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Abstract

This study aims to examine the influence of migration on education and career trajectories of refugees in Canada from a quantitative intersectional approach using validated questionnaires and semi-structured interviews. Two groups of participants underwent a 14-week programming; from September 2016 to December 2016, and January 2017 to April 2017. Altogether, 41 participants completed the education program. Data was collected using both qualitative interviews and quantitatively validated questionnaires at the entry, midpoint and exit point of the programming. Our findings suggested that a supportive educational model which promotes self-esteem and a sense of belonging is a necessary step to combat the structural racism, sexism and other discriminatory factors in accessing higher education.
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Introduction

Refugees resettled in Canada are provided with services to access housing, medical care, and material supports. However, such civic entitlements do not automatically translate to a sense of belonging.
 Rather, for resettled refugees, belonging is continuously negotiated through affective encounters with others and pre-existing intersectional hierarchies within host-countries that greatly affect their accessibility to crucial services such as education.
 Everyday experiences of racial-cultural discrimination and tacit racializations within official refugee resettlement policy, impose barriers through which the processes of belonging for refugees are negatively effected. Although there are commonalities in the difficulties related to resettlement for refugees, their experiences of social inclusion and social mobility varies across race, gender, class, ability, and age positionality. Despite some attention that has been given to the difficulties they experience in accessing social inclusion, careers and education in host Canada, an intersectional perspective becomes instructive in understanding how gender, race, class, and age impacts on how refugees integrate and access some of the available services. This article considers that the gendered racialization of refugees, both in policy and public discourse, impacts the everyday experiences of refugees resettled in Canada. The racisms that are experienced by racialized women refugees who are resettled in Canada are often interwoven with assumptions of deficiency – specifically when it comes to their career paths and education. 

This paper will focus primarily on the education and career paths of refugees from an intersectional approach using validated questionnaires and semi-structured interviews among refugee newcomers to Canada, in order to identify some of the existing barriers to advancement. It specifically aims at examining the influence of race, gender, class, and age on post-secondary education and career trajectories of refugees in Canada. For the purpose of this research, two separate cohorts of participants underwent a 14-week education program, over two semesters. The education programming was meant to bridge the gap in education and career paths of the refugees and through participation promote their social integration. In line with these goals, the paper sets out to answer the following research questions:
(1.) 
How can an intersectional analyses help us understand the barriers faced by refugees in accessing higher education?
(2.)
How to support racialized and gendered refugees access higher education and promote a sense of belonging in the process?
(3.) 
Are age and gaps in formal education determining factors in refugees’ quest for post-secondary education and if so, what steps can be taken to mitigate their impact?
Refugees’ education and careers in host countries
Ordinarily, newly-arrived refugees have stronger educational aspirations due “to a number of factors related to perceived and real differences between educational systems in Canada compared to the war-torn home countries or refugee camps”.
 Unfortunately, barriers exist which could pose serious hindrance to such aspirations. First of all, integration of refugees in a new environment is often a gradual process, and their education should be a critical part of the process. The right to education for refugees is also clearly enshrined in 1951 Refugee Convention and Human Rights Laws. It has been discovered that “education enables refugees to gain knowledge and skills as well as forging social networks and connections, which are important to find employment and for integration in society”.
 Aside from this, education can provide the platform for psychological recovery, and can serve as a healing process for refugees. To further support this view, a book titled ‘Life after War: Education as a Healing Process for Refugee and War-Affected Children’, published by the Government of Manitoba
 suggests that inclusive and positive experiences can substantially contribute to the integration and healing process of refugees. Nonetheless, multiple and interconnected factors act as barriers to refugees’ education and social integration in general.

Little in the existing literature has dealt with the problems often encountered by refugees in getting their foreign academic credentials and work experiences recognized in their host countries. In fact, a good number of refugees arrive in their host countries unprepared for the demands in general and paper requirements for post-secondary education in particular. These problems encountered by refugees in getting their prior education valued and accepted is also racialized and discriminatory. The report prepared by the Canadian Council of Refugees on systemic racism and discrimination in Canadian refugee and immigration policies claims that “people who are trained in Western scientific or knowledge systems in the South are not given the same recognition as if they were trained in the North. People who are trained within nonwestern educational world views or scientific traditions experience great difficulties in gaining recognition for their training and skills”.
 Consequently, newly arrived refugees might feel demotivated and show little or no interest in pursuing their post-secondary education.

The plight of Syrian refugees, for instance, is so dire, as the armed conflict saw the massive destruction of residential houses and institutions such as schools, organizations and monuments. When the opportunity of post-secondary education arises, refugees are usually confused and unable to prove academic prerequisites. Although, very few colleges may understand their plight and give refugees the option of taking written assessments in lieu of providing their previous academic records, this process is usually not common in developed countries. On the other hand, the relatively huge financial demands in accessing post-secondary education pose a major threat to the realization of refugees’ post-secondary educational goals. A study conducted by Zhang & Palameta
 reveal that, “adults who go back to school are largely already in favorable economic circumstances, and many people who appear to have the greatest need to improve their economic prospects are not participating in adult education”. Newcomers without financial resources often find scholarships and academic grants quite difficult to secure. However, many refugees choose to engage in full or part-time jobs in order to be able to sponsor themselves in school. Unfortunately, jobs are not readily available commensurate with their skills due to the non-recognition of refugees’ education and/or work experience. Another factor that hinders refugees’ ability to secure admission to schools and/or employment has to do with their status in their host country. It takes time for a refugee to be granted ‘refugee status’, and subsequently, study or work permits. If they do not meet ‘status’ requirements in their host community, it makes it difficult for them to pursue education. Furthermore, Garrette suggests that: 
Undocumented immigrants and refugees awaiting asylum find it hard to get access to social services. Lacking legal status blocks immigrant and refugee families from seeking assistance…Instead, they hide and try to become “invisible” so that they do not run into trouble with the immigration authorities. This, in turn, makes them vulnerable to exploitation and extreme poverty.

Many refugees show interest in pursuing their post-secondary education in the host country to have a better life for themselves and their families. Some have set goals and hope that they would be able to continue their education that would increase the opportunities. According to Hannah, “an Iraqi refugee reported that from the day he arrived in Australia, he had wanted to apply to university, having previously studied medicine in Iraq before being imprisoned and tortured for his political activities”.
 It is difficult to specifically pin-point reasons why some refugees show great interest in pursuing their education and others do not, despite the fact that they often face related barriers as newcomers; one should not underestimate the information needs of refugees. This statement is corroborated by the finding of Badibanga, which suggests that lack of information on scholarships and lack of interest are basically two reasons why refugees do not choose to pursue their education or training.
 Again, Hirano observed that “the dearth of research exploring refugees in higher education may be explained by the small number of refugees that pursue education at that level”.
 
In addition, refugee access and motivation to pursue higher education might be affected by their gender, race, age and gap in formal education. Refugees, depending on their positionalities, need reliable and accurate information and individualized guidance on how to navigate their way into post-secondary education. Despite the crucial role of education in social mobility and inclusion of refugees in host countries, research indicates that only one percent of the worldwide refugee population is able to access higher education in comparison to 35 percent of the rest of the population.
 Furthermore, Jupp & Luckey noted that “the experiences of refugee students and their families have left them uncertain of their abilities and ill equipped to cope with the complexities of education and work options in a modern Western society”.
 In order to meet the informational needs of refugees in relation to post-secondary education, it becomes imperative for host countries to develop education support programs, which would be aimed at helping refugees to identify their career options, access and prepare them for their post-secondary education. A holistic and interconnected process is necessary to create a sense of belonging among refugees and address their multilayered identities (e.g. refugee, women, colour, and age, roles such as - wives, husbands, and daughters). 
Access to education from an intersectional perspective
Intersectionality is a term coined by Kimberly Crenshaw, an American civil rights advocate, to highlight the interconnection of different social identities and systems of oppression and domination – such as race, class, gender, sexual orientation, and culture – which co-constitute the experience of individuals in society.
 According to Crenshaw, racism, sexism, homophobia, xenophobia, Islamophobia and other forms of social oppression and inequalities within a society historically intersect with one another and are mutually co-constituted. Therefore, when analyzing a particular issue such as class, racial, or gendered barriers to education access, one must not relegate the multi-dimensional experiences of individuals within an either/or one-category analyses thereby ignoring the ways in which factors intersect.
 Looking at the interconnected nature of gender, race, age and class will provide a perspective to the historical-contemporary material processes that facilitate migration and resettlement experience, including the unique barriers to career and educational goals experienced by refugees. The refugee resettlement experience – mental health, access to higher education, among other serviced – cannot be analyzed separately from significant historical moments such as colonialism, the transnational institutions of slavery, and war. The difficulties experienced by racialized, gendered and poor refugees are not only local-individualized issues but they are connected with the broader geo-political, racial, and economic processes.
 Therefore, refugeeness and the knowledge that is produced around refugeeness should be analyzed intersectionaly in official policy documents, public discourse, and at the individual level to better identify the intersection of barriers affecting career and educational trajectories during resettlement. 
Gender and Race 

Until the 1960’s, but persisting through Bill-C31 amendment to the Immigrant and Refugee Protection Act, the Canadian government laws and practices imposed on refugees and immigrants to control immigration were explicitly racist and discriminatory.
 Historical and contemporary examples are not rare to find, the first federal Chinese Exclusion Act in 1885 which imposed a head tax on Chinese immigrants, based on this law more than $22 million were collected in head tax payments from Chinese immigrants from 1886 to 1923; the agreement between Canada and Japan, which is known as the “gentlemen’s agreement” in 1907 attempted to limit emigration of Japanese to Canada to 400 persons a year, “during the Second World War, 22,000 Japanese Canadians were expelled from within a hundred miles of the Pacific, thousands were detained, and at the end of the war, repatriation to Japan was encouraged. 4,000 people left, two thirds of them Canadian citizens”.
 During 19th and 20th Century immigration of persons of African origin were actively discouraged, in 1911 entry was denied to black peoples, their labour was officially devalued while eastern Europeans, viewed as hard-workers, were sent to labour intensive industries such as forestry and mining in Southern Ontario. In 1960 with the introduction of the point system, race ceased to be an official indicator for refugee and immigration policies. However, the racist and discriminatory aspects of previous system are still being reinforced through policies such as the Bill C-31 Immigration and Refugee Protection Act, the Balanced Refugee Reform Act, the Marine Transportation Security Act, and the Department of Citizenship and Immigration Act.
 In 2012 the amendment to Bill C-31 allotted new powers to the immigration minister to determine without council and human right experts deliberation which countries are deemed ‘safe’ for refugee and immigrant. In addition to official racialized policies, being able to legally enter Canada, does not necessarily translate into belonging and inclusion.
The contemporary formations of exclusion and inclusion in host countries such as Canada are grounded in a discourse ‘centered on whiteness as the normative mode of belonging’.
 The concept of ‘whiteness’ as it is used here does not relate to physical characteristic merely, but seen as a subjectivity/consciousness that is shared by the descendants of European settlers in a settler-colonial land such as Canada and is often represented in the institutions of governance through socio-cultural, political, and economic dominance.
 It was European settlers who invaded Canada and dispossessed the original inhabitants of this land and created dominant political institutions that worked systematically to erase indigenous peoples, their culture and language. Therefore, when we speak about refugee resettlement we cannot forgo the fact that there is an inherent hierarchy of power in Canada, which stems from it being a settler colonial country. These inherent hierarchies of power, defines belonging and fuels assumptions of innate difference and deficiency that are attached to non-white populations. Which means that contemporary immigration policies in Canada are, similarly, deliberately designed in a way which demands that new refugees conform to cultural and linguistic norms of whiteness.
 Because such assumptions of white sovereignty are continually present and normalized in Canada, it is important to look at problems faced by refugees in all aspects of their resettlement from an intersectional perspective. 

When it comes to the intersection of gender, race and class, OECD/EU indicators show that the labor market outcomes of specific groups of humanitarian migrants (e.g. the very low-skilled, women or older refugees) is comparatively low.
 In fact, poor women of color refugees have significantly worse labor market outcomes, especially in the short to medium run.
 This is corroborated by the findings of Tastsoglou and Preston that suggest that “immigrant women are also less likely to participate in the labor market than immigrant men”.
 The sexism and gender stereotypes that exists in both migrant and the host culture combined with lack of resources, self-esteem, gendered house-hold practices, and lack of familial support may result in women experiencing difficulties accessing higher education or coping with the competitive learning environment in post-secondary education. Refugee women of colour who are resettling in Canada also might find themselves caught up in the intersection of racism and sexism which promotes assumptions of lack and deficiency – specifically when it comes to their career paths and education. This may consequently affect women’s passion and self-esteem for post-secondary education in host country. 
The Age Factor

Little research has been carried out on the effect of age on learning in schools. For instance, the Organization for Economic Co-operation and Development suggest that older immigrants often experience difficulties in reading and in particular, learning a new language, and that “immigrant students who arrived at the age of 12 or older – and have spent at most four years in their new country – lag farther behind students in the same grade in reading proficiency than immigrants who arrived at younger ages”.
 It is usually assumed that older population shows low interest in learning. In support of this notion, Banerjee and Verma discovered that “cognitive ability has been found to diminish somewhat with age, so post-migration education may be more difficult to achieve for older immigrants than younger immigrants”.
 This is corroborated by the Canadian Council for Refugees, which states categorically that older refugees are confronted with series of learning difficulties and gap in education.
 On the other hand, both young and adult refugees often battle post-traumatic stress disorder (PTSD), which also affect their cognitive ability and can demotivate them in the pursuit of post-secondary education. Nonetheless, it has been discovered that “schools can play a very important role in helping refugee and war-affected learners in healing and improving their psychosocial well-being”.
 
Older refugee students often struggle to connect with teachers because they come with no English and limited formal or interrupted schooling, coupled with post-traumatic stress disorder, low self-esteem and a poor outlook on life, when compared with younger refugee students.
 The burden is probably more on older refugees, with the latter sometimes being confused on whether to pursue post-secondary education, or in many cases, to settle with low-paying jobs in order to make ends meet. Usually, due to financial difficulties adult refugees would naturally consider going to the labor market to find jobs that would enable them to provide for their family members, as well as look after themselves. Age is a critical factor to refugees’ integration in their new environment. Banerjee and Verma 
concluded that “age is known to be negatively related to adults’ participation in education”. 
Furthermore, older refugee students might not find it easy to relate with peers, most of whom may be younger in comparison to them, coupled with the fact of differences in cultural background. These interactions may invoke expectations for refugees to adjust to the culture of their host communities. In addition, the age factor plays a role in refugees’ decision on the choice of career path. Pabalinas Jr., Teves & Teves observe that students’ choice of career could be influenced by socio-demographic factors like age, gender and occupation of the parents.
 For instance, older refugees may not likely choose career paths that require longer years of studying at the post-secondary level. Again, due to financial constraints, many refugees often opt to combine work with schooling, and hence, they prefer to choose careers that are flexible and usually not demanding. 
Methodology
Sample and Sampling Techniques

A research steering committee consisting of representatives from ORGANIZATION NAME REDACTED FOR BLIND REVIEW (including staff and clients), GBC, and CAMH informed every stage of the research process. For the study, validated questionnaires were utilized to measure the impact of migration on respondents’ career and education in Canada. Two cohorts of participants took part in education pilot programming over a period of 14 weeks that aligned with the semester system at George Brown College. The first cohort was implemented from September 2016 to December 2016, and the second cohort was; from January 2017 to April 2017. Participants were provided with transit tokens at every program session to support their travel each time and necessary resource materials for the classes
Cohort 1 and 2
19 participants were selected from the population of refugees, who are clients of the Canadian Centre for Victims of Torture (ORGANIZATION NAME REDACTED FOR BLIND REVIEW), Toronto, Canada. However, 18 participants completed the pilot programming classes. 67% of the sample were females, while 33% were males. Most of these participants were clients of the Canadian Centre for the Victims of Torture (ORGANIZATION NAME REDACTED FOR BLIND REVIEW) at the time of the research, and have spent between one month and 5years in Canada. The refugees were from diverse countries like Syria, Afghanistan, Pakistan, Iraq, Somalia, Eritrea, Uganda, Sri Lanka, United Arab Emirate (UAE), Lebanon, Egypt, Nigeria and Vietnam. Hence, they were all people of colour. The ages of the subjects ranged from 18 to 59 years, while the mean age being 29 years. Virtually all the participants had completed High School in their home countries. Five of the participants already possessed Bachelor and/or Master’s degrees from their countries of origin, while 13 of them had either completed high school or were close to completion, before arriving in Canada. Among the participants were those whose status in Canada was refugee claimants, conventional refugees, protected persons, permanent residents and some had become Canadian citizens.

In the second cohort, 24 participants were involved. Most of them were clients of the Canadian Centre for Victims of Torture (ORGANIZATION NAME REDACTED FOR BLIND REVIEW) in Toronto, Canada, but there were some referred from other community agencies who were survivors of trauma or torture. One of the participant dropped out from the program on account of being admitted to George Brown College in Toronto, for her pre-nursing program. Therefore, 23 participants completed the 14 weeks program in the second cohort. 57% of the sample were males, while 43% were females. The participants had spent between two months and 15 years in Canada. The participants were from Syria, Ethiopia, Uganda, Kenya, Burundi, Lebanon, Nigeria, Sudan, Eritrea, Jordan, Somalia and Afghanistan. Their ages ranged from 20 to 40 years. The mean age being 29 years. Among the sample were participants who had the status as a refugee claimant, conventional refugees, protected persons, permanent residents and Canadian citizens. Also, some of the participants had some college/university education, while very few had completed their Bachelor’s degree in home country. 
Altogether, the two pilot cohort’s included 41 participants, comprising of 22 females and 19 males. On the whole, 16 participants had completed High School, while 25 of the participants had university degrees, which they obtained from their respective home countries.
Research Phases

Our research consisted of three phases.  Phase one of the research focused on identifying the barriers refugees faced accessing higher education. Taking the racialized and gendered experiences of refugees from phase one into account, phase two of the research was spent designing a pilot program that used an anti-oppressive lens, and strength based perspective and an inclusive framework.
 This pilot program content and process was not only designed to address the sense of loneliness and loss of social support refugees experience,  but included awareness of discrimination, racism  and/or sexism, ageism within policies themselves, and ways to address it. The research team, including researchers, practitioners, and activists work from an anti-oppressive frame and understand the structural, economic, racial, social, and gendered disadvantage that refugees face and its alienating effects that can deepen the refugees’ feelings of not belonging. Hence, the implementation of the pilot program in Phase three evaluated the running a supportive and inclusive workshop for marginalized refugees grounded within an anti-oppressive framework. The success of this workshop has been evaluated based on promoting a sense of belonging and inclusivity as well as creating a safe environment in which racialized and gendered refugees would feel empowered, motivated and supported.
Data Analysis
Data collected from the questionnaires were analyzed using Analysis of Variance – One-Way ANOVA in SPSS Statistics version 22, from which the mean and standard deviation (SD) for each phase of the survey (entry-point, mid-point and exit-point) were obtained. From the ANOVA table and Post hoc test, eta squared (η²) size effects were calculated. 

Data collected from the in-depth interviews was also transcribed and a thorough analysis was conducted first through open coding to detect the emergent dimensions in the data. Research assistants and members of the investigator team then coded overlapping subsets of the data in order to generate a preliminary codebook, which was then refined through group discussion and further review of the transcripts. The research assistants and the research coordinator then coded all of the transcripts utilizing the codebook agreed upon by the group. Following this stage, axial coding allowed for the induction and deduction of themes based on the codes generated during the open coding stage as well as the patterns and categories evident in the data. Finally, analytic memos were utilized throughout the analysis.
 NVivo 11, which is a data analysis software was used with the coding of the transcripts. Also, Post hoc comparison using the Tukey HSD test was carried out to check for the mean difference and to find out whether there is a significant difference between the entry-point and mid-point; and between entry-point and exit-point of each of the instrument, at 0.05 level of significance.
Findings

Grounded within an anti-oppressive framework, the program developed through research which was designed to create access to higher education for racialized and gendered refugees’ while combatting the structural and social systems of racism, sexism and ageism by promoting a sense of belonging and self-esteem in them. The data collected was aimed to evaluate the success of the supportive program by looking into specific categories such as self-esteem, hopefulness, life satisfaction, and sense of community on three different points in the program; entry, midway and exit point. 
Our data analysis indicates that there was a significant effect of 0.09 on the self-esteem of our participants between entry-point and exit points with small to medium size improvement on the other important factors such as self-worth, sense of belonging, and life satisfaction. This growth was also clearly identified in the semi-structured interviews. When asked whether the participants have noticed any changes in themselves, 39 out of 41 participants answered ‘yes’ and only two mentioned ‘no’. When asked ‘has the program helped you to understand how to pursue and achieve your goals with respect to post-
secondary education?’ a total 38 of 41 participants’ answer was a clear ‘yes’. Coinciding, 60% of participants mentioned that their goals or plans changed positively since the beginning of the program.
Table 1 (below) indicates the overall mean scores for community participation and self-esteem. The statistical analyses indicate that community participation and self-esteem 
of the participants, improved over time, as participants attended the educational support program. During the mid-point interview, one of the participants; Ms. AA, commented on the effects of the educational support program on self-esteem, communication and social skills:

I started communicating with people, and smiling to strangers (laugh). My networking has improved. Before, I had only three friends, but now, I have many. I talk more, and talk more in class also. I learnt more about myself, that I am more interactive and funny. My self-esteem is higher now, though, I still get nervous sometimes with people.
	Instrument
	Entry-Point mean 
	Mid-Point mean


	Exit-Point mean 


	P


	F


	Effect Size (η²)



	Self-Esteem
	18.66 
	21.68
	21.90 
	.004
	5.910
	0.09

	Life Satisfaction
	48.65
	53.90
	51.22
	.201
	1.625
	0.03

	Community Participation
	34.32 
	36.00
	36.66
	.109
	2.257
	0.04

	PsyCap - Efficacy
	28.05
	27.54
	28.34
	.732
	0.313
	0.01

	PsyCap - Hope
	27.39
	27.10
	28.49
	.528
	0.642
	0.01

	PsyCap - Optimism
	24.15
	25.41
	25.90
	.337
	1.097
	0.02


Table 1: Entry, Mid & Exit Points Evaluation of Education Support Program, p < 0.05; N = 41
A high level of satisfaction was also shown by refugees with the pilot program as they demonstrated a higher self esteem and clear vision of their plans and goals that they would like to pursue in post-secondary education. These clear plans and motivations were attributed to the availability of a strong nurturing support system in the program. Participants verbalized that they have noticed positive changes in themselves, as they had grown to be more ‘confident and self-motivated’ in life;
 ‘I’ve become [a] more positive [person]. ‘the program matured me in a sense that [I’ve come to] know my learning abilities’. I’ve come to know that there are many beautiful things deep inside me that I can unleash and live a very productive life’. “at the beginning of the program […] I was not sure what route to take […] but the program [has] enabled me to focus, to believe [studying] human rights is realistic, its very fundamental […]. If it [wasn’t for] this program, I would never be at George brown college anyway. So, [now] I feel I can go to school, I can pursue my career, I can do much much more [...]. I am actually so inspired. I feel like [I’ve become] close to more professors. [They are] much better people that those I’ve been expose to [before]. And, I intend to focus on human rights […]. Because eI feel I’ve gone through what other Refugees are going through; I know, I know how they feel, I know what they’re thinking […] I know how to stand [up] for them. I know what they face. So, I think I’m in a better position of advocacy”.
Another participant mentioned that:

I found everyone [who was] running this program to be very nice, caring, and supportive. They were understanding of my situation, especially when things were happening in my life outside of the classroom. They supported me, advocated for me and were there for me when I needed them. I am so touched by [the] kindness they showed me.

As mentioned earlier, altogether 41 participants completed the Education Program. At the mid-point and exit-point interviews, all of the participants agreed that they had noticed changes in themselves as a result of participating in the program, and that the program had helped them to: understand the Canadian educational system, particularly programs offered at colleges and universities; identify their skills; and gained the ability/knowledge to successfully navigate post-secondary education in Canada. The program included various self and career exploration activities including personality dimensions, multiple intelligences, career navigation skills and tools and learning styles. These self-exploratory activities allowed participants to understand themselves (self-discovery), recognize their strengths and passions and discover the best way they learn. In fact, responses from most of the participants, irrespective of their backgrounds, suggest that their level of confidence had changed for the better since they started attending the education program. One of the participants; Ms. KH, responded as follow:
Yes, my plans have changed since the beginning of the program. I have been trying to narrow down what program to study. I want to choose between Early Childhood Education and Community Work. I like working with kids. So, I think Early Childhood Education is good for me.

Some of the participants felt optimistic about war ending in their home country and expressed hope to return once peace returns. Some participants wanted to acquire post-secondary education in Canada, with the hope to use it back home, where they planned to help individuals, who are victims of torture, discrimination and human rights abuse. When asked if the education program had helped them to understand how to pursue and achieve their goals with respect to post-secondary education, 38 out of 41 participants said ‘yes’. For instance, a participant; Ms. AA responded as follows:

I am now clear on the career I want to pursue. It’s nursing. I am 100% sure I want to study nursing. It will be useful if I go back to my country eventually. I have gotten more facts on nursing and the pay (laugh). If I return to my country, I will be useful.

Another participant, Ms. NAR also said that her plans had now changed since first arriving in Canada, and that she will now prefer to study Para-Legal courses, despite having a background in Political Science from her home country. All these responses attest to the fact that passion, labor market demands and remuneration, all dictate refugees’ career decisions in host country. Passion has been found out to improve self-esteem and boost self-confidence, hope, optimism and resilience (see Table 1). At the time of the exit-point evaluation of the participants, the mean scores for self-esteem, psychological capital – efficacy (confidence), hope, optimism and resilience, as well as, satisfaction with life and community integration, show some improvements from the entry-point evaluation (see Table 1). In particular, observable and noticeable (medium) effect size was evident in self-esteem data, as the effect size ((η²) is 0.09. Post-hoc comparisons using the Tukey HSD test indicated that the mean score (18.66) for entry-point was significantly different from mid-point (21.68) and exit-point (21.90) for self-esteem, at the 0.05 level of significance. 
In this research, we found that even though the engagement by the participants in the beginning was low, they began to show more enthusiasm as they started doing self-exploratory activities in the program pertaining to their own values, desires, skills, strengths, personality and setting goals for themselves. During this process some gained more clarity as to their next steps while for others it confirmed what they already knew.  The program also provided them with tangible ways to pursue their next steps towards post-secondary education in Canada. Another factor that is critical to increasing a student’s own sense of academic ability and value is teacher-student interactions, specifically the encouragement and support provided through those contacts. This is an important finding since students who lack confidence in their ability to succeed may also lack willingness to engage in their courses.
 Similarly, feelings of intimidation and inadequacy may prohibit students from fully participating in class.
 Meanwhile, students who sense that their instructors care about them also have demonstrated increased levels of engagement in their courses, resulting in student success and retention.
 

From the interviews conducted, a number of participants indicated that they sometimes experience difficulties concentrating in class. Research has found that fleeing to safety does not necessarily lead to a reduction in stress for refugees.
 Many researchers have attributed refugees’ ongoing stress levels to previous exposure to traumatic events.
 It is likely that these factors may reduce their engagement in learning in the host country. However, at the commencement of the educational support program, they were quite hopeful that their passion for education would pick-up. As suggested by Herbert combating apathy or aversion requires that one develops consistent hopefulness and optimism. 39 out of 41 participants noted that they have noticed changes in themselves as a result of participating in the program.
 According to one of the participants; Ms. YA:

I feel good about myself. I like education. I was in High School but could not grab things. But this program has helped me. I left school for long and also, my marital problems all have huge impact on me. Now, I am eager to learn. Education adds to beauty you know.
Discussion

How can an intersectional analyses help us understand the barriers faced by refugees in accessing higher education?

Having an intersectional perspective in identifying the barriers faced by refugees in phase one of our research helped us in understanding of how patriarchal gender relations embedded both in refugees and the host country intersecting with inherently racist settler colonial structures in the host country create a racialized and gendered refugee subject, who tends to be seen as either absolutely passive and needy or is dangerous and securitized.
 In addition, combination of orientalism/racism and patriarchy work to create a gendered and racialized representations of refugee women of colour leading to their isolation and ‘othering’ in the host society. These racialized and gendered representations not only silences refugees but make them invisible, particularly racialized women, but isolates them within the host society, creating a sense of worthlessness and non-belonging. It negatively impacts feelings of self-confidence and the likelihood for individuals to feel secure accessing post-secondary education or achieving life-goals. Therefore, it is much harder for racialized and gendered refugees to find the internal courage or external supporting community to pursue higher education. 
How to support racialized and gendered refugees access higher education and promote a sense of belonging in the process?
Our team consisting of researchers and activists working within anti-oppressive frame work designed the pilot program with an understanding of structural, social and financial factors negatively impacting racialized and gendered refugees in their pursuit of higher education and their sense of belonging and self-esteem in general. Research indicates that personal connections and support based educational models have a better impact on the success rate of impoverished racialized women in general and refugees in particular.
 An educational model, similar to the pilot program ran in our research, illustrates that personal connection, trust building, and creating a sense of belonging among population who do not necessarily feel belonged or cared for in a society can increase self-esteem and communication skills, both crucial skills in pursuing higher education. Many of the participants on our research project have mentioned that personal connection and having someone care about them and their success played a major role in promoting a sense of self-worth and confidence in them.  
The interviews conducted in the exit points with the participants demonstrated a sense of belonging and inclusion among the people in the classroom. Some participants also spoke about the way the instructor made them feel when they always checked in with them and others about things in their life, their feelings and their specific needs and about how the instructors carefully listened to their responses. It can be deduced that communication skills and self-esteem dictate the likelihood of refugees to taking proactive steps towards pursuing their post-secondary education in host country.
Is age a determinant factor in refugees’ quest for post-secondary education?

The ages of the participants range from 17 to 59 and from 20 to 40 in cohorts one and two respectively. All of them aspire to go back to College/University, and acquire more skills. In fact, 22 of the participants are more than 25 years of age. One of the participants said that her hope became alive as she started attending the education support program, and that it was never too late for her to pursue her post-secondary education. The education support program helped to build the self-esteem, community interaction, efficacy (confidence), hope, optimism and resilience of the participants, as shown in Table 1. These indicators have effects on refugees’ passion and determination for post-secondary education. Rather than the age factor, participants felt that language would pose more of a challenge to them in relation to accessing post-secondary education in host country, although, the findings of Banerjee and Verma suggest that a negative relationship exist between age at migration and post-migration education.
 According to Banerjee and Verma,
 “immigrants arriving early in their careers may have lower opportunity costs and greater incentive to invest in higher education”. However, from this paper’s point of view, not being able to understand and communicate well affects refugees’ confidence. Again, participants who have no study permit, refugee status or permanent residence wonder how their educational and career goals could be achieved. Not having the necessary documentation poses serious hindrance to refugees’ education and career goals. Furthermore, the cost of post-secondary education in Canada also poses a significant barrier, particularly when there exists no supporting guidance on how to access grants, bursaries, and other means of financial support. 
Conclusion
As shown in this paper a quantitative intersectional approach is necessary to understand the salient factors that trigger the educational and career decisions of refugees in Canada. These factors which are included but not limited to race, gender, and age intersect in varied ways which require identification in order to make policy proposals that may address the individualized needs of refugees in Canada. Through a 14-week long education program, over two semesters, 2 cohort of refugees have participated in the pilot education programming which meant to bridge the gap in education and career paths of the refugees and through participation promote their social integration. The findings suggested that a supportive educational mode which promotes self-esteem and a sense of belonging is necessary to help combat the myriad structural, financial, and intersectional factors negatively effecting access to higher education and the pursuit of educational-career goals.
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