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Abstract

This thesis examines the contribution of ‘ethnic’ background to the school
experiences of educationally and socially disadvantaged students in the senior years
of high school (n=927). To investigate the role both of ethnic identification and its
interplay with institutional factors, a comparative analysis of secondary student
experiences in two national settings was undertaken. The case of Turkish-
background students in Australia and France suggests that the influences of ethnic
identity are thoroughly transformed from one setting to the other by distinctive
pedagogical structures. Streaming and severe academic judgement in France lower
academic self-esteem, while creating resentment and social distance between
students and teachers. By contrast, the deferral of selection and judgement in
Australia allows, temporarily, for a more convivial classroom atmosphere, but fails
just as surely to successfully navigate students through the curriculum and achieve
academic success. The accommodations of both systems to students in ‘peripheral’
locations constitute logics of marginal integration which enable and legitimise
‘exclusion from within’. Student efforts to make meaning of school life through peer
cultures which share many similarities across institutional and national boundaries
emerge as what | have called strategies of marginal integration. Ethnic-minority
students appear to be particularly susceptible to those logics and strategies, which
reinforce their position within the system as marginal. This study therefore identifies
the difficulties facing both systems as emerging from common overarching structural
qualities.

Résumé

Cette these examine, au niveau lycée, la contribution de I'origine ethnique aux
expériences scolaires d’éléves désavantagés (N=927). Elle a pour objectif d’étudier
les rapports entre inégalité sociale, expérience scolaire, et structure institutionnelle.
Afin d’enquéter sur le role de lidentification ethnique et sa relation aux facteurs
institutionnels, une analyse comparative a été menée dans deux pays. L’étude du
cas des éléves d’'origine turque en France et en Australie indique que les influences
de Tlethnicité sont transformées d'un contexte a lautre par des structures
pédagogiques distinctives. En France, les filieres et les jugements académiques
séveres en réduisent I'estime de soi, en créant de I'aliénation et de la distance
sociale entre éléve et professeur. En Australie, au contraire, le différemment de la
sélection et du jugement permet, de facon temporaire, une atmosphére plus
conviviale en cours, mais ne réussit pas a assurer le succes académique des éleves.
Les efforts des deux systémes dans les sites périphériques constituent des logiques
d’intégration marginales qui permettent I'exclusion de l'intérieure. Les efforts des
éleves pour donner un sens a la vie scolaire a travers des cultures de pairs qui se
ressemblent dans les deux contextes font partie des stratégies d'intégration
marginale. Les éléves d'origine immigrée semblent particulierement concernés par
ces logiques et stratégies, qui renforcent leur position subordonnée dans le systéme.
L'étude identifie alors les difficultés auxquelles sont confrontés les deux systéemes
comme résultant de caractéristiques structurelles.
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Summary in French

Résumé détaillé en francais

Ethnicité et inégalité scolaire: une  enquéte sur I'expérience lycéenne

en Australie et en France

Malgré ses promesses de démocratisation, I'enseignement secondaire de masse
aujourd’hui encore préserve et produit des inégalités sociales (Duru-Bellat, 2002;
Teese & Polesel, 2003). Cette these cherche a comprendre comment ces inégalités
sont vécues par ceux qui les supportent. La question se pose car la fagcon dont I'école
est vécue joue un role dans la production et gestion des inégalités, et peut éclairer les
liens et dissonances entre identité scolaire et identité sociale.  Comprendre
I'expérience scolaire dans le contexte des inégalités scolaires demande comme point
de départ une bonne appréciation des identités sociales chez les plus désavantagés.
La contribution de cette thése en est une exploration, elle vise plus spécifiqguement a
savoir comment [I'histoire migratoire et I'ethnicité, comme dimensions de lidentité
sociale, s’inserent dans la construction de I'expérience scolaire. Ce processus dépend
non seulement des origines individuelles mais aussi de l'offre de formation, des
structures scolaires, et de la portée symbolique de I'ethnicité dans les rapports sociaux

(Lorcerie, 2003). Voici pourquoi nous avons choisi une approche comparative.

Méthodes

La méthode que nous avons adoptée consiste a enquéter sur I'expérience des éléeves
vers la fin de leur scolarité au moyen de questionnaires et d'interviews®. La volonté
des politigues de garder de plus en plus d’éléves plus longtemps dans le systeme
éducatif ameéne de nouvelles populations, et une nouvelle dynamique, dans des
structures congues au départ pour d’autres. Nous avons analysé les interactions avec
deux systemes scolaires (Francais et Australien) d’'un public populaire et a forte
composante d’origine immigrée. Notre démarche est limité aux éléves scolarisés au

niveau ‘year 11’ (premiére général et technologique, deuxieme de année BEP). Sans

! Reproduits en Appendice 3.

Xiii



doute des processus qui affectent les éleves a cette étape de leur scolarité different de
ceux qui jouent sur les plus jeunes, ou les plus agés.

Les contextes sociopolitiques sont différents, mais la France et I'Australie
partagent des évolutions sociales qui confrontent les établissements d’enseignement
secondaires aux mémes questions de I'adaptation a ces évolutions. Les populations
turques en France et en Australie partagent une histoire migratoire, un profil social, et
un manque de réussite scolaire chez les deuxiemes générations similaires. Pour cette
raison, les enfants issues de I'immigration turque on été choisis pour mieux isoler les
effets uniques de chaque systeme scolaire ; de méme, un échantillon de sites ou sont
concentrés les lycéens de cette origine a été construit.

L’échantillon comporte huit établissements australiens et quatre établissements
francais. Les éléves australiens préparent un dipldbme unique dans des
etablissements publics, souvent de petite taille, mais également dans deux
établissements ‘turcs’ privés, dont la présence est un phénomene récent dans les
guartiers populaires. Les jeunes en France sont regroupés dans deux établissements
professionnels, ou ils préparent des BEP, ou alors en classe de premiéere, dans
diverses filieres proposés par deux établissements généraux et technologiques. Dans
la répartition en filieres nous retrouvons des divisions importantes selon l'origine
migratoire, au-dela méme de l'origine sociale. Les éleves d'origine étrangére sont
surreprésentés dans les filieres les moins « cotées ».

L’échantillon a un profil populaire dans les deux pays, et a part les enfants issus
de l'immigration turque, un nombre important d’enfants issus de l'immigration du
Maghreb (en France) et du Moyen Orient (en Australie) ont été regroupés dans une
catégorie Arabophone pour les analyses. En tout, 40 pourcent de I'échantillon francais
et 60 pourcent de I'échantillon australien parlent une langue autre que celle enseignée
a I'école chez eux. Des difficultés rencontrées dans le recueil de données en France
font que la taille de I'échantillon d’enfants issus de I'immigration turque est restreinte,
ce qui réduit la possibilité de tirer des conclusions a partir d'une partie de I'analyse

guantitative.

Résultats et discussion
Les enfants issus de I'immigration turque a Melbourne, en Australie, tendent a
créer des notions « fantaisistes » de leurs futurs (attentes trés élevées méme chez les

plus faibles) et a garder des visions idéalisées de leur exercice du métier d’éleve. Ces
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idées se développent dans I'absence de d’obstacles aux réves, et les éleves ont du
mal a discerner les signes subtils qui leur permettrait d’évaluer de facon plus réaliste
leur niveau objectif. En Australie les éleves bénéficient d’'une promotion presque
automatique et sont libres de choisir les options qui leur plaisent — du moins en
théorie. Ces éléves manquent les ressources en capital culturel et social a partir
desquelles ils pourraient construire des attentes et des parcours « réalisables ». Les
lycées, pour leur part, sont complices dans ce phénoméne, qui impacte moins sur les
éleves d'origine populaire et australienne dont les parents ont déja fait I'expérience,
souvent mauvaise, de ce méme systeme. Les professeurs, en cherchant a garder un
contacte avec des éleves tres faibles, réduisent les demandes académiques et
renforcent 'importance de I'affectif et de I'effort.

En plus de jouer un rble dans les aspirations professionnelles et dans
I'évaluation de soi, I'ethnicité a une place importante dans le sens donné par éléves et
professeurs aux conflits et aux capacités linguistiques. En Australie, les enfants issus
de I'immigration turque cherchent ainsi a éviter les matieres percues comme ayant un
contenu trop lourd de « langage ».

En France, les éléves issus de I'immigration turque n’ont pas la possibilité de
préserver des projets de famille fantaisistes jusqu’au lycée, et doivent au contraire se
soumettre a une logique institutionnelle qui rabaissent les attentes par la sélection et la
relégation par filiere. Ces éleves semblent particulierement sensibles aux jugements
négatifs qui ont tres souvent marqué leur parcours. Cette aliénation de I'école est
augmentée par un sentiment d’injustice dans le traitement des professeurs et de
discrimination dans la société francaise. Comme en Australie, les gargons sont moins
engagés dans le monde scolaire que les filles.

Alors que l'expérience lycéenne des jeunes d’origine turque semble tres
contrastée dans les deux systemes, on peut considérer qu'éleves francais et
australiens sont a des étapes différentes d'un méme trajet. Ce trajet pour les
australiens se caractérise par le différemment du jugement académique, qui n’est
pourtant pas moins lourd, jusqu’au dernier moment. Les attentes élevées se
retrouvent en France chez les plus jeunes, mais ne perdurent pas face aux effets de
I'orientation et de la sélection et d’exigences scolaires moins souples qu’en Australie.

Il également est possible de discerner chez les éléves issus de I'immigration
turqgue en France et en Australie une vulnérabilité particuliere aux logiques

idéologiques de la méritocratie. Dans les deux systemes, on peut constater ce que
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nous appelons « des stratégies d'intégration marginale » — des stratégies dans
lesquelles sont complices, pour la plupart, éléves et professeurs. Le remplacement
des exigences académiques par une certaine sociabilité et solidarité vise a faire
fonctionner I'école face a des éléves tres faibles, et a minimaliser les dissonances
entre identité sociale et métier d’éleve (Perrenoud, 1994). Cette stratégie trouve son
plus grand succes en Australie, mais en France, elle joue un réle important au lycée
professionnel et se trouve institutionnalisée dans la différenciation des exigences par
filiere. Les éleves qui ont réussit & parvenir aux filieres en haut de la hiérarchie
académique se trouvent dans le plus grand malaise, avec des professeurs
intransigeants qui s’attendent a des éléves forts et autonomes a l'image de ‘I'héritier’.
Cette hiérarchie, au-dela de Il'accommodation a ces nouveaux publics, rend
« acceptable » les inégalités sociales, puisqu’elles apparaissent aux éléves autant
gu'aux autres, comme de simples inégalités de don ou de performance. Néanmoins,
dans la conscience d'un certain racisme et d'une certaine injustice exprimée par
certains gargons (surtout) d’origine turque et maghrébine, I'opération méritocratique du
systéme se trouve remis en cause.

Les populations turques en France et en Australie ne subissent pas
passivement les opérations du systeme scolaire. On peut constater une forte
mobilisation de la famille, et chez les filles en particulier des pratiques d’entre-aide avec
le travail scolaire. En Australie, deux établissements privés ont été établis par la
communauté turque, et connaissent succes académique hors du commun. Le prix de
ce succes est une sélectivité académique et un travail intensif sur une tranche étroite du
curriculum avec des cours obligatoires pendant les vacances et le week-end. Malgré la
connaissance des enjeux du systeme représenté par cet investissement, les
investissements des familles et des éléves méconnaissent souvent le métier d’éleve et
la nature du travail scolaire.

Les blessures de I'échec scolaire sont gérées de fagon différente et selon une
chronométrie différente en France et en Australie. En Australie, les éléves sont libres
de choisir leur poison, et la responsabilité de tout échec reste leur incombe de fait. En
France, les éléves suivent la posologie du systeme et peuvent constater les signes
d’échec a une étape précoce de leur scolarité. Dans les deux cas, les blessures de
I'échec sont le résultat de difficultés a maitriser les demandes culturelles et cognitives
d’'un curriculum qui s’est démontré efficace dans la préservation des avantages des

« usagers » traditionnels du systéme.
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Chapter 1.
Introduction

Despite its promises of democratisation, mass secondary education today is
characterised by the maintenance and production of social inequalities (Duru-
Bellat, 2002; Teese & Polesel, 2003). The broad question this thesis seeks to
address is how social inequalities in education are experienced by those who
bear their brunt. This is a pressing question because the way in which school
Is experienced plays a role in the production and management of inequalities,
and casts light on the connections and dissonances between social and
scholarly identities. To understand school experience within the context of
educational inequalities therefore requires as a starting point a clear
appreciation of the social identities of disadvantaged groups. The contribution
of this thesis lies in a close consideration of migration history and ethnicity as
dimensions of social identity which come into play in the construction of
school experience.

Social and economic trends in developed nations over the last 30 years
have increased reliance on education as the chief vehicle for advancement
towards stable, well-paid careers, while similar opportunities for early leavers
and students with poor results have almost disappeared. In response to this
situation, educational provision has expanded in those sites where many
students would not previously have continued into the post-compulsory years.
‘New’ student populations, foremost amongst whom are the children of
migrants, now encounter the upper reaches of previously socially restricted
education systems.

Education systems are structured differently in different national
contexts, and the mechanisms which manage and deliver educational
inequalities vary both at a system level, and at the level of local operation. By
contrasting both system and local context, this thesis seeks to advance our
understanding of educational inequality in the context of its formation.

Just as the mechanisms producing educational inequalities vary, so to
do the experiences and responses of groups disadvantaged by these
mechanisms. The way students make sense of and respond to their

educational environment reflects the ways in which ‘weak’ students are
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positioned by the institution, but also reflects the cultural values and principles
of action which students bring with them and use to attempt to reposition
themselves.

Previous understandings of educational inequalities have tended to
emphasise homogeneity both in the operation of education systems and in the
experiences they produce, while underestimating the basis for variations in
experience. They posit shared attitudes and beliefs arising from the peculiar
socialisation of disadvantaged students. In particular, the shared working-
class school experience of cultural dissonance and alienation provides an
essential mechanism in sociological theories developed from the work of
Bourdieu, Willis and Bernstein (Bernstein, 1971, 1973, 1975; Bourdieu &
Passeron, 1964, 1970; Willis, 1977). The tradition of rational action theory
emerging from Boudon’s work (1979) disagrees on the question of alienation,
but again emphasises working-class homogeneity, this time in the strategies
mobilised by families.

This thesis seeks to question assumptions of unity in primary
socialisation, modes of educational investment and school experience by
articulating the perspectives of distinctive working-class sub-groups. A
comparison in two national settings of the experiences of Turkish-background
students, students from other migrant backgrounds, and non-migrant students
supports the analysis of varied social processes affecting school outcomes for
these ‘new’ populations. In this endeavour, the present study contributes to
recent work extending the sociology of educational inequality beyond
economic resources and mechanical explanations.

Work seeking to analyse the effects of differing norms and identities
affecting interactions at school has been most prominent in the analysis of the
influence of gender on school experiences and outcomes (Collins, McLeod,
Kenway, 2000; Duru-Bellat, 1989). Other symbolically and socially charged
identifications such as ethnicity and migration status have also emerged as
lines of differentiation in the academic ambitions of working-class students
(Brinbaum, 2002, 2005).

Nevertheless, the premise of educational inequality arising from shared
perceptions, beliefs and practices remains predominant. Ethnicity has even

been dismissed by some as of minimal importance in understanding
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educational inequalities because ‘ethnic’ attributes can be parcelled out into
‘non-ethnic’ variables (Vallet, 1996; Vallet & Caille, 1995).

The question of the relationship between symbolic identifications,
school experience and socially unequal outcomes remains pressing in light of
the ethnic diversity of working-class populations. This diversity, arising from
the recent history of migration, has become highly visible through the
invocation of ethnic boundaries in local conflict and wider discourses
(Lorcerie, 2003). This is the case in both France and Australia, which provide
the settings for this investigation.

The ethnic dimension
Ethnicity is understood here as a situated process of social construction
(Fenton, 2003). Because ethnicity is not a fixed category, but becomes
meaningful only in relation to context, the scope of this thesis is limited to
‘ethnic minority’ migrants and their children in particular local and institutional
settings in Australia and France.

My primary example in this study is the Turkish community, whose
settlement and strategies of educational investment have been little
considered in France or Australia, and whose similar circumstances in both
settings provide fertile ground for the cross-national comparison. Turkish
migrants began arriving in large numbers in both countries after the signing of
bilateral agreements between the respective governments in 1968, and
followed the path of earlier labour migrants to factory and construction jobs.

A number of ‘ethnic qualities’ are relevant to an investigation of school
experience in light of these elements. First, the circumstances of Turkish
migration and settlement result in a particular relationship to educational
structures. It has been argued that the Turks, in common with labour
migrants, pass on to their children a distinctively strong desire for social
improvement through education and devote particular energy to their
children’s education (Inglis, Elley, Manderson, & Office of Multicultural Affairs,
1992). At the same time, parents’ interaction with schools and support of
children is limited by lack of confidence, language skills and low levels of

participation in the labour market.
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Second, distinctively ‘Turkish® community and family norms may be
expected to have an impact on students’ interactions with school, although
there is little recent work on this question. Community bonds remain strong in
the Turkish-background populations of Australia and France, with Turkish
migrants geographically concentrated in particular areas. This has led to the
maintenance of the Turkish language and certain cultural traditions, some in
modified form, across generations. Ethnographic research has shown that
distinctive gender roles, sexual norms and sets of kinship obligation remain
important (Elley, 1985). These traditions have been viewed as limiting the
chances of girls at school, or alternatively as propelling girls to see education
as a means of avoiding onerous social or sexual norms (such as early
marriage).

Finally, the reputation of ‘the Turks’ in schools, and in society more
broadly as a more or less racialised group, may impact on students’ sense of
themselves and of others and colour their relationships at school. This
guestion has also been little researched, but it is likely that a global climate of
increasing suspicion of migrants and of Islam may leave Turkish-background
students feeling defensive or in conflict with peers and teachers.

While earlier research has signalled the potential of these factors to
influence school experience, much remains to be done in order to understand
how they actually play out in the French and Australian educational
environments in which Turkish-background students are currently placed.

Forms of schooling
In order to appreciate the interaction of ethnic background and educational
institutions, this study pays particular attention to the characteristics of the
schools which students must navigate.

Schools constantly provide students with signals about their place, their
prospects and their abilities. These signals may be transmitted in subtle
forms through the curriculum or through prevailing attitudes. Sometimes
scholastic judgement works in more visibly brutal ways, through relegation
signalling failure within a clearly established academic hierarchy. These

signals are powerful influences on student self-perception, and they are
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distinctive to particular systems, and to particular locations within those
systems.

Ultimately, education derives its legitimacy from the belief that it affords
all students opportunities for personal growth and economic advancement on
the basis of ability and effort. The experience of those students who benefit
least from these promises will depend in part on the extent to which they can
maintain or develop this belief.

This in turn leads to the question of whether the beliefs and practices
students bring from home are comforted or undermined by the conditions of
schooling. Will students share the optimistic promise of democratic education,
feel a sense of injustice, or merely hope to survive? The answer to this
guestion depends in part on the influences outlined in Table 1.1 (below).

As Table 1.1 shows, in the Victorian system educational inequalities
are managed ‘softly’ through the choices students are encouraged to make,
the resources afforded to them, and the cognitive content of the curriculum.
Students who remain at school are not explicitly sorted in preparation for
particular positions in the labour market until they learn their final examination
grades at the end of the final year of schooling’. Inequalities are also
produced in often hidden ways through the concentration of cultural and
economic capital in particular educational sites. In Australia, the private
investment by parents is combined with public subsidies to limit the
uncertainties associated with the growth of a mass system and assure the
success of the traditional users of education through private schooling and
elite state schools.

It could be expected that disadvantaged students might be less
resentful of such a diffuse and loosely structured system where they can be
“cooled out” (Foster, 1987: 169) than of a more rigidly and visibly structured
system. Indeed schools and teachers in Australia are able to limit student
alienation somewhat by virtue of the deferral of external academic judgement
to the very end of secondary education. Nonetheless, there is some evidence
of student alienation from the dominant middle-class cultural and cognitive

demands of the curriculum (Teese, 2000; Teese & Polesel, 2003).

! Equivalent to terminale in France.
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Table 1.1 French and Victorian education systems compared
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By contrast, the French system publicly sorts students into academic

streams clearly linked to labour market outcomes by the age of about fifteen.
Prior to this, many will have been obliged to repeat a year of school and all will
have passed external examinations and regularly had their academic
performances compared to those of their classmates. By senior secondary
school, the place for individual choice and dreams is reduced, and future

aspirations must be named and defended.

? Each Australian state has its own education system, and this study is concerned only with
the system of the state of Victoria. Appendix 1 provides a glossary of the terms and
acronyms relating to each system used in this thesis.
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In theory, students in France are placed in learning environments which
match their abilities and interests, but in practice students recognise a clear
hierarchy of pathways and weak students tend to be ‘relegated’ to vocational
streams. The mutual accommodation of students and teachers in
disadvantaged settings is perhaps less prevalent in France than in Australia,
and conflict between teachers and students who reject the values and content
of formal education is evident (Debarbieux, 1996; Debarbieux, Garnier,
Montoya, & Tichit, 1999).

The visibility of ethnicity in these tensions can be linked to the
universalising tendency in French educational ideology, which expresses
concern for ethnicity and religion in seeking to exclude them from the realm of
schooling. This involves prohibitions on the expression of ethnic or religious
dimensions of identity which are uncontroversial in the Australian setting.
Rather than removing the salience of ethnicity from schooling, this tendency
has tended to reinforce expressions of cultural difference as practices of
resistance (Lorcerie, 2003).

In Australia, by contrast, a tradition of multiculturalism has sought to
manage cultural diversity in less confrontational ways, but school has
nonetheless been permeated by ethnic tensions arising from wider conflicts
invoking ethnicity and religion. This has become most obvious in the hostility
directed towards Muslims and presumed Muslims subsequent to September
11 2001, and the second Gulf War, in which Australia has participated.

The organisation of schooling in France and Victoria therefore presents
the potential for the emergence of contrasting ‘cultural logics’ in the
management of disadvantage. Further, cultural logics offer every prospect of
working differently on the population under examination here (the Turks) than
for other disadvantaged students whose relationship to school is structured by

different social and cultural circumstances.
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Outline

The purpose of this thesis is to enlarge our understanding of the variation in
school experience associated with social disadvantage by seeking out the
place of ethnicity. The approach taken here is to compare the experiences of
members of a particular ethnic group with those of their peers in two
distinctive institutional contexts. To this end, my strategy is to focus on the
Turkish populations of Australia and France. The research questions are as
follows:

1. Do Turkish-background students perceive and manage the demands of

school differently to their peers?

2. Is it possible to speak of distinctively ‘Turkish’ strategies of educational
investment?
3. Do the different terrains represented by France and Australia lead to

different adaptive strategies?

The primary data is drawn from interviews and a survey of senior
students taken from 12 schools located in areas of relative social
disadvantage and which cater in some part to Turkish-background students.
The findings presented here thus do not extend to French and Australian
schools generally, but reflect the specificities of certain ‘peripheral’ sites (van
Zanten, 2001). This type of data is naturally limited by students’ conscious
appreciation of the school environment and what students are willing to
express to an outsider.

After | have placed the study within its scholarly context (chapter 2) and
outlined my research methods (chapter 3), | will present each national setting
separately before focusing on cross-national comparisons.

In Part 1, | argue that Turkish-background students in Melbourne’s
north tend to develop ‘fantasy’ notions of their futures and maintain idealised
visions of themselves as students. These notions are unchecked by formal
barriers to even the highest levels of achievement. Students have few
resources available to them upon which to form more concrete and realistic
assessments of their prospects. In this section | will show how schools are
complicit in this process, which has a lesser hold on non migrant-background
students whose parents have often passed on a cynical regard for educational
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structures. Questions of ethnicity emerge in the consciousness of students
and teachers through peer conflict and perceptions that ‘language-based’
subjects are unsuitable for Turkish-background students.

In Part 2, | argue that Turkish-background students in schools in the
east of France do not have the freedom to maintain such fantasies into the
senior years of secondary school and instead must submit to an institutional
logic which lowers aspirations through streaming.  Turkish-background
students at these sites appear to be particularly susceptible to the negative
judgements they have been subjected to through the process of ‘orientation’
(development of vocational pathways). Their alienation is heightened by a
feeling of unjust treatment by teachers and discrimination in French society.
As in Australia, Turkish-background boys appear to be less engaged by and
committed to schooling than girls.

In Part 3, | turn to a closer analysis of the characteristics of the cultural
dynamics revealed by the contrasting experiences produced by the two
systems. My argument is that while the experiences of Turkish-background
students appear to differ radically between the two settings, both sets of
experience demonstrate a greater vulnerability to the ideological logic of the
respective systems than their peers. In addition, the contrasting experiences
may be understood as different stages on a journey which is not so dissimilar
and which are characteristic of what | have termed strategies of marginal
integration. The high hopes of migrant-background families identified in the
French literature have, by and large, been crushed by the time students are
mid-way through lycée (senior secondary school). In Victoria, the deferral of
judgement and reluctance of teachers to discourage students allows this hope
to live on a little longer, but it must eventually be confronted with the reality of
working-class educational outcomes.

This study does not presume that the association of experience with
particular variables establishes causality, and the explanations offered here
are tentative. Further, cross-national comparison introduces the potential for
a wide range of unconsidered variables. Nevertheless, the mechanisms
investigated here have been well established by previous research, and their
role may be further clarified through a comparative approach. A number of
practical difficulties which arose in the course of the study resulted in the

Chapter 1. Introduction 9



inclusion of a smaller than expected group of Turkish-background students in
France, making the interpretation of the quantitative findings for France
extremely tentative and increasing reliance on the qualitative data. Despite
this limitation, the high participation rate within each school (close to 100% of
students attending on the day of the survey) means that conclusions can be
drawn at least within the specific contexts investigated.

In the next chapter | will outline the development of explanatory models
in the literature, and the potential for further developing the theoretical

framework relating school experience to unequal outcomes.
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Chapter 2.
Inequalities in the con text of ‘massified’ systems

This thesis aims to build on our understandings of the processes underlying
educational inequalities. Investigation of the interaction of social inequality
and ethnicity with different institutional arrangements in the construction of
school experience offers the possibility of increasing our appreciation of this
process. In the present chapter | first review the development of theoretical
perspectives on educational inequality before turning to the literature on the
place of ethnicity in education in Australia and France. This chapter is
devoted to drawing out the implications of previous research for integrating
migration history and ethnicity into a theory of the relationship between school
experience and educational inequalities. Rather than attempting a
comprehensive review of the literature world-wide, | have concentrated on the
sociological work generated by the Australian and French contexts. | will
provide a more detailed presentation of research into Turkish migrants in
chapters 4 and 5, for Australia, and chapters 9 and 10, for France.

The social consequences of ‘massification’
The consequences of exclusion from school, poor learning and low attainment
are grave in societies which use educational credentials to determine
economic and social success. Once access to secondary education becomes
not only universal but universally necessary for economic advancement, as it
has since the later part of the last century, the fairness of this institution
becomes a fundamental question for society. This universal necessity is now
the case in both Australia and France. In France, the massive increase in
retention in the final years of secondary education occurred over the period
between 1985 and 1995 (Terrail, 2002: 233), with 70 per cent of a generation
now completing secondary school. With starts and halts, the education
system in the Australian state of Victoria has undergone a similar
transformation over this timeframe; with completion of secondary school now

exceeding 80 per cent of a generation (Teese 2003).
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Expansion of the highest reaches of education systems has brought
about diversification of the student population at the same time as traditional
transitions to work for early school leavers have disappeared or became more
uncertain. Many of these ‘new students’ are the children of migrants who
came in the post-war years of unskilled labour shortages, or in subsequent
family reunion.

The expansion of education has brought into schools not only a greater
diversity of students, but new divisions and hierarchies. The ‘new students’
are concentrated in the most strained educational structures, described by
Richard Teese (2003) as ‘exposed sites’, as opposed to ‘fortified sites’ where
resources have accumulated over time through the collective efforts of the
most socially powerful parents.

Social divisions in the senior years of secondary school also work
through the curriculum, with the ‘new’ populations concentrated in particular
subjects and streams. In ‘exposed’ sites, the cultural concordance over the
meaning and forms of education shared by the traditional users of the system
no longer holds. As more students remain in formal education for longer,
schools participate in new forms of socialisation, academic promotion,
relegation, and social selection.

Research into the locations and vehicles of disadvantage has become
increasingly sophisticated in recent years, mapping the accumulation and
transformation of inequalities in streaming, marking, retention, and transition
over the period of ‘democratisation’ (Duru-Bellat, 2002). Researchers have
shown the importance of the relationship between families and schoo
(Brinbaum, 2002, 2005), the effects of school context, and the ‘ethnicisation’
of social relations in certain educational contexts (Lorcerie, 2003). In the
following section | will outline how the implications of institutionally segmented
expansion for the ‘new’ student populations have been interpreted and

theorised.
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Theories of educational inequality

The sociology of education has been slow to turn its empirical gaze to the
subjective experiences of students in schools. The pervasive and stable
connection between class origin and educational outcomes seemed to earlier
researchers to indicate that one determined the other regardless of anything
going on in schools (Baudelot & Establet, 1971; Bowles & Gintis, 1976). The
influential early work of Basil Bernstein further located the origin of these
inequalities in distinctive class patterns of socialisation and language use in
the home (Bernstein, 1971, 1972, 1973, 1975).

However writers from Bourdieu onwards have also seen students as
active, if not fully self-aware, participants in their destinies through the
understandings and ‘dispositions’ they bring to an educational environment.
This approach places the focus on academic culture and its dissonances with
the lives of working-class students (Ball, 1981; Bourdieu & Passeron, 1964,
1970; Lacey, 1970; Willis, 1977).

Yet differences between schools remained uninterrogated in this
paradigm, and the publication of the Coleman Report lent further support to
the view that differences in school resources count for little (Coleman, 1966).
What acknowledgement of difference between schools existed was presented
in managerial terms (Thrupp, 1995).

Subsequent research has turned to closer examination of micro-social
processes in schools, classrooms and neighbourhoods. Van Zanten, in
theorising the effects of local context, observes that ‘peripheral schools’ differ
from schools at the apex of the system on a number of important points which
warrant their study as peculiar social system (Van Zanten, 2001). Building on
the insights of past work, it is possible to place the subjective experiences and
understandings of students into a fairly simple schematic (Figure 2.1).

Taking educational outcomes and social domination to be two
‘objectified’ products of the operation of the remaining three components of
Figure 2.1, | wish to review at greater length the mechanisms which may be
identified in these remaining components. The first of these, which | have
termed ‘modes of socialisation and educational action’ refers to embodied and

‘subjectified’ perceptions and educational strategies which are at work prior to
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contact with school, but which continue to influence relationships established
between families and schools. The second component, the institutional and
cultural arrangement of schooling, refers to the school structures through
which social disadvantage is articulated into educational disadvantage.
Finally, school experience and the interpretations of participants may be
understood as the ‘subjectified’ product of interactions between the first two
components. Below | will discuss in greater detail how previous research has
dealt with each of these three components. | begin with the influential

theories of Bourdieu and Boudon.
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Figure 2.1 The production of social inequalities (social domination) through
schooling®.

Social Modes of
domination socialisation
(unequal and
distribution of educational
power and action
resources
Educational Institutional
outcomes and cultural
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of schooling
School
experience
and

interpretation
of participants

! Of course school experience may also be considered an important outcome of itself, and
indeed elements of it are treated as such by the OECD (Organisation for Economic Co-
operation and Development, 2006). Social domination may also be considered to be the
impetus for the entire operation of educational inequalities rather than merely an outcome.
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Modes of socialisation and educational action

Bourdieu’s concept of habitus has provided rich ground for investigating the
place of distinctive biographies and outlooks in the engagement with
institutions.  Habitus refers to a "strategy-generating principle” whereby
dispositions born of past experiences are the basis for understanding and
dealing with one’s objective social position (Bourdieu, 1977). In Bourdieu’s
words “ any successful socialisation tends to persuade agents to collaborate
with their own destiny” (Bourdieu, 1988: 216). This collaboration is unwitting,
and operates primarily on a subconscious level. Some of the traces of habitus
may be sought in the ways students see themselves as learners, however
how they act as learners is also a function of habitus.

Habitus comes into play in the production of inequalities through the
field of power relations legitimising and delegitimising certain practices at
school. The interpretations of student behaviour provided by teachers follow
the logic of a scholastic field of value, and also a logic of value attached to the
teachers’ own socialisation and habitus. The frameworks of value by which
teachers act and interpret student actions may therefore be at odds with those
used by students, and can serve to disadvantage students even by virtue of
practices which are tangential to the business of learning (such as the display
of signs of respect and disrespect). For example, in some settings working
class and immigrant families are less assertive in contact with educational
institutions than middle-class parents (Lareau, 2002), which is interpreted by
many teachers as a sign of disinterest. For researchers to interpret low levels
of contact with teachers as a lack of investment in education is, it has been
convincingly argued, to accept only the modes of thinking which are dominant
amongst teachers (Mills & Gale, 2004). The intensive and focused attention
on educational investment to which teachers are often unconsciously
responsive indeed constitutes a class strategy which is characteristic of
middle-class engagement with an educational market-place (Ball, 2003).

Whereas Bourdieu’s approach might be described as a "practical-actor"
model, a contrasting "rational-actor" model, based on a much greater level of
individual awareness, has also used link educational inequalities to family

strategy (Boudon, 1979). While Bourdieu’s model points to the adaptive
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construction of identity under constraint, the rational actor approach
emphasises intentional calculations made at moments of decision making.
Thus, rather than stemming from differentiated socialisation and cultural
understandings, inequalities are said to stem from a rational appraisal of risks
and benefits (Boudon, 1979; Erikson & Goldthorpe, 1992; Goldthorpe,
Llewellyn, & Payne, 1987).

However decisions are made and resources deployed with imperfect
knowledge of risks and benefits. For example, ‘irrational’ prejudices against
particular ethnic groups results in ‘white flight' from schools with many
migrant-background students, even though such concentrations do not
necessarily have much bearing on outcomes (Felouzis, 2003). Perceptions of
the same objective position may also vary when the scheme of values used to
evaluate that position varies. This appears to be the case for some ethnic
groups, who ‘irrationally’ over-value the status accorded to particular
professions, and so perceive the risks and costs involved in aiming for them
differently to others in the same objective class position.

The opposition of culturally embedded logics (Bourdieu) and ‘rational’
calculations (Boudon) presents to some extent a false dichotomy. Notions
associated with the rational action theory tradition, such as mobilisation and
strategy, are useful for understanding the appreciations and actions of actors,
but they must be brought together with an appreciation of the adaptations of
actors in relation to structural constraints and institutional strategies.

The theorisations of the influence of family socialisation and strategy
outlined above have largely been deduced from data sets reporting on
educational performances and outcomes linked to social particular social
categories. However, research exists which delves empirically into the world
of the family. Lareau, for example, shows how familiarity with and confidence
in managing institutional actors requires strategies and resources beyond the
reach of many parents, regardless of their personal investment in their
children’s education. She identifies two distinctive class-based childrearing
approaches in her ethnographic study of American families (Lareau, 2002)
(Table 2.2). Lareau’s middle-class child-rearing model is characterised by

active fostering and evaluation of talents, opinions and skills, orchestration
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leisure activities and weak extended family ties. By contrast, the working-class
approach is more laissez-faire in terms of development: children “hang out”
with kin, rarely question adult directives, have strong extended family ties and
are often in heterogeneous age groupings. The consequences for middle-
class children are an emerging sense of entitlement, and for working-class
children, an emerging sense of constraint. In comparing the black and white
American families in her sample, Lareau concludes that in the US context,
race plays a minor role in the organisation of family life for children aged 10,
noting that peer relations in later years may be more racially divided. In
France, Bernard Lahire (2000) provides an example of this detailed approach
to the study of family practices, while in Australia the early work of R.W.
Connell (1982) provides another demonstration of the fine-grained approach
to family practices and beliefs. This work points to spheres of action where
the practices and beliefs of ethnic-minority migrant families are likely to set

them apart.

Table 2.1 Summary of class ‘styles’ identified by Lareau

Organisation of daily life

Time spent on various types of activity — formal, informal, adult-directed,
homework, rhythms of activities

Language use

Subject of discussions, negotiation and reasoning, discipline

Social connections

Parents have Professional/organised weak networks vs. strong
family/neighbourhood relations

Interventions in institutions

Distrust of social institutions vs. ease, negotiation and sense of entitlement

Source: Lareau 2002

Institutional and cultural arrangements of schooling
| have borrowed the expression ‘institutional arrangements of schooling’ from

Kerckhoff (1995) to describe the various channels through which
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disadvantage can be articulated and accumulated at school. These
arrangements differ according to the modes of access to the most
advantageous school settings, the governance of schooling, practices such as
streaming, the organisation of specialised and vocational education into types
of school or special classes, the management of individual pathways, the
nature of the curriculum, and pedagogical practices.

Specialisation in the upper reaches of the French system means that
job opportunities are clearer, which may provide greater certainty than the
Australian system, but also greater pessimism amongst those destined for low
status positions. In Australia, optimism can be sustained for longer as
students remain in a formally undifferentiated structure and prepare for a
generalist leaving certificate. Yet differentiation between schools in Australia
has been favoured by the ideology of parental choice, the creation of an
educational marketplace, and bureaucratic outlooks informed by the ‘school
effectiveness’ movement (for a review of the movement see Draelants &
Dumay, 2005).

Across national settings, the traditional users of education have been
able to manage the construction of curriculum over time as a vehicle virtually
guaranteeing success and exporting failure as a form of social domination
(Teese, 2000). As Connell succinctly puts it, “to deal with powerful institutions
requires power”, and more than individual power, “collective resources that
produce the kind of school system that favours a particular home environment
for success” (1994: 134). This power is exercised in both France and
Australia through the curriculum and the responsiveness of educational
bureaucracies and teachers to particular social groups.

In France, responsiveness to the collective interests of particular
groups is considered to be reduced through the imposition of ‘la carte scolaire’
(school zoning) which requires that parents send their children to the nearest
school. Despite the requirement that students attend the local school, it has
been suggested the separation between home and school life is particularly
sharp in the French system (Osborn et al., 2003: 51). France stands out in

Osborn’s study as having the greatest affective distance between students
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and teachers and an emphasis on ‘lock-step’ and controlled learning (Osborn
et al., 2003: 103-115).

In considering the importance of the institutional arrangements of
schooling, it is important to note that system-wide structures nevertheless
operate differently at different sites, and that the local operation of schooling is
not merely structured from above. Van Zanten has described local

educational sites as:

A social construction with a certain internal cohesion and a relative
autonomy with regards to the centre, but at the same time,
structurally articulated to it by relations of domination and

interdependence (Van Zanten, 2001: 19).

Those sites which are peripheral operate in divergent ways because the
cultural divide between school, students’ lives beyond its walls and the world
of academic study is so great. This divide, felt most strongly in working-class
neighbourhoods, results in teacher efforts at accommodation which can lead
students even further astray from the cultural and cognitive core of a
curriculum constructed elsewhere and for others (Van Zanten, 2001).

In this study, the term ‘peripheral’ is used to describe schools which are
culturally, geographically and socially removed from, and subordinated to,
other institutional sites in an education system. In both Australia and France,
the most disadvantaged schools are now primarily located in urban
peripheries. These sites are mapped onto a social geography through
residential segregation and the flight of the most academically and socially
advantaged students to schools outside of peripheral locations. Marginality is
also expressed in the curriculum through streaming in France and subject
choice in Australia. The least selective and valued locations in the curriculum
hierarchy are therefore distinctive attributes of the periphery. Yet students in
socially and geographically peripheral schools who attempt the most selective
curricula do not escape a ‘peripheral’ location, and indeed enter into a
specially punishing relationship of subordination to those ‘central’ sites which
exert greatest control and mastery over these curricula (Teese, 2000).
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School experience

Beyond family socialisation and school structure lies the impact of the
immense amount of time students spend at school — Rutter’s famous fifteen
thousand hours (Rutter, 1979). At school, students must find a sense of
purpose in what they do and construct a self-image of themselves as learners.
They must build relationships with teachers and peers, search for meaning in
schoolwork, and develop intellectual and vocational interests and ambitions
for the future.

Teachers’ positive or negative conceptions of student abilities, and the
capabilities of students from particular backgrounds, contribute to the
production of inequalities through labelling and stereotyping. Teacher
expectations, and their expression in educational practices and cues,
influence students’ self esteem, confidence, interest, persistence and
cognitive outcomes (Persell, 1977: 123-134). In the secondary years, students
are particularly sensitive to what they see as hostility and lack of respect from
teachers (Centre for Applied Educational Research, 2002; Dubet, 1991;
Felouzis, 1993). Even teachers who have no conscious bias interpret student
behaviour and performance by reference to norms which may be foreign to
students themselves, and which in fact refer only to a constructed ‘fictive
student’ (Bourdieu, Passeron, & Saint Martin, 1994). ‘Real’ students are
disadvantaged through the operation of a system predicated on pedagogical
approaches and competencies which assume a socially narrow set of lived
experiences to be effective.

Students must also make sense of the work they are given at school.
The way in which they attribute meaning and value to learning activities and
knowledge has important consequences for their success (Bautier, Charlot, &
Rochex, 2000). Students who ‘misunderstand’ the intellectual and cognitive
nature of school learning are disadvantaged by directing their efforts to merely
completing tasks, biding time until the moment of their release at the end of
the school day. Indeed release is what many struggling students in Australia

are hoping for — a majority of Victorian students who report not coping with
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English select prison as the most appropriate metaphor for school (Teese &
Polesel, 2003: 137).

In the French setting, Barréere (1997) also presents the spectacle of
convicts (forcats) who spend their time metaphorically splitting rocks with
nothing to show for it, while others, dubbed ‘the shirkers’ (fumistes), adopt a
self-protecting strategy of withdrawal (see also Broccolichi, 2000). Motivation
and interest in schoolwork thus appear to decline over the final years of
schooling, with the attitudes of (and towards) peers and teachers contributing
to students’ ability to maintain the posture of the serious student (Frangois
Dubet & Martuccelli, 1996; Van Zanten, 2001).

For many students, economic conditions and the inflation of
educational credentials have forced them to remain in school regardless of the
quality of their experience. These constraints have affected some groups
more strongly than others. Girls, facing a more difficult job market and greater
reliance on ever higher levels of education for the traditionally ‘feminine’
occupations, have overtaken boys in retention rates (Duru-Bellat, 1989;
Teese, 1995: 3). Gendered patterns in stream and subject selection may
similarly be understood as stemming from perceived vocational prospects.

Whereas investment in education as a pathway to personal fulfilment
remains the privilege of the academically successful middle-classes,
instrumentalism and avoidance strategies (‘anything but the factory floor’)
predominate amongst weaker students (Dubet, 1991; Felouzis, 1993; Teese &
Polesel, 2003). Recent increases in the educational aspirations of even the
weakest students reflect their recognition of the importance of schooling rather
than an increase in engagement with academic study. As a consequence,
many of the ‘new’ school students fail to realise their aspirations (Beaud,
2002).

Research on school experience in Australia and France suggests that
disadvantaged students are weakly integrated into the system, but have
adopted survival strategies and strategies for the protection of self-dignity in
order to remain within the system for as long as possible. It shows that desire
is not sufficient to translate dreams into academic success. Although distinct

from the traditions which dominate in the study of educational inequalities, the
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micro-sociology of performative identity formation and management
developed by Irving Goffman (1961, 1969) provides some useful tools which
have been adopted here. These are particularly valuable for theorising the
relationships between experience, and projection of self which come into play
in the world of school.

Theories of ethnicity a nd migrant incorporation
Alongside the development of theories of social inequality, researchers have
sought to develop theories specific to relations between ethnic groups in the
context of migration. Some of these studies have seen ethnicity as an adjunct
to class relations, while others have developed models of ethnically specific
social mobility and cultural integration/differentiation.

Put most simply, ethnicity is a constructed group identity based on
belief in shared descent and culture (Barth, 1969). Importantly, ethnicity
should not be regarded as a self evident marker of cultural or social
difference. As Fenton has noted, researchers should turn not to ethnicity on
its own but to the material and cultural context for the expression of ethnic
identities (2003: 2). Fenton proposes two useful questions which may be
applied to the conditions of educational inequality:

X How important are descent and culure mobilised as markers between
groups?
x Do these identities and social attachments which we call ethnic play a

part in social action? (7)

Fenton cautions that the answers to these questions are conditional, and the
presence of different ethnic groups does not imply that ethnicity plays a major
role in determining social relations.

The social contexts we are concerned with here are plural societies,
where ethnic identities have been influenced by large-scale migration from
changing sources over the second half of the twentieth century. Ethnicity is
constructed anew on this new post-colonial terrain of mass-migration to
industrialised nations. For example, the emergence of a problematised
category ‘Maghrébin’ in France is the product of these conditions (Zirotti,
2003). Although originating from Arabic, the term has little meaning as an
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ethnic identification or label outside of France, where it tends to subsume
other identifications such as ‘Moroccan’ or ‘Berber. Similarly, shifting
constructions of ethnic identity are evident in the identification of some
Kurdish-background youth living in France with a Turkish ethnicity, a
phenomenon which shocks their Kurdish-identifying parents.

Ethnicity may also be understood as a performance which varies
depending on situation and audience. Pallotta-Chiarolli (2003) observes that
the Italian ‘wog boy’ school identity of her students is distinctive from
traditional Italian community models of masculinity. It also excludes boys of
Italian heritage who do not fit in with the “soccer, cars and chicks” ‘wog boy’
image (Pallotta-Chiarolli, 2003: 101).

This view of ethnicity as performance contrasts with early work
emanating from the Chicago school, which presented ethnic boundaries as
the result of hostility to culturally different newcomers. According to the model
developed in Chicago, first contact results in hostility, which diminishes over
the course of time through cultural assimilation into existing populations (Park,
Burgess, & McKenzie, 1925). Yet some symbolic identities, regardless of
cultural content, often remain strong. For example the category ‘Maghrébin’
has strengthened over time, particularly as applied to the second generation.

More recent work from the US suggests that the strength of ethnic
boundaries is not dependent on cultural or linguistic attributes, and is tied to
socio-economic integration and the conditions of arrival (Gibson, 1997; Glazer
& Moynihan, 1970; Gordon, 1964; Ogbu, 1978; Portes & MacLeod, 1996).
According to these authors, when ethnicity comes to mark a permanent social
status of inferiority, the (justified) perception of discrimination results in
rejection of and conflict with institutions such as school. Some in France have
applied this ‘permanent caste’ perspective to the ‘Maghrébin’ category,
members of whom are viewed more negatively and consider themselves to be
worse off than other groups (Commission Nationale Consultative des Droits
de L'Homme, 1996; Silberman & Fournier, 1999; Van Zanten, 2001).
Indigenous Australians, as an ‘involuntary’ minority, might be similarly viewed.

Negative perceptions and symbolic boundaries are strengthened by

spatial segregation. Spatial segregation of migrant background students is
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indeed a wide-spread phenomenon: close to half of immigrant children would
need to change schools for there to be an even spread in France and
Australia (Schnepf, 2004). Similarly, a recent study in Bordeaux found that just
10 per cent of colleges (junior secondary schools) enrol 40 per cent of
students of African and Turkish background (Felouzis, 2003).

In relating ethnicity to class relations, some scholarship postulates that
conflict between groups is the product of threats to group positioning and the
protection of acquired privilege (Bobo & Hutchings, 1996; Rieder, 1985). The
concentration of support for political parties expressing ethnocentric and anti-
migrant views in low socio-economic status areas lends credence to this
explanation (Davis & Stimson, 1998). A neo-Marxist angle on this view is
summarized by Dunn: “racism is a political means of dividing the working
class...segregation, and racism generally, are therefore seen as
manifestations of inter-working-class competition encouraged by the elite”
(Dunn, 2001). The increase in political interest in ethnicity and migration in
conservative nationalist discourses supports this interpretation.

In addition to divergent scholarly views on ethnicity, different
educational policy perspectives on ethnicity may be discerned in the
Australian and French political contexts. Whereas in the French system,
ethnicity is viewed as threatening and disrupting the existing social order
(Osborn et al.,, 2003: 117), in Australia it has been incorporated into the
political and policy discourse since the Galbally report of the late 1970s
(Galbally, 1978). This difference may find some explanation in the broader
social composition of ethnically defined groups in Australia: OECD data
suggests that the migrant background population is much more concentrated
in the bottom fraction of the working class in France than in Australia
(Organisation for Economic Co-operation and Development, 2006). The
contrasting policy perspectives and class-composition of migrant groups in
Australia and France have implications for the perceptions of actors within
schools, which will be addressed in subsequent chapters.

In a recent review of the literature on social and symbolic boundaries
constituting class, ethnic and sexual inequality Lamont rightly stressed the

need for a more cumulative research agenda on the common social process
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of “the relational definition of identity and social position” (Lamont & Molnar,
2002). Previous studies provide some helpful guidance on areas for future
investigation, and here | wish to briefly outline those that will be taken up in
this thesis. From the literature on ethnicity and migrant incorporation, | take a
view of ethnicity as a situated and dynamic component of social identity. It is
relevant to the processes described in this study through its ability to generate
particular principles of action and value, but also through the importance of
ethnicity as a symbolic boundary which influences the judgement and
treatment of others to produce exclusion and solidarity. Below | present some
of the ways in which ethnicity has been understood as influencing the
experience of schooling. The influence which is most strongly represented in
the literature relates to parental aspirations; however influences on the
management of schoolwork and social relations at school have also received
some attention. The presentation of findings in the later chapters of the thesis

follows the same order as the discussion presented below.

Aspirations and pathways

As a very general proposition, the research in France and Australia suggests
that migrant parents have elevated aspirations for their children and that this
may be attributed to the ‘inner drive’ which in some instances drove them to
migrate in the first place. The decision to migrate may be testimony to a
desire for social mobility (Zéroulou, 1988), but the ‘push’ factors leading
migrants to leave their homeland can make this a fairly constrained choice.
An element of luck, such as having relatives or friends who can inform and
support emigration, may be more influential in determining migration than the
strength of inner drive to change one’s circumstances. It is far from clear,
therefore, that migrants constitute a self-selected elite, however the attribution
of inner-drive is not limited to those who are ‘self-selected’. Instead, this
appears as a diffuse and persistent cultural attribute.

In Australia, evidence for elevated parental aspirations have primarily
deduced from student pathways (Birrell et al.,, 1995; Khoo & Birrell, 2002;
Khoo, McDonald, Giorgas, & Birrell, 2002). Direct information from parents on

their hopes for their children in France, where better data exists, show that
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they are indeed higher amongst than those of other parents of like socio-
economic background (Akers-Porrini & Zirotti, 1992), however their ambitions
remain vague and sometimes ‘unrealistic’ (Brinbaum, 2005).

In France, dependence on academic success is also greater in those
communities which are poorly integrated into the workforce, such as North
Africans. The aspirations of migrant families, formulated with little knowledge
of educational structures, are also less frequently adjusted in response to
academic results than are those of other families (Brinbaum, 2005). This
results in academically weak students developing plans for higher education
for which they are ill-prepared (Beaud, 2002; Lambert & Peignard, 2002).
North African-background students in vocational structures are more likely to
be there through relegation than desire, and so feel a sense of injustice. A
sense of injustice persisting over time may also result in rejection of school
norms (Ogbu, 1978).

Parental aspirations for long academic studies are not universal,
however, and Portuguese-background migrants in France are more likely to
aspire to shorter vocational courses and apprenticeships leading to
occupational areas where their parents have experienced success (Brinbaum,
2005). It has also been suggested however that the status of aspirations as a
measure in relation to educational disadvantage is uncertain given high
aspirations across all groups (Kao & Thompson, 2003). Further, while
parental commitment and encouragement may be a condition of success,
success also relies on the autonomous mobilisation of students (Terrail,
2002).

Managing schoolwork
Research into how migrant background students cope with schoolwork has
tended to focus on support outside of school rather than on the quality of
classroom experience. Students from particular migrant groups with strong
kinship bonds may experience benefits such as children tutoring each other or
supportive extended networks (Kao & Thompson, 2003). Crul (2000) has

identified access to support and advice from peers and siblings as a key to
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success amongst second generation students in the Netherlands, giving
younger siblings an advantage.

Inside the classroom, the language difficulties faced by students have
produced the most concern (Sturman, 1985). Recognition of other challenges
to managing schoolwork, such as cultural bias, have only rarely formed the
basis of critical interrogations, with some notable exceptions (e.g. Brice Heath,
1982; Hofstede, 1986; Kalantzis, 1990; Kalantzis & Cope, 1999).

Differences in students’ interpretation of academic tasks and the
difficulty of tasks have also been little considered. German research has
indicated that student understandings of the reasons for success (ability,
effort, luck, task difficulty) vary between ethnic groups (Hewstone, Wagner, &
Machleit, 1989). Similarly, self-perceptions of ability appear linked to ethnicity
and gender in an Australian study (Polesel, 1997). Such understandings form
part of the overall approach of students to the world of school and can
profitably be understood as a dimension of the ‘craft’ of being a student, a
concept known in French sociology as ‘le métier d’éléve’ (the student’s trade)
(Perrenoud, 1994). Migrant background students emerge as the group least
competent in this craft or trade of ‘studentship’ in the eyes of teachers. They
are most vulnerable to negative teacher assessments, punishments and
perceived “injustices” (Choquet & Héran, 1996; Payet, 1996).

The literature into schoolwork suggests that further research needs to
better theorise the relationship between language use and academic
performance as it concerns migrant-background students. The question of
second language proficiency amongst migrant-background students remains
confused with the cultural and cognitive styles demanded by school. Beyond
language acquisition, attention also needs to be turned to the existence of
inter-linguistic and inter-cultural cognitive patterns, dispositions and practices
that are shared by both socially privileged groups and education systems. An
example of this distinction between ‘language’ writ large and expression for
academic purposes can be found in Inglis’ observation of frequent mistakes in
questionnaires filled out by young Turkish respondents. She notes student

confidence in their English abilities is “misplaced for written English, at least
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as it related to its adequacy for successful tertiary study” (Inglis, Elley,
Manderson, & Office of Multicultural Affairs, 1992: 66) (my emphasis).

From the field of second language studies, Cummins (2000) argues
that ‘cognitive academic language proficiency’ (CALP) is a useful concept for
describing the linguistic skills demanded by school. Unlike basic interpersonal
communication (BIC), CALP requires knowledge of discourse conventions
and specialised vocabulary, syntax and concepts. The rival concept, ‘second
language instructional competence’ (SLIC) has emerged from a critique of
Cummins which seeks to further capture the cultural dimensions of schooling
(MacSwan & Rolstad, 2003). However both CALP and SLIC have been
conceived of for application in the context of more recently arrived migrants
who are undertaking explicit second language instruction.

Further theoretical resources in the analysis of language in the case of
second generation students, who most concern us here, are provided by
class-based linguistic approaches (Bernstein, 1973; Heath, 1983). The
language learnt by high status migrant-background students is more often
been directed towards academic ‘type’ purposes and cognitive styles. It has
been supported in academically oriented and resourced home environments
by parents who are “highly educated and socially astute”, and who extensively
use home tutoring (Cahill et al., 1996). By contrast, the English learnt in the
home by working class migrants may well be poorly modelled by parents, and
combined with another language (Cabhill et al., 1996, p. 39), or modelled on a
non-standard variety of English that will disadvantage them in formal
situations — if they speak English in the home at all.

It is reasonable to conclude that many migrant-background students
share with other working class students a distance from academic culture,
which has remained relatively unscrutinised by virtue of a focus on English
language acquisition. However, as | will show further in this thesis,
perceptions of language use and language competence vary in important
ways between ethnic groups to a greater extent than actual linguistic

practices.
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Ethnicity and the school environment

The sociology of interactions mobilising ethnicity in the school environment
has emerged most strongly in France, as represented in the studies gathered
together by Lorcerie (2003). Embedded within the work of learning, and
extending beyond it, a complex series of relationships which connect students
to peers and teachers have been the object of sustained attention. In French
college (junior high school) classrooms with high proportions of migrant-
background students, the visibility of North African boys as a ‘deviant’ group
tends to lead to racist assumptions on the part of teachers (Perroton, 1999;
Van Zanten, 2001). Cultural stereotypes can cut both ways, however, with
research in Australia showing negative consequences for students who are
assumed to be ‘pro-school’ (Matthews, 2002).

Even when students are satisfied with their academic progress, they
may experience a difficult social environment, and doing well cannot always
be equated with “being well” (Bankston & Zhou, 2002). Bankston and Zhou
note that the ethnic group with the highest self esteem in the United States,
Afro-Americans, has the lowest academic achievement, while the more
successful Asian-background students have low self esteem.

The French literature suggests that ethnicity plays little role in the
construction of friendship groups in primary school (Rayou, 1999), but in
secondary contexts of social disadvantage and high migrant concentration,
both ethnicity and ‘street culture’ become important markers (Lepoutre, 1997;
Perroton, 1999; Van Zanten, 2001). Similar views have been expressed in
Australia (Pallotta-Chiarolli, 2003). Ethnically segregated peer grouping is
exacerbated by streaming in the final years of the French system (Herpin,
1996). Such ‘ethnicisation’ of tensions has led Debarbieux to conclude that
the sociology of school violence is the sociology of ethnicity and exclusion
(Debarbieux, 1996; Debarbieux, Garnier, Montoya, & Tichit, 1999).

Some difficulties in interpretation of  the place of ethnic ity and migration
in educational inequalities
Some researchers have warned against the treatment of ethnicity as part of

the question of educational inequalities. The disadvantages faced by migrant
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students have been presented as ephemeral (Birrell, Khoo, & Bureau of
Immigration Multicultural and Population Research, 1995), or related to issues
of prejudice beyond the core of curriculum and school organisation (Berque &
Centre national de documentation pédagogique (France), 1985; Cahill,
Gundert, Bureau of Immigration Multicultural and Population Research, &
Department of Immigration and Multicultural Affairs, 1996). Alternatively,
ethnicity has been downplayed as merely an ideological gloss over social
class (Jakubowicz, 1984; Jakubowicz & Castles, 1986).

The work of Vallet and Caille in France has been most influential in
attributing the outcomes of migrant-background students to characteristics
purported to be unconnected to ethnicity, such as number of children in the
family (Vallet, 1996; Vallet & Caille, 1995). The ‘all else being equal’
approach used in this work has been criticised for its abstraction from the
realities of life in France (Passeron, 1991), indeed few ‘French’ households
have large numbers of children, but many migrant households do. As Duru-
Bellat has noted, the very meaning of ethnicity is defined by its articulation
with other variables (Duru-Bellat, 2002: 49).

Even where the legitimacy of studying ethnicity is admitted, the
relationship between factors deemed cultural in nature and those deemed
economic remains theoretically problematic. One proposed solution to this
confusion is the concept of ‘ethclass’ (Bullivant, 1987; Gordon, 1964; Mackie
& Department of Immigration and Ethnic Affairs, 1983). The problem with
‘ethclass’, and implicit in many other explanations, is that it is essentially a
cumulative model and does not account for interaction. It has been opposed
by Kalantzis and Cope (1988), who acknowledge that these dimensions work
together in complex ways, but maintain a distinction between the attributes of
ethnicity and class. They observe that while “certain aspects of ESB [English
speaking Background] working-class culture, education and structural context,
portend limited education”, “language learning context, racism, the particular
non-commensurability of family culture and the culture of educational
success” count amongst explanations peculiar to NESB [Non English
Speaking Background) students (1988: 55). Meanwhile Marjoribanks (1978)
suggests that certain factors may be contingent on other threshold factors,
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such as English proficiency, which must exist at a minimum level before
others start to have a positive effect. Even Marjoribanks himself admits that
the notion of a single model for success is misleading. In fact, there exist

many ways to achieve the same ends.

Conclusion

The literature points to the importance of interrogating student experiences
and suggests that these may be often painful in contexts of disadvantage.
Ethnicity as a phenomenon is yet to be fully integrated into a theory of
educational inequality; however the presence of large numbers of migrant
background students in such contexts has led to increasing attention. This
attention has often been limited to aggregate categories and a small number
of large and well established minority groups. Existing qualitative
investigations of ethnicity have tended to concentrate on either external
supports and constraints or the most visible forms of conflict inside school.

Important questions remain, therefore, about both the impact of ethnic
diversity on schooling and the impact of schooling on ethnic identities,
strategies and experiences. This thesis has been undertaken in order to
better understand students’ experiences of the social, institutional and
pedagogical relationships they must negotiate in the ‘peripheral’ space they
have been allocated within educational systems. In the next chapter | will
outline in greater detail the strategies that | have adopted to undertake these
tasks before turning in subsequent chapters to a close examination of the two

national contexts and analysis of the data generated by the study.
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Chapter 3.
Research methods and settings

The schools attended by Turkish-background students are often located in contexts
of social adversity, but schooling in these contexts is a different proposition from one
education system to another. Cross-national comparison is one way of seeking to
bring out these specificities (for a discussion see Hantrais & Mangen, 1996), and it is
the strategy adopted in this thesis.

In the present study, France and Australia are taken as contrasting institutional
settings, and Turkish-background migrants provide the focus as members of an
ethnic minority emerging from labour migration which is present in similar locations in
both national contexts. A sample has been constructed from students attending
schools in Australia and France which cater, at least in part, to working-class migrant
populations which include Turkish-background students.

This study has been designed to investigate firstly whether migrant-background
students, particularly those of Turkish origin, perceive and manage the demands of
school differently to their peers. The second aim is to investigate ‘ethnic’ strategies
for educational investment, and their variations based on the different terrains
presented by France and Australia. In this chapter | will first describe the
construction of the sample and institutional settings of the study before outlining the

research instruments and the implementation of the research.

The comparability of the Turkish immigrant population in Australia and France
Turkish migrants have been chosen as the focus here as a population which has a
similar social profile in both Australia and France. Other migrant groups present at
schools in the study form part of the analysis as well, but they have migration
histories which are more distinctive to each national setting than is the case of the
Turkish population. The similarities of Turkish migrants in Australia and France can
be summarised as follows:
1. Period of migration
The period of migration began in the late 1960s and was at its height until the mid
1970s, after which it slowed but does not completely stop. The Turks are not the
primary source of immigrants in either France or Australia and their migration

came at the tail end of a period of mass migration and economic expansion.
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2. Conditions of migration
Initial labour migration to fill shortages in expanding post-war economies was
gradually replaced by family reunion and chain migration. Small numbers of more
recent skilled migrants do not share the same social characteristics as their
predecessors.

3. Pre-migration status
Migrants came mainly from country areas, either directly or after an initial
migration to an urban area within Turkey. They had low levels of education and
experience as labourers or farm workers. Most were tied together not only by a
language but by a sense of national identity tied to Islam. Divisions existed
between ethnic, linguistic and religious groups®.

4. Post-migration status
Migrants worked in manufacturing and construction, often both men and women
worked with a view to saving for a return to Turkey. These perspectives gradually
changed over time to permanent settlement, and later migrants arrived to find an
established community and religious networks in areas where Turkish migrants
are most concentrated. Subsequent structural changes in the economy and
workplace accidents have taken many of the first generation out of the workforce.
At the same time, their children face an economic climate of high youth
unemployment and few opportunities that are not dependent on academic
success. The second generation has had poor educational outcomes to date —

these will be examined in later chapters at some length.

The socio-economic and demographic profiles of the Turkish populations and
neighbourhoods included in the study are presented in Chapter 4 for Australia and
Chapter 9 for France. Below | focus only on introducing the participants in the study

and their selection.

The Sample
The sample has been constructed from the population of students attending schools
in areas where Turkish-background migrants are concentrated. The northern suburbs

of Melbourne in Australia, and the surrounds of Strasbourg in France were identified

Y In France and Australia there are small numbers of Turkish-born migrants of Armenian, Kurdish and
Assyrian ancestry, however these groups do not appear to be represented in the sample.
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using census data to provide the terrain. | have therefore constructed a purposive
rather than a random sample.

The sample has further been constrained by practical difficulties in gaining
access to schools. In both France and Australia regional education authorities
responsible for granting research access identified schools which they considered
would be suitable for the study and the schools were subsequently approached to
participate. Their designation of schools was based on an understanding that the
study focused on social disadvantage and ethnic diversity, with Turkish-background
students as the prime point of comparison. Given that no figures are kept on this
latter attribute, the designation was based on approximations, and included schools
with few Turkish-background students. In Australia two schools declined to
participate, while in France, three schools declined. Unfortunately for the study, the
absence of the three additional schools in the French sample means that the
numbers of Turkish students in particular is small. Two of these schools teach
Turkish, suggesting that their inclusion would have significantly boosted the number
of students from this group. Due to the time and logistical constraints of the study, it
was not possible to seek out further sites in order to boost the size of the sample.

Only one school cited a reason for not participating, this being a lycée which
was reluctant to let an outsider in as a result of negative media publicity in relation to
enforcement of the ban on the hijab. With particular consideration for the
vulnerability of the schools in the study, all schools and participants have been de-
identified and assigned pseudonyms to protect their anonymity.

The participating students come from the year level equivalent to the second
last year of mainstream secondary schooling, a time when decisions about subject
choices and streams have been made. It was considered that schools would be
reluctant to let final-year students participate in the study due to examinations.
Students are thus aged around sixteen years old, although many in the French
sample are older, having repeated multiple years of school. The penultimate year of
mainstream schooling is known in Australia as Year 11 and in France Premiere.
Students in French vocational schools are in the final year of a Brevet d’études
professionnelles (or BEP — a vocational studies diploma). These structures are
outlined in Figure 3.1 (below).

In most schools, all students at the relevant year level participated, however in

a few schools some classes were unavailable or some students declined to
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participate. Support for students with special needs or language difficulties to
complete the survey was provided by schools, or in some cases by peers, with
additional time and assistance made available. Although efforts were made to collect
surveys from students who were absent on the day of collection, in general absent
students are not included in the study. This may result in some bias in the results in
favour of more assiduous students, with absenteeism ranging from 10% to 20% of
students. In all, the total sample size is 927, evenly split between the two countries.
Four French schools participated compared to eight schools in Australia, illustrating

differences in school size.

Australian Sample and setting

It is necessary for the analysis which will follow to first provide some background on
academic structures and the year level from which the sample is drawn. Each
Australian state is responsible for managing its own education system, although the
Federal Government also provides some funding. The study takes place in Victoria,
where secondary education begins at the age of twelve, after seven years of primary
education (see Figure 3.1). Secondary education in Victoria occurs in a single
structure, although some senior campuses are physically separate from junior
campuses. Schooling is compulsory until the age of fifteen?, but offers no
gualification prior to the Year 12 leaving certificate, taken at the end of six years of
secondary study at the age of eighteen.

The Victorian Certificate of Education (VCE) is a two-year leaving certificate
theoretically accessible to all students. The study took place at the time of the
introduction of an alternative Victorian Certificate of Applied Learning (VCAL), which
has a more vocational focus and involves time spent in industry. Around 5 per cent
of students in the Australian sample were enrolled in VCAL (see Figure 3.2).

At the end of year 10, students in Victoria choose individual subjects, but must
retain the core study of English and undertake a minimum of subjects from the
‘humanities’ and ‘sciences’ areas. Students may also complete some vocational
studies which contribute to their VCE. In the sample, 40 per cent of the students in
Australia were involved in Vocational Education and Training programs (VET) (Figure
3.2).

? Age sixteen from 2007
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Figure 3.1 Age progression through Victorian and French systems (year of sample in

bold)
Age Victoria France
3 Kindergarten Ecole maternelle: Petite section
4 Kindergarten Moyenne section
5 Primary school: Prep Grande section
6 Grade 1 Ecole élémentaire: CP
7 Grade 2 CE1
8 Grade 3 CE2
9 Grade 4 CM1
10 Grade 5 CM 2
11 Grade 6 College: 6e
12 Secondary school: Year 7 5e
13 Year 8 4e
14 Year 9 3e
****Brevet des colleges****
15 Year 10 Lycée Général et | Lycée Professional : first year
------ subject choices------ technologique: Seconde | of BEP or CAP
générale et technologique
---placement in gen or tech---
16 Year 11 premiere  générale or | final year of BEP or CAP
technologique *rexBEP/CAP****
17 Year 12 terminale générale or | Premiére professionnelle
********VCE******** teChn0|Og|que
**Baccalauréat gén or tech**
18 Terminale professionnelle
**Baccalauréat Pro**
Note: ****** = qualification, ---- = decision making moment in stream/subject choice
Figure 3.2

Distribution of students by participation in
vocational training (Australia)

5%

40%

@ VCE (no vocational
subjects)

m VCE with VET

55%
O VCAL

A majority of students in the Australian sample are of working-class

background, and parental participation in the workforce is low (see Table 3.1). In

light of the concentration of parents in lower blue-collar occupations, | have identified
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three categories to capture socio-economic status. The father’'s occupation and work
status (or the mother’s where this is missing) have been used. The first category
consists of those parents who are not working, due to unemployment, ill health or
retirement. The second category consists of labourers, factory workers, shop
assistants, cleaners and other blue-collar or unskilled workers. The final category is
the most diverse, with most of those in it engaged in intermediate occupations,
commercial activities, and associate professions. A small number in this category
are managers or in the liberal professions.

We can see from Table 3.1 below that, consistent with census data, parents
from ethnic-minority backgrounds are more likely to be out of work. Many of those
fathers who are out of the workforce previously worked in industries that are in
decline, and where workplace injuries are not uncommon. The construction of the

ethnic categories used in Table 3.1 is presented on page 41.

Table 3.1 Occupational status by ethnic background (Australia)

Dominant Arabic/Berber other backgrounds
Language % Turkish % % %
unemployed/pensioner 184 36.2 57.4 30.0
blue collar/unskilled 60.3 40.9 22.1 50.0
lower middle class and higher 21.3 22.8 20.6 20.0
N 174 149 68 90

The schools

A distinctive characteristic of the Australian setting is the presence of two
private schools. Sixty-nine students from the Australian sample are studying at these
schools, which cater mainly to the Turkish community and have been set up in the
last 10 years. Large subsidies from the Federal Government have helped the
emergence of small Christian and Islamic community schools in poorer areas over
the last decade in Australia. This move forms part of an ideological commitment on
the part of the federal government to ‘parental choice’ and the development of a
guasi-market in education. The participating schools, as they are presented below,
reflect the general characteristics of schooling in depressed urban settings in Victoria:
small and shrinking state schools; state schools seeking to gain market share

through aggressive marketing, and low-fee private schools. These schools hold
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contradictory philosophies of social inclusion, and a desire to rid themselves of
students who risk dragging down the school in order to protect more motivated

students.

Ozel College

A private school founded in 1997 with a selective entry policy and a focus on
academic achievement and personal development. Its principal and some staff
members were educated in Turkey and came to Australia specifically to work at the

school.

Kuzey College
A small, poorly resourced Muslim community school catering primarily to the Turkish
community. The focus is on pastoral care and personal development.

Westhill College
A large state school which projects itself as a more desirable establishment than
surrounding local schools, which the VCE co-ordinator boasts students drive past to

reach it.

Livingston College
A small VCE only campus catering to students in the immediate area. Welcome

signs to the school are in Turkish as well as English.

Mayfield College
A small state school with not only many Turkish background students but many
Pacific Islander students too. Academic connection is extremely fragile, and many

students are experiencing great hardship outside of school.

Clydebank College

A small state school drawing students only from the immediate surrounds.

Viewpark College
A larger state school situated further from the urban centre than other schools and

with relatively less ethnic diversity.
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Prestwick College

A medium sized state school located in the heart of the locality under investigation. A
language centre for new arrivals is attached to the school, so there are more first-
generation students at this school than elsewhere.

In addition to varying in size and philosophy, the ethnic composition of these schools
varies considerably (Table 3.2). Turkish-background students are a majority at both
private schools, and at one state school, but in a small minority at two other state
schools. This is important to remember in considering the forms of peer sociability

and identity formation which will be discussed in later chapters.

Table 3.2 Ethnic composition of schools (Australian sample)

dominant Arabic/ other

language %  Turkish % Berber % backgrounds % n
Ozel 2.1 93.6 4.3 0 47
Kuzey 0.0 72.7 22.7 4.5 22
Westhill 38.3 25.5 13.8 22.3 94
Livingston 5.3 60.5 21.1 13.2 76
Mayfield 61.4 10.5 3.5 24.6 57
Clydebank 46.4 5.8 24.6 23.2 69
Viewpark 71.3 1.3 3.8 23.8 80
Prestwick 25.0 22.2 27.8 25.0 36

There is somewhat greater uniformity between schools in terms of social composition
(Table 3.3). More than two-thirds of students are the children of lower-working class
or unemployed parents. Rates of unemployment are exceptionally high at Livingston,

but remain high elsewhere too.

Table 3.3 Socio-economic composition of schools (Australian sample)

unemployed/  blue collar/  lower middle class

pensioner % unskilled % and higher % n
Ozel 25.5 46.8 27.7 47
Kuzey 36.4 40.9 22.7 22
Westhill 18.1 58.5 234 94
Livingston 50.0 32.9 17.1 76
Mayfield 31.6 59.6 8.8 57
Clydebank 31.9 39.1 29.0 69
Viewpark 175 58.8 23.8 80
Prestwick 63.9 19.4 16.7 36
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French sample and setting
Secondary education in France follows five years of elementary school, with students
beginning junior secondary school (college) at 11 years of age. Many students will
also have attended nursery school, which forms part of primary school, from the age
of two or three (see Figure 3.1).

In the final year of junior secondary school (college), students are directed
towards either academic studies in a ‘lycée général’ or vocational studies in a ‘lycée
professional’ (LP). The choices are made based on negotiations between families
and schools and on results. On Figure 3.1 (above) this moment of decision making is
signalled by a dotted line (---). At the end of three years of study attending the
academic lycée général, students sit for the leaving certificate or ‘Baccalauréat’
(baccalaureate). Meanwhile, students at the lycée professionnel (which means
‘vocational’ and not ‘professional’) first prepare a two year diploma known as a CAP
or BEP? before either leaving school or staying for another two years to complete a
baccalauréat professionnel (vocational baccalaureate). Half the students in the
sample are enrolled in a BEP structure, with 35 per cent studying for a baccalauréat
général and the remaining 15 per cent preparing a baccalauréat technologique
(Figure 3.3). The French sample is split between a lycée général, a lycée polyvalent
(all types of 'baccalauréat’ on the one site), and two lycées professionnels..

Not only are students in the French sample at age 16 separated by the type of
school they attend and the diploma they are preparing, but they are also separated
into classes based on their curriculum stream or specialisation. While movement
between streams and structures is possible, in reality it is rare. Better-off parents
seek to place their children in streams and schools which protect them from weaker
or socially suspect students. The different modes of organising the senior years in
France and Australia are important to remember in considering the differences
between the two countries which emerge in student responses.

Socially, the French sample is somewhat more diverse than the Australian
sample in the contribution of dominant language-background students (see Table
3.2). The greater number of dominant language-background students from middle-
class backgrounds reflects the broader geographical intake of the academic sections,

which take in both urban and rural populations.

® Certificat d’Aptitude Professionnelle (certificate of vocational aptitude), Brevet d'études
professionnelles (diploma of vocational studies).
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Figure 3.3

Distribution of students by diploma prepared (France)

35%

@ General
50% m ‘Technological’
O vocational(BEP/CAP)

15%

Table 3.4 Occupational status by ethnic background (France)

Dominant Other
language % Turkish %  Arabic/Berber %  backgrounds %
unemployed/pensioner 7.7 17.1 325 14.5
blue collar/unskilled 56.8 74.3 56.6 63.8
lower middle class and higher 35.5 8.6 10.8 21.7
n 259 35 83 69

The lower working class profile of migrant families (Table 3.4) reflects the
historical demand for workers in manufacturing and construction which was the
impetus for much post-war migration. For those migrants who are not still working in
these sectors, their lack of qualifications and fluency in the national language has
taken them out of the working population. Workplace injuries also help to account for
low participation rates in the workforce. The relatively earlier period of migration from
North Africa and some parts of the middle-east is also reflected in large numbers of
retired fathers in the Arabic/Berber speaking cohort.

Tables presented above show that, to some extent, the purposive sample
construction has resulted in a level of control of social characteristics and that the two
national samples are approximately paired. Identifying and gaining the participation
of schools with a large numbers of students with a particular migration background in
two countries has been a particular challenge in conducting this investigation and this

match is, inevitably, inexact.
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The schools

French urban peripheries are populated by larger and more specialised schools than
their counterparts in Australia. A smaller number of schools are included in the
French sample, and each is a distinctive type:

Lycée Professionnel Dumas
A technical college catering primarily to girls studying secretarial and economics
courses. Located in the centre of Strasbourg.

Lycée Professionnel Moliére

A technical college catering mainly to boys. Located in Mulhuse, which the Proviseur
compared to Manchester due to its industrial heritage. The school is located in an
old textile factory.

Lycée Claudel
A large ‘polyvalent’ school with academic and technical wings located in a suburb of
Strasburg described by students as “chaud” (hot).

Lycée Voltaire
An ‘academic’ school located in a town close to Strasbourg.  Stands out from the

other French schools as more rural in its intake and its small size.

These schools are located within, or close to, smaller urban centres than Melbourne.
As in the Australian sample, dominant language-background students are in a
minority in most schools (Table 3.5). The proportion of Turkish-background students
is, however, much smaller. This was somewhat unanticipated, and presented
problems for data analysis which are discussed elsewhere. This composition also
has an influence on identity formation, school attachment and peer sociability which
is discussed further.
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Table 3.5 Ethnic composition of schools (French sample)

Dominant other
language %  Turkish %  Arabic/Berber %  backgrounds % n
Dumas 43.9 6.5 29.0 20.6 107
Claudel 45.9 8.1 23.0 23.0 74
Moliere 37.8 8.9 28.9 24.4 90
Voltaire 82.3 8.0 5.1 4.6 175

The socio-economic composition of the schools indicates that parents whose children
attend the schools with ‘academic’ tracks are somewhat more likely to have higher
status occupations (Table 3.6). Many of those who contribute to the appearance of
greater social advantage at Voltaire occupy intermediary positions, and there are few
managers or professionals amongst the parents of any of the four schools. The
greatest distinction therefore is in the lower rates of unemployment amongst the
parents of children attending Lycée Voltaire.

Table 3.6 Socio-economic composition of schools (French sample)

unemployed/  blue collar/  lower middle class
pensioner %  unskilled % and higher % n
Dumas 15.9 61.7 22.4 107
Claudel 18.9 54.1 27.0 74
Moliére 21.1 68.9 10.0 90
Voltaire 7.4 54.9 37.7 175
Instrumentation

A mix of qualitative and quantitative methods has been used. A questionnaire
collected mainly quantitative data from students while structured interviews provided
gualitative data (instruments are in Appendix 3). Self-reported characteristics are, of
course, not the equivalent of observation and actual behaviour, and are influenced by
students’ interpretations of the research situation. They nevertheless remain
valuable when understood as such. Combining methods allows for a deepening of
understanding and triangulation, strengthening the validity of results.

The questionnaire aimed to gather students’ perspectives on the operation of
schooling as they experience it. The questions seek data on distinctions in the
workings of education systems at particular sites, the diversity of users, and the
variations in student experiences. In addition to information on family background,
students were also asked to provide information on their ‘choice’ of school/stream,
years repeated, help received with homework and other support available to them.
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They were asked to give their own view on coping with schoolwork, their expected
results, their aspirations and future prospects, relations with peers and teachers, and
the quality of the school. Students were also asked about constraints placed on boys
and girls at school, prejudice in society, and the importance of gender in determining
opportunities in broader society.

Most opinions and attitudes were elicited using a four point Likert scale. The
measures developed by Centre for Post-compulsory Education and Lifelong Learning
(University of Melbourne) have proved sensitive to differences in student experience
linked to student background, and a number of these ‘road tested’ questions have
been adopted.

Group interviews were designed to provide more in depth responses than
allowed for by the survey instrument and were and conducted according to well
established approaches for such procedures (Krueger, King, & Morgan, 1998;
Vaughn, Schumm, & Sinagub, 1996).

The choice of a group interview was based on the greater potential for
generating discussion amongst participants. A second benefit of group interviews is
that they reduce the intensity and perhaps intimidation potentially felt in a one-on-one
interview by altering the balance of power in favour of participants (Barbour &
Kitzinger, 1999: 18). As students were being asked for general opinions rather than
revelations about themselves, it was felt that the ethical concern of confidentiality —
reduced when participants are from the same social network — was not
overwhelming. Further, the potential for students to feel uncomfortable speaking in a
group, and in particular a mixed gender group, appeared to be outweighed by the
benefit of increased discussion through group interaction.

Outside of the formal framework of conducting interviews and surveys, |
spent time in the various educational settings and communities observing,
listening, discussing and sharing meals. Generally my time in each school was
limited to one or two days but | spent considerably longer in the local

communities.
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Selection of interviewees

At each school | asked to interview VCE co-ordinators (Australia), CPEs* (France),
careers advisors, and a teacher from each major subject area (see Table 3.7). Each
school managed this request differently, and time available varied. At all schools,
some interviews with staff were opportunistic, and based on which staff members
were free at the time of my visit. At some schools, the contact person for the project
had organised either group or individual interviews with specific staff members.
Thus, responses may have been influenced by the type of staff member ‘hand-
picked’ by the contact person.

For student interviews, | asked the contact person from each school to select
two groups of six students with a view to including gender balance, academic and
behavioural mix, and ethnic diversity (see Table 3.8). The groups were interviewed
in a classroom without any school staff present. In some instances students were
taken out of class, and in others students were recruited from amongst those who did
not have a class at the time of my visit, and were to an extent opportunistic. Typically
students from different streams were interviewed in separate groups in the French
setting, with all streams being represented by at least one student. Following
interviews with students, the contact person usually provided some background
information on the students interviewed. The potential exists therefore for bias to
enter into interview responses through the selectivity exercised by the school contact
person. The conditions of my entry to the schools and my short stay made

alternative approaches to sampling for interviews extremely difficult.

* Conseiller Principal d’Education. Non-teaching position with responsibility for welfare and discipline.
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Table 3.7 Teachers interviewed by school

School VCE co- Careers | Mathematics | English | Other | Principal |Total

ordinator/ advisor staff

CPE

Ozel College 1 1 2 1 1 1 7
Kuzey College 1 1 1 1 4
Westhill College 1 1 1 1 1 5
Livingston 1 1 1 1 4
College
Mayfield 1 1 1 1 4
College
Clydebank 1 1 1 3
College
Viewpark 1 2 3
College
Prestwick 1 1 1 1 1 5
College
Lycée 1 1 2 3 1 8
Professionnel
Dumas
Lycée 1 1 3 1 6
Professionnel
Moliere
Lycée 1 1 1 1 4
Polyvalent
Claudel
Lycée Voltaire 1 2 2 3 1 9
Total 12 7 11 13 13 6 62
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Table 3.8 Students interviewed by school

School Girls Boys Turkish-background Total
Ozel College 6 6 10 12
Kuzey College 4 4 5 8
Westhill College 4 3 1 7
Livingston College 4 4 3 8
Mayfield College 6 6 2 12
Clydebank College 3 3 1 6
Viewpark College 3 3 0 6
Prestwick College 4 3 4 7
Lycée Professionnel 5 0 1 5
Dumas

Lycée Professionnel 2 6 2 8
Moliere

Lycée Polyvalent 6 6 3 12
Claudel

Lycée Voltaire 1 2 9
Total 48 44 34 100

Procedures

| undertook to meet with community members in the course of developing the
hypotheses and research instruments and prior to conducting the survey in order to
discuss my aims and appropriate methods of approaching local communities with
due sensitivity. To this end | had discussions with the Islamic Women’s Welfare
Council of Victoria, teachers from the Turkish community and members of the
Broadmeadows mosque. | also took Turkish lessons from a member of the Turkish
community in order to help with this process. In France | was able to make contact
with a range of community leaders through a conference commemorating the fortieth
anniversary of Turkish presence in Alsace. This also helped me to appreciate some
lines of division in the community, particularly around the diversity of orientations
towards Islam and politics.

| also consulted broadly with institutional stake-holders, which helped to clarify
the operation of different aspects of the two systems and the best ways to approach
staff and students to gain their full participation. This was particularly useful in
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determining how to frame the study to participants and what kind of language to use
in questions and discussions.

A draft of the survey instrument and interview schedule was tested in 2003 on
a group of 28 year 11 students. The administration and analysis of the instruments
was followed by discussion with the students to clarify their understandings of
particular items and to improve them. The interview items were also tried out with
students and teachers at the school at this stage. In the French stage of the study, a
pre-trial was carried out at Lycée Professionnel Hyppolyte Fontaine in Dijon. This
also allowed for fine tuning the translation of the questionnaire. After approval from
the relevant educational authorities and authorisation from schools, data was
collected in the second half of 2004 from Australian schools and in the first half of
2005 from French schools. Questionnaires were completed in class-time following a
short explanation of the study from myself. In a small number of cases surveys were
posted to me from schools when there had been insufficient time for students to
complete the survey. Interviews were also conducted in schools with students

selected by teachers or the CPE, but not in their presence.

Translation and adaptation of the questionnaire
The OECD has noted that self-reported characteristics are vulnerable to problems of
comparability across cultures. However, the relationship between certain
characteristics, such as self-belief and sense of belonging at school, and
performance in the PISA study appears to be robust (Organisation for Economic Co-
operation and Development, 2004: 112; Zigo, 2001). In translating both the group
interview schedule and the questionnaire the recommendations outlined for
comparative research by Hayashi were followed (Hayashi, Suzuki, & Sasaki, 1992).
Through pre-testing and interviews | have attempted to take into account differences
in the interpretation of questions between national contexts. Due to differences
between education systems and greater sensitivities around the concept of ethnicity,
some questions were modified and the order of the questionnaire was changed. It
proved impossible to retain some questions in equivalent form, so a small number of

items are not directly comparable across the two settings.
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Analysis
Data from the questionnaires were coded and analysed using the SPSS software
package. Data from notes and interview recordings were ordered into themes which
provide the basis for discussion in each section of the thesis.

All interviews were recorded, with one exception on the request of interviewee.
In making use of this data | have borne in mind the need for analysis of the group as
a whole as well as recognition of individual voices operating within it. | have
attempted, as Barbour advocates, to “distinguish between opinions expressed in
spite of, or in opposition to, the group and the consensus expressed or constructed
by the group" (Barbour & Kitzinger, 1999: 16).

The final survey question sought a written composition in response to the
guestion “if you were asked on a radio interview to describe your idea of a successful
life, what would you say”? As response rates varied greatly according to the time
available and students’ speed, | have not attempted a quantitative analysis. Rather, |
present the common themes which emerged from these responses and a linguistic
analysis. In my linguistic analysis, | have not used traditional linguistic measures of
second-language development here, partly because they focus on the early stages of
acquisition®. | instead focus on discourse features and grammatical and lexical
complexity.

The quantitative data have been analysed mainly through descriptive statistics
and traditional inferential techniques. Bivariate tests of significance are shown in
where possible. These tests include Pearson’s Chi-Square, independent sample T-
Tests, one-way ANOVA, Mann-Whitney U, and Kruskal-Wallis tests. | have reported
information on expected frequencies for Chi-Square tests when the minimum
expected count is less than 1, or more than 20 per cent of cells have expected values
below 5 (the conservative minimum requirement (Cochran, 1954)). The sample size
is generally sufficient to satisfy Roscoe and Byers’ more liberal rule of thumb that the
average expected cell frequency should be at least 1 when the expected cell
frequencies are close to equal, and 2 when they are not (Roscoe & Byars, 1971).

® Morphosyntacical tests of second language development are of little relevance here as virtually all
students have mastered the forms evaluated in such measures (negation, question formation,
grammatical morphemes, relative clauses) (Lightbown & Spada, 1999). Further, indexes based on the
T-unit or error-free T-unit (Wolfe-Quintero, Kim, Inagaki, & University of Hawaii at Manoa. Second
Language Teaching & Curriculum Center., 1998) generally do not take into account conventions of
written language.
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Multivariate analysis has been undertaken using logistic regression where
possible. Because of the small number of schools in the sample, multilevel models
have not been used. While the data is structured hierarchically, the number of level-
two units (the 8 schools in Australia and 4 in France) is insufficient for variance
estimates provided by multilevel modelling to be reliable. The literature suggests a
minimum of 30 level-two units and ideally at least 50 (Hox, 2002: 173-9; Kreft &
Leeuw, 1998: 124-5; Snijders & Bosker, 1999: 140).

Despite the criticisms levelled at work which mixes levels of analysis since the
work of Coleman (1966), his general findings identifying influences on achievement
are still generally accepted as important. For the purposes of the present study, the
value of investigating the influence of schools over and above the composition of
their intake outweighs concerns about mixing levels of analysis. School and stream
have therefore been considered as contextual variables for a small number of
analyses.

| have reported regressions models using predicted probability expressed as
percentages. Percentage increases in probability have the advantage of being easy
to compare and interpret. | also include a pseudo R Square as a measure of strength
of association between predictors and the dependent variable. The Nagelkerke R
Square (Nagelkerke, 1991) is based on likelihood and may be interpreted as
approximating an OLS R Square, although its values tend to be lower.

Regression has been used more sparingly in analysis of the French settings,
where small numbers and the structure of streams present serious obstacles to this
approach. Indeed all forms of quantitative analysis have been approached with

caution in light of the small sample size.

The construction of categories

A small number of questionnaires did not contain responses to all items. Where
possible, responses have been imputed from responses to similar items on the same
guestionnaire. Socio-economic status has therefore been constructed using the
father's profession, and where that is missing, the profession of the mother. The
work status and educational levels of parents have been used when this data is not
available.

Parents’ place of birth and the use of a language of migration in the home

have been taken as proxy measures of ethnicity. In the Australian setting it is worth
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noting the large number of English speaking migrants. Seventeen percent of
students in the sample who only speak English at home have two parents born
overseas, and 21 per cent has both born overseas. The figures for France are 3 per
cent and 7 per cent respectively.

Because those born overseas who are monolingual speakers of the dominant
language are likely to be from the same cultural background as non-migrants, they
have been grouped together in a category called ‘dominant language-background'.
This category thus includes the children of non-migrants and the children of parents
born overseas to non-migrant parents, or to parents from New Zealand or the United
Kingdom (in the Australian sample) and Switzerland or Belgium (in the French
sample). This term is awkward, but avoids the use of ‘French’ and ‘Australian’, labels
which refer only to nationality, and ‘non migrant-background’, which is inaccurate for
some students in this category.

A second category, ‘Turkish-background’, comprises students who were born
in Turkey, whose parents were born in Turkey, or who speak Turkish at home. There
are sufficient numbers in the sample to construct a further category of those students
who speak Arabic or Berber or were born in one of the countries in Tables 3.9 and
3.10. Indeed this group is larger than the Turkish group in France. The unity of this
category is weaker than that of Turkish background; however language®, religion,
and some aspects of family structure, provide a basis for its coherence. Nationality
does not form part of the definition, and indeed the national origins are different for
the Australian sample and the French sample. This makes it potentially more
problematic to compare the category across the two settings. Within each country
there is greater cultural and geographical basis for the category. In France, the
‘Maghreb’ region is the birthplace of all but 8 per cent of mothers and 6 per cent of

fathers from the Arabic/Berber category.

® Berber speakers are mainly in the French sample and usually speak both Arabic and Berber at
home. Some students also used the name of their country of origin (e.g. Algerian) to name the
language they speak at home.
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Table 3.9 Parents’ country of birth (Arabic/Berber speakers) in French sample

mother or guardian's country  Father or guardian's country of
of birth % birth %
Morocco 52 46
Algeria 29 34
Tunisia 10 13
France 3 3
Turkey 0 1
Syria 3 1
Lebanon 1 1
Afghanistan 1 0
n 69 68

Table 3.10 Parents’ country of birth (Arabic/Berber speakers) in Australian sample

mother or guardian's country  Father or guardian's country
of birth % of birth %
Lebanon 59 60
Iraq 13 13
Syria 9 10
Egypt 6 8
Algeria 2 2
Australia 2 0
Ghana 2 0
Jordan 2 0
Kuwait 2 3
Morocco 2 0
Palestine 2 2
Somalia 2 2
France 0 2
n 64 62

The students in the Australian sample are more likely to be of Middle Eastern
background, with a clear majority being of Lebanese origin. It would be possible, but
not completely accurate, to rename the Arabic/Berber category ‘North African’ in the
French context and ‘Middle Eastern’ in the Australian context. Although there are
only two Berber speaking students in the Arabic/Berber category in the Australian
part of the sample, this label has been retained in order to facilitate comparison
between national settings.

The final category, ‘other backgrounds’, consists of students who speak a
language of migration other than Turkish, Arabic or Berber. This group is made up of
students from over 100 different national origins and their ethnic profiles are
extremely diverse. As a consequence of its heterogeneous composition, | will not

devote much time to discussing this group in my presentation of results. It can serve
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as a reference point, however, to identify where effects are generalised across all
groups.

The research literature also suggests that it is useful to distinguish between
first generation migrants and the second generation, made up of their children. In the
sample, students are primarily second generation, with the exception of the ‘other
language’ group which makes an analysis by generation difficult. | have not,

therefore, gone down this path.

Table 3.11 Country of birth by background (Australia)

Dominant Other
language % Turkish % Arabic/Berber % language % Total %
born in country of 93.70 89.90 73.50 53.30 82.10
reference
born overseas 6.30 10.10 26.50 46.70 17.90
n 174 149 68 20 481

Table 3.12 Country of birth by background (France)

Dominant Turkish Other
language % % Arabic/Berber % language % Total %
born in country of 96.90 85.70 80.70 75.40 89.70
reference
born overseas 3.10 14.30 19.30 24.60 10.30
n 259 35 83 69 446

As a result of practical difficulties encountered in the collection of data, the number of
Turkish-background students in the French sample is small (n=35), which raises
problems for quantitative analysis. Because the study seeks to identify whether
specific ethnic traits play a role in influencing school experience, | have not
amalgamated these students into a larger ‘ethnic-minority’ category. The inferences
which can be drawn from this small sample are, as a consequence, limited.
However, with a response rate of close to 90 per cent in the French schools, these

figures do hold some descriptive value for the settings investigated.

Caveats
The validity of my procedures depends on an awareness of my own position as a
researcher, and of the constraints of the social structures governing my relationship
with the people | am researching (Bourdieu, Chamboredon, & Passeron, 1983).

Specific issues also arise in the context of cross-cultural research (Burgess & Pole,
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2000): | entered schools and communities as an outsider, one viewed as particularly
exotic in the French setting. Although | was an outsider to the sites | visited, |
brought with me experience in schools in both education settings.

The extent to which purposes are revealed must be considered both as an
ethical and a pragmatic concern. Generally | did not present ethnicity as my focus.
In this | followed the example of Schram, who told subjects in his study of Laotian
students that he simply wanted to understand the experiences of students in the
school in general (Schram, 2002: 104). Nevertheless, there is likely to be some trace
in student responses of the underlying assumptions embedded in the questions
asked of them.

On a practical level, this study confronts the problem of matching populations
in two different settings, and this has been achieved only imperfectly. The logistical
difficulties of undertaking this task have resulted in a small sample size, which make
some forms of quantitative analysis difficult. This is compensated by the richness of
data provided and the conceptual benefits of comparing a ‘like’ group in the two
settings.  Given this purposive construction of the sample, the question of
generalising findings and achieving inferential statistical significance diminishes in
importance as a test of validity.

The scope of the study and the nature of the research instruments also
exclude a range of factors which have the potential to influence school experience.
The study focuses on students’ perceptions of themselves, and to a lesser extent, the
perceptions of staff-members of the schools visited. As such, the study is limited to a
snap-shot of the subjective aspects of student life at a particular stage.

A limitation of any work seeking to uncover causal mechanisms is that some
factors will inevitably be omitted from analysis, and therefore explanations can only
be tentative and provisional. The identification of associations between variables
which are considered does not, of course, establish a relationship of causality.
Nevertheless, as | have shown in the previous chapter, there are solid theoretical
grounds for positing a relationship between the subjective experiences uncovered by

this study and the factors presented as possible explanations.
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Chapter 4.
Turkish migrants in Australia

In order to investigate the salience of ‘Turkish ethnicity’ to school experience,
it is necessary first to delve into the distinctive characteristics of the Turkish
community in Australia. In this chapter | present the case that particular
community norms and particular material circumstances distinguish the
Turkish community from other working-class groups in Australia. Amongst
those factors deserving attention are the conditions of reception of Turkish
migrants (including residential and economic location); and family and
community structure. Some of these elements are shared with other migrant
groups, and | will use these groups as points of comparison. The purpose of
this chapter is not to portray the Turkish experience as unique in every regard,
and it is instructive to show where similarities exist with other groups which

have been shaped by similar social forces.

Background of migration in Australia
A focus solely on the perceived cultural characteristics of migrant groups is
unhelpful, as Tsolidis (1986) has noted, because ethnicity is a set of symbolic
resources mobilised under specific institutional and economic conditions. In
order to understand the reception of Turkish migrants in Australia, it is
important therefore to appreciate something of the wider context of Australian
migration.

Turkish migration to Australia came at the tail-end of the largest wave
of migration from beyond the United Kingdom and Ireland since British
settlement in 1788. The history of migration to Australia since that time has
been one of tension between a dominant ‘Anglo-Saxon’ population, which has
come to be identified as the cultural core of Australia, and various culturally
and racially alien subjects.

This opposition is reflected by the foundation of Australia on the
dispossession of indigenous people, who did not receive citizenship or voting
rights until 1967. It is further embodied by the 1901 the White Australia Act,

which restricted all non-European immigration and was used to further restrict
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migration to speakers of English. A cartoon from the Bulletin underlines this
sense of cultural vulnerability, which persists in contemporary political

discourse.

Figure 4.1 "The Prohibited Chow Pest"

Source: (King, 1976, originally appearing in The Bulletin 1909).

In the post-Second World War years, the Australian economy began to
suffer from labour shortages and British migration was joined by large-scale
migration from Southern and Eastern Europe, and later from the Middle East.
Then, from the early 1980s, labour migration started to dry up and refugees
from Vietnam, Lebanon and other war-torn areas began to arrive. Currently a
small refugee intake and a larger intake of skilled migrants make up the bulk
of permanent settlers. Today, of Australia’s population of 19 million, 23 per
cent were born overseas and 43 per cent were either born overseas or had at
least one parent born overseas. Twenty per cent of Australians speak a
language other than English, with the most common languages being Italian,
Greek, Cantonese, Arabic, Viethamese and Mandarin (Turkish is thirteenth
nationally but eighth in Melbourne).
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Following the abandonment of the White Australia policy in 1966, the
dominant discourse moved towards the cultural assimilation of new migrants
and indigenous populations to ‘Anglo’ cultural norms. This in turn has been
replaced, from the mid 1970s, with a policy of ‘multiculturalism’, and the first
‘Multicultural Education Program’ was formulated in 1981. Multiculturalism
involves the recognition and support of some forms of cultural difference (for a
discussion of multiculturalism see, for example, Henry & Lingard, 1982;
Jakubowicz, 1984; Kalantzis & Cope, 1999; Knight, Smith, & Sachs, 1990).
However, in the last ten years resurgent ethno-nationalist political formations
have again presented cultural difference as a threat to social cohesion.

Turkish migrants have thus entered a context in which ethnic
boundaries have tended to be maintained and defined against a dominant
‘Anglo-Australian’ cultural norm. Their Turkish ethnicity has also been defined
in terms of the economic position they occupy, and the geographical spread of
Turkish settlers emerging from the process of migration and economic

participation.

The economic conditions of migration

Turkish migration began in earnest after the signing of a bilateral agreement
with Turkey in 1967, and was at its peak until the mid 1970s. Despite their
massive concentration in factory work on arrival, Turkish migrants left
heterogeneous prior occupations (Elley, 1985: 130). Many had also
undertaken a prior migration from a rural area to a city within Turkey as part of
a rural exodus driven by economic changes (Inglis, Elley, Manderson, & Office
of Multicultural Affairs, 1992). Inglis has observed that “the Australian labour
market has been an important levelling influence” on the distinctions between
urban and rural origins (Inglis et al., 1992: 47).

In common with many who arrived before them, Turkish migrants had
high aspirations for social mobility. However, in the early days many viewed
their migration as temporary, and invested their future aspirations, including
for their children’s education, in a return to Turkey (Elley, 1985: 8).

By 1980, permanent settlement had become the dominant perspective
(MSJ Keys Young Planners & Department of Immigration and Ethnic Affairs,
1980). The 2001 census counts over 54,000 individuals (0.3% of the
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population) claiming Turkish ancestry (Department of Immigration and
Multicultural and Indigenous Affairs, 2003b: 57). This shift to permanent
settlement implied greater investment in both material goods in Australia and
in children’s education.

The first generation of Turkish migrants has retained a strong
occupational concentration in factory and unskilled work (Keceli, 1998; Young,
1988). Most are employed in manufacturing, clerical and sales, and wholesale
and retail sectors (Victorian Office of Multicultural Affairs, 2003). Table 4.1
shows that Turkish; Lebanese and Vietnamese parents are under-represented
in managerial and professional employment categories, while large numbers
fall into the category ‘other’, which includes lower skilled occupations).

Lebanese and Vietnamese migrants provide interesting points of
comparison, as groups which settled over a similar period and which have, as
we can see from Table 4.1 below, a similar economic profile!. However
settlement patterns have led Vietnamese migrants to different parts of
Melbourne, and to access different schools. Many Lebanese migrants live in
the same areas as Turkish migrants, and this is reflected in some of the
similarities in school experience which emerge in the data presented in later

chapters.

Table 4.1 Occupational status of parents of the second-generation by country
of birth (percentages), 1996

Sales,
Birthplace of Managerial/pr Para-prof. Or services, Number of
parents ofessional trades clerical Other children
Australia % 32.0 33.2 10.6 24.2 1742418
Turkey % 10.8 28.1 4.5 56.6 4709
Lebanon % 10.0 40.6 5.0 44.4 14201
Vietnam % 16.4 28.8 4.4 50.4 20091

Source: (Khoo, McDonald, Giorgas, & Birrell, 2002: 36)

Many in the first generation have left the workforce completely across
Turkish, Lebanese and Vietnamese groups, often as a result of workplace

accidents. Forty-four per cent of the Turkish second generation aged 0-14

! Lebanese migration to Australia has a longer history, and socially diverse origins and
economic implantation. However, the recent wave of migration, captured by this data and
present in the study, is primarily Muslim, 