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ABSTRACT 
 

 Forced migration is one of the most important issues of our time.  By the end of 2017, 

68.5 million people were estimated to be forcibly displaced across the world due to 

factors such as persecution, human rights violations, environmental degradation, and 

conflict (UNHCR 2017). A small percentage of displaced people come to the United 

Kingdom, and some have been resettled in areas which have not experienced much 

inward migration in the recent past such as the rural North and West of Wales and the 

urbanized Valleys of South Wales. Local authorities across Wales are working to 

support new arrivals to integrate and to access English classes, employment, and 

training.  The European Social Fund prioritises research that takes place in the 

convergence areas of Wales ɀ areas of relatively low population density and gross 

domestic product. This study focuses on the access to education and employment of 

ÔÈÏÓÅ ×ÈÏ ÈÁÖÅ ÂÅÅÎ ÒÅÓÅÔÔÌÅÄ ÔÈÒÏÕÇÈ ÔÈÅ 3ÙÒÉÁÎ 6ÕÌÎÅÒÁÂÌÅ 0ÅÒÓÏÎÓȭ 2ÅÓÅÔÔÌÅÍÅÎÔ 

Scheme in areas of convergence.  It presents original data drawn from qualitative and 

quantitative research across five case study areas and situates the data within 

contemporary discourses on migration and integration.  In doing so, the project 

ÈÉÇÈÌÉÇÈÔÓ ÔÈÅ ÓÕÃÃÅÓÓÅÓ ÁÎÄ ÃÈÁÌÌÅÎÇÅÓ ÏÆ ÒÅÓÅÔÔÌÉÎÇ ÒÅÆÕÇÅÅÓ ÉÎ ÓÏÍÅ ÏÆ ÔÈÅ 5+ȭÓ ÍÏÓÔ 

deprived localities.   
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CHAPTER ONE 
1.1 Context 
 

The issue of forced migration and displacement are not new phenomena. War, 

natural disaster, and persecution have always precipitated the movement of people in 

search of safety and security.  Yet, when the picture of the body of a young child washed 

up on a beach in Turkey appeared in the British newspapers in September 2015, the 

image brought forced migration to the fore of the national imagination and sparked 

fierce debate on how Britain should respond (BBC 2015).   

  

In response to the ȬÃÒÉÓÉÓȭȟ ÔÈÅÎ-Prime Minister David Cameron announced that the UK 

government would expand its involvement in the United Nations High Commissioner 

for Refugees (UNHCR) programme, the SÙÒÉÁÎ 6ÕÌÎÅÒÁÂÌÅ 0ÅÒÓÏÎÓȭ 2ÅÓÅÔÔÌÅÍÅÎÔ 

scheme (VPRS) and resettle up to 20,000 Syrians deemÅÄ ȬÍÏÓÔ ÁÔ ÒÉÓËȭ ÏÖÅÒ ÔÈÅ ÃÏÕÒÓÅ 

of his Parliament (Home Office 2017). By the 22nd February 2018, 10,538 people had 

been resettled under VPRS across the UK, with 645 resettled in Wales (Kershaw 2018). 

All but one Local Authority in Wales had resettled refugees under the Scheme by 2018 

(WSMP 2018).  

 

The Syrian VPRS is one of a number of routes to settlement in the United Kingdom, 

including application for asylum following arrival and a number of other resettlement 

ÓÃÈÅÍÅÓȟ ÉÎÃÌÕÄÉÎÇ ÔÈÅ 6ÕÌÎÅÒÁÂÌÅ #ÈÉÌÄÒÅÎȭÓ 2ÅÓÅÔÔÌÅÍÅÎÔ 3ÃÈÅÍÅȟ ÔÈÅ 'ÁÔÅ×ÁÙ 

Protection Scheme, and the Mandate Scheme.  The VPRS is nevertheless the largest-

scale resettlement scheme currently underway in the United Kingdom (National 

Statistics 2018).   

 

For some Local Authorities in Wales, participation in the VPRS is the first time that they 

have supported refugee resettlement in the area.  Noting that access to education and 

employment are both markers of and means towards of successful integration (Ager 

and Strang 2008), this paper thus investigates refugee access to education and 

employment in Local Authorities new to refugee resettlement.   Research with these 

Local Authorities represents a unique opportunity to chart the processes of 

unprecedented refugee resettlement as they happen in real-time; to witness which 
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schemes are put in place to facilitate integration, and to observe the challenges Local 

Authorities face as they support these new communities.  

 

The European Social Fund, which has funded this project, prioritises research into areas 

of Wales in which GDP is 75% or less than the European average ɀ ÔÈÅ ȬÃÏÎÖÅÒÇÅÎÃÅȭ 

areas of West Wales and the Valleys (Welsh Assembly Government 2010).  Case studies 

have been selected to represent a cross-section of the convergence areas ɀ two in the 

north, one in the south-West, and two in the post-industrial area of the valleys.   We 

investigate how integration into education and employment emerges at the peripheries 

of the United Kingdom, away from the multicultural metropolises, and in communities 

which do not have large ethnic minority populations.  This paper identifies the barriers 

to education and employment for refugees resettled in these communities and explores 

the implications of these barriers for discourses around migration and integration in the 

UK. 

 1.2 Terms  
 

This thesis utilises ÔÈÅ ÉÎÔÅÒÎÁÔÉÏÎÁÌ ÌÅÇÁÌ ÄÅÆÉÎÉÔÉÏÎ ÏÆ ÔÈÅ ÔÅÒÍ ȬÒÅÆÕÇÅÅȭ ÃÏÎÔÁÉÎÅÄ ÉÎ 

the 1951 Convention Relating to the Status of Refugees (Refugee Convention), as 

modified by the 1967 Protocol Relating to the Status of Refugees.  Article 1A (2) defines 

a refugee as any person who, 

owing to well-founded fear of being persecuted for reasons of race, 
religion, nationality, membership of a particular social group or political 
opinion, is outside the country of his nationality and is unable or, owing 

to such fear, is unwilling to avail himself of the protection of that 
country; or who, not having a nationality and being outside the country 
of his former habitual residence as a result of such events, is unable or, 

owing to such fear, is unwilling to return to it. (UNHCR 1951) 

In accordance with the wording of international law, this thesis will use the term 

ȬÒÅÆÕÇÅÅȭ ÔÏ ÒÅÆÅÒ ÔÏ ÁÌÌ ÔÈÏÓÅ ×ÈÏ ÆÉÔ ÔÈÅ 2ÅÆÕÇÅÅ #ÏÎÖÅÎÔÉÏÎÓȭ ÄÅÆÉÎÉÔÉÏÎȟ ×ÈÅÔÈÅÒ ÏÒ ÎÏÔ 

they have been granted refugee status by an official state body.  Sometimes, however, 

ÒÅÆÅÒÅÎÃÅ ×ÉÌÌ ÂÅ ÍÁÄÅ ÔÏ ȬÁÓÙÌÕÍ ÓÅÅËÅÒÓȭȟ ÁÓ ÄÉÓÔÉÎÃÔ ÆÒÏÍ ȬÒÅÆÕÇÅÅÓȭȢ  "Ù ȬÁÓÙÌÕÍ 

ÓÅÅËÅÒÓȭȟ ) ÍÅÁÎ ÔÈÏÓÅ ×ÈÏ ÈÁÖÅ ÍÁÄÅ Á ÃÌÁÉÍ ÔÏ ÂÅ ÒÅÃÏÇÎÉÓÅÄ ÁÓ ÒÅÆÕÇÅÅ ÂÙ ÔÈÅ (ÏÍÅ 

Office of Great Britain, and whose claim remains pending.  The Syrian Vulnerable 

0ÅÒÓÏÎÓȭ 2ÅÓÅÔÔÌÅÍÅÎÔ 3ÃÈÅÍÅ will generally be assigned the acronym Ȭ6023ȭ.  Unless 
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otherwise stated, refugees resettled as part of VPRS will be known ÁÓ ȬÒÅÆÕÇÅÅÓȭ, ȬÒÅÆÕÇÅÅ 

ÐÁÒÔÉÃÉÐÁÎÔÓȭȟ ȬÒÅÓÅÔÔÌÅÄ ÒÅÆÕÇÅÅÓȭ ÏÒ Ȭ6023 ÐÁÒÔÉÃÉÐÁÎÔÓȭȢ  

 

1.3 The Research Project 
 

The research project began in October 2017, and the first phase (October 2017 - 

January 2018) was given to planning the project design; including working with the 

Welsh Refugee Council to formulate the research questions; planning research 

methodology; and contacting potential participants.  Two factors had a considerable 

impact on the choice of case study areas.   

 

The first were the terms of the project fund itself.  The Knowledge Economy Skills 

Scholarship (KESS II), funded by the European Social Fund prioritises research 

contributing to sustainable development and the wellbeing of future generations in the 

so-ÃÁÌÌÅÄ ȬÃÏÎÖÅÒÇÅÎÃÅ ÁÒÅÁÓȭ ÏÆ 7ÁÌÅÓȢ  !ÒÅÁÓ ÏÆ ÃÏÎÖÅÒÇÅÎÃÅ ÁÒÅ ÔÈÅ 7ÅÌÓÈ ,ÏÃÁÌ 

Authorities of lowest GDP, which receive substantial support from the European Social 

Fund.  They are coloured in yellow in figure 1.1.  
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Figure 1.1: Map of convergence areas of Wales (Naylor and Evans n.d) 

 
Second were the priorities of the partner company, the Welsh Refugee Council.  

%ÓÔÁÂÌÉÓÈÅÄ ÉÎ ρωωπȟ ÔÈÅ 7ÅÌÓÈ 2ÅÆÕÇÅÅ #ÏÕÎÃÉÌ ÉÓ 7ÁÌÅÓȭ ÌÅÁÄÉÎÇ ÃÈÁÒÉÔÙ ÃÏÍÍÉÔÔÅÄ ÔÏ 

protecting the rights and facilitating the empowerment of refugees and asylum seekers 

in Wales.  The organisation offers a range of support services, from English for Speakers 

of Other Languages (ESOL) classes to advice for asylum seekers and newly-granted 

refugees.  Since 2016, it has been responsible for delivering integration and pastoral 

support for refugees resettled in Rhondda Cynon Taf, Torfaen, and Bridgend, which has 

prompted an interest in research which would contribute to the improvement of 

education and employment support for refugees resettled outside of areas of asylum 

seeker dispersal.  
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These two areas of focus narrowed the scope of research somewhat.  Furthermore, 

as the literature review shows, the little research which has been carried out on refugee 

access to education and employment in the UK has tended to focus on those who have 

ÁÒÒÉÖÅÄ ÔÈÒÏÕÇÈ ÔÈÅ ȬÓÐÏÎÔÁÎÅÏÕÓ ÁÒÒÉÖÁÌÓȭ ɉÁÓÙÌÕÍɊ ÒÏÕÔÅȟ ÁÎÄ ÔÈÕÓ ×ÈÏ ÈÁÖÅ ÂÅÅÎ 

dispersed to the cities of Newport, Swansea, Cardiff and Wrexham ɀ spaces with higher 

population densities, larger Black, Asian and minority ethnic communities, and 

(relatively) well -established networks of support  (Crawley 2013; Sanders and Spencer 

2016). 

 

Very little scholarship exists on the experiences of refugees living in areas of Wales 

new to refugee resettlement and none speaks to the experiences of those who have 

been resettled in the convergence areas.   With these factors in mind, this paper 

therefore analyses the experiences of refugees relocated across five case study areas in 

Wales.  While diverse in their economies, histories and industries, the case study areas 

are united in that they are all outside the established spaces of asylum seeker dispersal.  

These areas are briefly described in chapter 4.  

 

 

1.4 Research questions  
The research questions which are explored in this paper are as follows: 

1. Are there barriers to refugees accessing education and employment in the 

convergence areas of Wales? If so, what are they? 

2. What is being done, on grassroots, regional, and national levels, to overcome these 

barriers? 

3. How do wider discourses on migration inform  refugee access to education and 

employment? 

 

  



CHAPTER TWO: Literature review  
2.1: Immigration and Asylum in the United Kingdom 

!ÎÙ ÃÒÉÔÉÃÁÌ ÅÎÇÁÇÅÍÅÎÔ ×ÉÔÈ ÒÅÆÕÇÅÅÓ ÒÅÓÅÔÔÌÅÄ ÕÎÄÅÒ ÔÈÅ 3ÙÒÉÁÎ 6ÕÌÎÅÒÁÂÌÅ 0ÅÒÓÏÎÓȭ 

Resettlement Scheme must first acknowledge that, while the scheme has garnered much 

media attention, it is only one of a number of possible legal routes to settlement for 

ÒÅÆÕÇÅÅÓ ÉÎ 7ÁÌÅÓȢ  )Ô ÉÓ ÂÅÙÏÎÄ ÔÈÅ ÓÃÏÐÅ ÏÆ ÔÈÉÓ ÐÁÐÅÒ ÔÏ ÃÏÍÐÁÒÅ ÍÉÇÒÁÎÔÓȭ ÄÉÖÅÒÓÅ 

ÅØÐÅÒÉÅÎÃÅÓ ÏÆ ÎÁÖÉÇÁÔÉÎÇ ÔÈÅ (ÏÍÅ /ÆÆÉÃÅȭÓ ÖÉÓÁ ÐÒÏÃÅÄÕÒÅÓ - though this kind of 

comparative study would certainly speak to a gap in existing scholarship.  However, in 

order to understand how VPRS ÄÉÆÆÅÒÓ ÆÒÏÍ ÔÈÅ ȬÓÐÏÎÔÁÎÅÏÕÓ ÁÒÒÉÖÁÌÓȭ ÁÓÙÌÕÍ ÒÏÕÔÅȟ ÉÔ ÉÓ 

worth first briefly outlining route to settlement for a person who makes an application 

for asylum in Britain. 

The right to seek asylum is a human right enshrined in international law and 

ÂÁÃËÅÄ ÂÙ ÔÈÅ 5ÎÉÔÅÄ .ÁÔÉÏÎȭÓ ρωυρ #ÏÎÖÅÎÔÉÏÎ 2ÅÌÁÔÉÎÇ ÔÏ ÔÈÅ 3ÔÁÔÕÓ ÏÆ 2ÅÆÕÇÅÅÓ ɉÃÉÔÅÄ 

above); the 1967 Protocol Relating to the Status of Refugees; and Resolution 2198 (XXI) 

adopted by the United Nations General Assembly (UNHCR 2010).   If a person is within 

the borders of the United Kingdom and considers that they may have a claim to be 

recognised as a refugee in the UK (that is, if they consider that they meet the terms of 

the aforementioned 1951 Refugee Convention), they must make a claim for asylum at 

the soonest opportunity either at the port at which they arrive, or at the nearest asylum 

screening unit.  The claimant will receive a screening interview within five days of 

lodging a claim, in which basic details relating to their case will be gathered.  Sometime 

after the screening interview the claimant will have their substantive interview, in 

which the details of the case are given and evidence may be presented.  The time 

between the screening and substantive interview can vary ɀ for some it may be weeks, 

others can wait up to year or more. Following a substantive interview, a claimant may 

wait up to six months for a decision on their claim.   If the case is refused, then the 

claimant has a right to appeal a decision in the courts, which is known as a First-Tier 

Tribunal.  If the claim is accepted, then the claimant may be granted Refugee Status, 

Humanitarian Protection, or another form of Leave to Remain (Right to Remain 2018) 

While a person is in the process of having their claim for asylum considered, they 

ÁÒÅ ÔÙÐÉÃÁÌÌÙ ÒÅÆÅÒÒÅÄ ÔÏ ÁÓ ÁÎ ȬÁÓÙÌÕÍ ÓÅÅËÅÒȭȢ !Ó ÁÎ ÁÓÙÌÕÍ ÓÅÅËÅÒ Á ÐÅÒÓÏÎ ÉÓ ÎÏÔ 
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entitled to recourse to public funds, is generally barred from seeking employment 

(unless their profession is on the shortage occupation list) and is liable to be detained at 

any point (ibid. 2018).  If the person is destitute and has nowhere to live, then they will 

be entitled to asylum support of £36.95 per week and offered accommodation on a no-

ÃÈÏÉÃÅ ÂÁÓÉÓ ÉÎ Á ȬÄÉÓÐÅÒÓÁÌ ÃÉÔÙȭ ×ÉÔÈÉÎ ÔÈÅ 5+Ȣ In Wales, the dispersal cities are Cardiff, 

Newport, Swansea or Wrexham (Politowski and McGuiness 2016).   

 The policy of dispersing asylum seekers around the United Kingdom was 

ushered in by the 1999 Immigration and Asylum Act.   One of the main criticisms of the 

policy is that routing asylum seekers around the UK on a no-choice basis often separates 

them from networks of support, including familial or co-ethnic communities as well as 

refugee support organisations (BBC 2001).  Moreover, asylum seekers are 

disproportionately housed in the poorest areas of the UK, with the richest third of the 

country housing only 10% of asylum seekers (Lyons and Duncan 2017).  As noted in the 

project Ȭ0ÒÏÄÕÃÉÎÇ 5ÒÂÁÎ !ÓÙÌÕÍȭ, the contemporary asylum seeker experience is one 

ÍÁÒËÅÄ ÂÙ Á Ȱpatchwork of provision, privatisation, protest and support that produces 

an uneven and shifting geography of asylum. As such, experiences and understandings 

of asylum differ markedly across this patchwork, dependent on dispersal location, 

hisÔÏÒÙȟ ÄÅÍÏÇÒÁÐÈÙ ÁÎÄ ÌÏÃÁÌ ÐÏÌÉÔÉÃÓȱ ɉ$ÁÒÌÉÎÇ ςπρσɊȢ  As I will show, though VPRS 

participants receive substantially more funded support than asylum seekers, the 

experience of accessing an inconsistent ȬÐÁÔÃÈ×ÏÒË ÏÆ ÐÒÏÖÉÓÉÏÎȭ ÉÓ ÁÌÓÏ Á ÃÏÍÍÏÎ 

theme in their experience.   

 

2.2 Syrian Resettlement in the United Kingdom  
 

4ÈÅ ÐÒÏÃÅÓÓ ÏÆ ÓÅÔÔÌÅÍÅÎÔ ÏÕÔÌÉÎÅÄ ÁÂÏÖÅ ÒÅÌÁÔÅÓ ÔÏ ÔÈÏÓÅ ȬÓÐÏÎÔÁÎÅÏÕÓȭ ÁÒÒÉÖÁÌÓ 

who have exercised their right to travel and seek asylum in the United Kingdom.  

Refugee resettlement is a separate process from that outlined in 2.1, and beneficiaries 

of resettlement schemes in the United Kingdom are offered a distinct package of 

support by the Home Office.  In response to the escalating crisis in Syria and the 

ensuing movement of people towards safety, the UNHCR initiated a large-scale 

programme in 2014 to resettle Syrians in host countries across the world (UNHCR 
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2015).  Resettlement is one of the durable solutions to protracted refugee situations, 

whereby individuals or families are provided with refugee status in their country of 

origin; are supported to travel to the host (resettlement) country; and are supported 

with access to integration including housing, welfare, education, healthcare in the 

country of resettlement (ibid).  The UK Government initially committed to resettling 

an unspecified number of Syrians, however in 2015 the UK committed to resettling 

20,000 by the year 2020 (UNHCR 2018).   In 2017 the scope of the scheme was 

extended to make it accessible, regardless of nationality, to include all displaced by the 

Syrian conflict and currently residing in Egypt, Iraq, Jordan, Lebanon and Turkey 

(ibid).   

 

ςȢσ #ÏÎÔÅÍÐÏÒÁÒÙ ÁÔÔÉÔÕÄÅÓ ÔÏ×ÁÒÄÓ ÉÍÍÉÇÒÁÔÉÏÎ ÁÎÄ ÔÈÅ ȬÈÏÓÔÉÌÅ ÅÎÖÉÒÏÎÍÅÎÔȭ 
 

Migration has become an increasingly polarising issue across Wales and the United 

Kingdom. While there exist considerable pockets of support for migrants and 

multiculturalism, there also exist significant swathes of anti-migrant sentiment. 

Drawing on data gathered through the focus groups held as part of the National 

Conversation on Immigration, research by the organisation HOPE not Hate has noted a 

ÃÏÎÓÉÓÔÅÎÔ ÌÉÂÅÒÁÌ ÓÈÉÆÔ ÉÎ ÁÔÔÉÔÕÄÅÓ ÔÏ×ÁÒÄÓ ÉÍÍÉÇÒÁÔÉÏÎȟ ÂÕÔ ÁÌÓÏ ȰÍÁÒËÅÄ Á ÇÒÏ×ÉÎÇ 

gulf between people in society with the most liberal outlooks and those with the most 

ÈÏÓÔÉÌÅȱ ɉ#ÁÒÔÅÒ ςπρψȡ ψɊȢ  

UK migration policy has frequently seemed to affirm hostile attitudes towards 

immigration, as the 2010 coalition government, led by David Cameron, sought to reduce 

ÍÉÇÒÁÔÉÏÎ ÔÏ ÔÈÅ ȬÔÅÎÓ ÏÆ ÔÈÏÕÓÁÎÄÓȭ ÂÙ ÔÈÅ ÅÎÄ ÏÆ ÈÉÓ ÇÏÖÅÒÎÍÅÎÔ ɀ a target which was 

missed by 160,000 (McNeil 2014).  Nevertheless, the policy has been maintained by 

4ÈÅÒÅÓÁ -ÁÙȭÓ ÇÏÖÅÒÎÍÅÎÔȟ ÄÅÓÐÉÔÅ ÃÏÎÃÅÒÎÓ ÁÂÏÕÔ Á ÇÒÏ×ÉÎÇ ÓËÉÌÌÓ ÓÈÏÒÔÁÇÅ ÉÎ ÔÈÅ 

public and private sectors, in part predicated by a fall in migrant labour from the 

European Union following the vote to leave the European Union in the 2016 

referendum (Westminster Legal Policy Forum 2018).  

 

Though border policies have existed for decades, in 2010 the coalition government 

introduced increasingly harsh penalties for undocumented migrants in the United 

Kingdom.  These policies were mainly implemented through the Immigration Acts 2014 
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and 2016, and have prevented people from accessing healthcare, schooling, education, 

employment, state benefits and even driving licenses (Liberty 2018: 4).   These have 

ÂÅÃÏÍÅ ËÎÏ×Î ÁÓ ÔÈÅ ȬÈÏÓÔÉÌÅ ÅÎÖÉÒÏÎÍÅÎÔȭ ÐÏÌÉÃÉÅÓȟ ÎÁÍÅÄȟ ÉÎ ÐÁÒÔȟ ÁÆÔÅÒ ÔÈÅ Ȭhostile 

receptionȭ Theresa May promised to give illegal migrants in Britain as Home Secretary 

ÉÎ ςπρς ɉ+ÉÒËÕÐ ÁÎÄ 7ÉÎÎÅÔÔ ςπρςɊȢ  4ÈÒÏÕÇÈ ÅØÐÁÎÄÉÎÇ ÄÁÔÁ ÓÈÁÒÉÎÇ ÏÎ ÓÅÒÖÉÃÅ ÕÓÅÒÓȭ 

nationality and immigration status between service providers and the Home Office, and 

through introducing new, tougher laws penalising those found to be employing, or 

offering services to undocumented migrants, the hostile environment policies 

embedded immigration controls into all aspects of day-to-day life, making it 

increasingly hard for people to live in the United Kingdom with unresolved migration 

status.   While some may consider the penalisation of undocumented migrants as 

justifiable, it is important to remember how easy it is to become undocumented in the 

United Kingdom, as human rights organisation, Liberty, points out: 

Far from intentionally trying to evade the rules, people often become 
ÕÎÄÏÃÕÍÅÎÔÅÄ ÂÅÃÁÕÓÅ ÔÈÅÙȭÒÅ ÕÎÁÂÌÅ ÔÏ ÓÃÒÁÐÅ ÔÏÇÅÔÈÅÒ ÅÖÅÒ-increasing 
application fees, challenge poor Home Office decision-making, or pay a 
solicitor to help them keep up with rapidly changing immigration rules. 

(Liberty 2018: 6)  

That the hostile environment policies have embedded immigration controls into day-to-

day life are an overt example of the way in which bordering practices have changed in 

recent years.  Far from the border being only a territorial entity, what we see in the 

proliferation of the hostile environment policies are rather borders within the 

boundaries of the nation-state, including schooling, healthcare, and housing.  Thus, as 

0ÁÁÓÉ ÎÏÔÅÓȟ ÂÏÒÄÅÒÓ ÁÒÅ ÂÅÔÔÅÒ ÃÏÎÃÅÐÔÕÁÌÉÓÅÄ ÁÓ ȰÓÅÔÓ ÏÆ ÓÏÃÉÏÃÕÌÔÕÒÁÌ practices, 

ÓÙÍÂÏÌÓȟ ÉÎÓÔÉÔÕÔÉÏÎÓȟ ÁÎÄ ÎÅÔ×ÏÒËÓȱ ×ÈÉÃÈ ÁÒÅ ÓÅÌÅÃÔÉÖÅÌÙ ÐÏÒÏÕÓ ɀ and serve to either 

grant or deny access to public life, services, shelter, and employment (Paasi 2012: 

2304).   
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2.4 English language proficiency and integration: a causal li nk? 
 

Perhaps paradoxically, while national policy has shifted towards the expansion of 

border controls, there has been a parallel growing emphasis on the importance of 

ȬÉÎÔÅÇÒÁÔÉÏÎȭ ɉ#ÁÓÅÙ ςπρφȠ (- 'ÏÖÅÒÎÍÅÎÔ ςπρψȠ "ÅÌÌ ÁÎÄ 0ÌÕÍÂ ςπρχɊȢ  )Ô ÉÓ ÂÅÙÏÎÄ 

the scope of this paper to provide an in-depth analysis of current integration policy, 

however, of relevance to the theme of this paper are contemporary discourses which 

link proficiency in the English language (or lack thereof) to integration outcomes 

including community cohesion and the economic dis/advantage of migrant 

communities.   

 

)Î ÈÉÓ ÍÉÎÉÓÔÅÒÉÁÌ ÆÏÒÅ×ÏÒÄ ÔÏ ÔÈÅ ςπρψ Ȭ)ÎÔÅÇÒÁÔÅÄ #ÏÍÍÕÎÉÔÉÅÓ 3ÔÒÁÔÅÇÙ 'ÒÅÅÎ 0ÁÐÅÒȭȟ 

Rt Hon Secretary of State Sajid Javid recalls that, as a young boy, he would sometimes 

havÅ ÔÏ ÍÉÓÓ ÓÃÈÏÏÌ ÔÏ ÔÒÁÎÓÌÁÔÅ ÆÏÒ ÈÉÓ ÍÏÔÈÅÒ ÉÎ ÔÈÅ ÄÏÃÔÏÒȭÓ ÓÕÒÇÅÒÙȟ ÂÅÃÁÕÓÅ ȰÍÏÒÅ 

ÔÈÁÎ Á ÄÅÃÁÄÅ ÁÆÔÅÒ ÁÒÒÉÖÉÎÇ ÆÒÏÍ 0ÁËÉÓÔÁÎ ÓÈÅ ÓÔÉÌÌ ÂÁÒÅÌÙ ÓÐÏËÅ Á ×ÏÒÄ ÏÆ %ÎÇÌÉÓÈȱȟ 

×ÈÉÃÈ ÆÏÒ ÈÉÍ ×ÁÓ ÁÎ ȰÅÁÒÌÙ ÉÎÔÒÏÄÕÃÔÉÏÎ ÔÏ ÔÈÅ ×ÁÙÓ ÉÎ ×ÈÉÃÈ ÉÓÓÕÅÓ ÓÕÃÈ ÁÓ ÌÁÎÇÕÁÇÅ 

ÓËÉÌÌÓ ÃÒÅÁÔÅ ÂÁÒÒÉÅÒÓ ÔÏ ÉÎÔÅÇÒÁÔÉÏÎȱ ɉ(- 'ÏÖÅÒÎÍÅÎÔ ςπρψȡ ωɊȢ   4ÈÅ ÓÔÒÁÔÅÇÙ 'ÒÅÅÎ 

Paper draws heavily on the 2016 Casey Review, which reported English language 

ÐÒÏÆÉÃÉÅÎÃÙ ÁÓ Á ȰÓÔÒÏÎÇ ÅÎÁÂÌÅÒ ÏÆ ÉÎÔÅÇÒÁÔÉÏÎȱ ɉ#ÁÓÅÙ ςπρφȡ ρτɊȢ   

 

The review cites as a matter of concern the fact that, according to 2011 Census 

ÄÁÔÁȟ ȰψȢτϷ ÏÆ ÔÈÅ ÐÏÐÕÌÁÔÉÏÎ ÏÆ %ÎÇÌÁÎÄ ÁÎÄ 7ÁÌÅÓ ɉÁÇÅÄ ρφ ÁÎÄ ÏÖÅÒɊ ÄÉÄ ÎÏÔ ÈÁÖÅ 

%ÎÇÌÉÓÈ ÁÓ ÔÈÅÉÒ ÍÁÉÎ ÌÁÎÇÕÁÇÅ ɉÁÒÏÕÎÄ σȢφ ÍÉÌÌÉÏÎ ÐÅÏÐÌÅɊȱȟ ×ÈÉÌÅ ÍÏÒÅ ÔÈÁÎ Ȱχφπȟπππ 

ÐÅÏÐÌÅ ÁÇÅÄ ρφϹ ÉÎ %ÎÇÌÁÎÄ ɍȣɎ ÃÏÕÌÄ ÎÏÔ ÓÐÅÁË %ÎÇÌÉÓÈ ×ÅÌÌ ÏÒ ÁÔ ÁÌÌȱ ɉÉÂÉÄȡ ωτɊȢ  $ÁÍÅ 

Casey cites data from a non-peer reviewed discussion paper by Zhu and Miranda 

ɉςπρσɊȟ ×ÈÉÃÈ ÁÔÔÒÉÂÕÔÅÓ ÔÈÅ ÍÅÒÅ ÆÁÃÔ ÏÆ ÈÁÖÉÎÇ %ÎÇÌÉÓÈ ÁÓ ÁÎ ÁÄÄÉÔÉÏÎÁÌ ÌÁÎÇÕÁÇÅ ÔÏ ȰÁ 

×ÁÇÅ ÇÁÐ ɍȣɎ ÏÆ ςφϷ ÆÏÒ ÍÅÎ ÁÎd 22% for women, and a lower employment rate 

(48.3%) for those who are non-proficient in English than those who are proficient 

ɉφυȢτϷɊȱ ɉ#ÁÓÅÙ ςπρφȡ ωτɊȢ  &ÕÒÔÈÅÒÍÏÒÅȟ $ÁÍÅ #ÁÓÅÙ suggests a negative causal 

relationship between low English proficiency and BÒÉÔÁÉÎȭÓ ÃÏÌÌÅÃÔÉÖÅ ÓÅÎÓÅ ÏÆ Ȭnational 

identityȭ, citing that: 
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Ȱύωϻ ÏÆ ÐÅÏÐÌÅ ÌÉÖÉÎÇ ÉÎ ÔÈÉÓ ÃÏÕÎÔÒÙ ÔÈÉÎË ÔÈÁÔ ÔÏ ÂÅ ÃÏÎÓÉÄÅÒÅÄ ȰÔÒÕÌÙ 
"ÒÉÔÉÓÈȱ ÙÏÕ ÍÕÓÔ ÂÅ ÁÂÌÅ ÔÏ ÓÐÅÁË %ÎÇÌÉÓÈ ɉÕÐ ÆÒÏÍ όϊϻ ÉÎ φττχɊ υύψ 

and 87% of people with English as their main language felt they 
ÂÅÌÏÎÇÅÄ ÓÔÒÏÎÇÌÙ ÔÏ "ÒÉÔÁÉÎ ÃÏÍÐÁÒÅÄ ÔÏ ϋύϻ ÏÆ ÐÅÏÐÌÅ ×ÉÔÈÏÕÔȢȱ ɉÉÂÉÄȡ 

97)  

 

The explicit narrative around integration in both the Casey Review and the Green 

Paper is that the English language is one of the core tenets of integration, and that 

English language proficiency has a causal effect on outcomes such as migrant access to 

services, to the labour market, and affiliation to a British national identity.  The Casey 

2ÅÖÉÅ×ȭÓ ÓÅÌÅÃÔÉÖÅ ÕÓÅ ÏÆ ÁÖÁÉÌÁÂÌÅ ÄÁÔÁȟ ÍÏÓÔ ÎÏÔÁÂÌÙ ÆÒÏÍ ÔÈÅ :ÈÕ ÁÎÄ -ÉÒanda study, 

further entrenches the narrative that poor language proficiency may be to blame for 

ÍÉÇÒÁÎÔÓȭ ÌÁÂÏÕÒ ÍÁÒËÅÔ ÄÉÓÁÄÖÁÎÔÁÇÅ ÁÎÄ ÃÏÎÔÒÉÂÕÔÅÓ ÔÏ ÓÅÇÒÅÇÁÔÅÄ ÃÏÍÍÕÎÉÔÉÅÓȢ  )Î 

order to counteract these poor integration outcomes, part of the Green PaperÓȭ 

commitment is to: 

ȰÂÏÏÓÔ %ÎÇÌÉÓÈ ÌÁÎÇÕÁÇÅ ÓËÉÌÌÓ ɀ which are fundamental to being able to 
take advantage of the opportunities of living in modern Britain such as 
getting a job, mixing with people and playing a full part in community 

ÌÉÆÅȢȱ ɉ(- 'ÏÖÅÒÎÍÅÎt 2018: 14)   

 

Considering that funding for ESOL in England through the Adult Education Board 

ÈÁÓ ÄÒÏÐÐÅÄ ÂÙ υφϷ ÉÎ ÒÅÁÌ ÔÅÒÍÓ ÓÉÎÃÅ ςπρπȟ ÔÈÅ 'ÒÅÅÎ 0ÁÐÅÒÓȭ ÃÏÍÍÉÔÍÅÎÔ ÔÏ 

ȬÂÏÏÓÔÉÎÇ %ÎÇÌÉÓÈ ÌÁÎÇÕÁÇÅ ÓËÉÌÌÓȭ ÉÓ ×ÅÌÃÏÍÅ ɉ&ÏÓÔÅÒ ÁÎÄ "ÏÌÔÏÎ ςπρψȡ σɊȢ  (Ï×ÅÖÅÒȟ 

both the Review and the Green Paper have garnered criticism from voices within 

academia and non-governmental organisations, who suggest that the causal 

relationship between English language proficiency and poor integration outcomes in 

these documents may be overstated.  First, the elision of the categories of not speaking 

%ÎÇÌÉÓÈ ȬÁÔ ÁÌÌȭ ×ÉÔÈ ȬÖÅÒÙ ×ÅÌÌȭ ÉÓ ÐÒÏÂÌÅÍÁÔÉÃȟ ÁÓ ÔÈÅÒÅ ÍÁÙ ÂÅ ÃÏÎÓÉÄÅÒÁÂÌÅ difference 

ÂÅÔ×ÅÅÎ ×ÈÁÔ ÏÎÅ ÐÅÒÓÏÎ ÍÅÁÎÓ ×ÈÅÎ ÔÈÅÙ ÓÁÙ ÔÈÅÙ ÄÏ ÎÏÔ ÓÐÅÁË %ÎÇÌÉÓÈ ȬÖÅÒÙ ×ÅÌÌȭ 

with another.  Subtraction of the figures for people in the Ȭnot very wellȭ category leaves 

a significantly reduced figure, suggesting that the number of people who cannot speak 

English stands at 18,000 (Goodfellow 2018: 47).  Second, no reference is made to those 

who may consider BritaÉÎȭÓ Celtic languages (Welsh, Cornish, Gaelic, or Scots Gallic) 

rather than English to be their main language.  Neither is there indication that the 

population of those who do not consider English to be their first language may include 
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those who are nevertheless proficient in the language.  Finally, neither the Casey review 

nor the Green Paper explore how linguistic proficiency may intersect with entrenched 

structural inequalities such as insecure immigration status, racial inequality, social 

isolation, and anti-migrant sentiment to produce poor integration outcomes for migrant 

communities.   4ÈÅ #ÁÓÅÙ 2ÅÖÉÅ×ȭÓ ÉÎÓÉÓÔÅÎÃÅ ÏÎ %ÎÇÌÉÓÈ ÌÁÎÇÕÁÇÅ ÐÒÏÆÉÃÉÅÎÃÙ ÁÓ Á 

marker of integration thus presents an assimilationist model of integration which 

allows little acknowledgement of the diverse, multilingual realities of communities in 

Britain .  It is this subordination of linguistic diversity which linguist Michael Clyne 

ÔÅÒÍÓ ÔÈÅ ȬÍÏÎÏÌÉÎÇÕÁÌ ÍÉÎÄÓÅÔȭȟ an ideology which insists that to be truly integrated in 

a nation-state the population must speak one hegemonic language ɀ in this case, English 

(Clyne 2005; Piller 2016).     

Yet, as this research will show, a conceptualisation of integration which foregrounds 

English language proficiency as a marker of integration can obscure the entrenched 

historical, structural, institutional and cultural determinants of racial inequality to 

which refugees are subject (Ashe 2018: 33).   
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2.5 Conceptualising refugee integration  
 

)Î ÔÈÅÉÒ ςππψ ×ÏÒËȟ Ȭ5ÎÄÅÒÓÔÁÎÄÉÎÇ )ÎÔÅÇÒÁÔÉÏÎȡ ! ÃÏÎÃÅÐÔÕÁÌ ÆÒÁÍÅ×ÏÒËȭȟ !ÇÅÒ ÁÎÄ 

Strang drew on extensive fieldwork in refugee-impacted communities to develop a 

framework by which to understand core tenets of integration, illustrated below: 

 

   

Figure 2.1:  A conceptual framework defining core domains of integration (Ager and Strang 2008: 170) 

 

As shown in Figure 2.1, the framework conceptualises integration according to 

ten ȬÄÏÍÁÉÎÓȭ across four tiers.  The foundational tier  is that of rights and citizenship.  In 

the context of integration in the United Kingdom, Ager and Strang developed this tier  to 

ÆÏÃÕÓ ÏÎ ȰÔÈÅ ÅØÔÅÎÔ ÔÏ ×ÈÉÃÈ ÒÅÆÕÇÅÅÓ ÁÒÅ ÐÒÏÖÉÄÅÄ ×ÉÔÈ ÔÈÅ ÂÁÓÉÓ ÆÏÒ ÆÕÌÌ ÁÎÄ ÅÑÕÁÌ 

ÅÎÇÁÇÅÍÅÎÔ ×ÉÔÈ ÓÏÃÉÅÔÙȱȟ ×ÈÉÃÈ ÉÓ ȰÆÕÎÄÁÍÅÎÔÁÌ ÔÏ ÕÎÄÅÒÓÔÁÎÄÉÎÇ ÔÈÅ ÐÒÁÃÔÉÃÅs and 

ÐÒÉÎÃÉÐÌÅÓ ÏÆ ÉÎÔÅÇÒÁÔÉÏÎȱ ɉςππψȡ ρχφ-177).  Employment, housing, education and health 

appear in the framework as both markers of and means towards achieving integration.  

The aspect which link the foundational and means/marker tiers is that of social 

ÃÏÎÎÅÃÔÉÏÎȢ  2ÅÆÕÇÅÅ ÁÃÃÅÓÓ ÔÏ ÓÏÃÉÁÌ ÃÏÎÎÅÃÔÉÏÎ ÉÓ ÉÎÆÌÕÅÎÃÅÄ ÂÙ ÔÈÅ ȬÆÁÃÉÌÉÔÁÔÏÒȭ tier , in 

which knowledge of the host-country language and culture, as well as a sense of safety 

ÁÎÄ ÓÅÃÕÒÉÔÙȟ ÃÁÎ ÅÉÔÈÅÒ ÆÁÃÉÌÉÔÁÔÅ ÏÒ ÉÎÈÉÂÉÔ Á ÒÅÆÕÇÅÅȭÓ ÁÃÃÅÓÓ ÔÏ ÓÏÃÉÁl connection, and 
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thus to the four means/ markers of integration.   In the sense that integration is often 

ÔÈÅÏÒÉÓÅÄ ÁÓ Á ÐÒÏÃÅÓÓ ÏÆ ȬÒÅÍÏÖÉÎÇ ÂÁÒÒÉÅÒÓȭ ÔÏ ÉÎÔÅÇÒÁÔÉÏÎȟ ÁÓ ÉÎ ÔÈÅ ÔÉÔÌÅ ÏÆ ÔÈÉÓ ÔÈÅÓÉÓȟ 

!ÇÅÒ ÁÎÄ 3ÔÒÁÎÇȭÓ ÁÎÁÌÙÓÉÓ ÓÉÔÕÁÔÅ ÔÈÅ ȬÆÁÃÉÌÉÔÁÔÏÒȭ ÁÓ Á ËÅÙ ÓÉÔÅ ÉÎ ×ÈÉÃÈ ȰÁÃÔÉÏÎÓ ÃÏÕÌÄ 

ÓÅÒÖÅ ÔÏ ÆÁÃÉÌÉÔÁÔÅ ɉÏÒ ÃÏÎÓÔÒÁÉÎɊ ÌÏÃÁÌ ÉÎÔÅÇÒÁÔÉÏÎȱ ɀ that is, in which barriers could 

occur if the state does not act to remove them (ibid: 181-182).  

 

)Ô ÉÓ ÓÉÇÎÉÆÉÃÁÎÔ ÔÈÁÔȟ ÉÎ !ÇÅÒ ÁÎÄ 3ÔÒÁÎÇȭÓ ÃÏÎÃÅÐÔÕÁÌÉÓÁÔÉÏÎȟ Ìanguage proficiency 

is situated as being but one part of a much broader process on integration. This 

conceptualisation resonates with contemporary research on the role of host-country 

ÌÁÎÇÕÁÇÅ ÐÒÏÆÉÃÉÅÎÃÙ ÉÎ ÉÎÔÅÇÒÁÔÉÏÎȟ ×ÈÉÃÈ ÓÕÇÇÅÓÔÓ ÔÈÁÔ "ÒÉÔÁÉÎ ÉÓ ȰÓÅÇregated by 

ÈÏÕÓÉÎÇ ÁÎÄ ÉÎÃÏÍÅ ÍÏÒÅ ÔÈÁÎ ÂÙ ÅÔÈÎÉÃÉÔÙ ÁÎÄ ÉÔÓ ÐÒÏØÙȟ ÌÉÎÇÕÉÓÔÉÃ ÒÅÐÅÒÔÏÉÒÅȱ ɉ$ÏÒÌÉÎÇ 

2012, cited in Simpson 2015: 205).   

As regards refugee labour market outcomes, research by sociolinguist Ingrid Piller 

ÏÎ ÔÈÅ ÐÏÏÒ ÌÁÂÏÕÒ ÍÁÒËÅÔ ÏÕÔÃÏÍÅÓ ÏÆ ÔÈÏÓÅ ÒÅÓÅÔÔÌÅÄ ÏÎ ÔÈÅ 5+ȭÓ !ÆÇÈÁÎ ÉÎÔÅÒÐÒÅÔÅÒÓȭ 

resettlement scheme has shown that Ȱthe assumption of a straightforward relationship 

bÅÔ×ÅÅÎ %ÎÇÌÉÓÈ ÌÁÎÇÕÁÇÅ ÐÒÏÆÉÃÉÅÎÃÙ ÁÎÄ ÁÃÃÅÓÓ ÔÏ ÔÈÅ ÊÏÂ ÍÁÒËÅÔ ÉÓ ÏÖÅÒÌÙ ÓÉÍÐÌÉÓÔÉÃȱȟ 

ÁÎÄ ÔÈÁÔ ÆÏÃÕÓ ÏÎ ȰÍÉÇÒÁÎÔÓȭ ÁÌÌÅÇÅÄ ÌÁÎÇÕÁÇÅ ÄÅÆÉÃÉÅÎÃÉÅÓ ÃÁÎ ÓÅÒÖÅ ÔÏ ÈÉÄÅ ÓÙÓÔÅÍÉÃ 

ÂÁÒÒÉÅÒÓ ÔÏ ÅÍÐÌÏÙÍÅÎÔȱ ɉ0ÉÌÌÅÒ ςπρφȡ φφɊȢ  4ÈÉÓ ÉÓ ÓÕÐÐÏÒÔÅÄ ÂÙ ÒÅÓÅÁÒÃÈ ÏÎ ÒÅÆÕÇee 

employment in Wales, which finds that, though linguistic proficiency correlates with 

labour market outcomes, the impact of linguistic proficiency on refugee employment is 

not sufficient to be considered a causal factor in and of itself (Holtom and Iqbal 2020).   

 

2.6 Refugee labour market disadvantage  
There is some evidence to suggest that refugees face disadvantage in accessing 

employment, compared with both the UK native-born population and migrants from 

ÏÔÈÅÒ ÂÁÃËÇÒÏÕÎÄÓȢ  .ÏÔÁÂÌÅ ÒÅÓÅÁÒÃÈ ÉÎ ÔÈÉÓ ÆÉÅÌÄ ÉÎÃÌÕÄÅÓ ÔÈÁÔ ÏÆ /ØÆÏÒÄ 5ÎÉÖÅÒÓÉÔÙȭÓ 

Centre on Migration, Policy and Society (COMPAS).  In their 2018 paper, Ruiz and 

Vargas-Silva analyse data drawn from the Labour Force Survey (LFS) between 2010 and 

2017 to conclude that refugees face considerable labour market disadvantage compared 

with other migrants and the UK-born.  Those who migrated to the United Kingdom to 

ÃÌÁÉÍ ÁÓÙÌÕÍ ÁÒÅ ȰÌÅÓÓ ÌÉËÅÌÙ ÔÏ ÂÅ ÉÎ ÅÍÐÌÏÙÍÅÎÔȟ ÈÁÖÅ ×ÅÅËÌÙ ÅÁÒÎÉÎÇÓ ×ÈÉÃÈ ÁÒÅ 

lower, earn less per hour and work fewer hours than natives and those who migrated to 

the UK for work reasonÓȱ ɉ2ÕÉÚ ÁÎÄ 6ÁÒÇÁÓ-Silva 2018: 856).  Moreover, women who 
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migrated to seek asylum face additional, substantial disadvantage compared to both 

men who migrated for the same reason, and other women (ibid: 862).  Similarly, a 2016 

study by the European Commission (also drawing on LFS data) concluded that it takes 

refugees up to 20 years to have a similar employment rate as the native-born.  

!ÃÃÏÒÄÉÎÇ ÔÏ ÔÈÅ %ÕÒÏÐÅÁÎ #ÏÍÍÉÓÓÉÏÎȭÓ ÄÁÔÁ ÁÎÁÌÙÓÉÓȟ ×ÏÍÅÎȭÓ ÒÁÔÅ ÏÆ ÅÍÐÌÏÙÍÅÎÔ ÉÓ 

17 percentage points below that of refugee men, and 6 percentage points lower than 

that of non-EU born women (Dumont et al. 2016: 6).   

Reported rates of refugee employment vary.  The European Commission study 

(quoted above) reports an employment rate of 56% (ibid.), while other research has 

indicated a lower rate of employment of between 20% and 40% (Bloch 2002; Welsh 

Refugee Council 2007).  A f study of refugee employment and skills in Wales has found 

that, from a sample of 454 forced migrants in Wales, 42% of those entitled to work, 

were in work (Holtom and Iqbal 2020).   These studies are, however, reliant on self-

reporting, which render them susceptible to sampling bias.  Furthermore, there are 

insufficient data available on the refugee population as a whole to ascertain to what 

degree the data sample are representative of the overall population.  As Karen Jacobson 

×ÒÉÔÅÓȟ ȰɍÔÈÅÏÒÙɎ ÁÎÄ ÅÍÐÉÒÉÃÁÌ ×ÏÒË ÏÎ ÒÅÆÕÇÅÅ ÌÉÖÅÌÉÈÏÏÄÓ ÉÓ ÃÈÁÒÁÃÔÅÒÉÚÅÄ ÂÙ Á 

notable lack of quantitative data from nationally representative probability samples 

that have rÅÆÕÇÅÅÓ ÁÓ ÔÈÅ ÔÁÒÇÅÔ ÐÏÐÕÌÁÔÉÏÎȱ ɉ*ÁÃÏÂÓÏÎ ςπρτȡ ρπρɊȢ  The reader should 

therefore exercise caution before extrapolating these findings to be generalizable across 

the refugee population of the United Kingdom.  

 

Nevertheless, that available data consistently indicates high rates of refugee 

unemployment suggests that refugees experience considerable labour market 

disadvantage, particularly in comparison to the national unemployment rate of 4% 

(Clegg 2018).  There are several factors which have been shown to contribute towards 

refugee labour market disadvantage.  These include: employer attitudes and 

discrimination; age; education; language proficiency; social networks; gender; length of 

residence in the UK; gaps in employment or education histories; and the extent to which 

refugees intend to settle in the UK (Bloch 2002; Ruiz and Vargas-Silva 2018; Ruiz and 

Vargas-Silva 2017; Crawley 2013; Crawley and Crimes 2009).    

#/-0!3ȭÓ ÁÎÁÌÙÓÅÓ ÏÆ ÔÈÅ ,ÁÂÏÕÒ &ÏÒÃÅ Survey has found that, while on the whole 

immigrants tend to have better health outcomes than natives in the UK, those who 



 22 

migrated to seek asylum tend to have worse health outcomes.  Those who migrated to 

seek asylum and have a long-term condition are more likely to report that the condition 

affects the numbÅÒ ÏÆ ÈÏÕÒÓȭ ×ÏÒË ÔÈÅÙ ÃÁÎ ÕÎÄÅÒÔÁËÅ ɉ'ÉÕÎÔÅÌÌÁ ÅÔ ÁÌȢ ςπρχɊȢ  

 Furthermore, those who are subject to extended periods of time in which they 

have no right to work experience additional disadvantage in accessing the labour 

market once they have right to work.  A recent report from the campaign Lift the Ban 

has built the evidence base for allowing asylum seekers right to work after they have 

waited 6 months or more for a decision on their claim (Refugee Action 2018). They 

report that one study estimated the cost of the pre-2000 employment ban for asylum 

seekers in Germany at forty million euros pÅÒ ÙÅÁÒ ÁÎÄ ÒÅÆÅÒÒÅÄ ÔÏ ÁÎ ȰÅÁÒÌÙ ÉÎÔÅÇÒÁÔÉÏÎ 

×ÉÎÄÏ×ȱ ÉÎ ×ÈÉÃÈ ȰÅÁÒÌÙ ÉÎÖÅÓÔÍÅÎÔÓ ÙÉÅÌÄ ÄÉÓÐÒÏÐÏÒÔÉÏÎÁÔÅ ÒÅÓÕÌÔÓȱ (ibid: 12) .  

Similarly, findings from a Swiss ÓÔÕÄÙ ÆÏÕÎÄ ÔÈÁÔ ȰÔÈÅ ÌÏÎÇÅÒ ÓÏÍÅÏÎÅ ×ÁÉÔÓ ÆÏÒ Á 

decision on their asylum claim, the lower their subsequent chances of finding 

ÅÍÐÌÏÙÍÅÎÔȢȱ ɉibid: 13).  

 

2.7 Refugee Integration in Wales  
 

While immigration is an area of governance that is not devolved to the Welsh 

Assembly Government, many of the sectors contributing to refugee integration are, 

including health, housing, education, and travel.   The devolved administration of Wales 

has, in recent years, developed several policy initiatives to support refugee integration 

in Wales.   In April 2017, the Equality, Local Government and Communities Committee 

ÐÕÂÌÉÓÈÅÄ Ȭ) ÕÓÅÄ ÔÏ ÂÅ ÓÏÍÅÏÎÅȭȟ ÉÔÓ ÒÅÐÏÒÔ ÏÎ ÔÈÅ ÅØÐÅÒÉÅÎÃÅÓ ÏÆ ÒÅÆÕÇÅÅÓ ÁÎÄ ÁÓÙÌÕÍ 

seekers in Wales.  The report made 19 recommendations for the Welsh Government to 

implement to improve the lives of refugees and asylum seekers in Wales.  They covered:  

¶ facilitating integration, by updating the Community Cohesion 
Plan, expanding the role of community cohesion co-ordinators, 
extending concessionary transport to refugees and asylum 
seekers, and improving English for Speakers of Other Languages 
teaching provision;  

¶ supporting both refugees and failed asylum seekers after the 
asylum process, through help for refugees to find accommodation, 
better access to education and employment and action to prevent 
destitution;  

¶ ÍÁËÉÎÇ 7ÁÌÅÓ ÔÈÅ ×ÏÒÌÄȭÓ ÖÅÒÙ ÆÉÒÓÔ Ȭ.ÁÔÉÏÎ ÏÆ 3ÁÎÃÔÕÁÒÙȭ  
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(ELGC 2017: 6-7)  

 

The Welsh Government accepted all but one of the 19 recommendations (relating to 

concessionary travel for refugees and asylum seekers), which have been included in the 

7ÅÌÓÈ 'ÏÖÅÒÎÍÅÎÔȭÓ .ÁÔÉÏÎ ÏÆ 3ÁÎÃÔÕÁÒÙ ɀ Refugee and Asylum Seeker Plan (Welsh 

Government 2019).  

Regarding language proficiency, in 2014 the Welsh Government distanced itself 

from the Westminster administration through the introduction of an ESOL Policy for 

Wales in 2014 (updated in 2018) and its commitment to ȰÃÏÎÔÉÎÕÅ ÔÏ ÆÕÎÄ %3/, ÁÓ ÁÎ 

EsÓÅÎÔÉÁÌ 3ËÉÌÌȱ (Welsh Government 2018: 15).    In 2017, the Wales Strategic Migration 

Partnership received funding from the Home Office to employ an ESOL co-ordinator, 

tasked with the review of ESOL services across Wales, with a particular focus on 

whether ESOL provision was meeting the needs of people relocated under VPRS and the 

6ÕÌÎÅÒÁÂÌÅ #ÈÉÌÄÒÅÎȭÓ 2ÅÓÅÔÔÌÅÍÅÎÔ 3ÃÈÅÍÅ ɉ6#23ɊȢ  4ÈÅ %3/, ÃÏ-ordinator for Wales, 

Erica Williams, published a review of language provision in 2017, which concluded that, 

on the whole, ESOL provision lacked capacity to meet the needs of resettled refugees, 

who were often arriving with low levels of proficiency in English and, frequently, low 

levels of literacy in their first languages.  The report found that informal ESOL (utilising 

ÔÈÅ ÖÏÌÕÎÔÁÒÙ ÓÅÃÔÏÒɊ ×ÁÓ ÏÆÔÅÎ ÕÓÅÄ ÔÏ ȬÆÉÌÌ ÔÈÅ ÇÁÐÓȭ ÉÎ ÌÏÃÁÌ ÐÒÏÖÉÓÉÏÎȢ  4ÈÅ ÒÅÐÏÒÔ 

ÃÏÎÓÉÄÅÒÅÄ ÔÈÁÔȟ ÉÎ ÓÏÍÅ ÃÁÓÅÓȟ ÉÎÆÏÒÍÁÌ ÐÒÏÖÉÓÉÏÎ ȰÍÁÙ ÂÅ ÍÏÒÅ ÁÐÐÒÏÐÒÉÁÔÅ ÂÅÃÁÕÓÅ ÏÆ 

ÌÅÁÒÎÉÎÇ ÓÔÙÌÅÓȱ and identified a need for employment-focussed ESOL (ESOL+), though 

this is currently only being offered in Cardiff and Vale College (Williams 2017:4).  

Finally, the report called for increased co-operation and information sharing between 

Local Authorities to pool resources and share best practice in delivering ESOL. A pan-

Wales ESOL forum for Local Authorities involved in resettlement has since been 

established.  

In terms of employment outcomes, the development of education, skills and training 

are prioritised under the national strategy for Prosperity for All (Welsh Government 

2017).  The 2015 Well-being of Future Generations Act envisions, among other goals, 

ÔÈÁÔ ÏÆ Á ȰÐÒÏÓÐÅÒÏÕÓ 7ÁÌÅÓ ɍȣɎ ×ÈÉÃÈ ÄÅÖÅÌÏÐÓ Á ÓËÉÌÌÅÄ ÁÎÄ ×ÅÌÌ-educated 

ÐÏÐÕÌÁÔÉÏÎȱȟ ÁÎÄ Á Ȱ7ÁÌÅÓ ÏÆ ÃÏÈÅÓÉÖÅ ÃÏÍÍÕÎÉÔÉÅÓȱ ɉ7ÅÌÓÈ 'ÏÖÅÒÎÍÅÎÔ ςπρυɊȢ   
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2.8 Conclusion  
 

 This chapter has sought to outline some of the contemporary discourses around 

immigration and integration, both in Britain and Wales.  While immigration policy is a 

matter reserved by the Westminster administration, the Welsh Government holds 

responsibility for many of the core domains of successful refugee integration, as defined 

in Ager and Strang (2008).  The political context in Wales can be considered to be 

broadly sympathetic to achieving positive outcomes for refugee integration, particularly 

ÉÎ ÃÏÎÔÒÁÓÔ ÔÏ ÔÈÅ ȬÈÏÓÔÉÌÅ ÅÎÖÉÒÏÎÍÅÎÔȭ ÐÏÌÉÃÉÅÓ ÐÕÒÓÕÅÄ ÂÙ 4ÈÅÒÅÓÁ -ÁÙȭÓ ÇÏÖÅÒÎÍÅÎÔȢ  

&ÕÒÔÈÅÒÍÏÒÅȟ ÔÈÅ 7ÅÌÓÈ 'ÏÖÅÒÎÍÅÎÔȭÓ ÃÏÍÍÉÔÍÅÎÔ ÔÏ ÆÕÎÄÉÎÇ %3/, for all as an 

essential skill stands in positive contrast to the narrative from the Westminster 

government, exemplified in the Casey Review, which condemns low levels of English 

language proficiency in England while simultaneously cutting funds to ESOL provision 

(Casey 2016; &ÏÓÔÅÒ ÁÎÄ "ÏÌÔÏÎ ςπρψɊȢ  4ÈÅ 7ÅÌÓÈ 'ÏÖÅÒÎÍÅÎÔȭÓ ÃÏÍÍÉÔÍÅÎÔÓ ÔÏ 

developing a skilled workforce, increasing linguistic proficiency, and supporting the 

integration of refugees and asylum seekers, as evidenced the Refugee and Asylum 

Seeker delivery plan and the ESOL policy for Wales, provide a strong context for 

improving integration outcomes for migrant communities in Wales.  Nevertheless, as 

this thesis will show, there remain structural barriers which prevent those resettled on 

VPRS from accessing education and employment in Wales ɀ issues which may impede 

their full, successful integration into both the Welsh labour market and society.  Original 

research and data on these barriers are presented and discussed in the following 

chapters.  
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CHAPTER THREE : Methodology  
 

3.1 Overview  
My research adopts a mixed-methods approach.  First, I conducted a strategic review 

of existing literature on refugee education and employment.  The literature review 

identified gaps in existing scholarship on the experiences of forced migrants in Wales, 

particularly in areas new to refugee resettlement. Through the literature review and close 

collaboration with the Welsh Refugee Council, I identified the key research questions 

(outl ined in section 1.4, above).  These formed the basis of a questionnaire, which was 

piloted with forced migrants in the City of Sanctuary Advocacy Forum, ahead of revision 

and distribution in January 2018 to all people over the age of 16 in the five case study 

areas.  Questionnaires ÇÁÔÈÅÒÅÄ ÄÁÔÁ ÒÅÌÁÔÉÎÇ ÔÏ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÁÇÅȟ ÇÅÎÄÅÒȟ ÍÁÒÉÔÁÌ ÓÔÁÔÕÓȟ 

first language literacy, education and employment history, current employment and 

study, and aspiration. 45 questionnaires were returned. Data gathered through 

questionnaires formed the basis of focus groups, held by myself and academic project 

supervisor Dr Mike Chick, which were conducted in each case study area between 

February to June 2018.  Interviews and focus groups which were led by Dr Chick are 

ÁÓÃÒÉÂÅÄ ÔÈÅ ÉÎÉÔÉÁÌÓ Ȭ-#ȭ ÉÎ ÔÈÅ ÅØcerpts reproduced in this thesis, while those that were 

ÌÅÄ ÂÙ ÍÙÓÅÌÆ ÁÒÅ ÁÓÃÒÉÂÅÄ ÔÈÅ ÉÎÉÔÉÁÌÓ Ȭ)(,ȭȢ  A total of 58 resettled refugees over the age 

of 16 participated in the focus groups, which were audio recorded and transcribed.  In 

addition, we conducted interviews with 26 stakeholders across the case study areas, 

including local authority employees; education and employment professionals; and 

resettlement caseworkers.   

 

3.2 Ethics  
There were particular safeguarding considerations connected to research with the 

refugee sample group.  Refugees resettled on the Scheme have been selected for 

resettlement by UNHCR and the Home Office based on their meeting a number of 

criteria assessing vulnerability, which may include any number of the following: 

 
¶ Women or girls at risk 
¶ Survivors of violence and/or torture 
¶ Refugees with legal and/ or physical protection needs 
¶ Individuals with medical needs or disabilities 
¶ Children and adolescents at risk 
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¶ Persons at risk due to their sexual orientation or gender identity 
(actual or perceived) 

¶ Refugees in need of family reunification 
(from an internal UNHCR document, as reproduced in Bolt 2018: 
46).   

 
As such, participants on the Scheme are afforded a degree of anonymity and 

protection by the Local Authorities chargeÄ ×ÉÔÈ ÔÈÅÉÒ ÃÁÒÅȟ ÁÎÄ ÁÃÃÅÓÓ ÔÏ ÔÈÅ 3ÃÈÅÍÅȭÓ 

participants is understandably restricted for legal and safeguarding reasons.  In order to 

ÇÁÉÎ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÃÏÎÓÅÎÔ ÔÏ contribute to the study, it was therefore necessary to first 

gain the consent of those acting as gatekeepers.  

 

In cases where this was granted, I then asked local authority management to 

utilise their regional networks and present the study to potential participants, who 

were provided with written information, in both Arabic and English, detailing the aims 

of the research.  This method of participant recruitment was chosen as it was hoped 

that potential participants would feel more comfortable querying or declining to 

participate in the study if it was presented to them by someone that they knew already.  

Nevertheless, this model of participant recruitment had ethical implications, as some 

people may have felt obliged to participate in the study due to the fact that the study 

was being represented to them by those with whom they had professional ties, or who 

maintained a duty of care over them.   

 

In order to mitigate against this risk, periods of reflection in which potential 

participants could choose to opt in or out of the study were built in to the project 

design: information about the study was relayed to potential participants in the first 

project phase (October ɀ December 2017), anonymous questionnaires and participation 

consent forms (in Arabic translation) were distributed and collected in the second 

project phase (January ɀ April 2018), and focus groups conducted in the third phase (up 

until June 2018). At each point, participants were informed that participation in the 

research was entirely voluntary, that they had the right to decline without any impact 

on either their own ɀ or their fÁÍÉÌÙȭÓ ɀ  rights, entitlements, and benefits, and that they 

had the right to withdraw consent for their data to be included up until the point of 

publication.  The research proposal was submitted to an ethics advisory committee at 
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the University of South Wales, who considered the project to be Ȱnot straightforward 

but unproblematicȱ.  

 

Nevertheless, I acknowledge that ethical comportment during research with 

persons at risk of harm is a process, rather than a fixed, temporal event.  That is, 

whether or not the study is conducted and distributed ethically is not dependant on 

obtaining initial consent from gatekeepers, an advisory board, or participants alone.  

Rather, it is a matter for continual revision by a number of actors, including myself, the 

research participants, the supervisory team, the Welsh Refugee Council, and the 

University of South Wales.  

 

3.3 Data collection  
As stated above, access to the refugee sample was closely protected by 

gatekeepers including caseworkers and resettlement programme staff.  I therefore relied 

on a non-ÐÒÏÂÁÂÉÌÉÔÙ ȬÃÏÎÖÅÎÉÅÎÃÅȭ ÓÁÍÐÌÉÎÇ ÁÐÐÒÏÁÃÈ ÔÏ questionnaire data collection, 

using these gatekeepers to disseminate and collect questionnaires as well as to recruit 

for focus groups.   

A theoretical sampling approach was adopted for the interviews, with data collected 

on an iterative basis (Bryman 2012: 419).   Stakeholders targeted for interview ing were 

those with responsibility for the organisation or delivery of education and employment 

ÓÅÒÖÉÃÅÓ ÔÏ ÐÁÒÔÉÃÉÐÁÎÔÓ ÏÆ ÔÈÅ 3ÙÒÉÁÎ 6ÕÌÎÅÒÁÂÌÅ 0ÅÒÓÏÎÓȭ 2ÅÓÅÔÔÌÅÍÅÎÔ 3ÃÈÅÍÅ ÉÎ ÅÁÃÈ 

of the case study areas.   

Due to the non-probability sampling methodology adopted for this research, the 

reader should note that findings are not generalizable (ibid: 188) .  Though the 

questionnaire data has drawn some illuminating insights into the barriers to education 

and employment for the VPRS participants and into the views and practices of 

stakeholders in the case study areas, the reader should note that these findings are not 

representative of the experiences of either the refugee population in Wales as a whole.    

 

 

3.4 Data analysis  
Qualitative data analysis was conducted on the word-based questionnaire data and 

transcriptions of the focus groups and interviews.  Transcriptions were analysed for 
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themes and coded using qualitative computer software NVivo.  Word-based 

questionnaire data were transferred to pdfs, and their qualitative data similarly coded 

on NVivo.  To code the data, text that was relevant to a particular theme given a 

ÔÈÅÍÁÔÉÃ ȬÎÏÄÅȭ ɉÅØÁÍÐÌÅs ÏÆ ÎÏÄÅÓ ÉÎÃÌÕÄÅ ȬÇÅÎÄÅÒ ÒÏÌÅÓȭȟ ÏÒ ȬÉÎ-×ÏÒË %3/,ȭɊȢ Nodes 

were reviewed, grouped and structured to identify dominant themes in the dataset.  

4ÈÉÓ ÍÅÔÈÏÄ ÏÆ ÑÕÁÌÉÔÁÔÉÖÅ ÄÁÔÁ ÁÎÁÌÙÓÉÓ ÃÁÎ ÂÒÏÁÄÌÙ ÂÅ ÔÅÒÍÅÄ ȬÔÈÅÍÁÔÉÃ ÁÎÁÌÙsÉÓȭȟ 

ÁÌÔÈÏÕÇÈ ÁÓ "ÒÙÍÁÎ ÎÏÔÅÓȟ ȰÔÈÉÓ ÉÓ ÎÏÔ ÁÎ ÁÐÐÒÏÁÃÈ ÔÏ ÁÎÁÌÙÓÉÓ ÔÈÁÔ ÈÁÓ ÁÎ ÉÄÅÎÔÉÆÉÁÂÌÅ 

heritage or that has ÂÅÅÎ ÏÕÔÌÉÎÅÄ ÉÎ ÔÅÒÍÓ ÏÆ Á ÄÉÓÔÉÎÃÔÉÖÅ ÃÌÕÓÔÅÒ ÏÆ ÔÅÃÈÎÉÑÕÅÓȱ ɉ2012: 

579).  Rather, the investigation of data for emergent themes is a core tenet of all 

qualitative data analysis techniques.  In using NVivo to code text into nodes and then 

group those nodes into themes, I have sought to remain as faithful as possible to my 

perception of the Ȭspiritȭ in which participants contributed to the study.  This meant 

reviewing texts with sensitivity to context, non-verbal utterances and tone of voice, as 

well as the words themselves.  However, all research involves a degree of researcher 

bias, and therefore the themes that I have noticed in the qualitative data inevitably 

ÒÅÆÌÅÃÔȟ ÔÏ ÑÕÏÔÅ "ÒÙÍÁÎȟ ȰÔÈÅ ÁÎÁÌÙÓÔÓȭ Ï×Î ÒÅÃÕÒÒÉÎÇ ÉÄÅÁÓ ÁÎÄ ÔÏÐÉÃÓ ÉÎ ÔÈÅ ÄÁÔÁȱ 

(2012: 580).  

 

The questionnaires returned nominal, categorical, and some ordinal data.  It was 

analysed through the computer programmes Excel and SPSS. Data was non-normally 

distributed.  Due to the use of convenience sampling and the lack of scale data 

collection, I could not make assumptions as to the parameters of the wider population 

from which the refugee sample was drawn.  Data analysis is presented through pie 

charts, bar charts, and tables (ibid 361).    

 

3.5 Anonymity  

All participants, whether refugee, service provider, or otherwise, have consented 

to participate in the study on the understanding that their data will be anonymised. 

While anonymity is frequently associated with the use of pseudonyms, in the context of 

this study the use of pseudonyms alone may be insufficient to mask the identity of the 

ÐÁÒÔÉÃÉÐÁÎÔȢ  )Æ ÔÈÅÒÅȭÓ ÏÎÌÙ ÏÎÅ 3ÙÒÉÁÎ ÆÁÍÉÌÙ ÉÎ Á ÓÍÁÌÌ ÔÏ×Î ÉÎ 7ÅÓÔ 7ÁÌÅÓȟ ÆÏÒ ÅØÁÍÐÌÅȟ 

and there is only one male of working age in that family, then were this paper to refer to 

the town by name it would be evident that any reference to a participant seeking work 
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to support his family in the town could only relate to one person.  As such, all references 

to place names, included the names of regions, towns, groups, or institutions, are 

avoided.   

A technique which further protects participant data is the concept of 

ȬÕÎÌÉÎËÁÂÉÌÉÔÙȭȟ ÉÎ ×ÈÉÃÈ ÍÕÌÔÉÐÌÅ ÐÓÅÕÄÏÎÙÍÓ ÁÒÅ ÁÓÃÒÉÂÅÄ ÔÏ Á ÓÉÎÇÌÅ ÐÁÒÔÉÃÉÐÁÎÔ 

(Pzitzmann and Hansen 2005). This method is employed throughout the data set.  All 

participant names and are pseudonyms.   

Finally, while some interviews were conducted through the medium of the Welsh 

language, discussion with the supervisory team led me to realise that to reproduce 

those interviews in Welsh may render that participant more easily identifiable.  

Nevertheless, the need to maintain anonymity had to be balanced with my desire to give 

adequate space for the Welsh language, as an official language of the country in which 

the research was conducted.  I have therefore translated portions of interview text into 

Welsh at random.  Where an excerpt is reproduced in Welsh in this thesis, it does not 

necessarily follow that that interview was conducted through the medium of the Welsh 

language. Similarly, excerpts of interview reproduced in English in this thesis do not 

necessarily indicate that that interview was conducted through the medium of English.     
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CHAPTER FOUR: Sample and case study area characteristics  
 

This section starts with a summary of recent data on the characteristics of the 

five case study areas, and contains some discussion of the appropriate measurements of 

poverty and deprivation used by the national and supra-national administrations.   

 

4.1. Case study areas 
 

As noted in section 1.3, the Knowledge Economy Skills Scholarship (KESS II) is 

funded by the European Social Fund through the Welsh European Funding Office 

ɉ7%&/ɊȢ  /ÎÅ ÏÆ +%33 ))ȭÓ ËÅÙ ÏÂÊÅÃÔÉÖÅÓ ÉÓ ÔÏ ÓÕÐÐÏÒÔ ÔÈÅ ÄÅÖÅÌÏÐÍÅÎÔ ÏÆ ËÅÙ 

technologies in the areas which qualify for funding under the convergence objectives 

(Naylor and Evans n.d.).  In order to be eligible for funding under these objectives, 

ÒÅÇÉÏÎÓ ÍÕÓÔ ȰÈÁÖÅ Á ÐÅÒ ÃÁÐÉÔÁ ÇÒÏÓÓ ÄÏÍÅÓÔÉÃ ÐÒÏÄÕÃÔ ɉ'$0Ɋ ÆÉÇÕÒÅ ÏÆ χυ ÐÅÒ ÃÅÎÔ ÏÒ 

ÌÅÓÓ ÏÆ ÔÈÅ %ÕÒÏÐÅÁÎ 5ÎÉÏÎ ÁÖÅÒÁÇÅȱ ɉ'ÏÏÂÅÒÍÁÎ ςπρπȡ ρɊȢ  )n Wales, the regions which 

are eligible for funding under these objectives are West Wales and the Valleys (Naylor 

and Evans, n.d.).  In the United Kingdom, the only regions eligible for funding under 

these objectives are West Wales, the Valleys, Cornwall and the Isles of Scilly (European 

Commission 2013).   

Though all five case study areas for this study are eligible for convergence 

funding, they nevertheless vary across indices such as rates of employment and 

minority ethnic and Welsh-speaking populations.  While one area, for example, may 

have a GDP 75% less than the EU average, its rates of employment are higher than both 

the Welsh and UK averages. The variety in rates of employment shows that, while GDP 

is widely used as a barometer of both regional and national prosperity, it does not 

ÐÏÒÔÒÁÙ ÔÈÅ ×ÈÏÌÅ ÐÉÃÔÕÒÅ ÏÆ Á ÒÅÇÉÏÎȭÓ ÅÃÏÎÏÍÉÃ ÐÒÏÓÐÅÒÉÔÙ ÁÎÄ ÌÁÂÏÕÒ ÍÁÒËÅÔ 

ÐÁÒÔÉÃÉÐÁÔÉÏÎȢ  )Ô ÃÅÒÔÁÉÎÌÙ ÉÓ ÎÏÔ ÒÅÌÉÁÂÌÅ ÁÓ Á ÍÅÁÓÕÒÅ ÏÆ Á ÒÅÇÉÏÎȭÓ ×ÅÌÆÁÒÅȢ  4ÈÅÓÅ 

ÌÉÍÉÔÁÔÉÏÎÓ ×ÅÒÅ ÉÄÅÎÔÉÆÉÅÄ ÅÖÅÎ ÁÔ '$0ȭÓ ÉÎÃÅÐÔÉÏÎȟ ÁÓ Én the below excerpt from its 

inventor, Simon Kuznets:   

 

[The] estimates submitted in the present study define income in such a 
way as to cover primarily only efforts whose results appear on the 
ÍÁÒËÅÔ ÐÌÁÃÅ ÏÆ ÏÕÒ ÅÃÏÎÏÍÙ ɍȣɎ. Economic welfare cannot be 

adequately measured unless the personal distribution of income is known 
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ɍȣɎ. The welfare of a nation can, therefore, scarcely be inferred from a 
measurement of national income as defined above. (Kuznets 1934: 6-7)  

 

In order to get a fuller picture of regional welfare, several countries now produce 

ÒÅÇÉÏÎÁÌ ÉÎÄÉÃÅÓ ÏÆ ÄÅÐÒÉÖÁÔÉÏÎȢ  7ÈÉÌÅ ÔÈÅ ÔÅÒÍÓ ȬÐÏÖÅÒÔÙȭ ÁÎÄ ȬÄÅÐÒÉÖÁÔÉÏÎȭ ÁÒÅ 

frequently used interchangeably, deprivation should be understood as distinct from 

poverty.  If poverty can be considered a lack of money and financial resources, then 

deprivation may be considered a lack of a variety of resources, not necessarily financial 

(Noble et al. 2000: 6; Atkinson 1998).  Nevertheless, both poverty and deprivation 

frequently occur side-by-side. As Townsend writes,  

 

while people experiencing some forms of deprivation may not all have 
low income, people experiencing multiple or single but very severe forms 

of deprivation are in almost every instance likely to have very little 
income and little or no other resources. (Townsend 1987: 131) 

 

The Welsh Index of Multiple Deprivation (WIMD) is now used as the official measure of 

deprivation for small areas in Wales, or lower layer super output areas (LSOAs).  All 

areas in Britain, regardless of wealth, are categorised into LSOAs, which are built from 

groups of contiguous output areas and have been generated to be as consistent in 

population size as possible. Dividing regions into LSOAs provides an effective way to 

measure and rank areas across eight domains of deprivation; income, employment, 

health, education, access to services, community safety, physical environment and 

housing (Noble et al 2000: 5).    

While the local authority areas under study for this research project are all areas of 

low GDP, they vary significantly when measured according to rates of labour market 

participation and on the Welsh Index of Multiple Deprivation. Notable is that those case 

study areas which have the highest rates of unemployment are also those with highest 

percentage of LSOAs experiencing high deprivation on the WIMD.   

 

Across chapters 5 and 6 the dataset will show considerable variety in terms of the 

quantity and quality of education and employment support offered to refugees resettled 
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in the five case study areas.  While I shall not infer simplistic relationships between a 

ÌÏÃÁÌ ÁÕÔÈÏÒÉÔÙȭÓ ÒÁÔÅ ÏÆ ÄÅÐÒÉÖÁÔÉÏÎ ÁÎÄ ÔÈÅ quality of support offered to refugees 

resettled in the area, I nevertheless urge the reader to situate the following findings 

within the context of the regional variation hitherto outlined.  

 

4.2 Questionnaire  Sample Characteristics  

 
45 completed questionnaires were returned. Of these, just over half of 

respondents reported their gender as female, while just under half reported their 

gender as male.  The majority (over four fifths) of respondents were aged 44 and under. 

Most reported having a partner or spouse living with them in Wales, and most had 

children living with them in Wales. I have omitted providing a breakdown of the sample 

by demographics here as the survey sample is small and, to protect participant 

anonymity, I have not reported on the demographics of these very small groups.   
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CHAPTER FIVE: Language and Education 
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Figure 5.1ȡ Ȭ3ÕÎÂÕÒÓÔȭ ÈÉÅÒÁÒÃÈÙ ÃÈÁÒÔ ÆÒÏÍ qualitative data analysis software NVivo.  

 

As shown in Figure 5.1, thematic analysis of focus group and interview 

ÔÒÁÎÓÃÒÉÐÔÉÏÎÓ ÒÅÖÅÁÌÅÄ ÔÈÁÔ ȰÌÁÎÇÕÁÇÅȱ ×ÁÓ ÔÈÅ ÍÏÓÔ-referred to theme across the data 

set.  In Figure 5.1, the worded sections of the pie chart reveal the themes cited most 

often.  These include language, employment, education, community, advice, and the 

6ÕÌÎÅÒÁÂÌÅ 0ÅÒÓÏÎÓȭ 2ÅÓÅÔÔÌÅÍÅÎÔ 3ÃÈÅÍÅȢ  .ÏÔ ÏÎÌÙ ÄÏÅÓ ÔÈÅ ÔÈÅÍÅ ÏÆ ȰÌanguageȱ cover 

a large proportion of the data set, it also has a number of sub-themes.  This section of 

the thesis will explore the themÅ ÏÆ ÌÁÎÇÕÁÇÅ ÉÎ ÍÏÒÅ ÄÅÐÔÈȢ   ) ×ÉÌÌ ÓÉÔÕÁÔÅ ÐÁÒÔÉÃÉÐÁÎÔÓȭ 

ÌÁÎÇÕÁÇÅ ÌÅÁÒÎÉÎÇ ÉÎ ÔÈÅ ÃÏÎÔÅØÔ ÏÆ ÔÈÅ ÁÉÍÓ ÏÆ 6023Ȣ  ) ×ÉÌÌ ÔÈÅÎ ÅØÐÌÏÒÅ ÐÁÒÔÉÃÉÐÁÎÔÓȭ 

self-reported levels of language proficiency, both across their first languages and in 

English.  Utilising both qualitative and quantitative data, I shall then explore barriers to 

participation reported by some research participants.   Then, I will draw on qualitative 

data drawn from interviews and focus groups to explore the extent to which the 
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research participants considered provision for language learning to sufficiently meet 

their needs.  Finally, I shall close the chapter by situating this evidence within the 

context of contemporary discourses around language and migration.   

 

5.1 English language learning  ÁÎÄ ÔÈÅ 6ÕÌÎÅÒÁÂÌÅ 0ÅÒÓÏÎÓȭ 2ÅÓÅÔÔÌÅÍÅÎÔ 3ÃÈÅÍÅ 
 

!Ó ÐÁÒÔ ÏÆ ÔÈÅ 6ÕÌÎÅÒÁÂÌÅ 0ÅÒÓÏÎÓȭ 2ÅÓÅÔÔÌÅÍÅÎÔ 3ÃÈÅÍÅ ɉ6023Ɋȟ ÔÈÅ (ÏÍÅ /ÆÆÉÃÅ 

pledged £10m to fund ESOL provision for those resettled under the scheme (Home 

Office 2017: 6).  As noted in section 2.4 of the literature review, English language 

proficiency has been framed within United Kingdom political discourse as having a 

ÃÁÕÓÁÌ ÌÉÎË ÔÏ ÉÎÔÅÇÒÁÔÉÏÎ ÏÕÔÃÏÍÅÓȢ  &ÉÔÔÉÎÇÌÙȟ ÉÎ ÔÈÅ (ÏÍÅ /ÆÆÉÃÅȭÓ ÇÕÉÄÁÎÃÅ ÏÎ 6023 ÆÏÒ 

local authorities, additional funding for ESOL ÉÓ ÆÒÁÍÅÄ ÁÓ Á ×ÁÙ ÔÏ ȰÉÍÐÒÏÖÅ ɍÒÅÓÅÔÔÌÅÄ 

ÒÅÆÕÇÅÅÓȭɎ ÒÅÓÅÔÔÌÅÍÅÎÔ ÁÎÄ ÉÎÔÅÇÒÁÔÉÏÎ ÅØÐÅÒÉÅÎÃÅ ÁÎÄ ÅÍÐÌÏÙÁÂÉÌÉÔÙȱ ɉÉÂÉÄɊȢ  4ÈÕÓȟ 

host community language proficiency is considered to be a way in which refugees can 

improve their integration outcomes, secure employment, and become independent 

from the financial support offered by VPRS.  As Ager and Strang note in their conceptual 

framework on the integration of refugees, language and cultural competence are one of 

the facilitators which provide refugees with access to social bonds and networks and, 

ultimately, to the markers/means of integration; health, housing, education, and 

employment (Ager and Strang 2008: 181-182).    

 

Correspondingly, all Local Authorities who resettle refugees under the Syrian 

Vulnerable 0ÅÒÓÏÎÓȭ 2ÅÓÅÔÔÌÅÍÅÎÔ 3ÃÈÅÍÅ ÒÅÃÅÉÖÅ ÔÈÅ &ÕÎÄÉÎÇ )ÎÓÔÒÕÃÔÉÏÎÓ ɉ&)Ɋ ÆÒÏÍ 

the Home Office on its expectations that refugees access ESOL instruction to ensure that 

ȰÅÁÃÈ !ÄÕÌÔ 2ÅÆÕÇÅÅ ÉÓȟ ÁÔ Á ÍÉÎÉÍÕÍȟ ÁÂÌÅ ÔÏ ÃÁÒÒÙ ÏÕÔ ÂÁÓÉÃ ÔÒÁÎÓÁÃÔÉÏÎÓ ÉÎ ÔÈÅ 

communities ÉÎ ×ÈÉÃÈ ÔÈÅÙ ÈÁÖÅ ÂÅÅÎ ÐÌÁÃÅÄȱ ɉ(ÏÍÅ /ÆÆÉÃÅ ςπρψȡ ςρɊȢ   4ÈÅ ÅØÐÅÃÔÅÄ 

ÐÒÏÃÅÓÓ ÏÆ Á ÒÅÆÕÇÅÅȭÓ ÌÁÎÇÕÁÇÅ ÉÎÓÔÒÕÃÔÉÏÎ ×ÉÔÈÉÎ ÔÈÅ ÆÉÒÓÔ ÙÅÁÒ ÉÓ ÂÒÏÁÄÌÙ ÄÅÆÉÎÅÄ ÉÎ ÔÈÅ 

&) ÁÓ ÃÏÍÐÒÉÓÉÎÇ ÁÎ ȬÁÓÓÅÓÓÍÅÎÔ ÏÆ ÁÎ ÁÄÕÌÔ ÒÅÆÕÇÅÅȭÓ ÌÁÎÇÕÁÇÅ ÃÁÐÁÂÉÌÉÔÙȭ ÁÔ ÔÈÅ ȬÅÁÒÌÉÅÓÔ 

oÐÐÏÒÔÕÎÉÔÙȭ ÁÎÄȟ ×ÈÅÒÅ ÁÐÐÒÏÐÒÉÁÔÅȟ ψ ÈÏÕÒÓ Á ×ÅÅË ÏÆ &ÏÒÍÁÌ ,ÁÎÇÕÁÇÅ 4ÒÁÉÎÉÎÇȟ 

accessed within one month.  According to the FI, provision should be offered to refugees 

ȰÕÎÔÉÌ ÔÈÅÙ ÈÁÖÅ ÒÅÁÃÈÅÄ entry level 3 or for at least 12 months after their arrival in the 

5+ ɉ×ÈÉÃÈÅÖÅÒ ÉÓ ÔÈÅ ÓÏÏÎÅÒɊȱ ɉÉÂÉÄɊȢ  &ÏÒ ÔÈÏÓÅ ÁÓÓÅÓÓÅÄ ÁÓ ÂÅÉÎÇ ÂÅÌÏ× Á ÐÒÅ-entry 

ÌÅÖÅÌ ÏÆ %3/,ȟ ÔÈÅ &) ÓÔÁÔÅÓ ÔÈÁÔ Ȱinformal language training is a suitable alternative [to 
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formal language training]ȱ (ibid).  Finally, the FI states that funding should be used to 

overcome barriers to participation in language training, where these exist (ibid: 22).   

 

Considering the length of time it would take a pre-entry learner to attain an 

qualification at entry level 3 (indicated in Schellekens 2011, below), it is considerably 

more likely that local authorities following this instruction would commission ESOL for 

12 months following Á ÒÅÆÕÇÅÅȭÓ arrival in the UK than fund a refugee to reach entry 

level 3.  The ESOL Policy for Wales refers to a 2011 literature review by Schellekens, 

×ÈÉÃÈ ÃÏÎÃÌÕÄÅÄ ÔÈÁÔ ȰÔÈÅ ÆÏÌÌÏ×ÉÎÇ ÐÒÅÄÉÃÔÉÏÎÓ ÃÁÎ ÂÅ ÍÁÄÅ ÆÏÒ ÔÈÅ ÌÅÎÇÔÈ ÏÆ ÔÉÍÅ ÉÔ 

could take for a beginner to reach ESOL level 1ȱ: 

 

Ɇ &ÕÌÌ-time FE students (450 guided learning hours per year) would need 
almost four years of study.  

Ɇ !ÄÕÌÔ ÓÔÕÄÅÎÔÓ ×ÈÏ ÌÅÁÒÎ %ÎÇÌÉÓÈ ÔÅÎ ÈÏÕÒÓ Á ×ÅÅË ÏÖÅÒ χτ ×ÅÅËÓ Á 
year would need five years and seven months of study.  

Ɇ !ÄÕÌÔ ÓÔÕÄÅÎÔÓ ×ÈÏ ÌÅÁÒÎ %ÎÇÌÉÓÈ ÆÏÒ ÆÏÕÒ ÈÏÕÒÓ Á ×ÅÅË ÏÖÅÒ χτ ×ÅÅks a 
year would need 14 and a half years of study.  

(Schellekens 2011; quoted in Welsh Government 2018: 4)  

 

Entry level 3, one level below level 1, is considered equivalent to level B1 on the 

#ÏÕÎÃÉÌ ÏÆ %ÕÒÏÐÅȭÓ #ÏÍÍÏÎ %ÕÒÏÐÅÁÎ &ÒÁÍÅ×ÏÒË ÏÆ 2ÅÆÅÒÅÎÃÅ ÆÏÒ Languages (Council 

of Europe 2001: 24).  B1 is a significant level within an adult migrant context, as it is the 

minimum level of English proficiency that a person must evidence in order to apply for 

Indefinite Leave to Remain and British Citizenship (Gov.uk. n.d.).   In line with 

3ÃÈÅÌÌÅËÅÎÓȭ ÅÓÔÉÍÁÔÉÏÎÓȟ ÉÔ ×ÏÕÌÄ ÁÌÍÏÓÔ ÃÅÒÔÁÉÎÌÙ ÔÁËÅ ÁÎ ÁÄÕÌÔ ÓÔÕÄÅÎÔ ÓÅÖÅÒÁÌ ÙÅÁÒÓ 

to progress from beginner level to entry level 3, or B1 level.  As funding for ESOL is only 

guaranteed for up to a year, the Vulnerable PersonÓȭ 2ÅÓÅÔÔÌÅÍÅÎÔ 3ÃÈÅÍÅ ÃÁÎ ÔÈÅÒÅÆÏÒÅ 

ÒÅÁÓÏÎÁÂÌÙ ÂÅ ÓÁÉÄ ÔÏ ÏÆÆÅÒ ÏÎÌÙ ÐÁÒÔÉÁÌ ÆÉÎÁÎÃÉÁÌ ÓÕÐÐÏÒÔ ÔÏ×ÁÒÄÓ ÒÅÓÅÔÔÌÅÄ ÒÅÆÕÇÅÅÓȭ 

linguistic integration. It is unclear from the Home Office funding instructions who holds 

responsibility for ensuring resettled refugees attain the necessary level of English 

proficiency to apply to remain in the United Kingdom once their five years of Refugee 

status have come to an end.   
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 Within this context, it is perhaps unsurprising that several interviewees who 

held responsibility for the resettlement scheme ÈÉÇÈÌÉÇÈÔÅÄ ÒÅÆÕÇÅÅÓȭ ÌÉÎÇÕÉÓÔÉÃ 

competency as an area of particular concern ɀ hence the predominance of the theme of 

ȬÌÁÎÇÕÁÇÅȭ ÉÎ Figure 5.1.   

 

5.2 Language learning  and overview of relevant  data 
 

While 3ÃÈÅÌÌÅËÅÎÓȭ ÁÂÏÖÅ ÅÓÔÉÍÁÔÉÏÎ ÉÓ ÕÓÅÆÕÌ ÁÓ Á ÒÏÕÇÈ ÍÅÁÓÕÒÅ ÆÏÒ ÔÈÅ 

purpose of policy making, it is important to bear in mind that language learning is not 

an exact science.  It is not the case that a class of students will all progress with language 

learning at the same rate, even if the course content, teacher, and classroom 

environment are the same for all students.  This is a key point for language education 

commissioners, policy makers and pedagogues to remember.  Much has been written on 

the factors affecting language learning, and various models have been developed to 

offer some suggestion as to how and why learners learn differently, and at different 

rates (Gardner and Macintyre 1992 & 1993; Mitchell and Myles 2001).  As Lightbown 

ÁÎÄ 3ÐÁÄÁ ÎÏÔÅȟ ȰÌÅÁÒÎÅÒ ÖÁÒÉÁÂÌÅÓ ÉÎÔÅÒÁÃÔ ÉÎ ÃÏÍÐÌÅØ ×ÁÙÓȱ, and characteristics as 

diverse as age, motivation, past experience, and literacy can intersect to produce 

radically different learning experiences and results (2001: 42).  While some of the more 

apparent variables (such as age and prior education) have been measured as part of this 

questionnaire, there too ÁÒÅ ÍÁÎÙ ȬËÎÏ×Î ÕÎËÎÏ×ÎÓȭ ɉÁÎÄ ÉÎÄÅÅÄȟ Ȭunknown 

unknownsȭ) for this thesis to extrapolate findings into hypotheses on refugee language 

acquisition in Wales ɀ though this would no doubt be an illuminating enterprise.  What 

follows, therefore, is the presentation of questionnaire data grouped according to a few 

variables ×ÈÉÃÈ ÍÁÙ ÉÍÐÁÃÔ ÌÅÁÒÎÅÒÓȭ ÓÕÃÃÅÓÓ ÁÎÄ ÐÒÏÇÒÅÓÓ ÉÎ ÌÁÎÇÕÁÇÅ ÁÃÑÕÉÓÉÔÉÏÎ 

(including self-reported first language literacy and motivation to learn).  I then present 

ÆÉÎÄÉÎÇÓ ÒÅÌÁÔÅÄ ÔÏ ÌÅÁÒÎÅÒÓȭ ÓÁÔÉÓÆÁÃÔÉÏÎ ×ÉÔÈ %3/, ÐÒÏÖÉÓÉÏÎ ÁÎÄ structural barriers to 

access.   
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5.3 First language proficiency  
 

There is evidence to suggest that linguistic aptitude can impact the speed and 

success with which learners acquire a new language (Gardner and Macintyre 1992).  

Furthermore, the link between first language literacy ÁÎÄ Á ÌÅÁÒÎÅÒÓȭ ÓÕÃÃÅÓÓ ÉÎ 

language acquisition is well recorded in academic literature (Collier 1989; Bigelow & 

Tarone 2004; Biyalystol 2002; Cummins 1991).  Refugee participants were therefore 

asked about their first language and levels of first language proficiency.  

43 respondents replied to the question Ȭ7ÈÁÔ ÌÁÎÇÕÁÇÅ ÄÏ ÙÏÕ ÃÏÎÓÉÄÅÒ to be 

ÙÏÕÒ ÆÉÒÓÔ ÌÁÎÇÕÁÇÅȩȭ with all answering Ȭ!ÒÁÂÉÃȭȢ  

τσ ÒÅÓÐÏÎÄÅÎÔÓ ÒÅÐÌÉÅÄ ÔÏ ÔÈÅ ÑÕÅÓÔÉÏÎ ȬHow many languages do you knowȩȭ σπȟ 

or just over two thirds of respondents (70%) reported that they knew one language, 

while 13, or just under a third (30%) answered that they knew 2 languages or more.  

Languages other than Arabic in which respondents considered themselves to be 

proficient included Turkish, English, and ȬSudaneseȭ [sic].    

43 respondents replied to ÔÈÅ ÑÕÅÓÔÉÏÎ Ȭ(Ï× ×ÅÌÌ ÃÁÎ ÙÏÕ read in your first 

ÌÁÎÇÕÁÇÅȩȭ The majority ɀ over four fifths (86%) ɀ  of respondents reported that they 

ÃÏÕÌÄ ÒÅÁÄ ȬÆÌÕÅÎÔÌÙȭ ÏÒ ȬÆÁÉÒÌÙ ×ÅÌÌȭ ÉÎ Ôheir first language, with 12% reporting that they 

ÃÏÕÌÄ ÒÅÁÄ ȬÁ ÌÉÔÔÌÅȭ ÏÒ ȬÎÏÔ ÁÔ ÁÌÌȭȟ ÁÎÄ ÔÈÅ ÒÅÍÁÉÎÄÅÒ ɉςϷɊ ÒÅÓÐÏÎÄÉÎÇ ×ÉÔÈ ȬÏËÁÙȭȢ  

ττ ÒÅÓÐÏÎÄÅÄ ÔÏ ÔÈÅ ÑÕÅÓÔÉÏÎ Ȭ(Ï× ×ÅÌÌ ÃÁn you ×ÒÉÔÅ ÉÎ ÙÏÕÒ ÆÉÒÓÔ ÌÁÎÇÕÁÇÅȩȭ 36 

ÒÅÓÐÏÎÄÅÎÔÓȟ ÏÒ ÊÕÓÔ ÏÖÅÒ ÆÏÕÒ ÆÉÆÔÈÓ ɉψρϷɊ ÒÅÐÏÒÔÅÄ ÔÈÁÔ ÔÈÅÙ ÃÏÕÌÄ ×ÒÉÔÅ ȬÆÌÕÅÎÔÌÙȭ ÏÒ 

ȬÆÁÉÒÌÙ ×ÅÌÌȭȟ ×ÈÉÌÅ υ ɉρρϷɊ ÒÅÐÏÒÔÅÄ ÔÈÁÔ ÔÈÅÙ ÃÏÕÌÄ ×ÒÉÔÅ ȬÁ ÌÉÔÔÌÅȭ ÏÒ ȬÎÏÔ ÁÔ ÁÌÌȭ ɉ×ÉÔÈ ÔÈe 

remainder reporting that their  ×ÒÉÔÉÎÇ ÓËÉÌÌÓ ×ÅÒÅ ȬÏËÁÙȭɊȢ   
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5.4 English language proficiency  
 

Questionnaire respondents were asked to rate each of their skills of reading, 

writing, speaking, and listening in English on a Likert scale between 1 and 5.  A score of 

ρ ÍÅÁÎÔ ÔÈÁÔ ÔÈÅÙ ÃÏÕÌÄ ÒÅÁÄȾ×ÒÉÔÅȾÓÐÅÁËȾÕÎÄÅÒÓÔÁÎÄ %ÎÇÌÉÓÈ ȰÎÏÔ ÁÔ ÁÌÌȱȟ ÁÎÄ Á ÓÃÏÒÅ 

of 5 meant thaÔ ÔÈÅÙ ÃÏÕÌÄ ÒÅÁÄȾ×ÒÉÔÅȾÓÐÅÁËȾÕÎÄÅÒÓÔÁÎÄ %ÎÇÌÉÓÈ ȰÆÌÕÅÎÔÌÙȱȢ  42 

participants responded to this question. The results are illustrated in Figure 5.2 

(below).   

 

 

Figure 5.2: Bar chart indicating questionnaire ÒÅÓÐÏÎÄÅÎÔÓȭ ÓÅÌÆ-reported levels of proficiency across the four 
competencies of reading, writing, speaking and listening in English.  
Base: 43 

 
 

As Figure 5.2 shows, while a small number of participants self-reported 

ÔÈÅÍÓÅÌÖÅÓ ÔÏ ÂÅ ȬÆÌÕÅÎÔȭȟ ÏÒ ÔÏ ÒÅÁÄȾ×ÒÉÔÅȾÓÐÅÁËȾÕÎÄÅÒÓÔÁÎÄ ȬÆÁÉÒÌÙ ×ÅÌÌȭ ÉÎ %ÎÇÌÉÓÈȟ ÔÈÅ 

majority reported their skills as being between 1 and 3 on the Likert scale ɉȰÎÏÔ ÁÔ ÁÌÌȱ ÔÏ 

ȰÏËÁÙȱɊȢ  σωȟ or 89% of respondents reported that they had not studied English prior to 

being resettled in the United Kingdom. The majority of refugees who responded to the 

questionnaire, then, would have been starting their journey of English language 

learning ȰÆÒÏÍ ÓÃÒÁÔÃÈȱȟ ÏÒ ÁÔ ÌÅÖÅÌ ÚÅÒÏ ɉÐÒÅ-A1) on the Common European Framework 
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of Reference (CEFR) (Council of Europe 2018: 48).  Furthermore, the mixed profile of 

first language literacy referred to in section 5.3 poses additional challenges for ESOL 

teachers and commissioners, as students with different levels of first language literacy 

experience different rates of language learning and will thus have different learning 

needs.  

5.5 Activity  
Questionnaire respondents were asked to indicate from a list of activities which they 

considered their main activity in Wales. 43 participants responded to this question As 

Figure 5.3 shows (below) 23 respondents considered studying to be their main activity 

ÉÎ 7ÁÌÅÓȟ ÁÈÅÁÄ ÏÆ ȬÃÁÒÉÎÇȭ ÁÎÄ ȬÕÎÅÍÐÌÏÙÍÅÎÔȭȢ  .Ï ÒÅÓÐÏÎÄÅÎÔÓ ÉÎÄÉÃÁÔÅÄ ÔÈÁÔ ȬÓÅÌÆ-

ÅÍÐÌÏÙÍÅÎÔȭ ÏÒ ÁÎ ȬÏÔÈÅÒȭ ÁÃÔÉÖÉÔÙ ÁÐÁÒÔ ÆÒÏÍ ÔÈÅ ÌÉÓÔ ÇÉÖÅÎ ×ÅÒÅ ÔÈÅÉÒ ÍÁÉÎ ÁÃÔÉÖÉÔÉÅÓ ÉÎ 

Wales.   

  

Figure 5.3 PÉÅ ÃÈÁÒÔ ÒÅÐÒÅÓÅÎÔÉÎÇ ÒÅÓÐÏÎÓÅÓ ÔÏ ÔÈÅ ÑÕÅÓÔÉÏÎ Ȭ7ÈÁÔ ÉÓ ÙÏÕÒ ÍÁÉÎ ÁÃÔÉÖÉÔÙ ÉÎ 7ÁÌÅÓȩ 4ÉÃË ÏÎÅȢȭ  
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 As shown in Figure 5.4 (below), equal numbers of women and men indicated 

studying as their main activity in Wales, while more women than men listed caring as 

their main activity:  

 

Figure 5.4: pie charts ÓÈÏ×ÉÎÇ ÆÒÅÑÕÅÎÃÙ ÏÆ ÒÅÓÐÏÎÓÅ ÔÏ ÔÈÅ ÑÕÅÓÔÉÏÎ Ȭ7ÈÁÔ ÉÓ ÙÏÕÒ ÍÁÉÎ ÁÃÔÉÖÉÔÙ ÉÎ 7ÁÌÅÓȩȭȟ 
separated by gender.  

Given that 41 questionnaire respondents of the questionnaire sample reported 

themselves to be studying English, participation in ESOL can thus reasonably be 

considered to have been ÔÈÅ ÓÁÍÐÌÅȭÓ ÍÁÉÎ ÅÄÕÃÁÔÉÏÎ ÁÎÄ ÅÍÐÌÏÙÍÅÎÔ-related activity 

at the time of study.  Questions around the barriers to education and employment for 

refugees in Wales must therefore prioritise the question of access to and efficacy of 

language learning programmes as a route to employment and training.  

 

5.6 Motivations for learning  
 

In order to gauge questionnaire ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÍÏÔÉÖÁÔÉÏÎÓ ÆÏÒ ÌÅÁÒÎÉÎÇ %ÎÇÌÉÓÈȟ 

ÔÈÅÙ ×ÅÒÅ ÁÓËÅÄ ÔÈÅ ÑÕÅÓÔÉÏÎ Ȭ7ÈÙ ÄÏ ÙÏÕ ÁÔÔÅÎÄ %ÎÇÌÉÓÈ ÃÌÁÓÓÅÓȩ 0ÌÅÁÓÅ ÔÉÃË ÁÌÌ ÔÈÁÔ 

ÁÐÐÌÙȭȢ  &ÉÇÕÒÅ 5.5 (below) is a pie chart which shows the proportions of responses to 
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this question. Readers should note that the yellow slice is an amalgamation of three 

ÓÉÍÉÌÁÒ ÖÁÒÉÁÂÌÅÓȟ ÇÒÏÕÐÅÄ ÁÒÏÕÎÄ ÔÈÅ ÔÈÅÍÅ ÏÆ ÓÏÃÉÁÌÉÓÉÎÇ ÁÎÄ ÅÎÊÏÙÍÅÎÔȡ Ȭ4Ï ÍÅÅÔ ÎÅ× 

ÐÅÏÐÌÅȭȟ Ȭ4Ï ÐÁÓÓ ÔÉÍÅȭȟ ÁÎÄ Ȭ/ÕÔ ÏÆ ÐÅÒÓÏÎÁÌ ÅÎÊÏÙÍÅÎÔȭȢ  43 participants responded to 

the question. The two most often-ÓÅÌÅÃÔÅÄ ÒÅÓÐÏÎÓÅÓ ÔÏ ÔÈÅ ÑÕÅÓÔÉÏÎ ×ÅÒÅ ȬÔÏ ÁÐÐÌÙ ÆÏÒ 

ÊÏÂÓȭ ÁÎÄ ȬÔÏ ÁÐÐÌÙ ÆÏÒ "ÒÉÔÉÓÈ #ÉÔÉÚÅÎÓÈÉÐȭȢ  4ÈÉÒÄ ÉÓ ÔÈÅ ÙÅÌÌÏ× ÓÌÉÃÅȟ ÉÎÄÉÃÁÔÉÎÇ ÔÈÅ ÖÁÌÕÅ 

of English classes as a means to fill time and socialise. Close behind that is the 

motivation of wanting to improve English to better care for family, including helping 

children with schoolwork.  Following this was the motivation of needing to learn 

English to claim benefits, while a significant minority wanted to improve their English 

language skills in order to apply to University. No participants included a motivation 

ÔÈÁÔ ×ÁÓ Ȭ/ÔÈÅÒȭ ÔÏ ÔÈÅ ÇÉÖÅÎ ÌÉÓÔȢ   

 

 

Figure 5.5: Pie chart indicating responsÅÓ ÔÏ ÔÈÅ ÑÕÅÓÔÉÏÎ Ȱ7ÈÙ ÄÏ ÙÏÕ ÁÔÔÅÎÄ %ÎÇÌÉÓÈ ÃÌÁÓÓÅÓȩȱ  
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As Figure 5.6 shows (below) similar  numbers of men and women considered 

applying for British Citizenship to be a motivating factor in learning English.  The 

activities of caring and searching for employment were split by gender.  More men than 

women wanted to learn English in order to search for employment, while more women 

than men wanted to learn English in order to help care for their families. Nevertheless, 

χ ÆÅÍÁÌÅ ÐÁÒÔÉÃÉÐÁÎÔÓ ÌÉÓÔÅÄ Ȭ4Ï ÁÐÐÌÙ ÆÏÒ Á ÊÏÂȭ ÁÓ Á ÍÏÔÉÖÁÔÉÎÇ ÆÁÃÔÏÒ ÆÏÒ ÌÅÁÒÎÉÎÇ 

English, while slightly more women than men wanted to learn English in order to 

progress towards Higher Education. As I will show in chapter six of this paper, there 

tends to be Á ÓÔÒÏÎÇ ÆÏÃÕÓ ÏÎ ÔÈÅ ÍÁÌÅ ÒÅÆÕÇÅÅÓȭ ÌÁÂÏÕÒ ÍÁÒËÅÔ ÐÏÔÅÎÔÉÁÌ ×ÉÔÈÉÎ ÔÈÅ 

ÐÒÁÃÔÉÃÅÓ ÏÆ 6023ȟ ÁÎÄ ÓÉÇÎÉÆÉÃÁÎÔÌÙ ÌÅÓÓ ÅÍÐÈÁÓÉÓ ÉÓ ÐÌÁÃÅÄ ÏÎ ×ÏÍÅÎȭÓ ÐÏÔÅÎÔÉÁÌ to 

learn and earn.  Figure 5.6 demonstrates that there is nevertheless a minority of female 

VPRS participants who feel motivated to learn English by the wish to secure 

employment and to attend University.  

 

Figure 5.6: PÉÅ ÃÈÁÒÔÓ ÉÎÄÉÃÁÔÉÎÇ ÆÒÅÑÕÅÎÃÉÅÓ ÏÆ ÒÅÓÐÏÎÓÅ ÔÏ ÔÈÅ ÑÕÅÓÔÉÏÎ Ȭ7ÈÙ ÄÏ ÙÏÕ ÓÔÕÄÙ %ÎÇÌÉÓÈȩȭȟ 
separated according to gender.  

In considering the motivations of the sample, it is important to note that two of 

these aspirations have standardised English language requirements attached to them.  

In order to gain citizenship in the United Kingdom, one must evidence competency in 

English at level B1 on the CEFR (Council of Europe 2018).   Many Higher Education 
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Institutions in the United Kingdom will not consider an application from those unable to 

evidence a score of at least 6.5 in an International English Language Testing Service 

(IELTS) exam, or qualification equivalent to level C1 on the CEFR (British Council 2017).   

Having noted the variation in these motivations to learn, it is therefore 

ÉÎÓÕÆÆÉÃÉÅÎÔ ÔÏ ÏÎÌÙ ÑÕÅÓÔÉÏÎ ÔÈÅ ÂÁÒÒÉÅÒÓ ÔÏ ȬÅÄÕÃÁÔÉÏÎȭ ɉÁÓ ÁÎ ÁÂÓÔÒÁÃÔ ÃÏÎÓÔÒÕÃÔɊȟ ÁÓ 

both the education to which the learner aspires and the barriers in their way will vary 

considerably according to the situation and ambitions of the learner.   

For example, a mother who wishes to go to University will face several barriers.  

The first will be accessing English classes at a suitably advanced level.  This issue is 

made almost impossible by the fact that ESOL is funded as an Essential Skill only to level 

2, or GCSE-equivalent and that ESOL at level 2 is typically not accepted as proof of 

academic linguistic ability by University admissions departments (Simpson 2015; 

British Council 2017).   Second will be the issue of accessing a subject-based course 

which accepts her at her current level of English proficiency, and which will leads to an 

accepted pre-University qualification  - for example an A-level or Access course.  Third 

will be sourcing affordable childcare.  Fourth will be financing her studies whist 

maintaining her household income.  Fifth will be travelling to and from the further 

education institution at which she is studying.  All this before she has even considered 

applying to the University of her choice.   

4ÈÕÓȟ ÉÎ ÒÅÁÄÉÎÇ ÔÈÅ ÆÏÌÌÏ×ÉÎÇ ÄÁÔÁ ÏÎ Ȭ3ÁÔÉÓÆÁÃÔÉÏÎ ×ÉÔÈ %3/, ÐÒÏÖÉÓÉÏÎȭȟ the 

reader should bear in mind that one size of ESOL provision does not fit all.  Rather, a 

ÌÅÁÒÎÅÒÓȭ ÓÁÔÉÓÆÁÃÔÉÏÎ ×ÉÔÈ ÌÁÎÇÕÁÇÅ ÌÅÁÒÎÉÎÇ ÐÒÏÖÉÓÉÏÎ ×ÉÌÌ ÂÅ ÉÎÔÒÉÎÓÉÃÁÌÌÙ ÃÏÎÎÅÃÔÅÄ ÔÏ 

whether or not they feel the classes are leading them towards their aspirations.  The 

following data should thus be read in this context.   
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5.10 Satisfaction with ESOL provision  
 

Qualitative data drawn from focus groups showed that two issues strongly 

ÉÍÐÁÃÔÅÄ 6023 ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÌÅÖÅÌÓ ÏÆ ÓÁÔÉÓÆÁÃÔÉÏÎ ×ÉÔÈ ÌÁÎÇÕÁÇÅ ÌÅÁÒÎÉÎÇ ÐÒÏÖÉÓÉÏÎȠ ÔÈÅ 

number of hours of formal ESOL classes offered by the Local Authority, and the issue of 

ÈÁÖÉÎÇ ÄÉÆÆÅÒÅÎÔ ȬÌÅÖÅÌÓȭ ÏÆ ÌÅÁÒÎÅÒÓ ×ÉÔÈÉÎ ÔÈÅ ÓÁÍÅ ÃÌÁÓÓȢ 4ÈÅÓÅ Ô×Ï ÉÓÓÕÅÓ ÁÒÅ ÅØÐÌÏÒÅÄ 

in more detail in this section 

 

5.10 a) .ÕÍÂÅÒ ÏÆ ÈÏÕÒÓȭ %3/, ÐÒÏÖÉÓÉÏÎ  

 

There was a marked inconsistency in the number of hours of ESOL questionnaire 

participants reported themselves to be accessing per week.  This is represented by the 

scatter chart of Figure 5.7 (below).  

 

 

 

Figure 5.7: Scatter ÃÈÁÒÔ ÒÅÐÒÅÓÅÎÔÉÎÇ ÒÅÓÐÏÎÓÅÓ ÔÏ ÔÈÅ ÑÕÅÓÔÉÏÎ Ȭ(Ï× ÍÁÎÙ ÈÏÕÒÓ ÏÆ %3/, ÉÎÓÔÒÕÃÔÉÏÎ ÁÒÅ 
ÙÏÕ ÁÃÃÅÓÓÉÎÇ ÐÅÒ ×ÅÅËȩȭ 

 

The highest number of hours were reported to be accessed in case study areas 2 and 

5, where one participant in each area reported themselves to be accessing 21 and 22 
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hours of ESOL, respectively. 8 respondents reported themselves to be accessing 18 

hours a week ɀ 6 from case study area 2, and 2 from case study area 5.  A further 3 

people from case study area 2 reported themselves to be accessing 15 hours per week.  

This regional variation is represented in the scatterplot below: 

 

 

Figure 5.8: scatterplot ÉÎÄÉÃÁÔÉÎÇ ÆÒÅÑÕÅÎÃÙ ÏÆ ÒÅÓÐÏÎÓÅÓ ÔÏ ÔÈÅ ÑÕÅÓÔÉÏÎ Ȭ(Ï× ÍÁÎÙ ÈÏÕÒÓ ÏÆ %3/, 
instruction are you accessing per week?ȭ Data shown by case study area.  

 

Despite the wide variety in number of hours of ESOL reportedly accessed by 

participants, it is important to note that these figures rely heavily on self-reporting, and 

do not necessarily reflect the number of hours of formal ESOL put on by the Local 

Authorities for the VPRS participants.  The highest number of formal hours of ESOL 

instruction was found in case study areas 2 and 5, where VPRS participants from both 

areas are accessing ESOL at the same further education college ɀ Coleg Y. The official 

total number of hours of ESOL accessed by VPRS participants at Coleg Y is around 16, as 

ÓÈÏ×Î ÉÎ ÔÈÅ ÂÅÌÏ× ÅØÃÅÒÐÔ ×ÉÔÈ ÔÈÅ ÃÏÌÌÅÇÅȭÓ %3/, ÃÏ-ordinator:   

 

1 IHL:  How many hours of language classes are they [VPRS participants] 
accessing each week? 

2  EM: In general, 16 hours per week. 
 
(Excerpt from interview with ESOL Co-ordinator (EM) for case study areas 2 and 5) 
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In order to account for the high number of hours participants in case study areas 2 

and 5 are accessing, one can only presume that participants are including hours of 

informal or self-study with their reported total.  The questionnaires did not gather 

information on the hours of formal and/or informal ESOL undertaken by participants.  

IÎ ÒÅÓÐÏÎÓÅ ÔÏ ÔÈÅ ÑÕÅÓÔÉÏÎȟ Ȭ$Ï ÙÏÕ ÆÅÅÌ ÙÏÕ ÁÒÅ ÇÅÔÔÉÎÇ enough hours of ESOL 

ÐÅÒ ×ÅÅËȩȭ 24 questionnaire ÒÅÓÐÏÎÄÅÎÔÓ ÒÅÐÏÒÔÅÄ ÔÈÁÔ ÔÈÅÙ ÆÅÌÔ ÔÈÅÙ ×ÅÒÅÎȭÔ ÇÅÔÔÉÎÇ 

enough hours of instruction, while 17 reported that they were.  The picture was 

different between men and women: 14 women and 10 men ÒÅÐÏÒÔÅÄ ÔÈÅÙ ×ÅÒÅÎȭÔ 

getting enough hours of ESOL per week, while 7 women and 10 men reported that they 

were.  

Lack of available hours was highlighted by focus group participants as a cause 

for concern in all areas except area 2. The reasons for a lack of teaching hours varied 

from case study area to case study area.  These are presented below. 

 

5.10 a) i. Ȭ-ÏÒÅ ÈÏÕÒÓ ÄÏÎȭÔ ×ÏÒËȭ 

 

In area 1, six hours of ESOL instruction simply represented the sum total of 

hours commissioned for VPRS participants by the local authority area:   

 

1 )(,ȡ &ÁÉÎÔ Ï ÏÒÉÁÕ ɍ33)% ÙÄÙÎ ÎÈ×ȭÎ ÍÙÎÙÃÈÕ ÐÏÂ ×ÙÔÈÎÏÓɎ 

2 KL: Yn gyffredinol, chwech awr yr wythnos. 

 1  IHL: How many hours [ESOL are they accessing per week]? 
2 KL: Six hours a week is the general standard 
 
(Excerpt from interview with  Ȭ+,ȭȟ ESOL Co-ordinator for Area 1) 
 

When I enquired as to the reason why VPRS participants were not offered more 

hours of ESOL, I was advised (both by the ESOL co-ordinator and the local authority) 

that offering tuition in excess of six hours per week had not been effective: 

 

1 TM: ) ÄÏÎȭÔ ÔÈÉÎË ÔÈÅÙ ÓÈÏÕÌÄ ÂÅ ÐÕÓÈÅÄ ÉÎÔÏ ÈÁÖÉÎÇ ÍÏÒÅ ÔÈÁÎ ÓÉØ 
hours a week from week one week two or whatever 

2  I think to put them into something and say right you got to have ten 
hours a week  

3 ) ÊÕÓÔ ÄÏÎȭÔ think it works frankly  
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(Excerpt from interview with  Ȭ4-ȭȟ local authority employee responsible for 
VPRS, case study area 1) 
 

I enquired further as the basis for 4-ȭÓ ÊÕÄÇÅÍÅÎÔ ÔÈÁÔ ÍÏÒÅ ÔÈÁÎ ÓÉØ ÈÏÕÒÓȭ ÌÁÎÇÕÁÇÅ 

ÐÒÏÖÉÓÉÏÎ ÐÅÒ ×ÅÅË ȬÄÉÄÎȭÔ ×ÏÒËȭȟ ÔÏ ×ÈÉÃÈ Ôhey replied: 

 

1 7ÅÌÌ ÙÏÕ ËÎÏ× ɍÓÉÇÈÓɎ ÉÎ ÓÏÍÅ ÃÁÓÅÓ ÐÅÏÐÌÅ ÈÁÖÅ ÁÔÔÅÎÄÅÄ ÂÕÔ ÔÈÅÙȭÖÅ 
clearly not got that much out of it  

2 cos you know I was a bit disappointed you know  
3 ÂÅÃÁÕÓÅ )ȭÖÅ ÄÒÏÐÐÅÄ ÉÎ ÏÎ ÓÏÍÅ ÏÆ ÔÈÅ ÃÌÁÓÓÅÓ ÊÕÓÔ ÔÏ ÓÅÅ ÈÏ× ÔÈÅÙȭÒÅ 

getting on  
4 and IȭÖÅ ÂÅÅÎ Á ÌÉÔÔÌÅ ÂÉÔ ÄÉÓÁÐÐÏÉÎÔÅÄ ÔÈÁÔ  
5 some people that have been here a while  
6 their English is still quite poor   
(ibid.)  

 

In this case, TM ÈÁÄ ÂÅÅÎ ÄÉÓÁÐÐÏÉÎÔÅÄ ÁÔ ÔÈÅ ÒÁÔÅ ÏÆ 6023 ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÌÁÎÇÕÁÇÅ 

learning, ×ÈÉÃÈ ÒÅÓÕÌÔÅÄ ÉÎ ÔÈÅ ÒÅÄÕÃÔÉÏÎ ÏÆ ÔÈÅ ÎÕÍÂÅÒ ÏÆ ÈÏÕÒÓȭ %3/, ÒÅÆÕÇÅÅÓ ÃÏÕÌÄ 

access.  Similarly, KL (ESOL co-ordinator for area 1) noted that, when more than six 

ÈÏÕÒÓȭ %3/, ÐÅÒ ×ÅÅË ×ÁÓ ÃÏÍÍÉÓÓÉÏÎÅÄȟ ȰÎÏÂÏÄÙ ÔÕÒÎÅÄ ÕÐȱȢ    

Nevertheless, six hours per week was deemed by several focus group 

participants in area 1 to be insufficient:  

 

 1 ɍ)(,ȡ ×ÈÁÔȭÓ ÔÈÅ ÐÒÏÂÌÅÍȩɎ 

2 Interpreter: [Indicating focus group participants] They just have three 

ÔÉÍÅÓ ÉÎ ÔÈÅ ×ÅÅË ÁÎÄ ÊÕÓÔ Ô×Ï ÈÏÕÒÓ ÁÎÄ ÔÈÅÙ ÔÈÉÎË ÉÔȭÓ ÎÏÔ ÅÎÏÕÇÈ  

3 IHL: six hours, six hours of English?  

4 )ÎÔÅÒÐÒÅÔÅÒȡ 9ÅÓȟ ÓÉØ ÈÏÕÒÓ ÉÎ ÔÈÅ ×ÅÅË ɍȣɎ 

5 Interpreter: Is not enough time for them - not enough time!  

6 And they have half an hour break  

7 IHL: Okay so two hours and then half an hour break?  

8 Interpreter: Yeah, no just two hours and uh, include two hours and half an 

hour 

(Excerpt from focus group, case study area 1) 

 

 &ÒÏÍ ÔÈÉÓ ÄÁÔÁȟ ÉÔȭÓ ÃÌÅÁÒ ÔÈÁÔ ÔÈÅÒÅ ÉÓ Á ÄÉÓÐÁÒÉÔÙ ÂÅÔ×ÅÅÎ ÔÈÅ ÎÕÍÂer of hours of 

ESOL provided to resettled refugees in area 1 and the number of hours which the 

refugees themselves feel are sufficient.  Furthermore, the fact that hours were cut on the 

basis of the co-ÏÒÄÉÎÁÔÏÒÓȭ ÄÉÓÁÐÐÏÉÎÔÍÅÎÔ ÁÂÏÕÔ ÔÈÅ ÓÌÏ× ÒÁÔÅ ÏÆ ÌÁÎÇuage learning 
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indicates that co-ordinators have insufficient awareness of available literature on 

estimations of the rate of second language learning (as in Schellekens 2011).  Finally, 

there was little evidence in area 1 that the opinions and feedback of refugees 

themselves were being used as a basis for judging how many hours of ESOL they should 

access per week, or the extent to which available provision was helping them to achieve 

their aspirations.   

 

5.10 a.ii) Lack of infrastructure 

In area 3, a lack of ESOL infrastructure in one part of the area was cited as the 

reason why no more than 4 hours were offered to half the refugees resettled in the local 

authority.  The area is split into two councils ɀ council A and council B.  In A, the VPRS 

participants live near the local further education college, where they are able to access 

ȰÆÕÌÌ ÔÉÍÅ %3/, ÃÏÕÒÓÅÓ ÏÆ ρυ ÈÏÕÒÓ ÐÅÒ ×ÅÅËȟ ÒÕÎ ÁÌÏÎÇÓÉÄÅ ÐÁÒÔ ÔÉÍÅ ÃÏÕÒÓÅÓȱȟ 

according to the college ESOL co-ordinatorȟ Ȭ7,ȭ.  However participants in area 3 

reported accessing between 2 and 13 hours per week.  In conversation with WL, it 

transpired that the VPRS participants in council B were accessing part time provision, 

as there were no full-time classes available in area B: 

 

1 EC: In [case study area 3A] we have full time ESOL courses of 15 hours 
per week, 

2  run alongside part time courses. 
3 The Syrians in [case study area 3 B] get Thursday afternoon and Tuesday 

  morning. 
(Excerpt from intervÉÅ× ×ÉÔÈ Ȭ7,ȭȟ ESOL co-ordinator in further 

education college, area 3A).   
 

Thus, the reason some participants in area 3 were accessing only 2 hours of ESOL a 

week was that they lived too far from the college to access full-time provision, and that 

they were not being provided with financial support to travel under the resettlement 

scheme.  

 5.10 a) iii.   Gender 

As shown in figure 5.8, responses for case study area 5 are noticeably split 

between those accessing no, or few, hours of ESOL a week (between 0 and 4), and those 

accessing very many (between 18 and 22).  A focus group with refugees resettled in the 

area revealed that the participants accessing the highest number of hours of ESOL per 
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week (18-22) were male, while those accessing the lowest number of hours per week 

(0-4) were female.   

  

1 IHL:   The men then, how many hours [of ESOL] a week are you 
getting? 
 ɍȣɎ 

2 Interpreter:  Sixteen hours ɀ 
3 IHL:   okay so (indicating men) sixteen hours? [male participants 

nod], [to women] nothing? [female participants nod]  
4 nothing, okay  
5   Right um so you all learn-you learn in [college name]?  
6 [Multiple male voices]: yes 

(Excerpt from focus group with VPRS participants, case study area 5) 
 

The main factor ×ÈÉÃÈ ÉÎÆÌÕÅÎÃÅÄ ×ÈÅÔÈÅÒ ÏÒ ÎÏÔ Á ÐÁÒÔÉÃÉÐÁÎÔȭÓ ÇÅÎÄÅÒ ÉÍÐÁÃÔÅÄ ÔÈÅ 

hours of ESOL they accessed was whether childcare was included in education 

provision.  For those in area 2, childcare was provided, and number of learning hours 

were not impacted by gender.  This is explored further in section 5.11.a.   

 

5.10 b)Ȭ$ÉÆÆÅÒÅÎÔ ÌÅÖÅÌÓȭ 

Another aspect impacting language learning satisfaction was the fact of having 

ÓÔÕÄÅÎÔÓ ÏÆ ȰÄÉÆÆÅÒÅÎÔ ÌÅÖÅÌÓȱ ÉÎ ÔÈÅ ÓÁÍÅ ÃÌÁÓÓÒÏÏÍȟ ÁÓ in the experience of SA, a refugee 

from case study area 1: 

 

1 IHL: what do you think of the way classes are organised?   
2 3!ȡ 4ÈÅÙ ÄÏÎȭÔ ÔÈÉÎË ÉÔȭÓ ÎÏ ÏÒÇÁÎÉÓÅÄ ȣ ÉÔȭÓ ÎÏÔ ÏÒÇÁÎÉÓÅÄ  
3 IHL: Why?  
4 BA: uh some people uh learn more  
5 3!ȡ 3ÏÍÅ ÐÅÏÐÌÅ ÈÁÖÅ ÄÉÆÆÅÒÅÎÔ ÌÅÖÅÌÓ ÓÏÍÅ ÐÅÏÐÌÅ ÃÁÎȭÔ ÓÐÅÁË ÓÏÍÅ 
ÐÅÏÐÌÅ ÃÁÎ ×ÒÉÔÅ ÓÏÍÅ ÐÅÏÐÌÅ ÔÈÅÙ ÄÏÎȭÔ ÓÐÅÁË ÁÎÄ ×ÒÉÔÅ  
6 IHL: In the same class?  
7 SA: Yes in the same class yeah 

 (Excerpt from focus group, case study area 1) 

 

The theme was echoed by several professionals involved in refugee resettlement, from 

caseworkers to Local Authority scheme co-ordinators. In one case, a resettlement 

scheme caseworker expressed concern about the impact on the learners of having 

ȬÄÉÆÆÅÒÅÎÔ ÌÅÖÅÌÓȭ ×ÉÔÈÉÎ ÔÈÅ ÓÁÍÅ class, suggesting that ESOL providers had a 

ÒÅÓÐÏÎÓÉÂÉÌÉÔÙ ÔÏ ÅÎÓÕÒÅ ÔÈÁÔ ȬÄÉÆÆÅÒÅÎÔ ÌÅÖÅÌÓȭ ×ÅÒÅ ÓÅÐÁÒÁÔÅÄ ÉÎÔÏ ÄÉÆÆÅÒÅÎÔ ÃÌÁÓÓÅÓȡ  
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1 OL: There should be a time where you as an ESOL provider  know that 
2 ÁÃÔÕÁÌÌÙ ÔÈÅÒÅȭÓ Á ÃÅÒÔÁÉÎ ÐÅÒÃÅÎÔÁÇÅ ÏÆ ÔÈÅ ÓÔÕÄÅÎts at different levels to 
the other percentage 
3  and you need to find a way to separate the two group 
4  you cannot continue to teach them at same level  
5 because yȭËÎÏ× ÉÔȭÓ Á ÄÉÆÆÅÒÅÎÔ ÌÅÁÒÎÉÎÇ ÎÅÅÄ ÔÈÅÒÅ ɍȣɎ 
6 ) ×ÏÕÌÄÎȭÔ ÓÁÙ ÉÔȭÓ ÃÁÕÓÉÎÇ ÔÅÎÓÉÏÎ  
7 ÂÕÔ ÉÔȭÓ ÎÏÔ ÈÅÌÐÉÎÇ ÔÈÅ ÌÅÁÒÎÅÒÓ ÉÎ ÅÉÔÈÅÒ ×ÁÙ  
8 ÉÔȭÓ ÎÏÔ ÈÅÌÐÉÎÇ ÔÈÅ ÌÏ× ÁÃÈÉÅÖÅÒÓ ÏÒ ÔÈÅ ÈÉÇÈ ÁÃÈÉÅÖÅÒÓ ɍȣɎ 
(Excerpt from interview with caseworker, case study area 1) 
 

The problem of having insufficient numbers to separate levels of learners was 

particularly an issue in case study area 4, where, due to the low numbers of second-

ÌÁÎÇÕÁÇÅ ÓÐÅÁËÅÒÓ ÏÆ %ÎÇÌÉÓÈ ÉÎ ÔÈÅ ÁÒÅÁȟ ÔÈÅÒÅ ÈÁÄÎȭÔ ÂÅÅÎ ÍÕÃÈ ÆÏÒÍÁÌ %3/, ÐÒÉÏÒ ÔÏ 

the establishment of VPRS.  Since the resettlement of Syrian refugees in the region, 

ESOL had been organised jointly between the TESOL department of a nearby University 

and team of volunteers at a community Church.  As was explained by the co-ordinator of 

the Church group (ND), a lack of resourcing and reliance on volunteer teachers meant 

that it was difficult  ÔÏ ÏÆÆÅÒ Á ÖÁÒÉÅÔÙ ÏÆ ÄÉÆÆÅÒÅÎÔ %3/, ÌÅÖÅÌÓ ÔÏ ÁÄÄÒÅÓÓ ÌÅÁÒÎÅÒÓȭ ÎÅÅÄȟ 

and dissatisfaction with mixed-level classes was having an impact on class attendance: 

 

1 ND: They got used to being here,  
2 then we started the English lessons  
3 and that was challenging because they were all at different levels  
4 and that was something we had to work out here, 
5  how we would make that work.  
6 )Ô ÄÉÄÎȭÔ ×ÏÒË ÆÏÒ ÅÖÅÒÙÂÏÄÙ  
7 because some felt so vulnerable at not being able to understand  
 and progress at the same level as others  
8 that they stopped coming to the lessons. 
(Excerpt from interview with co-ordinator at Church/ community centre, case 
study area 4) 
 

 In fact, learner dissatisfaction with mixed-level classes was an issue even in 

those case study areas, including areas 1 and 3A, in which ESOL provision had been 

assumed by the local further and community education providers.  Indeed, one learner, 

Aziz, enrolled in full -time provision in case study area 3A felt so strongly about the 

ÉÍÐÁÃÔ ÏÆ ȬÄÉÆÆÅÒÅÎÔ ÌÅÖÅÌÓȭ ÉÎ ÃÌÁÓÓ ÔÈÁÔ ÈÅ ÉÎÃÌÕÄÅÄ Á three-page testimonial on the issue 

along with his completed questionnaire, in which he stated:  
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In my opinion our attending to the local collage [sic] is not useful at all, because 

we are at different levels in the classroom 

(Excerpt from !ÚÉÚȭÓ testimonial, case study area 3). 

 

#ÌÅÁÒÌÙȟ ÔÈÅ ÉÓÓÕÅ ÏÆ ÔÈÅÒÅ ÂÅÉÎÇ ȬÄÉÆÆÅÒÅÎÔ ÌÅÖÅÌÓȭ ×ÉÔÈÉÎ ÔÈÅ ÓÁÍÅ ÃÌÁÓÓÅÓ ×ÁÓ 

highlighted as an area of concern for learners, teachers, and caseworkers alike.  

However, as the above excerpts show, there was a lack of clarity was to what the term 

ȬÄÉÆÆÅÒÅÎÔ ÌÅÖÅÌÓȭ ÒÅÆÅÒÒÅÄȢ  )Î ÓÏÍÅ ÃÁÓÅÓȟ ÁÓ ÉÎ ÔÈÅ ÁÂÏÖÅ ÅØÃÅÒÐÔ ÆÒÏÍ ÔÈÅ ÁÒÅÁ ρ 

ÃÁÓÅ×ÏÒËÅÒȟ ȬÄÉÆÆÅÒÅÎÔ ÌÅÖÅÌÓȭ ×ÁÓ Á ÔÅÒÍ ÕÓÅÄ ÔÏ ÒÅÆÅÒ ÔÏ ÌÅÁÒÎÅÒÓȭ ÉÎÄÉÖÉÄÕÁÌ 

ȬÁÃÈÉÅÖÅÍÅÎÔȭ ÉÎ %ÎÇÌÉÓÈ ÌÁÎÇÕÁÇÅ ÌÅÁÒÎÉÎÇ ɉȰÉÔȭÓ ÎÏÔ ÈÅÌÐÉÎÇ ÔÈÅ ÌÅÁÒÎÅÒÓ ÉÎ ÅÉÔÈÅÒ ×ÁÙ 

ÉÔȭÓ ÎÏÔ ÈÅÌÐÉÎÇ ÔÈÅ ÌÏ× ÁÃÈÉÅÖÅÒÓ ÏÒ ÔÈÅ ÈÉÇÈ ÁÃÈÉÅÖÅÒÓȱɊȢ  (Ï×ÅÖÅÒȟ ÁÓ ÉÎ ÔÈÅ ÁÂÏÖÅ 

ÅØÃÅÒÐÔ ÆÒÏÍ ÔÈÅ ÁÒÅÁ ρ ÆÏÃÕÓ ÇÒÏÕÐȟ ȬÄÉÆÆÅÒÅÎÔ ÌÅÖÅÌÓȭ ÒÅÆÅÒÒÅÄ ÒÁÔÈÅÒ ÔÏ ÔÈÅ ÖÁÒÉÅÔÙ ÏÆ 

ÌÅÁÒÎÅÒÓȭ ÌÅÖÅÌ ÏÆ ÐÒÏÆÉÃÉÅÎÃÙ ÁÃÒÏÓÓ ÔÈÅ ÓËÉÌÌÓ ÏÆ ÓÐÅÁËÉÎÇ ÁÎÄ ÌÉÔÅÒÁÃÙ ɉȰÓÏÍÅ ÐÅÏÐÌÅ 

cÁÎȭÔ ÓÐÅÁË ÓÏÍÅ ÐÅÏÐÌÅ ÃÁÎ ×ÒÉÔÅ ÓÏÍÅ ÐÅÏÐÌÅ ÔÈÅÙ ÄÏÎȭÔ ÓÐÅÁË ÁÎÄ ×ÒÉÔÅȱɊȢ  )Î ÏÎÅ 

case, as in the below excerpt from a focus of ESOL learners in case study area 3, a 

participant referred to their co-ÌÅÁÒÎÅÒÓȭ ÃÏÕÎÔÒÉÅÓ ÏÆ ÏÒÉÇÉÎ ÁÓ ÔÈÅ ÃÁÕÓÅ ÏÆ ȬÄÉÆÆÅÒÅÎÔ 

ÌÅÖÅÌÓȭ ×ÉÔÈÉÎ ÔÈÅ ÓÁÍÅ ÃÌÁÓÓȡ  

 

1 FD: We have different levels in our class 
2  and people from other countries are better than us at English.  
3 So there are different levels in the class  
4 big differences 
 (Excerpt from focus group, case study area 3). 

 
 Some degree of learner differentiation is to be expected in a classroom.  

However, from the data it is clear that, in some areas, differentiation was therefore 

perceived by some learners to be hampering their rate of progress.  Furthermore, in 

certain cases differentiation was such a cause for concern for students that it was 

impacting their motivation and attendance.   

 

5.11 Barriers to access  
 

 In 2017, the Wales Strategic Migration partnership (WSMP) commissioned a 

report mapping ESOL services in Wales.  The questionnaire ȰÁÉÍÅÄ ÔÏ ÇÁÔÈÅÒ ÖÉÅ×Ó ÏÎ 
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current ESOL provision from Local Authorities and other parties delivering the UK 

ÇÏÖÅÒÎÍÅÎÔȭÓ ÁÓÙÌÕÍ ÁÎÄ ÒÅÆÕÇÅÅ ÓÃÈÅÍÅÓ ÉÎ 7ÁÌÅÓȱ ɉ7ÉÌÌÉÁÍÓ ςπρχȡ ψɊȢ  4ÈÅ 

questionnaire received 29 responses, gleaned from Local Authority employees as well 

ÁÓ 6023 ÃÁÓÅ×ÏÒËÅÒÓȢ  )Î ÒÅÓÐÏÎÓÅ ÔÏ ÔÈÅ ÑÕÅÓÔÉÏÎȟ Ȭ7ÈÁÔ ÄÏ ÙÏÕ ÔÈÉÎË ÁÒÅ ÔÈÅ ÍÁÉÎ 

ÂÁÒÒÉÅÒÓ ÔÏ ÌÅÁÒÎÉÎÇȩȭȟ ȬÃÈÉÌÄÃÁÒÅȭȟ ÔÉÅÄ ×ÉÔÈ ȬÌÏ× ÌÉÔÅÒÁÃÙ ÓËÉÌÌÓȭȟ ÃÁÍÅ ÊÏÉÎÔ ÓÅÃÏÎÄ ÂÅÈÉÎÄ 

ȬÃÏÎÆÉÄÅÎÃÅȭ ÁÓ Á ÂÁÒÒÉÅÒ ÔÏ ÌÅÁÒÎÉÎÇ ɉ7ÉÌÌÉÁÍÓ ςπρχȡ ρυɊ.  As in Williams, I, too, have 

ÓÏÕÇÈÔ ÔÏ ÉÄÅÎÔÉÆÙ ÔÈÅ ÐÒÉÍÁÒÙ ÂÁÒÒÉÅÒÓ ÔÏ ÒÅÆÕÇÅÅÓȭ ÁÃÃÅÓÓ ÔÏ ÌÅÁÒÎÉÎÇ ÉÎ 7ÁÌÅÓȢ 

However, I make a distinction between factors acting as barriers to access, and those 

ÁÃÔÉÎÇ ÁÓ ÂÁÒÒÉÅÒÓ ÔÏ ÌÅÁÒÎÉÎÇȢ  ) ÄÅÆÉÎÅ ȬÂÁÒÒÉÅÒÓ ÔÏ ÁÃÃÅÓÓȭ ÁÓ ÓÉÔÕÁÔÉÏÎÁÌ ÂÁÒÒÉÅÒÓ ×ÈÉÃÈ 

ÐÒÅÖÅÎÔ ÌÅÁÒÎÅÒÓ ÆÒÏÍ ÁÃÃÅÓÓÉÎÇ ÃÌÁÓÓÅÓȢ  &ÏÒ ÔÈÅ ÐÕÒÐÏÓÅ ÏÆ ÔÈÉÓ ÔÈÅÓÉÓȟ ) ÄÅÆÉÎÅ ȬÂÁÒÒÉÅÒÓ 

to leÁÒÎÉÎÇȭ ÁÓ ÆÁÃÔÏÒÓ ×ÈÉÃÈ ÉÍÐÅÄÅ ÌÁÎÇÕÁÇÅ learning, as referred to in section 5.2.  It is 

beyond the scope of this research to measure the correlation between learner 

confidence, anxiety, literacy etc. and language acquisition, though these issues are 

thoroughly explored elsewhere (Gardner and MacIntyre 1992 & 1992; Woodrow 2006; 

Horwitz et al 1986).   

 What follows, then, is a discussion of the key structural barriers which impede 

ÔÈÅ ÒÅÆÕÇÅÅ ÒÅÓÅÁÒÃÈ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÁÃÃÅÓÓ ÔÏ language learning. 
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In ÔÈÅ ÃÁÓÅÓ ×ÈÅÒÅ ÒÅÆÕÇÅÅ ÐÁÒÔÉÃÉÐÁÎÔÓ ÆÅÌÔ ÔÈÁÔ ÔÈÅÙ ×ÅÒÅÎȭÔ ÁÃÃÅÓÓÉÎÇ ÅÎÏÕÇÈ 

ESOL per week, a follow-ÕÐ ÑÕÅÓÔÉÏÎ ÅÎÑÕÉÒÅÄ ×ÈÙ ÔÈÅÙ ×ÅÒÅÎȭÔ ÁÔÔÅÎÄÉÎÇ ÍÏÒÅ ÈÏÕÒÓ 

of ESOL.  31 participants answered this question. The results to this question are shown 

in Figure 5.9, below:   

 

Figure 5.9: pie chart showing ÆÒÅÑÕÅÎÃÙ ÏÆ ÒÅÓÐÏÎÓÅÓ ÔÏ ÔÈÅ ÑÕÅÓÔÉÏÎȟ Ȭ)Æ ÙÏÕ ÆÅÅÌ ÙÏÕȭÒÅ ÎÏÔ ÁÔÔÅÎÄÉÎÇ ÅÎÏÕÇÈ 
ÈÏÕÒÓ ÏÆ %3/, ÐÅÒ ×ÅÅËȟ ×ÈÙ ÄÏÎȭÔ ÙÏÕ ÁÔÔÅÎÄ ÍÏÒÅȩȱ  

 

As Figure 5.9 shows, the two most popular reasons for respondents not 

attending more classes were either that there were no more classes nearby, or else that 

ÃÈÉÌÄÃÁÒÅ ×ÁÓ Á ÂÁÒÒÉÅÒ ÔÏ ÐÁÒÔÉÃÉÐÁÔÉÏÎȢ  )Î ÃÏÎÔÒÁÓÔ ÔÏ 7ÉÌÌÉÁÍÓȭ ÒÅÓÅÁÒÃÈ ×ÅÒÅ ÍÙ 

findings that travel was selected as a barrier to participation only by a small minority of 

ÒÅÓÐÏÎÄÅÎÔÓȢ  (Ï×ÅÖÅÒȟ ÏÎÅ ÃÏÕÌÄ ÁÒÇÕÅ ÔÈÁÔ ÔÈÅ ÉÓÓÕÅÓ ÏÆ ȬÔÒÁÖÅÌȭ ÁÎÄ ÔÈÅÒÅ ÂÅÉÎÇ ȬÎÏ 

ÍÏÒÅ ÃÌÁÓÓÅÓ ÎÅÁÒÂÙȭ ÁÒÅ ÉÎÔÒÉÎÓÉÃÁÌÌÙ ÌÉÎËÅÄȢ   #ÅÒÔÁÉÎÌÙȟ ÉÓÓÕÅÓ ÁÒÏÕÎÄ ÔÒÁÖÅÌȾÌÏÃÁÔÉÏÎ 

and childcare were two of the most often cited barriers to participation in language 

learning during the interviews and focus groups.  As the community learning co-

ordinator for area ρ ÏÂÓÅÒÖÅÄȟ ÔÈÅÓÅ ×ÅÒÅ ÂÁÒÒÉÅÒÓ ȰÔÈÁÔ ÌÏÔÓ ÏÆ ÌÅÁÒÎÅÒÓ ÆÁÃÅȠ ÃÈÉÌÄÃÁÒÅ 

at the right times and travel and transportȢȱ 
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5.11 a) Childcare 

 

Lack of childcare provision as a barrier to participation in language learning was 

most often cited as a barrier in case study area 5.  All the women resettled to this area 

had had their participation in language learning affected by the fact that the Council had 

not been able to secure funds to subsidise childcare.  

 
1 IHL:  7ÈÁÔȭÓ ÔÈÅ ÐÒÏÂÌÅÍȩ 
2 OL:  For babies I cannot go college but for baby.  
3 IHL: Okay  
4 Interpreter:  )ÔȭÓ ÔÈÅ ÐÒÏÂÌÅÍ ×ÉÔÈ ÔÈÅ ÆÏÒ ÔÈÅ ÎÕÒÓÅÒÙ ÆÏÒ ÔÈÅ ÃÈÉÌÄÒÅÎ 

ÔÈÅÒÅ ÉÓ ÎÏ ÆÕÎÄ ÆÏÒ ÔÈÅ ÎÕÒÓÅÒÙ ÓÏ ÔÈÅÙ ÃÁÎȭÔ ÌÅÁÖÅ ÔÈÅÉÒ ÃÈÉÌÄÒÅÎȢ  
 ɍȣɎ 

5 Int:  In [area 2, the council] are paying for the nursery  
6 IHL: So [area 5Ɏ ÔÈÅÙ ÃÁÎȭÔ ÈÁÖÅ ÎÏ ÍÏÎÅÙ ÆÏÒ ÃÈÉÌÄÃÁÒÅ ÁÎÄ [area 2] 
they do? 
7 Int:  Yes. 
ɍȣɎ 
8 IHL:  Do all the women have this problem?  
9 Many voices: Yes, yes  
10 IHL: How many women in the county?  
11 Int:  Three  

(Excerpt from focus group, case study area 5.  Details omitted for anonymity) 
 

Female participants from case study area 5 highlighted the impact of a lack of childcare, 
as below: 
 

1 [female voice speaks in Arabic]  
2 Interpreter:  She said that is the biggest thing that they are stuck in and 

they want to go on the bus and the bus driver ask them something and they 
want ɀ ÔÈÅÙ ÄÏÎȭÔ ËÎÏ× ÈÏ× ÔÏ ÒÅÐÌÙ 

3 [female voice speaks in Arabic]  
4 Interpreter:  So yesterday somebody was talking to her whatever she 

was very [shrug shoulders, shake head]  
5 ÂÕÔ ÈÅÒ ÄÁÕÇÈÔÅÒ ×ÁÓ ÈÅÌÐÉÎÇ ÈÅÒȟ ÈÅÒ ÙÏÕÎÇÅÒ ÄÁÕÇÈÔÅÒ ÔÏ ÔÒÁÎÓÌÁÔÅ ɍȣ] 
6  [female voice speaks in Arabic]  
7 Int:  She like to talk with her neighbour as well but the language barrier 

ɍȣɎ  
8 [Female voice speaks in Arabic] 
9 Int:  ) ÈÁÖÅÎȭÔ ÇÏÔ ÏÐÐÏÒÔÕÎÉÔÙ ÔÏ ÌÅÁÒÎȟ ) ÈÁÖÅÎȭÔ ÇÏÔ ÏÐÐÏÒÔÕÎÉÔÙ ÔÏ 

ÌÅÁÒÎ ÔÈÁÔȭÓ ×ÈÁÔ ÓÈÅȭÓ ÓÁÙÉÎÇȟ ÈÁÖÅÎȭÔ ÇÏÔ ÏÐÐÏÒÔÕÎÉÔÙ ÔÏ ÌÅÁÒÎ ÔÈÅ ÌÁÎÇÕÁÇÅ  
 (Excerpt from focus group, case study area 5) 
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!Ó ÔÈÅ ÁÂÏÖÅ ÅØÃÅÒÐÔ ÓÈÏ×Óȟ ÎÏÔ ÏÎÌÙ ÄÉÄ Á ÌÁÃË ÏÆ ÃÈÉÌÄÃÁÒÅ ÉÍÐÁÃÔ ×ÏÍÅÎȭÓ 

participation in language learning, but their ensuing low proficiency in English 

impacted their independence and mobility. The participant in question reported feeling 

ȬÓÔÕÃË ÉÎȭȟ wanting to travel and use the bus, but unable to communicate with the driver.  

The participant relies on her younger daughter to translate for her, an experience which 

ÅÃÈÏÅÓ 3ÁÊÉÄ *ÁÖÉÄȭÓ ÅØÐÅÒÉÅÎÃÅ ÏÆ ÔÒÁÎÓÌÁÔÉÎÇ ÆÏÒ ÈÉÓ ÍÏÔÈÅÒ ÁÓ Á ÙÏÕÎÇ ÂÏÙȟ ÒÅÆÅÒÒÅÄ Ôo 

in the first chapter of this thesis.   

This experience of isolation is further captured in this excerpt from a questionnaire 

(below), in which a participant who cannot attend language classes due to a lack of 

childcare expresses her frustration at being unable to acquire sufficient language to 

help her children with their homework, or to communicate with people in her 

community (Figure 5.10, below): 

 

 

Figure 5.10: Photograph of page from a questionnaire. The !ÒÁÂÉÃ ÔÒÁÎÓÌÁÔÅÓ ÁÓȡ Ȱ) ×ÁÎÔ ÔÏ ÌÅÁÒÎ ÍÏÒÅ ÁÂout 
the English language to help my kids/ I cannot attend that much classes because my daughter goes to school 
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only for a couple of days.  I want to learn more English to help my children with their studies and also to 
ÃÏÍÍÕÎÉÃÁÔÅ ×ÉÔÈ ÐÅÏÐÌÅȢȱ 

Case study area 5 was exceptional among the areas under study for not having 

secured adequate funds to support childcare for participants.  However, among the case 

study areas that had secured funds towards this item, there was notable uncertainty 

about the sustainability of childcare provision once the VPRS funding had ceased.  For 

ÅØÁÍÐÌÅȟ ÉÎ ÃÁÓÅ ÓÔÕÄÙ ÁÒÅÁ ς ɉÔÈÅ ȰÌÁÒÇÅÒ ÃÏÕÎÔÙȱ ×ÉÔÈ ×ÈÉÃÈ ÒÅÓÐÏÎÄÅÎÔÓ ÉÎ ÃÁÓÅ ÓÔÕÄÙ 

area 5 were comparing themselves), the participants and reported a lack of certainty as 

to the future of available provision after one year of allocated childcare funds, as VPRS 

funds tapered following a year of resettlement. 

 
1 IHL:   Is there childcare? Is there childcare?  
2 KA:   Here in college?  
3 IHL  Yeah  
4 [many voices]: No  
ɍȣɎ 
5 Interpreter:  .Ï ÔÈÅÒÅ ÉÓ ÎÏÔȟ ÎÏÔ ÉÎ ÃÏÌÌÅÇÅ ÎÏȟ ÎÏ ÉÔȭÓ ÎÏÔ ÉÔȭÓ ÏÎÌÙ ÐÕÔ ÔÈÅÍ ÉÎ 

private nurseries  
6 IHL:   So does- does private nurseries get paid by the council?  
7 Int:   Yep- yes  
8 IHL  So that means you can go to college? 
9 Int:   Yes  
10 IHL:   Good. Other areas= 
11 Int:           =sorry- 
12   )ÔȭÓ ÏÎÌÙ ÆÏÒ ÏÎÅ ÙÅÁÒȟ ÙÅÓȩ  
13 FA:  Yes  
14 Int:   Only for one year [from council]  
15 IHL  Ah, and then after you= 
16 Int:      =ÔÉÌÌ ÎÏ× ×Å ÄÏÎȭÔ ËÎÏ×Ȣ  
(Excerpt from focus group, case study area 2)  
 

 A similar uncertainty about the future of funded childcare beyond the year was 

found in case study area 1, as in this excerpt with the local authority community 

learning co-ordinator  ɉȬ64ȭɊ: 

 

1 IHL: So beyond VPRS, will they have access to childcare as well? 
2 VT: ) ÄÏÎȭÔ ËÎÏ× ÔÏ ÂÅ ÈÏÎÅÓÔȟ )ȭÍ ÁÓÓÕÍÉÎÇ ÔÈÁÔ ÉÔ ÉÓ ÃÏÎÔÉÎÕÉÎÇ  
3  ÂÅÃÁÕÓÅ ÔÈÅÙȭÒÅ ÓÔÉÌÌ ÁÔÔÅÎÄÉÎÇ ÔÈÅ ÏÎÅÓ ÔÈÁÔ ÎÅÅÄÅÄ ÃÈÉÌÄÃÁÒÅ  
4  ÅÖÅÎ ÔÈÏÕÇÈ ÔÈÅÙȭÒÅ ÂÅÙÏÎÄ ÔÈÅ ρς ÍÏÎÔÈÓ  
5  ÓÏ )ȭÍ ÁÓÓÕÍÉÎÇ ÔÈÁÔ ÔÈÅ ÆÕÎÄÉÎÇ ÉÓ ÓÔÉÌÌ ÔÈÅÒÅ. 
(Excerpt from interview with Ȭ64ȭ community learning commissioner, case study 
area 1) 
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However, as the community learning commissioner states, even those who were 

beyond the initial year of resettlement scheme funding were continuing to access both 

ESOL classes and the childcare necessary to facilitate access.   

 

Similarly, in case study area 3, while funding for childcare was available, according 

ÔÏ ÔÈÅ ÁÒÅÁ σÂ ÃÏÍÍÕÎÉÔÙ ÌÅÁÒÎÉÎÇ ÃÏÍÍÉÓÓÉÏÎÅÒ ȰÉÔ ÈÁÄ ÔÏ ÂÅ ÂÉÄ ÆÏÒ ÂÙ ÔÈÅ ÃÏÕÎÃÉÌÓȱȟ 

ÁÎÄ ÔÈÕÓ ×ÁÓÎȭÔ ÇÕÁÒÁÎÔÅÅÄȢ  !Ó ÓÕÃÈȟ ÉÎ ÔÈÅ ÁÒÅÁ σ ÆÏÃÕÓ ÇÒÏÕÐ ÉÔ ÔÒÁÎÓÐÉÒÅÄ ÔÈÁÔ ÔÈÅ 

ÓÏÍÅ ÏÆ ÔÈÅ ×ÏÍÅÎ ȰÉÎ ɍÃase study area 3A] who should be able to attend [the local] 

ÃÏÌÌÅÇÅ ÏÎÌÙ ÈÁÖÅ ρȢυ ÈÏÕÒÓ Á ×ÅÅË ɍÏÆ ÃÌÁÓÓÅÓɎȱȢ 

 

5.11 b) Local resources and travel 

 

As indicated in section 5.10 b), geography and transport also played a role in 

determining how many hours of ESOL resettled refugees were able to access, and the 

cost to them of accessing classes.   In areas which did not have a large range of ESOL 

provision in existence prior to VPRS, I found that refugees would frequently have to 

travel, sometimes to another local authority area, in order to access classes.  This was 

the case in area 5, where the male learners were travelling to study at the college in 

area 2.  In the below excerpt one participant from case study area 5 adds up the cost of 

travel for himself and his family: 

 
1 AB: I give you example: 
2 when coming to college we have to uh buy a weekly ticket  
3 £14.50 and for one person  
4 if we come with his wife uh £29 a week-weekly  
5 and if they want to come as a family to [xxx] they have to pay as a family 

ÔÉÃËÅÔ Ζρς ÔÈÉÓ ×ÉÌÌ ÃÏÓÔ )ȭÍ ÓÕÒÅ ÍÏÒÅ ÔÈÁÎ Ζρυπ ÍÏÎÔÈÌÙ, yeah? 
 (Excerpt from focus group, case study area 5)  

 

While those resettled in area 3A were able to access up to 15 hours of ESOL per 

week at the local college, those in council B could only access up to 4.5 hours at the local 

community centre ɀ despite the fact that provision at both venues was run by the same 

further education provider.  When the issue was raised in the focus group, it transpired 

that, while caseworkers had requested for the refugees resettled in area B to be 

provided with bus passes, this had yet to happen:   
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1 Caseworker: 3ÈÅȭÓ ÂÅÅÎ ÉÎ ÔÁÌËÓ ÔÈÅ ÃÏÕÎÃÉÌ ÈÁÖÅ ÂÅÅÎ ÉÎ ÔÁÌËÓ ×ÉÔÈ ɍØØØɎ ÆÏÒ 

over well since last September  
2 and the reason is [they] only wants to fund quarterly season tickets uh  
3 ÂÕÔ ÕÎÆÏÒÔÕÎÁÔÅÌÙ ÔÈÅ ÂÕÓ ÃÏÍÐÁÎÙ ÄÏÅÓÎȭÔ ÄÏ ÓÅÁÓÏÎ ÔÉÃËÅÔÓȢ  
4 Also [the council] only wants to allow travel in the area not the further area as 
×ÅÌÌ ÓÏ ÉÔȭÓ ÈÁÒÄ ÔÏ ÇÅÔ ÔÈÁÔ ÏÒÇÁÎÉÓÅÄȢ  

 (Excerpt from focus group in case study area 3)  
 

   An interview with the college ESOL co-ordinator in area 3A highlighted the 

difficulty of meeting the needs of the refugees resettled in case study area 3B: 

 

1 %#ȡ ɍȣɎ ÔÈÅ %3/, ÐÒÏÖÉÓÉÏÎ ÉÓ ÈÅÒÅȢ 4ÈÅÙȭÒÅ ÔÁÌËÉÎÇ ÁÂÏÕÔ ÕÓ ÇÉÖÉÎÇ ÔÈÅÍ 
extra lessons but we are working full time.  

2 When else do they want us to teach them?  
3 Do they want us to go to their houses? They being the council.  
4 Because our provision is here.  
5 4ÒÁÄÉÔÉÏÎÁÌÌÙȟ ×ÅȭÖÅ ÇÏÔ ÃÌÁÓÓÅÓ ÏÎ Á 4ÕÅÓÄÁÙ ÉÎ ɍÁÒÅÁ σ"Ɏ ÂÅÃÁÕÓÅ ×Å 

ÈÁÖÅÎȭÔ ÈÁÄ ÁÓ ÍÁÎÙ ÓÔÕÄÅÎÔÓ ÉÎ ɍÁÒÅÁ σ"Ɏ ÁÓ ×Å ÈÁÖÅ ÉÎ ɍÁÒÅÁ σ!ɎȢ 
(Excerpt from interview with ESOL co-ordinator, further education 
provider, case study area 3) 

 

As indicated in the above excerpt, in areas in which there are relatively low 

numbers of English language learners - as in case study area 3B ɀ there were 

deemed to be insufficient numbers of ESOL learners to justify the commissioning of 

bespoke full-time language courses.  The lack of learner numbers was also 

problematic in case study area 4, as in this excerpt from an interview with the co-

ordinator of a voluntary English language teaching initiative (VT) and the VPRS co-

ordinator, working in the local authority (RA): 

 
1 VT:  I think we do need 3 different levels, I think we have people of 3 

different levels.  
2 We have one class that are learning the alphabet from scratch,  
3 ÂÕÔ ×ÅȭÖÅ ÁÌÓÏ ÇÏÔ ɍ  Ɏ ×ÈÏ ÉÓ ÓÔÒÕÇÇÌÉÎÇ ÔÏ ÍÁËÅ ÔÈÅ ÆÉÇÕÒÅÓ ÁÎÄ ÄÏ 

ÔÈÅ ÁÌÐÈÁÂÅÔȢ ɍȣɎ  
4 I really think we do need the 3 classes. 
5 RA: The only issue is that [national education provider] say they need 

8 for a class ɍȣɎ 
6  There are obviously people out there who need it. 

(Excerpt from interview with voluntary organiser  ɉȬ64ȭɊ and VPRS co-
ordinator  ɉȬ2!ȭɊ case study area 4)  
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The excerpt from the interview with VT and RA brings in one of the key themes 

that have been running throughout this chapter ɀ the issue of learner diversity.   VT 

ÅØÐÒÅÓÓÅÓ ÔÈÅ ÎÅÅÄ ÆÏÒ Ȱσ ÄÉÆÆÅÒÅÎÔ ÌÅÖÅÌÓȱ ÔÏ ÍÅÅÔ ÔÈÅ ÎÅÅÄÓ ÏÆ ÌÅÁÒÎÅÒÓ ÁÔ Á ÒÁÎÇÅ ÏÆ 

literacy and English language proficiency.  Then, RA counters with the assertion that 

the county has insufficient numbers of learners to commission additional classes at a 

variety of levels from an education provider.  This is an issue which echoes the 

interview with the ESOL commissioner in case study area 3, in which classes have 

not been commissioned because of a lack of learner numbers.  Nevertheless, in a 

context in which resettled refugees are expected to access 8 hours of ESOL per week, 

and in which funding is available to this end, these arguments become increasingly 

untenable (Home Office 2018).   

 

5.11 c) Welsh 

 

Our research took place in Wales, a country in which there are two national 

languages, English and Welsh.  It is therefore essential to address the topic of Welsh 

language learning among the VPRS participants.  Within Wales, the Home Office has 

consented for VPRS funding to be used for Welsh language classes as well as (but not 

instead of) ESOL, where appropriate and desired by the participants themselves (Home 

Office 2018). None of the case study areas under study had used the budget to these 

ends at the time of research.  Community learning managers tasked with commissioning 

language classes under VPRS cited a lack of interest in learning Welsh among refugee 

participants as the reason for the paucity of Welsh classes, as in this excerpt ×ÉÔÈ Ȭ7'ȭ: 

 
1 I:  are they able to access Welsh [classes]? 
2 WG:  Um they could because we have the Welsh for Adults Centre is run 
out of this department  
3 also [VPRS local authority co-ordinator] did say that some of the funding 

ɍÔÈÅÙȭÖÅɎ ÇÏÔ ÃÏÕÌÄ ÂÅ ÕÓÅÄ ÆÏÒ 7ÅÌÓÈ ÁÓ ×ÅÌÌ ÁÓ ÂÕÔ ÎÏÔ ÉÎÓÔÅÁÄ ÏÆ %ÎÇÌÉÓÈ 
4 ÓÏ )ȭÖÅ ÐÁÓÓÅÄ ÔÈÁÔ ÏÎ ÔÏ  
5 if anybody is interested then we would obviously put on classes for them 

and that would go through  
6 the Welsh for Adults tutor would ar range that  
7 ÕÍ ×Å ÈÁÖÅÎȭÔ ÈÁÄ ÁÎÙÂÏÄÙ ÐÁÒÔÉÃÕÌÁÒÌÙ ÁÓËÉÎÇ ÁÔ ÔÈÅ ÍÏÍÅÎÔ 

ɉ%ØÃÅÒÐÔ ÆÒÏÍ ÉÎÔÅÒÖÉÅ× ×ÉÔÈ Ȭ7'ȭȟ ÃÏÍÍÕÎÉÔÙ ÌÅÁÒÎÉÎÇ ÍÁÎÁÇÅÒȟ ÃÁÓÅ 

study area 1) 
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Correspondingly, questionnaire data showed that while 32 participants indicated that 

they aspired to learn or improving their English, only one participant wanted to learn 

Welsh. $ÁÔÁ ÏÎ ÒÅÆÕÇÅÅÓȭ aspirations for their time in Wales are discussed in more detail 

in chapter 6.  

 

This lack of desire to learn Welsh was also apparent in focus groups, in which 

ÑÕÅÓÔÉÏÎÓ ÒÅÌÁÔÅÄ ÔÏ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÄÅÓÉÒÅ ÔÏ ÌÅÁÒÎ 7ÅÌÓÈ ×ÅÒÅȟ ÉÎ %ÎÇÌÉÓÈ-speaking 

majority areas, generally met with blank indifference, as in the below excerpt: 

 

1 MA:  ) ÄÏÎȭÔ ÔÈÉÎË ÁÎÙÏÎÅ ×ÁÎÔ ÔÏ ÌÅÁÒÎ 7ÅÌÓÈ  
2  IHL:  No? Okay. So.. you want to learn Welsh?  
3 MA:  ) ÄÏÎȭÔ ÔÈÉÎË ÁÎÙÏÎÅ ×ÁÎÔ ÔÏ ÌÅÁÒÎ 7ÅÌÓÈ 
 
(Excerpt from focus group in case study area 1) 

 

In a case study area in which the host community had a large proportion of speakers of 

Welsh, focus group participants engaged more with the subject of learning Welsh, yet 

emphasised the difficulty of learning two languages simultaneously, as in the below 

excerpt: 

  

1  IHL:   Are you learning Welsh?  
2  SD:  No-no Inglese yalla  
3 IHL:  English only?  
4 SD:  [Arabic]  
5 Translator: (Å ÓÁÙÓ ÉÔȭÓ ÈÁÒÄȟ ÙÏÕ ÃÁÎ ÌÅÁÒÎ %ÎÇÌÉÓÈȟ ÊÕÓÔ ÆÅ× ×ÏÒÄÓ  
6 AL:  We can say, bore da, sut dach chi.  
7 RA:  [Arabic]  
8 Translator: 3ÈÅ ÓÁÉÄȟ ×ÅȭÄ ÌÉËÅ ÔÏ ÌÅÁÒÎ ÔÈÅ Ô×Ï ÌÁÎÇÕÁÇÅÓȟ ×Å ÆÉÎÄ ÔÈÅ ÄÉÆÆÉÃÕÌÔÙ 
ÉÎ ÌÅÁÒÎÉÎÇ %ÎÇÌÉÓÈ ÁÎÄ 7ÅÌÓÈȟ ÔÈÁÔȭÓ ×ÈÁÔ ÓÈÅȭÓ ÓÁÙÉÎÇ  

9 IHL:  is anyone going to any courses apart from English or Welsh?  
10 RA:  [Arabic]  
11 Translator: No, she said they will English. 

 
(Excerpt from focus group. Location omitted for anonymity) 
 

Those accessing ESOL in two case study areas were offered Welsh classes, but 

there was insufficient take-up to justify commissioning bespoke classes: 
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1  CE:  7Å ÏÆÆÅÒÅÄ ÔÈÅ %3/, ÓÔÕÄÅÎÔÓ 7ÅÌÓÈ ÃÌÁÓÓÅÓ ÂÕÔ ×Å ÄÉÄÎȭÔ ÇÅÔ ÔÈÅ 
numbers 
(Excerpt from interview with ESOL co-ordinator . Location omitted for 
anonymity) 
 

However, the ESOL co-ordinator at the further education college in area 2 (which also 

serviced area 5) was keen to emphasise that Welsh language skills were integrated into 

the ESOL classes of those accessing language learning in their establishment as part of 

the Curriculum Cymreig.  The Curriculum Cymreig is the Common Requirement for the 

National Curriculum in Wales.  As part of the Curriculum Cymreig, schools are required 

to embed learning related to Wales in its curriculum, practice, and ethos.  The 

Curriculum Cymreig is deliberately designed to be pluralistic and diverse, so that it is up 

to different schools how it is embedded.  Generally, some elements of Welsh Language 

learning are embedded as part of the Curriculum Cymreig (ACCAC 2003: 2-3).    

 

Despite low rates of participation in Welsh language learning, there is some 

evidence to suggest that a lack of Welsh language proficiency may be a barrier to 

employment for participants.  This is explored further in chapter 6.   

 

5.12 Conclusion  
 

This chapter has shown that, though refugees have been resettled across Wales 

on the same resettlement scheme, there is a wide disparity in the quality and quantity of 

formal ESOL instruction that VPRS participants have been able to access nationally.  

Satisfaction in ESOL provision has been highest in an area 2, in which responsibility for 

language teaching has been assumed by a further education college which had ESOL 

provision in existence at a range of levels prior to the resettlement of refugees under 

VPRS.  Furthermore, case study area 2 was, at the time of study, successful in securing 

funds to cover the cost of childcare, although there was concern as to the sustainability 

of this funding.  In other case study areas, focus groups with refugee participants 

revealed considerable dissatisfaction both with the number of hours available, and with 

the fact that classes were mixed- ability.  Further questioning revealed different reasons 

for this paucity of appropriate classes.  In some cases, more classes were available, but 

structural barriers such childcare, location and the cost of transportation meant that 
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learners were unable to access them.  In case study areas 3 and 4, low numbers of 

second language speakers of English meant that education commissioners felt there was 

insufficient demand for ESOL to resource full-time provision at a range of levels.  

Interviews with ESOL and resettlement scheme co-ordinators revealed the difficulty of 

ensuring adequate ESOL provision for VPRS participants across Wales, despite the 

£10m fund made available by the Home Office for VPRS.  I also found that there was 

little motivation in either the questionnaire sample or the focus groups participants to 

learn Welsh, despite VPRS participants recognising that had been resettled into a 

country with two official languages.   
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CHAPTER SIX: EMPLOYMENT, SKILLS AND TRAINING 
 

 This chapter presents data relating to employment and training.  It will begin by 

presenting datÁ ÏÎ ÒÅÆÕÇÅÅ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÒÅÐÏÒÔÅÄ ÅÄÕÃÁÔÉÏÎ ÁÎÄ ÅÍÐÌÏÙÍÅÎÔ ÈÉÓÔÏÒÉÅÓȟ 

experiences of employment in the United Kingdom, and aspirations for employment in 

Wales and the United Kingdom.  It will then go on to analyse the barriers to employment 

for refugee participants of this study and critique the labour conditions under which 

some refugees have been employed.   

 

6.1 Questionnaire  data 
a) Employment history 

Figure 6.1: bar chart showing questionnaire ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÒÅÓÐÏÎÓÅÓ ÔÏ ÔÈÅ ÑÕÅÓÔÉÏÎȟ Ȭ7ÈÁÔ ×ÁÓ ÙÏÕÒ ÍÁÉÎ 
ÁÃÔÉÖÉÔÙ ÂÅÆÏÒÅ ÃÏÍÉÎÇ ÔÏ ÔÈÅ 5+ȩ 4ÉÃË ÏÎÅȭȢ 4ÈÅ ÒÅÓÕÌÔÓ have been separated by gender. 

 

1ÕÅÓÔÉÏÎÎÁÉÒÅ ÐÁÒÔÉÃÉÐÁÎÔÓ ×ÅÒÅ ÁÓËÅÄ Ȭ7ÈÁÔ ×ÁÓ ÙÏÕÒ ÍÁÉÎ ÁÃÔÉÖÉÔÙ ÂÅÆÏÒÅ 

ÃÏÍÉÎÇ ÔÏ ÔÈÅ 5+ȩ 4ÉÃË ÏÎÅȢȭ τυ people responded to this question. The blue bars of 

figure 6.1 represent female respondents, while the red represent male respondents.  As 

figures 6.1 and 6.2 show, the majority of male questionnaire respondents were either 
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employed or self-employed prior to travelling to the United Kingdom.  While a sizeable 

minority of 8 women were engaged in education, employment, or volunteering prior to 

coming to the UK - ÔÈÅ ÍÁÊÏÒÉÔÙ ɉρτɊ ×ÅÒÅ ÅÎÇÁÇÅÄ ÉÎ ÃÁÒÉÎÇ ÒÅÓÐÏÎÓÉÂÉÌÉÔÉÅÓ ɉȬÌÏÏËÉÎÇ 

ÁÆÔÅÒ ÔÈÅ ÈÏÍÅ ÁÎÄ ÆÁÍÉÌÙȭɊȢ   

 

Figure 6.2ȡ ÂÁÒ ÃÈÁÒÔ ÉÎÄÉÃÁÔÉÎÇ ÆÒÅÑÕÅÎÃÙ ÏÆ ÒÅÓÐÏÎÓÅÓ ÔÏ ÔÈÅ ÑÕÅÓÔÉÏÎ Ȭ(ÁÄ ÙÏÕ ÅÖÅÒ ÂÅÅÎ ÉÎ ÐÁÉÄ 
employment/ self-ÅÍÐÌÏÙÍÅÎÔ ÐÒÉÏÒ ÔÏ ÃÏÍÉÎÇ ÔÏ ÔÈÅ 5ÎÉÔÅÄ +ÉÎÇÄÏÍȩȭ  2Åsults separated by gender.   

 

44 people responded to the question Ȭ(ÁÄ ÙÏÕ ÅÖÅÒ ÂÅen in paid employment/ 

self-ÅÍÐÌÏÙÍÅÎÔ ÐÒÉÏÒ ÔÏ ÃÏÍÉÎÇ ÔÏ ÔÈÅ 5ÎÉÔÅÄ +ÉÎÇÄÏÍȩȭȟ ςπ ×ÏÍÅÎ ÒÅÐÏÒÔÅÄ ÔÈÁÔ ÔÈÅÙ 

had not been in paid employment, while 4 had.  By contrast, 18 men had been in paid 

employment/ self-employment, while 2 had not.  This is shown in Figure 6.2 (above). Of 

those 2 men who had not, both fell within the 16-24 age category.     

Types of employment varied between respondents.  Sectors represented in the 

sample included skilled labour (plumbing, stonemasonry, building, gardening); 

production (factory work, welding); business (shop owners and keepers), and 

professional work (teaching and architecture).  4 women and 18 men had been 
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employed prior to resettlement, while 20 women and 2 men indicated that they had not 

been employed prior to coming to the UK.   
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b) Qualifications and prior education  

 

 Questionnaire respondents were asked to select all the levels of education they 

had attended from the following list: Primary (basic school education); Secondary 

(advanced school education); Further (college level education); or Higher (University 

education).  44 people responded to this question. Out of these, all stated that they had 

attended primary level education.  25 respondents attended secondary level education; 

7 respondents had attended further education, and 6 respondents had attended higher 

education.  The data were then further analysed according to the gender of participants, 

in order to ascertain whether there was a difference between genders in terms of level 

of educational attainment.  

 

 

 

Figure 6.3ȡ ÐÉÅ ÃÈÁÒÔÓ ÄÅÍÏÎÓÔÒÁÔÉÎÇ ÆÒÅÑÕÅÎÃÉÅÓ ÏÆ ÒÅÓÐÏÎÓÅÓ ÔÏ ÔÈÅ ÑÕÅÓÔÉÏÎ Ȭ7ÈÁÔ ÌÅÖÅÌÓ ÏÆ ÅÄÕÃÁÔÉÏÎ ÈÁÖÅ 
ÙÏÕ ÃÏÍÐÌÅÔÅÄȩ 4ÉÃË ÁÌÌ ÔÈÁÔ ÁÐÐÌÙȢȭ  $ÁÔÁ ÓÅÐÁÒÁÔÅÄ ÂÙ ÇÅÎÄÅÒȢ  
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As Figure 6.3 shows, there was little difference in the level of educational attainment 

between genders, with similar numbers of men and women accessing education from 

primary to University -level education.   

 

τρ ÐÅÏÐÌÅ ÒÅÓÐÏÎÄÅÄ ÔÏ ÔÈÅ ÑÕÅÓÔÉÏÎ Ȭ$ÉÄ ÙÏÕ ÇÁÉÎ Á ÑÕÁÌÉÆÉÃÁÔÉÏÎ ɉÃÅÒÔÉÆÉÃÁÔÅɊ ÆÒÏÍ 

ÙÏÕÒ ÓÔÕÄÉÅÓ ÂÅÆÏÒÅ ÃÏÍÉÎÇ ÔÏ ÔÈÅ 5+ȩȭ /Æ ÔÈÅÓÅȟ 14 questionnaire respondents report 

having gained qualifications from their studies, while 27 did not. Furthermore, only 6 

ÒÅÓÐÏÎÄÅÎÔÓ ÁÎÓ×ÅÒÅÄ ÙÅÓ ÔÏ ÔÈÅ ÑÕÅÓÔÉÏÎ Ȭ$Ï ÙÏÕ ÈÁÖÅ ÙÏÕÒ ÃÅÒÔÉÆÉÃÁÔÅÓ ×ÉÔÈ ÙÏÕ ÉÎ 

7ÁÌÅÓȩȭȟ ×ÈÉÌÅ σρ ÁÎÓ×ÅÒÅÄ ÎÏȢ 

 

This latter point is significant.   While the lack of recognition by UK employers of 

qualifications obtained overseas has been noted as a barrier to refugee employment in 

Wales (Crawley 2013), responses to the questions on certificates demonstrate a 

different barrier.  Refugees resettled in Wales may have accessed varying levels of 

education, however many have never obtained certificates to evidence their educational 

achievement.  Any qualifications gained may have been lost, destroyed, or otherwise be 

unobtainable. Thus, the issue is more complex than a need for employers to recognise 

overseas qualifications - a process made simpler by organisations such as the UK 

National Agency for the Recognition of International Certificates (UKNARIC)1.  Rather, it 

is an issue of recognising the skills and achievements of those who may not hold 

tangible evidence of their prior experience. The issue of recognition of prior learning 

and skills is discussed further in chapter 7.  

 

c) Current employment 

 

Of all those who responded to the questionnaire, only 1 participant reported 

being currently employed.  The rest of the sample either did not respond to the 

question relating to current employment, ÏÒ ÔÉÃËÅÄ Ȭ4ÈÉÓ ÑÕÅÓÔÉÏÎ ÄÏÅÓ ÎÏÔ ÁÐÐÌÙ ÔÏ 

ÍÅȭȢ !Ó ÆÉÇÕÒÅ 6.4 (below) shows, the participant considered themselves to be 

employed in a job much lower than their level of skill and experience.  The 

                                                 
1 5+.!2)# ÉÓ ÔÈÅ ȰÄÅÓÉÇÎÁÔÅÄ 5ÎÉÔÅÄ +ÉÎÇÄÏÍ ÎÁÔÉÏÎÁÌ ÁÇÅÎÃÙ ÆÏÒ ÔÈÅ ÒÅÃÏÇÎÉÔÉÏÎ ÁÎÄ ÃÏÍÐÁÒÉÓÏÎ ÏÆ 
ÉÎÔÅÒÎÁÔÉÏÎÁÌ ÑÕÁÌÉÆÉÃÁÔÉÏÎÓ ÁÎÄ ÓËÉÌÌÓȢȱ  &ÏÒ ÍÏÒÅ ÉÎÆÏÒÍÁÔÉÏÎȡ ɉhttps://www.naric.org.uk/naric/ )  

https://www.naric.org.uk/naric/
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participantȭ ÁÎÓ×ÅÒÓ ÔÏ ÏÔÈÅÒ ÑÕÅÓÔÉÏÎÓ ÉÎ ÔÈÅ questionnaire indicated that he was 

male, had attained a primary level of education, had worked as a welder, and had 

obtained no qualifications from his studies prior to coming to the UK. He reported 

ÔÈÁÔ ÈÅ ÃÏÕÌÄ ÒÅÁÄ ÁÎÄ ×ÒÉÔÅ ×ÉÔÈ Á ÓÃÏÒÅ ÏÆ υ ɉȬÆÌÕÅÎÔÌÙȭɊ ÉÎ !ÒÁÂÉÃ ɉÈÉÓ ÆÉÒÓÔ 

ÌÁÎÇÕÁÇÅɊȢ  (Å ÇÁÖÅ ÈÉÍÓÅÌÆ Á ÓÃÏÒÅ ÏÆ ς ɉȬÁ ÌÉÔÔÌÅȭɊ ÁÃÒÏÓÓ ÔÈÅ ÆÏÕÒ ÓËÉÌÌÓ ÏÆ ÒÅÁÄÉÎÇȟ 

writing, speaking and listening in English.  )Î ÒÅÓÐÏÎÓÅ ÔÏ ÔÈÅ ÑÕÅÓÔÉÏÎȟ Ȭ)Æ ÙÏÕ ÈÁÖÅ 

not been able to find employment which matches your skills and experience, can you 

ÔÅÌÌ ÕÓ ×ÈÙ ÙÏÕ ÔÈÉÎË ÔÈÉÓ ÍÉÇÈÔ ÂÅȩȭ  ÔÈÅ ÐÁÒÔÉÃÉÐÁÎÔ ÒÅÓÐÏÎÄÅÄȡ ȰÄÏ ÎÏÔ ÈÁÖÅ ÔÈÅ 

ÒÉÇÈÔ ÑÕÁÌÉÆÉÃÁÔÉÏÎÓȱȢ   

 

 Figure 6.4: image of questionnaire response.  

During focus groups, one participant stated that they were currently in 

employment.  When asked in what capacity the participant was employed, they 

responded that they worked in a takeaway.  The issue of the quality of employment 

ÁÎÄ ȬÆÁÉÒ ×ÏÒËȭ ÉÓ ÆÕÒÔÈÅÒ ÄÉÓÃÕÓÓÅÄ ÉÎ ÃÈÁÐÔÅÒ χ of this chapter.   
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d) Aspiration 

The questionnaire ÇÁÔÈÅÒÅÄ ÄÁÔÁ ÏÎ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÁÓÐÉÒÁÔÉÏÎÓ ÆÏÒ ÌÉÆÅ ÉÎ Wales.  

0ÁÒÔÉÃÉÐÁÎÔÓ ×ÅÒÅ ÁÓËÅÄ Ȱ7ÈÁÔ ×ÏÕÌÄ ÙÏÕ ÌÉËÅ ÔÏ ÄÏ ×ÈÉÌÅ ÙÏÕ ÁÒÅ 7ÁÌÅÓȾ ÔÈÅ 5+ȩ 4ÉÃË 

ÁÓ ÍÁÎÙ ÁÓ ÙÏÕ ×ÉÓÈȢȱ  4ÈÅÙ ×ÅÒÅ ÏÆÆÅÒÅÄ Á ÃÈÏÉÃÅ ÏÆ ÔÈÅ ÆÏÌÌÏ×ÉÎÇ ÓÔÁÔÅÍÅÎÔÓȟ ÁÎÄ 

asked to tick all that applied:  

¶ To get any job 

¶ To get a job that matches my skills and experiences 

¶ To learn/ improve my English through English classes 

¶ To learn/ improve my Welsh through Welsh classes 

¶ To undertake further study or training to improve my skills 

¶ To study at University/ Higher Education level 

¶ To volunteer with an organisation 

¶ To gain work experience/ internship/ a placement with an organisation 

¶ Other (please specify) 

 

2ÅÓÐÏÎÓÅÓ ÔÏ ÔÈÉÓ ÑÕÅÓÔÉÏÎ ɉÌÁÂÅÌÌÅÄ Ȱ!ÓÐÉÒÁÔÉÏÎȱɊ ÈÁÖÅ ÂÅÅÎ ÃÏÍÐÉÌÅÄ ÁÎÄ ÁÒÅ 

presented in the pie chart of Figure 6.5 (below).  Readers should note that, in order to 

ÒÅÐÒÅÓÅÎÔ ÔÈÅ ÄÁÔÁ ÍÏÒÅ ÃÌÅÁÒÌÙȟ ÔÈÅ ÃÁÔÅÇÏÒÉÅÓ ÏÆ Ȱ4Ï ÕÎÄÅÒÔÁËÅ ÆÕÒÔÈÅÒ ÓÔÕÄÙ ÏÒ 

ÔÒÁÉÎÉÎÇ ÔÏ ÉÍÐÒÏÖÅ ÍÙ ÓËÉÌÌÓȱ ÁÎÄ Ȭ4Ï ÓÔÕÄÙ ÁÔ 5ÎÉÖÅÒÓÉÔÙȾ (ÉÇÈÅÒ %ÄÕÃÁÔÉÏÎ ÌÅÖÅÌȱ ÈÁÖÅ 

ÂÅÅÎ ÁÍÁÌÇÁÍÁÔÅÄ ÉÎÔÏ ÔÈÅ ÂÒÏÁÄ ÃÁÔÅÇÏÒÙ Ȱ4Ï ÇÏ ÔÏ (%Ⱦ ÕÎÄÅÒÔÁËÅ ÆÕÒÔÈÅÒ ÔÒÁÉÎÉÎÇȱ 

ɉÒÅÐÒÅÓÅÎÔÅÄ ÉÎ ÙÅÌÌÏ× ÏÎ ÔÈÅ ÐÉÅ ÃÈÁÒÔɊȢ  3ÉÍÉÌÁÒÌÙȟ ÔÈÅ ÃÁÔÅÇÏÒÙ ÏÆ Ȱ4Ï ÖÏÌÕÎÔÅÅÒ ×ÉÔÈ 

ÁÎ ÏÒÇÁÎÉÓÁÔÉÏÎȱ ÈÁÓ ÂÅÅÎ ÁÍÁÌÇÁÍÁÔÅÄ ×ÉÔÈ Ȱ4Ï ÇÁÉÎ ×ÏÒË ÅØÐÅÒÉÅÎÃÅȾ ÉÎÔÅÒÎÓÈÉÐȾ Á 

ÐÌÁÃÅÍÅÎÔ ×ÉÔÈ ÁÎ ÏÒÇÁÎÉÓÁÔÉÏÎȱ ÔÏ ÃÒÅÁÔÅ Ȱ4Ï ÖÏÌÕÎÔÅÅÒȾ ÉÎÔÅÒÎȾ ÇÁÉn work 

ÅØÐÅÒÉÅÎÃÅȱȟ ÒÅÐÒÅÓÅÎÔÅÄ ÉÎ ÔÅÁÌ ÏÎ ÔÈÅ ÐÉÅ ÃÈÁÒÔȢ  )Î ÂÏÔÈ ÉÎÓÔÁÎÃÅÓȟ ÉÔ ×ÁÓ ÆÅÌÔ ÔÈÁÔ ÔÈÅ 

sub-categories were too similar, and levels of response too small to meaningfully 

differentiate between the two in data analysis.   
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Figure 6.5: pie chart inÄÉÃÁÔÉÎÇ ÆÒÅÑÕÅÎÃÙ ÏÆ ÒÅÓÐÏÎÓÅÓ ÔÏ ÔÈÅ ÑÕÅÓÔÉÏÎ Ȭ7ÈÁÔ ×ÏÕÌÄ ÙÏÕ ÌÉËÅ ÔÏ ÄÏ ×ÈÉÌÅ ÙÏÕ 
ÁÒÅ ÉÎ 7ÁÌÅÓȾ ÔÈÅ 5+ȩ 4ÉÃË ÁÓ ÍÁÎÙ ÁÓ ÙÏÕ ×ÉÓÈȭ  

 

 43 people responded to this question. As shown in Figure 6.5, 33 out of 43 

respondents indicated that they wished to learn English.  20 respondents wished to get 

a job which matched their skills and experiences; 16 wished to volunteer/ intern/ gain 

work experience; 14 wished to progress to Higher Education/ undertake further 

training; 12 wished to get any job (regardless of its level of skill or experience), and only 

1 respondent wished to learn Welsh.  Figure 6.6 (below) shows the results for this 

dataset, separated by gender. 
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Figure 6.6: pie charts indicating responses to the question Ȭ7ÈÁÔ ×ÏÕÌÄ ÙÏÕ ÌÉke to do in Wales? Tick all that 
ÁÐÐÌÙȢȭ  Data separated by gender.  

 

 

As Figure 6.6 shows, similar numbers of men and women reported that they 

would like to learn English. More men than women reported that they would like to get 

any job, to get a job matching their levels of skill and experience, and to volunteer or 

gain work experience. However some female respondents nevertheless expressed the 

wish to get a job and gain work experience, and more women than men expressed a 

desire to undertake further training/ progress to Higher Education.  The barriers to 

employment are discussed in the next section.  
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6.2 Barriers to Employment  
 

a) Ȭ,ÁÎÇÕÁÇÅ ÂÁÒÒÉÅÒȭ  

Low proficiency in English was by far the most oft-cited barrier to securing 

ÅÍÐÌÏÙÍÅÎÔ ÁÃÒÏÓÓ ÔÈÅ ÓÁÍÐÌÅȢ  2ÅÆÅÒÅÎÃÅ ÔÏ ÔÈÅ ÅØÉÓÔÅÎÃÅ ÏÆ Á ȬÌÁÎÇÕÁÇÅ ÂÁÒÒÉÅÒȭ ÔÏ 

employment was observed throughout the dataset, including the questionnaire 

responses, in focus groups with refugee participants, and in interviews.   The examples 

are too numerous to all be listed, however a selection is presented below.  

 

2ÅÓÐÏÎÓÅÓ ÔÏ ÑÕÅÓÔÉÏÎ χȢσ! ɉȬ)Æ ÙÏÕ ÈÁÖe not been able to find employment at a 

level which matches your skills and experience, can you tell us why you think this might 

be?) included: 

 

1. I need to study the language first to complete my higher education and 

find a job. 

2. I do not have qualifications and I need to look after my children and also 

my language is not that good to help me to get a job. 

3. I still studying ESOL to improve English language. I have to speak Welsh 

as well to be able to teach.  

4. I do not speak English very well.  

 

One refugee participant, Ali, elaborated:  

My CV is on lots of website on the internet, and I receive hundreds of 

emails daily, and I do apply for the majority of them no matter where they 

are or how much they offer, but always the answer from the vast majority 

of them is ÁÎ ÅØÃÕÓÅ ÂÅÃÁÕÓÅ ) ÄÏÎȭÔ ÓÐÅÁË Á ÒÅÁÌÌÙ ÇÏÏÄ %ÎÇÌÉÓÈȟ ÁÌÓÏ ) 

ÈÁÖÅ ÁÔÔÅÎÄÅÄ ÔÏ ÔÏÏ ÍÁÎÙ ÊÏÂȭÓ ÉÎÔÅÒÖÉÅ×Ó ÉÎ ɍØØØɎȟ ÁÎÄ ÔÈÅ ÍÁÊÏÒÉÔÙ ÏÆ 

them has rejected me because my English level even if I have all the 

requirements and the experience required 

(Excerpt from written testimonial)  
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4ÈÅ ÃÏÎÃÅÐÔ ÏÆ Á ȬÌÁÎÇÕÁÇÅ ÂÁÒÒÉÅÒȭ ÔÏ ÅÍÐÌÏÙÍÅÎÔ ×ÁÓ ÁÌÓÏ ÒÅÆÅÒÒÅÄ ÔÏ ÉÎ ÉÎÔÅÒÖÉÅ×Ó 

with caseworkers, education co-ordinators, and employment advisors tasked with 

ÓÕÐÐÏÒÔÉÎÇ ÒÅÆÕÇÅÅ ÐÁÒÔÉÃÉÐÁÎÔÓȭ ÉÎÔÅÇÒÁÔÉÏÎȢ  3ÏÍÅ ÅØÃÅÒÐÔÓ ÁÒÅ ÒÅproduced below.  

1 BD: -ÁÅ ÙÎÁ ÇÙÍÁÉÎÔ ÏȭÒ ÂÏÂÌ ÈÙÎ ÓÙÄÄ ÅÉÓÉÁÕ Ç×ÁÉÔÈȟ  
2 Á ÐÅ ÂÁ×Î ÎÉ ȬÄÉ ÌÌ×ÙÄÄÏ ÄÏÄ Ï ÈÙÄ É Ó×ÙÄÄ ÉÄÄÙÎÔ ÅÒÂÙÎ ÈÙÎȟ 

ÂÁÓ×Î ÎÉ ȬÄÉ ÎÅÕÄ  
3 oherwydd mae digon o sgiliau ganddynt.   
4 Ȭ$ÁÎ ÎÉ ȬÄÉ ÄÅÌÉÏ ÇÙÄÁ ÓÁ×Ì ÃÙÆÌÏÇÙÄÄȟ  
5 ÎÉ ȬÄÉ ÇÏÆÙÎ ÏÓ ÁÌÌÅÎ ÎÈ× ÙÍÕÎÏ ÁȭÒ Ç×ÁÉÔÈ ÏÎÄ ÍÁÅȭÒ ÃÙÆÌÏÇÙÄÄÉÏÎ 

ȬÄÉ Ç×ÒÔÈÏÄ  
6 achos inswrans a iechyd a diogelwch.   
7 &ÅÌÌÙȟ Ù ÆÆÏÒÄÄ ȬÄÁ ÎÉȭÎ ÅÄÒÙÃÈ ÁÒÅ ÅÕ ÈÏÌÁÕȟ 3ÁÅÓÎÅÇ Ù×ȭÒ ÕÎÉÇ 

rhwystr.  
 
1 BD: There are so many of these people that are desperate for 

work,  
2 and if we could have got them a job by now we would have  
3 because the skills are there.  
4 7ÅȭÖÅ ÄÅÁÌÔ ×ÉÔÈ ÄÉÆÆÅÒÅÎÔ ÅÍÐÌÏÙÅÒÓȟ  
5 ×ÅȭÖÅ ÁÓËÅÄ ÉÆ ÔÈÅÙ ÃÁÎ ÇÏ ÉÎÔÏ ÔÈÁÔ ×ÏÒË ÂÕÔ ÔÈÅ ÅÍÐÌÏÙÅÒÓ ×ÏÎȭÔ  
6 because of insurance and health and safety.  
7 So the way we are looking after them is that English is their only 

barrier.  
(Excerpt from interview with employment advisor, Ȭ"$ȭȟ case study area 
3)  
 

1  )ÎÔÅÒÖÉÅ×ÅÒȡ 7ÈÁÔȭÓ ÓÔÏÐÐÉÎÇ ÈÉÍ ÇÅÔÔÉÎÇ Á ÊÏÂ ÁÓ Á ÐÌÁÓÔÅÒÅÒ 
 tomorrow? 

2 RT:  The language. 
(Excerpt from interview with employment advisor, Ȭ24ȭȟ case study area 
4)  

Not only do these excerpts frame language proficiency as a barrier to employment, 

but the primary barrier to employment.  As Ali writes, in response to his applications for 

×ÏÒËȟ Ȱalways the answer [xxx] is an excuseȱ ÂÅÃÁÕÓÅ ÈÅ ÄÏÅÓÎȭÔ ÓÐÅÁË ȰÁ ÖÅÒÙ ÇÏÏÄ 

%ÎÇÌÉÓÈȱȢ  !ÃÃÏÒÄÉÎÇ ÔÏ ÔÈÅ ÅÍÐÌÏÙÍÅÎÔ ÁÄÖÉÓÏÒ ÉÎ ÃÁÓÅ ÓÔÕÄÙ ÁÒÅÁ σȟ ÔÈÅ ×ÁÙ ÔÈÅ 

ÒÅÆÕÇÅÅÓ ÁÒÅ ÂÅÉÎÇ ÌÏÏËÅÄ ÁÆÔÅÒ ÍÅÁÎÓ ÔÈÁÔ %ÎÇÌÉÓÈ ÃÁÎ ÂÅ ÔÈÅÉÒ Ȱonly barriÅÒȱ ÔÏ 

employment.  These excerpts were fairly representative across the dataset - in 

questionnaire/ interview responses where English was framed as a barrier to 

employment, it was typically framed as the most significant barrier.   

 Once interview participants were probed as to why a lack of (typically, English) 

language proficiency was a barrier to employment, the most frequently-cited reason 
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was that poor English language proficiency would pose a health and safety risk in the 

workplace, as in the below excerpts: 

1 JA: ɍ-ÁÅɎ ÎÉÆÅÒ Ï ÂÏÂÌ ÙÎ ÄÁ ÉÁ×Î ÙÎ ÙÍÁÒÆÅÒÏÌȟ ÇÙÄÁȭÉ ÄÄ×ÙÌÏȟ  
2 Á ÍÁÅ ÎÈ×ȭÎ ÃÙÒÒÁÅÄÄ Çyda sgiliau proffesiynnol tebyg,  
3 ond dyw eu lefelau Saesneg dim yn barod ar gyfer yr elfen iechyd a 
diogelwch.  
1 JA: ɍ4ÈÅÒÅȭÓɎ ÑÕÉÔÅ Á ÆÅ× ÐÅÏÐÌÅ ×ÈÏ ÁÒÅ ÒÅÁÌÌÙ ÐÒÁÃÔÉÃÁÌÌÙ ÇÏÏÄ 
with their hands  
2 and they- ÔÈÁÔȭÓ ÔÈÅ ÐÒÏÆÅÓÓÉÏÎ ÔÈÅÙ ÃÏÍÅ ×ÉÔÈ  
3 wherÅÁÓ ×ÈÅÎ ÉÔ ÃÏÍÅÓ ÔÏ ÈÅÁÌÔÈ ÁÎÄ ÓÁÆÅÔÙ %ÎÇÌÉÓÈ ÉÓÎȭÔ ÒÅÁÄÙ ÆÏÒ 
that. 
(Excerpt from interview with resettlement co-ordinator, Ȭ*!ȭ case study 
area 3)  

1 PO: Amazon came back with a straight no when the jobcentre 
approached them because of the English.  

2 AnÄ ÉÔȭÓ ÂÅÃÁÕÓÅ ÏÆ ÈÅÁÌÔÈ ÁÎÄ ÓÁÆÅÔÙȟ ÎÏÔ ÔÈÁÔ ÔÈÅÙ ÃÁÎȭÔ ÄÏ ÔÈÅ ÊÏÂȢ  
3 Amazon would have put on a bus to get there and back, the wage 

was really good.  
4 Hard work but they are hard workers. 
5 EW: It seems to always boil down to this one factor, the level of 

English 
(Excerpt with resettlement co-ordinator  ɉȬ0/ȭɊ and volunteer ɉȬ%7ȭɊ case 
study area 4)  

 

High proficiency in English was sometimes posited as a gateway to opportunity: 

 
1 ET: 0Å ÂÁ×Î ÎÉȭÎ ÍÅÄÒÕȭÉ ÄÁÎÇÏÓ Ù ÆÆÏÒÄÄȟ Ä×ÉȭÎ Ç×ÙÂÏÄ ÆÅÄÒÉ 
nhw cyflawni pethe anhygoel  
2 ÃÈÉȭÍÂÏ ÆÅÌ ÃÙÆÌÏÇÁÄ×ÙÅÄÄ Ä×ÉȭÎ Ç×ÙÂÏÄ ÆÅÄÒÉ ÎÈ× Ç×ÎÅÕÄȟ 
3  ÏÎÄ ÙÎ ÁÎÆÆÏÄÕÓ ÍÁÅȭÒ ÄÉÆÆÙÇ 3ÁÅÓÎÅÇ ÙÎ ÅÕ ÒÈ×ÙÓÔÒÏ ÎÈ× ÏÎÄ 
gallen nhw gwneud!  
4 0ÁÎ ÆÏȭÃÈ 3ÁÅÓÎÅÇ ÙÎ ÄÄÁȟ mae cyfle ar gael. 
 
1 ET: If we could push them in the right direction I know they can 
achieve amazing things you know 
2  like employability, I know they can do it  
3 but unfortunately a lack of English is preventing them but they can 
do it! ɍȣɎ  
4  once your English is good, opportunity available. 

(Excerpt from interview with caseworker ɉȬ%4ȭɊ, case study area 1) 

4ÈÅ ÃÏÍÍÏÎ ÔÈÅÍÅ ÔÈÁÔ ÓÐÁÎÓ ÔÈÅÓÅ ÕÔÔÅÒÁÎÃÅÓ ÉÓ ÔÈÁÔ ÏÆ Ȭ%ÎÇÌÉÓÈ ÆÉÒÓÔȭ ɀ the notion 

being that refugee participants must improve their English language, first and foremost, 

prior to further achievement.  Then, once a certain level of English language proficiency 












































































































