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Introduction 

 

 

The questionnaire survey analysed in this report presents several distinctive characteristics of 
the situation in France. As explained in the “Country Report on Ethnic Relations: France” (Schiff 
et al. 2008), the French tradition is still resistant to analyses based on the ethnic origin of 
individuals, preferring instead analyses falling within the domain of social issues and socio-
economic inequality. For both intellectual and historical reasons that do not warrant detailed 
discussion here, so-called ‘ethnic’ statistics (that is, measuring the ethnic origin of individuals) 
are stirring up debate in the scientific research community, as well as in public opinion 
generally. This can be seen in several recent publications (Felouzis, 2008, Safi, 2008; Richard, 
2009) that demonstrate both the difficulty experienced by French researchers in constructing 
the ethnic question as a subject of science and the need to use it in analysing societal changes 
and inequalities associated with people’s ethnic origin (Silberman & Fournier, 2007). In France, 
therefore, one could say that the endeavour is ‘in progress’. We hope that the findings of the 
EDUMIGROM survey will provide French researchers with an additional reason for undertaking 
large-scale studies on the ethnic question in schools, as well as in social institutions generally. 

From a practical standpoint, this situation prompted us to make particular choices regarding the 
form and content of certain questions in the survey. In France, it would be unthinkable to ask 
students directly about their ethnic origin or the ethnic origin of their parents, provide 
information on questions of religious affiliation, or even emphasis ethnic issues when talking to 
students. To be sure, in many instances these categories are highly charged, primarily because 
they are often used in the context of racism and discrimination. Concretely, however, the pre-
test revealed that the students did not understand what was meant by the term ‘ethnic group’ 
or ‘ethnic’, since it did not form part of the everyday vocabulary of either adults or teenagers. 
Consequently, certain questions were reformulated to fit the French situation, thus allowing the 
survey to collect data without any risk of ’blocking’, either from educational institutions or from 
the students and teachers themselves. In the case of the ‘ethnicid’ variable, for example, it was 
not possible to ask the students directly: “What is your ethnic origin?” To obtain this 
information in a roundabout way, that is, without explicitly discussing ethnic categories per se, 
we had to be creative in dealing with local perceptions. Thus, to ascertain the contours of their 
ethnic origins, Question 45 of the French version of the questionnaire refers to the ‘foreign or 
immigrant origins’ of the students, their path of migration and their country of birth. This 
method, investigated systematically by Simon and Clément (2006), is limited by the distance 
that separates the measure of the ‘real’ origins of the individual from a concept of ethnicity that 
is the product – if one agrees with Max Weber – of an individual’s subjective construction. 
Nonetheless, and as we shall see in the present report, statistical comparisons allow us to 
resolve, at least partially, problems raised by the necessary adaptation of the research to 
national traditions. 

What, in fact, are the categories used in the present survey report? We decided to construct the 
‘ethnic groups’ more according to the way society views the directly visible characteristics of 
individuals than according to the cultural or political cohesion of these groups. We placed 
students from the Maghreb and Turkey into the same category.1 Similarly, we placed students of 

                                                

1 Grouping them together in this way was necessary in view of the low number of Turkish students (13) in our 
survey. 
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African or Caribbean origin or nationality, as well as nationals in overseas departments2 and 
territories, into the ’Africa’ category. The need to survey a large number of these minority group 
students dictated the choice of educational institutions and the educational level. Starting in 
the 1960s, France’s educational system decided to democratise gradually secondary education 
by creating ‘comprehensive schools’; today these provide schooling to an entire generation until 
they reach 15 or 16 years of age. Students then take markedly different trajectories at the post–
compulsory secondary level in terms of educational streams and institutions. There are more 
immigrant students, or students born of immigrants, in less prestigious educational streams, 
that is, in vocational or technical education (Caille, 2007). They are often clustered in France’s 
least attractive educational institutions. Our choice therefore fell on students in the first year of 
post-compulsory lycée (often referred to as the ’classe de seconde’ which contains students of 
between 15 and 17 years of age) in vocational, technological and general streams, and in 
institutions with a high enrolment of working-class and immigrant students. Four of the 
institutions are located in the suburbs of Paris, and two in Bordeaux. We collected 512 
questionnaires from the students attending these six lycées. We also handed out about twenty 
questionnaires to teachers. However, since the number of questionnaires returned was very low, 
and as most of the teachers surveyed did not teach the classes in which we distributed the 
‘secondary student questionnaires’, the use to which one could put the ‘teacher questionnaires’ 
was limited to illustrating their views; they cannot be used to generate a real statistical 
analysis.  

Following a brief presentation of the selected sites and schools and a detailed presentation of 
the ethnic groups analysed in the survey (Chapter 1), we examine (in Chapter 2) the 
characteristics of the sample with a view to pointing out its specificities compared to the overall 
population schooled in France. Chapter 2 offers an opportunity to explore the social, cultural 
and educational differences separating students according to their ethnic origin.  

Chapter 3 deals with factors determining the academic performance of the students and their 
relationship to schooling. It was not possible here to assess the performance of students using 
methods as complete as those used in the PISA international surveys. We only had the students’ 
self-assessments of their general level by subject or what they stated to be their average grade 
the previous year; consequently, this largely relativised the information. Nonetheless, we also 
had information on students’ educational trajectories, notably the number of years they had 
fallen behind; this provided an overall yet reliable measurement of each student’s level of 
academic achievement. The third chapter accounts for more subjective dimensions such as 
students’ plans and the way they related to or felt about their school and educational 
socialisation.  

In Chapter 4, we probe interpersonal relations amongst the students themselves, and those 
between students and teachers. This chapter provides us with an opportunity to describe 
everyday life in the institutions, in their variations based on the ethnic and social origin of the 
students, and on gender. Today, the school has become a powerful vehicle for training youth, as 
well as a place where day-to-day relationships shape social experience and individuality.  

Chapter 5 deals with the relationship between ethnicity and subjectivity; this will lead to our 
discussion on the mutual perceptions of students and teachers, and on the mutual perceptions 
of students from different ethnic groups. How does ethnic origin serve as a criterion for self-
identification and for identifying others? Is it as relevant as other types of categorisation, such 

                                                

2 Departments (département) are administrative divisions of France. The 100 French departments are grouped into 
22 metropolitan and four overseas regions, all of which have identical legal status as integral parts of France.  
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as socio-economic status or gender? How are these different dimensions linked? In sum, this 
chapter demonstrates how ethnic boundaries – in the sense employed by Barth – are created in 
interpersonal relationships and different institutional frameworks.  

Lastly, Chapter 6 deals with what youth anticipate in their family, educational and occupational 
lives. Also, we show the relative weight of the ethnic and social variables in this subjective self-
construction. Between the choix du nécessaire (adjusting to what is necessary) and the need to 
make choices, how do youth construct an image of their future as adults, and what is the role of 
the school in this construction? 
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1. Principle characteristics of the selected communities and schools 
 

 

The six secondary schools in which the survey questionnaire was administered are located in 
two distinct sites that present important contrasts in their general ethnic composition, their 
economic development and their tradition of local government. The first is in the densely 
urbanised Parisian periphery in the western part of the department of the Seine-Saint Denis; an 
area which overlaps the municipalities of Saint-Denis and Saint-Ouen. The second is composed 
of two geographically distinct locations within the agglomeration of Bordeaux, a medium-sized 
provincial city. One is in a neighbourhood located near the historic centre and composed of 
several relatively small-scale public housing units. The other is in the neighbouring municipality 
of Lormont, one of the major working-class suburbs of Bordeaux. Its residential areas comprise 
primarily of large-scale public housing complexes.   

 

 

1.1 The Saint-Denis/Saint-Ouen site 
The department of the Seine-Saint-Denis, immediately northeast of Paris, is at the centre of 
what was formerly known as the banlieue rouge (the red suburbs) because of its traditional role 
as the industrial heartland of the Ile-de-France region and its long-standing tradition of 
Communist leadership. The job structure has changed considerably in the Seine-Saint-Denis 
with the disappearance of many of the major industries, although the proportion of blue-collar 
workers employed in the industrial sector remains the highest of the region. This sector 
presently employs less than 8% of the salaried residents of the department.3 Yet the department 
retains its immigrant working-class identity. With its high population density, its numerous 
high-rise buildings of public housing, built mainly during the 1960s, and its patchwork of 
highways, beltways, overpasses and industrial wastelands, it epitomises the fate of the working-
class banlieues whose decline began with the end of the era of economic expansion in the mid-
1970s. For some, the department still maintains its reputation as a welcoming melting pot with 
its tradition of solidarity and cosmopolitanism. For most French people, however, it evokes a 
concentrate of all the ills that have befallen the industrial working-class suburbs over the past 
decades. Indeed, it is characterised by soaring crime and delinquency rates, sporadic urban 
rioting, high levels of unemployment and poverty, as well as the residential segregation of 
immigrants from Africa in the ghettoised and most dilapidated public housing areas.  

In the department of the Seine-Saint-Denis, 18% of the population live in poverty compared to 
10% for the larger Ile-de-France region. Because of the particularly high proportion of large 
families, most of whom reside in government subsidised housing, the poverty rate of residents 
under age 18 reaches 25%. Over one-third of the department’s residential capacity comprises 
subsidised public housing units. The proportion of immigrants in the department is close to 
25%, half of whom are from the African continent (the percentage of immigrants nationwide is 
7.7% with 14.7% for the Ile-de-France region). Unemployment rates are much higher than the 
national average, reaching close to 30% among young people, with peaks well beyond in certain 

                                                

3 Figures presented in this section are gathered from the last decennial census in 1999, and when available from 
more recent (2006-2007) annual census figures.  
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large housing projects of ill repute. The department’s crime rate is by far the highest nationwide. 
A recent drug trafficking-related shooting, which took place close to one of the schools under 
investigation, set off a national debate about the relatively limited number of police officers 
present in the area given the high level of insecurity.  

The four local schools participating in our study are located in the most densely populated areas 
of the department, in the municipalities of Saint-Denis and neighbouring Saint-Ouen. A 
comparison of these towns with certain very large and isolated high-rise complexes located in 
the eastern part of the department, which were particularly hard-hit by urban rioting in the fall 
of 2005, reveals several important differences. By comparison, the former present a less hostile 
urban environment, easier access to the centre of Paris, and a more diversified economic fabric 
comprising both very small businesses and large public and private companies. The centre of 
Saint-Denis has undergone substantial renovation and attracts a number of residents known as 
bobos (bourgeois bohemians). Bobos are young, upwardly mobile adults, who nonetheless seek 
moderate rental housing and a cosmopolitan environment. This limited phenomenon only serves, 
however, to accentuate the general trend towards social segregation in the area.  

Both municipalities are lead by representatives of the reformist-communist movement and have 
young municipal councils who have made significant efforts to represent and acknowledge the 
diversity of the local population. In both cases, over one-third of the mayor’s closest 
collaborators, as well as members of the municipal council, are visibly of minority origin. After 
the departure of the former mayor, who was a prominent voice in favour of immigrant and 
minority rights, the municipality of Saint Denis has pursued its initiatives to better integrate 
immigrants and foreign residents. It set up a popular local referendum on voting rights for 
foreign residents in 2006 (which received over 60% positive votes) and created a consultative 
council of foreign residents who participate in many of the meetings of the municipal council.  

 

 

1.2 The Bordeaux/Lormont site 
The department of the Gironde, located in the southwest of France, has an entirely different 
profile, particularly concerning its major city, Bordeaux. With its moderate level of urbanisation 
and few immigrants (approximately 7% for the department and slightly less than 10% for the 
agglomeration of Bordeaux), more of whom are of Southern European origin than is the case in 
the Paris area, this department is not immediately considered to have social problems related to 
its minorities.  

Historically, the trading port of Bordeaux built its wealth on commerce, notably of slaves, and 
wine production. Today Bordeaux profits from investments in the service sector and in modern 
technological industries, to the detriment of the industrial sector. As a result of municipal 
planning and urban renovation, the city presents an image of discrete prosperity and 
conservative ‘good taste’.  

Considered as a bastion of moderate, right-wing conservatism, the political elite of the city of 
Bordeaux have traditionally maintained cordial relations with the limited number of surrounding 
socialist-led municipalities, such as Lormont, located in the working-class suburbs on the right 
bank of the Garonne. This has contributed to the relative success over the past fifteen years of 
an ambitious programme of urban renewal aimed at better integrating within the urban fabric 
the vast area on the right bank of the Garonne, where a series of low-rent public housing units 
were built during the 1960s. With the completion of the new tramway line linking the 
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municipalities of Lormont and Cenon to the centre of Bordeaux, and due to the development of 
a number of small-scale industries and services, these suburbs have undergone a general 
amelioration of their urban character over the past ten years. At the same time, they have not 
shed their reputation as disadvantaged working-class areas. Indeed, the high unemployment 
rates, low levels of qualification, concentrations of immigrant families (around 15%) and of 
single-headed households are all features that combine to create a visible contrast with the 
rather ‘bourgeois’ image of the centre city.  

As observed in the process of carrying out this study, the upper middle-class identity of 
Bordeaux is somewhat disconnected from the sociological reality of a city which, in fact 
contains several pockets of poverty. In contrast to a city like Many representatives of the 
institutions in Bordeaux who were solicited to participate in the research were reserved or even 
frankly hostile to a project which might shed an unwelcome light on the social difficulties which 
exist. This differs from the situation in Saint-Denis, the overwhelmingly lower-class immigrant 
identity of which makes it impossible for local officials to deny the sociological reality, Also in 
the department of the Seine-Saint-Denis, we received such a positive welcome that we were 
obliged to choose which ones among a dozen different secondary schools to include in the 
survey. In Bordeaux, in contrast, none of the heads of the non-vocational high schools serving 
the more disadvantaged neighbourhoods of the agglomeration willingly participated in the 
study. This unfortunate state of affairs explains the imbalance between the number of 
questionnaires collected in Paris and Bordeaux. 

There exists another important contrast between the two sites concerning the structure and 
organisation of their educational market, especially at the vocational level. The Bordeaux 
Academy is characterised by rather polarised opportunities for secondary educational training, 
with a series of high schools that offer mostly programmes leading to the general academic 
baccalauréats on the one hand, and several trade  that lead to the shorter vocational degrees on 
the other hand (BEP and CAP). Opportunities for students to enter the technological stream, 
leading to the technical baccalauréat, are particularly limited. This fact, combined with the 
socially selective nature of many establishments in the academy likely explains the higher than 
average dropout rate at the end of junior high school. The overall environment does not appear 
particularly favourable to the social mobility of disadvantaged urban youth.  

The educational structure in the Academy of Créteil serving Saint Denis appears better adapted 
to its lower class immigrant population. The vast majority of secondary establishments are 
called ‘polyvalent’ and offer a combination of general, technological and/or vocational training. 
For this reason, students with different academic profiles more likely to study together 
(although not in the same classes). What is more, the best students among those who have 
entered into the shorter vocational streams are more likely to be able to move up into the 
higher technological path, possibly leading to post-secondary education, without having to 
change schools. In the department, there are few traditional academic high schools preparing 
only for the general baccalauréats. 

In Bordeaux, signs of social exclusion and strained urban relations are less visible than around 
Paris. The areas which receive special government funding through the Urban Contracts for 
Social Cohesion (Contrat urbain de Cohesion Sociale - CUCS)4 are fewer and smaller than in the 

                                                

4 Since 2006, the CUCS are the official frameworks that constitute the contractual basis for collaboration among 
institutions, which take part in urban public policy. They outline the basic project and geographical limits of the 
neighbourhoods which will benefit from the funding of the politique de la Ville,’ destined to encourage the social 
and economic development of the most disadvantaged urban areas. 

 8



Seine-Saint-Denis area. Yet census figures concerning major social trends in these areas are 
similar to those of the department of the Seine-Saint-Denis as a whole. The major contrast 
between the two sites is the proportion of immigrant households, which are twice as numerous 
in the Seine-Saint-Denis as a whole (about 25%) than in the CUCS neighbourhoods of the 
agglomeration of Bordeaux (13%). Immigrants in and around Bordeaux tend to be older than 
those in the Paris area. This is due to the significant number of Spanish migrants who arrived 
after the Second World War. Among non-European migrants, those originating from Sub-
Saharan Africa are significantly less numerous than in Paris. The visible minority populations are 
mainly Moroccan and, to a lesser extent, Algerian and Tunisian. Figures from the last decennial 
census in 1999, revealed the unemployment rate in the CUCS neighbourhoods in and around 
Bordeaux to be around 26%. At that time, the proportion of residents without any educational 
degree was not far from 30%, and the proportion of single-headed households and of large 
families was double that of the agglomeration of Bordeaux as a whole. A majority of residents 
of these areas (65%) lived in government-subsidised housing.  

As mentioned previously, the municipalities of Bordeaux and Lormont have distinct political 
identities. The presence of visible minorities in local government is much less apparent than in 
the Paris area and the members are more often middle-aged. Neither municipality has any 
deputy mayors of minority origin. Both have only three minority members who hold positions as 
municipal councillors or as delegates to the deputy mayors. Although in 2007 the city of 
Bordeaux set up a ‘municipal council for diversity’, composed mainly of leaders of local 
grassroots organisations, and has made visible efforts to reinforce a variety of institutional 
networks aimed at combating discrimination, these efforts appear rather limited in scope and 
efficiency.  

The contrasts between Bordeaux and Saint-Denis in terms of the urban realities and sociological 
composition of their populations, but more notably in terms of their identities in relation to the 
issue of ethnic diversity and their educational infrastructures, make the comparison between the 
minority experiences of secondary school-aged youth worthwhile. We shall try to understand 
how the identity of the local community as a more or less working class immigrant environment 
effects inter-ethnic relations among teenagers attending the least selective schools and 
classes in the area. 

 

 

1.3 A brief portrait of each of the six schools   
In this section, we present a portrait of each of the six schools in which the questionnaire was 
administered, relying on information gathered from our fieldwork observations and survey, as 
well as from official figures that we obtained from the two academies’ statistical services.  

Since it is not possible in France to obtain reliable data on the ethnic composition of the 
student population, the figures presented below are drawn from the results of our survey, 
particularly from answers to the questions: “Do you have foreign or immigrant origins?” “If so, 
please tell us which ones?”  

We grouped the answers in such a way as to produce four distinct categories of students:  

1. majority students (or those who did not declare any foreign or immigrant origins); 

2. those who mentioned origins either from the Maghreb (Algeria, Morocco, Tunisia) or 
from Turkey;   
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3. those who mentioned origins from either Africa or from France’s overseas territories 
and departments (Martinique, Réunion, Guadeloupe, etc.); and 

4. those who mentioned one or several other immigrant origins.  

In all, 29 classes or sub-groups of classes were questioned. In several schools the number of 
pupils questioned relative to the total number of pupils in a given grade level was sufficiently 
high for us to consider the ethnic distribution in our samples as a faithful reflection of the 
overall student body. This was the case for Georges Brassens, Notre Dame and Pluritec, in which 
we surveyed virtually all students in the first year, and to a lesser extent in Pasteur, where close 
to half of the first year students were surveyed (see Table 3). It is not the case for the large 
schools of Ronsard and Jean Moulin, where only a few classes, representing 10% to 15% of the 
student population of first year students were surveyed. Visual observations, estimates gathered 
from the administrative personnel, as well as a scan of class name lists all lead us to believe 
that the proportions are representative. The exception is Ronsard, where the very small number 
of majority students in our sample is probably not representative of the larger reality, 
considering that this school is in relatively high demand.  

The ethnic distribution in the sample is not representative of the nationwide reality. Rather, it 
reflects very localised trends towards ethnic segregation in the more disadvantaged urban areas. 
Indeed, the ‘majority’ group (those who declared no immigrant origins) is in the minority in all 
but one of the schools under investigation. Majority pupils are systematically equal to or fewer 
than the combined selected minority groups of Turkish, Maghrebian and Afro-Caribbean youth. 
Moreover, they are often fewer in number than those falling into the category of ‘other’. Half of 
this group is composed of students of southern European origin (mostly Spanish or Portuguese), 
one-fourth of students of Asian origin (especially from Sri Lanka and India), the remaining 17% 
are of South American origin (Colombia, Haiti) or from Eastern Europe (Poland, Romania, etc.). 
This distribution may be accentuated by the fact that our categorisation was based on a 
subjective declaration about ‘origin’, without precision as to the actual degree or extent of 
kinship. This does, nonetheless, underscore the inversion of the norm in the sites under 
investigation, where those who are normally regarded as the ‘minority’ are in fact in the 
majority and visa versa. This, of course, is the very definition of segregation, especially when it is 
accompanied by strong indicators of socio-economic and academic exclusion, which we found 
to be the case.  

The information which is systematically gathered by school administrations about the 
employment status of parents make it possible for the statistical services of the academy to 
measure the socio-economic composition of the student population by distributing students 
among four distinct categories. These are the following:  

1. very advantaged (head of a company employing ten or more salaried workers, 
managers, intellectual professions, teachers);  

2. advantaged (intermediary professions (except teachers), retired managerial and 
intermediary professionals);  

3. Medium or average (farm owners, artisans, commerce owners, employees); and  

4. Disadvantaged (manual workers, retired manual workers and employees, unemployed 
or inactive parents).  

In both places, half or more of the students in our schools fell into the most disadvantaged 
social category, while less than 10% came from advantaged households. Nationwide, the figures 
for 2008-2009 showed that among upper secondary school students enrolled in the 10th grade 
in the general and technological courses, 28% came from very advantaged households, 17% 
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came from advantaged households, 26% were categorised as ‘average’ and 29% were 
disadvantaged. Among those enrolled in the first year of vocational programmes, figures were 
similar to those in our sample since 7% were very advantaged, 11% were advantaged, 26% 
were average, and 56% were disadvantaged. This means that, despite the fact that more than 
half of the students from our sample are enrolled in the general or technological courses, they 
resemble vocational students in as far as their social backgrounds are concerned. The major 
difference between Paris and Bordeaux concerns the position of our schools’ student population 
relative to those attending neighbouring schools in the area. While in Saint-Denis, the 
socioeconomic composition of the student body in schools under investigation is roughly the 
same as in the other local public high schools (be they predominantly vocational or non–
vocational), in Bordeaux, there is a distinct difference between the vocational high schools and 
the non-vocational ones in terms of the socio-economic backgrounds of students. Students 
from our sample are at the bottom of the local hierarchy of schools in Bordeaux, while in Saint-
Denis, they are roughly representative of the local norm given the highly disadvantaged status 
of the area’s residents as a whole.  

Another major difference between the two cities relates to the teaching staff itself. In Saint-
Denis, the teachers are on average much younger than in Bordeaux. This is explained by the 
centralised system of teacher assignment in France, which works to the detriment of young 
inexperienced teachers, who are more likely to be assigned to the least desirable schools. The 
number of minority teachers is also much higher in Saint-Denis than in Bordeaux, particularly 
among teachers of vocational subjects. We were not able to get any figures on this, but it was 
obvious from our observations. For these reasons, the teaching staff in Saint-Denis resembles 
much more closely the student population than is the case in Bordeaux. In many instances, this 
resemblance may be misleading, as many minority teachers are immigrants who were qualified 
professionals in their country, but who have had to undergo a form of downward mobility in 
order to secure a stable job in France. The implications of this in terms of teacher student ethnic 
relations will be one of the subjects to be pursued in the qualitative part of the study.  

We have deliberately chosen not to include detailed figures on the success rates of students on 
the various baccalauréat examinations and shorter vocational exams (BEP and CAP). These 
figures are published systematically and used in order to produce an official ranking of high 
schools, to which we will refer only in passing. A closer look at variations from one year to the 
next, as well as between the more or less specialised degrees, led us to believe that they did not 
reveal much about the characteristics of the students or about the workings of the schools. They 
may even be misleading, particularly when there are only a few students passing the exam in a 
given course of study, which is the case in several of our schools.  

We shall, however, consider the rate of desirability of the various courses of study offered in the 
schools under investigation. Indeed, the ratio of students who requested as their first choice a 
particular course of study in a given school in relation to the number of available places in the 
particular section is a more reliable indicator of the desirability of the schools and of their 
various training programmes than are figures concerning the rates of success at examinations. 
In the courses with the lowest rates of desirability, one is likely to find students who did not 
wish to follow the particular programme, but who ended up there for lack of other choices and 
who are therefore most at risk of abandoning their studies before having obtained their 
certification. Moreover, the differences among the desirability of the different courses in a given 
school are likely to create a more or less implicit hierarchy among student. This is likely to 
reflect upon students’ identity, and may even have implications in terms of ethnic relations in 
cases where this hierarchy overlaps with differences in the ethnic compositions of the various 
classes. In our sample, the differences among classes’ ethnic compositions are not highly 
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significant except in a very limited number of cases (that of the optical-glassmaking classes at 
George Brassens) We created a variable on ‘ethnic class composition’ and tested the variance 
across classes. It turned out to be rather weak (éta²=11.7%) as shown in Table 2. This is due to 
the limited number of pupils in many of our classes and to the fact that the percentage of pupils 
declaring immigrant or foreign origins is most often quite high (over 50%) in the schools under 
investigation.  

 

 Table 1: Ethnic class composition 
  

Class number Diploma prepared % of pupils declaring 
immigrant origins N 

11 Voc Cert 60% 10 

12 Voc Cert 78% 9 

13 Voc Cert. 78% 9 

14 Voc Cert. 78% 9 

15 Voc Cert. 73% 11 

16 Voc Cert. 53% 15 

17 Voc Cert. 60% 5 

Georges Brassens 

18 Voc Cert. 36% 11 

22 Voc Cert. 70% 10 

23 Voc. Bac. 100% 13 

24 Non Voc. 10th gr. 86% 21 

25 Voc. Bac. 82% 11 

Pluritec 

26 Voc. Bac. 86% 14 

31 Non Voc. 10th gr 80% 25 

32 Non Voc. 10th gr 84% 25 

33 Non Voc. 10th gr 80% 10 

34 Voc Cert 71% 14 

35 Voc Cert. 80% 10 

36 Non Voc. 10th gr 100% 28 

Pasteur 

37 Non Voc. 10th grades 77% 13 

41 Voc. Bac. 64% 22 

42 Voc. Bac. 87% 23 

43 Voc Cert 64% 25 
Notre Dame 

44 Voc. Bac. 67% 21 

51 Non Voc. 10th grades 96% 23 
Ronsard 

52 Non Voc. 10th grades 96% 24 

61 Non Voc. 10th grades 86% 7 

62 Non Voc. 10th grades 78% 23 Jean Moulin 

63 Voc Cert. 64% 11 

Total   78% 453 
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Table 2: Education trajectory and dispositions towards school subjects according to ethnic 
class composition 

  
Mean N Standard 

Deviation Eta² 

Overall performance: all subjects in q24, according to intl. grading 
Excellent 0.88 2 0.11 
Good 0.83 75 0.14 
Satisfactory 0.78 187 0.16 
Sufficient 0.74 33 0.15 
Total 0.79 297 0.15 

3.8 

q25: Kept behind? 
Missing 0.70 2 0.23 
Yes 0.76 172 0.15 
No 0.81 212 0.13 
Kept behind for non-academic reasons 0.76 66 0.15 
Total 0.78 452 0.14 

2.5 

Number of repeated grades /q26/ 
Never was kept behind 0.81 209 0.13 
repeated once 0.77 199 0.14 
repeated twice 0.75 38 0.16 
Total 0.78 446 0.14 

2.6 

Subjects in humanities /lit.,hist.,foreign/ mentioned among comfortable subj.- subjpos1-3 
Not mentioned 0.79 120 0.13 
Mentioned 0.78 333 0.14 
Total 0.78 453 0.14 

ns 

Subjects in science /maths,science/ mentioned among comfortable subj.- subjpos1-3 
Not mentioned 0.76 245 0.14 
Mentioned 0.81 208 0.14 
Total 0.78 453 0.14 

2.5 

Comfort in core subjects /scipos, humanpos/ 
Not mentioned 0.78 48 0.12 
Mentioned 0.78 405 0.14 
Total 0.78 453 0.14 

ns 

Feelings of comfort/discomfort with different subjects at school - typology 
Good feelings in core subjects 0.71 35 0.16 

Mixed feelings in core subjects, good in sports/art 0.79 180 0.13 

Mixed feelings in core subjects, no good feel in sport/art 0.79 190 0.15 

No good feel about core subjects, but good in sports/art 0.76 20 0.14 

Neither good nor bad feels about all subjects 0.78 28 0.10 

Total 0.78 453 0.14 

2.7 

 



Table 3: Composition of schools and questionnaires distributed by class  
Social composition of student body 

 
No. of 

students in 
school  

No. of 
students in 
10th grade Disadvantaged Medium Advantaged Very 

advantaged 

No. of 
classes 

questioned 
Type of class questioned 

No. of 
students 

questioned 

2nde 1 BEP electrotechnical 11 

2nde 2 BEP electrotechnical 12 

2nde 3 BEP electrotechnical 11 

2nde 4 BEP electrotechnical 12 

2nde 5 BEP electrotechnical 12 

2nde BEP maintenance 18 

2nde BEP optics-glasswear gr 1 9 

2nde BEP optics-glasswear gr 2 12 

Georges Brassens / 
Bx voc. Indus HS 

404 113 44.4% 36.6% 11.3% 7.8% 8 

Total questionnaires 97 

2nde general 25 

1ère CAP electricity 19 

2nde Voc BAC computerised electronic systems 14 

2nde  Voc BAC electrotechno 15 

2nde Voc BAC boilermaking 15 

Pluritec / 
Paris technic indus HS 

624 177 55.3% 27.2% 9.2% 3.0% 5 

Total  questionnaires 88 

2nde 1 general 28 

2nde 4 general 26 

2nde BEP sales 11 

2nde BEP secretarial 16 

2nde 5 general 29 

2nde 3 general 25 

Pasteur / 
Paris mixte HS1 

970 355 45.0% 27.9% 10.0% 6.7% 6 

Total questionnaires 135 
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2nde Voc BAC accounting 25 

2nde Voc BAC hostessing services 23 

1ère CAP Sales 22 

2nde Voc BAC secretarial 22 

Notre Dame /  
Bx voc. Service HS 

282 132 57.0% 27.0% 10.6% 5.0% 4 

Total  questionnaires 92 

2nde 16 general 27 

2nde 1 general 28 Ronsard /  
Paris mixte HS2 

1851 471 52.5% 28.7% 8.5% 8.2% 2 

Total  questionnaires 55 

2nde 2 general 26 

2nde BEP health ans social services 11 

2nde 1 et 3 general  (subgroup) 8 
Jean Moulin /  
Paris techn. Services HS 

1083 385 51.1% 27.0% 8.3% 4.3% 3 

Total  questionnaires 45 



 Education in general and technical lycée, and in vocational lycée. 

The students we questioned, who were in first year of lycée, received their schooling in one of 
the following three streams: 

1. The Baccalauréat professionnel : the vocational baccalauréat diploma (‘Voc Bac’ in 
the tables), also known as the ’bac pro’ is taken over a three-year period and differs from 
the other baccalauréats by the openings available (starting a career more than going on 
to higher education). The students we questioned were studying for a vocational 
baccalauréat diploma in the following occupations: boiler making, accounting, 
electronics, electrical engineering and secretarial work. 

2. The Seconde générale et technologique: also known as the ‘seconde générale’ or 
‘seconde de determination’ (Non Voc 10th grade in the tables). Students choose the two 
options that will largely determine the type of baccalauréat they will take later on 
(general academic or technical). Most of the students in seconde we met were following 
technological options such as industrial technology or management leading to the 
Industrial Sciences and Technology (STI) or Service Sciences and Technology (STS) 
baccalauréats.  

3. The Brevet d’Enseignement Professionnel and Certificat d’Aptitude Professionnel: 
the so-called ‘BEP & CAP’ (Voc Cert. in the tables). Our students were in the first year, 
out of a total of two or three years, of the CAP or the BEP. These streams train the 
students directly for an métier d’ouvrier (industrial trade) or for jobs as an employé 
qualifié (trained employee), and are meant for those who wish direct entry into a 
vocational blue-collar career or who wish to then pursue on to a vocational 
baccalauréat. The lycée students we questioned were in industrial equipment 
maintenance, optics/eyewear trades, health and social services, secretarial work, sales or 
electricity. 

 

1.3.1 Georges Brassens5  

The lycée Brassens is a vocational high school of about 400 pupils of whom 90% are boys. It is 
located near a large, low income housing complex on the right bank of the Garonne reputed to 
be one of the more disadvantaged and ‘difficult’ neighbourhood of the urban agglomeration of 
Bordeaux. It offers training in several rather non-selective fields such as industrial servicing, 
maintenance and electro-technical repairs. It also has two classes that offer training in the 
more selective area of optical work and eyewear. It is the only establishment in the entire region 
of Aquitaine to offer secondary vocational training in this field. For this reason the student 
population is made up of a mixture of local youth, many of whom are of minority origin from 
the nearby public housing complexes, and of students who come from smaller towns and 
villages quite far away (one of the two optical sections is composed of full-time boarders) who 
tend to be of majority origin. The ethnic composition of the sub-sample, composed of the 
hundred or so students from six different classes, suggests that this school has the highest 
proportion (36.7%) of majority pupils of the sample as well as the highest percentage (29.1%) 
of those who declared an ‘other identity’, mainly descendents of immigrants from Southern 
Europe (Spain, Portugal). As far as the selected minority pupils are concerned, the largest group 

                                                

5 In the tables Brassens is referred to as ‘Bx voc. indus HS’ 
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of the sample are those who declared themselves as Maghrebins (25.3%). It is also the school in 
which the proportion of black Afro-Caribbeans is the smallest (8.9%). The former head of this 
school told us that by analysing the list of student names, she evaluated the proportion of 
students of non-European minority origin in her school to represent approximately one third of 
the entire student body.  

While the school has a poor reputation, this is probably due to its location and to the 
composition of its student population, rather than to any institutional characteristics. Indeed, as 
far as vocational high schools are concerned, it has a stable teaching staff, a very dynamic 
director and relatively modern facilities. Moreover, it benefits from a variety of resources derived 
from its label ‘lycée des métiers’ (professional trade school) given to vocational schools which 
offer a coherent and diverse set of training programmes and which have succeeded in 
developing partnerships with large employers in their sectors of specialisation. In addition to 
this, it offers special remedial educational programmes to students who have left the school 
system for over a year as well as to newly arrived immigrants who have a poor mastery of the 
French language. It also offers pre-professional training classes to junior high school students in 
their last year who wish to pursue early vocational training. While no particular programme 
exists for minority students, as is the case in most French schools, special attention has been to 
the families of students of Turkish origin who tend to discourage their children from pursuing 
their studies beyond the lower vocational degrees.  

Two-thirds of the students entering this school in 2008 had repeated one year or more in 
primary or junior high school, while only 7.5% were kept back after their first year in the high 
school. The percentage of school dropouts is estimated to be about 12% for those aiming for 
the vocational baccalauréat, while it reaches close to 35% among those who are following the 
shorter vocational programmes.  

 

 1.3.2. Notre Dame6   

The lycée Notre Dame is a small vocational high school located near the centre of Bordeaux with 
fewer than 300 students of whom nearly 60% are girls. It offers training in the non-selective 
areas of secretarial work, accounting and sales. Although it is located very close to one of the 
more historic residential middle and upper middle-class areas of Bordeaux and is within walking 
distance of the river boardwalk, students tend to come from the poorer public housing 
complexes to the north of the city and beyond. The overall socio-economic composition of the 
population is more disadvantaged than in Brassens. Close to 60% of students come from 
disadvantaged families (against 44.4% for Brassens) and only 3% come from the most 
advantaged group (against 8% for Brassens).   

In secretarial work, and to a lesser extent in accounting, there is an over-representation of 
students (particularly girls) forced into these programmes because of insufficient grades 
necessary to enter the programmes they selected upon leaving lower secondary school. In spite 
of the fact that the training programme in sales offers only the lowest existing secondary 
vocational degree (CAP), it is five times more in demand than those leading to the professional 
baccalauréats. This is explained by the fact that opportunities for finding even very low paying 
temporary jobs are more numerous in sales, while most employers, when hiring secretaries or 
accountants, tend to favour young people who have more advanced post-secondary degrees. 

                                                

6 In the tables Notre Dame is referred to as ‘Bx voc. service HS’ 
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The proportion of school leavers is high, both among those aiming for the vocational 
baccalauréat (26%) and those who are following the shorter vocational courses (35%).7  

Although the high school’s reputation is not immediately identifiable as being « bad ’ in the 
same way as Brassens’ is, it actually suffers from more acute problems resulting from the very 
limited professional prospects open to students who are essentially there because of very poor 
academic performance. This probably explains the high dropout rates of students during the first 
year leading to the vocational baccalauréat, which is double that of Brassens.  

Although there are only two students with foreign citizenship in this school, while Brassens has 
40, the proportion of ethnic minorities among our sample of close to 100 students turned out to 
be higher. The proportion of students of North African origin (close to 30%) is equivalent to 
those of majority origin, the remaining groups being of Afro-Caribbean origin (17.6%, which is 
high for Bordeaux) and of ‘other’ origins (23%).  

 

1.3.3 Jean Moulin8  

Located in the city of St Ouen, this very large technological and vocational school of 1083 
students has a fifty-fifty ratio of boys and girls. It is in relatively close proximity to the other 
establishments of the sample and covers the same recruitment area. It is surrounded by several 
disadvantaged public housing complexes that are known for their high rates of unemployment 
and criminality. The presence of a huge popular flea market which attracts considerable traffic 
on weekends may explain in part why this municipality has the highest crime rate in the 
department (which is already the highest nationwide). The school offers secondary training in 
several areas that are in relatively high demand, such as engineering, health and social services, 
and maintenance of heating and air-conditioning systems. It also has several post-baccalauréat 
programmes in these sectors, particularly those aimed at training hospital personnel. It is 
designated lycée des métiers (professional trade school) because it offers certification in the 
area of health and social services ranging from the lowest vocational CAP degree to the 
Professional Lycéence, and also because it has developed partnerships through the Ministry of 
Health with a large hospital in the area and with engineering schools.  

The fact that several of the school’s vocational programmes offer real employment opportunities 
has not been sufficient to counteract its poor reputation. Indeed, many of the more privileged 
families and better students favour neighbouring high schools, such as Ronsard.  

Slightly more than half of the student population comes from disadvantaged households, while 
only 4.3% belong to the most advantaged social category. Over half of the students entering the 
general and technological classes in 2008 had repeated one year or more, while almost two 
thirds of those entering the vocational classes had repeated at least one year. The proportion of 
students who were kept back at the end of their first year of technological training was 
particularly high (close to 30%), although this does not necessarily denote poorer performance 
than in other schools. In the lycée Notre Dame, for example, the head of the school had made it 
a policy to pass students on to the next year, regardless of their performance, for fear that the 
prospect of repeating a year would lead them to abandon their studies.  

                                                

7 Figures on ‘school leavers’ may include students who then pursue their training in private institutions or as 
apprentices. 

8 In the tables, Jean Moulin is referred to as ‘Paris technic. services HS’.  
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The problem of school violence is present. The main sources of conflict do not appear to be 
linked to the ethnic diversity of pupils, but rather to gang-style conflicts between groups of 
students from different neighbourhoods in the area. The director estimated that he had to 
organise 15 to 20 disciplinary councils each year, several of them resulting in the permanent 
exclusions of students. The student population is quite diverse and over 15% hold foreign 
citizenship. Among our limited sample of 45 students, one-fourth belong to the majority, one-
fourth are of Maghrebian and Turkish origin, and one out of three declared themselves to be of 
Afro-Caribbean origin.  

 

1.3.4 Ronsard9  

This vast and modern high school of 1851 students offers a mixture of technological and 
general academic classes and has many post-secondary classes. It is located between the 
historic centre city of Saint Denis and the large public housing complexes to the East. Compared 
to other schools in the immediate environment it appears quieter, possibly thanks to the 
proximity of the lycée station and the cemetery. This school clearly has the best reputation of 
those in our sample and is able to be more selective of its students. It has developed several 
honour programmes and prestigious post-baccalauréat sections, such as those which prepare 
for the entrance examination into the highly selective ‘grandes écoles’, all of which are designed 
to attract and keep the better students from the area. Its ‘good’ reputation however is only 
relative to the ‘bad’ reputation of the other schools in the immediate area. In fact, the social 
and ethnic composition of the student population does not appear to differ substantially from 
neighbouring schools. Although our sample from this school is small (55), due to the very 
limited number of teachers who were willing to have us survey their classes, it can be noted 
that only a few students declared no immigrant or minority origin, while three out of four 
declared themselves to be of North African or Afro-Caribbean descent.   

According to the academy’s statistical services, the proportion of students of foreign nationality 
is close to 13%. Those coming from very disadvantaged households is still as high or higher than 
in Jean Moulin (52%), while the proportion of those belonging to the most advantaged category 
remains quite small (8,2%). The proportion of students who had repeated a year or more among 
those entering the school in 2008 was about 40%. The success rate for those who tried for the 
general and technological baccalauréats was better in 2008 in this high school than in Jean 
Moulin, particularly for the service sector. According to an official, albeit controversial, national 
ranking system based on rates of success of student on the baccalauréat exam and on 
indicators concerning the ability of the school to help students progress in their academic 
careers, Ronsard is ranked 17th out of the 41 high schools in the department of the Seine-
Saint-Denis 

 

1.3.5 Pluritec10   

This mixed vocational and technological high school receiving a predominantly male population 
of close to 700 students is located in the centre of Saint-Denis. It is close to a variety of 
businesses and public transportation, to a technological university and to a police station. It 
shares a very dilapidated building complex with a large institute for teacher training and is in 

                                                

9 In the tables, Ronsard is referred to as ‘Paris mixte HS2’. 

10 In the tables, Pluritec is referred to as ‘Paris technic indus HS’. 
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permanent negotiation with local officials in order to obtain the right to extend the area 
allocated to the high school, which was built in 1970 to house 400 students. The overcrowded 
classes, lack of facilities, and general state of disrepair of the building makes this establishment 
by far the worst of our sample in terms of its physical environment. The fact that, like other 
schools in the sample, it benefits from the label ‘lycée des métiers’, does not suffice to 
counterbalance the lack of resources and very poor quality of its infrastructure. It is impossible, 
for instance, to open many of the windows for fear that they might come unhinged. Several of 
the workshop classrooms are unheated and there are virtually no common indoor areas for 
students to gather.  

The school offers training in the industrial production sector such as electrical work, boiler 
making, metalworking, and electronic engineering. It prepares students for certifications ranging 
from the lowest vocational degree (CAP) to the technological baccalauréat. This school is 
reputed to receive students whose very poor academic performance makes it impossible for 
them to apply elsewhere. It also has remedial programmes aimed at teenagers who are at risk of 
leaving school without any degree. Their more selective options in computer engineering are 
also offered in other local schools, but the lowest performing students prefer to apply to this 
school in order to increase their chances of success.  

Depending on their course of study, students come from local neighbourhoods or from further 
away in the neighbouring departments. The problem of in school violence between students 
from different neighbourhoods appears less important than in other establishments, perhaps 
because the recruitment is less local. It could also be due to the relative stability and support of 
the school head and teaching staff, whose attempts to encourage the progress and efforts of 
even the lowest performing students have contributed to the general atmosphere of acceptance 
and support which characterises this school.  

According to our sample of about 90 students and our initial observations, this school is among 
those with the smallest percentage of ‘white’ pupils (14%) and the highest proportion of Afro-
Caribbeans (24%). The largest minority group is composed of students of Maghrebian origin 
(40% of the sample). The percentage of foreign students in the overall population is relatively 
high (17.5%), while the socio-economic composition of the student body is even less favourable 
than that of the other schools, with over 55% of student falling into the most disadvantaged 
group and only 3% coming from privileged households. The proportion of students who had 
been kept back a year or more among those entering the technological classes in 2008 was 
similar to that of Jean Moulin (about 40%), while figures for those entering the vocational 
streams were much higher (90%). This confirms the particular fragility of this school’s 
population. The school is ranked 27th out of the 41 high schools in the department. 

 

1.3.6 Pasteur11  

This large lycée of close to 1000 students is more geographically isolated than the others as it is 
separated from the centre of Saint-Denis by the throughway and located close to two very large 
public housing complexes of ill repute labelled ‘sensitive urban zones’. It offers mainly classes 
leading to the general academic baccalauréats or to the technological baccalauréats in human 
resources, accounting and engineering, as well as a few vocational programmes in electronics 
and mechanical work. The relatively modern building resembles a military bunker with its 
surrounding barriers, locked gates and frequent security patrols. In spite of this enforced 

                                                

11 In the tables, Pasteur is referred to as ‘Paris mixte HS1’. 
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surveillance, the high school is far from immune from the surrounding urban tensions, as its 
recruitment is essentially local, due to its limited number of specialised vocational programmes. 
Fights among students are frequent. We witnessed altercations, which were accompanied by 
racial insults, although the tone was one of parody rather than of racial hostility. The 
administrative and teaching personnel often appear harried and overwhelmed by the general 
atmosphere of agitation and insecurity. Despite its efforts to attract better students with the 
creation of European sections and a special option in audiovisual techniques, the school has a 
very bad reputation and is avoided by those whose academic performance or economic 
resources make it possible for them to apply to other local schools such as Ronsard.  

According to our sample of approximately 140 students, representing close to half of the total 
population of first year students, the ethnic composition is similar to that of Pluritec.  Over one 
out of three students declare North African or Turkish origins, one out of four are of Afro-
Caribbean descent, and the smallest groups comprises students of ‘other’ (22%) or majority 
(16%) identity.  

The dropout rate at Pasteur appears particularly high. Indeed over 8% of the students left the 
establishment before completing their first year in 2008. Contrary to what might be expected 
given the schools’ location, the socio-economic distribution of students is more favourable than 
in the other schools in the area. With 45% very disadvantaged students and close to 7% 
advantaged ones, the social composition of the student body is similar to that of Brassens in 
Bordeaux. Certainly, this is because the school is one of the few in the area to offer classes 
leading to the classic academic baccalauréats. It therefore attracts the more ambitious students 
who nonetheless failed to circumvent school districting rules. The proportion of incoming 
students who have repeated a year or more during the course of their studies is high, similarly 
to what was observed for Pluritec. In 2008, half of those entering the general and technological 
programmes and close to 80% of those entering the vocational programmes had repeated one 
or more years of primary or early secondary school. It should be noted that the lycée Pasteur is 
ranked last among 41 secondary school in the department, and third from last among the 1871 
high schools nationwide. This simple fact is enough to make it a particularly stigmatised 
establishment, regardless of whether or not it is truly justified.  
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2. The sample: Major features in a comparative perspective 
 

 

The students who answered the questionnaire were chosen because they belonged to 
institutions and classes providing schooling to students from working-class or immigrant 
backgrounds. This choice resulted in a survey population marked by a low educational level and 
limited professional qualifications among parents.  

 

 

2.1 Student characteristics  
Here, we present only some of the indicators in the students’ socio-economic environment: the 
parents’ highest level of education, and the social status of each parent as determined by their 
profession. These indicators reveal a working-class population with a low level of education. 
This is coherent with the general figures for the entire school population presented in the 
previous chapter.  

 

Table 4: Socio-economic environment of students 
  Percentage 

None of parents above elementary schooling 25 

Highest: secondary vocational -without academic certificate 15 

Highest: secondary level - academic certificate 18 

Highest: university or college degree 13 

Parental educational levels are unknown /both/ 28 

Total 100 

 

Table 5: Socio-professional position of parents 
Professional status Father Mother 

Missing 20 24 

Casual worker/ day labourer 3 5 

Agricultural worker 4 1 

Service worker 13 33 

Manual worker  16 3 

Entrepreneur 13 3 

Office worker 3 10 

Professional white-collar and manager 7 2 

Do not know 20 18 

Not concerned 1 3 

Total 100 100 
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Thus, in one-quarter of the cases, the highest level of parental education did not exceed 
elementary schooling (25.3%) or secondary vocational (15.4%). If one takes the ‘unknown’ level 
of education to be a low level of certification, the result is that two-thirds of the students have 
parents with a low or very low level of certification. Given the very strong influence of this 
variable on academic performance, and on the nature of the relationship between culture, 
schooling and schooling standards, we concluded that from a cultural and educational 
standpoint the students in the surveys were from the most disadvantaged groups. Only 13% had 
at least one parent with a degree in higher education, a very low proportion for this generation 
of students.12 This weak socio-cultural level could also be observed in the socio-professional 
distribution of the students’ parents. Note that the significant proportion of non-replies here 
should not be viewed as a survey defect or as the result of indifference on the part of the lycée 
students. Rather, it reflected the difficulty certain students had in categorising their parents’ 
occupational activities, which were sometimes numerous or precarious, and in some cases 
affected by broken and/or recomposed family structures. If we exclude the ’missing’ data and 
’do not know’’ responses from the interpretation of the findings, we observe that 16% of the 
fathers were manual workers and 13% were entrepreneurs – notwithstanding all the 
ambiguities resulting from such a category. Considering the low overall level of education of the 
parents of the students surveyed, we could assume that this category consisted of small 
entrepreneurs providing services, small businesses or self-employed workers in the building 
trade. As for the mothers, they were often service workers (33%), a proportion that is in line 
with the gendered distribution of economic sectors at the national level. Lastly, fathers working 
in the ‘professional white collar and manager’ category were rare here (7%); the proportion of 
mothers in this category was even smaller (less than 2%). These figures are coherent with those 
obtained from the statistical services presented in the previous chapter. 

In sum – and unsurprisingly - the students in our survey came from disadvantaged socio-
cultural environments, and this of course had an effect on the specialisations they chose. Due to 
its level of generality, Table 2 reflects this only partially. Of the students in the survey, about 
two-thirds were in general or technical education and the rest in vocational programmes. Of 
course, this distribution was related to our choice of survey milieus in the general and 
vocational institutions.  

From the standpoint of gender, boys were slightly over-represented in our sample (55%). This is 
probably the result of their over-representation in vocational training. Lastly, most (almost 80%) 
were between 15 and 16 years of age, which was consistent with their educational level. 

What about students’ ethnic characteristics? A basic statistical description will enable us to 
clarify a question of method with a prominent place in scholarly and social debate in France. 
We can summarise the nature of the problem by distinguishing between two very different – 
though sometimes complementary – approaches to measuring ‘ethnic origin’. The first uses 
‘objective’ criteria coming under ‘matters involving facts’: questions 46 and 4713 of the 
questionnaire use this approach. They asks the students about the place of birth of their father 
and mother, their probable date of arrival in France, their nationality and that of their parents, 
etc. These questions facilitate an ‘objective’ measurement of ethnic origin in the sense that they 

                                                

12 The democratisation of education in France began in the 1960s and had strong growth, reaching a threshold in 
the early 1990. The parents of these children, most of whom were born in the 1990s, did not benefit from the 
democratisation in any perceptible way.  

13 Where were your parents born? If they were born abroad, in which country? When did they arrive in France? 
What is their citizenship? 
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fall within the domain of migration data, but do not anticipate any subjective construction that 
might derive from it.14 The survey’s measurement of ethnic background is an example of this 
type of question. By contrast, ethnic identity involves a subjective construction on the part of 
the individual. It involves the coding for question 45, namely, “Do you have a foreign or 
immigrant background?” if the student answered ‘yes’, then the open question (45b), “Specify,” 
would have to follow. Formulated in this way, we were able to measure the students’ subjective 
inclusion in a migratory tradition that, while distant and vague, they could have chosen, in 
various ways, to bring out. If one of the grandparents or great-grandparents migrated to France, 
the student could choose to indicate this in her or his stated ‘background’. The important thing 
here was to measure the subjective relationship to the self through ethnic categories that were 
later reconstructed using the individual answers in the surveys. 

We observe (Table 6, next page) that belonging to the ‘ethnic majority’ group could, depending 
on the type of approach chosen, yield a wide variety of results. In the case of the ethnic 
background variable, the majority group is quantitatively the most important (46% of the 
students and 53% of the parents fell into this category). However, the more subjective measure 
– using the ethnic identity variable that was constructed using answers to the question “Do you 
have a foreign or immigrant background?” – yielded an entirely different distribution. Only 19% 
of the students defined themselves as the majority group (30% if we added the ‘no answer’ 
replies), whereas 30% said they were from the Maghreb, and 19% were of Black African origin. 
Here, we are touching upon a question of a theoretical and political nature. If one views 
ethnicity as an objective fact – a condition, so to speak – one will choose the first solution. If, 
following Max Weber and Fredrik Barth, one considers ethnic identity as the product of a social 
relationship, or as a subjective undertaking of individuals and groups, one will choose the 
second solution, that of the ‘ethnic identity’ variable. We will choose the latter, since we 
consider that in the present case the ethnic issue forms part of a political, social and individual 
construction, and that it takes on meaning in specific contexts, especially that of segregation. 

 

Table 6: Ethnic characteristics of students15 

Ethnic background of respondent 
(constructed .from origin,ownethn) 

Ethnic background of parents 
(French coding) 

 N % N % 

Ethnic majority background 236 46 274 53 
Minority ethnic background 57 11 105 20 
Mixed background majority + minority 163 32 81 16 

Other background 2 0 0 0 
Unknown or missing 56 11 53 10 
Total 513 100 513 100 

 

 

                                                

14 Questions on nationality can sometimes solicit from young people replies that reflect ethnic origin more than 
actual citizenship; consequently, it is necessary to nuance slightly the purely objective nature of this variable.  

15 As a matter of interest, the ‘minority ethnic’ category groups together the students from either the Maghreb 
and Turkey or from Africa and the French overseas departments and territories, while the ‘other minorities’ come 
from countries in Europe, Asia and America.  
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Table 7: Ethnic identity of students (French coding)  

 
Ethnic identity (French 

coding) 
Majority group (no origin) 98 19.1 
Maghreb and Turkey 155 30.3 
Africa 98 19.1 
Other identity 102 19.9 
Missing 59 11.0 
Total 512 100.0 

 

We can provide an illustration of the gap separating the two measurements by cross-tabulating 
the two variables with each other (Tables 6 and 7). Out of 100 students classified as ’majority 
group’ based on the ‘ethnic background’ variable, only 35% stated that they belonged to this 
group subjectively, while 19% and 16% respectively felt that they belonged to one of the two 
selected ethnic groups in our survey. However, the social actors cannot be said to belong to a 
social group if such a belonging goes against the wishes of the actors themselves. We might 
say, paraphrasing Marx, that there is no ethnic group without an ethnic awareness. Of course, 
this awareness does not exist independently of the migratory reality and its influences, yet it 
always results from a subjective disposition that is not independent of the social relationships 
maintained presently. In a situation in which being of minority origin is the norm, it may well be 
that even those who have only distant or partial immigrant origins chose to underscore these.  

 

Table 8: How does one measure ethnic identity?  
Ethnic identity (French coding) 

 Ethnic background of respondents 
Missing 

Majority 
group 

(no origin) 

Maghreb and 
Turkey Africa Other 

identity Total 

Ethnic majority background 8 35 19 16 22 100 

Minority ethnic  background 2 9 51 18 21 100 

Mixed background 
majority+minority 7 5 47 23 18,4 100 

Other background     100 100 

Total 7 21 32 19 21 100 

Cross-tabulation Ethnic background of respondent/constructed from origin,ownethn/*ethnic identity (French coding) 

 

In sum, if we retain the subjective dimension of ethnic origin, only 21% of the students were 
members of the ‘majority group’, 32% in the ‘Maghreb and Turkey’ group and 19% in the 
’Africa’ group. The other students were in the mixed background category or did not reply. Thus, 
we were actually within an educational framework that had been ’ethnicised’. Indeed, the 
‘majority’ group was in fact quantitatively in the minority. This leads us to believe that the 
institutions in the survey are quite segregated ethnically as well as socially, perhaps even more 
so than the surrounding neighbourhoods. Here, the educational context is decisive in 
understanding the construction of the self in the ethnic categories (Perroton, 2000) and in an 
impoverished environment, as demonstrated by the housing conditions of the students (Table 9). 
For the most part, they resided in subsidised public housing estates (46% and 54%, depending 
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on the indicator selected) and in urban areas France calls banlieues (suburban municipalities), 
referring to urban districts that are usually impoverished and that are often described as 
‘ghettos’ (Lapeyronnie, 2008). Of course, France has many types of suburban municipalities, and 
not all of their housing has deteriorated. This was demonstrated by student satisfaction with the 
surface area and quality of the construction of their housing; viewed in this way, over 80% of 
the students lived in ‘good’ conditions. This finding should come as no surprise. Since the 1960s, 
France’s housing policies have tended to rationalise living space, and residents generally find 
that their apartments are very satisfactory in surface area and quality (Villechaise-Dupont, 
2000). The situation is completely different when it comes to their appreciation of areas for 
collective use, which are deteriorating and reveal the effects of a downgraded social life linked 
to social and ethnic segregation in France’s suburban municipalities. 

 

Table 9: Living and housing conditions 

ethnic identity (French coding) 

  Type of housing Missing 
(%) 

majority 
group 

(no origin) 
(%) 

Maghreb 
and 

Turkey 
(%) 

Africa 
(%) 

Other 
identity 

(%) 

Total 
(%) 

in a family house 29 53 24 14 46 33 
In an apartment in a condominium 22 7 15 20 17 16 
In an apartment in a housing project 47 40 60 66 37 51 
In a hostel or shelter 2     0 
 Total 100 100 100 100 100 100 
Density 
Spacious housing (density<1.01) 49 68 38 38 53 48 
Satisfactory (average) housing (density: 1.00-
1.99) 

30 29 58 43 42 43 

Overcrowded housing (density>1.99) 21 3 5 19 5 9 
  Total 100 100 100 100 100 100 
Quality of housing 
Very good housing conditions 47.9 67 37.5 37.4 52 47.2 
Satisfactory housing conditions 29.2 28.6 57.6 42.9 41.8 43.0 
Destitute housing conditions 22.9 4.4 4.90 19.8 6.1 9.7 
 Total 100 100 100 100 100 100 
Where do you live? 
missing 12 7 5 8 4 7 
city centre 9 7 6 7 13 8 
suburb or housing project 58 39 66 61 44 55 
suburb with individual houses 4 7 13 17 15 12 
in a village 9 16 2 1 4 6 
in the country 4 6   5 3 
in residential area with individual houses 5 17 9 5 16 11 
  Total 100 100 100 100 100 100 

 

However, not all of the students in the survey lived in this type of urban district. Nearly 12% 
lived in single-family houses and 11% in so-called ‘residential suburbs’ consisting of houses or 
condominiums rather than apartment blocks; 8% lived in a village or in the countryside. This 
differentiation in terms of housing conditions partially overlaps family living circumstances, the 
distribution of which is indicated in Table 10. 
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Table 10: Family structure and living conditions 
Parents living together with the student 
 Percentage 
Missing 4 
Biol./adopt. father & mother 62 
Mother & stepfather 10 
Father & stepmother 2 
Mother alone 14 
Father alone 3 
Foster parents 1 
Alternating between divorced/separated. mother and father 1 
Other adult guardians 2 
Other arrangement 2 
Total 100 
Socio-economic position of the family /constr. 
Very good position 12 
Upper position 33 
Average position 35 
Lower position 13 
 Very low position 7 
Total 100 

 

From the standpoint of family structures, two-thirds of the students lived in ‘standard’ 
families16 (62%) and more than 11% lived with a stepfather or stepmother. Overall, one-parent 
families accounted for only about 16% of the students, while ‘atypical’ situations (’alternating 
between mother and father’, ’other adult guardians’, ‘other arrangement’) accounted for around 
5%. The social status of the families of the students questioned was measured according to the 
social status of the father and by material possessions (which were, for the most part, middling), 
with 10% to 11% respectively in the two extreme positions. 

 

 

2.2 Comparison with the national average 
The methods for constructing the survey population did not involve constructing a 
representative sample. Our intention here was not to study France’s entire youth population, but 
to demonstrate how the ethnic question structured educational relationships in contexts where 
social segregation was significant for the students as a whole. This approach involved choosing 
institutions that, as noted previously, provided schooling to a large proportion of students from 
minority groups or underprivileged backgrounds. This bias, inherent to the survey questions 
themselves, involved collecting a sample whose structure was distorted intentionally relative to 
the corresponding age group as a whole. 

Another factor needs to be considered in the comparison undertaken here: France has no 
ethnicity statistics and there are no figures allowing us to measure the two selected ethnic 

                                                

16 In France, the “standard” model of the family is the nuclear family. 
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groups described in this survey. It therefore came down to making a general comparison, since 
we lacked precise figures from official bodies, which alone are able to provide reliable data on 
the nature and characteristics of large populations.  

Nonetheless, we did have some factual data on the students in the general and vocational 
streams of the lycées, thanks to the DEPP (Direction de l'évaluation, de la prospective et de la 
performance),17 which regularly monitors school enrolment and the social characteristics of 
students in educational institutions. We were already able to make some basic comparisons 
with our population to reveal its specific characteristics, especially from the standpoint of the 
social origin of the students. If we refer to the levels of education found in our survey –
comparing classe de seconde de determination or first year of post-compulsory secondary school 
in general or technical streams on the one hand and vocational education on the other hand – 
we notice that the students in our survey came from much more disadvantaged backgrounds 
than did the average student at their level. While very few of the students in the survey came 
from managerial backgrounds, those in seconde (general and technical) are situated in the 
average for France (27%) and around 6% in vocational education as a whole. In sum, our 
students were socially much closer to vocational students than to those in general and technical 
education, even if the majority of them received schooling in the latter stream, regardless of 
whether this involved a technical trajectory or a more academic trajectory.  

Consistently, a comparison based on age revealed that the students in our survey were older 
than the average for their educational level. While 15-year-old students in classe de seconde 
accounted for almost 70% of enrolments nationwide, they accounted for only 34% in our 
sample. Similarly, students 16 years of age accounted for 22% in the national average, and 
44.5% in our survey. 

In sum, the educational trajectories of the students in our sample were more chaotic than were 
those in the national average. They had higher rate for repeating a year and were steered 
toward either seconde de determination (general and technical streams) – though more often 
with a year or more delay - or toward vocational education, which in France provides schooling 
to the weakest students. In a way, they were ‘marginal’ within France’s educational system, and 
one might think that in large measure their social and ethnic characteristics accounted for this 
situation. 

 

 

2.3 What are the characteristics of each ethnic and social group? 
The average characteristics of the survey population provide only a preliminary approach to 
examining the survey findings. Some of the students revealed common characteristics that 
could account for the nature of their answers and educational trajectories. Thus, in connection 
with a classical debate in sociology, we can ask questions about the links between various 
social, economic and ethnic characteristics and their respective effects on the social practices 
and educational experiences of the lycée students. To this end, we need to describe the 
characteristics of each group and to proceed using three of the pivotal variables in the 
EDUMIGROM survey. The first is the social status of the parents; the second is the highest level 
of education of the two parents and - last but not least – the stated ethnic identity of the 

                                                

17 Information on France’s educational system is available at the following Internet address: 
http://www.education.gouv.fr/pid53/evaluation-et-statistiques.html  
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students. We decided to use, on the one hand, constructed (PSTATUS) variables that combine 
the socio-professional status of the father and mother and, on the other hand, a ‘subjective’ 
measure of ethnic identity (ETHNICID), instead of the artificial variable, SOCPOSIT, which is a 
variable which combines socio-economic status and ethnic background, since the latter did not 
allow us to answer our questions. In reality, we were trying to understand the respective 
impacts of ethnicity and social origin; it was therefore crucial that these various aspects be 
separate, so that we could discern their respective tendencies and effects. Lastly, the cultural 
level of the parents, measured using the highest level of education of the two parents, provided 
reliable information. It involved using the EDUCOMP variable. These three variables were not the 
only ones mobilised as independent variables. Gender, institution and type of training, amongst 
others, were applied from time to time to account for the attitudes and trajectories of the 
students.  

We will explain our population’s internal differences by employing several cross-classifications, 
which are presented in Table 11, First we will observe the distribution of the various ethnic 
groups among the different educational streams in our sample. Then we will reveal the 
distribution of the students’ characteristics according to their ethnic origin. Obviously, 
presentation constraints forced us to choose a limited number of dependent variables. For 
example we cross-tabulated the student’s ethnic identity with the following variables: parental 
level of education, family social status, student gender, number of years repeated, dwelling 
density and type of environment in the place of residence. This handful of variables allowed us 
to draw a portrait of each ‘ethnic group’ based on their socio-cultural level and living 
conditions. This yielded the following findings: 

If we focus on the three ethnic groups of interest to us here (the ‘majority’ group, those from 
the Maghreb or Turkey, and those from Africa and the ‘overseas departments and territories’), 
we are able to make the following observations: 

(a) From the standpoint of their distribution throughout the different vocational and 
non-vocational streams, we observe an over-representation of majority group pupils in 
the shorter vocational programmes and their under representation in the courses leading 
to the general or technological baccalauréate. Conversely, the selected minority groups 
are under-represented in the vocational streams and over-represented in the non-
vocational ones. This appears congruent with African parents’ higher educational level. 
For the Maghreb and Turkey group, however, the discrepancy between parents low 
educational level and low social status and the students ‘avoidance’ of the  shorter 
vocational degrees reflects the distaste which these students often feel for the manual 
jobs that their parents or grandparents were obliged to hold upon immigrating to 
France.  



Table 11: Ethnic groups’ distribution in different educational streams 
ethnic identity (French coding)   

  
  

  

majority 
group (no 

origin) 

Maghreb and 
Turkey Africa other identity Total 

Voc Bac 21% 39% 17% 23% 100% 

Voc Cert BEP-CAP 34% 23% 19% 24% 100% 

Non-voc 10th grade 13% 40% 26% 21% 100% 
diploma prepared 

Total  22% 34% 22% 23% 100% 

 

(b) From the standpoint of the families’ level of culture, measured here using the highest 
level of education of the parents, we observe that the parents of the students from the 
‘Africa’ group had the highest level of education, with 25% holding a degree in higher 
education against only 10% for the ‘majority’ group and 7% for the ‘Maghreb’ group. 
This result is confirmed for the lowest levels of education, which occur most often in 
families, of the ‘Maghreb’ group. These findings are consistent with data from the 1999 
census, which reveal a very high proportion of university graduates among male 
migrants from Sub-Saharan Africa (Thierry, 2003). Among male immigrants who arrived 
in France after 1985, one finds higher proportions of university graduates than among 
similar aged cohorts of French born males. The discrepancies, in our sample, among the 
various ‘minorities’ are therefore representative of France’s immigrant population.  

(c) In consistent fashion, we observe that the social status of the family was higher for 
the ‘Africa’ group slightly more often than for the average population (18.4% versus 
12.5%, on average). Students with a Maghreb or Turkish background had the lowest 
social status: 22% of them had families with the lowest status, versus 15% on average.  

(d) From an educational standpoint, the three ethnic groups in this study did not follow 
the same trajectories. Contrary to what one might expect, the students in the ‘majority’ 
group repeated a year more often than did the others. In fact, only 34% of them said 
they were ‘on time’ versus 48% and 54% respectively for the Maghreb and Black African 
students.  

(e) From the standpoint of living circumstances and housing, the best off was the 
‘majority’ group, with regard to both the density of their housing (68% lived in spacious 
conditions, versus about 37% for the two other ethnic groups) and their urban 
environment, with only 39% living in the suburbs or in low-cost housing, compared to 
54% for the average. 

(f) Through a comparative reading, we observed that for the students in our survey the 
repeating of a grade did not vary according to the classical variables accounting for 
school performance. Whether for reasons of ethnic origin, parental educational level or 
social status, the rates of repeating remained almost constant. For example, the 
proportion of those who had never repeated remained constant, at around 45%, 
regardless of the educational level of the parents or their social status. This result was 
confirmed by a Cramér-von Mises test (hereinafter Cramér-v test) not statistically 
significant for these two tables. This finding might come as a surprise, given that socio-
economic background usually has a very significant impact in defining the educational 
trajectory and performance of the students, as demonstrated, for example, in the PISA 
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international surveys (OCDE, 2004; 2007). However, this anomaly can be easily explained 
by the methodological choices governing the field survey. By choosing segregated 
institutions, we selected students who, due to the nature of their trajectories and their 
level of academic ability, were defined primarily by chaotic educational trajectories. 
Thus, our survey sample is not representative of the general population of French 
secondary schools, but of the population in less prestigious institutions receiving the 
most disadvantaged students. We must emphasise that the ‘majority group’ students 
who attend these institutions are from families in which the parents have a low level of 
education compared to the national average.  

What can we say about this initial analysis of our survey data? First, with regard to the 
relatively high levels of ethnic and social segregation in France’s educational institutions 
(Felouzis, Liot & Perroton, 2005) it was necessary to choose institutions according to their 
degree of segregation if we wished to obtain information on significant numbers of minority 
pupils. This choice was responsible for the specific characteristics of our survey population, 
which brought together students who were comparatively weak in school and for whom classic 
variables were not very effective in explaining educational trajectories. This fact must, of course, 
be explored in the remaining sections of the present analysis, in particular by assessing the 
academic performance of students. Besides the fact of repeating (or not repeating) a year of 
schooling, we have other indicators that are useful to examine in detail in order to understand 
what they are really measuring and how they can be used reliably in this analysis. 
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3. Academic performance and the segregative school context 
 

 

In this section, we will deal with the question of the students’ academic performance. We will 
make three points. The first involves the construction of performance indicators. Traditionally, 
major quantitative surveys have created two types of indicators. For example, one might 
examine trajectories within the school (repeating, subjects taken, diplomas obtained). For a long 
time, this was the approach taken in France’s statistical surveys. An example is the first Institut 
National des Etudes Démographiques panel in 1960 (INED, 1966) and the following ones taken 
up by the Direction de l’Évaluation, de la Prospective et de la Performance (DEPP, 2007). They 
discuss the likelihood of getting such-and-such a diploma or degree, generally the baccalauréat. 
However, within the context of international comparisons, it is necessary to use indicators that 
are ‘external’ to educational systems. For this reason, student performance in tests is used more 
readily, as it is, for example, in the TIMSS, PEARLS and PISA surveys. In such cases, one obtains 
an external and objective measure of achievement, thereby facilitating real comparisons. In the 
case of the EDUMIGROM survey, we do not have the students’ performance measured by tests, 
only their statement concerning their average for the previous year, something that – everyone 
will agree – does not measure their academic performance through external and objective 
methods.  

Indeed, the variables in the survey available to us for measuring a student’s academic 
performance derive from a number of questions. First, 24b, which asks, “What average did you 
obtain, in last year’s final term, in the following subjects?” (Mathematics, French, History & 
Geography, Sciences and Foreign Language 1). Thus, we did not measure the ‘academic 
performance’ of students but rather their grades, many analysis of which tells us that they 
depended on the learning environment and the evaluator (Piéron, 1963; Merle 1998). Aside from 
this problem, which demonstrates that this variable does not measure school performance at all, 
we might add that students’ memories are not always very reliable, as revealed by the high rate 
of ‘no answer’ replies, which hover around 33% for each of the subjects considered. Thus, we 
obtain a very vague measure of student performance using the three variables: 

• one which reflects average grades in several of the major disciplines,  

• one which reflects average grades in math and science, and  

• one which reflects averages for the humanities. 

The interpretation of the results must take this dimension into account. Another set of variables 
measure performance from the standpoint of the students’ trajectories, notably through their 
repetition of certain years. We already examined the number of repeated grades variable to 
study its variation according to the classic variables employed in educational sociology.  

Repeating grades is generally considered to be a good indicator of the student’s academic level. 
Despite the fact that such practice has been proved rather ineffective (Holmes, 1990; Troncin, 
2005; Crahay, 2003), it is still considered by many teachers to be a viable solution to students’ 
difficulties. The consequences of being kept back are negative and tend to produce lower self-
esteem and a higher risk of dropping out or of leaving school with only the lowest secondary 
school degree (Paul, 2008). The earlier the class repetition takes place, the more negative the 
effects on later school trajectories. Over 65% of pupils who entered sixth grade in 1989 
experienced one or more years of school retention during their primary or secondary schooling 
(Caille, 2004).  
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The last and third type of variable was more subjective. It involved liking or not liking certain 
subjects such as science, humanities, the core subjects, sports or art. The main point here is to 
determine what we are measuring when using these variables. It is unlikely that we can obtain 
students’ academic performance as such, since their recall of end-of-term averages from the 
previous year cannot serve as a substitute for measuring performance. Rather, it involved a 
relative evaluation of the student’s level, which depends on numerous subjective factors: 
teacher evaluations, the student’s self-image and recall of his or her grades from the previous 
year. Thus, the context was more one of self-evaluation than a real measure of performance.  

Thus, we were unable to make any conclusions on student performance (as one is able to do 
with PISA surveys). Nonetheless, the available information should not be disregarded. Using 
these variables, we can answer several sociological questions: How does the stated performance 
vary by ethnic identity and socio-economic background? Table 12 cross-tabulates the ‘repeated 
grade’ variable with the assessment of their achievements by students. 

 

Table 12: Cross-tabulation of repeated grade and assessment by students of their 
achievements  

Overall performance: all subjects in q24,  
according to international grading 

  

Excellent Good Satisfactory Sufficient Total 

Never was kept behind 1% 36% 56% 7% 100% 

Repeated once 1% 14% 71% 14% 100% 

Repeated twice  7% 67% 26% 100% 

Number of repeated 
grades  
/q24/ 

Total 1% 25% 63% 11% 100% 

 

We see that the two variables are linked (We have subsequently determined the Cramer-v = 
0.183 to be very significant). Nevertheless, apart from the fact that the variance remains high, 
we are unable, based on the information available, to understand the meaning of the 
relationship. Did they tend more often to view themselves as weak because they repeated, or did 
they repeat because they were weak students? Beyond the obvious rhetorical nature of this 
question, we have touched on an essential point in our survey. Thus, we must take the findings 
presented in the following section with the requisite caution. 
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3.1 Performance and attitudes toward school in a segregative school contexts 
The issue of ethnic segregation can be examined at various different levels. One might ask, for 
instance, whether ethnic class composition has any effect on students’ performance and general 
attitudes towards school. Using our ethnic class composition variable we analysed this link. It 
did not prove to be conclusive as the éta² were insignificant or extremely weak as shown in 
Table 13. 

 
Table 13: Ethnic class composition and academic performance indicators  

Overall performance: all subjects in q24, according to international 
grading Average N Ecart-

type  

Excellent 0.88 2 0.11 
Good 0.83 75 0.14 
Satisfactory 0.78 187 0.16 
Sufficient 0.74 33 0.15 
Total 0.79 297 0.15 

3.8 

q25: Kept behind? 

Missing 0.70 2 0.23 
Yes 0.76 172 0.15 
No 0.81 212 0.13 
Kept behind for non-academic reasons 0.76 66 0.15 
Total 0.78 452 0.14 

2.5 

Number of repeated grades /q26/ 

Never was kept behind 0.81 209 0.13 
repeated once 0.77 199 0.14 
repeated twice 0.75 38 0.16 
Total 0.78 446 0.14 

2.6 

Subjects in humanities /lit.,hist.,foreign/ mentioned among comfortable subj.- subjpos1-3 

Not mentioned 0.79 120 0.13 
Mentioned 0.78 333 0.14 
Total 0.78 453 0.14 

ns 

Subjects in science /maths,science/ mentioned among comfortable subj.- subjpos1-3 

Not mentioned 0.76 245 0.14 
Mentioned 0.81 208 0.14 
Total 0.78 453 0.14 

2.5 

Comfort in core subjects /scipos, humanpos/ 

Not mentioned 0.78 48 0.12 
Mentioned 0.78 405 0.14 
Total 0.78 453 0.14 

ns 

Feelings of comfort/discomfort with different subjects at school - typology 

Good feelings in core subjects 0.71 35 0.16 
Mixed feelings in core subjects, good in sports/art 0.79 180 0.13 
Mixed feelings in core subjects, no good feel in sport/art 0.79 190 0.15 
No good feel about core subjects, but good in sports/art 0.76 20 0.14 
Neither good nor bad feels about all subjects 0.78 28 0.10 
Total 0.78 453 0.14 

2.7 
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With regard to the nature of our variables it is still appropriate to ask questions on students’ 
attitudes toward school and the way they feel about their educational level. How did these two 
primary dimensions vary with student characteristics? We will use the four main characteristics 
likely to explain the students’ schooling in the particular context of relative segregation: ethnic 
identity, level of parental education, the social status of the family and gender. 

In light of our desire to present a brief yet readable report, we decided to present only the 
sections containing valid answers, as well as ‘values’ and ‘significance’ (Table14, for example). In 
addition, only the cross-tabulated tables in which the variables have a mutually significant 
correlation (based on the Cramèr-v) will be presented in Table 14 and the following).  

 

Table 14: Measure of association (Cramér V.) between the ethnic identity of individuals and 
some academic performance indicators 
Ethnic identity (French coding) N % Cramer-v Sign. 

Overall performance: all subject in q24 335 65 0.101 0.602 

Q25: Kept behind? 509 99 0.103 0.189 

Number of repeat grades /Q26 500 100 0.118 0.053 

Subjects in humanities /lit. Hist. Foreign/ 512 100 0.105 0.226 

Subjects in science /math.science 512 100 0.082 0.492 

Comfort in core subject /scipos, humanpos 512 100 0.152 0.019 
Feelings of comfort/discomfort with different 
subject at school 512 100 0.106 0.11 

 

Here is an example of an analysis, as applied to Table 14: For the average of their grades, as 
stated by the students (first line of the table), the number of valid answers was 335 (or 65.4%), 
the Cramér-v was .101 and it was not significant at the .05 level (or threshold). The high 
number of pupils who did not answer the question can be explained by the nature of the 
question itself, which required students to recall information from the relatively distant past. 
Results indicate that there was no significant correlation between the average of the grades 
provided by the students and their ethnic identity. Conversely, the number of years repeated 
varied significantly according to the ethnic identity of the students (Cramér-v: 118, 
significance: .053) 

The Cramér-v allows us to measure the values and significance of the link between two 
variables based on the Chi-square by considering the size of the population and the number of 
degrees of freedom. It may be read as a correlation coefficient, thereby allowing us to 
differentiate the links among the variables considered. In Table 14, we tested the links between 
students’ ethnic identity and a few academic performance indicators. Two essential elements 
emerged in reading this table. First, that the question on grades in the last term of the previous 
year received a significant number of ‘no answer’ responses. Only 65% of the students gave 
information for this question, compared to over 97% for the other questions. Second, practically 
no variable measuring academic performance was linked to students’ ethnic origin in any 
significant way.18 At the canonical cut-off (level) of .05, only the number of years repeated and 
the positive assessments of the core subjects varied significantly according to the ethnic 

                                                

18 By using the FETHBACK_FR (father ethnic background) variable instead of the ETHN_IDENTITY (ethnic identity) 
variable, one obtains Cramér v. that are not significant for all dependent variables. 
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identity of the students (Table 15). The other variables: the grade in the last term of the 
previous year, the fact of having to repeat the classe de seconde (equivalent to 10th grade), the 
value they placed on literature, scientific subjects and, lastly, the fact of feeling ‘comfortable’ in 
different aspects of learning did not have links with the ethnic variable. The Cramér-v was not 
significant for these variables. 
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Table 15: Ethnic identity of individuals, repeating and assessment of core subjects 
Ethnic identity (French coding)   

  
  

  
Missing Majority group 

(no origin) 
Maghreb 

and Turkey Africa Other 
identity 

Total 

Never 50 34 48 54 50 47 

Repeat once 43 53 46 37 42 44 

Repeat twice 6 13 6 8 8 8 

Repeat three or more 2     0 

Number of repeat 
grades 

Total 100 100 100 100 100 100 

Not mentioned 20 17 11 6 8 12 

Mentioned 80 83 89 94 92 88 
Comfort in core 
subjects  /  
scipos, humanpos Total 100 100 100 100 100 100 

 

Of course, one might be surprised by this lack of a relationship, all the more so since in the case 
of a significant statistical relationship, the latter is not very high: 0.11 or 0.15 do not constitute 
a very strong link, given that the Cramér-v fluctuates, as the coefficient of determination, 
between 0 and 1. Within our survey population, it seemed that the school conditions were 
similar enough for the classic variables influencing academic performance ultimately to have 
little effect. Were this finding to be confirmed for the other independent variables, we would 
then have a case of selection bias. The educational trajectories and options chosen in 
institutions with a very poor reputation gave rise to a homogenisation in performance and ways 
of relating to school, through what Alain Touraine and Jean-Daniel Reynaud (1956) have called, 
in a different institutional context, the effet de dominance (dominance effect). Thus, the 
closeness in school conditions had sufficient weight to bring together educationally similar 
students, and thus mould their individuality. Of course, this type of analysis cannot be deduced 
from a reading of Table 15 alone. First, we must observe the strength and significance of the 
variations based on other characteristics of the students. 

Similarly, when we considered the highest level of certification of the two parents and its 
relation to educational variables (achievement, way of relating to school, repeating) the links 
between the variables were either non-existent or weak. However, all surveys reveal the very 
high influence of parental educational levels on achievement when the latter are measured by 
tests and based on a representative sample of the population of a given country. This is true, 
amongst others, of the PISA surveys.  
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Table 16: Ethnic identity of individuals, repeating and assessment of core subjects 
Parents: highest level of education 

 

No parent 
above 

elementary 
schooling 

Highest 
secondary 
vocational, 

no 
academic 
certificate 

Highest 
secondary 

level 
academic 
certificate 

Highest 
university 
or college 

degree 

Parental 
educational 
levels are 
unknown 

Total 

Not mentioned 12 10 9 3 19 12 

Mentioned 88 90 91 97 81 88 
Comfort in core 
subject / 

scipos, humanpos Total 100 100 100 100 100 100 

Not mentioned 23 27 28 18 37 28 

Mentioned 77 73 72 82 63 72 
Subects in 
humanities /  

lit., hist, foreign Total 100 100 100 100 100 100 

 

Here, only the fact that they valued the humanities and had an aptitude for the core subjects 
had a significant link to parental educational levels. Indeed, the higher the parental educational 
level, the more the students considered the core subjects and the humanities to be important 
subjects and ones with which they felt comfortable. Here, too, one can invoke, to explain this 
atypical finding, the particular characteristics of the French sample stemming from institutions 
with a poor reputation and in which the school conditions defined the educational trajectories 
and a relationship to the school and teaching that transcended the social and cultural 
differences of the students. Table 17 confirms this analysis, as it tests the link between the same 
dependent variables and the social status of the family.  



Table 17: Social status of the family  
Status of the family: on the ground of parents personal status 

  
Low status Lower-middle 

status 
Upper-middle 

status Upper status Missing 
Total 

Not mentioned 16% 12% 9% 5% 30% 12% 
Comfort in core subjects 
/scipos, humanpos/ 

Mentioned 84% 88% 91% 95% 70% 88% 

Total 100% 100% 100% 100% 100% 100% 

Not mentioned 26% 29% 25% 20% 55% 28% Subjects in humanities 
/lit.,hist.,foreign/ mentioned 
among comfortable subj.- 
subjpos1-3 Mentioned 74% 71% 75% 80% 46% 72% 

Total 100% 100% 100% 100% 100% 100% 

Good feelings about core subjects 11% 4% 8% 3% 27% 8% 

Mixed feelings about core subjects, good 
in sports/art 36% 39% 41% 39% 24% 38% 

Mixed feelings about core subjects, no 
good sport/art 37% 45% 42% 53% 18% 42% 

No good feelings in core subjects, good in 
sports/art 6% 5% 3% 2% 9% 4% 

Feelings of 
comfort/discomfort with 
different subjects at school 
- typology 

Neither good nor bad feelings about all 
subjects 10% 7% 6% 3% 21% 7% 

Total 100% 100% 100% 100% 100% 100% 
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The academic performance indicators, as revealed both through students’ statements regarding 
their grades and year repeated, did not change with this variable. This indicates that from the 
standpoint of the academic performance of the students in the survey there was no significant 
difference based on the social status of the family.  

Sociologists in the school of thought concerned with questions of educational segregation are 
familiar with this phenomenon. The PISA 2006 report dealt with it by comparing open 
educational systems – all the students are in similar institutions, without social or ethnic 
segregation, as in Finland for example – to streamed and segregated educational systems, as in 
Germany or Hungary. Paradoxically, in the former, there were social inequalities in each 
institution, whereas in the latter these inequalities were practically inexistent. There is a simple 
reason for this: when the population of an institution is educationally, socially and ethnically 
heterogeneous, the inequalities are communicated totally at this level of observation, as they 
are in the school population of the country as a whole. Conversely, when the population of an 
institution is very homogeneous, as based on all these criteria, we observe ’equality‘ at this level 
of observation but a very pronounced inequality in the population of the nation as a whole. It is 
this phenomenon that we typically observed in our survey: all the students had their schooling 
in institutions with a high level of social, ethnic and educational segregation: in a way, they 
were rendered ’equal’ by virtue of the fact that they had been brought together in the same 
types of institutions. (That is, their performance did not rely on the classic variables that were 
highly explicatory for the population as a whole.) 

We discover an initial a contrario confirmation of this analysis by observing variations in 
academic performance according to students’ gender. In France, there is no gendered 
segregation in educational institutions, except perhaps in certain occupational sectors highly 
marked by ‘gender-based trades’: one finds only women in beautician training, whereas there 
are only men in boiler making. Also, in our sample we observed the effects of gender on 
academic performance (grade received in the last term, repeating of the year, the way they 
related to the subjects taught): the girls had better school results, repeated less often and 
valued the core subjects more than the boys. Introducing the ethnic variable into this equation 
did however reveal some differences between groups, the most notable one being that, contrary 
to what was observed generally, among students from Maghreb and Turkey, girls were more 
likely to have repeated a year than boys. Moreover, North African boys, and to a lesser extent 
North African girls declared significantly more often than other students that they had been 
kept back for non-academic reasons.  
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Table 18: Gender and indicators of academic performance  
q1: Student's 

gender   
Boy Girl 

Total 

Not mentioned 33% 21% 27% Subjects in humanities 
/lit.,hist.,foreign/ mentioned 
among comfortable subj.- 
subjpos1-3 

Mentioned 67% 79% 73% 

Total 100% 100% 100%

Good feelings about core subjects 12% 4% 8% 

Mixed feelings about core subjects, good in sports/art 43% 33% 38% 

Mixed feelings about core subjects, no good feelings in 
sport/art 32% 54% 42% 

No good feelings about core subjects, good in sports/art 4% 4% 4% 

Feelings of 
comfort/discomfort 
with different 
subjects at school – 
typology 

Neither good nor bad feelings about all subjects 9% 5% 7% 

Total 100% 100% 100%

Missing 1%  0% 

Yes 38% 36% 37% 

No 44% 50% 47% 
q25: Kept behind? 

Kept behind for non-academic reasons 16% 14% 15% 

Total 100% 100% 100%

 

Thus, we see that the basic explanatory principle for school achievement, given the nature of 
our survey population, can only be found in the context of the schooling itself. If this 
assumption is true, then this variable should have very strong explanatory capacities. What 
exactly is occurring here? 

 



Table 19: Educational institution and selected indicators of academic performance 
Secondary school   

  
  
  

voc. 
Industry G. 
Brassens 

Mixte Technical 
industry Pluritec 

Mixte HS 
Pasteur 

Voc. Service HS 
Notre Dame 

Mixte HS 
Ronsard 

Technic. Service 
HS Jean Moulin 

Total 

Not mentioned 33% 44% 22% 22% 20% 22% 28% Subjects in 
humanities Mentioned 67% 56% 78% 78% 80% 78% 72% 

Total 100% 100% 100% 100% 100% 100% 100% 

Good feelings in core subjects 22% 15% 4%   2% 8% 

Mixed feelings in core subjects, 
good in sports/art 

28% 31% 35% 47% 60% 42% 38% 

Mixed feelings in core subjects, 
no good feelings in sport/art

34% 33% 53% 41% 36% 51% 42% 

No good feeling  about core subjects,
good in sports/art 

5% 5% 3% 9% 2%  4% 

Feelings of 
comfort 

Neither good nor bad feeling about all subjects 11% 17% 4% 3% 2% 4% 7% 

Total 100% 100% 100% 100% 100% 100% 100% 

Missing 2% 1%     1% 

Yes 41% 32% 33% 48% 38% 31% 37% 

No 40% 44% 54% 37% 58% 53% 47% 
q25: Kept behind? 

Kept behind for non-academic reasons 17% 24% 13% 15% 4% 16% 15% 

Total 100% 100% 100% 100% 100% 100% 100% 

Excellent  2% 1%  2%  1% 

Good 12% 32% 36% 11% 20% 39% 25% 

Satisfactory 71% 64% 55% 70% 66% 52% 63% 

Overall 
performance 

Sufficient 18% 2% 7% 20% 12% 9% 11% 

Total 100% 100% 100% 100% 100% 100% 100% 
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Excellent  6% 7%  2% 3% 4% 

Good 12% 27% 32% 9% 18% 38% 23% 

Satisfactory 38% 46% 40% 43% 48% 35% 41% 

Sufficient 40% 19% 18% 38% 28% 24% 27% 

Average grade from 
maths and science, 
according to intl. grading

Failed 10% 2% 3% 11% 4%  5% 

Total 100% 100% 100% 100% 100% 100% 100% 

Not mentioned 59% 55% 46% 73% 33% 49% 54% 
Subjects in science  

Mentioned 41% 46% 54% 27% 67% 51% 47% 

Total 100% 100% 100% 100% 100% 100% 100% 

Not mentioned 17% 22% 7% 12% 4% 4% 12% 
Comfort in core subjects 

Mentioned 84% 78% 93% 88% 96% 96% 88% 

Total 100% 100% 100% 100% 100% 100% 100% 



 

As expected, the educational institution had much more explanatory power than the personal 
characteristics of the students. Not only was our measurement of the link much more frequently 
significant, from the standpoint of school results, year repeating, and the student’s relationship 
with the subjects taught, but, in addition, the Cramér-v values were much higher here: they 
reached 0.234 for the sciences, and were thus a positive feature of the learning process. Thus, in 
accordance with the preceding analyses, it turns out that of all the variables tested one of the 
most formative elements of differentiation was the institution, demonstrating that educational 
trajectories replace the personal characteristics of the students in accounting for their academic 
performance and their relationship to education. Thus, the proportion (per lycée) of those who 
repeated their year fluctuated between 30 and 48%, demonstrating that educational levels 
remained differentiated, even for institutions  with a poor reputation .  

The same holds true for the educational stream, which constituted the variable best able to 
explain the educational trajectories and performances declared by the students. Of course, this 
is not surprising, since the directions they take when they finish collège (lower secondary 
school) are based largely on their educational trajectories and levels. For this reason, the 
Cramér-v continued to be significant, as Table 20 demonstrates. 
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Table 20: Education stream and indicators of academic performance  
Courses  

  
Bac Pro BEP-CAP Ens. Général Total 

Excellent 2% 1% 1%

Good 11% 18% 33% 25%

Satisfactory 73% 67% 57% 63%
Overall performance: all subjects in 
q24, according to intl. grading 

Sufficient 15% 14% 9% 11%

Total 100% 100% 100% 100%

Never was kept behind 40% 36% 59% 47%

repeated once 50% 54% 34% 44%

repeated twice 9% 9% 7% 8%
Number of repeated grades /q26/ 

repeated three or more times 1% 0%

Total 100% 100% 100% 100%

Missing 1% 0% 1%

Yes 40% 44% 30% 37%

No 42% 37% 57% 47%
q25: Kept behind? 

Kept behind for non-academic reasons 18% 17% 12% 15%

Total 100% 100% 100% 100%

Not mentioned 30% 36% 20% 28% Subjects in humanities 
/lit.,hist.,foreign/ mentioned among 
comfortable subj.- subjpos1-3 Mentioned 70% 64% 80% 72% 

Total 100% 100% 100% 100%

Not mentioned 69% 58% 43% 54% Subjects in science /maths,science/ 
mentioned among comfortable 
subj.- subjpos1-3 Mentioned 31% 42% 57% 46% 

Total 100% 100% 100% 100%
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Not mentioned 15% 18% 5% 12%Comfort in core subjects /scipos, 
humanpos/ Mentioned 85% 82% 95% 88%

Total 100% 100% 100% 100%

Good feelings in core subjects 5% 17% 3% 8% 

Mixed feelings in core subjects, good in sports/art 41% 33% 41% 38% 

Mixed feelings in core subjects, no good feel in sport/art 39% 32% 51% 42% 

No good feel about core subjects, but good in sports/art 8% 6% 1% 4% 

Feelings of 
comfortdiscomfort 
with different 
subjects at school 
- typology 

Neither good nor bad feels about all subjects 7% 12% 4% 7% 

Total 100% 100% 100% 100%



Whether it involved their stated average performance, the number of years (grades) they had 
repeated or more subjective aspects of the various subjects taught, the students in each stream 
had neither the same profiles nor the same answers. Thus, unsurprisingly, it was the lycée 
students in the BEP (brevet d’études professionnelles, or vocational studies certificate) and CAP 
(certificat d’aptitude professionnelle, or certificate of professional competence) stream who had 
the most chaotic educational trajectories. They were kept behind more frequently (63% versus 
53% on average) and mentioned literature less frequently as a subject with which they felt 
comfortable. This selection of results reveals the hierarchy of streams for France: the BEP and 
CAP vocational streams bring together the poorest performers, whereas the general and 
technical streams bring together better students.  (For example, 59% of the students in the 
general streams had never repeated, whereas in the BEP & CAP and vocational baccalauréat 
stream the percentages were 36% et 40% to have repeated respectively). 

 

 

3.2 Educational choices and their social determinants  
The question of social actors developing choices is a recurrent theme in the social sciences, but 
one for which we will be able to provide empirical data alone. To this end, we questioned lycée 
students on their educational choices in terms of continuing their studies, choice of institution, 
preferred specialisation when they finished collège (lower-secondary school) and methods for 
selecting their stream. Thus, we can focus our arguments on variations in these choices 
according to student characteristics (ethnic identity, parental level of education, social status of 
the family, gender) and the context of their schooling (institution and stream). To accomplish 
this, we intend, first, to analyse the distribution of lycée students’ educational choices according 
to several of their personal and family characteristics. 

 

3.2.1 The ethnic origin of the students19 

We questioned students in the first year of secondary school on the choices formulated at the 
end of the final year of lower-secondary school and on whether or not they had obtained the 
specialisation they sought. There were comparatively more students in the majority group 
seeking to continue their studies in the vocational stream (over 51% were in this category), 
whereas there were proportionally more students in the Maghreb (48%) and Africa (37%) ethnic 
groups expressing a desire to follow the general education option. This finding is in line with 
what Birnbaum and Kieffer (2007) demonstrated: for equivalent socio-professional categories, 
the children of immigrants, particularly of non-European origins, have higher educational 
ambitions. As concerns satisfaction with their choice of specialisation, there was no significant 
difference based on ethnic identity, with ‘yes’ answers fluctuating between 65% and 69% 
regardless of the ethnic group considered. Similarly, there was no significant difference between 
ethnic groups as concerns the actors influencing their choice of school. As for the other 
questions (reason for stopping their studies, their plan to continue on to a higher level), the 
findings reveal two main facts. First, most of the lycée students wish to continue their studies 
(71% on the average), while over 50% want to pursue at a higher level. Considering the nature 
of the school population, made up of students who are by and large underprivileged and 

                                                

19 See Table 10, Appendix. 
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educated in institutions with a poor reputation, these percentages are very high. Next, the 
desire to pursue their studies at a higher level is more common among students from Maghreb 
(61%) or Afro-Caribbean (50%) minorities than among those in the ‘majority’ group (only 39%). 
Later, we will have to link this finding to the students’ enrolment option in order to explain a 
possible ‘hidden variable’ related to the characteristics of our sample.  

 

3.2.2 Parental educational level20  
As in the case of students’ ethnic identity, the highest level of education of the two parents had 
no significant impact on two variables: first, concerning the actors influencing the choice of 
school; second, in getting the specialisation they wanted. For the other aspects, we see 
significant differences, which nevertheless remain low. Plans to continue with their studies – 
measured here (a) by their educational choices at the end of the last year of lower-secondary 
school, (b) by the possibility that they would discontinue their studies and (c) by their plan to 
enrol in higher education – did not depend much on the parental level of education. For 
example, the desire to continue their studies in general education when they finished lower-
secondary school was typical of about 40% of the students, regardless of their parents’ level of 
education, except in the ‘secondary vocational’ category, for which the level was only 23%. The 
same held true for planning a future in university: students whose parents had a secondary 
vocational diploma accounted for only 37% in this case, versus 50% on average. As for the 
other findings in this section, one might be surprised by these weak statistical relationships, 
which leads us to believe that another variable, probably that of the learning stream, was 
concealed by these relationships. 

 

3.3.3 Social status of the parents21  

As with the level of education of the parents, the two variables ‘actors influencing choice of 
educational institution’ and ‘success in enrolment’ do not vary significantly according to the 
social status of the parents. For the other dimensions in Table 19, we observe that the nature of 
the educational plans depended on the social status of the family. This relationship was 
particularly visible for the reasons given for not continuing their education. The higher the 
family status, the more the students planned to continue their studies (the proportion increased 
from 60% for the lowest social status, to more than 80% for the highest). Similarly, planning to 
stop studying because of financial constraints was more frequent as social status was lower (the 
proportion decreased from 17% for the lowest status, to less than 8% for the highest). It was 
harder to detect a relationship with as much linearity when it came to the type of studies 
envisioned, either in terms of the specialisations the students sought at the end of lower-
secondary school or in their long-term plans for higher education. The general education choice 
was more marked among students from ‘upper status’ families (44% versus 37% on average). 
With regard to the vocational education choice, students from ’upper middle status’ families 
distinguished themselves, with 41% versus 35% on average. 

 

 

                                                

20  See Table 11, Appendix. 

21 See Table 12, Appendix. 
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3.3.4 Gender22  

We observed significant variations based on gender for three out of the five variables in Table 
20. These were variables measuring educational plans revealing a more frequent desire on the 
part of the girls to undertake general studies of long duration. This relationship was particularly 
noticeable for the question listing the reasons why they might stop studying. The boys stated 
more often than girls that they envisioned stopping (75% versus 67%), and the primary reason 
given was the need to earn money (12% for the boys, compared to 9% for the girls). In the 
other areas, especially that of anticipating enrolment in higher levels, the boys and girls were 
differentiated primarily according to their ‘missing’ answers: 11% for boys and only 3% for girls. 

From these initial analyses, it emerges that the variables tested here had, to be sure, an 
influence on the students’ past and future educational plans, though less markedly than 
expected. This steers us toward an explanation involving educational trajectories and 
educational streams. Indeed, at the end of the compulsory cycle in France’s educational system, 
students are guided toward lycée options based on their academic results and the nature of their 
trajectories. The result is that the lycée streams (general, technical and vocational) tend to bring 
together students who are similar from socio-cultural and educational standpoints, (Gamoran 
and Mare 1989). Given this context, the ’stream’ subsumes all of the individual characteristics 
and becomes the most influential variable in explaining academic performance and the way 
students relate to the school. To account for this phenomenon, with which educational 
sociologists are very familiar (Establet, Felouzis & al, 2005), we have used two contextual 
variables: that of the institution (school) and that of the stream (option), whose distributions 
are provided below. Indeed, it is interesting to reveal how each stream is divided according to 
the institution in the survey. 

Certain schools were included in the survey, but only for a single stream. These were: Georges 
Brassens in Lormont, for their BEP & CAP programme, and Ronsard in Saint-Denis for secondary 
general and technological seconde (10th grade). Other schools, however, had several training 
courses; an example would be the Pluritec vocational secondary school, which had all three 
streams. It can be seen that the school and the streams offered were closely linked variables; 
however, they were associated with different contexts since most students in each lycée in the 
survey could be in different streams. 

 

Table 21: Secondary schools and diploma preparation  
Diploma prepared  

Voc. Bac Voc. Cert. Non voc. Bac 
(general or technical) 

Total 

Voc. Industry - G.Brassens, Lormont  54  19 
Mixte technical industry – Pluritec,St Denis 40 11 11 17 
Mixte HS1 – Pasteur, St Denis  15 49 26 
Voc services - Notre Dame, Bordeaux 60 14  18 
Mixte HS2 – Ronsard, St Denis   25 11 
Mixte technical services - J. Moulin,  St Ouen  6 15 9 
Total 100 100 100 100 

 

                                                

22  Table 13, Appendix. 
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We observed that the effects of contextual variables were much stronger than students’ 
personal characteristics. This demonstrates that at this level of education, the institution – and 
especially the educational stream – substituted for individual characteristics in accounting for 
the relationship to the school and to future educational plans. In other words, knowing a 
student’s stream was much more effective than ethnic identity, original social environment or 
parental educational level in predicting his or her answers and educational level. This did not 
mean that social, ethnic or cultural inequalities no longer existed at this level of education. 
However, through the gradual interplay of specialisations, the inequalities eventually centred on 
the streams and institutions. 

 

 3.2.5 Institutions and streams23  

The tables referred to above, which can be found in the Appendix, illustrate this thesis perfectly. 
The observed differences based on these two variables were much more pronounced (in terms of 
both significance and strength of the relationship) than in the preceding Tables 17 to 20. It 
must be remembered that the choice of schools for the survey was not based on their 
representativeness with regard to all young lycée students or on being ‘average’ in terms of 
recruitment or student levels. On the contrary, we decided to look at situations that were highly 
segregated and therefore atypical from an educational, ethnic or social perspective. Therefore, 
comparison with ‘average’ secondary schools would yield findings that were much more highly 
differentiated. 

The individual characteristics of the students revealed nothing about their ‘success in 
enrolment’. Here, we observe significant differences for both the institution and the stream. It 
was in the vocational streams that the specialisation was most often expressed as a ‘non 
choice’: 44% of students in the vocational baccalauréat programme, 31% in the BEP & CAP, 
and only 15% of students in the seconde générale ou technologique or seconde de 
determination (equivalent to 10th grade, secondary general) fell into this category. Similarly, it 
was in the vocational lycée, more than in the multi-purpose institutions, that we found the 
lowest level of satisfaction. A considerable proportion of students saw their specialisation 
(option) as a non-choice; sometimes the proportion was high, as in the case of the ‘Notre Dame’ 
vocational lycée, in Bordeaux, where almost 46% of the students questioned were not satisfied 
with their specialisation. However, the differences did not stop there, and everything leads us to 
believe that the observed differences amongst the institutions were in fact the upshot of 
differences in streams. For example, the desire to continue their schooling in general secondary 
or technical education depended, of course, largely on the stream. Seventy-one percent of lycée 
students in seconde générale, and about 60% of vocational lycée students, wanted to continue 
in general secondary education. However, there were a relatively high proportion of vocational 
students who wished to continue in general secondary: 16% of them were in the Baccalauréat 
(bac’) Professionnel, i.e. the vocational baccalauréat. This demonstrates the strong pull of 
general secondary education in the French system, in which the vocational specialisations are 
still too often the result of the ‘choix du nécessaire’ (adjusting to what is necessary), in the 
words of Pierre Bourdieu. It is true that certain vocational baccalauréat programmes can lead to 
diplomas in general education; but the number of cases in which this occurs is still very low. In 
addition to these observations, there is one last thing we can confirm. When asked if they 
wished to go on to higher education, 51% of those in the vocational baccalauréat programmes 

                                                

23 Tables 21 and 22, Appendix. 
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replied ‘yes’. This proportion was nearly as large as that for students in general and technical 
secondary education (69%). Undoubtedly, this was linked to the fact that, aside from Bordeaux, 
the vocational lycée students received their schooling in multi-purpose institutions. Thus, these 
students attended the same institutions as students in training and general and technical 
programmes leading to higher education. At the Pluritec lycée, there are Initiation to 
Engineering Science courses in seconde that can lead to engineering school; similarly, at Jean 
Moulin there are seconde courses in the Socio-Medical Sciences option that can be oriented 
toward the Advanced Technician's Certificate. This may explain the difference between the 
Bordeaux and St Denis institutions with regard to the desire to go on to higher education. In 
addition, the students born of immigrants were much more numerous at St Denis, and studies 
have shown that three-fourths of lycée (vocational) students of immigrant origin wish to 
continue on to higher education (versus less than two-thirds of young people from mixed 
families or from non-immigrant families), mostly to obtain a technical diploma (Caille, 2007). 
The very low success rate in higher education – especially at the university level – of individuals 
with a vocational baccalauréat (Depp, 2008) brings to mind the findings in Stéphane Beaud’s 
work on “disillusionment with democratisation” (Beaud, 2003). By choosing to open up higher 
education, especially universities, to the great majority, educational policy in France is stirring 
up ambitions for long-term studies, but without providing the individuals involved with the 
resources needed to fully succeed. ‘Disillusion’ hits hard for those who, like holders of the 
vocational baccalauréat, neither inherited nor acquired the cultural resources needed to 
succeed in university. 

When all is said and done, what stands out in Section III? Basically, one thing: through the 
effects of our choices regarding (a) (institutional) settings, and (b) the educational mechanisms 
at work in selecting individuals and their specialisations within the context of hierarchical 
streams, we have demonstrated that the most relevant dimension in explaining the findings on 
students and their educational choices is their educational stream.  
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4. Attitude toward the school and interpersonal relations 
 

 

We have analysed determinants of educational trajectories and attitudes toward subjects 
studied in class. We also raised an essential point revealing the strength of educational 
specialisation processes in various streams and schools: at this level of schooling, educational 
variables were substituted for personal characteristics in accounting for trajectories and 
attitudes. What can we say about the day-to-day dimensions of schooling, such as student 
relations with teachers and other students, the well-being of students in the lycée or their 
attitudes toward their educational institution? We have situated our approach within the 
perspective outlined in the previous sections to show that the school environment is sufficiently 
robust and formative to be able to shape students’ attitudes, as Dominique Paty (1980) 
demonstrated in the case of French schools. In the sphere of socialisation and the construction 
of social identity, the context makes the difference, and may become the most relevant 
dimension in understanding approaches to construction of the self in the school and attitudes 
toward the institution and its membership. As concerns our field of survey, we can explore these 
differences according to the personal characteristics of students and the educational settings to 
demonstrate the respective influence of these two dimensions in the construction of attitudes 
toward the school and school life. 

To answer these questions, we will mobilise the same independent variables as in the previous 
sections, i.e. ethnic identity, social status of the parents, parental level of education and gender 
to account for the student’s personal characteristics. To describe the schooling context, we will 
use the ‘institution’ and ‘stream’ variables. We abandoned the idea of taking teachers’ answers 
into account in the quantitative analysis for one basic reason: just 20 teachers answered our 
questions, only half of whom were in charge of classes answering the questionnaire. Analysing 
such a low number of relevant answers would have created confusion rather than real results 
for this quantitative relationship (it does not make sense to calculate percentages based on a 
mere 10 to 15 persons). We therefore decided to disregard teachers’ answers, though they can 
be used later in the qualitative approach deployed for each institution’s educational setting, and 
even for each class. They can also be used to develop the question grid. 

The attitudes toward the school can be differentiated analytically into several areas:  

(a) General attitudes toward the school, which we measure using variables: feel good 
about schoolwork, get along with other students, atmosphere in the class, have friends 
in the class and a variable reflecting general feelings towards school. 

(b) Attitudes toward discrimination, which we analyse using variables that measure 
discriminations by teacher, schoolmate or peer, or in main daily contacts outside the 
home. 

(c) Relations with teachers, which we assess using variables which measures unjust 
treatments about performance, behaviour, rewards, punishments, selection into classes, 
or other unjust treatments, and if students have a teacher who dis/likes him or her. 
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4.1 Attitudes toward the school and the experience of discrimination 
If we begin by considering the answers of the lycée students in our survey as a whole, we 
observe that the attitudes toward the school combined according to two very different 
dimensions. The first involved attitudes toward the institution, measured here by the attitude 
toward the school subjects. Here, only 15.4% replied ‘entirely agree’ to the proposition “I feel at 
ease (or comfortable) with the school subjects,” while only 47.5% selected ‘somewhat agree’. 
The second involved the students’ peers, toward whom attitudes were much more positive: 47% 
stated that they got along very well with other students (89% if we add the ‘entirely agree’ 
replies to the ‘somewhat agree’ replies); over one-third of the students felt that the atmosphere 
in class was ‘very good’, and 91% had several friends in class. This amounts to saying that 
attitudes toward school had two different faces, and revealed that the students did not set 
great store by the values of their school. This finding probably depended on the nature of our 
sample. Other surveys focusing more specifically on adolescents reveal the gap between the 
‘world of teenagers’ and educational values. In the 1960s, this was one of the striking findings 
of The Adolescent Society, by James Coleman. In a very different social and educational context, 
we discover that there exists a gap, or at least a difference, between the most desirable goals of 
adolescents and those advanced by the school (Dubet and Martucelli, 1996). 

That said, this gap does not take the form of an open conflict with the school and teachers. On 
the issue of discrimination on the part of a teacher, positive answers were in the minority: only 
13% of students stated that they had been victims of discrimination over the course of their 
education. Discrimination seemed to emerge more frequently when it occurred between peers, 
though this was revealed in only a minority of answers (22%). Ultimately, only a minority of 
students reported the experience of what was perceived to be discrimination in school. 
However, it is interesting to try to understand the effect of personal and contextual 
characteristics. How did attitudes toward school and the experience of discrimination vary as a 
function of these characteristics?  

Given the large number of multivariate breakdowns needed to analyse the data, we presented 
only the breakdowns in which the Cramér-v was significant, where p < .05.  Based on this 
principle, therefore, the present sub-section will study only the attitudes toward the school and 
the experience of discrimination by cross-tabulating them with six independent variables: 
ethnic identity, parental educational level, social status of the parents, gender, institution and 
stream. 

An initial finding, derived from the multivariate breakdowns, needs to be emphasised: the ethnic 
identity of the students and the social status of the parents has no effect on the attitudes 
toward the school and the experience of discrimination. (For that matter, neither does the 
ethnic composition of the class). The Cramér-v’s were not significant for these two variables. As 
with the findings in the previous sections, this demonstrates that educational circumstances 
(measured here by institution and the stream) were much more influential than individual 
characteristics in defining the relationship toward the school. This will help us to provide a more 
general view, at the end of the present section, of the phenomena at work in the segregated 
educational settings being analysed here. 

A second finding is that the other independent variables analysed have only a weak effect on 
attitudes toward the school and the experience of discrimination. The Cramér-v's are, to be sure, 
significant, though in most cases the extent of the variations remain slight. 

There is a third and final finding: being subjected to discrimination did not vary significantly 
except on the basis of parental level of education, with the other individual and contextual 
variables influencing only attitudes toward the school. 
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In Table 16 (Appendix), we observe variations in subjection to discrimination, which was more 
frequent when parental level of education was high. There was an increase from 15.4% in cases 
of discrimination by a teacher toward students from the least educated families to 24.6% for 
students from the most educated families. This relation was maintained in the case of 
discrimination by peers and, more generally, in the case of their general, day-to-day contacts: it 
was still students from the most educated families who stated most frequently that they were 
victims of such discrimination. To understand this phenomenon, we should recall the specific 
features of our survey population: the students were all in the most underprivileged and 
segregated schools. This leads us to believe that, particularly for the students whose family’s 
cultural capital did not in any way destine them a priori to be schooled in these institutions,  a 
feeling of a drop in their status motivated their replies. We know that the feeling of being the 
victim of discrimination, especially racial, is felt even more intensely when people’s identity and 
aspirations do not match the subordinate status attributed to them in the social hierarchy.  

As concerns gender-based differences in the replies, the only questions for which there were 
significant differences involved ‘school subjects’ (terminology used in tables) or the atmosphere 
in class. Here, once more, we observed a reversal in the answers of the students in the survey, as 
compared to the body of students as a whole. Most surveys have shown that a greater number 
of girls than boys have a more positive attitude toward school (Baudelot & Establet, 1989). 
Here, however, the situation is reversed, with fewer girls than boys stating they felt comfortable 
with the school subjects, and stating more frequently than did the boys that the atmosphere in 
their class was ‘average’ or ‘poor’. This inversion of gender effects may be interpreted – as in the 
previous case – as the upshot of the specific characteristics of our survey population, in which 
the educational context gave rise to more pronounced effects than did personal characteristics. 
One could also argue that this finding is linked to (a) the absence of female occupational 
streams whose value has been acknowledged and (b) limited openings on the labour market for 
girls holding vocational degrees. Thus, when the girls were guided toward vocational streams, 
they were affected even more than were the boys by their relegation to less reputable schools, 
and this is apparent from the replies.  

 

Table 22: Attitudes toward the school and ethnic identity  
ethnic identity (French coding)   

  majority group 
(no origin) Maghreb and Turkey Africa other 

identity 

Total 

Yes 19 12 16 22 17 

Rather yes 47 46 58 53 50 

Rather no 26 37 19 24 28 

q30.1: I feel good 
about schoolwork  

No 9 5 7 2 6 

Total 100 100 100 100 100 

 

Students differ very little in attitudes towards school and discrimination according to ethnic 
identity. Only the attitude towards schoolwork differs among ethnic groups: majority students 
mostly feel comfortable with schoolwork, while ‘African’ students and those of ‘other’ origins 
most often (3/4) feel comfortable or very comfortable with their schoolwork.  

Tables 18 and 19 (Appendix) show the variations in the answers of the students based on 
institution and stream. For these two contextual dimensions of education, the experience of 
discrimination did not vary according to these variables. On the other hand, attitudes toward 
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the school and the schooling differed greatly, especially according to institution. As concerns 
stream, only their attitude toward school subjects varied significantly. 

The observation that attitudes toward the school depended largely on the educational 
institutions in question should come as no surprise. Educational standards and values are simply 
concepts that take shape in day-to-day experiences, and are highly dependent on institutional 
context. Thus, the institutions had more diverging profiles when considered from the angle of 
attitudes toward ‘school subjects’, than they did when considered from the standpoint of 
relations among peers. Georges Brassens in Lormont vocational lycée and the multi-purpose 
lycée of Pluritec and Pasteur in Saint-Denis had students with a higher-than-average positive 
attitude toward school subjects, and who tended more frequently to judge the atmosphere in 
their class as ‘good’. The three other institutions revealed an opposite configuration. The 
students at the Notre Dame vocational lycée and the two multi-purpose lycée, Ronsard in Saint 
Denis and Jean Moulin in Saint-Ouen, had a lower incidence of being ‘comfortable with the 
school subjects’ and a higher incidence of considering the atmosphere in their class to be 
‘average’ or ‘poor’. The feeling of discomfort certainly had very different causes at Notre Dame 
and Jean Moulin on the one hand, and Ronsard on the other. The former were institutions with 
a very bad reputation, whereas the latter was an institution perceived as quite selective vis-à-
vis the local community, and where students faced requirements and competition usually found 
in general lycée. This observation may also be linked to the involvement of teachers, of the 
Principal Educational Advisers and of the headmasters. Pluritec, for example, is a very 
disadvantaged institution, yet its students do not reject or mistrust authority. Its educational 
team is very dynamic, closely knit and, despite a lack of resources, actively propose methods 
appropriate for the students experiencing the most difficulty.  

There were no significant relationships involving ‘educational stream’ except as concerned 
attitudes toward ‘school subjects’; there, too, the relationship was the opposite of what was 
commonly observed. Contrary to expectations, it was the general-stream lycée students who 
stated most frequently that they did not feel comfortable with the school subjects: 38% 
(compared to 28% in the baccalauréats professionnels); 26% of the vocational certificate 
students stated that they ‘somewhat disagreed’ or ’did not at all agree’ with the statement ‘I 
feel comfortable with the school subjects’. However, work based on representative samples of 
lycée students (Establet, Felouzis et al., 2005) demonstrates the opposite. Thus, what we have 
here is a population-specific effect. Indeed, the students from lower-secondary schools (junior 
high schools) located in disadvantaged neighbourhoods who later goon to general lycées have to 
deal with requirement levels and evaluation methods that can put them in a difficult position, 
hence the feeling of discomfort expressed here.  

 

 

4.2 Day-to-day peer relations in the school 
In light of these findings, it is worth clarifying the nature of peer relations in day-to-day school 
life. To this end, we cross-tabulated the following variables with our usual group of key 
variables which measure the occurrence of bullying and inter-ethnic relations  As in the 
previous sub-section, our procedure involved introducing only significant relations based on the 
Cramér v. The social status of the parents had no impact here. As concerns the parental level of 
education, the Cramér-v’s were significant, though the relationships observed were of no special 
sociological consequence. Consequently, with a view to examining only the essential points in 
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the present report, we decided not to present the table corresponding to the two independent 
variables.  

Essentially, we used activities, educational or other, and whether or not these were carried out 
together with their peers, to examine everyday relations among students. These involved 
learning activities (did the students study alone or in groups?), as well as more personal 
relations (eating together in the cafeteria, going to other students’ homes, telling one’s secrets, 
etc.). We also tested relations of a more negative nature through questions concerning insults 
and conflicts (between girls and boys; between classes or between ethnic groups). 

What variations did we observe in everyday educational relations? The findings show that peer 
relations were intense, both in their positive and friendly manifestations and in their negative 
aspects. Insults were part and parcel of daily life for these students (only 6% claimed they never 
noticed insults). When disputes arose, they could be between girls and boys (45% of the 
answers to question 39), between students in different classes (45%) or between students of 
different ethnic groups, though to a lesser extent (32% of the replies). As concerns the more 
positive activities, we observe that in most cases they were carried out collectively, which 
confirms the influence of peer groups in the adolescents’ lives. About two-thirds worked with 
other students, met each other beyond the confines of the school or visited each others’ homes. 
There exists then a form of adolescent sociability highly influenced by the school (context), with 
groups of friends forming within the classes and schools themselves. Note that the educational 
context of the students in the survey leads to an ethnic mixing of friendship and affinity. Only 
4% of the students stated that they never had activities with students from ethnic groups other 
than their own.  

It is therefore relevant to analyse the variations in these daily social practices according to the 
students’ individual characteristics and the educational setting. Indeed, by making reference to 
the intensity of relations among peers at school one can investigate these variations to 
understand the ‘horizontal’ forms of social integration adopted by the students.  



Table 23: Peer relations, by ethnic identity*  
ethnic identity (French coding)   

  
  
  

majority 
group (no 

origin) 

Maghreb 
and Turkey Africa other 

identity 

Total 

Missing 5% 10% 7% 3% 7% 

Indicated 57% 39% 49% 43% 46% 

Not indicated 33% 50% 38% 48% 43% 
q39.1: Bullying: gender? 

not applicable 5% 2% 6% 6% 4% 

Total 100% 100% 100% 100% 100% 

Missing 8% 6% 14% 2% 7% 

Happens 76% 80% 73% 80% 78% 
q54.b1: Sit together in 
canteen? 

Does not happen 16% 14% 12% 18% 15% 

Total 100% 100% 100% 100% 100% 

Missing 6% 7% 12% 1% 7% 

Happens 72% 77% 74% 83% 77% q54.b2: Learn together? 

Does not happen 21% 16% 13% 16% 17% 

Total 100% 100% 100% 100% 100% 

Missing 10% 7% 16% 1% 8% 

Happens 63% 74% 67% 77% 71% q54.b3: Hang out together? 

Does not happen 27% 19% 16% 22% 21% 

Total 100% 100% 100% 100% 100% 

Missing 8% 7% 15% 6% 9% 

Happens 56% 70% 71% 73% 68% q54.b4: Share secrets? 

Does not happen 36% 23% 13% 22% 23% 

Total 100% 100% 100% 100% 100% 

Happens 48% 69% 74% 67% 65% q54.b5: Visit each other's 
home? Does not happen 52% 31% 26% 33% 35% 

Total 100% 100% 100% 100% 100% 

In all activities 42% 58% 56% 55% 53% 

Never happens 9% 1% 2% 5% 4% 
Activities done with mate of 
different ‘ethnic origin’ 
/on the basis of q54a-b/ 

In some activities 49% 42% 42% 40% 43% 

Total 100% 100% 100% 100% 100% 

*Measure of association (Cramér v.) significant) 
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Table 24: Peer relations, by gender  
q1: Student's gender   

  Boy Girl 
Total 

Missing 3.2% 1.3% 2,4% 

Yes, frequently 47.1% 40.3% 44,1% 

Yes, occasionally 42.1% 53.5% 47,2% 
q37: Does bullying occur? 

Never 7.5% 4.9% 6,3% 

Total 100,0% 100.0% 100.0% 

Missing 9.6% 7.5% 8,7% 

Indicated: between boys 

and girls 
35.7% 55.3% 44,5% 

Not indicated 50.0% 33.6% 42,7% 

q39.1: Bullying: gender? 

not applicable 4.6% 3.5% 4,2% 

Total 100,0% 100.0% 100.0% 

Missing 10.0% 7.5% 8,9% 

Indicated: between 

different classes 
37.1% 53.1% 44,3% 

Not indicated 48.2% 35.8% 42,7% 

q39.2: Bullying: different classes? 

not applicable 4.6% 3.5% 4,2% 

Total 100,0% 100.0% 100.0% 

Missing 12.9% 5.3% 9,5% 

Happens 68.6% 80.1% 73,7% q54.b2: Learn together? 

Does not happen 18.6% 14.6% 16,8% 

Total 100,0% 100.0% 100.0% 

Missing 14.6% 6.2% 10,9% 

Happens 64.6% 73.0% 68,4% q54.b3: Hang out together? 

Does not happen 20.7% 20.8% 20,8% 

Total 100,0% 100.0% 100.0% 

Happens 61.8% 69.0% 65,2% 
q54.b5: Visit each other's home? 

Does not happen 38.2% 31.0% 34,8% 

Total 100,0% 100.0% 100.0% 

 

Here In fact, the intensity of peer relationships in the schools was a reliable indicator of the 
social integration of the various groups of students. From an ethnicity standpoint, Table 23 
reveals an interesting finding: the so-called ‘majority’ group, that is to say, made up of students 
making no claim to foreign or immigrant ancestry, was less integrated into social relations than 
the two other ethnic groups. In the environment we had surveyed, more ‘white’ students tended 
to be isolated from other students than was the case for North Africans or Blacks. We can 
explain this ‘relative marginalisation’ of ‘white’ students by their greater tendency to claim to:  

never work or be active within a group (21.4% as compared to 16% and 13% 
respectively for the two other ethnic groups);  
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never spend time (‘hang out’) with students outside of school (26.5% versus 19% and 
16%); 

never have close friends (36% versus 23% and 13%); and 

never visit the other students’ homes (46% versus 28% and 22%).  

This lower level of social integration of the ’majority’ students is, of course, only a tendency, and 
does not represent the majority of them. There is then a ‘relative withdrawal’ of these students 
from social relationships at school. What we observe here is not a clear-cut barrier between 
ethnic groups, rather, it is a tendency reversing a certain ethnic pattern that prevails in society 
at large. The ‘majority group’ tends to be isolated through an ethnic dominance effect that puts 
‘white’ students in the shoes (or place) of a minority group, with all that implies in interactive 
and social terms (Lorenzo-Cioldi, 1988). Note that this ’isolation’ is only relative, as revealed in 
answers to the question on activities among peers from different ethnic groups. The greatest 
number of those who replied ‘never happens’ were from the ’majority’ group : they accounted 
for 9%, versus 0.7% and 2.3% for the two other ethnic groups. This relative social distance 
between majority and minority pupils is likely not a result of their ethnic identities per se, but 
rather a consequence of the differences in their patterns of residence. Indeed, we saw in the 
first section of the report that students from the selected minority groups were twice as likely 
as majority students to live in public housing complexes (HLM), while the vast majority of 
students living in a village or in the country belonged to the majority group. Hence, out of 
school acquaintances and friendships are more likely to exist among minority pupils simply 
because they are more often neighbours who have often grown up in close proximity. Our initial 
observations have tended to confirm that for young people local neighbourhood identities and 
solidarities tend to take precedence over ethnic or racial identities. The stronger the ethnic 
residential segregation, the more likely it is that these two identities will overlap, but it remains 
that the driving force of such social trends is probably not racial animosity but rather residential 
proximity.  

Table 24 presents very relevant findings on gender differences. We know that gender is a key 
variable in understanding the world of adolescents (Pasquier, 2005), and the findings presented 
here were no exception. The girls and the boys were clearly and systematically differentiated, 
irrespective of whether one regarded the peer relationships in a negative light (the insults and 
conflicts ) or from the perspective of social integration (the collective and group activities, 
friendships, etc.). Girls more than boys indicated the presence of conflict relationships, 
especially insults (36% of the boys and 55% of the girls declared this type of occurrence), as 
well as conflicts between students of different classes (37% of the boys and 53% of the girls). 
One can interpret these differences as the result of different perceptions of peer relationships in 
school. By having a greater tendency to point out these facts, the girls demonstrated their lower 
tolerance to everyday micro-violence. The differences were just as pronounced in the sphere of 
social integration. Regardless of the indicator selected, the girls were more integrated than the 
boys and developed collective activities more often. This is visible in: 

‘school subjects’ (schoolwork) (group learning was characteristic of 80% of the girls 
versus 67% of the boys); 

meeting one’s lycée friends beyond the confines of the classroom (73% of the girls and 
65% of the boys); 

having close friends (75% of the girls and 58% of the boys); and  

visiting the other students’ homes (64% of the girls and 52% of the boys).  
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Even if we do not take into consideration the missing answers which are more frequent among 
boys, girls still visit each other’s homes at higher rates than do the boys. Thus, the girls were 
more socially integrated than the boys, including in terms of inter-ethnic relations: to the 
question of the frequency of engaging in activities with students of ethnic groups other than 
their own, 60% of the girls replied ‘in all activities’ versus only 47% of the boys.  

We still have to analyse the contextual dimensions of social integration in the schools. The 
findings on this issue may be summarised in three points: 

1. We observed marked differences between institutions, and these could take several 
forms, including disputes and insults initiated by peers, or collective forms of lycée 
sociability. When student disputes were involved, it seems that institutions in the Paris 
region were more vulnerable than those in the Bordeaux region. Indeed, it was in the 
Saint-Denis Saint-Ouen schools that the students claimed they frequently observed 
conflict among students. The Cramér-v is, in effect, significant only for ethnic bullying, 
which demonstrates that the correlation between location and ethnicity-related 
disputes is significant. At St Denis, ethnic origin seemed less salient. The question of 
inter-ethnic conflict seemed more significant in the Bordeaux lycée than in those in 
Saint Denis, which is paradoxical, since the former had fewer students born of 
immigrants.  The assumption here is that in school environments with large numbers of 
students from the ethnic groups (at St Denis, 66% of the students belonged to the 
selected ethnic groups, compared to 41% in Bordeaux), ethnic identification was less 
significant than in school environments where there were fewer such students. When 
the questionnaires were ‘entered’, it became clear that the ‘whites’, who were much 
more numerous in Bordeaux, were poorly integrated and much more often the target of 
jibes (‘peasants’ or ‘petit bourgeois’) than in St Denis, where they were in the minority, 
and where the overriding question revolved around the location of one’s neighbourhood.  

In the case of the Jean Moulin lycée, the tendency was the same, since it involved the St 
Denis lycée, which had the largest number of ‘majority group’ students (24.4%) and 
which most often indicated the presence of ethnicity related conflict (37.8% versus 
33.35% on average, for all lycée). Lastly, taking the opposite approach, in the case of the 
Pasteur lycée in Saint Denis we note that it was the lycée with the lowest number of 
’majority group’ students (4.3%) according to our sample and the one that indicated the 
fewest ethnicity related conflicts (20,7%). The idea that a high concentration of 
minorities could have a ’positive’ effect on inter-ethnic relations goes against 
conventional wisdom, which tends to associate concentrations of minorities in ‘ghetto’ 
institutions with an increase in school violence, particularly of a racially motivated 
nature.  

2. In the area of relations of friendship and collaboration, it was the occupational or 
multi-purpose mission of the institution that was most influential. Collaboration in 
carrying out tasks did not arise in the vocational institutions as often as in the multi-
purpose institutions, perhaps because in the latter institutions this activity was, itself, 
not widespread. Similarly, having close friendships and visiting one’s classmates in their 
homes, occurred much more frequently in the multi-purpose lycée than in the vocational 
institutions. This may lead one to believe that the cohesion among friends and the social 
integration in the general streams were principally manifested in interpersonal 
relationships. This was most probably also linked to the more localised recruitment 
practices of the multi-purpose lycée. These students had a much better chance than 
those in the vocational schools of meeting their neighbours and middle school mates, 
since in the latter the recruitment had a broader geographic base.  
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3. The vocational and general streams were highly differentiated in terms of peer 
relationships, which continued to be more intense and frequent in the classe de seconde 
générale than in the vocational programmes or the vocational baccalauréat. This was 
observed, for example, in the case of collective schoolwork (88% in seconde générale 
versus 73% on average), and when it came to ‘hanging out’ with their schoolmates 
beyond the confines of the lycée (78% versus 68% on average ), or even  visiting them in 
their homes (68% versus  58% on average ). In terms of their practices, the vocational 
baccalauréats were closer to the general lycée than to the vocational programmes. 
Everything leads us to believe that the type of institution influenced the behaviour of 
the lycée students and gave direction to the forms of sociability and social integration 
revealed in each stream. In addition, the students in vocational training, especially n the 
shorter vocational programmes (CAP-BEP), spent less time together in class than did the 
students in seconde de determination.  These students have many periods of professional 
internships, which may explain why peer relationships were less intense in these 
sections. 

The last area of investigation is that defining the relations between students and teachers. 



4.3 Pedagogical relations and student-teacher relations 
We explore student-teacher relations through the assessments of the students alone. For 
reasons noted at the beginning of this section, teachers’ answers were not taken into account 
since too few of them (only 20) answered the questionnaire. The variables used concerned 
students’ perceptions of their teachers and their experiences of unjust treatment. Here, we 
present only one cross-tabulated table.  

 

Table 25: Experience of unjust treatment by teacher, according to selected characteristics  
Q33 : Experienced unjust treatment? 

    
Yes, often Yes, from 

time to time Never Do not know Total 

Majority group  12 34 54  100 

Maghreb and Turkey 21 40 38 1 100 

Africa 20 44 36  100 

Other identity 14 47 38 1.0 100 

Ethnic identity 
(French coding) 

Total 17 41 41 1 100 

Boy 24 42 34  100 

Girl 10 40 49 1 100 
q1 : Student’s 
gender 

Total 18 41 41 0 100 

Voc HS G. Brassens 15 43 42  100 

Mixte HS Pluritec 32 38 30  100 

Mixte HS Pasteur 18 36 44 2 100 

Voc HS Notre Dame 8 43 49  100 

Mixte HS Ronsard 18 47 34  100 

Mixte HS J. Moulin 20 44 36  100 

High School 

Total 18 41 41 0 100 

Voc Bac 14 44 42  100 

Voc Cert BEP/CAP 16 39 44 1 100 

Non-voc  10th grade 22 41 38  100 
Stream 

Total 18 41 41 0 100 

 

In sum, Chapter 4 has demonstrated the total influence of ethnic identity in everyday school 
life. In the highly segregated contexts in which we decided to conduct the survey, the most 
marked division was between the students in the ‘majority’ and those in the other ethnic 
groups. From the standpoint of general attitudes toward the school, the ethnic groups showed 
no differences. It is another case entirely when one considers social integration involving peer 
relationships. Here, we observe that ‘whites’ were isolated more often than were the other 
ethnic groups, as if there was a kind of dominance effect phenomenon in the most highly 
segregated institutions, transforming the ‘majority group’ in society into a minority group. This 
finding confirms (if there is still a need to do so) the influence of peer groups, and of the ethnic 
and social context, on identity and social integration. We devote Chapter 5 to exploring this 
dimension in greater depth. 
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5. Ethnicity and ethnic identification  
 

 

From the standpoint of the influence of ethnic identity on school practices and the perception 
of the way the school was run, it is important to describe and explain the links between ethnic 
identity and more subjective dimensions, such as self-esteem, perceptions of ethnic differences, 
etc. This chapter describes the social experience of ethnicity as the foundation of attitudes 
toward the school and towards others. To this end, we deal with two points. First, we look at the 
conditions underlying the construction of ethnicity and the link between the ‘objective’ origins 
of individuals and identity construction. We then explore the practices and representations that 
are operational in ethnic identity in terms of relations with others and French society in general. 

 

 

5.1 Conditions underlying the construction of ethnicity 
In Chapter 2, we noted the characteristics specific to the French context as regards the ethnic 
question. In this connection, we stressed the gap separating, an individual’s ‘origins’ defined by 
the place of birth and nationality of his or her ancestors, and a self-definition of their ethnic 
group. The gap does not only include questions of method, explored amply by Simon and 
Clément (2006). It also involves a specifically sociological question that entails identity 
formation processes and mechanisms for the construction of ethnic identities, which Max 
Weber had identified as the result of a subjective process.  

Table 26 shows link between the ethnic self-definition of the students and their family 
background. Of course, both cases involve the responses of students to questions on the place of 
birth and nationality of their parents, the language spoken at home, etc. These statements are 
likely not free of uncertainties and questions of interpretation. However, it seems that the two 
sets of variables do not measure the same phenomena, as demonstrated in the following table. 
We observe that a not insignificant proportion of students from the ‘minority’ groups had a 
family background defined as ’majority’ with regard to nationality instead of birthplace of 
parents. This was the case for 29% of the students from the Maghreb and Turkey, and for 44% 
of the students   from Africa and the overseas departments and territories. This finding is not 
surprising, since the two variables do not measure the same phenomena. France has a long 
tradition of colonisation and immigration. For a long time Algeria was French; the first migrants 
from the former colonies settled in France in the early 1960s. Almost 50 years later, two or 
three generations have grown up on this nation’s territory: since their parents were born in 
France, they have French nationality and often speak French at home. However, from the 
standpoint of identity and in the way other people see them, they often remain ‘immigrants’ – 
not in ‘legal’ or ’demographic’ terms but from a ’racial’ viewpoint if they are seen as ‘Arabs’ or 
’Blacks’. Answers of the lycée students concerning their date of arrival in France illustrate this. 
For the most part, they were born in France and always resided there. This was the case for 86% 
of the students from the Maghreb or Turkey, and for 70% of those who defined themselves as 
Afro-Caribbeans. In addition, in most cases they had French nationality, though they often 
defined themselves as having another nationality. This was the case for 40% of the students in 
the ‘Maghreb and Turkey’ group, and 23% in the ‘Africa and FOD’ group. This double citizenship 
was not only a subjective matter, given that many source countries, such as Morocco and 
Algeria, consider the children of migrants to be their nationals. 
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Table 26: Ethnic self-definition and family background  
ethnic identity (French coding)   

  
  

  

majority 
group (no 

origin) 

Maghreb 
and Turkey Africa other 

identity 

Total 

’Ethnic’ majority background 86% 30% 44% 54% 51% 

‘Minority ethnic’‘background 5% 19% 12% 13% 13% 

Mixed background: majority+minority 8% 51% 44% 32% 36% 

Ethnic background 
of respondent 
/constructed from 
origin,ownethn/ 

Other background    2% 0% 

Total 100% 100% 100% 100% 100% 

Unknown 3% 5% 13% 6% 7% 

’Ethnic’ majority background 88% 39% 48% 56% 55% 

‘Minority ethnic’‘background 4% 29% 19% 26% 21% 

Ethnic background 
of parents (French 
coding) 

Mixed background: majority+minority 5% 27% 19% 12% 17% 

Total 100% 100% 100% 100% 100% 

less than 7  8% 8% 9% 6% 

7 to 11 3% 4% 13% 5% 6% 

12 to 14 2% 1% 5% 4% 3% 

over 14  1% 3% 2% 1% 

q45e: when did 
you come 

not applicable 95% 86% 70% 80% 83% 

Total 100% 100% 100% 100% 100% 

one citizenship: French 89% 50% 64% 63% 64% 

dual citizenship: French + group A or B 3% 40% 23% 2% 20% 

one citizenship: group A 1% 9%   3% 

one citizenship: group B 1%  12% 1% 3% 

one citizenship: other minority 4%   16% 4% 

q45 subjective 
citizen (French 
coding) 

dual citizenship: other arrangement 2% 1% 1% 18% 5% 

Total 100% 100% 100% 100% 100% 

 

As with all types of identity construction, ethnicity is a combination of objective and subjective 
processes. In terms of objective processes, it includes the history of immigration to France, the 
requirements for obtaining French nationality and the policies of the country of origin. In terms 
of subjective processes, we need to point out the significance of the self-definition and the 
hetero-definition of the self. More often than not, members of ‘visible minorities’ have 
phenotypical characteristics that make them identifiable in everyday social relations, and this 
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plays a role in the construction of their personal identity. At the same time, the self-definition 
and the protest/demand dimension are not extraneous to the construction of their identity. We 
will deal with this second aspect in Chapter 2.  

 

 

5.2 What ‘ethnic group‘ means 
In the following table, we have collected the questions concerning the subjective experience of 
ethnic identity. With regard to the everyday impact of ethnicity, most students made an 
assessment that was either positive (39%), or neutral (38%). For this question, the Cramér-v 
was not significant, demonstrating that the students’ answers did not vary according to ethnic 
group. Thus, there was a certain unity in their experience, which was positive. Only 3% of the 
students viewed their membership in an ethnic group as a disadvantage, while 20% sometimes 
considered it an advantage and at other times not. This is far removed from the negative image 
of ethnicity, which is often applied to students. Of course, their living conditions and schooling 
are not the most advantageous, but they do not in any way interpret their destiny as stemming 
from their ethnic identity. On the contrary, ethnic identity seemed in their case to be a social 
resource more than a stigma. It is a source of pride for most students (74% answered ’always’ 
and 9% answered ‘never’), as well as a basis for solidarity (76% answered ‘always’ or ‘often’ and 
only 9% answered ’never‘). Nonetheless, ethnicity as a source of pride and solidarity is not 
distributed evenly among the different ethnic groups. As expected, the ‘majority’ group seemed 
less consistent than the two minority groups.  Those in the majority group display pride less 
frequently (54% versus 74% on average) and demonstrate ethnic solidarity less often (35% 
versus 52% on average). Of course, there is nothing surprising in this phenomenon, which 
corresponds to the classic process involving the social uses of ‘handicaps’ described in the early 
work of Erving Goffman (1963): the stigma is converted into pride and solidarity, and thereby 
becomes a component of one’s social identity. However, the lesser degree of ’ethnic’ solidarity in 
the majority group also revealed the relative fragility of the individuals who do not have 
collective resources to invest in ‘saving face’, or at least ‘not losing it’. Actually, the ‘white’ 
students in our survey are subjected to just as much social stigma in their educational status as 
the ’minority’ group students, though without benefiting from ethnicity-related collective 
resources. This is a point that we will develop later in the research, since it raises questions 
about the motives of the construction, by individuals, of a positive social identity. These 
difficulties were confirmed in the answers of the ‘majority’-group lycée students regarding the 
perception of their peer relationships at school: a mere 15% reported only positive experiences, 
versus 32% and 24%, respectively, for the two other ethnic groups. These findings, which are 
consistent with the analyses in Chapter 4, reveal the more fragmented forms of social 
integration of the ‘majority’ group students who, in the educational contexts under study, 
actually form a minority, though one lacking in genuine solidarity. 

The answers to the other questions in the table confirm this analysis, though they also qualify it. 
It should be noted that our lycée students are, first and foremost, adolescents, for whom, if one 
concurs with Dominique Pasquier (2005), the game of appearances serves as a substitute for 
solid identity resources.  

 



Table 27: Ethnic identity and subjective construction of the self  
ethnic identity (French coding) 

  majority group 
(no origin) 

Maghreb 
and Turkey Africa other 

identity Total 

Mostly advantageous 30% 43% 39% 40% 39% 

Mostly disadvantageous 2% 3% 6% 1% 3% 

Sometimes advantageous, then not 8% 28% 25% 15% 20% 

Does not play any role 60% 26% 30% 44% 38% 

q50: How do you think your 
’ethnic origin’ affects you? 

Total 100% 100% 100% 100% 100
%

Very often 55% 84% 84% 70% 75% 

Sometimes 17% 9% 4% 8% 9% 

Rarely 12% 3% 7% 6% 6% 

Never 17% 5% 4% 16% 9% 

q51a: Pride because of 
’ethnic origin’? 

Total 100% 100% 100% 100% 100
%

Missing 10% 3% 7% 8% 7% 

Very often 35% 58% 61% 52% 52% 

Sometimes 20% 28% 22% 23% 24% 

Rarely 15% 6% 4% 9% 8% 

Never 19% 5% 5% 9% 9% 

q51a: Solidarité 

Total 100% 100% 100% 100% 100
%

Missing 8% 7% 8% 7% 7% 

Very often 3% 4% 3% 1% 3% 

Sometimes 4% 3% 4% 2% 3% 

Rarely 10% 21% 15% 13% 16% 

Never 75% 66% 69% 78% 71% 

q52.5: Same religion of 
friends plays a role? 

Total 100% 100% 100% 100% 100
%

Missing 7% 7% 6% 7% 7% 

Very often 4% 3% 3%  3% 

Sometimes 1% 5% 4% 3% 4% 

Rarely 9% 19% 17% 16% 16% 

Never 79% 67% 69% 75% 72% 

q52.6: Same ‘ethnic origin’ of 
friends plays a role? 

Total 100% 100% 100% 100% 100
%

Missing 14% 10% 14% 8% 11% 

Very important 16% 23% 22% 23% 21% 

Has some importance 36% 25% 29% 28% 29% 

No, contrarily 7% 12% 14% 13% 12% 

I do not care about 27% 31% 20% 28% 27% 

q53.5: Partner should look 
good? 

Total 100% 100% 100% 100% 100
%

Missing 10% 9% 13% 6% 10% 

Very important 3% 6% 1% 3% 4% 

Has some importance 5% 8% 3% 6% 6% 

No, contrarily 18% 21% 34% 25% 24% 

I do not care about 63% 56% 49% 61% 57% 

q53.6: Partner should be of 
the same ‘ethnic origin’? 

Total 100% 100% 100% 100% 100
%
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Only positive experiences 15% 32% 24% 21% 24% 

Mixed experiences 85% 68% 76% 79% 76% 
Experience in schoolmates 
and peers /on the ground of: 
getalong,atmosph,friends,disc
peer/ Total 100% 100% 100% 100% 100

%
Missing 10% 11% 20% 13% 13% 

Yes, it matters 18% 37% 12% 23% 24% 

No, it does not matter 67% 49% 55% 61% 57% 

No, the contrary should be the case 3% 3% 12% 4% 5% 

not applicable 1%    0% 

q60.c: Spouse: same ‘ethnic 
origin’? 

Total 100% 100% 100% 100% 100
%

Missing 10% 9% 18% 12% 12% 

Yes, it matters 19% 63% 35% 28% 39% 

No, it does not matter 65% 28% 41% 58% 46% 

No, the contrary should be the case 4%  6% 3% 3% 

not applicable 1%    0% 

q60.d: Spouse: same religion?

Total 100% 100% 100% 100% 100
%

Missing 9% 10% 17% 13% 12% 

Yes, it matters 7%  3%  2% 

No, it does not matter 66% 77% 59% 67% 68% 

No, the contrary should be the case 16% 13% 20% 21% 17% 

q60.a: Spouse: same 
profession? 

not applicable 1%    0% 

Total 100% 100% 100% 100% 100
%

 

The questionnaire did not deal with this aspect of adolescent life, though Question 53 
introduces it by asking students about the importance of their partner’s ’beauty’. Variations 
based on ethnic origins were very weak here, with 50% stating that this aspect was ‘very 
important’ or ’important’.  

The other questions in Table 27 measure the ethnic dimensions of everyday relationships and 
private life more freely. It is interesting to note that while many perceived their ethnicity as an 
advantage, and as a source of pride and solidarity, it co-existed with the tendency of the vast 
majority toward mixing when everyday friendly relations or love relationships were involved. 
Using the model of the Bogardus Social Distance Scale, we asked students about the importance 
of ethnic and religious characteristics when choosing their friends, love relationships and 
spouses. Regarding the choice of friends, the vast majority of students (71%) stated that ethnic 
or religious characteristics were not relevant criteria. Regarding love relationships, they replied 
more or less in the same way. If we add the answers ’no, on the contrary’ and ‘I do not care’ we 
obtain very high scores (around 80%). One out of three Black students stated that they would 
actually prefer that their girlfriend/boyfriend be of a different ethnic origin, while one out of 
two stated that they ‘didn’t care’ about their partners ethnic origin. These findings lead us to 
believe that in amorous affairs the norm upheld by these adolescents was one of ethnic mixing, 
with Black students being particularly disposed to seek out partners of another ethnic origin. 

However, things changed somewhat when we questioned the students about their future 
spouse. Of course, the question refers to circumstances in the distant future, and thus may not 
have had the same status as that associated with the amorous or friendly relations forming part 
of the students’ present experiences. The fact remains that the proportion of ‘is important’ 
replies to the question on the ethnic origin and religion of their future spouse was 24% for the 
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former and 39% for the latter. Since it involved their connection with long lasting institutions, 
(marriage, being part of a couple, children, etc.), the students made identity-related choices that 
were more explicitly delineated and closely linked to their ethnic origin. Of the ethnic groups 
analysed here, the ‘Maghreb and Turkey’ answers to these two questions clearly set them apart. 
37% of this group (versus 24% on average) stated that choosing a partner of the same ethnic 
origin was important, and 63% (versus 39% on average) stated it was important to have a 
partner of the same religion. The bond of religion seemed to play a very important role in 
forging identity, even though for the vast majority of these young people it did not figure 
prominently – and usually not at all – when it came to choosing friends. 

The answers provided by girls and boys to the question about the religion of their future spouse 
did not differ within each ethnic group, except for the Maghreb and Turkey group. In their case, 
50% of the boys and 78% girls replied ‘yes, it is important’. This reveals that boys are much less 
concerned with maintaining religious endogamy than girls.  
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6. Ideas about adult life  
 

 

It is through their projections about their adult futures that we can explain the cross-tabulated 
significance of personal and contextual characteristics for individuals. To accomplish this, we 
have mobilised the usual independent variables (gender, ethnic identity, social status of parents, 
level of education of the parents, stream and institution) cross-tabulated with the students’ 
answers to the questions on their futures in terms of occupation, family and housing conditions. 
As in the previous chapters, we will only use the tables in which the relationships are significant 
in terms of Cramér v.   

The questions used to explore the lycée students’ future plans (and their variations) involved 
housing conditions (did they want to live in the same neighbourhood, the same city, etc.?), 
work, family and children, as well as an evaluation of their standard of living compared to their 
present circumstances. This group of questions allowed us to explain simultaneously how the 
students saw themselves in the future as adults, and their desire to change the course of their 
lives compared to what they were currently experiencing. Take, for example, the question on the 
type of living circumstances they envisioned for themselves. For question 57, “Where would you 
like to live as an adult?” the proposed answers included ’in the same neighbourhood’ and ’in the 
same city’. This was intended to account for the students’ attitude toward urban residential 
conditions. In general, the answers to this question were ‘no answer’ or ’don’t know’. These 
accounted for 36% of the students’ answers, whereas ‘in the same neighbourhood’ received 
11% and ‘in the country of my ancestors’ only 6%. It seems that this question did not resonate 
with the students, demonstrating that the place of residence was not a formative factor in their 
representation of the future. A similar result was obtained for the question on work, in which 
’no answer’ or ‘don’t know’ accounted for 47% of the answers. This indicated that work was far 
removed from these students’ concerns. On the other hand, the future as regards family figured 
much more prominently, whether it involved marriage (only 24% of ‘no answer’), children (21% 
of ‘no answer’) and standard of living (only 17% of ‘no answer’). One may infer therefore that 
for the students, family was a much more concrete reality than was work or problems relating 
to housing conditions. One may also assume that they did not reply to certain questions (their 
future job, place of residence) because these depended on factors over which they had little 
control or influence, or for which they were unaware of the prospects or options available (their 
remaining studies, occupational opportunities etc.). They may have felt that their family life and 
private life depended more on their own decisions. In addition, the questions were not asked in 
strictly the same way. They were asked what occupation they wanted to practice someday 
(rather than, for example, “Do you wish to work someday?”), and if they would like to get 
married and have children. The question on future living standard revealed a certain confidence 
in the future, since 64% of the lycée students thought they would live better than their parents, 
while less than 2% thought they would not live as well. 

The issue here is to demonstrate how these answers varied according to the independent 
variables.  

Ethnic origin affected answers concerning the students’ married and family lives in the future. 
The lycée students of Maghreb or Turkish origin tended more often to envision their future 
married lives (79%, versus 65% and 67% for the two other ethnic groups) and family lives (83% 
stated that they wanted children, versus  63% and 75% for the two other ethnic groups), 
thereby revealing a higher incidence of traditional conceptions of the family. This 
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’traditionalism’ is stronger among girls from Maghreb and Turkey than among the others: indeed 
81% declare that they would like to have children against 90% of those from the Maghreb and 
Turkey. In the same manner, girls of North African or Turkish origin more often envision being 
married in the future than do the others (86.5% against 73.7% of all the girls). 

Conversely, in this regard, as well as with regard to their future standard of living, the 
percentages for the ‘majority’ group continued to be lower. Fewer of them felt they would live 
better than their parents (55%, versus 64% on average). This relative pessimism probably should 
be linked to their educational position in the streams least favourable to upward social 
trajectories. We can also link the optimism of the ’minority’ groups to the migratory dynamic. 
Indeed, their parents or grandparents emigrated so that their children would have a better 
future. It appears that these children incorporated this view, even if it did not always 
correspond to the reality. 

Students of minority origin envision living abroad (notably in their country of origin) more often 
than do others. They appear to be more disposed to residential mobility than those of the 
majority group. 

This analysis can be confirmed by the answers provided by gender. The boys’ views of the future 
were very different from those of the girls. With regard to occupation, more girls than boys saw 
themselves in the tertiary sector rather than in the secondary sector (51% saw themselves in 
white-collar jobs, compared to only 36% of the boys).  
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Table 28: Plans for adult life, by ethnic origin  
ethnic identity (French coding) 

 majority 
group (no 

origin) 

Maghreb 
and Turkey Africa other 

identity 
Total 

Missing 11% 15% 26% 18% 17% 

Same neighbourhood 12% 16% 4% 10% 11% 
Same locality, another 
neighbourhood 8% 8% 6% 5% 7% 

Another city or town 19% 15% 20% 13% 17% 

Another village 8% 1%  3% 3% 

In the capital 9% 10% 6% 7% 8% 
Abroad: in the country of 
my ancestors 2% 3% 9% 12% 6% 

Abroad: in a different 
country 6% 13% 14% 14% 12% 

q57: Where 
would you like 
to live as an 
adult? 

Do not know 23% 19% 14% 20% 19% 

Total 100% 100% 100% 100% 100% 

Missing 17% 21% 33% 19% 22% 

Blue-collar work 10% 6% 4% 9% 7% 

White-collar work 43% 48% 46% 43% 45% 

q58: What 
would you like 
to work as an 
adult? 

Do not know 30% 25% 17% 29% 25% 

Total 100% 100% 100% 100% 100% 

Missing 6% 6% 13% 3% 7% 

Yes 65% 79% 67% 73% 72% 

No 4% 3% 3% 5% 4% 

q59: Will you 
live with a 
spouse/partner? 

I do not know yet 25% 13% 16% 20% 18% 

Total 100% 100% 100% 100% 100% 

Missing 9% 6% 14% 9% 9% 

Yes 63% 83% 76% 75% 75% 

No 9% 1% 1% 5% 4% 

q62: Would you 
like to have 
children? 

I do not know yet 18% 10% 9% 12% 12% 

Total 100% 100% 100% 100% 100% 
wants as many children as 
parents 12% 15% 16% 19% 16% 

wants more children 47% 57% 56% 48% 53% 

wants less children 13% 15% 15% 20% 16% 

q64: Type of 
family in 
adulthood 

Missing 28% 12% 12% 14% 16% 

Total 100% 100% 100% 100% 100% 

Missing 17% 14% 17% 12% 15% 

Better 55% 66% 68% 63% 64% 

Same level 22% 15% 11% 21% 17% 

Worse 4% 3% 2% 2% 3% 

q67: How will 
you live in your 
adult life 
compared to 
present? 

Do not know 1% 2% 1% 3% 2% 

Total 100% 100% 100% 100% 100% 
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Table 29: Plans for adult life, by gender   
q1: Student's gender 

  
Boy Girl 

Total 

Missing 23% 16% 20% 

Same neighbourhood 11% 9% 10% 

Same locality, another neighbourhood 5% 8% 7% 

Another city or town 16% 16% 16% 

Another village 4% 1% 3% 

In the capital 5% 11% 8% 

Abroad: in the country of my ancestors 6% 4% 5% 

Abroad: in a different country 11% 12% 12% 

q57: Where 
would you like 
to live as an 
adult? 

Do not know 18% 22% 20% 

Total 100% 100% 100% 

Missing 26% 24% 25% 

Blue-collar work 13% 1% 8% 

White-collar work 36% 51% 43% 

q58: What 
would you like 
to work as an 
adult? 

Do not know 25% 24% 25% 

Total 100% 100% 100% 

Missing 11% 9% 10% 

Yes 66% 72% 69% 

No 3% 4% 4% 

q59: Will you 
live with a 
spouse/partner? 

I do not know yet 20% 14% 18% 

Total 100% 100% 100% 

Missing 12% 11% 12% 

Yes 67% 79% 72% 

No 3% 4% 4% 

q62: Would 
you like to have 
children? 

I do not know yet 18% 6% 13% 

Total 100% 100% 100% 

wants as many children as parents 13% 17% 15% 

wants more children 50% 58% 54% 

wants less children 14% 15% 15% 

q64: Type of 
family in 
adulthood 

Missing 23% 9% 17% 

Total 100% 100% 100% 

Missing 21% 13% 17% 

Better 57% 68% 62% 

Same level 18% 15% 17% 

Worse 3% 3% 3% 

q67: How will 
you live in your 
adult life 
compared to 
present? 

Do not know 1% 2% 2% 

Total 100% 100% 100% 

 

It is true that girls were not educated in the same streams or specialties as the boys, and this 
influenced their plans. However, the girls were also differentiated from the boys in terms of 
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what they anticipated for themselves in terms of a family. More of them wanted to be part of a 
couple (72% versus 66%), have children (79% versus 67%) as well as have more children than 
their parents had had (58% versus 50% for the boys). However, the gender-based differences 
were limited in scope, which showed that family and married life still form part of this young 
generation’s ‘standards’. 

 



Table 30: Plans for adult life, by educational institution  
Secondary Schools 

   Voc. Indus HS 
Brassens 

Technic indus 
HS Pluritec 

Mixte HS 
Pasteur 

Voc. Service HS 
Notre Dame 

Mixte HS2 
Ronsard 

Technic. 
Services HS 
Jean Moulin 

Total 

Missing 22% 36% 24% 14% 2% 11% 20% 

Same neighbourhood 13% 7% 7% 12% 13% 13% 10% 

Same locality, another neighbourhood 7% 4% 4% 14% 4% 4% 7% 

Another city or town 14% 12% 17% 13% 27% 18% 16% 

Another village 4% 4% 2% 4%   3% 

In the capital 2% 6% 8% 8% 15% 16% 8% 

Abroad: in the country of my ancestors 7% 4% 7% 2% 6% 7% 5% 

Abroad: in a different country 7% 16% 19% 7% 4% 9% 12% 

Do not know 23% 13% 11% 26% 31% 22% 19% 

q57: Where would 
you like to live as an 
adult? 

Total 100% 100% 100% 100% 100% 100% 100% 

Missing 18% 28% 32% 14% 40% 22% 25% 

Blue-collar work 26% 13% 2%    8% 

White-collar work 21% 34% 42% 52% 58% 71% 43% 

Do not know 36% 26% 24% 34% 2% 7% 25% 

q58: What would 
you like to work as 
an adult? 

Total 100% 100% 100% 100% 100% 100% 100% 

Missing 8% 20% 8% 13% 2% 7% 10% 

Yes 68% 54% 71% 74% 84% 64% 69% 

No 5% 2% 4% 2% 4% 4% 4% 

I do not know yet 19% 24% 17% 11% 11% 24% 18% 

q59: Will you live 
with a 
spouse/partner? 

Total 100% 100% 100% 100% 100% 100% 100% 
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Missing 12% 21% 7% 14% 7% 11% 12% 

Yes 61% 61% 80% 75% 78% 80% 72% 

No 8% 4% 2% 1% 4% 2% 4% 

I do not know yet 19% 15% 11% 10% 11% 7% 13% 

q62: Would you like 
to have children? 

Total 100% 100% 100% 100% 100% 100% 100% 

wants as many children as parents 10% 10% 13% 26% 15% 13% 15% 

wants more children 44% 55% 58% 53% 60% 56% 54% 

wants less children 18% 13% 16% 10% 13% 18% 15% 

Missing 28% 23% 13% 11% 13% 13% 17% 

q64: Type of family 
in adulthood 

Total 100% 100% 100% 100% 100% 100% 100% 

Missing 16% 24% 18% 23% 9% 9% 18% 

Better 56% 56% 67% 47% 76% 76% 61% 

Same level 27% 12% 11% 23% 13% 13% 17% 

Worse 2% 6% 3% 2% 2% 2% 3% 

Do not know  2% 1% 5%   2% 

q67: How will you 
live in your adult life 
compared to 
present? 

Total 100% 100% 100% 100% 100% 100% 100% 



Table 31: Plans for adult life, by stream  
diplôme préparé 

  
Bac pro BEP et CAP 2de générale Total 

Missing 19% 26% 16% 20% 

Same neighbourhood 12% 11% 10% 10% 

Same locality, another neighbourhood 13% 6% 4% 7% 

Another city or town 15% 14% 19% 16% 

Another village 3% 4% 2% 3% 

In the capital 8% 6% 9% 8% 

Abroad: in the country of my ancestors 1% 7% 6% 5% 

Abroad: in a different country 9% 5% 18% 12% 

Do not know 21% 21% 18% 19% 

q57: Where 
would you like 
to live as an 
adult? 

Total 100% 100% 100% 100% 

Missing 10% 26% 32% 25% 

Blue-collar work 6% 17% 1% 8% 

White-collar work 44% 30% 53% 43% 

Do not know 40% 27% 15% 25% 

q58: What 
would you like 
to work as an 
adult? 

Total 100% 100% 100% 100% 

Missing 7% 17% 6% 10% 

Yes 72% 60% 75% 69% 

No 3% 4% 4% 4% 

I do not know yet 18% 19% 15% 17% 

q59: Will you 
live with a 
spouse/partner? 

Total 100% 100% 100% 100% 

Missing 8% 20% 7% 12% 

Yes 78% 62% 77% 72% 

No 2% 5% 3% 4% 

I do not know yet 12% 13% 12% 12% 

q62: Would you 
like to have 
children? 

Total 100% 100% 100% 100% 

wants as many children as parents 22% 12% 14% 15% 

wants more children 51% 53% 57% 54% 

wants less children 14% 15% 15% 15% 

Missing 14% 21% 15% 17% 

q64: Type of 
family in 
adulthood 

Total 100% 100% 100% 100% 

Missing 16% 24% 14% 18% 

Better 56% 52% 71% 61% 

Same level 19% 21% 12% 17% 

Worse 6% 2% 2% 3% 

Do not know 5% 1% 1% 2% 

q67: How will 
you live in your 
adult life 
compared to 
present? 

Total 100% 100% 100% 100% 

 

Institution and educational stream essentially affected students’ answers in two areas, namely, 
their opinions regarding their future occupation (blue collar vs. white collar) and their future (as 
compared to their present) standard of a living. For these two questions, the vocational schools 
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stood in contrast to the multi-purpose schools. Of course, this contrast conceals the effects of 
stream, since the future of these students, objectively speaking, largely depend on their 
programme of studies. The students in the vocational programmes, as well as those in technical 
training, openly stated that they envisioned a future in the manual trades. However, the 
differences were much less pronounced than expected. Only 17% in the shorter vocational 
programmes saw themselves in the manual trades, whereas 30% aimed to obtain a tertiary 
sector occupation. Lastly, a greater number of students in 10th grade felt they could fare better 
in the future than currently (71%, compared to about 55% for the students in the vocational 
stream. 
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Conclusion 
 

 

The EDUMIGROM research programme raises a number of questions on the ethnic issue in 
Europe’s various educational systems. A major challenge of this type of comparative survey is to 
account for: 

(a) the similarities and differences among educational systems as concerns ethnic 
identities in the school,  

(b) the way these identities are explained, officially or unofficially and 

(c) how these identities determine, in whole or in part, the educational futures of 
students. Of course, the answers we provided apply only to the situation in France. 

 One could demonstrate, as did Gérard Noiriel (1992) in his socio-historical analysis of 
immigration to France, that the place and significance of ethnic identity in social relations is 
closely related to the particular history of each nation, to the nature of immigration and to how 
long it has formed part of the landscape, as well as to the place of colonial history in the 
national identity. In the French case the nature of the educational system is a major factor to be 
taken into account in understanding how to deal with this question. 

Given these contextual national factors, and the somewhat polemical content of the debate in 
France concerning the opportunity to organise statistical data on ethnic considerations (Felouzis 
et al, 2008), we were obliged to make certain choices based on existing works dealing with the 
ethnic question in schools. For the most part, these works deal more with the question of 
segregation and its impact (van Zanten, 2000; Maurin, 2004; Felouzis, Liot & Perroton, 2005) 
than with discrimination. Other authors have dealt with the place (status) of ethnicity in school 
(Payet, 1996; Perroton, 2000) from a number of standpoints, namely educational and 
interpersonal relations, and the interaction of the various actors in the institution: parents, 
students and teachers. All of these works reveal that ethnicity is both a ‘hidden dimension’ of 
educational relations and one of the most relevant dimensions for understanding recent 
changes in France’s educational system. Armed with these teachings, we decided to focus our 
attention on the institutions in which ethnic segregation (and, needless to say, social and 
educational segregation as well) are the most pronounced, with a view to better understanding 
both the objective and subjective impact of this situation. 

Thus, our terrain focused on institutions with a lower status, in which the students were poor, 
educationally weaker and, compared to the national average, more often members of ethnic 
minority groups. Conducting a survey in this type of environment means attempting to 
understand segregation ‘as seen from below’ and reconstructing its meaning and its effects on 
individuals. How is education, its successes and failures, perceived in this kind of context? How 
do ethnic groups perceive and make sense of the world? Concretely, what is the place of ethnic 
identities in these kinds of institutions, and how are they used by the various actors as a 
resource or as a criterion for discrimination? 

The findings of the present report may be summarised in three points: 

1. Let us start by highlighting a striking finding. The most relevant dimension in accounting for 
the findings on the students and their educational choices is their educational stream and not 
their ethnic identity or their social origin. This was established in two ways : (a) through our 
choice of terrain and (b) through the educational mechanisms that separate individuals and 
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their specialisations into hierarchically organised streams. A related result was obtained in the 
area of attitudes toward the school and regarding students’ experience of discrimination, as 
well as concerning their view of what the future held for them in terms of an occupation. 
Stated very simply, this amounted to demonstrating that young people’s educational choices 
and attitudes depend on their educational position more than on their ethnic identity. Much 
more than simply a contextual variable, the stream crystallizes, and in a way epitomises, the 
entire set of student characteristics (their trajectory, their specialisation, their attitude toward 
the school, etc.) and thus ‘dwarfs’ the other aspects of their identity, both ethnic and social. In 
the French context, the ‘anti-school’ behaviour (possibly with an ethnic component) observed 
among some young people from working-class neighbourhoods stems more from the very 
hierarchical structure and selectivity of the educational system itself than from any social or 
‘racial’ difference introduced from outside. 

2. On the other hand, we demonstrated the relatively strong influence of ethnic identity in 
everyday school life, especially in relations among students and social integration. In the highly 
segregated environments analysed here, the strongest ethnic division was the one separating 
students in the ‘majority’ group from the other ethnic groups. Here, we observed that more 
‘white’ students than other ethnic groups experienced isolation. This is due to the dominance 
effect, which, in the most highly segregated institutions, transforms ‘majority’ group students 
into ‘‘minority’ group students. This lower level of social integration of ‘majority’ group students 
is, of course, only a tendency. It involves a sort of ‘relative withdrawal’ of these students from 
social relations at school, rather than outright separation between ethnic groups. Further 
analysis involving variables on residential distribution may reveal that this relative social 
distance is actually a reflection of diverging residential patterns.  

3. Probing more deeply into the highly segregated environments analysed here, ethnic identity 
seems to be more of a social resource than a stigma. It is a source of pride and solidarity for 
most of the students, though this in no way prevents them from also having friends and more 
intimate relationships that are, more often than not, mixed. However, and consistently with 
what we noted above, the students in the ‘majority’ group seem less cohesive than those in the 
two minority groups. They are less proud of their origins and display less solidarity with their 
schoolmates. This phenomenon corresponds to a classic process known as the social uses of 
‘handicaps’ (Goffman, 1963). Indeed, for the minority groups, the conversion of stigma into 
pride and solidarity plays a role in the construction of social identity. The lesser degree of 
‘ethnic’ solidarity displayed by ‘white’ students also reveals the relative fragility of the 
individuals who benefit less from collective resources in their everyday school lives. The ‘white’ 
students in our survey are subjected to just as much social stigma in their educational status as 
the ‘minority’ group students, though without benefiting from ethnicity-related collective 
resources in their everyday school lives. This finding, which undoubtedly goes against the usual 
view, sheds light on the over-determination of ethnic, economic and social school segregation. 
It also sheds light on the specific characteristics of this group of students, who bare the double 
stigma of their poor economic status and of being relegated to less reputable educational 
institutions, though without benefiting from the same types of solidarity as do students from 
the other groups analysed.  

Finally, we saw that the strictly educational processes (specialisation, evaluation, etc.) and the 
ethnic dimension combine in a way that is mutually reinforcing. Specialisation throughout the 
schooling process is in large measure based on criteria of educational performance. On the other 
hand, educational sociology has demonstrated that other dimensions – especially social 
dimensions – are hiding behind this apparently objective criterion. However, the students from 
the ethnic minorities are, more often than not, also from underprivileged backgrounds, and this 
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results in a high concentration of minority group students in the less attractive streams and in 
the most impoverished institutions. Yet, in a symmetrical way, bringing together minority-group 
students in the same education units produces interactions marked by the ethnic identity of 
each -- and reinforces these identities. This does not manifest itself through ‘ethnic conflict’ in 
the educational institution but, rather, in a way of a peaceful coexistence that crystallizes 
identities in ways that are, as a rule, positive (based on solidarity and serving as a sources of 
personal pride) though to the detriment of equality in educational opportunity. In this regard, 
we can state that schools in France tend to deal with and regulate ethnic identities less through 
direct discrimination within the institution, than through ethnic segregation. 
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A Appendix  
 
 
 
 
Table 1: Education, age, and gender 
Courses   
  Sample Percentage 
 Courses 1 0.2 
Non vocational courses 313 61.1 
Vocational courses: service sector 38 7.4 
Vocational courses: industrial 
sector 160 31.2 

Total 512 100 
student's gender   
  Sample Percentage 
Missing 4 0.8 
Boy 282 55.1 
Girl 226 44.1 
Total 512 100 
Age of students   
14 years and under 10 2.3 
15 years 176 34.3 
16 years 228 44.5 
17 years 68 13.3 
18 years and over 18 3.5 
System missing 12 2.3 
  512 100 
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Table 2: Selection of student characteristics, by ethnic identity  

Missing

m ajority 
group (no 

origin)
Maghreb and 

Turkey Africa other identity Total
None of parents above elem entary schooling 27,1% 18,4% 31,0% 21,4% 26,5% 25,4%
Higest: secondary vocational -without academ ic certificate 11,9% 22,4% 14,8% 11,2% 15,7% 15,4%
Highest: secondary level - academ ic certificate 5,1% 21,4% 21,3% 15,3% 20,6% 18,2%
Highest: university or college degree 8,5% 10,2% 7,7% 25,5% 12,7% 12,7%
Parental educational levels are unknown /both/ 47,5% 27,6% 25,2% 26,5% 24,5% 28,3%
Total 100,0% 100,0% 100,0% 100,0% 100,0% 100,0%
Low status 22,0% 13,3% 21,9% 13,3% 7,8% 15,8%
Lower-m iddle status 33,9% 27,6% 31,0% 29,6% 39,2% 32,0%
Upper-m iddle status 16,9% 41,8% 32,3% 33,7% 35,3% 33,2%
Upper status 10,2% 14,3% 9,7% 18,4% 10,8% 12,5%
Missing 16,9% 3,1% 5,2% 5,1% 6,9% 6,4%
Total 100,0% 100,0% 100,0% 100,0% 100,0% 100,0%
Missing 3,4% 1,0% ,6% ,8%
Boy 69,5% 56,1% 51,6% 45,9% 59,8% 55,1%
Girl 27,1% 42,9% 47,7% 54,1% 40,2% 44,1%
Total 100,0% 100,0% 100,0% 100,0% 100,0% 100,0%
Never was kept behind 50,0% 33,7% 48,3% 54,2% 50,5% 47,2%
repeated once 42,6% 53,1% 45,7% 37,5% 41,6% 44,4%
repeated twice 5,6% 13,3% 6,0% 8,3% 7,9% 8,2%
repeated three or m ore tim es 1,9% ,2%
Total 100,0% 100,0% 100,0% 100,0% 100,0% 100,0%
Spacious housing (density<1.01) 48,9% 67,8% 37,5% 37,8% 52,6% 47,6%
Satisfactory (average) housing (density:1.00-1.99) 29,8% 28,9% 57,6% 43,3% 42,3% 43,4%
Overcrowded housing (density>1.99) 21,3% 3,3% 4,9% 18,9% 5,2% 9,0%
Total 100,0% 100,0% 100,0% 100,0% 100,0% 100,0%
m issing 12,3% 7,1% 4,5% 8,2% 3,9% 6,5%
city center 8,8% 7,1% 5,8% 7,1% 12,7% 8,0%
suburb or housing project 57,9% 38,8% 65,8% 61,2% 44,1% 54,5%
suburb with individual houses 3,5% 7,1% 12,9% 17,3% 14,7% 12,0%
in a village 8,8% 16,3% 1,9% 1,0% 3,9% 5,7%
in the country 3,5% 6,1% 4,9% 2,5%
in residential area with individual houses 5,3% 17,3% 9,0% 5,1% 15,7% 10,8%
Total 100,0% 100,0% 100,0% 100,0% 100,0% 100,0%

ethnique identity (french coding)

Parents: 
highest level 
of education

Status of the 
fam ily: on the 
ground of 
parents 
personal 
status

q1: Student's 
gender

Num ber of 
repeated 
grades /q26/

Density: 
categories

Where do you 
live?
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Table 3: A selection of student characteristics, by parental education level  

None of parents 
above elementary 

schooling
Higest: secondary vocational -
without academic certificate

Highest: secondary 
level - academic 

certificate
Highest: university 
or college degree

Parental educational 
levels are unknown 

/both/ Total
Missing 12,3% 8,9% 3,2% 7,7% 19,3% 11,5%
majority group (no origin) 13,8% 27,8% 22,6% 15,4% 18,6% 19,1%
Maghreb and Turkey 36,9% 29,1% 35,5% 18,5% 26,9% 30,3%
Africa 16,2% 13,9% 16,1% 38,5% 17,9% 19,1%
other identity 20,8% 20,3% 22,6% 20,0% 17,2% 19,9%
Total 100,0% 100,0% 100,0% 100,0% 100,0% 100,0%
Low status 44,6% 3,8% 5,4% 1,5% 9,7% 15,8%
Lower-middle status 53,8% 16,5% 6,5% 51,7% 32,0%
Upper-middle status 1,5% 69,6% 71,0% 36,9% 15,9% 33,2%
Upper status 10,1% 17,2% 61,5% 12,5%
Missing 22,8% 6,4%
Total 100,0% 100,0% 100,0% 100,0% 100,0% 100,0%
Missing 1,1% 1,5% 1,4% ,8%
Boy 53,8% 51,9% 51,6% 58,5% 58,6% 55,1%
Girl 46,2% 48,1% 47,3% 40,0% 40,0% 44,1%
Total 100,0% 100,0% 100,0% 100,0% 100,0% 100,0%
Never was kept behind 45,3% 44,3% 47,3% 49,2% 49,6% 47,2%
repeated once 45,3% 41,8% 44,0% 41,5% 46,7% 44,4%
repeated twice 8,6% 13,9% 8,8% 9,2% 3,6% 8,2%
repeated three or more times ,8% ,2%
Total 100,0% 100,0% 100,0% 100,0% 100,0% 100,0%
Spacious housing (density<1.01) 35,5% 57,7% 55,2% 54,4% 45,7% 47,6%
Satisfactory (average) housing (density:1.00-
1.99)

54,8% 35,2% 29,9% 40,4% 47,3% 43,4%
Overcrowded housing (density>1.99) 9,7% 7,0% 14,9% 5,3% 7,0% 9,0%
Total 100,0% 100,0% 100,0% 100,0% 100,0% 100,0%
missing 5,4% 5,1% 5,4% 7,7% 8,4% 6,5%
city center 6,9% 3,8% 7,5% 10,8% 10,5% 8,0%
suburb or housing project 60,8% 55,7% 52,7% 44,6% 53,8% 54,5%
suburb with individual houses 14,6% 15,2% 12,9% 6,2% 9,8% 12,0%
in a village 6,2% 11,4% 3,2% 9,2% 2,1% 5,7%
in the country ,8% 1,3% 4,3% 3,1% 3,5% 2,5%
in residential area with individual houses 5,4% 7,6% 14,0% 18,5% 11,9% 10,8%
Total 100,0% 100,0% 100,0% 100,0% 100,0% 100,0%

Where do you live?

Parents: highest level of education

ethnique identity (french 
coding)

Status of the family: on the 
ground of parents personal 
status

q1: Student's gender

Number of repeated 
grades /q26/

Density: categories
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Table 4: A selection of student characteristics, by social status of parents  

Low status Lower-middle status Upper-middle status Upper status Missing Total
Missing 16,0% 12,2% 5,9% 9,4% 30,3% 11,5%
majority group (no origin) 16,0% 16,5% 24,1% 21,9% 9,1% 19,1%
Maghreb and Turkey 42,0% 29,3% 29,4% 23,4% 24,2% 30,3%
Africa 16,0% 17,7% 19,4% 28,1% 15,2% 19,1%
other identity 9,9% 24,4% 21,2% 17,2% 21,2% 19,9%
Total 100,0% 100,0% 100,0% 100,0% 100,0% 100,0%
None of parents above elementary schooling 71,6% 42,7% 1,2% 25,4%
Higest: secondary vocational -without academic certificate 3,7% 7,9% 32,4% 12,5% 15,4%
Highest: secondary level - academic certificate 6,2% 3,7% 38,8% 25,0% 18,2%
Highest: university or college degree 1,2% 14,1% 62,5% 12,7%
Parental educational levels are unknown /both/ 17,3% 45,7% 13,5% 100,0% 28,3%
Total 100,0% 100,0% 100,0% 100,0% 100,0% 100,0%
Missing 1,2% 3,1% ,8%
Boy 46,9% 60,4% 51,8% 54,7% 66,7% 55,1%
Girl 53,1% 38,4% 48,2% 42,2% 33,3% 44,1%
Total 100,0% 100,0% 100,0% 100,0% 100,0% 100,0%
Never was kept behind 44,4% 49,0% 45,2% 45,3% 60,0% 47,2%
repeated once 44,4% 43,9% 46,4% 42,2% 40,0% 44,4%
repeated twice 9,9% 7,0% 8,3% 12,5% 8,2%
repeated three or more times 1,2% ,2%
Total 100,0% 100,0% 100,0% 100,0% 100,0% 100,0%
Spacious housing (density<1.01) 38,4% 37,9% 56,3% 63,2% 44,4% 47,6%
Satisfactory (average) housing (density:1.00-1.99) 47,9% 52,9% 34,2% 33,3% 51,9% 43,4%
Overcrowded housing (density>1.99) 13,7% 9,2% 9,5% 3,5% 3,7% 9,0%
Total 100,0% 100,0% 100,0% 100,0% 100,0% 100,0%
missing 7,4% 4,9% 5,3% 6,3% 18,8% 6,5%

city center 11,1% 9,2% 5,3% 10,9% 3,1% 8,0%
suburb or housing project 53,1% 61,3% 54,1% 35,9% 62,5% 54,5%
suburb with individual houses 13,6% 11,7% 12,4% 10,9% 9,4% 12,0%
in a village 6,2% 4,3% 4,7% 14,1% 5,7%
in the country 1,2% 1,2% 4,1% 3,1% 3,1% 2,5%
in residential area with individual houses 7,4% 7,4% 14,1% 18,8% 3,1% 10,8%
Total 100,0% 100,0% 100,0% 100,0% 100,0% 100,0%

Where do you live?

Parents: highest level of education

q1: Student's gender

Number of repeated grades /q26/

Density: categories

Status of the family: on the ground of parents personal status

ethnique identity (french coding)
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Table 5: Measure of association (Cramér v.) between parental level of education and certain academic performance indicators 

 Parents: highest level of education crosstab with N Pourcent Valeur
Signification 
approxim?e

Overall performance: all subjects in q24, according to intl. Grading 335 65,4% ,137 ,089
q25: Kept behind? 509 99,4% ,077 ,707
Number of repeated grades /q26/ 500 97,7% ,084 ,566
Subjects in humanities /lit.,hist.,foreign/ mentioned among comfortable subj 512 100,0% ,139 ,043
Subjects in science /maths,science/ mentioned among comfortable subj.- 512 100,0% ,086 ,429
Comfort in core subjects /scipos, humanpos/ 512 100,0% ,156 ,014
Feelings of comfort/discomfort with different subjects at school 512 100,0% ,094 ,310

Valide V de Cramer

 
 
 
Table 6: Measure of association (Cramér v.)  between social status of family and certain indicators of academic performance  

 Status of the family: on the ground of parents personal status crosstab 
with N Pourcent Valeur

Signification 
approxim?e

Overall performance: all subjects in q24, according to intl. grading 335 65,4% ,134 ,114
q25: Kept behind? 509 99,4% ,057 ,962
Number of repeated grades /q26/ 500 97,7% ,087 ,490
Subjects in humanities /lit.,hist.,foreign/ mentioned among comfortable subj 512 100,0% ,167 ,006
Subjects in science /maths,science/ mentioned among comfortable subj.- 512 100,0% ,074 ,594
Comfort in core subjects /scipos, humanpos/ 512 100,0% ,182 ,002
Feelings of comfort/discomfort with different subjects at school 512 100,0% ,150 ,000

Valide V de Cramer
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Table 7: Measure of association (Cramér v.) between gender of individuals and certain indicators of academic performance   

 

q1: Student's gender crosstab with N Pourcent Valeur
Signification 
approxim?e

Overall performance: all subjects in q24, according to intl. grading 335 65,4% ,138 ,046
q25: Kept behind? 509 99,4% ,210 ,000
Number of repeated grades /q26/ 500 97,7% ,075 ,460
Subjects in humanities /lit.,hist.,foreign/ mentioned among comfortable subj 512 100,0% ,161 ,001
Subjects in science /maths,science/ mentioned among comfortable subj.- 512 100,0% ,071 ,271
Comfort in core subjects /scipos, humanpos/ 512 100,0% ,074 ,245
Feelings of comfort/discomfort with different subjects at school 512 100,0% ,180 ,000

Valide V de Cramer

School crosstab with N Pourcent Valeur
Signification 
approxim?e

Average grade from humanities /lit.,hist,foreign/, according to intl. Grading 355 69,3% ,133 ,219
Overall performance: all subjects in q24, according to intl. Grading 335 65,4% ,180 ,006
Average grade from maths and science, according to intl. Grading 345 67,4% ,183 ,001
Subjects in science /maths,science/ mentioned among comfortable subj. 512 100,0% ,234 ,000
Subjects in humanities /lit.,hist.,foreign/ mentioned among comfortable subj. 512 100,0% ,195 ,002
Comfort in core subjects /scipos, humanpos 512 100,0% ,191 ,002
q25: Kept behind? 509 99,4% ,132 ,031
Number of repeated grades /q26/ 500 97,7% ,123 ,091

Valide V de Cramer

Table 8: Measure of association (Cramér v.) between educational institution and certain indicators of academic performance   

 
 
 



Table 9: Measure of association (Cramér v.) between educational stream and certain indicators of 
academic performance   

 

Filière crosstab with N Percent Valeur Approx. 
sig. 

Overall performance: all subjects 334 65.2 .161 .008 

Number of repeatd grades 499 97.5 .161 .000 

Q25 Kept behind? 509 99.4 .139 .003 

Subject in humanities 511 99.8 .153 .000 

Subjects in science 511 99.8 .213 .000 

Comfort in core subjects 511 99.8 .186 .000 

Feelings of comfort 511 99.8 .234 .000 
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Table 10: Educational choices, according to ethnic identity of students 
 

Missing
majority group (no 

origin)
Maghreb and 

Turkey Africa other identity Total
Missing 40,4% 23,7% 12,9% 16,5% 13,7% 18,9%
Comprehensive secondary 26,3% 18,6% 47,7% 37,1% 42,2% 36,6%
secondary technical school 1,8% 4,1% 6,5% 7,2% 3,9% 5,1%
secondary level vocational training school 28,1% 51,5% 29,7% 30,9% 36,3% 35,2%
Do not know 3,5% 2,1% 3,2% 8,2% 3,9% 4,1%
Total 100,0% 100,0% 100,0% 100,0% 100,0% 100,0%
Missing 17,5% 6,1% 7,1% 4,1% 2,0% 6,5%
Yes 59,6% 67,3% 64,5% 69,4% 69,6% 66,5%
No 22,8% 26,5% 28,4% 26,5% 28,4% 27,1%
Total 100,0% 100,0% 100,0% 100,0% 100,0% 100,0%
I continue studying 47,4% 70,4% 75,5% 73,5% 73,5% 70,6%
I have to earn money 7,0% 9,2% 11,0% 14,3% 11,8% 11,0%
I have to help at home 1,0% 3,2% 4,1% 1,0% 2,2%
I will get married 1,8% ,6% 2,9% 1,0%
I am expecting a baby 2,0% ,4%
I am fed up with going to school 5,3% 5,1% 3,2% 2,0% 2,9%
Other reason 3,1% 2,6% 3,1% 2,9% 2,5%
Missing 38,6% 8,2% 3,9% 4,1% 5,9% 9,0%
Do not know 1,0% 1,0% ,4%
Total 100,0% 100,0% 100,0% 100,0% 100,0% 100,0%
Missing 40,4% 4,1% 2,6% 6,1% 1,0% 7,5%
Yes 29,8% 38,8% 61,3% 50,0% 55,9% 50,2%
No 15,8% 25,5% 11,6% 13,3% 15,7% 15,9%
Do not know 14,0% 31,6% 24,5% 30,6% 27,5% 26,5%
Total 100,0% 100,0% 100,0% 100,0% 100,0% 100,0%
Influence: only family 14,3% 11,3% 12,3% 6,8% 9,1% 10,6%
Influence: family and teacher, +- others 14,3% 22,5% 26,9% 21,6% 18,2% 22,1%
Influence: teacher +-others /but family not/ 17,1% 18,8% 15,4% 24,3% 25,0% 19,9%
Influence: only others /neither family, nor teacher/ 5,7% 10,0% 10,8% 9,5% 8,0% 9,3%
Influence: other constellations 2,9% 3,8% 6,2% 8,1% 13,6% 7,4%
Influence: none of actors 45,7% 33,8% 28,5% 29,7% 26,1% 30,7%
Total 100,0% 100,0% 100,0% 100,0% 100,0% 100,0%

Actors influencing choice of school

q44: Planning to continue studies in 
higher education?

q41: Stop studying: reason

q40a: optional question: Success in 
enrollment?

ethnique identity (french coding)

q40: Where to continue schooling?
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Table 11: Educational choices, according to parental educational level 
 

None of parents above 
elementary schooling

Higest: secondary 
vocational -without 

academic 
certificate

Highest: secondary 
level - academic 

certificate

Highest: 
university or 

college 
degree

Parental 
educational levels 
are unknown /both/ Total

Missing 16,9% 16,5% 14,1% 9,4% 29,4% 18,9%
Comprehensive secondary 40,0% 22,8% 46,7% 40,6% 32,9% 36,6%
secondary technical school 3,1% 7,6% 5,4% 6,3% 4,9% 5,1%
secondary level vocational training school 33,1% 49,4% 29,3% 42,2% 30,1% 35,2%
Do not know 6,9% 3,8% 4,3% 1,6% 2,8% 4,1%
Total 100,0% 100,0% 100,0% 100,0% 100,0% 100,0%
Missing 5,4% 6,3% 2,2% 4,6% 11,2% 6,5%
Yes 69,2% 60,8% 69,9% 67,7% 64,3% 66,5%
No 25,4% 32,9% 28,0% 27,7% 24,5% 27,1%
Total 100,0% 100,0% 100,0% 100,0% 100,0% 100,0%
I continue studying 65,4% 72,2% 81,7% 76,9% 64,3% 70,6%
I have to earn money 16,2% 8,9% 6,5% 12,3% 9,8% 11,0%
I have to help at home 2,3% 5,1% 3,2% 1,5% 2,2%
I will get married 1,5% 2,5% ,7% 1,0%
I am expecting a baby 1,5% ,7% ,4%
I am fed up with going to school 2,3% 2,5% 1,1% 3,1% 4,9% 2,9%
Other reason 2,3% 1,3% 3,2% 1,5% 3,5% 2,5%
Missing 10,0% 7,6% 4,3% 3,1% 14,7% 9,0%
Do not know 1,4% ,4%
Total 100,0% 100,0% 100,0% 100,0% 100,0% 100,0%
Missing 6,2% 5,1% 4,3% 3,1% 14,0% 7,5%
Yes 50,0% 36,7% 61,3% 61,5% 45,5% 50,2%
No 16,2% 26,6% 10,8% 18,5% 11,9% 15,9%
Do not know 27,7% 31,6% 23,7% 16,9% 28,7% 26,5%
Total 100,0% 100,0% 100,0% 100,0% 100,0% 100,0%
Influence: only family 8,1% 9,1% 17,1% 12,5% 8,7% 10,6%
Influence: family and teacher, +- others 24,3% 25,8% 22,9% 23,2% 16,3% 22,1%
Influence: teacher +-others /but family not/ 19,8% 19,7% 21,4% 21,4% 18,3% 19,9%
Influence: only others /neither family, nor teacher/ 10,8% 6,1% 8,6% 7,1% 11,5% 9,3%
Influence: other constellations 6,3% 4,5% 8,6% 7,1% 9,6% 7,4%
Influence: none of actors 30,6% 34,8% 21,4% 28,6% 35,6% 30,7%
Total 100,0% 100,0% 100,0% 100,0% 100,0% 100,0%

Parents: highest level of education

q40: Where to continue schooling?

q40a: optional question: Success in 
enrollment?

q41: Stop studying: reason

q44: Planning to continue studies in 
higher education?

Typology: actors influencing choice of 
school
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Table 12: Educational choices, according to social status of parents  

Low status
Lower-middle 

status
Upper-middle 

status Upper status Missing Total
Missing 22,2% 19,6% 16,6% 7,9% 40,6% 18,9%
Comprehensive secondary 39,5% 38,7% 33,7% 44,4% 18,8% 36,6%
secondary technical school 6,1% 5,9% 7,9% 3,1% 5,1%
secondary level vocational training school 32,1% 30,7% 40,8% 38,1% 31,3% 35,2%
Do not know 6,2% 4,9% 3,0% 1,6% 6,3% 4,1%
Total 100,0% 100,0% 100,0% 100,0% 100,0% 100,0%
Missing 7,4% 6,1% 4,7% 6,3% 15,6% 6,5%
Yes 63,0% 73,0% 65,3% 67,2% 46,9% 66,5%
No 29,6% 20,9% 30,0% 26,6% 37,5% 27,1%
Total 100,0% 100,0% 100,0% 100,0% 100,0% 100,0%
I continue studying 60,5% 70,6% 75,9% 81,3% 46,9% 70,6%
I have to earn money 17,3% 11,7% 8,8% 7,8% 9,4% 11,0%
I have to help at home 1,2% 2,5% 2,9% 1,6% 2,2%
I will get married 1,2% ,6% 1,2% 3,1% 1,0%
I am expecting a baby ,6% 1,6% ,4%
I am fed up with going to school 3,7% 3,1% 2,4% 3,1% 3,1% 2,9%
Other reason 1,2% 2,5% 2,9% 1,6% 6,3% 2,5%
Missing 14,8% 9,2% 4,7% 3,1% 28,1% 9,0%
Do not know ,6% 3,1% ,4%
Total 100,0% 100,0% 100,0% 100,0% 100,0% 100,0%
Missing 9,9% 7,4% 3,5% 6,3% 25,0% 7,5%
Yes 40,7% 57,7% 47,6% 59,4% 31,3% 50,2%
No 19,8% 10,4% 20,0% 17,2% 9,4% 15,9%
Do not know 29,6% 24,5% 28,8% 17,2% 34,4% 26,5%
Total 100,0% 100,0% 100,0% 100,0% 100,0% 100,0%
Influence: only family 3,3% 12,3% 11,4% 15,1% 4,3% 10,6%
Influence: family and teacher, +- others 29,5% 15,9% 25,0% 24,5% 17,4% 22,1%
Influence: teacher +-others /but family not/ 14,8% 23,2% 18,9% 20,8% 17,4% 19,9%
Influence: only others /neither family, nor teacher/ 8,2% 12,3% 8,3% 5,7% 8,7% 9,3%
Influence: other constellations 6,6% 7,2% 8,3% 7,5% 4,3% 7,4%
Influence: none of actors 37,7% 29,0% 28,0% 26,4% 47,8% 30,7%
Total 100,0% 100,0% 100,0% 100,0% 100,0% 100,0%

Status of the family: on the ground of parents personal status

q40: Where to continue schooling?

q40a: optional question: Success in 
enrollment?

q41: Stop studying: reason

q44: Planning to continue studies in 
higher education?

Typology: actors influencing choice of 
school
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Table 13: Educational choices, according to gender of student 

Missing Boy Girl Total
Missing 50,0% 23,7% 12,4% 18,9%
Comprehensive secondary 25,0% 35,1% 38,7% 36,6%
secondary technical school 5,0% 5,3% 5,1%
secondary level vocational training school 25,0% 31,2% 40,4% 35,2%
Do not know 5,0% 3,1% 4,1%
Total 100,0% 100,0% 100,0% 100,0%
Missing 7,5% 5,3% 6,5%
Yes 75,0% 67,5% 65,0% 66,5%
No 25,0% 25,0% 29,6% 27,1%
Total 100,0% 100,0% 100,0% 100,0%
I continue studying 66,8% 76,5% 70,6%
I have to earn money 25,0% 12,1% 9,3% 11,0%
I have to help at home 1,8% 2,7% 2,2%
I will get married 1,4% ,4% 1,0%
I am expecting a baby ,9% ,4%
I am fed up with going to school 25,0% 2,9% 2,7% 2,9%
Other reason 2,9% 2,2% 2,5%
Missing 50,0% 11,4% 5,3% 9,0%
Do not know ,7% ,4%
Total 100,0% 100,0% 100,0% 100,0%
Missing 25,0% 11,1% 2,7% 7,5%
Yes 50,0% 48,2% 52,7% 50,2%
No 25,0% 13,9% 18,1% 15,9%
Do not know 26,8% 26,5% 26,5%
Total 100,0% 100,0% 100,0% 100,0%
Influence: only family 13,3% 7,3% 10,6%
Influence: family and teacher, +- others 33,3% 19,0% 25,8% 22,1%
Influence: teacher +-others /but family not/ 21,2% 18,5% 19,9%
Influence: only others /neither family, nor teacher/ 11,1% 7,3% 9,3%
Influence: other constellations 33,3% 7,1% 7,3% 7,4%
Influence: none of actors 33,3% 28,3% 33,7% 30,7%
Total 100,0% 100,0% 100,0% 100,0%

q1: Student's gender

q40: Where to continue schooling?

q40a: optional question: Success in 
enrollment?

q41: Stop studying: reason

q44: Planning to continue studies in 
higher education?

Typology: actors influencing choice of 
school
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Table 14: Educational choices, by institution 
 

Bx Voc. Indus Paris tech indus Paris mixte HS1 Bx voc 
service

Paris mixte HS2 Paris techno 
service Total

Missing 29,9% 29,1% 12,8% 16,3% 10,9% 8,9% 18,9%
Comprehensive secondary 7,2% 29,1% 66,9% 10,9% 74,5% 31,1% 36,6%
secondary technical school 2,1% 1,2% 7,5% 9,1% 17,8% 5,1%
secondary level vocational training school 55,7% 33,7% 7,5% 71,7% 3,6% 40,0% 35,2%
Do not know 5,2% 7,0% 5,3% 1,1% 1,8% 2,2% 4,1%
Total 100,0% 100,0% 100,0% 100,0% 100,0% 100,0% 100,0%
Missing 7,2% 10,5% 3,0% 9,8% 1,8% 6,7% 6,5%
Yes 63,9% 59,3% 78,5% 44,6% 78,2% 80,0% 66,5%
No 28,9% 30,2% 18,5% 45,7% 20,0% 13,3% 27,1%
Total 100,0% 100,0% 100,0% 100,0% 100,0% 100,0% 100,0%
I continue studying 61,9% 68,6% 77,0% 69,6% 74,5% 71,1% 70,6%
I have to earn money 13,4% 7,0% 7,4% 16,3% 16,4% 6,7% 11,0%
I have to help at home 1,0% 3,5% 3,0% 2,2% 2,2% 2,2%
I will get married 3,1% ,7% 1,8% 1,0%
I am expecting a baby 1,1% 2,2% ,4%
I am fed up with going to school 3,1% 3,5% 2,2% 2,2% 3,6% 4,4% 2,9%
Other reason 4,1% 2,3% 2,2% 4,3% 2,5%
Missing 12,4% 15,1% 7,4% 4,3% 3,6% 11,1% 9,0%
Do not know 1,0% 2,2% ,4%
Total 100,0% 100,0% 100,0% 100,0% 100,0% 100,0% 100,0%
Missing 12,4% 17,4% 3,0% 4,3% 6,7% 7,5%
Yes 25,8% 59,3% 68,1% 35,9% 63,6% 44,4% 50,2%
No 27,8% 7,0% 4,4% 29,3% 12,7% 17,8% 15,9%
Do not know 34,0% 16,3% 24,4% 30,4% 23,6% 31,1% 26,5%
Total 100,0% 100,0% 100,0% 100,0% 100,0% 100,0% 100,0%
Influence: only family 15,4% 14,5% 7,0% 8,3% 14,9% 3,0% 10,6%
Influence: family and teacher, +- others 28,2% 12,9% 17,4% 23,6% 23,4% 36,4% 22,1%
Influence: teacher +-others /but family not/ 16,7% 14,5% 20,0% 34,7% 17,0% 9,1% 19,9%
Influence: only others /neither family, nor teacher/ 3,8% 14,5% 13,9% 9,7% 4,3% 3,0% 9,3%
Influence: other constellations 3,8% 8,1% 10,4% 1,4% 12,8% 9,1% 7,4%
Influence: none of actors 32,1% 35,5% 31,3% 22,2% 27,7% 39,4% 30,7%
Total 100,0% 100,0% 100,0% 100,0% 100,0% 100,0% 100,0%

q44: Planning to continue 
studies in higher 
education?

Typology: actors 
influencing choice of 
school

secondary school

q40: Where to continue 
schooling?

q40a: optional question: 
Success in enrollment?

q41: Stop studying: reason
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Table 15: Educational choices, by educational stream 
 

Voc Bac Voc certificate Non voc 10th gr. Total
Missing 19,1% 31,5% 8,7% 18,9%
Comprehensive secondary 16,4% 6,2% 71,2% 36,5%
secondary technical school 2,8% 9,6% 5,1%
secondary level vocational training school 60,9% 56,2% 5,5% 35,3%
Do not know 3,6% 3,4% 5,0% 4,1%
Total 100,0% 100,0% 100,0% 100,0%
Missing 8,2% 8,4% 4,1% 6,5%
Yes 48,2% 60,1% 81,0% 66,6%
No 43,6% 31,5% 14,9% 26,9%
Total 100,0% 100,0% 100,0% 100,0%
I continue studying 66,4% 62,9% 78,7% 70,5%
I have to earn money 10,9% 11,8% 10,4% 11,0%
I have to help at home 4,5% 2,2% ,9% 2,2%
I will get married 1,7% ,9% 1,0%
I am expecting a baby ,9% ,6% ,4%
I am fed up with going to school 2,7% 3,4% 2,7% 2,9%
Other reason 3,6% 4,5% ,5% 2,6%
Missing 10,9% 12,4% 5,4% 9,0%
Do not know ,6% ,5% ,4%
Total 100,0% 100,0% 100,0% 100,0%
Missing 3,6% 15,7% 2,7% 7,5%
Yes 50,9% 25,8% 69,2% 50,1%
No 17,3% 26,4% 6,8% 15,9%
Do not know 28,2% 32,0% 21,3% 26,5%
Total 100,0% 100,0% 100,0% 100,0%
Influence: only family 10,2% 11,9% 9,8% 10,6%
Influence: family and teacher, +- others 20,5% 23,1% 22,3% 22,2%
Influence: teacher +-others /but family not/ 23,9% 20,9% 16,8% 19,7%
Influence: only others /neither family, nor teacher/ 12,5% 5,2% 10,9% 9,4%
Influence: other constellations 4,5% 4,5% 10,9% 7,4%
Influence: none of actors 28,4% 34,3% 29,3% 30,8%
Total 100,0% 100,0% 100,0% 100,0%

Typology: actors 
influencing choice of 
school

q40: Where to continue 
schooling?

q40a: optional question: 
Success in enrollment?

q41: Stop studying: reason

q44: Planning to continue 
studies in higher 
education?

D iploma prepared



Table 16: Attitudes toward school and the experience of discrimination, by parental educational level  
 

Variables cross-tabulated with EDUCOMP: SCHOOLW. GETALONG. ATMOSPHER. FRIENDS. FEELSCH. DISCT ; DISCTUD. DISCDAY. DISCPEER 
Significant measure of association (Cramér v.) 

 

 

None of 
parents 
above 

elementary 
schooling

Higest: 
secondary 
vocational -

without 
academic 
certificate

Highest: 
secondary 

level - 
academic 
certificate

Highest: 
university or 

college 
degree

Parental 
educational 
levels are 
unknown 

/both/ Total
Discrimination by teacher never 
occurred 84,6% 87,3% 87,1% 75,4% 93,8% 86,9%

Discrimination by teacher occurred 15,4% 12,7% 12,9% 24,6% 6,2% 13,1%
Total 100,0% 100,0% 100,0% 100,0% 100,0% 100,0%
Discrimination by peers never occurred 83,1% 73,4% 79,6% 64,6% 81,4% 78,1%

Discrimination by peers occurred 16,9% 26,6% 20,4% 35,4% 18,6% 21,9%
Total 100,0% 100,0% 100,0% 100,0% 100,0% 100,0%
Discrimination did not occur in main 
daily contacts 74,6% 69,6% 75,3% 60,0% 80,7% 73,8%

Discrimination occurred: either teacher 
or schoolmates/peers 18,5% 21,5% 16,1% 20,0% 13,8% 17,4%

Discrimination occurred: both teachers 
and schoolmates/peers 6,9% 8,9% 8,6% 20,0% 5,5% 8,8%

Total 100,0% 100,0% 100,0% 100,0% 100,0% 100,0%

Discrimination in main daily contacts outside home: 
occurred? (teacher, schhoolmates, peers)

Parents: highest level of education

Has discrimination by teacher occurred?

Has discrimination by schoolmate or peer occurred?
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Table 17: Attitudes toward school and (the experience of) gender discrimination  
 

Variables cross-tabulated with SGENDER: SCHOOLW. GETALONG. ATMOSPHER,* FRIENDS,** 
FEELSCH. DISCT ; DISCTUD. DISCDAY. DISCPEER 
Significant measure of association (Cramér v.) 
 

   q1: Student's gender 
   Boy Girl Total 

Missing 7.9 2.2 5.3 

Yes 18.2 11.5 15.2 

Rather yes 47.5 47.8 47.6 

Rather no 21.1 31.4 25.7 

Q30 I feel good about schoolwork 

No 5.4 7.1 6.1 

 Total 100 100 100 

Missing 6.8 1.3 4.3 

Very good 38.6 32.3 35.8 

Good 36.4 33.2 35.0 

Average 10.0 21.2 15.0 

Q35 What do you think of the athmosphere in your 
class? 

Bad 8.2 11.9 9.9 

 Total 100 100 100 

Missing 4.3  2.4 

Yes. several 90.7 92.9 91.7 

Yes. only one 2.5 5.8 4.0 

No. anyone 2.5 1.3 2.0 

Q36 Do you have friends in your class? 

Total 100 100 100 

 
* Obtained from answers to q35 “What do you think about the atmosphere in your class?” 
** Obtained from q36 “Do you have friends in your class ?”
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Table 18: Attitudes toward school and experience of discrimination, by institution  
 

Variables cross-tabulated with SCHOOL:  
SCHOOLW. GETALONG. ATMOSPHER. FRIENDS. FEELSCH. DISCT ; DISCTUD. DISCDAY. DISCPEER 
Measure of association (Cramér v.) significant : 
 

 Voc HS 
G.Brassens 

Lormont 

Mixte HS 
Pluritec 
St Denis 

Mixte HS 
Pasteur 
St Denis 

Voc HS 
Notre Dame 

Bordeaux 

Mixte HS 
Ronsard 
St Denis 

Mixte HS 
J. Moulin 
St Ouen 

Total 

q30.1: I feel good about 
schoolwork 
                                         

Missing 
Yes 
Rather yes 
Rather no 
No 
Total 

3.1% 
28.9% 
38.1% 
21.6% 
8.2% 

100.0% 

18.6% 
16.3%
41.9% 
18.6% 
4.7% 

100.0% 

4.4% 
14.1% 
55.6% 
20.7% 
5.2% 

100.0% 

1.1% 
9.8% 

56.5% 
27.2% 
5.4% 

100.0% 

 
7.3% 

32.7% 
54.5% 
5.5% 

100.0% 

2.2% 
11.1% 
55.6% 
22.2% 
8.9% 

100.0% 

5.3% 
15.5% 
47.6% 
25.5% 
6.1% 

100.0% 
q30.2: I get along with other 
students 

 Missing 
 Yes 
 Rather yes 
 Rather no 
 No 
 Total 

2.1% 
49.5% 
42.3% 
4.1% 
2.1% 

100.0% 

12.8% 
43.0% 
38.4% 
4.7% 
1.2% 

100.0% 

2.2% 
51.1% 
40.7% 
2.2% 
3.7% 

100.0% 

2.2% 
45.7% 
44.6% 
6.5% 
1.1% 

100.0% 

1.8% 
38.2% 
50.9% 
9.1% 

 
100.0% 

2.2% 
53.3% 
33.3% 
6.7% 
4.4% 

100.0% 

3.9% 
47.3% 
41.8% 
4.9% 
2.2% 

100.0% 
q35: What do you think of the 
athmosphere in your class? 

 Missing 
 Very good 
 Good 
 Average 
 Bad 
 Total 

5.2% 
35.1% 
41.2% 
13.4% 
5.2% 

100.0% 

12.8%
36.0% 
34.9% 
5.8%

10.5% 
100.0% 

1.5% 
44.4% 
34.1% 
13.3%
6.7%

100.0% 

1.1% 
30.4% 
35.9% 
23.9% 
8.7% 

100.0% 

3.6% 
32.7% 
25.5% 
18.2% 
20.0% 

100.0% 

2.2% 
26.7% 
31.1% 
22.2% 
17.8% 

100.0% 

4.3% 
35.9% 
34.7% 
15.3% 
9.8% 

100.0% 
q36 : Do you have friends in your 
class? 

Missing 
 Yes. several 
 Yes. only one 
 No. none 
 Total 

4.1% 
92.8% 
2.1% 
1.0% 

100.0% 

7.0% 
88.4% 
1.2% 
3.5% 

100.0% 

.7% 
89.6% 
5.2% 
4.4% 

100.0% 

1.1% 
94.6% 
4.3% 

 
100.0% 

 
90.9% 
5.5% 
3.6% 

100.0% 
 

 
93.3% 
6.7% 

 
100.0% 

2.4% 
91.4% 
3.9% 
2.4% 

100.0% 
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Table 19: Attitudes toward the school and the experience of discrimination, by stream 
 

Variables cross-tabulated with DIPLOME PREPARE:  
SCHOOLW. GETALONG. ATMOSPHER. FRIENDS. FEELSCH. DISCT. DISCTUD. DISCDAY. DISCPEER 
Measure of association (Cramér v.) significant. 

 
  

Voc Bac Voc Cert 
BEP/CAP 

Non-voc Bac 
(general and 

technical) 
Total 

Missing 4.5% 7.3% 3.6% 5.1% 
Yes 15.5% 22.5% 10.0% 15.5% 
Rather yes 51.8% 44.4% 48.4% 47.7% 
Rather no 20.9% 19.7% 32.6% 25.5% 
No 7.3% 6.2% 5.4% 6.1% 

q30.1 : I feel good about schoolwork 

Total 100.0% 100.0% 100.0% 100.0% 
 
 

 A-17



Table 20: Peer relations, by institution 
 

Variables cross-tabulated with SCHOOL: BULLYING. BULLWHO 1. BULLWHO 2. BULLWHO 3. BULLWHO 4. BULLWHO 5. DOING 1. DOING 2. DOING 3. DOING 
4. DOING 5. CLOSEETH 
Measure of association (Cramér v.  ) significant  
% 
 

Voc Hs MixtHS MixteHS Voc HS MixteHS MixteHS 
Brassens Pluritec Pasteur NotreDame Ronsard J.Moulin 

    

Lormont StDenis StDenis Bordeaux StDenis StOuen 

Total 

Missing 5.2 4.7  3.3   2.4 
Frequently 36.1 61.6 42.2 21.7 63.6 57.8 44.3 
Occasion 48.5 31.4 48.9 69.6 36.4 35.6 47.1 
Never 10.3 2.3 8.9 5.4  6.7 6.3 

q37 : Does bullying 
occur? 

Total 100 100 100 100 100 100 10 
Missing 5.2 11.6 11.1 7.6 9.1 4.4 8.6 
Boys&girls 32.0 29.1 47.4 53.3 49.1 71.1 44.7 
Not ind. 54.6 59.3 35.6 35.9 41.8 20.0 42.5 
Not applic 8.2  5.9 3.3  4.4 4.1 

q39.1  Bullying 
gender 

Total 100 100 100 100 100 100 100 
Missing 6.2 11.6 11.1 7.6 9.1 4.4 8.8 
Diff. class 36.1 33.7 42.2 51.1 61.8 57.8 44.7 
Not ind. 49.5 54.7 40.7 38.0 29.1 33.3 42.4 
Not applic 8.2  5.9 3.3  4.4 4.1 

q39.2  Bullying diff 
classes 

Total 100 100 100 100 100 100 100 
Missing 6.2 11.6 11.1 7.6 9.1 4.4 8.8 
Diff. ethnic  36.1 32.6 20.7 40.2 32.7 37.8 32.0 
Not ind. 49.5 55.8 62.2 48.9 58.3 53.3 55.1 
Not applic 8.2  5.9 3.3  4.4 4.1 

q39.5 Bullying diff. 
ethnic origin 

Total 100 100 100 100 100 100 100 
Missing 14.4 17.4 7.4 6.5 1.8 8.9 9.8 
Happens 55.7 61.6 85.2 75.0 89.1 77.8 75.5 
NoHappen 29.9 20.9 7.4 18.5 9.1 13.3 16.7 

q54b2 Learn 
together 

Total 100 100 100 100 100 100 100 
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Missing 13.4 22.1 9.6 6.5 1.8 11.1 11.2 
Happens 57.7 53.5 76.3 10.7 83.6 71.1 68.2 
NotHappen 28.9 24.4 14.1 22.8 14.5 17.8 20.6 

q54b3 Hang out 
together 

Total 100 100 100 100 100 100 100 
Missing 13.4 22.1 11.1 7.6 3.6 11.1 12.0 
Happens 50.5 48.8 73.3 71.7 78.2 75.6 65.3 
NotHappen 36.1 29.1 15.6 20.7 18.2 13.3 22.7 

q54b4 Share 
secrets 

Total 100 100 100 100 100 100 100 
Missing 14.4 20.9 8.1 6.5 7.3 15.6 11.8 
Happens 44.3 41.9 68.1 57.6 70.9 68.9 57.6 
NotHappen 41.2 37.2 23.7 35.9 21.8 15.6 30.6 

q54b5  Visit each 
other’s home? 

Total 100 100 100 100 100 100 100 
In all  40.7 36.8 62.1 52.3 69.2 63.4 53.4 
Never  11.6 2.9 .8 5.8 1.9  4.2 
In some  47.7 60.3 37.1 41.9 28.8 36.6 42.5 

Activities w/ mates 
diff. eth.orig 

Total 100 100 100 100 100 100 100 
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Variables cross-tabulated with DIPLÔME PRÉPARÉ : BULLYING. BULLWHO 1. BULLWHO 2. BULLWHO 3. BULLWHO 4. BULLWHO 5. DOING 1. DOING 2. DOING 
3. DOING 4. DOING 5. CLOSEETH 

Bac pro BEP et CAP 2de g?n?rale Total
Missing 3,6% 3,9% ,5% 2,4%
Yes, frequently 41,8% 36,0% 52,0% 44,2%
Yes, occasionally 50,9% 50,6% 42,5% 47,2%
Never 3,6% 9,6% 5,0% 6,3%
Total 100,0% 100,0% 100,0% 100,0%
Missing 11,8% 6,2% 9,0% 8,6%
Indicated: between boys and girls 33,6% 41,6% 52,9% 44,8%
Not indicated 53,6% 45,5% 34,4% 42,4%
not applicable ,9% 6,7% 3,6% 4,1%
Total 100,0% 100,0% 100,0% 100,0%
Missing 11,8% 6,7% 9,0% 8,8%
Indicated: between different classes 51,8% 37,6% 46,6% 44,6%
Not indicated 35,5% 48,9% 40,7% 42,4%
not applicable ,9% 6,7% 3,6% 4,1%
Total 100,0% 100,0% 100,0% 100,0%
Missing 8,2% 15,7% 6,8% 10,2%
Happens 76,4% 68,0% 80,1% 75,0%
Does not happen 15,5% 16,3% 13,1% 14,7%
Total 100,0% 100,0% 100,0% 100,0%
Missing 7,3% 18,0% 4,5% 9,8%
Happens 70,9% 57,3% 87,8% 73,5%
Does not happen 21,8% 24,7% 7,7% 16,7%
Total 100,0% 100,0% 100,0% 100,0%
Missing 7,3% 16,9% 8,6% 11,2%
Happens 66,4% 57,3% 77,8% 68,2%
Does not happen 26,4% 25,8% 13,6% 20,6%
Total 100,0% 100,0% 100,0% 100,0%
Missing 9,1% 18,0% 8,6% 12,0%
Happens 64,5% 53,4% 75,6% 65,4%
Does not happen 26,4% 28,7% 15,8% 22,6%
Total 100,0% 100,0% 100,0% 100,0%
Missing 8,2% 18,0% 8,6% 11,8%
Happens 52,7% 47,8% 67,9% 57,6%
Does not happen 39,1% 34,3% 23,5% 30,6%
Total 100,0% 100,0% 100,0% 100,0%
In all activites 47,0% 43,9% 63,5% 53,5%
Never happens 4,0% 9,5% ,5% 4,2%
In some activities 49,0% 46,6% 36,1% 42,3%
Total 100,0% 100,0% 100,0% 100,0%

diplŖme pr?par?

q37: Does bullying occur?

q39.1: Bullying: gender?

q39.2: Bullying: different classes?

q54.b1: Sit together in canteen?

q54.b2: Learn together?

q54.b3: Hang out together?

q54.b4: Share secrets?

q54.b5: Visit each other's home?

Activities done together with mate 
having different "ethnic origin" 

Measure of association (Cramér v.) significant with the variables present in the table  

Table 21: Peer relations, by education stream 

 

 



Table 22: Where to live 
Where would you like to live  

  Majority 
Maghreb 

and Turkey Africa other identity  Total Cramer-V 

Missing 9.1 18.8 31.1 18.0 18.7 

Same neighbourhood 14.5 16.3 4.4 11.5 12.4 

Same locality. another 
neighbourhood 

5.5 6.3 6.7 3.3 5.4 

Another city or town 16.4 16.3 20.0 13.1 16.2 

Another village 12.7 2.5  3.3 4.6 

In the capital 3.6 7.5 4.4 6.6 5.8 

Abroad: in the country of 
my ancestors 

3.6 2.5 8.9 14.8 7.1 

Abroad: in a different 
country 

9.1 15.0 4.4 14.8 11.6 

Do not know 25.5 15.0 20.0 14.8 18.3 

.033 

Boy 

  100.0 100.0 100.0 100.0 100.0 

Missing 11.9 10.8 20.8 17.1 14.8 

Same neighbourhood 9.5 16.2 3.8 7.3 10.0 

Same locality. another 
neighbourhood 

11.9 9.5 5.7 7.3 8.6 

Another city or town 23.8 13.5 20.8 12.2 17.1 

Another village 2.4   2.4 1.0 

In the capital 16.7 13.5 7.5 7.3 11.4 

Abroad: in the country of 
my ancestors  2.7 9.4 7.3 4.8 

Abroad: in a different 
country 

2.4 10.8 22.6 12.2 12.4 

Do not know 21.4 23.0 9.4 26.8 20.0 

Girl 

  100.0 100.0 100.0 100.0 100.0 

ns 

Will you live with a spouse / partner?  

Missing 5.5 6.3 13.3  5.8 

Yes 65.5 71.3 64.4 78.7 70.5 

No 5.5 2.5 2.2 1.6 2.9 

I do not know yet 23.6 20.0 20.0 19.7 20.7 

Boy 

  100.0 100.0 100.0 100.0 100.0 

ns 
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Missing 4.9 5.4 13.2 7.3 7.7 

Yes 65.9 86.5 69.8 63.4 73.7 

No 2.4 2.7 3.8 9.8 4.3 

I do not know yet 26.8 5.4 13.2 19.5 14.4 

Girl 

  100.0 100.0 100.0 100.0 100.0 

.027 

Would you like to have children?  

Missing 7.3 5.0 15.6 6.6 7.9 

Yes 58.2 76.3 68.9 75.4 70.5 

No 10.9 1.3  1.6 3.3 

I do not know yet 23.6 17.5 15.6 16.4 18.3 

Boy 

  100.0 100.0 100.0 100.0 100.0 

.018 

Missing 9.5 8.1 13.2 12.2 10.5 

Yes 71.4 90.5 81.1 73.2 81.0 

No 7.1  1.9 9.8 3.8 

I do not know yet 11.9 1.4 3.8 4.9 4.8 

Girl 

  100.0 100.0 100.0 100.0 100.0 

.044 
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