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5. BEYOND THE FAMILY: PEERS AND TEACHERS 

 

5.1 Introduction 

When explaining the educational success of the children of immigrants, the greatest attention 

has been paid to the characteristics of their families-of origin. Previous studies of the second 

generation in the United States have revealed, however, that outside-family networks can 

provide additional resources which can help to overcome their often disadvantaged position at 

school (Gándara et al. 2004; Gibson et al. 2004; Kao 2001; Stanton-Salazar 2001, 2004). 

Specifically, close friends and teachers have been recognized as significant agents in 

strengthening the upward mobility of immigrant children. Until now, no systematic research 

has been conducted in Europe on the role of outside family networks for second-generation 

Turks. This chapter aims to fill that gap. It analyses two types of social relationship: the role 

of peer groups (1) and the role of teachers (2), by describing the strength of these 

relationships and their impact on educational outcomes.  

This chapter raises the question of whether relationships with peers and teachers 

provide, in addition to the family-of-origin, support for the educational success of the Turkish 

second generation in Austria, France and Sweden. It further asks whether second-generation 

Turks are more reliant in some countries than in others on non-family resources to negotiate 

their way effectively through the education system with the aim of successfully completing 

their schooling. To answer these questions the next section summarizes the theoretical 

conclusions of previous studies of peers and teachers as mediating actors in the process of 

educational attainment. Subsequent sections then examine the role that outside-family 

networks play in the educational outcomes of second-generation Turks empirically and from a 

comparative perspective. 

 

5.2 Social relationships with peers and teachers  

The role of peer groups  

Research into the role of peers has long demonstrated that age-mates and close friends play a 

crucial role in influencing adolescents’ behaviour and cognitive processes, such as academic 

engagement and achievement (Campbell 1980; Duncan, Boisjoly and Harris 2001). Young 

adolescents spent much more time with age-mates and peers than they do with anyone else. 

They meet their closest friends at school or during leisure time to exchange information about 

common experiences in daily life. The relative influence of peer groups and the mechanisms 

through which they operate to affect educational outcomes are threefold (Kao 2001):  
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1) The relative importance of peers versus parents in determining educational outcomes 

Adolescence is marked by increasing social interaction with friends at the expense of 

family, and peers are commonly seen as almost as important to adolescents as their nuclear 

families (Raley 2004). This is particularly the case for school experiences, since learning does 

not happen in a vacuum but rather in the context of interaction with friends, class mates and 

age-mates. The significant impact of social interaction with peers in the educational 

attainment process for immigrant youth has been intensively shown in qualitative studies into 

Mexican descendants in the US (Gibson et al. 2004; Raley 2004; Stanton-Salazar 2004). The 

major finding of these studies is that close friends are important for children of immigrants 

because they give them access to alternative resources and information that foster educational 

attainment. Compared to native-born students, second-generation immigrants have to rely 

more on peer contact in the educational achievement process because of a lack of pro-

scholastic networks and embedded resources in their own families.  

 

2) Specific mechanisms of peer influence 

Since students often rely on the ascribed and achieved characteristics of their peers, their 

schooling decisions and educational attainment are to a large extent shaped by the educational 

behaviour and values of their peers. Those can promote educational achievement by providing 

information about successful strategies or reinforcing study norms. Previous empirical studies 

have shown that friends’ educational behaviour and orientation often persists after testing for 

additional socio-economic characteristics of peer groups, and therefore it has a substantial 

effect on schooling achievements (for a review see Kao 2001). Best friends are usually 

perceived as trustworthy, and young adolescents are therefore likely to believe their advice 

about the advantages or disadvantages of attending school (Hallinan and Williams 1990). Peer 

influence on educational behaviour varies in terms of intensity and direction. Peers can act as 

supportive relationships, or they can be a major source of distraction (Gándara et al. 2004). A 

prime example of the negative impact of friends’ educational behaviour is the share of peers 

who drop out or leave school without any diploma at all. A large body of studies has 

demonstrated that growing up in a peer group with a large number of school drop-outs has a 

strong negative impact on a young person’s view of the value of education, as well as on the 

motivation of the person in question.  
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3) Peer group influences that stem from friends’ similarities 

Students choose peers who have similar outlooks and that is why there has been a 

vigorous debate among educational researchers about the relative importance of selection 

versus socialization in accounting for peer effects on educational outcomes. Several scholars 

claim that peer effects found empirically in many studies result from school and early family 

socialization rather than from peer socialization itself (Brown 1990; Hallinan and Williams 

1990). Additionally, it has been claimed that peer groups tend to be homogeneous in 

background characteristics and educational behaviour (Brown 1990), and that peer effects 

stem primarily from peer selection from within similar socio-economic backgrounds. 

Although there is a disagreement about the degree of influence, there is little doubt that 

selection and actual influence contribute to what are often referred to as ‘peer effects’. Or, as 

Kao (2001: 439) puts it: ‘Even the most pro-selection researchers will admit that some peer 

socialization must occur’.  

Beyond the selection concerns of educational studies, ethnicity researchers have been 

concerned to establish how the content of peer group norms is affected by minority status. 

Previous studies have shown that the positive peer effect varies for immigrant youth 

according to the ethnic composition of their closest friends, as a result of their varying access 

to different networks (Stanton-Salazar 2001, 2004). Most research demonstrates that peer 

contacts with the majority youth are primarily what’s needed to overcome disadvantaged 

positions, because they give access to resources and information that are embedded in (often 

higher class) networks (Esser 1990, 2001). One example might be the accumulation of 

knowledge about the workings of the education system in general, and about the diverse 

opportunities it provides. Since most of the immigrant parents did not have experience of the 

host countries’ school systems, they are likely to be limited in the advice they can give to their 

own children (Kristen 2005). Therefore, it is often their closest friends and peers that children 

of immigrants rely on.  

The ethnic composition of peer groups depends on opportunities to build relationships 

with peers. The relative size of ethnic groups in schools shapes opportunities for inter-ethnic 

contacts. This idea goes back to Blau’s (Blau 1977a, 1977b) opportunity theory, which says 

that individuals prefer to associate with their own group, and that the relative group size in 

certain settings determines the likelihood of making contact with other group members. 

According to Blau, an increase in the number of group members will also increase the number 

of opportunities for individual members to satisfy their preferences for same-group contacts 

(Blau 1977a). The majority of previous studies on immigrant adolescents confirmed Blau’s 
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theory, by demonstrating that the relative size of ethnic groups in school environments 

provides opportunities for inter-racial contacts (Cebolla Boado 2007; Kao and Joyner 2004).  

 

Student–teacher relationships 

Student-teacher relationships play a crucial role in daily interpersonal social relations and can 

be seen as the second key dimension of outside-family ties (Croesnoe, Johnson Krikpatrick 

and Elder 2004). In addition to being at home or ‘hanging out’ with peers, young adolescents 

attend classes and spend most of their time in schools where they are in regular contact with 

their teachers. It has been proven, however, that student–teacher relationships vary across 

populations and ethnic groups (Bronfenbrenner and Morris 1998). Often based on deep-rooted 

experiences of discrimination, minority families frequently keep their distance from the 

education system and its agents. This social distance and scepticism on the part of parents is 

often transmitted to their descendants, and affects the network orientation of their children 

towards teachers (Lareau and Mc Namara Horvat 1999). However, even if relationships 

between students and teachers are characterized more often than not by distance, the 

significant impact of student–teacher relationships on the educational success of second-

generation immigrants has been demonstrated in a number of studies. The significant role of 

student–teacher relationships can be described on two levels:  

Firstly, teachers generally serve as mentors, role-models for behaviour, advocates, 

feedback and advice givers, and can provide moral support for almost all students in the 

classroom. Previous studies have shown that strong student–teacher relationships are 

especially important for migrant youth: based on a study of second-generation Mexicans in 

the US, Stanton Salazar (2001) has provided evidence of second-generation (Mexican) 

students overcoming alienation or feelings of disconnection through intense relationships with 

their teachers, which in turn had a positive effect on their educational careers.  

Secondly, apart at all from motivation dynamics and direct pay-offs, teachers play a 

central role as a result of their ability to place young people in resource-rich social networks 

(Stanton-Salazar 1997). They have the capacity to negotiate (directly or indirectly) 

institutional resources and opportunities, such as information about school programmes, 

academic tutoring, admissions, and career decision making. Similar to studies of peer group 

networks, previous research shows that social ties with teachers are more important for 

children of immigrants than for their indigenous counterparts. Because of their often 

structurally disadvantaged position, they are more dependent on non-familiar institutional 

agents for various forms of support.  
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        Up to now, this section has discussed the theoretical conclusions for educational success 

drawn by (mainly US) researchers examining two significant types of outside-family ties: 

peer groups and student–teacher relationships. Their findings set out the starting point of this 

chapter. In the following sections, I will explore the role of both types of relationship in the 

educational outcomes of second-generation Turks from a comparative perspective. In what 

follows, I will first explore descriptively the patterns of relationship between second-

generation Turks and their peers and teachers in the five cities and three countries. In a second 

step, I will examine empirically the impact of these non-family agents on the educational 

outcomes of second-generation immigrants. Finally, by focusing on differences between 

groups, this chapter investigates whether the role played by peers and teachers in the 

educational attainment process works in a similar way for the comparison group as for 

second-generation Turks.  

 

5.3 Peer group characteristics of the Turkish second generation  

Perceived importance of peers 

As stated above, Kao (2001) described three mechanisms through which peer groups might 

operate to affect educational outcomes. The first one is the perceived importance of peers in 

determining educational outcomes. In the TIES survey, which the present study uses, the 

following indicator is available: ‘Peer(s) were of importance in supporting me with my 

studies or school work when I was in secondary school’. This item had 5 answer categories 

ranging from ‘not important at all’ (1) to ‘very important’ (5)35. Figure 15 displays the 

outcomes of this indicator for second-generation Turks in the five cities under consideration. 

The black bars show the percentage distribution of the highest categories ‘important and very 

important’, while the black diamonds represent the mean value on the five-point scale. In the 

Austrian cities, second-generation Turks evaluate their peers as ‘rather important’ (mean 

values of 3.5 to 4), while their counterparts in Sweden assess their peers on average as 

‘somewhat important’ (mean value close to 3) in supporting them with their studies or school 

work. The least importance is in the French cities, where the majority of second-generation 

Turks rates their peers as ‘somewhat unimportant’ in schooling.  

The descriptive results for the perceived importance of peers in supporting the 

schooling of second-generation Turks confirm previous findings for second-generation 

immigrants in that peers are regarded as being as equal important as their family. The mean 

values in Figure 15 resemble those for the perceived importance of fathers and mothers in 

                                                           
35 For details on how all variables are used in this chapter see Appendix B. 
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supporting their studies or school work in France, while peers are perceived as even more 

important than parents in Austria and Sweden (compare findings of Figure 15 with outcomes 

presented in Figure 9 of the previous chapter).  

Figure 15: Perceived importance of peers in supporting studies 

 
Source: TIES 2007–2008, author’s analysis. Notes: Bars indicate percentage distributions of the combined 
answer categories ‘important and very important’. Diamonds show the mean value of each group on the total 
scale (ranging from 1 to 5). 
 

Ethnic composition of peer groups 

A second aspect when exploring the characteristics of peer groups in relation to children of 

immigrants is the ethnic composition of those peer groups. Ream and Rumberger (2008) 

claim that students can participate in separate ‘street’ and ‘school’ peer networks. The former 

describes best friends with whom they meet during leisure time after school, while the latter 

describes peers composed of mates at school. Both types of peer (as well as their ethnic 

composition) have been found to be of importance for the educational outcomes of children of 

immigrants (Ream and Rumberger 2008), although some empirical studies show that best 

friends outside school are more influential than the overall school peer group (Vaquera and 

Kao 2008).  

The ethnic composition of the closest circle of three best friends at the age of 15 is 

shown in the upper part of Table 24. The three best friends of the largest proportion of the 

Turkish second-generation in all three countries were all of Turkish origin; and the number of 
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second-generation Turks whose three best friends were all of non-Turkish origin was 

comparatively small, looked at across all countries and cities. Nevertheless, in addition to 

these general trends, differences can be seen from city to city. Second-generation Turks in 

Vienna and Stockholm show the highest degree of homogeneity (number of co-ethnic friends) 

in their closest peer group. Slightly more than every second student of Turkish origin reports a 

homogeneous peer group. By contrast, second-generation Turks growing up in Linz and in the 

French cities show rather more heterogeneous compositions in their peer groups. The 

proportion of fifteen-year-olds who have two-thirds of non-Turkish origin friends in their 

group of three best friends is almost as big (around 20% to 30%). The overall differences 

between cities in the ethnic composition of best friends are only statistically significant 

between the Austrian cities. It is worth noting, however, that the ‘all non-Turkish’ peer group 

of best friends among second-generation Turks in Paris is almost twice as big as that in 

Strasbourg.  

 

Table 24: Ethnic composition of ‘street’ and ‘school’ peer groups, by city (%) 

Austria     France Sweden 
  Vienna Linz Paris Strasbourg Stockholm  
Ethnic composition best friends 
All three best friends of Turkish origin  50.4 34 35.3 37.8 50.6 
1 native-born friend 35.2 31.5 28.3 32.1 19.7 
2 native-born friends  11.9 26.2 19.8 20.9 20.8 
All three best friends of native born 
origin 2.5 8.3 16.6 9.2 8.9 

Ethnic composition: friends in school 

None of native origin 7.8 3.4 3.3 3.2 9.8 
Very few of native origin 15.9 25.9 27.4 17.3 21.3 
Some of native origin 27.4 34.2 35.9 30.9 22.5 
Many of native origin 28.6 23.4 22.8 28.9 22.1 
Most of native origin 20.4 13.2 10.6 19.7 24.3 
            

Source: TIES 2007–2008, author’s analysis. 

 

Turning to the ethnic composition of social networks in schools (lower part of Table 

24) I find a rather diverse picture. In all cities, more than 70% state that they have at least 

‘some’ or more native-born friends in school. Comparing the outcomes of the two types of 

peer group circles, it turns out that there is a stronger in-group orientation among the second-
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generation Turks in the closest circle of best friends across all cities, while contacts in school 

peer groups are rather heterogeneous in their composition. As shown in Table 25, significant 

correlation between the ethnic make-up of both peer group circles exists in all cities, 

indicating some overlap between the two peer groups. In other words, the more second- 

generation Turks who join non-co-ethnic peer groups in schools, the higher the share of non-

co-ethnics among their three best friends. This correlation is particularly high in Paris.  

 

Table 25: Correlations between ethnic composition of peer groups and perceived school 
segregation 

Austria France Sweden 
  Vienna Linz Paris Strasbourg Stockholm  

Correlations between… a 
Number of native-origin friends 
in school and ethnic composition 
of best friends  0.42*** 0.42*** 0.62*** 0.47*** 0.47*** 

Number of native-origin friends 
in school and perceived ethnic 
segregation in secondary school -0.26** -0.41*** -0.34*** -0.22** -0.36*** 
            

Source: TIES 2007/2008, author´s analysis. a = pearson’s correlation (sign. Level: **=p<0.01***= p<0.001) 
 

The opportunity to enter non-co-ethnic peer networks in schools, and to establish ties 

to non-immigrant school mates, may be determined by the relative size of the number of 

ethnic minority students in schools and classrooms. The lower the ethnic segregation in 

secondary schools, the higher the chances of establishing friendships with non-minority 

students. The last row of Table 25 shows the correlation between the self-evaluation of ethnic 

segregation36 in secondary school by the Turkish second-generation themselves, and the 

actual number of non-immigrant friends in the school peer network. All the correlations 

examined behave in the expected manner, with high numbers of immigrant children in a 

secondary school reducing the likelihood of having high numbers of non-immigrant friends in 

the school peer group. Nevertheless, the associations are rather moderate across all cities, 

indicating that the ethnic make-up of the ‘school’ peer groups is only slightly affected by 

ethnic segregation in school. 

                                                           
36 The TIES survey asked on a five point Likert scale about how many children of immigrant origin were there at 
the secondary school. Answer categories were ‘hardly any’, ‘around 25%’, ‘around half’, ‘around 75%’ to 
‘almost all’.  
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Educational behaviour and orientation of peers 

The third mechanism through which peers may operate to affect educational outcomes is their 

educational behaviour and orientation. The share of peers who drop out or leave school 

without a diploma at all is frequently used as a measure for the possible negative impact of 

friends’ educational behaviour. Growing up in a peer group with a high number of school 

dropouts might have a strong negative impact on the value placed on education or on the 

motivational dynamics of the person (Gándara et al. 2004). Having friends who dropped out 

of school is particularly common in France and Sweden (compare Table 26). 

 

Table 26: Peers without a diploma, by city (%) 

Austria France Sweden 
  Vienna Linz Paris Strasbourg Stockholm  
Having peers without diploma 34.5 38.8 50.4 61.9 34.6 

Having peers without a diploma 

All or at least 2 out of 3 best 
friends are of Turkish origin 39.5 44.4 51.8 62.6 42.5 

1 or no best friends are of Turkish 
origin 33.4 28.2 49.7 60.3 15.7 
            

Source: TIES 2007–2008, author’s analysis. 

 

More than 60% of the Turkish second generation in Strasbourg had peers in their 

chose circle of friends who dropped out in secondary school. The percentage in Paris was 

lower, with every second child of Turkish parents having had low-achieving peers in their 

friendship circle at the age of 15. There was a slightly lower percentage for second-generation 

Turks in Stockholm (42.5%). By contrast, second-generation Turks in the Austrian cities 

grow up in peer networks with a substantially lower share of school dropouts: 38.8% and 

34.5% had close friends in Linz and Vienna respectively who did not finish secondary school 

with a diploma.   

Although there may be differences in how ‘peers without a diploma’ are defined and 

perceived across countries, the assumed negative effect of their educational behaviour 

(dropping out of school) is expected to work in similar ways in all three countries, irrespective 

of those definitions and perceptions. Moreover, I expect the results of the following analysis 

to be unbiased because they were conducted for each country separately, which avoids 

problems with comparison.  
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Table 26 (lower part) provides additional analysis of how dropping out is related to the 

ethnic composition of the three best friends. The results for the Austrian capital, Vienna, and 

the French cities, reveal that the number of dropout peers is not substantially higher if the 

circle of close friends is predominantly made up of co-ethnics. A slightly different picture 

appears in Linz and Stockholm, where second-generation Turks who have a high number of 

friends of Turkish origin also have a high number of dropout friends.  

 

5.4 Student–Teacher relationships among the Turkish second generation  

Teachers have been recognized as significant agents in the educational attainment of children 

of immigrants. In my empirical investigation, student–teacher relationships are captured 

through answers to three survey questions. Firstly, in order to explore perceived relationships, 

I will focus on whether second-generation Turks generally got along well with most of their 

teachers. Secondly, I will include information on whether they received extra help from their 

teachers when they needed it. Finally, I will examine whether they think their teachers really 

listened to them. All three questions measure slightly different aspects of their relationships 

with their teachers: while the first item describes the student–teacher relationship in more 

general terms, the last two questions provide additional information on the actual openness of 

and support from teachers. Finally, I will investigate whether teachers were perceived as 

important in helping with school activities.  

Satisfaction, openness, additional support and perceived importance  

Figure 16 displays the descriptive outcomes of the four indicators for student–teacher 

relationships. The black bars show the percentage distribution of the category ‘totally agree’, 

while the black diamonds show the mean value on a five-point scale ranging from ‘totally 

disagree’ (1) to ‘totally agree’ (5) for second-generation Turks. At first glance, the overall 

subjective appraisal of student–teacher relationships by the Turkish second generation in all 

five cities is marked by a relatively high degree of satisfaction. The average values on the 

‘teachers’ support items’ (Items 1 to 3 in Figure 16) are not below 3.5 for any of the groups in 

the countries and cities I compare. The highest agreement on all three student–teacher 

relationship questions is found in Sweden, followed by Austria and France, while results 

between cities in France and Austria are not significant. Statistical tests further indicate that 

the three items were positively correlated in all five cities (correlates between r >0.40 and r 

<0.60, not shown). For example, increased frequency of extra help received from teachers in 

school increases the satisfaction with teachers. In Sweden and Austria, teachers are on 
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average considered as ‘important’ in supporting studies and homework during secondary 

school (mean values around 4.0), while the Turkish second generation in the French cities, 

Paris and Strasbourg, rate them as ‘somewhat important’ (average values around 3). In 

addition to these general commonalities, some differences are worth highlighting. Second-

generation Turks in Sweden report the highest level of satisfaction as well as the highest 

practical support and openness on the part of their teachers across all five cities.  

Figure 16: Mean and percentage distribution of main indicators student–teacher relationships, 
by city 

 

Source: TIES 2007–2008, author’s analysis. 

 

Gender differences in student–teacher relationships 

Some studies stress gender differences in student–teacher relationships, with girls showing 

greater social distance from, and weaker relationships with, their teachers. In terms of second-

generation Turks in the Netherlands, Pásztor (2010) shows that females are frequently under-

advised by teachers at the transition to higher education, and that girls are often aware of that 

difference in treatment by teachers, so that this may be reflected in the subjective evaluation 

of student–teacher relationships as well. Across all four student–teacher measures used in this 

chapter, I could not, however, find any gender differences. Boys and girls assessed their 

relationships with teachers almost equally.  
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5.5 Peers and teachers as mediating actors in processes of educational attainment  

While previous studies of second-generation immigrants in the United States revealed that 

‘significant others’, such as peers and teachers, are mediating actors in the processes of 

educational attainment, systematic research into their significance for second-generation 

Turks in Europe is scarce. In this section, I aim to partially redress this shortcoming by 

examining empirically the significance of peers and teachers for educational attainment.  

 As a measure of educational attainment, I will look at whether second-generation 

Turks attend, or complete, the highest schooling track (post-secondary/tertiary education) in 

each country. This dichotomous variable has served already as a dependent variable in the 

previous chapter, and has been found to be highly comparable across the three countries 

(compare Chapter 4, Table 17 for descriptive outcomes)37. I examine the strength of peer 

group characteristics and student–teacher relationships on achieving a post-secondary/tertiary 

educational level by using binomial logistic regression in each country. Estimates are made 

using three models, each of increasing complexity: the first model (M1) includes the 

perceived importance of peers in schooling issues, the number of native peers in school, 

ethnic composition of the three best friends,38 and whether second-generation Turks had peers 

who left school without a diploma during secondary school, as ‘peer group’ measures. In a 

second step (M2), I insert the perceived importance of teachers as an indicator measuring 

teachers’ support. Given the high correlation between the student–teacher indicators (‘teacher 

listened’, ‘extra help’ and ‘get along’), I combined these three items as an index labelled 

‘teachers’ support’, and introduced this variable as a continuous measure into the analysis (see 

appendix B for further methodological information). Table 27 presents the figures and 

outcomes of these two steps. Afterwards, I present and discuss a last model (M3), which 

includes further tests for parents’ educational background and the level of educational support 

in school activities provided by the parents, since I am interested in whether peers and 

teachers are important mediating actors beyond the family-of-origin (see previous chapter for 

measurement details of these variables). Findings of this analysis are displayed separately in 

Table 28. All three statistical models are further controlled for age, gender and city of 

residence in Austria and France (with the capital cities being the reference category). Given 

that the majority of the relevant variables are continuous ones, and their effects are compared 

                                                           
37 Because of some missing values on the independent variables of interest in Sweden I could not conduct 
empirical analysis on leaving school early as a second indicator. Recall from the previous chapter that the total N 
of early school leaver in Sweden was already small before the loss of cases due to missing values. Therefore I 
concentrate on “high-achievers” in this chapter.  
38 Coded as a continuous variable ranging from 0 (all three best friends are of Turkish origin) up to 1 (all three 
best friends are non-co-ethnics). See Appendix B for further details.  
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to the influence of dummy variables (such as having peers without a diploma), I present the 

percentage change in the odds (%) in addition to odds ratios (Exp [B]). 

 In Austria, the ethnic composition of ‘school’ and ‘street’ peer groups seems to matter 

most (M1), while the perceived importance of peers does not significantly increase the odds 

of becoming a high-achiever. In other words, second-generation Turks who are embedded in 

peer networks which consist overwhelmingly of non-co-ethnic friends, have a higher chance 

of climbing to the top of the educational ladder. Interestingly, the magnitude of the ethnic 

composition of the three best friends (peer diversity variable in M1) is larger than for the 

number of native friends in school. With an increase of one unit on the best friends’ peer 

diversity scale, the odds of achieving a post-secondary/tertiary educational level rise by 

around 90%, compared to 53% for the ‘school peer group’. When inserting the perceived 

importance of teachers and the teachers’ support index in a second step (M2), the strength of 

the significant peer group characteristics is slightly reduced but still remains significant. 

Similar to the findings for peers, the perceived importance of teachers is found not to be a 

significant driver of educational success. Instead, the actual teachers’ support increases the 

odds of entering or achieving post-secondary/tertiary education, and is of greater importance 

than the peer group characteristics.  

 When turning to the findings for second-generation Turks in France, only the number 

of native friends in school increases the odds to become a high-achiever (M1). The size and 

positive effect of this variable is almost unaffected when teacher information is inserted into 

the second model (M2). Teachers’ support increases the chances of entering post-

secondary/tertiary education for second-generation Turks, while the perceived importance 

stays insignificant. The number of native peers in schools and the teacher-student 

relationships seem to be of equal importance in the French educational system for achieving 

the highest educational level.  
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Table 27: Binomial logistic regression of achieving a post-secondary/tertiary educational level for second-generation Turks controlled for peer 
characteristics and student–teacher relationships (odds ratios and % change in odds) 

Austria  France Sweden 

M1 M2 M1   M2   M1   M2   

  Exp(B) % Exp(B) % Exp(B) % Exp(B) % Exp(B) % Exp(B) % 

Perceived 
importance of peers ns ns ns  ns ns ns   

No. of native peers 
in school 1.52** 53.0 1.44* 44.8 1.43** 43.8 1.42** 42.1 ns ns   

(0.27) (0.26) (0.18) (0.18)     

Peer group diversity 
(best friends) 1.85** 90.8 1.72** 73.7 ns ns ns ns   

(0.38) (0.37)       
Peers without 
diploma ns ns ns ns ns ns   

      
Perceived 
importance of 
teachers ns   ns   0.73*  -26.8 

    (0.11)   

Teacher support 
 
 1.76** 76.5   1.41** 41.5   ns   

(0.32)   (0.16)     

N  413 411 480 479 233 233   

R2 0.17   0.20   0.16   0.20   0.11   0.14   
Source: TIES 2007–2008, author’s analysis. Notes: Standard errors in parentheses. All continuous variables have been standardized before entering the regression analysis. 
Levels of significance: * p<0.05; **p< 0.01; *** p< 0.001. ns: variable included in regression, but results are not significant. All models are controlled for age, gender and city of 
residence (Austria and France). 
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Finally, the numbers displayed for Sweden indicate that only the perceived importance 

of teachers is significantly correlated with high achieving, while all other peer group and 

teacher-student relationship items are non-significant. This is in contrast with the findings for 

Austria and France, where the effect of the perceived importance of teachers is significant but 

negatively associated with becoming a high-achiever. With an increase of one unit in the 

perception of teachers’ importance, the odds of entering or achieving post-secondary/tertiary 

education decrease by around 27% (see M2, right column). 

In additional analysis (not shown), I tested whether the results of the second model 

(M2) in all three countries stayed significant once the findings are controlled for (perceived) 

school segregation. As shown earlier, the peer group compositions are correlated with the 

ethnic school segregation. In all three countries, the direction and strength of the significant 

indicators were unaltered when controlling for (perceived) school segregation while the 

control variable itself was not significant. Thus, the importance of the ethnic composition of 

peer circles in schools seems to matter in Austria and France irrespective of the size of the 

immigrant student population in schools. It is further worth noting that I tested for interaction 

effects between city of residence and the peer and teacher variables. This was done because 

the descriptive findings hinted at some variation in the independent variables that might cause 

different outcomes for second-generation Turks in different cities in Austria or France (e.g. 

for second-generation Turks in Linz but not in Vienna). None of these interaction terms was 

significant, indicating that the outcomes presented in Table 27 describe country-specific 

patterns for the Turkish second generation.  

 

Beyond the family: peer group influences 

The main aim of this chapter is to explore the significance of peers and teachers as mediating 

actors in the educational attainment process beyond the influence of the family of origin. 

Thus, in a last empirical model (M3), I estimated the strength, direction and significance of 

the findings of model 2 but controlled for parental education level and for parental support in 

schooling. The results of these estimates are presented in Table 28.  

The first point to take away from Table 28 is that in Austria the significant effect of 

the number of native peers in schools disappears once parental education level and parental 

educational support is hold constant (compare to Model 2 in Table 27), while the ethnic 

composition of the three best friends (peer group diversity) is still significantly related to 

achieving a post-secondary/tertiary level of education. For each additional best friend of 

Austrian origin, the odds of being a ‘high-achiever’ increase by around 61%. In France, 
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significant effects can be seen for the number of native peers in the school peer network but 

not for the peer circle outside school. Or, to describe the outcomes in Ream and Rumberger’s 

(2008) words: In Austria, the ethnic composition of ‘street’ peer networks matter while in 

France ‘school’ peer groups play a significant role in the process of educational attainment 

beyond the parental home. The results in Sweden are very much to the contrary: None of the 

peer group characteristics affect the odds of entering tertiary education for the Turkish second 

generation, beyond parental educational background and schooling support.  

Table 28: Binomial logistic regression of achieving a post-secondary/tertiary educational level 
for second-generation Turks controlled for peer characteristics, student–teacher 
relationships and parental education and support (odds ratios and % change in 
odds) 

Austria  France Sweden 

M3 M3 M3 
  Exp(B) % Exp(B) % Exp(B) % 
Importance of peers ns ns ns 
No. of native peers in 
school 

ns 1.40* 
(0.19) 

40.7 ns 

Peer group diversity 
(best friends) 

1.62* 
(0.35) 

61.1 ns ns 

Peers without diploma ns ns ns 
Importance of teachers ns ns 0.73* 

(0.11) 
-26.6 

Teacher support index 1.72** 
(0.32) 

72.1 1.37** 
(0.15) 

37.1 ns 

       
N 410 

0.23 
479 
0.22 

233 
0.14 R2 

Source: TIES 2007–2008, author’s analysis. Notes: Standard errors in parentheses. All continuous variables have 
been standardized before entering the regression analysis. Levels of significance: * p<0.05; **p< 0.01; *** p< 
0.001. ns: variable included in regression, but results are not significant. All models are controlled for age, 
gender, city of residence (Austria and France), parental educational level and schooling support.  
 
Beyond the family: Student–teacher relationships 

The results of the two teacher ‘indicators’ are shown in the lower part of Table 28. While 

increasing the perceived importance of teachers does not affect the odds for second-

generation Turks in France and Austria to achieve an educational level above upper-

secondary level, the estimates reveal a negative outcome for second-generation Turks in 

Sweden even after testing for parents’ education level and schooling support. With increased 

levels of perceived importance, the odds of reaching the top of the educational spectrum 

decrease still by almost 27%, holding all other variables constant. At the same time, the 

teachers support index does not exert a significant effect when parental education and parental 
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support is held constant. By contrast, the odds of making it to the top of the educational ladder 

in Austria and France increase with rising support provided by teachers. Teachers seem to be 

important mediating actors in the processes of educational attainment in the French and 

Austrian cities for second-generation Turks beyond the family home. Comparing the size of 

the teachers’ support measure between the two countries, and its impact on the odds of being 

a high-achiever, shows that second-generation Turks in Austria are more affected than 

students of Turkish origin in France. With an increase by one unit in the teachers’ support 

scale, the odds of entering or achieving post-secondary/tertiary level rise by around 72% in 

Austria. The percentage changes in the odds are almost twice as high as for second-generation 

Turks in Austria as for France, and remain equally strong in both countries even after 

controlling parental education and parental support. 

 

5.6 Differences between the comparison group and second-generation Turks 

While the previous section examined the impact that the main variables of interest had on the 

Turkish second generation in the compared countries, I now turn to the question of whether 

these findings are specific to second-generation Turks or of equal importance to all students 

within given educational systems. I will proceed in two steps: I begin by exploring descriptive 

differences in the main variables of interest between the compared groups in each city. 

Afterwards, using multivariate analysis, I examine their role in the educational attainment 

process for the comparison group and for Turkish second-generation immigrants.  

Table 29 displays the descriptive results of my key independent variables broken 

down by group and by city. Beginning with peers who left school without a diploma, 

significant group differences can be observed in all cities. The number of friends with 

uncompleted school careers is much larger for second-generation Turks than for the 

comparison group. The group variations are particularly high in France and Sweden.  

The next two rows in Table 29 provide information on the ethnic composition of the 

two circles of friends. Since both variables are measured according to a scale, the means of 

measurement are displayed. The ethnic composition scale for friends in schools ranges from 

zero (no ‘national’ friends) to four (most friends are of ‘national’ origin). Across all cities, 

second-generation Turks indicate rather mixed composition of peer groups in schools. Most 

of them stated in our interviews that they had ‘some’ national friends in secondary school 

(represented by a mean of around 2 on this scale).  
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Table 29: Peer group and teacher characteristics for the comparison group and second-generation Turks, by city (means; %) 

Austria   France Sweden 
Metric of variable Vienna Linz Paris Strasbourg Stockholm  

  (Min; Max) CG 2GT CG 2GT CG 2GT CG 2GT CG 2GT 
Having peers without 
diploma (%) 1=Yes, 0=No 22.4 34.5 *** 14.5 38.8*** 35.6 50.4*** 37.2 61.9*** 29.2 51.7*** 

        
Friends of national 
origin in school 0=None; 4=all 3.56 2.38*** 3.81 2.17*** 3.05 2.1*** 3.47 2.45*** 3.8 2.3*** 

        
Peer group diversity 
scale (best friends) 

0=all Turkish;1=All 
native 0.86 0.22*** 0.94 0.26*** 0.73 0.39*** 0.85 0.36*** 0.84 0.28*** 

        

Perceived importance of 
peers 

1=not important; 5=very 
important 3.18 3.37 3.03 3.74*** 2.26 2.61** 2.36 2.36 3.18 3.22 

        
Teacher support scale 0=none; 5=very high 3.72 3.85 3.82 3.85 3.71 3.86 3.81 3.79 4.34 4.24 

        

Perceived importance of 
teachers 

1=not important; 5=very 
important 2.65 3.72*** 2.65 3.67*** 3.05 3.16 2.98 2.99 3.65 3.77 

Source: TIES Survey 2007–2008, author’s analysis.  
Notes: CG= comparison group; 2GT= Second-generation Turks; Sign. levels for group differences (two-tailed t-test for continuous variables; chi2 for binary variable): *** 
p<0.001, ** p<0.01, *p<0.05. 
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By contrast with the Turkish second-generation, the comparison group describe their 

friendships at school as rather homogeneous in all five cities. This is especially the case for 

the comparison group in Stockholm and Linz, who are on average close to having almost all 

friends of native origin in school.  

The homogeneity of peer groups among the comparison group becomes even more 

pronounced when focusing on the ethnic composition of the three best friends. Across all 

cities, except Paris, the mean for the comparison group is higher than 0.8 (remember that a 

score of 1 indicates that all three best friends are of national origin). The most homogeneous 

composition of peer groups can be found for comparison group members in Linz, while the 

most heterogeneous peer network appears among the comparison group in Paris. We have to 

bear in mind, however, that the total size of the immigrant population in the city shapes the 

opportunities to establish inter-ethnic friendships among different groups. While Paris is a 

multicultural metropolis with a highly diversified population, Linz is the smallest city in this 

comparison group, with the lowest percentage of immigrants in relation to the total population 

(see also Chapter 2).  

Peers are generally perceived as more important in school activities in Austria and 

Sweden compared to France, which resembles the patterns reflected in Figure 15. Significant 

group variations appear only in Linz and Paris, with children of Turkish parents evaluating 

their peers to be of greater importance than is the case within the comparison group.  

The greatest commonalities between groups within as well as across cities are found 

when turning to the issue of teachers’ support. On average, both groups in all cities 

experience great levels of support (all mean values are close to four on a five point scale), 

although the average approval is slightly higher in Sweden, compared to the two other 

countries. The general satisfaction with teachers is also reflected in the overall high levels of 

perceived importance of teachers – which only varies in the Austrian cities, where second-

generation Turks attributed greater importance to teachers in their schooling than did their 

comparison group.  

The second aim of this section is to explore whether peer-group characteristics and 

student–teacher relationships work in similar ways for both groups in given educational 

systems. From a methodological point of view, I estimated using similar regression analyses 

as in the previous section, but this time I included a ‘dummy’ variable for second-generation 

Turks in the binomial logistic regression. The findings are summarized in Table 30. 

The analyses revealed that, when pooling the survey groups within one model, only 

one indicator per country increases significantly the odds of achieving or entering a post-
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secondary/tertiary level beyond the significant drivers of parents’ educational levels and 

support (compare Chapter 4). That indicator is: In Austria and France, teachers’ support has 

been found to increase the odds of students entering the highest end of the educational system. 

For each additional level of support provided by teachers, the odds of becoming a high-

achiever increase by around 74% in Austria, holding all other variables constant. The 

percentage change in the odds is considerably lower, though still significant, in France 

(45.8%), while it has not been found to exert any significant increase in Sweden. The non-

significant interaction terms between second-generation Turks and teachers’ support indicates 

that the patterns explored in Austria and France apply equally strongly to both groups.  

Table 30: Significant findings on achieving a post-secondary/tertiary educational level for 
both groups (odds ratios and % change in odds) 

  Austria France Sweden 
Variable Teachers support 

index 
Teachers support 

index 
Perceived Importance 

Teachers 
Odds ratio 1.73*** 1.45** 0.77* 

(0.20) (0.16) (0.09) 
% change 73.7 45.8 - 39.0 

 Interaction  
with second-
generation Turks ns  ns  ns  
R2 (full model) 0.22 0.27 0.26 
N 871 817 471 

Source: TIES Survey 2007–2008, author’s analysis. Standard errors in parentheses. All continuous variables 
have been standardized before entering the regression analysis. Levels of significance: * p<0.05; **p< 0.01; *** 
p< 0.001. All models are controlled for group, age, gender, city of residence (Austria and France), parental 
educational level and parental schooling support.  
 

In my previous analysis of second-generation Turks in Sweden I found a negative 

correlation between the perceived importance of teachers in students’ schooling and achieving 

a post-secondary/tertiary level of education (compare Table 28). The analysis in this section 

reveals that this negative trend applies to all students in the Swedish educational system. With 

a change in perceived importance, for example, from ‘somewhat important’ to ‘important’, 

the odds decrease by 39% for both groups39.  

Given that only the teacher variables exert a significant impact on becoming a high-

achiever, this further indicates that the findings for the ethnic composition of peers observed 

                                                           
39 Recall from the previous chapter that significant group differences to enter post-secondary/tertiary education 
in France and Sweden were fully explained by family-related factors (parents’ education level and parental 
support). The persisting differences observed for Austria (compare Table 22) did not change substantially by 
controlling for peer group characteristics and teachers support.  
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in the previous section are specific mechanisms and mediating actors in the educational 

attainment process of second-generation Turks in Austria and France, but not for the 

comparison group.  

 

5.7 Conclusion 

This chapter has examined peers and teachers as mediating actors in the process of 

educational attainment. It has asked whether peers and teachers contribute significantly to the 

schooling success of second-generation Turks in given education systems, beyond the 

significant role of the family.  

The results of this chapter show that closest friends and peers are perceived as 

relatively important in second-generation Turks’ schooling in all three countries. On a 

descriptive level, they are evaluated as equally important to family members. When 

examining the significant influence of the perceived importance of peers on educational 

attainment, I did not, however, find the expected positive link once parental educational level 

and support was hold-constant. In other words, even if peers and best friends are perceived as 

important to second-generation Turks in terms of studying and helping with homework, they 

are less central in the process of educational attainment compared to their parents. Instead, 

what seems to matter in Austria and France, though not in Sweden, is the ethnic composition 

of their peers.  

Having a high share of Austrian friends in the closest circle of best friends improves 

the chance of navigating successfully through the educational system right to its highest level, 

more effectively than either parents’ education level or educational support. This finding is in 

line with results provided by Baysu and Phalet (2012), who used the Belgian TIES survey in 

the city of Antwerp, and found that second-generation Turks with higher numbers of ‘inter-

group contacts’ were significantly more likely to stay on in academic tracks, and less likely to 

drop out of secondary education.  

In France, a similar finding emerges for the ‘school’ peer group of second-generation 

Turks. The more they are surrounded by native-born French students in their secondary 

school, the greater their likelihood of moving beyond upper-secondary education. These 

findings seem to be in line with previous findings for second-generation (Mexican) 

immigrants in the US. As documented by Stanton-Salazar (2004) and Gibson et al. (2004), 

peers and closest friends often serve as important agents through whom children of 

immigrants can access resources and information that are not available in their families. 

Gaining such information, however – for instance, knowledge of the diverse opportunities 
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provided by education – becomes more likely given a greater degree of interchange with non-

immigrant students, whose parents, older siblings or friends have already taken part in the 

education system.  

Although these findings have been observed in education systems, they already point 

towards major institutional differences between these systems. Since Austrian schools are 

operating on a half-day basis in lower-secondary education, major decisions about schooling 

are delegated to the family home and to the time after school (as seen in the previous chapter). 

Therefore, it is not surprising that best friends with whom students spend time during the 

afternoons seem to matter in Austria, while the impact of peers in school is minor. In the 

French full-day educational system, the ethnic composition of peers in schools seems to 

matter for the educational success of second-generation Turks, while in the Swedish case it’s 

not significant. Being surrounded by non-immigrant peers in school might be of greater 

importance at the end of compulsory education in France, at the point where students are 

selected for the next stage of the educational system. The so called ‘orientation process’ links 

compulsory and non-compulsory education, and it is at this point that students and their 

parents express their preferences for their future education, making decisions which require 

substantial knowledge of the French educational system at upper-secondary level. If parents 

do not possess this knowledge, peers whose parents or older siblings who have already gained 

this experience become crucial sources of information. Such a selective moment does not 

exist in the Swedish system, which may explain the non-significant findings for peers. These 

findings and their possible interconnections with structural features of the various education 

systems need further investigation and will be examined in the forthcoming chapters.  

In the theoretical section presented at the outset of this chapter, the argument was 

framed that friends` educational behaviour and orientation could be a specific mechanism of 

peer influence since young adolescents often rely on the ascribed characteristics of their peers. 

I followed previous studies, using available data on students surrounded by peers who’d 

dropped out of school as a measure of possible distraction from schooling. The results 

revealed no significant relationship between having drop-out peers in one’s closest circle of 

friends and becoming a high-achiever, holding family characteristics constant.  

Apart from the significant role of peer groups, many studies have suggested that 

teachers play a crucial role in daily interpersonal social relations, and that they become key 

actors when it comes to the issue of the educational success of children of immigrants. My 

analysis confirmed the importance of the teachers’ role in both Austria and France: Teachers’ 

support is positively correlated with higher achievement by second-generation Turks, which 
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makes teachers important mediating actors in the process of educational attainment. But as 

shown in the second part of this chapter, this applies to all students. With increasing levels of 

teacher support, students of both groups show improved chances of reaching the highest rungs 

of the educational ladder. This finding is in line with evidence from other studies which 

showed the generally positive relationship between supportive teachers and students’ 

engagement at school.  

Surprisingly, the results for Sweden are the opposite. Teachers’ support did not 

increase significantly the chances of students in the Swedish educational system achieving a 

post-secondary/tertiary educational level. Instead, students in both survey groups who 

perceived their teachers as of great importance for schooling and help with homework 

actually had fewer chances of becoming high-achievers.  

Comparing the size of my outcomes for second-generation Turks across the three 

countries, I can see a ranking similar to that which already appeared in the context of family 

factors in the previous chapters.  The peer group and teacher effects were strongest in Austria, 

medium in France, and lowest in Sweden. In other words, the educational attainment of 

children of Turkish origin in Austria is more reliant on information and support from outside 

family actors than for their age-mates in Sweden.  

We have to bear in mind that I explored the role of outside family agents in the 

educational attainment process of second-generation Turks without considering structural 

differences in the educational systems. There may be variations in the importance of peers and 

teachers for students in different tracks. For example, students following the academic track 

might have fewer peers who left school without a diploma because the overall drop-out rate in 

academic tracks is lower than in vocational tracks. In a system in which much educational 

success is influenced by the knowledge and general educational experience of peers, students 

in academic tracks may be less at risk. A similar line of argument may apply to the 

significance of student–teacher relationships. Teachers become of importance in specific 

contexts and at different points in time in educational pathways.  

These questions bring us to the starting point for the forthcoming chapters. The next 

chapter looks at structural differences in the educational systems. It moves away from 

individual-level explanations by describing how groups make choices for certain educational 

reasons, and how those choices are pre-determined by the opportunities that are available, 

which in turn are defined by structural configuration of the education systems.  




