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1 Introduction

The main focus of this doctoral dissertation was to explore the experiences of
inequalities and the expectations of a good life of girls of Turkish origin living in
Germany. Essentially, the research focused on identifying the gaps and analyzing
inequality through girls’ interpretation of a good life in Germany. A pilot study
was conducted in order to redefine the research design, research questions, data
collection methods and methodology. The pilot study had identified that focus
groups provided a rich amount of data but were not enough to analyze the
experienced inequalities and the individual agency of the participants. The pilot
study revealed that it needed to be triangulated with a socio-economic question-
naire, to be able to report the distribution of the socio-economic backgrounds of the
participants among the Turkish immigrant youth. An individual life history
interview was used as a method of data collection to analyze how Turkish girls
interpreted their feelings of inequality and active agency.

As a result of analyzing the pilot data using Grounded Theory methodology,
two goals of the research were identified. The first one was to determine how girls
of Turkish origin living in Germany developed a positive view of themselves; such
as empowerment, agency, emancipation, inspirations and aspirations, as they were
challenged at school and in the German society. The second was to ascertain how
girls of Turkish origin living in Germany interpreted challenges, at school and in
the wider society, to obtaining a good life. I aimed to develop the literature review
with concepts derived through the results of the pilot study, because a literature
review that has been conducted with the concepts relevant to the objective of the
study results in building the background of the research (Hammick, 1996).

This research is framed with Sen’s (2009) conceptualization of the Capabil-
ity Approach to welfare and well-being, as well as Martha Nussbaum’s concept
of education and agency (2013). The Capability Approach (Sen, 2009 &
Nussbaum, 2011) discusses what a person is able to do with the given resources
and what a person needs in order to live a life which he/she desires to live. The
Capability Approach is an evaluative approach for analyzing what the limitations
are in life which prevent a person from living a good life. Biggeri and Libanora’s
(2011) implementation of the capabilities approach is used for designing the
interview guidelines. A Grounded Theory approach (Charmaz, 2017) was used
to analyze the data.
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2 1 Introduction

Research in Germany reveals that children of immigrants are disadvantaged
in the German school education system and the family’s socio-economic status
determines the school education outcomes of children and youth (OECD 2017).
The starting point of this research questioned how inequality in school education
would affect the life opportunities of the socially vulnerable children and youths of
immigrant-origin. The pilot data revealed that girls highlighted a ‘good school
education’ as fundamental for a ‘good life’. In the actual data collection, opportu-
nities for a good life were linked to opportunities for a good school education.

In order to find the inequalities in the life of socially vulnerable girls of
Turkish origin, this research conceptualized how ethnicity and migration back-
ground deprives or enhances the capabilities (opportunities) of young, 2nd, 3rd
and 4th generation, women of Turkish origin living in Germany. The data for
research was collected in collaboration with colleagues working in the field of
youth and education in the Federal State of North Rhein Westphalia. The
participants were girls between the ages of 13 and 21 years residing in North
Rhine Westphalia’s (NRW) socio-economically vulnerable areas.

In the main data collection phase there were 20 focus groups, consisting of
five to eight girls, a socio-economic questionnaire after each focus group and 25
individual life history interviews with the girls who participated in the focus
groups, conducted in order to analyze the personal experiences of inequality. The
questionnaire was included in order to control the effects of external factors,
such as migration background, ethnicity, religion and gender, as it was a
heterogeneous group of participants. In the main data collection, the interview
guidelines were structured to investigate what girls of Turkish origin perceived
to be opportunities and inequalities, and how they removed these limitations
(agency) for a good life. As a result, the research was centered on two main
concepts, these were a ‘good life’ and opportunities to achieve a ‘good school
education’.

Four main categories were identified in the findings of the research: Con-
struction of Identity; Aspiration for Education; Marginalization; and Living in a
Multicultural Society. Construction of Identity has been subcategorized into;
‘Citizenship’, ‘Religion’ and ‘Identity’. ‘Marginalization’ also has three sub-
categories, namely ‘Discrimination’, ‘Stereotypes’ and ‘Institutional Marginali-
zation’ and ‘Living in a Multicultural Society’ has been separated into categories
termed ‘Unity’ and ‘Multiculturalism’.
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2 Literature review

2.1 The Challenges for Migrant Origin Pupils in the German Education
System

Children of immigrants have been challenged in the German education system.
The data obtained during this research project revealed that children of immigrants
encountered various difficulties during their school education. In addition, children
of immigrants have been subject to various disadvantages and unequal treatment in
their school education. For example, studies have shown that migrant children tend
to be classified as having learning disabilities simply because of their sub-standard
German language skills (Kornmann, 2006; Hovestadt, 2003). Some academics
infer that students are not primarily disadvantaged because of their migrant origin,
but rather because of their socially disadvantaged position (Kristen, 2006), which
often coincides with a ‘migration background’.

The 2015 PISA results revealed that equity has improved in Germany since
the 2006 PISA results. Students’ socioeconomic status became less of a reliable
predictor of achievement in Germany. The number of resilient pupils who beat the
socio-economic odds against them increased (OECD 2016). Despite the increase in
the skills of young people with low socio-economic status, further efforts are still
needed to reduce the linkage between social background and achievement. In
addition, research in Germany does not provide sufficient answers on whether
pupils of migrant origin are primarily disadvantaged because of their migration
background or because of their socioeconomic situation. Regardless of these
questions, pupils of migrant origin are disadvantaged in school education.

The main reason for this considerable discrimination against pupils with a
migration background can be found within the multi-track school system — with
its highly selective streaming after grade 4 (or 6 in Berlin). Mechanisms inherent
to the school system contribute to discrimination against migrant children
(Gomolla and Radtke, 2000). There are also social inequalities in the transition
from primary school (Grundschule) to lower secondary school (Realschule) that
children of immigrants are subject to.

Children of foreign origin have fewer chances of being recommended for
the Gymnasium than German children, even when they share the same academic
achievement level and social status (Bos et al., 2007). The children and youth of
migrant families have a high rate of repeating a class or attending a special
education (Auernheimer, 2005).
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4 2 Literature review

2.2 Identity and Identity Threat

Pupils of immigrant origin are not only deprived via structural means, such as
social class and limited opportunities for a good school education, but are also
confronted with stereotypes, defamation, and stigmatization.

A collective group identity of ‘foreigners’ was developed on the basis of an
exclusionary classification from the dominant German discourse, Ausldnder
(foreign), which clearly defines the position of immigrant origin people within
German society. An understanding of what it means to be German would open
up new perspectives in regard to the German society (Wilhelm, 2013, p. 26).
Minority pupils are disadvantaged as they are considered an identity threat in
academic settings. This so-called dual identity threat is likely to arise when the
majority group denies, questions, or rejects the double membership claims of the
second generation as fellow citizens (Berry et al, 2006). Also, research shows
that ethnic minority students with a strong sense of ethnic identity were more
vulnerable to identity threat (Cole et. al., 2007).

An analysis of the literature in Europe on how school education shapes the
identity of children and youth showed that European schools were one of the
main sources of emphasizing Eurocentric cultural domination. This might
marginalize the identity of ethnic minority pupils in school education and in
various spheres of life. Schneider ez al. (2012, p. 232) claim that the real problem
in Europe is more likely to be the mainstream’s lack of imagination on how
people can hold multiple forms of belonging. The adaptive value of a dual
identity strategy thus depends crucially on the intergroup context, particularly in
the acceptance of cultural diversity by the majority group (Baysu et al., 2011,
p.123).

Specifically, dual identity claims are at odds with an ethnic representation
of national identity, which excludes ethnic minorities as outsiders who do not
belong to the nation (Meeus et al., 2010). Baysu et al., (2011, p.128) argue that
the same level of perceived identity threat may have differential consequences
for a minority’s school success depending on the adaptive value of different
identity strategies in specific intergroup contexts. Berry et al. (2006) labeled a
category, which refers to those who are weakly committed to both ethnic and
national cultures and identities, which may ‘marginalize’ children and youth
from the immigrant origin.

According to the results of a study in Europe, religion is shown to be an
important element of Turkish identity in countries where they are most stigmatized
(Herzog-Punzenberger, B., & Schnell, P., 2012, p. 203). The second generation sits
between forces that often pull them in different directions: their immigrant parents,
their wider family and community networks, their friends, their schools, and the
wider society into which they were born or moved as a child (Schneider & Crul,
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2012, p. 206). Considering that the participants of this research are young, Turkish,
Muslim women, it is important to highlight that being Muslim is the most
important reason why public discourse defaming Muslims and devaluing their
family of origin is a danger to the lives of these young people (Wilpert, 2013,
p. 122).

The European debate has thus misconstrued the actual state of affairs. Its
image of a large majority of Muslim youths, who are strongly religious and hold
radical Islamic views, does not resemble reality. Instead, this attitude pushes them
out of society (Crul & Mollenkopf, 2012, p. 253). Europe uses religion, citizenship,
and ethnic origin to draw social boundaries, without creating a race, which remains
a taboo term (Tran et al., 2012, p. 161). Baysu et al. (2011, p. 128) highlighted that
both social identity theory and stereotype threat research have associated a dual
identity strategy with increased vulnerability to identity threat, which is relevant to
the results of this research. From another angle, identity threat to marginalized
identities reveals that when integration is for ‘the moral good’, what happens in
practice is the reproduction of a hierarchical insider/outsider structure. This
prescribes conformity and frequently diminishes the acculturation responsibilities
of the non-Muslim mainstream (Bowskill ez al., 2007, p. 807).

2.3 Citizenship

In Germany, the idea that citizenship and ethnic belonging can legitimately exist
side-by-side is not yet commonly understood in the context of the dominant
political discourse (Wilpert, 2013). Germany’s citizenship was based on nationality
which means that it depended on the heritage or origin of the individual. According
to Article 116 of the German Constitution, the category of ‘Germans’ does not
only consist of German citizens but also of people of German ethnicity who do not
live in Germany and are not citizens (Koppmans, 1999). Dual citizenship is valid
until the age of 23. Also, in 2000, the law defined that people who have been
residing in Germany for at least eight years, and have passed the German language
examination, could obtain German citizenship.

Later in 2007, a law on the transposition of the European Union (EU)
Directives and labor laws was introduced as a reform. The reform legislation of
2007 introduces a new administrative procedure for the determination of the
nationality status of a person, by application or in the case of a particular public
interest (Heilbronn, 2012). Siissmuth and Morehouse (2009, p. 267) interpreted
the reforms as an encouraged and much needed public debate on Germany as a
country of continuing immigration. They claimed it changed the climate of the
discussion about integration, focusing on the positive outcomes that can be
expected and the benefits that migrants can offer the society. Finally, in 2014,
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the citizenship law opened a pathway for young people who were born in
Germany to obtain a dual citizenship.

Multicultural policies, often combined with inclusive citizenship rights, anti-
discrimination, and equal opportunity policies, did have positive effects in many
fields of integration (Koopmans, 2013, p. 164). Since the concept of hybridity does
not quite exist in mainstream German culture, people of immigrant origin are
confronted in public as foreigners, and positioned as outsiders or citizens of their
parents’ country of origin with which they are not familiar. Germany’s collective
identity as a country of immigrants is still fledgling and fragile, despite its decades-
long experience with immigration (Siissmuss & Morehouse, 2009, p. 275). The
issue of citizenship is central to all other debates about membership, belonging and
integration of immigrants and their children.

2.4 Contemporary School Education Reforms for Disadvantaged Pupils

The public sector, including schools and the welfare system, had not previously
been confronted with the changing needs of an increasingly diverse population
(Abali, 2009, p. 30). When compared to other industrialized countries, Germany
scored especially poorly on the performance of children from lower social and
migrant backgrounds (Hagemann, 2012, p. 292).

In recent years, one of the investments in German welfare has been the ‘All
Day Schooling’ program. This program was financed by “Zukunft Bildung und
Betreuung” (IZZB) Future of Education and Care. The traditional German
education system offered early morning to afternoon teaching. The Federal
Ministry of Education and Research introduced the provision of all-day
schooling to address the problem observed in the PISA results.

The All Day Schools offer afternoon programs according to the conceptual
framework of the All Day Schooling program, created by private providers
(Hagemann, 2012, p. 293). The German school system considered schools only
as places for teaching and learning. Schools have never been considered as
places for extra-curricular activities or for nurturing children holistically. The
number of schools providing all-day schooling expanded between 2003 and
2009. The main idea of providing all-day schooling is to narrow the achievement
gap, which occurs as a result of social background influencing children’s school
success. In addition, parents have to pay for lunch and activities. According to
the results of this research, this new type of all-day schooling has contributed a
partial solution to the provision of equal opportunities in school education.
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3 Theory of the Capability Approach

The main theoretical framework of this research is the Capability Approach. The
Capability Approach was first introduced by the 1998 Nobel Prize winner,
Amartya Sen. Martha Nussbaum was also a strong contributor to the
development of the Capability Approach. The Capability Approach is a broad
normative framework for the evaluation and assessment of well-being and social
arrangements of a society. The concepts of the Capability Approach have been
determined in the literature review, which guided the design of the project to
allow the research questions to be answered.

The Capability Approach is primarily a framework of thought, a mode of
thinking about normative issues, hence a paradigm — loosely defined — that can
be used for a wide range of evaluative purposes. The Capability Approach also
identifies social constraints that influence and restrict well-being as well as the
evaluative exercises (Robeyns, 2005, p. 96).

3.1 Capabilities, Functioning’s and Conversion Factors

The Capability Approach in basic terms discusses what a person is able to do
with their capabilities (opportunities) and what a human being can achieve
(functioning) as a result, states of ‘being’ or ‘doing’ are outcomes. The Capabi-
lity Approach thus takes account of human diversity in two ways: by its focus on
the plurality of functionings and capabilities as the evaluative space, and by the
explicit focus on personal and socio-environmental conversion factors of
commodities into functionings (Robeyns, 2005, p. 99). The Capability Approach
draws attention to what a person can do with his or her current capabilities and
what limits people having a good life.

It is also necessary to prepare the material and institutional environment so
that people are actually able to function and live a life they value (Nussbaum,
2000, p. 235). As a result, capabilities are opportunities which are available for
people to turn them into valuable actions, into functionings, which may help
people to live a valuable life. Sen describes (1999, p.75) functionings as ‘the
various things’ a person may value doing or being. In other words, functionings
are valuable activities and states that make up people’s well-being, such as being
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8 3 Theory of the Capability Approach

healthy and well-nourished, being safe, being educated, having a good job, and
being able to visit loved ones. People use capabilities in order to have valuable
functionings to ensure their well-being. For example, when a person’s basic need
for food is met, they enjoy the functioning of being well-nourished.

According to the Capability Approach, well-being, justice and development
should be conceptualized in terms of people’s capabilities to function, that is,
their effective opportunities to undertake the actions and activities that they want
to engage in, and be who they want to be. These beings and doings, which Sen
framed as functionings, together constitute what makes a life valuable.
Functionings include working, resting, being literate, being healthy, being part of
a community, being respected, and so forth.

The distinction between achieved functionings and capabilities is that one is
possible and the other is realized. In other words, functionings are achievements
and capabilities are the valuable opportunities that people can choose from. What
is ultimately important is that people have the freedom and valuable opportuni-
ties (capabilities) to lead the lives they want to live, to do what they want to do
and be the person they want to be. Once they effectively have these substantive
opportunities, they can choose those options that they value most. For example,
every person should have the opportunity to be part of a community and to
practice a religion, but if someone prefers to be an atheist, they should also have
this option (Robeyns, 2005). In Capability Theory, conversion factors, defined as
limitations in capabilities which lead to a good life, has been another central
concept identified in research. The definition of conversion factors is what a
person can take from the existing capabilities that might be restricted by social,
environmental and personal aspects of life.

Nussbaum (2000) suggested that there are three types of capabilities, basic,
internal, and combined. Nussbaum (2000, p.78-80) developed a universal list of
capabilities. These are: life; bodily health; bodily integrity; sense, imagination
and thought; emotions; practical reason; affiliation; other species; play; and
control over one’s environment. Nussbaum (2007, p.70) explained the need for
this universal list by saying “all of them are implicit in the idea of a life worthy
of human dignity.” In 2009, Nussbaum discussed her approach further, and said
it uses the idea of a threshold level for each capability. The social goal should be
understood in terms of getting citizens above this capability threshold to
participate in the democratic process and be given the opportunity of social
choice.

Nussbaum’s use of the given list of capabilities to gain minimal rights
against deprivation is extremely useful in a practical sense. Sen (2004, p.78)
argued that there should not be a list of capabilities and that capabilities should
be determined through a democratic process of public participation. Sugden
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(2008, p.305) commented that Sen was a firm advocate of the collective
decision-making process based on democratic participation, reasoned discussion,
and openness to public scrutiny.

In contrast to Nussbaum, Amartya Sen did not suggest a list of capabilities
but suggested that the decisions related to the list should be defined
democratically by the public. Robeyns (2003, p.36) explained that he wanted to
promote the Capability Approach as a general approach for the evaluation of
individual advantage and social arrangements, and not as a well-defined theory.

Sen (2004, p.77) claimed that the problem is not with listing important
capabilities, but with insisting on one predetermined canonical list of capabilities,
chosen by theorists without any general social discussion or public reasoning. To
have such a fixed list would be a denial of the necessary public participation on
what should be included and why. Sen (2004) explained his disagreement with a
list of capabilities. He said, “The theory of evaluation and assessment does, I
believe, have the exacting task of pointing to the relevance of what we are free to
do and free to be (the capabilities in general), as opposed to the material goods we
have and the commodities we can command. But pure theory cannot ‘freeze’ a list
of capabilities for all societies for all time to come, irrespective of what the citizens
come to understand and value. That would be not only a denial of the reach of
democracy but also a misunderstanding of what pure theory can do, completely
divorced from the particular social reality that any particular society faces”.

As a result of comparing the different approaches of Sen and Nussbaum,
Robeyns (2003, p. 24) summarized the distinct difference between Sen and
Nussbaum by saying, “to perform this task, Nussbaum develops and argues for a
well-defined but general list of central human capabilities”. Sen clearly didn’t
have such a clear aim when he started to work on the Capability Approach.
When summarizing, Sen had asked, “The equality of what?”” and he argued that
there are good reasons to focus on capabilities instead of resources or utilities.

Most researchers have drawn implicitly on commonly used methods for
selecting dimensions of capabilities. The first is the use of existing data or
convention. In this method, the selection of dimensions mostly relies on con-
venience or a convention (Alkire, 2008). The second method uses the theory of
the Capability Approach to select dimensions of capabilities, i.e. choosing
concepts based on implicit or explicit assumptions about what people do value or
should value. The third option is to select capabilities based on public consensus.
In this case, dimensions would be selected using a list that has achieved a degree
of legitimacy due to public consensus. For example, human rights, national
plans, laws or strategies would be sufficient for this method (Alkire, 2009).
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3.2 Agency

The Capability Approach takes agency to the center of the theory to discuss what
a person is able to do in terms of removing the obstacles to having a meaningful
life. Agency defines what a person can achieve in his or her current condition to
contribute to a valuable life. The fundamental aspect of agency is not only for
self-benefit, as Sen (1997, p.56) described agency as a notion that includes
“acting for others” as well as the “realization” of goals. Sen (1999, p.19) refers to
agency as a person’s ability to pursue and realize goals that he or she values and
has reason to value. In a further development of the Capability Approach, agency
is related to self-determination, empowerment, authentic self-direction,
autonomy, participation, leadership and entrepreneurship (Alkire, 2009, p.51).

Continuing from the above description of agency, an agent is “someone
who acts and brings about change” (Sen 1999, P.19). Alkire (2008, p.258)
clarified the concept of agency as the following: (I) agency is exercised with
respect to the goals the person values, (ii) agency includes effective power as
well as direct goals, (iv) the identification of agency also entails an assessment of
the value of the agent’s goals, (v) the agent’s responsibility for a state of affairs
should be incorporated into his or her evaluation of it.

Sen also discussed the concept of well-being freedom (2009, p. 203). This
concept of freedom, based on the well-being aspect of a person, needs to be
clearly distinguished from a broader concept of freedom which is related to the
agency aspect of a person. In other words, a person's agency freedom refers to
what the person is free to do and achieve, in pursuit of whatever goals or values
he or she regards as important for his or her life, to achieve maximum capacity.
Agency freedom is freedom to achieve whatever the person, as a responsible
agent, decides he or she should achieve.

3.3 Women and the Capability Approach

A feminist Capability Approach would use a rich theory of gender to argue that
at least three elements of the Capability Approach have to be addressed: gender
inequalities in the conversion of resources into capabilities, the gender
inequalities in the capability sets, and how gender interacts with choice and
personal responsibilities (Robeyns, 2008, p. 96). The analytical framework for
gender equity encompasses the following aspects: the philosophical foundation
of equality of capabilities and freedoms, a focus on individuals as the objective
of gender and development, the evaluative aspect of capability expansion, and
the agency aspect of capability expansion (Fukuda-Parr, 2003). Gendered social
structures and constraints are important for all theories of well-being and justice.
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Justice theories do not take account of gender relations, explicitly relying on
androcentric and gender-biased assumptions (Robeyns, 2008, p. 89). Also,
Fukuda-Parr (2003, p. 315) highlighted the fact that gender equity has been a
prominent aspect of equity concern in public policy.

Women have also often been socialized to believe that a lower living
standard is what is right and fitting for them and that some great human goods,
for example, education and political participation, were not for them at all
(Nussbaum, 2002, p. 128). The fact is that women have been the primary victims
of socio-cultural deprivation and access to resources has been made difficult for
them (Berenger & Verdier-Chouchane, 2011, p. 281). Women are much less
likely than men to be literate, and even less likely to have a pre-professional or
technical education (Nussbaum 2000, p. 242). When women enter education and
the labor market they are confronted with various difficulties such as insufficient
child support, intimidation from their family or spouse, sex discrimination in
hiring, or lower wages compared with men in similar conditions. Women all
over the world have a lack of support for central human capabilities because they
are women. This unequal treatment is causing capability deprivation and is
creating problems for justice and equality between genders. Women have
especially been excluded from education and have been unequally treated in
terms of access to the labor market.

The basic foundation from which the Capability Approach begins, in the
political arena, is that human abilities exert a moral claim that they should be
developed. Through institutional support, women can become fully capable of
these human functions (Nussbaum, 2002, p. 131). Valuations on the basis of
race, religion, or nationality affect development efforts everywhere, intertwining
with valuations based on wealth, gender, health and status (Scanlon, 2009, p.
202). The experiences of women should not be viewed simply as a source of
examples of social injustice and problems of social arrangements, inspiring
examples of women should also be stressed to inspire women and provide an
adequate perception of the quality of life (O’Neill, 2009, p. 334).



®

Check for
updates

4 Methodology

4.1 Grounded Theory Methodology

The phenomena I studied were somewhat of a new topic in the German context.
Because of this, I initially conducted the data collection stage of the research based
on Grounded Theory methodology in order to construct research questions,
conduct the literature review and collect data. I started the field research with open-
ended questions which were designed to analyze the different aspects and
components of the concept of ‘the good life’. In the primary phase, I first learned
of and understood the concept of qualitative research before I investigated how to
conduct research based on Grounded Theory methodology.

By using the protocols in the literature, this methodology influenced the
analysis of the data as it focused the researcher’s attention on different dynamics
and alerted the researcher to the possible analytic configurations in the process of
conceptual and theoretical abstraction (Birks & Mills, 2015, p. 4). This would
later allow the researcher to obtain meaningful and cohesive analytical results
which explain the studied phenomena. Interrogating my own philosophical
position required thinking about what I believed to be true, regarding both the
nature of reality and the phenomena I was studying.

As a result, this methodology focused on the application of a set of procedures
in order to systematize the research design . Qualitative research is a form of social
inquiry that focuses on the way people interpret and make sense of their
experiences in the world in which they live. A number of different approaches
exist within the wider framework to understand the social reality of individuals,
groups, and cultures. I have used qualitative approaches to explore the behaviors,
interpretations, perspectives, and experiences of girls of Turkish origin living in
Germany. As a result, the basis of my qualitative research lay in the interpretive
approaches I used to understand the social reality the girls constructed.

The ‘Grounded Theory method (GTM)’ was ‘discovered’ in the 1960s,
when Barney G. Glaser and Anselm L. Strauss published their pioneering book
of the same name, and conveyed a crucial epistemological premise about
creating scientific knowledge (Bryant & Charmaz, 2007, p. 31). Glaser and
Strauss derived the Grounded Theory method (GTM) through analyzing their
own research decisions, most notably their analyses of the procedures and
practices used in hospitals dealing with the terminally ill (Awareness of Dying;
Bryant & Charmaz, 2007, p. 32).
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Glaser and Strauss’s book, The Discovery of Grounded Theory (1967), first
articulated these data analysis strategies and advocated for the development of
theories from research grounded in data, rather than the deduction of testable
hypotheses from existing theories (Charmaz, 2006, p. 4). Their book offered
systematic, epistemological strategies for the methodology. Glaser and Strauss
proposed a systematic, qualitative method of analysis, with its own logical start,
that could generate a theory. As a result, during my research I have used the
following procedures to formalize the systematization of my data analysis:
simultaneous involvement in data collection and analysis; the construction of
analytic codes and categories from data, not from preconceived, logically deduced
hypotheses; the use of the constant comparative method, which involves making
comparisons at each stage of analysis; the advancement of theory development
during each step of data collection and analysis; the use of memo writing to
elaborate categories, specify their properties and define the relationships between
categories; and the identification of gaps in the data and the development of more
analysis phases (Glaser and Strauss, 1967; Glaser, 1978; Strauss, 1987).

In the 1990s, Grounded Theory had not only became known for its usefulness
but also because it challenged with its positivistic assumptions. The Grounded
Theory revealed a new qualitative understanding of a studied phenomenon.
Meanwhile, scholars moved Grounded Theory away from positivism and from
Glaser, Strauss and Corbin’s epistemological model (Bryant, 2002, 2003; Charmaz
2000, 2002, 2006; Clarke 2003, 2005; Seale, 1999). Consequently, some authors
have classified Grounded Theory methodology as a positivist methodology
(Charmaz, 2006), whereas others have considered it to be an interpretive
methodology (Brown, 2011; Goulding, 1998).

Charmaz (1990, 2000, 2002, 2003, 2005, 2006) characterized Grounded
Theory by saying “we are part of the world we study and the data we collect”.
Charmaz (2006, p. 15) also claimed that Grounded Theory can give flexible
guidelines rather than rigid prescriptions. By applying Grounded Theory in my
doctoral research I have been provided with flexible guidelines, described as the
steps of the research process, and also provided with a path to follow throughout
the research process. With flexible guidelines, I was directed to use my
imagination to innovate. I have constructed a Grounded Theory by interacting
with the participants, perspectives, and earlier research findings related to the
phenomena I have studied. In terms of new knowledge produced as a result of
my study, I have constructed a Grounded Theory from participants’ implicit
meanings, perspectives, views, and experiences.

Furthermore, I have followed a ‘constructivist orientation’ during the research
project. Charmaz (2006, p. 187) introduced the concept of a constructivist
orientation to Grounded Theory analysis, in which researchers and participants
construct their own realities. During the data collection process, I was not only
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highlighting participants’ interpretations but also their experiences, because a
constructivist inquiry (Charmaz 2000, p. 510) starts with the experience and then
asks how participants construct it.

Memo writing is an as an essential tool in the Grounded Theory research
process (Bryant & Charmaz, 2007, p. 245). Thornberg & Charmaz (2012, p. 54)
explain memos as analytical or conceptual notes. The memo-writing process
helped me to see the analytical links and patterns of the data. Methodologically,
the practice of memo writing is a process that I rooted in the data analysis while
simultaneously increasing the level of abstraction of my analytical ideas
(Charmaz, 2006). To construct a Grounded Theory, I intensively wrote memos to
define codes, categories, and the relationships between categories. I also used
memos as a method of gathering additional data after the initial data collection to
facilitate theoretical development (Charmaz, 2006; Glaser & Strauss, 1967).

During the next stages, I worked on finding the ‘grounded concepts’ in the
data, as Grounded Theory emphasizes the conceptualization of the phenomenon as
categories that are ‘grounded’ through the process in various stages of data
analysis. During the analysis process, I was careful to consider the relationship
between different categories in order to build a cohesive, analytical understanding
of my research results. I was also careful to consider what kind of concepts would
be relevant to each other. First, I asked what the categories were and what their
functions were in the analytical process. Second, I wrote several questions which
clarified what it means to ‘ground’ categories. I was aware that my task as a
researcher was to clarify the kind of aspirations that might be implied in the
analysis due to the grounding of categories. Because in Grounded Theory, theory
and discovery are developed from grounded concepts constructed from social
realities.

Charmaz (2006, p. 43) argued that coding means naming segments of data
with a label that simultaneously categorizes, summarizes, and accounts for each
piece of data. During my research, I followed the suggestions of Charmaz (2003,
p. 51). For coding, the researchers asked questions such as: What do the data
suggest? What do actions and statements in the data take for granted? What
process(es) is an issue here? How can I define it? How does this process
develop? How does the research participant(s) think, feel, and act while involved
in this process? The Grounded Theory suggests that the researcher should
continually renew and refine comparisons between categories. As a result of
sorting different categories, the relationships between them could be seen clearly.

The three stages of analysis in Grounded Theory start with the initial step of
open coding the data. Categories developed during open coding related to: which
phenomenon the actions and interactions related to, conditions that led to the
occurrence of the phenomenon, the context of the investigated phenomenon,
other aspects that influenced the phenomenon because researchers are advised to
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identify types of phenomena, context, casual, intervening conditions, and
consequences which are relevant for the categories (Kelle, 2010, p. 202).

After several rounds of open coding, the remaining codes and their
properties were gathered to see what the main category would be. This phase is
called ‘focus coding’. Charmaz (2006) emphasized this phase as the phase
“where a researcher looks at the data with a critical eye to focus more on the
emerging concepts”. After gaining insight into the raw data, focused coding
gives researchers the means to explain the data in a more in-depth way, to better
define the views and experiences of the participants. Focused coding means
using the most significant and/or frequent codes, obtained during the open
coding process, to sift through a large amount of data (Charmaz, 2006, p. 57).
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Figure 1: Initial purposeful sampling

The final stage is the ‘Theoretical Phase’. For this stage, the data is analyzed from
an abstract perspective. Theoretical codes are advanced abstractions that provide a
framework for enhancing the explanatory power of the storyline and its potential
as theory (Birks & Mills, 2015, p. 123). Theoretical codes specify possible
relationships between categories developed during the focused coding stage
(Charmaz, 2006, p. 63), this phase can be considered as the saturation process.
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Theoretical saturation is used by Glaser and Strauss (1967) to define the criterion
for when to stop theoretically sampling and the data pertinent to a category.
Theoretical saturation is a necessary phase for the researcher to think about
building the abstract conceptualization of the data. During this phase, I could not
find any new codes which would build a meaningful category which would help
answer the research questions. Also in this stage, I included all properties of the
categories, sub-categories, and categories for clear integration. I applied the
constant comparative method until the theory was integrated as a result of the
analysis. Creating abstract understanding was also achieved through comparative
analyses.
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Figure 2: Grounded Theory Process Used for Data Analysis

Grounded Theory strategies may offer rich possibilities for the development of
educational and social research because of their suitability for studying a wide
range of research problems. In the process of continuous comparison and category
construction, 1 addressed the following questions: Are there any gaps in the
categories? Are there any vague or underdeveloped definitions? Am I missing any
data needed to fully understand and conceptualize categories or the relationships
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between the categories? Which comparisons do I make within and between the
categories? How do my comparisons illuminate the categories? Are there new
conceptual relationships? At the end of the analysis procedure, the Grounded
Theory offers a set of procedures and a means of generating theory (Thomas &
James, 2006). Grounded Theory allows researchers to find their own voices and
give themselves permission to formulate ideas to play with and to reconfigure
ideas to expand and explore from a wider perspective (Lempert, 2010, p. 247). The
next table shows the steps followed through the different phases of this research.
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Figure 3: The Grounded Theory Method Utilised
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5 Methods of the Research

5.1 Design of the Research

I have previously spent time abroad as an international student. From that
experience, I know how hard it is to adjust to new cultures, climates, and
traditions despite it being a very interesting personal experience. After arriving
in Germany as an international doctoral student, I started to hear negative
comments about people of migrant origin in the media, and learned about the
educational inequality in Germany. For these reasons I became very interested in
studying this field of research. I was wondering how and why migrant origin,
ethnicity or religious beliefs influence people’s opportunity to live a good life
and receive a good school education. According to my values and my world
view, people should have equal opportunities to receive a good education and all
other primary needs, regardless of what they look like, what they believe in and
where they come from. In addition, disadvantaged people should get support
from society and social institutions to allow them to live a life with dignity. I
have been framing my doctoral research with this mindset.

During the initial phase of the study, I was aware of my own values and world
views as both an opportunity and a restriction while I was designing this research.
As my background is based in psychology, I wanted to conduct a qualitative study
in order to make girls’ voices heard via knowledge production. Using a
transformative approach, participants of the research assisted in the process of
reality construction (ontological stance as nature of reality). Active participation in
finding the results (realities), and a consideration of the participants’ world views
and values during the time of knowledge construction (construction of realities),
was essential for this study (Creswell & Creswell, 2017).

As a result, the research aimed to investigate what young, socially
vulnerable, Turkish women of migrant origin interpreted as a good life and a
good school education, and how the girls actively used their agency to approach
a good life and a good school education that they valued in Germany.

5.1.1 Pilot Study

A pilot study was necessary in order to decide how suitable the data collection
methods and methodology were for addressing the research questions, as well as
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figuring out how to implement the concepts of the Capability Approach and
contribute to the qualitative knowledge of the Capability Approach.

I planned to conduct a pilot study in order to understand the life, culture and
values of young people of immigrant origin to better design the research goals,
rationale, questions and data collection methods. I entered the field knowing only
Grounded Theory methodology, I had not reviewed the literature relating to the
phenomena I was planning to study. Also, I was aware that, in Germany, there
had not been much research conducted to investigate good life opportunities,
agency, empowerment and the identity of Turkish youths of immigrant origin.

I decided to use focus groups in order to obtain the necessary amount of
data in a short time. The interview guidelines had open questions such as: What
are your everyday activities? How do you spend your free time? These were
designed to facilitate an understanding of youth culture as well as break the ice. I
was also interested in how girls defined a good life for themselves and for other
girls their age living in Germany or in any part of the world, how they perceived
their existing opportunities for having a good life in Germany and what they
interpreted as obstacles to gaining these opportunities to live a good life.

The data was collected from schools that had agreed to take part in the data
collection. Only girls who had volunteered were interviewed. I collected data
from six focus groups in two different schools in Giitersloh. Each focus group
constituted of five to eight girls, who were aged between 14 and 17 years old.

The findings of the pilot study revealed that girls believed that a ‘good
education’ is fundamental for a ‘good life’ in Germany, i.e. in order to be valued
and accepted by the German society. As challenges, the girls identified
discrimination and stereotypes, both at school and in society, that limited their
opportunity to have a good life and a good school education. There was not enough
data to analyze the girls’ perception of their existing opportunities, interpreted
inequalities, or their resources to use agency to overcome these challenges.

Another significant result of the pilot data was that self-awareness of their
own identity and identity development was important for the girls. After the pilot
study, the research was redesigned to prepare for the main data collection.

5.1.2 Redesigning the Research after the Pilot Study

The research design focused on highlighting ontological, epistemological, and
axiological issues. Ontologically, I was interested in the multiple realities
surrounding the good life opportunities of girls of Turkish origin living in
Germany, for example, how girls of Turkish origin viewed reality and
experienced reality. I was also aware that society constructs a reality which
influences personal interpretations and experiences. From an epistemological
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perspective, I was interested in understanding what knowledge already existed in
the field I was studying, in order to identify knowledge gaps, and to maximise
my contribution to the knowledge production for literature concerning both the
Capability Approach and migrant youth in Germany.

5.1.2.1 Research Questions

Literature on the subject of Germany (OECD 2016) highlighted the fact that
children of immigrants were lagging behind in terms of school education,
compared to their native peers, and that success in school was dependent upon
the socio-economic status of the parents. I built the research questions in order to
analyse how the girls interpreted inequality in school education and in society:
How do Turkish girls living in Germany develop and cultivate their identity?
What are their inspirations and aspirations? How have they overcome challenges
to create a meaningful life that they value in Germany?

As a result, the research questions were derived from literature and con-
ceptualized through the lenses of the Capability Approach. I problematized the
above-mentioned research results from the ‘good life’ aspect in order to analyse
the inequalities and agency of the potentially marginalized identities of socially
vulnerable girls.

1. How do young Turkish women of immigrant origin describe the fundamen-
tal aspects of a good life?

2. How do young Turkish women of immigrant origin (such as 2", 3 and 4™
generation) describe their identity in a cultural setting which frames them as
‘foreigners’?

3. How do young Turkish women of immigrant origin describe their ideas,
aspirations, inspirations, and future plans?

4. How do young Turkish women of immigrant origin describe the challenges/
obstacles in their everyday life?

The pilot study results also revealed that focus groups were used for collecting
rich data in a short period of time. For the main data collection, in order to
control the effect of the socio-economic status of the girls, a homogenous group
of girls with Turkish immigrant backgrounds, I developed a socio-economic
questionnaire to be administered after each focus group interview. The questions
(see Appendix C) were adapted from Shell Deutsche Jugendstudium, 2010 (Shell
German Youth Study).

Also, in order to identify individual interpretations of existing opportunities,
inequalities, and possible actions (agency) to make changes, individual inter-
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views were necessary. In order to analyze the opportunities and inequalities in
different life courses and transitions, I decided to conduct life-history interviews.
As a result, triangulated data from the focus groups and individual interviews
were used to answer the research questions.

5.2 Triangulation

The term ‘triangulation’ is reserved for instances where methods are combined
for the purpose of confirmation (Lambert & Loiselle, 2007, p. 230). Triangulati-
on is defined as researchers taking different perspectives on an issue being
studied or, more generally speaking, to answer research questions (Flick, 2014).
The perspectives can be substantiated by using several methods and/or several
theoretical approaches. It refers to using a combination of different sorts of data
as the background for theoretical perspectives, which are applied to the data. As
far as possible, these perspectives should be treated and applied equally.

In this particular research project, data triangulation led to the following
results: (1) a productive, iterative process, where an initial model of the
phenomenon guided the exploration of individual accounts, and successive
individual data further enriched the conceptualization of the phenomenon; (2)
identification of the individual and the contextual circumstances surrounding the
phenomenon, which added to the interpretation of the structure of the phenolme-
non; and (3) convergence of the central characteristics of the phenomenon across
focus groups and individual interviews, which enhanced the trustworthiness of
the findings (Lambert & Loiselle, 2007, p. 231).

Triangulation with focus groups and individual life-history interviews
supported the analysis. More specifically, how ethnicity and migration back-
ground might result in exclusion in the life of the girls. The structure is defined
within the context of Grounded Theory analysis as “the circumstances in which
problems, issues, happenings, or events pertaining to a phenomenon are situated
or arise” (Strauss & Corbin, 1998, p. 127).

Triangulation, of different methods or sorts of data, usually generates
knowledge from a wider perspective. For example, triangulation should produce
knowledge on different levels, going beyond the knowledge made possible by
one approach, and thus contribute to promoting richness in research. This
perspective was applied in this research project by combining focus groups and
individual interviews. It contributed to an enhanced understanding of the
structure of the phenomenon, which allowed the collection of information on the
personal and group level.

From the triangulated data, I was able to perform an in-depth analysis of the
voices of the girls and ascertain how individual interpretations linked to
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aspirations, inspirations, identity, belonging and the inequalities viewed as
obstacles to having ‘good life’ and a ‘good school education’ in Germany. After
deciding on the methods of data collection, interview guidelines were developed
using the lenses of the Capability Approach.

5.2.1 Developing Interview Guidelines for Focus Groups and Individual
Interviews using the Lenses of Capability Approach

The operationalization and implementation of the Capabilities Approach for
domain selection, especially the question of whether and how to construct a
capability list from the perspective of individuals or groups, has been extensively
discussed in the literature (Biggeri, 2006; Burchardt, 2011; Martinetti, 2006,
2009). Also, Burchardt and Vizard (2011, p. 95) discussed a key issue, raised in
the debates about the ‘operationalization’ of the Capability Approach, of a need
for a methodology to develop and agree on a list of countable, substantive
freedoms and opportunities for the purpose of measurement.

The implementation of theoretical concepts is defined as a sequence of
activities which transforms a theoretical framework into standardized procedu-
res, applicable in practice by users and beneficiaries (Biggeri, M & Libanora, R.,
2011, p. 80). The implemention and operationalization of the Capabilities
Approach with respect to the well-being of youths, including their functionings
and capabilities, has been a concern in the Capability Approach literature
(Biggeri ef al., 2006, p. 63).

Capability Approach researchers are interested in what youths are effectively
able to do and to be. Therefore, capabilities are a youth’s potential functionings.
Biggeri has studied the well-being issues of children and youth in the context of
various countries through the lenses of the Capability Approach. Studying
capabilities starts from an initial set of the youth’s achieved functionings. The
process of resource conversion is very much affected by how different institutions,
norms, and cultures constrain or empower youth. The child’s capability set, the
vector of potential valued and achievable functionings, i.e. opportunity and
freedom, is thus given by the resources/constraints, by their limited opportunities
and by their own abilities (Biggeri et al., 2006, p. 63). I would argue that there are
at least five important issues related to children’s capabilities that are worth
considering, although some of these observations are relevant to adults as well.

This research project adhered to the following procedures in order to
implement the concepts of the Capability Approach. These concepts and
perspectives for implementing the Capability Approach were adopted from Biggeri
and Libanora (2011, p. 85), researchers of children and youth, for evaluating
capabilities and prioritizing dimensions. The interview guideline for this research
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had two sections. The first section had questions about a good life and the second
section was about a good school education. The design of the interview guidelines
used in focus groups and individual interviews are described below.

1. The first stage was characterized by the following question on the interview
guideline: What are the most important opportunities girls should have
throughout their life? The objective of this question was to identify which
capabilities were relevant without limiting the possible answers with a
predefined questionnaire. If the young woman mentioned a capability that had
not been identified earlier by the researcher, their answer was added to the
list. In this research project, the first question for the focus group was an
introductory question to break the ice in the group. I asked, “What are your
everyday activities and what kinds of hobbies do you have?” After the
introductory question, the focus questions began with, “What are the most
important opportunities for girls of your age all over the world to have a good
life?”

2. In the second step of the interview guideline, the participants were asked to
discuss and make a list of opportunities and rank them from most important
to least important. A similar question was posed, “What are the most
important opportunities for young, similarly-aged women of Turkish origin
living in Germany to have a good life?” This step was also used to analyze
group capabilities because the Capability Approach has been criticized for
excluding groups due to its very individualistic approach. In this project, the
data on group capabilities have been limited to the discussion of the group
capabilities of girls of Turkish origin living in Germany.

3. In the third stage of the interview guideline, the girls were asked about the
actual functioning achieved, which involved drawing on personal
experiences. This step was implemented to ascertain whether they had the
opportunity for a good life or a good school education in two different
sections. The participants were asked, “Do you have opportunities?”” They
then listed valuable opportunities in their lives. The same question was
repeated for school education in the second part of the interview guideline.
In addition, I rephrased the question to allow detailed discussion during the
individual life-history methodology.

4. In the fourth stage, the girls were asked about the relevance of each specific
capability/dimension for girls in general, i.e. the broader community. An
individual capability set, achievable functionings at the personal level, may
be limited for children who are vulnerable because it could be influenced by
adoptive preferences in which people normalize limitations and deprivation
after a certain period of time. The data of this research project has been
limited to identify and discuss adoptive preferences. In the interview



5.3 Sampling the Participants 25

guideline, this question was asked: In your opinion, how important/
unimportant is it to be able to have opportunities as a member of the group
you listed, for example, of your age and background? According to Bigger
and Libanora (2011), the aim of this question is to measure the relevance of
each capability dimension for the whole group. Also in this research project
we asked the question, “What are the opportunities to have a good life and a
good school education for girls with a German background?” This was
asked to identify the adoptive preferences of each participant. Also, the data
on adoptive preferences has been limited for a substantial analysis.

5. In the final stage, the girls were asked if they wished to add any other
dimensions of well-being to the study. In order to obtain a partial ordering,
the researcher asked the girls about their preferences. This question was
posed as, “Among the aspects we have discussed, could you tell me which
are the five most important opportunities a young woman should have
during her lifetime?” This phase aimed to identify the most relevant
capabilities for the group. After finishing the interviews, it was possible to
draw a list of relevant capabilities which had been defined by the girls
themselves and legitimised by the group (settings specific to prior vote
rules). The level of achieved functionings was pointed out, at both the
individual and aggregated level, under some assumptions and the first
prioritization of the dimensions of well-being was achieved. In this
particular research project, participants prepared a list of their functionings
and ranked them in order, from the most achievable to the least achievable.

After following the above-mentioned procedures, the following question was
presented as the final question in the interview guideline: What are the limitations
and obstacles girls experience, and are forced to confront, at school and in society?
In addition, to be able to achieve an in-depth analysis of social vulnerability and
inequality during the individual life-history interviews, we asked, “What do you
think makes you disadvantaged and unequal in the school and society?” To be able
to analyze agency participants were asked, “How do you remove these obstacles
and limitations in order to have a good life and a good school education in
Germany?” Finally, to analyze their aspirations, they were asked, “Imagine your
18™ birthday/what are you planning to do in the next 2-3 years?”

5.3 Sampling the Participants

In Germany (Bielefeld, Giitersloh, Dortmund, Duisburg, and Diisseldorf), I sent
letters for the attention of the school administration, teachers and parents, to
schools which had pupils of immigrant origin. The letters requested the schools
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to gather girls who would like to participate in the research project, which was
described in the letter. I made an agreement with a contact from each school that
each group would consist of five to eight participants of the same age group.
Girls who volunteered to participate in the research brought a signed letter from
their parents. Girls, who were over 18 years old, registered their names and
contact details to be invited for interview. Participation in the research was not
an issue because many girls volunteered to participate. The only selection criteria
stated in the invitation letter was that the interviews would only be conducted
with girls of Turkish origin.

5.3.1 Socio-Economic Background of the Participants

The main goal of the survey was to analyze the socio-economic status of the girls
in order to identify external factors of social vulnerability that may differ from
those available to a homogeneous group of a sub-community, i.e. Turkish
immigrants, in Germany. This was because this study focused only on researching
the ‘good life’ opportunities of girls who are part of the Turkish immigrant
community in Germany.

Table 1: Survey Results of the Socio-economic Questionnaire
Country of | All participants were born in Germany
Birth
Number of All participants had at least one sibling and a maximum of three siblings.
Siblings
70% were dual citizens and 30% of participants had dual citizenships
Citizenshi and had to decide which citizenship to obtain when they were 18 to 23
P years old. They all wrote they would choose to be solely German
citizens.
. 0,
Birth Place of | | 60% Of0 participants had two Turkish-born parents.
Parents = Only 1% of participants had two German-born parents.
= 39% of participants had one parent who was born in Germany.
= 60% of participants answered that their parents were educated in both
Country of Germany and Turkey.
OUNETY 0 = 40% had parents that were only educated in Turkey.
Parents . . ] .
Ed . = The ‘only educated in Turkey’ group was dominated by mothers who
ucation .
were never educated in Germany. Generally, mothers came to Germany
through marriage as participants highlighted in their written answers.
, = Only 1% of participants had parents who were literate but had not
Parents . .
Education been in formal education.
Level = 99% of parents had a formal school education, ranging from
elementary education to obtaining a vocational high school diploma.
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None of the girls had parents who participated in higher education.
The questionnaire included labels both from Turkish and German
education systems, but many parents were educated in Turkey and
later had training in Germany.

Mother
Tongue and
Home
Language

All participants identified their mother tongue as Turkish.

70% of the participants spoke Turkish and German at home.
Participants generally spoke German with their siblings and friends.
Turkish was mostly spoken with parents.

Only 30% of participants spoke Turkish at home with their siblings.
Participants stated that the main reason for speaking only Turkish with
parents and siblings at home was to improve their Turkish language
skills, as they had no other chance to speak Turkish. The second reason
participants gave for only speaking Turkish at home was the lack of
German language skills of their mothers.

Parents’
Employment
Status

60% of the participants had a father who had a full-time job with a
minimum of 35 hours per week.

20% of fathers were unemployed.

20% of fathers were working part-time, less than 15 hours per week.
60% of participants had mothers working part-time, a minimum of 15
hours or more.

20% of participants had a full-time working mother, 35 hours or more
per week.

20% of participants had mothers who were housewives.

Materials

Materially, participants were fairly well equipped. A high number of
them had the following, at home or in their rooms: books, games, a CD-
player, a TV, a computer, a play-station, and/or a Gameboy. Most
frequently, their free time was spent listening to music, joining a sports
team, internet surfing, reading books and magazines, meeting with
friends and doing activities with their families.

90% of participants had 25-100 books at home and 10% had 1-24
books at home.

Home
Situation

95% of participants shared a room with their same-sex siblings.

All participants had at least one older or younger sibling. - 90% of
participants were one of three children.

5% of participants had one sibling and the other 5% had more than two
siblings.

Families consisted only of children and parents. There were no parents
who were divorced or separated.

Free Time

All participants spent their free time with friends and family. They
enjoyed surfing the internet, reading books and magazines, playing
computer games, shopping, going to see movies and watching TV.
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The questions for the socio-economic questionnaire were selected from Shell
Deutsche JugendStudie, 2010. The questions used in this study were selected
based on their ability to support and answer the research questions in addition to
being complementary to the focus group and individual life-history interviews. I
selected questions related to measuring socio-economic background. In order to
analyze the questionnaire, | used a frequency measurement on SPSS. The results
are presented below and the questionnaire is in the (Appendix C).

5.4 Procedures

The ethical aspects of conducting research with girls were considered from the
beginning of the research. At the initial stage, I sent a description of the research
project and all the data collection materials (interview guidelines and the socio-
demographic questionnaire) to the school to inform the headteacher, teachers,
parents, and participants. The researcher’s biography and contact details were
also attached to the documents to give a detailed explanation to all partners. All
of the girls took the documents home and brought a signed approval from their
parents to participate in the interviews.

Before each interview started, the researcher explained the aims and goals
of the research project, answered the participants’ questions and made sure the
participants still wanted to participate in the research. It was made clear that they
could leave the research project at any time and they did not have to answer any
questions if they did not feel comfortable.

The data collection started after the participants’ final approval. Also, in
some of the meetings, a teacher was present during the interview for a while to
comfort the participants. The research assistant, who spoke both Turkish and
German, assisted during the whole data collection process. During the different
phases of data collection, I kept in mind that some of the participants were under
18 years old and that they were studying in deprived areas of Germany. I tried to
eliminate the effects of possible stigmatization. During the preparation for data
collection, I was very careful that the data collection process should not reinforce
stereotypes and stigmatization, exploit the girls or cause them stress.

I emphasized that privacy and confidentiality was an important aspect of
this research. The codes of ethics insist on protecting people’s identities and
research locations. All personal data ought to be secured or concealed and made
public only behind a shield of anonymity (Christians, 2011, p. 66). As a
researcher of this study, I took care to protect the identity of the participants and
the names of the schools. Also, all participants on the research report were called
by another name to protect their identities.
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The researcher approached the question of truth in this research with care,
as Christians (2011, p. 66) discusses that accurate data is a cardinal principle in
social codes as well. Fabrications, fraudulent materials, omissions, and
contrivance are both non-scientific and unethical. When finding the truth of the
data, I chose the most appropriate data which would discuss the answers to the
research questions.

5.4.1 Focus Groups

The focus groups were a suitable method of data collection because the main
purpose of focus group research was to draw upon respondents’ beliefs, attitudes
and feelings by exploiting group processes (Freeman, 2006, p. 494). People with
similarities gather to discuss a specific issue with the help of a moderator in a
particular setting, where participants feel comfortable enough to engage in a
dynamic discussion for one or two hours. Focus groups do not aim to reach a
consensus on the discussed issues (Liamputtong, 2011, p.3).

Focus groups can be formed by those who have common biographic
experiences or a conjunctive experiential space, to understand each other
immediately insofar as these biographical commonalities become relevant in
interaction and discourse. These commonalities can be found in different
dimensions. They may concern the dimensions of generation, of gender, of milieu
or class or the dimension of migration because the young people taking part in the
research project have a common history of migration (Bohnsack & Pfaff, 2010).
Methodologically, focus groups consist of six to eight people who come from
similar social and cultural backgrounds or who have similar experiences or
concerns. As a result, I had focus groups formed of girls of a similar age range, all
of which were of Turkish immigrant origin.

The advantages of using focus groups also includes the fact that focus
groups allow the researcher to interact directly with the respondents. This
provides opportunities for the clarification of responses. Also, I decided to use
focus groups as the method of data collection because I would be able to observe
non-verbal reactions such as gestures, smiles and frowns, which may carry
information that supplements, and on occasion even contradicts, the verbal
response (Stewart et al., 2007, p. 43).

I used focus groups as a tool in the participatory research, which could help to
create an alternative access point for both the retrieval of richer data and greater
understanding (McCartan ef al., 2012, p. 4). I decided that the participatory process
could be a relevant method of selecting domains in the case of young, socially-
vulnerable women of Turkish origin living in Germany, since it may lead to true
public scrutiny and debate and help to include the voice of socially-vulnerable
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girls. I claim that using a participatory approach, such as a focus group, supported
the gathering of a large and rich data set in a short period of time.

The focus groups provided data on what it means to belong to a sub-group
that is mainly framed negatively in political rhetorics and societal discourse in
Germany. The focus groups became tools to highlight the inequalities faced by
Turkish immigrants as a sub-group in Germany. In all interviews, the girls
highlighted that their Turkish names and appearance made a significant difference
to how they were treated. Such interpretations were important in order to analyze
inequalities, collective opportunities, challenges and collective agency. The
interview guideline is shown below.

Table 2:  Focus Group Interview Questions

= What do you do in your free time? (Ice-breaking question)

= What is a good life (or a good school education) for girls of your age in all parts of the
world?

= What is a good life (or a good school education) for girls of your age in Germany?

= What is a good life (or a good school education) for girls of Turkish migrant origin of
your age in Germany?

= What are the challenges/obstacles to achieving a good life (or a good school
education)? (inequalities)

= How do you remove challenges to achieve a good life that you value?

* Imagine, today is your 18" birthday, what do you imagine that you have in your life?
(Aspirations). If the girls were over 18 years old, the following question was asked:
What do you plan for your 20th birthday or your 21st birthday?

In order to systematize the process of data collection, I operationalized the
questions on the interview guideline for interviewing for both a good school
education and good life opportunities and challenges. In addition to the focus
group data, the table below was used as a visualization material for the participants
to follow.

I had interview guidelines written in German and Turkish to support the
girls during the interviews. The socio-demographic questionnaire was in
German. The qualitative data was analyzed and the results of the socio-economic
questionnaire provided clarity on the participants’ background.
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Table 3: Focus Group Interview Guideline

. What is a
;X};?itllisf: What is a good life
(or a good good life (or | (or a good What are the .
a good school Imagine,
school . challenges/ .
. school education) for . today is
education) . . obstacles in your th
. education) | girls of . .7 How do your 18
for all girls . . life to achieving .
for girls of | Turkish . you remove | birthday.
of your age . . . . |agood life (or a
) your age in | migrant origin challenges | What do
in all parts >~ | good school .
Germany? at your age 1n . to achieve |you
of the world. education)? . ’ .
*Please Germany? * . a good life |imagine
*Please o Please specify
PR specify five | *Please . that you you have
specify five : S five aspects from :
: aspects from | specify five X value? in your
aspects from most important .
most aspects from life?
most . to least
. important to | most .
important to . important
least least important to
eas important least
important important

5.4.2 Individual Life-History Interview

As discussed above, the focus groups provided data on the position of Turkish
immigrants in German society in order to analyze inequalities. To respond to the
research questions, the individual interviews were also necessary to analyze
identity development, how opportunities are assessed from a personal
perspective and how individuals removed challenges to create a life in Germany
for themselves, which would also contribute to the Turkish immigrant sub-group.

From a theoretical point of view, I made the decision to use a life-history
methodology. Life-history interviews are based on a belief that the subjects seek
to make sense of their own lives by linking life experiences to particular events.
Armstrong (1987) says the life-history method assigns significance and value to
the person’s own story or to the interpretations that people place on their own
experience as an explanation for their behavior. Although they are personal
stories, life accounts also provide rich detail to the interface between the personal
and the social as individuals describe their encounter with society and their
engagement with heritage and culture.
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Table 4:  The Life History Interview Guideline

*The main purpose of the individual interviews was to have in-depth data for the

purpose of analyzing educational engagement and gender and how this is constructed by

growing up, life experiences, school experiences, relationships, and identity. How

capabilities, for a good life and a good school education, are enhanced/deprived by

migration background and ethnicity, as well as how school education should respond to

these needs and challenges will be discussed in-depth with recommendations to

education policy and school reforms in Germany.

1 Growing-up

= Could you please tell me the most important stories from the time when you were
growing up?

= What important milestones have affected your whole life, especially your educational
engagement?

2 Family and Relationships

= Could you please describe your family and the most important characteristics of your
family? How are your relationships with your siblings, parents and other family
members?

= Could you please describe the most important events in your family life?

= How have these events, or which aspects of these events have, affected your
educational engagement?

3 Interactions at School

= Could you please describe your experience of schooling? What are the most
important events from your schooling?

4 Friends and Relationships

= Could you please describe your relationships with your friends? What are the most
important events that have happened with your friends?

= s there anything you could tell me that has affected your educational engagement?

5 Relations in Society

= What are the most important experiences and events that you have experienced with
others in society?

= [s there anything you could tell me that has affected your educational engagement?

6 Identity

= Who do you feel you are?

= Where do you feel you belong to?

= How does this belonging limit or promote opportunities for you?

In this research project, the qualitative evidence was presented from interviews
with girls with different life experiences, which explored issues around identity
development, opportunities, inequalities, social exclusion, marginalization, and
agency. The life-history interview data contributed insights into the lived
experiences of the girls. These discussions unpacked how girls construed identity
building in school and in society while still being considered foreign in German
society even after decades of living in Germany. As a result, the data provided
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insights into their agency, the development of their identity, and how their
identity deprived them or enhanced their opportunities for a good life and a good
school education in Germany.

Interviews were scheduled with the girls on a separate day following the focus
groups. The individual life-history interviews started with questions related to
childhood and continued with school life and relationships with family members,
teachers, friends, and society. The unpacking of the girls’ experienced opportu-
nities, difficulties, obstacles, and aspirations was performed with the final
questions.

As a result, the life-history method was a valuable tool for collecting data on
various components of life. These components, which were embedded and
interacted with one another, included ethnicity, migration background, socio-
demographic background, encountered obstacles, and opportunities for a good life
and a good school education. The following table shows the interview guideline.

5.5 The process of Data Collection

The process of data collection started with collecting data for a pilot study. As
described in the research design chapter, the pilot study determined how to
implement the concepts of the Capability Approach into the interview guidelines,
methods for data collection and methodology.

The data was collected from 20 focus groups, with five to six participants in
each group, and 25 individual interviews with women of Turkish origin between
13 and 21 years old. The individual life-history interviews were collected from
the girls who participated in the focus group interviews.

The focus group interviews took between 1.5 and 3.5 hours. The individual
interviews were 1-2 hours long. After each focus group, participants answered a
socio-economic questionnaire which took 12-15 minutes. The rationale behind
the use of the socio-economic questionnaire was to analyze conversion factors
and control the socio-economic differences of the participants because the
research focused only on girls of Turkish origin living in Germany.

The data was collected, at school and education-related institutions, from
the beginning of October, 2011 to the end of September, 2012. For the saturation
procedure of Grounded Theory analysis, three focus groups and four individual
interviews were collected in the middle of January, 2013. It is important to
emphasize that all data were collected in the Land of North Rhine Westphalia
(NRW) because each German Land has their own procedures, policies, and
applications in education. The focus groups were built together with the school
teachers. For example, girls aged 14 to 16 participated in the same focus group
discussion. Individual interviews were scheduled for another time with the
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participants. The data was collected mainly in a room inside the school or the
organization. All meeting rooms were comfortable, private, silent and cozy,
which made the process of data collection easy.

During the year of data collection, I spent time in the school to make
observations. I had talks with other pupils and teachers in the school, who did
not participate in the research. My aim was to get as much insight as possible
from the school, teachers, and pupils to use for my analytical understanding of
the data analysis. I participated in school visits to understand the challenges of
the schools, and the German education system, from the perspectives of teachers,
principals, and pupils in Hamburg, Bremen, and Berlin. These field visits opened
paths for the creation of data interpretation tools to use in my analysis during the
advanced stages of the research. As a result, the first year of research was spent
on the phase of identifying problems for the project, as well as identifying the
contributions to the field of methodology, literature on German education and
welfare and also Capability Approach theory. I collected data from 20 focus
groups, and the majority of the focus group participants also joined the
individual life-history interviews. The data was in both Turkish and German. As
a result, I had enough data to analyze for this doctoral research project.
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6 Data analysis

I claim that the discussions with the girls were contextual, which influenced their
current experiences and interpretations. During the interpretations, I con-
ceptualized the girls at the center of school discourses, with visible or invisible
voices inside of school. These invisible or visible discourses in schools were
rooted from discussions on German politics.

During the interviews, it was important to create open-ended, non-judgmental
questions to encourage unanticipated statements and stories to emerge from the
data as an end product (Charmaz, 2006, p. 26). This process employed the use of
constant comparative methods, which I built during the analysis after each
interview. Categories were constantly compared with previous data for a better
explanation and analytical description of the phenomena. Relevant categories were
identified and relationships between the sub- and main- categories, and they're
overlapping issues, were linked (Charmaz, 2006, p. 61). The combination of how I
constructed the questions and conducted the interviews shaped how well a balance
between the data and field notes was achieved. This enabled the benefit of full
interpretation.

During the initial phase of the analysis, I worked with open coding several
times while repeatedly listening to the audio recorder to distinguish the tone of
voices. The tone was important in order to highlight the experiences of the
participants and to better understand nuance and meaning. As a result, open
coding was based on the most predominant ideas and words highlighted by the
participants. Memo writing was used to achieve cohesive, focused coding to
begin the theoretical coding phase. Several questions were written for the
purpose of analytical integration, to better analyze the meanings beyond the data.

Taking a critical distance was important, in order to build categories for
analytical integration, and also in the later phases for an abstract explanation of
the research findings. In that stage, there were 150 open codes as a result of line-
by-line coding. Open codes were selected according to their capacity to answer
the research questions. At the beginning of the focus coding analysis, there were
80 open codes to work on word-by-word. This data was transferred to excel
sheets and the Atlas.ti program to organize the quotes and indicators and to
analyze the links and relationships.

© Springer Fachmedien Wiesbaden GmbH, part of Springer Nature 2019
P. B. Giiner, The German Good Life I Want, Rekonstruktive
Sozialisationsforschung, https://doi.org/10.1007/978-3-658-26070-5_6
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Table 5:  Example of Open Coding and Memo Writing

Open Code: ’I will be integrated when I balance between two cultures*

Memos from 27.07.2012

. Is integration a group capability for a good life in Germany or is integration an
adoptive preference?

] Language, identity and belonging as capabilities for a good life, what is the
relationship between these three concepts? How are these concepts inter-related
with socialization? What is needed for a healthy structure of identity, belonging
and language development? Where do the contradictions come from? From the
data, how does one experience contradiction in everyday life?

. What kinds of group capabilities are needed to expand these girls’ capability sets
to close the capability gap between girls of migrant and non-migrant origin in
Germany?

] Integration is a political term in Germany. Why do all the participants in the
interviews bring the question of integration into discussion? What does it really
mean? How does it affect their everyday life in school and in society?

. How does culture affect the success of youths and children from different
backgrounds?

= s it because the society does not acknowledge that these girls have a plural, or
patchwork, identity, such as German-Turkish and Muslim, that they cannot build
a healthy identity?

] Where do they find room to develop an identity and belonging in Germany?

=  How are they marginalized due to the lack of acceptance of a plural identity?

= How does religion play a role in identity making of the 3™ and 4" generation of
girls in the midst of the tension of ideologies?

. What does it mean to find a balance between the two cultures? How does it
happen? What is the process of balancing cultures, languages and different
ideologies?

Focused coding started after the open coding phase. During the focused coding, the
line-by-line codes were combined and renamed in order to create focused codes
that were more appropriate for the application to larger amounts of data. Similar
codes were gathered under the same category without naming them. Quotes were
checked several times to understand what they meant together and how they could
be categorized cohesively. Several times quotes were rearranged and reorganized.
After several rounds, each category stabilized and became cohesive.

As there were many quotes to elaborate, most relevant quotes were chosen
carefully to explain questions of the research. During the focused coding, a
codebook was prepared to visualize the data and to see the links between codes
and their properties. At the advanced phase, the codebook helped to better
analyze the categories. Comparing properties and the codes became simpler. The
codebook became a document derived from the transcripts, which consisted
entirely of the words and sentences of the participants.
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Table 6:  Example from the Code Book
}rr:)t;:cwew Zt(:::tﬁﬁe Structural Code Definition
Brief Definition: Advantages of being a German citizen.
Full Definition: Participants discussed that having
What is German citizenship makes their life easier. Some
needed Citizenship professions require German citizenship and so they would
most for a like to obtain German citizenship. The girls discussed what
Good Life? obtaining German citizenship means in terms of having a
good life in Germany. They mainly associated German
citizenship with fulfilling their materialistic needs in
Germany.
When to Use: When participants refer to citizenship as a
means of accessing the public life for their materialistic
objectives, for example, for professional reasons or for
voting.
‘When not to Use: When they define belonging, religion
and identity with citizenship.
Full Definition: How girls relate themselves with
How do Germany and ethnicity? ' . B 4
they relate . When to Use: When there is social vulnerability that is
fo Ethnicity cau§ed because they don’t feel they are part of German
Germany? society and are not accepted as Germans.
’ When not to Use: When a social vulnerability is caused
by reasons other than belonging and identity.
Brief Definition: Why religion is important for them to
build resilience and a healthy identity with which they feel
included by the mainstream community.
What Full Definition: The girls discussed that they value
manifests religion and practicing religion because religion helps
itself as the them to be included in a group of people with whom they
one main feel connected, accepted and valued for who they are.
component |Religion Religious identity also helps them to be resilient and build
of a good a good life when they feel excluded and discriminated
life but is against by mainstream society.
also an When to Use: When they connect religion with building an

obstacle for
a good life?

identity necessary for a good life. Furthermore, when girls
associate being a Muslim with belonging and inclusion.
When not to use: When they feel excluded and
discriminated against in their everyday life in Germany
because of their religious identity. When girls identify
themselves as having a migration background, nationality
or ethnicity.




38 6 Data analysis

Preparing a codebook did not only systematize the analysis process but also
facilitated the understanding of the participants lives. For example in the data, there
were many issues concerning ‘identity’, ‘identity formation’, ‘being Turkish and/or
German’, ‘being from Turkey and/or Germany and/or nowhere’, a ‘patchwork
identity’, ‘finding a balance between two cultures’, ‘being integrated’, ‘being part
of Germany’, ‘knowing who you are’, ‘ethnicity and identity’, ‘identity and
agency’, ‘language and identity’, ‘speaking German and Turkish equally’ and
‘being foreign’. Sorting out the quotes of these complex codes and their indicators
would be difficult without visualizing the data in the codebook.

The table above shows the early stage of the codebook used for constant
comparison and to conceptualize the data. The codebook helped to sort out quotes
in which concepts had various overlapping indicators. It was clear to see various
main categories, sub-categories, and their properties and property indicators. The
constant comparative analysis is an essential aspect of the Grounded Theory
method (Charmaz, 2006 & 2014). The constant comparisons of indicators was
essential to the initial generation of codes. Future indicators were compared and
categorized with future codes then compared and categorized again.

I gained analytical insights by comparing quotes which were selected in the
line-by-line, and also in the advanced stage in word-by-word, coding and began to
define subtle patterns and processes (Charmaz, 2006). Before naming each sub-
category, different groups were compared for overlapping issues, similarities, and
differences. After constant comparison and making changes, more cohesive
categories emerged and were described as sub-themes. I continued to write memos
intensively during this process to gain a better understanding of the data, such as
which sub-categories should be merged together or which sub-categories should be
left out as they were not relevant to the research questions.

The codebook helped with the production of diagrams as it helped me to see
links. Also, it helped to highlight any missing relationships between the
categories or any gaps in the data analysis. The codebook was a concrete tool
used to see the data analysis together with the sub-categories and related quotes
as a whole. Also, the codebook helped transform the refined data, which allowed
it to be reorganized by the ‘Atlas.ti’ program.

Diagraming was an important and useful tool from the beginning of the
analysis. In the early stages, the diagrams were confusing, because there were
many ideas, concepts, notes, and relationships. Throughout the analysis, the
diagrams became clearer and more meaningful for understanding the relations
between the properties, sub-categories and the main category. The diagrams
helped visualize the gaps, problems, and relations between properties, sub-
categories and main categories. In this process, it was often necessary to re-check
the codebook to make necessary changes.
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The next figure explains how indicators with overlapping issues were grouped
and gathered. This example shows quotes connected with identity, as one could see
there was a strong meaning in the data with regards to identity. After a constant
comparison between the main categories and sub-categories, the ‘Construction of
Identity’ category emerged. For example, quotes on ‘patchwork identity’ were
eliminated because there wasn’t strong enough evidence in the data for this code.
The following figure shows how decisions were made to choose only one relevant
concept from overlapping concepts in order to develop the most valid sub-
category.
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Figure 4: Mapping Overlapping Categories — Dimensions of Identity

During focused coding, a large number of memos and questions were written to
visualize the meaning beyond the data and to build a cohesive, abstract
discussion of the findings. The table below shows, through written memos, how
open coding was transferred to focus coding to make a new sub-category.
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Table 7:  Example for Building Focused Coding from Open Coding

Open Coding Focused Coding

I am a little bit Turkish, a Ethnicity

little bit German and Muslim.
Memo (02.04.2013): In German society, the integration of migrants is a hot topic.
Most of the time they are not accepted as Germans. The way right-wing politicians
and society discuss them is exclusive: they are not welcomed, they are different, and
they are not known and accepted. It becomes more visible, especially in times of
economic change. These girls are also called ‘Almanct’, a term used in Turkey to
describe Turks who emmigrated to Germany as guest workers, when they are in
Turkey. When they are in public, they are treated differently due to their way of
speech and dress. They don’t have a public space in which to build an identity. This
space is limited and organized by Turkish cultural and religious organizations. How
does religion impact marginalization or does it not? How do national identity, cultural
identity, and religious identity interact and support identity contribution?

Table 8:  Developing Theoretical Coding with Memo

Open Coding Focused Coding Theoretical Code

I am a little bit Turkish, a

little bit German and Muslim.
Memo (1.12.2013): They are also aware that bad things exist in Turkey, but they
still feel close to Turks because they come from the same background and culture.
Germany’s atmosphere concerning ethnicity, as well as the lack of opportunities to
get to know other people living in Germany, makes them feel as if they are
foreigners in Germany and closer to Turkey. It is actually only a dream of
closeness, it is not real, just an illusion, because they have also mentioned that they
feel like foreigners in Turkey and are not accepted because they are Germans. This
feeling of belonging would be interpreted as illusionary.

Religion Constructing an Identity

Charmaz suggested gathering data that enables the development of analytical
categories to allow comparisons to be made between data, and discussed how these
comparisons generate and inform the arguments of the dissertation (Charmaz,
2006, p. 19). This process is called saturation. Charmaz (2006) describes the
saturation phase as “an empirical generalization”, “a category”, “an explication of
a process”, “a relationship between variables”, “an explanation”, “an abstract
understanding” and “a description”. Grounded Theory analysis requires a constant
comparative method for generating and analyzing the data. The method involves
activities characterized as generating and integrating categories and their
properties, as well as delimiting and writing the emerging theory (Dey, 2007).
Birks and Mills (2015) define theory as an explanatory concept comprising
a set of concepts related to each other through logical patterns of connectivity.
According to Charmaz (2006), a number of other definitions exist that largely
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reflect the philosophical roots of their proponents. Positivists, for example, seek
to observe relationships with the aim of explanation and prediction while
interpretivists aim for increased understanding through theory development.
Theoretical integration requires the application of advanced analytical strategies
in order to raise the analysis to an abstract conceptual level.

The theoretical saturation of major categories was checked for the final pool
of analytical memos (Birks & Mills, 2015). Focused coding integrated with
advanced memos was used for conceptual understanding throughout the progress
of analysis. The general procedures of Grounded Theory were applied for a
constant comparison of the categories and their sub-categories while writing
memos. Codes were grouped into categories and sub-categories that were created
for the gradual foundation of Grounded Theory. Categories were refined by
defining properties and their dimensions while the conditions they operated
under were identified as gaps in the data (Birks & Mills, 2015). At that stage
theoretical sampling was necessary.

After theoretical sampling, the theoretical coding phase began with a
prepared list of core categories from the focused coding process. A final
codebook on an excel sheet was prepared to transfer the focus codes’ main- and
sub-categories. In this phase, indicators were defined clearly. More diagrams and
conceptual mind maps were drawn to visualize the relationships linking the
indicators’ properties. Charmaz (2006) discusses, that once categories were
saturated, they were theoretically abstract yet substantively grounded.

Before working on the abstract conceptualization of the findings using the
Capability Approach, the data was reanalyzed to explore missing points and
gaps. As in the final data analysis, there were four main overarching codes and
their related sub-categories, listed below (figure 5).

In the data, there were various codes related to self-making or creating
oneself. The overarching code was ‘Construction of Identity’. The data analysis
revealed that ‘Citizenship’, ‘Religion’ and ‘Ethnicity’ were the main components
of creating self. The second overarching category was ‘Aspiration for
Education’. The data revealed that being educated, being heard, and being visible
in German society with their achievements were important for girls, even though
they experienced obstacles in pursuing their educational goals. ‘Marginalization’
was the third overarching category, in which the interpretations of the girls were
sub-categorized as ‘Discrimination’, ‘Stereotypes’ and ‘Institutional Marginali-
zation’. The girls of Turkish origin were confronted with various obstacles to
achieving their valuable life in German society. The fourth category was ‘Living
in a Multicultural Society’, which contained two sub-categories, ‘Unity’ and
‘Multiculturalism’. The girls aimed to live in a more inclusive society where
differences were harmonized, recognized, accepted and valued.
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Figure 5:  Final Theoretical (Abstract) Categorization of the Findings

The theoretical coding used for theorizing the data proceeded for more than a year.
Qualitative research is a long process which is performed in order to see the links
between the concepts and to make sense of the results. I worked on the
interpretation of the data for close to two years, which required a significant
amount of reading on Germany. This included subjects such as integration policies,
education, welfare, politics, contemporary research for youth, gender and identity.

Interviews were listened to several times to check if there was a missing
aspect still not represented in the coding. During the final stages, I had 1050
pages of data analysis in a word document, together with diagrams, mind maps
and memos. The codebook on excel sheets was checked to see if processes and
procedures were followed in the analysis. A senior colleague recommended that |
keep a research diary, which I could read to understand what I had been thinking
and seeing during the different phases of the data analysis. Reviewing all these
stages helped me visualize different aspects of the data to develop a higher level
of conceptualization for theory building.
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The logic of abduction is also an important aspect of Grounded Theory.
Abductive reasoning occurs at all stages of analysis, but particularly during the
constant comparative analysis between categories, which leads to theoretical
integration. When using abductive reasoning, I decided that I would no longer
adhere to the conventional view of categories but instead see what would emerge
from the memos. “Abduction is, therefore, a cerebral process, an intellectual act,
a mental leap, that brings together things which one had never associated with
one another. It is the cognitive logic of discovery” (Reichertz, 2007, p. 220).
This concept was applied in this research project to finalize the data analysis.

I would like to give examples to provide insight about the procedure of
theoretical abduction. There was extensive data on the issues of discrimination
and racism, inside and outside of school. I decided that it would better to
distinguish between encountering discrimination and racism inside of school and
encountering it in society. Similar issues were observed in the concept of agency
as data revealed that participants were discussing what they would like to
improve in their lives. It was very clear in the data that school and other spheres
of the girls’ lives were mingled. The participants’ early childhood deprivations
and choice of ethnic friendship were left out as there were not enough important
sub-categories to explain the concept of agency in girls’ lives.

For theory building, data had been analyzed in several rounds from open
coding to focus coding. Memos were written for an advanced analysis of the
analytical links between concepts and its indicators. In the advanced stage, the
memos were helpful for theorizing the findings. For the theoretical coding, all
main categories, their sub-categories, properties and the related quotes were
gathered in the same pool for a holistic understanding of analytical integration.

I started to see once more how categories can be structured for analytical
integration and to theorize the research findings. Categories were not regarded as
a representation of the data but instead as being ‘indicated’ by the data (Dey,
2007). Categories must also be ‘sensitizing’ and provide a ‘meaningful picture’
that helps the reader to see and hear vividly from the perspective of the research
participants (Glaser & Straus, 1967, pp. 37-38). The next table shows the process
of development: open coding, focus coding and theoretical coding using memos
to develop the final abstract conceptualization.
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Figure 6:  Coding Process for Theorizing

6.1 Answering Research Questions

In this chapter, I would like to explain in detail how each research question was
answered. The first research question is, “How do young, Turkish women of
immigrant origin living in Germany describe the fundamental aspects of a good
life?” To answer this question, I mainly used the focus group data because the
main data on a ‘good life’ emerged during the focus groups interviews. Also, I
used sections from the individual interview data as the girls interpreted what their
opportunities were during their life-history interviews. The second research
question was, “How do young Turkish women of immigrant origin living in
Germany (2", 3" and 4™ generation) describe their identity in a cultural setting
which frames them as ‘foreigners’?” This required both focus group and individual
interview data because the girls had their interpretations as individuals as well as
their interpretations on how Turkish youths of immigrant origin have been
positioned in German society. The triangulated data supported the analysis of
various aspects of cultivating or building an identity in a cultural setting which
frames them as ‘foreigners’ after living in Germany for several generations.
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The third research question also required triangulated data, “How do young,
Turkish women of immigrant origin living in Germany describe their ideas,
aspirations, inspirations, and future plans?” The way the girls perceived group
opportunities for the Turkish immigrant community could affect their inspirations,
aspirations and creation of future plans. Also, I was interested in analyzing in-
depth how the future plans of immigrant girls were constructed at a young age,
what inspired them and what their aspirations were. I planned the individual
interviews to provide data on the opportunities and obstacles for these girls at
various stages in life, and also to understand the inequalities that occurred during
transitions.

Finally, the fourth question was, “How do young, Turkish women of
immigrant origin living in Germany describe the challenges/obstacles in their
everyday life?” To answer this research question triangulated data was also
necessary. Using triangulated data I was able to ascertain what young Turkish
people of immigrant origin viewed as challenges and obstacles as a group.

I was interested in analyzing the personal interpretations of obstacles and
challenges the girls confronted every day in school and beyond school. Also, I
was interested in analysing if there was any collective agency among the people
of Turkish immigrant background. If not, how are girls activated to use their
agency at a personal level, to make changes in their personal lives, and
indirectly, to contribute to the Turkish immigrant community.
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7 Analysis and Findings

The first main category, ‘Construction of Identity’, was an overarching category
for ‘citizenship’, ‘ethnicity’ and ‘religion’. Citizenship was derived from the
interview theme, “What is needed most for a good life?” In brief, it involved the
advantages of being a German citizen and, in more detail, included the
participants’ discussion on how German citizenship makes the lives of girls of
Turkish origin easier. Some professions require German citizenship therefore the
participants wanted to obtain German citizenship. The girls discussed what
obtaining German citizenship means in terms of having a good life in Germany.
They mainly associated German citizenship with fulfilling their materialistic needs
in Germany. This was used when participants referred to citizenship as a means of
accessing a public life for their materialistic objectives, i.e. for professional reasons
or for voting. It was not used when they defined belonging, religion, and identity
using citizenship.

The religion sub-category manifested as one of the main components of a
good life but it was also an obstacle for a good life. This category covered why
religion was important to them in terms of building resilience and a healthy
identity with which they felt included in the mainstream community. The full
definition was derived from the girls discussing why they valued religion and
practiced religion. This was because religion helped them to be included in a group
of people with whom they could connect, be accepted and valued for who they are.
Religious identity also supported them in building resilience in a society when they
felt excluded and discriminated against. This sub-category was used when they
connected religion with building an identity in order to have a good life, as well as
when the girls associated being a Muslim with belonging and inclusion.

The sub-category was not used when they felt excluded and discriminated
against because of their religious identity in everyday life in Germany. The girls
identify themselves by their migration background, nationality or ethnicity. The
ethnicity sub-category was related to how they associated themselves with
Germany. Its full definition was on how the girls related to themselves with
ethnicity in general. The sub-category was used when there was a social
vulnerability that was caused because they didn’t feel like they were a part of
German society or accepted as Germans. This sub-category was not used when
social vulnerability was caused by reasons other than belonging and identity.

© Springer Fachmedien Wiesbaden GmbH, part of Springer Nature 2019
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Sozialisationsforschung, https://doi.org/10.1007/978-3-658-26070-5_7
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‘Education as an Aspiration’ was the only overarching category without sub-
categories. The category was defined by the question, “What are their main values
in life?” In brief, it covered how the girls discussed why they wanted to get an
education and, in full, included why being an educated woman was important for
them. Education was not only for the financial gain of the girls. In their opinion,
education was a valuable aspiration. The girls clearly meant that if they got a better
education, they would have better prospects for life in Germany, which would also
help them to raise their voice and be positively presented in German society. The
girls’ understanding of education was more abstract than concrete.

During the interviews, the girls gave many examples from their school
education. This sub-category was used when the girls stated that receiving a
good education was an aspiration, and necessary to build a good life for
themselves, not only in a materialistic way but also to be valued, accepted and to
raise their voices in German society. The girls have negative school experiences
with their teachers in general. All girls mentioned their negative relationships
with their teachers, which affected their school achievement and their prospects
for a good school education. The sub-category was not used when the girls
discussed education as having materialistic value. Also, the sub-category was not
used if the girls met with exclusionary or unequal treatment outside of the
school.

The third overarching theme was ‘Marginalization’ and its sub-categories
were ‘discrimination’, ‘stereotypes’ and ‘institutional marginalization’. Discrimi-
nation was derived from the question, “What are the major obstacles for girls from
a Turkish origin in German society?” It included experiences of unequal treatment
and a full description from girls who had been in Germany all their lives and
confronted exclusion based on their headscarf, religion, migration background and
ethnicity. Discrimination was challenging and decreased the quality of their lives.
The teachers may have thought that children of immigrants might be school drop-
outs at some point. That is why they were sent to a lower level of education to get
at least a school certificate. The sub-category was used when there was an
experience with discrimination. It was not used if their experience was not
discrimination but something else such as stereotype or injustice.

Stereotypes defined how they experienced inequality. In brief it explored
the experiences with stereotypes and in full, described how the girls have been in
Germany all their lives and how they are confronted with many stereotypes of
Turks in Germany. These stereotypes were challenging and decreased the quality
of their lives. For example, the mainstream community thinks the main goal of
girls of Turkish origin is to get married early and to have many kids, to never get
a proper education nor have a decent job. The mainstream society thinks Turkish
girls have pressures from their families, especially from their brothers and
husbands and that they are forced to wear a headscarf, in other words, that
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wearing a headscarf is not their choice. Also, the media illustrates them with all
these stereotypes which are not real. In the end, these stereotypes reduce their
options and opportunities for a good life. The sub-category was used when there
was an experience with a stereotype and this sub-category was not used if the
girls’ experiences were not a stereotype but something else.

‘Institutional Marginalization’ is driven from the obstacles for a good life in
Germany. The sub-category involved confronting structures and included
discussion from the girls about their life and school education experiences linked
with existing structures. These structures generally were obstacles for girls to have
a good life in Germany. For example, school education tracks children from the 4™
grade, such an early tracking system is such a serious structural obstacle for
children of immigrants to achieve their full potential. In addition, welfare for
children of guest workers, who were invited to Germany, has been ignored by
German politicians. This situation has caused severe inequalities for children of
immigrants who lag behind the native Germans. This sub-category was used if
there was an obstacle linked with structures in Germany and this sub-category was
not used if the problem was linked with anything other than structures in Germany.

The fourth overarching category was ‘Living in a Multicultural Society’,
which consists of two sub-categories, ‘Unity’ and ‘Multiculturalism’. Unity was
derived from what the girls’ need to have a good life. The sub-category is
defined by not being part of the mainstream identity. Creating unity among
various sub-groups and identities is necessary to integrate the whole society. It
covers discussions about the girls not being accepted as part of the mainstream
identity, which contributed to their exclusionary position in Germany, and may
have contributed to their social vulnerability.

The girls have multiple identities, such as being Turkish, German and
Muslim, at the same time. This was not accepted and recognized by mainstream
society. The girls were accepted as Turkish or Turkish-Muslim which led them
to experience various forms of exclusion and discrimination in German society.
The girls also explained various experiences, related to their marginalized
Turkish identity in Germany, which occurred because of their culture, religion or
their parents’ or grandparents’ national identities. This feeling of not belonging
to the culture and society reproduced social vulnerability for the girls. The girls
are confronted with issues surrounding the use of their mother tongue and their
history classes, which made them also feel excluded, discriminated against or
that they were treated unfairly.

These issues clarify that these girls need to be active agents and be part of
creating a new discussion which highlights how to build unity and where
everyone feels included in developing a new German identity for social
cohesion. This sub-category was used when their multiple identities were not
recognized and accepted as part of the German identity. In addition, it was used



50 7 Analysis and Findings

when there was an experience linked to unity with other sub-groups in Germany.
The data has revealed two main problems.

The first problem was that the Turks were living a distinct life from the
native German population. They didn’t have strong friendships with people from
other origins. Girls who participated in this research was isolated from German
culture and from being friends with Germans. The second problem was that the
girls who participated in this research were not having any friendship with other
sub-groups in Germany either. This code highlighted that in a cohesive society,
integration was inevitable. Integration could be achieved when all sub-group
voices are harmonized. The sub-category was not used when girls excluded
themselves from the mainstream identity because of religion, citizenship, and
ethnicity and migration background. No relationships were found between the
sub-groups for unity and integration.

‘Multiculturalism’ was derived from discussions concerning what the girls
needed for a good life. It included the participants’ relationship with the main-
stream community to be part of society and the need for activities outside school.
The girls discussed belonging in various spheres of life and their plans for the
future. In full, the sub-category included data on the participants distancing
themselves from the mainstream community, which was not familiar to them.
Because of their isolation from mainstream society, they felt excluded. They
interpreted that they were excluded because of their ethnicity. Their voice in the
data reveals their desire to live in a community which is diverse, where diverse
people are included with their diverse identities. The girls discussed what makes
or does not make them part of the German society. They discussed that ethnicity,
gender, migration background, religion, and identity were barriers to feeling part
of Germany. Despite all the problems the Turkish girls were confronted with in
Germany, they had also developed hopes for a better future, for example, they
planned to move to countries where they thought diverse identities were treated
better. Their aspirations to move from Germany to another country, especially to
England and the USA, stemmed from them searching for a place where they are
accepted with their diverse identities.

This sub-category was used when the girls distinguished themselves from the
mainstream community, culturally and historically. The girls of Turkish origin did
not share a similar ethnicity or religion but they shared a similar background. Their
grandparents and their parents worked towards building postwar Germany with
native Germans. Today, they should share equal rights in sharing the prosperity
and welfare of Germany where migration background, ethnicity, and religion
should not play a role. From this point of view, a common identity would unite
them with the mainstream community to build social cohesion. It was used when
belonging to diversity was an aspiration for these girls. It was not used when they
had conflicted identities related to belonging and acceptance by society.
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8 Construction of Identity

This chapter will discuss ‘Citizenship’, ‘Religion’ and ‘Ethnicity’.

8.1 Citizenship

The girls immediately conceptualized citizenship as a problematic aspect of their
life. In the data, a significant number of girls were German citizens and at least
one of their parents were born and raised in Germany. The girls felt like
‘foreigners’ in German society as they revealed in the following quotes:

Interviewer: Sizin iyi bir hayat ve de iyi bir okul egitimine sahip olabilmeniz igin var
olan engeller nelerdir?

Interviewer: What would be the most challenging obstacle for you all in having a
good school education and a good life in Germany?

Ayca: Vatandaslik.
Aycga: Citizenship.

Ceren: Ben bagvurdum.
Ceren: I have applied.

From the participants’ point of view, German citizenship was limited to a ‘paper’
because they experienced various vulnerabilities in their life even when they were
officially German citizens. The data revealed that the problem for the girls was the
tension between the materialistic value and the emotional value of the concept of
citizenship. I interpreted that for the girls, the materialistic value of citizenship was
about having access to the opportunities available to every citizen in Germany,
such as having better access to education and job market opportunities.

For the girls, the emotional value of citizenship was having ties with a
country, feeling accepted, appreciated and valued together with the other German
citizens. It was obvious that German citizenship provided various opportunities
for a good life for the girls. The quotes explained the tension between preserving
national identity and belonging. Even though all the participants were born and
spent most of their lives in Germany, Turkey was a native country for them at an
abstract level that they felt they belonged to.
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Ayca: Segenek var.
Ayca: There are more choices.

Ayse: Istedigin seylerde zorluk ¢ikmiyor Alman vatandast oldugun igin.
Ayse: When one is a German citizen, there are no difficulties with the things that you
want.

Ayca: Daha ¢ok imkan oluyor.
Ayga: More opportunities.

In the quotes below, the girls discussed the emotional value of citizenship as losing
one’s roots. Citizenship for some of the participants was restricted to a paper,
which would make their lives easier and offer them more concrete opportunities.
The participants recognized that citizenship mattered for their career paths because
some jobs they valued required German citizenship. Therefore, it was important to
unpack the relationship between career paths and citizenship.

Interviewer: Bir takim meslekler i¢in Alman vatandasligi gerekebilir diyorsunuz.
Interviewer: You say that for some jobs, you need to have German citizenship.

Before unpacking how the girls associated citizenship rights with an empowered
life, it is important to emphasize the citizenship laws for children of immigrants.
With the reform of the legislation on citizenship in the year 2000, the birthright
principle was extended to include second-generation immigrants (Faist, 2013).

In the next quote, at an individual interview, Nil discussed her experience of
becoming a German citizen. When Nil decided to become a German citizen and
started the legal process, she emotionally felt like she was separating from her
roots. It is important to highlight her lack of feeling that Germany is her ‘home
country’ after residing in Germany all her life. The grounded concepts in Nil’s
quotation were the lack of societal borders, stereotypes and the stigma in society
created for the youths of migrant origin.

Nil: Insan Tiirk konsoloslugunda bile kendini Tiirkiye’de hissediyor, orda sey vardi,
ben Alman pasaportuna gegmek igin, antrag (anlasma) icin gitmistim. flk basta ¢ok
tiziiliiyordum, i¢im aciyordu, baba ben Tiirkiye’yi birakacagim ben Tiirklik’ten
¢ikacagim Alman olacagim diye. Kendime kiziyordum, orda bir sira vardi, Allah
korusun ya, o sirada dedim yeter ben bu Tiirkler’den ¢ikacagim kurtulacagim, direkt
birsey yaptim orda beni bekletiyor diye. Bekleme filan bitti, iste ben simdi Alman
olacagim, islemler baglamistir, orda beni hiiziin kapladi.

Nil: One feels in Turkey even in the Turkish consulate, I went there to apply for a
German passport. At first, 1 felt so much bitterness that I would be leaving Turkey,
that I would quit Turkey. I would become German. I was mad at myself, in the line, I
said God saves, it is enough, and I will get out of this Turkishness. I did this as they
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were making me wait there. The waiting is done. Now the process has started, I will
be a German, then again bitterness.

In another focus group, during the discussion related to being a citizen of a
country, belonging and identity, Nil and Deniz discussed the issue of both the
emotional and legal parts of citizenship. Nil’s emphasis was more on leaving her
roots which made her emotional. Deniz’s point was that being a German citizen
was important because they had lived in Germany since birth. The girls’
approaches were different in terms of the perception of being German with its
emotional and legal aspects.

Opening these two concepts, there was an ambivalence around the
contradictory experiences of the girls. The girls felt that becoming a German
citizen was like giving up their roots. The right for formal citizenship is a moral
obligation for a state to provide to its citizens. From these two aspects, the
ambivalent voice of the girls would be related to their contradictory experiences.
The girls could blend cultures from their parents’ home country and the host
country. Such a blend of cultures should be supported by public and social policies
that offer a variety of opportunities to realize both the emotional and legal
attachment of being a citizen.

Interviewer: Neden hiiziin kapladi?
Interviewer: Why bitterness?

Nil: Vatanimdan ayriliyormus gibi geldi.
Nil: 1 felt I was leaving my country.

Deniz: Ama orast senin vatanin degil ki? Senin burasi vatanin ofiziel (kanunen)
(56:16) olarak.
Deniz: But that is not your country. Your official country is here.

Nil: Ama niye orasi da benim vatanim, niye yle diyorsun ben Tiirk’iim ya.
Nil: But it is still my country, why do you say that, I am Turkish.

Deniz: Ama sen burada dogdun di mi?
Deniz: But you were born here, right?

Interviewer: Sen de Alman hissediyorum dedin az dnce.
Interviewer: You also said you feel like you are German.

Nil: Dedim ya az dnce ordan oraya c¢ekistirildik. Cok zor Allah kimsenin basina
vermesin.

Nil: 1 said, we were pulled from here to there. It is so difficult. God gives it to no one.
Deniz: Mecbursun buranin diizeni senin beynine sokulmus.
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Deniz: You are obliged to, you have the structure of it here in your brain.
Interviewer: Sizler i¢in en biiyilk engel ne olabilir iyi bir okul egitimi ve iyi bir
hayata sahip olmak icin Almanya’da?

Interviewer: What would be the biggest obstacle to you having a good life and a
good school education in Germany?

Geng Kizlar: Vatandaslik ve ¢ifte vatandaslik.
Girls: Citizenship and dual citizenship.

The challenge in accessing citizenship was associated with their unwanted
situation. As a result, they interpreted that German society was treating them as
being a burden on Germany. Also, obtaining German citizenship might be
challenged by their parents’ value of German citizenship. Some parents do not
think that their children should obtain German citizenship as they would go back
to Turkey one day. The parents may not want their children to lose their ethnic
and cultural ties with their homeland as they assimilate into German society.

Connected to their parents’ values with respect to citizenship, in various
focus and individual interviews, the girls discussed the conflicting value of
citizenship among the generations. The parents’ ideas of leaving Germany, and
their discouraging discussions about obtaining a German citizenship, contribute
to the girl’s dilemma of belonging to wider Germany society in order to have a
better life by making their presence visible and their voices heard.

Ayse: Benim babam istemiyor.
Ayse: My father doesn’t want me fto.

Interviewer: Neden baban istemiyor Alman vatandast olmani?
Interviewer: Why doesn’t your father want you to become a German citizen?

Ayse: Babam diyor ki sen Tiirk’siin (), bir ara Tiirkiye’ye gidersin. Alman pasaportun
olacakta ne olacak diyor. Ama erkek kardesim Alman vatandasi oldu. Bilmiyorum
annem istiyor Alman pasaportu olunca iiniversitelerde daha ¢ok imkan var.

Ayse: My father says because you are Turkish, you will go to Turkey at some point.
What will you do with a German passport? But my brother became a German
citizen. I don’t know, my mother wants this because there are more opportunities in
universities once one is a German citizen.

For the girls, citizenship, belonging and identity are tensions to be negotiated. I
interpreted that, for the girls, the concepts remained invisible under the rhetoric
of citizenship, which is related to the discriminative practices they come across
in their everyday life, that already makes them feel ‘other’. The participants were
aware that they would have more chances in their lives in Germany if they
obtained German citizenship. Besides the emotional discussion of ‘being
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German or not’, in various focus group interviews and individual interviews, the
girls emphasized the idea of ‘becoming Germanized’ after obtaining German
citizenship. In the grounded analysis, ‘becoming Germanized’ was consistent
with losing one’s values and adopting the negative sides of German culture.

An in-depth interpretation revealed that for the girls ‘Germanized’ meant
losing their roots, being from ‘nowhere’ and not knowing their own roots. The
girls stated that German citizenship was not necessary due to the reason of not
losing one’s ethnic and cultural roots. I interpreted this as the girls having
difficulty finding a public space to develop an identity because citizenship allows
human beings to be associated with an ethnicity and culture, which the
participating girls could not relate to in Germany.

Buse: Aslinda hem istiyorum hem de istemiyorum.
Buse: Actually, I want it and I don’t want it at the same time.

Interviewer: Neden hem istiyorsun hem de istemiyorsun?
Interviewer: Why do you want it and not want it at the same time?

The girls may not feel like they would like to obtain German citizenship because
of their unwanted situation which makes them feel like an outsider. I interpret
that the issue is grounded in the girls’ discussion on societal mechanisms rather
than political reasons of citizenship. The girls interpreted societal constraints as
influential in their lives.

Buse: Kalpten istemiyorum, Tirk oldugum igin, Tirk vatandasi oldugum igin,
bilmiyorum.
Buse: I don’t want it from my heart, because I am a Turk and I am a Turkish citizen.

Interviewer: Kalbinden neden gelmiyor?
Interviewer: Why doesn’t it come from your heart?
(Silence)

Buse: Bilmiyorum, ¢ok karmasgik, anlatmak ¢ok zor.
Buse: I don’t know, it is complicated, it is very difficult to explain.

Ayse: Cok engeller var aslinda, kuzenim oluyor, o da okuyor, o da ¢ok, Alman
vatandasi olmasi gerekliydi, Alman vatandasi olmasi ¢ok uzun siirdii, ara sira boyle
engeller oluyor.

Ayse: There are so many obstacles actually. There is my cousin, in the university,
she was supposed to get German citizenship, to obtain German citizenship. It took
so long, sometimes there are such obstacles.

Elif#00:31:24-9# Yada iste diyelim polis olmak istiyorum. Tiirk vatandasiy1z onu da
olamiyoruz, bazi meslekleri de. #00:31:36-1#
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Elif: I would like to become a policewoman. We are Turkish citizens, we cannot
enter some professions.

The participants of the research who were already officially German citizens
didn’t feel that they were part of German society. The girls emphasized the
materialistic value of being a German citizen, but they highlighted that they
didn’t accept being a German citizen in their heart. The research illustrated how
sensitive the children of immigrants are to the harm created by this public
discourse, despite the fact they are citizens and most of them are fellow Muslims
or other visible minorities. There is a young generation that cannot identify with
German citizenship (Wilpert, 2013, p.126).

Society’s exclusionary discourses on citizenship for young people of
migrant origin, in addition to the views of family members regarding German
citizenship, has shaped the girls’ interpretation of the emotional and rational
value of being a German citizen. Citizenship was seen as a problematic issue by
the participants, not because access to citizenship was problematic, but because
their perception of belonging, being accepted and being an active part of the
wider society were problematized. As a result, their self-belonging is strongly
rooted in how they interpret and experience belonging as a citizen.

8.2 Religion

According to the data obtained during the research, religion is an important aspect
of girls’ identity construction. In the quote below, Nil felt awkward about being
banned from wearing her headscarf in public as it is as normal for her as other
people wearing hairclips in their hair. As a result, Nil could not understand why the
headscarf was highly politicized in Germany. Nil was wondering why wearing a
headscarf was such a disturbance for the German public and why others associated
the headscarf with political Islam or marginalization. She was clear that she wore a
headscarf as a religious obligation which did not have any other meaning.

Nil: Ben onu anlamiyorum, bizim basimizdaki basortiiye birseyleri varsa baslarindaki
tokalari da cikarsinlar, ha toka takmigim ha esarp yani ikisinin de ayni.

Nil: That is what I don’t understand, if they have something to say about a headscarf
on our heads, they must take hairclips away too, it is the same if you wear a hair
clip or a headscarf.

The findings of the OSI (Open Society Institute) supported other research in this
field, showing the high relevance of the issue of discrimination against women
wearing headscarves to Muslims in Berlin. “Discrimination of any kind is a
barrier to a common future, especially when, in this case, the withdrawal of
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women from the public sphere is a common reaction to discrimination rather
than civil resistance” (2010, p. 97).

In the next quotes, Deniz adds that the headscarf was a greater obstacle than
being from an immigrant background. Being of Turkish origin added to their
vulnerable situation in terms of accessing to a meaningful life in Germany. The
grounded concepts in the girls’ discussion are the societal mechanisms associated
with a lack of civil rights. In a society where civil rights are obligatory and
provided by the state through legislation, girls should not be confronted with such
barriers to living a good life. The girls emphasized the intersectionality of migrant
background, ethnicity, and gendered treatments. The grounded concepts in the data
revealed a lack of fundamental rights which constrain the opportunities for socially
vulnerable girls to have a good life.

Deniz: Bagortii daha engel, en engel, migration (gd¢) engelinden daha ¢ok.
Deniz: The headscarfwas more of an obstacle, more than our migrant background.

Miicelle: Tiirk olmak yetiyor zaten.
Nil: It is enough to be Turkish.

Interviewer: O zaman en biiylik hangisi engel?
Interviewer: Which one is the biggest obstacle?

Deniz: Kopftuch (basortii), Arkasindan da Tiirk olmak. Yani biitiin kombinasyon
bizde () ((giilismeler)).
Deniz: Headscarf. Later to be a Turk, we have all the combinations ((laughs)).

Extending the discussion, the next quotes highlight the borderline aspects of
wearing a headscarf. Wearing a headscarf contradicts German society’s
expectations of girls of migrant origin. The girls may value wearing a headscarf for
the love of their religion, values, and traditions. From the quotes below, it became
apparent that wearing a headscarf is a lifestyle and, more specifically, it provides
them with space, belonging and an identity.

Deniz: Hauptschule (ilkokulda) bas 6rtii takmaya basladim.
Deniz: I started to wear a headscarf in Hauptschule' (Level of schools in Germany)

1 The German Gymnasium (grades 5-12 or 5-13) is an academic secondary school that prepares
pupils for a university education. It begins with the fifth grade (seventh in Berlin/Branden-
burg). After grade 12 or 13 (depending on the state), students earn a diploma called das Abitur
by passing an oral and written examination.

The Realschule (grades 5-10) may be a step below the Gymnasium.

Hauptschule (grades 5-9 or 5-10. The Hauptschule is generally considered the least demanding
secondary school. The Hauptschule prepares pupils for vocational education, and most of the pu-
pils work part-time as apprentices. Upon completion of the final Hauptschulabschluss examina-
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Interviewer: Neden?
Interviewer: Why?

Deniz: Cok istiyordum.
Deniz: I really wanted to.

Interviewer: Neden istiyordun peki?
Interviewer: Why did you want to?

Deniz: Bunlar beni ¢ok ¢ekiyordu ¢ok, bunlara ¢ok imreniyordum. Asir1 derecede.
Deniz: These were (referring to her friend) attractive to me, I was so envious of
them, so much.

The girls emphasized that religious practices were important and dominant in the
lives of Turks living in Germany. The grounded concepts of this data revolve
around Germany’s discourse for a democratic society, which may be considered
ignorant in terms of making policy for Turks, who were framed only as ‘guest
workers’ in Germany. As a consequence, Turks as a sub-group were not
considered when making welfare and social policies in Germany.

In the following quotes, the girls highlighted the fact that mosque-related
activities might have had an influence in uniting Turks living in Germany.
Mosques may serve as necessary welfare support to enable community belonging
in a foreign country. Also, associating the quotes below with the quotes above, the
mosques might represent a place for unity in which people unite with other diverse
Turks, who are from the same nation-state but different in terms of their sub-
cultures.

Interviewer: Neden Almanya’da yasayan Tirkler’in Tirkiye’deki Tiirkler’den daha
dindar oldugunu diisiiniiyorsun?

Interviewer: Why do you think Turks living in Germany are more religious than the
Turks in Turkey?

Deniz: Evet ¢iinkii burada ¢ok gevre var, Islami cevreler var. Biz mesela
Tiirkiye’den daha religiosiis (dindariz) 20:16-5

Deniz: Because there are environments here, Islamic environments. For instance us,
we are more religious than people in Turkey.

tion, after grade 9 or 10. They also have the option of earning the more prestigious Re-
alschulabschluss after grade 10. With that, the next step is often Berufsschule; an advanced tech-
nical/vocational school with a two-year course of apprenticeship and study.

Gesamtschule (grades 5-12 or 5-13) Some German states have this kind of school, which com-
bines the three school types into a comprehensive school that is similar to an American high
school.
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Interviewer: Neden?

Interviewer: Why?

Deniz: Ciinkii bilmiyorum yani. Eskiden dyle degildi.
Deniz: Because I don’t know, it wasn't like that before.

Nil: Zamaninda benim diisiincem bu, zamaninda ilk generasyon ikinci generayson da
aman biz Tiirk’liz aman kiiltiirimiizi egitimimizi kaybetmeyelim diye birbirleriyle hep
kenetlenmisler, kenetlenecek ne kalmig ne bileyim Tiirklerin iilkii ocaklari, Kiirtler’in
Kiirt ocaklari hepsini toplayan bir yer varmis o da camiler. Insanlar camide
toplanmislar ve ¢ogu aile ben hala goriiyorum ¢ocuklarini zorla camiye sokuyorlar.
Nil: In the meantime, the first generation, the second generation too, we are Turks,
we shouldn’t be losing our culture. They attached to each other, what else remained
to attach to, it was Turks’ Ulkii Ocak (Turkish Nationalist gatherings), and Kurdish
Ocak (Kurdish Nationalist gathering). What made us all come together were the
mosques. People gathered in the mosques. I see many families that still pressure
their children to be a member of a mosque.

The grounded concepts that emerged from this data are ‘seeking meaning in
one’s migrant status’, ‘looking for a meaning in belonging’ and ‘finding a place
for acceptance with one’s differences and diversities and belong to a diverse
community’. This situation continued for other generations, who were born,
raised and educated in Germany, because the social and public policy making in
Germany gradually developed towards building an inclusive society.

In both the focus group and individual interviews, the girls frequently
mentioned ‘dirty Germans’. Nil might be referring to extreme cultural differences
and an intolerance of her difference to Germans. In the lives of young, Turkish
women, mosques play a role in preserving their cultural background. Islam is not
only a religion in their lives, wearing a headscarf as a religious practice is a tool of
agency to build resilience and stand up against being excluded. As a result,
wearing a headscarf might be a form of resistance to social exclusion, i.e. threat
from prejudice, xenophobia, racism, and discrimination, that the girls are
confronted with in their everyday life.

In the next quote, Deniz talked of mosque activities and stated that she had
been influenced on the importance of wearing a headscarf from an early age. It is
another quote which would ground concepts for ‘finding a space to belong to a
community’, ‘belonging’ and most importantly ‘being accepted and valued’ in a
community which tolerates difference.

Deniz: Ben mesela anlatamam ki, bilmiyorum ki anlatamam. Ben nasil diyeyim
sana, anlatamiyorum ki, ¢ok gilizel geliyordu bana, ¢ok giizel geliyordu bana,
giyinmesi, uymasi, rengarenk uymalari ¢ok hosuma gidiyordu. Giizel geldi, bir de
biz ¢ok camiye giderdik, ¢ok camiye giderdik, biz buraya gelince, yatili kaldik, biz
hep camide biiyiidiik, ben buraya geldim, camiye gitmeye basladik. Mesela biz
Frankfurt’tan tatile filan geliyorduk, ben camiye yatili filan geliyordum, sey
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medreseye filan, ondan sonra ben bunlari goriirdiim ben ¢ok 6zenirdim, anlatamam
niye. Ben buna Islam aski diyorum.

Deniz: I cannot explain, I don’t know how I can explain. How can I tell you? I
cannot explain, it was so pretty, it seemed to me to be so pretty, to wear, to match, a
color match, I really liked it. It was pretty. Also we were going to the mosque, we
went to the mosque a lot. When we came here, we stayed overnight. We grew up in
the mosque, when I came here we started to go to the mosque. For instance, we
came for the holidays from Frankfurt, I stayed at the mosque overnight, in the
Medrese (Islamic learning center). Then I saw them, I was so envious of them, |
cannot explain. I say it is an Islamic love.

In the next quotes, the interviewer analyzed how religion was influential in the
girls’ lives. Was religion an adoptive preference to find meaning in their social
vulnerabilities and disadvantaged situation or was religion a concept in the girls’
lives that they had prioritized to identify their fundamental value? The grounded
concepts show the abstract conceptualization of the girls, having roots to exist,
being valuable, finding meaning in their lives and resisting the development of
an identity and belonging.

Nil: Bence Almanlar Tiirk deyince Miisliiman, Miisliiman deyince terdrist anliyor
yani. Ben camide dogup biiylidiim (). Orada dogdum biiyiidiim, beni atmiglar yani
((gtilerek)) yok gergekten ciddi sOyliiyorum yani. Ben kendimi bildim bileli
camideydim ().

Nil: I think Germans understand us as Muslims when they hear that we are Turkish,
they believe that we are terrorists when they hear that we are Muslim. I was born
and grew up in the mosque, they threw me there (smiling). No, I am serious. Since I
have known myself, I was in the mosque.

The quotes above also reveal that Nil found many answers to her questions about
her belonging and identity through reading the religious book, which she couldn’t
find in German society. A lack of social support in the community made her attach
to Islam. The girls might have identity problems relating to not knowing where
they really belong to. The grounded concepts show that they attend mosque
activities to be religious and to get answers to their questions about their lives.
According to the grounded concepts, I claim that Islam was not margina-
lized because Islam itself was threatening non-Muslim societies. Islam was
marginalized because these young people could not identify themselves with
Turkish-ness or German-ness. Islam, or being Muslim, functioned in identity
formation and belonging in a country where diversities, such as identities,
nationalities and ethnicities, were excluded in policymaking. Although wearing a
headscarf is marginalized, it manifested itself as a resistance to not being
welcomed in Germany even when they had been living there all their lives.
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Opportunities and challenges might present themselves together in the girls’
lives. For example, belonging to the religion of Islam, and wearing a headscarf,
provides the girls with identity and a feeling of belonging. In addition to identity
and belonging, wearing a headscarf is a resistance to societal challenges, such as
exclusion, which the girls are confronted with in German society. The Turks are
diverse and are also divided into various sub-groups in Germany. I interpreted
that religious organizations functioned in gathering these diverse people from
Turkey. I claim that the term ‘integration into German society’ emphasizes
becoming part of Germany and adhering to German traditions and culture, rather
than living in a society of cohesion and diversity.

On the other hand, being affiliated with Islam and wearing a headscarf,
which is gendered, intersected with the girls’ Turkish ethnicity to establish good
life opportunities. The grounded concepts are a lack of healthy identity formation
and a lack of healthy belonging, which would be a blend of different cultures,
such as Turkish, German and Islam in this case.

Giil: Ciinkii biz daha ¢ok kisitlaniyoruz, Tiirkiye’de nasilsa Tiirk’tiir kimse kimseye
birsey yapmaz diye, milli gururumuz oluyor ya hani milli sevgimiz filan.
Cocuklarini birakabiliyorlar ama Almanya’da aman Almanlar pis onlar, ama birsey
yaparlar, diye diye ¢ocuklar1 eve kapatiyorlar kapatmislar. Ve bu jenerasyonlarca
bdyle devam ettirilmis. Tiirkiye’de boyle degil, benim kuzenlerim hem saat ne
olursa olsun ¢ikiyorlar disariya, ama burda kisitlaniyorlar ¢ocuklar, ne kadar
kisitlanirsa o kadar daha koétii seylere meyilli olurlar.

Giil: Because we are limited. In Turkey everyone is Turkish, no one is going to do
anything to one another. We have a national pride, we like each other, we can leave
kids alone, but in Germany families constrain their children in case the dirty
Germans do something to their kids, they keep them at home. It has continued
through the generations. It is not like that in Turkey, my cousins go out at whatever
time, but here they are limited, more kids are limited, there is more potential for bad
things.

Interviewer: Sizce, bu bir hayali soru, bunu bilemeyiz. Siz Tiirkiye’de olsaydiniz
Tiirkiye’de biiylimiis kizlar olsaydiniz yine bdyle ¢cok dindar olur muydunuz?
Interviewer: This is a hypothetical question. If you were born and grew up in
Turkey, would you be as religious as you are now?

Deniz: Olmazdim (hemen sOyledi) sanmiyorum, ¢iinkii biz camiye Almanya’da
Tirkli’glimiizii  kaybetmemek  i¢in,  kiiltlirimiizi ~ kaybetmemek  igin,
Alman’lagmayalim diye daha g¢ok kenetleniyoruz. Burda mesela, Tiirk deyince
Miisliiman geliyor aklina anliyormusun was ich meine (ne dedigimi) (1:50:38-6) dyle
mi ¢iinkii fast jeder Tiirke hier (herkes Tiirk) (1:50:42-8)

Deniz: I wouldn’t (she said immediately). I think because we go to the mosque in
Germany, not to lose our Turkishness, not to lose our culture, not to become
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German. That is why we attach more. Here for instance, Turks mean Muslim in
peoples’ mind. Do you understand what I mean? Everyone is a Turk here.

In another focus group, being affiliated with Islam and wearing a headscarf
contributed to their social vulnerability as the grounded concepts reveal. Islam as
a religion was associated with the recent terrorist attacks in the world, which
caused a disadvantaged situation for the girls. In the grounded concepts, Islam,
as a religion, provided an identity and mosques, that serve as a space of
belonging, which they could not find in the wider German society. In this regard,
a ‘mainstream identity’ was necessary for the girls to identify themselves with
the majority and with other sub-groups living in Germany. From this perspective,
the girls might have two main challenges. The first main challenge was isolation
from the majority identity, i.e. not being a ‘proper’ German, because of a lack of
relating to the majority society. In Germany, there is not a strong discourse that
Muslim youth are also part of Germany.

The second main challenge for the girls was relating to other sub-groups in
Germany. This situation might create confusion for the girls, as they were isolating
themselves within their own sub-group, to identify themselves with their own
culture and traditions and find answers to the challenges to their religion.

Grounding the dilemmas of the girls from existing literature, Islam is
expressed as the hallmark of identity by some immigrant women, and it has been
rediscovered and reconstructed in this context. In this way, the religion provided
a general framework that helped individuals to understand the world and find an
answer for the unexplainable (Altuntas, 2009, p. 345).

Wearing a headscarf in Germany has been a contradictory issue, both in
politics and the public rhetoric. Analyzing the roots of the headscarf, the rhetoric
surrounding the wearing of the headscarf became a political discourse in 1997.
“The president of the German office for the protection of the Constitution, Peter
Frisch, said that Islam would probably become the biggest problem for
Germany’s internal security. Peter Frisch discussed that wearing headscarves
could be interpreted as a sign of Muslims’ deliberate self-exclusion from German
society” (Collet, 2004, p. 131).

The girls might be experiencing exclusion because of their headscarves in
the public sphere. According to stereotypes, these girls may be associated with
fundamental Islamist women who are forced to wear headscarves, are oppressed
by men and do not have basic rights in their lives. The girls in this research
highlighted such stereotypes very often during the interviews. The girls might be
confronted as a ‘threat to Germany’ because of the lack of structures, which
would allow them to be active equal agents in the public sphere. The grounded
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concepts revealed that girls of Turkish origin had an ambivalent voice when they
defined their identity and belonging in Germany society. The interpretation of
the data on girls’ plural identity was that it was not visible and accepted in
German society. It is this invisibility that causes ambivalence for the girls.

The participants found it challenging to find appropriate places for
socializing and building identities. Altuntas (2009, p. 345) had a similar analysis.
In her research she claimed immigrant women who were born in Germany, and
those who came to Germany at a young age, could adopt neither a Turkish or
German identity. For them, the Islamic identity was more acceptable and
provided them with a way out. I claimed that being Turkish at the same time as
being German was contradictory. Their plural identity has not been accepted or
acknowledged by Germany society, that is why girls might choose to be Muslim,
as being Muslim was more inclusive of people with diversities.

Research into the identity of immigrants revealed results similar to those
found in this doctoral research project (Kog, 2009, p. 114). The integration
problem was an identity problem. The participants’ ambivalent ideas, discussions,
views, discourses, identities, and belonging needed in-depth research. In various
focus and individual interviews, an ambivalent discussion occurred. As described
above, the girls were negotiating with identities such as Muslim, Turkish and
German. As a result, they built themselves an identity related to religion and
ethnicity.

As a result, the girls were shaping their identity and at the same time
positioning themselves to belong in Germany. The following chapters will
discuss cultural ambivalences connected with the ethnicity of the girls. The girls
had to deal with their families or communities’ expectations of being Turkish. In
contrast, the girls experienced contradictory expectations from German society
for girls of migrant origin to be German. The contradiction of their ethnic
experiences could be one reason for the ambivalence in their voice and actions.

8.3 Ethnicity

The participants positioned themselves the way German society was positioning
them. The following quotes described how the societal perceptions about their
identities were contributing to their vulnerabilities. The girls may have confusion
in their identity and sense of belonging, as described above, but both German and
Turkish societies may not see these young people as ‘proper Turkish’ or ‘proper
Germans’. It may be that these girls do not know who they are as a result of where
they are.
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In the quote below, the participants discuss living in such a tense society
that they might have problems acknowledging ethnicity. The formation of the
girls’ plural identity could be more challenging in the midst of the tense
integration, migration, belonging and citizenship discourses in Germany. For
example, in the quote below, Ayca highlights her experiences of being seen as a
Turkish girl living in Germany, in Germany, and also of being seen as a Turkish
girl living in Germany, in Turkey. She defined herself as ‘foreign’. Being foreign
made them feel as if they were not sure who they were and where they belonged.
In her opinion saying only ‘I am Turkish’ is not correct, as they were born, grew
up and lived all their lives in Germany. Such discourses challenge their ethnicity
in constructing an identity.

In the quotes below, Nil highlights how to ‘survive’ in the extreme diversity
of Germany, where many religions, backgrounds, and ethnicities live together. In
Nil’s quotation, she focuses on the emotional reasoning that makes Turkey her
home. Her quote could be interpreted as being valued and accepted because of
her cultural background.

Nil: Ama orda hepsi Tirk. Orda géze batmiyor, orasi kendi vatanimiz kendi
milletimiz birsey olsun ta, devlet nedir, onun en iist bakanina kadar ¢ikabiliriz,
neden ¢iinkii dilleri var orda yetismisler

Nil: But there everyone is Turkish, you do not attract any attention. There it is your
own country, if something happens to you there is a state and you can go to the
highest parliament because you have the language.

Aynur in her quote continues to highlight the contradictory dual experience they
have in their lives. Having a Turkish migrant background and living in Germany
permanently contributes to their ambivalent experiences. She emphasized she felt
divided between the two cultures and traditions. She highlighted that when she is
in Turkey, she misses Germany and when she is in Germany, she misses Turkey.
Aynur finishes by saying, “I hope, God does not give this situation to anyone”. It
could be interpreted as it being difficult at her age to make sense of the experien-
ces she has had.

Aynur: Ikili hayat oluyor, ikiye boliiniiyorsun. Demek istedigim, biz burada dogduk
biiytidiik, burdaki insanlarin kiiltiirleriyle biiyiidiik, yetistik onlarla pistik diyelim ne,
ayni zamanda ailemiz elinden gelen kadar kendi Tirkliglimizii kendi
traditsyonlarimizi Sippe’erimizi (akrabalik iligkisi) (39:06) sunumuzu bunumuzu
Ogretti, ama bir yanin oraya gidiyor bir yanin buraya gidiyor. Ben burdayken
Tirkiye Tiirkiye diye agliyorum, Tiirkiye’deyken de Almanya Almanya diye
agliyorum, ben kalmam burda diyorum (). ikiye ayriliyoruz, ¢ok zor bir durum,
Allah kimseye vermesin.
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Aynur: There are two lives, you are divided into two. What I want to say is, we were
born here and grew up here, we were nurtured with the culture of the people here,
grew up, we grew up (she uses an expression in Turkish). At the same time our
families taught us as much as possible, our traditions and kinships, but one side of
you is going here, one side of you is going there. When I am here, I cry for Turkey,
Turkey and when I am in Turkey I cry for Germany, Germany. I say I cannot stay
here. We are divided into two. It is such a difficult situation. God gives it to no one.
Deniz: Ya. Wir sind zwischen zwei Sachen, zwei Ufern (iki birseyin ve iki iilkenin
arasindayiz) diyebiliriz (39:25) Biz Tirkiye’ye gidiyoruz aha Almanci buraya
geliyoruz aha Tiirk, biz kaldik ortada biz yeni bir vatan m1 kuralim ()

Deniz: Yes, we are in between, two things, two lands. When we go to Turkey, they
say look she is German, we come here, they say look she is a Turk, we stay in
between. We should build a country.

The girls were negotiating how to structure and define themselves in a country
where they hear negative comments about people of immigrant origin. They are
stigmatized in Germany and they interpret that their pluralism is not accepted. In
the below quotes, being ‘foreign’ and ‘ambivalent’ as a result of assimilating and
‘becoming German’ are the main issues for the girls. All these quotes gathered
from various focus and individual interviews revealed the need for the
presentation of diverse ethnicities in everyday life in the public sphere.

Interviewer: Sizi ne Alman hissettiriyor kendinizi?
Interviewer: What makes you feel German?

Nil: Hersey, burda dogduk burda biiylidiik. Sonugta onlarin kiiltiirleriyle biiytiidiik
biliyiimedik diyemeyiz.

Nil: Everything, we were born here and grew up here. In the end, we grew up with
their culture, we cannot say we didn .

Deniz: Biz kindengarten Uwe, Sara, Maria hepsi deutsch tamam mi, Tiirk’te var
yakin gorliyoruz ama, tabi daha yakin Almanlar’dan ama (3) eem Almanlar’siz

olmuyor.
Deniz: In kindergarten, we had Uwe, Sara, Marie, all German. Okay, we feel

Turkish is closer than German but we cannot stay without Germans.

Interviewer: Neden Almanlar’siz olmuyor?
Interviewer: Why it is not possible without Germans?

The girls had difficulty to identify themselves with German-ness. There are
dominant factors in their lives demanding that they feel mostly German as they
were socialized in Germany. The girls predominantly responded that they were
Turkish even though they had been highlighting that they were German. This
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ambivalent voice could be a result of not having policies in place to create
opportunities for diversity and to support the development of plural identities.

Nil: Alistik ¢iinkii, ¢ok afedersin bizi ¢ekistirdiler (zorladilar) biiyiitiirken Almanlar
cekistirdi kindergarten da, grunschule de, hauptschule de simdiki okullarda hala
cekistiriyorlar ki boyle diisiinelim, beynimizi bir sekilde yikamaya calisiyorlar. Koti
anlamda degil, bakis acis1, bagka hayatta var, bagka diisiince de var diyorlar. Onlar, o
yonil gosteriyor size, o yonii gosteriyor sana. Tiirkler’de diyor ki sakin bakma orasi
kotiidiir bu tarafa bakin. Tiirkler seni suraya buraya cekistiriyor. Almanlar seni
cekistiriyor, mecburen kiliseye girmek zorundasin, mecbursun ben Katolische ben
Evangelische kindergartende biiyiidiim. Hani onlarin dinine gore yetistim, ordan
¢iktim camiye gittim camiden ¢iktim kiliseye gittim derken, yani her dinde alaturka
(46:16) olduk biz ().

Nil: We got used to, sorry, but they pressured us when we were growing up,
Germans pulled us in Kindergarten, grundschule, and hauptschule, in the current
school. We are still pulled to think like that, they are trying to brainwash us. Not in a
bad way, it is a perspective, there is another life, there are other thoughts. They
show this way to you, Turks show you another way and tell you not to look at the
other side. It is bad. The Turks pull you here and there. Germans are pulling you
here and there. You are obliged to go to church, you are obliged. I grew up in a
Catholic, Evangelic kindergarten. I grew up according to their religion, I got out of
there. [ went to a mosque, I got out of the mosque. I went to church, that is in every
religion, we became Alaturka (people who are envious for the past).

Deniz: Fifty-fifty her iilkeden kétiileri de var, ben 6yle birsey degilim, ben Tiirk’tim.
Deniz: It is fifty-fifty, in every country, there are bad people, I am not like that, and 1
am Turkish.

Nil: Tarih dersinde bir ara, diskusyonlar (tartismalar) vardi, birden bire durdum dedim
biz Almanlar diye bagladim ciimleye ama spontan oldu, yanimda Tiirk bir arkadag
vardi bana bir bakti_biz Almanlar mi1 dedi, durdum dedim ki siz Alman’lar dedim.
Nil: In history lesson, there was a discussion. I stopped and started the sentence with
“we Germans”, it was so spontaneous. There was a Turkish friend next to me, he
looked at me and said “we Germans?” I stopped and said “you Germans”.

Nil has also discussed the changes from the time her parents lived in Turkey. She
was aware that she is more familiar with her parents’ experiences from the past.
She loved these stories. These experiences from her parents and experiences
from her own life in Germany would contradict each other. Nil highlighted that
her ‘parents’ time’ was visible in their lives. At the same time, she was attached
to Germany. Nil’s feeling of being between two cultures and her ambivalent
voice could be grounded in‘being foreign everywhere’, ‘Turkish communities’
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isolation from mainstream culture’ and ‘a lack of developing a plural identity
and belonging’.

Nil: Senin ailen zamanindaki Tiirkiye’nin diizeni de senin beynine sokulmus.
Kalbimi yariya ayirmislar, ben Alman arkadaslarima kotii diyemem onlar benim
canlarim. Ogretmenlerim var bana o kadar yardim etmis, o kadar gok Alman insan
var ¢ok sey borglu oldugum. Ben onlar1 satamam ki, ben onlarla biiyiidiim, bana
birsey olsa bana yine Alman devleti bakacak. Ben onlart atip ben Tirk’iim
diyemem, sadece Alman’im diyemem. Bir yanim Alman ¢iinkii bir giin ben
Tiirkiye’de ebediyen yasarim diyemiyorum c¢ilinkii ben, ileriki hayatimi garantiye
almadan Tiirkiye’ye giderim diyemem, neden diyemem, 10-15 sene sonra diyorum.
Nil: The structure of Turkey is your family’s time in Turkey. I feel like my heart is
divided into two, I cannot say anything bad about my German friends, they are in
my heart. I have teachers who helped me so much, there are so many German
people [ feel so thankful for. I cannot give them up. If something happens to me, the
German state will take care of me. I cannot throw them away and say [ am Turkish,
I cannot say I am only German. One part of me is Turkish and one part of me is
German because I cannot go to Turkey without guaranteeing my life. I can say,
maybe in 10-15 years time.

Deniz: Peki senin diisiincen ne? Anlayamiyorsun di mi?
Deniz: Okay, what is your idea? You don 't understand, right?

The data obtained during the project revealed the young people narrowly defined
being German or European as something in which they didn’t fit or belong. The
German Turks, however, fostered an affinity towards creating cosmopolitan,
hybrid, global and reflexive identities that refined their European identities,
stated differently, although at the outset they may be prone to be perceived as
communal (Kaya, 2009, p. 399).

Society contributes to their ambivalent life experiences. In Nil’s example
when she starts her discussion in a history lesson with “we Germans”, she was
corrected with the reaction of a few other fellow colleagues that she was
“Turkish’. Ethnicity drives strong divisions in society. At the conceptual level,
society contributes such ambivalent experiences because diversities and plural
identities are not accepted in society, ethnicity determines opportunities and
obstacles for the girls.
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9 Education as an Aspiration

The girls discussed their aspirations and life plans both in the focus groups and
during in-depth individual life-history interviews. Through the interviews, girls
have highlighted the importance of a school education and the importance of
being an educated young woman in German society.

The participants discussed the fact that education is a fundamental aspect of
a good life. If they have a good education, they may have better labor
opportunities in the future and a better life as a result. In the interviews, most
participants pointed out that, in their lives, the most important factor in their life
is to study and have a good career. After obtaining education and skills for a
good work, they can think of other aspects of their lives.

Tugba#00:14:06-2# Okuyan insanlarin yasaminin daha kolay oldugunu &grendim
yani onlar o kadar ee sonradan o kadar zorluklar ¢ekmiyorlar zum beispiel benim
annem simdik meslek sahibi degil, liseden sonra okula devam etmedi {iniversiteye
gitmedi onun i¢in simdik meslegi yok yani biitiin yaptiklar1 bosuna gitti. Onun igin
ben birsey basarmak istiyorum, sonradan zorluklar cekmeyeyim diye. Zum beispiel
dedemde sey, fabrika gibi bir yerde calisiyor bdyle Kohle’yi sey yapiyorlar, o yani
dyle cok zor isler yapiyorlar, ¢iinkii okulda gitmedikleri i¢in okumadiklari i¢in, onun
i¢in ben okumak istiyorum, dyle bana olmasin diye. #00:14:52-5#

Tugba: Your environment, I learned that people who studied have easier lives, so
that much later, they do not have difficulties. My mother doesn’t have an
occupation. After she completed high school, she didn’t go to school, she didn’t go
to university. That is why she doesn’t have an occupation, that is why all she did is
wasted. That is why [ want to succeed at something, in order to not have difficulties
later. For example, my grandfather worked in a factory, coaling, doing very hard
jobs. They are doing hard jobs because they didn’t go to school and they didn’t
study. That is why I want to study, so I don’t have to do the same.

In the below quote, Tugba says she would like to study more to have an
occupation because she has realized the kind of difficulties people have if they
do not study and do not have an occupation. Their difficult situation in Germany
might also play a role for them to raise their voices to be accepted as part of
German society. Girls interpreted that a ‘better education would bring more
opportunities to be accepted in German society’. Girls used the observed
experiences of their relatives in order to plan their future prospects.
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In the following quotes, girls highlighted the fact their families are advising
them to choose high-rank careers as opposed to jobs considered to be low rank in
the societal hierarchy.

Ceren: Benim annem der ki sen evde temizlik yapma bagkalar1 senin igin yapsin, sen
Oyle yliksek bir (.) amtta (devlet dairesi) calis diye. Abitur bitirmis oluyoruz,
iniversiteye gidiyor olacagiz, giizel bir liniversite olsun. Evet, babam sey der, ben
bu hatalar1 yaptim sen benim gibi siiriinme yani hayatini kurtar, dyle der.

Ceren: My mother says, “don’t do the cleaning, let others do for you” and, “you work
at a very high workplace”. We might finish Abitur and go to unmiversity, a good
university. Yes, my father says, “I made mistakes, don’t suffer like me, save your life”.

Participants had high inspirations and aspirations for a career. In different focus
group settings, participants mentioned they would like to further their education
and go to do Abitur, which allows one to access higher education, or gain a
vocational education and have a good job. Even in the Hauptschule interviews,
girls highlighted that they try hard to do Abitur in order to have good vocational
training. Participants perceived that having a lower level of education will not
give them a life they value.

Ayse: Benim annem ve babam icin agsagilanmamak cok 6nemli. Ben diyorum o
zaman, ben is sahibi olursam, herkes der bu kiz okumus, herkes soyler.

Ayse: For my mother and father, to not be insulted is very important. I say that when
the time comes and I have a job, everyone would say that girl studied, everyone
would say.

The data revealed that their parents, or other people in their surrounding
environment, verbally supported girls for getting a good education. It was not
possible to examine how solid was the support that girls received from their
families for school education or future planning. The quotes revealed only that
their parents had supported them from a young age to study and have high career
aspirations. Education for the girls have meaning, which includes aspirations of
being emancipated, to be independent and to live a life with their own resources
to have an active role in Germany.

A discussion on life plans was also part of the interviews to deeply understand
their motivations. In a different focus group and individual interviews, participants
highlighted the importance of independence. All participants involved in the
project had high career aspirations and goals. Some participants highlighted that
they would like to live a life without being dependent on anyone. Girls
conceptualized being independent in various spheres of their lives. Education is
one aspect that is viewed as a tool to access a good career choice. Good career
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choices could support women economically to be independent and empower them
to raise their voices.

Ayse: Ben iiniversiteye gitmek istiyorum.Pilot olmak istiyorum.
Ayse: I want to go to university. I want to become a pilot.

Manolya: Doktor olmak istiyorum da bagsaramamaktan korkuyorum (). Ama abitur
yapmak istiyorum 6nce ondan sonra daha belli degil, ondan sonra ne yapacagim.
Manolya: I want to become a doctor but I am afraid of not succeeding. But I want to
do abitur first. Later, it will be clearer what I will do.

Ayca: Ben de abitur yapacagim ama ondan sonrasi belli degil. Kimseye muhtag
olmayalim, kimseden birsey beklemeyelim, kendi hayatimizi kendimiz elimize
almamiz igin.

Ayga: 1 will also do abitur but I don’t know what I will do later. I don’t want to
depend on anyone, or accept anything from anyone, to get my own life in my own
hands.

The discussion is continued in the quotes below. It revealed that girls’ educational
aspirations are strongly linked to those of being emancipated women. Interestingly,
the girls highlighted having freedom and being independent as their main
aspirations. The participants also argued that being independent and having
freedom is much more important than having money. They were aware of
gendered roles and their life experiences had shown them that being an
emancipated woman is more acceptable in German society. According to their
interpretations, being independent is safer than depending on someone.

Nil: Bagimsiz olmak. Komple yeni bir sayfa agiyorsun, sadece sen varsin, hani seni
kurtaracakta, diigiirecekte hi¢ kimse yok, hi¢ bir insan yok kendi ayaklarinin
iizerinde yasamay1 Ogreniyorsun, hani bir Insel’e (adaya) gider insan kendi, hani
yetenekleriyle ayakta kalmaya calisir ya kendi ayaklarimin iizerinde durmak. Bir
evim olsun, isim olsun, param olmasmn ama kendimi yiriitebileyim (1:56:50-9)
kendimi. Istedigin yere gideceksin, istedigin seyleri yapacaksin, ayagma kilitli, hani
ayagina bir (3) ya, darf keine Klemme sein (kelepge olmamali) (1:57:32)

Nil: Being independent. Besides liking, I don’t know anyone, one opens a completely
new page, there is only you, there is no one to save you or fail you, there is no one,
you learn to live on your own two feet. Like when you go to an island, you are
yourself with your own talents, you try to stand, standing on your own two feet. 1
would like to have a house, I would like to have a job. I wouldn’t have money but [
would take care of myself first. You will go wherever you want, you will do whatever
you like, and there will not be any chains to your feet.
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Deniz: Aynen Oyle. Mesela telora ¢ok 6nemli, anliyor musun, hayatta istedigin seyi
(3) alacaksin, anladin mi “weifl du was ich meine” (ne dedigimi biliyor musun) dyle
(1:57:46-8) hani sey yonden hayatimda yapmak istedigim seyi yapmak isterim.
Deniz: Exactly. For instance, tolerance is important, do you understand? You will
get what you want in life, do you understand? Do you understand what I mean? (she
said once again in German), so that’s the way I would like to do things.

Also, the data reveals that informal education opportunities could encourage girls
to overcome their limits to achieve better educational opportunities. Mainly, the
girls emphasized that their free time activities involved sports and spending time
with their families and friends. The participants also highlighted there were not
many activities in their neighborhood or they were not well informed about these
activities.

When their teachers offered them free time activities, they engaged in these
activities. In the following quotes, Ayse emphasized that she did not find a place
for herself after school. The reason for this lack of integration could be that girls
are not able to find activities that are culturally relevant, or that the activities
offered might be inconvenient. Extra-curricular activities could be a crucial way
for girls to find valuable activities and to enhance their educational process
outside school education.

Ayse: Almanya’da cok gezecek yer yok.
Ayse: There are not many places to go in Germany.

Interviewer: Sizin katilabileceginiz genglik aktiviteleri var m1? Onlara katilabiliyor
musunuz?

Interviewer: Are there any youth activities you can take part in? Can you participate
in those?

Ayca: Katilmadim da, 6nceden bir kere katilmistim da simdi son zamanda
katilmadim. Eem mesela yaz tatilinde 6gretmenimiz bir tane kagit vermisti, brosiir,
(.) ondan vermisti, eem mesela eem Rhein’in orda, altstad (tarihi sehir merkezinde)
ta, orda iste, (.) Heinrichheine —Allee deniliyor iste, eem, spor filan yapiyorlardi,
Atletik filan ona katilabiliyorduk filan, 6yle bir teklifte bulundu. Burda olanlar
gidebilsin diye.

Ayga: I didn’t participate before. I participated once, I didn’t go recently. For
instance, during our summer vacation, our teacher gave us a brochure, for a place
near Rheine, the old town. The place is called Heinrich Heine-Allee. They do sports,
athletics, so we could join. It was offered like that, for those who could go.
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Interviewer: Sizler Almanlar’in veya bagka iilkelerden insanlarin oldugu yerlere
gidiyor musunuz?

Interviewer: Do you go to places where there are Germans and people from other
countries?

Ayca: Tabi mutlaka Almanya’da yasadigimiz igin, kesinlikle gidiyoruz.
Aycga: Yes of course, as we live in Germany, we definitely go.

The girls highlighted that mosque-related activities were the only activities they
were attending. These activities were not what girls preferred to attend in the
beginning. Also, girls did not find these activities relevant to their needs. The
grounded concept could be a lack of public space that supports young peoples’
educational process.

Interviewer: Onun disinda neler yapiyorsunuz mesela? Tiirk derneklerinin veya
camilerin yaptiklari aktivitelere katiliyor musunuz?

Interviewer: What else do you do? Do you attend activities at Turkish associations
or mosques?

Kizlar: Evet katiliyoruz ((yliksek bir ses tonu ile))
Girls: Yes we do ((with a high tone of voice)).

Cemre: Annem zorla gétiirdii () ((giiliismeler))
Cemre: My mother took me by force (laughter)).

Ceren: Beni de annem gotiirdii ama sonra giizeldi, eglenceliydi arkadaslarla dyle
vakit geciyor.

Ceren: My mother also took me there but later it was good, fun. It was a good time
with friends.

Ayca: Camiye gidiyorduk, her Cumartesi filan igte 6greniyorduk sonra tiyatro oyunu
yaptilar, iste bir olay1 ee oynadik. {lk ben de ilk 6yle birsey katildigimda Syle oldu
zaten. O zamandan beri zaten benden sonra kiigiik yegenlerim de gitti ilahi filan
sOylediler.

Ayca: We were going to the mosque, we were learning every Saturday, we were
doing theater, we played. When I participated for the first time that happened. Since
then, after me, my small cousins went to sing carols.

Young people in urban areas met with obstacles to approaching social activities.
Free time activities would also positively influence girls’ education and life
achievements. Girls would benefit from extra-curricular activities as they would
enhance their educational opportunities to build a meaningful life in Germany.
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Elif #01:06:52-0# Ya burda nasil diyeyim, bizim yasimizda, bizim yas grubumuzdaki,
(3), insanlara ¢ok birsey sey yapmiyorlar, angebot (aktivite) yapmiyorlar Tiirkiye'de
mesela kafeler var genglerin gittigi burda ((Menge’de- semtin ad1)) bir tane kafe var,
sadece oma’lar var, sadece yasli yasli insanlar var,oraya gidip (giiliismeler) #01:07:13-
o#

Elif: How can I say here, they don’t do things for people of our age, they don'’t offer
anything. For example, in Turkey there are cafés for young people, here in Menge (the
name of neighborhood where this young lady is living), there is only one café where
young people go. There are only grandmothers there, only old people going there

(laughs).

Demet#01:07:36-2# Annem sey getiriyor, flier (brosiir) bakiyoruz tatilde ne
angebotlar (olanaklar) filan var, hep bakiyorum hep boyle kiiciik cocuklar igin veya
nasil Theaterstiick fiir dltere ((yaslilar igin tiyatro gosterileri))#01:07:48-1#

Demet: My mother brings brochures, we look for summer offers and such. I am always
looking. It is always for little children or, for example, theaters for older people.

As a result, girls need various types of support to organize their lives in order to
approach their educational goals, improve their lives, raise their voices and live
the good life they value. School education should incorporate informal education
possibilities to enhance opportunities for girls.
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10 Marginalization

This chapter will discuss ‘Discrimination’, ‘Stereotypes’ and ‘Institutional
Marginalization’.

10.1 Discrimination

The participants highlighted various experiences related to unequal treatment,
injustice, and unfairness in different spheres of their lives.

In the quotes below, the girls commented that they were not as disad-
vantaged as others because they had German friends. The grounded concepts are
‘part of Germany’ and ‘being accepted by Germans’. Other girls of Turkish
origin were building glass ceilings because of all the discrimination they
confronted.

Deniz: Evet evet, dogru ifade etmisim, Tirk kizlar1 bdyle yemis yemis darbeyi
bunlar artik boyle ama bunlart da hor gérmemek lazim. Ciinkii bunlarda yemis
yemis darbe yemis Grundschule’den beri artitk bdyle bi Kapselhiille (igine
kapanmak) (1:42:36-0) yapmuslar, bi baglamislar die haben keine_Lust mehr (ondan
bikmuislar) biz yinede sansliy1z, mesela ¢ok yakin Alman arkadaslarim vardi anliyor
musun, onlart o seyden ¢itkarmak zor weis du was ich meine (ne dedigimi biliyor
musun) (1:42:54-6).

Deniz: Yes, yes, 1 expressed correctly. The Turkish girls always accepted the
troubles, we shouldn’t be seeing them as bad. (According to the researcher’s
understanding, the girls accepted all difficulties without saying anything). Because
they always had troubles, since Grundschule, they became a closed and isolated
community inside German society, and they don’t desire anything more (According
to the researcher, the Turkish community was closed inside of them). We are still
lucky, for instance, I have close German friends, do you understand? They are like
that, it is hard to help those young people, do you understand what I mean?

Giil: Onlar yasadiklart yerden ¢ikarmak miimkiin degil.
Giil: It is not possible to take them away from where they live now.

The girls pointed out that aggressive election propaganda exists in Germany. The
girls highlighted how they interpreted these political tensions with their hybrid
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identities. As was discussed extensively, the participants felt threatened because
of the negative discussions on migration in Germany. Hostile politics mostly
targeted people from Turkish, Muslim backgrounds and not other Muslim
groups, such as former Yugoslavians. The participants associated this hostile
political discussion with Germany’s past. The girls discussed their concern about
the political parties’ hostile propaganda during the elections.

In various group and individual interviews, the girls raised their concerns
about the political discussions and their discomfort surrounding these
discussions. The grounded concept emerging from the data was that diversity is
seen as a threat rather than a natural part of German society. During the
elections, the migrant population was framed as having a negative impact on
Germany.

Tugba #00:26:18-5# Birde simdi Almanya’da bir tane Partei ((parti)) var. Yani birde
bdyle demokrasili Partei‘lar (politik parti) varya SPD CDU bir tane NPD mi ne.
Onlarin bdyle strasseler’de (sokaklarda) seyler var boyle plakatlar (tabela) var orda
yaziyor Islama karsilar. Oyle seyler ¢ok Almanya’da, ben de diisiiniiyorum, () yavas
yavas Oyle seyler goriiyorsun, birde okulda goriiyorsun 6gretmenlerin bagka iilkeden
gelen cocuklara baska gozlen baktigimi goriiyorsun. Ondan sonra, baska iilkeye
gitsem mi diye diisiiniiyorsun () #00:26:50-3# Ogretmenler hep baska gozlen
bakiyor sana, hissediyorsun. #00:27:30-5#

Tugba: Now in Germany there are these parties, I mean like the democratic parties,
SPD, CDU, and another one, I don’t know if it is NPD. They have posters on the
streets and they write things against Islam. There are so many of these things in
Germany. I think slowly one sees things, as well in the schools from teachers. They see
kids who are coming from other countries with a different eye, then I wonder if I
should go to another country. Teachers look at you with a different eye, you can feel it.

The political climate was associated with Germany’s past. The girls’ interpreta-
tion of the discourse was the result of the educational limitations and a welfare
system that focuses on building cohesive sustainable societies. The young people
were described with their ethnicities and migration status even while living all
their lives in Germany. Ethnicity and migration status also determined their
opportunities.

In the quotes below, the grounded concepts involve how the invisibility of
plural identities could constrain the image of young people of migrant origin.
Public discourses made ethnicity a primary factor for school success. The
discourse could create a reality in which the young people are framed as a burden
to the education and welfare system. This may lead to lack of access to various
opportunities for a good life.
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Dilek#01:00:45-4# Test yapsinlar Alman ve Tiirk 6grencileri arasinda baksinlar kim
daha iyi, yani simdi Almanlar’1 sey yapmak istemiyorum da ama #01:00:54-6#
Dilek: They can test Turkish and German students, and see the difference, who is
better, so now I don’t want to do anything. (According to the researcher, the
participant does not want to say anything negative about her native German peers).

Interviewer#01:00:54-6#: Ne yapacaklar sonra o sonuglarla, ne tiir giizellikler
getirecekler?
Interviewer#01:00:54-6#. What will they do with those results?

Dilek#01:00:54-6#: Hani mesela, benim das was ich rauszieche aus den Zeitungs-
artikeln ((gazetelerden anladigim kadartyla)) und sei es einfach (hani boyle) Tiirkler
boyle Almanlar kadar akill degiller mesela benim rausziehen ((¢ikardigim)) benim
ettigim #01:01:13-4# #01:01:15-4# Ya evet o zaman sey yapabilirler, o zaman bir
Almanla Tiirk i yanyana koyup baksinlar mesela #01:01:21-3#

Dilek: As I understand from the newspapers the Turks are not as clever as Germans.
Yes, there are times they can do things well, there are times they can put a German
and a Turk together and look for an example where the Turks can do better.
(According to the researcher, someone could compare school test results of Turkish
and German origin pupils).

Demet #01:01:36-9# Dilek nin dedigi sey ¢arsida hep Flyer asili, Auslander Alman
sey yazmislar, kac tane Bewerbung (bagvuru) yazmis, kag tane unterricht emmm
yani yabanci iilkeden gelen insan, hep absage veya bi tane sey. Her yerde asili
carsida, gordiim. Bewerbung konularinda dedi ya demin Almanlar’t daha ok
seciyorlar Tiirkler’i segmek istemiyorlar, auslanderlar’1 (yabanci) segmiyorlar diye
belki o olabilir bizim igin. #01:01:58-6#

Demet: As Dilek says, they put posters in the city, they compare foreigners and
Germans, they studied how many applications they have received. People coming from
foreign countries got more refusals, it is hung everywhere in the city center. On the
topic of applications, as I said recently, they chose Germans more, they don’t want to
choose Turks. They don’t choose foreigners, that is maybe how it may be for us.

Sedef#01:03:15-1# Ben neden oldugunu da anlayamiyorum ben ¢iinkii biz de ayni,
sekilde biylidiik ayni sekilde derslerimizi yaptik, notlarimizi aldik iyi hani
hauptschule, realschule ayrimi yapsalar tamam diyecegim ama hani auslander,
Deutsch diye yaparlarsa anlamiyorum ama hani bence o bizim i¢in bir engel olabilir,
bagka engeller, #01:03:36-0#

Sedef: I don’t understand why because we grew up the same. We did our lessons the
same way, we got our grades. If they do discriminate between hauptschule and
Realschule, I say okay, but I don’t understand discriminating between a foreigner
and a German, I don’t understand. It could be an obstacle for us, another obstacle.
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As a result, from the girls’ perspective, it is not possible to understand by which
terms they are excluded and why they are described as outsiders in Germany’s
public and policy discourses. The participants considered themselves a part of
Germany. The political and societal discourses may constrain their opportunities in
everyday life. The girls’ experienced exclusion and discrimination is embedded in
a lack of diversity policies which increase the invisibility of pluralities. It is evident
that the girls’ interpretations of discrimination, racism, and stereotypes are rooted
in Germany’s political discussions and manifest as exclusion and vulnerability in
their lives.

Considering the various issues that have been discussed already, the girls
may interpret their experiences as racism and discrimination. What the girls
considered to be a good school was a school where everyone was treated equally.
The grounded concept in the data would be a school which emphasizes and
celebrates differences. Another grounded concept would be a school where all
backgrounds and differences find meaning by existing in cohesion.

Nur: Ayrim olmayan bir okul bence ().
Nur: Not to have discrimination

Ceren: Bencede. Herkes ayni
Ceren: I think so too. All are the same.

Interviewer: Eksik olan birgsey var mi1, bu Tiirk kdkenli kizlar i¢in 6nemli olur diye.
Interviewer: Is there anything missing, that would be important for girls of Turkish
origin?

Inci: Ayrnim yani.
Inci: Discrimination.

Demet #00:45:03-4# Bence_dislanmamak #00:45:05-2#
Demet: Not to be discriminated against.

In the quotes below, I interpreted that both Deniz and Nil’s voices were
contradictory because in one of the quotes they criticized Germany’s integration
policy and in the next quote they emphasized their intolerance of ethnic diversity in
Germany. For instance, Deniz emphasized she was a German nationalist and she
didn’t like Turkish attitudes. She might be right to criticize the attitudes of Turkish
parents who don’t want their children to socialize with their German peers. Deniz
might raise her voice as ‘being a German nationalist’ as she needed to become part
of Germany. She might be trying to find a balance by associating herself with
extremism and a nationalism to deal with the ambivalence she encounters. Deniz’s
headscarf would immediately frame her as a “Muslim woman of Turkish, migrant
origin’ which might be a determining factor for her opportunities.
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Deniz: Ben mesela, ben bu diisiinceyi biraz anliyorum. Biraz milliyetgilik mi var ben
de, bak bazi Tirkler’in davranislarini talore edemiyorum, mesela dedigim gibi
Almanya’dalar ka¢ sene Almanca konusamiyorlar. Cocugunu gymansium’a
(akademik oryantasyonlu lise) gondermiyor, Tiirkler olmadigi i¢in, bu ne
anlamiyorum. En basiti mesela Almanya’da yastyoruz, apotheke (eczane) de bir tane
bagortiilii yeter benim i¢in, cok olunca insan gz altinda oluyor, direkt boyle negatif.
Deniz: For example, I can understand this idea a bit. 1 think I have some
nationalism. Look, I cannot tolerate the attitudes of some Turks, for instance, for so
many years they are in Germany and they cannot speak German. I will send my
child to gymnasium, but I cannot send them because there are no Turks. I don’t
understand why the most basic is pharmacy. For instance, we live in Germany, for
me one person with a head scarf is enough at the pharmacy. If there are more,
people are under the eyes, directly it is negative.

Nil: Bu hale getirdigi i¢in boyle, aslinda Alman okulunda senin ne yénde oldugunu,
ne tarafta oldugunu gostermek yasaktir. Ne kreutz tastyabilirsin, ne Allah yazist ne
de esarp aslinda, Oyle diyorlar okulda Ogretmenler. Aslinda biz soyle boyle
yapamayiz. Git bakalim 6gretmenlerin ka¢ tanesi ha¢ takiyor, onlara neden kimse
kizmiyor. Git bakayim kag kisi dovmeli ¢alistyor, ddvmelerde kiifiirler yaziyor, niye
onlara kizilmiyor. Bizim sinifta yalin ayak iki tane dgrenci var, hippi mi diyorlar ne
diyorlar, yalin ayak geziyorlar, hani sisteme karsi tepki veriyorlar.

Nil: It became like that, actually, in German schools. It is forbidden to show on which
side you are. You can’t carry a cross or a writing of God or a headscarf, that is how
teachers say it. Actually, we don’t do it like this. Go and see how many teachers wear
crosses, why does nobody get mad at them? Go and see how many of them work with
tattoos, tattoos that curse, why don’t they get mad at them? In our class, there is a boy
who has bare feet, which is called being a hippy, he opposed the system.

Deniz: Kapitalizme.
Deniz. Capitalism.

Diversities are treated differently in the German community. Being against
capitalism or wearing a cross as part of the Christian religion is not seen as a
threat in the German community. The girls interpreted that wearing a headscarf,
being a woman, being Turkish and of immigrant origin reduced their
opportunities for a good life. As a result, the discrimination of diversities is an
obstacle to the girls associating themselves with the wider society.
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Nil: Kapitalizme karst gelmesi bunun igin yalin ayakla gezmesi, onlar1 hi¢ kimse
diglamiyor, onlarla herkes igli digli oluyor, neden biz Miisliimanlar, bag ortiilii kizlar
iizerinde insan bir adim geri atiyor. (19.49). Ben onu anlamiyorum, bizim
bagimizdaki basortiiye birseyleri varsa baslarindaki tokalari da cikarsinlar, ha toka
takmigim ha esarp, yani ikisinin de ayni.

Nil: He is opposed to capitalism, that is why he has bare feet. He is not
discriminated against, everyone is so close with him. Why is it with we Muslims,
girls with headscarves, people go one step back? That is what I don’t understand, if
they have something to say about the headscarf on our heads, they must get rid of
hairclips too. It is the same if you wear a hair clip or head scarf.

Nil pointed out that in German schools, religious or political ideology is banned.
But the sensitivity in their school is on banning headscarves. The other ideologies
or religious symbols, including wearing a cross, are not seen to be as threatening as
Islamic symbols in their school. The emerging concepts from the data suggest that
their diverse identities, i.e. being Muslim, being a woman, being Turkish and
having a migrant origin, are causes of deprivation in their lives.

The next quotes are examples of how discrimination and exclusion
discourses might determine their good life opportunities. The grounded concepts
in this quote involve the restriction of diversity and lack of civil rights
opportunities. These concepts are functionalizing agency in society to express
opinions of various diverse identities, where all people contribute, develop and
advance the community they live in together.

In the next quote, Deniz explains her opportunities in a world of contra-
dictions. Deniz is aware that her religion, head scarf, and Turkish name are
constraints in German society. She emphasized that there were other opportunities,
such as being attractive or speaking proper German, that would contribute to a
good life. In the end, there are dominant factors which restrict opportunities.
Constraints were more external than internal in the girls’ lives. The grounded
concept is that plural identities cannot function together for the advancement of
society in a world of contradictions. In contrast, hidden discriminatory and racist
practices create constraints for human well-being.

Deniz: Ben bunu anlayamiyorum, benim ydnden. Basortiilitysen, ¢ekiciysen,
Almancan iyi degilse tabi ki gefundenes Opfer (kurban olmak) (25.11) tabi sen
birseysin, kurban yani, gelen giden sey yapar, ama senin konusman iyiysen, good
artikulen (ifade etmek) yapabilirsen, flexibilsen, Alman arkadaslarin varsa, ¢ok agik
konusursan iirkek konusmazsan her yere ulasabilirsin. Aslinda varya, Almanya’da
politikaya bile girebilirsin. Dogru bu ama sen kurban olman lazim.

Deniz: I don’t understand that, from my way. If one has a headscarf, if you don’t
speak good German, of course one is a victim, of course you are a victim (she
repeats in Turkish). People come and go, but if you speak well, if you express
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yourself well, if you are flexible, if you have German friends, if you speak openly
and if you are not shy, you can approach everywhere. Actually, you can also become
a politician in Germany. It is correct but you need to be a victim.

In the next quotes, the grounded concepts reveal how Deniz has positioned
herself in German society. She has tried to remain rooted to her own culture and
traditions that are also important for her to build a plural identity. Deniz’s quote
emphasized the difficulty she has living in a diverse society in which she can’t
position herself. The grounded concept would be finding a mainstream identity
for all. One would belong without being discriminated against, excluded, but at
the same time one would relate to mainstream culture, which is dominated by
German culture, and Germany’s diverse sub-groups and diverse cultures.

The participants’ interpretation was generally that foreign pupils were
treated worse than others. The girls interpreted such teachers’ attitudes as a threat
because hostility and discrimination towards people of migrant origin were
discussed frequently. The grounded concepts in this data are a lack of visibility
of diversities and a lack of meaningful opportunities at school, and beyond the
school, to realize their plural identity. As a result, the girls interpreted each issue
they experienced as racism and discrimination.

Interviewer: Ogretmen bu davranisi herkese mi gosteriyordu?
Interviewer: Is this the attitude?

Ceren: Yabancilara
Ceren: Foreigners.

Tugba: #00:46:33-5# Ciinkii Tiirk oldugunu goriiyorlar, azicik baska konustugunu
da goriiyorlar. Bilmiyorum o zamanda hemen degisik bakiyorlar bilmiyor bdyle
komisch oluyor. #00:46:46-5#
Tugba: Because, when they see you as Turkish, they see you speak a little bit
different. It is a little bit comic.

Interviewer: #00:46:46-5# Nasil degisik bakiyorlar? #00:46:47-3#
Interviewer: How different do they look?

Tugba: Sana bagka g6zle bakiyorlar.
Tugba: They see you with different eyes. (Silence).

During the interviews, the girls frequently discussed school education experien-
ces involving their teachers. The next quotes reveal how teachers contributed to
the participants’ experiences with their educational aspirations. In the quote
below, the young woman interpreted the teachers as a challenge to approaching
their educational aspirations for the future.



82 10 Marginalization

Interviewer: Sizin i¢in diger engeller neler Almanya’da?
Interviewer: What are the other obstacles you may confront in Germany?

Ayga: Okul ve 6gretmenler
Ayga: The school and teachers.

Ayse: Bu okulda vardi bir 6gretmen ((giilerek)) bilmiyorum ().
Ayse: There used to be a teacher in that school ((laughter)), I don’t know.

Ayca: Biraz o abartiliydi, Nazi gibiydi.
Ayga: He was like a Nazi.

Ceren: Kaninda vardi, zaten saklamiyordu adam ().
Ceren: It was in his blood, he wasn’t making it a secret.

I interpreted that the girls were not discriminated against in each situation.
Because of their age, they may not separate the meaning between exclusion,
discrimination, and racism. The girls may frequently use the words ‘racism’ and
‘discrimination’ because in Germany, discussions on discrimination and racism
are frequently used in media and politics. In the end, negative interactions with
teachers were obstacles to achieving their educational aspirations and a good life.
In the quotes above, Tugba emphasized that the teachers made her feel ‘other’,
she explained this as feeling like ‘you are Turkish and you are different’.

I would argue that Tugba’s highlight of this attitude towards migrants in
Germany was very tense and exclusive. These discussions mainly gave a certain
message to girls, that they are not enough, or not qualified to be a part of Germany
even though they have been in Germany all their lives, that they have to go back to
their home country one day. Tugba also emphasized this in the quote below.
Teachers did not mean to be bad to her, but they saw her as different. The
participants interpreted many interactions with teachers as being excluded, being
discriminated against and being different. Most participants felt like they were
reminded frequently that they came from another origin. These experiences
resulted in main obstacles for the girls approaching their educational goals in the
future.

Tugba: #00:46:47-3# Yani boyle kotli bakmiyorlar ama sey bakiyorlar ama boyle
sey bakiyorlar sen Tiirksiin () demek ostiolar, bilmiyorum nasil séyleyeyim ki
bakisini. #00:46:59-2# #00:47:01-2# o zaman hemencik bdyle senior digladiklarini
hissettiriyor, ayni olmadigini hissettiriyor. #00:47:12-8#

Tugba: So they don’t look at you in a bad way, they look at you as if you are
Turkish. What I want to say is, I don’t know how to describe this look, that time you
feel you are little bit discriminated against, you feel that you are not the same.
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The majority of the participants discussed the teachers’ views of them as
affecting their future possibilities for a good education. The grounded concepts
in this data would be a lack of social policies that enhance the young peoples’
education opportunities and their expanded choices for access to the desired
labor market.

Ceren: Bizi daha ¢ok assosyal goriiyorlar. Mesela benim dgretmenim bana agikga
sOyledi, sen bu okulu basaramazsin sen hauptschuleye git ya da gesamtschuleye git
dediler.

Ceren: They see us more as anti-social. For instance, my teacher told me openly
that I could not succeed in this school, that I should go to Hauptschule or
Gesamptschule.

Ayse: Oyle bir adam, bir &gretmen bizim, gelecegimizi kiriyordu zaten, baska
okullarda baska G6gretmenlerde var bdyle, mesela bir 6gretmen kardesime de Oyle
resmen yani, kardesimin, babamin suratina dedi adam bu ¢ocuk okumaz diye ama
aslinda kardesimin notlar: siiper. Bu ¢ocuk okumaz dedi, babam sonra ¢ok kizgin oldu,
babam bagirdi ¢agird orda, yani c¢ok, iki Ogretmen basariyor bizim gelecegimizi
mahvetmek igin.

Ayse: Such a man, our teacher, he was breaking our future. In other schools, there
are other teachers like that. One teacher obviously, concerning my brother, told to
my father’s face that this child cannot study, even though my brother’s grades were
super. This child cannot study he said, my father was so mad, my father screamed
there. So two teachers succeeded in devastating our future.

Continuing the concept of ‘different perceptions between Germany’s sub-groups’,
the girls distinguished their teachers as ‘“Turkish’ or ‘German’. The quotes below
emphasized that the girls highlighted that they had good ‘German’ teachers
although it happened quite rarely in their opinions. The ethical differences are
evident in the girls’ school educational well-being. The girls interpreted that their
teachers’ ethnic origin, i.e. Turkish or German, might define the value of the
communication between them.

Interviewer: Iyi 6gretmenleriniz de yok mu burada, sizlere destek olan?
Interviewer: Don’t you have a good teacher here, who is helping you here?

Kizlar: Tabi ki var ((yiiksek sesle)).
Girls: Of course there is ((loudly)).

Ceren: Tiirk 6gretmenimiz de var.
Ceren: We have a Turkish teacher.

Interviewer: Tiirk olmayan ama sizleri ¢ok seven 6gretmenleriniz yok mu? 54:30 Min:
Interviewer: Don’t you have teachers who love you but are not Turkish?
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Kizlar: Var ama Frau XX (Ogretmen ismi) rektér yardimeisi, o bizi ¢ok seviyor ve
de ¢ok anliyor. (Pek cogu hep beraber)

Girls: There is, Mrs. XX (they say the name of the teacher), she is the vice director
of the school, she loves us and she understands us very much. (The majority of them
agree).

Ayse: Iyi bir kadin, herseyi konusabiliyorsun, ok anlayisli, gok tatl1 birisi.
Ayse: Good woman, you can talk about everything, she is very tolerant. She is very
sweet.

Ayca: Cok iyi bir 6gretmen. Cok agik konusuyor bizimle, her konuda yardimci
olmaya calistyor.

Ayga: She is a very good teacher. She speaks with us very openly, she is trying to
help us in every matter.

After positive discussions about the teachers, the dialogue in the focus groups
returned to negative experiences with ‘German’ teachers who excluded them in
class to stop from furthering their education. The girls interpreted this situation
as being treated badly because of their migrant background. The grounded
concepts in the data revealed that ethnicity was a sharp factor determining
borders and boundaries. These borders and boundaries may determine what the
girls’ real opportunities to realise their educational aspirations.

Ayse: Hepsi kotii olsa ¢ok kotii olurdu hersey (giilerek). Benim de burada bir
dgretmen vardi, agsagiliyordu beni, Ingilizcem ¢ok kotiiydii benim, (3) kadin da
assagiladi beni, sen delisin, sen yapamazsin bunu. Ben de o anda disart ¢iktim
siniftan, babami aradim, okula geldi 6gretmenle kavga etti. Ogretmen sonra korktu,
Oyle demek istemedim dedi. Varya hep bize yapiyor. Annem veya babam olunca
karsisinda birsey diyemiyorlar utaniyorlar.

Ayse: There was a teacher, she was teasing me. My English was very bad, she
insulted me and she said you are crazy, you cannot do that. At that moment, I went
out of the classroom, I called my father. He came to school and fought with the
teacher. The teacher was afraid then, she said I didn’t want to say it like that. Do
you know what they do to us? When my mother or father is there in front of their
face, they cannot say anything.

The girls emphasized that when extra-curricular activities were organized, the
majority interests dominated the activity plan. The grounded concepts in Tugba’s
data would be that the girls could not identify themselves with the majority
culture, an obstacle to achieving their educational goals.

Tugba#00:42:10-4# Zum beispiel 6gretmenlerlen seye gidiyorlar hep kircheye, o
zaman Tiirk olunca dislantyorsun. Onlarlan kircheye gidiyordum da ama bdyle dua
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mua etmiyorum ¢iinkii ben Miisliiman’im orada dislaniyorsun bize ((coughs)) bazen
bdyle Veranstaltung’lar ((toplantilar)) oluyor (3) ya boyle nasil desem, dyle seyler
de iste (5) yaaa bir de 6gretmenler hemencik béyle zum beispiel (6rnegin) sinifa
giriyorsun ismin zaten hemencik anliyorlar Tiirk oldugunu (giilerek) o da doof
oluyor ((gicik oluyor)) oluyor ¢iinkii benim ismim Tugba onun i¢in hemen Tugba
(she mentions that teachers cannot pronounce her name properly) diyorlar onun i¢in
ya insan bir siire sonra bikiyor. () #00:42:59-5# Yani Miisliimanlar da katiltyor yani
katilacak bir yer olmasi dyle sey olmamasi biitiin grencilerin. #00:43:32-0#

Tugba: For example, teachers were always going to church, at that time if you were
Turkish you were discriminated against. I went to church with them but I didn’t pray
because I am a Muslim. [ was discriminated against there. There are sometimes
meetings, how can I say, such things like teachers immediately understand your
name, it is also irritating because my name is Tugba, they say Tugba (g is used as
soft g in Turkish and both sounds very different). After a while people are tired. So
Muslims could also join, so a place, there is not a thing for all pupils.

Interviewer: #00:43:32-0# Diyorsun ki gideceksek bir yere hep birlikte gidelim.
Interviewer #00:43:35: You say that if there is a place to get together, we should go
altogether.

Tugba: #00:43:35-8# birde kirche olmasin, bir yer olsun biitiin 6grenciler yani boyle
religion olarak dyle seyler bence olmasin. #00:43:46-3##00:43:47-7# yani sadece
senede bir kere oluyor auf jeden Fall (kesinlikle). (3) zum beispiel kiliseye
gidiliyorsa hep beraber camiye de gidelim, Jude‘larin seyine de gidilmesi onemli.
Biz onlarin seyini tolerieren yapiyorsak onlar da tolerian yapmasi lazim bence.
#00:44:05-0#

Tugba: Yes, but also not a church, there must be a place for all pupils and not just
for religion I think. It definitely happens once in a year. For example, if we go to
church together we go to the mosque together, it is also important to go to a Jewish
thing. If we tolerate their things, they should also tolerate others, I think.

The girls were confronted various discriminatory practices in various life
spheres. It would be interpreted that these discriminatory practices decreased the
quality of their lives in which they were also developing obstacles to human
development.

10.2 Stereotypes

Stereotypical discussions are the other realities they are confronted with. Besides
rhetorics of discrimination and exclusion, the girls deal with the stereotypes of
being Turkish. Living in a society, which has stereotypes about who is from
Germany and who is not from Germany, who can belong and who cannot belong
to Germany, might be a burden for the girls.
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In the quotes below, the girls highlighted their experiences of stereotypes
and generalizations. These experiences revealed how the stereotypes limited their
chances of a good life. These sterecotypes also stagnated prejudices and
discrimination as obstacles for valuable opportunities.

Seyma: Ben senden korkmustum, sen Tiirksiin, Tiirk kadinlar1 beni yanlis anlar hele
kapalilarsa.

Seyma: I was afraid of you, you are Turks. Turkish women would misunderstand me,
even more when they have a headscarf.

Deniz: Agbin gelir beni dovmeye Oyle diyorlar.
Deniz: Your brother might come and beat me up.

Seyma: Evet agbin beni dover, boyle ¢ok duydum ben, agbin var mi diye soruyorlar.
Seyma: Yes, they say your brother would beat me up. I have heard that so many
times, they ask if I have a brother.

Selda: Siz manyak misiniz dedim ne korkusu?
Selda: I said are you maniacs, what fear?

Deniz: En basiti mesela benle sey yaptilar, beispiel mesela bir is teklifi geldiydi bana
foto shooting (fotograf ¢ekimi), anladin m1, gelmis bana telefon ediyor, foto shoting
ister misin dedi, ben de bilmiyorum dedim. So adam dedi schuldigung (6ziir dilerim)
dedi, hast du ein bruder dedi (erkek kardesin var mi?), profesyonel adam. Ondan
sonra beni foto shotinge (fotograf ¢ekimine) ¢cagirdi.

Deniz: The basic thing, for example, 1 got a job offer for a photoshoot, do you
understand? 1 got a phone call, he asked if | wanted work in a photoshoot?. I said 1
don’t know, so the man said sorry do you have a brother, he is a professional man,
then he invited me for a photo shoot.

Nil: Anlattin m1 ona agbinin oldugunu.
Nil: Did you explain to him that you had a brother?

Deniz: Profesyonel adam, ya dedim, hemen tereddiit etti, agz1 dili dolandi, ya, haben
wir problem, bu konu problem filan, hani 6yle zor oluyor filan.

Deniz: A professional man, I said, he was skeptical, he stuttered, he said we have a
problem, this is a problem, and it was difficult.

Nil explains the situation above is a problem of discrimination. The girls
experience society’s stagnated concepts of immigrant women. Their lives are on
the border between the limited capital of their socio-economic status and the
opportunities available to them by welfare. These borderline opportunities
became life experiences as a matter of citizenship, exclusion, stereotyping or
discrimination. The grounded concepts from the data involve the lack of
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structures in the German system in which the girls could find meaning, reason,
acceptance and the possibility to raise their voices to contribute as active agents.

Nil: Ya da su ayrimcilik ve 6nyargi olay1 filan vardi ya hani, hi¢ gordiiniiz mii diye,
onu gormemize gerek yok ki onu burnumuza kadar sokuyorlar sdyle, bir okula
yazilmak istedigimizde ilk sorduklar1 soru was fiir eine Staatsangehdrigkeit hast du
(milliyetin nedir)? Hani bu bence bu ¢ok saygisizlik ve kotii birsey.

Nil: This discussion on discrimination and stereotypes, if we have experienced it or
not, we don’t need to experience it, they are inserting this into our nose like this
when we want to register at a school. They ask what our nationality is, I think it’s
very disrespectful and something very bad.

Deniz: Biz simdi konusuyoruz da, wir sind keine Opfer ama normal (biz kurban
degiliz) (1:34.42)
Deniz: We know talk, but we are not victims, but it is normal.

Nil: Niye normal? Normallestirildigi i¢in normal.
Nil: Why is it normal? Because it is normalized.

Deniz: du muft diesen unterschied haben, zum beispiel du kannst nicht (1:34:57)
Deniz: Do you understand the difference? You cannot.

Nil: Integrasyondan bahsediyorlar. Nasil miimkiin olsun integration
Nil: They talk about integration. How is integration possible?

During the interviews, without asking what challenges they had in their life,
stereotyping had become a frequently highlighted issue. Significantly, the girls
perceived that stereotyping was limiting their opportunities in Germany.

Duygu: Ama insan yoruluyor ister istemez.
Duygu: People are getting tired whether they want to or not.

Interviewer: Niye yoruluyorsunuz?
Interviewer: Why do you get tired?

Ceren: Yoruluyorsun hep kendini gdstermeye hep kendini dogru gostermeye anliyor
musun, immer Klarheit verschaffen, immer (her zaman agiklamak zorundasin) kendini
acikla, kendini bul, bizde bdyle degil sizde bdyle sdyle yoruluyorsun (1:41:43-2) ben
actkcast ich hab kein Bock Mehr Dazu (buna bagh degilim). Benim konusmaya
mecbur degilim, tamam o zaman git, anliyor musun? Wenn du schon Vorurteile hast
(6nceden Onyargilarin varsa), Wenn du Schon (6nceden) 6nceden herseyi boyle
tatmigsan bile Schon, Weiss du was ich meine. Burda kizlar utangag, kendini geri
cekiyor (1:42:01-3)
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Ceren: It is tiring to show yourself all the time, show yourself as correct, do you
understand? Always clarifying, always explaining yourself, finding yourself, it is not
like this with us, it is with you, openly I have no more interest. [ don’t have to talk
about it all the time, go. If you already have stereotypes, if you have already tasted
such things before, do you know what I mean? Girls here are shy and staying behind.

Stereotypes are great burdens for the life of the girls and are decreasing their
opportunities. The girls associated stereotypes as burdens because ‘prior to
stopping stereotypes’ no one would accept them integrating or becoming part of
Germany. For the girls, integration is being a part of Germany. The participants
also clarified that they have always been in Germany as ‘Germans’, and they do
not have to adjust or integrate with Germany. There are many different Turkish
people and they all have different ways of life which cannot be generalized.

10.3 Institutional Marginalization

The girls were tracked according to their school success and the teachers’
recommendations in the German school system. The girls experienced that even
though their grades were high enough to attend a higher level of education, they
were recommended for a lower level of educational institute.

Buse: Sorun ¢ikmusti, 4. siniftaydim, sen hauptschule’ye gideceksin dediler. Annem
hayir dedi, kizzimi realschuleye gotiirecegim. Okulda ya hauptschuley’e ya da
gesamtschule’ye gotiir dediler. Annem de istemedi zorlan buraya geldik.
Yazdirdilar, hi¢ burada sorun da ¢ikmady, iistelik benim notlarim 6nceden de iyiydi.
Buse: There was a problem, in the 4" grade, they said you will go to hauptschule.
My mother said no, I will take my daughter to Realschule. School said to take her
either to hauptschule or gesamtschule. My mother didn’t want to and we forced it
and came here. They registered me here, there wasn'’t any problem, also my grades
were good before too.

Interviewer: Bu tiir konular ne gibi engeller yaratiyor size?
Interviewer: What kinds of obstacles do these matters bring to you?

Kizlar: Notlar diigiik veriyorlar (bir ¢ogu ayn1 anda)
Girls: They give lower grades (many said at the same time).

In the quotes below, the girls emphasized their vulnerability during educational
processes. They interpreted that their lower level of education was related to their
‘otherness’ in German society, which is reflected in the fact that school education
is one of the determining factors for educational achievement.
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Buse: Yada zorlan hauptschuleye gonderiyorlar. Bizi fazla sey yapmuyorlar,
istemiyorlar ki bizi basarili olmamiz igin.

Buse: Or they are forced to go to hauptschule. They don’t do anything for us, they
don’t want us to be successful.

Ayca: Bizi geri kalmis zannediyorlar.
Ayga: They think we lag behind.

Interviewer: Neden?
Interviewer: Why?

Ayca: Kendilerini iistiin gostermek icin bence.
Ayga: To make themselves feel higher.

The following quotes show that to be able to go beyond their limitations, the
participants had to struggle to further their education. In the second quote, due to
structural inequalities, the teachers’ belief was that children of immigrant origin
could not achieve the higher level of education, even if their elementary education
had been successful in qualifying them to go to the mid-level of education
(Realschule). In various interviews, the girls highlighted the unfair treatment of
teachers, despite the fact their grades were good enough to go to a higher level of
education. In the following quotes, the girls discussed their interpretations of how
teachers’ perceived them.

The girls were confronted with these cultural conflicts as obstacles in their
school education. Living in parallel societies caused a conflict in cultural
understanding in the girls’ lives. Such practices were evident in the girls’ lives
and these negative experiences during school education may be factors for the
inequality of their school education.

In the next quote, a young woman felt culturally threatened during her
swimming lessons because of a school policy. The girls’ pluralities and diverse
needs may be threatened by how they deal with the controversy between their
cultural needs and the schools’ expectations.

Yasemin#00:22:28-9#: Benim en nefret ettigim bizim hep 5. bir de 10.smifta
ylizmemiz var. Bizim Tirk kizlarmin yani bagortiili olanlarmin da yiizmelerini
istiyorlar, 5. simifta oglanlarla beraber. Yapmak istemeyince hemen yapmak
zorundasin diyorlar. Istemiyorlar diyelim, ya da zeynep diye bir kiz arkadagim sudan
korkuyor. Onu da zorladilar onun i¢in, o belki hi¢ iyi degil. Onlar biz Misliiman
oldugumuz i¢in, diyelim hastayiz, hani oluyorya, sey sokma seyi, yani bize ylizmek
zorundasiniz diyorlar. Yapamayiz biz ¢iinkii biz, onun igin ¢ok tartisttk 6gretmenlerle
onun yliziinden. #00:23:16-5#

Yasemin: What I really hate is, always in the 5" grade and also in the 10" grade, we
had swimming. Turkish girls, especially those who have head scarfs, don’t want to
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swim together with the boys. When they don’t want to, they say you have to. I have a
girlfriend called Zeynep, she is afraid of water. They forced her as well, that is why
maybe she is not good. As we are Muslims, we say we are sick, (meaning they have
their period), that happens, they say we have to swim as well. We cannot. We had
many discussions about this with the teachers.

Interviewer #00:23:16-5# Peki ikna ettiniz mi onlan? #00:23:22-4#
Interviewer: Did you convince the teachers?

Yasemin #00:23:22-4#: Tkna edemedik ki. #00:23:22-4#
Yasemin: We could not convince them.

Interviewer #00:23:22-4#: Sonra ne oldu? #00:23:24-9#
Interviewer: What happened then?

The girls’ school education was restricted because conversations could not find a
concession to balance the school’s interest with the girls’ cultural norms. The
grounded concept highlighted in the next quote is plurality as a threat to the
wellbeing of school education and a good life. In the girls’ interpretation, the
majority population’s norms were dominating the discussions, and the views of
Germany’s sub-groups were not included. The concepts emerging from the
quotes below include plural needs as obstacles and a threat in everyday school
education, the clash of cultural norms, the invisibility of the experienced
dysfunctionalities and diversities.

Yasemin #00:23:24-9# Gitmedik. Annemgil, yazdilar bugiin gelemiyor diye. Ne
yapabiliriz ki. Bizim elimizden birsey gelmiyor diyorlar, yapmak zorundasin
diyorlar. Alman kizlar1 yapiyorsa siz de yapacaksimz diyorlar. Ogretmene sorduk,
izin vermediler sonra bizde dedik ki gelmeyecegiz ama zorlayamazlarda bizde dyle
ikna edemedik. Annemgil iste 6yle yazdi diye. #00:23:50-9#

Yasemin: We didn’t go. My mother wrote a letter to say I was not going. What else
could we do? There was nothing we could do. As the German girls do, you also have
to do as they say. We asked the teacher, they did not allow. We were not going, they
could not force us but we could not convince them. My mother said it like this.

Mine #00:25:11-5#: Engeller, diyelim klassen fahrt (sinif gezisi) oluyor ya, {i¢ giin
mesela, bazi anne ve babalar istemediler. Oglanlarla kizlarla orada beraber kaldik
istemediler. Ama Ogretmenler schule miissen (zorunlu) dediler, o da problemdi.
#00:25:37-2# #00:26:26-1# #00:26:41-5# yani 6gretmenler bizi anlamali. Yani onlar
bizi iyice tanimadiklari i¢in Almanlar‘in annesi babasi birsey demedikleri i¢in, onlar
zaten onlar alisgkin oglan kiz beraber birsey yapmaya, ama anlamiyorlar bir anne
istemediginde, anlamiyorlar. Onun i¢in ¢ok sikiyor birisini (kesintili ses). #00:27:13-1#
miimkiin degil,olmustu bir Rus kiz da annesi babasi geldi, miimkiin degil, gelecek
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diyorlar, sonradan geldi. #00:27:50-4# #00:28:08-2# ya gelmeyince, diyelim sana notu
kotiilestiriyorlar. Diger kizlar her giin geldikleri icin 1 aliyorlar. Biz diyelim bir kere
gelmeyince oluyor, yani bizim elimizden birgey gelmiyor ki yapalim, biz yapmak
istiyoruz ya olmuyorsa olmuyor, sinir oluyorsun, gitmeyecegiz.

Mine: Let’s say obstacles, there are class trips lasting three days, some mother and
fathers did not want it. The boys and girls stayed together. Teachers said it was a
must. The teachers should understand us. Since they didn’t know us very well, the
German mothers and fathers did not say anything, they were used to doing things
together, but they didn’t understand why a mother didn’t want it, that is why it
makes us tired (with a lower voice). Not possible. A Russian girl’s mother and father
came to school to talk with the teachers, they said it was not possible, she has to
come. If one does not go, they could give us a bad grade. Let’s say, when we don’t
go we get a 6, other girls get. We cannot do anything, we want to do something
about that but nothing is happening, I get mad and will not go.

The girls had various experiences during their everyday school lives of being
excluded from feeling valued and accepted by their teachers. The attitudes of the
teachers towards young people of migrant origin could empower or disempower
them to have meaningful school experiences. As a result, the structures created
an obstacle for the girls to achieve a good school education and good life
opportunities in Germany.
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11 Living in a Multicultural Society

The following chapter will discuss ‘Unity’ and ‘Multiculturalism’.

11.1 Unity

During the interviews, themes connected to exclusion and unfair treatment were
the main topics analyzed in order to find grounded concepts to explain abstract
phenomena. I interpreted that the girls’ experiences were a reflection of dealing
with Germany’s political debates on immigration and integration in their everyday
lives. According to Tugba’s interpretation, being German was determined by hair
color and eye color rather than citizenship, which they were eligible to obtain. The
interpretations of the girls were reflections of the constraints driven by the
representation of diversity and plurality in policy and the public space.

Deniz: du bist schwartz kopf (siyah kafalisin), siyah gozliisiin, siyah sagli. Ne kadar
kagit iizerinde Alman olsan bile Tiirk’siin. Alman’larin géziinde Tiirk‘siin sen.
Deniz: You have a black head, you have black eyes and you have black hair. Even if’
you are German on paper, you are still Turkish. In the eyes of Germans, you are
Turkish.

In different focus groups, the participants pointed out that ‘equal opportunities
for everyone’ and ‘anti-discrimination” were the most important components of
schooling. I argue that the girls emphasized such concepts because these were
the political debates taking place in Germany.

In the next quote, Nil gave an example of how societal constraints functioned.
According to that quote, one had legal rights to apply for a job according to his or
her preference. However, in the process, societal mechanisms might restrict
existing opportunities because of a lack of fundamental rights. A lack of visibility
of diversities and pluralities have already been discussed in many quotes. In the
next quote, fundamental rights overlapped with the lack of visibility of pluralities.
As a consequence of this overlap, one’s external and internal functionings were
restricted.
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Nil: Ablam otobiis s6forii Verkehrsmeisterlik (terfi almak) igin (21:31) calisiyordu,
benim tarih dersimde iyi oldugu i¢in benden yardim istemisti. Ben de ona tarihten
ona sorulari vermis bunlari 6gren diye. Onlar caligmistik ve de cok siiper
Ogrenmisti, beraber yattik o gece. Geceleri kalkiyordu sorularin cevabini bana
sOyliiyordu. Girdi, herkes alinmus, {i¢ kisi alinmis, o ii¢ kisinin i¢inde ablamin ismi
de var. Verkehrsmeister'ler (21:59) seciyorlar bunu kendi aralarinda bir tanesi
ablamin arkadas1 gelip demis ki ablama, boyle boyle diye, ablam demis neden
almadilar, o kadar ¢alistim ki neden almadilar, kendimden emindim diye. Adam da
demis aslinda sende vardin. O listeden {i¢ kisiden biriydin ama biz senin yerine bir
Alman’1 almayi tercih ettik demisler. Ablam dedi ki ben daha sonra sagimi sariya
boyatip oraya gidecegim. Bunu ¢ok ciddi bir sekilde sdyledi. Bir dahakine
girdigimde sagimi sariya boyatip, hatta gerekirse mahkeme karari ile ismimi
degistirecegim ve bu benim zoruma gitti. Bu bir digeri de gecen hafta oldu, benim
smifta yeni tanistigimiz bir kiz var, ¢ok iyi ¢ok cana yakin ama bana dedi ki sakin
Alman’larin yaninda benimle Tiirkce konusma. Ben de dedim ki herhalde dedim
Almanlar’a karsi saygisizlik olmasin ne dedigimizi anlasinlar diye Oyle soyledi
dedim. Bu sefer bu bana dedi, ya 6yle diye gegistirdi. Almanlar’in yanindayken
yanliglikla Tiirkge’ den birsey sordum. Bana ne cevap verdi biliyor musunuz, ben
anlamiyorum, ne konustugunu anlamiyorum dedi. Sonra dedim, sen neden boyle
birsey dedin, neden kendi kimligini sakliyorsun. Dedi ki sen buray1 bilmiyor musun?
Ben Tiirk oldugumu veya Tiirkler’i ne kadar ¢ok sevdigimi géstersem de hani onlari,
Tiirkleri kétiillemezsem, Tiirk oldugumu Gviinerek sdylersem, beni hor goriirler ve
arkadaslik yapmazlar, notlarim diiser ama Tirkler’in kotii oldugunu sdyler,
kendimin Almanlagtigimi sdylersem, Alman oldugumu, ileri goriislii, modern
oldugumu anlatmaya ¢aligirsam, onlarin beynine sokarsam, daha iyi not alirim dedi.
Ve dedigi gibi de oluyor. Yani, tiim &gretmenler onu ¢ok seviyor. Babam Alman
annem Tiirk diyor.

Nil: My sister is a bus driver, she was trying to get a promotion. As my history is
good, she asked me for help. We studied questions someone gave her, we slept
together that evening and she woke up during the night and gave me the answers to
the questions. She took the exam, three people were accepted and out of these three
names my sister’s name was also there. Someone told her that one German was
selected to be promoted. My sister said, “I was so sure of myself”. The man said,
“you were also on the list but we decided to take one German”. My sister said,
“next time I will go there, dye my hair blond and I will change my name in the
court”. It was so sad for me. The other thing just happened last week. In our class
there is a girl, she is very friendly. She told me, “please do not speak to me in
Turkish when there are Germans”. I thought that it was because she didn’t want to
be disrespectful to Germans when they didn’t understand what we said, and she said
something like, “yes, it is”. Accidently, when we were together with other Germans,
1 told her something in Turkish. Do you know how she answered me? “I don’t
understand what you said”. Later on, [ said that why did you speak like that, why do
you hide your identity? She said to me, “don’t you know here, if I say I am Turkish
and if [ show how much I love Turks, if [ don’t say bad things about Turks, if I say [
am Turkish proudly, they will hurt my feelings and they will not become my friends,
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and my grades will go down. If I say Turks are bad and if I say that I became a
German, I am a German, I am a liberal and if I try to explain to them that I am
modern, if [ put it in their brains, I will get better grades”. She said and it happened
as she said. “My father is German and my mother is Turkish”, she said.

Connecting the grounded concepts with the next quote, the external and internal
functionings are restricted by one’s diversity. The plural identities, which are
undermined in the public space, create different mechanisms to be dealt with. In
the next quote, in order to reduce ‘the harm of her diversity’, the young woman
framed her ethnic identity as being Turkish and German. At the grounded
conceptual level, the data reveals how societal mechanisms create a situation in
which young people have to struggle. Pluralities of identity would be embedded in
the systems and structures to create diverse opportunities for all kinds of people.

Nil: Benim bir sinif arkadagim var. Babam m1 annem mi Tiirk diyor ve bana Tiirkce
ogretmediler diyor. Biz Alman’1z, Tiirkler’i sevmiyoruz diyor, 6gretmediler diyor.
Biz Alman’iz, Tirkler’i sevmiyoruz diyor.

Nil: I have a classmate, she says, “my father or my mother is Turkish”. “She didn’t
teach us Turkish”, she says, “we are Germans and we don’t like Turks”.

Interviewer: Oysa aslinda Tiirkge biliyor.
Interviewer: She actually speaks Turkish.

Nil: Evet ¢okta giizel biliyor
Nil: Yes, she speaks very well.

Interviewer: Sende bunun 6gretmenlerin hosuna gittigini diisiiniiyorsun?
Interviewer: Do you think the teachers like it?

Nil: Cokta giizel hosuna gidiyor.
Nil. They like it very much.

Interviewer: Yani sana bunu agik agik sdyledi.
Interviewer: She openly told you that.

Nil: Evet, hatta sen bunlarin ne oldugunu bilmiyor musun dedi. Hani ben bunlari,
Tiirkler’i kotiilemez de onlar yiiceltmeye c¢alismazsam ve kendimin de Tiirk
oldugunu sdylersem beni aralarina almazlar, notlarimi da disiiriirler dedi ve dedigi
gibi de oldu.

Nil: She even said, “don’t you know what these people are?” If I don’t say bad
things about Turks and if I don’t put them in a higher place and if I say I am
Turkish, they are not going to take me inside with them, they will give me lower
grades and it happened as she said.



96 11 Living in a Multicultural Society

Lale: Ben Tiirk degilim ben Alman’im diyeceksin ben burda dogdum diyeceksin
(26:30), zor ama basarilacak (3), basarilabilir, sehr selten nicht jeder (¢ok nadiren
herkes degil) (26:42). Onlarin goziine kadar sokacaksin, savasacaksin

Lale: You will say that I am not a Turk, I am a German, I was born here, too many
things. It is difficult but one can succeed, but not many people can achieve that .
One will immerse into their eyes and one will fight.

Deniz: Bu insani yipratiyor.
Deniz: It is very wearing.

The participant highlighted that climbing the ladder, or even becoming a
politician was possible, by speaking proper German language, being proactive
and tolerating differences with Germans and sacrificing oneself to say, “I am
German and I can only speak the German language”. I claim that the girls have
interpreted that they have to obliterate their plural identities and emphasize their
‘German-ness’ and their ‘German identity’ to have value in German society.

The girls have contradictory voices because of how they have been negatively
‘framed’ and ‘narrated’ in the German political discourse. I highlight that ‘being
integrated into German society” was also controversial and contradictory within the
context of the girls. The grounded concepts in the quote were a ‘lack of acceptance
of diversities’ as an everyday reality, rather than an abnormality, and ‘confronting
obstacles for a meaningful life’ due to not being accepted with their pluralities. The
external and internal constraints overlapped to reduce possible functionings to have
a meaningful life.

Deniz: Salak demeyeyim ama benden geri kalmis insanlar benim 6niime gecebiliyor
da ben onun yanina gidebilmek i¢in o kadar savasmak zorunda kaliyorum. Hani
milletin Oniine atiliyor isleri, s6yle boyle, biz savagmak zorunda kaliyoruz. Mesela
ben bir is yerini aradim telefonda konustum, direk dedim soyle boyle richtig geil,
hochdeutsch (gercek yiiksek Almanca) (1. 27:39) giizel konustum, adam dedi gelin
goriiselim und (ve) gittim, adam bagortiiyii gordii dedi agilir misin dedim hayir.
Kusura bakma alamiyorum dedi, ama telefon da direkt dedi, gelin alirim.

Deniz: I don’t want to say something stupid but people behind me are coming in
front of me, for me to go near him/her, why do I need to fight that much? People get
work in front of them, this and that we need to fight. I called a workplace and
directly I said this and that, I spoke really high German, I spoke well. The man
asked if I could come to speak, so I went. When he saw my head scarf, he said, “Can
you open it?”, I said no. He said, “I am sorry, I cannot take you”, but on the phone

»

he said, “Come, I will take you”.

Nil: Sorun nerde biliyor musunuz, onlar bizi oldugumuz gibi kabul etmek yerine bizi
degistirip kabul etmek istiyorlar, sorun orda. Onlar diyor ki integrien (entegre) yapin
diyorlar biz size integrien (entegre) yapmayiz demiyoruz ki biz sizin gibi olmayiz
diyoruz.
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Nil: Do you know what the problem is? Instead of accepting us as we are, they want
us to change, then they want us to accept, that is the problem. They say integrate.
We didn’t say we wouldn 't integrate but we said we cannot be like you.

The girls had confronted various exclusionary experiences in their everyday life.
The concepts grounded in the data were ‘being different’ and ‘being other’. The
young people could not find a space to realize their being. In the next quote, the
girls highlighted the possibilities of being visible and acceptable in the community.
She again returned to the existing reality that fewer people could access
opportunities for emancipation in Germany. She emphasized that ‘sacrificing
oneself” weould be interpreted as having various challenges. The grounded concept
in the data is the expansion of opportunities for all without discriminating,
restricting and stigmatizing diversities.

Interviewer: Kurban olmak deyince nasil kurban oluyorsun? Neyim kurbani
oluyorsun?

Interviewer: What do you mean when you say that you have become a victim? A
victim of what?

Deniz: Viel mit Deutschen zusammen sein (bir ¢ok Alman ile berabe olacaksin),
tolerieren (telore etmek), integrieren (entegre olma) (25:47) dislamayacaksin pek
Almanlart‘da mesela.

Deniz: You will have many Germans, tolerate them, integrate, you will not
discriminate against Germans much.

Interviewer: Beni diizeltin eger yanlis anladiysam. Siz diyorsunuz ki basortiimiiz olsa
bile, eger ¢cok Alman arkadagimiz varsa, giriskensek, dili diizglin konusuyorsak,
modern gorislitysek, agiksak, Almanya’y1 seversek agilmayacak kapi yok diyorsunuz.
Interviewer: Please correct me if I am wrong. You say that despite having a headscarf,
if we have many German friends, if we are open, if we speak proper German, if we
seem modern and liberal, there is no door in Germany which cannot be open?

Deniz: Ama o ¢ok nadir. Yiizde belki 2-3 percent bunu elde edebiliyor, basarabiliyor,
¢ok az. Sansin varsa, eger sansin varsa iyi bir gelecegin varsa hani.

Deniz: But it is too rare. Maybe 2 or 3 percent can have that, succeed like that, too
little. If you are lucky, if you have luck and have a good future.

Participants emphasized that the political discourse in Germany was to assimilate
young people with migrant backgrounds. The German discussions on ‘living
together” had a weaker voice in the integration debate. This sub-category was not
only a discussion on how the participants interpreted the hostile migrant rhetoric
of right-wing parties, but also highlighted how significantly the sub-groups were
excluded from the benefits of democracy.
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Interviewer #00:27:30-5# Mesela Ornek verebilir mission, nasil hissediyorsun,
garden hissediyorsun bunu? #00:27:30-5#
Interviewer.: Can you give me an example, how do you feel it, where do you feel it?

Tugba #00:28:59-8# mesela biz gesichte’de (Tarih dersinde) ogrendik eskiden
Judeler’len (Yahudilerle) den onlara da baglanmis bdyle iste onlar1 hep bdyle degisik
gozlen bakmisglar, Alman’d1 ama baska seyi diislin, ismi ne baska religion olduklar1
icin bagka gozle baktiklarini gey ettiler, onlar1 dldiirdiiler, sey ettiler, bence simdik
bizde de Oyle olmaya basladi. Ciinkii Naziler’le ¢ok olaylar olmaya basladi,
Tiirklere’ de ¢ok sey diyorlar boyle bazen disliyorlar bir de 6yle seyler goriiyorsun,
hani yani bile ol Islam’a karst Almanya’da Partei (parti) bile erlaubt ((yasak degil))
oldugunu gériiyorsan o zaman bence Oyle seyler yapilmamasi lazim ¢linkii gegen
Judemtum ((Yahudilere kars1)) deseler de aym eskidendi simdi de gegen Islam diye
protesto ediyorlar. Onun igin bence yani o olaya yol gidiyor bence. #00:29:56-5#
Tugba: For example, we learnt in history, that in the past, the Jews, they always saw
them with an another eye, but they were Germans too. I think that is what it is, they
were from another religion, they were looked at from another eye. Things happened,
they were killed, now it is the same with us, because there are a lot of Nazi things.
They also talk about Turks like that, discriminating against them, you also see that
parties against Islam are not banned. Things are not done because they spoke
against Jews in the past, now they are against Islam and protesting. That is why, |
think, everything is going that way.

Interviewer #00:29:56-5# Hangi yol, ne diisiiniiyorsun #00:30:00-0#
Interviewer: Which way, what do you think?

Tugba: #00:30:55-8# #00:30:00-0# yani iste ((gliliimseyerek)), ya iste biitlin yabanci
kokenli insanlart ilkelerine gonderecekler yada bizlere onlara yaptiklarini yaparlar.
#00:30:11-9# O plakatlardan, protestolardan, okulda boyle Themenler ((konular))
oldugunda zum beispiel (6rnegin) ama benim basortiim yok ama basortiili kizlar
niye camiye yani ylizmeden mesala bizim okulda bir kiz var {istii tamamen kapali
birsey giyiniyor. Onlar iste boyle baska gbzlen goriiyorlar, akseptieren yapmiyorlar
(kabul etmiyorlar). Boyle niye o dyle giyiniyor niye Einfach (basitge) bizim gibi
yasamiyorlar diye, bizim onlar gibi yagamamizi istiyorlar, Onun i¢in dyle iste. Onlar
bdyle diskoya filan gidiyor benim i¢in Islam da &yle birsey olmadigindan, birde biz
de dyle birsey olmadigindan ben gitmiyorum onun i¢in de bagka gbzlen bakiyorlar,
normal yani. Iste bazen dyle seyler oluyor. Ya bazen hala dislandiklarim ya da bazi
ya daha bazi baska gozlen bakmalart yani zum beispiel sen Tiirk’siin senin ama
hepiniz insansiniz diye sdylememeleri gerek. #00:31:44-6#

Tugba: From those posters in the school we have themes, for example, I don’t have
a scarf but some girls wear a scarf while they are in the mosque. In our school,
there is a girl that dresses to cover her body during the swimming lessons. They see
her with another eye, they don’t accept her. Why is that? Why is she wearing that?
Why not live basically like us? They want us to live like them. They go to disco, in
my Islam, there is not such a thing, also with us there is not such a thing, I don’t go,
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that is why, they see us with another eye, it is normal, it is normal, it happens like
that sometimes. It it still discrimination, or seeing us with another eye, for example,
you are Turkish but they don’t say you are all human beings. So this (smiling), so
they will send all people of foreign origin back to their home.

The participants highlighted their needs for plurality and diversity in school
education. For example, in the quotes below, the girls interpreted that their history
lessons insulted their background. The grounded concept in the data is that the girls
could not see their backgrounds included in Germany’s discourse. Even if their
background was included, the discourse was negative. The girls felt uncomfortable
during their history lessons. In the next quotes, the girls interpreted their history
lessons.

Ceren: Bence de yabancilari. Dersi anlatirken de Tiirkler‘i 6rnek gosteriyor mesela.
(5) tarih dersinde mesela. Tiirkler boyle boyle yaptilar zamaninda, Osmanlt
zamaninda filan.

Ceren: I think it is foreigners. During lectures, for instance, they give examples of
Turks. In history lessons for instance. Turks did that in that time, in the Ottoman time.

Ayca: Kétiiye cekmeye calisiyorlar bizim gegmisimizi.
Ayga: They try to make our past look bad.

The quotes below show the girls’ anxieties in associating their unwelcomed
situation in Germany with the history of Germany’s Jewish past. The girls
interpreted that in the history classes, the Second World War taught them about
“being proud” and “speaking openly” to their teachers.

Ayca: Kendi ge¢cmislerinden anlatiyorlar burada yasadigimiz igin.
Ayca: They tell us their past as we are living here.

Ayse: Sanki gurur duymuslar gibi, o konuyu konusuyoruz.
Ayse: As they speak they are proud of it, as they speak about this subject.

Ayca: Almanlar bunlar1 yapmasaydi gibisinden.
Ayg¢a: Germans didn’t do this.

Ayse: Acikca konusuyorlar, boyle bdyle oldu ondan sonra.
Ayse: They openly say that this happened then.

The following quotes discussed, not only “being disturbed about the history of
Jews”, but also that the only history they learned was German history, which
mainly focused on the Second World War and the Ottoman Empire. The
participants did not only complain about their unwanted situation, but the fact
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was they didn’t learn about the history of other countries. The grounded concept
in this data is that the curricula and pedagogy might not include youths with
migrant origin backgrounds, or may not embrace and appreciate the participants’
culture and historical contribution to building post-war Germany. It may be the
reason why the participants interpreted their history lessons negatively.

Giil: Mesela bizim dgretmenimiz bir tane kagit veriyor, onun iistiinde sorular var.
Sizce neden bdyle, Hitler neden 6ldiirdii, onu konusuyoruz sadece.

Giil: For instance, our teacher gives us a paper and there are questions about it.
Why do you think it was like that? Why did Hitler kill? We spoke about it.

Ayca: Sonra normale ¢ekiyorlar sey vardi diye savas vardi diye, normal diye.
Ayga: Then they make it a normality, there was a war, it was normal.

Nermin: Mesela biz simdi Berlinermauer neden buray: yiktilar, neden oraya Mauer
(duvar) koydular.

Nermin: For instance, we are now learning why they destroyed the Berlin Wall. Why
build a wall there again?

Ayca: Neden Almanya ikiye ayrildi.
Ayg¢a: Why Germany was divided into two.

Ayse: Hep Almanya hakkinda iste yani () ((giilerek))
Ayse: It is always about Germany. ((laughter))

Kizlar: ((hep bir agizdan)) sanki baska tilke yok.
Girls: ((all together)) There, it is not like any other country.

In the following quotes, the interviewees described that they didn’t learn about
the history of other countries. During this discussion, they claimed that the
history teachers were proud of Germany’s past, and they taught German history
as if everything that happened during the Second World War was normal. The
grounded concepts in this data are that participants interpreted their history
lessons as a reflection of their broken identity, which was invisible, or that they
could not find a voice in the majority life setting.

Ceren: (3) Ciinkii biz hep o konuyu gordiik. Mesela agbimin okulunda her iilkeden
baska bir tarih seyi 6grendiler. Biz de o var, onun i¢in dyle diisliiniiyoruz. Baskada
neden anlatsinlar. Almanya’y1 kétillemek i¢in anlatmazlar. Zaten dgretmenim Gyle
gurur duyarak sdylemiyor.

Ceren: Because we always studied that subject matter. For instance, in my brother’s
school, they learned the histories of different countries. We also have that, that is
why we think like that. Why are they telling, not decrying Germany? Although, my
teacher did not say that she was proud.
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In the quote below, Nil explained how hard it had been for her to explain what
‘jihad’ meant in Islam. Jihad’s real meaning is not about conquering others, it
means conquering yourself. The girls are challenged by their lack of knowledge
of the exact meanings of concepts in different traditions, cultures, and religions.

Nil: Evet, biz, ben din dersine katiliyorum. Cihat olayi falan agildi, millet benim
istime daldi, hani boyle kotii degil, hepsi beni ¢ok seviyor ben de onlart ¢ok
seviyorum, sagolsunlar ama, hepsi, cihat ne demek, sen Miisliimansin, bu insanlar
bdyle, sen de mi dylesin, bilmem ne bilmem ne. Gel simdi anlat onlara cihatin ne
demek oldugunu. Savas degil, insanlar1 yakip yakmak degil. Nefsinle cihat oldugunu,
cihat i¢in zamanimizda cihatin kagit kalemle yapildigim gel anlat. Tki saat onlara bunu
anlattim, sonra millet anladi. Kusura bakma biz Islamiyeti terérist olarak gordiik, biz
bunlar1 yanlis olarak degerlendirdik. Seni de yanlis olarak santyorduk ama degilmissin.
Ama bunu bunlara anlatmak gerekiyor, anlatmak i¢in bilgi gerekiyor, bunlara anlatmak
icin dil gerekiyor, bunlar1 anlatmak igin o kadar ¢ok sey gerekiyor ki, ve sabir
gerekiyor.

Nil: I took part in a religion lesson. There was a topic on Jihad and people attacked
me. They are not all bad, they all like me, I also like them and thank them, but from
all of them, “What is Jihad”? You are Muslim, these people are like that, you are
also like that. “I don’t know, I don’t know, explain to me what Jihad is”. It is not a
war, it is not burying and destroying. Jihad is with your instinct, in our times it is
done with paper and pen. I explained it for two hours and people understood. They
said sorry, we saw Islam as terrorism, we evaluated this wrong, we also thought you
were wrong, you weren't. It needs to be explained to them. To explain one needs
knowledge, to explain to them you need a language, to explain you need so many
things, and patience is needed.

Interviewer: Az Once dediniz ki Tirkiye’deki Tiirkler bizim kadar dindar degil.
Neden 6yle diisiinityorsunuz?

Interviewer: As you said, Turks in Turkey are not as religious as you are. Why do
you think like that?

Deniz: Evet, ¢iinkii onlar baskili degil, onlar, (5) birsey denmiyor, kagmalari lazim
degil.

Deniz: Yes, because they don’t have pressure like us, they are not told something,
they don’t have to hide from anything.

Interviewer: Siz neden kagiyorsunuz?
Interviewer: What are you hiding from?

Deniz: Biz, Yahudi var, Katolik var, Christ (36:16-6) var, ipsiz var sapsiz var () tabi
Tiirkiye’de de var ama burada (3) Ama burda wir sind auf der Kippe ((durumumuz
kritik)) (36:21-7) tamam m1? Biz sey yapmasak mesela biz bir Tiirk’le kontagimiz
gitmese ister istemez insanlik hali ayak uyduruyorsun, alkol de igersin. Bu
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Tiirkiye’de de var. Benim kuzenlerim var Tiirkiye’de onlar agik sagik, ama hani
domuz eti yersin, 6zenirsin die hat einen Freund (onun erkek arkadasi var) benim
niye Freund’um (erkek arkadasim) yok (36:42), yok, ondan sonrada onlan yatip
kalkarsin, ondan sonra standar geliyor normal geliyor sana hersey. Ben cok
arkadagim var, und deswegen sagt man verdeutscht (Alman’lasmak) (36:53)
Alman‘lastyor, anliyor musun? Ben mesela ¢ok serbestim, Alman arkadagimin
evinde bile uyuyorum, domuz eti filan pisiriyor ben yemiyorum ama yinede
arkadasligimiz iyi yani, anliyor musun? Bu insanlar die wissen nicht wie man
(bilmiyorlar nasil)/ Fingerspitzengefiihl (yetenek), die wissen nicht (bilmiyorlar)
ay1rt etmesini (37.10) bu insanlar dozunu bilmiyorlar. Birde tabi ki Tiirkiye’de hepsi
Tiirk su Fatma, bu Ayse filan. Tabi farkli biiyiiyorlar ama Tiirkiye‘de mesela (3)
korkulart yok pek. Und wenn die was machen, das ist normal (ve eger yaparlarsa bu
normaldir) (37:26) aksamlari gezmek normal, bizde degil ama biz yapamayiz
burada, mesela ben gittim Tiirkiye’ye gece 12’de ich gehe raus (disar1 ¢ikmak), ich
gehe raus (disar1 ¢ikarim), kimse sormaz etmez, soramaz da, biz dyleyiz yani ama
gitmem rahat olmam, anlryor musun? Tiirkiye‘de dyle degil, Tiirkiye‘de du bist frei
(Ozgiir olmak), ama tabi ki illa ki yapanlar var, kotii insan var, ipsizler var, kotiisti de
var, orada da prostitution (kadinlarla ticaret) (37:56) var.

Deniz: There are Jews and Catholics, there are Christians. There are people doing
nothing. Of course, these are also in Turkey. But here our situation is very critical.
Okay, for example, if we don’t have contact with a Turk, we are all humans, we
might adjust to other people, drink alcohol. It is also in Turkey. I have cousins, they
are all open-minded. If you eat pork, you might envy it, to have a boyfriend, you
might say why I am not allowed to have a boyfriend? After all, you might start
sleeping with boys. After all, it may become the standard and everything becomes
normal. I have a friend, we are becoming Germans, do you understand (she says the
same sentence first in the German language, and then in the Turkish language). For
example, I am very free, I can sleep at my German friend’s (she wants to say,
girlfriend, because in Turkish language verbs don’t have gender as in the German
language). She cooks pork, I don’t eat but still our friendship is good, can you
understand. These people don’t know how to separate things, know the limitation of
things (she again says the same sentence in German language and later in the
Turkish language). And also, in Turkey everyone is Turkish, that is ‘Fatma’, this is
‘Ayse’ (she gives Turkish female names as an example). Of course, they grow up
differently but they don’t have many fears in Turkey. When it is normal for people
they go out during the night. For us it is not normal here, for example, when I am in
Turkey I go out during the night, at 12 o’clock I go out. Nobody makes it a problem,
nobody asks, nobody can ask. We are like that but I would not go because I cannot
be comfortable, do you understand? It is not like that in Turkey, in Turkey you are
free, but of course, there are people who are doing bad things, bad people, people
who are doing nothing, there are bad ones, there are also prostitutes.

Sedef: #00:13:18-3# Benim i¢in ¢ogu Tiirk kizlari, iki kiiltiir arasinda kaybolmus, ne
Oyle yapsan da yaranamiyorlar galba ((ses vurgusu degisiyor)), ne de Oyle yapsalar
yaranamiyorlar. Ondan sonrada bir degisik oluyorlar bence. #00:13:37-6#
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Sedef: For me, most Turkish girls are lost in two cultures. Whatever they do they
cannot make both German and Turkish cultures happy. Then, these girls become
different.

Interviewer: #00:13:37-6# Nasil degisik oluyorlar? #00:13:39-7#
Interviewer: How does it become different?

Defne: #00:13:39-7# Goriiniisleri yani, (3). Sey, ondan sonra. Evet giyinis tarzlari,
kiiltiir herseyi degisiyor bence, (3) birde em, integration sey bence (3), burdaki
kurallara uyabilmek. #00:13:57-6# Dengeyi tutabilmek, hep aslinda béyle dengeyi
tutabilmek hem Alman kiltiriinii yasamak hem de kendini bir Tiirk olarak
kaybetmemek benim i¢in en 6nemlisi #00:22:20-9#

Defne: Their appearance, later, yes the way they dress up, culture, everything
becomes different. The integration is adjusting to the rules here. To be in balance,
actually always to be in balance, to live in the German culture at the same time and
not to lose the Turkish culture is most important for me.

Ayse: Ama zaten belli, biz bdyle yaptik, buray1 buray1 bdyle yaptik. Resmen gurur
duyuyormus gibi anlatiyorlar. Haha biz diye. Biz Almanlar boyle boyle yaptik,
boyle oldu.

Ayse: But also it was obvious, in class teachers were saying “this and that
happened”. They explained it as if they were proud that we Germans did this, that
they were proud that it happened.

Ceren: Tam biz demiyorlar da, boyle boyle yaptik, o ylizden simdi bdyleyiz, su anki
sonugtan ¢ok gurur duyuyorlar.

Ceren: They didn’t say that it was exactly us, but they said we did it like this. That is
why we are like we are now, they are so proud of the current situation.

Ayse: Bu olmasaydi bu bdyle olmazdi, sanki mecburduk demeye getiriyorlar, bu
zamana geldik, bu bdyle oldu. Tiirkler buraya geldi, bu olmasayd: Tiirkler buraya
gelemezdi. Sizler burda olmazdimz. Oyle &yle anlatiyorlar, zaten anlagiliyor,
assagilanmamak i¢in, dedigini.

Ayse: If it didn’t happen it wouldn’t be like that, it seems like they are trying to say
that we were obliged, we came to this time. It happened like that so the Turks came
here, if it didn’t happen like that Turks wouldn’t come here, you wouldn'’t be here.
They say it like that, it is obvious that they say it like that to humiliate us.

Leaving Germany one day was a topic of discussion in many of the focus groups
and individual interviews. Generally, the girls planned to go to Turkey, the
United States or to the United Kingdom to live and study. When I asked them
why, they gave examples from their friends’ experiences or from their own trips.
I argue that the participants may have such an aspiration to go to the United
Kingdom and the United States because these countries are already well known
for hosting diverse populations.



104 11 Living in a Multicultural Society

Also, another reason to move to these countries might be that they are
already popular in the media through music and films, which might seem
interesting to the participants, especially considering their unwanted situation in
Germany. Germany may be lacking in their provision of free time activities and
welfare support for youths to become active citizens and to use their agency. The
participants might be imagining that these other countries are accepting and give
people with diverse backgrounds resources to be a part of society. Conceptually,
the agency to have a fulfilling life in a place where differences are an advantage
rather than a disadvantage emerged from the grounded data.

Elif #01:30:28-9# Amerika’ya gitmek istiyor. #01:30:31-0#
Elif: She wants to go to America.

Dilek#01:30:31-0# Amerika’da ne yapacak ya? ((hep bir agizdan sesler)) #01:30:32-
T#
Dilek: What is she going to do in America? ((mixed talks altogether)

Demet #01:30:33-5# Orda yasam bagka, insanlar bagka, kiiltiir baska, baska dil
konusuluyor. #01:30:39-6# #01:30:53-7# insanlar farkli #01:30:54-4#

Demet: There, life is different, people are different, the culture is different, a
different language is spoken. People are different.

Tugee#01:31:04-6# Benim arkadaglarim mesela Austauschhiiler (degisim &grencisi)
olarak bir seneligine oraya gittiler, (3), dediler, okulda angebotlar (aktiviteler) var
((karisik sesler)) arkadasim simdik orda ve ¢ok memnun orayi ¢ok sevdi, hatta yine
gelecek, geri gelecek ondan sonrada gidecek. iki sene sonrada oraya yerlesmeyi
diistiniiyor. Baska bir arkadasim daha var, o da oraya gitmeyi diisiiniiyor, hep
gidenler oraya geri gidecegim diyor. #01:31:38-8#

Tugge: I have friends, they went there as an exchange student for a year. They said
there are offers (mixed voices). My friend is now so satisfied and liked it there so
much, she will even go again. She will go back and later she will go again. In two
years time, she wants to settle there. I have other friends who want to go there. All
people want to go there.

In the quote below, Tugba emphasized that in her opinion they had been
unfamiliar with German culture because, in their immediate environment, they
mainly had Turkish communities. This caused a reason for them to be more
accustomed to the Turkish culture, as their everyday life was shaped by Turkish
culture. The communities the girls lived in preserved culture from Turkey, but at
the same time blended itself with the new cultures.
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Tugba: Ben Tiirk’im ¢ilinkii biz daha ¢ok Tiirk kiiltiiriinii, Tiirk yemeklerini, Tiirk
diigiinlerini, herseyi Tiirkce 6grendik. Biz sadece Almanya’daki hayati 6grendik.
Nereye gidilir, nasil konusulur, Almanlar’la nasil anlasilir, bunlar1 6grendik.

Tugba: I am a Turk because we learned more about the Turkish culture, Turkish
food, Turkish weddings, we learned it all in Turkish. We only learned about life in
Germany, where you go, how you speak, how you get along with Germans, learned
these.

Tugba also continued to emphasize that even though they were accustomed
mainly with the Turkish culture, Turkey was a country they didn’t know very
well and therefore they may feel foreign in Turkey. Tugba commented that there
might be a country they could belong to that is created from both cultures,
German and Turkish. At the conceptual level, the girls’ lives are on the border
between the various diversities to which they belong. They belonged to a diverse
Turkish community which gathered at mosques and they interacted with, but
were not familiar with, the majority culture and the other diverse sub-populations
in Germany.

The quote below reveals that for the girls Turkey is also a ‘foreign country’
which is different from the ‘blended Turkish culture’ in Germany. The grounded
concepts emerging from the quotes are the lack of diversity which is visible in
everyday life, not just in policies but also in practice. The girls highlighted that
“there needs to be a new country that is made from a combination of Turkey and
Germany”. Isolation from the diversities of Germany, while at the same time
being unfamiliar with their roots, was an issue in their lives. This could cause an
issue of processing plural identity and having multiple belongings.

Tugba: #00:48:38-2# Tiirkiye’de olunca hersey c¢ok degisik geliyor, hersey
konusmalart farkli geliyor zum beispiel sizin konugmaniz benim konusmamdan baska
(), o degisik geliyor, yani orda bilmiyorum, okul degisik, trafik degisik, herseyi
degisik. Burada da iste kiiltiirii neyi degisik, yani ikisine de ait hissetmiyorum () yani
bir tane iilke kurmalari lazim, ikisi boyle gemischt ((karistirilmis)) olmasi lazim () o
zaman ait hissedersin yani. #00:49:09-2#

Tugba: I don't feel like I belong to both because when I am in Turkey everything
seems so different, everything. Speaking is different, for example, your speech is
different from mine, that seems different. There, I don’t know, school is different,
traffic is different, everything is different. Here the culture is different, so I don’t feel
1 belong to both. They should build a new country where both are mixed, then you
might feel like you belong. Because we didn’t live their culture, also how can I say,
we don'’'t eat their food, their life, we don't live like them. On the other hand we hang
around like them, we don’t speak like them, we don’t behave like them, we don’t act
like them, there are so many different things.
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At the conceptual level, their feelings of being foreign could be linked to a lack of
diversity in their everyday life. This situation overlaps with the dysfunctionality of
their plural identity. They experience a plurality in their identity but this identity
does not have meaning in their lives since society divides people according to their
national or ethnical identities.

Ayca: Tiirkiye icin Almaniz, Almanya i¢in Tiirkiiz yani ().
Ayga: We are German in Turkey, Turks in Germany.

Manolya: Ben bilmiyorum kim oldugumu.
Manolya: I also don’t know who I am.

Ayea: Ikisi arasinda bir yerde.
Ayga: Somewhere in between.

Ceren: Evet Almanya’da, Tiirkiye‘de de aslinda, (3) Ayga gibi ikisi arasinda Oyle
birsey.

Ceren: Yes Germany, also in Turkey too, in between like Ay¢a.

((Silence))

Ayca: Aslinda yart yar1 birsey yani ¢linkii sadece Tiirk‘liz diyemeyiz. Burada
biiytidiilk burada yasiyoruz, burdaki imkanlarla sey yapiyoruz yani, ama. Ama
yinede Tirk‘liz yinede igimizde yani Alman’a karismis () birsey var yani, bence
bunu hi¢ kimse yalanlayamaz.

Ayga: Actually, it is half and half because we cannot say we are only Turkish. We
were born here, we live here, and we do something with the opportunities here. But
still, we are Turkish but there is something inside mixed with Germans, there is
something, I think no one can lie about that.

Demet:#01:10:28-0# Biz her yerde yabanciyiz, Oyle diyeyim. ((Giiliismeler)).
#01:10:31-2#
Demet: Let me say that we are foreigners everywhere. ((laughter))

Ayse: Her yer bizim iilkemiz, hem de hig bir yer bizim iilkemiz degil.
Ayse: All countries are ours, and at the same time none of the countries are ours.

Demet: Kendimi birazcik Tirkiye’ye ait hissediyorum, birazcikta Almanya’ya,
¢linkii benim ailem Tiirkiye’den geldi, ama ben burada dogdum, biiyiidiim;
Almanlarla, Alman okullarinda. En ¢ok Almanya’y1 biliyorum, Tiirkiye’yi birazcik
anneannemden biliyorum.

Demet: 1 feel a little bit from Turkey and a little bit from Germany because my family
comes from Turkey, but I was born and grew up here with Germans in German
schools. I mostly know Germany. I know Turkey a little bit from my grandmother.



11.1 Unity 107

The participants discussed that they don’t have to integrate into anything or
anywhere because they have always been in Germany. I claim that if there were
‘welcoming’ discourses in the society, the girls would identify themselves with
Germany. The political and societal discourse said that they do not fulfill the
German prototype as their culture, history, and traditions are distinct from
Germans. This discourse would make them feel that they are not part of the
German nation-state.

Integration or belonging to Germany are concepts which are not connected
with their lives because they have always been in Germany and they don’t need to
integrate anywhere. At the conceptual level, the grounded concept is how
diversities could blend to create a mainstream identity for all backgrounds.
Different sub-groups could find meaning and a reason to belong and relate to this
identity.

Nil: Ya entegrasyonun manasi onlarin seviyesinde olmaksa, ve onlar1 tolerieren
yapmak, onlara saygi gostermekse ve onlardan saygi beklemekse, yok hayir onlar
gibi dinini terk etmek, Tiirkliigli unutmak, kiiltlirlerine bagimli olmak, onlarin yagam
tarzina kenetlenmekse hayir. Olamam ki zaten, bdyle bir imkanim sansim yok buna.

Nil: If the meaning of integration was being at their level, tolerating them,
respecting them and accepting respect from them, but it is not. It is to leave your
religion, to forget your Turkishness, to be attached to their culture, to adjust to their
lifestyles, no (she emphasized no). I cannot because I don’t have a chance and
opportunity for that.

Deniz: Ja klar (evet dyle), ben burda dogma biiyiimeyim. Ich kenn nichts anderes (I
don’t know anything else) (41.11-7) hatta benim konugsmam filan, ben practice
calistyordum beni telefonda konusurken hep Alman saniyorlardi. Geliyorlardr_Tiirk,
iistelik basortiilii, acayip sasiriyorlardi.

Deniz: Yes it is, | was born and grew up here. It was not something else, even when I
was working at the doctor’s practice. They always thought I was German when 1
spoke on the phone, when they came and saw a Turk with a headscarf, they were so
shocked.

The young people did not feel like they belonged in Germany or Turkey as a
nation-state. The participants were ethnically Turkish, their parents and grand-
parents had created a new culture and customs in their new German ‘homeland’,
together with their reserved culture from Turkey. There was also another
problematic issue of being German they had been referring to through the
interviews. German history and genocide were linked with their own unwanted
situation in Germany, as people of migrant origin were threatened by the right-
wing political rhetoric.
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Linked to the above discussion, the discourse on integration made them feel
uncomfortable, as everyday discussions were creating tension in the debate about
the integration of migrants. It might be a reason why participants highlighted that
integration and peace were important components for a good life. At the
conceptual level, Germany’s history was linked with its current integration and
migration issues, generally with their unwanted situation. Conceptually at the
abstract level, respecting all people of plural and diverse backgrounds would bring
societal cohesion in the nation-state. The main political concept was ‘integration’
in Germany. Integration at the conceptual level reflects the blending of all
diversities to build a space in which all people are valued, empowered, accepted
and equally treated.

Demet #00:23:12-4# Entegrasyon olmazsa huzur da olmaz. #00:23:15-9#
Demet: If there is no integration there is no peace either.

Tugce#00:23:15-9# O zaman Once entegrasyon gelsin sonra huzur. #00:23:17-9#
Tugce: Then integration comes before peace.

Sedef #00:23:17-9# Ben de sey diyorum zaten dengeyi tutabildikten sonra insan,
integrieren yapabildikten sonra kendini, huzur da gelir diye diisiniiyorum ben.
#00:23:24-9#
Sedef: I think when a person is in balance, when a person is integrated, peace will
come, I think.

Besides the contradictory circumstances, transgenerational tensions were also
creating conflict in the girls’ lives. The girls interpreted that conflicts with their
parents impacted how they experienced their positions in Germany. Their
parents’ lack of German language skills and lack of improvement of those
language skills, after living in Germany for many decades, was a problem for the
girls. Their parents’ attitudes towards being part of the German society
constrained how the girls defined their identity in Germany.

Cultural diversity lets children of immigrant origin grow up with a split
identity. It is difficult to develop a synthesis of both cultures. The data obtained
from this research highlights the view of the participant girls that the ‘cultural
blend’ was not accepted in the German school system. Kog¢ (2009, p. 114)
described how the children feel like they are not liked or appreciated as children
of ‘foreign workers’ in German society.

Children of immigrant-origin are treated by ‘others’ as people from a
backward and under-developed culture. Language difficulties are a large factor
that fosters disrespect in the native environment. They are strangers and they are
made to feel like strangers. Even second and third generation children are seen as
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foreigners, they are not seen as part of a single society. These factors might make
them feel like strangers in Germany society and as a result the young participants
developed a separate culture and carried on the cultural differentiation of the
parents’ generation.

As a result, the data revealed that the young participants were ready to feel
part of Germany if society and politics would have inclusive discussions about
young people of migrant origin. If their diversities and pluralities were seen as an
asset for German society, their multiple belongings and plural identities would
find meaning and be valuable in the public sphere. I claim that the concept of
unity would eliminate the girls’ ambivalent identities, reinforced ill-belonging
and controversial discourse on diversities.

11.2 Multiculturalism

The following quotes reveal how girls of migrant origin experienced Germany’s
history and how they interpreted it. Mannitz and Schiffauer illustrated (2004, p.
60) that immigration was evidently not considered a significant part of
contemporary German history. Immigrants were clearly not seen as members of
German society’s future.

The textbooks in Germany reveal migration within Turkey and Western
Europe as a reaction to poverty, but there is not a single word about the
industrialized countries’ own interests in the recruitment of the immigrant
workforce. In the quotes below, the girls also relate their ‘otherness’ to
Germany’s past. The grounded concept obtained from the data is that the girls
could not position themselves in a society where diversity was still lacking in the
public sphere.

Ayca: Kendileri yedi milyon insan1 dldiiriirken iyiydi ().
Ayca: It was good that they killed seven million people.

Ceren: Zaten biz bu okulda S5.siniftan beri tarih dersinde Nazi zeit, Hitler’i
konusuyoruz, hi¢ baska bir tarihi konusmadik yani () ((giiliismeler))

Ceren: After all, in this school, since 5th grade, we hear in history lessons about the
Nazi time, Hitler, we didn’t speak about any other history though. ((laughter))

The girls might have difficulties in relating their identities especially in a
historically traumatized country like Germany. The girls related their unwanted
situation in Germany to the genocide during the Second World War. There was not
enough data collected in this project to interpret how the history lessons were
taught. What kinds of dialogues and classroom discussions were taking place?
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What kinds of materials were used to teach the history lessons? The interpretation
in this dissertation was limited and based on how the girls interpreted history
lessons in their diverse classroom settings with their plural identities.

Ayca: Begeniyorlar herhalde yaptiklarimi () ((giilerek))
Aycga: 1 think they like what they have done. ((laughter))

Ceren: Hep Nazi zeiti konusuyoruz, Hitleri konustuk, 5.siniftan beri ayni.
Ceren: We always speak about Nazi time and Hitler, since the 5th grade.

Ayse: Hitler, Hitler, Hitler..
Ayse: Hitler, Hitler, Hitler...

In the following quote, Leyla emphasized her distance from the issue as a “Turk’.
She may be reflecting on being a young woman of migrant origin, who hadn’t
felt appreciated and accepted by others. Leyla wears a head scarf and comes
from a very low-income family, her parents are illiterate. According to Leyla’s
experience, the history teacher associated her with Muslims in Palestine and
discussed how contemporary Jews were treating Palestinians. The grounded
concept obtained from these quotes is that the intersectionality of gender,
ethnicity, and religion can create stereotypical views of a person.

Leyla: Hoslarina gidiyor. $Sdyle anlatayim gesichte (tarih), benim tarih dersim ¢ok
iyilydi. 6gretmenlerimle de ¢ok iyi anlagtyordum. Tarih dersinde birsey okumustuk,
orda Yahudilere yapilan iskenceleri izledik o filimde, ve ben Tiirk olarak millete
gostermemek ¢abasiyla agladim, yani ¢ok zoruma gitti. SOyle zoruma gitti ordaki
insanlar giinahsizdl. Ogretmen de gergekten size o kadar kotii sey yaptilar nasil
agladm dedi. Dedim ki ordaki insanlarm simdiki Israil ile baglantist yok. O insanlar
yanliy yapmadi, o insanlarin giinahi, su¢u yok dedim. Ama dedim simdiki
Israil’lilere ben gider aymsmni yaparim. Onlar gérdii o aciy1 tatti, onlar olmasa da
onlarin basina gelmese de onlarin annesinin veya anneannesinin basma geldi. Bu
acty1 biliyor bu insanlar, hala da gidip bu acty1 baska iilkelere veriyorlar.

Leyla: They like it. I say it’s like that. In the history lesson, my history lesson was
good, I got along with my teachers well. We studied in the history lesson, there we
watched the torture of Jews in a film, and as a Turk, I tried not to show my tears to
the other people. It was so hard for me, those people had no sins. The teacher said
they did very bad things to you, why do you cry? I said those people had no links
with current Israel, those people didn’t do anything wrong, those people had no
sins, but I would do the same to current Israelis. They saw, they tasted this pain,
even though they didn’t experience it, their mother or grandmother experienced it.
They know this pain, still, they go and do the same to other countries.
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The girls also felt pressured about using their mother tongue. The girls were told
not to speak Turkish in the school environment while their other peers were
allowed to speak their mother tongue.

Ayse: Abitur’a da Tiirkge dersi, yazmiyorlar ¢iinkii Tiirk¢e 6grenmemizi istemiyorlar.
Ogretmenle konusmustum, Tiirkce dersi goriiyorum haftada bir kere, Abitur Tiirkce
dersi var, Tiirkge, ama sOylemiyorlar, kagitlarda yazmiyor ama var okulda,
istemiyorlar o dili 6grenmemizi. Cok koétii birsey yani.

Ayse: There is a Turkish lesson, they don’t write because they don’t want us to learn
Turkish. I spoke with the teacher, I have Turkish lessons two times a week, and there
is a Turkish lesson in Abitur. Turkish, but they don’t say it, it is not written. It is such
a bad thing.

The participants also raised problems of using the Turkish language in state-level
exams. There was a language policy which allowed young people to take exams
in their mother tongue but it was not implemented for the Turkish language. The
quotes below highlighted the participants’ interpretation of how other minority
languages were treated in schools. According to the interviewees’ experiences,
other pupils who spoke another language, such as Russian, were not urged to
speak only the German language.

Ayca: Burda Tiirkge konugmamizi yasakliyorlar, bir tane g¢ocuk vardi, Rusg¢a
konustu, ona birsey demiyorlar ama biz konusunca yasak.

Ayga: They are forbidden to speak to us in Turkish here. There is a boy, he spoke
Russian, they didn’t tell him anything, but when we speak, it is forbidden.

Ceren: Alman okulunuzdasiniz niye, neden Tiirk¢e konusuyorsunuz.
Ceren: You are in a German school, why do you speak Turkish?

Ayca: Burda Tiirk¢e konusulmaz, Almanca konusulur diyorlar ().
Ayga: You cannot speak Turkish, only German can be spoken.

Buse: Evet oyle disorder.
Buse: Yes, that is what they say.

Analyzing the meaning beyond the data, one could see that the mother tongue
was strongly linked with their identities. Not being able to speak their mother
tongue might be a threat to their educational well-being. In order to realize their
identity, the girls’ plurality was necessary in everyday school practices.

Ayga: O zaman insan unutuyor dilini, gittikge Almanlasiyorsunuz. Yasakliyorlar
¢ogu seyi. Tirkge konusmamizi yasakliyorlar. Evet ama biz konusuyoruz ().Sanki
kendi dilimizi bize yasaklama gibi birsey yani. Anne dilimizi tabi ki konusacagiz,



112 11 Living in a Multicultural Society

dogal birsey. Tabi ki 6gretmenlerle konusurken Almanca konusuyoruz veya sinifta
oldugumuzda herkesin anlamasi i¢in ama kendi aramizda ve dgretmenler duydu mu
bize bunu yasaklayamazlar, ¢ok yanlis birsey.

Ayga: That is when a person forgets her language, when we get Germanized. They
forbid many things. They forbid us to speak Turkish. Yes, but we speak it. It is like
forbidding our own language to us. It is our mother tongue, so of course we will
speak it, it is natural. Of course, when we speak with our teachers we speak German
or when we are in the classroom for everyone to understand but when we speak
between us, teachers cannot forbid this, it is very wrong.

Ceren: Yasak degil de uyariyorlar iste neden burda Tiirkge konusuyorsunuz,
Almanca konus diye.

Ceren: It is not forbidden but they warn us, why do we speak Turkish? Speak
German.

Buse: Almanlastirtyorlar ya bizi, Alman vatandaslig igin.
Buse: They are Germanizing us, for German citizenship.

Considering this issue in terms of existing research, Europe uses religion,
citizenship, and ethnic origin to draw social boundaries. At the same time, race
remains a taboo term (Tran et al., 2012, p, 161). Although such a comparison is
problematic, it served as a point of departure for a broader debate about how the
Turk’s situation in today’s Germany is linked to Germany’s specifically Jewish
past, and the problems of a newly emerging Germany as well as a national
identity (Wilhelm, 2013, p. 26). Muslim communities are anxious that they may
be the new target of the Neo-Nazis’ holocaust, especially after experiencing the
Neo-Nazi murders and tense politics in Germany.

“Nachmani (2009, p. 132) discusses this issue ironically, comparing the potential
victimhood of Muslim migrants to the annihilation of the Jews and the destruction of
their communities prior to and during World War II. In this scenario, Europeans are
seen to be the Muslims’ Nazi oppressors. For Muslim migrants, World War II and
the fate of European Jews serve as a warning not to believe in European
expectations that imply that if Muslims assimilate or integrate into the European
culture, they will be saved”.

In various focus groups and individual interviews, the girls highlighted that they
have friends of every origin but they mainly get along better with their Turkish
peers. Their choice of friendship was also strongly linked to their belonging and
identity and how they positioned themselves in Germany. In the following
quotes, the girls discussed why they preferred to be friends with young people of
Turkish origin.
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Deniz: Benim daha ¢ok Tiirk arkadasim var.
Deniz: I have more Turkish friends.

Interviewer: Birlikte zaman gegirdiginiz genelde Tiirk mii? Neden?
Interviewer: Who you spend time with? The Turks? Why?

Deniz: Daha yakin geliyor sana?
Deniz: They feel close to you.

Nil: Biz birbirimizi daha iyi anliyoruz. Birbirimizi ¢ok daha iyi anliyoruz,
kiiltiirimiiz ayn1 ben mesela ben bir Alman kiziyla disari ¢iksam. Almanlar
Tiirkler’den daha iyi oldu desem bile, hani bir yandan onlar bizden daha iyi olamaz
ama ().

Nil: We understand each other easily. We understand each other better, we have a
similar culture. I, for example, would never go out with a German girl. Even if I say,
Germans are better than Turks, on the other side they cannot be better than us.

The participants felt mostly that they are part of Turkish culture, even when they
accept Germany as a culturally diverse country, and enjoy taking part in other
activities with people of different origins. The girls still preferred occasions when
there were other Turks because they thought the Turks were friendlier and warmer
than people of other origins. This could be due to them not having encountered or
not becoming acquainted with young people of other origins in Germany.

Ceren: Tiirkler’in oldugu ortam daha farkl:.
Ceren: The atmosphere is different when there are Turks.

Ayca: Degisik oluyor yani. Farkli yerlerden gelen ama ayni iilkeden olan ortamlar
bence hos ve sicak oluyor.

Ayga: It is different though. It is interesting to be in places with people coming from
different places, but from the same country.

Ayse: Tiirk oldugumuz icin kan gekiyor yani () ((giilismeler)). Insan daha cana
yakin oluyor, anlastigi, dyle insanin hosuna gidiyor, ayni memleketten kimseyi
gdrmesi iyi oluyor ya.

Ayse: As we are Turks, blood is attracting (she uses an expression) ((laughter)). 1
feel closer to them, it’s easier to get along, I like it, seeing a person from the same
country is nice. I think the atmosphere is nice when there are people from different
places but from the same country.

The following quotes revealed that the participants were interested in remaining
together with people from their background. The girls should have ties and
belong to cultural, religious and ethnic-oriented organizations to sustain one side
of their identity to find a balance in Germany.
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Ayse: Tiikler’in arasindayiz ya.
Ayse: As we are together with Turks.

Ceren: Atmosfer sicak.
Ceren: The atmosphere is warm.

Interviewer: Tiirkler’in olmasi 6nemli birsey mi?
Interviewer: Was it important to have Turks?

Ayga: Insan kendi insanindan anliyor daha ¢ok ()
Ayga: A person understands her own people well.

Interviewer: Oraya Alman, Rus veya Polonya’lilar gelse?
Interviewer: If Germans, Russians, and Polish people come there?

Ceren: Onlar daha soguk davraniyorlar, Tiirkler’i goriince bir.
Ceren: They act colder, once you see Turks.

In the neighborhoods where the data was collected, there was a lack of collabo-
ration between the school and other social welfare institutes to support these
young people. The schools offered limited options for them. In the data, it is
shown that youth participation, belonging and identity development and informal
education opportunities are vital. The quotes above revealed a need for
multiculturalism to enhance their well-being in the German society. To sum-up
the interpretation of the findings, the girls highlighted their desire to live in a
society where different identities and diversities were valued and accepted as a
part of society. Gathering the voices of the girls in the various quotes, the girls
desired to live in a multicultural society where they were part of the mainstream
culture in harmony.
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12 Discussion of the Research Findings

The data were interpreted through the lenses of contemporary issues in the
German society such as discourses on integration, educational opportunity,
exclusion, inclusion, citizenship, and belonging. 1 conceptualized the girls’
interpretation of their reality as being affected by school discourse. I discussed
that the schools’ discourse was rooted from the main debates in German society
on immigrants and immigration.

12.1 Answering Research Questions

In the main category ‘education and aspirations’, the girls highlighted that being
educated was of value in order to be heard and be a part of German society. |
claim that the girls of Turkish origin anticipated that their unequal position in the
German society would end when they were educated and had a profession to
contribute to Germany. I discuss that the girls’ desire to be educated should be
addressed by providing equal educational opportunities linked to social welfare
opportunities. The girls would then have the freedom to choose and create a life
that she values and finds meaningful. Creating a system where there are several
opportunities to develop diverse identities is crucial for a system that desires the
creation of a good society.

The girls also desired to live a good life in a good society, which was
conceptualized as living in a multicultural society with unity. The girls were
aware that they held a plural identity which meant they could not label or
describe themselves with a single belonging and a single cultural root. For a
good life, a good society should be created where diversity is united and various
multiple identities live their life in harmony. Each person, regardless of their
differences, could contribute to a good society where multiple identities and
diversities could live together cohesively.

How do immigrant origin Turkish girls (as 2™, 3™ and 4" generations)
describe identity in a cultural setting which frames them as ‘foreigners’? This
was the second research question and was answered using the ‘construction of an
identity’ category and its sub-categories ‘citizenship’, ‘religion’ and ‘ethnicity’.
The girls emphasized that identity construction was complex and that they had
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developed their identity with discourses around citizenship, religion, and
ethnicity. How the girls constructed their identity was shaped by how they
understood themselves in the German society. This included still being framed as
a ‘foreigner’, how they interpreted that German society understood their
identities as Turkish despite being dual citizens or German citizens, their Islamic
background and also being ethnically Turkish. All these concepts that build
identity intersected with one another to position the girls’ fragile identity in the
social construction of Germany.

How do immigrant origin Turkish girls describe their ideas on aspirations,
inspirations, and future plans? This third research question was answered using
the main category ‘education as an aspiration’; the main category ‘construction
of identity’ and its sub-categories ‘citizenship’, ‘religion’ and ‘ethnicity’; and the
final category ‘living in a multicultural society’ and its sub-categories ‘unity’ and
‘multiculturalism’.

The girls were inspired to pursue a good education in order to raise their voice
in German society. Also, raising their voice meant contributing to Germany
alongside the other citizens of Germany. From this aspect, the girls aimed to
develop identities where their Turkishness, German-ness and Islamic identity were
acknowledged and visible in German society. The girls aspired to live in a society
in which they were not expected to limit their diverse identities or express the
richness of their identity as a single culture or background. In reality, they did not
feel this was their situation. The girls aspired to live in a society where ethnicity
and religion were not restrictions but opportunities. Citizenship was seen not only
as a document that determined rights, obligations, and responsibilities. Citizenship
could be conceptualized inclusively for various identities, ethnicities and religious
affiliations to live in a unified multicultural society.

How do young Turkish women of immigrant origin describe the challenges/
obstacles in their everyday life? This final research question was answered with the
main category ‘marginalization’ and its sub-categories, ‘discrimination’, ‘stereo-
types’ and ‘institutional marginalization’. The girls observed that they were treated
differently in German society and that their ‘different treatment” made them more
vulnerable in the social construction of German society. The discrimination and
stereotypes the girls were confronted with, because of their Turkish ethnicity and
Islamic background, remained as constraints to having opportunities for the life
they valued in Germany. Discrimination and stereotypes were also limiting them
from using opportunities as tools to build a good life. Institutional marginalization,
in addition to systemic and structural deprivations, marginalized the girls’ Turkish
and Islamic identities to try to make them belong to the social construction of
Germany. Institutional marginalization challenged the construction of a good
society in which the girls could find opportunities to develop the good life they
desired.
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12.2 How the Research Data Incorporates with the Theory of the Capability
Approach

In this chapter, I will justify how the research findings linked to the theory of the
Capability Approach (please see the detailed coding system attached in the
Appendix (Part G) and discuss how they were in line with this approach).

As discussed earlier, capabilities are opportunities which people can turn
into valuable actions, or ‘functionings’, which may help them have a valuable
life. Sen stated that functionings are “the various things” a person may value
doing or being (1999, p.75). The Capability Approach focuses attention on what
a person can do with his or her current capabilities and what limits people from
having a good life.

According to the Capability Approach, the ends of well-being, justice and
development should be conceptualized in terms of people’s capabilities to
function, that is, their effective opportunities to undertake the actions and
activities that they want to engage in, and be whom they want to be. These
beings and doings, which Sen is framing as functionings, together constitute
what makes a life valuable. What is ultimately important is that people have the
freedom or valuable opportunities (capabilities) to lead the lives they want to
live, to do what they want to do and be the person they want to be. Once they
effectively have these substantive opportunities, they can choose the options they
value most. In capability theory, conversion factors are defined as limiting
capabilities, another central concept identified in the research, as obstacles,
limitations, and inequalities the girls were confronted with.

This research focused on women because women have often been socialized
to believe that a lower living standard is what is right and fitting for them, that
some great human goods, i.e. education or political participation, were not for them
at all (Nussbaum, 2002, p. 128). The fact is that women are the primary victims of
socio-cultural deprivation and have difficulty accessing resources (Berenger &
Verdier-Chouchane, 2011, p. 281). Women are much less likely than men to be
literate, and still less likely to have a pre-professional or technical education
(Nussbaum, 2000, p. 242). When women enter the education and labor market, the
women are confronted with various difficulties such as sufficient child support,
intimidation from their family or spouse, sex discrimination in hiring, or lower
wages compared with men in similar conditions. Women all over the world have a
lack of support for central human capabilities because they women. This unequal
treatment is causing capability deprivation and creating problems for justice and
equality between genders. Women have especially been excluded from education
and unequally treated in terms of access to the labor market.

The research also focused on ’agency’ for removing obstacles, limitations,
and inequalities in order to have a good life. The Capability Approach takes



118 12 Discussion of the Research Findings

‘agency’ as the center of the theory to discuss what a person is able to do in
terms of removing obstacles to having a meaningful life. Agency defines what a
person can achieve in his or her current condition to contribute to a valuable life.
Discussing the theoretical concept of the findings using the lenses of the
Capability Approach, the analysis showed that the Capability Approach attaches
great importance to agency. Education in any context should promote agency
and, as a key element of agency, education should facilitate the development of
autonomy and empowerment (Walker, 2006).

Biggeri, a researcher of children and capabilities, (Biggeri ef al., 2011, p. 22)
explained that seeing children as subjects of capabilities means that we consider
them endowed with agency and autonomy, that they are able to express their points
of view, values, and priorities. I claim that a good life is possible when children
and youth are promoted to use their full potential to build a valuable life to live for
themselves. Without empowering the full potential (agency) of children, building
and sustaining a good life for all would not be possible. A lack of agency could
cause vulnerability and disadvantage in one’s life.

By linking agency, empowerment (voice) and education, capabilities would
develop choices for life, not limitations for school education and as a result, life.
Education would promote individual agency to make meaningful decisions for
one’s actions for a flourishing and worthwhile life. For example, school
education should focus on primarily providing opportunities for a meaningful
life. In this regard, Biggeri (2006) suggests that including the voices of children
and youth in education would expand their capabilities. Equal opportunity for
school education should be considered as a basic capability that relates to its
crucial importance for a good life.

The capability to be educated is basic, since a lack of education would
essentially harm and disadvantage the individual. Lack of education, in terms of
the various types of education (informal learning and schooling), determines a
disadvantaged life and, in some cases, makes it impossible to compensate in the
later years. I would argue that a deprivation of capabilities emerges from the
intersection among various spheres of external factors (society: such as societal
values on what the life of a female should be) and internal factors (cultural or
family values: such as how a female’s life would be). From this perspective, I
claim that the defining capabilities may take its roots from the perspectives of
vulnerable youths, and empowerment would take its roots from the fundamental
rights to promote a flourishing life.

Education should also incorporate life skills and teach children how to be
autonomous, how to cooperate and collaborate, and how to interact with others
and with the world (World Health Organization, Dubois, and Trabelsi, 2007,
Walker and Unterhalter, 2007). That is why the capabilities of youth should be
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discussed, firstly from the perspective of school education and secondly from the
perspective of the goal to expand humans’ capabilities for a good life. Extending
my discussion, I would also propose that the goal of education should focus on
emotional and social development, developing inspirations and aspirations for a
good life.

“Discrimination is often inherent in the category system, laws, and regulations,
institutional policies, and practices. The problem is not simply a perception or a way
of categorizing and stereotyping people of migrant background, but also a basis for
action, for discrimination, for the exercise of institutional power over them” (Bruns,
2008, p. 156-158). Crenshaw (1995, p. 358) also discussed “structural/political
intersectionality” and how power differentials around gender, race, and ethnicity are
entangled with each other. Crenshaw also theorized about ‘intersectionality’ in
considering inter-categorical differences at both the structural and political level. In
the frame of the discrimination and exclusion discourses, Crenshaw highlighted
(2010, p. 26) that the intersectional experience was greater than the sum of racism
and sexism. The data revealed that the girls were confronted by structural and
systematic inequalities, which might marginalize their identities and create social
vulnerability for them. Institutionalized forms of exclusion of immigrant
backgrounds include denying opportunities, privileges, and positions generally
available to a member of the majority population.

Concerning the analysis of this research, there may or may not be discrimination
on the basis of ethnicity, race, religion, class, or gender. However, institutions and
their agents are typically required to make distinctions in order to differentiate and
categorize for purpose of making judgments and taking actions (Burns, 2008, p.
159). As a result of these discriminatory judgments and actions, certain individuals
and groups may be disadvantaged (or advantaged and excluded). For example,
even though the girls had good school grades, inspirations to achieve their
maximum capacity and aspirations of creating a good life in Germany, the girls of
Turkish origin in Germany have been confronted with various challenges because
of the limitations in society and in school education.

Nussbaum (2000) suggested that there are three types of capabilities, basic,
internal, and combined capabilities. Nussbaum (2000, p.78-80) developed a
universal list of capabilities. These are ‘life’, ‘bodily health’, ‘bodily integrity’,
‘sense, imagination and thought’, ‘emotions’, ‘practical reason’, ‘affiliation’, ‘other
species’, ‘play’ and ‘control over one’s environment’. Nussbaum (2007, p.70)
explained the need for this universal list by saying “all of them are implicit in the
idea of a life worthy of human dignity”. Robeyns (2003, p.36) explained that Sen
wanted to promote the Capability Approach as a general approach for evaluating
individual advantages and social arrangements of a good life or constitutional
principles
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As a result, the findings of this research highlighted existing opportunities,
perceived opportunities, experienced challenges and interpreted challenges of the
girls of Turkish origin living in Germany. The findings of this research
contributed to the creation of a framework to analyze the opportunities, needs,
expectations, aspirations, values, and obstacles, and to operationalize the
Capability Approach as a framework. Also, the research provided concepts of
capabilities which extend the list of Nussbaum’s Capability Approach.

Table 9:  Capabilities for a Good Life

Being acknowledged and valued with plural or multiple identities

A common identity for a plural society

Having a school environment one feels emotionally accepted in

Having emotional belonging and attachment to a place or a country
Having an emotional citizenship in a country
The right to be educated in informal education settings

Finally, this research contributed to the Capability Approach by suggesting a list
of capabilities for a good life. The essential concepts in contributing to the
Capability Approach are identity, creating self, self-awareness, awareness of the
opportunities and systemic and structural deprivation in society, fundamental
rights, empowerment, aspirations, and inspirations.

12.3 Validity and Reliability of the Research

The key aspects addressed for the ethical consideration were validity and
reliability. Credibility, which means confidence in the truthfulness of the wider
community, includes addressing the findings to see if they make sense to others.
To be able to understand the credibility of this research, I gathered two groups of
young, Turkish women of migrant origin, aged between 16 and 21 years old, at the
end of the data collection process. Each group consisted of six girls. I asked them
to read the previous data and then to divide the data between them to focus and
understand certain areas in more depth. In the group discussion, I asked them what
they had understood from the data and if they believed these girls were truthful in
their telling of their experiences in school education and their life in Germany. In
the two group meetings, the girls agreed with their interpreted experiences.

During the process of analysis, | worked with a qualitative and quantitative
expert who acted as a conBuset during each step. I shared my coding schemes,
memos, my codebook and findings with this person. I also had a group of doctoral
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and post-doctoral fellows, with whom I shared and discussed my research analysis
during different phases. The feedback and comments I received during the expert
consultation, the doctoral and post-doctoral student meetings, as well as the peer
group debriefing, helped me to refine my analysis to increase its credibility.

Another consideration is Transferability (external validity). This is the
relevance of applying the results to other contexts. I assume that as the interview
guidelines were focused on the participant’s ideas of a good life, the research
results would be applicable for the same age group in similar contexts. I also
claim that some research results would be relevant to other sub-groups in
German society. Dependability reveals whether the findings have consistency
and can be repeated. Confirmability, or the level of neutrality in the study, looks
at the extent to which the results are shaped by the participants as opposed to the
biases and motivations of the researcher (Cohen & Crabtree, 2008; Miles &
Huberman, 1994).

During the process of the analysis, I looked for help from others, such as
doctoral or post-doctoral researchers, who had used Grounded Theory
methodology in addition to senior researchers. I would like to highlight that when I
prepared the codebook, my peers received the data and checked the codebook to
see if they agreed with my interpretations. There were always comments and
feedback, which I incorporated into the different phases of the analysis.

The final step is Confirmability, to assess validity and reliability. I engaged
in methods throughout the data collection and analysis to improve the
confirmability of the study findings. One of these involved describing the
procedures and steps openly in the dissertation. I also kept all research related
documents as a soft and hard copy. I additionally sought to guard against
bringing my own personal biases into the data analysis.

Charmaz (2006) highlighted that even though many researchers have now
started to apply Grounded Theory analysis to their data with more flexibility, the
assumptions they brought with them to the data were not neutral. Thus, given my
knowledge of not being a neutral observer, and understanding that I may also
have my own biases, I tried to control my actions. For example, during the data
collection process, I was careful how I posed the questions, and during the
analysis process, | tried to be as objective as possible and tried to see the whole
process as an outsider. My position in this research has been more of an outsider.

I was in Germany for professional reasons. My main similarity with the
girls was speaking somewhat the same mother tongue because the participants
used a mixture of the Turkish and German languages in their everyday life. |
asked during all the interviews, both in the focus groups and individual
interviews, why they spoke a mixed language. The answer was because they
spoke Turkish and German at a similar proficiency level. I tried to keep as
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neutral as possible during the process of the research. Also, I myself have lived
in many countries. That means I had my own experience of being an outsider,
other, different, a migrant, an international degree student, and an international
researcher.

I considered myself throughout the research process as an outside researcher
who was answering the questions and the concepts of the research objectively. I
also discussed this with colleagues from Germany, Europe and the US who were
working with similar issues especially in the European context. During the data
collection, organizing, arranging and applying the initial analysis, I worked with
a student assistant to discuss the process and present biases. She is a second
generation female of Turkish origin who is bilingual in German and Turkish and
a Master’s student in Educational Science.

During the data collection, I was careful to ask the participants if I did not
understand something because it would be almost impossible to approach them
again. In the data analysis, I followed Charmaz’s approach to Grounded Theory.
I considered Grounded Theory from the perspective of epistemology, just as
Bryant (2003, p. 120) stated that Charmaz had contrasted Glaser’s objectivist
form of Grounded Theory with her constructivist form.

Essentially, the former was based on a far more problematic principle since
the role of the observer was centered on being active, selective, and interpretive.
Bryant continues to discuss that although “it is important for researchers to
indicate their stance with regard to core epistemological and ontological issues,
this may have little or no bearing on the value and robustness of their research”.

From the perspective of Grounded Theory for validity and reliability, Glaser
and Strauss achieved a redirection of a positivist-oriented concern among
qualitative researchers seeking reliability and validity in response to criticisms
from quantitative methodologists. Glaser and Strauss offered a method with a
solid core of data analysis and theory construction. Their method contrasted with
the strategy of those who sought procedural respectability through the collection
of vast amounts of unanalyzed, and often unanalyzable, data (Bryant & Charmaz,
2007, p. 33).

Both the objectivist/positivist and the constructivist/ interpretive accounts
are partly flawed. The former cannot maintain the fiction of data as given, and
the neutrality of the researcher/observer. The latter, based on questioning all
claims of knowledge, cannot sustain its own claims of knowledge that underlie
its critique of positivism, i.e. that all knowledge claims that underlie its critique
formulations contain the basis for a clear and cogent response to this paradox. In
their justification and characterization of the method and the grounded theories
so produced, Glaser and Strauss stressed that such theories had to fulfill the
several criteria, namely ‘fit’, ‘grab’, ‘work’, ‘relevance’, and ‘modifiability’,
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stated in this stark manner. These may not seem to offer a basis for justifying
one’s research, but as guidelines, they are a potent starting point, particularly if
underpinned by an appreciation of the pragmatist view of theories as tools to be
judged by their usefulness and suitability.

Charmaz developed a cogent set of criteria in her account (2006, p. 182-183),
incorporating ‘credibility’, ‘originality’, ‘resonance’, and ‘usefulness’. So rather
than seeing the claims of Grounded Theory-based approach, I would argue that the
method actually offers a far more cogent set of criteria that other non-Grounded
Theory method researchers, reviewers, and assessors should be encouraged to
consider and adopt (Bryant, 2003, p. 121). In this particular doctoral research
project, to maintain credibility, the interview guidelines were checked properly by
senior and junior researchers. In addition, the data had always been recorded using
audio and visual tools. All of the data was stored safely. During different stages of
data collection, transcription and analysis, various experts were consulted. During
each data collection phase, a student assistant helped with the collection and
transcription of the data. In terms of originality, this doctoral research project was
one of the more recent studies which discussed education from a welfare aspect
through the lenses of the Capability Approach. This was relatively new in German
literature and Capability Approach.

For resonance, I was convinced by the senior researchers that this research
was important in understanding the needs and expectations of girls of Turkish
origin living in Germany. The knowledge of this dissertation might support
current educational development, reform and policy initiatives in Germany. As a
result, the various aspects of the findings could contribute to German education
and welfare reforms for girls. Overall, I focused on methodological issues
concerning concepts of credibility, transferability, dependability, and conforma-
bility utilizing techniques to avoid problems in validity and reliability issues. As
a researcher, I have remained free from bias to keep the integrity of this study.
As explained above, I have elaborated the data several times to approach valid
results. The categories were compared several times to check if there were any
new emerging concepts which would help answer the research questions. Also,
to explain the categories explicitly, the quotes were considered critically to
ascertain if they were rooted analytically in theory. Quotes which explained the
researched phenomena were gathered together and the quotes which did not
explicitly explain the phenomena were eliminated from the analysis in order to
build a cohesive theoretical explanation of the data.
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Germany

“The social vulnerability of children and youths of migrant origin has been an
important topic for educational science research in Germany; because the proportion
of children and adolescents with a migration background are at higher risk of social
exclusion than native children and adolescents. Also, in 2014, the level of
continuing education uptake among people with migrant backgrounds was only 8%,
half as much as those without migrant backgrounds (16%). The levels are
particularly low among people originating from Turkey (4.5%)”. (German Education
Report, 2016).

This dissertation arises from concerns about the nature and consequences of
immigration status for young Turkish women in Germany. From this
perspective, the two goals of the research were identified. The first goal was to
investigate how girls of Turkish origin living in Germany developed a positive
view of themselves, such as empowerment, agency, emancipation, inspirations
and aspirations and how they were challenged at school and in German society.
The second goal was to ascertain how girls of Turkish origin living in Germany
interpreted challenges to seeking a good life in school and the wider society. As
a result, the research aimed to investigate how young, socially vulnerable,
female, Turkish immigrants interpreted a good life and a good school education,
and how the girls actively used their agency to achieve a good life and a good
school education in Germany.

I have problematized the above-mentioned concepts from the good life aspect
in order to analyze the inequalities and agency of potentially marginalized
identities of socially vulnerable girls. As a result, the questions of this research are:
How do young Turkish women of immigrant origin describe the fundamental
aspects of a good life? How do young, Turkish women of immigrant origin (2",
3" and 4™ generation) describe identity in a cultural setting which frames them as
foreigners? How do young Turkish women of immigrant origin describe their
ideas, aspirations, inspirations, and future plans? How do young Turkish women of
immigrant origin describe the challenges/obstacles of their everyday life?
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Four main categories were identified in the findings of the research. The
first main category is the Construction of Identity, it has three subcategories:
Citizenship, Religion and Identity. The second main category is Aspiration for
Education, the third main category is Marginalization and it has three sub-
categories: Discrimination, Stereotypes and Institutional Marginalization. The
fourth main category is Living in a Multicultural Society and its sub-categories
are Unity and Multiculturalism.

This research is framed with Sen’s (1970, 1982, 1985, 1987, 1989, 1992,
1999, 2002, 2006, 2009) conceptualization of the Capability Approach to welfare
and well-being, as well as Martha Nussbaum’s concept of education and agency
(1996, 1997, 1998, 2000, 2006, 2010, 2011, 2016, 2018). The Capability
Approach (Nussbaum 2011, Sen, 1993) discusses what a person is able to do
with the given resources and what a person needs in order to live a life which
he/she desires to live. The Capability Approach is an evaluative approach to
analyzing what the limitations are in a person’s life which prevent them from
living a good life. Biggeri and Libanora’s (2011) implementation of the
Capabilities Approach was used to design the interview guidelines.

Sen (1982, 1993) developed the concept of agency, which includes moral
motives, as well as many other motivations that were excluded from the welfarist
framework, such as commitments to religion, social commitments and moral
beliefs. The Capability Approach opposes two main aspects of the utility-based
definitions of well-being, it is open to interpersonal comparisons of well-being
and presents a multidimensional structure which allows new elements in the
assessment of the quality of life (Sen, 1982). Well-being and Capability (Sen,
1993) offer a framework in which the well-being of a person and her freedom of
choice can be assessed in multiple dimensions.

In Germany in the last decade, there has been a compelling amount of
research on the good life of children from socially disadvantaged backgrounds
and children living in poor households within the context of childrens’ well-
being. (Andresen, 2018, 2017, 2014, 2013, 2012). Also, ethnic differences,
gender, interculturality, structural issues, migration and educational science
(Diehm, 2018, 2017, 2016, 2015, 2014, 2013, 2011, 2010), as well as children,
youth, migration and social justice (Hiinner-Kreisel, 2018a, 2018b, 2018c,
2018d, 2016, 2015), have all been researched in depth.

I have structured this chapter to discuss the following questions separately.
What are the most important findings of this research which will make the best
contribution to social science in Germany? Why is the chosen theoretical model
important? What are the implications for education, policy and future research?
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13.1 What is the Most Important Finding of this Research Which Will
Contribute Most to Social Science in Germany?

The most important finding of this doctoral dissertation, which will contribute
most to social science, is the analysis of aspects of a good life from the
perspective of Turkish origin. The data presented in this dissertation was
obtained from girls and is limited in German educational science research. The
emerging concepts, main overarching categories and their sub-categories made a
cohesive theoretical explanation of the research questions.

As a result, there are four distinct emergent categories that reflect the
intersection of identity, aspirations and perceived obstacles. The concepts which
emerged from the data revealed that the most important values of girls of Turkish
origin are concepts relating to civic values. In order to promote these values for
girls of Turkish origin, it is necessary to create inclusive discourses in society.
As the data revealed, public attitudes and discourses regarding people of migrant
origin are exclusive and discriminative. If the political rhetoric included the
values of these girls, they would be empowered to contribute positively to
transform German society.

Nussbaum (1997) argues that Socratic education is important for the
development of an individual as a citizen. The achievement of personal progress
requires an education which develops critical thinking, awareness, political and
social engagement, the ability to recognize and respect the others as citizens with
equal rights regardless of which country they come from, and the ability to worry
about the availability of equal opportunities extended to all citizens of the globe
(Nussbaum, 2010).

Nussbaum suggests that a properly designed liberal education cultivates
three basic capacities among cosmopolitan citizens to free their minds from
narrow traditions, customs and habits. These include the capacity for critical
examination of oneself and one’s traditions (Socratic self-examination), the
capacity to identify with a global moral and human community, and finally the
capacity for narrative imagination. This is the ability to imagine cultural
differences in order to decipher alternative narratives of the ‘other’ and relate or
connect to them in a meaningful and sympathetic way (1997).

13.1.1 The factors that contribute to the identity of girls of Turkish origin
(citizenship, religion, ethnicity)

The data has revealed that for identity building, citizenship discourses of society
shape girls’ interpretations of how they understand and experience citizenship.
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Although citizenship discourse also has a significant role emotionally (losing
roots) and materialistically (restriction or potential for existing opportunities) in
their lives. I claim that ‘integration’ is a politically used terminology in Germany
and this research highlights the importance of creating a new German identity for
youths from ethnically and religiously diverse origins. This would enable them
to feel like they belong in Germany and that they are Germans with a non-
Christian and non-European background.

If young people were given a chance to hold multiple identities in the public
view, such as one person defining himself or herself as Muslim, Turkish,
German, European and Eastern or Anatolian at the same time and feel associa-
tions with all backgrounds, such a possibility would create stronger identity
formation especially for children and youths of migrant origin. Also, such a
transformation in society, to acknowledge identity and belonging, would develop
a better inclusion for all people living in the same society, create cohesion for a
good life for all and as a result create good societies.

13.1.2 The importance of education as a route to the good life

The data meaningfully revealed that girls want to be educated in order to raise their
voice, be noticed, recognized, accepted and valued in German society. The data
highlighted that girls clarifying who they are, what they believe in and being
accepted with their ethnicity, migrant background and religion are important
aspects of a good life. From their perspective, education does not have a
materialistic value, education means independence, emancipation, acknow-
ledgment, being heard, being valued, being accepted by society and living in a
liberating society to become the person they would like to become.

I also argue that transforming societies to provide a good life for all starts
from compulsory public education. I propose that future research should focus on
extending the goal of education to transform societies. The school education is the
fundamental public sphere for realizing and practicing positive transformation of
society. Societal well-being is as important as individual wellbeing, as a result, a
good life for a person is not possible without a good society. Today’s school
systems, are not capable of preparing children and youths to practice and gain
experience of how to build a good society and contribute to positive societal
transformation. This is the case in Germany and in Europe as a whole.

Expanding the professional meaning of teachers to include nurturing
children and society, creating innovative school systems to fulfill the needs of
society, and restructuring both the teaching philosophy in school education and
the child and youth welfare provision for today’s complex times would all
empower children and youths to re-structure institutions to create a good society.
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13.1.3 The nature and extent to which girls of Turkish origin are marginalized

Girls are marginalized due to structural inequalities, structural discrimination,
and a lack of acknowledgement of their plural identities. In addition, the school
education sphere is a micro-society which represents the societal and political
debates of Germany. Curricula and school education are obviously not based on
harnessing diversities to create a new definition of German identity or to
empower all young members of society to participate and be aware of societal
challenges for a good common future.

Inclusion would not only provide personal satisfaction to individuals, the
inclusion of all voices would provide well-being for all society. The data reveals
exclusion would result in the marginalization of girls, which is not only harmful
to the lives of girls. Exclusion of others also prevents all members of society
from jointly enjoying a cohesive community where diverse people and values are
united. From the data obtained in this study, a good society is considered to be
inclusive by valuing and accepting all backgrounds and one which provides
opportunities according to the needs of individuals and various sub-communities,
regardless of religion, ethnicity or citizenship.

13.1.4 The idea of a multicultural society

The data obtained shows that girls extensively highlighted that they felt they
were not German enough for Germany and not Turkish enough for Turkey. As a
solution to the ambivalent situation, many girls plan to move to another country
one day. Girls wonder where they will go and how they will integrate because
they have always been in Germany. If it is proposed by German society that they
are solely German, they feel it is not possible for them because their identities
are constituted of oriental cultural roots, a blend of Islam and Turkishness rooted
from Anatolia, which is different from German or European cultures. If it is
proposed girls are solely Turkish, this it is not possible for them either because
they grew up in German institutes with German perspectives, values, and culture.
The data reveals that the girls who participated in this research are not only
Turkish or only German, they are a mixture of German, Turkish and Muslim.
Data emphasize a good society for a good life for these girls is “where
members of the society are only called humans not identified as Muslims,
women with veils, Turkish, migrant or foreign”. The ideal society is not reflected
as a multicultural society where people of the same society live in their own
ethnic or cultural sub-community. A good society from the perspective of
women of Turkish origin is a community where cultures, ethnicities and
religions are united and where their resources or the way they are treated is not
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determined by their appearance, where they originated, what their names are or
what their religious affiliations are.

13.2 Why is the chosen theoretical model important?

The Capabilities Approach has some key features. Firstly, it intersects cultural,
social and economic variables with individual developmental processes, which is
unusual as most theories are discipline-specific (e.g: Sen, 2010; Nussbaum,
2017; Alkire, 2016; Robeny, 2018). I highlight that it does not specify particular
attributes, goals, styles of life or institutions but allows for a range of possible
manifestations of each capability in different political contexts.

As this doctoral research directly contributes to educational science
research, I would like to apply Capability Approach theory to education with the
goal of contributing to educational science research. Education contributes to
human development and general empowerment (Sen, 2002). The contribution
from school education to develop civic capabilities is an important part of
educational processes (Nussbaum, 1997; Sen, 2005, 2009). Nussbaum (2010),
has written extensively on the relationship between liberal education and
citizenship as this type of education fosters logical reasoning and critical self-
examination and recognizes common needs and aims.

In a recent article, Vaughan (2018) claims that little attention has so far has
been paid to the relationship between capabilities, values, and education.
Capabilities (enhanced or deprived) during the school education process should
not be limited to academic skills and competencies but should also include civic
competencies such as participation, understanding different identities in a
society, understanding not only ethnic, religious and gender diversities but also
gaining a deeper perspective of the specific diversities of individuals as well as
certain groups. School education should influence pupils’ future capability to
gain values and support them to acknowledge diverse perspectives and to be an
active member of the society they live in. School education should, in principle,
provide the conditions for each individual to develop and realize their own
agency goals as objectively as possible, rather than transmitting certain values
(Peppin et. al, 2012).

Applying the Capability Approach to educational science research opens up
a discussion on what kinds of capabilities school education should foster for
pupils who are part of a society in which there is considerable diversity and
inequality. Capabilities scholars (De agree, 2012) working on education have
drawn on Fraser’s identification of three dimensions of equality, representation,
recognition and redistribution, to theorize about how school education processes
relate to unequal power structures in wider society.
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This doctoral research project also examined that girls of Turkish origin
experience various structural obstacles to resolving inequality in their lives. |
would argue that the school education should focus on teaching pupils not only
how to be civically engaged but empower them to develop creative solutions to
transform structural obstacles they are confronted with in their everyday lives. As a
result, beyond the development of values relating to social justice during school
education, the sort of civic capabilities a member of a democratic society needs in
order to innovate solutions for poverty, racism, exclusion, sexism, nationalism,
discrimination and inequality should be developed. School education should
support the enhancement of capabilities for children and youths to be genuinely
engaged and be concerned with the well-being of all members of society.

The data obtained during this study revealed that school education
reinforces negative political debates and societal rhetoric on youths of migrant
origin. This is because educational spaces are typically permeated by social
structures such as gender, race, and class, so that all identities and voices are not
afforded the same respect (Walker, 2010).

The results of this research project emphasize that all diverse perspectives,
ethnicities, religions, and cultures should be harmonized in the school education
space to empower pupils to practice how to live and build a united, diverse
society. Also, the capabilities that are necessary to balance a society that is fair in
this sense should be specified more precisely (Ziegler, 2018).

The Capability Approach is applied in youth, social work and educational
science research accordingly in Germany (Otto et. al, 2010, 2017, 2018a, 2018b;
Ziegler, 2018), however, this approach needs more development with regard to
my sample in a German context. It seems to have considerable potential for
social science research, theory, and policy in Germany.

13.3 What are the Implications for Education and Policy?

Furthermore, recent Capability Approach literature also emphasized that “people
should at the same time, be equally empowered to contribute to the collective
control of the conditions and decisions that affect their common fate” (Otto et.
al, 2018). “Creating conditions for human flourishing is social and political in so
far as it stresses the fact that emancipation depends on the transformation of the
social world, and is not just a version of identity politics that merely focuses on
the inner self” (Otto ez. al, 2018). The data obtained in this study demonstrates
wide-ranging issues in what girls of Turkish origin perceive the ways in which
they are marginalized, and their potential capabilities hindered.

The results of this research points to a strong policy shift for a migrant
society Germany to develop schools for harmonizing various religious and ethnic
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diversities and to create a new mainstream German identity with which children
and youths from non-Christian and non-European backgrounds can meaningfully
associate themselves. The data reveals that this is necessary for a cohesive and
productive society.

School education curricula should include policies, missions, visions, goals
and philosophies of education designed to develop the capabilities of children
and youths to unite their diverse identities and practice diversity in unity.
Schools should be public spaces where children and youths are nurtured to be
human beings who live with others harmoniously on the same planet.

In addition to the above-mentioned suggestion for policy making, the results
of this research would propose policy changes such as better diversity awareness
and recognition of the discriminatory beliefs and practices of institutional
structures, with a view to create a positive societal transformation. A strong
policy change is necessary in order for schools to develop a mainstream German
identity and practice, in the school education sphere, how to function effectively
as a cohesive, harmonized society would with participation from diverse ethnic
and religious people.

Primarily, the function of public institutes for children, youths and education
should be critically evaluated for a diverse society to be able to eliminate structural
inequalities for greater inclusion. Secondly, the school education system and
curricula should not only focus on developing academic skills and competencies
but also focus on developing pupils’ civic capabilities to flourish in a good society.

The data obtained in this doctoral research project aligns well with a similar
discussion in recent Capability Approach research. Acconcia, et. al. (2017, p. 261)
argues that it is necessary to develop a holistic policy in which the individual
context, as well as the processes and outcomes of youth programs, are taken into
consideration without neglecting heterogeneous values and life aspirations.

13.4 Further Research

Analyzing the data of this research, two points would be significant for developing
further research questions to investigate similar phonemes. Firstly, in Turkish
communities and in German society, girls have not discussed what it means to be a
woman in their families. Examining opportunities and vulnerabilities for the girls
from a gender perspective would be necessary for the expansion of gender equality
in school education research in Germany. As a result of this research, significant
concepts for vulnerability are national and ethnic identity, linked to identity
citizenship and religion for limiting the possibilities of a good life.

Significantly, girls of Turkish origin, in different cities and different
settings, highlighted similar intersecting concepts of identity, citizenship and
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religion as limiting their opportunities in German society. The data collection
had started with without a prior literature review for a quality data Grounded
Theory analysis. The findings of this research suggest that further research on the
school education and health and well-being of girls of Turkish origin, and
women or youths of migrant origin, is necessary. Proposed research areas
include: identity development, belonging, empowerment, agency of socially
vulnerable youth to contribute to a positive transformation in society, and finally,
deprivation of collective capabilities to create a good society because of racism,
xenophobia, otherness, exclusion and discrimination against people of migrant
origin in Germany.
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Appendixes

A Part of Raw Data Analysis for ‘a Good Life and a Good School

Education’

Good Life for all Girls in
the World

Good Life Opportunities for
Girls of Turkish Origin of the
same age Living in Germany

Good Life Opportunities for Girls
from other backgrounds

Being independent Knowing who you are Sports

Going to school Speaking proper German Partying

Having a family Learning proper Turkish Drinking

Having a home Going to school Boys

Having parents Protecting one’s body Eating so healthy

place

Dressing up properly Dressing up as one wishes Not speaking any other language
than German
Eating enough food Spending overnight at a friend’s | So much freedom

Not having wars

Free time activities

Being able to go out during the
night

Play

Play

Being able to attend all school trips

Being healthy

Having citizenship

No need to integrate to a country

Having freedom

Having a good education

Just coming from one country

Having enough money

Not being discriminated against

Play

Having toys or enough
materials to be entertained

Being accepted

Hard work at school

Going to the doctor Being valued Not having a family
Protecting their body Not being insulted Independence
Having friends Being healthy Being healthy

Having a room of one’s
own

Not having racism

Having enough money

Being happy Balance Being happy
Being free Not assimilating Being free
Peace Not having hostility Peace
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Good School Education for
all Girls in the World

Good School Education
Opportunities for Girls of
Turkish Origin of the same
age Living in Germany

Good School Education
Opportunities for Girls from
a German Background

Respect Respect Good grades
Being valued Being valued Independence
Good teachers Not to be discriminated Money

against

Good school materials

Anti-racism

Good school materials

Independence Good teachers Sports

Good school materials Emancipation Healthy lifestyle
Equality Independence Being Valued
Emancipation Good school materials Good teachers

Not being discriminated
against

Learning different histories

Anti-racism

Learning one’s mother
tongue

Equality
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B Open Coding Phase Results
Open Coding (Initial Phases)

Integration- Exclusion- Prejudice- Stereo-types- Discrimination -Racism- Lack
of teacher’s support- Good teachers- Bad teachers- Liberty to do things- Family
support for freedom- Freedom- Privacy- Friendship- Balancing cultures- Dual
identities- Dual ideas- Balancing act- Space- Belonging- Identity- Pluralism-
Emotions- Fulfillment- Religion- Marginalization- Resistance- Resilience-
Ethnic identity- Idea on majority and minority- Space in the society- Ideas on
host/home country- Where is home- Being a foreigner- One’s own place-
Instinctive value of identity- instinctive value of citizenship- Restrictions-
Having no control- Political participation- Hostile society- Aggression- Meaning
to what is happening in the society- “Us” and “You all” inside of school- School
discussion driven from hot public and political debates of Germany- Public and
political opinions for participants- Language- Socialization- Balance between
family values and societies values- Balancing culture- Aspirations- Voice-
Values- School culture- schools’ ethos- Social exclusion- Cultural conflict with
non-migrant peers- Resources and used resources- Limitations- Meaning of life-
Dreams and future plans- Family’s acceptance of their daughters- Family’s
narratives- Negotiating who I am- Well-being in society- Foreigners- Happiness-
Education and job as priority in life- Being different- Class difference- Ideas
about host society-Structural barriers- Good school- Bad school- Mother tongue-
History, Culture and language teaching in culturally diverse schools- Being
germanized- Meaning of hostility- Discrimination and citizenship- Fairness and
justice- Cultural adaptation of families- Appreciation of Germany- Contradictory
voices- Challenges of living in Germany- Life satisfaction- Coupled narratives-
Families’ own narratives and participants life and school experiences- Conflict in
different life spheres (family, friends, Germans)- High aspirations from life-
Culture and traditions are affecting one’s life opportunities (conversion factors in
Capability Approach)- Childhood deprivation- Lack of family support- Mother’s
lack of language skills- School support- Ideas on contemporary issues of
Germany- One’s own feeling of being excluded due to a lack of knowing another
culture- Experience of parallel societies- Gender inequality- Contradictory
discussions- Acceptance in the family from a girl- Assimilation discussion- What
is my role in the society- Hybrid identities-Germany’s history and having an
immigrant origin- Contradictions- Where is my home- Freedom- Cultural
conflicts- Family relationships- Concept of home- Being between two chairs-
Need of a country where one feels emotional and psychological attachment-
Normalizing discrimination and racial diversity.
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C Soziookonomischer Fragebogen

1 - Ich bin Jahre alt.

2 - Wie viele Geschwister hast Du?
jiingere (n) Bruder/Briider |:| trifft nicht zu
jlingere Schwester/ Schwestern |:| trifft nicht zu
iltere (n) Bruder/Briider |:| trifft nicht zu
iltere Schwestern/Schwestern D trifft nicht zu

Ich habe keine Geschwister

3 - Welche Staatsangehorigkeit hast Du?
Deutsch
Tiirkisch
doppelte Staatsangehorigkeit

4 - Wo bist Du geboren?

Ich bin in Deutschland geboren

Ich bin in der Tiirkei geboren

5 - Wo hast Du bislang gelebt? (a oder b)

a) - Ich habe ausschlielich in Deutschland gelebt

b) - es war wie folgt:

Ich habe Jahre in der Tiirkei gelebt
und bin nach Deutschland gekommen,
als ich Jahre alt war.

6 - Sind Deine Eltern in Deutschland geboren,
oder kommt einer von ihnen oder beide aus der Tiirkei?

Meine Eltern sind in Deutschland geboren
Ein Elternteil kommt aus einem anderen Land

Beide kommen aus einem anderen Land

[]

N I | I |

100
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7 - Welchen Schulabschluss hat Deine Mutter? (a oder b)
a) Falls sie die Schule in der Tiirkei besucht hat:

Ilkokul

Ortaokul

Lise

Meslek okulu

Keine Schulbildung, kann aber lesen und schreiben

Keine Schulbildung, kann nicht lesen und schreiben

b) Falls sie die Schule in Deutschland besucht hat:
Hauptschule (8. /9. Klasse)

Realschule /mittlere Reife (10. Klasse)
Fachhochschulreife

Abitur

Hat keinen Abschluss

Geht noch zur Schule
8 - Welchen Schulabschluss hat Dein Vater? (a oder b)

a) Falls er die Schule in der Tiirkei besucht hat:
Ilkokul

Ortaokul

Lise

Meslek okulu

Keine Schulbildung, kann aber lesen und schrieben

Keine Schulbildung, kann nicht lesen und schrieben

b) Falls er die Schule in Deutschland besucht hat:
Hauptschule (8. /9. Klasse)

Realschule /mittlere Reife (10. Klasse)
Fachhochschulreife

Ny

| O { I
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Abitur
Hat keinen Abschluss

Geht noch zur Schule

9 - Mein Vater ist:

Vollzeiterwerbstitig (35 Stunden und mehr)
Teilzeiterwerbstitig (15 bis unter mehr)
Geringfiigig beschiftigt (unter 15 Stunden)
Arbeitslos

Im Erziehungsurlaub oder in sonstiger Beurlaubung
In Ausbildung

Hausmann oder aus sonstigen Griinden nicht erwerbstétig

10 - Meine Mutter ist:

Vollzeiterwerbstitig (35 Stunden und mehr)
Teilzeiterwerbstitig (15 bis unter mehr)
Geringfligig beschiftigt (unter 15 Stunden)
Arbeitslos

Im Erziehungsurlaub oder in sonstiger Beurlaubung

Hausfrau oder aus sonstigen Griinden nicht erwerbstitig

10 -In welcher Sprache sprecht ihr hauptséichlich zu Hause?
Eher auf Deutsch
Eher auf Tiirkisch

Deutsch und Tiirkisch

11 -Was ist Deine Muttersprache?
Meine Muttersprache ist

12 - Wie viele Personen leben mit Dir in Eurem Haushalt?
Insgesamt sind wir im Haushalt.

N Oy O
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13 -Hast Du ein eigenes Zimmer?

Ja

Nein

(Wenn ja, dann weiter mit Punkt 14.)

Falls Du kein eigenes Zimmer hast, mit wie vielen
Personen (aufer Dir) teilst Du Dein Zimmer? Anzahl

Und mit wie vielen Briidern oder Schwestern teilst du Dein Zimmer?

Ich teile mit meinen Briidern. Anzahl
Ich teile mit meinen Schwestern. Anzahl

14 - Was machst Du iiblicherweise in Deiner Freizeit?

A-
B-
C-

Fernsehen

Musik horen

Videos/DVDs anhauen

Im Internet surfen

Nicht tun, ,,rumhéngen*

Biicher lesen

In die Kneipe gehen

Zeitschriften oder Magazine lesen

in die Disco, zu Partys oder Feten gehen

Playstation, Nintendo spielen, Computerspiele
Jugendfreizeittreff, Jugendzentrum besuchen

Sport in der Freizeit, wie Rad fahren, Skaten, Kicken usw.
Training / aktiv Sport treiben (Fitnessclub, Sportverein...)
Sich mit Leuten treffen

sich in einem Projekt / einer Initiative / einem Verein engagieren
etwas mit der Familie unternehmen

shoppen, sich tolle Sachen kaufen

etwas Kreatives, Kiinstlerisches machen

15 - Wie viele Biicher gibt es ungefihr bei Euch zu Hause?

N v O
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D IYI OKUL EGITIMI OLANAKLARI - GOOD SCHOOL
EDUCATION OPPORTUNITIES (Opportunity for agency)

Herkes icin Tiirk kizlari icin | Alman kizlari Tiirk kizlari Engelleri

o6nemli onemli imkanlar |icin dnemli icin engeller | asmak icin
imkanlar (Opportunities imkanlar (Limitations | yapilanlar
(Important for Turkish girls) | (Opportunities and obstacles) | (Agency)
opportunities for German girls) (Things to do
for all) to overcome

limitations and
obstacles)

E IYIHAYAT IMKANLARI - GOOD LIFE OPPORTUNITIES
(Opportunity for agency)

Herkes icin
Onemli
imkanlar
(Important
opp for all)

Tiirk kizlari icin
onemli imkanlar
(Opportunities for
Turkish girls)

Alman kizlari icin
onemli imkanlar
(Opportunities for
German girls)

Tiirk kizlari
icin engeller
(Limitations
and obstacles)

Engelleri asmak
icin yapilanlar
(Agency)
(Things to do to
overcome
limitations and
obstacles)
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F IYI HAYAT IMKANLARI-GOOD LIFE OPPORTUNITIES

(Opportunity for agency)

Herkes icin
onemli
imkanlar
(Important
opp for all)

Tirk kizlari
icin dnemli
imkanlar
(Opportunities
for Turkish
girls)

Alman kizlari
icin 6nemli
imkanlar
(Opportunities
for German
girls)

Tiirk kizlari Engelleri
icin engeller asmak icin
(Limitations yapilanlar
and obstacles) | (Agency)
(Things to do

to overcome
limitations and
obstacles)

G THE CODE BOOK

Interview Topic

Structural Code Name

Structural Code Definition

What would be the main
necessity for a Good Life?

Citizenship

Brief Definition: Advantages of being a
German citizen.

Full Definition: Participants have
discussed German citizenship makes their
life easier. Some professions require
German citizenship because of that they
would like to obtain German citizenship.
Girls have discussed what it means to
obtain German citizenship for their good
life in Germany. They mainly associated
German citizenship for fulfilling their
materialistic needs in Germany.

When to Use: When participants refer to
citizenship as a means to access public life
for their materialistic objectives, for
example; for professional reasons or for
voting.

When not to Use: When they define
belonging, religion and identity with
citizenship.
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What manifests itself as the
main component of a good
life?

Religion for Building
and Resilience and an
identity

Brief Definition: Why religion is important
for them to build resilience and healthy
identity which they feel included as a part
of the community.

Full Definition: Girls have discussed why
they value religion and practicing religion.
Because religion helps them to be included
in a group of people which they connect,
be accepted and valued as who they are.
Religious identity also supports them to
build resilience in a society for building a
good life where they feel excluded and
discriminated against by mainstream
society.

When to Use: When they connect religion
for building an identity for a good life. As
well as, when girls associate being a
Muslim with belonging and inclusion.
When not to use: When they feel excluded
and discriminated because of their
religious identity in their everyday life in
Germany.

How do Turkish girls living
in Germany experience
inclusion or exclusion?

Acceptance by
mainstream society

Brief Definition: What it means to be a
minority and what kind of life experiences
girls have connected to who is included
and excluded from mainstream society.
Full Definition: The girls discussed how
much they know about German culture,
their distinction, and inclusion in
mainstream culture, and why and how they
feel *foreign’. The girls gave examples of
various situations they have been in at
school and outside school where they felt
they are not from Germany, they are
treated as if they are foreigners who are not
part of Germany and who need to be left
out because of their ethnic and religious
identities.

When to Use: When they define being part
of Germany regardless of their ethnic and
religious identity, somehow they feel they
are accepted by the mainstream society,
especially, how and when they feel
excluded in Germany.

When not to Use: When culture is
associated with belonging, identity.
Exclusion, as they experience, should be
directly related to their religion and
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ethnicity.

What are the values?

Equality in the Public
Sphere

Brief Definition: The girls discussed their
need to be included and valued.

Full Definition: The girls discussed
extensively how they are made to feel that
they are not part of Germany due to their
diverse identities.

When to Use: When the code relates to the
need of being part of the society and need
for equality in when people are included in
the public sphere.

When not to Use: When they associate
inclusion with religion, citizenship,
belonging and identity.

What are their needs?

Belonging to a Diverse
Society

Brief Definition: Participants’ relationship
with the mainstream community to be part
of society.

Full Definition: Participants have distanced
themselves from the mainstream
community, which was not familiar to
them. Because of their isolation from
mainstream society, they feel excluded
from being part of it. They interpret that
they are excluded because of their ethnicity
in various life experiences. Their voice in
the data reveals they desire to live in a
community which is diverse and where
diverse people are included with their
diverse identities.

When to Use: When they distinguish
themselves from the mainstream
community, culturally and historically.
Girls of Turkish origin do not share similar
ethnicity and religion but they share a
similar background as their grandparents
and their parents worked towards building
post-war Germany. Today, they should
share an equal right to share the prosperity
and welfare of Germany where migration
background, ethnicity and religious origin
should not play a role. From this point of
view, a common identity would unite them
with the mainstream community to build
social cohesion

When not to Use: When they discuss
exclusion without relating their ethnicity
and identity.
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What are the values for
being accepted and
included?

Education as an
Aspiration

Brief Definition: The girls discussed why
they want to get an education.

Full Definition: The girls discussed why
being an educated woman is important to
them. It is not only for financial gain but in
their opinion education is a valuable
aspiration. The girls clearly meant if they
get a better education, they will have better
prospects for life in Germany, which will
also help them to raise their voice and be
positively presented in German society.
The girls understanding of education is
more abstract than concrete.

When to Use: When they mention
education as an aspiration in their lives, to
build a good life for themselves not only in
a materialistic way but also for being
valued, accepted and raising their voice in
German society.

When not to Use: When they discuss
education as a materialistic value.

Challenges in School
Education

Interactions with
Teachers

Brief Definition: Communication and
experiences of girls in school education.
Full Definition: During the interviews, the
girls gave many examples from their
school education.

When to Use: When girls link their
experiences with teachers in school
education. Girls generally have negative
school experiences with their teachers. All
girls have mentioned that their negative
relationships with their teachers affected
their school achievement and their good
school education prospects.

When not to Use: If girls confront
exclusionary or unequal treatment outside
of school.

What resources are
available outside school?

Extracurricular
Activities

Brief Definition: Needs for activities
outside school.

Full Definition: The girls highlighted their
need for activities outside school, which
are limited in their own experiences.
When to Use: When girls need a good life
or good school education which is linked
with non-formal or informal education.
When not to Use: When the need for
education is other than informal and non-
formal education.
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What do they need to have
a good life?

111 Belonging

Brief Definition: The girls discussed
belonging in various sphere of life.

Full Definition: The girls discussed what
makes them, or stops them being, part of
German society. They discussed ethnicity,
gender, migration background, religion and
identity as barriers to feeling they are part
of and they are belonging to Germany.
When to Use: When there is a lack of
being fully accepted as part of mainstream
society.

When not to Use: When girls link
exclusion with ethnicity, religion and
migration background

What do they need to have
a good life?

Unity of Identities and
Differences

Brief Definition: Lack of not being part of
the mainstream identity.

Full Definition: The girls have discussed
that they are not accepted as part of the
mainstream identity, which contributes to
their exclusionary position in Germany and
which may contribute to their social
vulnerability. Girls have multiple identities
such as being Turkish, German and
Muslim at the same time. This is not
accepted and recognized by the
mainstream society. Girls are accepted as
Turkish and Turkish-Muslim which leads
them to experience various types of
exclusion and discrimination in German
society

When to Use: When their multiple
identities are not recognized and accepted
as part of the German identity.

When not to Use: When they exclude
themselves from mainstream identity
because of religion, citizenship, ethnicity
and migration background.

What are the most
important causes of
obstruction?

111 Identity and
Belonging
Development Re-
Producing Social
Vulnerability

Brief Definition: Problems in developing
and belonging.

Full Definition: The girls explained
various experiences caused by their
marginalized Turkish identity in Germany,
i.e. because of their culture, religion and
the national identity of their parents or
grandparents. This ill belonging
reproduced social vulnerability for these
girls.




156

Appendixes

When to Use: When there is a social
vulnerability caused by feeling like they
are not part of German society or accepted
as Germans.

When not to Use: When a social
vulnerability is the cause of other reasons
than belonging and identity.

What do they need to have
a good life?

Aspirations to Belong
to a Diverse Society

Brief Definition: Plans for the future.

Full Definition: Despite all the problems
Turkish girls are confronted with in
Germany, they still develop hope for a
better future, such as planning to move to
countries where they think people with
diverse identities are better treated. At the
same time, the girls wanted to live in
countries such as the USA and England
where, from the media, they see various
backgrounds living together. Their
inspiration to move from Germany to
another country, especially to England or
the USA, is a desire to live in a place
where they are accepted with their diverse
identities.

When to Use: When belonging to a diverse
society is an aspiration for these girls.
When not to Use: When belonging is not
part of their future plans but means
something else.

How do they experience
inequality?

Stereotypes

Brief Definition: Experiences with stereo-
types.

Full Definition: Girls have been in
Germany all their lives and they are
confronted with many stereotypes about
Turks in Germany. These stereotypes are
challenging and decrease their quality of
life. For example, the mainstream
community thinks the main aim for girls of
Turkish origin is to get married early and
have many kids, without receiving a proper
education or a decent job. It is also
believed that they have pressures from
their families, especially brothers and
husbands, that they are pushed to wear a
headscarf and that wearing a headscarf is
not their choice. Also, the media illustrates
them using these stereotypes which are not
real. In the end, these stereotypes are
reducing their options and opportunities to
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have a good life.

When to Use: When there is an experience
with a stereotype.

When not to Use: If their experience does
not involve a stereotype but something
else.

Why do they need to be
empowered?

Creating a Multicultural
Society

Brief Definition: Issues for a multicultural
society.

Full Definition: The girls are confronted
with issues of language use and the
teaching of history in Germany which
makes them feel excluded, discriminated
or unfairly treated. These issues make it
clear that these girls need an inclusive
multicultural society that makes them feel
included.

When to Use: When there is a need for a
multicultural society linked to history and
their mother tongue.

When not to Use: When creating a
multicultural society is linked with
concepts other than language and history.

How do they experience
inequality?

Confronting Structural
Inequalities

Brief Definition: Confronting structures.
Full Definition: The girls discussed their
life and school education experiences
linked with the existing structures. These
structures have generally been obstacles to
the girls having a good life in Germany.
For example, school education tracks
children from the 4" grade. Tracking at
such an early age is such a serious
structural obstacle to children of
immigrants reaching their full potential. As
well as ignoring welfare making for
children of guest workers, who were
invited to Germany. This situation caused
severe inequalities for children of
immigrants and led to them lagging behind
the native children.

When to Use: If there is an obstacle linked
to structures in Germany.

When not to Use: When the problem is
linked with anything else other than
structures in Germany.
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What are their needs?

Unity for Integration

Brief Definition: Creating unity is needed
for integrating the whole society.

Full Definition: The girls discussed their
experiences of meeting other youths in
Germany who come from various
backgrounds.

When to Use: When there is an experience
linked to unity with other sub-groups in
Germany which facilitates integration. The
data has revealed two main problems. The
first problem is that Turks are living a
distinct life from the native German
population. They don’t have strong
friendships and the girls who participated
in this research are isolated from German
culture and from being friends with
Germans. The second problem is that the
girls who participated in this research do
not have any friendships with other sub-
groups in Germany.

When to Use: This code will highlight that
in a cohesive society, integration is
inevitable. Integration can be achieved
when all sub-groups in Germany unify in
harmony.

When not to Use: If there is no link with
the unity of sub-groups in Germany for
integration.
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