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Abstract: The debate regarding institutional racism and White privilege within higher education (HE)
remains prevalent, and higher education institutions (HEIs) are not exempt from the racial equality
debate. Youth and Community Work is underpinned by anti-oppressive practice, highlighting a
need to educate informal educators on the structural underpinnings of Race and inequlaity, so that
they can be challenged in practice to bring about social change. For Youth and Community Workers,
this is primarily done through informal education and critical pedagogy. The research aimed to
unearth race inequality within the Youth and Community Work programme at Wrexham Glyndŵr
University (WGU). Critical reflection methodology was used to deconstruct departmental processes
of recruitment, learning and assessment, student voice, and support. Research data was analysed
using thematic analysis, determining three themes: critical consciousness, challenge, and change.
These are discussed within the framework of Critical Race Theory and critical pedagogy. The research
concludes that oppression, and therefore inequality, occurs in the Youth and Community Work
programme. Further reading of issues reported in HEIs across the United Kingdom shows that more
analysis and deconstruction is needed through CRT. Educating informal educators on issues of race
and inequality to raise critical consciousness is one way this can be achieved.
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1. Introduction
1.1. Clarifying Concepts: Racism and White Privilege
When considering the concept of racism, it is useful to explore descriptions of the
phenomenon to attempt to understand some of its connotations. There are varying definitions for racism. It encompasses a complex system that affects people in multiple ways.
Bhui [1] (p. 130) states that:
“Racism can be understood as an inability to accept and acknowledge differences
of race. It might involve the treatment of some people of colour as inferior because they
belong to a particular race, and it is usually used to demonstrate disapproval. Where
racism is present there is an attempt to control and dominate the object that is felt to be
different and separate”.
Khan and Shaheen [2] (p. 5) argue that racism is “perpetrated and experienced as a
denial of human dignity,” and that “for the racist some groups of people simply aren’t
fully human, and so aren’t owed equal moral obligations; nor can they be part of ‘our’
community” [2]. However, racism not only happens on a personal level but also at a
structural level within institutions. Sian [3] discusses definitions of institutional racism,
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arguing that institutional racism is impacted by structural and systemic practices that
directly influence the opportunities available to non-White people. Furthermore, it is
stated that institutional racism links closely to White privilege as it comprises covert
racist values, beliefs, and practices. These impact on, and steer, systemic and institutional
standards, behaviours, and expectations, by upholding the status quo from one particular view; the patriarchal hegemonic hierarchy [3]. According to Hesse [4], institutional
racism can include, but is not limited to, subtle forms of racism that are “hidden, disguised, unacknowledged [and] denied but which [are] consistent in its impact of strategic
effect” [4] (p. 144), therefore influencing institutional and structural environments and
expectations in everyday interactions.
White privilege is a structural arrangement that affords undue advantages to “the
expressions of Whiteness through the maintenance of power, resources, accolades, and
systems of support through formal and informal structures and procedures” [5] (p. 19).
For White people this means the colour of their skin will not impact on the trajectory of
their life, or be something they are conscious of, and therefore they are not aware of racism
experienced by others [6]. Paying attention to White culture and privilege is a missing
link in racial equality [7]. Acknowledging White privilege should lead to accountability,
as it allows for the recognition of unconscious oppression and discrimination towards
non-White people, but also to the challenge of structural oppression that causes racism in
the first place [8]. The failure to explore bias and challenge these results in further defensive
actions and discrimination [9].
1.2. Recognising Institutional Racism and White Privilege
Identifying and challenging the nuances associated with institutional racism and
White privilege is difficult, in that they take place in contrast to the “typical” or public
understanding of racism [10]. These are hard to identify and so harder to call out, challenge,
or dismantle [11]. Such acts of racism may include micro-aggressions; covert acts that
can occur as unintentional and/or intentional systems, behaviours, or actions. This can
lead non-White people to feel isolated, unsupported, dismissed, and lacking in belief of
themselves [12]. The Macpherson Report [13] was seen as a turning point in formally
recognising institutional racism, although Sian [3] argues that the definition provided by
Macpherson [13] negates that racism is caused by systems or structures of oppression, and
is a conflict between individuals of differing ethnic groups [13].
In 2021, the UK Government commissioned a report investigated by the Commission
on Race and Ethnic Disparities [14]. The report stated that institutional racism no longer
exists within the UK and that family structures and social class had a larger impact than race
on how people’s lives turned out [14,15]. The report was highly criticised by academics,
researchers, and race equality charities from across Britain [14,16]. It was argued that
more than twenty years on from the MacPherson Report [13], the problem of institutional
racism still abounds. This was demonstrated by the resurgence of the Black Lives Matters
Movement in 2020 triggered by the murder of George Floyd. The anger and uprising
caused by Floyd’s death spread across the globe to Britain and prompted the current call
for anti-racist movements and the decolonisation of British structures [17].
1.3. Acknowledging Inequalities within Higher Education Institutes
It is argued that HEIs are one of the structures that require further scrutiny [18].
Although race inequality seems to be at the forefront of the current agenda, the focus had
shifted to other protected characteristics and to social and economic forms of oppression in
HE [19]. However, research has shown that racism and racial harassment occur within
HEIs, that there is a lack of diverse staff, including senior leadership teams, as well as
ethnicity pay gaps and Black, Asian, and Ethnic Minority student awarding gaps [20,21].
Arday & Mirza [22] (p. V) assert that “there is little recognition of the role played by
universities in (re)producing racial injustice,” and therefore race needs to be deemed as
a legitimate object of scrutiny in both policy and scholarship [22]. To do this, there is a
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need to accept and confront institutional racism and White privilege within universities [5].
Without critical reflection, this could mean that equality of opportunity for Black, Asian,
and Ethnic Minority groups may be taken for granted, despite statistics showing that only
26% of UK students identified as belonging to these groups in 2019/20 [23], with less than
10% of Black, Asian, and Ethnic Minorities employed as professors within UK HEIs [24].
The Equality and Human Rights Commission [20] report Tackling Racial Harassment:
Universities Challenged prompted a response by Universities UK [21] stating that it is
crucial for leaders within HEIs to recognise issues pertaining to racial inequalities within
their universities. It is argued that institutional racism can be perpetuated within HEIs
in the United Kingdom [21]. In a guide entitled Strengthening Race Equality, Cousins
et al. [12] argued that racial inequality cannot be tolerated in any form within the HE
sector, stating that “ownership, accountability and responsibility” should fall on the institutions and not solely on individuals [12] (p. 3). It should be recognised that the acts of
challenging, dismantling, and deconstructing institutional racism should be a collective
and deliberate effort; inclusive of student and staff input from all levels of the HEI. Using
a whole university approach should enable authentic opportunities for “transformative
action” [12]. A number of recommendations have been made at both a school- and HE-level
to challenge racism at a structural level. These include increasing the diversity of teaching
personnel, increased racial literacy amongst staff, changes to teaching and assessment, and
a curriculum that includes the teaching of colonial history [24,25].
1.4. Informal Education as Transformative Action: Raising Critical Consciousness
In 2010, Youth and Community Work became a degree entry profession in the UK,
and therefore requires completion of an honours degree or postgraduate diploma from
an HEI [26]. Foremost, transformative action is a core principle of Youth and Community
Work, which is regarded as a countervailing force against the reproduction of social inequalities that formal education magnifies [27]. As a people-centred profession working
with young people aged 11–25, Youth and Community Work has a “commitment to diversity, anti-oppressive practice and the provision of relational spaces in which individuals
and groups can think critically about their lives and worlds, in order that they might act
to shape them differently” [28] (p. xvii). Youth and Community Work is underpinned
by the principle of anti-oppressive practice. This involves the recognition that society is
fundamentally unjust, that structural and institutionalised oppression creates inequality,
and therefore there is a need to work towards the equitable distribution of opportunity,
privilege, and wealth across society [29,30]. Developing an understanding of the processes
by which oppression occurs and maintained is key to anti-oppressive practice, and only by
taking a critical stance can these “distortions” be uncovered [31,32].
To bring about transformational action, Youth and Community Work is best described
as a process of informal education; valuing the voluntary relationship between Youth
and Community Worker and young people, promoting association and experiential learning [33], but also, importantly, raising critical consciousness [34] to empower and promote
participation in democratic processes to bring about social change. For Freire [35] (p. 33)
this involves developing our own “critical capacity, curiosity and rigour” as well as that
of the young people or students involved in the process of education. The work is collective, participatory, and inclusive, and involves people in an active educational process to
bring about social justice and critical awareness for transformation and change [33]. This
is translated into Youth and Community Work practice as conversation, empowerment,
participation, critical thinking, and reflection [36], grounded in experiential learning [37].
As anti-oppressive practitioners, critically reflective practice and reflexivity is essential
for self-awareness [29]. The role of the informal education practitioner is “to engage in
dialogue with people and community members to enable critical consciousness to challenge
oppression” [29] (p. 60).
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1.5. Critical Pedagogy and Critical Reflection as Tools for Change
Critical pedagogy is an informal education tool that sets out to facilitate and encourage
critical analysis of the world using dialogue [38]. It serves to transform oppressive relations
of power, humanising and empowering people through teaching and learning [39]. Fundamental to critical pedagogy are Freire’s [34] ideas of conscientisation, raising the critical
consciousness of others through questioning their experiences, and praxis, the element of
creating change or action. The change in epistemology that results from critical consciousness is a process that creates agency and informs action [40]. The process is inherently
political as people connect their experiences with the social and political structures that aid
their discrimination to create liberation and social change [41]. Watts et al. [42] argue that
there are three key elements to critical consciousness: critical reflection, political efficacy,
and critical action. Critical reflection analyses the structural causes of social issues; political
efficacy refers to an awareness of the capacity to effect socio-political change; whilst critical
action involves actions taken to change society that usually sit outside of mainstream
political frameworks [43].
1.6. Raising Critical Consciousness: A Critical Lens
Critical pedagogy is underpinned by critical theory [44]. Critical theory assumes
that power is transmitted and maintained tacitly by dominant ideologies in society for
domination [45] and that any critique of society should lead to action [46]. Foucault’s [47]
concept of power and Gramsci’s [48] theory of hegemony, are tenets of critical theory. For
Foucault, power and knowledge are interrelated so that everyone has, and can, execute
power [49]. Domination is not a natural way of life but the result of hegemonic processes
that need to be explored through critical reflection. By hegemony, Gramsci [48] proposed
a process by which a small social class can maintain control over the majority in society,
a process that can be overturned by organic and traditional intellectuals establishing a
counter-hegemony [50].
Critical Race Theory (CRT) is one such critical theory. Within this research “Race”
is acknowledged as a social construct, born in response to the treatment of Black people
within the American legal system [51]. It is argued that racial categorisation and factors
associated with race are constructed by society [52]. Delgado and Stefancic [51] state that:
“ . . . race and races are products of social thought and relations. Not objective,
inherent or fixed, they correspond to no biological or genetic reality: rather, races are
categories that society invents, manipulates or retires when convenient . . . ” (p. 9).
Delgado and Stefancic [51] discuss ways in which racialised minority groups are
judged, treated, and discriminated against, based on a notion that has been derived by
members who dominate the discourse and benefit from it. It is argued that the impact
of racial categorisation directly affects the systems and opportunities available to these
groups [53].
“Differential racialisation” highlights the way that the hegemonic [48] or dominant
group racialises marginalised people in different ways, and at various times, to suit shifting
societal needs [54] (p. 244), suggesting that social constructions of race can be changed
over time to uphold the status quo. People have been defined by categorisations based
on difference including skin colour. This has resulted in the creation of power, reiterating
that the labels provided were created to uphold and maintain power by the “dominant” or
“superior” group, thus ascribing privilege to White people over non-White people [55–59].
1.7. Educating for Change: Youth Workers as Informal Educators in HEI Settings
As Russo [60,61] argues, to challenge this “ . . . Teachers for social justice need to
explicitly acknowledge that injustice exists in society and that, for various reasons, some
people are more privileged than others” and so, it is not just Youth and Community
Work practitioners, but also Youth and Community Work educators within HEIs that are
required to demonstrate the principles of social justice, democracy, and equity through
informal education and a commitment to anti-oppressive practices. True transformational
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action can happen when work is completed from the bottom up to challenge top-down
approaches [40].
1.8. Creating Learning Environments: Acknowledgment, Reflection, and Action
Cousins et al. [12] argue that there is a growing call for HEIs to not only gather and
generate data, but also transparently highlight racial inequalities to allow for opportunities
to tackle them. It is further stated that HEIs should encourage the development of safe
learning environments that challenge working relationships and systems [12]. The purpose
of CRT is to critically reflect on the taken-for-granted when analysing race, privilege, and
patterns of exclusion [62], and this is required in the context of HEIs, to support them
towards becoming more diverse and inclusive [18]. For Zinga and Styres [63], classrooms
should be safe spaces to reflect on issues of race, oppression, and positionality, but this
requires careful facilitation by educators.
1.9. Research Aims and Rationale
To ensure the Youth and Community Work programme at WGU can work to educate
informal educators on issues of race and inequality; this research aims to unearth and
address oppression in relation to these issues. “To encourage change we need to let go
of the belief that we are inhabiting a level playing field” [12] (p. 19), therefore Youth
and Community Work educators have a role in this process that begins with becoming
critically conscious of structural racism and the impact of White privilege within their
own departments, programmes, and educational practice. This will ensure that Youth
and Community Work practitioners are aware of racial inequality and discrimination to
effectively challenge practice and the structures in which they operate. According to the
Welsh Government [64] only 2.2% of the Wrexham population is recorded as Black, Asian,
and Ethnic Minorities, which suggests a greater need, and challenge, for the institution.
Figures for WGU show that the proportion of students in these groups rose between 2017
and 2019/20 [23], though the percentage remains low (9%) in comparison to 23.6% of
students from across UK HEIs who identify as Black, Asian, and Ethnic Minority [65].
In addition, only 8% of WGU staff sit within this protected group [65], equating to 37
non-White staff compared to 502 White staff employed.
1.9.1. Demographics of the Researchers
The staff team on the Youth and Community Work programme has traditionally been
comprised of White, privileged academics working in the White patriarchal system of HE.
This presented a conundrum, questioning how to create the space for critical pedagogy
and raise critical consciousness in academic roles and the wider profession. Improving
the programme team’s awareness of racism and oppression provides the opportunity to
develop confidence and competence around understanding some of the structural issues
affecting those who are categorised as Black, Asian, and Ethnic Minority groups [20].
In 2020, the programme team expanded to include a team member whose research
is focused on auto-ethnographic and collective narratives of “Mixed-Race” people. The
team member’s own experiences of racism and oppression provide a unique perspective
to discussions around the social constructions of race, offering an opportunity to open
dialogical conversation beyond the traditional White middle class and patriarchal perspective [55,56,66]. This offered the opportunity for an alternative first-hand perspective of a
working-class Black, Asian, and Ethnic Minority experience, in contrast to the White middle
class experience the Youth and Community Work programme team had been immersed in.
The aim being to make these experiences available to “outsiders” raising critical consciousness and creating social change [67] by unearthing and addressing racial oppression and
inequality in the department by developing awareness and understanding [68] so that the
programme team may work towards educating informal educators around these issues.
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1.9.2. Research Objectives
Based on the discussion above, the research objectives were to:

•
•
•

Critically reflect on key processes in the Youth and Community Work programme at
WGU to identify areas of racial oppression and discrimination
Critically reflect on the programme team’s and students’ White privilege and its
impact on oppression and discrimination in educational practice and processes
Identify recommendations to improve the educational practice and processes of the
Youth and Community Work programme, and the university, to challenge race based
oppression and discrimination.

2. Methodology and Method
2.1. Methodology
To address the research aim and objectives, critical reflection was adopted as a qualitative explorative tool to understand the research issue [69] and as a research methodology
for the investigation [70]. Reflection is widely considered as a pedagogical tool to foster learning, critical thinking, and learning from experience [71]. As such, the process
is considered integral to professional practice, particularly for welfare practitioners [29].
As researchers, the participants are also professionally qualified Youth and Community
Workers, hence the importance of reflective practice is three-fold in terms of work with
young people [72] as informal educators [73] and as adult educators [74,75].
Literature highlights the importance of reflective practice in qualitative research [44],
or more specifically, the role of reflexivity in asserting validity and rigour in qualitative
research [76]. There is a general acceptance that reflexivity in research accounts for the researcher’s self-reflection and analysis of their positionality, how this impacts on the research,
and recognising how the research experience might also impact on the researcher [77,78].
The research focused on the analysis of interpretations and perceptions of the participants,
meaning that the knowledge created could not be objective, “indeed there is no knowledge
apart from the researchers’ tools, methods, and languages wherewith the research process
is accomplished” [44].
Tilsen [79] asserts that the social and relational activity or practice of Youth and
Community Work means that it is sympathetic to aspects of constructivism. In terms of
questions of ontology, a relativist perspective is taken, and it is understood that there
are multiple views of reality that are historically and culturally contingent [79]. These
are embedded in either a dominant or marginalized form in linguistic systems. Through
dialogue, these dominant or marginalized “versions of reality” may be reinforced or reconstructed [80]. Gormally and Coburn [81] therefore argue that, in Youth and Community
Work, knowledge is created through social interaction; people act together to create a social
reality; and so, individuals seek to make sense of the world through social interaction.
This links Guba & Lincoln’s [82] paradigm of constructivism and to a transactional and
subjectivist epistemology that this research embraces [83], challenging positivist ideas of
objective knowledge creation [78].
Even though sympathies with constructivism are declared, this research is also informed by Guba & Lincoln’s [82] critical theory paradigm. Whilst critical reflection is
founded in critical pedagogy, critical pedagogy is underpinned by critical theory [44]. Critical theory is a tool for exploration and navigation through multifaceted situations when
challenging the status quo [84]. Theory and theoretical understanding are always subjective;
shaped by our own experiences and the ‘lens’ through which we see the world [85]. Critical
reflection in the critical theory paradigm provides a broader framework for researchers
to undertake critical reflection, allowing them to make connections between individual
experiences of power and the experiences of others. From a Foucauldian perspective, this
is a courageous act as researchers dissect and reject established power structures [49], and
simultaneously unearth where they are implicit in these power structures. Brookfield [74]
emphasises the importance of critical theory in adult education to create a democratic
society and overcome the tacit socio-political assumptions that permeate society. Draw-
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ing on the critical theory paradigm the approach adopted in this research is cognisant
of Mertens’ [86] assertion that four key characteristics ought to inform research in Youth
and Community Work. These are: that research places vital importance on the lives and
experiences of marginalized groups, that research analyses how and why inequality exists and is reflected in power relationships, that research examines the results of social
enquiry on equality and is linked to social and political action, and lastly, that research uses
transformative theories to develop approaches and a theoretical framework [86].
As the epistemology of this research is underpinned by the philosophy that knowledge is socially constructed, it favours the multiple truths, methods, and paradigms of
postmodern thinking [87]. Whilst a rejection of any objective truth may be unhelpful [88],
the reflexive interrogative nature of the research lends value to this approach as the researchers become more aware of their practices and processes [44]. Although reflexivity
has been critiqued by academics as self-indulgent [89,90], or even narcissistic [44], critical
reflection within the postmodern paradigm establishes the space to develop new theory
and thinking [91] with the view to facilitate social change [90].
2.2. Method
The research adopted critical reflection as a qualitative method and methodology to
meet the aims and objectives of the investigation. The model of critical reflection adapted
for the research is from Fook and Gardner [70] who see the process as:
“the unsettling and examination of fundamental (socially dominant and often hidden)
individually held assumptions about the social world in order to enable a reworking of
these, and associated actions, for changed professional practice” [70] (p. 21).
The model has mostly been developed as a pedagogical tool (e.g., [92–94]), but it has
also been shown to have the capacity to bring about meaningful change [95,96].There are
four elements to the model that align with the methodological assumptions underpinning
the research, which are: process, theoretical framework, purpose, and setting [92].
In terms of “process” four digital critical reflection sessions of two hours were held
to ensure that an equal amount of time and analysis was allocated to each of the four
areas of investigation. These were: recruitment and admissions, teaching, learning and
assessment, and student support and student voice. The four areas for investigation were
chosen because they are processes that influence the structure of the programme from the
very start of a student’s journey and are directly influenced by the power inherent in the
academic roles held by the programme team. The participants in these sessions were the
three members of the research team, all of whom identify as women, two of which are
White middle-class women. The third woman in the team is Mixed Race and identifies as a
Brown person.
Critical reflective tools and dialogue were used to re-count and dissect the current
working practices within the Youth and Community Department at WGU. It was assisted
by a set of questions adapted from Fook and Gardner [70] (p. 170) (Appendix A). These
framed the critical reflection in the philosophical foundations of the research methodology
and the “theoretical framework” that influences this model of critical reflection [97], namely
reflective practice, reflexivity, post-modernism, and critical theory. The questioning process
enabled connections to be made between the researchers and their wider socio-political and
cultural contexts to enact social change as the “purpose” of the research, and to develop as
anti-oppressive practitioners. These were consequently adapted to meet the demands of
the research and “setting,” which was a Youth and Community Work programme within a
HEI in the United Kingdom.
A qualitative approach was employed to collect data where critical reflections were
recorded to allow the team to unpick the rich, verbally generated data. Within the qualitative methodology, thematic analysis [98,99] was chosen for its flexible yet grounded
approach. Data was analysed through a thematic analysis [100] of conversations generated
through critical reflection methodology [70]. Recordings of the four critical reflection
sessions were transcribed, and the data underwent Braun & Clarke’s [100] six phases
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of thematic analysis, which included becoming familiar with the data, generating initial
codes, searching for themes, reviewing themes, defining, and naming themes, and then
producing them in the section below. This process of data analysis was chosen to enhance
the credibility and trustworthiness of the qualitative data generated [99]. It is noted that a
hybrid approach to coding and theme development was taken that involved a balance of
deductive coding, derived from the experience of the researchers and existing knowledge of
the topic, and inductive coding, where themes emerged from the participants’ discussions,
hence demonstrating further rigour in the research process [101].
2.3. Delimitations
Hickson [68] asserts that there are different ways to define critical reflection. These
include an interrogation of values and assumptions, an analysis of process and results,
and the inclusion of multiple perspectives. Critical reflection relies on multiple perspectives [102,103]. Brookfield [74] stipulates that critical reflection in education should include
the four perspectives of the student, the educator, the educator’s peers, and a theoretical
framework. This research contains a small range of voices; it is limited to the practices and
processes of the Youth and Community Work department of the researchers’ institution
and does not include the voice of students. Furthermore, the “peer lens” [74] is restricted
to the full-time teaching team, which could be seen to limit the breadth and depth of
analysis. However, the directed, in-depth focused choice of participants creates the space
for reflexivity and reaffirms the validity and rigour of the data collection [104].
Fook [105] identifies the critical reflection model used in this research as a two-stage
process. The first stage entails analysis and exposure if any hidden socio-political and
cultural assumptions are held by the participants. This reflects the four two-hour facilitated
critical reflection sessions that the researchers participated in. For Fook [105], the second
stage involves dialogue and discussion of the exposed assumptions to direct action. This has
partly taken place as the researchers write up the research; however, the time and workload
constraints restricted the capacity for further processing, reflection, and discussion.
It is acknowledged that emotional labour may become apparent when reflecting on
experiences relating to racism and oppression. Sian [3] argues that, for Black, Asian, and
Ethnic Minority staff and students, the psychological strain of being the minority [24] or the
“other” [66,106] in HE cannot be underestimated. Where difference is recognised within
these groups, Mirza [107] (p. 106) argues that the “emotional and psychological costs to
the bearer of that difference” must be acknowledged.
Finally, it is acknowledged that the commitment to praxis as ethical professional
informal educators has the potential to conflict with structural practices and processes
within the HEI where the researchers are employed. As stated by Jeffs and Smith [33],
“informal education and linked methodologies may not engender the smooth operation of
bureaucracies and units” (p. 127). This potential for professional dilemmas in unearthing
assumptions of power and racism in policies that may implicate the institution could
impact on the authenticity of self-reflection and, therefore, the findings of the investigation.
3. Results
The research data generated from critical reflection was transcribed and underwent
Braun & Clarke’s [99] six phases of thematic analysis, which included becoming familiar
with the data, generating initial codes, searching for themes, reviewing themes, defining
and naming themes, and then producing them for discussion. The generated themes that
came from this process were raising critical consciousness, challenge, and change.
3.1. Theme 1—Raising Critical Consciousness on Issues of Race and Inequality
Throughout the research process the team were very aware of the values and principles
of Youth and Community Work and their professional identity as practitioners. Discussions
focused on how these shaped approaches to recruitment, learning and assessment, support,
and student voice specifically in terms of race. One participant stated for example:
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“As Youth and Community Workers our practice, and this programme, should be
anti-oppressive due to the principles of empowerment, participation, inclusion and social
justice. But I think through our reflections we are going to conclude we could do more in
terms of addressing racism and privilege”.
The research data highlighted the theme of critical consciousness and awareness
in terms of the researchers’ perceptions of their own practice and a focus on this for
students. Specifically, this increased critical consciousness raised several binaries in terms
of professional identity as a Youth and Community Worker versus identity as an academic,
education as a process versus education as a product, and social justice versus capitalism.
The process of critical reflection on race, oppression, and White privilege led to an
acknowledgement that
“We know we aren’t perfect, but we are opening ourselves up to be vulnerable to
bring about change”.
“Ignorance is bliss, but it’s the Youth and Community Work course that brings an
awareness about what this all about”.
An area of increased critical consciousness was around power and White privilege for
the academic staff team. Critical reflection focused on professional identity and conflict
between the Youth and Community Worker and the academic. Specifically, as Youth
and Community Workers, the focus is on anti-oppressive practice and redressing the
balance of power through informal education. However, in formal education, power is
afforded to academics, which impacts on decisions to admit students to the programme,
the curriculum content, marking assignments, and whether to give voice or not in the class
room. Individual critical reflection on power and privilege within the team was therefore
essential to ensure that it was not discriminatory towards students, especially those who
are Black and from other Ethnic Minority groups. One of the participants said:
“There is power inherent in our roles, we have both the capacity to bring about
change, but also, the capacity to reinforce the status quo. At the moment the processes and
approaches are not working because whilst our programme is more diverse than others at
the university, it is not inclusive for people from Black and Ethnic Minority groups”.
However, even within the programme team, an unequal distribution of opportunity
and privilege was identified for the Brown participant.
“There is an expectation that universities are places of privilege and are generally not
for people like me. This is due to class, but also due to race. I don’t feel I fit the stereotype
of a White professional or ‘academic.’ If I feel like that, how do the students feel? How do
student’s see me?”
Despite the best intentions of the programme team, there was a critical awareness that:
“We are getting unstuck and doing a disservice to Black people. Everyone comes
under the one category of widening participation, but different approaches are needed for
different groups of people. At the moment there is not equal access”.
Therefore, to redress any oppression and discrimination, further discussion was
needed to analyse any changes that had and could be made to the programme, and the
challenges of upholding a commitment to inclusion and equality.
A further theme brought about from increased critical consciousness was challenges
for educational practice at personal, institutional, and structural levels to address issues
of oppression, specifically in terms of race. The data revealed an ethical commitment to
explore the challenges presented by the increased critical consciousness brought about by
the research process:
“Now we are aware there are issues we have a duty to critically reflect on these further.
By not identifying what the challenges are, and not actioning them, it’s actually worse than
being ignorant to them. This is something we also need to consider when we raise the
critical consciousness of our students around issues for race, for both the White students
but also Black students who are living this on a daily basis”.
“We have an ethical duty to act and support, especially now our own critical consciousness has been raised”.
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3.2. Theme 2—Challenges Faced When Deconstructing Institutional Racism
A number of challenges or barriers were identified for Black, Asian, and Ethnic Minority students in relating to HE processes. Recruitment to the programme was one of
the challenges, and whilst the Youth and Community Work programme is more diverse
than other programmes at the university, it was acknowledged that there was underrepresentation of Black, Asian, and Ethnic Minority students on the course. The data provided
some discussion as to why this was the case, especially in relation to the formal university
recruitment process, the UCAS application process, interviews, and the personal statement
for application.
“Some Black students may not have had positive experiences of formal education
before they get to us. We then expect them to conform to set processes to apply to further
formal education. This is going to be a barrier in itself”.
The team identified where they had already worked to address this, through more
flexibility around entry requirements to the programme, encouraging direct applications,
and focusing on informal conversations and workshops as opposed to interviews:
“We take our own initiative and approach to recruitment. We are Youth Workers and
so we can be a bit maverick, but whatever changes we make at programme level, we are
still constrained by university processes”.
“There is an issue here, where we are trying to stick to our Youth Work values and
principles, but battling with the view that recruitment processes need to be a certain way
in order for the department and the university to be seen as ‘professional.’”
It was argued that the lack of diversity on the programme means more responsibility
to raise the critical consciousness of White students on their White privilege, as well as
supporting students from Black, Asian, and Ethnic Minority groups, which presents a
challenge for learning and teaching.
“Due to the demographic of our course we need to flip the script. Our White students
need to understand oppression and discrimination, but they also need to acknowledge
their White privilege, because they are represented in the majority on this course. They
will also be working with young people and communities from diverse backgrounds”.
One issue identified was the lack of diversity experienced by White students, battling
with colour-blindness or the belief that they do not see race and therefore do not hold racist
views. Furthermore, because of personal experiences of oppression from factors such as
gender, disability, or class, students cannot recognise their privilege. The challenge is to
create learning opportunities in the curriculum to address this, without further alienating
Black, Asian, and Ethnic Minority students in the classroom. The data showed critical
pedagogy can create space in the classroom for these discussions and for challenging
conversations, though this needs to be done carefully and sensitively.
“It’s our role to challenge the experiences of privilege and to have those challenging conversations”.
“We need to create the opportunities for courageous and challenging discussions
with students, using our critical pedagogic approach. This can be about not only creating
experiences from which to learn, but also sharing and reflecting on experiences of others.
It’s our skill as educators to facilitate this”.
“This is one of the things that sets us apart from formal education”.
Examples were discussed relating to planned group activities, resources, and discussions, however:
“For some of the White students this can make them feel really uncomfortable. If
facilitated correctly this can be a good learning opportunity, but for others it is too much.
We have had some White students question their values and beliefs and ultimately leave
the course”.
The research evidenced that learning about race, oppression, and White privilege with
colleagues and students has been beneficial for the White participants:
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“I’ve learnt more about my own White privilege. It’s impacted on me personally and
my view of the world, but also my pedagogy and ability to challenge. I feel more confident
calling out comments, attitudes or behaviour that are essentially racist”.
However, this raised issues of authenticity relating to examples and experiences of
racism shared in the classroom. For the White participants, this was particularly an issue
when discussing racist incidents or experiences of others. For the Mixed-Race participant
the issues are around sharing individual experiences and professional boundaries, the
emotional labour of reliving these with others, and being challenged about the legitimacy
of Critical Race Theory and the concept of White privilege. For the Black students in the
class, the team were mindful how learning about race may impact on their relationships
with other students, could raise critical awareness about their own lived experiences of
racism, and how they should avoid placing any emotional burden on them. Furthermore,
when reflecting on covert and overt racist incidents, alongside conducting reading activities
to support the group reflections, an awareness was triggered that highlighted incidents in
which the Mixed-Race team member recognised that they may have been discriminated
against, without realising it at the time.
“It depends how I’m feeling on the day. Sometimes I’m so emotionally exhausted
by the challenge, and the relieving of experiences I don’t even go there. I know I should
because I have the power in the classroom to make it a learning experience. I’m looking
round the class for someone else that gets it and I don’t want to overly rely on the only
other Black or Brown person in the room. It’s not their responsibility. It’s everyone’s
responsibility”.
A sense of belonging for Black, Asian, and Ethnic Minority staff and students was
highlighted as a further issue relating to the lack of diversity on the programme, and the
university:
“On paper the values of the organisation mirror my personal values and beliefs in
terms of widening participation and inclusion. But the reality is there is no diversity. It is
noticeable when I walk through the door I’m not represented here. If I feel like that, how
do students feel”?
“There’s little representation in the student’s union either, or in other university
departments. If I need support, where do I go? Where do students go? It’s important
that those channels are there and to be heard by someone who understands issues of race
and racism”.
There was also an awareness that any discrimination relating to race was at a structural
level, with one participant stating:
“It’s bigger than us, and it’s really hard to see”.
“It goes way beyond the class room. The class room is the safe space to discuss and
challenge issues of race, but it needs to go to the structural”.
One participant commented that the reflective method of data collection had led to an
awareness of her “institutionalisation,” more specifically how:
“There’s a need to navigate through oppressive systems in the institution. This process
of critical reflection has helped me to see this”.
Here, the data showed discussion particularly focused on assessment practices, student support, and student voice. Traditional forms of student assessment were seen as
oppressive because academic staff have the power to design them, set deadlines, and pass
and fail students, all within a system of university processes, regulations, and timetables.
The process of requesting extensions was found to be disempowering, because students’
must explain and evidence their requests. The data showed how this made the participants
feel uncomfortable, and further discussion led to the conclusion that, for Black, Asian and,
Ethnic Minority students, there was a danger that:
“We think we are empowering people to achieve, but actually are we empowering
Black students to feel good about achieving in a colonial system and succeeding in it”?
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At the same time, formal opportunities for hearing the student voice are determined by
the university to include scheduled Student Voice Forums and structured module feedback
forms at certain points in the year.
“The opportunity for student participation in democratic processes is determined by
the organisation. Its encouraged but on their terms, in their format and in their timetable.
If students don’t fit the structure or don’t have experience of formal meetings are they
going to want to participate? That may be an issue for some Black students who already
have experience of being excluded from participatory and democratic structures, so they
don’t bother”.
3.3. Theme 3—Change: Informal Education as a Tool for Redressing Inequalities in Higher
Education
The research data evidences a focus on transformation and change and a hope that
through Youth and Community Work’s distinct approach to education, some of the challenges outlined in the themes above could be redressed.
“It’s also not just about how we practice as informal educators, it’s about who we are
as individuals. It’s our belief that education should bring about some form of personal
change or transformation. If we can transform someone’s belief about race so that it’s not
oppressive or discriminatory then that has to be a good thing”.
“From an informal education perspective, we want to create change, and we believe
that we can. It’s about working around the barriers to take more holistic and anti-oppressive
approach that focuses on social justice and tackles discrimination again Black, Asian, and
Ethnic Minority people”.
Examples were given of changes that have already been made to challenge oppression
and discrimination based on race. These included a redesigned curriculum that ensures a
focus on anti-oppressive practice from level 3 to level 7; the addition of an International
Youth Work module that focuses on cultural identity and cultural competency; a commitment to decolonising reading lists, the recruitment of a more diverse staff team, and a range
of assessment methods to meet the needs and educational experiences of students. These
changes could be implemented by other programmes. Additionally, a university-wide
project has been developed by the team to engage in conversations to address cultural
oppression and encourage discussion about race amongst all departments and levels within
the HEI.
“I think we have come a long way in the last five years, but there is more that could be
done. It’s about acknowledging the achievements made in the department, and embracing
the fact that others in the institution may see us as radical, but we see that as a good thing”!
Some areas for future development identified by the data include, firstly, a diverse
teaching team of two team members when learning activities and sessions focus on race
and privilege, to balance the emotional load and address issues of authenticity. Secondly,
consideration of more flexible assignment deadlines determined by students. Thirdly,
increased support for Black, Asian and Ethnic Minority students who need to navigate
increased critical consciousness about racial oppression and the discrimination they face
as result of their learning. Finally, the possibility of an outreach education project in the
community with Black, Asian and Ethnic Minority groups. Again, these recommendations
are not limited to the Youth and Community Work programme but could be extended
across the university.
“If we want to make a real change we need to be out in the communities. We need
to be working with diverse groups of people; building relationships, supporting people
to feel empowered and ready to participate in education. Often, they need support to
overcome the external chaos of their lives and barriers caused by the bigger picture. Until
this happens, they are not going to be in a place to come to university and focus on
formal education”.
“We are good at making those personal connections, this is what we do as Youth
Workers, but it’s having the time and the space to do this, and I suppose recognition that
this our role as academics too. Education isn’t about capitalism, it’s about social justice”.
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4. Discussion
By engaging in critical reflection, this research committed to an analysis of the structural causes of racism and a questioning of self through interrogation of ways of doing and
thinking [108] in relation to interpretations of White privilege and departmental processes.
The critical element of this process and its potential for liberation [75,109] enabled the
researchers to adopt “their position as a creature of praxis” [110] to address unintended
oppression and dehumanisation [34]. By engaging in authentic dialogue as equals in the
learning relationship, and listening to others to make sense of them, the educator needs to
let go of their own preconceptions. It is a “humanising speech, one that challenges and
resists domination” [111] (p. 131).
4.1. Theme 1—Raising Critical Consciousness on Issues of Race and Inequality
The theme of critical consciousness was evident throughout the data, both in raising
the researchers’ own critical consciousness in terms of race, oppression, discrimination, and
White privilege, and that of the students on the programme. The reflexive process enabled
critical analysis of positionality in the research, assuring validity and rigour [76] and
self-awareness [44]. Grounded in experiential learning theory [37], the reflective process
evidenced the first stage of critical consciousness [42] by being critically reflective. This
created the space for theory and thinking [94] and praxis in relation to race and privilege
so that the need to create change or action became evident [34]. However, this presented
conflict between ethical professional practice and structural processes, evidencing the
tensions between informal education methodologies and formal institutes [73].
This meant that the research evidences the second stage of critical consciousness,
political efficacy [42], or the awareness of the capacity to effect socio-political change [42]
in relation to challenging racism within the department, across the university, and in the
community. The challenge of enacting structural change was exposed in the findings as
paired binaries. These occurred between the seemingly opposite concepts of Youth and
Community Worker and academic identities, education as a process or product, and social
justice versus capitalism. However, the postmodern thinking underlying critical reflection
allows for such conflicts and contradiction, offering a way to deconstruct hegemonic ideas
and potentially create new theories for change [105]. In particular, the researchers’ roles
as professional Youth and Community Workers and academics both hold elements of
power. According to Gramsci [48], as academics, researchers can serve as the traditional
intellectual, where they are part of the dominant ideology that legitimises knowledge and
power to the few that can access university [112].
Conversely, as Youth and Community Workers, the research team are also organic
intellectuals [48] committed to the political cause of oppressed groups, and, concurrently,
as Youth and Community Work educators in a widening participation university, they
are taking part in a counterhegemony, committed to the socio-political cause of the adults
they teach [113]. Bell et al. [114] highlight the personal and intellectual challenges facing
educators in the classroom when addressing social justice issues. hooks [115] (p. 188) summarises this in asserting that ”fear of losing control in the classroom leads educators to fall
into conventional teaching patterns where power is used destructively”. The distribution
of power, however, was not equal for all members of the research team, and consequently,
students, but was skewed towards those who identified as White.
4.2. Theme 2—Challenges Faced When Deconstructing Institutional Racism
Analysis of the data also raised the theme of challenges, one of which included raising
the critical consciousness of students around their White privilege. The researchers asserted
that initial conversations with students often led to assertions of “reverse racism” and
then to perceived “White victimhood” [6]. This is particularly the case with students who
are overwhelmingly from widening participation groups that have faced other forms of
oppression due to poverty, disability, sexuality, and gender and do not see themselves as
privileged. However, being taught not to see difference results in a failure to explore bias,
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and challenges to this position result in defensive actions [9]. It was therefore identified
that the challenge is to create space in the classroom and in the curriculum for conflict and
emotion [7] so that personal prejudice and structural racism can be deconstructed by both
students and the researchers. The challenge was therefore identified to ensure that the
emotional load [12] was not placed on Black students and the only member of the team
who is not White.
Johnson [116] argues that a primary obstacle preventing an understanding of racism
as a form of systemic oppression is the dominance of the White racial frame [117]. Students’
viewpoints, emotions, and ideologies are rooted in this, shaping actions and thinking
in everyday situations to rationalise racial hierarchy, yet they are often unaware of this.
Bonilla-Silva [118] supports this by stating that students are cautious of discussing race and
use colour-blind frames of reference to minimise the salience of racism, and this presents an
immediate challenge when teaching about race, especially when there is a lack of diversity
in the classroom. Although the Youth and Community Work programmes are more diverse
than others at WGU, McIntosh’s [8] (p. 11) assertion stands that “many, perhaps most,
White students think that racism doesn’t affect them because they are not people of colour.
They do not see ‘Whiteness’ as a racial identity”. Adopting a critical pedagogy therefore
encourages students not only to understand the concept of White privilege but also to
acknowledge their own privilege, undoing the formal educational process of teaching
people not to see the invisible systems that confer racial dominance [8]. To challenge
racism, a pedagogy is required that goes beyond the teaching of concepts to help students
develop competing frames of reference, which do more than critique and promote an
alternative understanding of reality [116]. Making classrooms a safe space where students
and educators can critically reflect on their own positionality is fundamental [63].
The research findings show that the Youth and Community Work programme is in
a unique position in which to achieve this safe space. Gulati-Partee & Potapchuk [7]
recommend creating a container with intentional group norms, exploring accumulated
advantage and disadvantage, and reflecting on White culture. As Bhopal [5] asserts, there
is also a need to move away from a Eurocentric curriculum, which contributes to the
normalisation of Whiteness [119]. At times, the Youth and Community Work programme
is guilty of relying on content that is stale, male, and pale [120], but any work that makes
Whiteness visible must weaken its power [121]. Therefore, through Youth and Community
Work education, adopting a critical pedagogical approach in our own classrooms may be
one such container with which to challenge.
It was acknowledged in the findings however that one of the challenges was in
bringing about change at a structural level, with concerns about institutional processes of
recruitment, learning and assessment, support, and student voice. These are not unique to
one institution but are reflected across all HEIs [22]. The findings denoted that the research
participants have navigated these processes within their programme to bring about greater
equality of opportunity, but there was an awareness of the danger of empowering Black,
Asian, and Ethnic Minority students and staff “to feel good about achieving in a colonial
system and succeeding in it”. Critical analysis of what Butters & Newell [27] (p. 39) term as
“cultural adjustment” is needed here to prevent “making people more like us” [8]. This is
especially pertinent as Young [36] asserts that the purpose of Youth and Community Work
is to support young people’s personal and social development, engaging young people
during adolescence at a point when identity is formed, helping them to question their
identity and role in the world. Supporting young people to explore their racial identity,
creating critical consciousness around structural forms of oppression, and empowering
young people to challenge this, is crucial to Youth and Community Work and, therefore,
the education of Youth and Community Workers.
One tool in which to understand the themes identified in this research, and specifically,
a structural understanding of racial oppression and White privilege in HEIs, is Critical
Race Theory (CRT) [18]. Specifically, an understanding and application of CRT for staff
and students within HEIs can lead to greater awareness of racism in educational settings
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and systematic complexities that further disadvantage Black, Asian, and Ethnic Minority
students [18]. Critical race theorists place race and racism at the heart of the analysis of
inequality, and so it offers a lens for theorizing the educational inequality discovered in
the research to create an educational movement [11]. As anti-oppressive practitioners, the
research team can use the assumptions of CRT to understand the White hegemonic oppressions in curriculum, processes and practice presented in the findings [122]. Even though
these are unintended, the ideologies and discourses that serve White power become entrenched and unjustified racist policies and practices. The CRT lens assumes it is there and
demands action [123]. As with critical theory, Critical Race Theory is critiqued for excessive
subjectivity and abstract theorising, and therefore lacking in scientific rigour [122,124].
However, as informal educators and critical pedagogues, through praxis the research
team will use the research to inform a critical race pedagogy whilst also taking action to
overcome any disclosed inequity in their practice. This will help to embed a commitment
to anti-racist policy and practice, moving beyond recommendations to act [125] and work
towards the education of informal educators around issues of race and oppression.
4.3. Theme 3—Change: Informal Education as Tool for Redressing Inequalities in Higher
Education
Analysis of the data identified a third theme of change, which demonstrates the Watts
et al. [42] final stage of critical consciousness, critical action. The research was able to
identify changes that had already been made to challenge racial oppression and White
privilege within the programme and across the university, as well areas for further critical
action. These include:

•

•

•

•
•

•
•

•

Ongoing individual and collective critical reflection on power and privilege within
the team to navigate binary thinking about professional identity, education, and
social justice
Implementation of changes to the programme to ensure a commitment to inclusion
and equality is upheld; these include changes to recruitment, learning and assessment,
and student voice and support
Ongoing individual and collective critical reflection to explore the challenges this
presents, and to identify changes to practice in educating informal educators around
issues of race and oppression, and specifically around White privilege.
Some areas for future development identified by the data analysis include:
A diverse teaching team of two team members when learning activities and sessions focus race and privilege, to balance the emotional load and address issues
of authenticity.
Consideration of more flexible assignment deadlines determined by the students.
Increased support for Black, Asian, and Ethnic Minority students who need to navigate
increased critical consciousness about racial oppression and the discrimination they
face as result of their learning.
The possibility of an outreach education project in the community with Black, Asian
and Ethnic Minority groups.

Advance HE [24] explores additional measures that can be taken to overcome structural racism within HEIs. Some of these include visible representation of Black, Asian,
and Ethnic Minority staff in all areas; developing robust anti-racist reporting processes for
racial harassment and hate crimes; closing the gap on award, retention, and progression of
Black, Asian, and Ethnic Minority groups; and making changes to curriculum, research,
and reading materials that are representative of contemporary Britain and the diversity of
the UK. Arday [126] (p. 3) suggests that:
“Diversity facilitates a collective challenging of stereotyped preconceptions and encourages critical thinking, in addition to facilitating individuals to be able to communicate
and engage effectively with people of varied backgrounds”.

Educ. Sci. 2021, 11, 410

16 of 21

By meeting the recommendations for change that arise from this study, it is hoped
that the capacity and capability for critical thinking will be enhanced for both staff and
students involved in the programme and across the HE sector.
Fedotora & Nicholaeva [127] discuss the difference between education that can
and should be orientated to radical social change, as per the influences of Freire [34]
and Giroux [128], and new techniques for teaching and learning that fall outside of the
mainstream pedagogies of formal education. To this end, the Youth and Community Work
programme adopts a philosophy of education that incorporates both critical pedagogy as a
theoretical concept, and as an alternative educational practice, to challenge oppression and
encourage and nurture anti-oppressive practice. Smith [38] argues that there is no simple
anti-oppression formula that we can follow; we are in a constant state of trial and error and
radical experimentation. This is reflective of our position on the Youth and Community
Work programmes at WGU as we focus on the education of informal educators around
race and inequality. HEIs must allow space to encourage these changes to happen; we
“must build communities in order to create a climate of openness and rigor” [67] (p. 40).
The research has highlighted that raising the critical consciousness of the team, not only
impacts the lives of students but also the structures and systems used within HEIs.
5. Conclusions
Through critical reflection on key processes, the research has served to unearth and
address hidden inequality in relation to race within the Youth and Community Work
programme at Wrexham Glyndŵr University. This includes acknowledgement of the
programme team and students’ White privilege, its impact on inequality and discrimination
in educational practice and processes, and an understanding that this needs further analysis
and deconstruction through CRT. The research has led to several recommendations for
improving the practice and processes in the Youth and Community Work programme
that could be adopted by others. The project could act as a pilot to create a critically
reflective tool that can be shared to create action plans for deconstructing racism and
oppression across our own institution and beyond. This could, in turn, empower colleagues,
institutions, and students to do the same, so that all students, not just informal educators,
are educated on these issues.
This research concludes that it is vital to challenge the oppressive structures in HEIs
that are facing individuals identifying within Black, Asian and Ethnic Minority groups.
It has highlighted that across our own institution and the Youth and Community Work
programme, it is the responsibility of White staff and students to work alongside Black,
Asian, and Ethnic Minority students to navigate the White-privileged patriarchal hierarchal
systems. Despite these conclusions it is important to note that in no way do the researchers
claim to be experts with a narrow specialist knowledge of Youth and Community Work.
Instead, they are committed to questioning perceived ideas and apparent understandings in the effort to breakdown stereotypes and reductive categories that limit human
thought and communication [129]. Their role in acknowledging racial oppression and
White privilege within the Youth and Community Work programme is, as Carmichael &
Hamilton [130] (p. 12) state, “to ask the right questions, to encourage a new consciousness
and to suggest new forms to express it”.
Author Contributions: All authors contributed to all areas of the research and manuscript. All
authors have read and agreed to the published version of the manuscript.
Funding: This research received no external funding.
Institutional Review Board Statement: Ethical review and approval were waived for this study
because the participants are the authors, in keeping with the methodological framework of critical
reflection. There were no additional participants.
Informed Consent Statement: Informed consent was obtained from all subjects involved in the study.
Data Availability Statement: Data is available from request by emailing the authors directly.

Educ. Sci. 2021, 11, 410

17 of 21

Conflicts of Interest: The authors declare no conflict of interest.

Appendix A
Critical reflection questions used for the research process and taken from Fook and
Gardner [69] (p. 170).
1.

2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.
14.
15.

What does our account of (insert process) imply about our basic ideals or values,
our beliefs about power, our view of ourselves and other people, what we believe
about professionalism?
Are there any gaps or contradictions between what we say we do and what is implied
by what we do?
How do I influence the situation through my presence, my actions, my preconceptions
or assumptions, other people’s perceptions of me, my physical well-being on the day?
How have the tools we used to understand the situation affected what we saw?
How might I have acted differently if I was from a Black, Asian, or Ethnic Minority group?
What does this say about my own biases and preconceptions? How has who I am
affected what I noticed or felt was important?
What might be the perspective of other players in the situation?
Why is mine different?
What perspectives are missing from my account?
What binaries, or “either—or, forced choice” categories have I constructed?
How have I constructed myself, or my professional role, in relation to other people?
What do these indicate about the way I am constructing the situation?
What assumptions are implicit in my account and where do they come from?
How do my personal experience and beliefs from my social context interact in this situation?
What functions (particularly powerful functions) do my beliefs hold?
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