experiences of education.

Why?

The concept of education can mean very
different things for different people. In the
UK, the word ‘education’ is usually used
to refer to formal schooling and training.
Some ESOL students may be highly
qualified, but their skills are not recognised
in the UK, whilst some others may have
limited experiences of education. This is
especially the case for refugees and
asylum seekers, who may have either non-
formal training or a formal education that
has been severely disrupted by conflict or
natural disasters. As a result, their skills
and qualifications can go unrecognised
and undervalued in the UK context.

Exploring the term ‘education’, and
uncovering its various meanings, can be
important for recognising and validating
people’s different experiences or
understanding of learning and training.

It is also important for helping participants
to realise their ambitions and make plans
for the future. Discussion and analysis can
help participants to address the issues that
surround access to education and training
opportunities in the UK. Importantly,
participants’ prior knowledge and skills
should also be highlighted and valued,

as this can be very helpful in developing
strategies to seek out opportunities to
expand them further.

This section seeks to explore issues surrounding the participants’

education, including aspects such as definitions, expectations and

How?
Photographs/pictures

1. Photos or pictures can be a good way
to challenge participants’ perceptions of
what is meant by education and learning.
Start by selecting a number of pictures
that are education related. It is important
that these show education in a variety of
forms and contexts. For example,
pictures of school children, classrooms
and schools in a formal setting need to
be contrasted with informal work-based
training, adult non-formal basic education
groups and informal learning that occurs
in social settings. The context of learning
needs to be emphasised too, and
therefore education-related pictures taken
in developed and developing countries,
as well as pictures of learning in secular
and religious institutions, are needed.
Ideally you will need 10-15 pictures.

Present continuous;

The children are working in a classroom.
The students are sitting under a tree.

The trainer is talking to a group of women.

2. Start by sticking the pictures around
the walls of the room. Then give the
participants the opportunity to circulate
around the room to view all the pictures.
Once they have looked at all the pictures,
ask them to choose the three pictures,
which they feel best represent education.

Questions for discussion:

* What is education?

= What is the difference between education
and training?

« Where does education take place?

= Why is education important?

« When should education start?

« Who is education important for, and why?

= Who should be responsible for education?

« Who makes decisions in education?

« What choices do we make with respect
to education?

= In what ways do these pictures represent
education?

= Do any of these pictures not represent
education?

« What are the benefits of formal education?

= What the benefits of non-formal
education?

« What are the ingredients for quality
education?

o J

3. The participants can then be divided
into small groups of three or four, in
which they explain to each other why
they believe some pictures represent
education better than others.

‘Wh’ questions;

Who is this person?

What is this happening in this picture?
Where are these people?
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4. Then, as a group they should choose
three pictures that they feel best
represent education. The facilitator can
also ask the participants to explain why
they think that some pictures do not
represent education.

5. The facilitator should then ask the
groups to go back to the same pictures
and decide which best represent
learning. Are they the same pictures as
those that represent education for the
group? If there are differences, why is
this? Following on from this each group
should then present their arguments to
the rest of the group and open them to
discussion. This should help participants
to analyse concepts of education and
learning and to recognise that learning
can take place in many contexts and that
education can take many forms.

' )

Questions for action:

* What skills have you gained from your
education that you had not previously
recognised?

* Where do you access learning and training
opportunities that you did not previously
recognise?

* How do you access these educational
experiences?

Timeline

1. A timeline is a useful means of
examining participants’ educational
experiences. This is an activity that can be
completed individually and then followed
up with small group feedback sessions.

If some participants have included
information about less formal learning
activities, then others will be encouraged to
include similar information in their timelines.
The process of working collectively should
lead to a more powerful experience and
produce more discussion.

2. Depending on the resources available,
the graphic could be constructed in a
number of ways. One suggested means
is to stick a number of large sheets of
paper together and then to draw a long

Questions for discussion:

= What is education?

* What is the difference between education
and training?

* Why is education important?

« Who is education important for?

« Which other forms of learning are
important outside formal learning?

« What influences have helped your
education?

« What barriers have you faced in accessing
education?

« Why did you leave school?

« Where have you received further training?

= |s education more important for boys than
girls, or vice versa?

 If so, why?

« How does age affect attitudes towards
education?

* How can education help you?

\. J

line to represent a period of time. This
line needs to be divided into years, so
that time up until the present is covered.
If there are older participants within the
group the line may need to be quite long.
An alternative to using paper might be to
use sticky tape along the floor or wall.

3. Having done this the facilitator can give
the participants coloured pieces of card or
paper to write down different types of
education that they have experienced. For
example; primary, secondary, and higher
education, informal training, valuable life
skills, language learning. It is important at
this stage that the facilitator does not make
any suggestions on what to write on the
card, as it will be interesting to see what
the group perceives as education. The
cards are then placed on the timeline
where they occurred in the participants’
lives. For example, if they started primary
school at the age of 8, then this is where it
goes on the timeline, alternatively if they
started English classes at 47, then the card
will be placed accordingly. Participants can
also vary the size of their cards to show
the length of time that they spent studying
in that particular form of education. This is
important as it highlights the length of time
spent in education.

Past simple;

« | started school when | was ten.

= | left school in 1989.

= | went to secondary school after | finished
primary school.

4. Participants may be given different
coloured cards according to their sex or
age. This can help the group to highlight
inter-generational issues, as well as
differences between men and women,
the value placed on boys and girls’
education, or educational opportunities
for different ethnic groups. The timeline
can be as detailed as the group want to
make it. They can add in other events
that they feel are relevant to education.
This might include feelings such as
frustration and happiness that are born
out of positive and negative experiences
of education.

5. Once the graphic has been completed
there will be opportunities to discuss
what constitutes education and the
influences and barriers to education.

The participants could use this opportunity
to revise their timelines to include informal
learning. They can also look forward to
the future and examine the groups’
aspirations. This might be particularly
empowering for students, who can
collectively develop plans of action that
bring their hopes to life. By also
considering the barriers that have been
faced in the past, they can develop
strategies that prevent others falling into
the same trap. This could lead to further
discussion around educational
achievement in the UK, looking at issues
such as which sex performs best
academically, and the reasons for this,
which is something quite different from
many other countries

Past continuous & past simple;

« | was going to school when the war
started.

* | moved to the UK when | was studying.
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Questions for action:

« Who can help you to access other
education courses?

* Where do you go to register for courses?

« Where can you find out more information
about education courses?

* Who can help you overcome the barriers
to accessing education that you have
identified?

Other ideas and graphics

= A matrix could be used to examine

the varying levels of education within adult
ESOL groups. Often adult ESOL learners
in the same group will have very different
experiences of education and these will
produce divergent attitudes towards it.

By using different coloured cards,
additional material can be added to

the matrix that examines participants’
children’s levels of schooling. This can
help with making inter-generational
comparisons and produce discussion
around the importance of education, ages
for leaving school and the reasons for
this. For example, the need for paid work
or lack of value placed on girls’ education.
This analysis might also provide a good link
into the themes of children’s education
and the family.

= A tree might be a valuable tool to
examine the barriers that participants have
faced in their efforts to access education or
training in the UK. The group could work
individually or collectively. If working as a
group each member could be given an A4
sheet of paper to write or draw symbols to
represent what is needed for them to gain
access to education or training. These
sheets might be placed as the roots, with
the branches being represented by the
perceived benefits of education, whilst

the fruit represent the group’s future
aspirations. Through discussion,
participants will identify barriers that they
face and develop strategies to cope with
these. Another adaptation might be to use
the tree to look at the barriers to having
prior education and qualifications

recognised and valued in the UK and the
impact of this.

= A chapati diagram could be used

for examining the power relations in
education. For example, making
comparisons between western formal
models and more informal learning
circumstances. This can be constructed
by forming two different graphics, one
representing formal models of education
and the other informal learning. The
different graphics can examine who funds
and houses the learning programmes,
who attends them and what the
outcomes of the learning programmes
are. This can help groups to examine
what is perceived as acceptable and valid
education. It could also be used to look
at which subjects are valued more, and
why this is, as well as examining the
perceived ‘masculinity’ and ‘femininity’

of some subjects.

= Mobility maps can be used to depict
the barriers that adults face when trying
to access further education here in the
UK. This might include factors such as
the cost of travel, their working hours,
the time of classes, their immigration
status, the cost of the course, or
childcare. As a group, participants can
share information and develop strategies
to help overcome these barriers to
accessing education and training.

= Education resources could be identified
on a community map. Participants could
use the graphic for identifying informal
places of learning, such as libraries and
community centres, as well as colleges
and schools. Participants may decide that
they want to visit the different education
providers within the community and collect
information about entry requirements,
enrolment and course content. Other
options might include inviting a speaker
from an organisation to come and talk

to the group, or organise a group visit.

Potential action and learning
outcomes

There are a number of issues that may
arise out of the discussion, which the
participants may want to address. Some
participants may want to get recognition
for pre-existing qualifications and skills.
Therefore, they might identify
organisations, such as RETAS (Refugee
Education and Training Advisory Service),
that can help them with re-training. They
can then practise, either telephoning or
writing to them, requesting information
about their courses. This might give rise
to the opportunity to bring real application
forms for courses into the group, giving
authentic reading and writing practice.

Participants may also wish to research
courses within formal educational
institutions that can help them gain
formal qualifications for skills that they
have developed in informal situations.
For example, NVQs in subjects relating
to childcare, housekeeping and social
care skills.

If participants see their lack of language
skills as a barrier to registering for
courses, then they might like to use role-
plays to practise the relevant language
skills. Registering for courses at a college
may involve a certain level of language
skills, and meeting face to face with
someone may be an intimidating
experience. Performing role-plays that
contrast how participants feel when
registering for a course with how they
would like to feel, can give opportunities
for participants to describe and analyse
their feelings, as well as practising the
relevant language skills to help them in
such a situation.
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Potential language outcomes:
Sc/E2.2f If participants have been using pictures or photos What can you see?
there is a lot of opportunity for practising descriptive Who is in the picture?
language and asking questions about the pictures. What are they doing?
What does s/he look like?
Sc/E2.3f At lower levels this may involve giving a short It is a school. There is a smart teacher and some
description of the picture that uses present tenses and small children.
descriptive adjectives.
Sc/L1.3e At higher levels participants may focus more on In the first picture there is a teacher
describing and comparing the different pictures. with some children, whereas in the second there is a
teacher with men and women. The children in the
second picture are older.
Rt/L2/6a If the participants decide that they want to find out Hyperlinks, menus, search engines, filing systems,
more information about training or retraining, they might indexes and contents pages.
wish to use the Internet. Their use of search engines
and ICT texts will be important, as well as practising
using organisational feature systems to locate texts and
information. The skills that they develop here are also
easily transferable to other scenarios.
Rt/E2.1b There are also a range of other potential reading skills,
including obtaining specific information from texts by
scanning for main events or skimming to get the gist.
Rt/E3.9a Further reading skills might deal with relating images
in pictures to print and using the picture to help
identify meaning.
Ww/E1l.1a If participants decide that they wish to apply for Spelling names, ages.
courses, then they have the opportunity to practise
their writing skills when filling in forms. This is the sort
of practise that can take place on a variety of levels.
For low-level students it may be only using and
spelling some personal key words correctly.
Wt/E2.1b At higher levels participants may record more detailed Date of birth, address, nationality.
information and follow conventions around forms. Circling, deleting.
Wt/E3.5a In more advance levels more complex features such
as filling in open responses and additional comments.
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Why?

Budgeting is an essential element in
deciding individual or group priorities.
Looking at budgeting strategies and
methods is therefore important for newly
arrived refugees and asylum seekers. They
often may have to survive on low incomes,
whilst also adapting to a new currency,
different price structures and spending
needs. A budget can help individuals or
groups to plan with the medium or long
term in mind.

By examining individual or household
budgets, which are familiar to participants,
learning and discussion can be made
relevant to participants’ lives. Using a
household budget, with real local prices,
participants can analyse how income and
expenditure decisions are made and their
impact on different family members and
households. This is important when
considering the power dynamics that
surround spending in a family. Furthermore,
budgets hold information about planning
choices and spending patterns.

This sheet seeks to explore some of the issues that surround the
control of money and budgets, as well as allocation of funds and
the impact on individuals and social groups.

Participants may wish to broaden their
analysis. Through examinations of budgets
of organisations that impact upon their
lives, they can gain awareness of the
power dynamics that exist around
spending. Such analysis could give rise to
important discussion around prioritisation
of spending in certain areas and the
impact this has on individuals and different
social groups. This can help groups to
recognise the choices they have regarding
the services they access.

Importantly, through analysis and
discussion of budgets, participants can
strengthen their numeracy and language
skills, whilst also developing valuable life
skills that relate to planning and
identifying potential income sources.

Calculators can be used to demystify
mathematical operations, thus allowing
participants to focus on the meaning behind
numbers without getting caught up in complex
arithmetic functions. They also help to provide
links between computers, arithmetical figures
(+ - + x =), and short cut keys (%).

4 )

How?

The following are suggested graphics
that might be useful for promoting
discussion and analysis of issues that
surround budgeting.

Pie chart

1. A pie chart is an excellent means of
analysing the different ways in which
individuals within a group are spending
their incomes. The first step is to ask the
group to individually consider how they
spend their income. Then, collectively
the participants can make a list of
different areas of spending. Suggested
categories might include; children, food,
travel, education, housing, electricity,
gas, water, entertainment or clothing.

2. Having done this, the participants can
then start creating individual pie charts
that represent their incomes. Participants
start by drawing a large circle. The circle
is then divided up into sections. Each
section will represent a pre-agreed
category, the size of which will reflect the
amount of income that is spent every
month or week on that particular category.
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Vocabulary;
Numbers 1 — 100, cardinals, ordinals,
percentages, approximate numbers.

3. Once the participants have completed
their individual pie charts, they can
present them to the rest of the group.
The facilitator can ask the participants

to explain why they spend more money

on certain areas and which areas they feel
are the most important. The presentations
can then be used as a basis for further
discussion. This could include how much
flexibility and choice there is around
spending, as well as times of the month or
year when participants worry about money.
It also may look at credit and non-financial
inputs such as support from your family or
peers. The facilitator may encourage
comparisons to be made between different
pie charts. The questions below might be
useful for this.

Questions for discussion:
* What are your main sources of income?
* What are your main outgoings?
* How do you prioritise your spending?
« What areas would like to spend more
money on?
« Who controls how your family income
is spent?
* What is a good use of resources? And why?
* What is a bad use of resources? And why?
* How much influence do you have over

the budget? 4 ™\
« Who contributes to / benefits from the Questions for discussion:
family budget? = What social security entitlements do you
« How have spending patterns changed since have?
you arrived in the UK? « When did you receive them?
« How does spending differ according to « How regularly do you receive them?
gender within the group? = How easy / difficult was it to register for
= What factors cause your spending patterns these benefits?
to change? « What were the barriers you faced in
« What services do you pay for in the UK, accessing benefits?
which you did not have to pay for in your « How are you paid your benefits?
country of origin (and vice versa)? (e.g. = What do you think of the benefits system?
childcare, healthcare, education, the * What assistance do you receive in the UK,
number of dependents in a household.) which you did not get in your country of
origin and vice versa? (e.g. childcare,
healthcare, education.)
J . J

4. A pie chart and work around budgets
offers excellent opportunities for groups
to work on numeracy skills. As well as
arithmetic, the group may choose to
look at the concepts of percentages
and division.

5. After discussion participants may

like to create an additional pie-chart that
contrasts the ideal situation with the real.
Separate pie charts might also be created
as a means of analysing family incomes.

-

Questions for action:

« What would you like to change about the
way your income is budgeted?

= How might you save yourself money?

* What have you learnt from the group?

* How might you change your spending
patterns to make them more cost effective?

« Where might you get advice or information
to help you with budgeting / obtaining extra
funds / grants?

* Who might you approach?

River

1. Arriver is a useful tool for exploring the
varied social security entittlements that
different participants have. It can be used
to explore the period of time between
immigrants’ arrivals in the UK until the
present.

2. Participants might work individually,
or as a group, although the experience
of constructing a graphic collectively will
promote more language practice and
lead to a stronger experience.

Adverbs (frequency);

| occasionally buy my children clothes.
| regularly buy cigarettes.

| frequently pay my bills on time.

3. The group should be given pieces of
coloured card or paper to write down
their different sources of income. This
can include money they receive through
social security, for benefits such as child
support and job seekers allowance,
assistance with travel and childcare
costs, free healthcare and education,
as well as money from employment.
Different coloured cards could be used
depending on the immigrant status of
individual participants. This will help to
draw attention to the differences in
entitlements between refugees, asylum
seekers and those with work visas.

Would + infinitive (suggestion);
| would spend more on my children.

| would not spend money on cigarettes.

| would spend less on going out.

4. Participants can draw rocks, waterfalls
or rapids, as visual representations of the
different barriers that they face now, or
have faced in the past, when claiming
different benefits. Positive factors that
have helped them might be marked as
additional tributaries, boats or people.

5. In subsequent discussion participants
can examine the issues that surround the
different entitlements that participants
have, how fair they are and the impact
they have on their budgets.
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Questions for action:

* Where might you get further advice or
information to help you with making benefits
claims?

= Who might you approach for help?

= What actions can you take to make yourself
less reliant on social security?

* What have you learnt from other group
members that might improve your situation?

- J

Other ideas and graphics

= An income/outcome calendar is a useful
means of examining sources of individual,
or family income and expenditure over a
time period. There are opportunities here
to analyse income and spending patterns
according to sex, as well as for using it as
a tool for planning family budgets.

= A chapati diagram provides a good
opportunity for analysing who controls
spending within a family and which
organisations have an impact on
individual spending. This gives a good
opportunity to consider the impact of sex
and age on power relations. It could also
be used to explore the power dynamics
that exist around spending on refugee
and immigration services.

m Participants can use an income/
expenditure tree as a means of analysing
family or individual budgets, as well as for
examining variations in the cost of goods.
It encourages participants to share
information on the cost of goods locally
and through discussion they can explore
reasons for discrepancies in prices, and
consider what causes prices to vary.

= A matrix could be used for examining
both formal and informal budgets.
Possibilities include household, school,
community groups, and local or national
government budgets. By using a matrix,
the group can examine the effects the
budgets have on different groups or
individuals. Participants could also
compare different budgets, as a means
of examining the influences, decision-

making power and links between different
groups, individuals and organisations. It
may be particularly pertinent to examine
budgets from a gender perspective.

= Alternatively, a matrix might be used for
examining different forms of credit and
loans. Analysis can be used to introduce
discussion on people’s reasons for taking
out loans, what interest is, and the
implications of interest on budgets.
Participants might also wish to consider
how they feel when they borrow money,
where they can borrow money from, and
the (dis)advantages of different sources,
as well as the repayment process.

= The facilitator can bring in real budgets
for the group to analyse. These could
come from a variety of sources, but it

is important that they relate to the
participants’ lives. Appropriate budgets
might be budgets for ESOL classes
within an FE college or community
centre, or local government spending
on refugee services. Discussion around
who is involved in producing, approving,
controlling and contributing to the
budget, as well as deciding how it is
allocated, will lead to important analysis.

= Flow charts might be used as a
simplified and more visual means of
illustrating how budgets are allocated.
After discussion the group can add in
additional information about the importance
they attach to the different sources of
spending and compare this to reality of
the allocation.

Action and learning outcomes:

Having analysed family budgets,
participants may decide to examine
different ways of paying for services such
as gas, electricity or council tax. Groups
can consider the benefits and drawbacks
of different methods of paying. For
example, paying more in monthly
installments compared to paying a one
off lump sum, the convenience of using

direct debit, or the drawbacks of having
electricity on card-operated meters. A

useful real life exercise could be created
using forms for setting up a direct debit.

If participants have been examining family
budgets and have been looking for ways
to improve their family income, they may
decide to make a ranking matrix that
looks at different incomes from different
types of work.

If participants have been using income /
expenditure trees, or calendars, then they
may decide to bring pay-slips to the
group. This could provide a valuable
opportunity for participants to look at
issues around tax and National
Insurance. As well as the opportunity to
practise numeracy skills, participants can
also hold discussions around how much
tax is paid, what services it contributes
to, different types of tax, how we benefit
from taxes and how they might influence
the council to provide more relevant and
appropriate services.

Participants may decide that they want

to challenge the public perceptions of
refugees and asylum seekers. In order to
do this effectively they need reliable and
credible statistical information. Participants
can further practice their numeracy skills,
by researching statistics on issues affecting
refugees and asylum seekers. For
example, they may look for information
about numbers in work, their financial
contribution to the UK economy, or the
numbers coming to the UK on working
visas versus refugee numbers. The Home
Office and Refugee Council websites
would be a good source of information.
Such work would provide a good link into
the theme of prejudice and discrimination.

@
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Potential language outcomes:
Rw/E1.3b With discussion around family budgets there is a lot of £9%,€
opportunity for lower level participants to practice Different date formats.
numeracy skills. This might be reading skills that include
recognising digits and understanding the symbols that
go with them.
Sc/El.4a Participants may practise making clear statements of Numbers, dates, times.
fact that use suitable grammar for expressing quantity Some, any, many.
and numbers.
Lr/E1l.2e Listening activities could involve extracting key
information when following instructions around weights,
places and times.
Ww/E1.2b Writing skills at low levels may be practising forming 0,1,2,3,4,5,6,7,8,9
digits.
Ww/E1l.2a Forming letters correctly can also be practised when One, two, three, etc.
writing numbers in their word form.
Sd/E2.1e The process of creating a graphic and the subsequent That’s true.
discussion will lead participants to practise a range | don’t agree.
of skills that require them to interact with other Yes, but ...
speakers. For example, indicating (dis)agreement, What do you think?
asking others for their opinions.
Sd/E2.1d Participants will also practise expressing their own | think....
views and opinions. | believe....
Sd/E3.2b At higher levels participants may use more advanced After you.
language skills, such as demonstrating the turn taking Can | say something?
process. May | come in here?
Sd/E3.19g This could involve more advanced ways of expressing You’re right.
(dis)agreement to other speakers. I’'m not sure.
Maybe, but...
Sd/L1.2a Also participants can use more complicated means of If | was paid more, then | would
introducing opinions and views such as expressing spend more on my children.
hypothetical meaning and probability and possibility. They could spend more on
refugees in London.
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Migration &

displacement

This sheet seeks to examine some of the issues that surround
participants’ decisions to migrate and the effect that migration
and displacement has on their lives.

Why?

The issue of migration and displacement
is an important topic for many ESOL
students. Immigrants may have arrived
in the UK for a variety of reasons; some
participants may have migrated in order
to join up with family members, whilst
others may have married, or come to find
employment, or in search of a better life.
Yet for many refugees and asylum
seekers the reasons are more sensitive.
Many may have been forcibly displaced
due to conflict, war or poverty and
consequently this topic is a sensitive
one, as it may bring up unhappy
memories for those concerned.

Nonetheless the topic is an important
one, which should be addressed. The
process of examining the reasons behind
participants’ migration can be beneficial
on a number of fronts. First, the sharing
of experiences can, in a supportive
atmosphere, be therapeutic in itself.

The experience can also help to foster an
atmosphere of trust and support within
the group. Also, importantly, it can help
participants to produce the language
skills necessary for expressing
themselves on issues around
displacement and migration.

How?

The following are suggested graphics
that might be used to generate
discussion and action around the issues
that affect migration and displacement.

Displacement map

1. Start by asking the participants to state
from which country they came to the UK.
Some groups may like to refer to a real
map, if one is available, to show other
group members where they are from.

2. Having done this, the group can cut
out a shape to represent the UK and
place it on the floor or wall. There is a lot
of scope for creativity here. The group
can decide collectively how it wishes to
represent the country. The map can be
constructed around this initial object and
then later transferred onto paper.

3. The next stage is for the participants
to add circles (or other shapes) that
represent their countries of origin. Initially
these should be made from card or paper
rather than drawn directly onto the paper.

Daily routine:

Carla Dubon - CIWA, Canada

This tool is a great way to learn time and numbers and learn about each
other’s daily activities. We also use this tool to compare gender roles in the
home, monthly routine, strategies and solutions for helping the family work
better together and how to free time for the woman etc.
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This allows the group to easily move the
cards around and to make adjustments.
If there is more than one participant from
the same country in a group, then they
can work together.

Prepositions of time;

| left Vietnam in 1983.

We often travelled at night.

My mother stayed from May until September.

4. The shapes are placed on the paper
at varying distances. These may roughly
correlate to the distance of the
participants’ country of origin to the UK.
The group should collectively agree on
the positioning of each object.

5. Once this has been done, participants
use pieces of string or tape to show their
individual journeys to the UK. Different
colours can be used to identify different
types of transport. Participants may also
want to add additional information about
the length of their journey and the
number of people they travelled with.
The group can discuss other types of
information that it would like to add.

" N\

Questions for discussion:

* Where is your home country?

« What caused you to want to leave your
country of origin?

« Why did you come to the UK?

« How did you reach the UK?

« How long did your journey take?

* What barriers did you face on your journey?

« How did you overcome the barriers that
you faced?

* How has your situation changed since
arriving in the UK?

* What barriers did you face entering the UK?

4 )

Country names,
adjectives and people;

Pakistan Pakistani Pakistani

Algeria Algerian Algerian

Serbia Serbian Serb

Sudan Sudanese Sudanese
. J
4 ™\

Questions for action:

« Who else might be interested in hearing your
story?

* Who might be influenced by your story?

* How could you use your story to influence
others?

« How could you share it with different people?

- J

6. When the map is complete, the
participants take turns to present their
journey to the rest of the group,
describing the route they took, the
methods of transport and their travelling
companions, etc. Another interesting
follow up to this activity could be to
compare the group’s displacement map
with one in an atlas.

\. S

River

1. For this particular graphic it is
suggested that the participants should
work individually. The first step is for
participants to consider which factors
influenced their decision to leave their
country of origin. These should be added
to the start of the river to represent the
tributaries.

2. The participants should then use the
rest of the river to depict their journey
from their country of origin to their current
location in the UK, with their arrival being
represented as the mouth of the river.
They should include important events
that occurred during their journey. These
might be the barriers that they faced,
which could be either written or drawn
as natural barriers such as waterfalls and
whirlpools, or manmade barriers like a
dam. Other features, such as additional
tributaries or people, could be used to
represent more positive events.

3. Once the graphics are complete, the
facilitator can ask participants to split into
small groups, and to make presentations
of their journeys to the rest of the group.
The above questions might be useful in
helping to promote discussion.

Questions for discussion:

« Why did you leave your country of origin?

* How did you travel to the UK?

* Who helped you?

* What barriers did you face in trying to
reach the UK?

* How did you feel when you left your
country of origin?

« How did you feel when you arrived in the
UK?

» What effect did leaving have on your
family?

* What forms of transport did you use on
your journey?

Past simple;

| travelled for 3 weeks.

| arrived in the UK at Heathrow.
My journey started in Iraq.

Other ideas and graphics

= A chapati diagram might be used as a
means of analysing the power relations
that surrounded the decision to migrate.
There may also be links into power
relations that exist within the family,
providing a good link between the two
themes of family and migration and
displacement. Issues in participants’
country of origin, such as economic,
social and political climates, as well as
restrictions on travel between the UK and
other countries could be discussed.

= A tree could be a useful tool for
analysing the reasons why participants
left their country of origin and the effects
that migration has had on their family.
The causes of migration can be
represented in the roots, whilst the
branches are the effects.

= Personal life story pictures could be
drawn to represent the experience of
migrating to the UK. These could be
followed up either by presentations or
short written texts that explain the
drawings’ content.
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Because/due to;

« | travelled to the UK due to the problems
at home.

* We left home because we didn’t support
the government.

Questions for action:

* Who else might be interested in hearing
your story?

* Who might be influenced by your story?

« How could you use your story to influence
others?

« How could you share it with different
people?

m Participants might be asked to bring
photographs, articles, or brochures about
their country of origin. These could provide
a valuable source for discussion. They
could be used to help participants tell
stories of their lives in their home country.
If the group has access to a camera,
photographs might be used as a means
of documenting their life in the UK.

Action and learning outcomes:

A group might decide that it wishes to
dispel myths about refugees and asylum
seekers and to consider ways that this
might be done. If the group has been
working with photographs they might
decide to hold an exhibition or create

a display to put up in their college or
community centre. These could be
accompanied by written texts. Graphics
such as maps and rivers produced by
the group could also be included.

Such an exhibition could be
accompanied by talks in which
participants tell people about their lives
prior to arrival in the UK. The location for
such talks will depend on the levels of
confidence of the participants. For some,
talking to members of another class
might be appropriate. Whilst others may
want to take their talks outside the
classroom and speak at local schools or
other events to educate the wider public.

Another potential action could involve
participants writing to local or national
newspapers to educate the public about
their experiences, or writing to an MP to
request support and assistance for an
asylum application. Responses to such
letters could then be brought into the
class and used for reading practice.
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Potential language outcomes:

Sc/L1.3c

The nature of this particular theme means that there is
a lot of scope for discussion of past events. At higher
levels this gives participants the opportunity to use a
range of past tenses to narrate their past experiences
of migration.

We had tried to leave when it was dark.
The night was quiet. | was carrying a heavy bag
and my small son.

Sc/E3.4a

At lower levels there are also opportunities to use
tenses relating to events in the past when making
statements of fact.

| fell il when | was on the boat.
| have lived in the UK for 5 years.

Sc/E2.3c

As lower level groups start to build up short personal
accounts of events there will also be opportunities to
practise using time markers to structure their
narrative account.

| left Morocco ten years ago. First, | took a boat,
then | travelled by car.

Wt/L2.3a

If participants decide that they want to write a letter to
their local MP or councillor, then there are opportunities
to practise a range of writing skills. At high levels this
might include choosing different types of paragraph
structure and linguistic features to aid sequencing and
coherence, so that their letters are more persuasive.

Ww/E3.1a
Ww/E2.1a

At lower levels, participants who choose to write a letter
may want to focus more on the importance of accuracy
of spelling.

Ww/E3.2a
Ww/E2.2a

There will also be opportunities for the facilitator to
stress the importance of legible handwriting.

Ws/E2.3a

Correct punctuation is another area that will be
important when trying to create a good impression.

Rw/E1.3a

Groups may choose to examine their rights as asylum
seekers and refugees in more detail. Therefore, they
may want to bring leaflets published by government
or refugee organisations into class to use for reading
comprehensions. A range of reading skills might be
practised depending on the participants’ levels. New
learners may initially like to focus on relatively simple
tasks such as identifying the letters of the alphabet in
upper and lower cases.

Leaflets and the Internet will be important.

Rt/E3.7a

Rw/L1.2a

More proficient learners prefer to scan different parts
of texts to locate information.

Advanced learners can seek to recognise and
understand the different vocabulary associated with
different types of text.

Specialist vocabulary relating to, migration and
displacement as well as computers and Internet.

REFLECT ESOL | RESOURCE PACK SECTION TWO




Why?

Arriving in an alien environment without
the traditional support networks of
family and friends can have a hugely
disempowering impact on people’s lives.
When this is coupled with poor language
skills the impact is even greater. Getting
to know the local community is vitally
important for new arrivals, and the
process of sharing knowledge of it

can be of great value to participants.

Finding one’s way around the local
community is likely to be one of the first
tasks that newly arrived refugees, asylum
seekers and immigrants face. Whilst
many participants, will have some
knowledge of the area in which they
live, this is likely to limited. Through

the process of discussing the local
community and analysing the issues
that affect it, participants share their
knowledge, and are better equipped

to participate more actively in the

wider community.

It is important to consider the dynamics
of group when working with this topic.
The sense of community and belonging
within a group will vary, depending on
whether it is meeting in a FE college, or
in a community outreach centre. Some
tools are better suited for analysing
issues that affect the local area, whilst
others are more effective for examining
what participants feel is meant by the
term community.

address these issues and bring improvements to their lives.

How?

These suggested graphics might be used
to analyse the local community and the
issues that affect it.

Community map

1. This graphic may work well early on
with a group, as it provides a means for
the participants to find out more about
each other without revealing information
that is too sensitive. Participants can
become aware of fellow group members
that live close to them and this can
provide a valuable source of support and
encouragement.

Prepositions of place;

| get my benefits at the post office.
| play football in the park.

My flat is on an estate.

2. To start with participants, either
collectively or in small groups, discuss
how they get to class and the distance
they travel. As a group they need to
agree on different symbols to represent
the type of transport that they use.

3. Using the meeting place as the centre
of the graphic they start to construct a
map of the local area. Rather than drawing
straight onto paper, it is suggested that
either string or tape on the floor might be
used to represent routes of travel as this
can be easily moved. Different coloured
string could be used to identify individual
participants or methods of travel.

This sheet seeks to examine some of the issues that may affect participants’
lives in their local community and for the group to consider strategies to

Questions for discussion:

* Where do you live now?

« How do you reach the college/community
centre where you attend ESOL classes.

« What difficulties/benefits are there
regarding travel in your area?

* What is good/bad about the surrounding
area?

« Which services do you use most regularly
in the area?

* Where do you go to access these
services?

* How easy is it to find out information and
access these services?

« Which do you think are the most important
and why?

= Which places do you go to for help and
which places do you visit to relax?

* What does community mean to you?

« How different do you think the sense of
community is in the UK compared to in
your home country?

. J

The mapping process should be done
through a process of negotiation, with
everyone being encouraged to participate.
One means of encouraging this, with the
added benefit of it being less chaotic,
might be for participants to go either
individually, or in pairs, if they come from
the same area. Agreement should be
reached on the direction of the routes,
the names of roads and the number of
buses, etc.
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4. Once the participants have mapped
out their routes to where the ESOL
groups meet, they should also add in
important landmarks. These could be
drawn or written onto a card.

5. Next the facilitator can ask the group
which places in the area that provide a
service are most important to them.
These should be marked onto the map
too. If more than one person in the group
uses a particular service or place then
this could be noted on the piece of card
representing it.

6. When complete, the houses of all the
participants and facilitator, as well as the
routes and services that are used by
participants, should be marked onto the
map. The above questions might be used
to promote discussion. Following analysis
of the situation, it is important to then
consider what actions might be taken to
promote change. The below questions
for action may be useful for this.

f )

Comparisons between past
and present time;

In England | live in a city.

In Pakistan | lived in a village.

Questions for action:

« What have you learnt from the discussion
that is of use of you?

* What areas or issues would like to change?

« Who might help you to bring about these
changes?

« What can you do as a group / individually
to tackle these problems?

* Where might you go to get more
information?

There might be a number of possible
opportunities to build upon a community
map graphic with a group in future
sessions. For example a map could be

used to look at particular types of service
that are available in the local area.
Housing, health or education services
within the community might be explored.

“| started by asking the students
to think about which services were
important to them in their
neighbourhood. | also produced
some supporting materials that
were designed to encourage
discussion. Initially the students
were unsure what was expected
of them, but they soon caught on
and this stage was, | felt,
successful. It resulted in the
students producing a list of places
that were important in their eyes.
The areas that were flagged up
were Banks and Post Offices, and
money. This influenced the topics
that my colleague taught the group
in her classes. | also taught some
more traditional lessons alongside
Reflect-based ones, which
introduced adjectives and verbs
to discuss their neighbourhood.

There were a number of language
outcomes that came out of the
exercise. These included relevant
vocabulary and spelling, simple
prepositions of place and
infinitives of purpose.

The students have more recently
started drawing together the work
we have been doing through writing
and presenting short descriptions of
their neighbourhood. | intend that
the students will then practice
dialogues for settings that they see
as being important. The aim of all

of this is to increase confidence,
fluency and accuracy for each
student depending on his or her
needs in terms of language and life.”

Kay Rodbourn — Bristol City College

Matrix

1. As a group the participants may decide
that they wish to examine some of the
problems within the area. These might
include issues such as crime and anti-
social behaviour, fly-tipping and litter,
racism, lack of integration, and domestic
or sexual violence.

Conditional (if + would);
If the park was tidy, | would use it more.
If someone listened to me, | would complain

2. These can then be written down on
pieces of card and placed upon the
vertical axis of a matrix.

3. Having identified problems they might
want to refer back to a community map,
if one has already been created, to
identify the specific areas where these
problems are occurring.

4 N\

Adjectival order;

My street is run down and old.

The community is friendly, new and mainly
South Asian.

The community centre is modern and large.

Questions for discussion:

« What are you (un)happy about in the area?

« Which areas of the community do these
problems occur in?

« What times of day do these problems
occur?

* What causes these problems?

* Who are the community leaders in your
area?

« Are they male or female, young or old?

« How representative of ethnic groups in the
area are they?

* Which services within your area are
(in)effective?

« What are the reasons for services being
(in)effective?

* How do these problems differ from the
type of issues that were faced in your
country of origin?

REFLECT ESOL
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4. Then across the horizontal axis the
participants add a number of columns. The
content of these should be negotiated by
the participants. A suggestion for the first
column is for the group to rank the
importance of each problem. If each
participant ranks the problems individually,
a group consensus can be reached by
totting up the individual scores. Further
columns might look at what the group
would like the situation to be, what might
be done to achieve this and, who to
approach for help. This provides a good
means of looking at issues and thinking
about practical actions that might be taken
to address them.

e N

Questions for action:

* How important is the issue to you?

« Who might you approach to solve these
problems?

* What organisations exist within the
community that might want to address the
problem?

* What knowledge is there within the group
that could be used to tackle the problem?

« Where can you go to get more information
about it?

« What actions might you be able to take
either individually or as a group?

Other ideas and graphics

= The participants might have the
opportunity to leave the classroom and
take photographs of important services
and areas within their community. These
might be added onto a community map or
used to make up a storyboard of the area.
The group could then use the photos
along with their own text, to create either
group or individual representations of the
area. Analysis of photos and looking at
different ways in which people interpret
them may also provide interesting insights
into the community.

= Chapati diagrams might be used

to examine the power of different
organisations and individuals in the area
that affect the lives of the participants.

= Maps might be used to explore issues
around mobility. They can look at different
transport options. Problems and
difficulties that people experience around
transport might be explored.

= Timelines might be used to look at
different members’ arrival in the area. Are
their experiences affected by gender, age,
religion, or ethnicity and how easy is it to
integrate into British society. There is also
potential for interesting discussion around
the power dynamics of choices made by
participants when selecting the area they
have settled in. Those that have been in
the area for longer will be able to share
their knowledge with others with less
experience.

= A brainstorming activity would be an
interesting way for participants to explore
what constitutes a community. The
facilitator can ask participants to write
down what they see as the important
ingredients for a community, thinking
about physical as well as social elements.
Participants should be given the
opportunity to explain their choices, and
this can be followed up with discussion.
The group could then go on to form a
ranking matrix to identify the factors that
they felt were most important.

Potential action & learning
outcomes

Having analysed some of the issues the
group may decide that it wishes to take
some further action. There may be a desire
to communicate with the local community
or organisations in the area on issues they
have identified. For example, they may
wish to link up with local organisations to
hold talks or workshops in local schools in
order to counter racism. Another possibility
is to invite local representatives to attend a
group in order to talk to the participants
about issues in the area. The group can
prepare questions to ask the visitor.

Further action on issues in the
community might include participants
writing to their local councillors or MP to
ask them for their support in action. This
may mean that the participants need to
go away and practice using research
skills; first, to find out who these people
are and second, how to get their contact
details. This might mean having a
homework activity or class trip to visit a
local library to find out information, and
then e-mailing or writing to an MP or
councillor. Some group members might
want to go to a monthly MP’s or
councillor’s surgery. Participants could
prepare questions as a group and role-
play scenarios first in class. If the group
is happy with a particular service in the
area then they may wish to write to local
representatives and recommend that that
particular service is replicated elsewhere.

The participants may be relatively new to
the area and feel that they do not have
enough information. Therefore, they may
decide to conduct some research to find
out more about the area’s history and the
services within the area. There are a range
of places that they can access
information, ranging from local community
organisations and the internet, to
conducting interviews with local people,
and visiting citizens’ advice bureaus and
tourist information centres. This is an
excellent way to take the classroom
outside into the community, as well as
tying in with one of the other themes in
this booklet, accessing information.

If a group has been focusing on the
guestion of what makes a community,
then they may wish to approach local
community leaders with suggested ways
of developing community spirit. The
group could draw up a charter containing
suggested activities to develop a sense
of community participation. For example,
greater consultation with residents on
community planning, or organising

local events.
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