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Chapter 1 Introduction

Germany is among the countries where school performance is closely linked to students’
social backgrounds. The Programme for international Student Assessment (PISA) reports
revealed that the stratified character of the German educational system causes 'ethnic
segmentation'. Comparatively, between migrants and non-migrants, educational background
and social status matter in Germany more than in most other European countries. Children of
immigrants compared to their German same-age peers are disadvantaged at almost every level
of the educational system.

School leaver rates in particular highlight the disadvantaged situation for children of
immigrants. Each year almost 76,000 students leave secondary education without any
diploma and of these, the percentage that are children of immigrants is two and half times
more than German children. The high share of school leaver children of immigrant
background causes concerns about their integration into German society. Therefore,
understanding the school leaving process in depth bears particular importance for both
mitigating the dynamics underlying school withdrawal and improving their integration into
society.

From a historical point of view, the educational expansion, increasing of average level of
schooling, actually reduced the number of school leavers in Germany. For example, between
1950 and 2005, the percentage of school leavers declined from 16 % to 9 % (Destatis, GESIS-
ZUMA and WZB:76; Becker 2006:30; Solga and Wagner 2001:109).

Despite this decline in school leaver rates, concerns about this situation in German society
increased' and they now attract more public and academic attention. First of all, despite the
visible decline in the long run, the percentage of school leavers recently is stable; in 1992, 9.3
% and in 2006, 7.8 %. This shows both the persistence of the phenomenon and the failure of
recent reform and policy efforts aimed at reducing the numbers. Plus, there exists an ethnic
segmentation in school leaving rates; the statistical data shows that, in comparison to German
children, the share of school leaver children of immigrants increased over this period
(Destatis, GESIS-ZUMA and WZB; Bildungsberichterstattung 2008; Diefenbach 2003/2004).

Another important factor is the negative effect of educational expansion that has taken
place in Germany (Center for Educational Research and Innovation 2009). This contributed
significantly to the deteriorated situation of school leavers in comparison to past times and

they have become exposed to more risks than ever before in the job market (Solga 2002a).

" Interestingly, Rumberger makes similar points almost two decades ago in a different context (Rumberger 1987).
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The educational expansion enlarged the social distance between those benefiting from
education and not, and this made educational failure of school leavers more perceptible
(Solga 2002b). Additionally, as soft skills are increasingly demanded in the labour market
today, leavers are further marginalized with their lower qualifications (Solga 2002a). The
rigid link existing between schooling and the labour market in Germany also worsens their
marginalization in society (Kristen and Granato 2007:6; Worbs 2003). Mostly, the concerns
about school leaver rates are strongly linked to integration debates in Germany. The high
number of immigrants leaving school causes concerns not only about their structural
integration into the labour market but also social participation in German society.

Against this background, most research relates high school leaving rates of children of
immigrants to a variety of causes. Among them, the most popular ones are the individual and
institutional explanations. The individual explanations focus on the student and family
characteristics and try to detect deficits for educational success and the students are seen as
“dropouts”, whereas the institutional explanations pay more attention to the school system
and its structural characteristics and the students are seen as “push-outs” (Kelly 1993). The
institutional explanations gained currency in Germany recently as result of so-called 'PISA-
Shocks™ in 2000 and 2006. It can be said that there is a strong tendency toward individual
deficit explanations in school leaving research in Germany. The reasons for such a tendency
might be traced back to the elements of “Auslinderpadagogik™, against which the culture of
immigrants, particularly that of Turkish, is seen as 'pre-modern' and in opposition to modern
German culture (Nohl 2009). The conceptualization of immigrant culture as deficit is based
on three assumptions: the language deficit, the language codes deficit, and primary
socialization deficit (Nohl 2009). This tradition explains partly the strong sociocultural focus
of the German migration research (Worbs 2003:1016).

Although these research streams focusing on individual or institutional deficits are
different in focus and conceptualization, they mostly use similar methodologies for
investigating school leaving. That is, a list of risk factors that leads, or might lead, students
out of school is described (Lee and Burkam 2003:358). The methodological commitment of
such studies is mostly multivariate analysis, which seeks to detect which variable, or
combination of variables, for example, race, language, parental education and occupation,

classroom size, or school structure, is the reason for unwanted behavior (Becker 1991:22-23).

’The term refers to disappointing results of educational performances lower class German and immigrant
children in Germany in compared to other OECD countries (Diefenbach 2003/2004)

Foreigner Pedagogy is a term used for the schooling of children of migrant workers in Germany till 1980's. For
the transformation of the term into “intercultural edcuation”, see (Nohl 2009).



While multivariate analysis provides valuable findings about potential causes of a behavior, as
Becker (1991) maintains “in fact, all causes do not operate at the same time” (Becker
1991:23); thus, it cannot account for the way the causes interact with each other in the
emergence of the behavior.

The present study attempts to broaden the common conceptualization of school leaving as
a process. Most research, due to its theoretical and methodological commitments, does not
spell out the process by which students disengage from school. Thus, the present study aims
to understand at first how school leaving processes unfold over time. Therefore, leaving
school is considered neither 'push-out' nor 'dropout' but as a disengagement process. Such a
conceptualization is of particular importance, for, as Kelly (1993) argues, the terms ‘dropout’
and ‘push-out’ as binary oppositions do not sufficiently capture the complex pathways
followed in leaving school (Kelly 1993:preface). Additionally, this approach enables
description of the interaction of various dynamics taken from the perspectives of the students
themselves. Therefore, instead of attributing the reasons of school leaving to background
variables, the present study, by following Becker's (1991) 'sequential model', intends to
explain the development of school disengagement sequentially. It looks at Turkish school

leavers from the School of General Education as this is Germany’s standardized school.

School engagement and commitment should be considered together with particular
motivations and aspirations. As it was noted earlier, the culture of Turkish communities is
seen as traditional, which contradicts the 'individualistic' and 'modern' values of the school
education in Germany (Diefenbach 2003/2004:240). This is why so called “Kulturkonflikt”
(cultural conflict) is a very popular frame of reference in Germany in explaining educational
failure of Turkish children (Diefenbach 2009:440—441). In this framework, school success is
assumed to mean an inevitable generational conflict between traditional parents and
'modernized children', (Diefenbach 2009; Weber 2005), and they are assumed to live a “Leben
zwichen den Kulturen™ (Weiss 2007:13). Similar arguments about the school performance of
the children of Turkish immigrants exist in the context of the Netherlands (Lindo 2000). As a
result, some research maintains that school performance of immigrant children is a result of
the way they value schooling. On the ground of this debate, the present study, by putting the
perceptions and perspectives of the leavers at its center, aims to understand how Turkish
school leavers value school from their lived experiences. The study focuses on the city of
Bremen which is home to a sizable share of Turkish immigrants, whose labor market

situations have been negatively effected by de-industrialization and restructuring of the

“Life between two cultures



economy in recent times. The study ultimately contends with the two concepts of school

disengagement and the meaning of schooling.

With regards to the structure of the dissertation, the main characteristics of the German
educational system are dealt with first. In chapter 2, the educational system is critically
reflected in terms of its logical foundations and relations with wider societal forces. On this
ground, the ways in which the structural deficiencies and ethnic segmentation of the
educational system create and reproduce existing gaps between the social strata are critically
discussed. With a historical view, the negative contribution of the educational expansion into
the deepening of social inequalities is highlighted. In this framework, the types, working
definition and situation of school leavers in the German educational system are clarified and

their marginalization is compared to other social groups.

In chapter 3, theoretical explanations associated with school performance are reviewed.
The main arguments of individual, deficit, institutional, human and social capital, resistance
and process explanations are clarified and their inadequacies in terms of the research interests
of the present study are critically reflected. This provides a basis for the formulation of the

theoretical framework of the study.

In chapter 4, the theoretical model of the study is constructed in detail. It is argued that
former theoretical models, while playing critical roles in explaining important factors
regarding school leaving, are not sufficient to fully frame the complex process of school
disengagement. Based on this critique, Becker's (1991) “sequential model” is introduced and
it is further argued that this is a suitable formal framework to map out school disengagement
processes gradually from the perspective of school leavers. In addition, as the model was not
originally generated for school disengagement, it is applied into disengagement processes
with symbolic interactionism. Chapter 5 explains the research design of the study. It includes
detailed descriptions about case selection and sampling, method selection, structure of the

interview guideline, interview situation and data analysis.

In chapter 6, the school disengagement process is analyzed and divided into particular
sequences on the basis of the data. The causal relationships between the sequences and sub-
sequences are empirically constructed. Throughout the chapter, the different dimensions of
the disengagement process from the perspectives of the interviewees are described. In
chapter 7, the meaning of schooling for the interviewees is examined on the basis of the
process described in chapter 6. Then, the analysis in chapter 7 takes the final sequence as the

starting point. As a result, it is argued that in contrast to cultural arguments, the meaning of



schooling for the interviewees is not stable but changing. Based on the detailed account of
both the process of school disengagement and of the changing meaning of schooling in daily
experiences of the interviewees, the findings are summarized and the inadequacies of the
study's theoretical model are highlighted in the concluding chapter 8. Furthermore, possible

research areas and policy recommendations are discussed.



Chapter 2 The German Educational System and School Leavers
2.1 The German Educational System

The social background of people should not
decide about their future. Social advancement
through education, this is our social policy goal.
Everybody needs to be included, nobody must be left
behind. All too often, poverty begins with poor
education. Everybody's participation in education
and professional training is warranted by the equal
opportunity  principle (Wernstedt and John-
Ohnesorg 2008a:38).

Understanding the school leaving process as part of the life course requires a critical
analysis of social and institutional structures (Weymann 2003). Institutionally, educational
systems generate requirements for success and failure and define standardized rules and
arrangements necessary to achieve success or failure. Powell (2009) argues that the
educational system in Germany is designed to provide appropriate support to each individual
to develop his or her “natural aptitude” or “given talent” (Begabung) at all levels of education
(Powell 2009:173). In this direction, the students are selected early for differently organized,
hierarchically ordered, secondary school types. Although it acquires a slightly different
character in some German states, tracking is generally decided in accordance with student
grades (especially in Language and in Mathematics), school recommendation, parents’
choices (S6hn and Ozcan 2006:108; Kristen 2000:32) and potential personality characteristics
derived from consultations with the parents (Frick, Grabka and Groh-Samberg 2007:6). This
selection point is indeed of crucial importance because it 'fixes' in a way the future
educational path of the student. Although there is a possibility to change the track for higher
degree, it rarely occurs in practice (Kristen 2000:32).

Children are entering into the educational system first when they are at the age of three or
four. It is up to the family to send their children to this pre-primary education. The age of
children to enter into primary school (Grundschule) is at around six. Primary schools are
comprehensive schools and all children have to attend the school closest to their home, thus,
the mix of the children in a school reflects the socioeconomic composition of the
neighborhood (S6hn and Ozcan 2006:104; Kristen 2000). This is one of the reasons for the

emergence of ethnically segregated schools especially in industrial areas of large cities



(Kristen 2005). Following primary school the students are tracked into either Special school
(Sonderschule)®, lower secondary school (Hauptschule)®, intermediate secondary school
(Realschule)’, or college-track secondary school (Gymnasium)® (Sohn and Ozcan 2006:104).
Stauber (1999) argues that this early selection creates a fundamental institutional risk of social
exclusion, which determines pupils’ school careers and labour market opportunities (Stauber
and Walther 1999:5).

After this institutional selection process’, students with exceptional talents are not
separated out to receive additional individualized support, thus the students are less defined
by their unique individual personality than by the school type they attend (Powell 2009:173).
In connection to this point, Stauber (1999) asserts that the tendency to separate students into
homogeneous school types is strongly linked to the German welfare state, which
institutionalizes each stage of the life course with life-time social insurance and full-time
work (Stauber and Walther 1999:28-30). He further underscores that the welfare system
encourages people to have an occupation and develop a biography that fits into
Normalarbeitsverhdlinis'. Those who deviate from this normal biography are thought to be
in need of help and included in a system of Sozialhilfe’ which stigmatizes individuals
socially due to lower qualifications (Stauber and Walther 1999:28-29).

Another equally important dimension of the structure of the secondary educational system
is that it cements and intensifies the social and spatial segregation existing in society (Klemm

2008:26). As the children from lower class German and migrant families, which hold lower

> During primary education, students who have learning disabilities or cannot meet the requirements of a regular
school are thought of having special needs and selected for special schools designed for handicapped pupils and
subsequently changing the track and getting the chance of a higher school degree is very low. This is one of the
most debated issues with regard to children of immigrants. It is maintained that these schools might easily be
abused for indirect discrimination since language problems might be mixed up with cognitive deficiencies (S6hn
and Ozcan 2006:107).

5 The lower secondary school which provides a basic general education as a basis of practical vocational
training; the certificate of the lowest track, acquired after the ninth or tenth grade, leads to a minimum
qualification such as blue collar professions.

7 Intermediate secondary school which prepares students, most often, for administrative and higher manufacture
jobs, stands as a better alternative to Hauptschule. The education here lasts from grade five or seven to grade ten
and the certificate leads to a medium-level qualification like white collar jobs.

¥ Gymnasium is the academic track, which, in combination with the Abitur (maturity certificate), traditionally,
leads to university studies (Kristen and Granato 2007:6). It usually lasts eight or nine years (grades five to twelve
or thirteen).

? In some German states, beside these three main tracks, there are also Gesamtschulen (comprehensive schools)
which integrate these three tracks and facilitate movement between them (S6hn and Ozcan 2006:110). These are
integrated comprehensive schools (joint classes for all students) as well as additive and cooperative
comprehensive schools (where the various types of secondary schools exist side by side on the same premises).
®According to the definition of German Federal Statistical Office, Normalarbeitsverhiltnis refers literally to 1-)
a full-time or part-time job with at least half the normal full working week, 2-) permanent employment
relationship, 3-) the integration into the social security systems, 4-) the identity of work and employment (Puch
2009).

"Public assistance



socioeconomic status, are excluded from others in the early selection process and restricted to

worse labour market outcomes, it reproduces existing power relationships in society.

Two thirds of German parents are in principle satisfied with a school system in
which their children, going to intermediary schools (Realschulen) and
colleges (Gymnasium), are separated from the children of socially
disadvantaged families and foreigners. They want to secure the social
opportunities for their children and believe that this works best through an
early separation based on a differentiated school system (Wernstedt 2008:10—
11).

Solga and Wagner (2008) maintain that the stratified school system creates and legitimates
homogeneous groups causing social segregation in secondary education (Solga and Wagner
2008). The outcomes of Die Internationale Grundschul- Lese- Untersuchung (IGLU) 2006
and PISA III indeed prove that students of lower socioeconomic status are mostly
disadvantaged in Germany (Wernstedt and John-Ohnesorg 2008b). Particularly the results of
PISA 2000 - so called 'PISA-Shock' — demonstrated that the relationship of social background
and competency acquisition is strongest in Germany among the OECD countries (Baumert
and Maaz 2010:166). Statistically speaking, today “the social background of a child
determines his/her educational achievement” (Valtin 2008:12), and the educational system
does not adequately appraise achievement potentials of kids from lower classes (Kiper
2006:70). “Children from upper classes have five times more chances than those of lower
classes to be recommended by their primary school teachers for going to Gymnasium, and
this fact is even more visible in 2006 than 2001 (Valtin 2008:12).

The strong relationship between social background and educational achievement shown in
PISA III demonstrates the incredible importance of the cultural and material resources of a
family for a child's educational performance (Solga 2008b). While role models and relations
with teachers are of great importance for children from lower classes (Stanton-Salazar 2001;
Solga 2008b), students who spend only half-day at school in Germany, are more dependent on
family resources (Solga 2008b). Adding to that, the stratified character of the secondary
educational system creates different performances among the different school types and,
instead of motivating, causes stigmatization'? for lower track students (Solga 2008b). To
summarize, school segregation leads to a “background-dependent canalization” and, thus, a

“sub-cultural isolation” of student circles which, as a result, brings about “background-

"“What is meant here by stigmatization is that the stratified character of the German educational system sorts the
students into differentially organized hierarchical school tracks and this, particularly with the current expansion
of education, results in stigmatization for the students in lower school tracks.



specific differences” in social and educational performance development® (Solga and Wagner

2008:191).

The internal structure of learning environments is defined through these
origin-based gate-keeping processes in the educational system, i.e. the
composition of the student population in different school types is determined
by their social background (parents) as well as the social background of their
social contacts (their friends and colleagues)(Solga and Wagner 2008:192)

Hauptschule students today come mostly from un- or semi- skilled families which have
low social and economic resources (Solga 2008b:3,; Solga and Wagner 2008:191-92-93,
Solga and Wagner 2001). These disadvantaged conditions in school cause detrimental effects
on the motivation and performance of the students. Indeed, the role of school was repeatedly
shown in various contexts as a critical factor in the formation of students' aspirations and
attitudes (Oakes 2005; Stanton-Salazar 2001).

Additionally, school effects became clear with PISA (2000), which undeniably shows a
co-variation between composition of students in a school and their performance levels (Solga
and Wagner 2008:193). The school climate in Hauptschule is demotivating, learning materials
are inferior, and the chance to meet role-model school friends from families having better
resources is extremely slim (Solga 2008b:3; Solga and Wagner 2008:191-92-93, Solga and
Wagner 2001). On the contrary, students in Realschule and Gymnasium enjoy great
advantage, they have more ambitious learning atmospheres, better educational climates and
supportive, motivated, role model friends since they come from families having high
socioeconomic resources (Solga 2008b:3; Solga and Wagner 2008:191-92-93, Solga and
Wagner 2001). While it is officially possible to change the school type, the figures show that
90 percent of students stay in their tracked school type; and if a change happens, it generally
happens downward into a lower school type (Solga and Wagner 2008). The school leaving
rates also prove the importance of school climate in development of educational aspirations;
in 2002 Hauptschule was 13.6 %, whereas Realschule was 2.2 % and Gymnasium was less
than 1 % (Frick, Grabka and Groh-Samberg 2007:6-7).

In addition to social structural inequalities, the educational system also includes 'ethnic
segmentation'. Diefenbach (2003/2004) shows that the children of immigrants are
disadvantaged and much more tracked into lower school types, such as Hauptschule and
Sonderschule, than their German counterparts; and less represented in upper school tracks

such as Realschule and Gymnaisum (Diefenbach 2003/2004). And ethnic segmentation is not

" This and following quotes from German books in this study are translated into English by the author.



a new but a long term fact in the German educational system (Alba, Handl and Miiller 1994).

The stratified educational system has caused more dramatic consequences for lower track
students with the educational expansion. With de-industrialization, the rising of the service
sector and the computerization of production and education, higher education has become
available to more people not only in Germany but all of Europe (Center for Educational
Research and Innovation 2009). The expansion of education caused an unprecedented
widening of the gap between certificate holders and non-holders. For example, from the
1950s to 1960s the percentage of 13-year-old Hauptschule-goers diminished from 79 % to
66%, whereas that of Realschule-goers increased from 6 % to 13 %, and that of Gymnasium-
goers increased from 12% to 16% percent. The percentage of Hauptschule-goers diminished
to 31% in 1990 and to 23% in 2004. On the contrary, in 1990, the share of Gymnasium-goers
was 31% and Realschule-goers were 27 %. In 2004, the share of Gymnasium-goers increased
to 33 % and Realschule-goers remained almost the same at 26 %, while Hauptschule-goers
again diminished to 22 % (Destatis, GESIS-ZUMA and WZB:76; Becker 2006:30; Solga and
Wagner 2001:109). As a result, the educational expansion deeply changed the value of
educational certificates. Realschule diploma became a norm over time, and Hauptschule, due
to the disproportional concentration of lower class and migrant children in this type of
school, has come to be described in sociological and pedagogical literature as an “ethnically
dominated school of residuals” or “ghetto-school” and Hauptschule goers have come,
therefore, to be perceived as deficit students (Destatis, GESIS-ZUMA and WZB:76,; Solga
and Wagner 2008:196; Stauber and Walther 1999:28-29).

Consequently, it is maintained that the German educational system creates particular
school contexts that bring about a range of dissimilar socialization conditions. Therefore, it is
far from compensating for low resources of the children of disadvantaged backgrounds (Solga
2008b). Conversely, by obstructing social mobility, it protects already privileged groups in the
society, with some of Europe's most rigid status distinctions based on labor market and

employment contracts (Wernstedt 2008).

2.2 School leavers in Germany

One of the fundamental problems facing school leaving research is the absence of a
common agreement on what is actually meant by the term “dropout”. It seems that many
terms are used in synonymy with dropout such as “the disaffiliated student”, (one no longer

wishing to be associated with school), “capable dropouts” (whose family or cultural situation
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did not agree with school demands), “stopouts”, (dropouts who return to school usually within
the same academic year), or “pushouts” (individuals who feel that people at school want them
to leave) (Chavez et al. 1991:6). The term dropout, like “truancy”, is an Anglo-American term
(Stamm 2006:2). Although in the countries such as US and Great Britain, the terms 'dropout’
and 'early school leaver' have certain conceptual clarity, there seems to be an incoherence on
the usage of the term in Germany. The main reason for that is the dissimilar organization of
the general and vocational educational system of Germany, compared to Anglo-Saxon
traditions. Therefore, the operationalization of the term needs to proceed carefully for the case
of the German educational system.

To begin with, the term “school leaver” is preferred in the present study over the term
“dropout” because 'dropping out' implies choice on the part of the students and is not
sufficient to capture the multi layered, complex interactions in the process. The German
educational system generates 'school leavers' of two types. The first way to become a school
leaver is to leave the School of General Education [Algemeinbildende Schule] without any
diploma. It includes Grundschule, Sonderschule, Hauptschule, Realschule and Gymnasium,
and leaving any of these is sufficient for being an official leaver. This type of leaving is
defined as 'Schulabginger'.

In Bremen, the compulsory education lasts 12 years and it ends no later than at the age of
18 (Senator fiir Bildung und Wissenschaft) and when students are older than sixteen and still
having no diploma from the School of General Education or are not eligible to acquire a
certificate, they are directed into 'vocational schools' [Berufsschulen], for a 'vocational
preparation year' [Berufsvorbereitungsjahr], where they are fulfilling their compulsory
education [Allgemeine Schulpflicht] and are given occupational skills in particular fields.
When a Schulabginger leaves the vocational school without any certificate and cannot find
any apprenticeship place [Ausbildungsplatz], then he is defined as 'Schulabbrecher' (Caspar
2003:4). As a result, 'Schulabbrecher' is a sub-category of 'Schulabginger'; in other words,
every 'Schulabbrecher first has to be a 'Schulabgénger'"’.

Given that there are two terms, the present study focuses only on those who leave
mainstream schooling. Therefore, what is meant by the term “school leaver” in this study is

'Schulabbginger', or those who left the School of General Education. Thus the working

' The “Definition Katolog zur Schulstatistik 2008 deals with this confusion and generates a definition for school
leaver (Kommission fiir Statistik 2008:46). The German version of the definition is as follows: ,,Abgénger der
allgemein bildenden Schulen sind Schiiler/innen des Berichtsschuljahres die die Schulart nach Vollendung der
Vollzeitschulpflicht am Ende oder Verlauf des Berichtsschuljahres ohne Abschluss verlassen haben und nicht auf
andere allgemein bildende Schulart gewechselt haben®.

' For different definitions and dissimilar use of the terms, see (Caspar 2003).
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definition herein for school leaver is: a pupil who leaves the School of General Education or

i1s thrown out, for any reason, before graduation or completion, and without transferring to

another School of General Education.

Turning back to the contemporary situation, the educational expansion engendered

dramatic consequences for school leavers in Germany. From 1950 to 2005, the percentage of

school leavers declined from 16 % to 9 % (Destatis, GESIS-ZUMA and WZB:76; Becker
2006:30; Solga and Wagner 2001:109). Nonetheless, despite this historical curtail, the

statistical data shows that the number of leavers is stable recently, see Table 1

(Bildungsberichterstattung 2008:286).

Table 1 : Graduates and school leavers from Hauptschule from 1993 to 2006 according to school certificates

Year Total Haul)t::llltlﬁg:l)tschluss Hauptschulabschluss
Frequency
1993 799,320 72,443 218,975
1994 818,012 74,048 221,984
1995 861.669 76,005 236,406
1996 892.396 78,747 241,930
1997 916,153 80.486 245,885
1998 924,358 82,968 245.362
1999 937.420 83.761 244326
2000 937.890 86,601 238.614
2001 926,852 88.881 236,127
2002 936.407 85,314 238,746
2003 947 887 84,092 246,194
2004 986.317 82,212 146,237
2005 058,458 78,152 237712
2006 968,869 75,897 236,531
in percent

1993 100 9.1 274
1994 100 0.1 2751
1995 100 8.8 27.4
1996 100 8.8 2.1
1997 100 8.8 26.8
1998 100 9.0 26.5
1999 100 8.9 26.1
2000 100 0.2 254
2001 100 9.6 2505
2002 100 0.1 255
2003 100 8.9 26.0
2004 100 8.3 14.8
2005 100 8.2 24.8
2006 100 7.8 24.4
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Over the past decades, the people having no diploma experienced declines in real income
and lagged behind individuals with more education (Rima Shore 2009:2). While many people
benefited from higher education, the social distance of educational groups between top and
bottom expanded (Solga and Wagner 2001) and this has made school leavers' educational
failures more visible than ever before (Solga 2002b). They have become a marginalized group
with their shrinking numbers. They are exposed to more risks today than ever before because
of the rising demand for soft skills in the job market'®. Although their parents could find work
with similar or even lower qualifications, these children find themselves marginalized within
the educational system and society (Solga 2002a). The strong link between the educational
system and the labour market in Germany contributed to this marginalization further (Kristen
and Granato 2007:6; Worbs 2003).

Looking at school leaving through the lens of migration, a different picture appears. As is
the case for school performance, school leaving rates mark the ethnic segmentation in the
educational system. For almost two decades, the children of immigrants leave school without
any diploma more than German students. In the time period 1991 to 2001, the average school
leaving rate was about 20% for children of immigrants, whereas it was 8 % for German
children (Diefenbach 2003/2004:233). Recent reports confirm this historical tendency, with
the proportion of school leavers from the General Educational Schools [Die
Allgemeinbildende Schulen] among the children of immigrants at almost two and half times
higher than that of Germans; 17 % to 7 % (Destatis, GESIS-ZUMA and WZB:56). The
dispersion is as follows in Table 2 (Bildungsberichterstattung 2008:274);

Table 2: German and foreigner graduates and school leavers from the School of General Education and
Vocational Schools according to the certificate type and sex in 2006.

Degree Total German Non-German

Male Female Male Female
Frequency  Percent  Freguency Percent Freguency Percemt  Frequency Percent  Frequency  Percent
without Hauptschulabschluss 75,897 19 38,905 87 22426 5.3 8,052 19.2 5614 127
Hauptschulabschluss 273,481 28.5 137,633 30.8 04,646 223 22356 480 18,846 428
Mittlerer Abschluss 481,845 49.6 21600 492 226,276 519 16,205 340 17,764 39.7

Fachhochschulreife 120662 136 64937 147 57,299 136 3,840 8.0 3,586 16
Allgemeine Hochschulreife 285456 209 123409 280 152397 363 4,285 8.9 5,365 1.4
Total 1,246,341 586,484 553,044 55,638 51,175

"For a theoretical discussion on possible reasons for diminishing chances of low skilled persons in the job
market see at (Solga 2000)
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Although no data are available nationwide about school leaving rates differentiated
according to ethnic background amongst the children of immigrants (Diefenbach
2003/2004:227), it seems that Turkish students are more likely to leave school without any
certificate than German peers, looking at their dispersion among different school tracks. For
example, Séhn and Ozcan (2006) use local data on the regional state of North Rhine-
Westphalia and find out that, in 2003, 14 % of Turkish students left school without any degree
compared with only 6 % of German students (S6hn and Ozcan 2006:111). Additionally, by
using her own calculations on BiB Integration Survey 2000 data'’, Susan von Below gives an
idea about the tremendous differences between second generation Turkish immigrants and
Germans. According to this calculation, the picture is worse than is generally thought; among
those who have no degree at all, all things being equal, the school leaver percentage of Turks
is seven times more than Germans (Von Below 2006:211). The inevitable question, at this
point, is why the picture is the way it is? In order to answer this question we should look at

the arguments and explanations for why some students withdraw from school.

7 BiB is an abbreviation for “Bundesinstitut fiir Bevolkerungsforschung® (Federal Institute For Population
Research)
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Chapter 3 Why Do They Leave School?

If academic success in school were mainly
contingent upon individual ability and effort, then
there would be no need to entertain theories that
focus our attention on the complexities that
underline social relations in organizational life
and society (Stanton-Salazar 2004:18)

Central to almost all existing studies and policy efforts regarding school leaving is a
concern with potential costs to society, such as unemployment, which leads to processes of
social exclusion; a mechanism of disintegrating certain groups from society (Sackmann,
Windzio and Wingens 2001). School leavers are seen as costing society in terms of reduced
productivity and consumption in the short run, and they are also seen to be social burdens
requiring public assistance due to limited training in the long run (Dohn 1991:211). As well
as these types of societal costs, there are a range of significant personal costs to the
individuals who leave. There are a plethora of risks that leavers face in their future life such as
alienation, lack of self-esteem, homelessness, drug abuse, and crime (Hodgson 2007:3).

There are different theories and explanations for school leaving. Kelly (1993) for
example, mentions two main groups of thought; the first 'individual' or 'deficit' group focuses
on individual, family and cultural factors seeing the event as 'dropout' based very much on
individual choice. The other group emphasizes institutional factors of unequal economic and
political conditions, social structures and schooling practices as the primary reasons, and sees
non-completion as "push-out' (Kelly 1993:6—7). These two groups of thought draw on various
sociological theories of educational performance, see Flores-Gonzales (2002) and Diefenbach
(2009) for reviews of these theories. Other perspectives such as human or social capital
theories and resistance theories offer explanations more marginal to these main two groups of
thought. There are also process explanations but, compared to others, they are quite rare. I
shall now, in the following sections, discuss these main and marginal school leaving

explanations in order to understand to what extent they are suitable to frame the present study.

3.1 Individual or Deficit Explanations

These explanations place individual characteristics at the center of their analyses. The
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basic claim is that due to individual, cultural and family reasons, the student lacks necessary
characteristics that would otherwise lead him or her to school success. Such students are
thought to lack motivation, have more school leaver friends, and come from unstable families
often indifferent to education (Flores-Gonzalez 2002:5).

Among other things, deficit explanations have a special tendency to focus on cultural
practices or patterns of minority groups. It is assumed that the success or failure of the
students might stem heavily from a cultural understanding of schooling. Lindo (2000) for
example, in his comparative research on Iberian and Turkish youths in the Netherlands,
concludes that, while having similar disadvantaged backgrounds compared to Turkish
families, the more liberal role of women in the Iberian family mediates the children relations
with school successfully and this support is substantially important in the greater success of
Iberian children compared with Turkish children (Lindo 2000:221).

Cultural deficit explanations are dominant in academic research in Germany. Family
characteristics and values are usually assumed to have main responsibility for the low
educational performance of immigrant children (Hummrich 2009). The deficit approach in
Germany is situated in a modern versus pre-modern paradigm and an integration/assimilation
debate. Diefenbach (2003/2004) refers to the text of Leenen, Grosch & Kreidt (1990)'® as an
example of a cultural deficit explanation and argues that particularly Turkish migrants are
assumed to have traditional 'pre-modern' attitudes to learning and schooling, which includes
memorization and absolute authority of teachers (Diefenbach 2003/2004:240). Therefore,
parents are skeptical and do not trust schools, which encourages instrumental and
individualistic values in opposition to traditional values of Turkish families (Diefenbach
2003/2004:240). Especially when it comes to the female students of Muslim background, the
so called “Kulturkonflikt” (cultural conflict) thesis comes to the fore (Weber 2005). It is
assumed that female students are torn between 'liberal' school culture and 'conservative'
family values and experience a cultural conflict (Weber 2005; Diefenbach 2009; Weiss 2007).
Also, this conflict exists across generations with the children of immigrants assimilating into
the cultural values of Germany and thus conflicting with their first generation elders' more
conservative values (Alba, Handl and Miiller 1994:212). The cultural deficit tradition
produced a body of 'specialized' sociocultural works that deal primarily with Turkish migrants

(Worbs 2003:1016).

"®Leenen, Wolf R./Grosch, Harald/Kreidt, Ulrich (1990) Bildungsversténdnis, Platzierungsverhalten und
Generationenkonflikt in tiirkischen Migrantenfamilien: Ergebnisse qualitativer Interviews mit
,bildungserfolgreichen“Migranten der zweiten Generation, in: Zeitschrift fiir Padagogik. 4, S.753-771
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The capability of individual, cultural deficit explanations in comprehending school
leaving faces strong criticism. While it is certain that individual background, family and
culture play some roles in educational performance, many suggest that it is not a sufficient
perspective to understand school disengagement processes.

First, the deficit explanations draw on a notion of a culture which is highly static in
character; for that reason, they are not able to explain dynamic factors across racial, ethnic,
class and gender groups. For instance, although being associated with low achievement,
authoritarian parenting style might cause different outcomes in different groups (Flores-
Gonzélez 2002:5). There are findings showing that authoritarian parenting style might be
linked with school success, for example, for Asian immigrants in the US (Rumbaut and Portes
2001) and for Turkish immigrants in Germany (Pott 2009; Alba, Handl and Miiller 1994:241).
Another example is Italian immigrants who, having completely different frames of culture,
perform as poorly as Turks in the German educational system (Alba, Handl and Miiller
1994:241). Second, the deficit explanations cannot deal with why educational performance
differences exist among siblings, although they share similar social, familial and economic
characteristics (Flores-Gonzalez 2002:4). Third, and most importantly in terms of the present
study, the deficit explanations do not spell out the process by which students become high or
low achievers as Flores-Gonzales (2002) points out. They attach school leaving outcomes to
demographic data so that certain characteristics “cause”'’ leaving (Flores-Gonzalez 2002:3).
It is conspicuous to predict whether a pupil will leave school by looking at race, economic
background and academic ability. This indicates only probability, not causality, and
furthermore such ambiguous meaning creates and perpetuates low expectations in society in
general (Kerka 2003; Croninger and Lee 2001). Additionally, the data are often misleading in
predicting who is going to leave due to large figures of gifted leavers (Hansen and Toso
2007:3; Renzulli and Park 2000), who do not fit the risk profiles (Flores-Gonzalez 2002:3).
Therefore the individual deficit theories cannot explain ups and downs in individual
biographies and complex mechanisms working in the processes by which pupils disengage

from school.

3.2 Institutional Explanations

The type and organization of a school creates specific learning climates and causes
emergence of aspirations and motivations of different kinds (Oakes 2005; Solga 2008a; Lucas

1999). Most research highlights that the logic and structure of a school determines whether

Empbhasis is original
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existing inequalities will be aggravated, transmitted, reduced, or eliminated. A degree of
centralized school policy-making leads to tracking of students into different institutional
arrangements, with different goals. As noted earlier, Solga & Wagner (2008) argue that the
tracking school system in Germany is responsible for differing educational outcomes of the
students. Lower school tracks are subjected to anticipated socialization to perform
educationally lower (Solga 2008b; Solga and Wagner 2008). Furthermore, teachers perceive
more problematic behaviors and lower their expectations for such students, the students who
are simultaneously from lower income families and ethnic minorities (Flores-Gonzalez 2002;
Modood 2004; Heath, Rothon and Kilpi 2008:226). An interview conducted with a German
Hauptschule teacher denotes how teacher expectations might be conditioned by school
structure; the teachers in Hauptschule school type are often less motivated to teach compared
to their counterparts in the upper school tracks (Bonisch 2009).

The institutional approach has become popular with the so called “PISA shock™ in
Germany. An increasing attention has been paid to the role of school structure and logic in
educational performance of lower status German and ethnic minority students. Next to
educational performance, it is argued that the role of 'school opportunity structure' is strongly
linked to peer group formation (Stanton-Salazar 2001), stigmatization of students (Solga
2002b) and reproduction of power relations in society (Solga 2008b; Wernstedt and John-
Ohnesorg 2008b). Hence, the institutional explanations are important because they unearth
the inequalities for lower class and ethnic minority students existing in the organization of the
educational system.

These institutional explanations come with critical failings as well. They are not sufficient
to fully explain school leaving as a phenomenon. First, the institutional explanations do not
take into account differences that exist within same family or even within minority groups.
Some Turkish students do well whereas some do not in the same tracked institutional
structure of the German educational system. Second, they are not able to explain differing
educational performances of different lower class background ethnic groups. As Flores-
Gonzales suggests, not all lower class and ethnic minority students are doing bad in education
despite the fact that they are pushed by the institutions to perform poorly (Flores-Gonzalez
2002:8). Lastly, the institutional explanations are mostly macro in nature and overlook the
interactions of individual characteristics with each different school setting over time, failing

to explain the entire process by which a student disengages from school.
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3.3 Human and Social Capital Explanations

Human capital explanations focus on familial conditions, as deficit explanations do, yet
draw specifically on parental education as human capital and earnings as financial capital.
They basically maintain that as migrant childrens' parents and communities hold lower human
and financial capital, compared to that of native children, they are as a result disadvantaged in
school (Diefenbach 2003/2004; Alba, Handl and Miiller 1994). More siblings equals less
capital because this means division of the parental human and financial capital such as time,
help and money with more children (Diefenbach 2003/2004:242). However, the human
capital explanations again place the immigrant family at the center of analysis and overlook,
to a large extent, structural conditions and institutional factors. With such a focus, they
implicitly assume education as neutral to students of all backgrounds (Bourdieu 1986).

Social capital explanations instead offer better tools for critically analyzing the role of
school in the emergence of social inequalities in society?. The main figure of social capital
explanations is Pierre Bourdieu. According to his theory of social reproduction, the change
and social mobility in society among classes happens less than is generally assumed.
Bourdieu and Passeron (1977) claim that in France, although education is presented as a
legitimate tool to be upwardly mobile, in reality it merely leads to the reproduction of status
relations in society as it values only the culture of the upper classes, which the children from
upper classes acquire naturally in their socialization processes (Bourdieu and Passeron 1977).
Social capital is embedded in the relationships of parents and students with significant actors
in institutions and through these relationships they can reach into institutional resources
(Stanton-Salazar and Dornbusch 1995). However, schools reward and legitimize only the

12! of upper classes and devalues that of lower class and minority students, and

cultural capita
thus reproduces the inequalities in society (Murphy 1979:23). Bowles & Gintis (2002) argue
further that there is a parallelism, or correspondence principle, between school and
workplace; that is, schools structure social interactions and individual rewards in order to
prepare students for adult work; they teach respect for authority and institutional hierarchy

and, in doing so, reproduce social relationships of stratified workplaces (Bowles and Gintis

2002). Thus, school leavers are seen as part of a group that is pushed-out because they are

»See (Bourdieu 1986). He constructs his concept of “social capital” by criticizing inadequacies in the concept of
human capital, which he finds too economistic and misleading in relation to understanding the transmission of
capital.

21 Social capital refers basically to the 'connections' or 'networks' which includes various resources, or it means
“to membership in a group” (Bourdieu 1986) whereas cultural capital means mainly educational qualifications,
see (Bourdieu 1986).
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denied access to the human and social capital of the dominant groups, and thus they “are a
product of the reproduction of capitalist order” (Kelly 1993:7). In this denial, some research
points out that the “curriculum” plays a particular role and it reproduces the existing class
structure and blocks engagement in school amongst lower class and minority students (Fine
and Rosenberg 1983; Chavez et al. 1991:10-11).

Human capital explanations, as noted before, suffer from what deficit explanations suffer
in general. They focus on parental and family characteristics and overlook institutional
dimensions. Although social capital theories improve on this problem, as is partly the case for
the institutional explanations, social capital fails in accounting for differences within schools
and within minority groups. For example, there are high achievers and leavers amongst
Turkish students in the same German educational system. Although some children are of the
same negative parental, family and neighborhood background, they perform differently in the
same educational system, therefore, the human capital and social capital explanations do not
fully explain differing individual cases. Second, as Giroux (1983) and Flores-Gonzales (2002)
point out, they underestimate potential resistance of lower classes to school practices (Giroux
1983; Flores-Gonzalez 2002:8). To Giroux, particularly the accounts of Bowles and Gintis but
also that of Bourdieu, miss the potential resistance at school (Giroux 1983:259). Last but not
least, like other explanations, human and social capital explanations are not able to disclose

the complex process by which a student disengages from school.

3.4 Resistance Explanations

The resistance explanations developed out of studies that focus on the struggle,
confrontation and opposition between students and school. With ethnographic and qualitative
methods, they highlight “student perspectives and the immediate context in which these were
shaped” (Kelly 1993:7). The student perspectives are important according to Ogbu (1974)
who remarks that “behavior of any group of people in schools, churches, or political rallies is
not governed by “objective reality” out there but by the “reality” they experience and
interpret” (Ogbu 1974:16). Thus, contrary to many studies, the meaning of schooling for
everybody living in the same society should not be taken for granted. For Ogbu, the
educational system is a “cultural institution’, and the way its role is perceived by lower class
and minority students is vital in order to understand their reactions to it (Ogbu 1974:17-18).

Once students perceive that school success does not lead to labor market opportunity due to
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many structural inequalities in society, they develop resistance and devalue schooling (Flores-
Gonzalez 2002:9).

It is also argued that students relate some behaviors and role patterns to ethnic and class
identities. For example, Fordham and Ogbu (1986) maintain that black students accuse their
pro-school peers of “acting white” and sanction them as they perceive working hard at school
as a “white” practice (Fordham and Ogbu 1986). Likewise, Solomon argues in his case study,
that the black students might develop other ways to reject school culture like engaging
intensively in sport activities (Solomon 1992:chapter 5). In his famous book “Learning to
Labor”, Willis (1981) shows how a group of students, adopt their working class identities and
develop a sort of masculine oppositional culture against schooling (Willis 1981).

The resistance explanations give preferences to the students own perspectives. However,
they assume incommensurable boundaries between worlds of minority students and school
(Flores-Gonzalez 2002:8-9). Many recent studies, particularly those having given birth to the
theory of “segmented assimilation”, demonstrate that there is no inevitable opposition
between community life and school success (Rumbaut and Portes 2001); rather, in some
cases, sticking to the family and community values, and thus to their own types of capitals,
increases the academic success of the children (Zhou 1996:218). By the same token, research
shows that not all Turkish students are pressed between community and school life, but
manage to develop acting strategies in order to combine them (Pott 2009). For example, Crul
shows similar protective features of family and community bonds in the case of Turkish
immigrants in the Netherlands (Crul 2000) and Gibson obtains similar results in the case of
Punjabis in California (Gibson 2000). Therefore, these studies also do not confirm the
assumption that the minorities see school success as something of the dominant majority (e.g.
“white” or “middle class”). For example, Lindo (2000) in his research on Turkish and Iberian
children in the Netherlands could not find any proof for equalization of school success with

'whiteness' (Lindo 2000).

3.5 Process Explanations

There are some theories that seek to frame school performance of students in terms of a
process perspective. To the best of the author's knowledge, there are two studies carrying
importance in this approach. One of them includes Tinto's (1993) efforts at creating a
longitudinal model of college departure. In his model, he seeks to combine individual and

institutional dimensions of student departure from higher education through theories of “the
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rites of passage” by Van Gennep (2001) and “theory of suicide” Durkheim (1952). By making
analogy to the reasons of suicide, school leaving behavior is seen as an outcome of lack of
integration of students into school (something like anomie). In doing so, Tinto concludes with
a Student Integration Model, which maps out the possible pathways of leaving college (Tinto
1993:115).

Another example of process oriented perspective is that of Losel (1975). He uses the
stigmatization approach to comprehend the ways in which a student is stigmatized in school.
He analyzes the norms and values in most schools and highlights that they do not match with
the values and norms of children from lower classes. Thus, school, with its middle class
ideology typifies these students as deficits, mostly via teachers, and through social
interactions the students come to sense this. This has negative effects on the students' self-
perception and influences the way he or she behaves over time. By bringing a wide range of
examples from many empirical studies, some of which are used also in the following pages of
the present study, Losel concludes with a model, which shows the process of student
typification in school.

These two theoretical efforts are of importance in terms of their motivational similarity to
the present study. Tinto's model tries to conceptualize student departure from higher
educational institutions in a longitudinal way and tries to combine individual and institutional
dynamics in that. On the other hand, Losel's process model has a great potential to analyze the
interactions in school and, in particular, the roles of both student and teacher in these
interactions. However, these process oriented theoretical explanations are not without
weaknesses. First of all, Losel's model is limited to interactions within school. The model
does not cover an aspect regarding what happens outside of school, which might be highly
influential in leaving school. Leaving school should be considered in relation to many factors
and the interactions in school are only one of them. Losel never mentions, for example,
potential peer effects, which have been continuously showed to be highly influential (Gibson,
Gandara and Koyama 2004).

Although Tinto's model successfully captures these aspects, it suffers from some other
defects. For example, Metz maintains that Tinto's model fails to understand the minority
students integration into higher education because of the adaptation of the theory of “rites of
passage” into his model (Metz 2004-2005). According to the theory of “rites of passage”,
when a person passes from one place to another, or from one state to another, the person's
social integration into the new setting is accepted with certain celebration or significant

events. However, its application into the model would mean that the minority students
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experience a rupture when passing into higher education (Metz 2004-2005). But minority
students do not experience “disruptive cultural experience not because college is a rite of
passage, but because the institution is culturally distinct” (Metz 2004-2005:10) quotes from
(1992). In other words, the values and cultural frames of minority students might differ from
the values of school, and this model assumes for the minority children a rupture from
background values for the sake of “integration” into the institution, which might have “white”
or “western” values (Guiffrida 2006).

Similarly, as the model takes its historical roots from Durkheim's suicide theory, it is
subjected to the similar critiques (Liu 2002). Liu argues that the notion of normative
congruence in Durkheim does not leave any room for individual choices, however today, we
are faced with different reactions to education in multicultural societies (Liu 2002). Thus, the
model is rooted in western assimilation and acculturation paradigms and fails to recognize
cultural and familial connections and bi-cultural integration (Guiffrida 2006). Again
concerning the Durkheimian background of the theory, although the model emphasizes the
integration of the student into social and academic environments of school, it is not clear
enough whether the integration is a process or an outcome (Liu 2002).

It is probably the functionalist root of the model, which gives preference to the integration
into the environments, instead of seeing the relations of student with school in terms of
negotiations and conflicts. Last but not least, Tinto's model is designed for explaining
departure from voluntary college education, however, the focus of the present study is on
leaving from compulsory education. Logically, in terms of motivations, aspirations and age,

the model is not suitable to understand the leaving from secondary school type.

Conclusion

I have sought to deal with the explanations of school performance in this chapter. It is
today widely accepted that school leaving is a complex process through which individual and
institutional factors play roles. Therefore, as I explained above, while being useful in many
ways, these aforementioned explanations have some weakness in fully explaining the
phenomenon. Among other things, the main weakness of all the explanations in terms of the
present study is that they are not able to reveal the process by which a student disengages
from school. A process shaped by a variety of factors whose meanings and roles change

throughout space and time.
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Another weakness of these theories, except for the resistance explanation, is that they do
not pay enough attention to how school leavers themselves value schooling. In the present
study, the school is considered as a site where conflicting symbols, meanings, ideas and
ideologies confront with each other. Therefore, the resistance explanations shall be
informative in analyzing the meaning of schooling for school leavers themselves, as
resistance can account for particular student values. In the following chapter, I will introduce
a particular hybrid theoretical framework that can account for processes of school leaving and

the role of changing values.

24



Chapter 4 Theoretical Framework of the Study: The Process of
School Disengagement and Meaning of Schooling: A Symbolic
Interactionist Approach

In a highly and rigidly structured society, a
career consists, objectively, of a series of status and
clearly defined offices. In a freer one, the individual
has more latitude for creating his own position or
choosing from a number of existing ones...but
unless complete disorder reigns, there will be typical
sequences of position, achievement, responsibility,
and even of adventure... (Marshall and Mueller
2003:14)

In order to capture the unfolding character of school disengagement and changing
meaning of schooling, I shall employ the sequential model of deviance by Becker (1991) and
a symbolic interactionist perspective. In the following, these two theoretical models are

introduced.

4.1 Becker's Sequential Model of Deviant Career

Leaving school is not an instant event or a spontaneous decision, it is instead a “gradually
accumulating social withdrawal from school” (DeLuca 2002:4). It is a process. Therefore, it is
assumed that there are both actions that move toward leaving and context factors that push
toward leaving at different stages in a students life. Becker offers a “sequential model” that is
useful for understanding these stages which lead to leaving school.

Becker, in his book, Outsiders (1991)%, after giving the different definitions of deviance
used in various domains such as statistics and social sciences, concludes that the shortcoming
of these definitions is that they consider deviance as abnormal or contrary to homogeneity and
they, therefore, focus their attention on the deviant case. Contrarily, he says that deviance is a
social phenomenon, created by society. Social groups cause deviance by making the rules
whose infraction constitutes the deviance. They make rules and apply them to people; that is,
“deviancy is not a quality of one's action but rather application of rules and sanctions by
others” (Becker 1991:9). It does not exist in behavior itself, instead it is a product of a process
which involves the responses of other people to the behavior. Then, instead of focusing on
personal characteristics of deviants, we should look at what they have in common. The

answer, he gives in turn, is the label they are given such as 'rule-breaker' or 'outsider', and the

“First published in 1963.
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process they experience in the way of becoming so labeled (Becker 1991).

He develops his sequential model on the basis of this process of common experiences and
applies it to marijuana users and musicians in order to understand how deviant behavior
originates. According to the model, we must center our attention onto how patterns of
behavior develop in sequence. We should describe each step and explain the dynamics that
lead the individual from one sequence to another sequence, which are altogether going toward

a final sequence; for example becoming a marijuana user.

In accounting for an individual use of marijuana, as we shall see later we must
deal with a sequence of steps, of changes in the individuals' behaviors and
perspectives, in order to understand the phenomenon. Each step requires
explanation, and what may operate as a cause at one step may be of negligible
importance at another step. We need for example one kind of explanation how
a person comes to be in a situation where marihuana is easily available to him,
and another kind of explanation of why, given the fact of its availability, he is
willing to experiment with it in the first place. And we need still another
explanation of why, having experimented with it, he continuous to use it. In a
sense, each explanation constitutes necessary cause of the behavior. That is no
one could become a confirmed marihuana user without going through each
step. He must have the drug available, experiment with it, and continue to use
it. The explanation of each step is thus part of the explanation of the resulting
behavior. (Becker 1991:23)

This model is highly useful because it both explains the variables of a sequence and the
position one must reach within this sequence in order to pass into the later stages of the
sequence. In Becker's research, a person who starts using drugs as result of his personal
alienation from conventional norms will not necessarily become a drug user; “the variable of
personal alienation, however will only produce drug use in people who are in a position to
experiment because they participate in groups in which drugs are available; alienated people
who do not have drugs available to them cannot begin experimentation and thus cannot
become users, no matter how alienated they are. Thus, alienation might be a necessary cause
of drug use, but a distinction between users and nonusers only at a particular stage in process”
(Becker 1991:24). Becker uses the notion of “career” borrowing it from occupational life,
where it means to move from one position to another, and applies it to his sequential model in
order to acquire the moves of a “deviant career” (Becker 1991). Rather than referring to
committing a deviant behavior at once, “deviant career” refers to developing motives, which
are socially learned, for a sustained pattern of deviant activity (Becker 1991:30). As well as to
developing motives, the process of common experiences might also unveil 'transition

structure', (Sackmann and Wingens 2003), that is patterns of societal connections between the
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steps in a career. The fundamental steps in development of such a “deviant career” are, in
turn, as follows; a-} to be caught and labeled, b-} turning of the label into a master status, c-}
and, the identification with a deviant group (Becker 1991:30-35).

This sequence model is highly suitable not only for criminally deviant outcomes, but also
to account for disengagement processes and the meaning of schooling. It maintains that
changes occur in the perspectives and perceptions of the people as they proceed along various
stages. The explanation of how a deviant career evolves is formal and, for that reason, non
deterministic. Therefore, this dissertation asks what would be the possible sequences in
applying this model to the school leaving process? In other words, which sequences, and in

what turn, might a student go through in becoming a school leaver?

4.2 Application of the Sequential Model into School Leaving Process and
Meaning of Schooling: Symbolic Interactionist Approach

4.2.1 To be caught and labeled

Turning back to Becker's claim that there is not a natural deviance but “deviant behavior
is behavior that people so label” (Becker 1991:9), for example after a person is caught
performing a crime and labeled, the following could be the changing of his or her public
identity. This person can develop a self-image which is adaptive with the label that can lead to
a “master status” in his or her connections with the world, thus “some status...override all
other status and have a certain priority” (Becker 1991:33). This person, for example, might be
remembered first as a thief then second for being a women or man, or employed in a certain
job. For the person, master status of 'thief' produces a self-fulfilling prophecy, which “...sets in
motion several mechanisms which conspire to shape the image people have of him” (Becker
1991:34). The final consequence for the person is to get closer to, and identification with, a
deviant 'thief' group which gives the person a sense of common fate (Becker 1991:38). These
steps do not mean that a deviant career is inevitable for everyone committing a deviant
behavior. The question whether one will develop a deviant career depends on his or her
position in the process and on many dynamics at the personal and community levels; “if he
makes the right choice, he will be welcomed back into conventional community; but if he
makes the wrong move, he will be rejected and start a cycle of increasing deviance” (Becker
1991:37).

This same labeling logic can be applied to the process of school leaving. Unlike Becker's

case study on marijuana users, this question leads to framing school as an institution and
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considering its defining categories. Following Gomolla & Ratdke's (2009:59—83) reference to
Berger & Luckmann (1966), the institutions use definitions that take their legitimacy from
“the historicity of reciprocated typifications of habitualized actions and relevant
interpretations built in society” (Berger and Luckmann 1966:54). School, like many other
institutions, by nature creates categories and uses them to classify students (Gomolla and
Radtke 2009:chapter 2). Using this symbolic interactionist approach they also argue that the
categories come along with particular expectations, and they are reinforced with
institutionally approved semantics (Gomolla and Radtke 2009:80). The expectations have
power to delineate possible action schemes, and these action schemes are inculcated with a
complex semantic taken from, and continuously supported by, sciences” (Gomolla and
Radtke 2009:Chapter 2).

Against this background, school, as an institution, is responsible for labels that produce
“normal biographies” that can integrate individuals into society smoothly, or labels that turn
some students toward deviant outcomes (Gomolla and Radtke 2009:chapter 2; Solga
2005:156). School appreciates particular teacher and student roles over personalities, some
roles are positively valued over others, such as hardworking, adaptive, and used as ideal types
in measuring up student performance (Béhnisch 1999:168—170). Shortly, schools sort out and
classify students using labels.

But how are the students interacting with these labels? Solga (2005) presents an account
of this symbolic interactionist perspective in relation to school disengagement. She maintains
that central to this classification is the measurement process which includes test scores,
certificates and teacher evaluations: “The students are evaluated with the standardized
methods from very bad to very good or from educationally weak to educationally strong as
result of their learning and behavioral activities in the classroom” (Solga 2005:157). This
measurement/assessment is made by a teacher as s/he is the 'arbiter' of school norms and
values against which students' school behaviors are judged® (Losel 1975:2). With this
assessment process, the “normal” and “deviant” are socially constructed (Solga 2005:157).

Becker's supports the symbolic interactionist perspective claiming that deviancy is socially

# The Psychological and Medical discourses play a role in the justification of considering bad educational
performance as “deviancy”; like, learning disabilities and so on. By keeping in mind that meritocratic ideology
shapes the educational values today, it is noteworthy to observe the ways in which scientific languages function
here.

#*Losel (1975) emphasizes that what is meant is not “the teacher” but 'teacher' as part of school mechanisms and
conditions. Therefore, it should be added that the categories at school are not only limited to students but include
teachers. Losel shows that in contrast to popular theoretical educational goals like emancipation and creativity,
most teachers prefer students who are conformist, orderly, rigid and docile over those who are flexible, active,
non-conformist, unclean, messy, and the worse, independent and self-conscious. Thus the ideal student type
means more adaption than confrontation (Losel 1975:3).
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constructed - not fact - through processes in school; “(...) rules about who is a member of the
category are defined by society... not by nature” (Crocker, Major and Steele 1998:505).

If a student does not meet the requirements of imposed mormal' categories, then the
'deviancy' construction starts for him or her in school. However, the relation between
personal theories and social theories should be noted here (Ldsel 1975:6—7; Bohnisch
1999:165; Brusten and Hurrelmann 1976:16). When a negative or positive characteristic of a
potentially deviant student is considered, it is automatically attached to other negative or
positive personality characteristics; for example a one time disorderly conduct might be
considered together with laziness, dishonesty and unpunctuality (Losel 1975:6). What comes
out of these arbitrary associations are the simplified typifications and stereotypes of complex

pictures, in this case simplified to an overall negative label.

The basic problem of practical ideologies consists in the fact that they have to
make simplifications and produce obvious /clear-cut conclusions where in
reality [...] the conditions are necessarily ambiguous and complex. Ideologies
have the character of self-evident statements and thus it is often forgotten that
there are other possible interpretations of social problems (Bohnisch
1999:166).

The significance of these negative labels, or stereotypes lies in their effects in micro
processes. Powell (2003) argues official school categories produce unofficial categories in

daily life of people; in that, classification should be understood as a dual process;

Socially constructed categories and their limitations are unavoidable, since
they are necessary for organizing our perceptions, as well as for our
adaptations to the dynamic and complex environments in which we necessarily
live. In the context of schools, classification evokes expectations and
assumptions, which lead to certain interpretations of the behavior and the
reactions of a child — which, in turn, alter the conditions of learning process.
This may have positive as well as negative effects for the child (Powell
2003:114).

Such categories, and their associated relevant perceptions and expectations, trigger labels
and some sets of negative stereotypes that influence a person's self perception (Losel 1975;
Brusten and Hurrelmann 1976; Solga 2005; Powell 2003). The categorically constructed
forms of deviance are personalized through scientific semantics (Solga 2005; Gomolla and
Radtke 2009:chapter 2) “such as lack of ability, intelligence deficiency, learning or behavioral
problems (learning disabilities)” (Solga 2005:157) and, in this operation, the meritocratic

rhetoric of education, against which the school success or failure is a result of individual
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talent or merit, is used for justification (Solga 2005) - ...“underlying such system justifying
ideologies is the tendency to hold individuals responsible for their situation, and to attribute
their situation to controllable factors” (Crocker, Major and Steele 1998:509). The students
who are labeled in this way might experience psychological tensions and gradually withdraw

from school due to their failure to conform to the ideal rhetorical type of student.

4.2.2 Turning of the label into a master status

Psychological withdrawal happens parallel to identity formations. For children, school is
an environment where one of the most significant passages from the play into the game takes
place (Mead 2000:159). Students' behaviors are evaluated by teachers and others; students
learn to take others' attitudes and behaviors into consideration and also become aware of the
general typifications and expectations, which is the generalized other (Solga 2005:160). They
see themselves from the others' eyes and develop a self out of this process; “self-images are
constructed through a social interpersonal process; people tend to see themselves as they
believe others see them (Park, Crocker and Kiefer 2007:1504). Solga (2005) argues that in
this observation of, and comparison with, other selves, the test results, grades and diplomas
play a central role because they are, significant symbols, giving commonly shared information

about the self and others (Solga 2005:160).

...they, as socially approved and institutionally legitimated, become an inter-
subjective interpretation filter which informs about not only one's behaviors
and performance at school but also shapes one's self-perception of his own
performance in comparison to that of others (Solga 2005:160).

The effect of self-perception is very pronounced; many deviantly labeled students rate
themselves as weaker or inferior to their classmates (Losel 1975:11). For them, school is a
place where they feel insecure and alienated (Solga 2005). “A person differs from the norm -
either actuarial or prescriptive - in a given context, so the individual is discouraged or
excluded because of a feeling - vague or explicit - that he or she does not fit in with the
heretofore homogeneous group” (Fiske 1998:384). In such cases, it is quite probable that a
label such as 'low educational performance' becomes a master status in one's interactions with
others, which cause a social stigma® (Becker 1991:34; Solga 2005:167). For such students an

average school day means inter-playing between feedback-loops of failure, being rejected and

% Master Status overrides all other subsequent statuses of a person in his or her interactions, such as race comes
before class; e.g. being black comes before being doctor or middle class. A deviant feature turned into a “master
status” can shape a person's life and identity deeply (Becker 1991:33).
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a cooling out-effect which might bring forth school phobia, anomie (the feeling of
powerlessness and alienation) which distances a student from the learning process” (Solga
2005:159). It is a process that results in, among other things, stigmatization, lowered self-
esteem and lowered perceived self-efficacy®®. This, in turn, leads to weak performance in
education; “when faced with obstacles and failures, people who distrust their capabilities
slacken their efforts or give up quickly” (Bandura 1999:8). Of course, one does not always
have to confirm the expectations. However, as Solga (2005) points out, it gets more and more
difficult for the person to change his or her self-image because of the institutionalized

stereotype his or her peers and teachers maintain (Solga 2005:163—-164).

4.2.3 The identification with a deviant group

In the paradigm of school as a place where children learn how to play the game, students
form their personality by taking others' roles into consideration and learning about group
identification. They look for a group to identify themselves with; “it is a period in which he
likes “to belong™[...] 7 (Mead 2000:160). For a student labeled as “low achiever”, it is most
likely that he will get closer to other students who are like him; “...students of low social and
intellectual efficacy are likely to gravitate to peers who do not subscribe to academic values
and life-styles” (Bandura 1999:19). This is an important shift in the development of deviant
career because a group gives a person a social identity, “It gives them a sense of common
fate, of being in the same boat” (Becker 1991:38). The group is “the aggregate of persons who
are likely to have to suffer the same deprivations as he suffers because of having the same
stigma” (Goffman 1986:113). Through group identification, the person adapts present action
strategies and justifications, and develops belonging and social identity. In other words, a
group provides a person with a self-justifying rationale to behave a certain way (Becker
1991:39).

By drawing attention to the effect of group identification on personal identity, Solga
(2005) maintains that a student identified with group of low achievers might withdraw from
school as a part of 'tension management' (Solga 2005:164—165). She refers to Geulen (2000)
and emphasizes that, as a kind of coping strategy, the withdrawal is not a passive adaptation
but rather a preservation of personal identity which requires a careful self-selection of the
situations which they seek or wish to avoid (Solga 2005:165). Although careful selection of

situations to enter is a very active form of self-protection, in doing this students may alienate

*Perceived self-efficacy refers to the beliefs in one's capabilities to organize and execute the courses of action
required to manage prospective situations. Efficacy beliefs influence how people think, feel, motivate themselves
and act (Bandura 1999:2).
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themselves from society and become “outsiders”* - (2005:166) quotes from (Becker 1991).
They select the situations to enter because there is a direct connection between success and
failure in a particular domain and basing self-esteem on that domain (Crocker, Major and
Steele 1998:528; Crocker and Major 2003:233; Osborne, Major and Crocker 1992; Bandura
1999:3Park 2007 #34 :1504). If a student gets constant disappointment from school for
example, then a disengagement might prevent that student from receiving negative feedback
such as bad grades and negative evaluations of teachers that might undermine self-esteem
(Crocker, Major and Steele 1998).

For a student disengaging from school, or who feels disappointed in school, the damage to
social identity and lowering of perceived self-efficacy can have a marking effect on his or her
life course; “a low sense of cognitive efficacy is associated with psychical and verbal
aggression and ready disengagement of moral self-sanctions from harmful conduct. The
impact of children® disbelief in their academic efficacy on socially discordant behavior
becomes stronger as they become older” (Zimmerman 1999:206). The increasing self-doubts
about academic achievement come mostly together with problematic behaviors; “over time,
growing self-doubts in cognitive competencies foreclose many occupational life courses, if
not pro-social life paths themselves. Disengagement from academic pursuits often leads to a

heavy engagement in the constellation of problem behaviors” (Bandura 1999:19).

Conclusion

In this chapter, I have tried to sketch Becker's (1991) sequential model as ideal for
understanding the school disengagement process and meaning of schooling. I also highlighted
the symbolic interactionaist underpinnings of Becker's work and the way that social
construction and identity function in school disengagement. It should be noted that the
purpose of this study is not to test Becker's model but to use it as an informing frame, because
it enables a division of the whole school disengagement process from singular events which
are mere stages in the procedural nexus. Also, understanding the process with this model
requires looking closely at the personal perspectives and views of students during the

process, which is vitally important for grasping the meaning of schooling.

“'The emphasis is original
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Chapter 5 Research Design

This chapter discusses how I investigate both the school disengagement process as it
unfolds and how school leavers themselves value schooling. The fundamental claim here is
that focusing on the process and meaning of schooling is of great importance to understanding
the dynamics that lead students to disengage from school. The present study looks at Turkish
school leavers in Bremen, Germany. It draws fundamentally upon twenty semi-structured in-
depth interviews and four months of participant observation in one of the vocational schools,

and includes students who depart from the School of General Education.

5.1 Case Selection and Sampling

The field research for the study took place in Bremen. As the second largest port city of
Germany, Bremen has been an industrial and trade center and its population presently is
around 650.000 (Statistisches Landesamt Bremen 2010). However, the city has been
undergoing a deep de-industrialization process, which hits mostly the low qualified immigrant
workers. The impacts of the re-structuring of the industry has impoverished usually the
regions of the city such as Kobbel and Kolding®®. These parts are largely populated by Turkish
immigrants and most of the interviewees in this study are from one of the two. Particularly,
the closing of the shipyard firm AG ARGA had a great negative impact on the migrant
population in this region as it was the major migrant employer. In 1984 the firm was closed
down and two thousand people were fired. The second wave came with the closing down of
another shipyard firm VULBRAN in 1997, and again a couple of thousand workers became
unemployed.

In these two shipyards, mostly immigrants were working. The German workers who were
fired had better chances to find new jobs in different sectors with professional retraining
(Umschulung), whereas the immigrants mostly could not take professional training due
mainly to their language problems and thus they could not find a new job in different sectors.
In the 1990s the temporary employment companies mushroomed and the same unemployed
immigrants started doing low paid temporary work and they became unemployed regularly.
Those who did not work were directed to temporary compulsory works by Unemployment

Office or they were retired early.

% All student, teacher, school, Bremen's regions, and firm names in the study are anonymous
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This has a very negative impact for immigrant families living in these parts of the city.
They became dependent on welfare and they presumably pessimistic about their futures. The
dense and rapid unemployment made the younger immigrants less hopeful for their future .
They grew up in poor family conditions in which the fathers are unemployed and the mothers
often look to unskilled, low-wage jobs such as house-cleaning. Today it is not so difficult to
see the reflection of this impoverishing in the rundown buildings, schools, and rough streets
of the two regions in which most of the interviewees live. The students interviewed attended
the disadvantaged schools in these neighborhoods. They are disadvantaged in terms of both
the students' profiles and the learning environments so that some parents want their children
go to intermediary schools in better parts of the city than go to college track schools in these
areas.

As noted earlier, leavers from the School of General Education are sent to vocational
schools. Therefore, I planned to find my interviewees in one of these schools in Bremen. After
my many visits to the Ministry of Education in Bremen (Senator fiir Bildung), I gained access
to a social worker working in Lindenhof School. He helped me get the necessary permissions
from the school administration for working there and in establishing trust-based relations with
my interviewees. The social workers are closer to the children and know more about their
private lives than do school teachers. They are often seen as friends by the students. My
relations with the social workers, therefore, eased my acceptance tremendously in
interviewees' eyes as someone to talk with and take part in their daily school life.

Lindenhof school offers vocational training in some fields such as nutrition, clerical-work,
woodwork, metalwork. It usually has more male students than female and when the study was
conducted, it had 115 male, 85 female students. Lindenhof school is situated in a part of the
city, which is heavily populated by immigrants. Among inhabitants living there, there is a
commonly held belief that Lindenhof School is one of Bremen’s most problematic vocational
schools. Many people think that most of the children in this school are drug users or dealers,
asocial, aggressive, problematic and/or hopeless. The students attending Lindenhof are aware

of the negative image of the school:

(...) OK this school is too shitty, I'd not like to come to this school, but I have
to, because I could not in other schools (...) (Aykut, 1086*)

Although it is possible to reach a Hauptschule certificate via this school, it actually

» The number next to the name refers to the line of the expression in transcribed text of the interview
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functions as a last resort for those who could not 'succeed' in the School of General
Education®. So, although they attend Lindenhof school, the children are official leavers from
the School of General Education.

The present study examines the disengagement processes and meanings of schooling by
placing the school leavers themselves in the center of the research. It takes the Turkish school
leavers at this school in Bremen and elicits in-depth accounts of their lives with room for
them to select which aspects they wish to emphasize (Barbour 2008:115). It is criticized that

the case studies provide little basis for scientific generalizations (Kohlbacher 2005). Indeed;

...case studies [...] are generalizable to theoretical propositions and not to
populations or universes. In this sense, the case study [...] does not represent a
'sample', and in doing a case study, your goal will be to generalize theories
(analytical generalization) and not to enumerate frequencies (statistical
generalization) (Kohlbacher 2005) quotes from (Yin 2010).

Thus, the aim in this study is to contribute to theory of school disengagement processes
via immersing depth into narrations of the interviews. In order to reach the interviewees I
spent an intensive four months in Lindenhof School. The average school time lasted from
eight o’clock in the morning to three o'clock in the afternoon. I was at the school almost every
day until it closed. I joined occasionally into the classes, spent time with the children in and
out of the schoolyard, and I was with them in events such as year-end parties, and celebrations
and festivities that the school organized. This was very helpful for taking notes about
challenges from students to teachers™ authority, such as resisting leaving the classroom when
they were told to do so, and, the ways they behave and are approached in the
Trainingsraum®',and students' relations with each other in different situations. Participant
observation was extremely helpful for establishing trust-based relations with teachers, school
staff and interview partners.

In this context, the qualitative character of the study should be emphasized; this study
does not aim at measuring the impact of a set of predictors on leaving leaving school or
staying in school. This would require a different research design and sampling, such as

including a control group. Instead, the study is designed to explore the dimensions and

3See at (Kelly 1993) for a discussion of the role of such vocational schools in General school system in the
context of Canada.

'Trainingsraum (Training-room) is a room in the school to which the students who, the teacher thinks are
misbehaving, are sent It works like a rehabilitation room. The students are usually given advice by the social
workers of the same national and language background on why they should get a certificate from Lindenhof and
how important this certificate is. Actually the social workers are expected to keep the students under control and
handle the situation with the least harm to the school. They mobilize their language and 'cultural tool box' to get
closer to students as an “in group” person.
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processes of leaving school based on the in-depth narratives of school leavers.

In sampling the interviewees, a snowball technique was used. The interviewees were
asked whether they have friends interested in giving an interview. After gaining more
knowledge of the environment and people via participant observation, I myself contacted the
interviewees directly by purposefully not choosing them from the same friendship circles and
the same ethnic** backgrounds.

Concerning sampling, despite wishing to have female leavers included in the sample,
there was no female social worker working there, who could help the male researcher to
establish trust-based relations with potential female interviewees. Therefore, it was impossible
within the short time frame of the doctoral study to include them. The possible findings of the
study are related to male leavers, not females. The criteria for choosing interviewees were as
follows; male, Turkish school leavers from the School of General Education who had been in

German educational system for at least five years.

5.2 The Method of Semi-structured Interview

Exploring the process of leaving and the meaning of schooling in detail requires
understanding in depth the interviewees' lived experiences and perceptions about sensitive
events like frustrating school careers, which are delicate issues and, thus, difficult to explore
or probe. It necessitates being equally specific and flexible in asking interview questions.
Therefore, among different qualitative interview types, the semi-structured interview was
thought to be the most suitable. It, for example, leaves room for wording some questions and
arranging the level of language differently depending on interviewees. This was particularly
important for the students interviewed as they usually use a mix of German and Turkish
languages. Additionally, it helps the researcher not to miss relevant points that might come
out spontaneously during the interview and allows for dealing with sensitive topics actively to
protect the interviewees' different levels of comfort in speaking about them (Berg 2004:79).

Moreover, the semi-structured interview design was also preferred because of the position
this study has regarding theory and empirical data relationships. As noted earlier, the study
does not test the theoretical framework introduced in the chapter 4, which would require the
researcher to use a fully structured interview design, which is composed of theoretically

driven questions. However, the study does not use the grounded theory either, if it means the

32Although the interviewees are from Turkey, they are of different ethnic backgrounds such as Turkish, Kurdish,
Arabic and so on.
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researcher collects his data without any single piece of theoretical assumption in mind, which
would lead the researcher to employ an unstructured interview design. Different from these
two cases, the study uses the theoretical framework introduced in chapter 4 as informing. That
is, the previous theories and hypothesis regarding school leaving and meaning of schooling
are known to the researcher and they are partially taken into account during the research, and
moreover, they can be falsified. The semi- structured interview is preferred because it allows
both the theoretically driven and non-driven questions in the guideline. With its half
structured guideline supported with scheduled probe questions, it helps to stay focused on,
and revolve around, the interview topics on the one hand. With its unscheduled, narration-
trigger and on-the-spot questions it makes possible exploration of aspects of the phenomenon
in depth (Wengraf 2001).

This strength of the semi-structured interview design matches very well with the study
because, whilst forming its research question based on the critique of the previous theories,
debates and hypothesis in the literature, the study is designed to explore the aspects, which,
the researcher thinks, have been left unexplored. As shall be explained later on, this view of
the theory and empirical data relationship is also visible in the data analysis. The data analysis
is made by constantly moving back and forth between the theories in the literature,

particularly informing theoretical perspective of the study, and the interview materials.

5.3 The Structure of the Interview Guideline

In line with the semi-structured method of the study, the interview guideline consists of
both scheduled main questions and side probe questions. The structure of the guideline was
redesigned after some pilot interviews. While the general logic of the guideline remained the
same, in the initial form of the guideline there were questions which were supposed to
encourage the interviewee directly to narrate on the school time at the beginning of the
interview, such as “yes, you were at school; so, please tell me how was it from starting to
end?”. It was expected that in reaction to this question, the interviewee would start to narrate
about what happened from his perspective leading up to the school leaving incident. To
explore the process in depth, another narration-trigger question was placed in the guideline
“tell me when did you start to think about leaving school?”. However after the three pilot
interviews, it was seen that the flow of the interviews do not proceed as hoped. The reactions
of the interviewees were quick and their answers were short. The questions did not perform

the function as narration-trigger.
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Having had feedback from the pilot interviews, the interview guideline was redesigned in
a way that was supposed to 'warm up' the interviewees for the interview. The interview
guideline starts, in its final format, with some warming up questions about the birth place and
date and also sometimes migration history of the interviewee, such as “when did your parents
come to Germany?”. It was sometimes the case that the interviewees were starting to narrate
about some events before the interview started. In these situations, [ was not interrupting the
interviewee but integrating their narrations into the interview. After the warming up questions,
the guideline shifts towards the history of family migration and school history of the
interviewee with the questions on kindergarten attendance and first school times. The
interview guideline was designed in order to explore two main things; school disengagement
process and meaning of schooling, therefore the guideline was divided into these two
sections, although the responses of the interviewees often offered information about both in
each of the two sections of questions.

The first part of the interview is related to the process of schooling. It explored the
dynamics which the interviewee considers important in his schooling process. In a way that
includes the warming up questions, it begins with the Kindergarten times and covers, in turn,
primary school, transition into secondary school, and leaving school. The main motivation
here was to explore the interaction of a range of dynamics, which the interviewee mentions
during the interview, in a biographical manner. That is to say, it aimed to understand what the
significant events are during schooling, and how they are related to each other throughout the
process of schooling.

In addition to these process-oriented questions, which are for exploring the time
dimension of leaving school, the process section of the interview guideline also included
questions which correspond to three potential blocs of the process. It included teacher/school
specific, peer group specific and family specific questions. The motivation lying behind such
a structuring of the process section of the guideline is to acquire a cross-sectional description
of the schooling process. That is, understanding the time dimension with the preschool,
primary school, secondary school and leaving school questions on the one hand, and
acquiring a deeper understanding of each time dimension with the questions on school, family
and peer that cross this time period in parallel ways.

Next to the scheduled main questions, each subsection of the process part of the interview
guideline covers side probe questions as well. Thus, it is designed in a way that encourages
the interviewee to narrate about schooling processes in terms of school family, and peer

relations. In particular, when the interviewee mentions specific feelings or beliefs, the side
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probe questions proved to be fruitful to ask about the crucial events that made them feel so.

The questions in primary school times, like other parts of the guideline, are made up for
prompting narration about relevant topics such as - “How was it at the beginning?”” “How did
you like it”. Similarly, the questions on transition into secondary school were aimed to
explore the experiences and performances of the interviewees during and after the transition.
By using the bloc questions on school, family and peers; the interviewees' integrations into
social and academic environments of school were also researched. Similarly, but with a more
specific focus, in the section of leaving school, the interviewees were encouraged, with a
range of main and probe questions, to reflect about the detailed descriptions of the schooling
process up to leaving it again. The questions such as “So tell me, how many schools have you
changed so far?” or “Can you remember how it started, I mean, did you start to skip the
school first?” proved to be good in prompting narrations, which then gave detailed
descriptions of the schooling process with specific events such as disciplinary meetings in
school, confrontations with teachers, relations with peer members or devastating family
events.

Unlike the process part of the interview guideline, the second part of it is comprised of the
questions intended for understanding the way the interviewees value schooling. These
questions revolved around the expectations, hopes and aspirations of the interviewees. In
particular, the future expectations and plans are given special emphasis. Through questions
such as “Now you are here, can you tell me what your future plans are?” or “Can you tell me
what your job plans are? What do you want to do now?”, the interviewees were encouraged to
narrate about their expectations and hopes. These narrations are included in the analysis in
order to understand where schooling stands in their lives. Plus, with on-the-spot questions
about school certificates, it aimed to understand how they consider the value of certificates
personally. As this part was designed to collect data on how the interviewees consider their
situation in general it was quite useful for comparison with the narrations in the process part
in order to acquire how, and as results of what, the values attached to schooling by the
interviewees changed.

For the two parts of the interview guideline, the previously scheduled questions enabled
consistent and systematic comparisons between the interviews. Open-ended and probe
questions were placed into the guideline so that new themes and points might spontaneously
emerge in the flow of the interview. Although the process and meaning of schooling parts are
subsequently separated from each other in the guideline, the researcher did not always follow

the order of the sequence of the questions; it was given preference to the sequence followed
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by the interviewees. In doing so, the researcher tried to avoid the “bureaucratization” of the
interview*(Hopf 1978:97) as it allowed for consideration of sequences of interviewees'
explanations as something growing out of the array of social realities.

As noted earlier, the interviews open with a warming up section, which included the
questions such as date of birth and place, and the short history of parental migration to
German. Particularly, the last question of this section - “When did your parents come to
Germany?” - flared up narratives in different lengths such as satisfaction/dissatisfaction with
living in Germany or their longings for Turkey. These narrations were never interrupted by
the researcher and were carefully being related to the analysis of the data. However, not all
interviewees reacted to these first questions with detailed narratives about different topics.
Yet, in particular, with the following question - “Did you go to Kindergarten?” and “Do you
remember when you started to the school?” - the pace of the interviews were placed into a
school career of the interviewees. The narrations of the interviewees were supported with
relevant probing questions during the interview such as “can you tell me more?” or the
tangible or specific events were asked in detail. Although the focus of the study is on the
school biographies of the interviews, in the flow of the interview, the topics ranged from
migration histories, to football, to girlfriend issues and so on. When the interviewees stopped
narrating on a specific topic, the researcher did his best to choose a suitable question of the
previously prepared semi-structured interview guideline, which included a range of topics

from school, family and peer group perspectives.

5.4 Description of the Interview Situation

For this study, twenty interviews were conducted. The first three interviews took place in
a small cafeteria close to Lindenhof School. As the teachers and school staff working in the
school got to know the project better and as trust-based relations came out, [ was given a key
with which I could enter many classrooms and Trainingsraum freely. When it was school time
and every classroom and Trainingsraum were occupied, I was offered another empty room. I
used these places for the interviews when they were empty. Compared to the previous
interviews in the cafeteria, I observed that the interviewees were more relaxed, concentrated
and eager to talk in these rooms. We were alone and there was nothing around that might

cause a distraction. The interview atmosphere was open and friendly. I was neither a social

33 The restrictive form of separation between the roles of interviewer and interviewee causes a bureaucratization
of the interview [die Leitfadenbiirokratie], which blocks the full adaptation of everyday communication (Hopf
1978:97).
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worker nor a friend for them, but somewhere in-between. Since I was sometimes joining into
classes sitting there together with them, my role was far from that of teacher.

Given that ethnicity is associated with stereotypes and cliques that go hand in hand with
the subjective in-group and out-group definitions and relations, Herwartzt-Emden and
Westphal maintain - by keeping in mind potential problems - that ethno-cultural similarity of
the interviewer with interviewees causes the emergence of an intimate atmosphere which
eases the communication particularly about power related topics such as racism,
discrimination and so on; this relation is called “culture effect” [Kultureffekt] (Herwartz-
Emden and Westphal 2000:67—-68). Although the researcher's own biography diverts in many
respects from those of his interviewees (i.e. highly educated), sharing a similar Turkish
national, cultural and linguistic background played a certain role for the researcher's
admission into 'the group', which made interviewees talk openly on the topics that, otherwise,
might have been left unsaid. Each interviewee was given some information about the research
project when asked if they were interested in giving an interview. They were also asked to
sign an interview contract showing consent for voice recording and guaranteeing data
protection. Some interviewees spoke only Turkish whereas others spoke a mix of Turkish and
German language during the interviews. Sometimes it was easier for them to express
themselves on some points in only one of those languages. Each interviewee was told that
they are free to use both languages interchangeably whenever they want during interview as

the researcher has a sufficient command of the German language.

5.5 Data Analysis

Transcription, in a word, is a form of translation (Gillham 2007:121). This point was
especially the case for the interviews conducted for the present study because a mix of
languages was occasionally used in almost all of them. Special attention was paid not to lose
anything in the transcription; the interviews were word-by-word transcribed, and they were
re-read multiple times after and some minor corrections such as putting emphasis, separating
interviewer and interviewees' parts from each other with bolds were made in order to obtain
standardization.

The transcribed data collected by the semi-structured interview guideline was analyzed in
accordance with the principles of content analysis set by Mayring (2010, 2000). Among
others, the qualitative content analysis was chosen because its rule-based character enables
dealing with the data in a systematic and controlled manner (Kohlbacher 2005). Accordingly,

in order to understand how the students disengage from school and how they consider
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schooling, the transcriptions were analyzed step by step, by placing the categories into the
center of the analysis. In doing so, both inductive and deductive category building techniques
were used interchangeably.

The interviews generated 467 pages of raw interview material. They were read at least
three times. Before the data analysis with the computer program, some sections of the
interviews were manually highlighted. This period was very helpful for getting into the
interview material in depth. Some side notes taken during the interviews about the
interviewees and some short indications about specific parts of the texts were also added. This
proved to be practical particularly for the “explication” of the material, that is, adding
explanatory notes to the relevant parts of interviews which expands the understanding, and
explains the passage in question (Mayring 2000). These notes were sometimes the means that
related the relevant parts to the discussions in the literature about the topic and the informing
theoretical framework of the present study. Within the framework of this relating, some rough
categories emerged automatically. Parallel to this, the materials were read again in order to
find 'attributes'/'elements' of these categories in relevant parts of the texts. From such a
processes, specific descriptions were reached.

Following this preliminary process, the data was uploaded into the Atlas.ti computer
program for a refined processing and analysis. However, it should be said that the preliminary
process was highly important to gain deep knowledge on the data. Upon uploading, the data
was subjected to the procedures of “summary”

2000; Mayring and Gliser-Zikuda 2005, Mayring and Gléiser-Zikuda 2005; Kohlbacher

explication” and “structuring” (Mayring

2005). In Atlas.ti, first the data was reduced into smaller parts by summary. That is, the parts
irrelevant to the research aims were not coded. However, this was not a smooth process. In
many cases the previously “irrelevant” parts turned out to be significantly meaningful for the
analysis. With cross-readings between the informing theoretical framework of the study and
the data, the categories and coding rules in both inductive and deductive ways were
established. That is to say, inductive categories were contrasted with similar categories of the
informing theoretical framework on the basis of their differences and similarities. This
practice enables not only a capturing of the limits of a theoretically deductive category but
also help to reformulate the definition of the categories in question. Mostly this redefinition
led to more refined coding rules of the categories and in general coding of previously
overlooked material. These moves were of great importance in terms of extracting a
consistent structure from the data so as to systematically investigate the process of school

disengagement and meaning of schooling.
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When new blurry categories emerged in the texts, they were related to the contrasts and
similarities of the previously established, more stable categories for reaching a proper
definition. This 'relationism' proved to be very useful because it allowed the researcher to
conclude “under what circumstances a text passage can be coded with a category” (Mayring
2000). For example, the following were coded in the texts as ingredients of the 'family
background' category:

[Divorcement between parents] [Employed father LSES] [Employed mother
LSES] [Kindergarten] [Language ability of father high] [Language ability of
father low] [Language ability of mother high] [Language ability of mother
low] [low social/economic resources in the family] [No Kindergarten] [The
school situation of sibling, Sonderschule] [The school situation of
sibling,school leaver] [The school situation of sibling,Gesamtschule] [The
school situation of sibling,Gymnasium] [The school situation of
sibling,Handelsschule] [The school situation of sibling,Hauptschule] [The
school situation of sibling,Oberschule] [The school situation of
sibling,Realschule] [Unemployed father] [Unemployed mother]

Following this procedure, a coding agenda including the categories their definitions and
coding rules, was created. It was revised many times in the analysis process. The readers can
find the the coding agenda that includes relevant categories which are used in the creation of

types, in the Appendix*.

5.5.1 Sequences of the Disengagement Processes: Ideal Type Formation

Through the content analysis, the categories were fixed. With the moves both inductively
and deductively among the data, existing literatu