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 SHS - Brief history
 
School–Home Support (SHS) was established in 1984, in a single school in east London 
where Bridget Cramp, an ex-Education Welfare Ocer, Terry Farrell, Head of Year 7 
and Peter Andrews, Head Teacher, did whatever was necessary to help many of the 
disadvantaged and vulnerable pupils make the most of their education.

This often meant visiting pupils outside school 
hours to build bridges between a di	cult home life 
and school. Bridget, Terry and Peter soon saw that 
many schools needed this service. With tenacity and 
determination they approached charitable funders 
and were able to make the bene�ts of the SHS 
service available to other schools.

Today SHS is the leading independent provider 
of school-home support services which 
o�er practical and emotional support for 
disadvantaged children and young people,  
and their families, across the country.

The SHS Training and Consultancy Service allows 
SHS to share with other agencies its 28 years  
of experience and good practice within the  
�eld of school-home support services.  
 
For more information on SHS visit: 
 
 www.shs.org.uk 
 
If you have any queries regarding this  
toolkit please email: training@shs.org.uk
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Introduction 

Page   4SHS - A brief history Parental Involvement and Engagement 

The ‘Marginalised communities  
training toolkit’ is a resource that has 
been developed for sta� responsible for 
professional development within schools.  
 
It provides them with interactive  
training materials to support and  
encourage engagement with  
marginalised communities.

i



The toolkit is divided into six sections: 
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Aim 
 
To provide learners with the underpinning 
concepts of individual and community 
marginalisation.
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Introducing 
marginalisation1

Section

 Objectives 
 
1 De
ne marginalisation as a social process  
 a�ecting both individuals and communities.

2 Identify a range of marginalised communities.

3 Explain a range of experiences faced by  
 marginalised individuals. 

4 Explore the social consequences of marginalisation 
 upon neighbourhoods, schools and society.
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Aim 
 
To develop an increased understanding 
of the impact of poverty on children’s 
educational achievement and attainment.
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The impact of poverty  
on children’s learning 2

Section

 Objectives 
 
1 Identify what poverty is and what it means.

2 Understand the impact of poverty on children  
 and young people’s educational achievement  
 and attainment.

3 Identify current interventions and understand  
 the role of the school/organisation.

4 Develop next steps.
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Aim 
 
To demonstrate a greater awareness of 
the cohesion barriers and opportunities 
for parental engagement work within the 
whole-school community.
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Engaging with settled  
BME communities  
 3

Section

 Objectives 
 
1 Explore equalities issues in the context of  
 settled communities and how these can a�ect  
 community cohesion.

2 Examine potential parental engagement barriers  
 and develop good practice approaches to  
 engagement and involvement. 

3 Provide information about useful services  
 and resources that can support schools 
 in reviewing and developing BME community  
 parental engagement work.
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Aim 
 
To provide a greater awareness of the potential 
range of needs of newly arrived EU families 
in their schools and have assessed/de�ned 
strategies to support those families.
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Providing support to families 
from new EU communities 4

Section

 Objectives 
 
1 Explore the perceived bene�ts and challenges  
 posed by migration to the UK from other EU  
 countries in recent years. 

2 Gain a greater understanding of connections between   
 migratory journeys and emotional health and well-being. 

3 Identify the potential needs of recently arrived  
 EU families in your school community and de�ne  
 strategies to support them. 

4 Create an understanding of local and national  
 services (voluntary and statutory) that can support 
 work with newly arrived EU families.
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Aim 
 
To understand the issues and challenges 
experienced by parents/carers of  
children and young people with SEN  
in mainstream schools. 
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Engaging with parents of children  
with special educational needs (SEN) 5

Section

 Objectives 
 
1 Understand speci�c issues experienced  
 by parents.

2 Identify practical skills required by sta�  
 working with parents of children 
 with special educational needs. 

3 Develop e�ective practice to improve  
 communication with parents.

4 Share and review existing practice, developing 
 ideas and strategies for more e�ective practice.
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Aim 
 
To gain an understanding of communicating 
cross-culturally with parents, families, 
children and young people.
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Cross-cultural  
communication6

Section

Page   67

 Objectives 
 
1 De
ne culture, and identify how communication  
 messages are a�ected by culture.

2 Recognise common stereotyping, assumptions  
 and biases and how these a�ect cross-cultural    
 communication.

3 Identify e�ective cross-cultural communication 
 techniques and principles.

4 Feel con
dent to apply e�ective communication  
 techniques when working with children,  
 young people and families

Section 1 
Introducing marginalisation

Aim: to provide learners with the underpinning 
concepts of individual and community marginalisation.

Section 2
The impact of poverty on children’s learning

Aim: to develop an increased understanding of the 
impact of poverty on children’s educational  
achievement and attainment.

Section 3
Engaging with settled BME communities

Aim: to demonstrate a greater awareness of the 
cohesion barriers and opportunities for parental 
engagement work within the whole school community.

Section 4 

Providing support to families from new  
EU communities

Aim: to provide a greater awareness of the potential 
range of needs of newly arrived EU families in their 
schools and to have assessed/de�ned strategies to  
support those families.

Section 5
Engaging with parents of children with special 
educational needs (SEN)

Aim: to understand the issues and challenges 
experienced by parents/carers of children and young 
people with SEN in mainstream schools. 

Section 6
Cross-cultural communication

Aim: to gain an understanding of cross-cultural 
communication with parents, families, children and  
young people.



How to use this toolkit 
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Each section of the toolkit contains:
• Session plan – containing interactive activities   
 exploring the theme of marginalised communities.

• Resources – including video clips, PowerPoint   
 slides, handouts and resource templates.

• Background reading.

• Case studies – both local and national.

• Useful resources – signposting to additional   
 resources, websites and other agencies. 
 
Who the toolkit is for
The toolkit is designed to be used by any professional 
involved in training sta� to support marginalised 
communities within an educational setting.

Within the toolkit there are practical methods and 
good practice guides about how to develop e�ective 
relationships with marginalised communities. 
 
Delivering the training 
Each section includes background reading 
information, structured session plans, resources  
and evaluation material.

Grouping

For each activity the suggested grouping is   
illustrated. If you are planning a full day session,   
do not simply leave participants in one place   
all day, sitting with those they know best. Take the  
opportunity to mix participants up and move them  
around for di�erent activities. This gives them the  
opportunity to get to know others and to learn   
from di�erent experiences and ways of working.  
 

Know the group 

You will need to consider the range of experience,  
skills, knowledge, understanding, quali�cations   
and con�dence in the group and make every e�ort  
to adjust and di�erentiate delivery to meet the   
needs of all participants.

Setting ground rules

Even if your group members are familiar with each 
other, it is still important to establish ground rules for 
your training to ensure you have created an e�ective 
learning environment, where each member of sta� 
feels comfortable to learn and contribute within the 
session. Ground rules should cover all areas necessary 
to run the training in an e	cient and e�ective way. 
Here are some examples: 

• Listen, talk and discuss in a way that respects  
 each individual. 

• What is said in the room stays in the room. 

• Everyone has a responsibility and a right to   
 contribute. 
 
 
 
 

 

Timings

Timings for slides and exercises are only suggested  
you may choose to allocate more or less time. However, 
you should ensure you are managing time carefully 
and can cover the learning objectives in the time you 
have available. 

Each module is based on a 1.5-hour session. However, 
extension activities have been included in case you 
wish to develop the activity further. 

Each session can be facilitated in succession for  
whole-day inset training, or can be completed 
independently. However, we suggest you begin 
with Section 1 as this gives the participants the 
underpinning knowledge to support and examine the 
other sections within the toolkit.

Materials needed

Each section of the toolkit highlights the materials 
and equipment needed within each activity. For most 
sections you will need access to:

• Laptop and projector.

• Screen to project onto.

• Flip chart pads and pens. 

• Note paper, pens and Post-it notes.

Setting ground rules – Page 1 of 3
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Setting ground rules

Introduction                               i

It is vitally important that  
co-operative learning teams establish 
ground rules for working together.

There are several e�ective ways to create 
ground rules. If time is an issue, as it tends to 
be in short workshops, it may be necessary 
for you simply to list the ground rules for 
the group, asking them to agree or disagree 
where necessary.

However, if you do have time we have 
suggest four possible methods to develop 
ground rules within your educational setting.

Agreeing ground rules

The objectives for all four methods are the 
same. Participants should be able to:

  Establish an agreed set of ground rules  
for the team.

 Explore the value of having ground rules.

Method 1  
Learning from previous 
experiences

 
 
 
Resources required

 Flip chart paper and pens.

With learners working in their co-operative 
learning teams, ask them to consider the 
following points.

1  Think about the best groups or teams 
they have been involved in. What made 
these groups or teams so satisfying? 

2   Think about the worst groups or teams 
they have been involved in. What made 
these so unsatisfactory? 

3  Discuss what groups can do to prevent 
bad experiences and promote good 
experiences.

4  Draft a set of ground rules which the 
whole team agrees with. 

For further ideas and support please refer  
to the Setting ground rules resource.

 Handout 
Setting ground rules 



How to use this toolkit  Session plan analysis 
 

Introduction 
 

Basic activity 
 

TEACHING ACTIVITY:

•  Divide learners into pairs and display PowerPoint  
 Slide 1.

• Ask learners to briefly discuss the statement and  
 feed back to the whole group – what are their   
 immediate thoughts? 

• Summarise key ideas. Explain that the next activity  
 will identify some of the factors that suggest poverty  
 and deprivation.

• Display PowerPoint Slide 2 and summarises the key  
 information about poverty.

• Distribute Handout 3 (Further reading) for learners  
 to access additional reading after the session. 
 
LEARNING ACTIVITY:

• Learners participate in discussion and receive   
 further reading.

 

TEACHING ACTIVITY:

• Divide learners into pairs or small groups.

• Distribute Handout 4 (Card sets), select either set 1 or set 2.

• Ask learners to match the key areas of concern identified by children  
 to the aspect, e.g. ‘economic deprivation’ and ‘children were anxious  
 about the adequacy of income...’.

• Ask learners to look at the statements and discuss how poverty and  
 deprivation impact on a child. Focus on how the behaviour they see  
 translates to a potential issue, e.g. often late or rarely take part   
 in school trips could mean they lack self-esteem and confidence.

• Facilitate group discussion and summarise on flip chart. 
 
LEARNING ACTIVITY:

• Learners sort the cards, matching aspects of deprivation with areas  
 of concern.

• Learners identify the behaviours and outcomes of poverty.

• Learners feed back and share key factors that impact on children  
 because of poverty.

 

Identify what ‘poverty’  
is and what it means 

PAIRS PAIRS OR SMALL GROUPS10 MINS 20 MINS

 PowerPoint 
Slides 1 - 2

2  

1 

Poverty permeates every facet of children’s lives, 
from economic and materials disadvantages, 
through social and relational constraints and 
exclusions, to the personal and more hidden 
aspects of poverty associated with shame, 
sadness and the fear of difference and stigma. 
 
 
 
 
 
Research Report 594, Living with Poverty  

 

2 

Children’s experiences:  
the impact of poverty in childhood 
 
 

Teacher notes

1
Activity
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This activity will focus 
on types of poverty and 
deprivation.  
 
 
The Card sets can be   
mixed to reflect the children, 
families and communities    
attending your setting. 
 
 
The responses relating to 
the impact of poverty and 
deprivation on a child might 
not all be negative; for some 
children and  young people 
they may display maturity 
and understanding beyond 
their years, higher levels of 
empathy and concern for 
others etc.

 Handout 4 
Card sets

 Handout 3 
Further reading

Continue to Advanced activity ->

1Section
Handout 3  –  Further reading
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Activity     

Further Reading
The impact of poverty on children’s learning

 2

 
Child Poverty and Education. A brie�ng by Barnardo’s, CPAG, NUT and Save the Children 
for the Campaign to End Child Poverty. 
http://www.endchildpoverty.org.uk/�les/h3107ChildPovertyandEducationbrie�ng.pdf

Ridge T. (2009), Research Report No 594, Living with Poverty: a Review of the 
Literature on Children’s and Families’ Experiences of Poverty. A report of research 
carried out by the Centre for the Analysis of Social Policy, University of Bath on behalf of 
the Department for Work and Pensions. 
http://research.dwp.gov.uk/asd/asd5/rports2009-2010/rrep594.pdf

Pockets of Poverty: the Challenge for Schools with Small Proportions of FSM Pupils. 
Foreword by Sue Hackman, Chief Adviser on School Standards, Department for Children, 
Schools and Families. 
https://www.education.gov.uk/publications/standard/publicationdetail/page1/DCSF-00170-2010

Goodman, A., Gregg, P. (2010), Poorer Children’s Educational Attainment:  
How Important Are Attitudes and Behaviours? 
http://www.jrf.org.uk/publications/educational-attainment-poor-children

Horgan, G., The Impact of Poverty on Young Children’s Experience of School. Joseph 
Rowntree Foundation and Save the Children, 2007. This report explores how disadvantage 
a�ects children’s experience of primary school education. 
http://www.jrf.org.uk/publications/impact-poverty-young-childrens-experience-school

Engaging Hard-to-reach Parents 
http://www.teachingexpertise.com/articles/engaging-hard-reach-parents-10518

Campbell, C. (2011), How to Involve Hard-to-reach Parents: Encouraging Meaningful 
Parental Involvement with Schools. NCSL 
http://www.nationalcollege.org.uk/index/docinfo.htm?id=156369 

 
 
Joseph Rowntree Foundation www.jrf.org.uk

Child Poverty Action Group www.cpag.org.uk

Save the Children www.scuk.org.uk 

BBC www.bbc.co.uk

National College of School Leadership www.ncsl.org.uk

Barnardos www.barnardos.org.uk

End Child Poverty Campaign www.endchildpoverty.org.uk
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Activity                    

Card set 1

 2

Economic  
deprivation

Material  
deprivation

Social  
deprivation

Children were anxious about the adequacy 
of income coming in to their households 

and were afraid there would not be enough 
money for them and for their families’ needs.

Children lacked important childhood 
possessions, like toys, bicycles and games, 
and they also expressed concerns about 

being short of essentials and everyday items, 
like food, towels, bedding and clothing.

Poverty restricted children’s chances to 
make and sustain friendships, and reduced 

their opportunities for shared social 
activities due to the costs of attending social 
events, inadequate and expensive transport 
provision and the expense of hosting social 

occasions within their own homes.

✁

School  
deprivation

Visible signs of  
poverty and difference

A lack of the same material goods and 
clothes as their peers, and an inability to take 
part in the same social and leisure activities, 

meant that children experienced bullying and 
were fearful of stigma and social isolation.

Children experienced restricted 
opportunities at school, largely through an 
inability to pay for resources, such as study 
guides and exam materials, and restricted 
social opportunities through an inability 
to pay for school trips and other social 

activities. Inability to pay for compulsory 
items, such as uniforms, could also lead to 

con�ict with teachers and disciplinary action. 

1  

1 

!   Nearly four million children are living in poverty in the UK (after housing costs). 

!   The proportion of children living in poverty grew from one in 10 in 1979 to one in 
three in 1998. Today, 30% of children in Britain are living in poverty. 

!   The UK has one of the worst rates of child poverty in the industrialised world. 

!   Over half (59%) of poor children live in a household where at least one  
adult works.  

!   40% of poor children live in a household headed by a lone parent.  
The majority of poor children (57%) live in a household headed by a couple.  

!   38% of children in poverty are from families with three or more children.  

!   Since 1999, when the current government pledged to end child poverty,  
550,000 children have been lifted out of poverty. 

 
 
End Child Poverty, 2012 

2 

Key facts 

Activity number Activity title

Suggested time to 
complete activity 
 
 
 

Activity type/level 
Some activities will  
have additional or 
advanced variations.

Resources required 
The appropriate 
resources required 
for the activity  
(PDF document,  
PowerPoint slide or 
video clip).

Suggested  
group size

Teacher notes
Some activities are 
accompanied by 
teacher notes. More 
detailed information 
is provided within 
a separate PDF 
document and 
referenced here.

Activity instructions 
for the teacher

Activity instructions 
for the learner

Section number and title Page number
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How to use this toolkit  Resource materials 
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Activity                     1

Key words Definitions
✁

The social process of 
becoming or being  

made marginal.

A situation where people  
are deprived in respect of a 

number of attributes such as 
income, housing, health care 

 and education.

A multiple process of 
progressive social breaks that 
detach groups from society 

and prevent individuals from 
full participation in the normal 

activities of the society in 
which they live.

Marginalisation

Multiple  
deprivation

Social exclusion

7  

3 2 

Experiences of  
marginalisation  
 

When I first arrived in the UK I 
had very little English and no idea 
about how the school system 
worked and my first impression 
was that everyone knew what to 
do and I didn’t. I felt lost. 
 
 

 Handouts and Teacher notes 
 File format: Adobe PDF 
 
Printable handouts required to complete each 
activity. These include worksheets, case studies, 
checklists, further reading material for learners  
and guidance notes for teachers.

Each handout is clearly labelled at the bottom, 
indicating the section and activity it is linked to. 

 PowerPoint slides 
 File format: Microsoft PowerPoint 
 
Presentation material containing information to 
support you when delivering the training.

Each slide is clearly labelled with the section and 
activity number along the bottom and slide number 
on the top right.

A projector is recommended to display the content 
at a reasonable size for everyone to see.

 Video clips 
 File format: Web link 
 
Designed to present information clearly and provide 
a greater level of stimulation for learners. 

A web link to the required video content can be 
found under the relevant activity. The videos are 
located on third party websites e.g. youtube, 
therefore you will require internet access to play 
the videos.
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Aim 
 
To provide learners with the underpinning 
concepts of individual and community 
marginalisation.

Developed by SHS - www.shs.org.uk  3

Introducing 
marginalisation1

Section

 Objectives 
 
1 De�ne marginalisation as a social process  
 a�ecting both individuals and communities.

2 Identify a range of marginalised communities.

3 Explain a range of experiences faced by  
 marginalised individuals. 

4 Explore the social consequences of marginalisation 
 upon neighbourhoods, schools and society.

Page   9



What is marginalisation? 
 
Marginalisation means being pushed to the edge of society. People who are 
marginalised are excluded from activities which are central to normal social life. 
They are often viewed with hostility or fear by other members of society. 

Marginalisation is linked directly to the concept of social 
exclusion. Groups of people or communities may feel 
excluded from society and, therefore, marginalised. 
There are many reasons for this, including:

•	 They speak a di�erent language from the majority  
 of the community.

•	 They have di�erent customs or belong to a di�erent  
 religious group.

• They are in poverty.

• They are perceived to be of lower social status or  
 less valuable to society than others.  

If people or communities are marginalised, they 
may not have access to resources and opportunities 
available to others. They may also �nd it di	cult 
to assert their rights. They feel disadvantaged and 
powerless in comparison with more dominant sections 
of society, e.g. those who own land, are wealthy, are 
better educated or have political in�uence.  

Marginalisation is rarely con�ned to a speci�c issue. 
People are usually marginalised in several ways. 

 
 
 
 

Some commonly used terminology: 
 
Displaced
A person is described as ‘displaced’ if they have 
been forced to move out of their home or relocate 
to a di�erent area. Reasons for displacement include 
redevelopment, rising housing costs, environmental 
factors, con�icts or social unrest. 
 
Ghettoisation
A ghetto is an area (usually part of a city) populated 
mainly by members of a minority community. The 
term ghetto is often used negatively and implies 
social stigma. ‘Ghettoisation’ is the process that makes 
people live in a ghetto, whether forcefully or through 
social exclusion.

There are various social, cultural and economic 
drivers for ghettoisation. A minority social or cultural 
group may be feared by other people in society and 
experience hostility. To feel more secure those with 
a common identity live together. Often it is di	cult 
for ghetto inhabitants to move out or integrate 
successfully with the rest of society.

 
 
 
 
 

Mainstream
In a social or cultural context, ‘mainstream’ describes 
the people, communities, customs and practices of the 
majority or dominant community. 
 
Poverty*

‘Absolute poverty’ (also known as ‘destitution’) refers 
to people who lack basic human requirements, e.g. 
clean and fresh water, nutrition, health care, education, 
clothing or shelter.  

‘Relative poverty’ means lacking resources or income 
in comparison with the normal standard of living in 
your society or country. Most poverty in the UK is 
de�ned as ‘relative’ rather than ‘absolute’. 
 
Social exclusion
Social exclusion prevents people from participation 
in the normal activities of the society in which they 
live. There are many causes for social exclusion, which 
result in the detachment of individuals and groups 
from society and its institutions. 

Section  Developed by SHS - www.shs.org.uk Page   10Marginalised communities 1

* www.poverty.org.uk/summary/social%20exclusion.shtml

www.poverty.org.uk/summary/social%20exclusion.shtml


Marginalised communities   
 
 

Unemployment
Many people in society want to work but cannot �nd 
a job. Unemployment can lead to social exclusion 
because of a range of factors, including:

•	 Inability to gain work due to lack of recent   
 experience.

•	 Lack of money and inability to meet �nancial   
 obligations.

•	 Inability to pay mortgage or rent, which can lead to  
 homelessness.

•	 Cycles of bene�t dependency. 

•	 Debt and bankruptcy. 

•	 Feelings of shame and social stigma. 

•	 Malnutrition. 

•	 Physical illness.

•	 Mental stress.

•	 Loss of self-esteem, leading to depression.  
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Ethnicity or race 

Ethnic minority groups often experience social 
exclusion for a variety of reasons, including:  

•	 Racism and stereotyping. 

•	 Ignorance of cultural practice and customs 
 amongst other members of society.

•	 Educational inequalities.

•	 Lack of access to democratic or political institutions.

•	 Inequalities in the legal system.

•	 Language barriers.

Homelessness
Homeless people are often excluded from society 
for a variety of reasons, many of which are linked to 
unemployment (see above). Other factors include:

• Inability to gain employment due to lack of  
 address or ID.

• Local court or council decisions to move people  
 from shelter.

• Barriers to accessing social services, including   
 welfare bene�ts.

• Health inequalities, including inability to access  
 some health services. 
 
 
 
 
 
 
 

 
 
Disability 
Social exclusion is commonly experienced by people 
with disabilities, including people with learning 
di	culties. They can’t participate in activities or access 
resources which are available to more able people. 
Reasons for this may be intentional or accidental, but 
are almost always unjusti�ed. They include:

• Physical obstacles to access. 

• Lack of special education methods and 
 learning support. 

• Less favourable treatment in employment.

• Lack of access to goods, facilities and services.

• Barriers presented by business policy and procedure.

• Inability to buy, rent or manage land or property.
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Many di�erent communities and groups of people are marginalised because of 
one or more economic, social, cultural and political factors, including: 
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Marginalised communities (cont.) 
 
 Gender and gender identity
People are often excluded from sections of society due 
to their gender. Reasons include:

•	 Sexism and gender stereotyping. 

•	 Gender-based bullying and harassment.

•	 Unfair employment practices, including unequal pay  
 or wrongful termination.

•	 Educational inequalities.  

•	 Refusal of housing. 

•	 Inability to access �nancial services.

•	 Transphobia and transgender invisibility.

 
 
 

Religious and other beliefs  
People within religious groups sometimes experience 
social exclusion. Marginalising factors include:

•	 Lack of recognition/acceptance of beliefs or customs  
 by other members of society.

•	 Prohibition of the display of religious or  
 customary dress.

•	 Fear of persecution. 

•	 Exclusion from an institution with religious   
 a	liation, such as a school.  

•	 Exclusion from places of group worship or religious  
 signi�cance.  

 
 
 

Sexuality
Gay men, lesbians, bisexuals and other sexual 
minorities experience social exclusion in multiple 
ways, some of which are similar to or linked to gender 
discrimination. These include:

•	 Homophobia and heterosexism (i.e. the idea that  
 only heterosexuality is the norm).

•	 Feeling forced to ‘pass’ as heterosexual or to live ‘in  
 the closet’.

•	 Fear of violence and abuse. 

•	 Lack of access to legal privileges or rights o�ered to  
 opposite-sex couples.

•	 Refusal of access to goods, facilities or services,  
 both public and private.

•	 Ignorance of cultural practices, including family and  
 kinship customs, amongst other members of society.
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Bagihole, B. (2009), Understanding Equal Opportunities and Diversity. Policy Press, Bristol
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Monitoring poverty and social exclusion, Joseph Rowntree Foundation, 2010 
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Pierson, J. (2009), Tackling Social Exclusion, 2nd Ed. Routledge, Oxford
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Centre for Social Justice 
www.centreforsocialjustice.org.uk

UK Department for Communities and Local Government  
www.communities.gov.uk

Demos  
www.demos.co.uk
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Introduction  
 

Ice breaker activity 
 

TEACHING ACTIVITY:

•		 Carry	out	standard	housekeeping.	

•		 Agree	group	ground	rules	and	refer	to	learning		
 agreement as necessary. Record on �ip chart.

•		 Welcome	and	facilitate	introductions:	name,	job		
 role, and one expectation from today. 

•		 Introduce	aim	and	objectives	of	session	and	 
 outline of day. Record on �ip chart. 

 
LEARNING ACTIVITY:

•		 Learners	contribute	to	agreeing	group	ground	rules.

•		 Learners	introduce	themselves.

•		 Learners	listen	and	ask	questions. 
 

TEACHING ACTIVITY:

•		 Designate	three	zones	in	the	room:

 1. Yes. 

 2. No.

 3. Rather not say.

•	 Read	out	the	demographic	categories	from		 	
 Handout 1 (Inclusion game) and ask learners  
 to move to the zones that apply to them.

•	 Emphasise	the	various	types	of	diversity. 
 
LEARNING ACTIVITY:

•	 Learners	categorise	themselves	by	moving	to	the		
 zones personally relevant to them.

 
Welcome and ice breaker activity   

WHOLE GROUP WHOLE GROUP10 MINS 10 MINS

 Handout 1 
Inclusion game 

i
Introduction

General resources required for this section: 
 

 Flip chart and paper

 Pens

 Post-it notes

 Blu-Tack or masking tape

 Handouts, PowerPoint slides and other specific  
 resources as indicated under each activity.

Notes
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1Section                
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Activity                     1

Inclusion game

Has non-British heritage.

Single parent. 

Has experienced homelessness.

Carer.

Is 25 or younger.

Vegetarian.  

Christian.

Holds a university degree.

Likes travel.

Aged between 26 and 64. 

 

 

 

 

 

 

 

 

 

 

 

 

Can play an instrument.

Has experienced poverty. 

Muslim.

Has broken a bone. 

A single person.

Can knit.

Is 65 or older. 

Identi�es as a sexual minority.

Plays football.

Has experienced joblessness.

 

Further categories of your choice:

 ….......................................................

 ….......................................................

 ….......................................................

 ….......................................................

 ….......................................................

Demographic categories

Yes
No

Rather 
not say



Basic activity  
 

 
De»ne marginalisation

SMALL GROUPS15 MINS

1
Activity

TEACHING ACTIVITY:

•	 Divide	learners	into	small	groups.

•	 Ask	each	group	to	discuss	the	concept	of	‘marginalisation’	and	to		
 develop an agreed de�nition of the term.

•	 Prompt	discussion	with	examples	of	marginalisation	or	the	meaning		
 of words such as margin, fringe, edge, etc.  

•	 Ask	a	nominated	learner	from	each	group	to	share	their	definition.

•	 Facilitate	discussion	around	the	differences	between	each	one.

•	 Display	PowerPoint	Slide	1	and	ask	learners	to	read	the	definition.	

•	 Invite	additional	comments	regarding	this	definition,	if	different	 
 from theirs.

•	 Distribute	Handout	2	(Definitions).	Prepare	enough	sets	so	that		
 the key words and their de�nitions make separate cards that can be  
 organised by the groups.

•	 Ask	each	group	to	match	the	key	words	to	their	definitions.

•	 Check	that	all	groups	have	the	correct	definitions.

•	 Distribute	a	full	version	of	Handout	2.			 
 
 

LEARNING ACTIVITY:

•	 Learners	discuss	marginalisation	and	develop	a		
 shared de�nition of the term.

•	 One	learner	from	each	group	shares	their		 	
 de�nition with the whole group.

•	 Learners	contribute	to	the	discussion	regarding		
 the di�erences between each group’s de�nition.

•	 Learners	read	PowerPoint	Slide	1	and	contribute		
 any additional thoughts around the meaning of  
 marginalisation.

•	 Using	the	cards	from	Handout	1,	learners	match		
 the words and de�nitions together.

 Handout 2 
Denitions

 PowerPoint 
Slide 1

1  

1 

!  The social process of becoming or  
being relegated to the edge of society.  
 

!   People who are marginalised are  
forced or compelled to occupy the 
fringes of social life and are treated 
as insignificant. 

 
 
 

1 

Defining marginalisation 

Notes

Continue to Advanced activity ->
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Activity                     1

Key words Definitions
✁

The social process of 
becoming or being  

made marginal.

A situation where people  
are deprived in respect of a 

number of attributes such as 
income, housing, health care 

 and education.

A multiple process of 
progressive social breaks that 
detach groups from society 

and prevent individuals from 
full participation in the normal 

activities of the society in 
which they live.

Marginalisation

Multiple  
deprivation

Social exclusion



3  

1 1 

Consequences of labelling 

!   Fear of social stigma or judgement. 

!   Embarrassment or shame. 

!   Anger about stereotyping.  

!   Confusion about rights or benefits. 

!   Feeling further excluded by the label.  

!   Not participating socially, culturally or economically.  

!   Not accessing required services. 

Advanced activity  
 

 
De»ne marginalisation

WHOLE GROUP15 MINS

1
Activity

TEACHING ACTIVITY:

•	 Conduct	a	brief	survey	around	the	definitions	of	marginalisation	to	ensure	 
 all learners are secure in a standard de�nition. 

•	 Display	PowerPoint	Slide	2	and	explain	that	the	terms	‘marginalisation’	and	 
 ‘social exclusion’ are contested. 

•	 Display	PowerPoint	Slide	3	and	discuss	the	consequences	of	labelling.

•	 Split	the	group	into	two:

 Group 1:  a parent or carer in a marginalised, socially excluded family.

 Group 2:  a government minister with responsibility for reducing social exclusion.

•	 Distribute	pieces	of	flip	chart	paper.

•	 Ask	each	group	to	brainstorm	their	thoughts	around	how	someone	in	this		 	
 situation might de�ne the two terms ‘marginalisation’ and ‘social exclusion’. 
 Discuss why they might de�ne the terms in this way. 

•	 Ask	whole	group	why	there	is	disagreement	on	the	meaning	and	application 
 of these two important terms.  

•	 The	ideas	listed	in	Handout	3	(Key	points)	may	come	up,	and	should	be	facilitated	in	a		
 balanced approach by examining di�erent points of view.

•	 Ask	learners	how	conflicting	debates	and	opinion	on	marginalisation		 	 	
 and social exclusion can impact negatively on marginalised families.

•	 Record	key	points	on	the	flip	chart	and	distribute	Handout	3.

LEARNING ACTIVITY:

•	 Learners	discuss	the	definition	of	marginalisation.

•	 Learners	contribute	key	thoughts	on	why	there 
 is disagreement on the meaning of the terms    
 marginalisation and social exclusion. 

•	 In	groups,	learners	use	the	flip	chart	paper	to	write		 	
 ideas on how a person in their situation might de�ne   
 the two terms.

•	 Learners	feed	back	key	thoughts	to	whole	group.

•	 Learners	contribute	thoughts	on	why	there	is			 	
 disagreement on the meaning and application of  
 these two important terms.

•	 Learners	contribute	ideas	about	the	negative	impact	 
 of con�icting opinion on marginalised and socially  
 excluded families. 

 PowerPoint 
Slides 2 - 3

2  

1 

A shorthand label for what can 
happen when individuals or social 
groups suffer from a combination 
of linked problems such as 
unemployment, poor skills, low 
incomes, poor housing, high 
crime environments, bad health 
and family breakdown. 
 
 
 

1 

Social exclusion 
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 Handout 3 
Key points

Teacher notes
Stress the 
importance of 
clarifying concepts 
to avoid marginalising 
people further through 
the use of jargon.

1Section                
Handout 3 –  Key points
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Activity                    

Key points

 1

Why is there disagreement on the 
meaning and application of these terms?

•	 Marginalisation	and	social	exclusion	 
 are politicised terms and may be  
 dicult to qualify or quantify.

•	 Changing	attitudes	to	different	forms		
 of disadvantage such as how to  
 de�ne poverty.

•	 Left	and	right	wing	political	 
 ideologies such as individual 
 versus social responsibility.

•	 Moral	and	cultural	causes	of		 	 	
 marginalisation, social exclusion  
 and multiple deprivation.

 
 
 
 

How con�icting debates and opinion on 
marginalisation and social exclusion can 
impact negatively on marginalised families.

•	 Fear	of	social	stigma	or	judgement.

•	 Embarrassment	or	shame.

•	 Anger	about	stereotyping.

•	 Confusion	about	rights	or	benefits.

•	 Feeling	further	excluded	by	the	label.		

•	 Not	participating	socially,	culturally	 
 or economically.

•	 Not	accessing	required	services.

De�ning marginalisation and social exclusion



Basic activity 
 

Advanced activity 
 

TEACHING ACTIVITY:

•		 Divide	learners	into	two	groups.

•	 Distribute	Post-it	notes	and	ask	each	group	to	make	a	list	of		 	
 marginalised groups or communities.

•	 Keep	going	until	each	group	cannot	think	of	any	more	communities.

•	 Stick	the	Post-it	notes	up	on	the	wall	and	ask	groups	to	examine	 
 each list. Group together any overlap. 

•	 Remind	learners	that	new	communities	become	marginalised		 	
 at di�erent times due to social, economic and political changes.

•	 Display	PowerPoint	Slide	4	which	shows	the	key	categories	of		 	
 marginalisation.

 
LEARNING ACTIVITY:

•		 Learners	use	Post-it	notes	to	write	a	list	of	different	marginalised	 
 groups or communities.

•	 Learners	view	the	two	lists	on	the	wall	and	note	any	groups	or		 	
 communities that were missed. 

 
 

TEACHING ACTIVITY:

•	 Divide	learners	into	two	groups.	

•	 Distribute	flip	chart	paper.

•	 Ask	each	group	to	make	a	list	of	the	key	indicators		 	
 of marginalisation and social exclusion in the local   
 communities where they work.

•	 Ask	for	a	volunteer	from	each	group	to	present	their		 	
 list, explaining why they have chosen certain indicative   
 factors as the most prevalent in their local community. 

•	 Reinforce	the	idea	that	marginalisation	can	often		 	
 involve multiple factors.

 
LEARNING ACTIVITY:

•	 Learners	use	flip	chart	paper	to	list	key	indicators	of		 	
 marginalisation and social exclusion in their local area.

•	 Volunteer	presents	the	flip	chart,	explaining	which		 	
 factors are most prevalent.

 

 

Identify a range of  
marginalised communities 

TWO GROUPS TWO GROUPS15 MINS 10 MINS

 PowerPoint 
Slide 4

4  

2 1 

Marginalisation factors 

Ethnicity or race  

Gender and 
sexuality 

Employment status Mental health  Religious beliefs 

Location Physical health 

Education Substance use  

Offending history Age  Past experiences 

Notes

2
Activity
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7  

3 2 

Experiences of  
marginalisation  
 

When I first arrived in the UK I 
had very little English and no idea 
about how the school system 
worked and my first impression 
was that everyone knew what to 
do and I didn’t. I felt lost. 
 
 

6  

3 2 

Experiences of  
marginalisation  
 

I didn’t feel like I could join the 
support group because I was 
afraid I would have to talk about 
what has been happening at 
home. I didn’t feel confident 
enough to even leave the house, 
let alone talk to anyone about my 
experiences of domestic violence. 
 
 

Basic activity 
 

Advanced activity 
 

TEACHING ACTIVITY:

•	 Display	PowerPoint	Slides	5	-	7	as	examples	of	situations	experienced		
 by marginalised communities.

•		 Distribute	cards	from	Handout	4	(Marginalised	group	cards).

•	 Ask	learners	to	take	two	cards	at	a	time	and	to	discuss	what	experiences		
 marginalised individuals from these two groups might have had.

•	 Continue	with	this	activity	until	each	pair	has	discussed	and	compared		
 four or �ve sets of cards.

•	 Gain	feedback	from	the	whole	group	regarding	their	discussions	and	 
 the range of experiences.

•	 Write	up	key	points	on	the	flip	chart.

 
LEARNING ACTIVITY:

•		 Learners	put	two	cards	together	and	discuss	the	experiences	that	might		
 be faced by marginalised individuals from each of these communities.

•	 Learners	contribute	feedback.

TEACHING ACTIVITY:

•	 Divide	learners	into	pairs.

•	 Distribute	Handout	5	(Role	plays).

•	 One	partner	imagines	they	are	the	marginalised	individual	described	on	the		 	
 card, while the other partner interviews the marginalised individual, asking   
 about their experiences.

•	 Ask	pairs	to	swap	over	and	role	play	the	next	individual.

•	 Gain	feedback	about	the	experiences	discussed	and	facilitate	discussion	around		 	
 the varied experiences of marginalisation that the role plays bring up.

 
LEARNING ACTIVITY:

•	 Learners	interview	each	other	about	their	experiences	as	a	marginalised	individual.	

•	 Learners	contribute	feedback	regarding	the	range	of	experiences	when	people		 	
 are faced with multiple forms of marginalisation.

 

 

Experiences of  
marginalised individuals  

PAIRS PAIRS15 MINS 15 MINS

 Handout 4 
Marginalised group cards

 Handout 5 
Role plays

 PowerPoint 
Slides 5 - 7

5  

3 2 

Experiences of  
marginalisation  
 

When I lost my job due to an 
accident, I became depressed and 
reclusive. I have always worked, so 
my dependence on incapacity 
benefit left me feeling ashamed 
and powerless. As a single parent, 
I found it difficult to cope. 

 
 
 

3
Activity
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Key words Definitions
✁

The social process of 
becoming or being  

made marginal.

A situation where people  
are deprived in respect of a 

number of attributes such as 
income, housing, health care 

 and education.

A multiple process of 
progressive social breaks that 
detach groups from society 

and prevent individuals from 
full participation in the normal 

activities of the society in 
which they live.

Marginalisation

Multiple  
deprivation

Social exclusion

Section                
Handout 5  –  Role plays  –  Page 1 of 2
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Activity                    

2  Lynn
I am a 33-year-old single parent.  
 
I ran away from home at 12 and I have 
been selling myself for sex since the 
age of 14. 

My ex-boyfriend persuaded me to ‘go on 
the game’. He introduced me to drugs 
shortly before that suggestion.

My boyfriend left me when I fell pregnant 
with my son, Robbie, who’s now 16.

I suer from depression and self-medicate 
with alcohol.  

I often have suicidal thoughts.

I also suer from a number of physical 
health problems, including an ulcer, 
bronchitis, a urine infection and an 
abscess. 
 
 

My life has been really chaotic.

However, in the last few years I’ve started 
to get things together. 

I’m still working on the streets, but I’m o 
the drugs.   
 
Robbie has spent lots of time in and  
out of pupil referral units and some  
of his life with foster carers.  
 
He has managed to stay out of prison 
and is now back with me in our council  
�at and back in school, �nishing his GCSEs.   
 
We row and things aren’t always plain 
sailing, but I feel like things are the best 
they’ve ever been. 
 
The school have sent me a letter saying 
they want me to go in for parents’ 
evening and I’m terri�ed.

3

✁

✁

✁

Role plays

1 Nardia
I am a Bengali single parent and I was 
new to the UK six months ago.

My partner died suddenly of a heart 
attack this year. 

My children are ages six and four in  
Year 2 and Reception in the same 
primary school.

My youngest got chicken pox and so 
I kept him o school for two weeks. 

I didn’t understand the letters that the 
school sent to me because my English  
is not very good yet.  
 
 

I let the school know the reason he was 
o school. 

Now	I	have	had	a	phone	call	saying	that	
I am in trouble because I didn’t send a 
letter from the doctor.

I am afraid that I am going to have to go 
to court. 

An education welfare o�cer has left a 
message on my mobile phone but I’m 
scared to call back because a friend  
told me that you can go to prison. 

I feel very depressed by my  
situation and intimidated by  
all the complicated systems. 

 1



Basic activity  
 

 
Social impacts of marginalisation 

SMALL GROUPS15 MINS

TEACHING ACTIVITY:

•	 Explain	that	marginalisation	has	social	impacts	in	multiple	contexts.

•	 Display	PowerPoint	Slide	8.

•	 Divide	learners	into	three	groups:

 1. Neighbourhoods.

 2. Schools.

 3. Employment and economy.

•	 Distribute	flip	chart	paper.

•	 Ask	learners	to	discuss	and	list	negative	impacts	of	marginalisation	on		
 each context.  

•	 Ask	a	volunteer	from	each	group	to	share	their	list.	

•	 Distribute	Handout	6	(Impacts	of	marginalisation)	and	compare	 
 the lists.

•	 Summarise	by	reinforcing	the	need	to	support	families	that		 	
 experience marginalisation for the bene�t of the whole of society. 

 
 
 

LEARNING ACTIVITY:

•	 Learners	use	flip	chart	to	list	the	negative	impacts		
 of marginalisation in di�erent contexts.

•	 Volunteer	from	each	group	shares	their	list	 
 of impacts.

 Handout 6 
Impacts of  
marginalisation

 PowerPoint 
Slide 8

8  

4 1 

Impact of marginalisation 

Schools Neighbourhoods 

Employment  
and economy 

Notes

Continue to Advanced activity ->

4
Activity
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Impacts of marginalisation

 1

Neighbourhoods 
 

Mistrust between communities. 

Low community participation.

Fear	of	crime.

Anti-social behaviour.

Lack of cohesion.

Poor area reputation.

Low property prices.

High pressure on local services.

Local unemployment.

Schools 
 

Low or no involvement in school community.

Poor or no engagement in children’s learning.

Poor or no participation in decision making.

Low volunteering.

Challenging behaviour.

Poor attendance.

Poor attainment.

Exclusion.

Bullying.

Employment and economy 
 

High levels of national unemployment.

Young people not entering the labour market.

Low levels of skills available for key sectors.

Employers unable to recruit a diverse workforce.

Service and bene�t dependency.

High cost of job seeker and other welfare bene�ts.

Negative	impact	on	trade	and	industry.		

Low con�dence or growth in economy. 

Poor international reputation.

Negative	impact	on	tourism.



Advanced activity  
 

 
Social impacts of marginalisation 

SMALL GROUPS35-45 MINS 

TEACHING ACTIVITY:

•	 Ask	learners	about	the	negative	impacts	of	marginalisation	and		
 social exclusion on society as a whole. 

•	 Display	PowerPoint	Slide	8.

•	 Divide	learners	into	three	groups:

 1. Local neighbourhoods.

 2. Schools.

 3. Employment and economy.

•	 Distribute	flip	chart	papers	and	Handout	6	(Impacts of marginalisation).

•	 Ask	each	group	to	spend	15	minutes	preparing	a	five-minute		 	
 presentation as follows:

 1. Why and how local councillors should do more to address the  
  needs of new arrivals to the neighbourhood.

 2. Why and how local school governors and senior school leaders  
  should do more to reach out to local marginalised communities.

 3. Why and how government should do more to address social  
  marginalisation in England.

•	 After	each	presentation,	ask	for	feedback	from	the	other	two	groups.	

•	 Summarise	activity	by	facilitating	any	additional	comments	on	the		
 social impacts of marginalisation.

LEARNING ACTIVITY:

•	 Learners	contribute	to	initial	discussion.

•	 Learners	use	flip	chart	and	Handout	6	to	prepare	a		
 �ve-minute presentation on their designated subject.

•	 Learners	provide	feedback	on	presentations	from 
 the other groups.

Remember...
This activity will take 
35-45 minutes to 
prepare and present 
properly depending on 
group size.

4
Activity
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 Handout 6 
Impacts of  
marginalisation

 PowerPoint 
Slide 8

8  

4 1 

Impact of marginalisation 

Schools Neighbourhoods 

Employment  
and economy 
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Impacts of marginalisation

 1

Neighbourhoods 
 

Mistrust between communities. 

Low community participation.

Fear	of	crime.

Anti-social behaviour.

Lack of cohesion.

Poor area reputation.

Low property prices.

High pressure on local services.

Local unemployment.

Schools 
 

Low or no involvement in school community.

Poor or no engagement in children’s learning.

Poor or no participation in decision making.

Low volunteering.

Challenging behaviour.

Poor attendance.

Poor attainment.

Exclusion.

Bullying.

Employment and economy 
 

High levels of national unemployment.

Young people not entering the labour market.

Low levels of skills available for key sectors.

Employers unable to recruit a diverse workforce.

Service and bene�t dependency.

High cost of job seeker and other welfare bene�ts.

Negative	impact	on	trade	and	industry.		

Low con�dence or growth in economy. 

Poor international reputation.

Negative	impact	on	tourism.



TEACHING ACTIVITY:

•		 Summarise	learning	from	today.

•		 Identify	good	practice	for	engaging	parents	and	areas	for	development.

•		 Distribute	Handout	7	(Further	reading).

•		 Distribute	Plenary	(Action	planning	template).

LEARNING ACTIVITY:

•		 Identify	the	next	steps	post-training,	alongside	any	individual	learning	needs.

•	 Learners	use	the	Plenary	to	stimulate	discussion.

•	 Learners	receive	a	list	of	sources	for	further	reading	on	the	subjects	covered.

SMALL GROUPS15-20 MINS

 Plenary 
Action planning template

 Handout 7 
Further reading

Plenary activity 
 

 
Plenary5

Activity

References: Section 1 
 
 
References are taken from the further reading articles listed 
in Handout 7 (Further reading).
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Action planning template

5Section                Activity                     1

As part of the plenary activity for each 
section of this training resource, you will 
be able to identify the key issues facing 
your school with regards to marginalised 
communities and identify ways of  
addressing these issues as a team.

This activity will support the development  
of	your	SEF/SIP	activity.

Key messages
Use this sheet to capture the key  
messages that have occurred during  
today’s training session.

Prioritising recommendations
Use this sheet to prioritise the 
recommendations your group has selected  
to address the issues in Section 1.

List the recommendations and then decide 
if the school has the power to change these 
issues. If the answer is ‘yes’, next determine  
if the recommendation needs to be addressed 
immediately or if it can wait. Please specify 
the time period you would expect it to be 
addressed within e.g. by the end of summer 
term 2013 if you have identi�ed it as not  
being an urgent issue.

For	those	items	that	should	be	addressed	
immediately, rank the recommendations in  
the order that they should be addressed.

 
 
 
 
 
 
 
 
 
Also identify the lead person who will be 
responsible for ensuring this activity is carried 
out. If a working group is required to support 
this lead person, please identify any volunteers 
who would be willing to support that activity.

Action plan 
Use this sheet to plan the prioritised 
recommendations.	First	describe	the	 
‘current state’ – what the situation is now. 
Next	describe	the	‘desired	state’	you	would	
like to see.

Then, on the right side of the arrow, list the 
steps the school sta� needs to take to reach 
the desired state. Where possible, please 
include resources, time and costs associated 
with	each	activity.	Finally,	on	the	left	hand	
side of the arrow, list the steps the senior 
management	team/governors	need	to	take	
to help you reach your desired state. Again 
where possible, please include resources,  
time and estimated costs for completing  
this activity.

This action planning tool has been designed to enable you to capture the 
good practice that is currently happening within your school environment, 
but also to identify the areas that require further development.
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Further reading

 1

 

Alcock, P. (2006), Understanding Poverty, 3rd Ed. Palgrave Macmillan, Basingstoke

Bagihole, B. (2009), Understanding Equal Opportunities and Diversity. Policy Press, Bristol

Dijk, L., Driel, Barry, Eds. (2007), Challenging Homophobia. Trentham Books, Stoke-on-Trent 

Gordon, Levitas, Pantazis, Eds. (2006), Poverty & Social Exclusion in Britain. Policy Press, Bristol   

Monitoring poverty and social exclusion, Joseph Rowntree Foundation, 2010 
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Aim 
 
To develop an increased understanding 
of the impact of poverty on children’s 
educational achievement and attainment.

Developed by SHS - www.shs.org.uk  3

The impact of poverty  
on children’s learning 2

Section

 Objectives 
 
1 Identify what poverty is and what it means.

2 Understand the impact of poverty on children  
 and young people’s educational achievement  
 and attainment.

3 Identify current interventions and understand  
 the role of the school/organisation.

4 Develop next steps.
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What is poverty? 
 
Is poverty an issue for families in the UK? Poverty is a relative concept.  
It’s important to take this into account when de�ning what poverty means.

In the UK the ‘poverty line’ (or ‘poverty threshold’) 
is the minimum level of household income which is 
considered adequate. However, there are four measures 
speci�ed in the Child Poverty Act 2010, which requires 
the government to report on progress made towards 
targets to reduce children living in poverty by 2020: 
 
1 Income poverty – households living on less than  
	 60%	of	the	median	income	before	and	after	 
 housing costs.

2 Low income plus deprivation – household income  
	 below	70%	of	the	median,	combined	with	a	measure		
 of material deprivation.

3 A constant measure based on purchasing power 
  – households with income below the cash value  
	 in	real	terms	of	the	60%	median.

4 A persistent measure – households with income  
	 below	the	60%	median	in	three	of	the	previous		
 four years.

As of January 2011, Department for Education  
statistics showed that there were: 
 
1.2 million pupils eligible for free school meals. 
The latest available statistics (2009/10) show that 
there were: 
 
3.8 million children living in poverty (after housing costs). 
 
2.6 million children living in poverty (before housing costs).

Section  Developed by SHS - www.shs.org.uk Page   22Marginalised communities 2

Individuals, families and groups in the 
population can be said to be in poverty 
when they lack the resources to obtain 
the diet, participate in the activities and 
have the living conditions and amenities 
which are customary, or at least widely 
encouraged and approved, in the societies 
in which they belong.

(Child Poverty Action Group, 2011)

 

Key quotes

For more information on eligibility for 
free school meals, visit:  
 
www.schoolfoodtrust.org.uk/parents-carers/for-
parents-carers/free-school-meals 
 

Websites

http://www.schoolfoodtrust.org.uk/parents-carers/for-parents-carers/free-school-meals
http://www.schoolfoodtrust.org.uk/parents-carers/for-parents-carers/free-school-meals


The impact of poverty on children and young people’s 
educational achievement and attainment  

Research has been carried out by the Sutton 
Trust, in partnership with the Russell Sage 
foundation and the Pew Economic Mobility 
Project November 2011, using data from the 
UK and nine other countries.  
 
It has identi�ed key factors that represent the impact of 
household poverty on educational outcomes.  
 
 

 
 

In none of the countries surveyed did children from 
high and low socio-economic groups display similar 
cognitive abilities and social behaviours. Previous 
research had shown that children from low-income 
homes start school over a year behind children from 
high-income homes. 

These disparities in early childhood outcomes can 
persist into adolescence. In the UK, large attainment 
gaps between the two groups have been observed. 
 

How can schools and other organisations  
make a difference? 
 
It’s often di	cult to see how an individual or 
organisation can have a signi�cant impact on child 
poverty. The received wisdom is that only government 
policy can address the issue.

It’s true that there are factors beyond our control. 
However, we can support children in poverty more 
e�ectively by having:

•	 An increased understanding and awareness of the  
 di	culties faced by families in poverty.

•	 An ability to think creatively and a positive attitude.

This section of the Toolkit will help schools and other 
settings review approaches and methods in supporting 
children and families in poverty. It also provides learners 
with an opportunity to formulate an action plan, either 
for targeted groups or as a whole-school approach.
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Parental income in childhood is a stronger 
predictor of an individual’s later life 
outcomes in the UK than in most other 
developed countries.

(Blanden, Gregg and Machin, 2005) 

Low-income children perform more poorly 
than better o� children on a variety of tests 
as young as two.

(Duncan and Brookes-Gunn, 1997, 
Feinstein, 2003)

Key quotes



Introduction  
 

Ice breaker activity 
 

TEACHING ACTIVITY:

•		 Carry	out	standard	housekeeping.

•	 Agree	group	ground	rules	and	refer	to	learning			
 agreement as necessary. Record on �ip chart.

•	 Welcome	learners	and	facilitate	introductions	–			
 name, job role and one expectation from today.   
 Record on �ip chart. 

•	 Introduce	the	aims	and	objectives	of	session	and		
 outline of day.  
 
LEARNING ACTIVITY:

•		 Learners	contribute	to	agreeing	group	ground	rules.

•	 Learners	introduce	themselves	and	share		 	
 expectations.

•	 Learners	listen	and	ask	questions.

 
 

TEACHING ACTIVITY:

•		 Distribute	Handout	1	(Ice	breaker	quiz).	This		 	
 will provide an introduction to the topic as well  
 as awareness raising on a range of issues relating  
 to poverty.

•	 Facilitate	whole	group	feedback	to	share	answers.	

•	 Respond	with	additional	information	from	 
 Handout 2 (Answer sheet). 
 
LEARNING ACTIVITY:

•	 Learners	work	individually	or	in	pairs	to	complete		
 the quiz.

•	 Learners	share	their	answers.

 
Welcome and ice breaker activity   

WHOLE GROUP PAIRS10 MINS 10 MINS

i
Introduction

General resources required for this section: 
 

 Flip chart and paper

 Pens

 Post-it notes

 Blu-Tack or masking tape

 Handouts, PowerPoint slides and other specific  
 resources as indicated under each activity.
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Teacher notes 
 
This section is accompanied by an additional  
PDF document containing further instructions and 
guidance notes for teachers.

 Handout 1 
Ice breaker quiz 

 Handout 2 
Answer sheet
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Ice breaker quiz 
Living with poverty – facts and �gures

1  When did the Child Poverty Act achieve royal assent? (An occasion when the UK 
monarch signs an act of parliament in order to make it an o�cial law).

  1998   2005 

  2007     2010  
 

2  How many children are estimated to be living in poverty (after housing costs)?

 860,000   1.5 million

 2.2 million  3.8 million

 4.2 million 

3  Between November 2010 and January 2011, �gures from national statistics showed 
unemployment for adults of working age at an average of:

 2.3%  5.2%

 7.8%  9.0%  

4  Paid work is not a guarantee of being free from poverty. In 2009/10 what % of 
income-poor children were in households where one or more adult was in work?

 45%  58%

 62%   74% 

5  What % of children in poverty are from families with three or more children?

 1%  3%

 5%  6% 
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Answer sheet 
Living with poverty – facts and �gures

 2

1  When did the Child Poverty Act achieve royal assent? (An occasion when the UK 
monarch signs an act of parliament in order to make it an o�cial law).

  1998   2005 

  2007  ✓   2010  
 

2  How many children are estimated to be living in poverty (after housing costs)?

 860,000   1.5 million

 2.2 million  ✓ 3.8 million

 4.2 million 

3  Between November 2010 and January 2011, gures from national statistics showed 
unemployment for adults of working age at an average of:

 2.3%  5.2%

 ✓  7.8%  9.0%  

4  Paid work is not a guarantee of being free from poverty. In 2009/10 what % of 
income-poor children were in households where one or more adult was in work?

 45%  ✓ 58%

 62%   74% 

5  What % of children in poverty are from families with three or more children?

 1%  ✓ 	3%

 5%  6% 
 

The Child Poverty Act received royal assent on 25 March 2010. 
Legal requirement to the commitment to eradicate child poverty by 2020.

http://www.endchildpoverty.org.uk/why-end-child-poverty/key-facts

Low wages, part-time work and not having two adults in work 
in a couple household all increase the risk of poverty.

CPAG prefer ‘after housing costs’ because it is a better guide to 
the number of households experiencing poverty.

The recession means that this �gure is expected to rise due to a rapid increase in unemployment.



Introduction 
 

Basic activity 
 

TEACHING ACTIVITY:

•		 Divide	learners	into	pairs	and	display	PowerPoint		
 Slide 1.

•	 Ask	learners	to	briefly	discuss	the	statement	and		
 feed back to the whole group – what are their   
 immediate thoughts? 

•	 Summarise	key	ideas.	Explain	that	the	next	activity	 
 will identify some of the factors that suggest poverty  
 and deprivation.

•	 Display	PowerPoint	Slide	2	and	summarises	the	key		
 information about poverty.

•	 Distribute	Handout	3	(Further	reading)	for	learners		
 to access additional reading after the session. 
 
LEARNING ACTIVITY:

•	 Learners	participate	in	discussion	and	receive		 	
 further reading.

 

TEACHING ACTIVITY:

•	 Divide	learners	into	pairs	or	small	groups.

•	 Distribute	Handout	4	(Card	sets),	select	either	set	1	or	set	2.

•	 Ask	learners	to	match	the	key	areas	of	concern	identified	by	children		
 to the aspect, e.g. ‘economic deprivation’ and ‘children were anxious  
 about the adequacy of income...’.

•	 Ask	learners	to	look	at	the	statements	and	discuss	how	poverty	and		
 deprivation impact on a child. Focus on how the behaviour they see  
 translates to a potential issue, e.g. often late or rarely take part   
 in school trips could mean they lack self-esteem and con�dence.

•	 Facilitate	group	discussion	and	summarise	on	flip	chart. 
 
LEARNING ACTIVITY:

•	 Learners	sort	the	cards,	matching	aspects	of	deprivation	with	areas	 
 of concern.

•	 Learners	identify	the	behaviours	and	outcomes	of	poverty.

•	 Learners	feed	back	and	share	key	factors	that	impact	on	children		
 because of poverty.

 

Identify what ‘poverty’  
is and what it means 

PAIRS PAIRS OR SMALL GROUPS10 MINS 20 MINS

 PowerPoint 
Slides 1 - 2

2  

1 

Poverty permeates every facet of children’s lives, 
from economic and materials disadvantages, 
through social and relational constraints and 
exclusions, to the personal and more hidden 
aspects of poverty associated with shame, 
sadness and the fear of difference and stigma. 
 
 
 
 
 
Research Report 594, Living with Poverty  

 

2 

Children’s experiences:  
the impact of poverty in childhood 
 
 

Teacher notes

1
Activity
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This activity will focus 
on types of poverty and 
deprivation.  
 
 
The Card sets can be   
mixed to reflect the children, 
families and communities    
attending your setting. 
 
 
The responses relating to 
the impact of poverty and 
deprivation on a child might 
not all be negative; for some 
children and  young people 
they may display maturity 
and understanding beyond 
their years, higher levels of 
empathy and concern for 
others etc.

 Handout 4 
Card sets

 Handout 3 
Further reading

Continue to Advanced activity ->
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Further reading
The impact of poverty on children’s learning

 2

 
Child Poverty and Education. A brie�ng by Barnardo’s, CPAG, NUT and Save the Children 
for the Campaign to End Child Poverty. 
www.endchildpoverty.org.uk/�les/h3107ChildPovertyandEducationbrie�ng.pdf

Ridge T. (2009), Research Report No 594, Living with Poverty: a Review of the 
Literature on Children’s and Families’ Experiences of Poverty. A report of research 
carried out by the Centre for the Analysis of Social Policy, University of Bath on behalf of 
the Department for Work and Pensions. 
http://research.dwp.gov.uk/asd/asd5/rports2009-2010/rrep594.pdf

Pockets of Poverty: the Challenge for Schools with Small Proportions of FSM Pupils. 
Foreword by Sue Hackman, Chief Adviser on School Standards, Department for Children, 
Schools and Families. 
www.education.gov.uk/publications/standard/publicationdetail/page1/DCSF-00170-2010

Goodman, A., Gregg, P. (2010), Poorer Children’s Educational Attainment:  
How Important Are Attitudes and Behaviours? 
www.jrf.org.uk/publications/educational-attainment-poor-children

Horgan, G. (2007), The Impact of Poverty on Young Children’s Experience of School. 
Joseph Rowntree Foundation and Save the Children. This report explores how disadvantage 
a�ects children’s experience of primary school education. 
www.jrf.org.uk/publications/impact-poverty-young-childrens-experience-school

Engaging Hard-to-reach Parents 
www.teachingexpertise.com/articles/engaging-hard-reach-parents-10518

Campbell, C. (2011), How to Involve Hard-to-reach Parents: Encouraging Meaningful 
Parental Involvement with Schools. NCSL 
www.nationalcollege.org.uk/index/docinfo.htm?id=156369 

 
 
Joseph Rowntree Foundation www.jrf.org.uk

Child Poverty Action Group www.cpag.org.uk

Save the Children www.scuk.org.uk 

BBC www.bbc.co.uk

National College of School Leadership www.ncsl.org.uk

Barnardo’s www.barnardos.org.uk

End Child Poverty Campaign www.endchildpoverty.org.uk
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Card set 1

 2

Economic  
deprivation

Material  
deprivation

Social  
deprivation

Children were anxious about the adequacy 
of income coming in to their households 

and were afraid there would not be enough 
money for them and their families’ needs.

Children lacked important childhood 
possessions, like toys, bicycles and games, 
and they also expressed concerns about 

being short of essentials and everyday items, 
like food, towels, bedding and clothing.

Poverty restricted children’s chances to 
make and sustain friendships due to the 

costs of attending social events, inadequate 
and expensive transport provision and 
the expense of hosting social occasions 

within their own homes. This reduced their 
opportunities for shared social activities.

✁

School  
deprivation

Visible signs of  
poverty and difference

A lack of the same material goods and 
clothes as their peers, and an inability to take 
part in the same social and leisure activities, 

meant that children experienced bullying and 
were fearful of stigma and social isolation.

Children experienced restricted 
opportunities at school, largely through an 
inability to pay for resources, such as study 
guides and exam materials, and restricted 
social opportunities through an inability 
to pay for school trips and other social 

activities. Inability to pay for compulsory 
items, such as uniforms, could also lead to 

con ict with teachers and disciplinary action. 

1  

1 

!   Nearly four million children are living in poverty in the UK (after housing costs). 

!   The proportion of children living in poverty grew from one in 10 in 1979 to one in 
three in 1998. Today, 30% of children in Britain are living in poverty. 

!   The UK has one of the worst rates of child poverty in the industrialised world. 

!   Over half (59%) of poor children live in a household where at least one  
adult works.  

!   40% of poor children live in a household headed by a lone parent.  
The majority of poor children (57%) live in a household headed by a couple.  

!   38% of children in poverty are from families with three or more children.  

!   Since 1999, when the current government pledged to end child poverty,  
550,000 children have been lifted out of poverty. 

 
 
End Child Poverty, 2012 

2 

Key facts 



 

Identify what ‘poverty’  
is and what it means 1

Activity

PAIRS20 MINS

TEACHING ACTIVITY:

•	 If	you	would	like	to	show	the	Video	clips	that	link	to	each	transcript		 	
	 then	you	can	access	these	via	youtube.	Click	the	‘View	video’	link	below. 
 Timings for the videos, relating to each child, are as follows:

 Courtney	–	Part	1,	6.38	-	10.02	mins

 Sam and Kayleigh	–	Part	2,	5.45	-	9.40	mins

 Paige –	Part	1,	12.47	-	15.12	mins

•	 Divide	learners	into	pairs.

•	 Distribute	Handout	5	(Transcripts)	which	give	a	very	brief	insight	into	the	 
 lives  of each of the four children featured in the programme.

      Ask learners to identify:

 1. The type of poverty described.

 2. The potential impact this could have on the young people  
  e.g. mental health, bullying, etc.

•	 Whole	group	feeds	back	and	shares	key	points.

•	 If	you	are	unable	to	show	the	videos,	then	encourage	learners	to	watch	 
 them after the session; web links are provided under each transcript.

LEARNING ACTIVITY:

•	 Learners	read	the	transcript.	

•	 Learners	complete	the	task	by	identifying	the	type	 
 of poverty and potential impact on young people.

•	 Learners	share	key	points	from	the	discussion.

 Handout 5 
Transcripts

Advnaced activity 
 

Video clips - BBC Poor Kids Parts 1-3 
 
This video clip is located on youtube; 
therefore you will require internet  
access to display the video.

View video       

http://www.youtube.com/watch?v=8BN7ml6b-e4&feature=related
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Teacher notes
 
The transcripts  
(Handout 5) are edited 
versions, highlighting the 
 key points taken from  
the complete video clips.

1Section                
Handout 5  –  Transcripts  –  Page 1 of 3

Marginalised communities toolkit – Developed by www.shs.org.uk
Activity                     2

Transcripts

Taken from BBC Poor Kids Parts 1-4 which is available to watch on youtube:  
http://www.youtube.com/watch?v=8BN7ml6b-e4&feature=related

More than 3.5m children live below the poverty line in the UK, which has one 
of the worst child poverty rates in the industrialised world. Four youngsters 
explain what it is like growing up when a family has little money.

Courtney, aged eight, Bradford
One in  ve low-income families report 
skipping meals, and children living with 
single parent families are twice as likely  
to go without.

That is something eight-year-old Courtney, 
who lives in Bradford, experiences every week.

‘For tea we have a big version of a sausage roll.’

‘I go without dinner when I’m at home, but 
when I’m at school I get free dinners,’ she says.

Courtney lives with her mother and three 
sisters. Come the school holidays paying for 
food for the girls is a struggle without free 
school meals.

Summer holidays also mean they have 
time on their hands, as they cannot a�ord 
activities.

‘There’s nowt to do here, it’s really boring,’ 
Courtney complains.

She and her sisters end up playing in derelict 
buildings and inside a ripped double bed 
frame in their �at. 
 
 
 
 

Courtney says she feels ‘sick’ at the thought 
of the long summer holidays with no money 
to do anything.

‘I get jealous when other people go on 
holiday and we can’t a�ord it,’ she admits.

‘My family can’t do nowt that other kids can 
do. They get to go out of Bradford and get 
adventures and learn more about this world.’

http://www.youtube.com/watch?v=8BN7ml6b-e4&feature=related
http://www.youtube.com/watch?v=8BN7ml6b-e4&feature=related


Introduction 
 

Basic activity 
 

TEACHING ACTIVITY:

•		 Display	PowerPoint	Slides	3	and	4.	

•		 Refer	to	Research	Report	from	Joseph	 
	 Rowntree	Trust,	Handout	3	(Further	reading).

•	 Facilitate	general	discussion	about	 
 the research. 
 
LEARNING ACTIVITY:

•	 Learners	participate	in	discussion.

 

TEACHING ACTIVITY:

•	 Ask	learners	to	explore	further	the	factors	that	may	influence	children’s		 	
 learning, e.g. health and well-being, parental aspiration, parenting   
 styles, home learning environment, personal belief, etc.

•	 Create	a	list	on	the	flip	chart.

•	 Divide	learners	into	pairs.

•	 With	reference	to	the	factors	and	characteristics	previously	discussed,		 	
 discuss in relevant year groups or key stages, the question ‘What impact is  
 evident in children and young people’s educational achievement?’.

•	 Encourage	a	broad	discussion	that	encompasses	all	aspects	of	learning		 	
 and development, e.g. impact on literacy (reading levels, creative writing),  
 social and emotional (PSHE), speaking and listening (early years) etc. 

•	 Facilitate	feedback	and	summarise.

 
LEARNING ACTIVITY:

•	 Learners	explore	in	greater	depth	the	factors	that	impact	on	 
 children’s learning.

•	 Learners	discuss	the	question	‘What	impact	is	evident	in	children	 
 and young people’s educational achievement?’.

•	 Learners	capture	key	points	and	feed	back.

Understand the impact of poverty on  
children and young people’s educational  
achievement and attainment

WHOLE GROUP PAIRS10 MINS 20 MINS

 PowerPoint 
Slides 3 - 4

4  

2 

!   The research showed that educational deficits emerge early in children’s 
lives and widen throughout childhood. 

!   By the age of three, there is a considerable gap in cognitive test scores 
between children in the poorest fifth of the population, compared with 
those from better-off backgrounds. 

!   This gap widens as children enter and move through school, especially 
during primary years. 

!   By age 11, only three quarters of children from the poorest fifth of 
families reached the expected level at Key Stage 2, compared with 97% 
of children from the richest fifth. 
 
 

Analysis of Avon Longitudinal Study of Parents and Children  

2 

Narrowing the gap (cont.) 
 
 

Teacher notes

2
Activity
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Continue to Advanced activity ->

3  

2 

The research focuses on a range of factors that influence  
throughout childhood: aspiration, attitudes and behaviours. 
 
!   Uses a number of large-scale longitudinal data sources from early 

children to adolescence in the UK. 

!   Examines the attainment gap between richer and poorer children. 

!   Considers the importance of expectations and aspirations. 

 
 
Research paper, Joseph Rowntree Trust  

 

2 

Narrowing the gap 
Poorer Children’s Educational Attainment: 
How Important Are Attitudes and Behaviours? 
 
 

 Handout 3 
Further reading
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Further reading
The impact of poverty on children’s learning

 2

 
Child Poverty and Education. A brie�ng by Barnardo’s, CPAG, NUT and Save the Children 
for the Campaign to End Child Poverty. 
www.endchildpoverty.org.uk/�les/h3107ChildPovertyandEducationbrie�ng.pdf

Ridge T. (2009), Research Report No 594, Living with Poverty: a Review of the 
Literature on Children’s and Families’ Experiences of Poverty. A report of research 
carried out by the Centre for the Analysis of Social Policy, University of Bath on behalf of 
the Department for Work and Pensions. 
http://research.dwp.gov.uk/asd/asd5/rports2009-2010/rrep594.pdf

Pockets of Poverty: the Challenge for Schools with Small Proportions of FSM Pupils. 
Foreword by Sue Hackman, Chief Adviser on School Standards, Department for Children, 
Schools and Families. 
www.education.gov.uk/publications/standard/publicationdetail/page1/DCSF-00170-2010

Goodman, A., Gregg, P. (2010), Poorer Children’s Educational Attainment:  
How Important Are Attitudes and Behaviours? 
www.jrf.org.uk/publications/educational-attainment-poor-children

Horgan, G. (2007), The Impact of Poverty on Young Children’s Experience of School. 
Joseph Rowntree Foundation and Save the Children. This report explores how disadvantage 
a�ects children’s experience of primary school education. 
www.jrf.org.uk/publications/impact-poverty-young-childrens-experience-school

Engaging Hard-to-reach Parents 
www.teachingexpertise.com/articles/engaging-hard-reach-parents-10518

Campbell, C. (2011), How to Involve Hard-to-reach Parents: Encouraging Meaningful 
Parental Involvement with Schools. NCSL 
www.nationalcollege.org.uk/index/docinfo.htm?id=156369 

 
 
Joseph Rowntree Foundation www.jrf.org.uk

Child Poverty Action Group www.cpag.org.uk

Save the Children www.scuk.org.uk 

BBC www.bbc.co.uk

National College of School Leadership www.ncsl.org.uk

Barnardo’s www.barnardos.org.uk

End Child Poverty Campaign www.endchildpoverty.org.uk



2
Activity

20 MINS

TEACHING ACTIVITY:

•	 Introduce	this	activity	as	an	opportunity	for	schools,	including	 
 leaders and all sta�, to address a whole-school approach in  
 engaging ‘hard-to-reach’ parents.

•	 Divide	learners	into	pairs.	

•	 Distribute	Handout	6	(Firth	Park	Community	Arts	College).	Ask	learners		
 to read through the article written by former Head Teacher, Mo Laycock,  
 on how the school engaged with parents and the whole community. 

	•	 Ask	learners	to	highlight	what	the	school	did	and	feed	back	to	the	 
 whole group.

•	 Discuss	key	challenges:	

 1. What are they?

 2. How relevant are they to your setting? 

 3. Do you recognise any commonalities? 

 Consider the top three and discuss solutions that could help.

•	 Explain	the	opportunity	for	next	steps	and	action	planning.	Ask	learners		
 to identify the three key learning points from this session that they   
 would like to take forward as a school.

LEARNING ACTIVITY:

•	 Learners	read	the	case	study.

•	 Learners	use	a	highlighter	pen	to	identify	what		
 the school did.

•	 Each	pair	discusses	the	reason	for	their	decision		
 and provides feedback.

•	 Learners	consider	the	key	challenges	as	well	 
 as possible solutions to questions posed by  
 the teacher

•	 Learners	consider	three	key	learning	points	they		
 could implement in their school.

 Handout 6 
Firth Park Community  
Arts College

Advanced activity 
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Understand the impact of poverty on  
children and young people’s educational  
achievement and attainment

PAIRS
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Firth Park Community  
Arts College, She�eld

Recently retired from Firth Park Community 
Arts College, where she was Head Teacher 
from 1995, Mo Laycock explains how 
engaging with hard-to-reach parents via 
extended school strategies contributed 
towards her school’s transformation.

In the Firth Park community, She�eld, which 
is amongst the six most deprived political 
wards in the country, and where much of 
‘The Full Monty’ was lmed in 1994, the local 
community is very parochial, with second and 
third generation unemployment.

Some families have complex issues and 
dysfunctionality. For some parents getting 
through the day/week is a challenge in itself. 
As a result, the school can be viewed as 
peripheral to their lives. 
 
How did we start engaging parents?
The school’s 1995 Ofsted report was the 
initial driving force. The school had a poor 
reputation in some parts of the local estate 
and we were haemorrhaging able students 
to other local schools. We had to win our 
community back. 

We began by establishing half-termly 
meetings with the head teachers of our four 
feeder primary schools, in order to establish a 
shared vision and purpose. 

We appointed a primary liaison coordinator, 
who visited all schools on a weekly basis and 
established shared projects in learning.  
 
 
 
 

We began fortnightly co�ee mornings for 
parents, encouraging Year 5-6 parents and 
our own parents of Years 7-11 to attend. We 
arranged the initial focus for each meeting, 
also inviting external speakers into school to 
help us. 

I visited all the local shops, supermarkets, 
garages, pubs and clubs to ascertain the 
views of local community personnel in 
respect of Firth Park. 

We introduced a parent/community group, 
Friends of Firth Park School. A small group 
initially, we jointly ran summer and Christmas 
fayres, car boot sales, line dancing and 
karaoke evenings, etc. 

Our Year 6-7 parents’ evening in July included 
a barbeque for parents, PE activities for 
pupils, ra�es etc. These were very popular 
and broke down some barriers. 

We tentatively began our ‘Family Learning’ 
Saturday workshops with a free lunch. 
Initially we had to work really hard to get 
parents into the school; in 1996 we had 
perhaps only 25 to 30 supporting these 
Family Learning days; in 2010 we had 450+  
on a regular basis.
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Activity

20 MINS

TEACHING ACTIVITY:

•	 Display	PowerPoint	Slides	5	and	6,	introducing	Bronfenbrenner’s	system		
 around the child.

•	 Explain	the	concept	of	two-way	interaction	between	the	child	or	young		
 person and surrounding in�uences. Where does poverty �t? How can   
 school have an impact?

•	 Distribute	Handout	7	(Case	studies)	and	Handout	8	(Worksheet).

•	 Divide	learners	into	small	groups.	Ask	learners	to	use	the	information		 	
 from the case studies to complete the worksheet, identifying the   
 di�erent factors that in�uence the child’s development. 

•	 What	activities/interventions	are	there	currently	running	within	the		 	
 school to address issues related to poverty? e.g. CAFs, breakfast clubs,   
 spare PE kits etc. 

•	 Distribute	Handout	9	(Action	plan).	Ask	learners	to	identify	three	areas		 	
 from the list generated that they are or could be involved with. 

•	 Ask	learners	to	complete	the	action	plan	and	to	think	about	who 
 they will need to liaise with in school in order for this to happen.

•	 Ask	learners	to	share	with	a	partner	one	of	the	action	points 
 chosen, write on Post-it note and stick on �ip chart.

LEARNING ACTIVITY:

•	 Learners	read	Bronfenbrenner’s	model	and	 
 contribute ideas on what factors may be   
 in�uencing the child or young person.

•	 Learners	read	the	case	study	and	complete	the		
 worksheet.

•	 Learners	consider	how	the	school	or	organisation		
 can best provide support.

•	 Learners	use	their	own	knowledge	of	activities		
 being run to contribute to the discussion.

•	 Learners	complete	personal	action	plans,		 	
 identifying how they can work independently or as  
 part of a wider group within school.

 Handout 7 
Case studies

 Handout 8 
Worksheet

 Handout 9 
Action plan 

Basic activity 
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Identify current interventions and  
understand the role of the school 
(organisation) in which you work

SMALL GROUPS

 Teacher notes 1 
Bronfenbrenner’s system

Further instructions 
and guidance

It is useful for individuals 
to recognise what is in 
place within their school or 
organisation. This section 
focuses the learners on what 
they, as individuals and as 
part of an organisation, are 
able to do.

Teacher notes

 PowerPoint 
Slides 5 - 6

5  

3 

!   Micro-system. Contact with family, peers, school. 

! Meso-system. Relationship with family, peers, school. 

! Exo-system. Impact of factors on life e.g. unemployment. 

!   Macro-system. Ideology of culture and society. 

! Chrono-system. Life experiences. 
 

 
 

2 

Bronfenbrenner's ecological 
theory of development 
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Case studies

1 Katy

Katy, 10 years old, and her younger brother 
Philip, eight years old, live with their mum 
Becky, 26 years old. Their dad left the family 
home when Philip was two years old to live 
with his new partner and their baby and they 
have no contact with him. 

Becky has never worked since leaving school. 
She was pregnant with Katy in Year 11, so 
found it hard to concentrate on her GCSEs, 
eventually leaving with four D-G grades. She 
would like to get a job working in the care 
sector as she had been a young carer for her 
mum who had multiple sclerosis, and feels she 
has a lot of experience and skills to o�er.

Katy is in Year 6 at the local primary school 
and will soon be moving up to high school. 
The nearest school has a poor reputation 
and Becky would like Katy to go to another 
one, a specialist arts college, as Katy loves 
music and dance. This would mean travelling 
on the school bus, which could be too 
expensive for them.

Philip has been playing football for the school 
team and really enjoys this. Recently he has 
been growing very quickly and he needs new 
boots and kit. There is also a summer football 
camp planned which he would very much like 
to attend, but there is an additional cost.
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Bronfenbrenner’s  
ecological systems theory    

3 2

Micro-system: the setting in  
which the individual person lives 
 

Notes on the micro-system of a case study

This setting includes the person’s family, 
peers, school and neighbourhood. It 
is in the micro-system that the most 
direct interactions with social agents 
take place e.g. with parents, peers 
and teachers. The individual is not a 
passive recipient of experiences in these 
settings, but someone who helps to 
construct the settings.
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Teacher notes 1  

Bronfenbrenner’s system 

Overview 
 
Bronfenbrenner was a psychologist who 
was born in 1917. He developed the 
Ecological Theory of Human Development. 
In his theory of human development, he 
analysed a number of systems that aid in 
human development:

•	 The	micro-system.

•	 The	meso-system.

•	 The	exo-system.

•	 The	macro-system.

•	 The	chrono-system.	

All	these	systems	have	rules	and	norms,	
and	at	the	same	time,	roles	that	shape	the	
development	of	human	beings. 
 

Ecological theory of human development  
by Bronfenbrenner  

The micro-system 
This	relates	to	the	settings	in	which	a	person	
lives.	This	micro-system	includes	the	family,	
peer	group,	neighbourhood	and	school	
life.	This	system	helps	shape	a	person’s	
development,	in	that	a	person	has	direct	
contact	with	them. 
 
The meso-system 
This	system	is	the	relationship	between	
the	micro-systems.	The	micro-systems	
interrelate	with	each	other	and	this	can	be	
seen	with	the	relationship	between	school	
life,	the	neighbourhood	and	the	family.	An	
example	is	where	peer	groups	may	distort	
the	performance	of	an	individual	in	school	
or	even	the	relationship	of	an	individual	
with	his	family.	

 
 
The exo-system 
In	this	system	the	individual	has	no	active	role	
in	determining	the	settings,	but	the	settings	
have	direct	influence	on	the	individual.	An	
example	is	where	the	government	will	build	
schools	which	will	create	a	micro-system	
environment.	A	parent	may	be	unemployed,	
resulting	in	certain	outcomes	for	the	family,	
e.g.	low	income	levels	leading	to	the	lack	of	
basic	needs	in	the	family.	 
 
The macro-system 
This	is	the	system	that	is	caused	by	ideology	
in	the	society,	or	the	culture	of	the	society	
e.g.	democracy,	capitalism	and	socialism.	
Another	example	of	the	macro-system	is	
religion	e.g.	Christianity	or	Islam,	or	an	ethnic	
group,	e.g.	Asian	or	Indian. 
 
The chrono-system 
This	system	is	the	last	system	that	
Bronfenbrenner	developed.	This	system	
develops	as	a	result	of	a	person’s	experience	
in	his	life.	This	includes	environmental	events,	
transitions	in	an	individual’s	life	and	the	
history	of	an	individual.
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Action plan
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1

2

3

5  
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Bronfenbrenner’s 
ecological theory  
of development 
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Activity

20 MINS

TEACHING ACTIVITY:

•	 Divide	learners	into	pairs	or	small	groups.

•	 Distribute	Handout	10	(Strategies	and	activities).

•	 Ask	learners	to	look	at	each	‘strategy’	area	and	complete	the	 
 columns on the right for ‘activity’.

•	 Ask	learners	to	develop	an	action	plan	on	priorities,	including			 	
 monitoring and evaluation.

•	 Facilitate	feedback	and	sharing	of	key	outcomes.

LEARNING ACTIVITY:

•	 Learners	complete	Handout	10.

•	 Learners	develop	action	plan.

•	 Learners	identify	key	points	to	share	and	feed	back.

 Handout 10 
Strategies and activities

Advanced activity 
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PAIRS OR SMALL GROUPS

Notes
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Activity                    

Strategies and activities to  
support children and young people

Handout 10  –  Strategies and activities  –  Page 1 of 5
3 2

The table below lists a set of strategies that 
schools are adopting to improve outcomes 
for children living in poverty (Closing the 
Gap in Educational Achievement, DCSF). 
 
 

The list has been extended to include other 
areas for development and improvement, 
although this is not complete, the suggestion 
being that you can add your own.

Strategy Activity

Rigorous monitoring and  
use of data.

• Free school meals.

• Attendance.

•	 Identify	children	who	currently		 	
 receive FSM and consider the %   
 according to gender, age, ethnicity.

•	 Refer	to	attendance	rates	and	identify 
 those children who are persistent 
 absentees or who are at risk of  
 poor attendance. 

•	 .............................................................................

 .............................................................................

•	 .............................................................................

 ............................................................................. 
 

Raising pupil aspirations 
using engagement/aspiration 
programmes.

• Consider current provision.

•  Check what other schools in the 
locality provide. What has been  
proven to work in the past?

•	 	Review	existing	programmes	and	
ensure e�ective monitoring and 
evaluation. 

•	 .............................................................................

 .............................................................................

•	 .............................................................................

 ............................................................................. 



TEACHING ACTIVITY:

•		 Summarise	learning	from	today.

•	 Identify	good	practice	for	engaging	parents	and	areas			
 for development.

•		 Distribute	Handout	3	(Further	reading).

•		 Distribute	Plenary	(Action	planning	template).

 
LEARNING ACTIVITY:

•		 Identify	the	next	steps	post-training,	alongside	any		 	
 individual learning needs.

•	 Use	Plenary	Action	Plan	sheet	to	stimulate	discussion.

TEACHING ACTIVITY:

•		 Ask	learners	to	explore	how	they	could		
 work with other schools or organisations in  
 the local community to establish an activity  
 or intervention. 

•	 Ask	learners	to	create	a	database/directory	 
 of useful local contacts. 

 
LEARNING ACTIVITY:

•		 Learners	use	the	information	gathered	 
 in previous activities, identifying what  
 support is available in the local area.          

•	 In	agreement	with	their	school	or	 
      organisation, learners explore potential  
 partnerships to establish activities or   
 interventions.

SMALL GROUPS WHOLE GROUP10 MINS 10 MINS

Plenary activity 
 

Extension activity 
 

 
Plenary4

Activity
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 Plenary 
Action planning template

References: Section 2 
 
Department for Work & Pensions: 
Research Report 594, Living with 
Poverty – a review of the literature on 
children’s and families’ experiences of 
poverty – Tess Ridge 
 
www.bbc.co.uk/news/
education-13632856 
 
www.jrf.org.uk/publications/
educational-attainment-poor-children 
 
www.cpag.org.uk/2skint4school 
 
www.teachingexpertise.com

Plenary  –  Action planning template  –  Page 1 of 4
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Action planning template

4Section                Activity                     2

As part of the plenary activity for each 
section of this training resource, you will 
be able to identify the key issues facing 
your school with regards to marginalised 
communities and identify ways of  
addressing these issues as a team.

This activity will support the development  
of your SEF/SIP activity.

Key messages
Use this sheet to capture the key  
messages that have occurred during  
today’s training session.

Prioritising recommendations
Use this sheet to prioritise the 
recommendations your group has selected  
to address the issues in Section 2.

List the recommendations and then decide 
if the school has the power to change these 
issues. If the answer is ‘yes’, next determine  
if the recommendation needs to be addressed 
immediately or if it can wait. Please specify 
the time period you would expect it to be 
addressed within e.g. by the end of summer 
term 2013 if you have identi�ed it as not  
being an urgent issue.

For those items that should be addressed 
immediately, rank the recommendations in  
the order that they should be addressed.

 
 
 
 
 
 
 
 
 
Also identify the lead person who will be 
responsible for ensuring this activity is carried 
out. If a working group is required to support 
this lead person, please identify any volunteers 
who would be willing to support that activity.

Action plan 
Use this sheet to plan the prioritised 
recommendations. First describe the  
‘current state’ – what the situation is now. 
Next describe the ‘desired state’ you would 
like to see.

Then, on the right side of the arrow, list the 
steps the school sta� needs to take to reach 
the desired state. Where possible, please 
include resources, time and costs associated 
with each activity. Finally, on the left hand 
side of the arrow, list the steps the senior 
management team/governors need to take 
to help you reach your desired state. Again 
where possible, please include resources,  
time and estimated costs for completing  
this activity.

This action planning tool has been designed to enable you to capture the 
good practice that is currently happening within your school environment, 
but also to identify the areas that require further development.

 2

 Handout 3 
Further reading
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Further reading
The impact of poverty on children’s learning

 2

 
Child Poverty and Education. A brie�ng by Barnardo’s, CPAG, NUT and Save the Children 
for the Campaign to End Child Poverty. 
www.endchildpoverty.org.uk/�les/h3107ChildPovertyandEducationbrie�ng.pdf

Ridge T. (2009), Research Report No 594, Living with Poverty: a Review of the 
Literature on Children’s and Families’ Experiences of Poverty. A report of research 
carried out by the Centre for the Analysis of Social Policy, University of Bath on behalf of 
the Department for Work and Pensions. 
http://research.dwp.gov.uk/asd/asd5/rports2009-2010/rrep594.pdf

Pockets of Poverty: the Challenge for Schools with Small Proportions of FSM Pupils. 
Foreword by Sue Hackman, Chief Adviser on School Standards, Department for Children, 
Schools and Families. 
www.education.gov.uk/publications/standard/publicationdetail/page1/DCSF-00170-2010

Goodman, A., Gregg, P. (2010), Poorer Children’s Educational Attainment:  
How Important Are Attitudes and Behaviours? 
www.jrf.org.uk/publications/educational-attainment-poor-children

Horgan, G. (2007), The Impact of Poverty on Young Children’s Experience of School. 
Joseph Rowntree Foundation and Save the Children. This report explores how disadvantage 
a�ects children’s experience of primary school education. 
www.jrf.org.uk/publications/impact-poverty-young-childrens-experience-school

Engaging Hard-to-reach Parents 
www.teachingexpertise.com/articles/engaging-hard-reach-parents-10518

Campbell, C. (2011), How to Involve Hard-to-reach Parents: Encouraging Meaningful 
Parental Involvement with Schools. NCSL 
www.nationalcollege.org.uk/index/docinfo.htm?id=156369 

 
 
Joseph Rowntree Foundation www.jrf.org.uk

Child Poverty Action Group www.cpag.org.uk

Save the Children www.scuk.org.uk 

BBC www.bbc.co.uk

National College of School Leadership www.ncsl.org.uk

Barnardo’s www.barnardos.org.uk

End Child Poverty Campaign www.endchildpoverty.org.uk

http://www.bbc.co.uk/news/education-13632856
http://www.bbc.co.uk/news/education-13632856
http://www.jrf.org.uk/publications/educational-attainment-poor-children
http://www.jrf.org.uk/publications/educational-attainment-poor-children
http://www.cpag.org.uk/2skint4school
http://www.teachingexpertise.com


Aim 
 
To demonstrate a greater awareness of 
the cohesion barriers and opportunities 
for parental engagement work within the 
whole-school community.

Developed by SHS - www.shs.org.uk  3

Engaging with settled  
BME communities  
 3

Section

 Objectives 
 
1 Explore equalities issues in the context of  
 settled communities and how these can a�ect  
 community cohesion.

2 Examine potential parental engagement barriers  
 and develop good practice approaches to  
 engagement and involvement. 

3 Provide information about useful services  
 and resources that can support schools 
 in reviewing and developing BME community  
 parental engagement work.

Page   32



BME parental engagement - an introduction 
 
In 2007, community cohesion became a legal duty of schools in Britain and a criterion for 
Ofsted assessment. Many schools saw this as a positive step because they felt it validated  
the e�orts they were already making towards community cohesion.
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The aim was to achieve an integrated approach to 
respecting parents’ decisions about children’s learning 
experiences, as well enabling better cultural and social 
cohesion. However, it was inevitable that current ethos 
and practice in some schools would con�ict with Ofsted’s 
recommendations and the aspirations of parents. For 
example, there was potential for disagreement about 
which issues should become ‘beacons’, e.g. the promotion 
of major religions, and which should be given less 
emphasis, e.g. same sex relationships.  
 
In a study about community cohesion policy in primary 
and secondary schools, Rowe and Horsley et al (2010) 
reported the following:  
 
‘Working in the �eld of promoting tolerance of 
“otherness” (whatever that may be) often raises 
objections amongst some groups of parents (from both 
majority and minority groups) who have no wish to 
see their own children develop attitudes of respect or 
tolerance of some others, including other faiths, certain 
forms of sexuality, certain gender issues or aspects of 
disability. This placed schools in complex situations, 
requiring �ne-tuned professional judgements to be 
made including decisions about whether to accept 
as a given, or actively �ght, prejudice and ignorance 
amongst parents. 
 

‘Parents have the right to withdraw their children from 
such activities, which is an important provision in a 
pluralist society which respects the freedom of belief 
and parental rights to bring up children in their own 
convictions, but to what extent are these objections 
to be accepted at face value by schools or should such 
withdrawals be actively resisted on the grounds that 
they are based on misunderstandings of the educational 
intentions? Further, teachers involved face the question 
of how much time and e�ort to expend on persuasion 
or reassurance.’



Religious segregation
It’s interesting to note that the majority of schools to 
be given Free School status de�ne themselves as ‘faith’ 
schools. This may result from community groups of 
particular religious faiths rejecting certain aspects of 
social and cultural cohesion. Their aim is perhaps to 
make sure they can promote faith-speci�c values, while 
minimising ‘western’ or ‘eastern’ in�uences.

Therefore, two questions arise. How do schools 
continually improve community cohesion with settled 
BME communities? And how do authorities encourage, 
support and monitor them, ensuring they have a 
whole-school approach to community cohesion? This is 
especially important now that community cohesion is no 
longer under Ofsted’s remit. 

Standard practice
There are some standard practice guidelines to 
address gaps and barriers in community cohesion, 
based on physical, �nancial and socio-conscious 
frameworks.	In	their	study,	Curtis	et	al	(2004)	found	
that professionals and researchers often characterised 
barriers in terms of the additional time required, poor 
evidence of positive outcomes, the non-representative 
nature of the ‘minority’ service user involvement, and 
the absence of so-called ‘hard to reach’ groups. Using 
these labels can make it easier for an organisation, 
institution or individual to avoid engaging with that 
‘hard to reach’ group. 

 
 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
What separates communities?
There are several reasons why some immigrants remain 
or become an organised, partly integrated community, 
while others don’t e.g. the size of an incoming ethnic 
group, whether they experience racism or poverty, 
their housing location and conditions, and the general 
economic climate.  

Other in�uential factors include: principles of a religious 
faith, cultural pride and shared heritage, modes of 
worship, colour and pattern of clothes, mannerisms and 
values, language, art, music and food, etc. 

However, political thinking about cohesion and super-
diversity can be equally divisive. There is a risk of 
powerful institutions claiming all the best bits of cultural 
di�erences in Britain as British, denying the heritage 
and modernism present within particular ethnic groups. 
The celebration of multiculturalism can ironically create 
tensions, which could result in the opposite of what 
super-diversity sets out to achieve.

Whether new settlers become organised communities 
or integrate more freely will depend on the success of 
initiatives that promote community cohesion, equality 
and good inter-cultural relations. It’s also about how 
society tackles the challenges of poverty, gender 
inequality, racial discrimination, religious oppression 
and social stereotyping. 

The way forward
In a world of changing terminology and political drivers, 
the way forward for schools is to focus on their local 
area. They should understand the issues a�ecting both 
the White Majority Ethnic and BME communities. They 
should then decide how they can best meet children’s 
diverse learning needs creatively, positively and 
successfully.

This training session will explore terminology and 
contextualise debate on diversity, equality and cohesion, 
with a primary focus on settled BME communities. It will 
o�er learners positive approaches, resources and service 
links to support ongoing parental engagement work. 
The aim is to ensure that settled BME communities 
�nd their place between the majority white settled 
community and new minority ethnic communities.

BME parental engagement - an introduction (cont.) 
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The label ‘hard to reach’ is one example of 
the ways in which language can be used 
oppressively or felt oppressively to place 
responsibility with the service user, rather 
than with the professionals and their 
employers who, lacking the �exibility, skills, 
knowledge or resources to reach some 
service users, reinforce a minority group’s 
feeling or experience of exclusion.

(Harris and Bamford, 2001)

Key quote



Activity  
 

TEACHING ACTIVITY:

•		 Carry	out	standard	housekeeping.

•	 Agree	group	ground	rules	and	refer	to	learning			
 agreement as necessary. Record on �ip chart.

•	 Welcome	learners	and	facilitate	introductions	–			
 name, job role and one expectation from today.   
 Record on �ip chart. 

•	 Introduce	the	aims	and	objectives	of	the	session	and		
 an outline of the day.  

 

 
Welcome and introduction   

WHOLE GROUP10 MINS

i
Introduction

General resources required for this section: 
 

 Flip chart and paper

 Pens

 Post-it notes

 String

 Art materials

 Handouts, PowerPoint slides and other specific  
 resources as indicated under each activity.

LEARNING ACTIVITY:

•		 Learners	contribute	to	agreeing	group	ground	rules.

•	 Learners	introduce	themselves	and	share		 	
 expectations.

•	 Learners	listen	and	ask	questions.

 

Section  Developed by SHS - www.shs.org.uk Page   35Marginalised communities 3



Activity 
 

Alternative activity 
 

TEACHING ACTIVITY:

•	 Map	out	the	outline	of	the	UK	on	the	floor	using	string	and	indicate	the	four		
 compass points.

•	 Ask	learners	to	stand	where	they	were	born,	then	share	something	about		that		
 place which is important to them. If they were born outside of Britain ask them 
 to stand at the edge of the room situated north, south, east or west of Britain. 

•	 Remove	the	string	and	ask	learners	to	imagine	the	whole	floor	is	a	map	 
 of the world.

•	 Ask	learners	to	move	to	a	place	where	they	would	like	to	go	and	explain	why.

•	 Facilitate	feedback	of	connecting	points	and	interesting	observations.

•	 Ask	learners	if	the	activity	raised	any	thoughts	for	the	group	about	equalities	 
 and diversity, e.g. di�erent people with shared interests, assumptions and  
 stereotypes, aspirations etc.  
 
LEARNING ACTIVITY:

•		 Learners	move	to	a	place	on	the	map	that	represents	where	they	were	born.

•	 Each	learner	shares	a	memory	of	that	place	or	something	about	that	place	which		
 is important to them (current or historical).

•	 Learners	move	to	a	place	on	the	world	map	where	they	would	like	to	go		 	
 and say why.

•	 Learners	contribute	to	feedback.

TEACHING ACTIVITY:

•	 Asks	the	group	to	form	a	circle	and	in	 
 turn call out, ‘Move places if you like...’,  
 o�ering suggestions of things they like 
 doing, e.g. dancing at clubs, reading to  
 children, heavy rock music, family history  
 research etc. 

•	 Once	each	learner	has	called	something	out,		
 people will have moved places several times.

•	 Facilitate	feedback	about	shared	likes	and		
 how it feels when others like the same thing  
 or what it feels like when you are in a minority.

•	 Explain	how	this	can	relate	to	settled	BME 
 community engagement and cohesion work. 
 
LEARNING ACTIVITY:

•	 Learners	form	a	circle	and	in	turn	share		
 something they like doing and ask those  
 in the group who also like doing it to  
 move places.

•	 Learners	contribute	to	discussion	about		
 assumptions  and surprises.

 

Ice breaker activities
 

WHOLE GROUP WHOLE GROUP10 MINS 15 MINS

1
Activity
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Teacher notes 
 
Promote these activities 
as exercises learners 
could facilitate in their 
own work with parents or 
children and young people.



 
DiÅerence and discrimination

SMALL GROUPS20 MINS

2
Activity

TEACHING ACTIVITY:

•	 Ask	learners	to	line	up	at	one	end	of	the	room	and	distribute	Handout	1		
 (Equality character cards), giving one card from part 1 to each learner.

•	 Using	Handout	2	(Question	sheet)	ask	learners	to:

 a) Take on the role they have been given and respond to questions asked,  
  by moving forward one place or staying still. 

 b) Answer why they did or did not move. 
  (There will be an interesting pattern of who is up front and who is in the  
  middle and who is at the back.)

 c) Remaining where they are, learners take on the role of another equalities  
   issue from a card given to them from Part 2 of Handout 2 and respond to  
  more questions by moving back one place or staying still.

 d) Learners state why they did or did not move.

•	 It	might	be	necessary	to	investigate	further	why	someone	made	the	choice	to		
 move or not; if a learner doesn’t agree then remember to address this as part of  
 the activity feedback.

•	 Ask	the	group	to	consider	the	visual	effect	of	some	people	being	further	forward		
 with opportunities and inclusion than others, depending on race, gender, class  
 and other equalities issues.

•	 Facilitate	group	feedback	about	how	the	equalities	issues	raised	impact	on		
 school-parent engagement work with established BME communities. 

LEARNING ACTIVITY:

•	 Learners	position	themselves	at	one	end	of	the		
 room, read the card they’ve been given and then  
 respond to the questions by moving forward one  
 space or staying still.

•	 Learners	then	explain	their	choice	to	move	or	not.

•	 Learners	read	the	second	card	given	to	them	and		
 move back one space or stay still in response to  
 questions, then explain their choices for  
 moving or not.

•	 Learners	feed	back	their	observations		and		 	
 experience of the exercise. 

 Handout 1 
Equality character cards

 Handout 2 
Question sheet

Be mindful of assumptions 
and stereotypes which 
may come out in discussion. 
Prepare how to respond 
to these, as well as 
highlighting and validating 
good observations and 
statements.

Activity 
 

Teacher notes
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2Section                
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Activity                     3

Equality character cards - part 1
✁

White upper class male

White working class male

Black working class male

White middle class female

Black middle class female

Asian working class male

Asian middle class male

Black middle class male

Asian middle class female 

White working class female

Black working class female

Asian working class female
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Activity                     3

Question sheet

Part 1: gender, race, class  
1. White upper class male

2. Asian middle class male 

3.  White working class male 
 
4.  Black middle class male  
 
5.  Black working class male  
 
6.  Asian middle class female 

7. White middle class female

8.  White working class female 

9.  Black middle class female   
 
10.  Black working class female

11.  Asian working class male  
 
12.  Asian working class female

(Extend the categories if needed due to 
higher numbers attending the session.)  
 

 
 
 
 
 
 
 
 
 
 

 
 
 
Questions 

1. Move forward if you think you would have  
 a good opportunity to become a head  
 teacher if this was your wish.

2.  Move forward if you think your child will  
 experience equal opportunities in their  
 primary and secondary schooling.

3.  Move forward if you don’t think you will  
 experience sexual harassment at work  
 during your career.

4. Move forward if you don’t expect to be  
 impacted by gender inequality in society.

5.  Move forward if you don’t expect to   
 experience racism during your contact  
 with educational establishments.

6.  Move forward if you expect to feel   
 encouraged by the school and supported  
 by your partner to become a parent   
 volunteer at your child’s school.

7. Move forward if you feel OK to walk alone  
 at night without worrying you could be  
 sexually attacked.

8.  Move forward if you expect to be able 
 to progress your career without it   
 being impacted by signicant breaks  
 from employment to care for children  
 or relatives.

? Create any other questions to ask which  
 are more relevant or worth exploring with  
 your particular group of learners.



Developing solutions to support 
BME community parental  
engagement and cohesion

SMALL GROUPS20 MINS

3
Activity

 Handout 3 
Terminology  
cards

 Handout 4 
What’s our  
understanding?

Introduction 
 

 PowerPoint 
Slides 1 - 2

Continue to Activity ->
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TEACHING ACTIVITY:

•	 Divide	learners	into	three	small	groups	

•	 Distribute	Handout	3	(Terminology	cards)	and	ask		
 each group to match the terminology with its   
 correct de�nition. 

•	 Display	PowerPoint	Slide	1	and	ask	the	whole	group		
 to answer the questions.

	•	 Distribute	Handout	4	(What’s	our	understanding?).		
 Highlight the key points about transitional stages  
 and community cohesion.

	•	 Display	PowerPoint	Slide	2	and	check	learners’		
 understanding of the terms.

LEARNING ACTIVITY:

•	 Learners	match	terminology	to	definitions	 
 and discuss.

•	 Learners	respond	to	questions	to	define	 
 BME communities and who the term refers to.

•	 Learners	confirm	their	understanding	 
 of the key points.

2  

3 3 

Social cohesion 

Social inclusion 

Super-diversity 

Equalities 

Multiculturalism 

Good relations 

Cohesion 

Integration 
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Activity                     3

Terminology cards
✁

Settled 
communities

Settled status

Cohesion and 
integration

Social cohesion

Those who  
have integrated into the 

political, economic and cultural 
fabric of society beyond one 

family generation.

To be free of  
immigration registration  

and having the right of abode 
and inde�nite leave to enter  

or remain.

How to live together 
 in the context of  

socio-economic di�erences.

A relationship of  
exchange and e�orts from both 
settled and new communities to 

respect each other and get on well 
to enrich the community.
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Activity                     3

What’s our understanding?

What does settled BME communities mean  
and who does it refer to?
Settled BME communities can be de�ned as 
Black and Minority Ethnic (BME) communities 
who have integrated into the political, economic 
and cultural fabric of society in Britain beyond 
one family generation, e.g. Black African and 
Caribbean and Black British; Europeans such 
as Polish, Irish and Italian; Asian British and 
South Asian, e.g. Indian, Pakistani, Bangladeshi, 
Cantonese and Chinese. A community may 
also be identi�ed through religious faith, e.g. 
Jewish, or by cultural living style, e.g. Traveller 
communities, within which there are several 
cultural, racial and religious groups

It is helpful to recognise Black and Minority 
Ethnicity in Britain as going through three or 
four transitional stages towards becoming a 
settled community or part of British society, 
these being: 

1. New BME refugee and asylum seekers who  
 hope to return to their home.

2. New BME refugee and asylum seekers   
 establishing immigration status.

3. New settlers establishing immigration status. 

4. Settled immigrants beginning to develop   
 community groups and support services.

5. Settled, established and integrated  
 BME communities. 
 
What is community cohesion?
The Commission on Integration and Cohesion 
(CLG, February 2008) set out the following guide: 

‘Community cohesion is what must happen in 
all communities to enable di�erent groups of 
people to get on well together. A key contributor 
to community cohesion is integration, which is 
what must happen to enable new residents and 
existing residents to adjust to one another.’

The vision of an integrated and cohesive 
community is based on three foundations:

1. People from di�erent backgrounds having  
 similar life opportunities.

2.  People knowing their rights and    
 responsibilities.

3.  People trusting one another and trusting local  
 institutions to act fairly.

And three ways of living together:

1.  A shared future vision and sense of belonging. 

2.  A focus on what new and existing communities  
 have in common, alongside a recognition of  
 the value of diversity. 

3.  Strong and positive relationships between  
 people from di�erent backgrounds.

Source: The Government’s Response to the Commission on Integration 
and Cohesion, CLG, 2008

Government definition of settled status  
(UK Border Agency, Home Office, 2011)
Normally a resident in the United Kingdom with 
no immigration status on the length of stay. To be 
free of immigration registration, a person must 
have the right of abode or inde�nite leave to 
enter or remain in the United Kingdom.

Since 30 April 2006, EEA nationals (or their 
family members) who have been exercising free 
movement rights in the United Kingdom for a 
continuous period of �ve years will, at the end 
of that �ve-year period, become automatically 
entitled to permanent UK residence and will not 
need to obtain inde�nite leave to remain in the 
United Kingdom.

1  

3 3 

What does settled BME  
communities mean? 
   
Who does it refer to? 

Notes



SMALL GROUPS30 MINS

3
Activity

TEACHING ACTIVITY:

•	 Show	Video	clip	1	(Multicultural	provision).	This	 
 video clip addresses how the school aims to focus 
 on shared values of religions.

•	 Discuss	some	of	the	issues	raised	by	the	video.

•	 Divide	learners	into	small	groups	and	distribute		 	
 Handout 5 (Considerations for schools).

•	 Ask	each	group	to	work	on	one	of	the		 	 	
 recommendations and look at how their school   
 can improve their work on that issue. 

•	 Distribute	Handout	6	(Mapping	fact	sheet)	and	 
	 Handout	7	(Checklist	and	tips)	as	examples	of	 
 mapping and checklists to support their discussions.

•	 Ask	learners	to	present	their	idea	and	facilitate	feedback.

LEARNING ACTIVITY:

•	 Learners	watch	video	clip	and	discuss	key	 
 points raised.

•	 Learners	work	in	small	groups	on	a	solution	 
 focused task.

•	 Learners	look	through	the	Handouts	to	support		
 their solution focused work.

•	 Learners	present	their	ideas	and	take	part	in		 	
 whole-group discussion.

 Handout 6 
Mapping 
fact sheet

 Handout 5 
Considerations  
for schools

 Handout 7 
Checklist and tips

Activity 
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If you are able to turn this session into a  
full-day training course, you could explore in more 
depth the shared values and different beliefs and 
practices, and use additional video clips e.g:

www.christianvalues4schools.co.uk  
Rowan Williams speaks about Christian values 
for schools. (two minutes).

www.youtube.com/watch?v=HSh91-1JnIA 
Family	Links	and	Islamic	Values	(the	full	clip		
lasts eight minutes, but the �rst two minutes  
provide enough information for debate).

www.youtube.com/watch?v=IRQFBI85bJY 
Introduction to Sikh values for girls at school  
(two minutes).

www.youtube.com/watch?v=6AYL9_-PQyQ 
Introduction to Hinduism (two minutes).

Teacher notes

Video clip 1 - Multicultural provision 
 
This video clip is located on the 
teachers media website; therefore  
you will require internet access 
to display the video.

View video       

 http://www.teachersmedia.co.uk/videos/multicultural-provision
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Considerations for schools 
about BME parent engagement

How does your school address the issues below and what  
further work could the school develop on the six considerations? 

1 Needs are universal; solutions may be different

For example, people who have impaired 
vision and are from Black and Minority 
Ethnic (BME) communities mostly have the 
same needs as other people with impaired 
vision. However, they may experience more 
barriers in accessing services and, potentially, 
culturally sensitive ways of enabling people 
to access services are required.

Schools may need to adapt the way 
they provide services to meet the needs 

of established communities and these 
communities may require di�erent 
approaches to meet the same needs. This 
does not mean, however, that these new 
approaches cannot be a shared approach 
for the whole school, e.g. how mainstream 
schools are increasingly hosting activities 
for, and providing an understanding of, the 
di�erent religious celebrations of settled 
communities. 
 

Answer
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Activity                     3

Mapping fact sheet

 
 
Locality: .................................................................... 

Date: ........................................................................ 
 
Create a short introduction about settled Black and  
Minority Ethnic (BME) communities in your area.

1 What percentage of the population in your local authority is made  
 up of people from BME communities? 

2 What percentage of school pupils in your local authority are of  
 BME heritage?  

3 What percentage of pupils in your school are of BME heritage? 
 (Can you detail the percentages of the di�erent ethnic groups?)

 

4 What are the current attainment rates for pupils from BME families  
 and white families in the community around your school?

 

5 What can you �nd out about unemployment and employment statistics of BME  
 families and white families in the community around your school?
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Activity                     3

Checklist and tips

Tips for engaging more parents from ethnic minority groups 
Use this checklist to show for which things you already take action (✓),  
and which you haven’t considered before and may need to think about (✶).  
You could put these on your Action Plan. 

■ Ensure sta  have training around cultural 
 diversity and how this relates to engaging  
 parents. Ensure they are familiar with   
 di�erent cultural norms and value, and   
 respect these in all areas of engagement. 

■	 Explore and understand cultural issues that  
 may act as barriers to engagement. Raise  
 sta� awareness and take measures to reduce  
 or remove these barriers. 

■	 Find existing trusted access points into   
 communities (e.g. individual’s mums, 
 dads, carers, faith groups, social clubs,   
 organisations etc.). Explain to them how  
 your service bene�ts parents, children and 
 the local community. Ask for their help in  
 cascading this information and meeting with  
 parents or groups of parents. 

■	 Make sure printed information is available  
 in di erent languages (e.g. advertising  
 promotions, questionnaires etc.). 

■	 Subscribe to a translation service (e.g.   
 Language Line) or call on the skill of local  
 interpreters or multilingual parents/sta  to  
 ensure e ective communication can take place. 

■	 Go into the community. Invest time in the  
 relationship and build trust. Put the child  
 and bene�t to children and young people at  
 the centre. 

■	 Use innovative methods to reach out, such  
 as attending local festivals and events,   
 running local days etc. 

■	 Hold consultation events on premises   
 people are familiar with. Recruit people  
 who live/work in the community you wish to  
 reach, to help organise and run the event. 

■	 Use practical and fun ways to engage. Hold  
 events to bring people together. Consultation  
 may be the secondary outcome of an event. 

■	 Advertise in the local community. Reinforce  
 the message that parents matter and develop  
 a two-way relationship with parents based  
 on trust, respect and a commitment to   
 improving outcomes for children. 

■	 Engage with faith groups. By working   
 closely together, you may be able to extend  
 your access to larger populations of parents  
 who have received reassurances from people  
 they trust, that your work is relevant to  
 their needs. 

■	 Recruit parents from minority groups to  
 help engage and support other parents. 

■	 O er skill building as an incentive to   
 engaging with the service. O�er bespoke  
 forms of support (e.g. ESOL classes, literacy  
 skills, ICT training, con�dence building etc.)  
 or training to become mentors, advocates,  
 service ambassadors. 

Developing solutions to support 
BME community parental  
engagement and cohesion

http://www.youtube.com/watch?v=HSh91-1JnIA
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 Handout 4 
What’s our  
understanding?

 Handout 8 
Quiz sheet

 Handout 9 
Quiz answers

Section  Developed by SHS - www.shs.org.uk Page   40Marginalised communities 3

Introduction 
 

TEACHING ACTIVITY:

•	 Divide	learners	into	pairs	and	distribute	Handout	8 
		 (Quiz	sheet),	ask	learners	to	complete	the	questions		
 about BME established communities.

•	 Distribute	Handout	9	(Quiz	answers)	and	discuss	 
 the answers.

•	 Refer	to	Handout	4	(What’s	our	understanding?)	
 and facilitate a debate about some of the issues raised  
 e.g. the points about ‘othering’ or issues of religious  
 tension (shared values and con�icting beliefs). 

•	 Facilitate	discussion	to	define	established		 	
 communities and community  cohesion, drawing on  
 area-speci�c information to the locality of where  
 the training is held. 

LEARNING ACTIVITY:

•	 Learners	complete	the	quiz	and	respond	to	the	
 answers, identifying what was new to them.

•	 Learners	discuss	what	defines	established		 	
 communities, focusing on engagement issues of  
 BME communities within their local area.

4Section                
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Quiz sheet

1 How many distinct religions did the British Census of 2001 �nd the population   
 of Britain identify with?

   40   90   170 
 
 

2 Ofsted require schools to promote community cohesion and assess schools on this. 

   True   False 
 
 

3 What are the �ve largest practising religions in Britain? 
 
 1........................  2........................  3........................   4........................   5........................ 
 
 

4 In which year was the �rst non-white MP elected in Britain? 
 

   1892   1932    1982 
 
 

5 Which two out of the following �ve European countries did Britain allow signi�cant  
 immigration from in 1947?

         Poland         Holland         Italy         Belgium         Austria 
 
 

6 What percentage of Black Caribbean families in the UK are single parent homes?

   24%   36%   48% 
 
 

7 Which BME settled community has the highest achieving students at secondary   
 school level? 
 
 ............................................................................................................................................  

 
 
 
 

4Section                
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Quiz answers

1 How many distinct religions did the British Census of 2001 �nd the populations   
 of Britain identify with?
 The National Census of 2001 recorded 170 di�erent religions in Britain  
 (the results of the 2011 Census are yet to be published). 
 

2 Ofsted require schools to promote community cohesion and assess schools on this.

 False. The Labour Government introduced this requirement for Ofsted inspection in 2007, but   
 the Coalition Government removed it in 2011, the reason not known. It is still a legal requirement  
 for schools to promote community cohesion. However, schools won’t be monitored on it unless   
 someone makes a complaint. 
 

3 What are the �ve largest practising religions in Britain?

 Christian 71%, Muslim 3%, Hindu 1%, Sikh 0.6%, Jewish 0.5%, no religion 15% and not answered   
 just under 8%. (National Census, 2001. The results of the 2011 Census are yet to be published.) 
 

4 In which year was the �rst non-white MP elected in Britain?

 Dadabhai Naoroji was elected to the House of Commons in 1892, serving until 1895. He was of   
 Indian origin, an active politician, academic, business entrepreneur and social justice campaigner,  
 both in India and in Britain. 
 

5 Which two out of the following �ve European countries did Britain allow signi�cant  
 immigration from in 1947?

       Over 150,000 people from Poland, and a similar number from Italy, came to Britain from 1946  
 onwards in response to labour shortages, as well as part of resettlement agreements between   
 the governments of these countries after the Second World War.  
 (See www.bbc.co.uk/shorthistoryo�mmigration for a historical summary from 250AD to 2002).  
 

6 What percentage of Black Caribbean families in the UK are single parent homes?
 48% of Black Caribbean families were registered as single parent homes in the National Census  
 of 2001. The percentages for single parent homes of other ethnically de�ned groups from the   
 2001 National Census were as follows: 36% Black African, 22% White (British, European and others  
 together), 15% Chinese, 13% Pakistani, 12% Bangladeshi, 10% Indian. 

 The census found that 45% of single parent homes are mixed race families and nearly    
 half of all black and mixed race children are raised by single mums. 
 

7 Which BME settled community has the highest achieving students at secondary   
 school level?
 Chinese students are the highest attaining ethnic group, with 78.5% achieving �ve or more 
  A*- C GCSE grades. 
 

Source: GCSE & Equivalent Attainment by Pupil Characteristics in England 2010/2011, Department for Education, 2011
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What’s our understanding?

What does settled BME communities mean  
and who does it refer to?
Settled BME communities can be de�ned as 
Black and Minority Ethnic (BME) communities 
who have integrated into the political, economic 
and cultural fabric of society in Britain beyond 
one family generation, e.g. Black African and 
Caribbean and Black British; Europeans such 
as Polish, Irish and Italian; Asian British and 
South Asian, e.g. Indian, Pakistani, Bangladeshi, 
Cantonese and Chinese. A community may 
also be identi�ed through religious faith, e.g. 
Jewish, or by cultural living style, e.g. Traveller 
communities, within which there are several 
cultural, racial and religious groups

It is helpful to recognise Black and Minority 
Ethnicity in Britain as going through three or 
four transitional stages towards becoming a 
settled community or part of British society, 
these being: 

1. New BME refugee and asylum seekers who  
 hope to return to their home.

2. New BME refugee and asylum seekers   
 establishing immigration status.

3. New settlers establishing immigration status. 

4. Settled immigrants beginning to develop   
 community groups and support services.

5. Settled, established and integrated  
 BME communities. 
 
What is community cohesion?
The Commission on Integration and Cohesion 
(CLG, February 2008) set out the following guide: 

‘Community cohesion is what must happen in 
all communities to enable di�erent groups of 
people to get on well together. A key contributor 
to community cohesion is integration, which is 
what must happen to enable new residents and 
existing residents to adjust to one another.’

The vision of an integrated and cohesive 
community is based on three foundations:

1. People from di�erent backgrounds having  
 similar life opportunities.

2.  People knowing their rights and    
 responsibilities.

3.  People trusting one another and trusting local  
 institutions to act fairly.

And three ways of living together:

1.  A shared future vision and sense of belonging. 

2.  A focus on what new and existing communities  
 have in common, alongside a recognition of  
 the value of diversity. 

3.  Strong and positive relationships between  
 people from di�erent backgrounds.

Source: The Government’s Response to the Commission on Integration 
and Cohesion, CLG, 2008

Government definition of settled status  
(UK Border Agency, Home Office, 2011)
Normally a resident in the United Kingdom with 
no immigration status on the length of stay. To be 
free of immigration registration, a person must 
have the right of abode or inde�nite leave to 
enter or remain in the United Kingdom.

Since 30 April 2006, EEA nationals (or their 
family members) who have been exercising free 
movement rights in the United Kingdom for a 
continuous period of �ve years will, at the end 
of that �ve-year period, become automatically 
entitled to permanent UK residence and will not 
need to obtain inde�nite leave to remain in the 
United Kingdom.

Notes



BME communities: Considerations for schools

SMALL GROUPS30 MINS

4
Activity

Activity 
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TEACHING ACTIVITY:

•	 Distribute	Handouts	5,	6	and	7.	Introduce	these	as		
 examples of good practice information gathering  
 and service developments.

•	 Divide	learners	into	small	groups	and	ask		 	
 them to draw up plans for an event or activity,  
 or an action plan, that focuses on BME parent   
 engagement and school community cohesion.

•	 Distribute	a	selection	of	creative	tools	to	help	them		
 develop a visual piece of work to present to the  
 rest of the group, e.g. paper, card, marker pens,  
 tape, scissors and glue, fabric and string etc. 

•	 Asks	learners	to	present	their	work	and	facilitate		
 feedback about the work created.

LEARNING ACTIVITY:

•	 Learners	develop	an	event,	activity	or		action	plan		
 that focuses on BME engagement.

•	 Learners	use	the	Handouts	as	reference	material.

•	 Learners	present	their	work	to	the	whole	group		
 and contribute to feedback.

  

 Handout 6 
Mapping 
fact sheet

 Handout 5 
Considerations  
for schools

 Handout 7 
Checklist and tips
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Considerations for schools 
about BME parent engagement

How does your school address the issues below and what  
further work could the school develop on the six considerations? 

1 Needs are universal; solutions may be different

For example, people who have impaired 
vision and are from Black and Minority 
Ethnic (BME) communities mostly have the 
same needs as other people with impaired 
vision. However, they may experience more 
barriers in accessing services and, potentially, 
culturally sensitive ways of enabling people 
to access services are required.

Schools may need to adapt the way 
they provide services to meet the needs 

of established communities and these 
communities may require di�erent 
approaches to meet the same needs. This 
does not mean, however, that these new 
approaches cannot be a shared approach 
for the whole school, e.g. how mainstream 
schools are increasingly hosting activities 
for, and providing an understanding of, the 
di�erent religious celebrations of settled 
communities. 
 

Answer
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Mapping fact sheet

 
 
Locality: .................................................................... 

Date: ........................................................................ 
 
Create a short introduction about settled Black and  
Minority Ethnic (BME) communities in your area.

1 What percentage of the population in your local authority is made  
 up of people from BME communities? 

2 What percentage of school pupils in your local authority are of  
 BME heritage?  

3 What percentage of pupils in your school are of BME heritage? 
 (Can you detail the percentages of the di�erent ethnic groups?)

 

4 What are the current attainment rates for pupils from BME families  
 and white families in the community around your school?

 

5 What can you �nd out about unemployment and employment statistics of BME  
 families and white families in the community around your school?
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Checklist and tips

Tips for engaging more parents from ethnic minority groups 
Use this checklist to show for which things you already take action (✓),  
and which you haven’t considered before and may need to think about (✶).  
You could put these on your Action Plan. 

■ Ensure sta  have training around cultural 
 diversity and how this relates to engaging  
 parents. Ensure they are familiar with   
 di�erent cultural norms and value, and   
 respect these in all areas of engagement. 

■	 Explore and understand cultural issues that  
 may act as barriers to engagement. Raise  
 sta� awareness and take measures to reduce  
 or remove these barriers. 

■	 Find existing trusted access points into   
 communities (e.g. individual’s mums, 
 dads, carers, faith groups, social clubs,   
 organisations etc.). Explain to them how  
 your service bene�ts parents, children and 
 the local community. Ask for their help in  
 cascading this information and meeting with  
 parents or groups of parents. 

■	 Make sure printed information is available  
 in di erent languages (e.g. advertising  
 promotions, questionnaires etc.). 

■	 Subscribe to a translation service (e.g.   
 Language Line) or call on the skill of local  
 interpreters or multilingual parents/sta  to  
 ensure e ective communication can take place. 

■	 Go into the community. Invest time in the  
 relationship and build trust. Put the child  
 and bene�t to children and young people at  
 the centre. 

■	 Use innovative methods to reach out, such  
 as attending local festivals and events,   
 running local days etc. 

■	 Hold consultation events on premises   
 people are familiar with. Recruit people  
 who live/work in the community you wish to  
 reach, to help organise and run the event. 

■	 Use practical and fun ways to engage. Hold  
 events to bring people together. Consultation  
 may be the secondary outcome of an event. 

■	 Advertise in the local community. Reinforce  
 the message that parents matter and develop  
 a two-way relationship with parents based  
 on trust, respect and a commitment to   
 improving outcomes for children. 

■	 Engage with faith groups. By working   
 closely together, you may be able to extend  
 your access to larger populations of parents  
 who have received reassurances from people  
 they trust, that your work is relevant to  
 their needs. 

■	 Recruit parents from minority groups to  
 help engage and support other parents. 

■	 O er skill building as an incentive to   
 engaging with the service. O�er bespoke  
 forms of support (e.g. ESOL classes, literacy  
 skills, ICT training, con�dence building etc.)  
 or training to become mentors, advocates,  
 service ambassadors. 

This exercise, can easily be turned into a more 
creative and in-depth activity of one hour or more. 

Teacher notes



TEACHING ACTIVITY:

•		 Distribute	Handout	10	(Further	reading).	Acknowledge	that	learners	will	have	 
 speci�c local information resources and services which can be added to the list.

•	 Display	PowerPoint	Slide	3,	summarise	the	learning	from	the	session	and		  
 take feedback from the group. This should include one key learning points and   
 one action learners will be hoping to implement as a result of the session.

•		 Distribute	Plenary	(Action	planning	template). 
 
LEARNING ACTIVITY:

•		 Learners	ask	questions	about	the	links	and	think	about	their	local	services	 
 and resources.

•	 Learners	feed	back	their	learning	from	the	session	and	one	action	they	hope	to		
 implement as a result of the session.

•	 Learners	complete	evaluation	forms.

SMALL GROUPS15-20 MINS

 Plenary 
Action planning template

 Handout 10 
Further reading

Plenary activity 
 

 
Plenary5

Activity

Teacher notes
If you have a longer training session you could show some of the links on the internet and create 
a 30-minute interactive exercise, with learners able to share other resources that they use.

Taking  feedback can be done as a longer exercise if time allows. You could give out greetings 
cards that people can write their actions in and give back to you or post out, so that learners 
receive their cards as a reminder of the actions they want to implement. 
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 PowerPoint 
Slide 3

3  

5 3 

Black and Minority Ethnic parental 
engagement - considerations for schools 

1.  Needs are universal; solutions may be different. 

2.  Recognise multiple need. 

3.  Involve individuals and groups from within the BME 
communities and the BME voluntary sector services. 

4.  Sustain, mainstream and monitor BME provision. 

5.  Be prepared to address culturally sensitive issues. 

6.  Be mindful of, and prepared to address, other challenges  
to parental engagement. 

References: Section 3

Adams, R., Dominelli, L., Payne, M. (2009), Social Work - Themes Issues and Critical Debate. Palgrave 
MacMillan, Basingstoke

Beresford, P., Croft, S. (2004), Service Users and Practitioners Reunited: the Key Component for  
Social Work Reform. British Journal of Social Work, 34: 53-68

Curtis, K., Roberts, H., Copperman, J. et al (2004), How Come I Don’t Get Asked No Questions? - 
Researching ‘Hard to Reach’ Children and Teenagers. Child & Family Social Work, 9 (2): 167-75

Harris, J., Bamford, C. (2001), The Uphill Struggle Services for Deaf & Hard of Hearing People – Issues of 
Equality, Participation and Access. Disability & Society, 16 (7) 969-79

MacNaughton, G., Davis, K. (2001) ‘Beyond ‘Othering’, Rethinking Approaches to Teaching Young Anglo-
Australian Children About indigenous Australians. Contemporary Issues In Early Childhood, 2 (1): 83-93

Rowe, D., Horsley, N., Thorpe, T., Breslin, T. (2010), Teaching, Learning & Community Cohesion – A Study of 
Primary and Secondary Schools Response to a New Statutory Duty. CfBT Education Trust

5Section                
Handout 10  –  Further reading  –  Page 1 of 3

Marginalised communities toolkit – Developed by www.shs.org.uk
Activity                     3

Further reading 
Engaging with settled BME communities

 
   
  Below is a selection of links and resources to support community    
  cohesion and parent engagement developments to school policy, 
  action plans and good practice. 

National policy, legislation and resource services
The Equality & Human Rights Commission www.equalityhumanrights.com

The Race Equality Foundation www.raceequalityfoundation.org.uk

Department for Education www.education.gov.uk

By searching the internet or contacting your local authority or local community volunteer service 
centre, you will be able to �nd links to local area BME community support services. You can also 
�nd video resources on web links such as www.teachersmedia.co.uk

 
Good practice toolkits
Overcoming Barriers & Maintaining Parental Engagement, Sta�ordshire Children’s Trust, 2010 
www.sta	ordshirechildrenstrust.org.uk 
An excellent 17-page parent engagement strategy checklist.

Parent Carers Engagement 
www.parentandcarerengagement.org.uk 
Useful information and resources about parent engagement.

BME toolkit for sports engagement, 2010 
www.sportingequals.org.uk 
They also have a speci�c toolkit for engaging girls from BME communities.

Keeping Children Safe – Raising Awareness in Black & Minority Ethnic Communities, 2010 
www.safenetwork.org.uk 
Free CD training resource from NSPCC and Children England.  
Access from the SAFE Activities for Everyone Network.

The Learning Exchange 
www.learning-exchange.org.uk  
An online information hub for schools about voluntary and community services,  
both locally and nationally.

Family Diversity – A Guide For Teachers, Single Parent Action Network, 2010 
www.spanuk.org.uk
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Action planning template

5Section                Activity                     3

As part of the plenary activity for each 
section of this training resource, you will 
be able to identify the key issues facing 
your school with regards to marginalised 
communities and identify ways of  
addressing these issues as a team.

This activity will support the development  
of your SEF/SIP activity.

Key messages
Use this sheet to capture the key  
messages that have occurred during  
today’s training session.

Prioritising recommendations
Use this sheet to prioritise the 
recommendations your group has selected  
to address the issues in Section 3.

List the recommendations and then decide 
if the school has the power to change these 
issues. If the answer is ‘yes’, next determine  
if the recommendation needs to be addressed 
immediately or if it can wait. Please specify 
the time period you would expect it to be 
addressed within e.g. by the end of summer 
term 2013 if you have identi�ed it as not  
being an urgent issue.

For those items that should be addressed 
immediately, rank the recommendations in  
the order that they should be addressed.

 
 
 
 
 
 
 
 
 
Also identify the lead person who will be 
responsible for ensuring this activity is carried 
out. If a working group is required to support 
this lead person, please identify any volunteers 
who would be willing to support that activity.

Action plan 
Use this sheet to plan the prioritised 
recommendations. First describe the  
‘current state’ – what the situation is now. 
Next describe the ‘desired state’ you would 
like to see.

Then, on the right side of the arrow, list the 
steps the school sta� needs to take to reach 
the desired state. Where possible, please 
include resources, time and costs associated 
with each activity. Finally, on the left hand 
side of the arrow, list the steps the senior 
management team/governors need to take 
to help you reach your desired state. Again 
where possible, please include resources,  
time and estimated costs for completing  
this activity.

This action planning tool has been designed to enable you to capture the 
good practice that is currently happening within your school environment, 
but also to identify the areas that require further development.



Aim 
 
To provide a greater awareness of the potential 
range of needs of newly arrived EU families 
in their schools and have assessed/de�ned 
strategies to support those families.

Developed by SHS - www.shs.org.uk  3

Providing support to families 
from new EU communities 4

Section

 Objectives 
 
1 Explore the perceived bene�ts and challenges  
 posed by migration to the UK from other EU  
 countries in recent years. 

2 Gain a greater understanding of connections between   
 migratory journeys and emotional health and well-being. 

3 Identify the potential needs of recently arrived  
 EU families in your school community and de�ne  
 strategies to support them. 

4 Create an understanding of local and national  
 services (voluntary and statutory) that can support 
 work with newly arrived EU families.
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Introduction

In 2004, 10 new member states joined the 
European Union (EU). Eight are eastern 
European countries with income levels well 
below the western European average. Often 
referred to as the A8, they are:   

• Poland • Czech Republic

• Estonia • Latvia

• Lithuania • Hungary

• Slovakia • Slovenia

Cyprus (not northern Cyprus) and Malta also joined at 
the same time, but are very small countries with higher 
average incomes. Bulgaria and Romania were unable 
to	join	the	EU	in	2004,	but	were	accepted	as	members	
in	2007.

Source: The UK’s New Europeans: Progress and Challenges Five years 
After Accession, page 9, Equality and Human Rights Commission, 
January 2010. 
 
Statistics and facts
The graph above shows the percentage spread of 
Nationalities of Worker Register Scheme registered A8 
migrants	from	May	2004	to	April	2011	in	the	UK	and	
Scotland. You can clearly see that the majority of A8 
migrants to the UK are from Poland.

The UK, Ireland and Sweden were the only countries 
that didn’t impose restrictions on A8 migrants 
accessing their labour markets.

Source: Spatial, Sectoral and Temporal Trends in A8 Migration to 
the UK 2004-2011, Evidence from the Worker Registration Scheme, 
Centre for Population Change working paper, Economic and Social 
Research Council, March 2012 
 

 
 
 
 
 
 
 
 
 
 
 

The recent enlargement of the EU has fundamentally 
changed migration patterns to the UK:

• Over the past �ve years, hundreds of thousands of  
 new EU citizens have become part of UK society and  
 entered the country’s labour market.

• An estimated 1.5 million workers have come to the  
	 UK	from	new	EU	member	states	since	May	2004,	and		
	 there	are	now	approximately	700,000	eastern			
 European nationals resident in the UK.

• Eastern Europeans have made up about half of  
 labour immigration in recent years. 
 
Eastern Europeans diÅer substantially from the UK’s  
previous immigrant groups and create new,   
distinctive challenges for those who work to  
promote equality in UK society:

• The catch-all term ‘eastern Europeans’ refers to a  
 diverse group of migrants who come to the UK for  
 di�erent reasons and for varying time periods. 
 
 
 
 
 

 
 
 
 
 
 
 
 
 
 
 

• On average, these individuals (especially those from  
 Poland) are young and work for low wages in low- 
 skill jobs, even if they are highly educated. In other  
 words they ‘downgrade’ and have a lower return  
 on their educational achievements than other   
 migrant groups.

• Unlike other groups they are not concentrated in  
 particular geographical areas. They work across the  
 country in many di�erent locations.

• Many come without knowing how long they will  
 stay, while some move backwards and forwards  
 between the UK and their home country on a   
 regular basis.

• The recent migration is still in �ux and we should  
 expect it to remain �uid in nature and volume.   
 This is mainly because of the impact of the economic  
 crisis and the lifting of working restrictions in other  
 EU countries as of 1st May 2011. Migrants may   
 choose to go to countries closer to their own, such as  
 Germany or Austria.

Source: The Migration Observatory at the University of Oxford 
(www.migrationobservatory.ox.ac.uk) and The UK’s New Europeans: 
Progress and Challenges Five Years After Accession, page 5, Equality 
and Human Rights Commission, January 2010.
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Focus of training: Roma and Polish communities 
 
This section of the Toolkit focuses on two distinct communities (Roma and Polish) in relation to 
recent patterns of immigration as outlined above. Immigration from these communities has created 
challenges for schools, e.g. issues of support and inclusion.

Roma communities
The following is an excerpt from an article written 
by Eleanor Harding and »rst published on 1 January 
2008 in the New Internationalist magazine:

‘When Roma children…[arrive]…in other European 
countries, it is often assumed that their lack of 
schooling is attributable to a travelling lifestyle. But, 
contrary to popular belief, only some Roma groups 
are nomadic. In the ghettos of Romania, many Roma 
children have lived in the same community their entire 
lives without access to a school. Although schooling 
in Romania is free, parents are expected to provide 
copybooks and stationery themselves, as well as 
appropriate clean clothing and transport. For many 
Roma families, food takes priority over such items. 

‘It is poverty which keeps these children out of school; 
poverty which is institutionally reinforced. In Romania, 
identity papers are required for getting a job and 
accessing social welfare. The papers state where the 
individual lives, and so property papers, proving the 
individual’s permanent residence, are a prerequisite. 
A makeshift hovel does not count as a place of 
permanent residence, and therefore the poorest 
people in Romania have no way of legally earning 
money, or even accessing state bene�ts. United Nations 
Development Programme �gures show that the 
poorest	people	are	most	likely	to	be	Roma.	Some	66%	
live in households with a daily expenditure of less than 
$4.30	per	day	–	compared	with	just	25%	of	non-Roma.

‘Oxford University sociologist Razvan Constantinescu 
says that Roma were always considered an underclass, 
but during communist times were able to get jobs 
and housing. When communism collapsed, the old 
prejudices set in and they were �rst to lose their jobs 
and their housing.

“They were pushed back out of modern Romania 
but by now they had lost their links with traditional 
communities and they didn’t have support networks. 
They lost their traditional skills. They ended up in 
an ethnic no-man’s-land. They were rejected by both 
societies. That’s what really generated the poverty.”

‘Those who clung to their traditional communities 
during that time also now �nd it di	cult to obtain 
papers. Gruia Bumbu, President of the Romanian 
Government’s National Agency for Roma, explains, 
“Historically, some Roma haven’t had houses, but in the 
last few decades some have built them on the public 
land owned by the Romanian state. Their houses have 
been there for 10, 20 or 50 years, but they don’t have 
the papers for the land. If you don’t have the property, 
you can’t obtain identity papers. There are also streets 
in some areas which are not on the map of the town 
because the map was made 50 years ago. If you are not 
on the map, o	cially you don’t have a property so you 
cannot obtain an ID. The other problem is with Roma 
who migrate. They don’t have a permanent home 
which they can obtain documents for. If you don’t have 
any documents, you can’t have welfare – you simply 
don’t exist.”

 
 
 
 
 
‘According	to	the	2002	census,	there	are	535,140	
declared Roma in Romania, making up about 2.5 per 
cent of the population. Uno	cially, this �gure could 
be as much as 2.5 million. Although there are many 
di�erent groups of Roma, a proportion of whom are 
well educated and successful, a worrying number are 
not, due to deprivation, bureaucracy and racism. Only 
two-thirds of the country’s Roma children are enrolled 
in school, according to UNICEF. To do something as 
basic as run a market stall or sell anything, a person 
must have a certi�cate of trade, which requires six 
years of primary school education. So education is vital 
to engaging in legal employment.

‘There are an estimated 15 million Roma worldwide, 
though in almost every country where there is a 
signi�cant population the numbers vary hugely 
between o	cial and uno	cial estimates. The biggest 
Roma populations are in Turkey, Romania, Hungary, 
Spain and Bulgaria, though there are also signi�cant 
communities as far a�eld as India, Canada, Argentina 
and Brazil. There is no speci�c Roma religion; they 
have generally adapted to the religion of the countries 
where they have settled. International Roma Day is 
celebrated on 8 April each year.’
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Focus of training: Roma and Polish communities (cont.)
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Polish communities
The following is an extract from an Equality and 
Human Rights Commission Policy report, which looks 
at the progress and challenges associated with the 
migration of people to the UK from eastern European 
countries since the 2004 expansion of the EU:

‘The catch-all term “eastern Europeans” refers to a 
heterogeneous group of migrants who come to the 
UK for contrasting motivations and for varying time 
periods. On average, however, these individuals (and 
especially Polish people) are young and work for low 
wages in low-skill jobs, even if they are highly educated 
(in other words they ‘downgrade’ and have a lower 
return on their education achievements than other 
migrant groups).

‘Unlike other groups they work across the country 
in diverse and dispersed locations. EU freedom of 
movement has given recent migrants substantial 
�exibility, and this is re�ected in their patterns of work 
and mobility. The new EU citizens’ migration strategies 
have often been distinctively informal. Many rely 
on recruitment agencies and strong social networks 
for employment, while often exhibiting ‘circular’ or 
‘shuttling’ movement to and from the UK. Many come 
without knowing how long they will stay, while some 
move between the UK and their home country on a 
regular basis.  
 
 
 
 
 
 
 

‘A large proportion have found work in unskilled 
occupations, often in areas that have not typically 
attracted substantial immigration. The recent migration 
is still in �ux, and we should expect continued change 
and �uctuation in its nature and volume, not least in 
response to the economic crisis.’

It’s worth noting that the recent Polish migration is not 
unique in the UK’s history. After the Second World War, 
the combination of the British Government’s Polish 
Resettlement	Act	1947	and	a	labour	shortage	resulted	
in large numbers of Polish immigrants settling in the 
UK	during	the	late	1940s.	To	retain	a	sense	of	cultural	
identity, they created Polish-speci�c community 
centres and other infrastructure. The recent wave of 
immigration from Poland to the UK has brought new 
challenges, not just for the immigrants themselves, but 
also for the UK’s existing Polish communities.

That’s the national picture. A more personal view 
of Polish immigration to the UK comes from Anna 
Balcerek, a Polish national and mentor employed 
by the Bristol Bilingual Family Mentoring Service to 
provide support to Polish families across the city.

The following is from a report by Anna in which she 
talks about her understanding of Polish culture and 
her experiences:

‘Poland	joined	the	EU	in	2004.	The	UK,	along	with	
Ireland and Sweden, didn’t impose restrictions on [EU 
residents] accessing their labour markets, meaning 
they can live and work freely in the UK.  
 
 
 
 
 

 
 
 
 
 
 
 
‘Poles are often seen as hard-working and disciplined 
people but there are also negative stereotypes of 
Polish people that exist. Most of the people I have 
supported in my role as Polish Bilingual Family Support 
Mentor were in employment of some kind. However, 
I have also met a number of single mothers on a very 
low income who did not claim the bene�ts they were 
eligible for in the UK, due to either language barriers 
or lack of knowledge. 
 
‘Through my experience, giving an accurate percentage 
of Poles struggling with the English language is di	cult; 
younger people tend to speak quite well but within 
the older generation it tends to vary a lot. Every family 
I have supported has needed help at some point with 
translation or interpretation from English into Polish, 
especially when dealing with di	cult issues when clear 
understanding on both sides was crucial. However, it 
has been encouraging that English for Speakers of Other 
Languages (ESOL) courses are practically always full 
and we see people attending regularly. A lot of clients 
say that they “understand” the language better, but 
“speaking” they �nd di	cult. It is quite common (and 
unprofessional, in my opinion) that teachers in schools 
use children to interpret for their parents.’
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• ‘Poles take their shoes o� when at home. They  
 might expect any visitor, a friend or a professional  
 to do the same. 

• ‘Living conditions in Polish homes might seem  
 to be a bit crammed sometimes, but we need to  
 bear in mind that in Poland it is quite common to  
 live in small �ats or houses, so it is usually not a big  
 problem for the family itself. 

• ‘Poles often keep strong family links and express  
 respect for the elderly and professionals as well as  
 their own family members. 

• ‘There has been good uptake of free parenting  
 courses by the Polish parents of school-aged   
 children in Bristol. 

• ‘There is often a lack of understanding of the British  
 education system. In Poland children traditionally  
 start school at the age of seven, so some parents  
 believe it is di	cult for a child to start to read and  
 write earlier than that. Parents also often struggle  
 when helping the children with their homework; the  
 language barrier is sometimes too big. Although  
 Poles use the Latin alphabet, the pronunciation is so  
 di�erent to spoken English that it is very di	cult for  
 both the parents and the children to learn new sounds. 
 

• ‘Another important and very common issue   
 is attendance. Parents do understand that it is a  
 legal requirement to send the children to school,  
 but going on holiday in term time with their children  
 might not be seen by them as something that might  
 seriously a�ect the child’s education and development.

• ‘Knowing which illnesses to avoid school with is also  
 something that’s important to convey, as is knowing  
 which illnesses are generally OK to attend school  
 with; some Polish families will keep their children  
 home when they have a runny nose or cough,   
 because they didn’t know it’s OK to go to school  
 with a cough.

• ‘Poles tend to eat a lot of vegetables and cook their  
 food from scratch but diabetes and heart disease are  
 constantly on the rise. 

• ‘Traditional attitudes to gender often exist within  
 the Polish community. The role of a woman in   
 the society is still considered to be at home,   
 with an exception of women working who still  
 remain full-time mothers as well. Polish men will  
 often revere women (demonstrated by kissing their  
 hands) but will also con�ictingly tend to believe that  
 women are the stronger and protective ones.’
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Focus of training: Roma and Polish communities (cont.)

Anna has created the following list of statements which may be of use to  
professionals who are working in and with the UK’s Polish community: 
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Introduction  
 

TEACHING ACTIVITY:

•		 Carry	out	standard	housekeeping.	

•		 Agree	group	ground	rules	and	refer	to	learning			
 agreement as necessary. Record on �ip chart. 

•	 Welcome	and	facilitate	introductions	–	name,	job		
 role and one expectation from today.

•	 Introduce	aim	and	objectives	of	session	and	 
 outline of day. Record on �ip chart. 

 

 
Welcome and ice breaker activity   

WHOLE GROUP10 MINS

i
Introduction

General resources required for this section: 
 

 Flip chart and paper

 Pens

 Post-it notes

 Handouts, PowerPoint slides and other specific  
 resources as indicated under each activity.

Teacher notes 
 
Inclusion of ground rules alluding to respectful 
use of language and the demonstration of 
general respect to each other is important 
given the potentially sensitive nature of 
the training session and to ameliorate for 
learners who may have strong views with 
regard to immigration.

LEARNING ACTIVITY:

•		 Learners	contribute	to	agreeing	group	ground	rules.

•		 Learners	introduce	themselves.

•		 Learners	listen	and	ask	questions. 
 

Continue to Ice breaker activity ->
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Ice breaker activity 

TEACHING ACTIVITY:

•		 Ask	the	group	to	guess	how	many	countries	are		
 within the EU and to name them.

•	 Record	responses	on	flip	chart.

•	 Display	PowerPoint	Slide	1	and	ask	each	group	to		
 check their answers. 

•	 Divide	the	group	into	four	groups	and	distribute		
 Handout 1 (Ice breaker facts) giving seven �ags/ 
 country names and seven facts to each group.

•	 Ask	learners	if	they	can	match	the	correct	seven		
 facts to the seven countries. 

•	 Distribute	Handout	2	(Answers).

•	 Ask	‘Is	there	anything	that	surprised	you?	Is	it	 
 fair to say that there is probably a lot we don’t  
 know about some of the countries and their   
 respective cultures/histories?’

 

 
Welcome and ice breaker activity

SMALL GROUPS10 MINS

i
Introduction

LEARNING ACTIVITY:

•		 Learners	attempt	to	list	all	EU	countries.

•	 Learners	identify	which	countries	they	missed	out.

•	 In	groups	learners	match	flags/countries	to	the			
 correct fact.

•	 Learners	check	their	answers.

•	 Learners	contribute	to	discussion.

 
 

Continue to Ice breaker activity ->

 Handout 1 
Ice breaker facts

 Handout 2 
Answers

 PowerPoint 
Slide 1

1  

i 

!  Austria 
!  Belgium 
!  Bulgaria 
!  Cyprus 
!  Czech 

Republic 
!  Denmark 
!  Estonia 
!   Finland 
!   France 

!  Germany 
!  Greece 
!  Hungary 
!   Ireland 
!   Italy 
!   Latvia  
!   Lithuania  
!   Luxembourg  
!  Malta 
!  Netherlands 

!  Poland  
!  Portugal 
!  Romania 
!  Slovakia 
!  Slovenia  
!  Spain  
!  Sweden 
!  United 

Kingdom 
 
 

4 

The 27 EU member states 

Notes
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BELGIUM

✁
Ice breaker facts

Sigmund Freud and 
Wolfgang Amadeus 
Mozart were both 

born here. 

AUSTRIA

The NATO 
headquarters are 

based here. I am also 
famous for 

my chocolates!

Founded in 681, 
I am one of the oldest 

states in Europe.

BULGARIA

Section                
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Ice breaker facts 
Answers

 4 i

AUSTRIA  
Sigmund Freud and Wolfgang Amadeus Mozart were both born here. 

BELGIUM 
The NATO headquarters are based here. I am also famous for my chocolates!

BULGARIA 
Founded in 681, I am one of the oldest states in Europe.

CYPRUS 
I am known as the island of Aphrodite (the goddess of love and beauty) who, according to legend,  
was born here.

CZECH REPUBLIC 
My capital city is Prague. Among our traditional dishes are ‘knedlíky’, a type of dumpling made from 
potatoes or bread. 

DENMARK 
Between the 8th and 11th centuries, my native people were known as the Vikings.

ESTONIA 
I regained my independence from the Soviet Union in 1991. My capital city is called Tallinn and is one  
of the best preserved medieval cities in Europe.

FINLAND 
I have produced a number of top sports stars including Formula One drivers Mika Häkkinen and Kimi 
Räikkönen.

FRANCE 
I am the largest country in the EU and am home to Mont Blanc which is western Europe’s highest point.

GERMANY 
I have the largest population of any EU country. After World War II I was divided into the democratic 
West and the Communist East.

GREECE 
I am one of the cradles of European civilisation, whose ancient scholars made great advances in 
philosophy, medicine, mathematics and astronomy.

HUNGARY 
I am a landlocked state and my capital city is Budapest. One of my native countrymen discovered 
Vitamin C!

IRELAND 
I am home to internationally known rock bands and singers such as U2, the Corrs and Sinéad O’Connor.

ITALY 
The list of my famous native artists is long and includes Giotto, Botticelli, Leonardo, Michelangelo, 
Tintoretto and Caravaggio. I am also the native home of pizza and pasta! 
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Perceived challenges that may be 
experienced by schools, local/national 
government, communities (cont.) 

!   ‘British’ culture becomes diluted and ‘lost’ within schools/communities/the country. 

!   Concern about access to resources such as housing, education, health services and 
potential impact this may have upon British nationals. 

!   Delivering effective services to the public and the increased pressure this may cause the 
infrastructure: ensuring EAL students are supported in schools, that immigrants can 
access the range of public services, etc. 

!   Concern that immigration is a drain on the economy generally, affecting the job 
prospects of British nationals and putting pressure on the welfare system. 

!   Myth-busting in relation to newly arrived communities; the facts about the benefits and 
challenges to a school/community/country may often be combined with myth and the 
two can be hard to separated when they become an integral part of prejudice. 

!   Any more?..... 

3  
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Perceived benefits that may be 
experienced by schools, local/national 
government, communities 

!   Greater cultural diversity enhancing the life of the school/
community/locality/country. 

!   Chance to learn about other cultures and people on a micro 
and/or macro scale. 

!   Greater understanding of humankind; our similarities and 
differences – supports breaking down of prejudices and 
misconceptions. 

!   Economic and social benefits; people bringing skills to the UK to 
support the economy, schools and communities. 

Basic activity  
 

 
Exploring the bene»ts and  
challenges of immigration

SMALL GROUPS15 MINS

1
Activity

TEACHING ACTIVITY:

•	 Introduce	the	fact	that	over	the	last	eight	years	since	the	expansion	of	the	EU		 	
	 in	2004	there	has	been	greater	migration	of	people	from	former	eastern	 
 bloc countries.

•	 Display	PowerPoint	Slide	2	and	ask	the	group	to	feed	back	verbally	on	the		 	
 following questions:

 1. Identify the groups of EU immigrants to be found in your school. 

 2. What experience does the group of learners have in working with    
  families from eastern Europe?

•	 Record	answers	on	flip	chart.

•	 Divide	the	group	into	three.	Ask	each	group	to	identify	four	challenges	and	four		
 bene�ts that may be experienced by schools, local/national government and   
 communities in general, where there have been raised levels of EU immigration.

•	 Ask	each	group	to	write	their	answers	on	flip	chart	paper.

•	 Bring	the	group	back	together	and	ask	small	groups	to	feed	back.	

•	 Display	PowerPoint	Slides	3	and	4,	facilitate	discussion	regarding	answers	given 
  and support identi�cation of any bene�ts/challenges not covered on the slides.

•	 Use	two	sheets	of	flip	chart	paper	to	list	any	a)	benefits	or	b)	challenges	that		 	
	 are	not	already	listed	on	PowerPoint	Slides	3	and	4.

•	 Distribute	Handout	3	(EU	facts),	detailing	some	basic/interesting	facts	about	each		
 country. Brie�y read through these facts with the learners.

  
 

LEARNING ACTIVITY:

•	 Learners	listen	and	ask	questions.

•	 Learners	contribute	answers	to	the		 	 	
 questions set, based on their own experiences.

•	 In	groups,	learners	identify	the	benefits	and		 	
 challenges to schools/education authorities.

•	 Learners	contribute	to	group	feedback	 
 and discussion.

•	 Learners	listen	and	contribute	benefits	 
 and challenges.

 Handout 3 
EU facts

 PowerPoint 
Slides 2 - 4

2  
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Expansion of the European 
Community (EU) 
In 2004, 10 new member states joined the European Union (EU).  
Eight are eastern European countries with income levels well below  
the western European average. Often referred to as the A8, they are: 

!   Poland   

!   Czech Republic 

!   Estonia  

!   Latvia 

!   Lithuania 

!   Hungary 

!   Slovakia   

!   Slovenia 

Source: The UK’s New Europeans: Progress and Challenges Five Years After Accession, page 9. 
Published by the Equality and Human Rights Commission, January 2010 

 

!   Cyprus (not northern Cyprus) and Malta also joined at the same time, but are 
very small countries with higher average incomes. 

!   Bulgaria and Romania were unable to join the EU in 2004, but were accepted 
as members in 2007. 

Continue to Advanced activity ->

Teacher notes 
 
Ensure that the challenges 
and benefits fed back 
by the learners feel 
balanced and note that 
sometimes issues that can 
be perceived as a challenge, 
can also be perceived as a 
benefit and vice versa. 

Challenge assumptions that 
could lead to an imbalanced 
view of what the ‘challenges’ 
might be (ensure that 
learners use respectful 
language - revisit ground 
rules if necessary).
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EU facts
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The recent enlargement of the EU has fundamentally 
changed migration patterns to the UK:

Over the past 	ve years, it has brought 
hundreds of thousands of new EU citizens 
into the UK’s society and labour market. 

1 The new migration poses distinctive 
 new challenges for those who work to 
 promote equality in the UK. 

2 An estimated 1.5 million workers have 
 come to the UK from new EU member 
 states since May 2004, and the number 
 of eastern European nationals resident 
 in the UK has increased to about 700,000. 

3 Eastern Europeans made up about half  
 of labour immigration in recent years. 

4 Eastern Europeans di�er substantially 
 from the UK’s previous immigrant groups.  

5 The catch-all term ‘eastern Europeans’ 
 refers to a diverse group of migrants  
 who come to the UK for contrasting 
 motivations and for varying time periods. 

6 On average, however, these individuals 
 (and especially Polish people) are young 
 and work for low wages in low-skill 
 jobs, even if they are highly educated 
 (in other words they ‘downgrade’ and 
 have a lower return on their education 
 achievements than other migrant groups). 

7 Unlike other groups they work across the 
 country in diverse and dispersed locations. 

8 Many come without knowing how long 
 they will stay, while some move 
 between the UK and their home country 
 on a regular basis. 

9 The recent migration is still in �ux, and 
 we should expect continued change and 
 �uctuation in its nature and volume, not 
 least in response to the economic crisis.

 Source: The UK’s New Europeans: Progress and Challenges  
 Five Years After Accession, page 5, Equality and Human Rights  
 Commission, January 2010



Advanced activity  
 

SMALL GROUPS25 MINS

1
Activity

TEACHING ACTIVITY:

•	 Display	PowerPoint	Slide	3	and	4.

•	 Ask	learners	if	they	can	think	of	any	more	benefits	or	challenges		
 to schools, local/national government and communities in relation 
 to immigration.

•	 Distribute	Handout	4	(Immigrant-Host	Model)	and	introduce	the		
 concept of the Immigrant-Host Model and explain what it means.  
 Encourage learners to ask questions to clarify the model if necessary.

•	 Divide	learners	into	groups	of	four.

•	 Distribute	Handout	5	(Questions)	and	ask	learners	to	undertake	 
 the activity.

•	 Bring	the	learners	back	together	as	a	whole	group	and	ask	a		 	
 representative from each group to brie�y feed back.

•	 Highlight,	as	a	result	of	the	discussion,	how	difficult	it	might	feel 
 to a newly arrived person/family in the UK.

  
 
 

LEARNING ACTIVITY:

•	 Learners	listen	and	ask	questions	to	clarify	 
 the model. 

•	 Learners	complete	Handout	5,	asking	questions		
 if necessary. 

•	 Representatives	from	each	group	to	feed	back		
 the answers to the whole group.

•	 Learners	listen	and	contribute	to	discussion.

 Handout 4 
Immigrant-Host 
Model

 Handout 5 
Questions
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Teacher notes 
 
The problem inherent within the 
Immigrant-Host Model theory is that 
it places the responsibility on the 
immigrant to ‘adapt’ and ‘assimilate’ 
to the culture of their host population. 
This is not a theory that embraces 
diversity or that expects/requires the 
host culture to adapt or embrace any 
aspects of the immigrant culture. 

We could argue that this is a model 
that ‘misses opportunities’ for both the 
immigrant and the host culture; there is 
very little opportunity, via this theory, 
to create a space or an expectation 
in which both cultures, immigrant and 
host, can both adapt and assimilate, 
taking on the desired aspects of both 
cultures in order to achieve a new and 
diverse culture which may provide the 
newly-formed community with the ‘best 
bits’ of both.  
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Immigrant-Host Model
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The Immigrant-Host Model, in
uenced by the 
work of Chicago based sociologist Robert E. 
Park during the 1920s and 1930s, is a theory  
of immigration that emphasises:  
 
 
 
 

...stability, shared moral values 
and slow evolutionary change 
involving a process of adaptation.

 
 
Source: Haralambos & Holbourn; 216 as quoted on  
http://everything2.com/title/Race+and+Ethnicity+in+Sociology

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Within this model full assimilation of 
the immigrant into the new culture (the 
expectation that they will adapt and become 
similar to their host culture) is favoured 
over diversity, with the emphasis based on 
the immigrant having to become like the 
indigenous population.

To give a clearer idea of the central concepts  
of the Immigrant-Host Model, we can look  
at the work carried out by Sheila Patterson  
in the 1950’s. 
 

Sheila Patterson
Sheila Patterson carried out an investigation 
into the assimilation of 1st generation west-
Indian immigrants into Brixton. She conducted 
interviews of 250 white and 150 Afro-Carribean 
people within the community to investigate the 
way in which the communities had integrated. 

She described three stages: accommodation, 
integration and assimilation, as being 
the steps which immigrants must take to 
become a part of their host community. 
Accommodation meant that the West-Indians 
should aspire to ‘British standards’ and do 
what they could to join in with the activities of 
the community. 

Integration involved bringing themselves 
into direct and frequent contact with the host 
community, and �nally there was assimilation, 
in which the immigrant would lose their 
‘distinctive features’ and become like the host 
population. 

Throughout her work she stresses the need  
for the immigrant community to become like 
the hosts. 
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Immigrant-Host Model 
Questions
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Thinking about the Immigrant-Host Model, if you had recently arrived  
from Poland into the UK and were faced with this theory as the  
overriding stance taken by the ‘host’ population, what might you:

...as a consequence?

C ) Do...

A) Think... 

B) Feel...

What are the problems inherent within this theoretical viewpoint?

 
Exploring the bene»ts and  
challenges of immigration

 PowerPoint 
Slides 3 - 4
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Perceived challenges that may be 
experienced by schools, local/national 
government, communities (cont.) 

!   ‘British’ culture becomes diluted and ‘lost’ within schools/communities/the country. 

!   Concern about access to resources such as housing, education, health services and 
potential impact this may have upon British nationals. 

!   Delivering effective services to the public and the increased pressure this may cause the 
infrastructure: ensuring EAL students are supported in schools, that immigrants can 
access the range of public services, etc. 

!   Concern that immigration is a drain on the economy generally, affecting the job 
prospects of British nationals and putting pressure on the welfare system. 

!   Myth-busting in relation to newly arrived communities; the facts about the benefits and 
challenges to a school/community/country may often be combined with myth and the 
two can be hard to separated when they become an integral part of prejudice. 

!   Any more?..... 

3  
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Perceived benefits that may be 
experienced by schools, local/national 
government, communities 

!   Greater cultural diversity enhancing the life of the school/
community/locality/country. 

!   Chance to learn about other cultures and people on a micro 
and/or macro scale. 

!   Greater understanding of humankind; our similarities and 
differences – supports breaking down of prejudices and 
misconceptions. 

!   Economic and social benefits; people bringing skills to the UK to 
support the economy, schools and communities. 



Basic activity  
 

 
Supporting the Roma community

SMALL GROUPS15 MINS

2
Activity

TEACHING ACTIVITY:

•	 Display	PowerPoint	Slides	3	and	4,	recap	the	perceived	benefits	and	challenges	 
 of immigration.

•	 Introduce	key	information	regarding	the	Roma	community.	Distribute	Handout	6		
 (Roma community information) and give learners a few minutes to read  
 through the information. 

•	 Ask	the	group	if	they	have	any	questions,	if	there	was	anything	they	found		 	
 particularly interesting about the information or if they have learnt anything 
  new as a result of reading it.

•	 Divide	learners	into	groups	of	four	and	distribute	Handout	7	(Roma	community		
 scenario). Ask the learners to read the scenario in their groups.

•	 Whilst	bearing	in	mind	the	‘benefits	and	challenges’	of	immigration	already		 	
 discussed, ask the learners to answer the questions.

•	 Ask	each	group	to	feed	back	to	the	whole	group.

•	 Distribute	Handout	8	(Scenario	outcome)	and	talk	through	the	similarities/	 	
 di�erences of their responses to the actual scenario outcome.

  
 
 

LEARNING ACTIVITY:

•		 Learners	listen	and	read	through	information.

•	 Learners	ask	questions	and	contribute	to	the		 	
 group discussion.

•	 In	groups	learners	read	through	the	scenario	and		
 answer/discuss questions.

•	 Learners	feed	back	and	listen/discuss	in	turn.	

 Handout 6 
Roma community 
information

 Handout 7 
Roma community 
scenario

 Handout 8 
Scenario outcome

 PowerPoint 
Slides 3 - 4

Continue to Advanced activity ->

Section  Developed by SHS - www.shs.org.uk Page   52Marginalised communities 4

Notes

4  

1 4 

Perceived challenges that may be 
experienced by schools, local/national 
government, communities (cont.) 

!   ‘British’ culture becomes diluted and ‘lost’ within schools/communities/the country. 

!   Concern about access to resources such as housing, education, health services and 
potential impact this may have upon British nationals. 

!   Delivering effective services to the public and the increased pressure this may cause the 
infrastructure: ensuring EAL students are supported in schools, that immigrants can 
access the range of public services, etc. 

!   Concern that immigration is a drain on the economy generally, affecting the job 
prospects of British nationals and putting pressure on the welfare system. 

!   Myth-busting in relation to newly arrived communities; the facts about the benefits and 
challenges to a school/community/country may often be combined with myth and the 
two can be hard to separated when they become an integral part of prejudice. 

!   Any more?..... 

3  
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Perceived benefits that may be 
experienced by schools, local/national 
government, communities 

!   Greater cultural diversity enhancing the life of the school/
community/locality/country. 

!   Chance to learn about other cultures and people on a micro 
and/or macro scale. 

!   Greater understanding of humankind; our similarities and 
differences – supports breaking down of prejudices and 
misconceptions. 

!   Economic and social benefits; people bringing skills to the UK to 
support the economy, schools and communities. 
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Roma community information
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Recent research into Roma pupils in the UK 
highlighted some key issues. The research 
focused on school and other sta� working 
with Roma children from Slovakia and the 
Czech Republic, two of the most sizeable 
Roma communities in the UK at that time. 
Researchers were made aware of a number 
of cases of Roma children who had previously 
been placed in special or segregated classes/
schools in their home countries.

The same children, some of whom had 
minor hearing or sight problems, speech 
impediments, physical disability, or other 
learning di�culties, were studying in 
mainstream schools in the UK.

Research also shows that many Roma  
families had decided to move to the UK 
because they wanted equal opportunities  
for their children. This was particularly so  
in the �eld of education, something they  
felt they were not able to receive in the 
above-mentioned countries.

Most of the Roma students interviewed in 
the course of the research said they preferred 
school in the UK because of the equal 
opportunities o ered to them and the absence 
of racism and discrimination. This view was 
concurred with by the parents interviewed 
during this study, who valued the absence 
of discrimination, racism and anti-gypsyism 
in the school system in the UK. All of them 
believed their children’s chances to succeed 
later on in life were much better here in the 
UK than in Slovakia and the Czech Republic. 

Source: http://equality.uk.com/Education_�les/From%20
segregation%20to%20integration.pdf

 
 
 
 
 
 
 
 

However, other research shows that, 
in the UK: 
 

Roma adults are generally isolated,   
 mixing only with other Roma. 

There are heightened community   
 tensions in some areas and some   
 cases of racial harassment. In three  
 locations there were recorded incidents  
 of anti-Roma behaviour in schools and  
 amongst non-Roma parents coming from  
 the same EU states: 
 
‘Initially there were issues between Roma 
children and their families and ethnic Polish 
children and families. The schools were 
excellent and supported all of the children 
and families to learn that we do not accept 
racial intolerance here. This has been very 
e ective.

‘In one school an incident was noted where 
Roma parents/carers were subjected to 
anti-gypsy racist abuse by some other 
eastern European parents when taking and 
collecting their children to and from school. 
This wasn’t noticed by school sta  initially 
because of lack of knowledge of the home 
language. When this came to light the school 
intervened very promptly and decisively to 
end the problem.’
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Roma community scenario  
Outcome

 4 2

 
 
Specific activity
The Head Teacher met with the parent of 
the child who had been hit. The Bilingual 
Family Mentor attended this meeting in 
order to provide language support along 
with any emotional/practical support 
necessary. The Head Teacher explained that 
they were taking the incident very seriously 
and wanted to ensure that this didn’t 
happen again.

Mum seemed to expect this kind of thing 
to happen to their family as ‘this kind of 
thing happens everywhere we go’. The Head 
Teacher made it clear within the meeting that 
the child in question had been spoken to 
(and that a member of sta  was also going 
to speak to the child’s parent), and that 
measures had been put in place by the class 
teacher and lunchtime supervisor to ensure 
that this situation doesn’t happen again. 

The Family Support Worker (FSW), at the 
request of the Head Teacher, made contact 
with the mother of the child who had hit 
the Roma child, by ringing her at home to 
introduce herself and to explain her role 
in the school. She also carefully raised 
with Mum the recent incident with her 
son involving the Roma child. Mum wasn’t 
particularly receptive to the phone call, but 
the FSW handled the call in such a way that 
Mum accepted that the hitting of other 
children by her son is a concern, and agreed 
to come into school to talk about how best to 
support her son’s behaviour. 
 
 
 

 
 
 
 
 
 
 
 
 
Mum came in to meet the FSW to talk 
through the incident and the FSW observed 
to Mum that her son doesn’t seem to like 
some of the Roma children. Mum explained 
that the Roma community are living close 
to where she lives and that there seemed 
to have been a number of break-ins in the 
area since they had arrived. It was clear from 
what Mum said that her son had overheard 
her talking about her distrust of the Roma 
community and that this had resulted in 
her son’s aggressive behaviour towards the 
Roma child. The Family Support Worker 
used her active listening skills to make 
sure that Mum felt heard, but also to talk 
about the school’s Equality of Opportunity 
statement and the importance of all children 
being able to come to school to learn and 
live in a community free from physical and 
verbal aggression/abuse. The FSW could 
tell from their interaction that Mum has 
pretty low con�dence and self-esteem and 
would bene�t from some additional support 
around parenting; she has �ve children and 
her current partner, who isn’t the children’s 
father, comes and goes. Over a period of 
time, Mum agreed to do some one-to-one 
work regarding positive parenting with the 
FSW, who is a trained parenting programme 
facilitator, and they developed a positive 
working relationship. 

The situation was approached  
in a number of ways simultaneously:
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Roma community scenario
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There is a growing Roma  
community developing at your school.

The school is an inner-city school which 
has always been diverse, but the Roma 
community is relatively new in the area 
and your school has become a focus for 
local arrivals. 

A number of the families are newly arrived 
and have little English. An outreach 
worker from the city-wide Bilingual Family 
Mentoring Service (funded by the LA) has 
been working with a number of these 
families who were initially very reluctant 
to send their children to school (or to 
the attached Children’s Centre). Recently, 
however, it feels as if some of the barriers to 
attendance have begun to be broken down 
among the Roma-Gypsy community, with 
children coming to school regularly and in 
good numbers. 
 
 
 
 

You and other sta� at school have noticed 
that the Roma parents often stand 
segregated in the playground in the 
morning. You are also aware that there has 
been an incident at the school gate; a parent 
of white British origin was overheard talking 
loudly about how the crime rate is ‘bound to 
go up’ now that the ‘gypos’ have moved in.

In addition, the child of the parent involved 
has also been spoken to for hitting one 
of the new Roma children in his class 
during lunch break whilst calling him a 
‘smelly gypo’. The mother of the child who 
instigated the incident has ignored all 
attempts to be contacted and her partner 
has brought their child into school this 
week; he quickly drops o� and picks the 
child up at the school gates at the beginning 
and end of the school day. 



Advanced activity  
 

 
Supporting the Roma community

PAIRS15 MINS

2
Activity

TEACHING ACTIVITY:

•	 Divide	learners	into	pairs.

•	 Distribute	Handout	9	(Mental	illness	and	immigration)	and	talk	through	the		
 potential link with mental health issues and immigration.

•	 Distribute	Handout	10	(Case	study);	learners	read	the	case	study	and	answer		
 the questions.

•	 Each	pair	feeds	back	to	the	whole	group.

•	 Facilitate	group	discussion	from	the	ideas	generated.

•	 Distribute	Handout	11	(Case	study	outcome)	and	talk	through	the	synopsis	of		
 the work that was undertaken with the family and the outcomes reported by  
 both the mum and mentor.

  
 
 

LEARNING ACTIVITY:

•	 Learners	listen	and	ask	questions.

•	 Learners	read	the	case	study	and	answer	questions.

•	 Learners	share	feedback	with	the	whole	group.

•	 Learners	listen	and	contribute	to	the	discussion,		
 asking questions. 

•	 Learners	read	through	Handout	11,	listening	and		
 asking questions.

 

 Handout 9 
Mental illness  
and immigration

 Handout 11 
Case study  
outcome

 Handout 10 
Case study
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Mental illness and immigration
Stages of migration

 4 2

Source: Sam D.L., Berry, J.W. (2010). Acculturation: When Individuals and Groups of Di�erent Cultural Backgrounds Meet,  
Perspectives on Psychological Science 5(4). 472 

 

Assimilation
Adopting new customs 

and attitudes learned 

from/expected by the  

new ‘host’ culture. 
 

Acculturation
The process of cultural and 

psychological change that 

results following meeting 

between cultures. The 

e�ects of acculturation can 

be seen in both interacting 

cultures, e.g. food, clothing 

& language. 

Deculturation
When a person or group 

abandons his/her/their 

culture or customs.

PRE-MIGRATION

MIGRATION

POST-MIGRATION

STAGES
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Case study
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1 Supporting a newly arrived Polish family

This family were referred to the Bilingual 
Family Mentoring project via a family 
support setting in the east central area of 
Bristol. The family had recently arrived 
from Poland and the Polish mentor casually 
started talking to the mother, Fabiola, at the 
setting she was attending. 

Fabiola mentioned to the mentor that 
she had two small boys, was feeling very 
isolated and was beginning to get very 
down. A visit to the GP had resulted in her 
being prescribed anti-depressants. The 
mentor could hear that her English was poor 
and she had di�culty in making herself 
understood. Her eldest son was due to 
start primary school soon, but as yet none 
of the paperwork to support this had been 
completed. She also talked to the mentor 
about lacking documentation to support her 
life in the UK.

After a lengthy chat, during which the 
mentor explained about the Bilingual Family 
Mentoring Project, Fabiola said that she was 
keen to receive the extra support that the 
mentor could o�er her. The mentor arranged 
a home visit so that she could sit down with 
Fabiola and devise an action plan.  

Source: adapted from casework undertaken by the Bilingual 
Family Mentoring Service, Bristol. 

Names have been changed to protect identities.
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Case study 
Outcome
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Synopsis of support work undertaken 
and consequent outcomes  
 
The Bilingual Family Mentoring Project 
Mentor worked in partnership with the 
mother to:  
 

1 Enrol her on an ESOL course.

2 Help her to �ll in a primary school 
 enrolment form for her child.

3 Provide regular support through 
 phone calls and visits.

4 Investigate childcare so Mum could  
 have a break.

5 Investigate support for  
 mental health.

6 Organise a visit to school for Mum   
 to meet the child’s teacher in order  
 to understand more about what   
 goes on. 
 
Later it also emerged that the Home O�ce 
also needed to be contacted regarding 
missing documents.

The mentor made regular visits over 
a period of months. She was able to 
successfully enrol the mother on an ESOL 
course, contact the Home O�ce and 
retrieve the missing documents, organise a 
visit to the son’s school to meet the teacher, 
support the mother with the application 
form for primary school and provide 
information about local agencies that could 
provide support for her mental health. 
 
 

 
 
 
 
 
At the end of the support (�ve months), 
Mum reported:

‘The most useful part of having a mentor 
was her being able to contact the service 
providers on my behalf (e.g. Home O�ce, 
Department for Work and Pensions, etc.). 
I could start to live actively. I have started 
ESOL and am about to start driving lessons. 
It will help me to have better future 
prospects. Ideally I would like a longer 
service as the language barrier still remains 
and it takes more than a few months to lift 
it. This help is needed as we don’t know 
what the future will bring. I feel more 
con�dent, but I am still limited by my 
language. I have had better contact with 
my son’s teacher because of our visit to his 
school. I am more con�dent going to his 
school and helping with the Polish children 
during the session.’ 
 
The mentor reported:

Mum is no longer depressed. She is much 
more active and con�dent. She goes out, is 
more assertive, calmer, feels safer and her 
English is improving. 

Source: adapted from casework undertaken by the Bilingual 
Family Mentoring Service, Bristol. 



Basic activity  
 

SMALL GROUPS15 MINS

3
Activity

TEACHING ACTIVITY:

•	 Divide	learners	into	groups	of	five	and	give	out	Post-it	notes	(two	colours)	 
 to each group.

•	 Ask	each	group	to	identify	local	and	national	services	that	can	provide			
 support, information and/or advice to newly arrived EU families. Learners  
 write each one on a Post-it note.

•	 Explain	that	statutory	services	are	to	be	written	on	a	different	colour	of 
 Post-it note from voluntary/third sector services.

•	 Take	two	pieces	of	flip	chart	paper	and	head	them:

 a) Statutory services.

 b)	Voluntary	services.

•	 Ask	each	group	to	come	and	stick	their	Post-it	notes	on	respective	pieces	 
 of �ip chart paper.

•	 Go	through	the	organisations	together	as	a	whole	group.

•	 As	a	whole	group	identify	together:

 1. How the services listed relate to each other.

 2. Any gaps in services.

 3. Any potential gaps in knowledge of services.

 4. One area of service provision that they would like/need to know more  
  about/�nd out about as a result of the exercise. 

LEARNING ACTIVITY:

•	 Learners	write	their	ideas	down	on	individual			
 Post-it notes; one colour for statutory and another  
 for voluntary services.

•	 Learners	stick	completed	Post-it	notes	onto		 	
 prepared �ip chart paper.

•	 Learners	contribute	to	the	discussion	with	ideas		
 and thoughts in relation to the four questions.

•	 Learners	identify	one	area	of	service	provision	that		
 they would like/need to know more about/�nd  
 out about. 

Continue to Advanced activity ->
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Identifying local and national  
resources and support



Advanced activity  
 

SMALL GROUPS15 MINS

3
Activity

TEACHING ACTIVITY:

•	 Divide	learners	into	groups	of	three.

•	 Introduce	the	role	plays;	each	learner	will	take	on	one	of	the	following	roles:

 1.  Member of school sta�.

 2.  Parent highlighted in Handout 10 (Case study).

 3.  Observer.

•	 Distribute	Handout	12	(Role	play	scenarios),	one	role	play	per	group.

•	 Before	asking	learners	to	undertake	the	role	plays,	use	PowerPoint	Slide	5		
 to check the learners’ understanding of the task.

•	 After	the	role	play	task	has	been	completed,	ask	the	learners	to	form	three		
 new  groups depending on the roles they had assumed.

•	 Display	PowerPoint	Slide	6	and	ask	each	group	to	discuss	the	questions.

•	 Ask	each	group	to	feed	back	their	answers	to	the	whole	group.

	•	 Generate	a	debate	about	what	the	group	have	learnt	from	this	exercise;	do	 
 you need to do some further research with regard to these    
 communities before you embark on or undertake work with them?

•	 Distribute	Handout	13	(Contacts).

LEARNING ACTIVITY:

•	 Learners	read	their	allocated	case	study	and	 
 ask questions.

•	 Learners	discuss	the	preparation	that	would	be		
 required in relation to the case study.

•	 Learners	decide	who	will	undertake	which	role		
 within the case study they have been given.

•	 Learners	form	three	new	groups	and	discuss 
 the questions relating to the role they assumed.

•	 Learners	contribute	to	the	discussion	and	receive 
 a list of useful contacts.

Continue to Advanced activity ->
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Teacher notes 
 
If there are more than 
three groups of three, then 
duplicate the case studies 
across the groups.

 Handout 12 
Role play scenarios

 Handout 13 
Contacts

 PowerPoint 
Slides 5 - 6

6  

3 4 

Role play 

In your new groups of ‘members of school staff’,  
‘parents’ and ‘observers’, please discuss: 
 

For the roles of ‘parent’ and ‘member of school staff’ 

1.  What were the challenges you faced within the role play?  

2.  How did you deal with these challenges?  

3.  What did it feel like to be in your ‘character’? 
 

For the ‘observer’ 

1.  What did you observe?  

2.  What feedback would you give to the ‘member of school staff’? 

 Handout 10 
Case study
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1 Supporting a newly arrived Polish family

This family were referred to the Bilingual 
Family Mentoring project via a family 
support setting in the east central area of 
Bristol. The family had recently arrived 
from Poland and the Polish mentor casually 
started talking to the mother, Fabiola, at the 
setting she was attending. 

Fabiola mentioned to the mentor that 
she had two small boys, was feeling very 
isolated and was beginning to get very 
down. A visit to the GP had resulted in her 
being prescribed anti-depressants. The 
mentor could hear that her English was poor 
and she had di�culty in making herself 
understood. Her eldest son was due to 
start primary school soon, but as yet none 
of the paperwork to support this had been 
completed. She also talked to the mentor 
about lacking documentation to support her 
life in the UK.

After a lengthy chat, during which the 
mentor explained about the Bilingual Family 
Mentoring Project, Fabiola said that she was 
keen to receive the extra support that the 
mentor could o�er her. The mentor arranged 
a home visit so that she could sit down with 
Fabiola and devise an action plan.  

Source: adapted from casework undertaken by the Bilingual 
Family Mentoring Service, Bristol. 

Names have been changed to protect identities.
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Abel and Luisa

Vasile (30) and Amalia (25) have two 
children: Abel (seven) and Luisa (�ve). They 
are a Roma family originally from Romania 
and Mum’s English is still quite basic. Dad 
doesn’t come to the school; it’s always Mum 
who does the drop-o�s and pick-ups. 

They can barely survive from selling The Big 
Issue and collecting scrap metal, and �nd 
it very hard to pay the rent and utilities as 
well as buying food and everything else the 
children might need. Weekly they would 
normally buy a �ve kg pack of potatoes, fruit, 
two kg pack of rice, two kg pack of pasta and 
all the ingredients necessary to bake bread

In school, both Abel and Luisa’s class teachers 
are concerned that the children seem grubby 
and tired, and often late to school. She has 
referred the concern to you, the School-Home 
Support Parent Support Advisor, based within 
the school. As a consequence, you have 
introduced yourself to Mum in the playground 
and told her (very basically, because there is a 
language barrier) about your role within the 
school and the kind of general support you 
can o�er, but haven’t yet broached the issues 
of concern with her. Mum is coming in today 
to see you and to �nd out more about the 
service you can o�er. You have arranged for a 
bilingual worker to also be present (she has 
been helping you to liaise with Mum) in order 
to support the communication process and 
Mum is aware of this.
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National organisations
European Roma and Travellers Forum (ERTF) is an international Roma organization 
which brings together Roma NGOs from all over Europe. Based in Strasbourg, 
France, home of the European Parliament. 
www.ertf.org

European Roma Information O�ce is an international advocacy organization 
promoting political and public discussion on Roma issues. Also runs a series of 
nationally based e-mail groups called the Roma Virtual Network.  
www.erionet.org

European Roma Rights Centre is an international public interest law organization 
combating anti-Roma racism and human rights abuses. Based in Budapest, Hungary.
www.errc.org

International Gypsy Union contests the use of the term Roma and aims to reclaim 
the word ‘Gypsy’ instead.  
http://gypsyunion.tripod.com

Voice of Roma is a San Francisco-based NGO which promotes authentic Romani 
music and art, counters myths about the Roma and is particularly active in 
supporting Roma in Kosovo. 
http://voiceofroma.com

Save the Children has projects all over the world aimed at helping Roma children. 
Its Romanian branch focuses on education. 
www.savethechildren.net

 
Regional organisations
Bilingual Family Mentoring Service, Bristol, UK.  
Tel 0117 954 2820 or e-mail hopcraftf@cityacademy.bristol.sch.uk

5  

3 4 

Role play 

Prior to undertaking the role play, spend a few minutes 
discussing what you would need to do, if you were the 
member of school staff, to prepare for the meeting with  
the parent as outlined within your role play scenarios: 

1.  Identify the needs of the family. 

2.  Plan future targeted support to them 
in one-to-one setting with you. 

3.  Identify ways in which to signpost to/access 
other services who may be able to support 
the family alongside you. 

 

 
Identifying local and national  
resources and support



TEACHING ACTIVITY:

•		 Summarise	learning	from	today.

•		 Identify	good	practice	for	engaging	parents	and	areas	for	development.

•		 Distribute	Handout	14	(Further	reading).	

•	 Distribute	Handout	15	(Case	study)	and	explain	the	importance	of	a	 
 whole-school approach.

•		 Distribute	Plenary	(Action	planning	template).

LEARNING ACTIVITY:

•		 Identify	the	next	steps	post-training,	alongside	any	individual	learning	needs.

•	 Learners	use	the	Plenary	to	stimulate	discussion.

SMALL GROUPS15-20 MINS

 Plenary 
Action planning template

 Handout 14 
Further reading

 Handout 15 
Case study

Plenary activity 
 

 
Plenary4

Activity

Reference: Section 4 
 
 
The UK’s New Europeans: Progress and Challenges Five Years After 
Accession, Equality and Human Rights Commission, January 2010

Eleanor Harding for the New Internationalist magazine, �rst published 
on 1 January 2008

http://europa.eu/about-eu/countries/index_en.htm

http://everything2.com/title/Race+and+Ethnicity+in+Sociology

http://equality.uk.com/Education_�les/From%20segregation%20to%20
integration.pdf

http://equality.uk.com/Resources_�les/strategicguide.pdf

Good Practice Guide Cultural Awareness Training, Save the Children with 
the Department for Children, Families and Schools

Sam D.L., Berry J.W. (2010), Acculturation: When Individuals and Groups 
of Di·erent Cultural Backgrounds Meet, Perspectives on Psychological 
Science 5(4). 472 Bhugra D., Jones P., APT 2001;7:216-222

Advances in Psychiatric Treatment, 2001, 7: 216-222 doi: 10.1192/
apt.7.3.216 http://apt.rcpsych.org/content/7/3/216.full

http://dera.ioe.ac.uk/860/1/DFE-RR043.pdf
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Further reading 
Providing support to families from new EU communities

The Lancashire Grid for Learning, detailing resources to support schools, 
practitioners and other stakeholders with regard to information and best  
practice in working with Gypsy, Roma and Traveller children/families. 
http://www.lancsng�.ac.uk/projects/ema/index.php?category_id=60

Funded by the City of Edinburgh Council, a report detailing the �ndings  
of The Polish Family Project: A Pilot Support Program for Individuals and  
Families A�ected by Domestic Violence and Alcohol Misuse. 
http://www.mc�.org.uk/documents/PFP_Final_July07.pdf

An Equality and Human Rights Commission Policy report: The UK’s New  
Europeans: Progress and Challenges Five Years After Accession. 
http://www.equalityhumanrights.com/uploaded_ les/new_europeans.pdf

Website detailing information about individual EU member states. 
http://europa.eu/about-eu/countries/index_en.htm 

A strategic guide for directors and senior managers looking at new  
Roma communities in England. 
http://equality.uk.com/Resources_ les/strategicguide.pdf

A good practice guide published by the Department for Children,  
Families and Schools focusing on cultural awareness training.  
http://www.savethechildren.org.uk/sites/default/ les/docs/Good_Practice_Guide(1)_1.pdf

A report entitled The Impact of the Recent Migration from Eastern  
Europe on the UK Economy. 
http://www.bankofengland.co.uk/publications/speeches/2007/speech297.pdf

A website providing information about Polish migration to the UK as well  
as sources of information, support and signposting for Polish immigrants. 
www.polish-migrants.co.uk

A Wikipedia resource providing information about the history of Polish 
immigration to, and settlement within, the UK. 
http://en.wikipedia.org/wiki/Polish_migration_to_the_United_Kingdom#Polish_Resettlement_Act_1947
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Case study
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A whole-school approach to inclusion  
and engagement of Roma families

Background
This secondary school is located in an urban 
inner city area. Around half of its pupils are 
eligible for FSM. The school has over 40 Gypsy, 
Roma and Traveller pupils on roll (mainly 
Travellers of Irish Heritage), drawn from a 
number of local sites. This represents the 
highest proportion of Gypsy, Roma and Traveller 
pupils across all the city’s secondary schools. 
The school also experiences a high percentage 
of pupil mobility (this includes Gypsy, Roma and 
Traveller pupils and other pupils). 

Contextual consideration: di�cult/complex 
relationships between the school and local 
communities. 

There were tensions between the school and 
some Gypsy, Roma and Traveller families around 
the engagement of pupils in the school. On 
occasion, the school’s management of particular 
behaviour-related incidents (for example, 
through the use of permanent exclusions) was 
seen to have led to inappropriate and unhelpful 
reactions from family and other community 
members. This compounded the di�cult 
relationships between the school and some 
members of the local Gypsy, Roma and Traveller 
communities. 

 
 
 
 
 
 
 
 
 

Response: developing mutual respect 
The school implemented a number of strategies 
to counteract these tensions and develop 
informed relationships with Gypsy, Roma and 
Traveller pupils, their families, and members 
of the wider communities. This involved the 
development of a strong pastoral structure 
where the pastoral manager and heads of year 
had proactive roles in liaising with Gypsy, Roma 
and Traveller parents. This pastoral ethos in the 
school was broadened out and encompassed, 
for example, the school chaplin working with 
local churches and the local Irish centre (which 
were attended by Irish Travellers) to enhance 
school-community relationships. 

Within the school, e�orts were also made to 
recognise, understand and meet the needs of 
individual pupils. For example, members of 
the pastoral team invested time to uncover the 
reasons behind the barriers to one Traveller 
pupil’s participation in an overseas school 
trip. This culminated in the school providing 
appropriate �nancial and logistical support 
and the family subsequently consenting to the 
visit, thus demonstrating the development of 
mutual understanding of, and respect for, each 
other’s positions, with the needs of the child at 
the centre.  
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As part of the plenary activity for each 
section of this training resource, you will 
be able to identify the key issues facing 
your school with regards to marginalised 
communities and identify ways of  
addressing these issues as a team.

This activity will support the development  
of your SEF/SIP activity.

Key messages
Use this sheet to capture the key  
messages that have occurred during  
today’s training session.

Prioritising recommendations
Use this sheet to prioritise the 
recommendations your group has selected  
to address the issues in Section 4.

List the recommendations and then decide 
if the school has the power to change these 
issues. If the answer is ‘yes’, next determine  
if the recommendation needs to be addressed 
immediately or if it can wait. Please specify 
the time period you would expect it to be 
addressed within e.g. by the end of summer 
term 2013 if you have identi�ed it as not  
being an urgent issue.

For those items that should be addressed 
immediately, rank the recommendations in  
the order that they should be addressed.

 
 
 
 
 
 
 
 
 
Also identify the lead person who will be 
responsible for ensuring this activity is carried 
out. If a working group is required to support 
this lead person, please identify any volunteers 
who would be willing to support that activity.

Action plan 
Use this sheet to plan the prioritised 
recommendations. First describe the  
‘current state’ – what the situation is now. 
Next describe the ‘desired state’ you would 
like to see.

Then, on the right side of the arrow, list the 
steps the school sta� needs to take to reach 
the desired state. Where possible, please 
include resources, time and costs associated 
with each activity. Finally, on the left hand 
side of the arrow, list the steps the senior 
management team/governors need to take 
to help you reach your desired state. Again 
where possible, please include resources,  
time and estimated costs for completing  
this activity.

This action planning tool has been designed to enable you to capture the 
good practice that is currently happening within your school environment, 
but also to identify the areas that require further development.

http://europa.eu/about-eu/countries/index_en.htm
http://everything2.com/title/Race+and+Ethnicity+in+Sociology
http://equality.uk.com/Education_files/From%20segregation%20to%20integration.pdf
http://equality.uk.com/Education_files/From%20segregation%20to%20integration.pdf
http://equality.uk.com/Resources_files/strategicguide.pdf
http://apt.rcpsych.org/content/7/3/216.full
http://dera.ioe.ac.uk/860/1/DFE-RR043.pdf


Aim 
 
To understand the issues and challenges 
experienced by parents/carers of  
children and young people with SEN  
in mainstream schools. 

Developed by SHS - www.shs.org.uk  3

Engaging with parents of children  
with special educational needs (SEN) 5

Section

 Objectives 
 
1 Understand speci�c issues experienced  
 by parents.

2 Identify practical skills required by sta�  
 working with parents of children 
 with special educational needs. 

3 Develop e�ective practice to improve  
 communication with parents.

4 Share and review existing practice, developing 
 ideas and strategies for more e�ective practice.
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Special educational needs – an introduction 
 
Approximately two million children and young people in England are classed as having 
special educational needs (SEN) or as disabled. By the time they leave school they are more 
than twice as likely to be ‘not in education, employment or training’ (NEET), as those who 
are not classed as SEN.

Assessment
Assessment for special educational needs is a complex 
process. Often it involves working not only with 
parents and/or carers, but also with multi-disciplinary 
and specialist teams from health, early years settings 
and schools. 

Once a child has been identi�ed as needing special 
educational provision, they are placed on the SEN 
register. The support they are then o�ered is guided by 
the Special Educational Needs Code of Practice.

Much of the SEN support provided by mainstream 
schools is excellent. Many have achieved the ‘Inclusion 
Quality	Mark’	or	become	‘dyslexia	friendly	schools’.	This	
means they adhere to best-practice models to support 
children and their families. 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Differing needs 
 
The needs of SEN children and young people vary, 
as does the support needed by their families. Some 
children and young people, e.g. those with dyslexia 
or dyspraxia, require just a few adjustments to their 
school environment and curriculum. Others have life-
limiting, chronic conditions, such as cystic �brosis. In 
these cases, schools must work with parents, carers 
and other service providers to develop appropriate 
provision to meet the child or young person’s long-
term learning and developmental needs. 
 
Shared concerns
Many parents and carers of children or young people 
with SEN have shared concerns.

From a parent or carer’s perspective, the assessment 
system can feel bureaucratic, bewildering and adversarial. 
Support needs are often identi�ed too late in a child or 
young person’s school life, leading parents and carers to 
feel frustrated by the lack of support from schools and 
other services.

Experiences can also vary by location. Parents may feel 
they have limited access to schools and care facilities that 
can meet their child or young person’s needs.  
 
 
 

 

 

 
 
A new approach
The recent SEN Green Paper 2011 has outlined a new 
approach to meeting the needs of children and young 
people with SEN. These are the key proposals:

•	 Parents should be at the heart of the decision- 
 making process about their child or young person’s  
 health, education and care needs. 

•	 Parents should have access to a personal   
 budget to buy equipment or key services from  
 providers of their choice.

•	 Services should become more transparent.

•	 Parents should have access to trained key workers  
 to help them �nd appropriate services.

•	 Parents should have the right to express preference  
 for any state-funded mainstream or special school. 
 
 
 
Source: Support and Aspiration: a new approach to special 
educational needs and disability green paper, March 2011  
www.education.gov.uk
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www.inclusionmark.co.uk 
 
www.bdadyslexia.org.uk 
 
Special Educational Needs Code of Practice  
http://media.education.gov.uk/assets/�les/pdf/s/
special%20educational%20needs%20code%20
of%20practice.pdf
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Introduction  
 

Ice breaker activity 
 

TEACHING ACTIVITY:

•		 Carry	out	standard	housekeeping.	

•		 Agree	group	ground	rules	and	refer	to	learning			
 agreement as necessary. Record on �ip chart. 

•	 Welcome	and	facilitate	introductions	–	name,	job		
 role and one expectation from today.

•	 Introduce	aim	and	objectives	of	session	and	 
 outline of day. Record on �ip chart.  
 
LEARNING ACTIVITY:

•		 Learners	contribute	to	agreeing	group	ground	rules.

•		 Learners	introduce	themselves.

•		 Learners	listen	and	ask	questions.

 
 

TEACHING ACTIVITY:

•		 Ask	learners	to	take	it	in	turns	to	share	one	positive		
 thing that has happened to them, either at home  
 or at work, during the week.

•	 Display	PowerPoint	Slide	1	and	ask	the	following	
 questions:

 1. Was it easy to think of something positive? 

 2. How did talking about this make you feel? 
 
LEARNING ACTIVITY:

•	 Learners	share	their	positive	experiences.

•	 Learners	share	their	thoughts/feelings	with	 
 the whole group.

 
Welcome and ice breaker activity   

WHOLE GROUP WHOLE GROUP10 MINS 10 MINS

i
Introduction

General resources required for this Section: 
 

 Flip chart and paper

 Pens

 Post-it notes

 Blu-Tack or masking tape

 Highlighter pens

 Handouts, PowerPoint slides and other specific  
 resources as indicated under each activity.
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Teacher notes 
 
This section is accompanied by an additional  
PDF document containing further instructions and 
guidance notes for teachers.

 PowerPoint 
Slide 1

1  

i 5 

Ice breaker 

!   Take it in turns to share one positive thing 
that has happened to you, either at home or at 
work, this week. 

!   Was it easy to think of something positive?  

!   How did talking about this make you feel?  



 
SEN perceptions

SMALL GROUPS20 MINS

1
Activity

TEACHING ACTIVITY:

•	 Prepare	three	sheets	of	flip	chart	paper	labelled	as	follows:

 1. Learning di	culties.

 2.  Learning disability.

 3.  Special Educational Needs (SEN). 
 
•	 Divide	learners	into	small	groups	and	ask	them	to	reflect	on	the	three	terms.

•	 Ask	learners	to	consider	their	understanding	of	each	term	and	develop	a	shared		
 de�nition within their group, writing the de�nition on a Post-it note.

•	 Each	group	places	their	definition	on	the	relevant	headed	flip	chart	paper.

•	 Facilitate	a	discussion	about	their	initial	observation,	specifically	noticing	the		
 similarities and di�erences.

•	 Display	PowerPoint	Slide	2	and	facilitate	group	feedback.

•	 Explain	that,	for	the	purpose	of	this	training	session,	they	will	be	exploring	the		
 issues for parents who have children with SEN in mainstream education.

LEARNING ACTIVITY:

•	 In	small	groups,	learners	share	their	initial		 	
 understanding of each term, referring to their own  
 personal experiences if possible.

•	 Learners	use	this	discussion	to	develop	a	definition		
 for each term.

•	 Learners	share	what	surprises	them,	which	 	
 de�nitions they particularly disagree with and how  
 they compare with their own perceptions.

 Teacher notes 1 
SEN perceptions
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SEN perceptions

Approximately two million children and young 
people in England are identi�ed as having a 
special educational need (SEN), or as disabled, 
using the Special Educational Needs Code  
of Practice.

By the time they leave school, these young 
people are more than twice as likely to be ‘not in 
education, employment or training’ (NEET)  
as those without SEN.

Support and Aspiration: a new approach to  
special educational needs and disability,  
green paper, March 2011

www.education.gov.uk

 

A brief summary of the proposals
•	 A	new	approach	to	identifying	SEN.

•	 A	single	assessment	process	and	‘Education,	 
	 Health	and	Care	Plan’	for	0-25	years.

•	 A	local	offer	of	all	services	available	to		 	
 parents/carers.

•	 Parents	to	have	the	option	of	a	personal		 	
	 budget	by	2014	for	children	with	a			 	
 statement or single plan.

•	 Parents	given	a	real	choice	of	school.

•	 Greater	independence	regarding		 	 	
	 assessment	of	needs.

 
Giving parents control
•	 Parents	to	be	at	the	heart	of	decisions	made	 
 about their child.

•	 Make	services	more	transparent	and	train			
 key workers to help navigate services.

•	 Personal	budget	e.g.	for	equipment,	speech		
	 therapist	time	(20	‘pathfinder’	trials	report	on		
	 progress	April	and	September	2012	and	 
	 March	2013).

•	 Parents	of	children	with	SEN	statement	have	the	
	 right	to	express	preference	for	any	state-funded		
 mainstream or special school. 
 
 
 

Learning and achieving
•	 Clearer	guidance	on	SEN	identification	–		 	
	 replace	School	Action	and	School	Action	Plus.

•	 Indicator	in	performance	tables	to	give	parents/	
	 carers	clear	information	on	progress	of	low		
 attaining children.

•	 Increased	continuing	professional	development.

•	 Enable	parents	and	communities	to	establish		
	 free	schools.

•	 Ensure	maintained	special	schools	have		 	
 opportunity to become academies.

Services working together for families
•	 Encourage	greater	collaboration	between	LAs		
 and other services.

•	 Provide	targeted	funding	to	voluntary	and			
	 community	sector	(see	press	release	from	DfE,		
	 Nov	2011,	for	list	of	organisations).

•	 Explore	different	funding	arrangements	for		
	 special	provision,	pre-16	and	post-16,	to		 	
 improve consistency and allow �exibility.

Ofsted Evaluation Schedule 2012 - a brief summary
Inspectors should take account of:

The	learning	and	progress	of	different	groups	
of	pupils,	including	looked	after	children	and	
disabled children, and those who have special 
education needs. 

For those pupils whose cognitive ability is 
‘low’, the inspectors’ judgement is based on an 
evaluation	of	pupils’	learning	and	progress	relative	
to	their	starting	point	at	different	ages,	and	not	
compared to national benchmarks.

Evidence will be drawn from:

•	 Observation	of	lessons	and	other	 
 learning activities.

•	 Scrutiny	of	pupils’	work.

•	 Discussions	with	pupils	about	their	work.

•	 Parent,	pupil	and	staff	questionnaires.

•	 Case	studies	of	individual	pupils.

Activity 
 

Further instructions 
and guidance
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 PowerPoint 
Slide 2

2  
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Clarification of terms  

!   Learning difficulties 
Learning is impeded. A child with a specific learning difficulty 
is as able as any other, except in one or two areas of their 
learning, e.g. difficulty in recognising letters or numbers. 

!   Learning disabilities 
Learning is impeded as the brain has not developed 
properly or been damaged.  

!   Special educational needs (SEN) 
SEN refers to children who have learning difficulties or 
disabilities that make it harder for them to learn than 
children of the same age. 

Diction
ary

Continue to Advanced activity ->



Photography is for illustrative purposes only; individuals pictured are models. 
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SEN perceptions

WHOLE GROUP20 MINS

1
Activity

TEACHING ACTIVITY:

•	 Display	PowerPoint	Slide	3	and	ask	learners	to	individually	reflect	on	their		
 perceptions of a child with SEN needs, considering:

 • Ability level. • Behaviour.

 •		 Personality. •	 Relationship with peers/family.

•	 Display	PowerPoint	Slide	4	and	read	out	the	student’s	scenario	from	Handout	1 
 (Scenarios). Ask learners to consider the role of the parent supporting each child.

•	 Ask	learners	to	create	a	‘people	corridor’	by	forming	two	parallel	lines.

•	 Select	a	learner	to	take	on	the	role	of	a	parent	with	a	child	who	has	been	 
 called in for a meeting with the SEN coordinator and ask them to walk down 
 the corridor.

•	 Ask	the	other	learners	to	call	out	what	the	parent	might	be	thinking/feeling,	e.g:

 •	 ‘I hope it’s the same person I saw last time.’

	 •	 ‘What now?’     •		‘I must get back to work.’

 •	 ‘Didn’t I have this conversation with them before?’

•	 Ask	the	whole	group	to	consider:	

 1.  Feelings the parent/carer may be experiencing. 

 2.  The breadth of issues raised.

•	 Use	Teacher	notes	1	to	ensure	learners	have	covered	all	the	key	areas	 
 of this discussion.

LEARNING ACTIVITY:

•	 Learners	reflect	on	personal	perceptions	 
 and experiences of children with special  
 educational needs.

•	 Learners	consider	the	role	of	the	parent’s		 	
 supporting the students in the scenario,  
 considering the positive and negative feelings  
 the parent might experience.

•	 Learners	form	a	‘people	corridor’,	calling	out	the		
 parents’ thoughts and feelings as they walk into  
 the school for a meeting with the SENCO.

•	 Learners	feed	back	on	how	it	felt	to	walk	down		
 the corridor. 

•	 All	learners	provide	feedback	on	the	activity.

Advanced activity 
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 PowerPoint 
Slides 3 - 4
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SEN perceptions 

Individually reflect on: 

!   What your perceptions are of a child 
who has special educational needs?  

!   What might be the potential thoughts 
of a parent as they come to school to 
discuss their child’s needs? 

 Teacher notes 1 
SEN perceptions

Further instructions 
and guidance

 Handout 1 
Scenarios
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SEN perceptions

Approximately two million children and young 
people in England are identi�ed as having a 
special educational need (SEN), or as disabled, 
using the Special Educational Needs Code  
of Practice.

By the time they leave school, these young 
people are more than twice as likely to be ‘not in 
education, employment or training’ (NEET)  
as those without SEN.

Support and Aspiration: a new approach to  
special educational needs and disability,  
green paper, March 2011

www.education.gov.uk

 

A brief summary of the proposals
•	 A	new	approach	to	identifying	SEN.

•	 A	single	assessment	process	and	‘Education,	 
	 Health	and	Care	Plan’	for	0-25	years.

•	 A	local	offer	of	all	services	available	to		 	
 parents/carers.

•	 Parents	to	have	the	option	of	a	personal		 	
	 budget	by	2014	for	children	with	a			 	
 statement or single plan.

•	 Parents	given	a	real	choice	of	school.

•	 Greater	independence	regarding		 	 	
	 assessment	of	needs.

 
Giving parents control
•	 Parents	to	be	at	the	heart	of	decisions	made	 
 about their child.

•	 Make	services	more	transparent	and	train			
 key workers to help navigate services.

•	 Personal	budget	e.g.	for	equipment,	speech		
	 therapist	time	(20	‘pathfinder’	trials	report	on		
	 progress	April	and	September	2012	and	 
	 March	2013).

•	 Parents	of	children	with	SEN	statement	have	the	
	 right	to	express	preference	for	any	state-funded		
 mainstream or special school. 
 
 
 

Learning and achieving
•	 Clearer	guidance	on	SEN	identification	–		 	
	 replace	School	Action	and	School	Action	Plus.

•	 Indicator	in	performance	tables	to	give	parents/	
	 carers	clear	information	on	progress	of	low		
 attaining children.

•	 Increased	continuing	professional	development.

•	 Enable	parents	and	communities	to	establish		
	 free	schools.

•	 Ensure	maintained	special	schools	have		 	
 opportunity to become academies.

Services working together for families
•	 Encourage	greater	collaboration	between	LAs		
 and other services.

•	 Provide	targeted	funding	to	voluntary	and			
	 community	sector	(see	press	release	from	DfE,		
	 Nov	2011,	for	list	of	organisations).

•	 Explore	different	funding	arrangements	for		
	 special	provision,	pre-16	and	post-16,	to		 	
 improve consistency and allow �exibility.

Ofsted Evaluation Schedule 2012 - a brief summary
Inspectors should take account of:

The	learning	and	progress	of	different	groups	
of	pupils,	including	looked	after	children	and	
disabled children, and those who have special 
education needs. 

For those pupils whose cognitive ability is 
‘low’, the inspectors’ judgement is based on an 
evaluation	of	pupils’	learning	and	progress	relative	
to	their	starting	point	at	different	ages,	and	not	
compared to national benchmarks.

Evidence will be drawn from:

•	 Observation	of	lessons	and	other	 
 learning activities.

•	 Scrutiny	of	pupils’	work.

•	 Discussions	with	pupils	about	their	work.

•	 Parent,	pupil	and	staff	questionnaires.

•	 Case	studies	of	individual	pupils.
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Scenarios

Photography is for illustrative purposes only, individuals pictured are models.

1 Becky
Becky is nine years old. Her favourite hobby 
is to play music on her keyboard – she likes 
to turn it up loud, although her mum always 
tells her to turn it back down!

She was born Down’s Syndrome, so needs 
support with some things other children �nd 
easy, such as dressing herself and making 
her breakfast. However, she is also very 
independent and likes to try things herself. 
She gets impatient if people think she can’t 
do certain things. 
 
 
 
 
 
 

3 Jasmine
Jasmine is 15 years old. She used to enjoy 
swimming. However she developed epilepsy 
two years ago so had to give it up. She takes 
medication to control her seizures, though 
still has one about once a month. Afterwards 
she can feel quite weak and confused, so 
it takes her some time to recover. She gets 
annoyed with her mum when she stops her 
having fun because she 
is worried about her. 
 
 
 
 
 

2 Michael
Michael is seven years old. When he �rst 
started school he found it very di�cult to 
concentrate and do as his teachers told him, 
as he always wanted to do something else – 
run around, talk or even leave the classroom. 
He was diagnosed with ADHD six months 
ago. This has helped with how he is treated 
in school. However, his parents worry that 
now he’s been labelled, there are very low 
expectations of him at school and he won’t 
do well. 
 
 
 
 
 

 

4 Harvey
Harvey is 11 years old. He has always found 
reading and writing di�cult, which has 
a�ected his con�dence in his ability – he 
believes books aren’t for him and he’s better 
at sport. Since he has been at secondary 
school he has been identi�ed as dyslexic and 
he is now getting one-to-one support from 
an SEN teacher to help him catch up. His class 
work has improved and his mum says it’s not 
as much of a struggle to get him to do his 
homework as it used to be.
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Parent/carer perspective 

!   System is bureaucratic, bewildering 
and adversarial. 

!   Support needs can be identified late. 

!   Frustrated by a lack of the right help 
at school or from other services. 

!   Limited choices about the best schools 
and care. 

7  
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Parent/carer perspective 
Posts from parents on mumsnet.com 

Those early days were probably the worst time. I felt guilty that I was  
trying to convince people that there was something wrong with my son. 
 
 
Having an SEN child has a knock-on effect on all  
sorts of relationships and that it will last forever. 
 
 
Your mobile phone contacts section is full of weird acronyms, SALT, OT, ENT. 
 
 
The school tell you they are afraid they will have to put your child on SAplus 
to get an EP assessment. Instead of shock horror or amazement, you reply, 
“Oh, thank you so much” and it is all you can do not to hug the SENCO. 

6  
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Recognizing differences 

Response from a parent may vary according to: 

!   Their own perception. 

!   Level of support on offer. 

!   Personal feelings at key milestones  
e.g. transition, when a parent may  
compare a child to others. 

!   Societal and cultural attitudes. 

 
Stages of grief theory

PAIRS25 MINS

2
Activity

TEACHING ACTIVITY:

•	 Display	PowerPoint	Slide	5	and	distribute	Handout	2	(The	five	stages	 
 of grief). Facilitate a discussion to check understanding of learners. 

•	 Divide	the	learners	into	pairs	and	distribute	Handout	3	(Statement	cards),		
 one card set to each pair. 

•	 Ask	learners	to	identify	how	the	statement	might	present	barriers	to		 	
 engagement by parents in their child’s learning, e.g. consider how a  
 barrier presents itself  and potential solutions.

•	 Facilitate	feedback.	What	do	learners	think	this	activity	has	illustrated?

•	 Display	PowerPoint	Slide	6	and	ask	learners	to	identify	how	the	‘stages		 	
 of grief’ statements might present barriers for school sta� to engage  
 with parents of children with SEN.

•	 Display	PowerPoint	Slides	7 and 8. Give learners an opportunity to read  
 the statements.

•	 If	they	feel	comfortable,	ask	learners	to	share	personal	experiences	of	SEN		 	
 children and their families. Can they now identify their behaviour according  
 to the grief scale?

LEARNING ACTIVITY:

•	 Learners	consider	the	statement	they	are	given	in		
 relation to parents’ engagement with their child.

•	 Learners	compare	answers	as	a	group.

•	 Learners	identify	how	the	different	‘stages	of	grief’		
 may have an impact on the parent’s engagement with  
 school sta�.

•	 Learners	to	give	feedback	and	ask	questions.

•	 Learners	reflect	on	the	potential	for	a	wide	range		
 of responses from parents, the signi�cance of   
 understanding why they are reacting in that speci�c  
 way and the support required.

•	 Learners	share	experiences	of	working	with	parents		
 of children with SEN, placing their behaviour on the  
 grief scale if possible.

Activity 
 

Section  Developed by SHS - www.shs.org.uk Page   62Marginalised communities 5

 PowerPoint 
Slides 5 - 8  
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Stages of grief 

1.  Denial 
It can’t be true. 

2.  Anger 
This has spoilt my life. 

3.  Bargaining 
If my child does well, I’ll devote the rest of my life to doing good. 

4.  Grief 
Feel sad and vulnerable. 

5.  Acceptance 
This is the situation I am in. I’ll do what I can. (Kübler –Ross) 

The purpose of the 
activity is to understand 
and explore the sense of 
loss that parents might 
experience when their 
child has been assessed as 
having Special Educational 
Needs.

 Handout 3 
Statement 
cards

 Handout 2 
The ve stages  
of grief

Top tips 
 
The purpose of the activity is 
to understand and explore the 
sense of loss that parents might 
experience when their child has 
been assessed as having Special 
Educational Needs. 
 
 
To be inclusive it must be recognised 
that all children and their families 
need to have personalised response 
to meet their needs. Also make 
clear that parents can be in more 
than one stage at a time, or may 
return to certain stages depending 
on situation. 
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The �ve stages of grief

The Kübler-Ross model, commonly known 
as the Five Stages of Grief, is a theory �rst 
introduced by Elisabeth Kübler-Ross in her 
book ‘On Death and Dying’ in 1969.

Her �ve stages of grief are now widely 
accepted as the phases someone 
experiencing a loss has to go through. 
They can also be e�ectively applied 
to parents of a child that has special 
education needs. 

It is worth noting that these phases are 
not meant to be considered complete or 
chronological; a parent may not experience 
all of the listed responses, and may not 
experience them in the order listed. 

Reactions can be as unique as the person 
experiencing them. A particular individual 
may also get stuck on one particular response.

Stage Description Parent’s reaction

1 Denial •	 It can’t be true.

•	 They’ll grow out of it.

•	 How could this have happened?

2 Anger •	 It isn’t fair this is happening.

•	 This has spoilt my/our life.

•	 How can God do this to me?

3 Bargaining •	 If my child gets well, I’ll devote the 

 rest of my life to doing good.

4 Grief •	 Begin to face what’s happening.

•	 Shattered dreams of having a ‘perfect child’.

•	 Feel sad and vulnerable.

5 Acceptance •	 This is the situation I’m in.

•	 I’ll do what I can.
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Statement cards

✁

Denial
It can’t be true.

Anger
This has spoilt my life.

Bargaining
If my child does well, I’ll devote the rest of my life to doing good.

Grief
Feel sad and vulnerable.

Acceptance
This is the situation I am in. I’ll do what I can.



 
Supporting parents

WHOLE GROUP25 MINS

3
Activity

Activity 
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 Handout 4 
A parent’s perspective

TEACHING ACTIVITY:

•	 Ask	learners	to	explore	and	identify	the	practical	activities	that	schools	could	 
 do to support parents.

•	 Facilitate	discussion	with	a	series	of	possible	questions.	

 1. How would you induct the child and their family into school? Ideas could  
  include home visiting, supported sessions in school for child and parents  
  to share learning.

 2. How could you support e�ective communication between home and  
  school – key worker system/team, use of a communication passport? 

 3. How could you ensure the family take a full and active part in school life  
  e.g. access to trips, holidays, after-school activities, school social activities?

•	 Distribute	Handout	4	(A	parent’s	perspective).	Identify	the	different	strategies	 
 of support used within this case study.

LEARNING ACTIVITY:

•	 Learners	explore	in	greater	depth	the	activities		 	
 that the school community could consider to further  
 develop and support parents/carers of SEN children.

Top tip 
 
The communication passport 
template is available at 
www.scope.org.uk for use 
as an additional resource.
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A parent’s perspective

 
 
 
 
 
 
 
 
 
 
 
 
My son attends a Manchester mainstream 
school. He has additional needs: 

•	 Specific	learning	profile.

•	 Specific,	well-defined	communication		
 di�culties. 

•	 Physical	and	sensory	needs. 
 
Why I feel it is important  
to engage parents.

Engagement bene�ts the parent and the 
school, but most importantly achieves the 
best outcome for the child/young person 
by encouraging a partnership between 
home and school to share approaches and 
strategies to support learning.

Part two of the Special Educational Needs 
Code of Practice (SENCOP) speci�es the 
need for all plans to be developed and 
worked in partnership with parents.

The recent Lamb report states that parents 
should have a ‘stronger voice’ in the 
planning and development of services to 
meet their child’s identi�ed needs. 

 
 
 
Positive experiences that have 
contributed to the building of trust and 
con�dence in my relationship with school:

•	 Good	communication	–	sense	 
 of cooperation.

•	 Chats	with	teacher	and	with	 
 TAs – sharing of information.

•	 Detailed	information	about	what	 
 sort of day my son’s had, what he’s   
 working on in class.

•	 Invited	to	and	included	in	meetings 
 and discussions.

•	 Positive	meetings	with	SENCO;		 	
 questions answered; SENCO making  
 suggestions and being proactive.

•	 Staff	willing	and	keen	to	go	on	training		
 around my son’s speci�c needs.

•	 Feel	part	of	the	team	that’s	helping	 
 him reach his full potential, feel   
 included and reassured. 
 
Negative experiences that have 
undermined my con�dence and trust in 
my relationship with the school:

When individuals are defensive and don’t 
want to share information, are unwilling to 
discuss things, don’t answer questions or 
say they will �nd something out but don’t 
get back. This makes me feel excluded and 
anxious. I start to worry about whether my 
child’s needs are understood and being met. 

The perspective of a 
parent of a child with 
special needs in a 
mainstream school
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TEACHING ACTIVITY:

•	 Display	PowerPoint	Slide	9	and	distribute	Handout	5	(Bronfenbrenner’s	system).

•	 Introduce	Bronfenbrenner’s	system	around	the	child	and	identify	key	points.

•	 Explain	the	concept	of	two-way	interaction	between	the	child	or	young	person		
 and surrounding in�uences. Ask the following questions:

 1. Where do children and their families with SEN �t?

 2. How can the school work with parents/carers to change the environment  
  around the child to improve learning outcomes?

•	 Facilitate	discussion	and	capture	key	points.

LEARNING ACTIVITY:

•	 Learners	read	handout	and	ask	questions.

•	 Learners	consider	how	the	school	or	organisation,			
 with support  from parents, can change the   
 environment  around the child in order to maximise  
 their full engagement in school life and learning.

•	 Learners	individually	reflect	on	questions	and		 	
 feed back to the whole group. 

 Handout 5 
Bronfenbrenner’s 
system

 PowerPoint 
Slide 9 

9  
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Bronfenbrenner’s 
ecological theory  
of development 
 
 

Dimension of time

Chrono-system

Overarching belifs and values

Macro-system

Eco
n

o
m

ic system
 

 Political system  Education system  Government s
ys

te
m

 
 R

el
ig

io
u

s 
sy

st
em

 

Exo-system
Relig

io
us a�

liation  Workplace   N

ei
gh

bo
u

rh
o

o
d

Fam
ily       Sch

o
o

l       Peers       Religious a�liation      
 W

ork
pl

ac
e 

   
   

N
ei

g
h

b
o

ur
ho

od
 

Fam

ily  School  Peer
s

MIcro-system

Child

Meso-systemMeso-system

Top tips 
 
Bronfenbrenner’s system 
was introduced in Section 
2. See page 29 for  
further guidance. 

 
Supporting parents -  
a whole-school approach

Activity 
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Bronfenbrenner’s  
ecological systems theory    

Micro-system: the setting in  
which the individual person lives 
 

Notes on the micro-system of a case study

This setting includes the person’s family, 
peers, school and neighbourhood. It 
is in the micro-system that the most 
direct interactions with social agents 
take place e.g. with parents, peers 
and teachers. The individual is not a 
passive recipient of experiences in these 
settings, but someone who helps to 
construct the settings.

Dimension of time

Chrono-system

Overarching belifs and values

Macro-system

Eco
n

o
m

ic system
 • Political system • Education system • Government s

ys
te

m
 •

 R
el

ig
io

u
s 

sy
st

em
 

Exo-system

Relig
io

us a�
liation • Workplace •  N

ei
gh

bo
u

rh
o

o
d

Fam
ily       Sch

o
o

l       Peers       Religious a�liation      
 W

ork
pl

ac
e 

   
   

N
ei

g
h

b
o

ur
ho

od
 

Fam

ily • School • Peer
s

MIcro-system

Child

Meso-systemMeso-system



 
Supporting parents -  
a whole-school approach

PAIRS15 MINS

4
Activity
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TEACHING ACTIVITY:

•	 Divide	the	group	into	pairs.

•	 Distribute	Handout	4	(A	parent’s	perspective).	Learners	read	through	the		
 article written by a mother of an SEN child attending a mainstream school  
 in Manchester.

•	 Display	PowerPoint	Slide	10.	Ask	the	learners	to	identify	the	following		 	
	 strategies	used	within	Handout	4:

 a)  Whole school.

 b)  Specialists skills and knowledge (e.g. sta�).

 c)  Community and third sector organizations.

•	 Discuss	the	key	challenges:	What	are	they?	How	relevant	are	they	to	your		
 setting? Do you recognize any commonalities? Consider the top three and  
 discuss solutions that could help.

LEARNING ACTIVITY:

•	 Learners	read	the	case	study.

•	 Learners	discuss	key	points.

•	 Learners	use	a	highlighter	pen	to	identify	what	the	 
 school did in the three areas.

•	 Learners	contribute	to	discussion.	

 Handout 4 
A parent’s perspective 

 PowerPoint 
Slide 10

10  

4 5 

Question 

What practical strategies at… 

!   School 

!   Class 

!   and individual level  

…could be implemented for parents/carers that  
would support SEN children taking a full and  
active part in the school life? 
 

Teacher notes 
 
The purpose of this 
activity is to bring 
together the learning of 
the training session, using 
a case study of a parent 
of an SEN child.

Alternative activity 
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A parent’s perspective

 
 
 
 
 
 
 
 
 
 
 
 
My son attends a Manchester mainstream 
school. He has additional needs: 

•	 Specific	learning	profile.

•	 Specific,	well-defined	communication		
 di�culties. 

•	 Physical	and	sensory	needs. 
 
Why I feel it is important  
to engage parents.

Engagement bene�ts the parent and the 
school, but most importantly achieves the 
best outcome for the child/young person 
by encouraging a partnership between 
home and school to share approaches and 
strategies to support learning.

Part two of the Special Educational Needs 
Code of Practice (SENCOP) speci�es the 
need for all plans to be developed and 
worked in partnership with parents.

The recent Lamb report states that parents 
should have a ‘stronger voice’ in the 
planning and development of services to 
meet their child’s identi�ed needs. 

 
 
 
Positive experiences that have 
contributed to the building of trust and 
con�dence in my relationship with school:

•	 Good	communication	–	sense	 
 of cooperation.

•	 Chats	with	teacher	and	with	 
 TAs – sharing of information.

•	 Detailed	information	about	what	 
 sort of day my son’s had, what he’s   
 working on in class.

•	 Invited	to	and	included	in	meetings 
 and discussions.

•	 Positive	meetings	with	SENCO;		 	
 questions answered; SENCO making  
 suggestions and being proactive.

•	 Staff	willing	and	keen	to	go	on	training		
 around my son’s speci�c needs.

•	 Feel	part	of	the	team	that’s	helping	 
 him reach his full potential, feel   
 included and reassured. 
 
Negative experiences that have 
undermined my con�dence and trust in 
my relationship with the school:

When individuals are defensive and don’t 
want to share information, are unwilling to 
discuss things, don’t answer questions or 
say they will �nd something out but don’t 
get back. This makes me feel excluded and 
anxious. I start to worry about whether my 
child’s needs are understood and being met. 

The perspective of a 
parent of a child with 
special needs in a 
mainstream school



TEACHING ACTIVITY:

•		 Display	PowerPoint	Slide	11	and	summarise	learning	from	today.

•	 Identify	good	practice	for	engaging	parents	and	areas	for	development.

•		 Distribute	Handout	6	(Further	reading).

•		 Distribute	Plenary	(Action	planning	template).

 
LEARNING ACTIVITY:

•		 Identify	the	next	steps	post-training,	alongside	any	individual	learning	needs.

•	 Use	the	Plenary	to	stimulate	discussion.

WHOLE GROUP10 MINS

Plenary activity 
 

 
Plenary5

Activity
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Notes

References: Section 5 
 
Support and Aspiration – a new approach to special educational 
needs and disability, Code of Practice for Special Educational Needs 
green paper, March 2011

www.dfe.gov.uk/pupilsupport

 Plenary 
Action planning template

 PowerPoint 
Slide 11

11  

11 5 

Celebrating diversity 

!   Children’s and young people’s individual  
differences should be celebrated. 

!   Effective communication with parent/carers  
to meet identified needs is essential. 

!   A holistic approach to providing a continuum  
of support will improve outcomes. 

!   Collaboration and partnerships from schools,  
statutory services, voluntary sector, parents/carers 
 and local communities is essential. 

!   Promoting the independence of children with  
special educational needs requires development. 

 Handout 6 
Further reading

Plenary –  Action planning template  –  Page 1 of 4
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Action planning template

5Section                Activity                     5

As part of the plenary activity for each 
section of this training resource, you will 
be able to identify the key issues facing 
your school with regards to marginalised 
communities and identify ways of  
addressing these issues as a team.

This activity will support the development  
of your SEF/SIP activity.

Key messages
Use this sheet to capture the key  
messages that have occurred during  
today’s training session.

Prioritising recommendations
Use this sheet to prioritise the 
recommendations your group has selected  
to address the issues in Section 5.

List the recommendations and then decide 
if the school has the power to change these 
issues. If the answer is ‘yes’, next determine  
if the recommendation needs to be addressed 
immediately or if it can wait. Please specify 
the time period you would expect it to be 
addressed within e.g. by the end of summer 
term 2013 if you have identi�ed it as not  
being an urgent issue.

For those items that should be addressed 
immediately, rank the recommendations in  
the order that they should be addressed.

 
 
 
 
 
 
 
 
 
Also identify the lead person who will be 
responsible for ensuring this activity is carried 
out. If a working group is required to support 
this lead person, please identify any volunteers 
who would be willing to support that activity.

Action plan 
Use this sheet to plan the prioritised 
recommendations. First describe the  
‘current state’ – what the situation is now. 
Next describe the ‘desired state’ you would 
like to see.

Then, on the right side of the arrow, list the 
steps the school sta� needs to take to reach 
the desired state. Where possible, please 
include resources, time and costs associated 
with each activity. Finally, on the left hand 
side of the arrow, list the steps the senior 
management team/governors need to take 
to help you reach your desired state. Again 
where possible, please include resources,  
time and estimated costs for completing  
this activity.

This action planning tool has been designed to enable you to capture the 
good practice that is currently happening within your school environment, 
but also to identify the areas that require further development.
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Further reading 
Engaging with parents of children with SEN

 
Support and Aspiration – a new approach to special educational needs and disability, 
Code of Practice for Special Educational Needs green paper, March 2011 
www.dfe.gov.uk/pupilsupport 
 
 
 
 
 
Royal College of Psychiatrists 
www.rcpsych.ac.uk

Mencap 
www.mencap.org.uk

Department for Education 
www.dfe.gov.uk

ACE 
www.ace-ed.org.uk

Scope 
www.scope.org.uk

Every Disabled Child Matters 
www.edcm.org.uk 



Aim 
 
To gain an understanding of communicating 
cross-culturally with parents, families, 
children and young people.

Developed by SHS - www.shs.org.uk  3

Cross-cultural  
communication6

Section

Page   67

 Objectives 
 
1 De�ne culture, and identify how communication  
 messages are a�ected by culture.

2 Recognise common stereotyping, assumptions  
 and biases and how these a�ect cross-cultural    
 communication.

3 Identify e�ective cross-cultural communication 
 techniques and principles.

4 Feel con�dent to apply e�ective communication  
 techniques when working with children,  
 young people and families



What is culture? 
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The word ‘culture’ is most commonly used  
in three basic senses: 
 
 
1  Excellence of taste in the �ne arts and humanities,  
 also known as ‘high culture’.

2 An integrated pattern of human knowledge, belief  
 and behaviour that depends upon the capacity for  
 symbolic thought and social learning.

3  The set of shared attitudes, values, goals and   
 practices that characterises an institution,   
 organisation or group.

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Hofstede	(1994,	p5)	defined	culture	as	‘the	collective	
programming of the mind (and thus behaviour) which 
distinguishes the member of one group or category of 
people from another’. 

Therefore, culture is not a result of where, or into 
which social class, we are born. It’s about nurture, not 
nature. Di�erent social groups within a mono-cultured 
society may have unique learned behaviours along 
religious, social status, gender, age or other lines. 

Culture is often subconscious. It’s like an invisible 
control mechanism operating our thoughts. We only 
become aware of it when our values are challenged, 
e.g. by exposure to a di�erent culture. We internalise 
the cultural components of the society in which we 
live, and act within limits of ‘culturally acceptability’. 

  
 
 
 
 
 
 
 
 
 
 
 
 
 

Culture has always dictated where to draw 
the line separating one thing from another. 
These lines are arbitrary, but once learned 
and internalised they are treated as real. In 
the West a line is drawn between normal 
sex and rape, whereas in the Arab world it is 
much more di�cult, for a variety of reasons, 
to separate these two events.

(Hall, 1983, p230)

Key quote

•	 First-hand experience is necessary to understand  
 many of the subtleties of any culture.

•	 It’s common to feel apprehensive, lonely or lacking  
 in con�dence when experiencing another culture.

•	 DiÅerences between cultures are often perceived  
 as threatening.

•	 What is logical and important in a particular   
 culture may seem irrational and unimportant to  
 an outsider.

•	 In describing another culture, people tend to   
 stress the diÅerences and overlook the similarities.

•	 Stereotyping due to generalisation is common   
 among people who don’t regularly come into   
 contact with another culture.

•	 Personal observations about another culture   
 should be regarded with scepticism.

•	 Often there are many cultures that exist within a   
 single race, language group, religion or nationality.  
 They can be in�uenced by age, gender, socioe-conomic  
 status, education and exposure to other cultures.

•	 All cultures have internal variations.

•	 Cultural awareness varies among individuals.

•	 We are often not aware of our own sense of cultural  
 identity until we encounter another culture.

•	 Cultures are continually evolving.

•	 Understanding another culture is a  
 continuous process.

•	 Understanding the language of a culture is  
 key to understanding that culture.

Understanding other cultures - basic principles
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Family structure
• Who is considered to be part of the family? 

• What are the rights, roles and responsibilities of each  
 family member? 
 
Life cycle
• What are the important stages, periods and   
 transitions in life? 

• What behaviours are inappropriate or unacceptable  
 for children of various ages? 
 
Roles
• What roles are available to whom? 

• How are roles acquired? 
 
Interpersonal relationships
• How do people greet each other? 

• Who may disagree with whom? 

• How are insults expressed? 
 
Communication
• What languages and dialects are spoken? 

• What are the characteristics of speaking ‘well’?

• What roles, attitudes and personality traits are   
 associated with particular aspects of verbal and  
 non-verbal behaviour?  
 
 
 
 
 
 

Decorum and discipline
• How do people behave at home and in public? 

• What means of discipline are used? 
 
Religion
• What religious roles and authority are recognised?

• What should an outsider be expected to know and  
 what should they acknowledge that they know? 
 
Holidays and celebrations
• What holidays are observed? For what purposes?

• Which of these holidays are important for children  
 and what cultural values do these holidays instil  
 in them?  
 
Dress and personal appearance
• What signi�cance does dress have in social identity?

• What is the perception and value of beauty and  
 attractiveness?  
 
Values
• What personal attributes are desirable or undesirable?

• What attributes in the world are desirable or  
 undesirable?  
 
Heritage and tradition
• How are heritage and tradition passed on to the young? 

• How do cultural interpretations di�er from scienti�c  
 facts or literal history? 
 
 
 

Education
• What are the purposes of education? 

• What kinds of learning are favoured?

• What teaching methods are used in the home? 

• What are parental expectations for boys versus girls? 
 
Work and play
• What is considered ‘work’ and what ‘play’? 

• What kinds of work are considered prestigious? Why? 
 
Time and space
• What is considered ‘on time’? 

• How important is punctuality? 

• How important is speed of performance? 

• How are groups organised spatially by age,  
 gender and role?  
 
Expectations and aspirations
• Do parents expect and want their children to conform  
 to the dominant culture, language or dialect? 

• What cultural values do they expect their children  
 to maintain, despite the level of formal education  
 they attain?
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De»ning culture – a checklist
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Adapted from p6-8, Cross Cultural Communication;  
An Essential Dimension of E·ective Education.



De»ning cross-cultural competence 
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The term cross-cultural implies interaction 
with persons of di�erent cultural, ethnic, 
racial, gender, sexual orientation, religious, 
age and class backgrounds. Cross-cultural 
communication is a process of exchanging, 
negotiating and mediating one’s cultural 
di�erences through language, non-verbal 
gestures and space relationships. It is also 
the process by which people express their 
openness to an intercultural experience.

(Clarke and Sanchez, 2001)

 

Intercultural communication can...  
...be de�ned as the interpersonal 
interaction between members of di�erent 
groups, which di�er from each other in 
respect of the knowledge shared by their 
members and in respect of their linguistic 
forms of symbolic behaviour.

(Karlfried Knapp)

Key quotes
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Cross-cultural understanding
The ability to recognise, interpret and correctly react to 
people, events or situations that can be misunderstood 
because of cultural di�erences.

Cross-cultural understanding relies on cross-cultural 
knowledge i.e. familiarity with cultural characteristics, 
values, beliefs and behaviours. 
 
Cross-cultural awareness 

This develops from cross-cultural knowledge, as people 
understand and appreciate a culture internally. It can 
lead to changes in behaviour and attitudes, such as 
greater �exibility and openness.

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Cross-cultural sensitivity
A natural by-product of awareness. It is an ability to 
empathise with situations, contexts and behaviours that 
are culturally rooted and react to them appropriately. 
This relies on the person overriding his or her own 
culturally determined interpretations of the situation or 
behaviour i.e. good/bad, right/wrong. It is only achieved 
through both cross-cultural knowledge and awareness. 
 
Cross-cultural competence 

This should be the aim of all those working in 
multicultural situations. It is the �nal stage of cross-
cultural understanding and shows that a person 
has acquired su	cient knowledge, awareness and 
sensitivity to work successfully across cultures and 
interact e�ectively with people of di�erent cultures 
(see www.kwintessential.co.uk).

Cross-cultural competence has four components:  
 
1  Awareness of your own cultural world view. 
 
2  Attitude towards cultural di�erences. 
 
3 Knowledge of di�erent cultural practices  
 and world views. 
 
4 Cross-cultural skills. 

http://www.kwintessential.co.uk


Sending and receiving messages and signals 
 

People from di�erent cultures encode and 
decode messages di�erently, increasing the 
chances of misunderstanding.  

Therefore, the default position should be to assume that 
everyone’s thoughts and actions can be di�erent from 
your own. Assuming that all people should think like 
you and that your own culture is ‘correct’ is known as 
‘ethnocentrism’. It’s a product of ignorance and cultural 
misunderstanding that can lead to negative outcomes.

Communication is interactive. Therefore, its e�ectiveness 
is in�uenced by our relationships with others:

• Do they hear and understand what we are  
 trying to say? 

• Are they listening well? 

• Are we listening well in response? 

• Do their responses show that they understand the  
 words (and the meanings behind the words) we  
 have chosen? 

• Is the mood positive and receptive? 

• Is there trust between them and us? 

• Are there di�erences that relate to ine�ective   
 communication, divergent goals or interests, or  
 fundamentally di�erent ways of seeing the world? 

The answers to these questions will give us some clues 
about the e�ectiveness of our communication and the 
ease with which we may be able to resolve con�ict. 

Building blocks to effective 
cross-cultural communication
To achieve e�ective cross-cultural communication, you 
should be able to identify:

• Culture (yours and the other person’s) and patterns  
of shared belief and perception.

• Communication – the process whereby reality is  
created, maintained, repaired or transformed.

• Context – the physical and social setting in which  
communication occurs.

• Power – this is pervasive and plays a signi�cant  
hidden role in communication interactions.

Attitudes towards disclosure
In some cultures, it is not appropriate to be frank 
about emotions, about the reasons behind a con�ict 
or a misunderstanding, or about personal information. 
You should be aware of this when assessing the views, 
experiences and goals of the people with whom you 
are working. 

Approaches to knowledge
Di�erent cultural groups have varying attitudes to 
acquiring knowledge. European cultures tend to favour 
‘cognitive’ learning, such as counting and measuring. 
African cultures have a preference for ‘a�ective’ 
information gathering, including symbolic imagery and 
rhythm. In Asian cultures there is an emphasis on the 
validity of knowledge gained through striving towards 
transcendence. 

Face and face saving
The concept of ‘face’ is important across many cultures. 
However, the dynamics of face and face saving vary 
considerably. Individualism and communitarianism are 
closely related to face:

• If I see myself as a self-determining individual,  
 face is about preserving my image, as seen by  
 myself and others. 

• If I see my primary identi�cation as a group member,  
 considerations about face involve my group. 

Confrontation or problem solving directly with other 
people may re�ect poorly on my group or disturb 
community harmony. I may prefer to avoid criticism of 
others, even when the disappointment I have concealed 
may come out in other, more damaging, ways later. 

When con�ict cannot be avoided, I may prefer to 
negotiate through a third party. Since no direct 
confrontation takes place, face is preserved and 
potential damage to existing relationships within  
my group is minimised.

Section  Developed by SHS - www.shs.org.uk Page   71Marginalised communities

Other factors involved in cross-cultural 
communication include: ethnic, cultural 
and race identity, gender identity, age, role 
identity (mother, wife, daughter, professional, 
non-professional) etc. 
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Cross-cultural communication in educational and family settings  
 

Books and articles are useful sources of further 
information. However, important cultural 
information and insight can also be provided 
by colleagues (e.g. teacher, para-professional, 
administrator) and community members who 
belong to the culture.

Language may be an issue, particularly with those 
families who have migrated or are seeking asylum. 
In addition, parents may struggle with jargon and 
terminology used by schools, particularly relating 

to special education and disabilities. Such language 
streamlines communication between education 
professionals, but is unlikely to be understood by others. 
 

Different notions of children’s educational progress
Parents and teachers sometimes use di�erent criteria to 
evaluate children’s progress. Often the teacher’s goals 
are more ‘individualistic’, whereas the parents’ goals are 
more ‘collectivistic’.
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When team building between parents and 
professionals occurs, a sense of connection 
between home and school is created for the child. 
Unfortunately, many parents may feel vulnerable 
or uncomfortable around teachers and other 
education professionals. Therefore, they may 
have concerns about their own relationships 
with school or sta� members in addition to their 
concern for their child’s experiences.

(Katz, 1994)

When educators and pastoral sta� are working 
with parents of diverse cultures and families 
of students with disabilities, it is important for 
them to consider their perceptions of family 
roles within the culture, including the roles 
of extended family members. Family roles 
should not be judged based only on personal 
experience or the perception of a normative 
group. When this limited perspective is used, 
diverse families tend to be seen as successful 
only to the extent to which they adjust to 
prevailing cultural norms.

(Reyes-Blanes and Daunic, 1997)

To enhance the development of teacher-parent 
partnerships (or other professionals), educators 
must �rst be aware of their own attitudes toward 
persons from other cultures. This self-awareness 
is necessary before teachers/educational sta� 
can communicate e�ectively with culturally 
diverse parents.

(Lynch, 1992) 
 
Furthermore, to build trust with parents of 
di�erent cultures, educators should learn about 
their customs and traditions.

(Harry, Torguson, Katkavich and Guerrero, 1993)

Key quotes
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Tips to improve cross-cultural communication 
 

Empathy
Show the other person you want to get to know 
him or her. Empathy is about understanding their 
attitudes and motivations. This is the �rst step in 
cross-cultural communication. When you understand 
why someone does something di�erently, you can 
put aside your own cultural prejudices. 
 
Congruency
Try to be consistent in all of methods of 
communication, including body language and 
actions. Make sure your style of communication is 
adapted to the person you are communicating with. 
Look at them and try to put yourself in their shoes. 
 
Acknowledgement
In all cultures, it is impolite not to acknowledge 
another person’s presence. In some cultures, direct 
eye contact, a handshake and a few words are 
expected. Experience will show you the right form 
of acknowledgement.  
 
Clarity
Communicate with as much clarity as possible. 
Avoid making assumptions. Give details. Help the 
other person to understand all the points you are 
making. Clarity builds trust. 

Initiation
Try not to feel intimidated by di�erent cultures. 
Remember to initiate friendship. Simply being 
open and sharing information can be a �rst step. 
Ask questions and initiate interaction. 
 
Connection
Gradually adjust your communication techniques. 
Be friendly. Show the other person you sincerely 
want to connect with them. 
 
Correct form of address
Ask diplomatically how a person would prefer 
to be addressed. Many cultural blunders happen 
right from the start, for example when North 
Americans assume that using a nickname is OK. 
There are English-speaking countries where this 
is o�-putting. The use of �rst names can also be 
inappropriate. 
 
Inclusivity
Avoid stereotyping. Information about a particular 
nationality or culture is often taken to be a 
negative attribute, i.e. we ‘pigeon-hole’ people 
because of their behaviour, values or actions. This 
is misguided and can seriously hamper cross-
cultural communication. 
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Introduction  
 

TEACHING ACTIVITY:

•		 Carry	out	standard	housekeeping.	

•		 Agree	group	ground	rules	and	refer	to	learning			
 agreement as necessary. Record on �ip chart. 

•	 Welcome	and	facilitate	introductions	–	name,	job		
 role and one expectation from today.

•	 Introduce	aim	and	objectives	of	session	and	 
 outline of day. Record on �ip chart. 

 

 
Welcome and introductions   

WHOLE GROUP10 MINS

i
Introduction

General resources required for this section: 
 

 Flip chart and paper

 Pens

 Post-it notes

 Blu-Tack or masking tape

 Handouts, PowerPoint slides and other specific  
 resources as indicated under each activity.

LEARNING ACTIVITY:

•		 Learners	contribute	to	agreeing	group	ground	rules.

•		 Learners	introduce	themselves.

•		 Learners	listen	and	ask	questions. 
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Teacher notes 
 
This section is accompanied by an additional  
PDF document containing further instructions and 
guidance notes for teachers.



 
What is culture?

PAIRS10 MINS

1
Activity

Activity 
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 Handout 1 
Culture quiz

TEACHING ACTIVITY:

•	 Divide	learners	into	pairs.	Ask	the	question,	‘What	does	culture	 
 mean to them?’ 

•	 Record	answers	on	a	flip	chart.

•	 Distribute	Handout	1	(Culture	quiz).	Ask	learners	to	answer 
 the questions.  

•	 Record	responses	on	flip	chart	and	share	correct	answers;	all	the		
 answers are false.

•	 Ask	learners,	‘Are	there	differences	between	what	culture	means	to		
 them and the notion of culture represented by the quiz?’

•	 Summarise	ideas	and	display	PowerPoint	Slide	1.	This	gives	an		 	
 academic de�nition of culture.

 

LEARNING ACTIVITY:

•	 Learners	discuss	and	agree	on	a	response	to	 
 the question.

•	 Learners	complete	culture	quiz	and	feed	back		 	
 answers to quiz as a whole group.

•	 Learners	consider	question	posed	about	culture		
 and share responses.

Teacher notes 
 
Globally, cultures have 
been identified according 
to five general attributes. 
 
Culture does not only 
refer to differences 
across ethnicity, but also 
religion, social status and 
economic status. 

 PowerPoint 
Slide 1

1  

1 

Hofstede (1994, p5) defined culture as: 

…the collective programming of the mind 
(and thus behaviour) which distinguishes 
 the member of one group or category of 
people from another. 

	  
Culture is thus not innate or related 
to where members were born,  
but rather a set of learned behaviours. 

 
 
 

6 

Culture 
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Culture quiz

1  One’s culture and one’s race are  
usually one and the same.

  True   False

 

2 Culture consists exclusively of a   
 group’s art, music, dance, food,  
 language and dress.

  True   False

 

3 Cultural groups are generally  
 mutually exclusive of one another.

  True   False

 

4 Cultural traits tend to have a  
 genetic base.

  True   False

 

5 People are usually aware of all of 
 the rules of their culture.

  True   False

 

6 Culture is expressed exclusively  
 by one’s verbal behaviour.

  True   False

 

 

 

7 Standard English is the correct way 
 to speak at all times.

  True   False

 

8 There are universal norms for   
 acceptable communicative behaviour  
 within the United Kingdom.

  True   False

 

9 If a student violates the school’s   
 cultural or communicative norms, it 
 is almost always an act of de�ance.

  True   False

 

bk In general, speaking a non-standard  
 dialect suggests low cognitive   
 development.

  True   False

 

bl In general, students from poor families  
 do not communicate as well as those  
 from middle-class families

  True   False

 

bm Parents who do not speak standard  
 English should avoid talking to their  
 children to prevent them from   
 developing poor speech habits.

  True   False



 
Assumptions, biases and stereotypes

SMALL GROUPS20 MINS

2
Activity

Activity - assumptions 
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 Handout 2 
Story

 Handout 3 
Story statements  

 Handout 4 
Answers

TEACHING ACTIVITY:

•	 Divide	learners	into	two	groups.

•	 Distribute	Handout	2	(Story).	Ask	one	learner	in	each	group	to	 
 read  the story (usually twice) without showing the text to the rest 
 of the group. 

•	 Distribute	Handout	3	(Story	statements).	Ask	the	rest	of	the	group	to		
 identify if the statements are true or false or if they are not certain.

•	 Distribute	Handout	4	(Answers).	Ask	the	story	teller	to	feedback	the		
 correct answers to the group.

	•	 Display	PowerPoint	Slide	2.	As	a	whole	group,	ask	learners	to		 	
 consider and discuss the following questions:

 1. What is an assumption?

 2. Why do we make them?

 3. How do you feel when people constantly make assumptions while  
  you are trying to explain something?

 4. When can assumptions be a problem?

•	 To	support	the	discussion,	ask	learners	to	individually	identify 
  situations where they might have made assumptions about   
 a particular child, family or parent in their work. How did these   
 assumptions a�ect the way they communicated with them? 

LEARNING ACTIVITY:

•	 Nominated	learner	reads	story.

•	 Learners	identify	if	the	statements	are	true	or	false		
 or if they are not certain.

•	 Storyteller	reveals	the	answers	to	the	group.

•	 Learners	consider	the	discussion	questions,	based		
 on what they have just learnt and their own   
 previous experience. 

 PowerPoint 
Slide 2

2  

2 

!   What is an assumption? 

!   Why do we make them? 

!   How do you feel when people 
constantly make assumptions while 
you are trying to explain something? 

!   When can assumptions be a problem? 

 

6 

Questions 

Teacher notes 
 
We all make assumptions, 
biases and stereotype 
people. It is our way of filling 
in the gaps when we do not 
have the whole picture. It is 
not wrong, nor does it mean 
we are racist. 
The key is being able 
to identify our biases, 
stereotypes and 
assumptions, since only 
then can we push them 
away when communicating 
with families, parents, 
children and young people, 
and identify strategies to 
address them.

 6
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Story

A receptionist had just turned o� the  
school lights when a gang of teenagers 
appeared and demanded money. 

The receptionist opened the petty cash box. 
The contents of the box were scooped up, 
and the teenagers sped away.

A member of the police force was  
noti�ed promptly.   
 
 

?
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Statements about the story

1 A group of teenagers appeared after  
 the school receptionist had turned o�  
 the school lights. 

  True   False   Uncertain

 
2 The group of teenagers were all  
 young men. 

   True   False   Uncertain

 
3 The teenagers did not demand money.

  True   False   Uncertain 

 
4 The lady who opened the petty cash  
 box was the person responsible for  
 petty cash.

  True   False   Uncertain

 
5 The receptionist scooped up the   
 contents of the petty cash box and  
 ran away. 

  True   False   Uncertain

 
6 Someone opened the petty cash box.

  True   False   Uncertain 

 
7 After the group of young teenagers  
 who demanded the money scooped up  
 the contents of the petty cash box,  
 they ran away. 

   True   False   Uncertain

8 While the petty cash box contained  
 money, the story does not state  
 how much. 

  True   False   Uncertain

 
9 The teenagers demanded money  
 from the receptionist. 

  True   False   Uncertain

 
bk The receptionist was middle-aged 
  and of Asian ancestry. 

  True   False   Uncertain

 
bl The teenagers were young,    
 unemployed ‘drifters’. 

  True   False   Uncertain

 
bm The police o�cer was a man.  

  True   False   Uncertain

 
bn The following events were included  
 in the story: some people demanded  
 money, a petty cash box was opened,  
 its contents were scooped up, and a  
 group of teenagers dashed away from  
 the school.

  True   False   Uncertain
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Answers to questions and 
explanatory comments

1 Uncertain 
 We do not know if the receptionist was  
 the receptionist for the school.

 

2 Uncertain 
 We do not know if a robbery did occur.  
 The receptionist may have scooped up  
 the contents and the young men sped  
 away without getting the contents.

 

3 False 
 A group of young men demanded money.

 

4 Uncertain 
 We do not know that the person who  
 opened the petty cash box was a woman.

 

5 Uncertain 
 We do not know that it was the  
 receptionist who scooped up the   
 contents of the petty cash box.

 

6 True 
 The receptionist opened the petty cash box.

 

7 Uncertain 
 We do not know if it was the group of  
 young men who demanded money that  
 scooped up the contents of the petty  
 cash box.

 
 

8 Uncertain 
 We do not know that the petty cash box  
 contained money.

 

9 Uncertain 
 We do not know that the group of young  
 men who appeared were robbers. They  
 may have been demanding payment of  
 money used to buy school materials. 
 

 We  do not know that the demand was  
 made of the receptionist. We do not know  
 that a group of young men dashed out of  
 the  school, or in fact if they were ever in  
 the school.

 

bk Uncertain 
 We do not know what ancestry the   
 receptionist is. 

 

bl Uncertain 
 We do not know that the teenagers were  
 unemployed or drifters. They could have  
 been students at the school. 

 

bm Uncertain 
 We do not know if the police o�cer was  
 a man or woman.

 

bn Uncertain 
 We do know that a group of teenagers  
 dashed out of the school.



4  

2 

…that we make about people 
(parents, families and children) 
can affect the way in which we 
communicate with them and  
be a barrier to effective 
communication.  
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Assumptions, biases  
and stereotypes… 
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 Handout 5 
Biases and  
assumptions

 Handout 6 
Questions

TEACHING ACTIVITY:

•	 Place	four	signs	in	the	corners	of	the	room	which	read:

 1.  Agree strongly.

 2. Agree slightly.

 3. Disagree slightly.

 4. Disagree strongly.

•	 Ask	learners	to	go	to	the	sign	they	agree	with	as	you	read	out	each	 
 statement from Handout 5 (Biases and assumptions). 

•	 Move	the	exercise	along	quickly	to	avoid	censoring	reactions	to	 
 the statements. 

•	 Display	PowerPoint	Slides	3	and	4	and	allow	time	to	read.

•	 Split	the	group	into	two	mini-groups	and	distribute	Handout	6	 	
	 (Questions).	Ask	learners	to	answer	either	set	of	questions.

	•	 Facilitate	responses	from	all	groups	and	ask	learners	to	suggest	what		
 strategies can be implemented to address the issues raised.

LEARNING ACTIVITY:

•	 Learners	move	around	the	room	to	each	sign	they		
 agree with as statements are read out.

•	 Learners	discuss	and	answer	questions.

•	 Learners	feed	back	to	the	whole	group.

 PowerPoint 
Slides 3 - 4

3  

2 

!   Biases refer to our predetermined attitudes or conceptions 
about anything (a person, an event, a situation) based on 
our past experience or our belief system.  

!   Biases can be either negative or positive. 

!   Stereotyping often results from our predetermined biases 
or assumptions about people. 

!   This denies us the chance to appreciate people as unique 
individuals without the labels we attach to them. 
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Assumptions, biases  
and stereotypes 

Notes
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Statements on biases  
and assumptions

People on bene�ts could work if they wanted. They are lazy. 

Children from poor backgrounds will not do well in school.

Teachers are more concerned with managing behaviour  
 than what children learn.

Black children don’t do as well in school compared to  
 white children.

People who can’t speak English are not educated.

Teachers care a lot about their students. 

Women are more emotional than men.

Girls perform better in a girls’ only school.

Technology creates more problems than it solves.

Boys are by nature more mechanical than girls.

Children spend too much time watching TV and playing   
 computer games. They are not educational. 

Children are less educated than they were 30 years ago. 

Political correctness creates more problems than it solves.
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Questions

Set 1
 
1 Where do our biases come from? (History, media, family, our own experience.) 
 
 
 
 
 
 
 
 
 
 
 
 

2 Why do we keep them?  
 
 
 
 
 
 
 
 
 
 
 
 

3 What are the implications of our biases, stereotypes and assumptions 
 when we are communicating with parents and families?
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Section  Developed by SHS - www.shs.org.uk Page   78Marginalised communities

 Handout 7 
Bias worksheet

TEACHING ACTIVITY:

•	 Display	PowerPoint	Slide	5	and	ask	learners	to	consider	the	quote.

•	 Distribute	Handout	7	(Bias	worksheet).

•	 Explain	that	this	activity	is	for	participants	to	complete	at	home.

•	 Identify	areas	that	learners	can	reflect	on.

LEARNING ACTIVITY:

•	 Read	the	quote	and	reflect	on	the	message.

•	 Learners	listen	and	take	worksheet	home	to	complete	in	their	 
 own time.

•	 Learners	have	the	opportunity	to	improve	professional	practice	in		
 relation to biases, assumptions and stereotypes when working with  
 parents and families. 

Notes

 6
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Bias worksheet

1 Some biases (favourable and unfavourable) that I  
 have about parents and families  that I work with are:  
 
 
 
 
 
 
 

 

2  One bias that I would like to work on is:

 
 
 
 
 
 

3  Background information related to this bias:

a) This bias comes from:  

b) Some of the assumptions related to this bias are:  

c) This bias is a�ecting my professional work by: 

 

4  Action plan - I can work to change this bias by:

 
 



PAIRS25 MINS
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TEACHING ACTIVITY:

•	 Play	Video	clip	3	(Say	what?) which shows the di	culty of   
 communicating across cultures. Ask learners to share their  
 initial thoughts. 

•	 Divide	the	group	into	pairs.	Ask	learners	to	think	of	a	situation		 	
 at work in which they tried to communicate with someone from  
 a di�erent culture.

•	 Display	PowerPoint	Slide	6.	Ask	learners	to	answer	the	questions			
 and feed back their responses and key �ndings. 
 

LEARNING ACTIVITY:

•		 Learners	watch	the	video	and	share	their	initial		 	
 thoughts with the whole group.

•		 Learners	answer	questions	and	feed	back	to	the			
 whole group.

 PowerPoint 
Slide 6

6  

3 6 

Think of a work situation when you  
tried to communicate with someone  
from a different culture. 
 

!   What assumptions did you make? How do you know this? 

!   What values did the family, parents or children 
hold about education? 

!   What were the challenges in this situation? 

!   How did you overcome these challenges? 

!   What strategies did you employ? 

 

Notes

 6

Video clip 3 - Say what? 
 
This video clip is located on the BBC 
website; therefore you will require  
internet access to display the video.

View video       

http://news.bbc.co.uk/1/hi/school_report/8561939.stm

 

Communicating across cultures 
 

http://news.bbc.co.uk/1/hi/school_report/8561939.stm
http://news.bbc.co.uk/1/hi/school_report/8561939.stm
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Advanced activity 
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TEACHING ACTIVITY:

•	 Divide	learners	into	three	groups,	ideally	into	separate	 
 rooms/spaces where groups cannot interact or observe each other. 

•	 Each	group	represents	a	delegation	of	parents,	teachers	and	pastoral		
 sta� from three di�erent countries. Distribute Handout 8 (Role plays)  
 and set the task.

•	 In	each	group,	assign	one	or	two	participants	as	silent	observers,		
 given the task to make important notes about remarks made or   
 actions undertaken.

•	 Display	PowerPoint	Slide	7	and	relate	content	to	the	previous		 	
 activity. Refer to Teacher notes 1 for guidance.

•	 Distribute	Handout	9	(Stages	of	adaptation)	and	introduce	the	stages		
 of adaptation theory. 
 

 
 

LEARNING ACTIVITY:

•	 Learners	complete	the	role	play	task.

•	 Learners	consider	the	PowerPoint	slide	and			 	
 information on Handout 9.

•	 Learners	ask	questions	as	necessary	and	contribute		
 to discussion.

 6

 Teacher notes 1 
Communicating  
across cultures 
 

Further instructions 
and guidance

 Handout 8 
Role plays

 Handout 9 
Stages of adaptation

 PowerPoint 
Slide 7

7  
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Cross-cultural communication 
 

COGNITIVE
LEVEL

LINGUISTIC
LEVEL

CONCEPTUALISE
INFER

DECODEENCODE
FEEDBACK 

LOOP

PHYSIOLOGICAL
LEVEL

ACOUSTIC
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PHYSIOLOGICAL
LEVEL

LINGUISTIC
LEVEL

COGNITIVE
LEVEL

AGENT RECIPIENT

Role plays
Coldonians, Smilians and Turtelinians
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Description of the situation
Three delegations from Coldonia, Smilia and 
Turtelina (three di�erent countries) come 
together to design and prepare a conference, 
funded by the Department for Education 
(DfE), to identify best practice and strategies 
for parental engagement. It will be the 
 rst conference of its kind, and thus it is 
imperative to make it successful, leading to 
more conferences and sharing of practice in 
the future. 

You are part of one of the delegations and 
you just arrived at this venue half an hour 
ago. The aim of this meeting is to design 
and plan the  rst annual international 
parental engagement conference, including 
key themes, invited speakers who are 
experts in the  eld, and an outline proposal 
for funding by the DfE.

 

 
Meeting structure
1  You will  rst prepare with your   
 delegation the key themes that you wish  
 to address in the conference, taking into  
 account the experiences from your country. 
  (10 mins preparation) 

2  The second meeting will be a joint   
 meeting with the other two delegations  
 to identify the outline, design and key  
 themes for the conference. At the end of  
 this meeting it is important to have a  
 high quality submission in order to   
 convince the DfE to fund this initiative. 
 (15 mins)

Stages of adaptation when 
communicating cross-culturally

3Section                
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When faced with cross-cultural situations 
we go through various stages of:

 
Denial
The individual refuses to acknowledge 
cultural di�erences. There is only ‘one way’. 
 
Defence
The individual begins to see cultural 
di�erences and is threatened by them 
(insider-outsider, inferiority-superiority, 
creating the ‘other’). 
 
Minimisation
While individuals at this stage do 
acknowledge cultural di�erences, they see 
human universals as more important than 
cultural distinctions. 
 

 

 
 Acceptance
The individual begins to accept signi�cant 
cultural di�erences, �rst in behaviours, then 
in ways of communicating, then in values. 
 
Adaptation
The individual becomes more adept at 
intercultural communication by shifting 
perspectives and communication strategies 
that �t to the other’s cultural world view. 
It is important to note that, whilst these 
stages were identi�ed for immersion in 
another culture, similar stages occur when 
we are confronted by another cultural view.

Build
self-awareness

Recognize the 
complexity

Avoid
stereotyping

Respect
di�erences

Listen
actively

Be
honest

Be
�exible

Think 
twice

Ask
questions Distinguish

persoectives

10 strategies
for e�ective 
cross-cultural 
communication

Communicating across cultures
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Communication includes both verbal and 
non-verbal signals.

The diagram presents communication as 
a one-way street. The reality is that the 
process of sending and receiving messages 
between two people is rapid.

 
 

The diagram highlights the verbal signals 
only. However, there may also be non-verbal 
feedback where the message might or might 
not be di�erent. Consider Asian cultures 
where saying ‘no’ is considered impolite. 

People will send the verbal message ‘yes’ 
even when they might mean ‘no’. Often 
this ‘no’ is communicated non-verbally. Thus 
when working with parents from di�erent 
backgrounds it is important to identify and 
read the non-verbal messages also. 
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 Handout 10 
Case study

TEACHING ACTIVITY:

•	 Distribute	Handout	10	(Case	study)	and	identify	how	the	strategies	for		
 e�ective communication have been used.

•	 Ask	learners	to	draw	on	experiences	from	the	previous	activity	and		
 their personal experiences. What would they now do di�erently?

 
LEARNING ACTIVITY:

•	 Learners	read	case	studies	and	identify	cross-cultural	 
 communication strategies.

•	 Learners	contribute	to	discussion.

Notes

 6

Activity   
 

How were the strategies for 
e�ective communication used?
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An external learning organisation had 
secured funding that enabled it to o�er a  
short art workshop for parents and children. 
It approached a primary school about 
holding the workshop at their school from 
3.30pm onwards. 

The school was initially reluctant to act as 
the host as it was concerned about damage 
to school property from a very messy course. 
It also didn’t have a good relationship with 
parents and felt many wouldn’t want to come 
as they were quite disengaged from the 
school, not helped by the fact that the school 
had decided not to allow parents into the 
building when picking up their children as it 
became too crowded and noisy.

However, the School Welfare O�cer was keen 
for the community to bene�t from the o er. 
She acted as the liaison between the school 
and the learning organisation, clarifying 
concerns and objectives and managing 
expectations so both parties felt happy the 
workshop should go ahead, as long as there 
was enough interest. 

She carried out playground consultations with 
parents to gauge interest in the workshop. 
She explained the objectives were for 
parents to have some creative fun with their 
children, making bags, T-shirts and badges for 
themselves and a banner for the school with 
all their designs. It was also an opportunity to 
show that family learning could successfully 
take place within the school and to get a feel 

for other courses and workshops parents 
might �nd useful.

With the School Welfare O�cer’s support 
the learning organisation set up a ‘Badges to 
Banner’ Family Learning Course. Parents and 
children had a lot of fun, in a messy, hands-
on course. Parents found it very uplifting to 
incorporate their artwork with that of others 
and for it to look good. Parents who had 
declared they couldn’t draw produced pictures 
which were praised and used in a melee with 
other images, creating a good overall e ect. 
Older children showed younger ones what to 
do with one parent supervising.

However, some issues did arise: parents did 
not want to show their children how to make 
badges or use equipment; there was a lot of 
swearing from the parents; and there was bad 
feeling from the parents towards the crèche 
workers (who were also in the room), as they 
would not allow hot drinks in the same room 
as the children.

At the end of the session the School Welfare 
O�cer facilitated a discussion about respect 
to address issues around the equipment, 
treatment of sta  and swearing. It was 
interesting and revealed a number of di erent 
views. The parents also revealed how little 
they had learnt in school and how this had 
made them interested in additional courses. 
However, several also laughed about being 
‘thick’ and ‘unteachable’, so these barriers 
needed to be overcome. 

Modelling working with your children (and enjoying it) has only 
just begun, but parents seem willing to be caught up in children’s 
enthusiasm (although less willing to encourage and praise or 
arbitrate in disputes). The children loved the sessions and are proud 
of their achievements, which gives encouragement for more. 
(Head Teacher)



TEACHING ACTIVITY:

•		 Summarise	learning	from	today.

•	 Identify	good	practice	for	engaging	parents	and	areas	for	development.

•		 Distribute	Handout	11	(Further	reading).

•		 Distribute	Plenary	(Action	planning	template).

 
LEARNING ACTIVITY:

•		 Identify	the	next	steps	post-training,	alongside	any	individual	learning	needs.

•	 Use	the	Plenary	to	stimulate	discussion.

SMALL GROUPS10 MINS

Plenary activity 
 

 
Plenary5

Activity

Section  Developed by SHS - www.shs.org.uk Page   82Marginalised communities

References: Section 6 
 
 
Cross Cultural Communication; p6-8 
An Essential Dimension of E·ective Education. 
 
www.kwintessential.co.uk

Additional references are taken from the further reading articles 
listed in Handout 11 (Further reading).

 6

 Plenary 
Action planning template

 Handout 11 
Further reading

Plenary  –  Action planning template  –  Page 1 of 4
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Action planning template

5Section                Activity                     6

As part of the plenary activity for each 
section of this training resource, you will 
be able to identify the key issues facing 
your school with regards to marginalised 
communities and identify ways of  
addressing these issues as a team.

This activity will support the development  
of your SEF/SIP activity.

Key messages
Use this sheet to capture the key  
messages that have occurred during  
today’s training session.

Prioritising recommendations
Use this sheet to prioritise the 
recommendations your group has selected  
to address the issues in Section 6.

List the recommendations and then decide 
if the school has the power to change these 
issues. If the answer is ‘yes’, next determine  
if the recommendation needs to be addressed 
immediately or if it can wait. Please specify 
the time period you would expect it to be 
addressed within e.g. by the end of summer 
term 2013 if you have identi�ed it as not  
being an urgent issue.

For those items that should be addressed 
immediately, rank the recommendations in  
the order that they should be addressed.

 
 
 
 
 
 
 
 
 
Also identify the lead person who will be 
responsible for ensuring this activity is carried 
out. If a working group is required to support 
this lead person, please identify any volunteers 
who would be willing to support that activity.

Action plan 
Use this sheet to plan the prioritised 
recommendations. First describe the  
‘current state’ – what the situation is now. 
Next describe the ‘desired state’ you would 
like to see.

Then, on the right side of the arrow, list the 
steps the school sta� needs to take to reach 
the desired state. Where possible, please 
include resources, time and costs associated 
with each activity. Finally, on the left hand 
side of the arrow, list the steps the senior 
management team/governors need to take 
to help you reach your desired state. Again 
where possible, please include resources,  
time and estimated costs for completing  
this activity.

This action planning tool has been designed to enable you to capture the 
good practice that is currently happening within your school environment, 
but also to identify the areas that require further development.

3Section                
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Further reading 
Cross-cultural communication

 

 
Inter-cultural Research: the Current State of Knowledge 
http://papers.ssrn.com/sol3/papers.cfm?abstract_id=658202 

Cross-cultural Communication: an Essential Dimension to E�ective Education 
www.maec.org/Old/cross/index.html

Communication Model 
www.speech-therapy-information-and-resources.com/communication-model.html 

The Encode-Decode Model of Communication 
www.speech-therapy-information-and-resources.com/the-encode-decode-model-of-
communication.html

Communication Styles Questionnaire 
www.pollak.com.au/downloads/communication%20styles%20questionnaire.pdf  

 

 

 
Training company focusing on cross-cultural issues, which  
has o�ces in the UK, but also in other parts of the world. 
www.kwintessential.co.uk/contact.html 
 

http://www.kwintessential.co.uk


 
 
www.shs.org.uk 
 
If you have any queries regarding this  
toolkit please email: training@shs.org.uk 
 
 
School-Home Support Services UK 
Registered	charity	no:	1084696

More training toolkits are available from SHS

Parental Engagement 
DOWNLOAD

Parental
engagement

A training toolkit full  
of useful resources 

for supporting parents  
with complex needs

Delivered by School-Home Support Services UK

http://www.schoolhomesupport.org.uk/index.php?option=com_content&view=article&id=348&Itemid=311



