges such 

as scarcity of financial resources, lack of local knowledge and informal connections 

within placement organisations were also highlighted as barriers to securing placements. 

As a result of reduced social and cultural capital, many of the participants depended on 

family, friends or contacts made through their church to search for placement 

opportunities. Some described securing placements on the phone so that their skin colour 

or race was not identifiable. Others described anglicising or modifying their names to 

secure placement. The data showed the intersectional challenges associated with caring 

and motherhood were not recognised in the placement allocation process. Securing and 

completing placements were impeded by caring responsibilities, in particular for lone 
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parents. Lectures and tutorials could be planned for as they were timetabled in advance, 

however, arranging childcare and transportation around work shift patterns, unsocial 

working hours and night duty while on placement was challenging. This created 

significant anxiety and stress for the students affected. 

The participants’ descriptions of modifying names or concealing their skin colour or 

ethnicity in order to secure a placement contributes to the body of research on the efforts 

that Black Minority Ethnic students take to ‘fit in’. Akel (2019, p.1) study on the 

experiences of Black and minority ethnic students at Goldsmiths University found that 

34% of students attempted to modify their ethnic or cultural identity in order to ‘fit’ more 

closely into prevailing western norms. This included changing their name, appearance 

and altering their accent. At the time of the study, placements predominantly were sourced 

informally through an ad-hoc system of approaching agencies seeking a placement. This 

was similar to the social work placement allocation, described in Wilson et al. (2009, p. 

642) research on social work students as the ‘cap in hand’ approach. This placed Black 

Minority Ethnic students in potentially vulnerable positions as they were directly exposed 

to inherent organisational and individual racism and discrimination. Regulation by CORU 

has ensured that placement allocation is formalised, underpinned by written working 

agreements with placement providers (CORU, 2016). This should provide some level of 

protection for Black Minority Ethnic students when allocating placements going forward.  

Despite experiencing racism and discrimination on placement, the participants reported 

placements as being very positive. This finding is contrary to research in the UK on social 

work students (Carter, 2021; Hillen, 2013; Tedam, 2014, 2022) which reported that Black 

Minority Ethnic social work students had adverse placements experiences which 

impacted negatively on their engagement and progression. By analysing this interesting 

finding through the prism of CRT, it could be surmised that because the majority of 
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participants in this study were mature students, and had previous work experience in the 

field, they may have become somewhat desensitised to racist encounters. The experiences 

of migratory transitions and continuous traumatic stress resulting from habituated racial 

oppression may contribute to the high levels of reported acceptance of discriminatory 

behaviour and language, in particular from elderly clients. It could also be surmised that 

inbuilt feedback mechanisms, designed to continuously monitor student progress on 

placement such as tripartite meetings, individual tutorials and supervision may 

inadvertently provide protection from racism and discrimination.  

6.5.7 Structural and systemic supports 

The participants identified a number of structural and systemic supports that assisted in 

accessing and participating in HE. Access and widening participation initiatives, such as 

Springboard and preparatory courses, provided pathways and preparation for studying in 

HE. Financial supports such as the SUSI grant system, housing benefits and childcare 

subsidies enabled participants to avail of opportunities to attend HE. Critical race theorists 

Reed & Adams’ (2020) study on the risk and protective factors for young Black American 

students identify social supports, education, positive regard, access to care and protection 

from aggression as key protective factors against racial inequality. Religious and spiritual 

practices and the assistance received from church leaders and chaplains in HEIs provided 

significant support for the participants to navigate journeys to and through HE. Previous 

research (AkiDwA, 2020; Yuval-Davis et al., 2005) suggests the accumulation of loss or 

adversity can draw individuals to seek answers to the reasons why these challenges exist 

and to look for support to manage them. AkiDwA (2020) in a study on the mental health 

of migrant women note that prayer supported the increase in feelings of safety, built a 

sense of self-esteem, helped maintain healthy relationships and minimised stress. 
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The participants highlighted the importance of addressing systemic racism in HE and the 

need for additional supports for students from migrant backgrounds. There are currently 

eight Universities in Ireland that have committed to the University of Sanctuary36 

initiative to protect and support asylum seekers and refugees. In the UK, the Race 

Equality Charter (Advance HE, 2021) provides a framework for HEIs to identify and self-

reflect on institutional and cultural barriers and aims to improve the representation, 

progress and success of Black Minority Ethnic students and staff. While there is no similar 

Charter in Ireland, EDI initiatives must move beyond aspirational discourse and have 

clearly stated commitments with identified actions. Promoting equality in HE is more 

than providing education services on equal terms to all. Unless the ethos and subsequent 

resource allocation in HEIs consider Black Minority Ethnic students, they cannot be 

positive learning environments or places where equality can flourish (Creswell, 2014; 

Sibley, 2002). 

Carello (2018) suggests that adopting a pedagogical trauma informed approach in 

education can promote healing and reduce risks of re-traumatisation of students. The 

majority of participants reported high levels of direct and vicarious ongoing trauma 

resulting from migration, resettlement and racial oppression. International research 

(Newcomb et al., 2015; Jung, 1951) contend that those with significant trauma 

experiences can be drawn to working with others in the hope that they can learn to heal 

themselves. International research (Jung, 1951; Rizq & Target, 2010) report that high 

numbers of social work and caring professionals had experienced prior ‘wounding’ or 

traumatic experiences which motivated them to enter these careers. By being cognisant 

that students affected by trauma may require compassion and sensitivity, educators may 

 
36 University of Sanctuary Ireland (UoSI) is an Irish initiative to encourage and celebrate the good 
practice of universities, colleges and other education institutes welcoming refugees, asylum seekers and 
other migrants into their university communities and fostering a culture of welcome and inclusion for all.  
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be in a position to reduce risks of re-traumatisation by adapting sensitive learning 

materials and flagging potential triggers in advance. Social care educators would 

particularly benefit from understanding how trauma triggers behaviours and impacts on 

learning capacity and be mindful of the manner in which personal trauma can impact 

professional relationships (Brown & Lyons, 2020; Leitch, 2017).  

Placement management systems were also pivotal in addressing issues of inequality and 

discrimination. Placements within multicultural teams increased opportunities for 

inclusive experiences, as issues of race and ethnicity may have previously been addressed 

within the staff team. Some placement supervisors provided strong leadership and 

guidance on anti-racist praxis for the staff team and the client group. When racist incidents 

occurred, acknowledgements and apologies from staff or family members mitigated the 

impact. Joseph (2020) and Ladson-Billing & Tate (1995) argued that the impact of racial 

abuse can be reduced through restorative justice practices, such as discussion, reparation 

and apology. By acknowledging racial inequalities and encouraging expressions of 

recognition and apology, placement supervisors created ‘safe and brave spaces’ for Black 

Minority Ethnic students to grow, learn and develop a sense of belonging.  

6.6 Conclusion  

This chapter discusses the key findings of the study by drawing together the wider 

contextual information on experiences of migration transitions, racism and discrimination 

and education. By engaging CRT as an analytical lens, the discussion provides new 

knowledge on the experiences of Black Minority Ethnic social care students in Ireland. It 

also contributes to knowledge on the intersectional impact of migration transitions, 

gender, motherhood, age and linguistic competency on Black Minority Ethnic social care 

students experiences of HE. On the surface, it would seem that there are significant 

development and improvements in EDI in HE, yet there are persistent problems that 
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potentially impact on positive outcomes. The attainment of a social care qualification 

offered hope to remediate loss, regain trust and establish protective factors. However, 

reflecting on the study data, it is reasonable to conclude that educational attainment is not 

enough to override the structural, institutional and systemic barriers that are deeply 

embedded in society, in HE and in the social care sector. The discussion provides a cogent 

argument for the final chapter which seeks to advance the lessons learned through a 

number of recommendations and related actions.  
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CHAPTER 7:  RECOMMENDATIONS AND 

CONCLUSION 

7.1 Introduction 

This chapter sets out how the research question was addressed, highlighting the 

contribution to existing literature and offers key recommendations and related actions. 

The chapter is divided into four sections. The first section revisits the research question 

and aims of the study outlining how they were achieved and highlighting contributions to 

new knowledge. The second section lists key recommendations targeted at higher 

education, social care scholarship and wider society. The third section provides details of 

actions stemming from the study, including the Race Equity Informed Common Space 

initiative currently piloted in TU Dublin, and signposts direction for future research. The 

final section concludes the chapter with a short personal reflection. 

7.2 Aims and claims: Contribution to new knowledge 

The research question set out to explore the experiences of Black Minority Ethnic social 

care students in Ireland, understand what shaped their journey to social care education 

and practice and to examine the impact this had on their lives. The findings contributes 

to academic literature on the experiences of Black Minority Ethnic students. The study 

provides new knowledge on the cumulative and intersectional impact of migration 

transitions, racial discrimination, gender, motherhood and intergenerational learning on 

Black Minority Ethnic students journeys to and through HE. It also contributes to 

academic literature on Black Minority Ethnic social care students experiences of HE. New 

knowledge on their perspectives of the wider landscape of HE, experiences of teaching 

and learning, socialising, groupwork, and placements can inform current and future 

teaching pedagogies. This research also adds to literature and research on EDI in HE and 
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highlights the importance of the wider contextual factors that impact Black Minority 

Ethnic students. 

This research contributes new knowledge to the body of literature on research approaches 

that focus on minority ethnic groups. The study adopted a collaborative approach, guided 

by the core tenets of CRT (Delgado, 1989; 1995; Crenshaw, 1995), in particular the use 

of storytelling to giving voice. The participatory advisory group advised all phases of the 

study, offering views and insights on terminology, methodology, data analysis, coding, 

interpretation of findings and dissemination ideas. This study demonstrated that by 

combining CRT as a theoretical/analytical framework with a participatory research 

approach, issues of positionality and unconscious bias can be addressed by active 

listening, relationship building and reflexivity. This unique approach generated insights 

that otherwise may not have come to the fore. The tenets of CRT reinforce the 

engagement of a participatory research approach and align with the key principles of 

social care practice; advocacy, human rights, strength-based perspectives and anti-

oppressive practice (SCI, 2018). This distinctive approach could be applied to research in 

social care and allied professions because it reflects the core ethical principles of the 

sector. 

Migration transitions set the contextual background to the challenges the participants 

encountered. The study demonstrated that Black Minority Ethnic social care students 

experience institutional, structural, inter-personal and systemic racism in their daily lives, 

in the workplace and as students in HE. The intersectional and cumulative impact of 

navigating migration transitions, encountering racism and discrimination in daily living, 

in HE and social care practice provides new insights into their experiences, motivations 

and expectations of social care education and employment. By utilising the data from this 
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study, key recommendations are made to address the lessons learned for society, HE and 

social care scholarship. 

7.3 Recommendations 

Drawing on the findings from this research, there are a number of key recommendations 

for HEIs, social care scholarship and wider society. Through targeted EDI measures and 

the enhancement of identified protections in HEIs, there are opportunities to mediate 

losses, lower fear levels, increase trust and support adaptations. The researcher 

acknowledges the complexity of the interplay between HEIs, social care and wider society 

and emphasises how the multifaceted elements hinge on each other.  

7.3.1 Equality, inclusion and diversity in higher education institutions 

This study reiterates the need for robust data on the experiences of Black Minority Ethnic 

students to ensure that they are not systematically denied representation in HE. For 

structural and institutional inequalities to be addressed, appropriate data are required 

which can be used to shape strategies, policies, practices and performance indicators in 

HEIs. Without data on Black Minority Ethnic students, as Foucault (1988) suggests, full 

participation in the sharing and creation of knowledge, in particular knowledge that offers 

power and opportunities within the dominant culture is unjustly denied 

The findings reinforce the need for robust legislation and polices that target racism, 

discrimination and microaggressions at an institutional, structural and programme level. 

This study recommends that an EDI directorate is established in all HEIs in Ireland and 

the remit clearly includes racial inequality. As with the Athena Swan award, outcomes 

should be linked to funding and HEIs held accountable for their actions in this area. 

This study recommends increasing the percentage of Black Minority Ethnic academic 

staff in HEIs in Ireland to reflect the multicultural society in which we live. It 
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recommends proactively appointing Black Minority Ethnic lecturers through the creation 

of tailored positions not unlike the recommended gender quota initiatives at professorial 

level in HE under the Gender Action Plan, 2018-2020. The creation of discipline specific 

posts would provide diversity of cultural knowledge, skills, and experiences for students 

and staff in HEIs. 

This study recommends that educators, students and allied professionals are taught the 

historical, cultural and institutional dimensions of racism and discrimination and 

participate in reflection and training on unconscious bias and cultural humility. Increasing 

educator and student awareness of racism, discrimination and inequality align with a 

number of the UN Sustainable Development Goals (United Nations, 2015) including 

Quality Education (SDG4), Reduced Inequalities (SDG10) and Peace, Justice and 

Inequality). These goals underpin the strategic plans of HEIs in Ireland. EDI initiatives, 

communities of practice and seminars provide a space to critique the White privileged 

Eurocentric nature of HEIs. The content should be underpinned by CRT, but also draw 

on the psychodynamics of trust/distrust, fear and loss. By acknowledging the challenges 

of difficult knowledge and having uncomfortable conversations this study recommends 

that there are also informal culturally appropriate opportunities to discuss the issues such 

as ‘meeting for a cuppa’ or having a chat.  

This study recommends that bespoke anti-racist training should be provided for social 

care educators, students, practice supervisors, staff and service users. However, training 

in isolation is insufficient. Even the most collaborative of educators and practitioners 

must be willing to unpack these issues within supervision or reflective practice. Adopting 

a participatory research approach could be useful for ensuring the core social care 

principles of advocacy, collaboration and anti-oppressive practice are to fore in social 

care education and research.  
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This study recommends that the University of Sanctuary initiative be extended to all HEIs 

in Ireland and the remit be broadened to include individualised assessment of needs, 

mentoring, academic support, financial support for childcare, travel expenses, mental 

health and counselling services. Fundamental conversations about constructions of 

citizenship are necessary to ensure that this initiative adopts a strengths-based approach.  

Acknowledging and understanding the counterspace and the role it plays in providing a 

safe environment is critical to the advancement of EDI in HEIs. Collaborative and 

consultative discussions with students on the complexities of counter spaces in the wider 

college environment, groupwork allocation and presentations would provide new 

knowledge about the role and function of these spaces and places.  This study urges social 

care educators to encourage experimentation by redefining the classroom as a place of 

risk. By providing opportunities to discuss, share, reflect and redefine previously held 

views and ideals, bias can be challenges and changed. 

The inclusion of Black Minority Ethnic students and staff in the design of curriculum and 

pedagogical approaches at institutional and programmatic level is integral to minimising 

the ‘danger of privileged experts colonising the experiences of subordinated groups’ 

(Lynch & Baker, 2005, p. 747). This inclusive approach would also address interest 

convergence that has previously reduced the efficacy of existing EDI policies and 

strategies. Through accommodating alternative perspectives, epistemologies and content, 

the longstanding, hegemonic Eurocentric production of knowledge and dominant values 

can be contested and addressed.  

Inspired by the social care principle of ‘Nothing about me without me’ (Lyons & Brown, 

2020) it is recommended that a participatory approach be utilised in the design, delivery 

and the evaluation of the social care curriculum and pedagogical teaching methods. This 

would ensure that the voice and agency of all students, staff, placement supervisors and 
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service users are represented and included in the programme. The participatory research 

approach should be particularly embedded in research methods modules and social care 

students provided with training and opportunities to engage with this approach.  

The regulatory requirements, as outlined by the Social Care Workers Registration Board 

(SCWRB), present opportunities for social care educators to embed proficiencies that 

relate specifically to racism, discrimination and inequality into the curriculum. This 

would ensure that racist and micro aggressive behaviours are addressed across the 

programme and assist in producing critical, creative and reflexive practitioners in an 

evolving professional space 

7.3.2 Building on protective factors  

A number of important protective factors were identified in the study and acknowledging, 

enhancing and resourcing these supports are a key recommendation of this study. 

This study recommends maintaining and extending SUSI, HEAR, DARE and 

Springboard initiatives while strengthening non-traditional pathways to HE through 

working in partnership with FE colleges. HEI responses to regulatory processes for health 

and social care professionals (CORU, 2016) that result in reduced access routes require 

careful examination so that entry into these professions is not denied for non-standard 

students. 

This study recommends the provision and resourcing of holistic supports for students 

from diverse backgrounds to support their integration in HE. These include targeted 

language supports, discipline specific academic writing, tutoring, mental health and 

counselling services as well as religious and spiritual supports. Where possible support 

services should have diversity within the staff team to represent the student population. 

These services should be context sensitive, adopt an intersectional approach and be co-
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constructed, individualised, organic and tailored to meet the specific needs of these 

students.  

The study recommends that a trauma informed praxis (O’Toole, 2022), sensitive to the 

structural nature of racial trauma, should be adopted across all programmes. By applying 

a trauma informed approach to social care scholarship, the core principles of safety; 

trustworthiness and transparency; support and connection; collaboration and empathy; 

empowerment; voice and choice; social justice; resilience; growth and change can be 

addressed.  

This study recommends that the practice education team adopt an individualised approach 

which is person-centred and reflexive, yet cognisant of the wider systems and structures 

in which individuals and communities are embedded (Byrne, 2009; Thomas et al., 2011). 

Through collaboration, the personal circumstances of students with additional 

intersectional responsibilities can be identified and addressed. Additional considerations 

should be made when securing placements for Black Minority Ethnic students to ensure 

that supervisors have been trained in anti-racist praxis prior to supervising students and 

that the wider team are informed of non-discriminatory practices. This study recommends 

that placement supervisors’ role be enhanced and supported to include the sharing of anti-

discriminatory practices in the workplace with students and tutors in preplacement 

seminars.  

As education providers are currently reviewing and reshaping curricula and programmes 

to meet CORU requirements (SCWRB, 2017a), there is an opportunity to incorporate a 

number of key proficiencies in the updated curriculum. This would ensure students 

develop professional skills to challenge racism, discrimination and inequality in social 

care practice (Appendix A: CORU standards of proficiency as the relate to anti-

discriminatory practice.). If these proficiencies are taught, assessed and evidenced to fulfil 
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and maintain the CORU requirements, then curriculum construction and pedagogical 

design may address some of the deficiencies highlighted in this study.  

7.3.3  Global and societal factors 

These recommendations are made within the wider global context of tackling racism 

through legal, political and economic measures. Taking positive measures for family 

reunification and prioritising protection from DSGBV for women and their children is 

essential. The vicious intersectional cycle of gender, ethnicity, skin colour and loss of 

capitals in migration and resettlement needs to be accounted for in assessing impact and 

must include the emotional labour that is provided by women in migration. The 

professionalisation and regulation of domestic and care work would reduce exploitative 

recruitment and working conditions and address some of the consequences of global care 

chains and remittances. These broad global recommendations align with a number of the 

UN 2030 Agenda for Sustainable Development Goals (UN, 2016) and the study supports 

the ongoing work in achieving these targets. 

The harm caused by DP was vividly evident in this study and the findings support the 

recommendations of the advisory group on Direct Provision (Day, 2021) to transform 

international protection by 2023. Providing human rights-based training and information 

for politicians, public and private agencies, employers, the judiciary and others that work 

with migrants would offer a deeper understanding of the implications of policies in 

practice (INAR, 2022). The establishment of a racism strategic working group by the 

Department of Justice would contribute to the development of appropriate, contextually 

sensitive language and terminology, reflecting Ireland’s unique positioning. Drawing on 

the principles of CRT and participatory approaches, this working group could build on 

initiatives such as Black History Month for wider inclusivity ensuring Black Minority 

Ethnic peoples voices are central to policy and legislative decision making. Addressing 
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the blame and cancel culture currently prevailing in social media is the responsibility of 

all citizens and if responses to mistakes and errors could shift from individualised blame 

to a more tentative enquiry about the underlying causes, people could engage in honest 

discussions about fear, unconscious bias, positioning and resistance. 

7.4 Actions stemming from research 

A number of actions stemmed from the study including the development of the Race 

Equity Informed Common Space initiative in TU Dublin, interactive workshops and 

conference presentations. Engagement, reflection, discussion were core actions in 

themselves, however, the participatory advisory group emphasised that the lessons 

learned were acted upon so as to address the core findings of the study. 

7.4.1 Race Equity Informed Common Space initiative  

The first action was the establishment of a Race Equity Informed Common Space 

Community of Practice (CoP) in 2021 by the TU Dublin EDI directorate and the 

subsequent awarding of funding under the Teaching and Learning initiative in TU Dublin.  

The CoP, informed by this study, grew from a Race Reading group facilitated annually 

by the EDI directorate. The remit is to promote reflection and discussion on the 

dimensions of discrimination and advocate for anti-racist practices in lecture halls and 

common spaces such as canteens, coffee docks and libraries. The core aims of the CoP 

are: 

• To deepen knowledge on dimensions of racism and on how to implement 

structural change; 

• To foster a better understanding of the intersectional dimensions of 

discrimination; 

• To acknowledge harm and to explore what healing from harm involves; 

• To examine how to transfer knowledge to practice. It will explore measures that 

enable us to both survive within and transform existing systems and structures.  
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• In achieving these aims, the CoP is shaped by a commitment to CRT and a 

participatory approach. The initiative aims to empower Black Minority Ethnic 

staff and students to take a leading role in the exchange of knowledge without 

carrying the burden of this alone. There have been five CoP sessions to date: 

•  Introduction to Critical Race Theory; 

• Participatory approaches to race-related research; 

• Presentation of the community development and youth work anti-racism 

placement training resource; 

• The ‘Building Multi-Stories’ project which aims to embed inclusive teaching and 

learning resources to support a diverse curriculum; 

• Natural justice, restorative justice and transformative justice approaches to 

addressing harm and discrimination. 

The Race Equity Informed Common Space will also be used by the researcher in her role 

as a lecturer to provide ‘safe and brave’ spaces for students to reflect and discuss racism, 

inequality, positionality and intersectionality. There are limitations to the Race Equity 

Informed Common Space approach in its current form. Student participation is absent and 

the members are predominantly White female professional and academic staff and these 

gaps need to be addressed so as to widen the scope and potential of the initiative.  

Other actions that emerged from the study included collaborative projects with the 

participatory advisory group members. A workshop titled Is there racism in social care? 

was facilitated by the members for final year social care students in TU Dublin 

Blanchardstown campus in 2021 and 2022. The advisory group have also been invited to 

facilitate similar workshops in other colleges in Ireland. The advisory group presented a 

Workshop at the Social Care Ireland conference in April 2022 and at the TU Dublin EDI 

showcase in June 2022. The members continue to work together to advance the lessons 

learned from the study.  
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7.5 Directions for future research  

By drawing on the findings from this study several areas for future research and practice 

have been identified. As this was a small-scale study, drawing on the experience of 21 

Black Minority Ethnic social care students in five HEIs in Ireland, it could expand to 

include more participants and HEIs which would give a more in-depth understanding of 

the issues for this cohort of students. The remit could also widen to include the emerging 

generation of Black Minority Ethnic students born in Ireland and also incorporate first 

year students as they may have valuable insights regarding induction anxiety, fear, stress 

and adaptations. Further research on mature and non-standard social care students’ 

experiences would also be valuable and could inform policies on access routes, resource 

allocation, childcare, blended teaching methods and placement requirements.  

As the participants in this study were all female, it would be valuable to research the 

experiences of other genders of Black Minority Ethnic social care students. Research on 

the experiences of other students from ethnic minority groups such as travellers, or from 

allied health and social care professions would provide opportunities to compare and 

contrast experiences. The researcher used CRT as a framework and noted that further 

research is required to develop and relate the concepts to the Irish context. Research on 

CRT and gender could also be expanded to include a focus on motherhood through 

migration and on the intergenerational impact of migration and vicarious trauma on Irish 

born Black Minority Ethnic young people. 

7.6 Concluding reflection 

When starting on the journey of the PhD, I expected to learn about the experiences of 

others, how theory reflects this and to develop a deeper understanding of the core issues 

pertaining to the topic while improving my academic research and writing skills. What I 

did not expect was the emotional rollercoaster that the journey took me on. Exploring the 
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lived experiences of others generated an internal dialogue and stirred up many emotions. 

I was repeatedly faced with considering the ethics of researching the lived experiences of 

others who were significantly disadvantaged in comparison to my privileged life. This 

dilemma led me to adopt a participatory research approach, in the hope that it would 

somewhat mediate and address inequality, alleviate my guilt and make me feel better. 

However, the members of the participatory advisory group did their job well and held me 

accountable for my positioning, so throughout the research journey I continually 

questioned, processed and lived with the discomfort of this dichotomy. The formal PhD 

process further exasperated me as the outputs are primarily measured by dissemination 

through publication rather than concrete actions and I perceived this as providing 

additional advantage to me as the researcher rather than working on impactful actions that 

would affect change. 

The participants’ stories are like pebbles in my pocket, and I grappled with how best to 

present them. I became fixated on presenting their words literally rather that interpreting 

them to find deeper meaning. Thanks to my supervisor’s advice and direction, I was able 

to get over this hurdle and can only hope that in the end I have honoured the participants’ 

stories in the work. Other emotions that I navigated were the frustration of the length of 

the process - I now know I prefer a sprint to a marathon. The useless emotion of guilt was 

constantly present. The personal guilt as a mother for taking time and resources from my 

family, the guilt for the privilege I was born to, guilt as a social care educator working in 

a sector that claims to promotes advocacy and equality, but presides over a system that 

disempowers and further compounds disadvantage and the guilt at not doing more to 

address the issues identified in the study.  

There was significant personal learning throughout the journey and my world view has 

pivoted me from being an outsider looking in to having a more self-forgiving 
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understanding of what it is to be human in community with others. I hope that the journey 

re-positions me as an agent for change, maybe not on social media platforms, but more 

like the ripple effect of slowly and strategically dropping the pebbles in my pocket in a 

pond:  

All too often we think of community in terms of being with folks like 
ourselves: the same class, same race, same ethnicity, same social standing 
and the like ... I think we need to be wary: we need to work against the 
danger of evoking something that we don’t challenge ourselves to actually 
practice.” (bell hooks, 2016) 

 

7.7 Conclusion 

The landscape of Irish society is rapidly changing. Globalisation, migration, economic, 

environmental and political instability, neo-liberalism and privatisation are shaping the 

world and country we live in. The increase in far-right politics and subsequent push 

against migration, BLM and CRT indicates the elevated levels of fear and distrust felt by 

all. The HE environment in Ireland is also rapidly changing with an increase in the 

diversity of student population and the demand for learning across the life span. This 

requires HEIs to respond, adapt and change to the new and competing needs and allocate 

resources appropriately.  

EDI initiatives may ensure that systemic, structural and institutional racism and 

discrimination are addressed over time, however Black Minority Ethnic students continue 

to experience overt and covert racism, discrimination and inequality in HE. 

Diversification of the curriculum, adaptation of teaching and assessments and the 

provision of enhanced supports need to be addressed with urgency. There is an 

opportunity for the social care sector to take a lead by actively and collaboratively 
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engaging in anti-racist work to ensure that the key principles of social justice in social 

care practice are upheld for every Black Minority Ethnic student and graduate in Ireland. 

  



 239 

References 

Abrams, L., & Gibson, P. (2007). Reframing multicultural education; Teaching white 
privilege in the social work curriculum, Journal of Social Work Education, 
43,147-160. https://doi.10.5175/JSWE.2007.200500529 

Adams, W. (2015). Conducting semi-Structured interviews. Handbook of practical 
program evaluation. (4th eds). Jossey-Bass. 
https://doi.10.1002/9781119171386.ch19. 

Adler, P A. & Adler, P. (1987). Membership roles in field research. Sage. 
Adler-Collins, J. (2009). A narrative of my ontological transformation as I develop, 

pilot, and evaluate a curriculum for the healing and reflective nurse in a 
Japanese faculty of nursing.  EJOLTS, 2(1), 1-36. ISSN:2009-1788 

Ahern, D., Doyle, M & Timonen, V. (2007). Regulating home care of older people; the 
inevitable poor relation? Dublin University Law Journal, 29, 374-96. 

Ahlberg, B. M., Hamed, S., Thapar-Björkert, S., & Bradby, H. (2019). Invisibility of 
racism in the global neoliberal era: Implications for researching racism in 
healthcare. Frontiers in sociology, 4, 61. 
https://doi.org/10.3389/fsoc.2019.00061 

Ahmed, S. (2012). On being included: Racism and diversity in institutional life. Duke 
University Press. ISBN: 978-0-8223-5236-5  

Advance Higher Education. (2021). Race Equality Charter. Equality in higher 
education. London. https://advance-he.ac.uk/equality-charters/race-equality-
charter 

Aistear. (2009). National Council for Curriculum and Assessment. Dublin. Stationary 
Office. 

Akel, S. (2019). Insider-Outsider: The role of race in shaping the experiences of Black 
and minority ethnic students. Goldsmiths, University of London. 
www.gold.ac.uk/media/docs/reports/Insider-Outsider-Report-191008.pdf 

AkiDwA. (2010). Am only saying it now: Experiences of women seeking asylum in 
Ireland. AKiDwA. 
http://emn.ie/files/p_20121218090700AmOnlySayingItNowAkiDwA.pdf 

AkiDwA. (2012). No place to call home: Safety and security issues of women seeking 
asylum in Ireland. AKiDwA. 
https://www.issuelab.org/resources/29823/29823.pdf 

AkiDwA. (2020). Let’s Talk: Mental health experiences of migrant women. AkiDwA 
Adeyinka, M., Akinsulure-Smith, A. M., & Chu, T. (2017) Knowledge and attitudes 

toward female genital cutting among West African male immigrants in New 
York City, Health Care for Women International, 38(5) 463-477. 
https://doi: 10.1080/07399332.2017.1294593 

Akinsulure-Smith, A. M., Chu, T., Keatley, E., & Rasmussen, A. (2013). Intimate 
partner violence among West African immigrants. Journal of Aggression, 
Maltreatment, and Trauma, 22(1)109-129. https://. 
doi.10.1080/10926771.2013.719592 

Aldercotte, A. (2019). Evaluating the ‘Achieving race equality in Higher Education’ 
programme. Research Insight, Advance HE. https://www.advance-
he.ac.uk/news-and-views/evaluating-the-achieving-race-equality-in-HE-
programme 

Alexander, C. (2015). The Runnymede School Report: Race, education and inequality 
in contemporary Britain. London. Runnymede Trust. 

https://doi.org/10.5175/JSWE.2007.200500529
http://www.advance-he.ac.uk/equality-charters/race-equality-charter
http://www.advance-he.ac.uk/equality-charters/race-equality-charter
http://www.gold.ac.uk/media/docs/reports/Insider-Outsider-Report-191008.pdf
http://emn.ie/files/p_20121218090700AmOnlySayingItNowAkiDwA.pdf
https://www.issuelab.org/resources/29823/29823.pdf
https://doi.org/10.1080/07399332.2017.1294593
https://www.advance-he.ac.uk/news-and-views/evaluating-the-achieving-race-equality-in-HE-programme
https://www.advance-he.ac.uk/news-and-views/evaluating-the-achieving-race-equality-in-HE-programme
https://www.advance-he.ac.uk/news-and-views/evaluating-the-achieving-race-equality-in-HE-programme


 240 

Altbach, P., Reisberg, L., & Rumbley, L. (2009). Trends in global higher education: 
Tracking an academic revolution. A Report prepared for the UNESCO 2009 
world conference on Higher Education. http://lst-iiep.iiep-unesco.org/cgi  

Alvesson, M., Hardy, C., & Harley, B. (2008). Reflecting on reflexivity: Reflexive 
textual practices in organization and management theory, Journal of 
Management Studies, 45(3), 480–501. https://doi.org/10.1111/j.1467-
6486.2007.00765.x 

Anderson, B., & Rogaly, B. (2005). Forced labour and migration to the UK. Oxford, 
England: Centre for Migration, Policy and Society (COMPAS). 

Anderson, J.A., & Adams, M. (1992). Acknowledging the learning styles of diverse 
student populations: Implications for instructional design. In LL B. Border, 
& N. Chism (Eds). Teaching for diversity, (pp.19-34) Jossey- Bass. 

Andrews, K. (2020). Blackness, empire and migration. How Black studies transforms 
the curriculum. Area. https://doi:10.1111/area.12528 

Ansell, A. (2008). Critical race theory. In R.T. Schaefer (ed.). Encyclopaedia of race, 
ethnicity, and society. (pp.344–46). Sage. 

Anthias, F., & Yuval-Davis, N. (1983). Contextualizing feminism: gender, ethnic and 
class divisions. Feminist Rev. 15, 62–75. htpps://doi: 10.1057/fr.1983.33  

Appiah, K.A. (2019). The lies that bind: Rethinking identity, greed, country, colour, 
class, culture. Liveright Publishing Corporation  

Arday, J. (2017). Exploring Black and Ethnic Minority (BME) Doctoral Students’ 
Perceptions of a Career in Academia: Experiences, Perceptions and Career 
Progression. University and College Union (UCU). London. 

Arday, J. (2018a). Understanding mental health: What are the Issues for Black and 
ethnic minority students at university? Social Sciences, 7(10), 1-25. 
https://doi:10.3390/socsci7100196 

Arday, J. (2018b). Understanding race and educational leadership in higher education: 
Exploring the Black and ethnic minority (BME) experience. Management in 
Education, 32(4), 192-200. https://doi.org/10.1177/0892020618791002 

Arday, J., & Mirza, H. (2018). Dismantling race in higher education: Racism, whiteness 
and decolonising the academy. Palgrave 

Arnstein, S. (1969.) A ladder of citizen participation. Journal of American Institute of 
Planners, 35(4), 216-224.  

Association of Mixed-Race Irish (AMRI). (2018). Shadow Report to the UN Committee 
on the Elimination of Racial Discrimination: A Response to Ireland's 
combined 5th-9th Periodic Report. AMRI. 
https://tbinternet.ohchr.org/Treaties/CERD/Shared%20Documents/IRL/INT
_CERD_NGO_IRL_37383_E.pdf 

Aston, J., Hooker, H., Page, R. & Wilson, R. (2007). Pakistani and Bangladeshi 
women’s attitudes to work and family 
https://core.ac.uk/download/pdf/4157271.pdf. 

Bacik, I. (2004). Kicking and screaming. Dragging Ireland into the 21st century. 
Dublin, Ireland: O Brien Press. 

Balogun, B. (2020). Race and racism in Poland: Theorising and contextualising ‘Polish-
centrism.’ The Sociological Review, 68(6), 1196-
1211. doi.org/10.1177/0038026120928883 

Baer, D., Grabb, E., & Johnston, W. (1993) National character, regional culture, and the 
values of Canadians and Americans. Canadian Review of Sociology and 
Anthropology 30, 13–36. https://doi.org/10.1111/j.1755-
618X.1993.tb00933.x 

http://lst-iiep.iiep-unesco.org/cgi
https://doi.org/10.1111/j.1467-6486.2007.00765.x
https://doi.org/10.1111/j.1467-6486.2007.00765.x
http://dx.doi.org/10.3390/socsci7100196
https://doi.org/10.1177/0892020618791002
https://core.ac.uk/download/pdf/4157271.pdf
https://doi.org/10.1177/0038026120928883
https://doi.org/10.1111/j.1755-618X.1993.tb00933.x
https://doi.org/10.1111/j.1755-618X.1993.tb00933.x


 241 

Bamford, J. & Sergioy, K. (2005). International students and plagiarism: an analysis of 
the reasons for plagiarism among international foundation students. 
Investigations in University Teaching and Learning, 2(2), 1740-5106. 

Bandura, A. (1991). Human agency: The rhetoric and the reality. American 
Psychologist, 46,157-162. https://doi.10.1037/0003-066X.46.2.157 

Bandura, A. (1997). Self-efficacy: The exercise of control. New York: Freeman. 
Banks, J. (2008). Race, culture and education. Routledge 
Banks, S., & Armstrong, A. (2012). Ethics in community based participatory research. 

Case studies, case examples and commentaries. National Coordinating 
Centre for Public Engagement and the Centre for Social Justice and 
Community Action, Durham University, UK  

Barblan, A., Daxner, M., & Ivosevic, V. (2007). Academic malpractice threats and 
temptations: An essay of the Magna Charta Observatory and the National 
Unions of Students in Europe (ESIB). Bologna, Italy: Bononia University 
Press. 

Barigaba, J. (2016). Uganda: Scandal – How Ugandan varsity awarded 1,000 South 
Sudanese degrees in months. East African. All Africa 

Bartoli, A. (2011). Assessment and international students-black African social work 
students. Enhancing the Learner Experience in Higher Education, 3(1), 45-
58. https://doi.10.14234/elehe.v3i1.29 

Bartoli, A. (2013). Anti-racism in Social Work practice. St Albans: Critical Publishing. 
Bartoli, A., Kennedy, S., & Team, P. (2008). Practice education: Who is failing to 

adjust? Black African student experiences of practice education in a social 
work setting. Journal of Practice Teaching and Learning, 8, 75-90. 
https://doi.10.1921/81134 

Bartram, D., Poros, V.M., Monforte, P. (2014). Key concepts in Migration. Sage 
Publications. ISDM 9781473905450 

Baumeister, R. F., Bratslavsky, E., Muraven, M., & Tice, D. M. (1998). Ego depletion: 
Is the active self a limited resource? Journal of Personality and Social 
Psychology, 74(5), 1252–1265. https://doi.org/10.1037/0022-
3514.74.5.1252 

Bee, P., Brooks, H., Fraser, C., & Lovell, K. (2015). Professional perspectives on 
service user and carer involvement in mental health care planning: a 
qualitative study. International Journal of Nursing Studies, 52(12), 1834–
1845. https://doi. 10.1016/j.ijnurstu.2015.07.008 

Bell, D. (1987). And we are not saved: The elusive quest for racial justice. Basic Books. 
Bell, D. (1991). Racism is here to stay: Now what? Howard Law Journal, 35, 79-93. 
Bell, D. (1992). Faces at the bottom of the well: The permanence of racism. Basic 

Books. 
Beauchamp T.L., & Childress, J, F. (2001). Principles of biomedical ethics. Oxford 

University Press. 
Bennett, M., Yuill, N., Banerjee, R., & Thomson, S. (1998). Children's understanding of 

extended identity. Developmental Psychology, 34(2), 322 
331. https://doi.org/10.1037/0012-1649.34.2.322 

Berger, R. (2013). Now I see it, now I don’t: researcher’s position and reflexivity in 
qualitative research. Qualitative Research. 15. 
https://doi.10.1177/1468794112468475. 

Bergold, J., & Stefan, T. (2012). Participatory research methods: A methodological 
approach in motion. Historical Social Research / Historische 
Sozialforschung, 37, 191-222. https://doi.10.2307/41756482. 

https://www.uky.edu/%7Eeushe2/Bandura/Bandura1991AP.htm
https://doi.org/10.1037/0003-066X.46.2.157
https://psycnet.apa.org/doi/10.1037/0022-3514.74.5.1252
https://psycnet.apa.org/doi/10.1037/0022-3514.74.5.1252
https://doi.org/10.1016/j.ijnurstu.2015.07.008


 242 

Bernal, D. D. (2002). Critical race theory, Latino critical theory, and critical raced-
gendered epistemologies: Recognizing students of colour as holders and 
creators of knowledge. Qualitative Inquiry, 8(1), 105-126. 
https://doi.org/10.1177/107780040200800107 

Bernard, C., Fairtlough, A., Fletcher, A & Ahmet, A. (2011). Diversity and progression 
among social work students in England. Goldsmiths University London 

Bernard, A. K. (2001). Education for all and children who are excluded. World 
Education Forum, Dakar, 2000. United Nations Children's Fund. 
ED.2001/WS/13. 

Bernard, H. R. (2000). Social research methods; Qualitative and quantitative 
approaches. Sage. 

Bernstein, B. (1996). Pedagogy, symbolic control and identity. Taylor and Francis. 
Berry, J. & Loke, G. (2011). Ethnicity and degree attainment. DfES Research Report 

RW92. London. 
Berry N. (2013). ‘Problem Parents? Undocumented migrants in America’s new south 

and the power dynamics of parenting advice’. In C. Faircloth, D. M. 
Hoffman, and L. L. Layne (eds.), Parenting in Global Perspective: 
Negotiating Ideologies of Kinship, Self and Politics. (pp.86–100). 
Routledge. 

Berry, J. W. (2006). Contexts of acculturation. In D.L Sam & J. W. Berry (Eds), 
Cambridge handbook of acculturation psychology. (pp.27-42). Cambridge 
University Press. 

Berry. J.W., Trimble. J. & Olmedo. E. (1986). The assessment of acculturation. In W.J. 
Lonner & J.W. Berry (Eds.). Field methods in cross-cultural research. 
Sage. 

Bhopal, K. (2014). The experience of BME academics in higher education: Aspirations 
in the face of inequality. Stimulus Paper. London: Leadership Foundation 
for Higher Education. https://doi.eprints.soton.ac.uk/364309/1/  

Bhopal, K., & Chapman, T. (2019). International minority ethnic academics at 
predominantly White institutions. The British Journal of Sociology of 
Education, 40(1), 98-113. 

Bhopal, R.S. (1997). Is research into ethnicity and health racist, unsound or important 
science? British Medical Journal, 14(314), 1751-56. 

Bhugra, D. (2004). Migration, distress and cultural identity. British medical 
bulletin, 69(1), 129-141. https://doi.org/10.1080/09518398.2015.1023228 

Blaisdell, B. (2016). Schools as racial spaces: Understanding and resisting structural 
racism. International Journal of Qualitative Studies, 29(2), 248-272. 
https://doi.org/10.1080/09518398.2015.1023228 

Blommaert, J. (2005). Discourse. Cambridge University Press. 
Blommaert, J., Collins, J. & Slembrouck, S. (2005). Spaces of multilingualism. 

Language and Communication. 25,197-216. 
Boahen, G. (2021, October, 27) Tackling the BAME social care workforce burnout 

www.scie.ogr.uk 
Bogic, M, & Priebe, Stefan. (2015). Long-term mental health of war-refugees: a 

systematic literature review. BMC International Health and Human Rights. 
15. https://doi.10.1186/s12914-015-0064-9. 

Bogolub, E (2010). The obligation to bring about good in social work research: A new 
perspective. Qualitative Social Work. (9), 9–15. 
https://doi.org/10.1177/1473325009355614 

https://doi.org/10.1177/107780040200800107
https://unesdoc.unesco.org/query?q=Author:%20%22Bernard,%20Anne%20K.%22&sf=sf:*
https://unesdoc.unesco.org/query?q=Conference:%20%22World%20Education%20Forum,%20Dakar,%202000%22&sf=sf:*
https://unesdoc.unesco.org/query?q=Conference:%20%22World%20Education%20Forum,%20Dakar,%202000%22&sf=sf:*
https://unesdoc.unesco.org/query?q=Corporate:%20%22United%20Nations%20Children%27s%20Fund%22&sf=sf:*
https://doi.org/10.1080/09518398.2015.1023228
https://doi.org/10.1177/1473325009355614


 243 

Bond, S. (2003a). Untapped resources, internationalization of the curriculum and  
classroom experiences: A selected literature review. Canadian Bureau for 
International Education. 

Bond, S. (2003b). Engaging Education: Bringing the world into the classroom. 
Canadian Bureau for International Education. 

Bond, S., Quian, J. & Huang, J. (2003). The role of faculty in internationalizing the 
undergraduate curriculum and classroom experiences. Canadian Bureau for 
International Education. 

Bonilla-Silva, E. (2014). Racism without racists: Color-blind racism and the 
persistence of racial inequality in the United States (4th eds). Rowman & 
Littlefield. 

Boniol, M., McIsaac, M., Xu, L., Wuliji, T., Diallo, K., & Campbell, J. (2019). Gender 
equity in the health workforce: analysis of 104 countries. Working paper 1. 
Geneva: World Health Organization.  

Botticello, J., & West, T.O. (2021). Ethnic minority students in the UK: Addressing 
inequalities in access, support and wellbeing in Higher Education. Effective 
Elimination of structural Racism. Intech Open. 
https://doi.10.5772/intechopen.101203 

Bourdieu, P. (1986). The forms of capital. In: Richardson, J (ed.) Handbook of Theory 
and Research for the Sociology of Education (pp.241–258). Greenwood 
Press. 

Bourdieu, P., & Passsreon, J. C. (1977). Reproduction in education, society and culture. 
Sage. 

Bourdieu, P. (1991). Language and symbolic Power. Polity Press. 
Bourdieu, P. (1993). The field of cultural production. Polity Press. 
Bourdieu, P. (1997). The forms of capital. In A. Halsey, H. Lauder, P. Brown, & A. 

Stuart-Wells, (Eds). Education; Culture, economy, society. Oxford 
University Press. 

Bourdieu, P. (2005). Habitus. In J. Hillier and E. Rooksby (Eds). Habitus: A sense of 
place. Ashgate Publishing Ltd. 

Bourke, B. (2014) Positionality: Reflecting on the research process. The Qualitative 
Report, 19(33) 1-9. https://doi.org/10.46743/2160-3715/2014.1026 

Boyd, M & Greico, E. (2003). Women and migration: Incorporating gender into 
international migration theory. Migration Policy Institute. 

Boyd, M. & Pikkov, D. (2005). Gendering migration, livelihood and entitlements:  
Migrant women in Canada and the United States. Geneva: United Nations 
Research Institute for Social Development. 

Boyle, P., Feng, Z., & Gayle, V. (2009). A new look at family migration and women’s 
employment status. Journal of Marriage and Family 71(2), 417– 431. 
https://doi.org/10.1111/j.1741-3737.2009.00608.x 

Boylorn, R. M. (2008). Participants as co-researchers. In L. M. Given (Ed.), The SAGE 
encyclopaedia of qualitative research methods. (pp.600-601). SAGE. 

Bracken, S., & Novak, K. (Eds.). (2019). Transforming higher education through 
universal design for learning: An International perspective (1st ed.). 
Routledge. https://doi.org/10.4324/9781351132077 

Braun, V., & Clarke, V. (2021). One size fits all? What counts as quality practice in 
(reflexive) thematic analysis? Qualitative Research in Psychology, 18(3), 
328–352. https://doi.org/10.1080/14780887.2020.1769238 

Brett, J., Behfar, K.& Kern, M.C. (2006). Managing multicultural teams. Harvard  
Business Review. 84(110), 84-97. 

https://doi.org/10.46743/2160-3715/2014.1026
https://psycnet.apa.org/doi/10.1111/j.1741-3737.2009.00608.x
https://psycnet.apa.org/doi/10.1080/14780887.2020.1769238


 244 

Brinkmann, S. (2007). The good qualitative researcher. Qualitative Research in 
Psychology, 4(1-2), 127-144. https://doi.org/10.1080/14780880701473516 

Briziarelli, M., & Karikari, E. (2016). International Journal of Civic Engagement and 
Social Change, 1-22. www.igi-global.com/article/mediating-social-medias-
ambivalences-in-the-context-ofinformational-
capitalism/149854?camid=4v1a 

Broecke, S. & Nicholls, T. (2007). Ethnicity and degree attainment. Department for 
Education and Skills Research Report RW92. 

Brown. R. (2016.) Re-examining the transnational nanny. International Feminist 
Journal of Politics, 18:2, 210-229. 
https://doi.10.1080/14616742.2015.1007728 

Brown, T., Winter, K., & Carr, N. (2018). Residential childcare workers and 
relationship based practice in a culture of fear. Child and Family Social 
Work, 23(4), 657–665. https://doi.org/10.1111/cfs.12461 

Browne. M. (2016). Responding to the support and care needs of our older population. 
Shaping an agenda for future action report of forum on long-term care for 
older people. Third Age Ireland. 

Bryceson, D. (2018). Transnational families negotiating migration and care life cycles 
across nation-state borders. Journal Ethnic Migration Studies, 
45(16), 3042–3064. https://doi.org/10.1080/1369183X.2018.1547017 

Bryman, A. (2012). Social research method. (4th ed.). Oxford University Press. 
Buchholz, L. (2013). The Global Rules of Art, Ph.D. Dissertation, Columbia University 

New York. 
Bucholtz, M. & Hall, K. (2004). Language and Identity. In A. Duranti (Ed.) A 

companion  to linguistic anthropology. Blackwell. 
Buckley, H. & Nolan, C. (2013). An examination of recommendations from inquiries 

into events in families and their interactions with State services, and their 
impact on policy and practice. Department of Children and Youth Affairs – 
Irish Research Council. Dublin, Ireland: The Stationary Office. 

Buckner, E., Zhang, Y., & Blanco, G. L. (2021). The impact of COVID-19 on 
international student enrolments in North America: Comparing Canada and 
the United States. Higher Education Quarterly, 00, 1–15. 
https://doi.org/10.1111/hequ.12365 

Bunce, L., King, N., Saran, S & Talib, N. (2019, July, 20). Experiences of black and 
minority ethnic (BME) students in higher education: applying self-
determination theory to understand the BME attainment gap. doi 
https://doi.org/10.1080/03075079.2019.1643305 

Burnapp, D. (2006). Trajectories of adjustment of international students: U – curve, 
learning curve or third space. Intercultural Education 17(1), 81–93. 

Burnard, P., Gill, P., Steward, K., Treasure, E., & Chadwick, B. (2008). Analysing and 
presenting qualitative data. British Dental Journal, 204(8), 429-432. 
https://doi.org/10.1080/03075079.2019.1643305  

Brito, R. (2022, February, 28). Europe welcomes Ukrainian refugees- others less so. 
AP News.https://doi.apnews.com/article/russia-ukraine-war-refugees-
diversity-230b0cc790820b9bf8883f918fc8e313 

Bryceson, D. (2019). Transnational families negotiating migration and care life cycles 
across nation-state borders, Journal of Ethnic and Migration Studies, 
45(16), 3042-3064.https://doi:10.1080/1369183X.2018.1547017 

Byrne, C. (2016). Ready or not? Statutory registration, regulation and continuing 
professional development for social care workers in Ireland. Administration, 
64(2), 9-29.https://doi.org/10.1515/admin-2016-0014 

https://doi.org/10.1080/14780880701473516
https://doi.org/10.1080/14616742.2015.1007728
https://doi.org/10.1111/cfs.12461
https://doi.org/10.1080/1369183X.2018.1547017
https://doi.org/10.1111/hequ.12365
https://doi.org/10.1080/03075079.2019.1643305
https://doi.org/10.1080/03075079.2019.1643305
https://doi.apnews.com/article/russia-ukraine-war-refugees-diversity-230b0cc790820b9bf8883f918fc8e313
https://doi.apnews.com/article/russia-ukraine-war-refugees-diversity-230b0cc790820b9bf8883f918fc8e313
https://doi.org/10.1080/1369183X.2018.1547017
https://doi.org/10.1515/admin-2016-0014


 245 

Byrne, J. (2009). Personal and professional development for social care workers. In K. 
Lalor & P. Share (Eds.). Applied social care, an introduction for students in 
Ireland (2nd eds). (pp.227-234). MacMillan. 

Calmore, J. O. (1995). Racialized space and the culture of segregation: “Hewing a stone of 
hope from a mountain of despair.” University of Pennsylvania Law 
Review, 143(5), 1233–1273. https://doi.org/10.2307/3312475 

Campbell-Stephens, R. (2021). Educational Leadership and the Global Majority: 
Decolonising Narratives. Palgrave McMillan. 

Candy. P.C. (1989). Constructivism and the study of ‘self-direction in adult learning. 
Studies in the Education of Adults, 21(2), 95-116. 
https://doi.org/10.1080/02660830.1989.11730524 

Cangiano, A., Shute, I., Spencer, S., & Leeson.G. (2009) Migrant care workers in 
ageing societies: research findings in the United Kingdom. COMPAS, 
University of Oxford, Oxford. 

Cannon, W. B. (1915). Bodily changes in pain, hunger, fear and rage. D. Appleton & 
Co. 

Care Council for Wales. (2010). Codes of practice for social care workers. General 
Social Care Council. 

Carello, J. (2018). Retraumatization during training: A trauma-informed narrative 
approach. (Doctoral dissertation). ProQuest. 

Castells, S., & Miller, M.J. (2003). The age of migration: International population 
movements in the modern world. Macmillan. 

Central Statistics Office (CSO). (2006). Population and Labour Force Projections. 
Dublin: Government publications  

Central Statistics Office (CSO). (2008). Census 2007 summary results. Dublin. 
Government publications  

Central Statistics Office (CSO). (2012). Census 2011 summary results. Dublin. 
Government publications  

Central Statistics Office (CSO). (2017). Census 2016 summary results: Part 1. Dublin. 
Government publications. 

Central Statistics Office. (2019). Population and migration estimates April 2019. 
Dublin. Government Publications. 
http//cso.ie/en/releasesandpublications/er/pme/populationandmigrationestim
atesapril2019/ 

Centre for Social Justice and Community Action. (2012). Community-based 
participatory research: A guide to ethical principles and practice, Durham 
University and National Coordinating Centre for Public Engagement. 
www.durham.ac.uk/beacon/socialjustice  

Chambers, R. (2009). So that the poor count more: Using participatory methods for 
impact evaluation. The Journal of Development Effectiveness. 1, 243-246. 
https://doi.10.1080/19439340903137199. 

Chant, S., & Radcliffe, S.A. (1992). Migration and development: the importance of 
gender, in S. Chant (ed.), Gender and Migration in Developing Countries. 
Belhaven Press. 

Charles, A., & Ewbank, L. (2021 April, 08). The road to renewal: five priorities for 
health and care. The Kings Fund Newsletter. UK. 

Charmaz, C. (2014). Constructing grounded theory. (2nd ed). Sage.  
Chaudry, L. N. (2000). Researching my people, researching myself: Fragments of 

reflexive tale. In E. St. Pierre & W. Pillow (Eds.), Working the 
ruins/feminist post structural theory and methods in education. Routledge.  

https://doi.org/10.2307/3312475
https://www.cso.ie/en/releasesandpublications/er/pme/populationandmigrationestimatesapril2019/
https://www.cso.ie/en/releasesandpublications/er/pme/populationandmigrationestimatesapril2019/


 246 

Chinn, P. L., & Kramer, M. K. (2008). Integrated theory and knowledge development in 
nursing (7th ed.). Mosby Elsevier. 

Chiswick, B.R., & Miller, P.W. (2001). A model of destination-language acquisition: 
Application to male immigrants in Canada. Demography. 38. 391-409. 
https://doi.10.2307/3088354. 

Christensen, K., Hussein, S., & Ismail, M. (2016). Migrants' decision-process shaping 
work destination choice: the case of long-term care work in the United 
Kingdom and Norway. European journal of ageing, 14(3), 219–232. 
https://doi.org/10.1007/s10433-016-0405-0 

Chirkov, V, I., Vansteenkiste, M., Tao, R., & Lynch, M. (2017). The role of self-
determined motivation and goals for study abroad in the adaptation of 
international students. International Journal of Intercultural Relations, 31, 
199-222. https://doi.10.1016/j.ijintrel.2006.03.002 

Chriss, J. J. (2007). The functions of the social bond. Sociological Quarterly, 48(4), 
689-712. https://doi:10.1111/j.1533-8525.2007. 00097.x 

Clandinin, D. J., & Connelly, F. M. (1994). Personal experience methods. In N. K. 
Denzin & Y. S. Lincoln (Eds.), Handbook of qualitative research. 413-
427.Sage. 

Clandinin, D.J. & Connelly, F.M. (2000). Narrative inquiry: Experience and story in 
qualitative research. Jossey-Bass. 

Clark, C., Matthew, D., & Burns, V. (2018). Power, privilege and justice: 
intersectionality as human rights? The International Journal of Human 
Rights, 22(1), 108-126. https://doi.10.1080/13642987.2017.1390333 

Clark, P.F., Stewart, J. & Clark, D.A. (2006). The globalization of the labour market for 
health care professionals. International Labour Review, 145(1-2), 37-64. 

Clark, T. (2011). Gaining and maintaining access: exploring the mechanisms that 
support and challenge the relationship between gatekeepers and researchers. 
Qualitative Social Work, 10(4), 485–502. 
https://doi.org/10.1177/1473325009358228 

Clarke, A. (2005). Situational analysis: Grounded theory After the Postmodern turn. 
Sage. 

Clough, P., & Nutbrown, C. (2012). A students guide to methodology (3rd ed.). Sage. 
Coakley, L., & MacEinri, P. (2022). Ireland’s White Paper to End Direct Provision 

(2021): Migrant Accommodation and Control. International Migration 
Review, 56(4), 1030-1039. https://doi.org/10.1177/01979183211063417 

Coakley, l & MacEinri, P. (2007). The integration experiences of African families in 
Ireland. Integrating Ireland. 

Coghlan, D., & Brannick, T. (2005). Doing action research in your own organization 
(2nd ed). Sage. 

Cohen, R., & Kennedy, P. (2013). Global Sociology (3rd ed.). Palgrave Macmillan. 
Cole, G. (2020). Types of white identification and attitudes about Black Lives Matter. 

Social Science Quarterly, 101,1627-1633 
https://doi.org/10.1111/ssqu.12837 

Colombo, F., Llena-Nozal, A., Mercier, J. & Tjadens, F. (2011). Help wanted? 
Providing and paying for long-term care. OECD, Paris. http://www.oecd-
ilibrary.org/social-issues-migration-health/help-wanted_9789264097759-en. 

Comte, A. (1853). The Positive Philosophy of Auguste Comte Freely. Translated and 
condensed by Harriet Martineau; 2 vols. D. Appleton and Co 

Connolly, P., & Khaoury, R. (2008). Whiteness, racism and exclusion: A critical race 
perspective. In C. Coulter & M. Murray (Eds.), Northern Ireland After the 

https://doi.org/10.1007/s10433-016-0405-0
http://dx.doi.org/10.1016/j.ijintrel.2006.03.002
https://doi.org/10.1080/13642987.2017.1390333
https://doi.org/10.1177/1473325009358228
https://doi.org/10.1177/01979183211063417
https://doi.org/10.1111/ssqu.12837
http://www.oecd-ilibrary.org/social-issues-migration-health/help-wanted_9789264097759-en
http://www.oecd-ilibrary.org/social-issues-migration-health/help-wanted_9789264097759-en


 247 

Troubles: A Society in Transition. (pp.192-212). Manchester University 
Press. 

Connor, H., Tyer, C., Davis, S. & Tackey, N.D. (with contributions from Modood, T.) 
(2003). Minority ethnic students in higher education: Interim report, 
Institute for employment studies. DfES Report RR448.UK 

Connor, H., Tyer, C., Modood, T., & Hillage, J. (2004). Why the difference? A closer 
look at higher education minority ethnic students and graduates. Research 
Report No. 552 Department for Education and Skills. London, England. 

Cordesman, A. (2019, October 25). Why Iraq is burning. Centre for Strategic and 
International studies. https://www.csis.org/analysis/why-iraq-burning 

Corley, A., & Sabri, B. (2021). Exploring African immigrant women's pre- and post-
migration exposures to stress and violence, sources of resilience, and 
psychosocial outcomes. Issues in mental health nursing, 42(5), 484–494. 
https://doi.org/10.1080/01612840.2020.1814912 

CORU. (2016). Regulating Health and Social Care Professions. What statutory 
registration means. CORU Health and Social Care Regulator. 
http://www.coru.ie. 

CORU (2017a). Requirements for Education and Training Programmes.  CORU Health 
and Social Care Regulator. 
http://coru.ie/uploads/documents/Criteria_for_Education_and_Training_Pro
grammes_(31.05) 

CORU (2017b). Social Care Workers Registration Board, Standards of Proficiency for 
Social Care Workers. CORU Health and Social Care Regulator. 
http://coru.ie/uploads/documents/Criteria_for_Education_and_Training_Pro
gramme  

CORU. (2020). Update on the registration of Social Care Workers. CORU Health and 
Social Care Regulator. https://coru.ie/about-us/registration-boards/social-
care-workers-registrationboard/updates-on-the-social-care-workers-
registration-board/update-on-the-registration-of-social-careworkers/ 

Coulter, C. (2003). The end of Irish history? An introduction to the book. In S. 
Colemand  and C. Coulter (Eds). The End of Irish history? Critical 
reflections on the Celtic Tiger. Manchester Press. 

Coulter, C. (2013). Child care law reporting project; Interim Report. One Foundation. 
Dublin 

Coulter, C. (2015). Child care law reporting project. Final Report. One Foundation 
Dublin  

Cousin, G. (2010). ‘Positioning positionality: The reflexive turn’, in M. Savin-Baden 
and C. Howell Major (eds.) New Approaches to Qualitative Research: 
Wisdom and Uncertainty, (pp.9-18). Routledge.  

Cowden, S. & Singh, G. (eds.). (2013). Acts of Knowing: Critical Pedagogy In, Against 
and Beyond the University. Bloomsbury. 

Cox, T. H. & Blake, S. (1991). Managing cultural diversity: Implications for 
organisational effectiveness. Academy of Management Executive, 5(3), 45-
56. 

Cox, Y.H., Lobel, S, A. & Mc Leod, P.L. (1991). Effects of ethnic group cultural 
differences on cooperative and competitive behaviour on the group task. 
Academy of Management Journal, 34(4), 827-847. 

Cree, V.E. (2010). Sociology for social workers (2nd ed). Routledge Press. 
Creighton, M., & A, Jamal. (2015). Does Islam play a role in anti-immigrant sentiment? 

An experimental approach, Social Science Research, 53, 89-103. https://. 
doi.10.1016/j.ssresearch.2015.04.001 

https://doi.org/10.1080/01612840.2020.1814912
http://www.coru.ie/
http://coru.ie/uploads/documents/Criteria_for_Education_and_Training_Programmes_(31.05)
http://coru.ie/uploads/documents/Criteria_for_Education_and_Training_Programmes_(31.05)
http://coru.ie/uploads/documents/Criteria_for_Education_and_Training_Programme
http://coru.ie/uploads/documents/Criteria_for_Education_and_Training_Programme
https://coru.ie/about-us/registration-boards/social-care-workers-registrationboard/updates-on-the-social-care-workers-registration-board/update-on-the-registration-of-social-careworkers/
https://coru.ie/about-us/registration-boards/social-care-workers-registrationboard/updates-on-the-social-care-workers-registration-board/update-on-the-registration-of-social-careworkers/
https://coru.ie/about-us/registration-boards/social-care-workers-registrationboard/updates-on-the-social-care-workers-registration-board/update-on-the-registration-of-social-careworkers/
https://doi.org/10.1016/j.ssresearch.2015.04.001


 248 

Crenshaw, K. (1989). Demarginalizing the intersection of race and sex: A black 
feminist critique of antidiscrimination doctrine, feminist theory and 
antiracist politics. University of Chicago legal Forum. 
http://chicagounbound.uchicago.edu/uclf/vol1989/iss1/8 

Crenshaw, K. (1991). Mapping the margins: Intersectionality, identity politics, and 
violence against women of color. Stanford Law Review, 43(6), 1241-1299. 

Crenshaw, K. (2011). Twenty years of Critical Race theory: Looking back to move 
forward. Connecticut Law Review, 43, 1253-1353. 
https://opencommons.uconn.edu/law_review/117 

Crenshaw, K., Gotanda, N., Peller, G., & Thomas, K. (1995). Critical race theory: The 
key writings that formed the movement. New Press. 

Creswell, J.W. (2003). Research design: Qualitative, quantitative and mixed method 
approaches. Sage.  

Creswell, J.W. (2007). Qualitative inquiry and research design: Choosing among Five 
Approaches (2nd ed.). Sage Publications. 

Creswell, T. (2014). Place: An introduction. Wiley-Blackwell. 
Crisp, G., & Cruz, I. (2009). Mentoring college students: A critical review of the literature 

between 1990 and 2007. Research in Higher Education, 50(6), 525–545. 
http://www.jstor.org/stable/29782942 

Crisp, R., & Meleady, R. (2012). Adapting to a multicultural future. Science, 336 
(6083), 853-855. https://. doi10.1126/science.1219009 

Crotty, M. (1998). The foundations of social research, Sage Publications.  
Crotty, M. (2009). The foundations of social research; meaning and perspective in the 

research process. Sage. 
Crowley, P., & Hughes, A. (2021, May 22). The impact of COVID-19 pandemic and 

the societal restrictions on the health and wellbeing of the population, and 
on the health service capacity and delivery: A plan for healthcare and 
population health recovery, Version 2. Dublin: National QI Team, Health 
Service Executive. 

Cullen, O., & Walsh, C. (2020). A narrative review of ethical issues in participatory 
research with Young People. Sage Journal 28(4), 363-386. 
https://doi.org/10.1177/1103308819886470 

Cullen, P. (2019). The discursive politics of marketization in home care policy 
implementation in Ireland, Policy and Society, 38(4), 606–625. 
https://doi.org/10.1080/14494035.2019.1622274 

Cureton, D., Hughes, J., & Jones, J. (2019). Towards bridging the belongingness, 
progression and attainment gap for our BAME students.  Higher Education 
Race Action Group (HERAG). UK http://hdl.handle.net/2436/622742 

Day, S. (2012). A reflexive lens: Exploring dilemmas of qualitative methodology 
through the concept of reflexivity. Qualitative Sociology Review, 8, 60–85. 
https://doi.10.18778/1733-8077.8.1.04 

Day, C. (2020). Report of the advisory group on the provision of support including the 
accommodation to persons in the international protection process.  
Government of Ireland. 

Datta, K., Guthrie, J. P., Basuil, D., & Pandey, A. (2010). Causes and effects of 
employee downsizing: A review and synthesis. Journal of Management, 
36(1), 281–348. https://doi.org/10.1177/0149206309346735 

Datta, K., Mcllwaine, C., Evans, Y., Herbert, J., May, J., & Wills, J. (2010). A migrant ethic 
of care? Negotiating care and caring among migrant workers in London’s low-
pay economy. Feminist Review, 94, 93–116. 
http://www.jstor.org/stable/40664131 

http://www.jstor.org/stable/29782942
https://doi.org/10.1126/science.1219009
https://doi.org/10.1177/1103308819886470
https://doi.org/10.1080/14494035.2019.1622274
http://hdl.handle.net/2436/622742
http://dx.doi.org/10.18778/1733-8077.8.1.04
https://doi.org/10.1177/0149206309346735


 249 

Delpit, L. (2003). Educators as" seed people" growing a new future. Educational 
Researcher, 32(7), 14-21. https://doi.org/10.3102/0013189X032007014 

D’Angelo, A. (2015). Migrant organisations: Embedded community capital? In: Ryan, 
L, Erel, U, D’Angelo, A (Eds) Migrant Capital: Networks, Identities and 
Strategies, 83–101. Palgrave Macmillan. 

D’Angelo, R. (2011). White fragility. International Journal of Critical Pedagogy, 3(3), 
54-70 

D’Sena, P. (2019). Decolonising the curriculum. Contemplating academic culture(s), 
practice and strategies for change.  Learning Connections 2019: Spaces, 
People, Practice, 58-62. University College Cork, Ireland. 
https://doi:10.33178/LC.2019.13 

Darby, F. (2018). Belonging at ITB – The use of photovoice methodology to investigate 
inclusion and belonging at ITB based on ethnicity and nationality from a 
student perspective. [EPub] Transforming our World Through Design, 
Diversity and Education. http://ebooks.iospress.nl/volumearticle/5061 

Darby F. (2022). Inclusion and belonging in Irish Higher Education for Black and 
Minority Ethnic students. All Ireland Journal of Higher Education, 14(3). 
thttps://ojs.aishe.org/index.php/aishe-j/article/view/615/1049 

Darby, F. (2020). Belonging on Campus: An exploratory study of the continuities, the 
contradictions and the consequences for Black and Minority Ethnic students 
in higher education. PhD thesis, National University of Ireland Maynooth. 

Darby, F., & Dowling, L. (2021). Building MultiStories: Embedding the library services 
for inclusive teaching and learning in a diverse curriculum., Irish Journal of 
Academic Practice.2(8). https://doi.org/10.21427/25XM-X994. 

Darder, A., Torres, R. D. (2004). After race: Racism after multiculturalism. New York 
University Press. 

Davidson, C. (2009). Transcription: Imperative for qualitative research. Internal 
Journal of Qualitative methods, 8(20), 35-52. 
https://doi.org/10.1177/160940690900800206 

DeBose, C. (1992). Codeswitching: Black English and standard English in the African 
American linguistic repertoire. Journal of Multilingual and Multicultural 
Development, 13, 157-167. https://doi.org/10.1080/01434632.1992.9994489 

Dee T., & Jacob B. (2012). Rational ignorance in education: A field experiment in 
student plagiarism. Journal of Human Resources, 47, 397-434. 

DeJonckheere, M., & Vaughn, L. M. (2019). Semi structured interviewing in primary 
care research: a balance of relationship and rigour. Family medicine and 
community health, 7(2).  https://doi.org/10.1136/fmch-2018-000057 

Da Roit, B., & Weicht, B. (2013). Migrant care work and care, migration and 
employment regimes: A fuzzy-set analysis. Journal of European Social 
Policy, 23(5), 469–486. https://doi.org/10.1177/0958928713499175 

De Tona, C & Lentin, R. (2011). Building a platform for our voices to be heard: 
Migrant women's networks as locations of transformation in the Republic of 
Ireland. Journal of Ethnic and Migration Studies, 37(3), 485-502, 
https://doi.10.1080/1369183X.2011.526780 

De Vita, G. (2007). Taking stock: an appraisal of the literature on internationalizing HE 
learning. In E. Jones and S. Brown (Eds). Internationalising Higher 
Education (pp.154-168). Routledge. 

Deci, E. L., & Ryan, R. M. (1991). A motivational approach to self: Integration 
personality. Nebraska Symposium on Motivation: Perspectives on 
Motivation, 38, 237-288. Lincoln. 

https://doi.org/10.3102/0013189X032007014
http://ebooks.iospress.nl/volumearticle/5061
https://eur05.safelinks.protection.outlook.com/?url=https%3A%2F%2Fojs.aishe.org%2Findex.php%2Faishe-j%2Farticle%2Fview%2F615%2F1049&data=05%7C01%7CMargaret.Fingleton%40TUDublin.ie%7C696d82f08a294ac2b45a08dac72b12f7%7C766317cbe9484e5f8cecdabc8e2fd5da%7C0%7C0%7C638041285057453142%7CUnknown%7CTWFpbGZsb3d8eyJWIjoiMC4wLjAwMDAiLCJQIjoiV2luMzIiLCJBTiI6Ik1haWwiLCJXVCI6Mn0%3D%7C3000%7C%7C%7C&sdata=9DeEFJLdEifekyB393%2FkgeSWWCzx%2BtoQdL38zyj6nBc%3D&reserved=0
https://doi.org/10.1177/160940690900800206
https://doi.org/10.1080/01434632.1992.9994489
https://doi.org/10.1136/fmch-2018-000057
https://doi.org/10.1177/0958928713499175
https://doi.org/10.1080/1369183X.2011.526780


 250 

DeCuir, J., & Dixson, A. (2004). "So, when it comes out, they aren't that surprised that 
it is there": Using critical race theory as a tool of analysis of race and racism 
in education. Educational Researcher, 33, 26-31. 
https://doi.org/10.3102/0013189X033005026 

Degiuli, F. (2007). A job with no boundaries: home elder care work in Italy. European 
Journal of Women’s Studies, 14(3), 193-207. 
https://doi.org/10.1177/1350506807079010 

Dei, G. (2010). Engaging race, anti-racism and equity issues in the academy. In J. 
Newson & C. Polster (Eds.), Academic callings: The university we have 
had, now have and could have, (pp.170–177). Canadian Scholars Press Inc. 

Dejardin-King, A. (2019). The social construction of migrant care work: at the 
intersection of care, migration and gender. ILO. 

Delgado, R. & Stefancic, J. (1993). Critical race theory: An annotated bibliography. 
Virginia Law Review, 79(2), 461–516. 

Delgado, R. & Stefancic, J. (2001). Critical race theory: An introduction. New York 
University Press. 

Delgado, R & Stefancic, J. (2012). Critical race theory: An introduction. Critical 
America (2nd ed). New York University Press. 

Delgado, R. (1989). Storytelling for oppositionists and others: A plea for narrative. 
Michigan Law Review 87, 2411–41. 

Delgado, R. (1995). Critical race theory: The cutting edge. Temple University Press. 
Delgado-Gaitan, C. (2003). Researching change and changing the researcher. Harvard 

Educational Review, 63(4), 389-411. ISSN-0017-8055 
Deloitte. (2022). Are we finally seeing the long-promised transformation? Global 

Health care outlook. Deloitte. 
https://www.deloitte.com/content/dam/Deloitte/global/Documents/Life-
Sciences-Health-Care/gx-health-care-outlook-Final.pdf 

Delong, J., Black, C., & Wideman, R. (2005). Action research for teaching excellence. 
Barrie: Data Based Directions. 

Delong, J., Kennedy, L., Nikiforuk, L., & Polodian, B. (2009). Passion in professional 
practice: action research in Grand Erie. doi: http://www.actionresearch.ca 

Delpit, L. (1988). The silenced dialogue: Power and pedagogy in educating other 
people’s children. The Harvard Review, 58(3), 280-298. 

Démurger, S. (2015). Migration and families left behind. IZA World of Labor,144. 
https://doi:10.15185/izawol.144 

Denscombe, M. (1998). The good research guide: For small-scale social research 
projects. Buckingham. England: Open University Press. 

Denzin, N.K. & Lincoln, Y.S. (2000). Introduction: The discipline and practice of 
qualitative research' in Denzin, N.K. and Lincoln, Y.S. (eds) Handbook of 
Qualitative Research, (2nd ed.). Sage Publications.  

Denzin, N.K., & Lincoln, Y. (2011). The Sage handbook of qualitative research (4th 
ed.). Sage.  

Denzin, N.K., & Lincoln, Y. & Smith, T. (2008) (eds), Handbook of Critical and 
Indigenous Methodologies. Sage.  

Department of Education and Skills. (2010). Intercultural Education Strategy, 2010- 
2015. Government of Ireland. 

Department of Education and Skills. (2011). National Strategy for Higher Education to 
2030. Government of Ireland. 

Devakumar, D., Birch, M., & Osrin, D. (2014). The intergenerational effects of war on 
the health of children. BMC Med 12, 57. https://doi.org/10.1186/1741-7015-
12-57  

https://doi.org/10.3102/0013189X033005026
https://doi.org/10.1177/1350506807079010
https://www.deloitte.com/content/dam/Deloitte/global/Documents/Life-Sciences-Health-Care/gx-health-care-outlook-Final.pdf
https://www.deloitte.com/content/dam/Deloitte/global/Documents/Life-Sciences-Health-Care/gx-health-care-outlook-Final.pdf
http://www.actionresearch.ca/
https://doi.org/10.1186/1741-7015-12-57
https://doi.org/10.1186/1741-7015-12-57


 251 

Dhanda, M. (2009, July 14). Understanding disparities in student attainment: what do 
black and minority ethnic students say? Paper presented at the annual 
meeting of the ISPP 32ndAnnual Scientific Meeting, Trinity College, 
Dublin, Ireland. 

DiAngelo, R J. (2018). White fragility: Why it's so hard for White people to talk about 
racism. Beacon Press. 

Dillon, J. (2011). Black minority ethnic students navigating their way from access  
courses to social work programmes: Key considerations for the selection of 
students. British Journal of Social Work, 41, 1477-1496. 
https://doi.org/10.1093/bjsw/bcr026 

Di Pietro, G., Biagi, F., Costa, P., Karpiński Z., & Mazza, J. (2020). The likely impact of 
COVID-19 on education: Reflections based on the existing literature and 
international datasets, EUR 30275 EN, Publications Office of the European 
Union. https://doi.10.2760/126686, JRC121071. 

Divala, J.J. (2014). Critical reflections: experiencing discrimination, disrespect and 
disregard; forming a professional identity. South African Journal of Higher 
Education, 28(6), 2027-2040. https://doi.org/10.20853/28-6-440 

Doel, M. (2009). Social work placements: A traveller’s guide. Routledge. 
Dodgson, L. (2017, September 20) There's a chronic lack of black students at some of 

the best universities in the world, and current students say there are 4 
reasons why. Business Insider.  

Dolea, C., & Adams, O.B. (2005). Motivation of health care workers-review of theories 
and empirical evidence. Cahiers de sociologie et de demographie medicales, 
45(1), 135-61.  

Dominelli, L. (1996). De-professionalising social work: anti-oppressive practice, 
competencies and postmodernism, British Journal of Social Work, 26,153-
175.  

Dominelli, L. (2002). Anti-oppressive social work theory and practice. Palgrave 
Macmillan. 

Donahue, J.J. (2020). Fight-Flight-Freeze System. Encyclopaedia of Personality and 
Individual Differences. 1590–1595. http://doi.10.1007/978-3-319-24612-
3_751. 

Doras. Mental Health and Direct Provision. Recommendations for addressing urgent 
concerns (2020, November, 23). http://doras.org/wp-
content/uploads/2020/03/Doras-Report.-Mental-Health-Direct-Provision.-
Recommendations-for-Addressing-Urgent-Concerns.pdf 

Doucet. L & Jehn, K. (1997). Analyzing harsh words in a sensitive setting: American 
expatriates in Communist China. Journal of Organisational Behaviour, 18, 
559-582. 

Doyle, M., &Timonen, V. (2009). The different faces or care work: understanding the 
experiences of the multi-cultural care workforce. Ageing & Society, 29, 337-
350. http://hdl.handle.net/2262/34515 

Dubgazah, J. (2012). Gender, Livelihoods and Migration in Africa. Xlibris publishing. 
Dublin Institute of Technology (DIT). (2015). Widening participation in Higher 

education strategy –A Discussion Document. Dublin, Ireland 
Duignan, B. (2019, January 13). Gaslighting. Encyclopaedia Britannica. 

https://www.britannica.com/topic/gaslighting 
Dumas-Hines, F.A. (2001). Promoting diversity: Recommendations for recruitment and 

retention of minorities in higher education. College Student Journal. 33, 
190-196. 

https://projects.iq.harvard.edu/hksdigitalbookdisplay/publications/white-fragility-why-its-so-hard-white-people-talk-about-racism
https://projects.iq.harvard.edu/hksdigitalbookdisplay/publications/white-fragility-why-its-so-hard-white-people-talk-about-racism
https://doi.org/10.1093/bjsw/bcr026
https://doi.org/10.20853/28-6-440
https://en.wikipedia.org/wiki/Doi_(identifier)
https://doi.org/10.1007%2F978-3-319-24612-3_751
https://doi.org/10.1007%2F978-3-319-24612-3_751
http://hdl.handle.net/2262/34515


 252 

Dumitru, S. (2014). From ‘Brain Drain’ to ‘Care Drain: Women’s labor migration and 
methodological sexism. Women’s Studies International Forum 47, 203-212. 
https://doi.10.1016/j.wsif.2014.06.006 

Duranti, A. (2007). Transcripts, like shadows on a wall. Mind, Culture and Activity, 
13(4), 301–310. https://doi.org/10.1207/s15327884mca1304_3 

Dwyer, S. C., & Buckle, J. L. (2009). The space between: On being an insider-outsider 
in qualitative research. International Journal of Qualitative Methods, 54–
63. https://doi.org/10.1177/160940690900800105 

Houses of the Oireachtas. (2000). Education (Welfare) Act 2000. Government of 
Ireland. 

Houses of the Oireachtas. (1998). Education Act 1998. Dublin: Stationery Office. 
Ehrenreich, B. & Hochschild, A. (2003). Global women: Nannies, maids and sex 

workers in the new economy. Granta Books. 
Ellis, C. (2007). Telling secrets, revealing lives: Relational ethics in research with 

intimate others. Qualitative Inquiry, 13(1), 3–
29. https://doi.org/10.1177/1077800406294947 

Embrick, D. G., & Moore, W. L. (2020). White space(s) and the reproduction of White 
supremacy. American Behavioural Scientist, 64(14), 1935–
1945. https://doi.org/10.1177/0002764220975053 

Engzell, P. (2019). Aspiration squeeze: The struggle of children to positively selected 
immigrants. Sociology of Education, 92(1), 83–
103. https://doi.org/10.1177/0038040718822573 

Equality Challenge Unit (2017) Equality in higher education: Statistical report 
2017. ECU, London. https://www.advance-he.ac.uk/knowledge-
hub/equalityhigher-education-statistical-report-2017  

Erel, U., & Ryan, L. (2019). Migrant capitals: Proposing a multi-level spatio-temporal 
analytical framework. Sociology, 53(2), 246–
263. https://doi.org/10.1177/0038038518785298 

European Asylum Support Office (EASO). (2020). EASO Asylum Report 2020: Annual 
Report of the Situation of Asylum in the European Union. 
https://easo.europa.eu/asylum-report-2020 

European Commission against Racism and Intolerance (ECRI). (2013). Third Country 
Report on Ireland. ECRI. http://www.integration.ie/en/ISEC/ECRI-IRL-
CbC-IV-2013-001-ENG.pdf/Files/ECRI-IRL-CbC-IV-2013-001-ENG.pdf 

European Commission. (2007). The gender dimension of the inclusion of ethnic 
minorities. Brussels: European Commission. 

European Commission. (2011). Education of migrant children Education policy 
responses for the inclusion of migrant children in Europe. European 
Commission. 

European Commission. (2016). Open and inclusive societies research on migration: 
Facing realities and maximising opportunities- A policy review. European 
Commission. 

European Institute for Gender Equality (EIGE). (2020). Gender inequalities in care and 
pay in the EU. 
https://eige.europa.eu/sites/default/files/documents/20203246_mh0320445e
nn_pdf.pdf 

European Migration Network. (2022). Children in Migration: Report on the state of 
implementation in 2020 of the European Commission communications on 
the protection of children in migration. European Migration Network.  

Eurostat. (2020). Asylum Statistics- monthly data. European Union. 
https://ec.europa.eu/eurostat/web/migration-asylum/asylum/database 

http://dx.doi.org/10.1016/j.wsif.2014.06.006
https://doi.org/10.1207/s15327884mca1304_3
https://doi.org/10.1177/160940690900800105
https://doi.org/10.1177/1077800406294947
https://doi.org/10.1177/0002764220975053
https://doi.org/10.1177/0038040718822573
https://doi.org/10.1177/0038038518785298
https://easo.europa.eu/asylum-report-2020
https://eige.europa.eu/sites/default/files/documents/20203246_mh0320445enn_pdf.pdf
https://eige.europa.eu/sites/default/files/documents/20203246_mh0320445enn_pdf.pdf


 253 

European Union Agency for Fundamental Rights. (2021). The EU LGBTI II Survey, 
2019. GESIS Data Archive. https://doi.org/10.4232/1.13733 

Evans, N. & Whitcombe, S. (2016). Using circular questions as a tool in qualitative 
research. Nurse Researcher. 23, 26-29. https://doi.10.7748/nr.23.3.26.s6. 

Farrell, T., Skledar Matijevic, A., Šćukanec Schmidt, N. (2021). The impact of COVID-
19 on higher education: a review of emerging evidence, NESET report, 
Luxembourg: Publications Office of the European Union. https://doi: 
10.2766/069216. 

Fairtlough, A., Bernard, C., Fletcher, J., & Ahmet, A. (2014). Black social work 
students’ experiences of practice learning; understanding differential 
progression rates. Journal of Social Work, 14 (6), 605-624. 
https://doi.10.1177/14680117313500416. 

Fanning, B., Munck, R., & Ni Mhurchu, A. (2008). Editorial. Translocations: Migration 
and Social Change, 4, 1. 

Fay, B. (1996). Contemporary philosophy of social science: A multicultural 
approach. Blackwell. 

Faye, N. (2016, March 09). Am I rootless, or am I free? Third culture kids’ like me 
make it up as we go along. The Guardian. 
https://www.theguardian.com/commentisfree/2016/mar/09/third-culture-
kid-identity-different-cultures 

Fernandez, L. (2002). Telling stories about schools: Using critical race and Latino 
critical theories to document Latina/Latino education and resistance. 
Qualitative Inquiry,8, 44-63. 

Fields, B. J. (2001). Whiteness, racism, and identity. International Labor and Working-Class 
History, 60, 48–56. http://www.jstor.org/stable/27672735 

Fionda, R. (2009). ESOL and the impact of immigration on Ireland’s education system. 
ATEFL ES(O)L Special Interest Group – Newsletter, 12-13. 

Finch, J. (1986). Research and Policy: The Uses of Qualitative Methods in Social and 
Educational Research. Falmer Press. 

Flatschart, E. (2017). Feminist standpoints and critical realism. The contested 
materiality of difference in intersectionality and new materialism, Journal of 
Critical Realism, 16(3), 284-302. 
https://doi.10.1080/14767430.2017.1313650 

Fletcher, L. (2021 April). Healthcare workers seek to move out of direct provision. Irish 
Refugee Council. https://www.irishrefugeecouncil.ie/news/85-healthcare-
workers-seek-to-move-out-of-direct-provision 

Fleury, A. (2016). Understanding women and migration: A literature review. 
Washington: KNOMAD Working Paper No.8. The World Bank  

Florian, L., & Black-Hawkins, K. (2011). Exploring inclusive pedagogy. British 
Educational Research Journal 37(5): 813–828. https://.doi 
10.1080/01411926.2010.501096. 

Flick, U. (2006). An introduction to qualitative research. Sage Publications. 
Flick, U. (2014). An Introduction to Qualitative Research (5th ed). Sage Publications. 
Flynn, S., & Sweeney, L. A. (2020). Placing Irish social work in a global context: 

Assembling international comparisons through the literature, Irish Journal 
of Applied Social Studies: Vol. 20(1) 3. 
https://arrow.tudublin.ie/ijass/vol20/iss1/3 

Foner, N., & Dreby, J. (2011). Relations between the generations in immigrant families. 
Annual Review of Sociology, 37. https://doi.10.1146/annurev-soc-081309-
150030 

https://doi.org/10.4232/1.13733
https://www.irishrefugeecouncil.ie/news/85-healthcare-workers-seek-to-move-out-of-direct-provision
https://www.irishrefugeecouncil.ie/news/85-healthcare-workers-seek-to-move-out-of-direct-provision
https://.doi/
https://arrow.tudublin.ie/ijass/vol20/iss1/3


 254 

Ford, C., & Harawa, N.T. (2010). A new conceptualization of ethnicity for social 
epidemiologic and health equity research. Social Science & Medicine, 71(2), 
251-258. https://doi.10.1016/j.socscimed.2010.04.008 

Fordham, S. (1998). Raceless as a factor in Black students ‘success: Pragmatic strategy 
or pyrrhic victory? Harvard Educational Review, 58(1), 54-84. 

Foreman, M., Ní Raghallaigh, M., Feeley, M., Moyo, S., Mendes, G., & Bairéad, C. 
(2016). Transition: from Direct Provision to Life in the Community - the 
experiences of those who have been granted refugee status, subsidiary 
protection or leave to remain in Ireland. Irish Research Council. 

Foucault, M. (1988). Power Knowledge. Random House. 
Freedman, J. (2016). Status insecurity and temporality in world politics. European 

Journal of International Relations, 22(4), 797–822. 
https://doi.org/10.1177/1354066115603781 

Freire, P., & Ramos, M. B. (1970). Pedagogy of the oppressed. Continuum. 
Freud, S., & Strachey, J. (1965). New introductory lectures on psychoanalysis. Norton. 
Gallagher, C. (September 19, 2020). The far right rises. Its growth as a political force. 

Irish Times. https://www.irishtimes.com/news/ireland/irish-news/the-far-
right-rises-its-growth-as-a-political-force-in-ireland-1.4358321 

Gallardo, M. E. (2014). Developing cultural humility: Embracing race, privilege and 
power. Sage. 

Galligan, C. (2018). The Yellow Flag Handbook. EU and Department of Justice. Ireland 
Garcia, C. (2017). Latinx college student sense of belonging: The role of campus 

subcultures. Educational administration: Theses, dissertations, and student 
research. https://digitalcommons.unl.edu/cehsedaddiss/279 

Garcia, C. (2019). They don’t even know that we exist: Exploring sense of belonging 
within sorority and fraternity communities for Latina/o members. Journal of 
College Student Development, 60(3), 319-336. 
https://doi.10.1353/csd.2019.0029 

Garner, S. (2004). Racism in the Irish Experience. Pluto Press.  
Garner, S. (2005). Guests of the Nation. Irish Review, 33, 78−84.  
Garner, S. (2007). Ireland and immigration: Explaining the absence of the far right. 

Patterns of Prejudice, 41(2), 109−130. 
Gartman, D. (2002). Bourdieu's theory of cultural change: Explication, application, 

critique. Sociological Theory, 20(2), 255-277. https://doi.org/10.1111/1467-
9558.00162 

Gellner, E. (1983). Nations and Nationalism. Cornell University Press. 
Ghosh, R., Mickelson, R.A, & Anyon, J. (2007). Introduction to the special issue on 

new perspectives on youth development and social identity in the 21st 
century. Teachers College Record, 109(2), 275-284. 

Giacco, D. (2020). Identifying the critical time points for mental health of asylum 
seekers and refugees in high-income countries. Epidemiology and 
Psychiatric Sciences 29(61) ,1–10. https://doi.org/10.1017/ 
S204579601900057X 

Giroux, H.A. (1984), Marxism and schooling: The limits of radical discourse. 
Educational Theory, 34, 113-135. https://doi.org/10.1111/j.1741-
5446.1984.00113.x 

Gibson, M. A. (2001). Immigrant adaptation and patterns of acculturation. Human 
Development, 44(1), 19–23. https://doi.org/10.1159/000057037 

Gilmartin, M. & Migge, B. (2013). European migrants in Ireland: Pathways to 
integration. European Urban and Regional Studies 0(0) 1-15. Sage 
Publications. 

https://doi.org/10.1016/j.socscimed.2010.04.008
https://doi.org/10.1177/1354066115603781
https://digitalcommons.unl.edu/cehsedaddiss/279
http://dx.doi.org/10.1353/csd.2019.0029
https://doi.org/10.1111/1467-9558.00162
https://doi.org/10.1111/1467-9558.00162
https://doi.org/10.1111/j.1741-5446.1984.00113.x
https://doi.org/10.1111/j.1741-5446.1984.00113.x
https://psycnet.apa.org/doi/10.1159/000057037


 255 

Gilmartin, M., & Migge, B. (2016). Migrant mothers and geographies of belonging. 
Gender, Place and Culture, 23(2), 147-161. 
https://doi.org/10.1080/0966369X.2014.991700 

Ginty, C., & Boland, J. (2016). Supporting the first-year experience in higher education 
in Ireland: Impact on student engagement, teaching practice and institutional 
policy. Student Engagement and Experience Journal. 5(1), 2047-9476. 
https://doi.10.7190/seej.v4i1.119 

Ginty, C. & Harding, N. (2013). A first-year experience learning support package that 
promotes student engagement and eases the transition to third level 
education. Proceedings from the Transitions Conference 2013. Department 
of Education & Skills. Ireland. 

Gkiouleka, A., Avrami, L., Kostaki, A., Huijts, T., Eikemo, T.A., & Stathopoulou, T. 
(2018). Depressive symptoms among migrants and non-migrants in Europe: 
documenting and explaining inequalities in times of socio-economic 
instability, European Journal of Public Health 28, (1) 5, 54–
60, https://doi.org/10.1093/eurpub/cky202 

Gkiouleka, A., Huijts, T., Beckfield, J., & Bambra, C. (2018). Understanding the micro 
and macro politics of health: Inequalities, intersectionality & institutions - A 
research agenda. Social science & medicine (1982), 200, 92–98. 
https://doi.org/10.1016/j.socscimed.2018.01.025 

Glynn, I., Kelly, T., & MacEniri, P. (2015). The reemergence of emigration from 
Ireland. New trends in an old story. Migration Policy Institute 

Gobodo-Madikizela, P. (Ed.). (2016). Breaking Intergenerational Cycles of Repetition: 
A Global Dialogue on Historical Trauma and Memory. Verlag Barbara 
Budrich. https://doi.org/10.3224/84740613 

Goffman, E. (1967). Interaction Ritual. Pantheon 
Golafshani, N. (2003). Understanding reliability and validity in qualitative research. The 

Qualitative Report, 8(4), 597-606. https://doi.org/10.46743/2160-
3715/2003.1870 

Goodenow, C. (1993a). Classroom belonging among early adolescent students: 
Relationships to motivation and achievement. Journal of Early Adolescence, 
13, 21-43. 

Goodenow, C. (1993b). The psychological sense of school membership among 
adolescents: Scale development and educational correlates. Psychology in 
the Schools, 30, 79–90. 

Gorard, S., Smith, E., May, H., Thomas, L., Adnett, N. & Slack, K. (2006). Review of 
widening participation research: addressing the barriers to participation in 
higher education. A report to HEFCE by the University of York, Higher 
Education Academy and Institute of Access Studies. 

Gordon, M.M. (1964). Assimilation in American life: The role of Race, Religion and 
National Origins. Oxford University Press. 

Gordon, J. (2005). Inadvertent complicity: Colorblindness in teacher education. 
Educational Studies, 38(2), 135-153. 
https://doi.org/10.1207/s15326993es3802_5 

Gramsci, A. (1971). Selections from the Prison Notebooks. Lawrence and Wishart. 
Graham, L, Brown-Jeffy, S., Aronson, R. & Stephens, C. (2011). Critical race theory as 

theoretical framework and analysis tool for population health research. 
Critical Public Health, 21(1), 81-93. https: 
doi.10.1080/09581596.2010.49317 

Gómez, C. (2012). Telling our stories, naming ourselves: The lost María in the 
academy. In B. Stockdill & M. Danico, Transforming the ivory tower: 

https://doi.org/10.1080/0966369X.2014.991700
https://doi.org/10.1093/eurpub/cky202
https://doi.org/10.1016/j.socscimed.2018.01.025
https://doi.org/10.3224/84740613
https://doi.org/10.46743/2160-3715/2003.1870
https://doi.org/10.46743/2160-3715/2003.1870
https://doi.org/10.1207/s15326993es3802_5


 256 

Challenging racism, sexism, and homophobia in the academy, (pp. 53-65). 
University of Hawaii Press. 

Guba, E. G., & Lincoln, Y. S. (2005). Paradigmatic controversies, contradictions, and 
emerging confluences. In N. K. Denzin & Y. S. Lincoln (Eds.), The Sage 
handbook of qualitative research, (pp.191–215). Sage Publication. 

Guest, G., Namey, E., & Chen, M. (2020). A simple method to assess and report 
thematic saturation in qualitative research. PloS one, 15(5), 
https://doi.org/10.1371/journal.pone.0232076 

Guillemin, M., & Gillam, L. (2004). Ethics, reflexivity, and “ethically important 
moments” in research. Qualitative Inquiry, 10(2), 261–
280. https://doi.org/10.1177/1077800403262360 

Gumperz, J. (1982). Discourse Strategies. Cambridge University Press. 
Guri-Rosenblit, S. (2015). Internationalization of higher education: Navigating Between 

contrasting trends. In: Curaj, A., Matei, L., Pricopie, R., Salmi, J., Scott, P. 
(eds) The European Higher Education Area. Springer. 
https://doi.org/10.1007/978-3-319-20877-0_2 

Gustafson, K. (2013). Degradation Ceremonies and the Criminalization of Low-Income 
Women (April 19, 2013). 3 U.C. Irvine Law Review, 3(2), UC Irvine School 
of Law Research Paper No. 2014-42. https://ssrn.com/abstract=2254054. 

Guterres, A. (2022, February 28) 
Twitter, https://twitter.com/antonioguterres/status/1498369409437425667 

Haley, E. (2018). Sending love home: The effects of global care chains on economics, 
family and agency, Perspectives: 10(2). 
https://scholars.unh.edu/perspectives/vol10/iss1/2  

Hainsworth, P. (Ed.) (1998). Divided Society Ethnic Minorities and Racism in Northern 
Ireland. Pluto Press. 

Hall, R. E. (2018). The globalization of light skin colorism: From Critical race to 
Critical skin theory. American Behavioural Scientist, 62(14), 2133–
2145. https://doi.org/10.1177/0002764218810755 

Hall, B.L. (1992). From margins to center? The development and purpose of 
participatory research. Am Soc 23, 15–28 
https://doi.org/10.1007/BF02691928 

Hall, E. (1990). Understanding cultural differences. Intercultural Press. 
Haussmann, L., Ye, F., Ward Schofield, J., & Woods, R. (2009). Sense of belonging 

and persistence in White and African American first-year students. 
Research in Higher Education, 50(7), 649–669. https://doi.10.1007/s11162-
009-9137-8 

Hayman, R. L. (1995). The color of tradition: Critical race theory and postmodern 
constitutional traditionalism. Harvard Civil Rights and Civil Liberties Law 
Review, 30, 57-108 

Hays S. (1998). The Cultural Contradictions of Motherhood. Yale University Press. 
Harding, S. (1987). Feminism and methodology. Indiana University Press.  
Harris, M., & Fallot, R. D. (2001). Using trauma theory to design service 

systems. Jossey-Bass/Wiley. 
Harris, R. & Ní Chonaill, B. (2016). Inequality in the Irish higher education system: a 

case study of the views of migrant students and their lecturer on how 
English language proficiency impacts their academic achievement in an 
Institute of Technology. Irish Journal of Applied Social Studies. 16(2), 6. 
https://doi:10.21427/D79T55   

Health Service Executive (HSE). (2019). Financial expenditure on outside agencies. 
Health Service Executive. Ireland. 

https://doi.org/10.1177/1077800403262360
https://ssrn.com/abstract=2254054.
https://twitter.com/antonioguterres/status/1498369409437425667
https://scholars.unh.edu/perspectives/vol10/iss1/2
https://doi.org/10.1177/0002764218810755
https://doi.org/10.1007/BF02691928
http://dx.doi.org/10.1007/s11162-009-9137-8
http://dx.doi.org/10.1007/s11162-009-9137-8


 257 

Hearne, R. (2011). Public Private Partnerships in Ireland: Failed Experiment or the 
Way Forward for the State. Manchester University Press. 

Hearne, R., & McMahon, C. (2016). Cherishing all equally 2016. Economic Inequality 
in Ireland. TASC. Dublin, 

Heath, A & Cheung, S.Y. (2007). Ethnic penalties in the labour market: employers and 
discrimination. 
http//webarchive.nationalarchives.gov.uk/201301251042171/ 

Heath, A., Fisher, S., Roenblatt, G., Sanders, D. & Sobolewska, M. (2013). The political 
integration of ethnic minorities in Britain. Oxford University Press. 

Heath, A., Rolhon, C., & Kilpi, E. (2008). The second generation in western Europe: 
Education, unemployment and occupational attainment. Annual review of 
sociology. 34, 211-235. 
https://doi.org/10.1146/annurev.soc.34.040507.134728 

HEFCE. (2015). Differences in degree outcomes: The effect of subject and student 
characteristics. Issue Paper, 2015. Doi: www.hefceac.uk/media 

Hegarty, S. (2022 April 22nd) Goodbye Home: Ukraine’s Border Heartbreak. 
Broadcasts. BBC News. https://www.bbc.co.uk/programmes/m0016gmc 

Heng, T. (2018). Different is not deficient: Contradicting stereotypes of Chinese 
international students in US higher education. Studies in Higher 
Education,43(1), 22-36. https://doi.10.1080/03075079.2016.1152466. 

Herrero-Arias, R., Hollekim, R., Haukanes, H., & Vagli, Å. (2021). The emotional 
journey of motherhood in migration: The case of Southern European 
mothers in Norway. Migration Studies, 9(3) 1230–1249. 
https://doi.org/10.1093/migration/mnaa006 

Herodotou, C., Rienties, B., Boroowa, A., Zdrahal, Z., Hlosta, M., & Naydenova, G. 
(2017). Implementing predictive learning analytics on a large scale: The 
teacher’s perspective. Paper presented at the proceedings of the seventh 
International learning analytics & knowledge conference, Vancouver, 
British Columbia. 

Heron, J., & Reason, P. (1997). A participatory inquiry paradigm. Qualitative Inquiry, 
3, 274-294. https://doi.10.1177/107780049700300302 

Hertz, R. (1997). Reflexivity and voice. Thousand Oaks, CA: Sage. 
Hesse-Biber, S. (2015). Mixed methods research: The “Thing-ness” 

problem. Qualitative Health Research, 25(6), 775–
788. https://doi.org/10.1177/1049732315580558 

Hesse-Biber, S. N., & Piatelli, D. (2007). Holistic reflexivity. In S. N. Hesse-Biber 
(Ed.), Handbook of feminist research: Theory and praxis. Sage Publications. 

Hewitt J. (2007). Ethical components of researcher researched relationships in 
qualitative interviewing. Qualitative health research, 17(8), 1149–1159. 
https://doi.org/10.1177/1049732307308305 

Higgins, M. (2021 February 28th). The State cannot say it values migrant workers while 
it pushes them out the door. The Journal.ie. 
https://www.thejournal.ie/readme/immigration-and-care-workers-5350602-
Feb2021/ 

Higher Education Authority (HEA). (2009). A study of progression in higher education. 
HEA Ireland. 

Hillard, M. (November 18, 2019). Alt right groups stir local unease about immigrants. 
Irish Times. https://www.irishtimes.com/news/social-affairs/alt-right-
groups-stir-local-unease-about-immigrants-1.4085848 

Hiraldo, P. (2010). The role of Critical Race theory in higher education. The Vermont 
Connection, 31(1). https://doi.scholarworks.uvm.edu/tvc/vol31/iss1/7 

https://doi.org/10.1146/annurev.soc.34.040507.134728
http://www.hefceac.uk/media
https://doi.org/10.1093/migration/mnaa006
https://doi.org/10.1177/1049732315580558
https://doi.org/10.1177/1049732307308305


 258 

Higher Education Academy/Equality Challenge Unit. (HEA/ECU) (2008). Ethnicity, 
gender and degree attainment project – final report. UK. 

Higher Education Authority. (2004). Achieving equity of access to higher education: 
Action Plan 2005-2007.National Office for Equity of Access to Higher 
Education, HEA. Ireland 

Higher Education Authority. (2006). Towards the best education for all: An evaluation 
of access programmes in higher education in Ireland.  National Office for 
Equity of Access to Higher Education, HEA. Ireland. 

Higher Education Authority. (2008). National plan for equity of access to higher 
education 2008 – 2013. National Office of Equity to Higher Education, 
HEA. Ireland. 

Higher Education Authority. (2010). National plan for equity of access to higher 
education 2008 – 2013: Mid-term review. Higher Education Authority 
(HEA). Ireland. 

Higher Education Authority. (2010). A study of progression in Irish Higher Education. 
Higher Education Authority (HEA). Ireland. 

Higher Education Authority. (2011). National Strategy for Higher Education to 2030: 
Report of the Strategy Group. HEA. Ireland 

Higher Education Authority. (2013). How Equal? Access to higher education in 
Ireland. Research papers. HEA. Ireland 

Higher Education Authority. (2016). A Study of Progression in Higher Education 
2012/13 to 2013/14: A Report by the Higher Education Authority. HEA. 
Ireland. 

Higher Education Authority. (2016). Brexit and Irish Higher Education: Research 
Challenges and Opportunities. Discussion Paper. HEA. Ireland. 

Higher Education Authority. (2019). Key facts and figures 2017/2018.  
https://hea.ie/assets/uploads/2019/01/Higher-Education-Authority-Key-
Facts-Figures-2017-18.pdf 

Hillen, P. (2013). Enhancing outcomes for black and minority ethnic social work 
students in Scotland. Glasgow. Institute for Research and Innovation in the 
Social Services.  

Hillen, P., & Levy, S. (2015). Framing the experiences of BME social work students 
within a narrative of educating for a culturally diverse workforce. Social 
Work Education,34(7), 785-798. 
https://doi:/10.1080/02615479.2015.1077215 

Hiraldo, P. (2010). The role of critical race theory in higher education, The Vermont 
Connection, 31(1), 53-59. https://scholarworks.uvm.edu/tvc/vol31/iss1/7 

Hirschi, T. (1969). Causes of delinquency. University of California Press. 
Hochschild, A. R. (1979). Emotion Work, Feeling Rules, and Social 

Structure. American Journal of Sociology, 85(3), 551–575. 
http://www.jstor.org/stable/2778583 

Hochschild, J. L., & Cropper, P. (2010). Immigration regimes and schooling regimes: 
Which countries promote successful immigrant incorporation? Theory and 
Research in Education, 8(1), 21 -
61. https://doi.org/10.1177/1477878509356342 

Hochschild, A. R., & Ehrenreich, B. (2002). Love and gold. Global woman. Owl. 
Hocking, B. Haskell, J and Linds, W. (2001). Unfolding bodymind: Exploring 

possibility through education Foundation for Educational Renewal. ISBN 1-
885580-08-8  

Hofstede, G. (2001). Cultural consequences (2nd ed). Sage Publications.  

http://www.jstor.org/stable/2778583
https://doi.org/10.1177/1477878509356342


 259 

Holland, K. (November 30, 2015). About 30% of children in care cases come from 
minorities. Irish Times. Ireland. https://www.irishtimes.com/news/social-
affairs/about-30-of-children-in-care-cases-come-from-minorities-1.2448115 

Holly, J. & Masta, S. (2021). Making whiteness visible: The promise of critical race 
theory in engineering education. Journal of Engineering Education, 110: 
798-802. https://doi.org/10.1002/jee.20432 

Holohan. (2011). In plain sight: Responding to the Ferns, Ryan, Murphy and Cloyne 
reports. Amnesty. Dublin 

Holmes, A., & Darwin, G. (2020). Researcher positionality - A consideration of Its 
influence and place in qualitative research - A new researcher guide. 
Shanlax International Journal of Education, 8 (4), 1-10. 
https://doi.org/10.34293/ education. v8i4.3232 

hooks, b. (2014) Leading to Transgress: Education as the practice to freedom. 
Routledge. 

hooks, b. (1984). Feminist theory: from margin to center. Cambridge Press. 
hooks, b. (2003). Representing whiteness in the black imagination. In L. Grossberg, C. 

Nelson, & P. Treichler (Eds.). Cultural studies. Routledge. 
hooks, b. (2003). Rock my soul: Black people and self-esteem. Square Press. 
Hondagnue-Sotelo, P. & Cranford, C. (1999) ‘Gender and migration’ in J. Salzman 

Chafetz (Eds). Handbook of the sociology of gender, (pp.105-126). Kluwer. 
Houses of the Oireachtas (2019). Report on education inequality & disadvantage and 

barriers to education. 32/ES/24. Joint Committee on Education and Skills. 
The government of Ireland. 

Houses of the Oireachtas. (2005). Health and Social Care Professionals Act. The 
Government of Ireland. 

Howard, J. (2003). Still at risk: The causes and costs of failure to educate poor and 
minority children for the twenty-first century. In D. T. Gordon (Ed.), A 
nation reformed: American education 20 years after a nation at risk. 81-97. 
Harvard University 

Howard, T. (2013). How does it feel to be a problem? Black male students, schools, and 
learning in enhancing the knowledge base to disrupt deficit frameworks. 
Review of Research in Education, 37,54–86. 
https://doi.org/10.3102/0091732X12462985 

Hyams-Ssekasi, D., & Caldwell, E. (2019). Should I stay or should I go? The quandary 
for Black African international students studying in the United 
Kingdom. In: International Encounters. Rowman & Littlefield, (pp.97-110). 
ISBN 9781475839425 

Huang, R., & Turner, R. (2018). International experience, universities support and  
graduate employability: Perceptions of international students studying in 
UK universities. Journal of Education and Work, 31(2), 172-189. 
https://doi.org/10.1080/13639080.2018.1436751 

Huber, L.P., & Solórzano, D. (2017). Racial microaggressions as a tool for critical race 
research. Race Ethnicity and Education, 297-320. 
https://doi.org/10.1080/13613324.2014.994173 

Huddleston, T., & Sharif, H. (2019). Who is reshaping public opinion on the EU’s 
migration policies? Discussion Policy Brief. EU Migration Policy Group. 

Hughes, R., & Giles, M. (2010). CRiT walking in higher education: activating critical 
race theory in the academy. Race Ethnicity and Education, 13(1), 41-57. 
https://doi.org/10.1080/13613320903549685 

Human Rights Watch (HRW). (2021). World Report; Events of 2021. Human Rights 
Watch. ISBN 978-1-64421-121-2 

https://doi.org/10.1002/jee.20432
https://doi.org/10.3102/0091732X12462985
https://doi.org/10.1080/13639080.2018.1436751
https://doi.org/10.1080/13613324.2014.994173
https://doi.org/10.1080/13613320903549685


 260 

Humphries, N., Brugha, R. & McGee, H. (2009). Sending money home: a mixed-
Methods study of remittances by migrant nurses in Ireland. Human 
Resource Health 7, 66. https://doi:10.1186/1478-4491-7-66 

Hunt, C. (2011). National Strategy for Higher Education to 2030. Ireland: Higher  
Education Authority. 

Hurd, N., Sánchez, B., Zimmerman, M. A., Caldwell, C. H. (2012). Natural mentors, 
racial identity, and educational attainment among African American 
adolescents: Exploring pathways to success. Child Development, 83(4), 
1196–1212. https://doi.org/10.1111/j.1467-8624.2012.01769.x 

Hurtado, S. (2007). ASHE Presidential address: Linking diversity with the educational 
and civic missions of higher education. Review of Higher Education, 30(2), 
185-196.  

Hurtado, S., Alvarez, C., Guillermo-Wann, C., Cuellar, M., & Arellano, L. (2012). A 
model for diverse learning environments: The scholarship on creating and 
assessing conditions for student success. Higher Education: Handbook of 
Theory and Research, 27, 41-122.  

Hussein, S., Manthorpe, J. & Stevens, M. (2011). Social care as first work experience in 
England: a secondary analysis of the profile of a national sample of migrant 
workers. Health and Social Care in the Community, 19(1). 
https://doi.10.1111/j.1365-2524.2010. 00957.x 

Hussein, S., Stevens, M., & Manthorpe, J. (2012). Migrants' motivations to work in the 
care sector: experiences from England within the context of EU  
enlargement. European Journal of Ageing, 10(2), 101–109. 
https://doi:10.1007/s10433-012-0254-4. 

Hussein, S., Moriarty, J., Stevens, M., Sharpe, E., Manthorpe, J. (2014). Organisational 
factors, job satisfaction and intention to leave among newly qualified social 
workers in England. Social Work Education, 33, 381–396. 
https://doi.10.1080/02615479.2013.806467 

Hutchings, P.B., & Sullivan, K.E. (2019). Prejudice and the Brexit vote: a tangled 
web. Palgrave Commun 5,  https://doi.org/10.1057/s41599-018-0214-5 

Ibrahim, V. (2011). Ethnicity. In S.M. Caliendo & C.D McIIwain (Eds), The Routledge 
companion to race and ethnicity. 12-20. Routledge. 

Ifekwunigwe, J. O., Wagner, J. K., Yu, J. H., Harrell, T. M., Bamshad, M. J., & Royal, 
C. D. (2017). A qualitative analysis of how anthropologists interpret the 
race construct. American anthropologist, 119(3), 422–434. 
https://doi.10.1111/aman.12890 

IHREC (2019a). Ireland and the Convention on the Elimination of Racial 
Discrimination: Submission to the United Nations Committee on the 
Elimination of Racial Discrimination on Ireland's combined 5th to 9th 
Report, October. Irish Human Rights and Equality Commission. 
https://tbinternet.ohchr.org/Treaties/CERD/Shared%20Documents/IRL/INT
_CERD_IFN_IRL_39697_E.pdf 

IHREC (2019b). Statement on the Ratification of the Council of Europe Convention on 
Preventing and Combating Violence Against Women and Domestic 
Violence, July. www.ihrec.ie/app/uploads/2019/06/Statement-on-
Ratification-of-CoE-Convention-on-Preventing-and-Comating-Violence-
Against-Women-and-Domestic-Violence.pdf 

International Labour Organisation (ILO). (2020). Global Wage Report. Geneva. 
International Labour Office.  

International Labour Organisation (ILO). (2018). Care work and care jobs for the future 
of decent work. Geneva.  International Labour Office.  

https://doi.org/10.1111/j.1467-8624.2012.01769.x
https://doi.org/10.1111/j.1365-2524.2010.00957.x
https://doi.org/10.1057/s41599-018-0214-5
https://doi.org/10.1111/aman.12890
https://tbinternet.ohchr.org/Treaties/CERD/Shared%20Documents/IRL/INT_CERD_IFN_IRL_39697_E.pdf
https://tbinternet.ohchr.org/Treaties/CERD/Shared%20Documents/IRL/INT_CERD_IFN_IRL_39697_E.pdf
http://www.ihrec.ie/app/uploads/2019/06/Statement-on-Ratification-of-CoE-Convention-on-Preventing-and-Comating-Violence-Against-Women-and-Domestic-Violence.pdf
http://www.ihrec.ie/app/uploads/2019/06/Statement-on-Ratification-of-CoE-Convention-on-Preventing-and-Comating-Violence-Against-Women-and-Domestic-Violence.pdf
http://www.ihrec.ie/app/uploads/2019/06/Statement-on-Ratification-of-CoE-Convention-on-Preventing-and-Comating-Violence-Against-Women-and-Domestic-Violence.pdf


 261 

International Organisation for Migration (IOM). (2003). An overview of international 
migration. World migration. Geneva. International Organisation for 
Migration. 

International Organization for Migration (IOM). (2020). World Migration Report. 
Geneva. International Organisation for migration. ISBN: 978-92-9068-789-
4. 

Immigrant Council of Ireland (2013). An analysis of racist incidents reported to the 
Immigrant council of Ireland from July2012-2013. Immigrant Council of 
Ireland. 

Institute of Development Studies. (2020). Participatory methods- levels of participation 
Webpage: participatorymethods.org/method/levels-participation. 

Irish Association of Social Care Workers. (2014). CURAM. 48. 
https://socialcareireland.ie/wp-content/uploads/2016/04/Summer-2014.pdf 

Irish Human Rights and Equality Commission (IHREC). (2010). Enquiry report on the 
human rights issues arising from the operation of a residential and day care 
centre for persons with a severe to profound intellectual disability. 
https://www.ihrec.ie/documents/enquiry-report-on-the-human-rights-
issuesarising-from-the-operation-of-a-residential-and-day-care-centre-for-
persons-with-a-severe-toprofound-intellectual-disability/ 

Irish Human Rights and Equality Commission (IHREC). (2014). Policy Statement on 
the System of Direct Provision in Ireland, 10 December. Irish Human Rights 
and Equality Commission. doi. 
https://www.ihrec.ie/download/pdf/ihrec_policy_statement_on_direct_provi
sion_10dec14.pdf 

Irish Human Rights and Equality Commission (IHREC). (2018). Ethnicity and 
Nationality in the Irish Labour Market. IHREC.  

Irish Network Against Racism (INAR). (2019). Alternative Report on Racial 
Discrimination in Ireland. Collective Civil Society Perspective. doi. 
https://tbinternet.ohchr.org/Treaties/CERD/Shared%20Documents/IRL/INT
_CERD_NGO_IRL_39711_E.pdf 

Irish Network Against Racism (INAR). (2020). Respond to racism. Webpage. 
https://inar.ie/racism-in-ireland/respond-to-racism/ 

Irish Refugee Council. (2018). Strategic plan 2018-2020. 
https://irishrefugeecouncil.eu.rit.org.uk/Handlers/Download.ashx?IDMF=27
f493c2-d302-4cd0-b89a-eae1be45555a 

Irish Refugee Council. (2020). Impact Report. 
https://www.irishrefugeecouncil.ie/Handlers/Download.ashx?IDMF=52917
6d8-fc51-48a1-8315-233cf45bcbf8 

Irish Universities Charter (IUA). (2018). Irelands future talent. A charter for Irish 
Universities. https://www.iua.ie/wp-
content/uploads/2019/08/IUA_Charter_2018_v16.pdf 

Jackson S. W. (2001). The wounded healer. Bulletin of the history of medicine, 75(1), 
1–36. https://doi.org/10.1353/bhm.2001.0025 

Jacobs, S., Owen, J., Sergeant, P., & Schostak, J. (2007). Ethnicity and gender in degree 
attainment: an extensive survey of views and activities in English HEIs. 
Higher Education Academy. Higher Education Authority. 

Jacobson, D and Mustafa, N. (2019). Social identity map: A reflexivity tool for 
practicing explicit positionality in critical qualitative research. International 
Journal of Qualitative Methods,181(12). 
https://doi.10.1177/1609406919870075 

https://socialcareireland.ie/wp-content/uploads/2016/04/Summer-2014.pdf
https://www.ihrec.ie/documents/enquiry-report-on-the-human-rights-issuesarising-from-the-operation-of-a-residential-and-day-care-centre-for-persons-with-a-severe-toprofound-intellectual-disability/
https://www.ihrec.ie/documents/enquiry-report-on-the-human-rights-issuesarising-from-the-operation-of-a-residential-and-day-care-centre-for-persons-with-a-severe-toprofound-intellectual-disability/
https://www.ihrec.ie/documents/enquiry-report-on-the-human-rights-issuesarising-from-the-operation-of-a-residential-and-day-care-centre-for-persons-with-a-severe-toprofound-intellectual-disability/
https://www.ihrec.ie/download/pdf/ihrec_policy_statement_on_direct_provision_10dec14.pdf
https://www.ihrec.ie/download/pdf/ihrec_policy_statement_on_direct_provision_10dec14.pdf
https://tbinternet.ohchr.org/Treaties/CERD/Shared%20Documents/IRL/INT_CERD_NGO_IRL_39711_E.pdf
https://tbinternet.ohchr.org/Treaties/CERD/Shared%20Documents/IRL/INT_CERD_NGO_IRL_39711_E.pdf
https://inar.ie/racism-in-ireland/respond-to-racism/
https://irishrefugeecouncil.eu.rit.org.uk/Handlers/Download.ashx?IDMF=27f493c2-d302-4cd0-b89a-eae1be45555a
https://irishrefugeecouncil.eu.rit.org.uk/Handlers/Download.ashx?IDMF=27f493c2-d302-4cd0-b89a-eae1be45555a
https://www.irishrefugeecouncil.ie/Handlers/Download.ashx?IDMF=529176d8-fc51-48a1-8315-233cf45bcbf8
https://www.irishrefugeecouncil.ie/Handlers/Download.ashx?IDMF=529176d8-fc51-48a1-8315-233cf45bcbf8
https://www.iua.ie/wp-content/uploads/2019/08/IUA_Charter_2018_v16.pdf
https://www.iua.ie/wp-content/uploads/2019/08/IUA_Charter_2018_v16.pdf
http://dx.doi.org/10.1177/1609406919870075


 262 

Jankowiak-Siuda, K., Rymarczyk, K., & Grabowska, A. (2011). How we empathize 
with others: a neurobiological perspective. Medical science monitor: 
International medical journal of experimental and clinical research, 17(1), 
https://doi.org/10.12659/msm.881324 

Jayakumar, U. M., & Adamian, A. S. (2017). The fifth frame of Colour-blind ideology: 
Maintaining the comforts of colorblindness in the context of White 
fragility. Sociological Perspectives, 60(5), 912–
936. https://doi.org/10.1177/0731121417721910 

Jaysane-Darr A. (2013). Nurturing Sudanese, producing Americans: Refugee parents 
and personhood. In C. Faircloth, D. M. Hoffman, & L. L. Layne (Eds), 
Parenting in Global Perspective: Negotiating Ideologies of Kinship, Self 
and Politics, 101-115. Routledge 

Jeyasingham, D., & Morton, J. (2019). How is ‘racism’ understood in literature about 
black and minority ethnic social work students in Britain? A conceptual 
review. Social Work Education, 38(5), 563-575. 
https://doi.org/10.1080/02615479.2019.1584176 

Jesuthasan, J., Sönmez, E., Abels, I., Kurmeyer, C., Gutermann, J., & Kimbel, R. 
(2018). Near-death experiences, attacks by family members, and absence of 
health care in their home countries affect the quality of life of refugee 
women in Germany: a multi-region, cross-sectional, gender-sensitive 
study. BMC Med. 16(15) https://doi.10.1186/s12916-017-1003-5 

Jolly, S. (2005). Gender and Migration. Journal of Gerontological Social Work 
(48),439-457.Oxford: Bridge 

Jones, R. (2012). Border Walls: Security and the War on Terror in the United States, 
India, and Israel. Zed Books.  

Johnson, A. & Long, D. (2019, March). Approaches to self-care in a third level social 
care programme to establish and maintain well-being. Paper presented at 
the Social Care Ireland Caring for Social Care Professionals Conference. Co 
Clare. Ireland. 

Johnson, B.R., Onwuegbuzie, A.J., &Turner, L. A. (2007) Toward a definition of mixed 
methods research. Journal of Mixed Methods Research.1, 112–133. 
https://doi.10.1177/1558689806298224. 

Johnson, D.G., Mattan, B.D., Flores, N., Lauharatanaturun, N., & Falk, E.B. (2022) 
Social-cognitive and affective antecedents of code switching and the 
consequences of linguistic racism for Black people and people of 
color. Affective Science 3, 5–13 https://doi.org/10.1007/s42761-021-00072-8 

Jootun, D., McGhee, G., & Marland, G. (2009). Reflexivity: Promoting rigour in 
qualitative research. Nursing Standard, 23(23), 42-46. 
https://doi.10.7748/ns2009.02.23.23.42.c6800  

Joppke, C., & Morawska, E. (2003). Integrating immigrants in liberal nation-states; 
policies and practices. In C. Joppke and E. Morawska (Eds). Towards 
assimilation and citizenship: Immigrants in liberal nation states, (pp.1-36). 
Palgrave McMillan. 

Joseph, E. (2018). Whiteness and racism: Examining the racial order in Ireland. Irish 
Journal of Sociology, 26(1), 46-70. 
https://doi.org/10.1177/0791603517737282 

Joseph, E. (2020). Composite counterstorytelling as a technique for challenging 
ambivalence about race and racism in the labour market in Ireland. Irish 
Journal of Sociology,28(2). https://doi.org/10.1177/0791603520937274  

https://doi.org/10.12659/msm.881324
https://doi.org/10.1177/0731121417721910
https://doi.org/10.1080/02615479.2019.1584176
https://doi.org/10.7748/ns2009.02.23.23.42.c6800
https://doi.org/10.1177/0791603517737282
https://doi.org/10.1177/0791603520937274


 263 

Jung, C. G. (1951). Fundamental questions of psychotherapy. In H. Read, M. Fordham, 
G. Adler, & W. McGuire (Eds.) The collected works of C.G. Jung: The 
practise of 25 psychotherapy, 16, (pp.111-125). Princeton University Press. 

Kaldis, B. (2009). The University as Microcosm, Educational Philosophy and 
Theory, 41(5) 553-574. https://doi.10.1111/j.1469-5812.2008. 00431.x 

Kalmijn, M. (2019). Contact and conflict between adult children and their parents in 
immigrant families: is integration problematic for family relationships? 
Journal of Ethnic and Migration Studies, 45(9), 1419-1438. 
https://doi.10.1080/1369183X.2018.1522245 

Kalt, A., Hossain, M., Kiss, L., & Zimmerman, C. (2013). Asylum seekers, violence 
and health: a systematic review of research in high-income host countries. 
American journal of public health, 103(3), e30–e42. 
https://doi.org/10.2105/AJPH.2012.301136 

Kaplan-Levy, S. A. (2017). Mothering values of Black student mothers: A grounded 
theory analysis. Graduate Doctoral Dissertations. 330. 

Keane, E. (2013). Widening participation in Higher Education in the Republic of 
Ireland. Report submitted to HEFCE and OFFA. HEFCE (Higher Education 
Funding Council for England). 

Kiester, E. (2021). Global care chains and transnational families. In Keister, E. (eds) 
Gender Equality (pp.727-734). https://doi.10.1007/978-3-319-95687-9_9. 

Kemmis, S., & McTaggart, R. (2005). Participatory action research: Communicative 
action and the public sphere. In N. K. Denzin & Y. S. Lincoln (Eds.), The 
Sage handbook of qualitative research (pp. 559–603). Sage Publications 
Ltd. 

Kendall, F. (2013). Understanding White privilege; Creating pathways to authentic 
relationships across race. Routledge. 

Keygnaert, I., Vettenburg, N., & Temmerman, M. (2012). Hidden violence is silent 
rape: sexual and gender-based violence in refugees, asylum seekers and 
undocumented migrants in Belgium and the Netherlands. Culture, health & 
sexuality, 14(5), 505–520. https://doi.org/10.1080/13691058.2012.671961 

Khunou, G., Pillay, R. & Nethononda, A. (2012). Social Work is “women’s work”: an 
analysis of student’s perceptions of gender as a career choice determinant. 
The Social Work Practitioner-Researcher, 7(24). 

King, J. (1992). Diaspora literacy and consciousness struggle against miseducation in 
the Black community. Journal of Negro Education, 61, 317-340. 

King-Dejardin, A. (2019). The Social Construction of Migrant Care Work. At the 
intersection of care, migration and gender. Geneva. International Labour 
Office (ILO). 

Kings Fund Project. (2019). What is social care and how does it work. UK: Kings Fund. 
Kira, I., Lewandowski, L., Somers, C., Yoon, J., & Chiodo, L. (2012). PTSD, Trauma 

types, cumulative trauma and IQ: The case of African American and Iraqi 
refugee adolescents. Psychological Trauma: Theory, Research, Practice, 
and Policy, 4, 128-139. http://dx.doi.org/10.1037/a0022121 

Kirmayer, L. J., Narasiah, L., Munoz, M., Rashid, M., Ryder, A. G., Guzder, J., Hassan, 
G., Rousseau, C., & Pottie, K. (2011). Common mental health problems in 
immigrants and refugees: general approach in primary care. CMAJ : 
Canadian Médical Association journal/journal de l'Association médicale 
canadienne, 183(12), 959–967. https://doi.org/10.1503/cmaj.090292 

Kitching, K. & Curtin, A. (2012). Addressing the concept and evidence of institutional 
racism in education in Ireland. In Kitching, K. & Curtin, A. (eds.) Racism 

https://doi.org/10.1111/j.1469-5812.2008.00431.x
https://doi.org/10.1080/1369183X.2018.1522245
https://doi.org/10.2105/AJPH.2012.301136
https://doi.org/10.1080/13691058.2012.671961
http://dx.doi.org/10.1037/a0022121


 264 

and Education Conference and Networking Event, UCC. Cork. 
http://www.ucc.ie/en/education/bodytext-181877-en.html 

Kitchin, R, O’Callaghan, C., & Boyle, M. (2012). Placing neoliberalism: The rise and 
fall of Ireland’s Celtic Tiger. Environment and Planning 44(6), 1302–1326. 
https://doi.org/10.1068/a44349 

Kivunja, C., & Kuyini, A. (2017). Understanding and applying research paradigms in 
educational contexts. International Journal of Higher Education. 6(26). 
https://doi.10.5430/ijhe.v6n5p26. 

Klein, D. C., & Seligman, M. E. (1976). Reversal of performance deficits and 
perceptual deficits in learned helplessness and depression. Journal of 
Abnormal Psychology, 85(1), 11–26. https://doi.org/10.1037/0021-
843X.85.1.11 

Kohli, R., & Solόrzano, D. (2012). Teachers, please learn our names! Racial 
microaggressions and the K-12 classroom. Ethnicity and Education, 15(4), 
441-462. https://doi.org/10.1080/13613324.2012.674026  

Köppe, T. (2014). Narrative events: Storyworlds. A Journal of Narrative Studies, 6 
(101). https://doi.10.5250/storyworlds.6.1.0101 

Kuh, G. D. (2003). What we’re learning about student engagement from NSSE. Change 
35(2), 24-32. https://doi.org/10.1080/00091380309604090 

Kuo, B.C. (2014). Coping, acculturation, and psychological adaptation among migrants: 
a theoretical and empirical review and synthesis of the literature. Health 
Psychology & Behavioural Medicine, 2 (1), 16-33. 

Ladson-Billings, G. (1998). Just what is critical race theory and what’s it doing in a nice 
field like education? International Journal of Qualitative Studies in 
Education, 11(1), 7-24. https://doi.org/10.1080/095183998236863 

Ladson-Billings, G. (2000). Racialized discourses and ethnic epistemologies. In N. 
Denzin & Y. Lincoln (Eds.), Handbook of qualitative research. 88-104. 
Sage. 

Ladson-Billings, G. (2005). The evolving role of critical race theory in educational 
scholarship. Race Ethnicity and Education, 8(1), 115-119. 
https://doi.org/10.1080/1361332052000341024 

Ladson-Billings, G. (2013). ‘Stakes is high’: Educating new century students. The 
Journal of Negro Education, 82(2), 105-110. 
https://doi.org/10.7709/jnegroeducation.82.2.0105 

Ladson-Billings, G., & Tate, W. (1995). Toward a critical race theory of education. 
Teachers College Record, 91(1), 47-68. 
https://doi.10.1177/016146819509700104 

Laird, S.E. (2008) Anti-Oppressive Social Work: A guide for developing cultural 
competence. Sage. 

Lalor, K. & Share, P. (2009). Understanding social care. In P. Share and K. Lalor (Eds), 
Applied Social Care (2nd ed.). Gill and Macmillan. 

Lashley, M.B. (2014). Self-perceptions of Black single mothers attending 
college. Comprehensive Psychology. https://doi.org/10.2466/10.21.CP.3.5 

Lather, P. (1991). Getting smart: Feminist research and pedagogy with/in the 
postmodern. Routledge. 

Law, I. (2017). Building the anti-racist university, action and new agendas. Race 
Ethnicity and Education, 20(3), 332-343. 
https://doi.org/10.1080/13613324.2016.1260232 

Lawrence, S., & Davis, S.  (2019). Fans for diversity? A critical race theory analysis of 
Black, Asian and Minority Ethnic (BAME) supporters’ experiences of 

http://www.ucc.ie/en/education/bodytext-181877-en.html
https://doi.org/10.1068/a44349
https://psycnet.apa.org/doi/10.1037/0021-843X.85.1.11
https://psycnet.apa.org/doi/10.1037/0021-843X.85.1.11
https://doi.org/10.1080/13613324.2012.674026
https://www.researchgate.net/scientific-contributions/Tilmann-Koeppe-2054589825
http://dx.doi.org/10.5250/storyworlds.6.1.0101
https://doi.org/10.1080/00091380309604090
https://doi.org/10.1080/095183998236863
https://doi.org/10.1080/1361332052000341024
http://dx.doi.org/10.1177/016146819509700104
https://doi.org/10.2466/10.21.CP.3.5


 265 

football fandom, International Journal of Sport Policy and 
Politics, 11(4), 701-713. https://doi.10.1080/19406940.2019.1627481 

Laws, M.B & Heckscher, R.A. (2002). Racial and ethnic identification practices in 
public health data systems in New England. Public Health Rep, 117(1),50-
61. https://doi.10.1093/phr/117.1.50 

Lea, M.R., & Street, B.V. (1998). Student writing in higher education: An academic 
literacies approach. Studies in Higher Education, 29, 157–172. 
https://doi.org/10.1080/03075079812331380364 

Ledesma, M.C., & Calderon, D. (2015). Critical race theory in education: A review of 
past literature and a look to the future. Qualitative Inquiry, 21(3), 206-222. 
https://doi.org/10.1177/1077800414557825 

Lee, R. M. (1993). Doing Research on sensitive topics. Sage publications. 
Lee, S. (2005). Up against Whiteness: Race, school and immigrant youth. Teachers 

College Press. 
Lee, S. (2011). Unravelling the “model minority” stereotype: Listening to Asian 

American youth. Teachers College Press.  
Le Goff, M. (2016). Feminization of migration and trends in remittances. IZA World of 

Labor, 220. https://doi.10.15185/izawol.220 
Leitch L. (2017). Action steps using ACEs and trauma-informed care: a resilience 

model. Health & justice, 5(1), 5. https://doi.org/10.1186/s40352-017-0050-5 
Lentin, A. (2004). Book Review: 'Racism in the Irish experience'. European Journal of 

Social Theory, 7(4),549. https://doi:10.1177/1368431004046709 
Lentin, R. (2007). Ireland: Racial state and crisis racism. Ethnic and Racial Studies, 

30(4), 610-627. https://doi.10.1080/01419870701356023 
Levitt, P. (2009). Roots and routes: Understanding the lives of the second generation 

transnationally. Journal of Ethnic and Migration Studies, 35(7), 1225-1242. 
https://doi.10.1080/13691830903006309 

Levitt, P. (1999) ‘Social remittances: A local-level, migration-driven form of cultural 
diffusion’, International Migration Review, Vol. 32(124): 926–949. 

Levitt, P. (2001). The Transnational Villagers. University of California Press. 
Lewin, K. (1946). Action research and minority problems. Journal of Social Issues, 2, 

34-46. https://doi.org/10.1111/j.1540-4560.1946.tb02295.x 
Lewis, J.M. (1998). Doing violence to ethnography: A response to Catherine Besteman 

“Representing violence and ‘othering’ Somalia”. Cultural Anthropology, 
13(1), 100-108. 

Lim M., Van Hulst, A., Pisanu, S., & Merry L. (2022). Social isolation, loneliness and 
health: A descriptive study of the experiences of migrant mothers with 
young children (0–5 Years Old) at La Maison Bleue.  Frontiers in Global 
Women's Health, 3. https://doi.10.3389/fgwh.2022.823632     

Linehan, M. & Hogan, E. (2008). Migrants and Higher Education in Ireland. Cork, 
Ireland: CIT Press. https://doi. 978-0-9545736-9-0 

Ljunge, M. (2014). Trust issues: Evidence on the intergenerational trust transmission 
among children of immigrants, Journal of Economic Behavior & 
Organization, 106(C),175-196. https://doi.org/10.1016/j.jebo.2014.07.001. 

Loke, G., & Berry, J. (2011). Improving the Degree attainment of Black and Minority 
Ethnic students. Report. Equality Challenge Unit and Higher Education 
Academy. Retrieved from http://www.ecu.ac.uk/wp-
content/uploads/external/improving-degree-attainment-bme.pdf 

Lowe, H & Cook, A. (2003). Mind the gap: Are students prepared for higher education? 
Journal of Further and Higher Education, 27(10), 53-76. 
https://doi.org/10.1080/03098770305629 

https://doi.org/10.1080/19406940.2019.1627481
https://doi.org/10.1093/phr/117.1.50
https://doi.org/10.1080/03075079812331380364
https://doi.org/10.1177/1077800414557825
https://doi.org/10.1080/01419870701356023
https://doi.org/10.1080/13691830903006309
https://doi.org/10.1111/j.1540-4560.1946.tb02295.x
https://econpapers.repec.org/RePEc:eee:jeborg:v:106:y:2014:i:c:p:175-196
https://econpapers.repec.org/RePEc:eee:jeborg:v:106:y:2014:i:c:p:175-196
https://doi.org/10.1016/j.jebo.2014.07.001
https://doi.org/10.1080/03098770305629


 266 

Loyal, S. (2003). Welcome to the Celtic Tiger; racism, immigration and the state. In S. 
Coleman & C. Coulter (Eds). The end of Irish history? Critical reflections 
on the Celtic Tiger. Manchester University Press. 

Lulle, Aija. (2014). Shifting notions of gendered care and neoliberal motherhood: From 
the lives of Latvian migrant women in Guernsey. Women's Studies 
International Forum. 47. https://doi.10.1016/j.wsif.2014.04.001. 

Lucy, M. (2015). Report of Afrophobia. Dublin: Irish Network Against Racism (INAR). 
Lutterbach S., & Beelmann A. (2021). How refugees’ stereotypes toward host society 

members predict acculturation orientations: The role of perceived 
discrimination. Frontiers in Psychology 12. 
https://www.frontiersin.org/article/10.3389/fpsyg.2021.612427 
10.3389/fpsyg.2021.612427     

Lyons, D., & Brown, T. (2020). Social care workers eBook on the standards of 
proficiency for social care workers. Irish Journal of Applied Social Studies: 
20(2) 10. https://doi.org/10.21427/pgs2-yt47 

Lynch, K., & Baker, J. (2005). Equality in education: An equality of condition 
perspective. Theory and Research in Education, 3(2), 131-164. 
https://doi.org/10.1177/1477878505053 

Lynch, M. E. (2018). The hidden nature of Whiteness in education: Creating active 
allies in White teachers. Journal of Educational Supervision, 1(1). 
https://doi.org/10.31045/jes.1.1.2 

Lynch, S. (2020, June 6). Donald Trump’s political success is based on racism, Irish 
Times. https://www.irishtimes.com/news/world/us/donald-trump-s-political-
success-is-based-on-racism-1.4271574 

Lynch, K., Kalaitzake, M., & Crean, M. (2021). Care and affective relations: Social 
justice and sociology. The Sociological Review, 69(1), 53–
71. https://doi.org/10.1177/0038026120952744 

Mac Éinrí, P. (2005, October 15). Migration in the Irish economic context. In 
Proceedings of the Irish Human Rights Commission and Law Society of 
Ireland Joint Conference on Migrant Workers and Human Rights. Human 
Rights Commission & Law Society of Ireland.  

Machowska-Kosiack, M & Barry, M. (2022). Experiences of second-generation ethnic 
minority young people in Ireland. Center of Human rights and citizenship 
education. Dublin City University. IHRC. Dublin. 

Malik, N. (2020, December 14).  For liberals Brexit is a hard lesson in the politics of 
resentment. The Guardian. UK. 
https://www.theguardian.com/commentisfree/2020/dec/14/liberals-brexit-
politics-resentment 

Mannay, D. (2015). Visual Narrative and Creative research methods: Application, 
reflection and ethics. Routledge. 

Manthorpe, J., Moriarty, J., Stevens, M., Hussein, S., & Sharif, A. (2010). Black and 
minority ethnic older people and mental well-being: Possibilities for 
practice. Working with Older People. 14. 32-37. https://doi. 
10.5042/wwop.2010.0681.  

Marklein, M. B. (2017, February 4). Collective effort needed to combat academic 
corruption. University World News  

Martens, D. M. (2015). Research and Evaluation in Education and Psychology. (4th  
ed.) Sage  

Marx, K. (1926). The essentials of Marx; The communist manifesto, by Karl Marx and 
Frederick Engels; Wage-labor and capital; Value, price and profit, and 
other selections, by Karl Marx. Vanguard press, 

https://doi.org/10.1177/1477878505053298
https://www.irishtimes.com/news/world/us/donald-trump-s-political-success-is-based-on-racism-1.4271574
https://www.irishtimes.com/news/world/us/donald-trump-s-political-success-is-based-on-racism-1.4271574
https://doi.org/10.1177/0038026120952744


 267 

Maslow, A. (1954). Motivation and personality. Harper & Row. 
Maslow, A.H. (1943). A theory of human motivation. Psychological Review, 50 (4), 

430-437. 
Masuda, M., Lawrence, C., Delgado, R, & Crenshaw, K. (1993). Words that wound: 

Critical Race Theory, Assaultive speech and the first amendment. Westview 
Press 

May, T. (2001). Social research: Issues, methods, and processes. (3rd ed.). Open 
University Press.  

May, T. (2016, October 5). Conference speech on Brexit. Telegraph. 
https://www.telegraph.co.uk/news/2016/10/05/theresa-mays-conference-
speech-in-full/ 

Mayblin, L., & Soteri-Proctor, A. (2011). The black minority ethnic third sector: a 
resource paper. TSRC Working Paper 58. Third Sector Research Centre. 

Mayo, C., Candela, M. A., Matusov, E., & Smith, M. (2008). Families and school apart: 
University experience to assist Latina/o parents’ activism. In F. Peterman 
(Ed.), Urban schools and democratic challenges, 103-132. AACTE Press. 

Maxwell, J. (2012). Qualitative Research Design: An Interactive Approach. J.A. 
Maxwell. 

Meckler, L & Natanson, H. (2022, February 14). New critical race theory laws have teachers 
scared, confused and self censoring. Washington Post.  

McCain, M. N., Mustard, J. F. (1999). Reversing the real brain drain: Early years 
study: final report. Toronto: Canadian Institute for Advanced Research. 

Mc Ginnity, F., O Connell, P.J., Quinn, E., & Williams, J. (2006). Migrants’ 
Experiences of Racism and Discrimination in Ireland. Dublin: Economic 
and Social Research Institute (ESRI). 

McGinnity, F., Darmody, M., & Murray, A. (2015) Academic Achievement among 
Immigrant Children in Irish Primary Schools, Working Paper No. 512. 
Dublin.  ESRI 

McGinnity, F., Privalko, I., Fahey, E., Enright, S., & O’Brien, D. (2020). Origin and 
integration: A study of Migrants in the 2016 Irish census. Dublin. ESRI.  

McGinnity, F., Grotti, R., Russell, H and Fahey, E. (2018). Attitudes to Diversity in 
Ireland. ESRI/Irish Human Rights and Equality Commission.  

McGinnity, F., Quinn, E., McCullough, E., Enright, S., & Curristan, S. (2021). 
Measures to combat social discrimination and promote diversity in the 
labour market: A review of evidence. ESRI  

McGregor, J. (2007). Joining the BBC (British Bottom Cleaners): Zimbabwean 
migrants and the UK care industry, Journal of Ethnic and Migration 
Studies, 33(5), 801-824. https://doi.10.1080/13691830701359249 

McHugh, J. (2020). Social care work: The shaping of an emerging profession," Irish 
Journal of Applied Social Studies: 20(2) 7. https://doi.org/10.21427/h5gx-
y962 

McClelland, D. C. (1987). Human motivation. Cambridge University Press. 
McCluney, C., Durkee, M., Smith, R., Robotham, K & Lee, S. (2021). To be, or not to 

be Black: The effects of racial codeswitching on perceived professionalism 
in the workplace. Journal of Experimental Social Psychology. https://doi.97. 
104199. 10.1016/j.jesp.2021.104199. 

McDaid, S., &Kousoulis, A. (2022). Tackling social inequalities to reduce mental 
health problems; How everyone can flourish. Mental Health Foundation. 
UK. https://www.mentalhealth.org.uk/sites/default/files/2022-04/MHF-
tackling-inequalities-report.pdf 

https://www.telegraph.co.uk/news/2016/10/05/theresa-mays-conference-speech-in-full/
https://www.telegraph.co.uk/news/2016/10/05/theresa-mays-conference-speech-in-full/
https://doi.org/10.1080/13691830701359249


 268 

McDonald, S. (2003). Answering questions and asking more: reflections on feminist 
participatory research. Resources for Feminist Research, 30(1-2). 
https://doi.org/10.4135/9781483384740 

Mc Gee, H. (2022, March 4). Planning for arrival of 20,000 Ukrainian refugees in 
progress. Irish Times. https://www.irishtimes.com/news/politics/planning-
for-arrival-of-20-000-ukrainian-refugees-in-progress-1.4818686 

McInnis, C. (2001). Signs of disengagement? The changing undergraduate experience 
in Australian universities. Inaugural Professorial Lecture. 

McIntosh, P. (1989). White privilege: Unpacking the invisible knapsack. Peace and 
Freedom, 10-12. 

Mcsweeney, F., & Williams, D. (2018). Social care students’ learning in the practice 
placement in Ireland. Social Work Education. 37. 1-16. 
https://doi.10.1080/02615479.2018.1450374. 

Mc Verry, P. (2017). Ethnic minorities and mental health: Guidelines for mental health 
services and staff on working with people from minority communities.. 
Peter Mc Verry Trust Annual Report 2017. Dublin. Ireland 

Mertens, D. M., & Ginsberg, P. E. (2008). Deep in ethical waters: Transformative 
perspectives for qualitative social work research. Qualitative Social Work, 
7(4), 484-50. https://doi.org/10.1177/1473325008097142 

Michael, L., Omidi, N., & Reynolds, D. (2022). Reports of racism in Ireland: Data from 
iReport.ie. Annual Report 2021. Dublin: INAR.  

Michael, L. (2021). Reports of racism in Ireland: Data from iReport.ie. Annual Report 
2020. Dublin: INAR. 

Michael, L. (2015). Afrophobia in Ireland; racism against people of African descent. 
Dublin: INAR Ireland 

Migrants Rights Centre Ireland (MRCI), (2022). Who cares? The experience of migrant 
care workers in Ireland. Working paper. Dublin: MRCI. 
https://www.mrci.ie/our-work/  

Migrant Rights Centre Ireland (MCRI). (2015). Migrant workers in the home care 
sector: Preparing for the elder boom in Ireland. Dublin: MCRI. 

Migrant Rights Centre Ireland (MCRI). (2013). Minding the gap: Equality for children 
of non-EU migrants accessing 3rd level in Ireland. Dublin: MRCI. 

Migrant Rights Centre Ireland. (2004). Private Homes: A public concern: The 
experience of twenty migrant women employed in the private home in 
Ireland. Dublin: MRCI 

Migrant Rights Centre Ireland. (2006). Realising Integration: Creating the conditions 
for economic, social, political and cultural inclusion of migrant workers 
and their families in Ireland. Dublin: MRCI. 

Minkler N,. & Wallerstein, M. (2017). Community-Based Participatory Research for 
Health: From Process to Outcomes.(3rd ed.) Jossey- Bass. ISBN978-0-470-
26043-2. 

Mirza, H.S. (2009). Race, gender and educational desire: why black women succeed 
and fail. Routledge. 

Mitchell, J. (2011). Race, nation and belonging in Ireland, Irish Journal of Applied 
Social Studies, 11(1). https://doi.10.21427/D7VD9H. 

Modood, T. (2021) The multiculturalist challenge: a rejoinder. Patterns of Prejudice. 
55(2), 141-146.Taylor & Francis Online 
https://doi.org/10.1080/0031322X.2020.1866880 

Moncho, C. (2013). Cultural humility, Part 1. What is ‘cultural humility? The Social 
Work Practitioner, 8(19). 

https://doi.org/10.1177/147332500809714
https://www.mrci.ie/our-work/
https://archive.org/details/communitybasedpa00mink
https://archive.org/details/communitybasedpa00mink
https://en.wikipedia.org/wiki/ISBN_(identifier)
https://en.wikipedia.org/wiki/Special:BookSources/978-0-470-26043-2
https://en.wikipedia.org/wiki/Special:BookSources/978-0-470-26043-2
https://doi.10.21427/D7VD9H
https://doi.org/10.1080/0031322X.2020.1866880


 269 

Moody-Ramirez, M. & Dates, J, L. (2014). The Obamas and mass media: Race, gender, 
religion and politics. New York: Palgrave Macmillan.  

Morales, E. (2021). “Beasting” at the battleground: Black students responding to racial 
microaggressions in higher education. Journal of Diversity in Higher 
Education, 14(1), 72–83. https://doi.org/10.1037/dhe0000168 

Moran, L., Garrity, S., McGregor, C., & Devaney, C. (2019). Hoping for a better 
tomorrow: a qualitative study of stressors, informal social support and 
parental coping in a Direct Provision centre in the west of Ireland. J. Fam. 
Stud., 25, 427–442. https://doi: 10.1080/13229400.2017.1279562 

Morgan, W. (2016, June 27). Why creating an inclusive environment, curriculum and 
approach to learning and teaching will improve performance of BAME 
students and close the attainment gap. [Conference Paper] Closing the Gap: 
Research and practice in Black and Minority Ethnic students to close the 
attainment gap. University of Kent. UK. 
https://www.kent.ac.uk/studentsuccess/additionalforms/Abstracts_Closing%
20the%20Gap.pdf 

Moriarty, J. (2008). The health and social care experiences of black and minority ethnic 
older people (Briefing Paper 9). UK: Race Equality Foundation.  

Moriarty, J., Manthorpe, J., Hussein, S., Sharpe, E., Orme, J., Macintyre, G., Green 
Lister, P. & Crisp, B.R. (2010). Hanging on a little thin line: Barriers to 
progression and retention in social work education, Social Work Education, 
48(4), 363-379. https://doi.org/10.1080/02615479.2013.806467 

Morosanu, L., Handley, K., & O’Donovan, B. (2010). Seeking support: researching 
First year students’ experiences of coping with academic life. Higher 
Education Research & Development, 29(6), 665- 678. 
https://doi.org/10.1080/07294360.2010.487200 

Morrice, L. (2009). Journeys into higher education: the case of refugees in the UK. 
Teaching in Higher Education. 14(6), 661-672. 
https://doi.org/10.1080/13562510903315282 

Morrice, L. (2014). The learning migration nexus: Towards a conceptual understanding. 
European Journal for Research and Learning of Adults, 5(2), 149- 159. 
https://doi.10.25656/01:9922 

Morrison, T. (2007). Beloved. Vintage Classics. 
Morrison, T. (1992). Playing in the dark: Whiteness and the literary imagination. 

Harvard University Press  
Muhammad, M., Wallerstein, N., Sussman, A. L., Avila, M., Belone, L., & Duran, B. 

(2015). Reflections on researcher identity and power: The impact of 
positionality on Community Based Participatory Research (CBPR) 
processes and outcomes. Critical sociology, 41(7-8), 1045–1063. 
https://doi.org/10.1177/0896920513516025 

Mulkeen, M. (2016). Going to market! An exploration of markets in social care. 
Administration, 64(2), 33–59. https://doi.org/10.1515/admin-2016-0015 

Muller, C. (2001). The role of caring in the teacher-student relationship for at-risk  
students. Sociological Inquiry, 71(2), 241-255. 
https://doi:10.1111/j.1475682X.2001.tb01110  

Murphy, F. (2021). Direct Provision, rights and everyday life for asylum seekers in 
Ireland during COVID-19. Social Sciences, 10(4), 140 
https://doi.org/10.3390/socsci10040140 

Murray, H. A. (1938). Explorations in personality: A clinical and experimental study of 
fifty men of college age. Oxford University Press. 

https://psycnet.apa.org/doi/10.1037/dhe0000168
https://doi.org/10.1080/02615479.2013.806467
https://doi.org/10.1080/07294360.2010.487200
https://doi.org/10.1080/13562510903315282
https://doi.org/10.1177/0896920513516025
https://doi.org/10.1515/admin-2016-0015


 270 

Murray, J. (2020, October 22). Teaching White privilege as uncontested fact is illegal 
Minister says. The Guardian. 
https://www.theguardian.com/world/2020/oct/20/teaching-white-privilege-
is-a-fact-breaks-the-law-minister-says 

Murray, T. (2018). Identity, Islam and the twilight of liberal values. Cambridge 
Scholars Publishing. 

Mussano, S. D. (2003). Locating refugee/migration studies in conflict research: The 
host agenda in the Republic of Ireland. Irish Studies in International Affairs, 
14, 129-147. https://doi.10.21427/D7VD9H 

Mutambudzi, M. (2021, May 1) Occupation and risk of severe COVID-19: prospective 
cohort study of 120 075 UK Biobank participants. Occupational and 
Environmental Medicine, 78(5), 307-314. https://doi.10.1136/oemed-2020-
106731  

Nadal, K. (2011). The racial and ethnic microaggressions scale (REMS): Construction, 
reliability, and validity. Journal of Counselling Psychology, 58(4), 470- 
480. https://doi.org/10.1037/a0025193 

NASC. (2019). Refugee organisations highlight absence of vulnerability assessment in 
Irish asylum procedure. [Joint Statement]. Migrant and Refugee Rights. 
Cork Ireland. https://nascireland.org/news/2019/joint-statement-refugee-
organisations-highlight-absence-vulnerability-assessment-irish 

NASC. (2019). Realising rights: Strategic Plan 2019-2021 NASC. Migrant and Refugee 
Rights. Cork Ireland.  

NASC. (2016). Submission to the Irish Human Rights and Equality Commission: 
Ireland's 6th and 7th periodic reviews of the CEDAW Convention.  Migrant 
and Refugee Rights. Cork: Ireland. 
https://nascireland.org/sites/default/files/Nasc-CEDAW-Submission-to-
IHREC.pdf 

NASC. (2015, November 30). Recommendations on the International Protection Bill 
2015. Migrant and Refugee Rights. Cork: Ireland. 
https://nascireland.org/sites/default/files/Nasc-IP-Bill-Recommendations-
FINAL-DRAFT-v2.pdf 

National Union of Students (NUS). (2011). Race for Equality: A report on the 
experiences of Black students in further and higher education. National 
Union of Students. UK 

National Union of Students (NUS) (2019). Black Asian and Minority ethnic student 
attainment at Universities #Closing the gap. [Press release]. 
https://www.nusconnect.org.uk/articles/universities-act-to-close-the-bame-
student-attainment-gap 

National Association of Social Workers. (2016). Standards and indicators for cultural 
competence in social work practice. UK 
https://www.socialserviceworkforce.org/system/files/resource/files/Standard
s%20and%20Indicators%20for%20Cultural%20Competence%20in%20Soci
al%20Work%20Practice.pdf 

National Disability Authority (NDA). (2013). Commissioning disability services. 
[Preliminary discussion paper]. Ireland: National Disability Authority 

National Health Service (NHS) . (2021). Workforce Race Equality Standards. National 
Health Service. UK. 

Neville, C. (2007). Introduction to research and research methods. UK: Bradford 
University.  

http://eprints.gla.ac.uk/view/journal_volume/Occupational_and_Environmental_Medicine.html
http://eprints.gla.ac.uk/view/journal_volume/Occupational_and_Environmental_Medicine.html
http://dx.doi.org/10.1136/oemed-2020-106731
http://dx.doi.org/10.1136/oemed-2020-106731
https://psycnet.apa.org/doi/10.1037/a0025193
https://nascireland.org/news/2019/joint-statement-refugee-organisations-highlight-absence-vulnerability-assessment-irish
https://nascireland.org/news/2019/joint-statement-refugee-organisations-highlight-absence-vulnerability-assessment-irish
https://nascireland.org/sites/default/files/Nasc-CEDAW-Submission-to-IHREC.pdf
https://nascireland.org/sites/default/files/Nasc-CEDAW-Submission-to-IHREC.pdf
https://nascireland.org/sites/default/files/Nasc-IP-Bill-Recommendations-FINAL-DRAFT-v2.pdf
https://nascireland.org/sites/default/files/Nasc-IP-Bill-Recommendations-FINAL-DRAFT-v2.pdf
https://www.nusconnect.org.uk/articles/universities-act-to-close-the-bame-student-attainment-gap
https://www.nusconnect.org.uk/articles/universities-act-to-close-the-bame-student-attainment-gap


 271 

Newcomb, M., Burton, J., Edwards, N. &Hazelwood, Z. (2015). How Jung's concept of 
the wounded healer can guide learning and teaching in social work and 
human services. Advances in Social Work and Welfare Education. 17, 55-69. 

Nielsen, J. (2013). The role of reflection in the pedagogical thinking and practice of the 
MPA programme at Copenhagen Business School. Teaching Public 
Administration, 31(1), 55–68. https://doi.org/10.1177/01447394134789 

Ní Chonaill, B., & Harris, R. (2014). Equality of access to higher education: discussion 
of emerging issues regarding the performance of migrants at the Institute of 
Technology Blanchardstown. The ITB Journal.15(8). 
https://doi.10.21427/D79M9M 

Ní Chonaill, B. (2018). Interculturalism in higher education in Ireland: An analysis from 
a strategy, policy and practice perspective. Studies in Health Technology 
and Informatics, 256, 624-633. https://doi:10.3233/978-1-61499-923-2-624 

Ní Chonaill, B., Cluskey, M., Lawlor, G., McGlynn, L., Coyle, S., Smith, G., & 
McNamara, N. (2021). Embedding Anti-Racism in the community 
development and youth work programme (CDYW) 2020/2021 Case Studies, 
17. https://arrow.tudublin.ie/totalarcschcase/17 

Ní Dhuinn, M., & Keane, E. (2021). But you don’t look Irish’: identity constructions of 
minority ethnic students as ‘non-Irish’ and deficient learners at school in 
Ireland. International Studies in Sociology of Education. 
https://doi.10.1080/09620214.2021.1927144 

Ní Raghallaigh, M., Smith, K., & Scholtz, J. (2019). Safe Haven:  The Needs of Refugee 
Children Arriving in Ireland through the Irish Refugee Protection 
Programme: An Exploratory Study. Children Rights Alliance. Ireland. 

Ní Raghallaigh, M. (2018). The integration of asylum seeking and refugee children: 
resilience in the face of adversity. In: Bhabha, J., Kanics, J. & Senovilla 
Hernandez, D. (eds.) Research Handbook on Child Migration. Elgar. 

Ní Raghallaigh, M., & Thornton, L. (2017). Vulnerable childhood, vulnerable 
adulthood: Direct provision as aftercare for aged-out separated children 
seeking asylum in Ireland. Critical Social Policy, 37(3). 
https://doi.org/10.1177/0261018317691897 

 Ní Raghallaigh, M., Foreman, M., Feeley, M., Moyo, S., Wenyi Mendes, G., & 
Bairéad, C. (2016). Transition: from Direct Provision to life in the 
community: The experiences of those who have been granted refugee status, 
subsidiary protection or leave to remain in Ireland. University College 
Dublin/ Irish Refugee Council 

 Ní Raghallaigh, M. (2014). The causes of mistrust amongst asylum seekers and 
refugees: insights from research with unaccompanied asylum seeking 
minors living in the Republic of Ireland, Journal of Refugee Studies, 27, 82-
100. https://doi.org/10.1093/jrs/fet006 

Noh, S., & Kaspar, V. (2003). Perceived discrimination and depression: moderating 
effects of coping, acculturation, and ethnic support. American journal of 
public health, 93(2), 232–238. https://doi.org/10.2105/ajph.93.2.232 

Nowicka, M. (2020). (Dis)connecting migration: transnationalism and nationalism 
beyond connectivity. CMS 8 (30). https://doi.org/10.1186/s40878-020-
00175-4 

Nyon, J. (2021). Criticalities of Non-Verbal Reading Competencies: An Afrocentric 
Ethnological Approach to Qualitative Research. Koers, 86(1), 1-
12. https://dx.doi.org/10.19108/koers.86.1.2486 

O’Connell, P.J. & Mc Ginnity, F. (2008). Immigrants at work. Ethnicity and nationality 
in the Irish labour market. Dublin, Ireland: Equality Authority and ESRI.  

https://doi.org/10.1177/0144739413478962
https://doi:10.3233/978-1-61499-923-2-624
https://arrow.tudublin.ie/totalarcschcase/17
https://doi.org/10.1080/09620214.2021.1927144
https://doi.org/10.1177/0261018317691897
https://doi.org/10.1093/jrs/fet006
https://doi.org/10.1186/s40878-020-00175-4
https://doi.org/10.1186/s40878-020-00175-4
https://dx.doi.org/10.19108/koers.86.1.2486


 272 

O’Connell, P. (2018, August 16). Why are so few Africans at work in Ireland? 
Immigration Policy and Labour Market Disadvantage [Policy Discussion 
Paper Series]. Geary Institute for Public Policy. University College Dublin. 

O’Malley, B. (2018, January, 13). Developing countries show the way to fight fraud. 
University World News. 
https://www.universityworldnews.com/post.php?story=2018011305060873 

O’Mullane, M. (2021). Developing a theoretical framework for exploring the 
institutional responses to the Athena SWAN Charter in higher education 
institutions—A feminist institutionalist perspective. Irish Journal of 
Sociology, 29(2), 215–235. https://doi.org/10.1177/0791603521995372  

O’Neill, P. (2020). The Irish Times View on Racism in Ireland: A Virulent Strain. Irish 
Times https://www.irishtimes.com/opinion/editorial/the-irish-times-view-
on-racism-in-ireland-a-virulent-strain-1.4271970 

O'Sullivan. M. (2019). The levelling: What's next after globalization. Hachette Book 
Group. 

Ochs, E. (1979). Transcription as theory. In E. Ochs, and B. Schiefflin, (eds.). 
Developmental pragmatics. New York: Academic.  

OECD. (2009) Review of migrant education- Ireland. Paris: Organisation for Economic 
Cooperation and Development. 

OECD. (2012). Equity and quality in education: Supporting disadvantaged students and 
schools, OECD Publications. http://dx.doi.org/10.1787/9789264130852-en 

OECD. (2015). Indicators of immigrant integration 2015: Settling In. Paris: OECD 
publications. 

OECD (2018), The Future of Education and Skills: Education 2030. Paris: OECD 
publications. http://www.oecd.org/education/2030-project/teaching-and 
learning/learning/transformativecompetencies/Transformative_Competencie
s_for_2030_concept_note.pd 

OECD. (2018). Policy Coherence for Sustainable Development 2018: Towards 
Sustainable and Resilient Societies. Paris: OECD. 
http://dx.doi.org/10.1787/9789264301061-en 

OECD. (2018).  International Migration and Displacement Trends and Policies Report 
to the G20. Paris: OECD.  https://www.oecd.org/migration/mig/G20-
migration-and-displacement-trends-and-policies-report-2019.pdf 

Oliveira, C., Keygnaert, I., & Dias, S. (2018). Assessing reported cases of sexual and 
gender-based violence, causes and preventive strategies, in European 
asylum reception facilities. Global Health. 14(48). https://doi. 
10.1186/s12992-018-0365-6 

Olmedo, E.L. (1979). Acculturation: A psychometric perspective. American 
Psychologist, 34, 1061-1070 

Olusa, R.O. (2018). Experience of Black social work practitioners and students: A 
review of the literature. The Irish Social Worker Open Access Practice and 
research journal. Winter 2018. 

Owusa-Kwarteng, L. (2021). Educated and educating as a Black woman- an 
auto/biographical reflection on my grandmother’s influence on my 
academic and professional outcomes, Gender and Education, 33(7), 881-
889. https://doi.org/10.1080/09540253.2019.1632811 

ORAC. (2009). Annual report 2009. Dublin: Office of the Refugee Applications 
Commissioner. 
http://www.orac.ie/website/orac/oracwebsite.nsf/page/CRSE-
8XZGJ513223310-en/$File/2009AnnualReport-English.pdf 

http://www.universityworldnews.com/article.php?story=20180113050608736
https://doi.org/10.1177/0791603521995372
https://www.irishtimes.com/opinion/editorial/the-irish-times-view-on-racism-in-ireland-a-virulent-strain-1.4271970
https://www.irishtimes.com/opinion/editorial/the-irish-times-view-on-racism-in-ireland-a-virulent-strain-1.4271970
http://dx.doi.org/10.1787/9789264130852-en
http://www.oecd.org/education/2030-project/teaching-and%20learning/learning/transformativecompetencies/Transformative_Competencies_for_2030_concept_note.pd
http://www.oecd.org/education/2030-project/teaching-and%20learning/learning/transformativecompetencies/Transformative_Competencies_for_2030_concept_note.pd
http://www.oecd.org/education/2030-project/teaching-and%20learning/learning/transformativecompetencies/Transformative_Competencies_for_2030_concept_note.pd
http://dx.doi.org/10.1787/9789264301061-en
https://www.oecd.org/migration/mig/G20-migration-and-displacement-trends-and-policies-report-2019.pdf
https://www.oecd.org/migration/mig/G20-migration-and-displacement-trends-and-policies-report-2019.pdf
https://doi.org/10.1080/09540253.2019.1632811


 273 

Orr, K., & Bennett, M. (2009). Reflexivity in the Co-Production of Academic–
Practitioner Research. Qualitative Research in Organizations and 
Management: An International Journal. 4. 85-102. 
https://doi.10.1080/09540253.2019.1632811 

Oxfam. (2009). Annual report 2009. Oxfam. Europe 
O'Reilly, Z. (2018). ‘Living liminality’: everyday experiences of asylum seekers in the 

‘Direct Provision’ system in Ireland. Gender Place Culture. 25, 821–842. 
https://doi.10.1080/0966369X.2018.1473345 

O'Toole, C. (2022). When trauma comes to school: Toward a socially just trauma-
informed praxis, International Journal of School Social Work 
6(2). https://doi.org/10.4148/2161-4148.1076 

Ortiz, L., & Jani, J. (2010). Critical race theory: A Transformational model for teaching 
diversity. Journal of Social Work Education, 46(2),175-19. 
https://doi.org/10.5175/JSWE.2010.200900070 

Padgett, D. K. (2012). Qualitative and mixed methods in public health. Sage 
Publications. https://dx.doi.org/10.4135/9781483384511 

Palaganas, E. C., Sanchez, M. C., Molintas, M. P., & Caricativo, R. D. (2017). 
Reflexivity in qualitative research: A journey of learning. The Qualitative 
Report, 22(2), 426-438. https://nsuworks.nova.edu/tqr/vol22/iss2/5 

Palfreyman, D. (2005). Othering in an English language program. TESOL Quarterly, 
39(2), 211-233. https://doi.org/10.2307/3588309 

Parker, L., & Villapando, O. (2007). A racializes perspective in education leadership. 
Critical race theory in educational administration. Education Administration 
Quarterly, 45(5), 519-524. https://doi.10.1177/0013161X07307795 

Parker, L., Lynn, M. (2002). What’s race got to do with it? Critical Race theory’s 
conflicts with and connections to qualitative research methodology and 
epistemology. Qualitative Inquiry, 8, 7-22. 
https://doi.org/10.1177/107780040200800102 

Parker, C., Scott, S., & Geddes, A. (2019). Snowball sampling. In Atkinson, P., 
Delamont, S., Cernat, A., Sakahaug, J & Williams, R. (Eds). Research 
Design for Qualitative Researchers. Sage Publications  

Parrenas, R.S. (2001). Servants of globalisation: Women, migration and domestic work. 
Stanford University Press. 

Patel, T.G (2017). Race and society. Sage. 
Patton, M. (2015). Qualitative research and evaluation methods integration theory and 

practice. (4th ed.). London: Sage Publications. 
Patton, M. Q. (1990). Qualitative evaluation and research methods. (2nd ed.). Sage 

Publications. 
Pembroke, S. (2018). Precarious work: precarious lives. How policy can create more 

security. FES & TASC. Ireland 
Peguero, A., Popp, A., Latimore, L., Shekarkhar, T & Koo. D. (2011). Social control 

and school misbehavior; Examining the role of race and ethnicity. Youth 
Violence and Juvenile Justice. 9(3), 259-275. 
https://doi.org/10.1177/154120401038919 

Perez, A. D., & Hirschman, C. (2009). The changing racial and ethnic composition of 
the US Population: Emerging American identities. Population and 
Development Review, 35(1),1–51. Doi:10.1111/j.1728-4457.2009.00260.x 

Peshkin, A. (1988). In search of subjectivity – one’s own. Educational Researcher, 
17(7). https://doi.org/10.3102/0013189X017007017 

https://doi.org/10.1080/09540253.2019.1632811
https://doi.org/10.4148/2161-4148.1076
https://doi.org/10.5175/JSWE.2010.200900070
https://dx.doi.org/10.4135/9781483384511
https://nsuworks.nova.edu/tqr/vol22/iss2/5
https://doi.org/10.2307/3588309
https://doi.org/10.1177/0013161X07307795
https://doi.org/10.1177/107780040200800102
https://doi.org/10.3102/0013189X017007017


 274 

Pessar, P & Mahler S. J. (2003). Transnational migration: International perspectives. 
The International Migration Review. 37(3), 812-846. 
https://www.jstor.org/stable/30037758 

Peterson, R.D., Krivo, L.J. & Hagan J. (2006). The many colors of crime: Inequalities of 
Race, Ethnicity and Crime in America. New York: New York University 
Press. 

Petzhold, K., & Moog, P. (2021). What shapes the intention to study abroad? An 
experimental approach. Higher Education. 1(20). 
https://doi.10:10/1007/s10734-017-0119-2 

Philips, S.U. (1983). The Invisible Culture: Communications in classroom and 
community on the Warm Springs Indian Reservation. New York: Longman. 

Pillinger, J. (2007). Feminism of migration. Experiences and opportunities in Ireland. 
Dublin, Ireland: Immigrant Council of Ireland. 

Pillow, W. S. (2003). Confession, catharsis, or cure: The use of reflexivity as 
methodological power in qualitative research. International Journal of 
Qualitative Studies in Education, 16(2), 175-196. 
https://doi.org/10.1080/0951839032000060635  

Poggenpoel, M., & Myburg, C. (2003). The researcher as research instrument in 
educational research: a possible threat to trustworthiness? Research 
Instrument, Education,124(2), 418. 

Pollack, S. (2021, November, 13). Not everyone shares the Ireland-of -the- welcomes 
sentiment. Irish Times. Ireland 

Pollock, D.C., & Van Reken, R. (2001) Third Culture Kids: The experience of growing 
up among worlds. Nicholas Brealey. 

Pope-Davis, D, Coleman H. & Toporek, R. (2003). Handbook for multicultural 
competencies in counselling psychology. Sage Publications. 

Portes, A., Fernandez-Kelly, P. & Haller, W. (2009). ‘The adaptation of the immigrant 
second generation in America: a theoretical overview and recent evidence’, 
Journal of Ethnic and Migration Studies, 35(7), 1077-104. 
https://doi.10.1080/13691830903006127 

Power, M., & Darcy, P. (2017). Statutory registration awareness among social care 
workers in Ireland. Ireland: Health Service Executive. 

Pugh, T. (2007). Using an integrated pedagogical IT delivery model to improve student-
perceived self-literacy and teachers’ best practices. ECCO Output. 31-38. 

Putnam, R.D. (2000). Bowling Alone – the Collapse and Revival of American 
Community, 1st ed. New York, NY, Simon & Schuster Paperbacks.  

Putnam, R.D. (1993). Making Democracy Work. Princeton, NJ, Princeton University 
Press. 

Råheim, M., Magnussen, L. H., Sekse, R. J., Lunde, Å., Jacobsen, T., & Blystad, A. 
(2016). Researcher-researched relationship in qualitative research: Shifts in 
positions and researcher vulnerability. International journal of qualitative 
studies on health and well-being, 11, 30996. 
https://doi.org/10.3402/qhw.v11.30996 

Rai, L., & Lillis, T. (2013). 'Getting it Write' in social work: Exploring the value of 
writing in academia to writing for professional practice. Teaching in Higher 
Education. 18. 10.1080/13562517.2012.719157. 

Rainer, J. (2015). Understanding and challenging White privilege in higher education as 
a means of combatting and neutralizing racism. Multicultural Learning and 
Teaching, 10(2), 149-161.https://doi.org/10.1515/mlt-2015-0011 

https://www.jstor.org/stable/30037758
https://doi.org/10.1080/0951839032000060635
https://doi.org/10.1080/13691830903006127
https://doi.org/10.3402/qhw.v11.30996
https://doi.org/10.1515/mlt-2015-0011


 275 

Ramanathan, C. S. (2014, January). What does globalization got to do with cultural 
competence, social development, and ethics? [Plenary speech]. International 
Conference on Bounds of Ethics, Christ University, Bangalore, India. 

Ramirez, C., Dominguez M.G, & Morais, J.M. (2005). Crossing borders: Remittances, 
gender and development, United Nations International Research and 
Training Institute for the Advancement of Women (INSTRAW). 

Ramohai, J. (2019). A black woman’s perspective on understanding transformation and 
diversity in South African higher education. Transformation in Higher 
Education, 4(1), e1–e10. https://doi.org/10.4102/the.v4i0.58 

Razack, N. (2001). Diversity and difference in the field education encounter: Racial 
minority students in the practicum, Social Work Education 10(2), 219-232: 
https://doi.10. 1080/026/547012-0044310. 

Reason, P., & Bradbury, H. (Eds.) (2008). The SAGE Handbook of Action Research. 
SAGE Publications. https://dx.doi.org/10.4135/9781848607934 

Reay, D. (2007). Future directions in difference research: Recognizing and responding 
to difference. In S. N. Hesse-Biber (Ed.), Handbook of feminist research: 
Theory and praxis, (pp.605-612). Sage Publications. 

Reay, D., David, M.E. & Ball, S.J. (2005). Degrees of choice: class, gender and race in 
the higher education choice process. Stoke on Trent, England: Trentham 
Books. 

Redfield, R., Linton, R. & Herkovits, M.J. (1936). Memorandum for the study of 
acculturation, American Anthropologist, 38: 149-52. 

Reed, D., & Adams, R. D. (2020). Risk and protective factor specific to African 
American youth and adolescents: A systematic review.  Journal of Family 
Strengths. 20(2) 5. https://digitalcommons.library.tmc.edu/jfs/vol20/iss2/5 

Reception and Integration Agency (RIA) (2014).Policy and practice document on 
safeguarding RIA residents against domestic, sexual and gender-based 
violence and harassment. Dublin: Reception and Integration 
Agency http://www.ria.gov.ie/en/RIA/Pages/SGBVDoc 

Reilly, N., Sahraoui N., & McGarry O. (2021) Exclusion, minimization, inaction: A 
critical review of Ireland's policy response to gender-based violence as it 
affects migrant women. Frontiers in Human Dynamics. 3. 
https://doi.10.3389/fhumd.2021.642445     

Resane, T. (2021). White fragility, white supremacy and white normativity make 
theological dialogue on race difficult. In die Skriflig,55(1), 1-
10. https://dx.doi.org/10.4102/ids.v55i1.2661 

Richardson, J.T.E. (2008). The attainment of ethnic minority students in UK higher 
education. Studies in Higher Education. 33(1), 33-48. 
https://doi.org/10.1080/03075070701794783 

Rizq, R., & Target, M. (2010). ‘If that's what I need, it could be what someone else 
needs’. Exploring the role of attachment and reflective function in 
counselling psychologists' accounts of how they use personal therapy in 
clinical practice: a mixed methods study, British Journal of Guidance & 
Counselling, 38(4) 459-481. https://doi.10.1080/03069885.2010.503699 

RMF Oxford. (2015, 4 November). ‘Oxford Students Call for Cecil John Rhodes Statue 
to Fall’, Rhodes Must Fall Oxford.  
https://rmfoxford.files.wordpress.com/2015/12/041115rmfpressrelease1.p 

Roberts, H. (1981). Doing Feminist Research. Routledge & Kegan. 
Robinson, O. (2014). Sampling in interview-based qualitative research: a theoretical and 

practical guide. Qualitative research in psychology, 11(1), 25-41. 

https://doi.org/10.4102/the.v4i0.58
http://www.ria.gov.ie/en/RIA/Pages/SGBVDoc
https://dx.doi.org/10.4102/ids.v55i1.2661
https://doi.org/10.1080/03075070701794783
https://doi.org/10.1080/03069885.2010.503699
https://rmfoxford.files.wordpress.com/2015/12/041115rmfpressrelease1.p


 276 

Robson, C. (2002). Real world research, A resource for social scientists and 
practitioner-researcher. Maldon: Blackwell Publishing. 

Rogers, C. R. (1951). Client-centred therapy: Its current practice, implications, and 
theory. Boston, MA: Houghton Mifflin. 

Rogler, L. (1994). International migrations: A framework for directing research. 
American Psychologist, 49,701-708. https://doi.10.1037//0003-
066x.49.8.701 

Rollock, N. (2016, January 19). How much does your university do for racial equality? 
The Guardian. UK. https://www.theguardian.com/higher-education-
network/2016/jan/19/how-much-doesyour-university-do-for-racial-equality 

Roldan, C. (2018). Philosophy of globalization. Walter de Gruyter, ISBN 
9783110544671  

Rose-Adams, J. (2014). Black and minority ethnic student attainment: A survey of  
research and exploration of the importance of teacher and student 
expectations. Widening Participation and Lifelong Learning. 16(5). 
https://doi.org/10.5456/WPLL.16.2.5 

Royal Irish Academy (RIA). (2021). Higher Education Futures Taskforce. Executive 
summary. RIA. Dublin 

Rubin, A., & Babbie, E. (2008). Research methods for social work. (7th ed.). Belmont, 
CA: Cengage Learning. 

Rubin, H. J. and Rubin, I. S. (2012). Qualitative interviewing: The art of hearing data. 
(3rd ed.). Thousand Oaks.  

Runnymede Trust. (2015). Aiming higher: Race, inequality and diversity in the 
Academy. London: Runnymede Trust. 
http://www.runnymedetrust.org/uploads/Aiming Higher.pdf 

Russell, H., F. Mc Ginnity & Kingston, C. (2014). Gender and the quality of work: 
From boom to recession. Dublin, Ireland: The Equality Authority/ The 
Economic and Social Research Institute. 

Russell, H., F. Mc Ginnity, T. Callan & Keane, C. (2009). A woman’s place. Female 
participation in the Irish labour market. Dublin, Ireland: The Equality 
Authority/ Economic and Social Research Institute. 

Rutter, M. (2012). Resilience as a dynamic concept. Development and 
Psychopathology, 24(02), 335–
344. https://doi.org/10.1017/S0954579412000028. 

Rubie-Davies, C.M. (2017). Teacher Expectations in Education. Routledge. 
https://doi.org/10.4324/9781315520483 

Russell, K. (2006). Protecting our own: Race, crime and African Americans. Rowman 
& Littlefield  

Ryan, M. (1991). The nature of the self in autonomy and relatedness. In J. Strauss & 
G.R. Goethals (Eds). The self: Interdisciplinary approaches. 208-238. 
Springer. 

Ryan, R., & Deci, L. (2000). Self-determination theory and the facilitation of intrinsic 
motivation, social development, and well-being. American Psychologist, 
55(1), 68–78. https://doi.org/10.1037/0003-066X.55.1.68 

Saleebey, D. (Ed). (2012). The strengths perspective in social work practice (6th Ed). 
Boston, MA: Pearson Education. 

Sakamoto, I., Anastas, J. W., McPhail, B. A., & Colarossi, L. G. (2008). Status is 
women in social work education. Journal of Social Work Education, 44(1), 
37–62. http://www.jstor.org/stable/23044790  

Sánchez, B., Anderson, A. J., Weiston-Serdan, T., & Catlett, B. S. (2021). Anti-Racism 
education and training for adult mentors who work with BIPOC adolescents. 

https://doi.org/10.1037/0003-066x.49.8.701
https://doi.org/10.1037/0003-066x.49.8.701
https://www.theguardian.com/higher-education-network/2016/jan/19/how-much-doesyour-university-do-for-racial-equality
https://www.theguardian.com/higher-education-network/2016/jan/19/how-much-doesyour-university-do-for-racial-equality
https://doi.org/10.5456/WPLL.16.2.5
https://doi.org/10.1017/S0954579412000028
https://doi.org/10.4324/9781315520483
https://psycnet.apa.org/doi/10.1037/0003-066X.55.1.68
http://www.jstor.org/stable/23044790


 277 

Journal of Adolescent Research, 36(6), 686– 716. 
https://doi.org/10.1177/074355842110432 

Sangalang, C.C., Becerra, D., & Mitchell, F.M. (2019). Trauma, post-migration stress, 
and mental health: A comparative analysis of refugees and immigrants in 
the United States. Immigrant Minority Health 21, 909–919. 
https://doi.org/10.1007/s10903-018-0826-2 

Scheurich, J.J., & Young, M. (2004). Coloring epistemologies: Are our research 
epistemologies racially biased, Educational Researcher, 26, 4-16. ISSN-
0013-189X. 

Schwartz, S. J., Unger, J. B., Zamboanga, B. L., & Szapocznik, J. (2010). Rethinking 
the concept of acculturation: implications for theory and research. The 
American psychologist, 65(4), 237–251. https://doi.org/10.1037/a0019330 

Scott. D. & Usher, R. (2004). Researching education: Data, methods, and theory in 
educational enquiry. Continuum. 

Seale, C., Gobo, G., Gubrium, J. F., & Silverman, D. (Eds.), (2004). Qualitative 
research practice (pp. 218-235). Sage Publications. 
https://dx.doi.org/10.4135/9781848608191 

Senior, N. (2012). Exploring the retention and attainment of black and minority 
students on social policy pathways in higher education. London: The Higher 
Education Academy.  

Shaheen, N. (2016). International students’ critical thinking–related problem areas: UK 
university teachers’ perspectives. Journal of Research in International 
Education, 15(1), 18–31. https://doi.org/10.1177/1475240916635895 

Shaw, I. (2008). Ethics and the practice of qualitative research. Qualitative Social Work, 
7 (4), 400-414. https://doi.org/10.1177/1473325008097137 

Shaw, I., & Gould, N. (2001). Qualitative research in social work. Sage Publications.  
Shaw, I., & Holland, S. (2014). Doing qualitative research in social research. Sage 

Publications.  
Shi, H., Wang, Y., Li, M., Tan, C., Zhao, C., Huang, X., Dou, Y., Duan, X., Du, Y., 

Wu, T., Wang, X., & Zhang, J. (2021). Impact of parent-child separation on 
children's social-emotional development: a cross-sectional study of left-
behind children in poor rural areas of China. BMC public health, 21(1), 823. 
https://doi.org/10.1186/s12889-021-10831-8 

Shimpi, P., & Zirkel, S. (2012). One hundred and fifty years of “The Chinese question”: 
An intergroup relations perspective on immigration and globalization. 
Journal of Social Issues, 68(3), 534-558. https://doi.10.1111/j.1540-
4560.2012.01762.x 

Sibley, D. (2002). Geographies of Exclusion: Society and difference in the West.  
Routledge. 

Siegel, M. (2021). “Remittances, health access and outcomes” in Galea, S., Ettman, C. 
and Zaman, M. Migration and Health, University of Chicago Press. 

Siegel, M. (2020). “COVID-19, Remittances and repercussions”, in Sirkeci, I. and 
Cohen, J., Human Mobility and the Pandemic, Transnational Press. London. 

Siegel, M. (2020) Migration and Health, in: Bastia, Tanja & Ronald Skeldon, Routledge 
Handbook of Migration and Development, Routledge, 

Silverman, D. (2006). Interpreting qualitative data: Methods for analyzing talk text and 
interaction. Sage. 

Simon, B. L., & Soven, M. (2008). The teaching of writing in social work education: A 
pressing priority for the 1990s. Journal of Teaching in Social Work, 3(2), 
47-64. https://doi.org/10.1300/J067v03n02_05 

https://doi.org/10.1177/07435584211043288
https://doi.org/10.1007/s10903-018-0826-2
https://dx.doi.org/10.4135/9781848608191
https://doi.org/10.1177/1475240916635895
https://doi.org/10.1177/1473325008097137
https://doi.org/10.1186/s12889-021-10831-8
http://dx.doi.org/10.1111/j.1540-4560.2012.01762.x
http://dx.doi.org/10.1111/j.1540-4560.2012.01762.x
https://www.taylorfrancis.com/books/e/9781315276908
https://www.taylorfrancis.com/books/e/9781315276908
https://doi.org/10.1300/J067v03n02_05


 278 

Simpson, J & Cooke, M. (2009). Movement and loss: progression in tertiary education 
for migrant students, Language and Education, 24, 157-173. 
https://doi.org/10.1080/09500780903194051 

Simpson, J. (2013). Contemporary applied linguistics. Journal of Multilingual and 
Multicultural Development, 34(3), 308-310. 
https://doi.10.1080/01434632.2012.709989 

Singh, A. (2018). Investigating the sense of belonging of international students through 
a predictive model. Graduate Theses and Dissertations. Iowa State 
University. https://lib.dr.iastate.edu/etd/16467 

Singh, G. (1996). Promoting anti-racist and black perspectives in social work education 
and practice teaching. Social Work Education, 15(2), 35-56. 
https://doi.org/10.1080/02615479611220131 

Singh, G. (2011). Black and minority ethnic (BME) students’ participation in higher 
education: improving retention and success.  Higher Education Academy. 

Singh, G., & Kwhali, J. (2015). How can we make not break black and minority ethnic 
leaders in higher education? UK: Leadership Foundation for Higher 
Education. 

Singh, S. (1999). Educating Sita, Black and Minority Ethnic entrants to social work 
training in Scotland. Edinburgh: Scottish Anti-Racist Federation in 
Community Development and Social Work. Social Work Education, 797. 

Singh, S. (2005). Listening to the Silence, unpublished action research. Edinburgh: The 
Open University Scotland. 

Singh, S., & Wassenaar, D. (2016). Contextualising the role of the gatekeeper in social 
science research. South African Journal of Bioethics and Law, 9(1), 42-46. 
https://doi.7196/SAJBL.465 

Siriwardhana, C. (2014). A systematic review of resilience and mental health outcomes 
of conflict-driven adult forced migrants. Conflict and Health. 
https://doi.org/10.1186/1752-1505-8-13 

Slavin, R.E. (1995). Cooperative learning: Theory, research and practice (2ndEd). 
Boston. Allyn and Bacon 

Skills for Care, (2021) The state of the adult social care sector and workforce in 
England, 2021.www.skillsforcare.org.uk 

Skovholt, T. M., Grier, T. L., & Hanson, M. R. (2001). Career Counseling for 
Longevity: Self-Care and Burnout Prevention Strategies for Counselor 
Resilience. Journal of Career Development, 27(3), 167–
176. https://doi.org/10.1177/089484530102700303 

Smith, M.D., & Floro, M.S.  (2021). The Effects of Domestic and International 
Remittances on Food Insecurity in Low- and Middle-Income Countries, The 
Journal of Development Studies, 57(7), 1198-1220. 
https://doi.10.1080/00220388.2020.1849619 

Smith, L.T. (1999) Decolonizing methodologies: research and indigenous peoples. 
London: Zed Books.  

Smith. S. (2010) Race and Trust. Annual Review of Sociology, 36(1), 453-475. 
https://doi.10. 1146/ anneurev.soc. 012809.102510 

Smith, W., Allen, W., & Danley, L. (2007). Assume the position you fit the description: 
Psychosocial experiences and racial battle fatigue among African American 
male college students: The American Behavioral Scientist, 51(4), 551-578. 
https://doi.org/10.1177/0002764207307742 

SOAS University (2018). Deconlonising SOAS. Learning and teaching Toolkit for 
programme and module convenors. SOAS. London 

https://doi.org/10.1080/09500780903194051
https://doi.org/10.1080/01434632.2012.709989
https://doi.org/10.1080/02615479611220131
https://doi.org/10.1177/089484530102700303
https://doi.org/10.1080/00220388.2020.1849619
https://doi.org/10.1177/0002764207307742


 279 

Social Care Workers Registration Board (2017a). Requirements for education and 
training programmes. https://www.coru.ie/files-education/scwrb-criteria-
for-education-and-trainingprogrammes.pdf  

Social Care Workers Registration Board (2017b). Standards of proficiency for social 
care workers. https://www.coru.ie/files-education/scwrb-standards-of-
proficiency-for-social-care-workers.pdf 

Social Care Ireland (SCI). (2018) News Bulletin 2018. Dublin: Social Care Ireland. 
https://socialcareireland.ie/news-bulletin-may-2018/ 

Solórzano, D. (1998). Critical race theory, race and gender microaggressions, and the 
experience of Chicana and Chicano scholars. International Journal of 
Qualitative Studies in Education, 11, 121-136. 
https://doi.org/10.1080/095183998236926 

Solórzano, D., & Bernal, D. (2001). Examining transformational resistance through 
critical race theory and LatCRIT theory framework: Chicana and Chicano 
students in an urban context. Urban Education, 36(3), 308-342. 
https://doi.10.1177/0042085901363002 

Solórzano, D., Ceja, M., & Yosso, T. (2000). Critical Race Theory, Racial 
microaggressions, and campus racial climate: The experiences of African 
American college students. The Journal of Negro Education, 69(1/2), 60-73. 
www.jstor.org/stable/2696265 

Solórzano, D., & Yosso, T.J. (2002). Critical race methodology: counter-story-telling as 
analytical framework for education research. Qualitative Inquiry, 8(1): 23–
44. https://doi.org/10.1177/107780040200800103  

Stapleton, A., Polakowski, M., & Quinn, E. (2022). The integration of non-EU migrant 
women in Ireland, ESRI Research Series 148, ESRI/EMN. 
https://doi.org/10.26504/rs148 

Starck, A., Gutermann, J., Schouler-Ocak, M., Jesuthasan, J., Bongard, S., & Stangier, 
U. (2020). The Relationship of acculturation, traumatic events and 
depression in female refugees. Frontiers in psychology, 11, 906. 
https://doi.org/10.3389/fpsyg.2020.00906 

Steele, C. (2010). Whistling Vivaldi: How stereotypes affect us and what we can do. 
Norton. 

Stewart, E., Simons, R., & Conger, R.D. (2002). Assessing neighbourhood and social 
psychological influences on childhood violence in an African- American 
sample. Criminology 40, 801—30. https://doi.org/10.1111/j.1745-
9125.2002.tb00974.x 

Stevenson, J., O ’Mahony, J., Khan, O Ghaffer, F & Steil., B. (2019). Understanding 
and overcoming the challenge of targeting students from under-represented 
and disadvantaged backgrounds. Report to the Office of Students. UK 

Stieglitz, J. (2006). Making globalization work. New York: Norton Press. 
Strangfeld, J. A. (2019). I just don’t want to be judged: Cultural capital’s impact on 

student plagiarism. SAGE 
Open, 9(1). https://doi.org/10.1177/2158244018822382 

Substance Abuse and Mental Health Services Administration (SAMHSA). (2014). 
Concept of Trauma and Guidance for a Trauma-Informed Approach. HHS 
Publications. SMA, 14, 4884. MD 
https://www.nasmhpd.org/sites/default/files/SAMHSA_Concept_of_Traum
a_and_Guidance.pdf 

Sue, D. (2010). Microaggressions in everyday life: race, gender, and sexual orientation. 
John Wiley & Sons. 

Sue, D. W. (2003). Overcoming our racism: The journey to liberation.  Jossey Bass. 

https://www.coru.ie/files-education/scwrb-criteria-for-education-and-trainingprogrammes.pdf
https://www.coru.ie/files-education/scwrb-criteria-for-education-and-trainingprogrammes.pdf
https://www.coru.ie/files-education/scwrb-standards-of-proficiency-for-social-care-workers.pdf
https://www.coru.ie/files-education/scwrb-standards-of-proficiency-for-social-care-workers.pdf
https://socialcareireland.ie/news-bulletin-may-2018/
https://doi.org/10.1080/095183998236926
http://dx.doi.org/10.1177/0042085901363002
http://www.jstor.org/stable/2696265
https://doi.org/10.1177/107780040200800103
https://doi.org/10.1111/j.1745-9125.2002.tb00974.x
https://doi.org/10.1111/j.1745-9125.2002.tb00974.x
https://doi.org/10.1177/2158244018822382
https://www.nasmhpd.org/sites/default/files/SAMHSA_Concept_of_Trauma_and_Guidance.pdf
https://www.nasmhpd.org/sites/default/files/SAMHSA_Concept_of_Trauma_and_Guidance.pdf


 280 

Sue, D. W. (2004). Whiteness and ethnocentric monoculturalism: Making the 
“invisible” visible. American Psychologist, 59, 759 –769. 
https://doi.10.1037/0003-066X.59.8.761 

Sue, D. W. (2005). Racism and the conspiracy of silence. Counselling Psychologist, 33, 
100 –114. https://doi.org/10.1177/0011000004270686 

Sue, D. W., & Sue, D. (2013). Counselling the culturally diverse: Theory & practice 
(6th ed.). John Wiley. 

Sue, D. W., Bucceri, J., Lin, A. I., Nadal, K. L., & Torino, G. C. (2007). Racial 
microaggressions and the Asian American experience. Cultural Diversity 
and Ethnic Minority Psychology, 13, 72– 81. https://doi.org/10.1037/1099-
9809.13.1.72 

Taguma, M., Kim, M., Wurzburg, G., & Kelly, F. (2009). OECD Reviews of Migrant 
Education: Ireland. Paris, France: OECD. 

Tanggard, L. (2008). Objections in research interviewing. International Journal of 
Qualitative Methods, 7(3), 15-29. 
https://doi.org/10.1177/16094069080070030 

Tashakkori, A., & Teddlie, C. (2003). Handbook of mixed methods in social and 
behavioral research. Sage. 

TASC. (2019). Annual report 2019. Dublin: Think Tank for Action and Social Change 
(TASC). 

Tate, W. (1997). Critical Race theory and education: History, theory and implications. 
In M. Apple (ED.), Review of Research in Education, 2, 191-243. American 
Educational Research Association. 

Tatum, B. (1994). Teaching white students about racism: The search for white allies and 
the restoration of hope. Teachers College Record, 95(4), 462–476. 

Tatum, B. (1997). Why are all the Black kids sitting together in the cafeteria? And other 
conversations about race. Basic Books. 

Taylor, (2016, June, 25). The uncomfortable question was the Brexit vote based on 
racism. Washington Post. 
https://www.washingtonpost.com/news/worldviews/wp/2016/06/25/the-
uncomfortable-question-was-the-brexit-vote-based-on-racism/ 

Taylor, E. (2009). The foundations of critical race theory in education: An introduction. 
In E Taylor, D. Gillborn, & G. Ladson- Billings (eds.), Foundations of 
critical race theory in education,1-13. Routledge. 

Technological University Dublin. (2017). DIT Strategic Plan to 2019 Towards TU4 
Dublin Designation. Technological University Dublin. 

Technological Higher Education Association (THEA). (2018) Gender and diversity 
statement. THEA. Dublin. Ireland 

Tedam, P. (2014). When failing doesn’t matter: A narrative inquiry into the practice 
learning experiences of black African social work students in England. 
International Journal of Higher Education, 3(1), 136-145. 
htpps://doi.10.5430/ijhe.v3n1p136 

Tenenbaum, H. R., & Ruck, M. D. (2007). Are teachers' expectations different for racial 
minority than for European American students? A meta-analysis. Journal of 
Educational Psychology, 99(2), 253–273. https://doi.org/10.1037/0022-
0663.99.2.253 

Terum, L.I., & Heggen, K. (2015). Identification with the social work profession: The 
impact of education. British Journal of Social Work. 
https://doi.10.1093/bjsw/bcv026 

Tervalon M., & Murray-Garcia, J. (1998). Cultural humility versus cultural competence: 
A critical distinction in defining physician training outcomes in 

https://doi.org/10.1037/0003-066x.59.8.761
https://psycnet.apa.org/doi/10.1177/0011000004270686
https://psycnet.apa.org/doi/10.1037/1099-9809.13.1.72
https://psycnet.apa.org/doi/10.1037/1099-9809.13.1.72
https://doi.org/10.1177/160940690800700302
https://www.washingtonpost.com/news/worldviews/wp/2016/06/25/the-uncomfortable-question-was-the-brexit-vote-based-on-racism/
https://www.washingtonpost.com/news/worldviews/wp/2016/06/25/the-uncomfortable-question-was-the-brexit-vote-based-on-racism/
https://psycnet.apa.org/doi/10.1037/0022-0663.99.2.253
https://psycnet.apa.org/doi/10.1037/0022-0663.99.2.253


 281 

multicultural education. Journal of Health Care for the Poor and 
Underserved, 9(2),117–125.  

The Journal. (2020, September, 30). Ignored at viewings because they’re black or 
Asian”: Dozens of asylum seekers facing homelessness. Dublin: The 
Journal  https://bit.ly/2H4SBwo;  

Theobald, H. (2017). Care workers with migrant backgrounds in formal care services in 
Germany: A multi-level intersectional analysis, International Journal of 
Care and Caring, 1(2), 209-226. ISSN online:2397-883x 

Thomas, G.C., Howel, K., & Keen, S. (2011). Supporting black and minority ethnic 
students in practice learning. Practice Teaching & Learning 10(3), 37-54. 
https://doi.10.1921/ 146066911X623438. 

Thomas, L. (2012). What works? Building student engagement and belonging in Higher 
Education at a time of change. Action on Access. Higher Education 
Authority. Ireland. 

Timonen, V., Convery, J. & Cahill, S. (2006). Care revolutions in the making? A 
comparison of cash-for-care programmes in four European countries. 
Ageing & Society, 26(3), 455-74. https://doi:10.1017/S0144686X0600479X 

Tinto, V. (1987). Leaving College: Rethinking the causes and cures of student attrition. 
University of Chicago Press. 

Tisdell, E. J. (2001). The politics of positionality: teaching for social change in higher 
education, In R M Cervero, A L Wilson & Associates (eds), Power in 
practice: Adult education and the struggle for knowledge and power in 
society. Jossey-Bass. 

Tobias, J., Richmond, C., & Luginaah, I. (2013). "Community-based participatory 
research (Cbpr) with indigenous communities: Producing respectful and 
reciprocal research". Journal of Empirical Research on Human Research 
Ethics, 8(2), 129–140. https://doi:10.1525/jer.2013.8.2.129. 

Torode, R., Walsh, T., & Woods, M. (2001). Working with refugees and asylum-
seekers: A Social Work resource book, Dublin: Department of Social 
Studies, TCD. 

Torres, L., & Taknint, J. (2015). Ethnic microaggressions, traumatic stress symptoms, 
and Latino depression: A moderated mediational model. Journal of 
Counseling Psychology, 62(3), 393-401.http://doi.10.1037/cou0000077 

Triandafyllidou, A. (2011). Addressing cultural, ethnic and religious diversity 
challenges  in Europe: A comparative overview of 15 European countries. 
Cultural Diversity in Europe: A Comparative Analysis. European University 
Institute. 

Triandis, H.C. (1994). Cross-cultural industrial and organisational psychology. In M.D 
Dunnettes. & L. Hough (Eds) Handbook of industrial and organisational 
psychology, (pp.103-172). Consulting Psychology Press. 

Trice, A. G. (2004). Mixing it up; International graduate students’ Social interactions 
with American Students, Journal of College Student Development. 45(6), 
671-687. https://doi.org/10.1353/csd.2004.0074 

Trump. D. (2016 December, 01). Real clear politics. [Twitter] , 
https://www.realclearpolitics.com/video/2016/12/01/trump_there_is_no_glo
bal_flag_no_global_currency_no_global_citizenship_we_are_united_as_am
ericans.html 

Turnpenny, A., & Hussein, S. (2022). Migrant home care workers in the UK: A scoping 
review of outcomes and sustainability and implications in the context of 
Brexit. International Migration & Integration 23, 23–42. 
https://doi.org/10.1007/s12134-021-00807-3 

https://bit.ly/2H4SBwo
https://doi:10.1017/S0144686X0600479X
https://en.wikipedia.org/wiki/Doi_(identifier)
https://doi.org/10.1525%2Fjer.2013.8.2.129
https://doi.org/10.1037/cou0000077
https://doi.org/10.1353/csd.2004.0074
https://www.realclearpolitics.com/video/2016/12/01/trump_there_is_no_global_flag_no_global_currency_no_global_citizenship_we_are_united_as_americans.html
https://www.realclearpolitics.com/video/2016/12/01/trump_there_is_no_global_flag_no_global_currency_no_global_citizenship_we_are_united_as_americans.html
https://www.realclearpolitics.com/video/2016/12/01/trump_there_is_no_global_flag_no_global_currency_no_global_citizenship_we_are_united_as_americans.html
https://doi.org/10.1007/s12134-021-00807-3


 282 

Tusla. (2019). Tusla Commissioning Strategy 2019-2023, Dublin: Commissioning Unit. 
https://www.tusla.ie/uploads/content/TUSLA_CommissioningStrategy_repo
rt_FINAL.pdf 

Tyldum, G. (2015). Motherhood, agency and sacrifice in narratives on female migration 
for care work. Sociology, 49(1), 56–
71. https://doi.org/10.1177/0038038514555427 

UNICEF. (1989). The Convention on the Rights of Child. New York: UNICEF 
United Nations Office for the Coordination of Humanitarian Affairs (UNOCHA). 

(2018). World Humanitarian Data and Trends 2018, United Nations. 
https://www.unocha.org/sites/unocha/files/WHDT2018_web_final_ 
spread.pdf.  

United Nations Fund for Population Activities (UNFPA). (2020). Funding for Gender 
Equality and the Empowerment of Women and Girls in Humanitarian 
Programming. United 
Nations.https://www.unfpa.org/sites/default/files/pub-pdf/GEEWG_UN_ 
Women_02.pdf.  

United Nations Fund for Population Activities. (UNFPA). (2006). The State of World 
Population 2006 Report, A Passage of Hope. United Nations, Population 
Division 2016. 

Ungar, M., & Nichol, G. (2002). The harmony of resistance: qualitative research and 
ethical practice in social work. In Van den Hoonaard, (ed.) Walking the 
tightrope: ethical issues for qualitative researchers. University of Toronto 
Press. 

Ungar, M. (2014). Report of the 2014 Thinker in Residence - Resilience. Commissioner 
for Children and Young People, Western 
Australia. https://www.ccyp.wa.gov.au/media/1119/report-2014-thinker-in-
residence-michael-ungar-resilience-may-2014.pdf. 

UNHCR. (2020). On this journey, no one cares if you live or die: Abuse, protection, 
and justice along routes between East and West Africa and Africa’s 
Mediterranean coast. UNHCR. Mixed Migration Center. 
https://www.unhcr.org/protection/operations/5f2129fb4/journey-careslive-
die-abuse-protection-justice-along-routes-east-west.html.  

UNHCR, (2022, February, 27) 
[Twitter].  https://twitter.com/Refugees/status/1498042002633596930 

United Nations. (2015). Transforming Our World: The 2030 Agenda for Sustainable 
Development. New York: UN Publishing. 

United Nations. (2021) UNDESA World social report. New York. UN publishing  
United Nations (2015). International Migration Report 2015: Highlights. Department of 

Economic and Social Affairs; Population division. (ST/ESA/SER.A/375). 
United Nations. (2019). Preventing and countering racial profiling for people of 

African descent: Good practices and challenges. UN publications 
Uslaner E. M. (2002). The Moral Foundations of Trust. Cambridge University Press. 
Uslaner, E. M. (2008). The foundations of trust: macro and micro. Cambridge Journal of 

Economics, 32(2), 289–294. http://www.jstor.org/stable/23601628 
Vainio, A. (2013). Beyond research ethics: anonymity as ‘ontology’, ‘analysis’ and 

‘independence. Qualitative Research, 13(6), 685-698. 
https://doi.org/10.1177/1468794112459669 

van der Riet, P. (2012). Reflexivity: A mainstay in promoting rigor and trustworthiness 
in qualitative research. Philippine Journal of Nursing, 82, 28-32.  

Van der Wende, M. (2017). Opening up: Higher education systems in global 
perspectives. Working paper. Utrecht University. Netherlands. 

https://doi.org/10.1177/0038038514555427
https://www.ccyp.wa.gov.au/media/1119/report-2014-thinker-in-residence-michael-ungar-resilience-may-2014.pdf
https://www.ccyp.wa.gov.au/media/1119/report-2014-thinker-in-residence-michael-ungar-resilience-may-2014.pdf
https://www.unhcr.org/protection/operations/5f2129fb4/journey-careslive-die-abuse-protection-justice-along-routes-east-west.html
https://www.unhcr.org/protection/operations/5f2129fb4/journey-careslive-die-abuse-protection-justice-along-routes-east-west.html
https://twitter.com/Refugees/status/1498042002633596930
https://doi.org/10.1177/1468794112459669


 283 

van Hooren, F. J. (2012). Varieties of migrant care work: Comparing patterns of 
migrant labour in social care. Journal of European Social Policy, 22(2), 
133–147. https://doi.org/10.1177/0958928711433654 

Vaughn, L. M., & Jacquez, F. (2020). Participatory research methods – choice points in 
the research process. Journal of Participatory Research 
Methods,1(1). https://doi.org/10.35844/001c.13244 

Vygotsky, L.S. (1978). Mind and society; The development of higher mental processes. 
Harvard University Press. 

Walker, S., von Werthern, M., Brady, F., & Katona, C. (2021). Mental health of forced 
migrants recently granted leave to remain in the United 
Kingdom. International Journal of Social Psychiatry, 67(2), 188–
196. https://doi.org/10.1177/0020764020939610 

Wale, B.D., & Bishaw, K.S. (2020). Effects of using inquiry-based learning on EFL 
students’ critical thinking skills. Asian. J. Second. Foreign. Lang. Educ. 5(9) 
https://doi.org/10.1186/s40862-020-00090-2 

Walley-Jean, J.C. (2009). Debunking the myth of the “Angry Black Woman”: An 
exploration of anger in young African American women. Black Women, Gender 
+ Families, 3(2), 68–86. 
https://www.jstor.org/stable/10.5406/blacwomegendfami.3.2.0068 

Wallerstein, N. & Duran, B. (2003). The conceptual, historical and practical roots of 
Community Based Participatory Research and related participatory 
traditions. Community Based Participatory Research for Health, 27-52. 
Jossey Bass. 

Walsh. P & Sumption, M. (2022, March, 14) Migration and Ukraine Crisis 2022. The 
Migration Observatory. University of Oxford. UK 

Walsh, K., & Shutes, I. (2013). Care relationships, quality of care and migrant workers 
caring for older people. Ageing and Society, 33(3), 393-420. 
https://doi.10.1017/SO144686X11001309 

Walsham, G. (2007). Doing interpretive research. European Journal of Information 
Systems, 15, 320 – 330. https://doi.org/10.1057/palgrave.ejis.3000589 

Ward, C. (1996). Acculturation. In D. Landis & R. Bhagat (Eds.), Handbook of 
intercultural training (2nd ed). Sage. 

Warikoo, N., Sinclair, S., Fei, J., & Jacoby-Senghor, D. (2016). Examining racial bias in 
education: A new approach. Educational Researcher, 45(9), 508–514. 

Warner, J. (2006). Barriers to Access to Further Education for non-EU National 
Residents in Ireland. Dublin: Pobal. 

Waters, M.C., Tran, V.C., Kasinitz, P. & Mollenkopf, J.H. (2010). Segmented 
assimilation revisited; types of acculturation and socioeconomic mobility in 
young adulthood, Ethnic and Racial Studies, 33, 1168-93. 
https://doi.10.1080/01419871003624076 

Wendt, H., Euwema, MC. & van Emmerik, I.J. (2009). Leadership and team 
cohesiveness across cultures. The Leadership Quarterly, 20, 358-370. 
https://doi.org/10.1016/j.leaqua.2009.03.005 

West, K., Greenland, K., & van Laar, C. (2021). Implicit racism, colour blindness, and 
narrow definitions of discrimination: Why some White people prefer ‘All 
Lives Matter’ to ‘Black Lives Matter’. British Journal of Social Psychology, 
60 (4) 1136-1153. https://doi.org/10.1111/bjso.12458 

Westwood, M.J., & Barker, M. (1990). Academic achievement and social adaptation 
among international students: a comparison groups study of peer-pairing 
program. International Journal on Intercultural Relations, 14(2), 251-263. 

https://doi.org/10.1177/0958928711433654
https://doi.org/10.35844/001c.13244
https://doi.org/10.1177/0020764020939610
https://doi.org/10.1186/s40862-020-00090-2
https://www.jstor.org/stable/10.5406/blacwomegendfami.3.2.0068
https://doi.10.1017/SO144686X11001309
https://doi.org/10.1057/palgrave.ejis.3000589
https://doi.org/10.1080%2F01419871003624076
https://psycnet.apa.org/doi/10.1016/j.leaqua.2009.03.005
https://doi.org/10.1111/bjso.12458


 284 

White, A., & Gilmartin, M. (2008). Critical geographies of citizenship and belonging in 
Ireland. Woman’s Studies International Forum. 31, 390–399. Elsevier. 
https://doi:10.1016/j.wsif.2008.08.004 

White, S. (1996) Depoliticising development: The uses and abuses of participation, 
Development in Practice, 6(1), 6-15, 
https://doi.10.1080/0961452961000157564 

White, K., Stuart, F., & Morrisey, S. (2020). Whose Lives Matter? Race, Space, and the 
Devaluation of Homicide Victims in Minority Communities, 7(3) 
https://doi.org/10.1177/2332649220948184 

Whitehead, J. (1989). Creating a living educational theory from questions of the kind, 
"How do I improve my practice?' Cambridge Journal of Education, 19(1); 
41-52. 

Whitehead, J. (2008). The significance of ‘I’ in living educational theories. in Daniels, 
H., Lauder, H. & Porter, G. Educational Theories, Cultures and Learning: A 
Critical Perspective. Routledge.  

Wong, B., Morally, R., & Copsey-Blake, M. (2021). Fair and square: what do students 
think about the ethnicity degree awarding gap? Journal of Further and 
Higher Education, 45(8), 1147-1161. 
https://doi.10.1080/0309877X.2021.1932773 

WHO. (2017). Women on the move: migration, care work and health. Geneva: World 
Health Organization; 2017.  ISBN 978-92-4-151314-2 

Wilkes, R., & Corrigall-Brown, C. (2011). Explaining time trends in public opinion: 
Attitudes towards immigration and immigrants. International Journal of 
Comparative Sociology, 52(1–2), 79-
99. https://doi.org/10.1177/0020715210379460 

Wilkes, R & Wu, C. (2017). Trust and minority Groups. The Oxford Handbook of 
Social and Political Trust. 
https://doi.10.1093/oxfordhb/9780190274801.013.29 

Williams, J. (2010) What can disabled academics’ career experiences offer to studies of 
organization? PhD dissertation, Northumbria University, Newcastle, UK. 

Williams, T.K. (1996). Race as process: Reassessing the “What are you encounters?” of 
biracial individuals. In M.P.P. Root (Ed). The multiracial experience: 
Racial borders as the new frontier,(pp.263-276). Sage Publications. 

Wilson, G., O Connor, E., Walsh, T., & Kirby, M. (2009). Reflections on practice  
education in Northern Ireland and the Republic of Ireland: Lessons from 
student experiences. Social Work Education, 28, 631-645.  
http://dx.doi.org/10.1080/02615470903027348 

Wise, T. (2011). White like me: Reflections on race from a privileged son. Soft Skull 
Press. 

World Bank. (2020). World development indicators: Labor force participation rate 
(Modelled International Labour Organisation Estimate). World Bank Data. 
https://databank. worldbank.org/source/world-development-
indicators/preview/on 

World Economic Forum (2019), The Global Gender Gap Report 2020, 
https://www.weforum.org/reports/ gender-gap-2020-report-100-years-pay-
equality. 

Yancy, G. (2019). Guidelines for Whites teaching about whiteness. In S. Brookfield 
(Ed.), Teaching race: How to help students unmask and challenge racism, 
(pp.19-41). Jossey-Bass 

https://doi.org/10.1080/0961452961000157564
https://doi.org/10.1177/2332649220948184
https://doi.org/10.1080/0309877X.2021.1932773
https://doi.org/10.1177/0020715210379460


 285 

Yeager, K.A., & Bauer-Wu, S. (2013). Cultural humility: essential foundation for 
clinical researchers. Applied Nursing Research, 26(94), 251-256. https://doi. 
10.1016/j.apnr.2013.06.008 

Yeates, N. (2005). Global Care Chains: A critical introduction. Global Migration  
Perspectives 4, Global Commission on International Migration, Geneva, 
Switzerland. 

Yeates, N. (2005). Migration and Social policy in international context: The analytical 
and policy uses of a global care chains perspective. Arusha Conference, 
“New Frontiers of Social Policy”. UK: The Open University 

Yosso, T. (2002). Toward a critical race curriculum. Equity & Excellence in Education, 
35(2), 93-107. https://doi.10.1080/713845283 

Yosso, T., & Solórzano, D. (2007). Conceptualizing a Critical Race Theory in 
Sociology. https://doi.10.1002/9780470996973.ch7. 

Young, J. (2005). On insider (emic) and outsiders (etic): Views of self, and othering. 
Systemic Practice and Action Research, 18, 151-162. 
https://doi.10.1007/s11213-005-4155-8 

Yu, L., Shek, D., & Zhu, X. (2018). The influence of personal well-being on learning 
achievement in university students over time: Mediating or moderating 
effects of internal and external university engagement. Frontiers in 
psychology, 8, 2287. https://doi.org/10.3389/fpsyg.2017.02287 

Yuval-Davis, N. (2006). Belonging and the politics of belonging. Patterns of prejudice, 
40(3), 197-214. https://doi.10.1080/00313220600769331 

Yuval-Davis, N., Anthias, F., & Kofman, E. (2005). Secure borders and safe haven and 
the gendered politics of belonging: Beyond social cohesion. Ethnic and 
Racial Studies, 28(3), 513-535 
https://doi.org/10.1080/0141987042000337867 

Zapata-Barrero, R., & Evren, Y. (2018). Qualitative research in European migration 
studies, IMISCOE Research Series. Nordic Journal of Migration Research, 
11(3), pp.372–375. http://doi.org/10.33134/njmr.446 

Zentella, A.C. (1997). Growing up bilingual: Puerto Rican children in New York.     
Blackwell Publishers. 

Zhao, C., Wang, F., & Zhou, X. (2018). Impact of parental migration on psychosocial 
well-being of children left behind: a qualitative study in rural China. Int J 
Equity Health 17(18) https://doi.org/10.1186/s12939-018-0795-z 

Zuber-Skerritt, O., & Perry, C. (2002). Action research within organizations and 
university thesis writing. The Learning Organization, 9, 171-179.https://doi. 
10.1108/09696470210428895 

  

https://doi.org/10.1016/j.apnr.2013.06.008
http://dx.doi.org/10.1080/713845283
http://dx.doi.org/10.1007/s11213-005-4155-8
https://doi.org/10.3389/fpsyg.2017.02287
https://doi.org/10.1080/00313220600769331
https://doi.org/10.1080/0141987042000337867
http://doi.org/10.33134/njmr.446
http://dx.doi.org/10.1108/09696470210428895


 286 

Appendix A: CORU standards of proficiency as the 
relate to anti-discriminatory practice. 

CORU standards of proficiency as the relate to anti-discriminatory practice (Adapted 
from the CORU Social care workers standards of proficiency (2016))  

• Domain 1.1: Be able to practise safely and effectively within the legal, ethical and 

practice boundaries of the profession  

• Domain 1.8: Recognise the importance of practising in a non-discriminatory, 

culturally sensitive way and acknowledge and respect the differences in beliefs 

and cultural practices of individuals or groups  

• Domain 1.23: Be able to see the world as others see it; be able to practice in a 

non-judgemental manner and be able to understand another’s feelings and be able 

to communicate that understanding  

• Domain 2.15: Understand the role of relationships with professional colleagues 

and other workers in service delivery and the need to create professional 

relationships based on mutual respect and trust  

• Domain 4.4: Understand and recognise the impact of personal values and life 

experience on professional practice and be able to manage this impact 

appropriately  

• Domain 5.2: Understand and be able to apply principles of social justice in one’s 

work including being able to challenge negative discrimination and unjust policies 

and practices; demonstrate an understanding of cultural competence; and work 

towards social inclusion  

• Domain 5.3: Understand and apply a human rights based approach (HRBA) to 

one’s work including the promotion of the service user’s participation in their own 

care; ensure clear accountability; apply principles of non-discrimination; support 

other staff members to empower service users to realise their rights; be aware of 

the legality of actions within a service including the need to comply with any 

relevant legislative requirements including adhering to human rights obligations  
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Appendix B: Participatory research advisory group 

Title of the study:  

Black Minority Ethnic social care students experiences in Ireland 

 

Participatory research principles 

The participatory method of research places participants as joint contributors and 

investigators in a time limited research project. This method attempts to validate and 

highlight the experiences of participants rather than taking the traditional route, where the 

researcher takes the lead and the participant is the subject. The approach is a collaborative, 

consultative process will be led and advised the participants which are identified as 

‘community members’, with community meaning the target research group (Kemmis & 

Mc Taggart, 2005; Chambers 2009, Heron, 996; Bell et al, 2004). 

The researcher and participants will collaborate actively in a loosely defined group 

process to study and change their social reality (Whyte, 1989). Participants treat each 

other as colleagues. Through the give and take of a dialogic process, the researcher and 

participants learn together. The researcher’s role as one of many ‘co- learners’ in not as 

an expert, but as a ‘co-producer of learning. As Sohng (1995) comments, participatory 

research is a collaborative and empowering process because it (a) brings isolated people 

together around common needs and problems; (b) validates their experiences as the 

foundation for understanding and critical reflection; (c) presents the knowledge and 

experiences of the researchers as additional resources upon which to critically reflect; and 

(d) contextualises what might have previously felt like personal, individual problems or 

weaknesses. 
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Figure B1:  
Principles of feminist Participatory Action research 

 
Principles of feminist Participatory Action research 

• Purpose is structural change 

• Hearing women’s voices 

• Community led and informed 

• Intersectional approach 

• Aims to shift power 

• Fosters collective action and collaboration 

• Builds capacity for all 

• Free prior informed consent for all 

• Safety, care and solidarity 
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The participatory research advisory group for this study 

 

Diane Ihirwe 

Evonne Mushonga 

Caroline Munyi  

Lisette Mugambo 

Kemi Ayelabola 

Margaret Fingleton 

 

The parameters:  

The advisory group developed from before the study began and the members were 

students of the researcher. They provided the initial impetus to study this area and 

highlighted the key issues to the researcher in the early stages of the study. In phase two 

the members participated in the piloting of the study and through this offered insights into 

language and terminology, methodology and methods. At the next phase it was decided 

to discuss how to formalise this interaction and the researcher wrote a position paper on 

the participatory research approach. It was agreed to adopt this approach and the 

parameters for the advisory group were discussed.  

 

Working agreement for this group 

 Participation is based on the ethical principles outlined above 

Time limited- can opt out anytime and the group will end when dissemination is complete 

Agreed output 

Risks and benefits identified and discussed for all members 

 

Agenda for advisory group. 

Wider global and societal context; BLM, COVID-19, personal experiences, 

motherhood and family 

Literature; Migration, Higher education and social care 

Literature and research has identified many themes and sub themes-  

Would they like to read this or even a synopsis of it/ can they provide feedback  

 

Framework: Critical Race Theory informed by feminist theory and intersectionality 

Methodology: Qualitative, participatory research  



 290 

 

Methods: Interviews adapted to allow for story telling (CRT) 

 

Participants; Black minority ethnic students in 3rd or 4th year or recent graduates 

 

Data collected: Pilot interviews (3) Stories (21) 

 

Co-interpreting, analysing and presenting the data 

Reflexive thematic analysis.  

Co interpretation: the member agree to reading sections of the data and offering 

interpretations 

Perhaps telling the story of this experience through an interview? 

 

Discussion: Consult and advise on how and what the data means. 

Dissemination and activist work  

Agreed outputs of Workshop for social care students, presentation at SCI conference and 

publication. Also tweets, blogs and press releases 

 

Sample of minutes of advisory group 

Minutes of meeting:  August 14th 2020 6-7pm 

Zoom meeting 

Present; Evonne, Diane and Margaret  

 

Initial meeting so catching up and connecting again.  

• Both Diane and Evonne have been active in the Black Lives Matter movement, so 

we discussed some of their recent work. 

• We discussed the research progress and Evonne agreed to review an anonymised 

interview against the codebook. Margaret will send this to her in the next day. 

• Discussion about gender imbalance in the sampling and if it was worth trying to 

interview or include male students. Explained that I did have some interest from 

a male student but that the interview did not materialise yet.  

• Talked about dissemination and Diane would prefer that it was in an accessible 

format that would be transformative and call for action.  

• Evonne agreed to provide feedback before the next meeting on September 4th 2020  



 291 

Appendix C: Social identity map 

Figure C1:  
Social Identity Map 
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Appendix D: Information sheet 

As part of my PhD Research in TUDublin I am conducting research on Black Minority 

Ethnic social care student experiences in Ireland. I would like to invite you to take part in 

a research study. Before you decide you need to understand why the research is being 

done and what it would involve for you. Please take time to read the following 

information carefully. Ask questions if anything you read is not clear or if you would like 

more information. Take time to decide whether or not to participate. 

 

What is the study about? 

I have noted in my previous academic studies and my lecturing role in the social care field 

the lack of research in Ireland on Black Minority Ethnic students’ experiences in higher 

education and in particular in social care.  The experiences of Black Minority Ethnic 

social care in an Irish context are thus absent in academic studies. The study aims 

therefore to examine Black Minority Ethnic students’ views experiences and perspectives 

of social care practice and higher education. 

 

What will you have to do? 

You will be required to an agreed location at an agreed suitable time on a single occasion 

for a maximum of sixty minutes. 

 

What are the benefits to you? 

Your contribution will add to the knowledge and understanding about migrant students’ 

experiences in social care education. The findings of the study may also highlight the 

importance of how practice wisdom may promote more effective social care practice and 

education. In addition, it will enhance the credibility of the social care profession. 

 

What are the risks? 

I do not envisage any risks; you will not be required to answer any questions you do not 

wish to. 

 

What if I do not want to take part? 

Participation in study is voluntary. You can choose not to consent or withdrawn consent 

at any time. 
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What happens to the information? 

The information that is collected will be kept confidential and stored on researchers’ 

computer with a protection password. All data stored on non-QUB password protected 

computers (for example, on laptops or USB devices) will be fully encrypted. The 

information will be anonymised and kept for a period of two years after which it will be 

deleted. 

 

Ethical Undertaking 

I undertake to protect the identity of all research respondents. There are, however, ethical 

and legal limits to confidentiality. If information is shared revealing that a child is being 

abused or is at risk of abuse this information will be passed on to Child Protection Officer 

in Tusla Health Service Executive. 

 

What happens at the end of study? 

At the end of the study the information will be used to present the findings, but the 

information will be completely anonymised. All data gathered from the research will be 

held by the researcher for up to two years in a password-protected computer. 

 

What if I have more questions or do not understand something? 

If you have any questions related to any aspect of the study you may contact me. It is 

important that you feel that all questions have been answered 

 

What happens if I change my mind during the study? 

At any stage, during the study should you feel that you want to discontinue being a 

participant there are no consequences should you change your mind about your 

participation. 

 

Contact name and number:  

Margaret Fingleton 

Margaret.fingleton@TUDublin.ie 

086 3618571 
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Appendix E: Consent Form 

Study: Black Minority Ethnic social care student’s experiences in Ireland 

 

Should you agree to participate in this study please read the statement below and if you 

agree to them, please tick and provide your signature. 

 

I have read and understood the subject information sheet.                                   

 

I understand what the study is about, and what the results will be  

used for.                                                         

 

I consent for the data to be used anonymously in report format and  

Published output.                                                          

  

I am fully aware of all of the procedures involving myself, and of  

any risks and benefits associated with the study.                       

 

I know that my participation is voluntary and that I can withdraw  

from the project at any stage without giving any reason.              

 

 

Date: 

 

Signature: 

 

Researcher signature 
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Appendix F: Interview/ Storytelling Schedule 

Research Questions/ Objectives 

Why do BME students decide to study social care and what influenced their choice of 

College? 

What expectations do BME students have of the course and what do they hope to achieve 

in their studies 

How did they experience access to higher education and what barriers and supports did 

they encounter? 

What is their understanding of social care practice and the role of a SCP? 

What was their experience of higher education in IOTs? 

What recommendations would they make to improve experiences? 

 

Interview Questions/ Topics/ Prompts 

Section 1: Personal Information and Motivation (Tick box) 

Age 

Gender 

Nationality/ Ethnic origin 

Religion 

Residential location 

Parental status 

Immigration status 

Years in Ireland 

What campus are you studying on? 

What year of study are you currently in? 

Prompts: Motivation/ Background 

Tell me about your journey to here?  

Can you tell me about what led you to study social care? 

Talk to me about previous or current work experiences or qualifications in social care?  

Can you explain the factors that influenced your choice of University/ College? 

 

Section 2:  Experiences of HE Academic supports 

Prompts: 

Did you face/ experience barriers or challenges in the following areas? (Tick box) 
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Information about the College  

Information about the program 

Resources or supports  

Financial challenges 

Language competency issues 

Cultural issues 

Assessments 

Discrimination 

Can you tell me about any supports you know are available for Black Minority Ethnic 

students in Irish HE? 

Can you identify and talk about the three most supportive aspects in your student life 

today? 

Section 3: Experience of teaching and lecturers 

Prompts: 

Can you tell me about your experiences of teaching on the program? 

Would any of these describe your experiences? (Tick box) 

• Hostile 

• Supportive 

• Respectful 

• Tolerant 

• Racist 

• Friendly 

• Other (specify) 

Describe what it was like to work on group projects or collaborations? 

Explain about the tutoring system to me 

Section 4: Experiences of Assessment and Feedback 

Prompts: 

Can you tell me about your experiences of teaching quality and feedback from lecturers? 

Can you talk about the assessments- are they inclusive and equitable for BME students? 

What do you think could be done to make improvements in this area? 

Section 5: Experience of the curriculum 

Prompts: 

What is your opinion on the curriculum on your course – does it reflect issues of diversity, 

equality and discrimination? Are you able to bring in your perspectives as a black student 
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during lectures or smaller tutorial groups? What do you think can be done to make the 

curriculum more inclusive? 

Section 6: Experience of culture within the institution 

Prompts: 

Can you tell me about any equality policies in your College? If you know of some, what 

impact do you think they have and why? Do you think that the college promote an ethos 

of welcoming for diversity and for Black Minority Ethnic students? 

Section 7: Experiences of attainment 

Prompts: 

Research in the UK has shown that Black Minority Ethnic students are less likely to 

achieve a better qualification relative to white students. Can you talk to me about your 

views on this? Why do you think that is? Tell me how you think this can this be addressed? 

Section 8: Placement experiences 

Prompts: 

Tell me about your practice placements. Were they what you expected?  

Did you experience any of the following barriers or challenges?( Tick box) 

• Difficulty in finding placements/ choice of placements 

• Racism- direct or indirect? 

• Discrimination by staff or service users? 

• Different expectations from other white students 

• Language or communication difficulties? 

• Other (specify) 

Research has shown that Black Minority Ethnic students in social work are more likely 

to fail placement than White students. Can you talk to me about your thoughts on this? 

Are there any measures that could be put in place to support Black Minority Ethnic 

students on placement? 

Section 9: Experiences of complaints structure in the college 

Prompts: 

Can you talk to me about any experiences of racism or discrimination in the college? If 

you have had experiences can you tell me about it? How was it dealt with? If you did 

experience racism or discrimination would you make a complaint? Would you know 

how? Do you trust the college would deal fairly with your complaint?  

Section 10: Experiences of class representation? 

Prompts: 
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Can you tell me about the class representation in your class? Do you know who your class 

or year representative is? Do you feel that your views and experiences are fully 

represented by this rep? Have you any ideas about how you think this could be improved?  

Section 11: Understanding and experiences of Social Care Practice 

Prompts: 

Can you tell me what is your understanding of SCP in an Irish context and what is the 

role of a SCW? Do you think that this is different in your country of origin?  

Section 12: Recommendations  

Prompts: 

If you had three wishes to create a better experience for Black Minority Ethnic social care 

students what would they be? Can you identify any small changes that could assist Black 

Minority Ethnic social care students in higher education?  

Is there anything more you would like to tell me or talk about?  

Section 13: For graduates only 

Prompts: 

As a graduate, are you currently working in social care practice on the SCW grade? 

 Do you plan to study further in this area? 

Do you think there any other questions I should ask students about their experiences? 

As a recent graduate, have you any recommendations to make which might improve 

student experiences of higher education? 
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Appendix G: Eligibility criteria 

As part of my PhD Research in TUDublin I am conducting research on Black Minority 

Ethnic social care student experiences in Ireland. 

 

The eligibility criteria to participate in the study is:  

 

• Black Minority Ethnic students studying social care in higher education 

institutions or Universities in Ireland.  

• Students should self -identify with the terms Black Minority Ethnic 

• Students should be in second, third or final year of their studies or have recently 

graduated (in the last year). 



 

Appendix H: Codebook Phases 

Figure H1: 
Codebook Phase 1 
Data familiarisation and writing familiarisation notes. An example of familiarisation and writing familiarisation notes to integrate contextual 
factors such as coding assumptions, field notes and observations and researcher’s thoughts and ideas before commencing the encoding process. 

 

  



 

Figure H2: 
Codebook Phase 2 
Generating Initial Coding involved deconstructing the data from its original chronology into an initial set of non-hierarchical codes. 

Phase 2 - Systematic data coding 
(open coding) 89 Initial Codes 
Identified in Phase 2 

Code Definitions (rules for inclusion) for Coding 
Consistency 

Interviews 
Coded 

Units of 
Meaning 

Coded 
Academic assignments, writing and communication Ref to academic writing, completing assignments, supports required and 

challenges faced 17 46 

Access schemes Ref to access, springboard or other supports 4 16 
Access to Higher education Ref to how the student accessed HE 13 26 
Accommodation. living conditions and moving 
locations 

Ref to finding accommodation, homelessness, moving to find 
accommodation 6 24 

Adaptation anxiety and stress Ref to anxiety about how they would get to know other students, make 
friends and have someone to sit with 12 14 

Assessment and grade allocation Ref to assessments and grade allocation 14 27 
Black Lives matter Ref to the BLM movement 6 9 
Challenges Ref to challenges to accessing HE 11 38 
Changing or shortening names Ref to changing, shortening or anglicising names 2 6 
College Experience   2 2 

Contributing in class Ref to talking in class, offering opinions, taking part in discussions, asking 
questions 11 40 

Contribution to the class on cultural experiences Ref to students being asked about their different cultural experiences 12 21 
Corona virus Ref to the pandemic 1 2 
Cultural competency   15 35 
Cultural competency on placement   6 12 

Cultural expectations- mixed race Ref to cultural norms and expectations regarding, dating, mixed race 
relationship and children 3 7 

Cultural norms Ref to cultural norms in communicating, behaving, expectations 14 28 
Denial of racism Ref where participants hear denials about racism 3 3 



 

Phase 2 - Systematic data coding 
(open coding) 89 Initial Codes 
Identified in Phase 2 

Code Definitions (rules for inclusion) for Coding 
Consistency 

Interviews 
Coded 

Units of 
Meaning 

Coded 
Direct provision Ref to experiences of students in Direct provision centres and the impact this 

had on their social care studies 8 11 

Discrimination and racism in the class Ref of discrimination and racism in class 18 32 
Discrimination on placement   14 20 

Expectations Ref to whether expectations about Higher education were met Also if the 
student used their degree to progress to SCW 13 27 

Experiences in the class and lecture hall Students experiences in the class and lecture  room 6 8 
Experiences of teaching Ref to experiences of classroom  teaching 14 34 
Experiences of the curriculum Ref to students experiences of the social care curriculum 12 20 
Experiences on placement   19 35 
Failing placements References to BME students failing placement 9 20 
Fear References of fear in the community 2 2 
Fear of Black minority ethnic people Ref to fear of other people 3 10 
Feedback and grading Ref to feedback from lecturers and how it was communicated 19 37 
Feedback on placement References to feedback on placement by supervisor or tutors 8 12 

Financial issues Ref to financial concerns, paying fees, childcare, bills, rent, and supporting 
family 12 26 

Formal interaction Ref to interaction through class activities, groupwork and participation 15 33 

Further education program Ref to Further  education programs - Fetac level 5, 6, 7 in all discipline related 
to social care 13 19 

Groupwork Ref to how groupwork was managed by lecturers 16 51 
Health care assistant Ref to Health care assistant roles as a pathway to Social Care 10 19 
How to talk about race or being Black Ref to how difficult it can be to discuss race or colour 9 26 
Identity Ref to identity and, belonging 7 12 

Informal interaction Ref to the social interaction such as outings, coffee and lunch breaks, going 
out and who to sit with socially 18 48 

Institutional responses to racism Ref to how the institution respond to racism, discrimination 7 12 
Integration Ref to how students tried to integrate into the class group 16 47 



 

Phase 2 - Systematic data coding 
(open coding) 89 Initial Codes 
Identified in Phase 2 

Code Definitions (rules for inclusion) for Coding 
Consistency 

Interviews 
Coded 

Units of 
Meaning 

Coded 
Interaction with class mates References to how the students interacted with other students 16 33 
Journey to Higher education Ref to how students came into HE and into social care 9 11 
Juggling parenting and study Ref to having children, parenting and trying to study and work 13 59 

Knowledge and understanding of Social care work Ref to what the student knew about social care and what they believed Social 
Care practice to be 11 33 

Language competency Ref to language competency, English as a first language, challenges 
associated with language 17 31 

Language competency on placement Ref to communication and language issues on placement 5 13 
Learning environment Ref to how students learn, study and work on assignments 15 52 
Mature students Ref to mature students and interactions 7 10 
Medias portrayal of Black ethnic minorities Ref to what is presented in the media about BME 5 7 
Motivations to study Social Care Ref to why students chose Social care 21 66 
Negative supports Ref to supports that became barriers or were negative 3 5 
Other   1 1 
Placement Students experiences of placement 4 5 
Placement experiences   1 1 
Plagiarism References to plagiarism 4 6 
Positive Supports Ref to helpful supports, resources and people 11 31 
Previous Qualification Ref to any previous qualifications that is not Fetac 11 18 

Principles of Social care in the classroom 
Ref to experiences of basic principles of social care in the class- Respecting 
diversity, anti-oppressive practice, human rights based perspectives, advocacy 
and amplifying voices, inclusion and equality 

14 43 

Progression and attainment Ref to progression and attainment levels 15 34 
Progression from Health care assistant to Social care Ref to progress from HCA to Social Care role 2 2 
Proof reader Ref to the need for a  proof reader 1 2 
Racism, discrimination and microaggressions in 
society 

Ref to the broad experiences of racism, discrimination and microaggressions 
that the participants have 14 46 



 

Phase 2 - Systematic data coding 
(open coding) 89 Initial Codes 
Identified in Phase 2 

Code Definitions (rules for inclusion) for Coding 
Consistency 

Interviews 
Coded 

Units of 
Meaning 

Coded 
Racism, discrimination and microaggressions in 
teaching 

Ref to any exp of racism, discrimination or microaggressions by lecturers or 
tutors 9 12 

Recommendations Responses to question on what recommendations they would make to the 
institution to improve things for BME students 19 50 

Relationship with lecturers and tutors Ref to the relationship with lecturers and tutors 14 36 
Religion and beliefs Ref to religious beliefs, being part of church, volunteering in church 7 15 

Repeating and querying marks Ref to students querying marks or repeating work including  the costs 
associated 3 8 

Representation for BME students   7 10 

Representation in class Ref to class reps and how students experienced or got involved in class 
representation 9 15 

Responses to Racism Ref to how participants responded when they experienced racism, 
discrimination or microaggressions 11 39 

Responsibility Ref to responsibility for children, being on their own, having no support 15 34 
Role models Ref to role models and the presence of BME staff in HE 12 31 
Route to Ireland Ref to how the student migrated to Ireland 16 41 
School experiences   10 27 

Settling in and induction Experiences of the early days of the classroom - induction and getting to 
know other students 13 22 

Sourcing or securing placement References to finding a placement 12 19 

Sticking together Ref to staying with other Black minority ethnic people- including study 
groups, WhatsApp groups etc 12 34 

Stories of other people’s experiences of racism Participants talk about knowing other people experiences in wider society of 
racism and discrimination 8 17 

Supervision on placement References to experiences of supervision or relationship with supervisor on 
placement 12 18 

Supports Ref to supports offered by lecturing staff, other students and wider support 
services 13 42 

Supports and information   7 14 
Susi grant   9 11 



 

Phase 2 - Systematic data coding 
(open coding) 89 Initial Codes 
Identified in Phase 2 

Code Definitions (rules for inclusion) for Coding 
Consistency 

Interviews 
Coded 

Units of 
Meaning 

Coded 
Tasks and role on placement References to task that students were expected to do on placement 12 20 

Trauma Ref to trauma experienced either in country of origin, on route to Ireland or 
as a refugee in Ireland 5 14 

White privilege References to white privilege and power 8 25 
Work ethic Ref to work ethic among BME students 13 25 
Work opportunities Ref to work opportunities for BME students in social care or wider 16 45 

Work permits Ref to the ability of the student to engage in work overall - in particular in the 
care sector 2 3 

 

 

 

  



 

Codebook Phase 3: 
Codebook - Phase 3 - Generating Initial Themes from Coded and Collated data involved merging, renaming, distilling and clustering related coded 
into broader categories of codes to reconstruct the data into a framework that makes sense to further the analysis 

Phase 3 - Generating Initial 
Themes from Coded and Collated 
data (developing categories) 15 
Categories of Codes identified 
from 92 Initial Codes 

Code Definitions (rules for inclusion) for Coding 
Consistency 

Interviews 
Coded 

Units of 
Meaning 

Coded 

Access to Higher education 
Experiences of access programs, SUSI assistance and other supports and 
challenges. Motivations to study social care, understanding of social care and 
expectations of students. 

21 142 

Accommodation. living conditions and moving 
locations 

Ref to finding accommodation, homelessness, moving to find accommodation 10 37 

Challenges, supports and recommendations Ref to recommendations and supports identified for BME students 21 101 

Class experiences 

Exp within the class group of racism, discrimination and microaggressions. Anxiety 
and stress including Induction and settling in, interaction through class activities 
and informal through socialising. Ref to mature students and representation of 
their views in class. Integration and belonging 

21 381 

Cultural norms Ref to cultural norms in communicating, behaving, expectations 14 35 

Experiences of Higher Education Ref to access, teaching and lecturing, class room and working with other students, 
feedback and grading, attainment. Also, ref to social care education 21 100 

How to talk about race or being Black Ref to how difficult it can be to discuss race or colour 10 41 

Lecturing and feedback Exp of interaction with lecturers, groupwork, feedback, grading, plagiarism and 
repeating. Experiences of progression and attainment 21 503 

Placement 
Overall exp of placements including sourcing and securing placements.  Cultural 
and language competency on placement, Relationship with supervisor, task and 
role, feedback and supports 

19 36 

Racism, discrimination and microaggressions in 
society 

Ref to the broad experiences of racism, discrimination and microaggressions that 
the participants have 17 98 

Societal factors Ref to experiences of racism, discrimination and microaggressions in the 
community and responses to racism. White privilege, identity, belonging, Role 21 160 



 

Phase 3 - Generating Initial 
Themes from Coded and Collated 
data (developing categories) 15 
Categories of Codes identified 
from 92 Initial Codes 

Code Definitions (rules for inclusion) for Coding 
Consistency 

Interviews 
Coded 

Units of 
Meaning 

Coded 

models, Media portrayal of BME community, Black lives matter, and fear. How to 
talk about race and colour. Cultural norms and integration 

Supports and information   18 97 
The college experience The experiences of the overall  learning environment 17 89 

Wider experiences and journey to HE 
participant exp before arriving in Ireland, arrival and living in Ireland. Exp of 
primary, secondary school, previous qualification and experience of FE, work 
opportunities. Identified supports and trauma experienced. 

20 161 

Work opportunities Ref to work opportunities for BME students in social care or wider 18 70 
 

 

  



 

Codebook Phase 4: 
Developing and reviewing themes (coding on) involved breaking down the now reorganised categories into more refined sub-categories to better 
understand the meanings embedded therein and organising refined categories into 4 identified broad areas or initial themes. 

Phase 4 - Developing and Reviewing Themes 
(coding on) 15 Categories Mapped to 4 Key 
Domains or Initial Themes 

Code Definitions (rules for inclusion) for Coding Consistency Interview
s Coded 

Units of 
Meaning 

Coded 

Experiences of Higher Education 
Access to, participation and engagement including exp of 
teaching and assessment, progression and attainment. 
Classroom experiences and placement experiences 

21 1278 

Access to HE Journey to higher education, access routes, challenges, 
supports and expectations 21 142 

Challenges Ref to challenges to accessing HE 18 79 

Classroom experiences 

Classroom Experiences 
Induction and settling in 
Interaction with class mates- formal, informal, mature 
students 
Integration 
Representation 
Sticking together 
Work ethic 
Changing names 
Contribution to class 

21 334 

Motivations and understanding of Social Care 
What were the motivating factors for the students to decide 
to study Social care and what was their understanding of 
Social Care practice 

21 95 

Placement 

Placement  
Sourcing and securing placement 
Experiences on placement- integration, racism 
Cultural competency on placement 

21 87 



 

Phase 4 - Developing and Reviewing Themes 
(coding on) 15 Categories Mapped to 4 Key 
Domains or Initial Themes 

Code Definitions (rules for inclusion) for Coding Consistency Interview
s Coded 

Units of 
Meaning 

Coded 
Language competency on placement 
Task and role 
Failing placement 
Feedback and supervision 

Role models Ref to role models and the presence of BME staff in HE 12 32 

Social Care Principles enacted 

How are the basic principles of social care practice that are 
taught in the class, experienced by Black Ethnic Minority 
students. These include advocacy, inclusion, anti-oppressive 
practice,  Human rights based approach and social justice. 

16 47 

Teaching and learning experiences 
Experiences of teaching and learning, curriculum, 
groupwork, relationship with lecturers, feedback and 
grading, assessment, plagiarism and progression 

21 462 

Journey to Higher Education 

The experiences of BME students in engaging in HE. Their 
route to Ireland, primary and secondary school 
experiences, Further education and previous qualifications 
and accessing HE. Challenges of living in Direct Provision, 
homeless services and moving house while juggling 
parenting and home responsibilities and HE 

21 212 

Accommodation, living conditions and moving 
locations 

Ref to finding accommodation, homelessness, moving to find 
accommodation 10 37 

Juggling parenting and study Ref to having children, parenting and trying to study and 
work 15 91 

Route to Ireland Ref to how the student migrated to Ireland 16 42 
School experiences  10 28 

Trauma Ref to trauma experienced either in country of origin, on 
route to Ireland or as a refugee in Ireland 5 14 



 

Phase 4 - Developing and Reviewing Themes 
(coding on) 15 Categories Mapped to 4 Key 
Domains or Initial Themes 

Code Definitions (rules for inclusion) for Coding Consistency Interview
s Coded 

Units of 
Meaning 

Coded 

Structural Racism, white privilege and oppression 

Wider societal experiences of Black Minority Ethnic Social 
care students in Ireland. How Blackness is talked about and 
portrayed in the media. How being Black impacts on 
integration, development of identity and how the students 
integrate their own cultural norms into their lives. Fear of 
being Black, experiences of racism, discrimination and 
microaggressions in the community and society. How Black 
lives Matter movement has impacted on perceptions of 
Black people by whites. White privilege, work opportunities 

21 303 

How to talk about race or being Black Ref to how difficult it can be to discuss race or colour 10 41 
Identity, social bonds and integration Ref to identity and, belonging 16 41 
Racism, discrimination and microaggressions in 
society 

Ref to the broad experiences of racism, discrimination and 
microaggressions that the participants have 19 126 

Work opportunities Ref to work opportunities for BME students in social care or 
wider 18 70 

Supports and recommendations 
Students experiences of barriers, challenges and 
difficulties. Also identified supports and recommendations 
that they have to improve others experiences in the future 

21 151 

Recommendations 
Responses to question on what recommendations they 
would make to the institution to improve things for BME 
students 

19 50 

Supports and information  18 90 
Susi grant  9 11 
 

 

  



 

Codebook Phase 5: 
Defining, Refining and Naming Themes involved conceptually mapping and collapsing categories into a broader thematic framework. 

Phase 5 - Refining, defining, and naming themes (developing a thematic framework) 3 Major 
Themes Refined, Defined and Named in Phase 5 with 15 Elements Associated with the 3 
Themes 

Interviews 
Coded 

Units of 
Meaning 

Coded 

T.4 Individual perspectives and experiences 21 1278 
T.4.1 Participant information 21 142 
T.4.2 Family and relationships 18 79 
T.4.3 Intersectionality 21 334 
T.4.4 Religious and spiritual beliefs 21 95 
T.4.5. Language competence and communication skills 21 87 
T.4.6 Educational experiences 12 32 
T.4.7 Motivations and expectations 16 47 
T.5 Experiences and perspectives on racism discrimination and inequality 21 303 
T.5.1 Terminology and racial literacy 10 41 
T.5.2 Personal experiences of racism, discrimination and microaggressions 16 41 
T.5.3 Impact of structural racism and discrimination 19 126 
T.5.4 Structural racism and discrimination in employment 18 70 
T.6 Experiences and perspectives of higher education and social care 21 212 
T.6.1 Formal teaching and learning environment 10 37 
T.6.2 Informal class environment 15 91 
T.6.3 Placement experiences 16 42 
T.6.4 Intersectional experiences and perspectives in higher education 10 28 

  

 



 

Codebook Phase 6: Example 1 
Example of process of conceptually mapping codes to categories to themes for T5 – Experiences and Perspectives on Racism   

 



 

Codebook Phase 6: Example 2 
Example of conceptually mapping codes, categories and themes and their relatedness to each other as a process during phase 6 analysis and write 
up. 

 

 



 

Codebook Phase 6: Example 3 
Analytical memos were used to conduct a systematic review of the thematic framework developed in phase 5 to analyse, report and ask questions 
of data. Memos were used to reduce the data from a series of coded themes to a series of documents explaining outcomes of analysis retrieval and 
reporting on themes. Later, memos themselves were reduced through editing out overlapping and less important content to cohere findings into a 
cohesive findings chapter. 
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