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Education is indoctrination if you re white —

Subjugation if you are black.

James A. Baldwin



ABSTRACT

This thesis is about ‘race’, disability, and the education of unaccompanied asylum-
seeking and refugee children. Based on nine refugee services in the city of Rome, the
study investigates the intersections of ‘race’, disability and migratory status in relation
to the educational and social experiences of forced migrant children. Located within
the interpretive paradigm, the methodological approach adopted in this qualitative
study is constructivist grounded theory. Data collection involved in-depth semi-
structured interviews with 27 participants divided in two groups, the Professional

participants (17), and the Asylum-Seeking and Refugee Children participants (10).

It was found that both group of participants sought various strategies to maximize
their educational and social experiences through various forms of integrating through
disablement: promoting neoliberal integration, SENitizing and disabling refugee
children, discriminating discourses and performing discursive agency. In their overall
orientation to current models of “integration-style inclusion”, both groups
differentially prioritized material and cultural aspects, based on their identity,
professional role, knowledge about migration or social context and migratory status.
While the Italian professionals emphasized the material conditions of integration,
reproducing what the Italian state establishes, forced migrant children — when not
performing “the good asylum seeker” focused more on social and participatory
elements. A further important finding was that despite having a radical de-segregation
policy (i.e. Integrazione Scolastica), asylum-seeking and refugee children are facing
barriers such as ableism and racism. They are increasingly labeled as having Special
Educational Needs, and constantly disabled, in order for them to receive quality
education within mainstream, homogeneous and normative school settings.
Discriminating discourses articulated by Italian professionals legitimate processes of
SENitization and disablement. This is due to Eurocentric and medical views on
diversity and it is the product of un-discussed issues of ‘race’, racism and White
supremacy in the Italian context. Further, asylum-seeking and refugee children disrupt
the fixity of the notion of ‘vulnerability’ within forced migrant subjects, and a whole
array of hegemonic meanings attached to them, thanks to their capacity to perform

discursive agency and to make clear their life and educational expectations.



Drawing on the intersectional and interdisciplinary framework of Disability Critical
Race Theory (DisCrit) and on Judith Butler’s notions of subjectivation and
performative politics, the study provides evidence of criticism and discrepancies
within current models of refugee reception, and demonstrates how inclusion is
conflated within ontologically different and exclusionary meanings of integration. In
this configuration, the reception models continue to produce and reproduce
educational inequalities of forced migrant children, without determining a systemic
change in the teaching and learning practices. The study suggests the urgency to
reform educational and social reception policies and practices by adopting an
intersectional and anti-racist stance, as well as a social model perspective of disability.
Recommendations include further attention to the selection process of professionals
operating in refugee agencies, constant pre- and in-service training, transparency and
explicitness in communication, and actual transformation of institutions in inclusive

terms.
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KEY TO TRANSCRIPTS AND TEXTUAL CONVENTION

TRANSCRIPTS

Data generated through my semi-structured interviews are presented in quoted speech,
in line with the convention of constructivist grounded theory interviewing, discussed
in detail in chapter five. Within quoted speech, background or contextual information
appears in [square] parenthesis. Emphasis and raised voices are indicated through

italicised text. The transcripts material has been edited out by [...].

TEXTUAL CONVENTIONS

I have used ‘single inverted commas’ in order to indicate the problematization of a
term or a concept. | have used single inverted commas whenever a term or a concept
appears in the various chapter of this thesis. In relation to the term ‘race’, I have used
the single inverted commas to emphasize its social construction as society’s response
to differences from the norm and to reject it as biological fact. “Double inverted
commas” indicate citation of published works, or are used where participants’ talk
appears within the body of the text. The term dis/ability is sometimes adopted, in line
with the used made of it by the authors of the Disability Critical Race Theory authors:
to counter emphasis on having a whole person represented by what he or she cannot
do, rather than what he or she can, and to disrupt notions of the fixity and permanency
of the concept of disability, seeking rather to analyze the entire context in which a

person functions.
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Chapter One: Introduction

“Schooling is property. Achievement in schooling is
earned, owned and deployed to access privilege.
Hierarchies of merit justify an unequal distribution of
goods and status. Derived from one of the primary tenets
of Critical Race Theory (CRT), the notion of schooling as
a property is a useful conceptual tool to explicate the
machineries of class, race and ability at work in school
discourses” (Baglieri, 2016, p. 167)

1.1 Introduction

This thesis is about ‘race’, ability and the asylum-seeking and refugee children and
youth’s experience within educational settings and the reception system in the Italian
city of Rome. It is about educational disadvantage and schooling as a form of
property- one that is unequally distributed by ‘race’, class, and ability and that
positions Black and Minority Ethnic students, students with disabilities and migrant
and forced migrant learners on the margins. The study engages in an in-depth
examination of the ways that macro-level issues of racism and ableism, among other
structural discriminatory processes, are enacted in the daily lives of Black, ‘Sub-
Saharan’! asylum-seeking and refugee children and youth with disabilities hosted in
some of the foster care homes in Rome. The goal is to unmask and expose the
normalizing processes of racism and ableism as they circulate in Italian society,
highlighting the criticism and discrepancies of current models of social and
educational “integration-style inclusion”. As this thesis intends to shed light on the
intersections of ‘race’, disability and migratory status, encompassing the reception
systems and school and out-of school environments, a multidimensional vision of the
present issue is offered, as reflected in the perspectives of educators, teachers, social
workers, psychologists, neuropsychiatrists, cultural mediators, and of course asylum-
seeking children and youth. | focus on unaccompanied forced migrant children and
teenagers- as | did not encounter any accompanied minor requesting asylum- with a

certified or not certified disability, who have presented an asylum request, or have

L A term widely used by White Italian professionals in refugee agencies to subjectivate young asylum-
seekers and refugees from West and East Africa.



been waiting for the result of the Territorial Commission for asylum?, or have had

their status recognized.

1.2 Why is this Study Important?

In the Italian context, current models social integration (popularly referred to as social
inclusion) of unaccompanied asylum-seeking and refugee children and youth seem to
be focused mainly on the achievement of what have been defined as “material
conditions”, including social and economic mobility, access to training and housing
(see Catarci, 2011). Such material conditions are essential to allow young forced
migrants to transit from reception to ‘autonomous’ life within the host society. Hence,
the education of asylum-seeking and refugee children and youth is conceptualized by
the Italian State as the project to acquire transferrable skills that would render them
more competitive within the Italian job market, increasing the possibility of being
employed in high-skilled jobs, and limiting their possible recruitment and exploitation
in illegal or low paid jobs (Catarci, 2011; Programma Integra, 2013). Compulsory
education is a right of forced migrant children envisaged by Italian law, and in the
cases where they fall outside of the compulsory education age, they are required to
enroll in what some of the Professional participants in this study have defined as

“special schools” for adult learners, or Centri per ['Istruzione degli Adulti (C1.P1.A).

A recent study promoting intercultural education models for a successful integration
of migrants and forced migrant students in Italian schools reports two areas of concern
that the Italian Ministry of Education (MIUR) has pointed out in relation to these
groups of learners: the choice of upper secondary schools and lagging behind in
studies (Catarci, Fiorucci, 2015). As it is clear from the data collected by the MIUR in
the academic year 2013, the majority of students with “non —Italian citizenship” — the
standard definition used by the Ministry for migrant, forced migrant and second
generation students, as we will see in chapter two-, attend mainly vocational schools
(64.852) and technical institutes (62.981). Their attendance is much lower in high

schools and former general secondary schools (31.731) and artistic educational

2 The Territorial Commissions for Asylum, or Commissioni Territoriali per il Diritto all’Asilo, which
was established regionally by the Italian government with the purpose of hearing the story of each
migrant and evaluating the recognition of refugee status, humanitarian or subsidiary protections.



institutes (4.960). In terms of percentage, professional institutes always have the
highest concentration of migrant and forced migrant students compared with total

enrolment (Catarci, Fiorucci, 2015).

Substantial differences in preferences emerge from the comparison between the
educational choices of Italians and migrant and forced migrant students, which makes
the phenomenon of early educational channeling of learners “with non-Italian
citizenship” even more evident (Catarci, Fiorucci, 2015). Migrants and forced
migrants are concentrated in vocational schools (39.4 %), and technical institutes
(38.3 %), followed at distance by high schools and former general secondary schools
(19.3 %). On the other hand, Italians prefer high schools and former general
secondary schools (44 %), technical institutes (33.3%) and, to a lesser extent,
vocational schools (18.9%). The overall picture of the relationship between the
chronological age of migrant and forced migrant student and class of school entry
continues to indicate a worrying situation. The gap between Italians and migrants and
forced migrants is clear-cut from primary school level and is reinforced at subsequent
school levels (Catarci, Fiorucci, 2015). The MIUR data in 2012 indicates that the
average rate of lagging behind of Italian students was 10.7 %, while for migrant and
forced migrants was close to 40%; and although it is already evident in primary
schools, it reaches very worrying levels in upper secondary schools (68.9%) (ibid.).
The variables that contribute to determining the lagging behind of migrant and forced
migrant students are numerous and include decisions concerning the entry class for
the new arrivals, the territorial mobility of families, language skills, academic success
(see Catarci, Fiorucci, 2015), but also their necessity to access the job market to be
able to sustain themselves and their families in the country of origin, and —as we will
see in chapter eight- processes of “SENitizing and Disabling”, or the increasing
phenomenon of the over-representation of migrant and forced migrant students in

Special Educational Needs and disability categories.

Forty years after the passing of the internationally celebrated policy of Integrazione
Scolastica (i.e. school integration), which already envisaged the participation of all

pupils, with or without disabilities in the process of learning, the Italian Ministry of



Education introduced Special Educational Needs (SEN) policies®, in line with the
general tendency of other European countries (see D’Alessio, 2014). Such policies
have been officially introduced to bring justice and equity for all those learners
experiencing school failure and that cannot be provided with educational support and
provisions, in line with the general principles of inclusive education as conceptualized
in the Italian context. Within the frame of Integrazione Scolastica, inclusive education
has meant anything from physical integration of ‘diverse’ students in general
education classrooms to the transformation of curricula, classrooms, and pedagogies,
and even the potential transformation of the entire education system (see D’Alessio,
2011). Yet, despite efforts to expand and extend its meaning and practice, in the
Italian context inclusive education has focused on ‘diverse’ students’ and students
with disabilities’ access and participation in normative contexts (i.e. nondisabled

cultures).

Given the above background, Disability Studies (DS) in education scholars in Italy
have debated about the contrapuntal logics and approaches of SEN policies,
highlighting how they are actually oriented to the identification, classification and
categorization of ‘difference’ within the mainstream school settings (D’ Alessio, 2013,
2014; Medeghini, 2013; Medeghini, Valtellina, 2006). Particularly, migrant learners
in Italian classrooms appear to be over-exposed to processes of “SENitization” (i.e.
the over-representation in the macro-category of Special Educational Needs —SEN)
(Bocci, 2016), and have to increasingly address issues of labeling and stigmatization
of difference, not to mention the impact on teachers’ expectations regarding their
school performances. Disability Studies in education scholars argue also that the ways
in which SEN policies describe difference appears controversial. The resilience of a
medical language is evident in the use of terms such as “comorbidities”, “disorders”,
“learning difficulties” and “limit cognitive functioning”, which place the pupils’
‘needs’ within himself and his functioning. The concept of ‘normality’ continues to
dominate the teaching methods, by building differences on the basis of their distance
from the ‘norm’, and the notion of ‘educational homogeneity’ is never critically

discussed and thus the policies maintain the status quo of the existing educational

% Introduced with the Directive of the 27 December 2012, including three kinds of pupils: “disabled
pupils according to the handicap certification established by Law 104/1992, students with learning
disabilities according to Law 170/2010, and finally students coming from poor socio-economic,
cultural and linguistic backgrounds, and students with emotional and behavioural disorders”.



system by operating on individual pupils, especially if from a migrant background, to
help them reaching the school standards (D’Alessio, 2014; Medeghini, 2013;
Canevaro, 2001, 2002, 2006).

As the above discussion demonstrates, within the Italian context issues of educational
inequalities and school macro and micro exclusions have been addressed separately
within the field of Intercultural Education or Special Education, with still very timid
attempts to apply Disability Studies. In the attempt to respond to the limits of tackling
these issues in two separate fields, this study adopts an intersectional, interdisciplinary
and critical framework, Disability Critical Race Theory in Education, enriched with
philosophical concepts such as Subjectivation and Performative Politics, elaborated
by Judith Butler, to encourage systemic changes of teaching and learning practices

and refugee reception strategies within the Italian context.

As 1 will demonstrate, the concepts of ‘globalization’ and ‘knowledge society’, and
the values underpinning the philosophy of neoliberalism, emphasizing free market
economics, entrepreneurialism, individualism and completion have significantly
affected migration influx into Italy, and Europe more generally (see Sassen, 2014),
have had a significant impact on marketization processes of education (Giroux, 1997;
Leonardo, 2002; Youdell, 2006), on current Italian models of social integration of
asylum-seeking and refugee children and youth, and on the capitalist production of
disability as a serviceable condition (Oliver, 1990; Baglieri, 2016). The current
economic crisis in ltaly, and the recent corruption scandal — known as Mafia
Capitale®*- that has involved some of the refugee agencies in Rome, has posed a
serious threat to the system of forced migrant reception in the Italian capital. Claims
that under-funding constrains the quality of the services offered to refugees are
common, even among the Professional participants who participated in this research.
The funding debate has, in large part, centered on the low salary and precarious job
conditions of professionals in refugee agencies in Rome, on the paucity of economic
and human resources within healthcare services for migrants — especially for the
treatment of Post-Traumatic Stress Disorder (PTSD) symptoms-, on the scarcity of
funding for the reception and inclusion of asylum-seeking and refugee pupils in public

4 Updated news on the scandal are available, in Italian, on this website: http://www.repubblica.it/
argomenti/mafia_capitale.



Italian schools, and for the periodical training of teachers and educators on issues of

forced migration.

The current social and economic situation in Italy provokes an intensifying combined
process of demonization of asylum seekers (including children), the racialization of
asylum, and the simultaneous conflation/collapse of statuses so that labor, migrants,
students, asylum seekers and nationals perceived by other nationals as Other could be
routinely grouped together and viewed as potentially threatening in a number of ways
such as through crime, competition for resources, sex and disease (see Garner, 2007).
The media and the citizens, especially of suburban areas of Rome where foster care
homes are located, have responded to the asylum of unaccompanied children in
negative ways, most of the time complaining about the corrupted business behind
them and about how the already limited economic resources available have been
destined to ‘foreign’ children rather than to poor Italian children®. In the context of
public schools, the rhetoric of lack of funding has resulted in the controversial
implementation of both Integrazione Scolastica and SEN policies. The over-
representation of forced migrant students in disability categories and Special
Educational Needs has been justified by the need to have an extra classroom support
(i.e. support teachers), to cover for the lack of teaching resources and teachers’

training on issues of forced migration.

This study is important as it attempts to show, not only how racism and ableism are
co-constructed in society and have a powerful impact on the social and educational
lives of students “forged at the crucible of difference” (Lorde, 2007, p. 112), but also
that when targeting asylum-seeking and refugee children with disabilities inclusive
education in the Italian context has failed to address power issues at the individual,
organization and system levels in explicit and systematic ways (Kozleski, Artiles,
Waitoller, 2015). As this research shows, one of the biggest obstacles to attaining the
ideal of inclusive education in Italy is the failure to acknowledge and address
historical sediments of oppression that are layered within institutions, as well as the

cultural perspectives and understandings of how ethnicity, ‘race’, gender, language,

5 See for example: http://www.latinaquotidiano.it/latina-scalo-nasce-il-comitato-spontaneo-contro-il-
centro-di-accoglienza/. Or also: http://roma.repubblica.it/cronaca/2014/11/27/news/tor_sapienza_
grasso_non_razzismo_ma_grida_d_aiuto-101568034/.



citizenship, migratory status and other markers of identity are conflated with ability.
For this reason, |1 was prompted to interrogate the discourses of White Italian
Professionals and their subjectivating effects on raced/disabled young asylum seekers
and refugees, and the capacity of young forced migrants to deploy discursive agency
to unsettle, resignify and reinscribe hegemonic meanings about themselves (see
Youdell, 2006; 2012). Therefore, | attempt to examine powerful questions and issues

untangling myself from the laces of blindness and unconsciousness familiarity.

Furthermore, in line with Tomlinson’s (2017) argument, the study attempts to show
how in contemporary neoliberal economies where education is a ‘capital’ and part of a
global industry, the category of special educational needs, subsumed into the wider
global movement of inclusive education and permeated with an ideology of
“benevolent humanitarianism” (Tomlinson, 1982, p. 5), is implicated in the strategic
process of manufacturing the ‘inability’ of young people who are troublesome to
existing systems, especially by mantras of fixed ability/disability. As the author argue,
and as this study also demonstrates, the category of special educational needs has
become a tool deployed by powerful governments for ‘the strategic maintenance of
ignorance’ (Archer, 1988, p. 190, in Tomlinson, 2017) directed at subordinate groups,
such as migrant and forced migrant children in the Italian context, thus determining
the amount and kind of education they will receive (Tomlinson, 2017).

Insofar as | am aware, no studies within the Italian context have focused on the co-
construction of ‘race’ and dis/ability from an intersectional lens and targeting forced
migrant children. This study aims to further expanding knowledge and understanding
of ‘race’ and disability, when targeting forced migrant children, while inspiring the

readers to systemic change of teaching and learning practices in inclusive terms.

Employing a (constructivist) grounded theory (GT) methodology (using in-depth,
semi-structured interviews) provided an opportunity to contribute conceptually and
theoretically to the field. This is important because the education of refugee children
as an area of study is regarded as ‘under-theorised’ (Pinson and Arnot, 2007). The
application of a constructivist perspective is aligned to my philosophical beliefs about

the nature of ‘reality’ and my emphasis on the co-construction (with my participants)



of the emerging analysis and theory. These important points will be examined in more

detail in chapters four and five.

1.3 On Intersectionality, “Asylumgration” and Refugee Children’s Education: a

Critical Autobiographical Reflection

“[...] Al research is in one way or another
autobiographical or else the avoidance of
autobiography.” (Reay, 1998, p. 2)°

Having established the policy and research significance of this study, I now consider
the importance of the topic to me, the researcher. Fundamental to a constructivist
approach to social science research is the understanding that our analyses of the social
world are constructed and inevitably influenced by our historicality and
autobiography (Lather, 1991). In constructivist grounded theory, it is important for the
researcher to examine and make explicit his/her individual position in relation to the
study (Mills et al., 2006; Strauss, 1987) and to put information about their experiences
and interest in the field “on the table” (Clarke, 2005, p. 12).

I became acquainted with Miller’s (1995) concept of the “autobiography of the
question”, during a qualitative research methodology seminar conducted by Professor
Penny Jane Burke and Professor Kathy Charmaz. The ‘“autobiography of the
question” emphasizes the researcher’s relationship to the questions she/he is
exploring, requires careful consideration of the experiences, identities and
perspectives she brings to the research process and asks her to make connections
between herself, the research participants and other voices in the field. The
autobiography of the research question helps the researcher examine the questions,
knowledge and experience she/he brings to a particular research focus (Miller, 1995).
As such, it supports practices of reflexivity, which are concerned to locate the
researcher in wider social relations of power and inequality, and engage her in critical

processes of interrogation with a strong level of sensitivity to inequalities and

® In Burke, 2002, p. 5



misrecognitions. This helps the researcher to consider her sense of self as relational, to
acknowledge and pay close attention to complex power relations and to consider
identity formations across intersecting and embodied sets of difference (ibid.). Miller

(1995) explains that the autobiography of the question will involve the researcher in:

“[...] Beginning with the story of [her] own interest in the question
[she] is asking and planning to research into. From that initial story
she may move towards the mapping of her developing sense of the
question’s interest for her onto the history of more public kinds of
attention to it.” (Miller, 1995, quoted in Burke, 2002, p. 5)

While discussing and reflecting on this concept during the seminar, and the months
following it, I have come to see its ‘truth’. Since that seminar I started thinking about
the reasons why | was motivated to research issues of migration and forced migration
— “asylumgration”, Garner (2007) calls it-, intersectionality and educational
exclusions. Coming towards the end of the PhD process, | now see that what
generated my research questions and interest and that what | found mirrors my
preoccupations, worries and ideology, considering that my own educational and life
experiences as a White European woman has been different from those of the asylum-
seeking and refugee children and youth in this study.

“We are all refugees, [...] lost in an intricate universe made of words, searching for
refuge in a story”, says Timira the Italo-Somali refugee woman and main character of
Wu Ming 2 and Antar Mohamed’s Romanzo Meticcio (Mestizo Novel). This quote,
and the book in particular, reminds me why | am passionate about researching
education for refugee children. Since a young age, | myself have been looking for
refuge in the stories of people from different backgrounds, searching for the intrinsic
meanings and realities layered within multicultural communities and that safe space or
sanctuary where they may be expressed. | started my BA in Education in Rome in
2003, and as an undergraduate with limited resources, | shared a flat with other
students near Piazza Vittorio —one of the most multicultural areas of Rome. In order to
be more involved in the community, | began to volunteer in a grassroots organization
operating a nursery serving refugee and asylum seeking children, aged 0-3, and their
families. Listening to the stories of my students and their families, my eyes were
opened to the fact that these narratives were crucial not only in responding to their

immediate needs, but in giving them the tools they needed to mediate relationships



and meanings in a different social context. This experience sparked my interest in
education, and motivated me to be creative and finding innovative solutions to change
the school curriculum in order to facilitate migrant and forced migrant children’s
inclusion in the host society.

After graduating with a major in Intercultural Education, in 2007 | left Rome to go
and live in London, where | had been offered a place to study a Masters in Social
Justice and Education at the University College London Institute of Education. In
such a vibrant city, | had the chance to be part of an extremely multicultural
community. I was living in John Adams Hall, a Georgian house converted to
dormitory, with fellow students from Nigeria, Ethiopia, Iran, India, Greece and the
U.S., to name a few. The friends | made there enhanced my curiosity about education
systems worldwide, while | was becoming an informed member of the educational
research community, and increasingly passionate about refugee children’s rights and
access to education. | did not hesitate to share such passion with my newly found
friends, over an Ethiopian or a Japanese homemade dinner. The experience of
building friendships with brilliant people from different countries and cultural
backgrounds taught me that bringing people together around points of common
interests, such as education or social justice, facilitates communication and helps

reducing the differences and fosters understanding.

Developing significant relationships with housemates and friends sharing similar
interests is essential to the feeling of belonging, and for a personal sense of
accomplishment. This seems to be true also for the relationship between a host society
and forced migrants. In 2011, before embarking on the current PhD journey and while
volunteering with a Lebanese organization in Beirut providing sports activities for
Palestinian and Iraqi refugee children, | observed how willing these children were to
form a community as part of a new life for themselves, as well as realizing their
personal educational potential and developing meaningful relationships, without being
judged by stereotypes and without seeing their personal aspirations neglected. Many
of these children had disabilities and their rights had been completely ignored by the
Lebanese government. Experiencing these realities has led me to question how we can
develop and improve educational and inclusive policies for children at the intersection

of marginalities on a global scale, but starting from my “home” context, Europe.
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This interest found fruition when | was awarded a scholarship from the Italian
Ministry of Education (administered by the Department of Education at Roma Tre
University) to carry out the doctoral research presented in this thesis. Exploring how
‘race’, disability, gender, class, migratory status and other axis of identity intersect
and affect the life of young forced migrant students in the Italian context and
analyzing the (often unconscious) discriminatory discourses of White Italian
Professionals in this study, which seem to reconfigure their social and psychological
boundaries to exclude certain groups of people from their national imaginaries, has
made me aware and critical about my own Whiteness and the array of privileges that
this status entails — all of which have been carefully kept hidden by the Italian society

and educational institutions.

I must admit that | have struggled with the tension, which has arisen, between my
wish to provide this information as part of my methodological approach and my
concerns about exposure of personal details. 1 was concerned that | would be seen as
not ‘rigorous’ in my methodological approach where | introduce this thesis with a
personal reflection. I had a fear of “trivializing” my work by “relinquishing the
distanced stance of an abstract supposedly universal speaker” (Grumet, 2001, p. 171).
I also worried that the reader would assume that my analysis and findings derived
mainly, however unconsciously, from my own previous experiences. While as a
constructivist | emphasize that one cannot separate oneself from and stand outside
one’s historicality, in this research, my understanding of the role of personal
experiences was retrospectively derived. It has been through my analysis and the
research process overall that | have come to interrogate, understand, and ‘frame’,
previous personal experiences- thus becoming a critical White-, and not the other way
around (although of course there is some interaction between the two). This recalls
Giddens’ (1976) “double hermeneutic”, where there is a two-way relationship
(between the social world and the researcher) in the quest for understanding through
research. In this case, the two-way relationship could also be construed as being

between the research process and findings, and my own personal experiences.

The study is oriented towards a participatory approach, and therefore, in part, the
research is co-constructed. Within such framework, | am indeed a co-participant in the

process.
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1.4 Research Aims, Objectives and Questions

In this study | aimed to

e Explore the educational experiences of asylum-seeking and refugee children,
hosted in some of the refugee agencies in the area of Rome, particularly
looking at where they are educated and with whom (whether they are located
in ‘segregated schools’ or adult vocational training institutes with high number
of migrant students), and the quality of social and medical support they
receive;

e Critically analyse the various steps that characterise disablement and
SENitizing processes;

e Shed light on the discriminating discourses of White Professionals, operating
in Rome’s refugee services, and their subjectivating effects on asylum-seeking
and refugee children, while revealing the “colour-evasive” (Annamma,
Jackson, Morrison, 2016) racial ideology dominant in the Italian society;

e Focus on forced migrant children’s possibility to perform discursive agency,
thus challenging the prevailing constitutions of the asylum-seeking subjects
thus rendering intelligible their educational and life aspirations;

e Contribute conceptually to the fields of Intercultural and Special and Inclusive
Education, generally and specifically in the Italian context, through the use of
(constructivist) grounded theory and of an intersectional theoretical
framework, and to explore the usefulness of this methodological and
theoretical approaches; and

e Identify recommendations for policy and practice, particularly in relation to
the promotion of systemic changes in inclusive terms that would reduce

educational inequalities of forced migrant children in the Italian context.

A crucial point of the research is to interrogate the subjectivating power of
professionals’ discriminatory discourses on the way in which disabled refugee
children construct meanings related to their migratory status, ‘race’, discrimination
and disability, and to what extent their experience is embedded in larger structures,
networks and situations, where hierarchies of power (such as that of school personnel

and health professionals) maintain and perpetuate differences and inequalities. In a
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grounded theory study, while the researcher has a substantive area he/she wishes to
explore, and may commence with an area of interest (such as | have, above),
throughout the research he or she must be attuned to identifying what the research
participants’ main, underlying concern might be, as well as those behaviours in which
they engage to resolve that main concern. Hence, through an exploration of the two
groups of participants’ (i.e. the Professionals and the Asylum-Seeking and Refugee
Children) experiences, a related objective of the research was to develop a grounded
theory, which help us to understand their main concern, and those actions, which are
instituted to process that main concern. | wanted to examine the strategies that they
were deploying which were constraining or enabling their integration (however

defined), or negatively or positively impacting upon their experiences.

In summary, then, the research questions were:

e To what extent can asylum-seeking and refugee children access mainstream
education? And how is the construction of their disability impacting on their
experiences in social and health services — including the foster care homes
where they are hosted?

e How are the categories of disability and ‘migratory status’ constructed by the
school personnel and health professionals, and how is this ‘meaning making’
influencing disabled refugee children’s education and life in Italy?

e To what extent disabled refugee children have an active role in the
certification process of the disability and in the negotiation of the school
activities included in the Individual Educational Project (IEP)? How
intelligible are their educational and life expectations?

1.5 Conceptual and Theoretical Framework

As previously noted, the methodological approach employed is constructivist
grounded theory (Charmaz, 2006; 2014) (see chapters four and five). In grounded
theory, one does not commence with a pre-ordained theoretical or conceptual
framework, nor is one’s study framed from the outset by a particular theory/theorist,

or a set of theories/theorists. Rather, the emphasis is on inductively deriving a
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conceptual framework from one’s data. One uses one’s analysis and findings to
consider conceptual and theoretical sources upon which to draw, as relevant and
appropriate. Being of a constructivist bent, however, | feel it important to set out the
various influences on my thinking at the outset of my study.

In terms of the education of forced migrant children with disability | would have
rejected a Special Education or an Intercultural Education approach, for maintaining a
double focus on inclusive education and diversity and for not grasping the
complexities of identity intersections, and how these have an impact on students’
lives. My theoretical leanings would have been in the direction of social model of
disability, anti-racists and Critical Race Theory. | would have disagreed with a Special
Educational Needs (SEN) approach, as a means of social control and as a way of
increasing or maintaining the power of professional medical experts under the guise of
promoting equality in education for all students (see Oliver, 1990). | would have
criticised a merely top-down approach that is distant from the views of disabled
people and that leave the education and mainstream schools system unquestioned. |
would have criticised the often superficial and universalistic aims of Intercultural
Education, which largely missed to address radically the causes for educational and
social inequalities and, of course, of racism, and that left un-criticised controversial
terminology within Italian education policies, such as students of ‘“non-Italian

citizenship”, or “foreign” students.

Throughout my research process, my theoretical position has, naturally evolved
somewhat. In terms of my derived conceptual and theoretical framework, 1 would
position myself alongside Disability Critical Race Theory, Intersectional analysis and
Butler’s (1990;1997a, b) notion of subjectivation and performative politics. | have
found these concepts to be most useful in understanding my participants’ overall
orientation to integration and their attitudes within the educational and social realms. |
argue that the co-construction of ‘race’ and ‘ability and the normalizing effects of
racism and ableism are of great salience in the educational experiences of asylum-
seeking and refugee students. | suggest that discriminatory discourses by White Italian
Professionals in refugee services legitimate processes of “SENitizing and Disabling”
of forced migrant children, and thus their construction as deviant from the

standardized norm of the society. | consider how such disabling processes are
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strategies for the integration of refugee children that can be then considered not as
potential terrorists, but as actual human beings. While these have been hinted at in the
literature (see chapter three), they are key findings of this study. My analysis indicates
the urgent need for reform in the training of Italian professionals working in refugee
services and in public schools, as well as inclusive changes in the school curriculum

and in the teaching and learning practices.

For all the above points, my positioning has been derived from my analysis, the

process of which I will demonstrate throughout this thesis.

1.6 Conclusion and Overview of the Thesis

This was the first of eleven chapters in this thesis. Chapter two provides an overview
of the context, including policy, with regard to the presence of unaccompanied forced
migrant children in Italy, with a specific focus on Rome. It demonstrate that the influx
of unaccompanied asylum-seeking children is a permanent trend of migration into
Italy, and that their presence in mainstream public school is lower compared to other
migrant groups. Chapter three considers my theoretical assumptions and reviews the
conceptual framework used for this study. Chapter four explains my rationale for
employing a constructivist grounded theory methodology. The next chapter outlines
the procedures employed throughout the study, and provide information about the
participants, their recruitment, and data collection and analysis. In chapters six to ten,
the findings of the research are presented, both conceptually in grounded theory
fashion in chapter six, and in more contextual detail in chapter seven, eight, nine and
ten. In the final concluding chapter I consider the significance and contribution of the
study, as well as its ‘quality’ and limitations. I also identify recommendations for

policy and practice and directions for future research.
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Chapter Two: Background, Context and Policies

2.1 Introduction

This chapter provides an overview of the presence of migrant and forced migrant
students in Italy and in Rome, more specifically, while illustrating the policies and
discursive context regulating their legal status, and social and educational integration.
The United Nations High Commissioner for Refugees estimates that over one million
people fled to Europe in 2015 (UNHCR, 2015). In the same year, over 110,000
children applied for asylum on their own, having arrived in the country of refuge
alone, with no parent or guardian (UNICEF, 2015). Italy received 8,461
unaccompanied minors, of which around 1,000 of them asked for asylum (Refugee
Council, 2015). The increase in the number of unaccompanied children seeking
asylum reveals to what extent their arrival is not simply a temporary development but
a long-term feature of migration into the E.U. and, of course, Italy (COM 554
final/2012). Particular attention will be given to the categorization of forced migrant
children, and the terminology used by refugee agencies in Rome, and to how their
social and educational integration is conceptualized within existing education policy
documents. The chapter ends with an overview of the existing intercultural and
inclusive policies implementing access to compulsory education for unaccompanied
migrant and forced migrant children in Italy, while analyzing how the issue of

disability is addressed in such policies.

It seems crucial to highlight here that the legislations and statistical reports presented
in this chapter provide the specific lenses through which State institutions see migrant
and forced migrant children, and which are offered to the general Italian public.
Asylum-seeking, refugee and migrant children seem to be all grouped within the
discriminatory and exclusionary category of “students with non-Italian citizenship”;
hence the diversity of their migration processes, identities and life experiences are not
emphasized nor considered appropriately. Left unchallenged by the two distinct
approaches of Intercultural and Special Education, worshipped by the majority of

Italian scholars, these policies perpetuate a color-evasive racial ideology and a
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medicalized view of disability without finding plausible solutions to address the
educational and social inequalities affecting asylum-seeking and refugee students,
among the others (see for example MIUR, 2007; 2014). As an example, some of the
educational policies seem to state the obvious by arguing that “foreign minors, just
like the Italians, are above all human beings and as such they have rights and duties in
spite of their nationalities” (MIUR, 2014, p. 3). In this chapter, and indeed in the
whole thesis, the use of terms such as migrants, forced migrants or specifically
asylum-seeking and refugee children is preferred in order to avoid discriminatory
generalizations, and to better represents the various identities of the children
considered, unless when specifically reporting data from Ministerial policy

documents.

2.2 Migrant Children in Italy

Data published by the Italian census (ISTAT) in January 2011 shows that the number
of ‘foreign’ minors, a discriminatory term used interchangeably with minors with
‘non-Italian citizenship’ (NIC) in all the official Italian policy documents to indicate
all kinds of migrants, residing in Italy is of 993,238, with a slight prevalence of males
over females (Programma Integra, 2013). Generally speaking, in the last five years
there has been an increase in the migrant children population, which corresponds to
the general rise of the migrant population. The distribution of migrant children in the
Italian territory shows that their presence varies significantly across the Italian
regions. Of the total number of migrant children residing in Italy, the 26% of them are
registered in the city halls (or Comuni) of the major cities in the northern regions of
Lombardia, Veneto and Emilia Romagna, while significantly lower numbers are in the
southern areas, as Table 1 shows (Programma Integra, 2013). Within the above three
regions, migrant children constitute between 10% and 16% of the total percentage of
minors residing in the area. In Lazio, where Rome is located, the number of migrant
children corresponds to 10% of the population, while in Campania in the southern part

of Italy their presence slightly exceeds the 2% (ibid.)’.

" These data have been gathered by the Italian census (ISTAT), and indicates the numbers of migrant
children (up to 18 years old) regularly resident in Italy. However, these data they do not seem to
include unaccompanied minors seeking asylum.
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At the end of 2011, the total number of migrant children from non-EU countries
residing in Italy amounted to 759,080 and represented 21.5 % of the total migrant
population (Programma Integra, 2013). In the same year, the top five non-EU
countries by number of migrant children were Morocco, Albania, China, Tunisia and
Egypt, which considered together represent more than the half of the migrant children
regularly residing in Italy (Programma Integra, 2013). A further important figure is
represented by the ‘permanent component of migration’, or long-term residents that
hold an indefinite permit to stay. Long-term migrant children numbered 440,292 at
the end of 2011, and constitute 58% of the total of non-EU minors (ibid.).

Table 1. Percentage of Migrant Children divided by Sex and Region- Year 2011

Region Males Females Total
Lombardia 25.9 26.0 26.0
Veneto 12.2 12.2 12.2
Emilia Romagna 115 115 115
Lazio 10.1 10.0 10.1
Campania 25 2.5 2.5

Data Gathered by the Italian census (ISTAT) by the end of 2011, reported by Programma Integra (2013)

Between 2011 and 2015, the number of migrant children in the lItalian territory
increased significantly due to the presence of unaccompanied minors, so that at the
end of 2015 it was just below 12,000, an increase compared to 2014 of 1,385 with a
percentage change of 13.1 % (Ministero del Lavoro, 2015). However, such an
increase is much lower than the significant rise registered at the end of 2014,
compared to the end of 2013: + 4,217 children, or +66% (ibid.), as Table 2 shows. In
2014, the regions with the highest number of unaccompanied migrant children were
Sicily (3,100 children), Lazio (2,241 children), Calabria (1,470 children) (see
www.programmaintegra.it). Importantly, by the end of 2015 there were 6,135
unaccompanied minors that were un-traceable, and that had therefore left the
reception centers and services. These data reflect the complexity of the phenomenon
of un-traceability of many unaccompanied minors, due to multiple factors, including

the migration project, the family and individual expectations, the information in the

18




possession of the child, parental networks and reference points within countries of

destination (Ministero del Lavoro, 2015).

Table 2. Number of Unaccompanied Migrant Children (UC) in Italy at the End of 2013, 2014,

2015
Period N° of Unaccompanied Migrant Increase in the Number
Children (UC) compare to Previous Period
31/12/2013 6,319
31/12/2014 10,536 4,217 (+66.7%)
31/12/2015 11,921 1,385 (+13.1%)

(Data published by Ministero del Lavoro, 2015)

The next paragraph deals with the categorization and the specific terminology used
for migrant and forced migrant children, and the specific laws and policies governing

their judicial status within the Italian state.

2.2.1 Categorization and Terminology

The law regulating the permanence of migrant children within the Italian territory is
the Testo Unico Immigrazione — Dlgs 286/1998, modified by the law 189/2002 or
Bossi-Fini Law and by the Law 94/2009 or Security Law. This law, and later
amendments, deals with issues such as residence, social and health assistance and
family reunification of migrant children with and without their parents or relatives
(Programma Integra, 2013). In the case of unaccompanied migrant children, common
standards of protection and treatment of children are applied, regardless of their
nationality. In this case, the policies regulating the staying and the treatment of
unaccompanied migrant children are the Codice Civile (art. 400, and following), and
the Law 184/2003 “Diritti del Minore ad una Famiglia” (i.e. children’s rights to a
family), which establish the procedures for reporting, taking charge, protecting and
adopting children in the conditions of having no parental care. Importantly, the Testo
Unico Immigrazione highlights that for all administrative and judicial proceedings
related to the protection of unaccompanied minors, the best interest of the child must
be taken into account, as established by the 1989 Convention on the Rights of the
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Child (Programma Integra, 2013). Given the juridical distinction made by the Italian
law between accompanied and unaccompanied migrant children, the paragraph takes
into consideration accompanied migrant children, and the recent phenomenon of

unaccompanied migrant children and of unaccompanied children seeking asylum.

Accompanied migrant children, residing in Italy with their families, usually have the
same juridical and migration status of their parents. If the parents or one of the parents
has a resident permit, the children will be given a residence permit for family reasons
that have the same length as that of the parents. Once the children reach 18, they have
to change their residence permits for family reasons into one for work or for study.
However, following the implementation of the 2008 directive of the Ministry of
Interior®, which recognizes that young adults might still have uncertainties about their
future, the residence permit for family reasons can be renewed for the same period
indicated in that of the parent(s) (Programma Integra, 2013). Importantly,
accompanied migrant children, residents within the Italian territory, have the right to
education and to healthcare recognized, regardless of the validity of their residence

permits (ibid.).

International and European laws define unaccompanied migrant children as those
citizens of non-EU countries aged less than 18 that have entered a EU country without
their parents or adult relatives. The Italian law, and specifically the Testo Unico
Immigrazione 1998, and more recently Disegno di Legge n.1658B approved on the
29" of March 2017, establishes that unaccompanied migrant children cannot be
expelled from the host country and thus they are entitled to a residence permit. As
argued earlier in this chapter, in this case they are considered as children tout court,
and therefore given the State’s protection. The mayor of the local authority, where
unaccompanied migrant children are residents, is appointed as their legal guardian and
s/he in turns delegates social workers to perform all the administrative and judicial
acts on behalf of the children (Programma Integra, 2013). Since December 2012,
following an agreement between the State and the regions (i.e. Accordo Stato Regioni)

on access to health services by migrant population®, it has been established that

8 Direttiva del Ministero dell'Interno del 28 marzo 2008 n°17272/7.
® Available at: http://www.gazzettaufficiale.it/eli/id/2013/02/07/13A00918/sg
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regardless of the validity of their residence permits, unaccompanied migrant children
can freely access national healthcare services. This agreement has simplified the
healthcare bureaucracy for unaccompanied migrant children, since before 2012 those
without a regular resident permit were considered as irregular migrants, therefore
receiving medical treatment exclusively upon obtaining the Stranieri

Temporaneamente Presenti (STP) (i.e. temporarily resident foreigners) health card.

Data gathered in 2015 by the Ministero del Lavoro on the nationalities of
unaccompanied migrant children residing in Italy shows how Egypt continues to
figure as the main country of origin of unaccompanied migrant minors (23.1%),
followed by Albania (12.0%), Eritrea (9.9%), Gambia (9.7%), and Nigeria (5.8%)
(Ministero del Lavoro, 2015). Table 3 provides the detailed numbers of

unaccompanied migrant children by country of origin.

Table 3. Number of Unaccompanied Migrant Children (UC) by Country of Origin

2015 2014

Country of Origin N° UC % Country of Origin N° UC %
Egypt 2,753 231  Egypt 2,455 23.3
Albania 1,432 12.0 Eritrea 1,303 12.4
Eritrea 1,177 9.9 Gambia 1,104 10.5
Gambia 1,161 9.7 Somalia 1,097 1.4
Nigeria 697 5.8 Albania 1,043 9.9

(Data published by Ministero del Lavoro, 2015)

Unaccompanied asylum-seeking and refugee children represent a particular type of
migrant children. In the Italian context, there are two laws, DIlgs 251/2007 and DlIgs
25/2008, modified by Dlgs 159/2009, that govern their legal position. Specifically,
these laws set the conditions for unaccompanied migrant children’s request for asylum
and the recognition of the status of refugee, or the subsidiary protection (Programma
Integra, 2013). Once the unaccompanied minor has formally obtained a legal
guardian, then this would help him or her to put forward the asylum request, and will
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assist the audition for the refugee status recognition at the Territorial Commission*®
(ibid.). The auditions of children at the Commission should always happen in front of
one of the refugee’s legal guardians. The possible results of the auditions for
unaccompanied forced migrant minors can be: recognition of the refugee status, with
a residence permit for asylum valid for five years; recognition of subsidiary
protection, with a permit of three years, or refusal of international refugee protection
with the recommendation of granting humanitarian protection with a resident permit
valid maximum for two years, as established by art. 5 of the Dlgs 286/1998
(Programma Integra, 2013). For what concerns the reception and integration of
unaccompanied asylum-seeking and refugee children, the Sistema di Protezione per
Richiedenti Asilo e Rifugiati (SPRAR)! holds specific places for such category of
children.

In 2015, unaccompanied migrant children presented 3,950 new applications for
international protection. There has been an increase of 54% in the total number of
requests presented by unaccompanied children, compared to 2014 when the submitted
applications were 2,557 (Ministero del Lavoro, 2015). The vast majority of
unaccompanied migrant children seeking asylum in Italy come from African
countries: the number of unaccompanied minors of African origins seeking asylum in
Italy in 2015 is of 3,327, representing 80% of the total (ibid.). As Table 4 shows, the
main countries of origin of children needing international protection are Gambia
(1,171 minors, 29.6% of the total), Nigeria (564 minors, 14.2% of the total), and
Senegal (437 minors, 11% of the total). Interestingly, the countries of origin of
unaccompanied minors seeking asylum differ from those of the adult population, for
which the prevailing nationalities are Somalia and Eritrea (Ministero del Lavoro,
2015).

© For a detailed description of the procedures for the asylum request in Italy see
http://www.asylumineurope.org/reports/country/Italy/asylum-procedure/general/short-overview-
asylum-procedure.

11 The System for the Protection of Asylum Seekers and Refugees (SPRAR) was created under Law no.
189 of 2002 and consists of a network of local authorities that set up and run reception projects for
people forced to migrate. It draws, within the limits of available resources, upon the National Fund for
Asylum policies and services managed by the Interior Ministry and included in State Budget legislation.
At a local level local authorities, with the valued support of the third sector, guarantee an "integrated
reception” that goes well beyond the mere provision of board and lodging, but includes orientation
measures, legal and social assistance as well as the development of personalised programmes for the
social-economic integration of individuals.
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Table 4. Number of Unaccompanied Children (UC) Seeking Asylum in Italy by Country of

Origin
2015
Country of Origin N°UC %
Seeking Asylum
Gambia 1,171 29.6
Nigeria 564 14.2
Senegal 437 11.0
Bangladesh 420 10.6
Mali 310 7.8
Ghana 239 6.0
Cote d’Ivoire 188 4.7
Guinea 151 3.8
Egypt 70 1.8
Others 409 10.3
TOTAL 3,959 100.0

(Data published by Ministero del Lavoro, 2015)

2.2.2 The Presence of Unaccompanied Migrant and Forced Migrant Children in
Italian Schools

The growing number of migrant and forced migrant children in Italy has a significant
impact on the education system, with an increasing presence of migrant students in
Italian schools. If in the academic year 2001/2002 students ‘with non-Italian
citizenship’ (NIC)* — as the Italian Ministry of Education (MIUR) defines them-
represented the 2.2% of the total school population (196,414 pupils), in the academic
year 2012/2013 they constitute the 8.8% of the total (786,630 pupils) (ISMU, 2014).
A significant increase has been registered in the academic year 2014/2015, when the

12 This label seems to be rather controversial, firstly because it is meant to refer to children from very
different background and with different educational needs (i.e. accompanied, unaccompanied minors,
asylum-seeking and refugee children, children born in Italy from migrant parents, and so on), secondly
as it appears to reinforce the elitist character of the Italian citizenship (i.e. until now children born in
Italy from migrant parents cannot acquire the Italian citizenship until the age of 18. More information
on the recent Parliamentary  debate on citizenship  reform, available at:
http://www.italy24.ilsole24ore.com/art/laws-and-taxes/2014-10-20/renzi-supports-automatic-
citizenship-to-immigrants-born-italy-163914.php?uuid=ABLek04B).
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number of students ‘with non-Italian citizenship’ in Italian schools reached 814,187,
or the 9.2% of the total (ISMU, 2016). The current school year marks a slight growth
of 1.4% over the previous year (ibid.). Table 5 shows the increase in the school

enrolment of students with ‘non-Italian citizenship’ (NIC) in the last fourteen years.

Table 5. Students with Non-Italian Citizenship (NIC) within Italian Schools

Academic NIC students Early Years  Primary Lower Upper
Year Secondary Secondary
School School
2001/2002 196, 414 39,445 84,122 45,253 27,594
2002/2003 239,808 48,072 100,939 55,907 34,890
2003/2004 307,141 59,500 123,814 71,447 52,380
2004/2005 370,803 74,348 147,633 84,989 63,833
2005/2006 431,211 84,058 165,951 98,150 83,052
2006/2007 501, 420 94,712 190,803 113,076 102,829
2007/2008 574,133 111,044 217,716 126,396 118,977
2008/2009 629,360 125,092 234,206 140,050 130,012
2009/2010 673,800 125,092 234,206 140,050 130,012
2010/2011 710,263 144,628 254,653 157,559 153,423
2011/2012 755,939 156,701 268,671 166,043 164,524
2012/2013 786,630 164,589 276,129 170,792 175,120
2013/2014 802,844 167,650 283,233 169,780 182,181
2014/2015 814,187 167,980 291,782 167,068 187,375

(Published by ISMU, 2016)

When considering the growth in the number of students enrolled in various school
levels in the last fifteen years, it is important to consider that such growth has been
particularly significant in the upper secondary school, as Table 5 highlights, while for
early years and primary education the increase occurred at a pace similar to that of the
entire migrant school population (ISMU, 2016). If for a long time statistical data has
underlined the absence of children ‘with non-Italian citizenship’ in upper secondary
education, when comparing it with the over-representation of the migrant student
population in early years, currently this situation has changed due to the rise in the
number of the second generation children (i.e. born in Italy from migrant parents) in

the education system (ibid.).
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In the academic year 2014/2015, the main countries of origin of migrant children in
Italian schools are Romania with a total of 157,153 pupils, followed by Albania with
108,331 students, and Morocco with 101,584 students. Other significant presences are
the Chinese students (41,707) and Filipinos (26,132) (ISMU, 2016). In early years
education most pupils are from Bangladesh (27.1%), Morocco (25.8%) and Egypt
(23.8%). In primary schools, in addition to Bangladesh (43.2%), and Egypt (39.6%),
there are students from Pakistan (40.1%) and India (39.5%). Within Italian lower
secondary schools there are many pupils from China (24.7%), Macedonia (24.4%)
and the Philippines (24.1%). Finally, at the upper secondary school level there are
numerous Eastern European students (e.g. 39.4% Ukrainians and 38% Moldavians),
and Latin Americans (e.g. 34% Peruvians and 33.9% Ecuadorians) (ISMU, 2016).

Interestingly, the countries of origin of the pupils ‘with non-Italian citizenship’ in
lower and upper secondary school levels are different from the countries of origin of
young unaccompanied migrant children or unaccompanied asylum seeking and
refugee children. This is because, as the analysis chapters of this thesis will
demonstrate, unaccompanied migrant children and unaccompanied asylum-seeking
and refugee children are ‘advised’ to attend Italian classes (L2) and a specific course
to get the middle school diploma (Terza Media) in ‘segregated’ public institutions,
organized to provide adult education for all - but as a matter of fact the attendance of
migrants outnumbers that of Italians-, also known as Centri Territoriali Permanenti

and more recently renamed Centri per I'Istruzione degli Adulti (C.P.1.A).

As highlighted by the ISMU (2016) report, there are no accurate national and local
demographic data on the numbers of unaccompanied migrant children and on
unaccompanied children seeking asylum attending Italian schools. Only some data
gathered at the local level, in regions such as Tuscany and Lombardia, are available.
In Tuscany, the data of the Regional Office of Education and the University of
Florence demonstrates that there are approximately 112 unaccompanied children
enrolled in the schools across the region. However, it is not clear whether they are
asylum seekers or refugees (ISMU, 2016). The research conducted by the Regional
Office of Lombardia reveals that in the academic year 2015/2016 there are 281

unaccompanied children in Milan’s school, and the majority of them have an age of
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16 and more. Also in this case, it is not clear if such students are seeking asylum or

whether they are refugees (ibid.).

In the Italian context, the lack of statistical data on unaccompanied forced migrant
children’s enrolment in public schools attests to the weak educational arm of Italy.
Such phenomenon might also be due to the fact that teachers, head teachers and
school staff are not aware, for privacy reasons, of the children’s migratory status,
unless it is the child who communicate it openly, which hardly happens.
Consequently, school personnel in Italy struggle to take into proper consideration the
effects of extreme trauma on refugee children’s learning process, and consequently do
not seem to be able to develop inclusive teaching and learning practices. As the
analysis of the data gathered for the present research shows, this is caused by a serious
lack of teacher training on the schooling of asylum seeking and refugee children, and
the lack of constant communication between schools and refugee agencies at the local
level. Of course, such a superficial approach to the education of forced migrant
children might have disastrous effects on their learning experience as well as on their

future integration within the Italian society.

2.2.3 Migrant and Forced Migrant Children in Rome’s Schools

Statistical data from the academic year 2011/2012 to 2014/2015 shows how Rome is
the first city for the number of migrant students enrolled in local schools (Programma
Integra, 2013; ISMU, 2016). In the academic year 2014/2015 the number of migrant
pupils was of 40,000 approximately, and Rome was followed only by Milan (over
36,000 students) and Turin (over 23,000 students) (ISMU, 2016). Taking into
consideration the percentage of incidence of students with ‘non-Italian citizenship’
born in Italy, and students ‘with non-Italian citizenship’ (NIC) newly arrived to Italy,
we see that Rome has a low incidence of students “with non-Italian citizenship” newly
arrived and a high incidence of second generation students (i.e. students with “non-

Italian citizenship” born in Rome) (ibid.).

Data gathered by the Italian Ministry of Education (MIUR), and re-elaborated by
Programma Integra in 2012, show how in the city of Rome, the percentage of migrant

students for the academic year 2010-2011 is bigger in primary and lower secondary
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school, where it is around 9%, while it lowers to the 7. 4 % in upper secondary school

level (Programma Integra, 2013). Table 6 shows this tendency in more detail.

Table 6. Percentages of 'Students with Non-Italian Citizenship (NIC) in Rome - 2010/2011

School Level N° Total Students N° NIC Students
Primary 122,395 11,720

Lower Secondary School 75,657 7,231

Upper Secondary School 121,430 8,984

Total 319,482 27,935

(Data elaborated by MIUR and re-elaborated by Programma Integra, 2013)

In the academic year 2014/2015, the percentage of students with ‘non-Italian
citizenship’ (NIC) in Rome enrolled in early years education is of 18.4%. Primary
education level holds the highest percentage of NIC students with 34.9% of
enrolment, while lower secondary school sees 20.3% and upper secondary education
26. 3% (ISMU, 2016).

For what concerns the countries of origin of NIC students in Rome’s schools, the
majority come from Romania, and they constitute the 30% of the total NIC students
enrolled (ISMU, 2016). Students from the Philippines are the second larger group in
Rome, with just above the 11% of the total. While Bangladeshi students have had a
significant presence in the academic year 2014/2015 with a percentage of 5.4% of the

total, as Table 7 indicates.
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Table 7. Countries of Origin of 'Students with Non-Italian Citizenship (NIC) in Rome's Schools -

2014/2015
Rome
Romania Philippines Bangladesh Peru
Absolute Value | 11,196 5,065 2,161 2,006
% 28.0 12.7 5.4 5.0

(Published by ISMU, 2016)

Even the data gathered by ISMU in 2016 for the city of Rome, do not seem to account
for the unaccompanied migrant children and asylum-seeking and refugee children in
Rome, as their nationalities, showed earlier in this chapter, do not features in the
above tables. As a consequence, it seems rather difficult to speculate on the
percentage of newly arrived migrant and forced migrant children in Rome’s school, or
to estimate a difference between those enrolled in mainstream schools and those in the
CI.PI.A (ISMU, 2016, but see also Programma Integra, 2013).

2.2.4 Reception, Social and Educational Integration of Unaccompanied Migrant and
Unaccompanied Children Seeking Asylum in Rome

The reception system for unaccompanied migrant and forced migrant children in
Rome has a fairly complex structure, and it is characterized by various kinds of
centres that perform different functions and roles, according to the degree of
‘autonomy’ that it is allowed to the children host in them (Programma Integra, 2013).
Figure 1 represents briefly the various stages that constitute a prototype of reception
of unaccompanied migrant and forced migrant children in Rome, from the very first
contact with the Police and with the refugee agencies. It is important to note that
reception begins with the first contact that unaccompanied minors have with the
services (ibid.). The first contact might happen in different ways. For example, the
Italian Police can signal the minor to the services, another form of access to the
services is through children’s spontaneous presentation or through the signaling of
private entities (e.g. citizens or organizations). A crucial role in this ‘signaling’ stage
is played by agencies that have a street unit, and that initiate the very first relations
with unaccompanied children, who have not yet entered the formal reception system
(Programma Integra, 2013).
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Following the first contact with the Italian Police, and in the cases in which the
children are undocumented, come the identification procedures. Such procedures
entail for example age assessment, which is carried out through specific medical
practices that —in the case of Rome- take place in public hospitals. Once the
identification procedures are over, unaccompanied children should be taken in a
“protected center”. Thus, their presence is signaled to Rome social services (Sala
Operativa Sociale, Dipartimento Promozione dei Servizi Sociali e della Salute di
Roma Capitale), which acquire all the data pertaining to the children (Programma
Integra, 2013). The social services are in charge to find for unaccompanied children a
place in a “first reception” center that has space available for them (ibid., p. 159). In
the area of Rome, there are four “first reception” centers for unaccompanied minors,
for a total of 123 places that established a partnership with private social

organizations.
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Figure 1. Unaccompanied Migrant and Forced Migrant Children's Reception in Rome
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During the first stage of reception, unaccompanied minors are invited to take part in
an interview with a social worker and a cultural mediator. This interview seems
crucial for the reception pathway, as it tries to reconstruct the biographical history of
unaccompanied minors, and helps evaluating whether they would have the possibility
to apply for asylum. After such interview, and as a result of a complex and often
lengthy bureaucracy, unaccompanied children are given a legal guardian who is
usually the mayor of the city where they reside (Programma Integra, 2013). The
mayor then nominates social workers of the centers hosting them to carry out legal
and administrative duties related to unaccompanied migrant children. After gaining an
identity card, unaccompanied children can request a residence permit or — where
applicable- they could demand international protection. While sorting out such legal
bureaucracy, unaccompanied minors in first reception centers can participate in Italian

language courses (L2).

When the conditions for the first reception are satisfied, and the children have
obtained their residence permit, then they enter the second stage of reception, and as a
consequence they are transferred to foster care homes, where they are constantly
followed by social workers and other professionals, and they are expected to access
mainstream education, but following a specific and individualized educational plan
usually provided to pupils with Special Educational Needs (SEN), called Individual
Educational Project (IEP) (Programma Integra, 2013). This plan is structured in a way
that unaccompanied children could access education and get a school degree. This, in
turns, would help them in accessing the job market, and later they could be able to
change their permit into a working or a studying one. Once they reach 18, if they
demonstrate they are able to live autonomously, they are transferred in semi-
autonomous foster care home, which have a lower level of social and psychological

assistance (Programma Integra, 2013).

The above reception pathway is slightly different as regards young migrant children
arriving in Italy at an age close to adulthood. In such cases, they are hosted in what
are defined as “low threshold” centers, characterized by a great flexibility in relation
to access, and they are very much oriented to finding a job, rather than furthering their
education. This is because they have less time to convert their permit into one for

work or for studying (Programma Integra, 2013). Once the reception stages are
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completed, unaccompanied migrant and forced migrant children should be able, at
least in theory, to leave their lives ‘autonomously’. Despite leaving the reception
centers, many young adults are invited to maintain good relations with the social
workers and the professionals working in such centers, to receive help when needed

and to keep track of their integration progress.

The education of unaccompanied migrant and forced migrant children has been
largely interpreted as the project to acquire transferrable skills that would render them
more competitive within the Italian job market, increasing their possibility to be
employed in high-skilled jobs, thus limiting their possible recruitment and exploitation
in illegal or low paid jobs (e.g. Programma Integra, 2013, my emphasis). As far as
Italian policies are concerned, unaccompanied migrant children have their right to
compulsory education recognized by art. 38 of the Testo Unico sull’ Immigrazione,
which establishes that “all the foreign children within Italian territory are subject to
compulsory education, all the provisions established by the right to education, access
to educational services and full participation in the life of the school community apply
to them” (in Programma Integra, 2013, p. 178). In addition, art. 45 of the Decree of
the President of the Republic — DPR 394/1999- affirms that unaccompanied migrant
children in Italy are subject to compulsory education regardless of the regularity of
their residence permit and migratory status, and without any forms of discrimination

compared to the Italian citizens (ibid.).

Practically, unaccompanied migrant children education starts when they are under the
protection of social services, and can entail access to mainstream compulsory
education or a more ‘focused’ professional training. For what concerns access to
compulsory education, unaccompanied minors have two options depending on their
age: if they are under 16 years old, they can access mainstream lower secondary
schools, but if they are more than 16 years old then they have to enroll to the CI.PLA.
Following this stage, unaccompanied children can attend upper secondary schools of
various types, but in order to access ‘easily’ the job market, they are advised —usually
by social workers in foster care homes- to attend professional and vocational schools.
According to the social workers and the professionals, professional and vocational

training seems more suitable for unaccompanied minors as it allows them to enter
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quickly the job market — theoretically speaking (Catarci, 2011; Catarci, Fiorucci,
2015; Programma Integra, 2013).

2.3 Migrant and Forced Migrant Children with a Disability

Data on students with ‘non- Italian citizenship’ with a disability enrolled in Italian
public schools began to be collected in the academic year 2007/2008, following the
start of a comparative European project on inclusive education run by the European
Agency for Development in Special Needs and Inclusive Education (ISMU, 2014).
Importantly, Italian statistical data gathered by the Ministry of Education and shared
in the ISMU’s reports (2014; 2016) tend to consider as “students with disability” only
those who have a certified disability — whether visual, auditory, physical or mental,
leaving outside all those unaccompanied forced migrant children who —as the analysis
chapter of this thesis will show- have been diagnosed with a disability but that has not
been promptly certified, due to the lengthy bureaucratic processes to access health
services. It is also important to highlight that when mentioning “migrant students with
a disability” within the statistical reports, the Italian Ministry of Education considers
only those students with a physical disability. Learning disabilities and emotional
disturbances are usually identified as Special Educational Needs (SEN) (or Bisogni
Educativi Speciali- BES) (ISMU, 2014). As we will see in chapter eight while
physical disability might have an impact on the individual life of the students, their
categorization as SEN might impact their educational experiences; however both
processes of “disabling” and “SENitizing” have significant consequences on the daily

lives of forced migrant students in the host society.

In the academic year 2014/2015, the total number of students ‘with non-Italian
citizenship’ is of 233,486, with an increase of 4,805 students compared to the
previous school year (ISMU, 2016). The average incidence of pupils with a disability
and with “non-Italian citizenship” on the total of students with disability is of 12%
(+0.4% compared to the previous year). The highest percentage of disabled students
‘with non-Italian citizenship’ can be found in early years education (15.2%), followed
by primary education (13.8%), and middle school (12.6%). However, the highest
number in absolute values is in primary education, with 11,864 units (ISMU, 2016).
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The most significant increase in this academic year has been detected at the level of
secondary school, where there has been a shift from 3,975 to 4,546 presences (+571).
In state school the incidence is of 12.1%, while in the private sector is of 11.3%
(ibid.). As Table 8 shows, disabled pupils with ‘non-Italian citizenship’ are distributed
for the 94% in state schools, while for the 5.9 % in private schools in the academic
year 2014/2015.

If one examines the presence of students with ‘non-Italian citizenship’ with disability
in the various Italian regions, it is possible to note that Lombardia comes first with
8,396 children, while Lazio — where Rome is located- follows in the fourth place with
2,699 children (ISMU, 2016).

As noted previously, the above data do not indicate clearly whether these disabled
students with ‘non-Italian citizenship’ are second-generation migrants, or asylum
seekers or refugees. Therefore, it is not possible to speculate on the numbers or
percentages of forced migrant children with a disability. However, it seems crucial to
note that since the beginning of the data collection for this specific group of learners
in the academic year 2007/2008, there has been a remarkable increase of pupils with
‘non-Italian citizenship’ with disability: from 11,760 to 28,117 (ibid.). According to
the ISMU (2016) report, the reasons for such steady increase are many: the fact that
students with ‘non-Italian citizenship’ with disabilities attend school for a greater
number of years, following the extension of compulsory education; there is also a
tendency of such students to attend school beyond the compulsory education period,;
the disability diagnosis might be more accurate and it seems possible that
“phenomena that could not be diagnosed previously, today can be detected” (p. 40). It
should be noted, though, that according to the medical professionals participating in
this research, the diagnostic material for certain disabilities does not seem to be
culturally or linguistically appropriate for children coming from different
backgrounds. Thus, as the data presented in this thesis will show, all these
explanations given by the Ministry of Education’s ISMU report of 2016 do not offer a
justification to the sharp increase of disability certification of migrant and forced

migrant children, or students ‘with non-Italian citizenship’.
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Table 8. Percentage Distribution of Students with Non-Italian Citizenship with Disability by
School Level- 2014/2015

Disabled Students with Non-Iltalian

Citizenship
School Levels State Private
Early Years® 69.7 30.3
Primary School 97.2 2.8
Middle School 97.3 2.7
Secondary School 98.5 1.5
Total 94.1 5.9

(Published by ISMU, 2016)

2.4 Integrazione Scolastica and Intercultural Education: Education Policy
Response to Diversity

Italian policies and provisions related to inclusive education of marginalized groups of
learners seem to keep a double focus: on one side, the disability and special
educational needs issues, on the other side questions of culturally diverse background,
migrant, forced migrant and “second generation” children falling under the umbrella
of intercultural education. Despite the universalistic and comprehensive character of
the internationally celebrated policy of Integrazione Scolastica, passed in 1977 with
the aim of dismantling special schooling in Italy, up to the present day Italian
educational scholars and policy makers seem to maintain this double focus within
inclusive education and have not yet adapted, both in the policy and in the practice,

and interdisciplinary and intersectional approach.

As D’Alessio (2011) rightly argues in her book Inclusive Education in Italy: a critical
analysis of the policy of Integrazione Scolastica, which critically examines the
historically ground-breaking Italian policy through the lens of the social model of
disability, amongst the many challenges that inclusive education has to face is the
struggle against discrimination and exclusion, in particular, the macro-exclusions

which are inherent in special education in segregated settings and the various forms of

13 Among the private early years schools, the Ministry considers also those managed by the
municipality, thus public as a matter of fact. Public early years schools are normally referred to as state
schools.
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micro-exclusion perpetuated in both ‘special’ and ordinary settings. Many education
systems in Europe and in the world still place some groups of students outside the
mainstream system; the decisions about placement are often made on the basis of
students’ physical and intellectual impairments or cultural and social differences, and
they deny some students their right to education with their peers (D’Alessio, 2011).
Since 1977, Italy took a different direction, and despite the difficulties arising from
systemic constraints and the lack of research and resources, the country passed such a
piece of anti-discriminatory legislation. As a consequence of the application of
Integrazione Scolastica, all students are welcomed into their neighborhood schools
regardless of socio-economic background, physical and intellectual impairments, or of
any other selective organization designed to segregate and exclude (D’Alessio, 2011).
At the same time, special schools have dramatically decreased in number and have
been almost completely dismantled. Moreover, since the passing of this policy,
teaching and learning procedures in ordinary schools have sought to respond to all
students’ requirements, in particular by drawing upon specialized forms of pedagogy
and teaching methods (ibid.).

Integrazione Scolastica seems to create an ideal context - legislative, educational,
pedagogical and social- for the development of inclusive education. This is
particularly evident when it is compared to other policy contexts in Europe, in which
segregated education is sometimes the only available option for disabled students
(D’Alessio, 2011). Italy’s decision to adopt this policy was part of a wider educational
policy of “comprehensiveness” whose purpose was to break the reproduction of
inequalities through a selective education system (such as the Fascist education
system). At the same time, this policy was part of the post-war reconstruction, which
aimed to maintain the political unification of the newly reformed state. However,
during the 1970s, the education system was not ‘ready’ to embrace the broad diversity
of students because of the limited amount of research available and the lack of
resources and of opportunities for professional development for teachers (D’Alessio,
2011). It is not surprising that, when the legislation on Integrazione Scolastica was
passed in 1977, situations arose in which some disabled students were placed in
unprepared school settings (ibid.). This testifies that the choice to integrate did not
arise from research in education, but as part of a wider political discourse that requires

further investigation. As Oliver (1990) would affirm, many scholars have engaged

36



with issues of segregation and the concomitant development of special education as a
means of social control and as a way of increasing or maintaining the power of
professional experts, but they have only peripherally investigated the theory and
practice of integration.

As such, under a critical analysis Integrazione Scolastica appears to be an essentially
un-problematic and perfectly designed top-down initiative that led to the development
of inclusive education. It seems to be considered merely as a technical “debate about
the quality of educational provision” and “divorced from the views of disabled people
themselves” (Oliver, 1996, p. 82-83), as such a tradition leaves education systems and
mainstream schools unquestioned. D’Alessio (2011) affirms that although some
research was conducted to demonstrate the validity of the policy from a pedagogical,
social and economic perspective, the policy of Integrazione Scolastica appears to be
the result of the fusion — or the hegemonic bloc — of different social groups. They
were used to support the ruling groups’ major interests and to maintain the status quo
of the newly born state against possible perils, as exemplified by the social upheavals
of the 70s (D’Alessio, 2011). The interests of ruling groups — for example State and
Church- were transferred and shared by different lobbies — teachers, psychologists,
educationalists, parents and disabled people, as the only possible alternative to
segregated education (ibid.). Subsequent legislative measures, such as the 1992
Framework Law, or the 1994 Presidential Decree, known as the Atto di Indirizzo, step
back from an ecological perception of the notion of disability, reaffirming the view of
disability as a personal problem, the hierarchical position of medical professional in
the certification of ‘handicap’ (term reported by the 94 Presidential Decree) and in
the implementation of Integrazione Scolastica. Despite these limitations, by acting as
a hegemonic bloc, the policy of Integrazione Scolastica managed to concretely
disseminate a philosophy of integration and to put an end to segregated education
throughout a divided country (D’Alessio, 2011). Despite the existence of a few
exemplars of special schools, nowadays almost all students attend local schools and
this is certainly one of the most important legacies brought about by the policy of

Integrazione Scolastica that needs to be acknowledged (ibid.).

Interculturalism has been at the center of the scientific debate, in the European

context, on how to manage cultural diversity in the education system and in society in
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the last 50 years. Intercultural education has been defined as promoting a dynamic
process of positive interaction between various identity groups of a society, calling for
an inherent interdependence beyond static descriptions and recognition of differences
(Gundara, 2003; Smith, 2003). Such notion originates from the attempt to address the
issues of cultural pluralism as a counter to assimilation, and aims to promote
understanding among different groups while seeking to value the contributions of
minority groups in mainstream society (Woyshner, 2003). The United Nations
Educational, Scientific and Cultural Organization (UNESCO) has defined
interculturalism as a dynamic concept which refers to evolving relations between
cultural groups. Interculturality presupposes local, regional, national or international
level (UNESCO, 2006). Three basic principles on intercultural education stem from
this definition:

- Intercultural education respects the cultural identity of the learner through the
provision of culturally appropriate and responsive quality education for all;

- Intercultural education provides every learner with the cultural knowledge,
attitudes and skills necessary to achieve full participation in society;

- Intercultural education provides all learners with cultural knowledge, attitudes
and skills that enable them to contribute to respect, understanding and
solidarity among individuals, ethnic, social, cultural and religious groups and
nations (UNESCO, 2006, p. 32).

Additionally, Gundara (2003) draws attention to a current major challenge of
intercultural education: addressing educational inequity. In a context of continuous
social change, intercultural education should contribute to addressing the many forms
of exclusion and marginalization, and developing policies that include disadvantages

from all communities (ibid.).

In the Italian context, the debate on interculturalism entered the academic world
during the 1990s, and first appeared in education policies with the publication by the
Ministry of Education of the Guidelines for the Reception and Integration of Foreign
Students (MIUR, 2006), and The Italian Way for Intercultural Schools and
Integration of Foreign Students (MIUR, 2007). The last is considered an advanced

document, still relevant and largely yet to be realized (Fiorucci, 2015). The document

38



outlines the essential general principles, which have inspired best practice in both
schools and in national and local regulations. These principles are:

- Universalism (application of the 1989 Convention on the Rights of The Child
to the Italian law);

- Common Schools (reference to Integrazione Scolastica, education in
mainstream settings for children from diverse cultural background);

- Centrality of the Person in Relation to Others;

- Interculturalism (Actions for integration — reception and insertion into the
school, Italian as a second language, relations with families, enhancement of
multilinguism-, Actions for intercultural interaction — intervention on
discrimination and prejudice, intercultural perspective in knowledge and
skills-, Actors and Resources — autonomy and networks among educational
institutions, civil society and territory, role of school directors, role of teachers

and non-teaching staff) (see Fiorucci, 2015).

Italian scholars in the field of intercultural education acknowledge that engaging in
intercultural education means working to identify, design and test the educational
teaching strategies most appropriate for encouraging a positive insertion of ‘foreign’
students in schools, and therefore in society (Catarci, Fiorucci, 2015). Thus particular
attention should be given by the teachers on the scholastic reception of pupils with
‘non-Italian citizenship’: this means acquiring information about the school system of
origin and pupil prior schooling and it means also providing information on the Italian
school system (Fiorucci, 2015). Teachers should encourage multilingualism and
promote the learning of Italian as a second language in mainstream educational
settings (ibid.). Knowledge thought in school, and thus the curriculum and
schoolbooks should be revised and reinterpret to be less Eurocentric and give space to
other cultural perspectives. Lastly, significant investment is needed to provide
teachers with intercultural training, and to extend their knowledge of an
anthropological, sociological, pedagogical, linguistic, psychological nature (Fiorucci,
2015). These are all essential actions to be realized, but schools and social educational
services cannot be left alone in this task (MIUR, 2006). This involves provision of the
necessary conditions to ensure that all the individuals achieve the same rates of

academic success.
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As the research presented in this thesis intend to show, so far intercultural education
actions and strategies have not yet significantly reduced educational inequalities of
migrant and especially forced migrant students, and indeed they have not served to
contrast the phenomenon of the over-representation of migrant and forced migrant
students in Special Educational Needs, and other disability category. Besides
reinforcing processes of micro-exclusion within the classroom and the school
environment and focusing mainly on one identity marker (i.e. cultural diversity),
intercultural education have failed to address significantly the color-blindness or
color-evasiveness (see Annamma et al., 2016) of contemporary educational policies
related to ‘foreign’ or pupils with ‘non-Italian citizenship’, thus leaving largely
untouched the unbalanced power relations lurking behind the elitist character of the
Italian citizenship. Lastly, the actions so far taken by supporters of intercultural
education within Italy have not contributed to eradicate discrimination and
microforms of racism that, importantly, characterized the professionals operating in

refugee agencies and educational services in Rome.

Such criticism of intercultural education in Italy extends to the European context, and
reverberates the contemporary crisis of both Interculturalism and Multiculturalism on
a global scale (Leonardo, 2012; Tarozzi, Torres, 2016). In their recent book Global
Citizenship Education and the Crises of Multiculturalism, exploring a transformative
social justice education as a new paradigm to deal with difference, Tarozzi and Torres
(2016) raise criticism about an intercultural education approach on practical, political
and cultural levels. The latter critical point, in particular, raises very crucial issues
according to the authors: the risk of culturalism, the narrow-minded ideology
considering cultures as separated universes, compact and stable over time and space
that encapsulate univocal individuals (Tarozzi, Torres, 2016). Additionally, the
authors compare multicultural and intercultural education policies and discourses,
prevailing respectively in the U.S.A and in the E.U. From this comparison, equality
and difference emerge as conceptually alternative and mutually exclusive in political
discourse. This impasse should be assumed in its controversial complexity and never
reduced in simplifying positions (ibid.). According to the authors, it can be developed
within the theoretical notion of democratic, plural and active citizenship, which is

conceivable only on a supranational level (Tarozzi, Torres, 2016).
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In full consciousness of recent tensions and critical aspects of Intercultural and
Special Education, both at international and nationals levels, this study intends to
make a more radical move towards the application in the Italian context of an
intersectional and interdisciplinary framework such as Disability Critical Race Theory
(DisCrit) may offer new and more radical way to dismantle educational inequalities of

forced migrant students and to really promote their inclusion in Italian society.

2.5 Conclusion

In this chapter, | have provided an overview of the data concerning the presence of
migrant and forced migrant students in Italy, and more specifically in Rome. | have
outlined the policy context with regard to unaccompanied migrant and forced migrant
children’s access to services and particularly to education. I have shown how current
policies tend to categorize ‘foreign’ children, without specifically focusing on the
social and educational needs of unaccompanied asylum-seeking and refugee children.
I have also noted that Integrazione Scolastica or Intercultural Education policies deal
with diversity in education focusing mainly on one identity marker of marginalised
students (either disability or migration status), without adopting an intersectional and
interdisciplinary approach, despite their universalistic scope. In reviewing these
policies, a medicalized perception of disability and a colorblind approach have
emerged, thus leaving questions of educational inequalities and social mobility of
unaccompanied forced migrant children with a disability substantially unresolved in
the Italian context. | have also noted how there has been inadequate examination of
normalizing processes of racism and ableism in these policy documents and | have
argued for the necessity of the application of a more radical intersectional approach
such as Disability Critical Race Theory (DisCrit). Thus, the next chapter will focus on
reviewing theoretical frameworks forged at grassroots level by Black and Minority
Ethnic people (referred also as “people of color” in the U.S. context), and people with
disability.
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Chapter Three: The Research on Intersectionality, ‘Race’ and
Dis/ability in Education

“Our notions of race (and its use) are so complex that even when it fails to
“make sense” we continue to employ and deploy it. I want to argue, then,
that our conceptions of race, even in a postmodern and/or postcolonial
world, are more embedded and fixed than in a previous age. However, this
embeddedness or “fixed-ness” has required new language and constructions
of race [...]. Conceptual categories like “school achievement”, “middle
classness”, “maleness”, “beauty”, “intelligence”, and “science” become

EEINT3

normative categories of whiteness, while categories like “gangs”, “welfare
recipients”, “basketball players”, and “the underclass” become the
marginalized and de-legitimated categories of blackness. [...] In a racialized
society where whiteness is positioned as normative, everyone is ranked and

categorized in relation to these points of opposition.” (G. Ladson-Billings,
1998, p. 9)

3.1 Introduction

The chapter presents theoretical frameworks forged at grassroots level by Black and
Minority Ethnic people (referred also as “people of color” in the U.S. context), and
people with disabilities to counter hegemonic knowledge-claims about the meaning of
‘race’ and disability in education and in society, and to analyze some of the most
entrenched educational inequities from an intersectional standpoint. I commence with
Critical Race Theory in Education, to set the stage for what a critical analysis of ‘race’
and education looks like. | then consider intersectionality as a new theoretical model
to understand, analyze and engage with difference, and the contribution that can be
made to such conceptual framework by Judith Butler’s notion of subjectivation and
performative politics. The last section of the chapter addresses the genesis of
Dis/ability Critical Race Theory (DisCrit), simultaneously engaging with the fields of
Disability Studies (DS) and Critical Race Theory (CRT) in order to recognize the
multiple dimensions of individuals and the systems of oppression and marginalization
in which they survive, resist and thrive. Finally, | end up by locating the current study

in relation to others in the field, especially in the Italian context.
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3.2 Critical Race Theory in Education

Critical Race Theory (CRT) began as a movement in U.S. legal circles in the late
1970s and was inspired by the need to study and transform the relationship among
‘race’, racism and power. The movement started by considering many of the same
issues that conventional civil rights and ethnic studies discourses take up, but placing
them in a broader perspective that includes economics, history, context, group- and
self-interest, and even feelings and the unconscious (Delgado, Stefancic, 2001,
Delgado, 2008). Unlike traditional civil rights literature, which embraces
incrementalism and step-by-step progress, Critical Race Theory questions the very
foundations of the liberal order, including equality theory, legal reasoning,
Enlightenment rationalism, and neutral principles of constitutional law. This new
approach seemed necessary to cope with the more subtle forms of institutional and
unconscious racism that were emerging and a public newly indifferent (‘color blind’)
to matters of ‘race’ (Delgado, Stefancic, 2001). Critical Race Theory builds on the
insights of two previous movements, critical legal studies and radical feminism. It
also draws from certain European philosophers and theorists, such as Antonio
Gramsci and Jacques Derrida, as well as from the American radical tradition
represented by figures such as Frederick Douglass, W.E.B. Du Bois, Cesar Chavez,
Martin Luther King Jr., and the Black Power and Chicano movements of the sixties
and early seventies (Delgado, Stefancic, 2001; Gillborn, 2006b). From critical legal
studies, CRT borrowed the idea of legal indeterminacy — the idea that not every legal
case has one correct outcome. Instead, one can decide most cases either way, or
interpreting one fact differently from the way one’s adversary does. CRT also built on
feminism’s insights into the relationship between power and the construction of social
roles, as well as the unseen, largely invisible collection of patterns and habits that
make up patriarchy and other types of domination (Delgado, Stefancic, 2001).

Despite its name, CRT is not so much a theory as a perspective. That is, CRT does not
offer a finished and exclusive set of propositions that claim to explain precisely
current situations and to predict what will occur under a certain set of conditions in
the future. Rather, it is a set of interrelated beliefs about the significance of
‘race’/racism and how it operates in contemporary Western society (Gillborn, 2006a).

Tate (1997, p. 235) describes it as “an iterative project of scholarship and social
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justice”. Unlike antiracism, a series of key elements (perspectives and insights) can be
taken as largely representative of a distinctive CRT position (Gillborn, 2006a). In
addition, there is a series of more specific methodological and conceptual tools that
are often used by CRT writers but whose presence in a study is neither sufficient nor
necessary to identify it as part of CRT in education. Gillborn (2006a) uses this
distinction between defining elements and conceptual tools as a heuristic device,
meant to help clarifying thinking about the shape of CRT as an approach. As more
scholars add to the tradition and priorities alter, it is likely that certain features may
change in status, or disappear, while new aspect might be added. However, as
Gillborn (2006a) argues, presenting defining elements and conceptual tools of CRT
separately, is a useful strategy that builds on a wide range of existing approaches. The
CRT defining elements are:

e Racism as endemic, “normal”, not aberrant nor rare: deeply ingrained legally
and culturally;

e Crosses epistemological boundaries;

e Critique of civil rights laws as fundamentally limited,

e Critique of liberalism: claims of neutrality, objectivity, colour-blindness and
meritocracy as camouflages;

e Call to context: challenges ahistoricism and recognizes experiential knowledge

of people of colour.

The CRT conceptual tools are:

e Story-telling and counter-stories (e.g. Use of narrative and (auto)biography to
challenge mainstream assumptions);

e Interest convergence (i.e. White elites will tolerate or encourage racial
advances for Blacks only when such advances also promote White self-
interest) (Bell, 1980);

e Critical White Studies (e.g. Deeply critical and radical nature of questioning
Whiteness, that is deconstructing the taken-for-granted myths and assumptions

that circulate about what it means to be, and not be, a “white” person).
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The starting point of CRT is a focus on racism, and in particular, on its central
importance in society and its routine (often unrecognized) character. As Delgado and
Stefancic (2000) argue:

“CRT begins with a number of basic insights. One is that racism is normal,
not aberrant, in American society. Because racism is an ingrained feature of
our landscape, it looks ordinary and natural to persons in the culture. Formal
equal opportunity — rules and laws that insist on treating blacks and whites
(for example) alike- can thus remedy only the more extreme and shocking
forms of injustice, the ones that do stand out. It can do little about the
business-as-usual forms of racism that people of color confront every day
and that account for much misery, alienation, and despair.” (p. xvi)

In this way, CRT argues that racism is “endemic in U.S. society, deeply ingrained
legally, culturally, and even psychologically” (Tate, 1997, p. 234). Importantly, the
term “racism” is used not only in relation to crude, obvious act of ‘race’ hatred but
also in relation to the more subtle and hidden operations of power that have the effect
of disadvantaging one or more minority ethnic groups (Gillborn, 2006a; Leonardo,
2012). Thus, this is a more radical approach than many liberal multiculturalists are
comfortable with.

CRT is frequently criticised for taking a dismissive stance on the advances achieved
by the U.S. civil rights movement at enormous human cost. This, however, misreads
CRT. As Crenshaw (1995) argues:

“Our opposition to traditional civil rights discourse is neither a criticism of
the civil rights movement nor an attempt to diminish it significance [...] we
draw much of our inspiration and sense of direction from that courageous,
brilliantly conceived, spiritually inspired, and ultimately transformative mass
action.” (p. xiv)

Furthermore, CRT’s critique of liberalism springs from its understanding of racism
(as wide-ranging, often hidden and commonplace) and its frustration with the inability
of traditional legal discourse to address anything except the most obvious and crude
version of racism (Gillborn, 2006a). As already noted, CRT’s principal concern is
with “the business-as-usual forms of racism” that are “normal” in society, not with the
few exceptional cases of obvious discrimination “that do stand out” (Delgado,
Stefancic, 2000, p. xvi). CRT not only criticizes the inability of traditional legal

discourse to deal with such complex and comprehensive racism; it goes further by
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viewing legal discourse as one of the prime means by which such a critical

perspective is denied legitimacy and the status quo is defended (Crenshaw, 1995).

CRT’s criticism of meritocracy and related notions such as objectivity and colour-
blindness are not a rejection of them in principle but a criticism of their raced effects
in practice. It is simply and demonstrably the case that these notions, despite their
concerns for equity and justice, operate as a mechanism by which particular groups
are excluded from the mainstream (be it in relation to legal redress, employment, or
educational opportunities) (Gillborn, 2006a). Tate (1997) concludes that the CRT
approach “challenges a-historicism and insist on a contextual/historical examination
of the law and a recognition of the experiential knowledge of people of colour” (p.
235). This relates to what Richard Delgado calls “call to context”: an insistence on the
importance of context and the detail of the lived experience of minoritized people as a
defence against the colour-blind and sanitized analyses generated via universalistic

discourses (Delgado, Stefancic, 2000).

Although CRT began as a movement in the law, it has rapidly spread beyond that
discipline. At present, many in the field of education consider themselves critical race
theorists who use CRT’s ideas to understand issues of school discipline and hierarchy,
tracking, controversies over curriculum and history, and 1Q and achievement testing
(Delgado, Stefancic, 2001). In 1995, an article by Gloria Ladson-Billings and William
F. Tate in the Teachers College Record set out the first steps toward taking a CRT
perspective and thinking through its possible application and insights within the field
of education (Ladson-Billings, Tate, W. F. IV, 1995). Both authors have refined their
views in subsequent work (e.g. Ladson-Billings, 1998, 2013; Ladson-Billings,
Donnor, J., 2005; Tate, 1997), and a new wave of radical scholars have begun to take
the perspective forward in novel ways and in relation to different issues and a wider
range of minoritised groups (e.g. Dixon, 2005; Parker, 1998).

CRT in education (like CRT in the law) has mainly focused on the United States.
However, there is no reason why the underlying assumptions and insights of CRT
cannot be transfer usefully to other (post-) industrial societies, such as the United
Kingdom, Europe and Australasia (Gillborn, 2006a). As a matter of fact, CRT

complements much of the work that critical antiracists have pursued in places like
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Britain and Australia, but also offers an advance on current antiracist perspectives for
a number of reasons, not least its clarity about the development and application of key
concepts (Gillborn, 2008). In the chapter “Critical Race Theory beyond North
America”, which has anticipated the book Racism and Education. Coincidence or
Conspiracy? officially introducing CRT in the European context, David Gillborn
(2006a; 2008) considers CRT promises for critical antiracist scholarship on both sides
of the Atlantic, and especially in the British context. Gillborn (2006a) believes that
CRT offers a way to describe what is characteristically antiracist about an “antiracist”
analysis; and second, to offer a suitable starting point for further explorations in

educational theory, policy and practice.

Gillborn’s (2006a; 2008) argument on the need of CRT for antiracists is motivated by
the long historical tradition of antiracism in Britain, which at present seems to have
assumed the character of empty rhetorical device in educational policies and to have a
weak critical character of scholarship that addresses racialized inequalities in practice.
Antiracism in Britain arose as much from a critique of liberal multiculturalism as it
did from an analysis of the racist nature of the state. Academics played a vital role,
but so did committed teachers and activists struggling to effect change in a wide
variety of ways (Coard, 1971; Gilroy, 1987; Mullard, 1984; Tomlinson, 1984).
Antiracism established its credentials by exposing the deeply conservative nature of
approaches that struck liberatory postures but accepted the status quo and frequently
encoded deficit perspectives of black children, their parents and communities
(Gillborn, 2006a). The most influential antiracist examples were Carby’s corrective to
colorblind white middle-class feminism (Carby, 1982), and Mullard’s analysis of the
assimilationist basis of multicultural education (Mullard, 1982). In education, this
trend was perhaps at its strongest and most sustained in the work of Troyna (1984;
1987; 1988; 1992; 1993). Initially seduced by the ideology of multicultural education,
Troyna emerged as one of the most steadfast critics of multiculturalism and the most

prominent advocate of antiracist education (Gillborn, 2006a).

The absence of an antiracist “orthodoxy”, as Sivanandan (1988, p. 147) calls it, in
Britain can be a source of strength, as racism takes many forms, and so antiracism
must be flexible and constantly adapt. However, as Gillborn (2006a) affirms, the

absence of a dogmatic “manual” on antiracism does not require the avoidance of all
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attempts to systematize our critical approaches and conceptual starting points.
Unfortunately, continues the author, awareness of the multifaceted and constantly
changing nature of racism may have led inadvertently to a failure properly to
interrogate conceptual history and theoretical frameworks (ibid.). Thus, Gillborn
(2006a) concludes that CRT offers a systematic approach to antiracist theory and
practice, especially in education, as it combats “policy rhetoric beneath the skin of
public multiculturalism” (p. 244). Despite the rhetoric of antiracism that features in
the official multicultural policy pronouncements, it appears that the British education
system has a long way before it even complies with the basic of existing race equality
legislation (ibid.). As Gillborn righly argues, asserting our antiracist intentions means
nothing if we leave unchanged the dominant systems of testing, the curriculum,
teacher education, and the punitive inspection regimes that penalize schools serving
working class and minority communities. Lastly, Gillborn (2006a) argues that CRT in
Britain would ensure that antiracist scholarship resists the pressure to become a

reformist perspective and retains a radical, critical edge.

Applied to the field of education, CRT insists on the complete racialization of the
educational enterprise such that ‘race’ is no longer only a variable to be plugged into a
research study but rather a dynamic that saturates the entire schooling process
(Leonardo, 2012). Whereas educators commonly think of ‘race’ as attached only to
issues of curricular transformation led by multiculturalism, CRT argues that race and
racism are implicated in every aspect of education. It is an ethos captured by Omi and
Winant (1994) phrase “racial formation”, Bonilla-Silva’s (2005) “racialized social
system”, or Mills” (1997) “racial contract”. The features of CRT mentioned above can
be applied to the field of education, in order to have a deeper and more radical
understanding of inequities. As Ladson-Billings and Tate (1995) argue, CRT is not
much incompatible with its predecessor, multiculturalism, but it represents its militant
form. After a two-decade head start, multiculturalism might be perceived as having
laid the groundwork based on which CRT would start its intervention (Leonardo,
2012). Having been a fledging discourse in education in the 1970s, multiculturalism
challenged Eurocentrism, arguing first for a more inclusive curriculum that
incorporated the achievements and contributions of non-European and non-White

groups. This was considered an unwelcomed act by pro-establishment scholars and
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educators, reaching the apex of its debate during the “cultural wars” of the 1990s

(Symcox, 2002).

By the end of the 1990s, multicultural thought reached common sense and the focus
was on the kind and amount of multiculturalism that schools should practice. Even
Euro-centrists on the Right, who argued for the centrality of the “dead White man” in
the official curriculum, did so through the language of diversity- that is, by including
White authors as part of the overall respect for difference (Leonardo, 2012; original
emphasis). Although this is not a statement about absolute victory for
multiculturalism, it speaks to a new stage in the struggle for ‘race’ representation in
education, particularly the moment when multicultural thought reaches common sense
(ibid.). The possibility of co-optation becomes real as diversity and difference are
accepted as the mantra of education. One might even go as far as suggesting that
multiculturalism has become hegemonic insofar as it is the dominant frame in

education.

As multiculturalism shifted from a rebellious discourse in education in the 1970s, to a
threatening movement in the 1980s and 1990s, and then an accepted educational
agenda by the 2000s it also gave birth to a reaction on the educational Left (Leonardo,
2012). In this sense, CRT does not represent a break from multiculturalism but rather
it is an extension and intensification within a colour-blind era, in which CRT in legal
studies was well prepared to intervene (Gotanda, 1995; Lopez, 2006). Banks was
sensitive to this development and included a chapter on CRT by Gloria Ladson-
Billings (2004) in the second edition of the Handbook of Research on Multicultural
Education. From other direction, the collection Critical Pedagogy and Race, a
dialogue between Critical Pedagogy and CRT, included a chapter by Banks on
multicultural education (Leonardo, 2012). In addition, the Handbook contains a
chapter by Sleeter and Bernal (2004) on anti-racism, critical multiculturalism, and
CRT. In this light, the difference between multiculturalism and CRT is not
insurmountable, and each perspective developed in it specific historical context: the
first as a response to Euro-centrism (Banks, 2005), intercultural education (Banks,
2004), and ethnic studies traditions (Banks, 2008); the second on the limitations of
liberal and Marxists perspectives on the law (Crenshaw et al., 1995) and education
(Ladson-Billings & Tate, 1995; Tate, 1997).
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In the inaugural essay of the Critical Race Theory in Education movement, Ladson-
Billings and Tate (1995) argue for a conceptual framework to respond to the limits of
the multicultural paradigm in contrasting the persistent problems of racism in
schooling, and to rethink traditional educational scholarship. They affirm that current
practical demonstrations of multicultural education in schools often reduce it to trivial
examples and artifacts of cultures, such as eating ethnic or cultural foods, singing
song or dancing, reading folktales, and other less than scholarly pursuits of the
fundamentally different conceptions of knowledge or quests for social justice
(Ladson-Billings, Tate, 1995). As resourceful as it is trenchant in its critique, CRT
leave no intellectual stone unturned. Because racism in education and society is
multifaceted, so must its analysis attest to the complexity of the problem, and CRT
recruits allies from across the aisle as well as university departments (Leonardo,
2012). CRT in education is precisely the intervention that aims at stopping racism by
highlighting its pedagogical dimensions and affirming an equally pedagogical solution
rooted in anti-racism. In this, CRT displays a “theory with an attitude” (Leonardo,
2012, p. 12). CRT in education is a paradigmatic study of ‘race’ in which the problem
of the color-line is made to speak within a particular discourse, community and
postulates. For instance, the appropriation of Bell’s (1992) well-known, defiant
injunction regarding the “permanence of racism” is understood within the particular
context and constraints (in the Foucauldian sense) of a CRT understanding of

education.

To some, CRT might appear pessimistic. However, it is possibly less an
announcement of defeatism and more about being vigilant about racism. As Gillborn
(2005) argues, “this process of radical critique should not be confused with a
prophecy of doom. To identify the complex and deep-rooted nature of racism is not to
assume that it is inevitable nor insurmountable” (p. 497). CRT focuses its attention
more on conceptual and practical strategies to end racism and less on ending race as
an organizing principle, and it draws attention on the outcomes of actions and
processes (Gillborn, 2006).

Critical Race Theory has at least three components based on its name: the “critical”,
the “status of ‘race’”, and the “theory” (see Leonardo, 2012). The following

paragraphs explore firstly the specificities of what criticality might mean in the
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context of a study of ‘race’, secondly the various analyses of the status of ‘race’, its
conceptual meaning, and its pervasiveness in social life, lastly the role of theory in
understanding the nature of ‘race’ contestation as well as a form of intellectual

intervention into racial oppression (ibid.).

3.2.1 The “Critical” in CRT

As Leonardo (2012) argues, Critical Race Theory is credited with inaugurating the
break when ‘race’ research in education first became critical. But “critical” within a
CRT framework begins from the premise that structured racial oppression is an
educational reality. ‘Race’ is a social construction, but its consequences are real.
Racial inequalities and its vestiges in education are products of historical events, not
the least of which are the examples of slavery, cultural and physical genocide and
labour exploitation. The reach and influence of these injuries into daily practices
should not be underestimated. As such, being “critical” requires that a link between
national, even global, and personal/group histories be established in order to set the
record with respect to the challenged faced by Black people (Leonardo, 2012). CRT
proponents prefer to name the process in the most direct way possible. CRT theorists
believe that a critical sensibility begins with a language of demystification and prefer
to call it “racial oppression”, rather than arguably more acceptable terms such as
inequality, disparity, or achievement gap (Macedo, 2000). The limitations of these
terms become apparent when the more emotive and philosophical term “oppression”
is criticized for being overtly politicized. As a matter of fact, the ability to name this
process in the deepest way possible is part of demystifying racism (Leonardo, 2012).

Using “oppression” as the preferred descriptor for the racial state of affairs makes the
seriousness of racism intelligible through a critical frame. Oppression recalls the
fundamental link between the oppressed and oppressor as a relation. A racialized
society cannot have the racially oppressed without the racial oppressor, two dialectical
poles where each owes its existence to the other. Just like the exploiter and exploited
(Marx, 1964) and colonizer and colonized (Memmi, 1965), the oppressor-oppressed
dialect reminds us “that oppression is neither the masochistic drive of the first nor the
inadequate properties of the second, but the resulting dynamics of a social

relationship that favors Whites and dispossesses people of color” (Leonardo, 2012, p.
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16). Thus, concludes the author, CRT scholars are “critical” insofar as they are able to

name this predicament characterized by an intimate, concrete relationship.

The visibility of racial power is arguably more opaque in the color-blind era. Unlike
the overt forms of White supremacy, the softened and coded expressions, like
normative knowledge and unequal funding in schools, are either harder to transpose
on ‘race’ or confounded by class issues. However the resulting relationship of White
supremacy is consistent. Racism in education does not require a White conspiracy. As
Gillborn (2008) affirms, because racial oppression is already a structural problem,
conducting schooling as usual ensures that race-based inequality will continue.
Because the racialized social system is embedded in all decisions that educators make,
nothing short of a concerted, self-conscious intervention would alter the state of affair
(Gillborn, 2008). Racism in education becomes unbeatable unless it meets with active
resistance. Thus, meritocracy, naturalized canons of knowledge, historical facticity
and inevitability of racial equality become targets of educational criticism. It is this
spirit of “demystification” that renders CRT “critical” (Leonardo, 2012). Nothing is

taken for granted, and everything is open for scrutiny.

3.2.2 The Centrality of ‘Race’

Critical Race Theory acknowledges the centrality of ‘race’ within U.S. social
development, and that the nation was created as a racial project. ‘Race’ is indicative
of not just U.S. creation but its continuation, like a “contract” that is rewritten over
and again (Mills, 1997), a formation reworked to fit current cultural understandings
and material arrangements (Omi, 1994). CRT in education proceeds by unmasking
apparently non-racial phenomena as precisely racial in their nature. Just as Crenshaw
et al. (1995) argue that ‘race’ is found not only in the criminal justice system but
equally in tax, property, and inheritance laws, Parker and Stovall (2005) find that
‘race’ explains the uneven and harsh treatment of students of color when it comes to
discipline in schools. CRT theorists expose a world of violence in what otherwise are
touted as “safe spaces”, like ‘race’ dialogue in the classroom (Leonardo, 2012). In
this, CRT succeeds in developing a perspective that frames the everydayness of ‘race’
and removes the otherwise unhelpful argument that racism is understood through

extreme and aberrant examples, such as slavery or genocide. ‘Race’ is central to the
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inner workings of schools and society, woven into the common sense that drives
decisions as formal as policy making and as quotidian as where kids sit together in the
cafeteria (ibid.).

If ‘race’ is a social construction, then it takes the form of a narrative. Long-held
beliefs about the inherent inferiority of the people of color and White superiority are
examined for their storytelling origins. Storytelling is not valued so much for its truth
content as its truth effect, its ability to affect our actions and orientation to the Other.
Narrating ‘race’ then becomes a political choice, such as when educators perceive
families of color to be obstacles to school governance because of their low rates of
participations in official events (Delgado, Stefancic, 2001). In all, by conceiving of
‘race’ as a story, CRT breaks down its apparent objectivity. CRT theorists are
committed to re-narrating the dominant racial frame that writes Black people into the
story through consistently negative images at best and pathological histories at worse.
Thus, CRT uses counter-storytelling (Solorzano, 2002) to reframe the tale, to flip the
script. Questioning that ‘race’ is a fact and favouring a social-constructionist
perspective, counter storytelling becomes an antidote to the majority’s line of thinking
and a way to speak back in emotive, often first-hand, recounting of how ‘race’ affects
minority lives. Offering a counter story does not make pretenses about truth-value but
begins the discussion from the lived experience of the people most affected by ‘race’
(Leonardo, 2012). Finally, CRT believes it is important to determine when the plot
begins and the importance of the narrator, which affects the story’s development and

eventual resolution (ibid.).

3.2.3 The Role of Theory

In the CRT framework, the role of theory means that racism is not only a practical
problem but also an intellectual one. As Goldberg (2002) argue, this requires the
recruitment of perspectives that make critical theory sensitive to ‘race’ as well as
making ‘race’ theory itself critical. In order to be critical, theory must make
oppression and liberation from racism a central preoccupation. To have theoretical
import, critical race thought must refuse the distortions that threaten either to

compromise its ability to cut to the hearth of the matter, or become easily co-optable

53



(Leonardo, 2012). CRT, like other movements that the mainstream contends with,

faces possibilities of convergence with White interests (ibid.).

Critical Race Theory in education stemmed from two responses to current theorizing.
Ladson-Billings and Tate (1995) affirm that a more militant ‘race’ theory than
multiculturalism was necessary in order to dismantle the pervasiveness of racism in
schools and in the field of education. Secondly, CRT in education was taken up as a
response to the limitations of a class-focused analysis of education in confronting the
problem of racism, specifically White supremacy. Since Paulo Freire’s Pedagogy of
the Oppressed appeared on the intellectual scene, a generation of scholars focused on
the nature of oppression within education, from a social class perspective. ‘Race’
relations seem to be secondary to class relations, and do not perform a synthesis of the
racialised political economy. At the level of theory, ‘race’ receives little attention
within a critical study of education (Leonardo, 2012). It is important but not central,
dominant but not determining, and ideological rather than real. As Leonardo (2012)
rightly affirms, “that race becomes the stepchild of class may be considered a
conceptual form of White supremacy at the level of theory; it is not insignificant that

race is theorized out of centrality” (p.24).

Theory is also part of ‘race’ relations because it speaks to question of legitimacy and
the “right to matter” (Leonardo, 2012). If critical educational studies do not give
proper weight to ‘race’, it is consequential because it speaks to making people and
their concerns visible or invisible. According to the author, because theory is not
disembodied, dominant theorizing determines whose voice is privileged in education.
By voice, CRT means something more than who has the right to speak, voice is the
striving to exist in a condition wherein Black people struggle for human status (ibid.).
For example, Charles Mills (2003) talks about the failure to take up ‘race’ in
philosophical discourse. Within the discipline, ‘race’ becomes a controversial
concept, left up to the few who carry the philosophical burden of speaking to the color
line. It is not surprising then that theories of the human in philosophical discourse are
mainly about European humanity (Porter, 2012). In ‘race’ scholarship, it is no
different and theory allows educators to see or not see racism, to regard or not regard

people of color as concrete beings.
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Rather than choose between ‘race’ or class analysis, CRT relies instead on Crenshaw's
(1989; 1991) intersectional analysis, which shares a theoretical affinity with Collins
(2000) idea of “matrix of oppression”. Intersectional analysis does not centre ‘race’ as
much as it holds together a theory of co-implication among factors, such as ‘race’,
gender, class and culture. This means that each social system is shot through with the
others, best captured by hooks' (1984) phrase “White supremacist capitalist
patriarchy”. In educational analysis, this suggests that the ‘race’ project is at the same

time a gender project, which is a class and cultural politics.

Finally, theory in CRT represents the conceptual front in combating racial oppression.
It is theory in critical sense of bringing clarity to the racial predicament, even as it
deposes ‘race’ from the center on occasion (Leonardo, 2012). For the author, this
complexity does not take away from ‘race’ analysis but reminds educators that ‘race’
is not an empty vessel but contains gender, class, culture and disability, within it. CRT
may have begun as more or less a racial analysis, but it has since evolved into an

elegant architecture to explain the nature of oppression (Leonardo, 2012).

3.3 Intersectional Analysis: Unraveling the “Matrix of Oppression”

As intersectionality has emerged in a number of discursive spaces, the projects and
debates that have accompanied its travel have converged into a burgeoning field of
intersectional studies (Cho, Crenshaw, McCall, 2013). This field can be usefully
framed as representing three loosely defined sets of engagements: the first consists of
applications of an intersectional framework or investigations of intersectional
dynamics, the second consisting of discursive debates about the scope and content of
intersectionality as a theoretical and methodological paradigm, and the third

consisting of political interventions employing an intersectional lens.

The first approach applies an intersectional frame of analysis to a wide range of
research and teaching projects. Aggregated together in this category are undertakings
that build on or adapt intersectionality to attend to a variety of context-specific
inquiries, including, for example, analyzing the multiple ways that race and gender
interact with class in the labor market and interrogating the ways that states constitute
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regulatory regimes of identity, reproduction and family formation (Cho, Crenshaw,
McCall, 2013). A second field of inquiry focuses on discursive investigations of
intersectionality as theory and methodology. This approach includes (but it is not
limited to) questions and debates about the way intersectionality has been developed,
adopted and adapted within the disciplines. A third category of intersectional projects
reflects the reality that while intersectionality has been the subject of disciplinary
travel it is far from being an academic project (Cho, Crenshaw, McCall, 2013). For
the purpose of the study presented here, a specific focus is given to the first approach

to intersectionality.

The notion of intersectionality was introduced in the late 1980s as a heuristic term to
draw attention on the controversial dynamics of difference and the solidarities of
sameness in the context of anti-discrimination and social movement politics. It
exposed how single-axis thinking undermines legal thinking, disciplinary knowledge
production, and struggles for social justice (Cho, Crenshaw, McCall, 2013). Over the
following decades, intersectionality has proved to be a productive concept that has
been deployed in disciplines such as history, sociology, literature, philosophy and
anthropology as well as feminist studies, ethnic studies, queer studies and legal
studies (Cho, Crenshaw, McCall, 2013; Nash, 2008). Intersectionality’s insistence on
examining the dynamics of difference and sameness has played a major role in
facilitating consideration of gender, ‘race’, and other axis of power in a wide range of
political discussions and academic disciplines (Nash, 2008). Intersectional work has
also reflected different orientations toward the relative importance and centrality of
various layers of society, ranging from the individual to the institutional, and has also
revealed different sensibilities regarding the ontological and epistemological premises
of the intersectional approach and its disciplinary limits and potential (McCall, 2005;
Yuval-Davis, 2006).

It seems important to acknowledge that intersectionality has travelled into spaces and
discourses that are themselves constituted by power relations that are far from
transparent. The debates that ensue around the essential subject of intersectionality
epitomize this process. Intersectional scholars draw attention not only to the
institutional politics of knowledge production that shape the context in which

insurgent projects are formed but also to the way such projects are received,
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historicized and engaged (McCall, 2005; Yuval-Davis, 2006; Nash, 2008). As the
early histories of intersectionality reveal, its production was not located somewhere
outside the field of ‘race’ and gender power but was an active and direct engagement
with issues and dynamics that embodied such power. In fact, intersectional text in the
early years of critical legal studies were virtual transcripts of active contestations set
within institutional formations that both shaped what was talked about and established

templates for making visible the dynamics that were at play (Crenshaw, 2011).

Kimberlé Crenshaw, one of the foundational writers in Critical Race Theory, is
widely credited with coining the notion of intersectionality as the
“multidimensionality” of marginalized subjects’ lived experiences (1989, p. 139). Her
work attempts to eliminate the common misconception that CRT imagines that all
social inequalities, and indeed all the situations, are reducible to racism, by showing
how multiple forms of oppression work relationally within a “matrix of oppression”
(Collins, 2000, p. 42). In Crenshaw’s conceptualisation, well articulated in Mapping
the Margins: Intersectionality, identity politics, and the violence against the women of
colour, intersectionality analyses “the various ways in which ‘race’ and gender
interact to shape the multiple dimensions of Black women’s experiences” (1991, p.
1244). Thus, intersectionality tends to destabilize the ‘race’/gender binaries for a
better analysis of the subjects who “exist within the overlapping margins of race and
gender discourse and in the empty spaces between” (Crenshaw, 1992, p. 403).
Secondly, intersectionality aspires to provide a vocabulary to respond to critiques of
identity politics. Crenshaw (1991) argues that the reality of identity politics is that it
elides intra-group difference, a problem that intersectionality purports to solve by
exposing differences within the broad categories of ‘women’ and ‘Blacks’, and
serving as a force for “ mediating the tension between assertions of multiple identity
and the ongoing necessity of group politics” (p. 1296). Ultimately, intersectionality
seeks to demonstrate the racial variation(s) within gender and the gendered
variation(s) within ‘race’ through its attention to subjects whose identities contest

‘race’-0r-gender categorisations.

Finally, intersectionality invites scholars to come to terms with the legacy of
exclusion of multiply marginalised subjects from feminist and anti-racist work, and

the impact of those absences on both theory and practice (Crenshaw, 1989; Williams,
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1989). As a response to the lenghty history of essentialism and exclusion that has
plagued both feminist and anti-racist scholarship, the intersectional project centres the
experiences of subjects whose voices have been ignored. Undergirding this approach
is a belief that “those who have experienced discrimination speak with a special voice
to which we should listen” (Matsuda, 1987, p. 324). For intersectional theorists,
marginalised subjects have an epistemic advantage, a particular perspective that
scholars should consider, if not adopt, when crafting a normative vision of a just
society. Critical race scholars have evocked an array of terms to describe this
methodology of drawing upon marginalised subjects’ vantage points including
“looking at the bottom” (Matsuda, 1992), and drawing on Black women’s “multiple
consciousness” (Harris, 1989). These strategies enable intersectional theorists to draw
on the unique epistemological position of marginalised subjects to fashion a vision of
equality (Nash, 2008).

While intersectionality has become a scholarly “buzzword” (Nash, 2008, p. 3), the
notion that identity is formed by interlocking and mutually reinforcing vectors of
‘race’, gender, class and sexuality has pervaded Black feminist scholarship, long
before the term was coined by Crenshaw in 1989. The women of colour critique of
conventional feminism’s essentialism emphasized the disconnection between
feminism’s claims to speak for all women and feminism’s perennial inattention to
racial, ethnic, class, and sexual difference(s) (Davis, 1981). To this end,
intersectionality has provided a name to a pre-existing theoretical and political

commitment.

As Nash (2008) argues, in its emphasis on Black women’s experiences of subjectivity
and oppression, intersectional theory has obscured the question of whether all
identities are intersectional or whether only multiply marginalised subjects have an
intersectional identity. While some feminist scholars insist that intersectionality refers
to all subject positions (which are all fundamentally constituted by the interplay of
‘race’, gender, suxuality, class, disability and so on), the overwhelming majority of
intersectional scholarship has centred on the particular positions of multiply
marginalised subjects (Ferguson, 2000). This unresolved theoretical dispute makes it
unclear whether intersectionality is a theory of marginalised subjectivity or a

generalised theory of identity. If intersectionality is solely an anti-exclusion tool
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designed to describe the “multiplier effect”, or the “lifelong spirit injury of Black
women”, then progressive scholarship requires a nuanced conception of identity that
recognizes the ways in which positions of dominance and subordination work in
complex and intersecting ways to constitute subjects’ experiences of personhood
(Nash, 2008). If, however, intersectionality purports to provide a general tool that
enabes scholars to uncover the workings of identity, intersectionality scholarship must

begin to broaden its reach to theorize an array of subject experience(s) (ibid.).

In recent years, the concept of intersectionality has taken central stage and become a
dynamic model upon which to understand, analyse and engage with difference,
whereby difference itself becomes a defining feature of ‘otherness’, even in the field
of education. The intersectional approach has been used to explore Whiteness and the
educational experience of Black and minority ethnic groups, and particularly to
examine the inequalities and diversities of their educational experiences (see Bhopal,
Preston, 2012). Within the field of education, the notion of intersectionality seems
rather useful as individuals experience multiple inequalities and have diverse
identifications, throughout the schooling process, that cannot necessarily be captured

by one theoretical perspective alone (ibid.).

Intersectionality, however, has been criticised for its lack of universal definition
(Verloo, 2006) and the absence of an accompanying set of rigid methodological
guidelines (McCall, 2005). There are various debate on this concept, for example as to
whether intesectionaity shouls be understood as a crossroads, as axes of difference, or
as a process, and the extent to which it is a ‘theory (Davis, 2008). Yuval-Davis, for
example, rejects Crenshaw’s methaphor of intersectionality as a crossroads on the
grounds that it remains an ‘additive model’ (Yuval-Davis, 2006). There is also a
significant debate over the nature and extent of categories that can be used in
intersectional analysis (Bradbury, 2013a). Butler criticised the ‘etc.” used by many
writers after listing ‘race’, class and gender as indicating exhaustion and the
‘illimitable process of signification’ (Butler, 1990), and there is a continued debate
over the number of categories that should be, and can be, taken into account in any

intersectional analysis, and their relative importance.
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Yuval-Davis (2006) argues that all categories of difference are not equal: “in specific
historical situations and in relation to specific people there are some social divisions
that are more important than others in constructing specific positioning” (p. 203).
Furthermore, the author contends that categories have different ‘organising logics’
which affect how they can be analysed. Davis (2008) calls an “interesting
compromise” whereby ‘race’, class and gender are taken as the “minimum standards”
of analysis, with other categories added depending on the context and research
problem (p. 81). Davis (2008) also contends that “the vagueness and openendedness
of “intersectionality” may be the very secret to its success” (p.69). Intersectionality
allows for the complexity of lived experiece: it does not expect analysis to be simple
or straightforward, or indeed apply the same rules in different places and at different
times (Bradbury, 2013a). For a study based in the complex world of educational and
social services for forced migrant children, | would argue that this is a distinct

advantage.

3.4 ldentity Intersections, Performative Politics and Subjectivating Practices in
Education

Besides feminist and anti-racist scholarship, poststructuralism has also attempted to
analyze the concept of intersectionality. Poststructuralists aim to deconstruct
perceptions of the world and to challenge what appears to be ‘normal’ or ‘natural’
(Bhopal, Preston, 2012). The perspective of post-structuralism is grounded in different
types of analyses such as discourse theory, psychoanalysis and postcolonial theory.
Consequently, the focus is on examining questions of intersectionality through
historical relationships, which are embedded in contesting fields of discourses and
multiple subject positions (ibid.). Here the concepts of ‘agency’ and power (Foucault,
1972; Derrida, 1974) are central. As a result, new ways of examining how difference
is understood within the realms of intersectionality have developed. For the scope of
this study, particular attention will be given to Butler’s (1990; 1997a,b) notions of
performative politics and subjectivating practices, as constituting a significant
contribution to intersectional theory to achieve a deeper understanding of educational

and social inequalities.
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A central project of post-structuralism has been developing tools and strategies for
interrogating the “nature of the present” (Foucault, 1988a, p. 36), an interrogation that
seeks to expose the relationship between the “subject, truth, and the constitution of
experience” (Foucault, 1988b, p. 48). Foucault seeks to develop understandings of
how the present is made and so how it might be unmade, by “following lines of
fragility in the present”, trajectories that might allow us to “grasp why and how and
that-which-is might no longer be that-which-is” (ibid, p. 37). Butler (1997a) takes it
further and affirms a performative politics in which she imagines discourses taking on
a new meaning and circulating in contexts from which they have been barred or in
which they have been rendered unintelligible, as performative subjects engage a

deconstructive politics that intervenes and unsettles hegemonic meanings.

In her thought-provoking book, Impossible Bodies, Impossible Selves, and in her
following chapter Intelligibility, Agency and the Raced-Nationed-Religioned Subjects
of Education, Deborah Youdell (2006; 2012) explores Butler’s understanding of
processes of subjectivation, examines the relationship between subjectivation and the
performative, and considers how the performative is implicated in processes of
subjectivation, and the usefulness of such concepts for education, and in particular for
educationalists concerned to make better sense of and interrupt educational
inequalities. The author argues that, through Butler’s subjectivating processes, it is
possible to understand how some students are rendered subjects inside the educational
endeavour, and others are rendered outside this endeavor or, indeed, outside student-
hood (Youdell, 2006; 2012). Indeed, Youdell affirms, Butler’s conceptualizations
helps in highlighting the differentiating and exclusionary effects of schooling, and the

operations of ‘race’, racism and White supremacy.

Judith Butler uses the notion of the performative, the notion of discourse, and the
notion of subjectivation to think about the constitution, constraint and political
possibility of the subject. She begins by adopting Foucault’s notion of discourse as
productive and uses this alongside the notion of the performative to consider the
production of sexed and gendered subjects (Butler, 1990). This performative is
borrowed from Derrida’s work concerning the nature of language and its relationship
to the world in which a performative is: “the discursive practice that enacts or

produces that which it names” (Butler, 1993, p. 13). With this understanding of the
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performative, the schoolgirl and boy, the gifted and talented student, the student with
emotional and behavioral difficulties, even the teacher, is so because he/she is
designated as such (Youdell, 2012). Indeed, while these designations appear to
describe pre-existing subjects, it is the very act of designation that constitutes the
subject as if they were already student, teacher, gifted and so on (Youdell, 2006).
Butler argues that the subject must be performativity constituted in order to make
sense as a subject. While these subjects of schools appear, at least at the level of the
everyday or common-sense to precede their designation, this apparent prior subject is
an artifact of its performative constitution. This has great implications for education
because it insists that nobody is necessarily anything and so what it means to be a

teacher or a student might be opened up to radical rethinking (ibid.).

Performatives have to make sense to work — they have to be recognizable in the
discourses that are circulating in the settings and moments in which they are
deployed. This suggests that performatives might constrain the sorts of subject
students might be at the same time as they constitute students (Youdell, 2006). The
notion of simultaneous production and constraint the Foucaultian notion of
‘subjectivation’ conveys is elaborated by Butler (1997b) as denoting “both the
becoming of the subject and the process of subjection- one inhabits the figure of
autonomy only by becoming subjected to a power [...]” (p. 83). In this sense, the
subject who comes to be a subject through processes of subjectivation is necessarily
“self-incarcerating” (Butler, 1997b, p. 32). Performatives that do not make sense in
the discourses that frame schooling may fail or may act to constitute a subject outside
the bounds of acceptability as a student. This understanding of the on-going
subjectivation of subjects through discursive performativity enables us to see how
schools come to be suffused with exclusions, with what the student-subject cannot be,
with who cannot be the student-subject (Youdell, 2006; 2012). These ideas

demonstrate that subjecthood- and studenthood- comes with costs.

Understanding students as subjectivated through ongoing performative constitutions
suggests that the political challenge is to intercept these performatives in order to
constitute students differently (Youdell, 2006). Butler draws on Derrida’s assertion
that any performative is open to misfire, and Foucault’s (1990) insistence that

meanings of discourses can shift and be unsettled, to detail how discourse and its
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performative effects offer political potential. In Butler’s account of subjection, the
possibility for a specific understanding of intent and agency remains (Youdell, 2006).

Thus, performatively constituted subjects have linguistic agency (Butler, 1997a):

“Because the agency of the subject is not a property of the subject, an
inherent will or freedom, but an effect of power, it is constrained but not
determined in advance. [...] As the agency of a postsovereign subject, its
discursive operation is delimited in advance but also open to a further
unexpected delimitation”. (p. 139-140)

Butler (1997a) calls the capacity to name and so constitute that result from
subjectivation “discursive agency”. By thinking of agency as discursive, Butler moves
beyond an understanding of intent and agency that is the property of a rational self-
knowing subject. She insists, based on Foucault’s conceptualization, that the
sedimented meanings of enduring and prevailing discourses might be unsettled and
resignified or reinscribed. Resignification or reinscription is not simply a doing again,
but a reversal or a doing again differently. So the inequalities that are produced
through the performative practice of institutions, teachers and, indeed, students, might
be unsettled (Youdell, 2006). This is not to say that such performative politics is
simply a matter of asserting a new or altered meaning. The regulatory operations of
authorized discourses and the historicity of the terms render normative meaning
resilient to reinscription (ibid.). However, they are never immune from it. As Butler

argues, the possibility of reinscription is instrinsic to performative interpellation:

“Context inhere in certain speech acts in ways that are very difficult to
shake. [...] Contexts are never fully determined in advance [...] the
possibility for the speech act to take on a non-ordinary meaning, to function
in contexts where it has not belonged, is precisely the political promise of
the performative, one that positions the performative at the centre of a
politics of hegemony, one that offers an unanticipated political future for
deconstructive thinking” (Butler, 1997, p. 161)

Understanding the subject as discursively constituted, as subjectivated but with
discursive agency promises to expose how subjects come to be particular sort of
students and learners in school. It promises to enable us to see how it is in the daily
school life, its routine practices and everyday interactions that students come to be
performatively constituted, not just along social, biographical and sub-cultural axes,
but also as students and learners (Youdell, 2006; 2012). By understanding these
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constitutions as the consequences of intersecting discourses, we can see how markers
such as ‘race’, gender, ability, sexuality, disability, social class come to be entangled
with the kind of learners that it is discursively possible, intelligible, for students to be;
and how some students come to be impossible learners (Youdell, 2006).

3.5 Genesis of Dis/Ability Critical Race Theory (DisCrit) Framework

Dis/ability Critical Race Studies (DisCrit) is an emergent and dynamic theoretical
framework that simultaneously engages with Disability Studies (DS) and Critical
Race Theory (CRT) in education. For the development of such framework,
Annamma, Connor and Ferri (2016) draw on the critical work of scholars such as
James Baldwin, Anna Julia Cooper, W.E.B. Du Bois, Yuri Kochiyama, that - far
before the development of either Critical Race Theory or Disability Studies-allowed
for the recognition of the individuals’ multiple dimensions and the systems of
oppression and marginalisation in which they survive, resist and thrive (Annamma,
Connor, Ferri, 2016). Furthermore, in justifying the importance of a theoretical
framework on the intersection of ‘race’ and disability, the authors quote Chris Bell
(2011) who affirms that the work of understanding raced and disabled bodies implies
recovery and detection (Annamma, Connor, Ferri, 2016). Recovery is needed because
raced bodies, are bodies also marked by disabilities that remain generally
unacknowledged. Consequently, these individuals are (mis) constructed as
unidimensional figures, and the narratives of these individuals often insist on
misrepresenting their bodies and neglecting their situatedness at the intersection of
‘race’ and disability (along with other markers/shapers of identity). Recovery work
requires also detection in order to consider ways in which these raced and disabled
bodies also “transform(ed) systems and cultures” (Bell, 2011, p. 4). Crucially,
detection “requires a willingness to deconstruct the systems that would keep those

bodies in separate spheres” (Bell, 2011, p. 3).

Considering such conceptual influences, DisCrit emerges with the aim of expanding
scholarly capacity to analyze some of the most entrenched educational inequalities
from an intersectional lens. Importantly, Annamma, Connor and Ferri (2016) make

use of the term dis/ability firstly to counter the emphasis on having a whole person be
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represented by what he or she cannot do, rather than what he or she can, and secondly
to disrupt notions of the fixity and permanency of the concept of disability, seeking

rather to analyse the entire context in which a person functions (p. 1).

3.5.1 “Racialising Ability, Disabling Race”: Rationale for DisCrit

Drawing on tools of scientific racism, including post-mortem studies of human brains,
scientists have attempted to prove the inferiority and lower intelligence of African
Americans in order to justify segregation and inequitable treatment within the United
States and beyond (see for example the theory of anthropological criminality of
Cesare Lombroso in the Italian context, that essentially stated that criminality was
inherited). In his essay, Racial Intelligence, Du Bois (1920) highlighted some of these
attempts to align ability with racial classification. These attempts included comparing
skeletal and cranium sizes without regard to age or developmental conditions, and
giving tests that required individuals to fill in details of pictures depicting things they
had never seen before, such as tennis courts or bowling alleys. Du Bois documented
what is now widely recognized as a continuous attempt throughout history to “prove”
people of African descent possessed limited intelligence and were therefore not quite
fully human (Annamma, Connor, Ferri, 2016). This notion had been reified
throughout the nineteenth century in the fields of phrenology and racial
anthropological physiognomy that claimed physical attributes were the basis of
intellectual, social and moral growth. Black and brown bodies were viewed as less
developed than White bodies, more ‘primitive’ and even considered sub-species of

humans:

“For a century or more it had been the dream of those who do not believe
Negros are human that their wish should find some scientific basis. For years
they depended on the weight of the human brain, trusting that the alleged
underweight of less than a thousand Negro brains, measured without
reference to age, stature, nutrition or cause of death, would convince the
world that Black men simply could not be educated. Today scientists
acknowledge that there is no warrant for such a conclusion.” (W.E.B. Du
Bois, 1920)

Such an historical conceptualization of human differences was used to justify the
slavery, segregation, unequal treatment, harassment, violence and even murder of

Black and brown bodies. The legacy of historical beliefs about ‘race’ and ability,
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based on White supremacy, have become intertwined in complex ways that carry into
the present day. Segregated special classes, in the U.S. context, have been populated
with students from non-dominant racial and ethnic groups, from immigrant
populations, and from “lower” social classes and status since their inception
(Erevelles, 2000, Ferri, Connor, 2006). A disproportionate number of non-dominant
racial and ethnic groups, from immigrant populations continue to be referred, labeled
and placed in special education, particularly in the categories of Learning Disability,
Intellectual Disability, and Emotional Disturbance or Behavior Disorders (Harry,
Klingner, 2014), and in the UK context a disproportionate numbers of Black students
labelled ‘educationally subnormal’. According to Annamma, Connor and Ferri
(2016), these categories are the most problematic in terms of diagnosis because they
rely on the subjective judgment of the school personnel rather than biological facts.
Although it is perhaps easier to conceptualize dis/abilities that are “clinically
determined” (i.e. based on professional judgment) as subjective, all dis/ability
categories, whether physical, cognitive or sensory, are also subjective (Annamma,
Connor, Ferri, 2016). More specifically, societal interpretations of and responses to
specific differences from the normed body are what signify a dis/ability. Indeed,
notion of dis/ability continually shift over time according to the social context. Thus,
dis/ability categories are not “given” or “real” on their own; rather dis/abilities such as

autism, mental retardation and competence are what any of us make of them (ibid.).

In elaborating DisCrit, Annamma, Connor and Ferri (2016), they have found that very
few theories sufficiently examine how ‘race’ and ability interact with each other.
Indeed, several authors in Disability Studies (DS) leave ‘race’ unexamined (see Bell,
2006; Connor, 2008). Some critical special educators employ DS on its own and
mention ‘race’ as a mitigating factor (Reid, Knight, 2006). Others have begun to find
points between DS and Critical Race Theory (CRT), with a view to showing CRT
how this intersection can offer more accurate descriptions of the way ‘race’ and
ability are deployed in schools and society (Erevelles, 2011; Leonardo, Broderick,
2011). Yet, some of these attempts seem to leave one identity marker foregrounded,
while the other is an additive and subsequently defaults into the background
(Annamma, Connor, Ferri, 2016). Within CRT it has been noted that the topics of

dis/ability and special education are not sufficiently represented or simply omitted
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(Connor, 2008). Similarly, it seems essential to account for ‘race’ and to critique the
deployment of Whiteness within the field of DS (Bell, 2006).

Annamma, Connor and Ferri (2016) argue that, given the ways that ‘race’ has figured
so prominently in special education status, it seems irresponsible to leave ‘race’ out of
dis/ability related research in special education. They point out that, among CRT in
education scholars, it was the article by David Gillborn (2012), titled Intersectionality
and the Primacy of Racism: Race, Class, Gender and Disability in Education, that
formally accounted for the intersections of ‘race’ and dis/ability. While arguing that
‘race’ can unapologetically be positioned at the front and center of intersectional
work, Gillborn (2012) incorporated dis/ability as a marker of identity and social
location, alongside the more widely accepted classifications of social class and
gender. Therefore, he recognizes that “it is fine for a primary interest to drive a
researcher, but imperative that other dimensions must be taken seriously with the
work, rather than giving a cursory nod before moving on” (Gillborn, 2012, in

Annamma, Connor, Ferri, 2016, p. 12).

Thus, it seems clear that the Disability Critical Race Theory (DisCrit) is a timely
framework, to explore the ways in which both ‘race’ and ability are socially
constructed and interdependent, and to examine the processes in which students are
simultaneously raced and dis/abled (Annamma, Connor, Ferri, 2016). DisCrit sheds
light on how Black students, labeled with dis/ability, are situated in unique positions
where they are considered “less than” White peers with or without dis/ability labels,
as well as their non-disabled peers of color. Their embodiment and positioning reveals
ways in which racism and ableism inform and rely upon each other in interdependent
ways (ibid.). DisCrit recognizes that racism and ableism are normalizing processes
that are interconnected and collusive, and that should be unmasked. As Annamma,
Connor and Ferri (2016) affirm, “racism validates and reinforces ableism and ableism
validates and reinforces racism” (p. 14). DisCrit then seeks to understand the ways
that macro level issues of racism and ableism, among other structural discriminatory
processes, are enacted in the day-to-day lives of Black students with dis/ability. It
attempts to address the structural power of ableism and racism by recognizing the
historical, social, political, and economic interests of limiting access to educational

equity to Black students with dis/abilities on both macro and micro levels (ibid).
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3.5.2 Tenets of DisCrit

The Disability Critical Race Theory framework has been formulated around some
essential tenets, which put forth the desire to “reject forces, practices and institutions
that attempt to construct dis/ability based on difference from normative cultural
standards” (Annamma, Connor, Ferri, 2016, p. 26). Through such tenets, the authors
reject attempts at the containment of Black people with dis/abilities due to their
perceived divergence from normative cultural standards. They, instead, encourage
society to become more encompassing of diversity and perceived difference, while
questioning the very norms that create difference.

DisCrit focuses on the ways ‘race’ and ability have been used to marginalize
particular groups in society. It focuses on the interdependent ways that racism and
ableism shape notions of normalcy (Annamma, Connor, Ferri, 2016). Such mutually
constitutive processes are enacted through normalizing practices such as labeling a
student “at risk” for simply being a Black person, thereby reinforcing the unmarked
norms of Whiteness (Ladson-Billings, Tate, 1995). Neither institutional racism alone
nor institutional ableism on its own can explain why students of color are more likely
to be labeled with dis/abilities and segregated than their White peers with and without

dis/abilities; instead it is the two working together (Beratan, 2008a).

DisCrit emphasizes multidimensional identities, rather than singular notions of
identity, such as ‘race’, dis/ability, social class or gender. Of crucial importance is,
too, the consideration of how certain identity markers, viewed as differences from
normative cultural standards, have allowed teachers, other school personnel and
society to perceive particular students as deficient, lacking and inferior. Additionally,
DisCrit acknowledges how experiences with stigma and segregation often vary, based
on other identity markers (i.e. gender, language, class) and how this negotiation of

multiple stigmatized identities adds complexity (Annamma, Connor, Ferri, 2016).

DisCerit rejects the understanding of both ‘race’ and dis/ability as primarily biological
facts and recognizes the social construction of both as society’s response to
“differences” from the norm (Mirza, 1998). In other words, while recognizing the

social construction of particular identity markers, DisCrit acknowledges that these
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categories hold profound significance in people’s lives, both in the present and
historically (Annamma, Connor, Ferri, 2016). DisCrit seeks to disrupt the tradition of
ignoring the voices of traditionally marginalized groups and instead privileges insider
voices (Matsuda, 1987). It invites understanding of ways students respond to
injustices through fostering or attending to counter narratives and explicitly reading
these stories against the grain of master narratives. Attending to counter narratives
encourage the learning of how students respond to injustice, not through passive
acceptance, but through tactics, such as strategic maneuvering (Annamma, Connor,
Ferri, 2016).

DisCrit considers legal, ideological and historical aspects of dis/ability and ‘race’ and
how both have been used separately and together to deny the rights of certain citizens.
The root cause of this denial of rights is the belief in the superiority of Whiteness,
wherein a racial hierarchy was created with Whiteness at the apex, Blackness at the
base and all other ‘races’ falling in between (Bonilla- Silva, 2006). Furthermore,
DisCrit recognizes Whiteness and Ability as “property”, conferring economic benefits
to those who can claim Whiteness and/or normalcy (Harris, 1989), and disadvantages
for those who cannot lay claim to these identity statuses. Due to a societal
subscription to Whiteness and ability as property, DisCrit holds that the political
interests of oppressed groups have often been gained only through interest
convergence (Annamma, Connor, Ferri, 2016). Interest convergence, a concept
introduced by Derrick Bell (1980), holds that “the interests of Blacks in receiving
racial equality will be accommodated only when it converges with the interests of
Whites” (p.22).

Finally, DisCrit supports activism and promotes diverse forms of resistance. Many
Critical Race Theorists call for activism that links academic work to the community.
This avoids sterile ideas being handed down from “ivory tower without practical
application as well as studying the natives wherein people who know nothing about
the community suggest ways to fix it based on deficit perspectives” (Annamma,
Connor, Ferri, 2016, p. 26). DisCrit supports diverse expressions of resistance that are
linked to and informed by the community, whether that be academic or theoretical,

pedagogical, or activist (ibid.).
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3.5.3 Tensions and Cautions

Annamma, Connor and Ferri (2013) affirm that there are various tensions between DS
and CRT that should be seen as productive for furthering knowledge and transforming
current inequities in the education systems within the U.S. context. Although the
authors describe dis/ability as associated with deviance and lack of intelligence and
that this might explain why Black people would fiercely fight against labeling
themselves as dis/abled, they also believe that this ideology is grounded in hegemonic
notions of normalcy (Annamma, Connor, Ferri, 2016). According to a hegemonic
notion of normalcy, dis/ability is seen as a purely biological fact that is apolitical,
asocial and ahistorical. Instead, the authors of DisCrit emphasize the importance of
understanding dis/ability as political and social category (Annamma, Connor, Ferri,
2016). Resisting essentialism, the authors believe that having a dis/ability is not
universal and, in fact, is qualitatively different for individuals with the same
dis/ability depending on cultural contexts, ‘race’, social class, sexuality and so on.
Likewise, dissimilar dis/abilities are experienced in various ways as they intersect

with these and others markers of identity (ibid.).

Alongside with productive tensions, Annamma, Connor and Ferri (2016) outline also
explicit cautions. Firstly, DisCrit recognizes that ‘race’ and dis/ability cannot be
conflated, as they are not interchangeable. It acknowledges that to be Black does not
make one dis/abled and to be labeled dis/abled does not make one of color (ibid.). It
seems important not to assume that because of an individual has experienced
oppression of one type (e.g. ableism) then that person knows what it is like to have
experienced oppression of other types (e.g. racism). Positions of subordination, the
authors argue, are not the same: to be a woman does not equal being Black, to be a
Black woman does not equal to being a White woman, and to be a Black woman with
dis/ability is different than being a White woman with dis/ability (Annamma, Connor,
Ferri, 2016, p. 28). Moreover, the authors add, there is a diversity of experiences
within any of those categories based on social class, culture, and nation. DisCrit, is
then use to address ways in which ‘race’ and dis/ability, as socially constructed and
maintained systems of oppression, have been used in tandem to justify limiting
access, and it encourages understanding about ways in which society limits access and

embodiment of difference (Annamma, Connor, Ferri, 2016).
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3.6 Locating this Study

As we have seen in this chapter there is a burgeoning literature on Critical Race
Theory and Disability Studies in Education (Erevelles, 2000; 2011; Ferri, Connor,
2006; Ferri, 2010, Ladson-Billings, Tate, 1995; Leonardo, 2012). Although
intersectional work on ‘race’ and dis/ability may be complex, there is a growing
literature focusing on how ‘race’ and dis/ability are co-constructed (Gillborn, 2012;
Annamma, Connor, Ferri, 2013, 2016). However, the literature reviewed in this
chapter focuses mainly on the U.S. or the U.K. contexts. Within the Italian context,
studies on migrant and forced migrant children’s integration are mainly dealt in the
field of Intercultural education, and focusing mainly on one marker of identity, such
as children’s migratory status (Catarci, Fiorucci, 2015). Italian scholars in the field of
Special Education have largely left ‘race’ unexamined, with a recent exception
focusing on the over-representation migrant children in Special Educational Needs in
primary schools (Bocci, 2016). Furthermore, mental health and emotional disturbance
issues among migrants and forced migrants have been so far tackled by
“etnopsychiatry”, the fusion of psychiatry and anthropology, which despite its often
critical stance remains strongly linked to a medicalized view of disability (e.g.
Beneduce, 2007).

In so far as | can discern, no studies within the Italian context have focused on the co-
construction of ‘race’ and dis/ability from an intersectional lens and targeting forced
migrant children. Therefore, the normalizing processes of racism and ableism, both in
asylum seekers and refugees’ social integration projects and in the Italian society
more generally, have not yet been unmasked and exposed. The following study will
then contribute to the literature in the following way; by:

a) Further expanding knowledge and understanding of ‘race’ and disability, when
targeting forced migrant children;

b) Highlighting discrepancies and contradictions of the Italian policy of
Integrazione Scolastica and Intercultural policies- when applied to disabled

forced migrant children;
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¢) Shedding light on the criticism of existing social integration pathways for
young asylum-seekers and refugees in Rome, and how they produce and
reproduce macro and micro exclusions;

d) Expanding and enriching the fields of Intercultural and Special Education, as
applied in the Italian context, by offering a divergent and interdisciplinary
framework to analyse educational inequalities, through a new lens;

e) Encouraging a systemic change of teaching and learning practices in inclusive

terms.

3.7 Conclusion

This chapter has traced key elements in the literature related to Critical Race Theory
and Disability Studies in education. Following an exploration of the development of
CRT and its translation within the education field, it focused on intersectionality as a
new theoretical model to engage with difference, and on how the latter can be
enriched by Butler’s notions of subjectivation and performative politics. Having
examined the emerging framework Dis/ability Critical Race Theory (DisCrit), | ended
by locating the current study within the field, by highlighting its contribution to the
literature. The next two chapters focus on the philosophical underpinnings of my

research design and the study’s methodology respectively.
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Chapter Four: Research Design- Philosophical Underpinnings

4.1 Introduction

A clarification of one’s positionality in relation to the philosophical underpinnings of
the nature of inquiry is important and allows for a rationalised, contextual framing of
the whole study. The aim of this chapter is to situate the study in terms of
philosophical underpinnings, paradigmatic concerns, and theoretical orientations.
Following a consideration of the broad approaches to social science research, the
chapter examines the three paradigms of social science research. Next, it focuses on
grounded theory (GT) and considers its origins, features and current debates. Finally,
the chapter locates the study’s philosophical, paradigmatic and methodological
positionality, and considers the implication for the chosen research design and

conduct.

4.2 Approaches to Social Science

There are two broad approaches to social science research: subjectivist and objectivist.
Each is characterized by differing assumptions with regard to ontology, epistemology,
human nature and methodology. In the ontological realm, we orient ourselves towards
matters concerning the nature of reality, reflecting on whether there is an external,
valid truth and reality ‘out there’, or whether what we see as reality is some sort of
individually fabricated construction. Epistemology considers the nature of knowledge,
and how that knowledge has been formed, defined, communicated and valued. A
researcher with an objectivist conception of knowledge will likely take the role of
neutral observer and be aligned with natural scientific methods (positivism). One with
a more subjectivist and personal conception of knowledge will assume a level of
researcher-participant interaction, and view the application of the methods of natural
science as inappropriate (anti-positivism). Whether one considers an individual to be
governed and determined by, or in control of, their environment is also of relevance.
Methodologically, a researcher with an objectivist standpoint with regard to ontology,

epistemology and human nature concerns is more likely to be oriented towards
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quantitative methods. Instead, a researcher taking a more subjectivist stance will
likely employ qualitative methods. The focus in each case is different and this will
also be reflected in the nature of the research questions. In the objectivist/positivist
approach the aim is to discover general laws and principles; in the subjectivist, anti-
positivist approach the focus is on the individual and the particular rather than the
general and the universal (Cohen, 2007; Guba, Lincoln, 2005).

4.3 Three Paradigms

Different schools of thought concerning social science research are typically
organized into three main paradigms: the normative (positivist), the interpretive (anti-
positivist), and critical theory/critical educational science (Guba, Lincoln, 2005).

4.3.1 The Normative Paradigm and Positivism

The positivist and anti-positivist debate has important implications for research
(Cohen, 2007). The natural sciences are concerned with ‘discovering’ natural laws
and ‘truth’. Positivism conceives social science as also being about discovering
natural and universal laws, even if those which govern social behavior. Human
behavior is seen as passive and determined, individuals’ intentions and sense of
agency are often ignored (Cohen, 2007; Guba, Lincoln, 2005). Criticisms of positivist
application to the social science field abound. The quest for objectivity and
quantification (as an end in itself) is regarded as inappropriate where the focus is on
human condition. Habermas (1972) argues that the rational model of knowledge,
which underpins positivist approaches, is inappropriate in the realm of human
behavior and social processes. In addition, in the social world, both researcher and
participants are ‘subjects’, whereas in the natural scientific world, the researcher
(subject) is dealing with (usually inanimate) objects. Consequently, social science
works in a pre-interpreted world in the sense that the meanings that subjects hold are

part of their construction of the world (Giddens, 1976).

The positivist assumption that there is no relationship between the researcher and the
‘object’ of his/her research does not hold in social science. Researchers are not neutral

spectators of the world, but participants in that world (Smith, 2002). More recently,
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serious attention is being paid to the relationship between the ‘knowing’ subjects
implicit to empirical research and the ‘troubled’ subjects of post-structural writing
(Youdell, 2012). Understanding the researching and researched subject to be
“perpetually but provisionally constituted through discourse means that research
practice is wholly implicated in process of on-going subjectivation (of both the
researcher and the researched), even as these subjectivities form the objects of study”

(Youdell, 2012, p. 193).

The idea that there is no theory-free knowledge or observation is well established
(Kuhn, 1962). It seems impossible to ‘bracket’ one’s prior belief, arguing that one
cannot stand outside the pre-understandings and historicality of one’s previous
experience (Charmaz, 2014; Giddens, 1976). Additionally, whereas in a natural
science setting, the quest for knowledge and understanding is one-way, and thus
involves only a single hermeneutic, social science research involves a double
hermeneutic; because the findings of social science can be used by the participants, or
other people, the relationship is two-way (Giddens, 1976).

Smith and Hodkison (2002) position neo-realism between positivism and interpretivist
approaches. They explain that while neo-realists are committed to objectivist
ontology, they nonetheless subscribe to “epistemological fallibilism” (p. 292). Whilst
they believe that there is an external reality that can be known, there is some
acceptance that knowledge is, at least in part, socially constructed. Such a position is
an example of the post-positivist paradigm, where there is some limited acceptance of
interpretivist principles in the social domain (Guba, Lincoln, 2005).

4.3.2 The Interpretive Paradigm

An alternative to the positivist paradigm is interpretivism, which emphasizes
interpretation and gives abstract understanding greater priority than explanation
(Charmaz, 2014). Numerous traditions and perspectives can be found in this approach,
including hermeneutics, phenomenology, ethnomethodology, symbolic
interactionism, constructivism, critical theory, postmodernism and post-structuralism,
although some of these, in particular critical theory, may be considered as constituting

a separate, and third emerging paradigm. Proponents of interpretivism view
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theoretical understanding as gained through the theorist’s interpretation of the studied
phenomenon. Interpretivism allows for indeterminacy rather than seeking causality

and aiming theorizing patterns and connections (Charmaz, 2014).

Ontologically the view is taken that while there may be an external reality within the
physical world, in the social arena reality is always, to an extent, constructed: it is
known and understood in a particular way because of the inevitable interaction
between researcher, participants and data. Epistemologically then, in terms of what we
know about the world we, individually, interpret and to varying extents, construct, our
understandings of the world, and in interaction with our research participants. Most
interpretivists accept the notion of an external, independent reality but stress that
knowledge of this reality can only be socially constructed and “we can never know if
we have accurately depicted that reality” (Smith and Hodkinson, 2002, p. 292).
Hence, in interpretivist approaches, one speaks of ‘constructing’ and ‘making’ rather
than ‘discovering’ and ‘finding’. There is a concern with the individual and
understanding subjective experience, “a rejection of the belief that human behavior is
governed by general, universal laws and characterized by underlying regularities”
(Cohen, 2007, p. 19), and an emphasis on understanding the social world from
participants’ perspective. Individuals are not seen merely as deterministic products of
their environments but as actively constructing their environments in accordance with

their intentions within particular sets of circumstances.

Interpretivism calls for the imaginative understanding of the studied phenomenon and
assumes emergent, multiple realities, indeterminacy, facts and values as inextricably
linked, truth as provisional, and social life as processual. From an interpretive
approach, we interpret our participants’ meanings and actions and they interpret ours.

According to Charmaz (2014), interpretivism aims to:

Conceptualize the studied phenomenon to understand it in abstract terms;

Avrticulate theoretical claims pertaining to scope, depth, power and relevance of a
given analysis;

Acknowledge subjectivity in theorizing and hence recognize the role of experience,

standpoints, and interactions, including one’s own;
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Offer an imaginative theoretical interpretation that makes sense of the studied

phenomenon.

The interpretive turn in theory has gained attention with the spreading of social
constructionist principles among diverse scholars, particularly since the 1960s. In
social science research, the aim of constructionism is to understand people’s realities

and how these realties are constructed.

Constructivism [is] a social scientific perspective that addresses how
realities are made. This perspective assumes that people, including
researchers, construct the realities in which they participate. Constructivist
inquiry starts with the experience and asks how members construct it. To
the best of their ability, constructivists enter the phenomenon, gain
multiple views of it, and locate it in its web of connections and constraints.
Constructivists acknowledge that their interpretation of the studied
phenomenon is itself a construction.

(Charmaz, 2006)

The role of the researcher is one of “passionate participant” and “facilitator of
multivoice reconstruction” (Guba and Lincoln, 2005, p. 196). Ontologically, it is
relativistic, stressing “local and specific constructed and co-constructed realities”
(ibid. p. 193). Reality is constructed through human activity, with people together
actively inventing the properties of the world. Therefore, reality cannot be discovered
because it only exists through social construction. However, it is not that
constructivists believe that there are multiple realities simultaneously co-existing.
Most fully accept that an external physical reality exists but argue that in and of
themselves such ‘objects’ have no meaning apart from that which we ascribe to them,
and so we cannot have ‘true’ knowledge of them. Epistemologically, knowledge is
also seen to be socially and culturally constructed- people create meanings in
interaction with each other and the environment. Findings are thus ‘created’ as
opposed to ‘discovered’ (Guba and Lincoln, 2005, p. 193). There is also a
participatory and democratic aspect to constructivist approaches: participants are

invited to take a more active role in the research process (ibid.).

Theorizing from interpretive perspective is an emergent process and compatible with
George Herbert Mead’s (1932) philosophical pragmatism that informs symbolic
interactionism. Mead highlights action as the starting place for analysis that includes

the person’s imagined understanding of the other person’s role and response during
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the interaction. Symbolic interactionism stresses studying action and process(es), and
individuals’ agency and meaning making (Blumer, 1969). Within this approach, social
life is regarded as dynamic and interactive and there is empathy towards research
participants and their worlds.

Also under the interpretivist umbrella are post-structuralist and postmodernist
approaches. Poststructuralists question the assumption that underlying structures
govern human action and thought, as well as the idea that such structures can be
‘objectively’ perceived. As such, there is an understanding of the multiple
interpretations of any ‘reality’. Poststructuralist thinking paved the way for
postmodernism; here the central theme relates to the nature of knowledge; all
knowledges are regarded as situated, socially and culturally produced and contested.
Belief in, or adherence to, any grand theory or set of methods is disavowed;
‘metanarratives’ and all-encompassing theories are rejected. Instead the need for local
and particular knowledges and theories is emphasized (Lyotard, 1984). All claims of
ultimate ‘truth’ are regarded as likely hiding and serving particular agendas.
Postmodern theorists believe that all social and political discourses are related to
structures of power and domination. There is an emphasis on democratic and
emancipatory theory and practice. In terms of methodological implications, research is
regarded as political in nature, and significant reflexivity on the part of the researcher
is called for. The role of the researcher as ‘expert’ rather than co-participant is
questioned, and the partiality and conditionality of the ‘knowledge that is produced is
stressed. Contextual and situated factors are considered and differences and
contradictions, as well as similarities and coherencies, are explored (Clarke, 2005).

Interpretivist approaches are often criticized for being unsystematic, subjectivist, for
lacking in transparency, and for contributing little to knowledge production. Some
critics are concerned by the relativistic possibility of an ‘anything goes’ approach
because “ once one abandons a serious conception of the real, the only possibility is
the interpretive void of all things equal”, which for neo-realist critics, heralds “the end
of rationality, reason, and even research itself” (Smith and Hodkinson, 2002, p. 293).
However, relativists ague that what is at issue is merely recognition of the finitude of
human beings, which means we must accept that there is uncertainty and contingency
(ibid.).
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4.3.3 Critical Theory and Critical Educational Science

Critical theory and its variants are sometimes considered as constituting a third social
science paradigm. Associated with the Frankfurt School of philosophy and social
theory, this school of thought further developed in Germany and the US. Similarly to
postmodernism, there is a rejection of modernist beliefs and, rather than being one
coherent theory, there are many lines of thought. A rooting concern of all is that of
social justice. A critical stance is taken towards society, its structures and processes,
and there is a strong concern for the individual (Blake, 2003). There is a positioning in
terms of values; critical theory purports to be not “value-free but interested” (ibid.).
Critical theory focuses on change and on what behavior should be like in a democratic
society. There is a strong emancipatory dimension, and a fundamental aim is to
redress inequality. It focuses on issues such as “repression, voice, ideology, power,
participation, representation, inclusion and interest” (Cohen, 2007, p. 26). Therefore,
key objectives are to assist the oppressed to understand —through critical reflection-
that the beliefs that society operates for the good of all its members perpetuate the
status quo and leave them powerless, and to support action to transform society. In
research drawing on this perspective, there is a concern that participants understand
and critique oppression and inequality, and learn how to positively impact their lives
(Carr and Kemmis, 1986). Importantly, however, there are few examples of critical

theory in action or evaluation of how it works in practice.

Participatory approaches can be positioned within the critical theory/critical
educational science paradigm. Such an approach is based on assumptions of co-
created “subjective-objective reality”, a ‘“critical subjectivity in participatory
transaction”, and “extended epistemology of experiential, propositional, and “practical
knowing” and “co-created findings” (Guba and Lincoln, 2005, pp. 192-196).
Methodologically, active collaboration and action at the service of social justice are
emphasized. There is a critical questioning of the lack of involvement by participants
in the conceptualization, formulation and implementation of much research and this is
seen as problematic where the focus is on the experiences of minority and/or
disadvantaged group members (Byrne, 2004). Lynch and O’Neill (Lynch, 1994) argue
that an emancipatory democratic research approach is required to avoid the

‘colonization’ of issues of class-based inequality for the professional purposes of
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middle-class academics. Such an approach involves negotiating the nature, purpose,
conduct, interpretation, theory-building and dissemination of the research with the
participants (Cohen, 2007). The researcher is more a facilitator, collaborator and

partner than ‘expert’, and works to include the participants as co-researchers.

Including minority groups in the design and interpretation of research is not, however,
unproblematic. In fact, participatory research is more challenging for the researcher
than conventional research: potential participants may be disinterested or sceptical
about the research’s potential to lead to change. Competing (research-participant)
research foci and interpretations may also cause tensions (Tormey, 2000).
Additionally, there may be difficulties relating to analysis, ethics and credibility
where both participants and researchers are engaged in the various research stages.
Researchers also must be reflexive about building rapport with participants, as
relationship-building may be rather fake and entered into solely for the purpose of the
research (Cohen, 2007; Guba, Lincoln, 2005).

4.4 Grounded Theory

4.4.1 Rationale

The focus on the intersection of ‘race’ and dis/ability in the educational pathways of
inclusion of asylum-seeking and refugee children, and in the professionals’ working
experience, has led me to design the present inquiry according to the constructivist
grounded theory (GT) approach. As Charmaz (2005; 2011) argues, social justice
inquiry is one area among many in which researchers can fruitfully apply grounded
theory. The critical stance in social justice in combination with the analytic focus of
grounded theory broadens and sharpens the scope of inquiry (Charmaz, 2005;
Johnson, Parry, 2016). Such efforts locate subjective and collective experience in
larger structures and increase understanding of how these structures work (Clarke,
2005; Maines, 2001; 2003). Grounded theory can supply analytic tools to move social
justice studies beyond description, while keeping them anchored in their respective
empirical worlds. Not only are justice and injustice abstract concepts but also they are

enacted processes, made real through actions performed again and again (Charmaz,
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2005). Grounded theorists can offer integrated theoretical statements about the

conditions under which injustice or justice develops, changes, or continues (ibid.).

Grounded theory studies can show how inequalities are played out at interactional and
organizational levels. Race, class, gender and disability are everywhere; but how do
members of various groups define them? Researchers must define how, when, and to
what extent participant construct and enact power, privilege and inequalities
(Charmaz, 2005). ‘Race’, class, gender, age and disability are social constructions
with contested definition that are continually reconstituted. Using them as static
variables undermines their potential power; using grounded theory helps to develop
fresh insight and ideas (Charmaz, 2005). This strength of grounded theory is
particularly relevant here, as the main research question focuses on the ways in which
‘race’, dis/ability, and migratory status are co-constructed by White Italian
professionals in refugee services in Rome, and their subjectivating power on young

Black unaccompanied asylum seekers.

In particular, the analytic power of constructivist re-visions of grounded theory offers
distinct advantages to this study, as it helps to understand the construction of
inequities and how people act towards them. It does so by defining relevant processes,
demonstrating their contexts, specifying the conditions in which these processes
occur, conceptualizing their phases, explicating what contributes to their stability
and/or change and outlining their consequences (Charmaz, 2014). In addition, this
approach recognizes the constraints that historical, social and situational conditions
exert on research process and acknowledges the researcher’s active role in shaping the

data and analysis.

At its core, GT is a way of doing social science research, which focuses on developing
theory from data, in an inductive, emergent manner, as opposed to deriving hypothesis
from existing theories and testing them. GT is both a process and a product: as a
methodology it provides a set of heuristics about how to go about data collection and
analysis, and the process results in a grounded theory (Bryant and Charmaz 2007b).
Although GT can be used with both qualitative and quantitative data (see Glaser,
2008), it is primarily used with the former. As noted by Bryant and Charmaz (2007a),

while vast numbers of studies claim to have used GT, most do little more than refer to
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(Glaser and Strauss, 1967) seminal text and quote various mantras about theories

being ‘grounded’ and emerging inductively from the data.

The use of the constructivist version of grounded theory for this research project,
influenced by the critical theory paradigm (see Guba, Lincoln, 2005), and of
senitizing concepts such as DisCrit and Butler’s subjectivation and performative
politics generates productive tensions between the interpretive work done here and the
methods, such as storytelling, widely used by scholars in Critical Race Theory,
implying that racism is endemic within society. This then represents an innovative
methodological aspect, given the paucity of constructivist grounded theory studies

within the intersectionality and CRT fields.

4.4.2 Origins and Historical Context

The history and development of GT are intertwined with larger currents in social
scientific enquiry, and particularly with tensions between qualitative and quantitative
research in sociology in the United States in the early 1960s, a time of US political
and economic domination (Charmaz, 2014). In the beginning of the 20" century, US
sociologists, particularly at the University of Chicago, began building an empirical
foundation in life histories and case studies, which found fruition in the work of
George Herbert Mead (1932), John Dewey (1919/1948, 1925/1958), among the
others. Inductive qualitative inquiry in sociology had shifted from life histories and
case studies to participant observation in the US by the 1940s. This methodology had
not been theorized, explicated, or codified in accessible ways. Nor did proponents talk
about field methods. As a consequence, what researchers actually did in the field and

afterwards remained opaque.

In their 1967 publication of The Discovery of Grounded Theory: Strategies for
Qualitative Research, sociologists Barney G. Glaser and Anselm, L. Strauss refocused
qualitative inquiry on methods of analysis. Grounded theory emerged from their
successful collaboration while studying death and dying in hospitals (see Glaser and
Strauss, 1965; Glaser and Strauss, 1967). They each brought rather different traditions
to the table. While Glaser’s background was positivist and based on quantitative

methods, Strauss’s work was based on Chicago school pragmatism and symbolic
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interactionism, with its emphasis on studying process, action and meaning (Charmaz,
2014). Both Glaser and Strauss were dissatisfied with social science methods at that
time, and were concerned with demonstrating that qualitative analysis could make at
least equally significant conceptual and theoretical contributions as quantitative-based
studies. Critiques of quantification and the positivist paradigm more generally, were
emerging at the time within social science. Khun’s (1962) work in particular gave rise
to enormous debate and questioning about the philosophy and practice of natural and
social science. Glaser and Strauss’ (1967) work challenged the hegemony of the
quantitative paradigm within social science (Charmaz, 2014), closed the gap between
theory development and field research, and allowed for qualitative research to result
in theory development rather than solely descriptive work. It also signaled a move

away from “grounded theory verification” (Bryant and Charmaz, 2007b, p. 19).

4.4.3 Key Features

GT aims to develop an integrated mid-range theory, which is grounded in and fits the
data, and which generates relevant, applicable and useful analytic explanations.
Analysis and memo-writing commence early in the study. When coding data the focus
is on action and involves a number of stages. Initial coding is conducted in a line-by-
line manner; the researcher identifies and names units of meaning (Charmaz, 2014).
One constantly compares codes with what one has previously coded, and properties
(and their dimensions) of concepts and categories are delineated. During focus coding,
the codes from initial, open coding are reviewed and the most significant, frequent
and useful ones are selected and used to code subsequent data. Coding is a non-linear
process, and involves a significant amount of going back and forth between the data
and one’s codes at different points. Underlying all stages is the use of the constant
comparative method (Glaser and Strauss, 1965), which involves comparing data with
data, data with codes, and codes with data. Through initial and focused coding, memo
writing, and memo sorting, the researcher develops initial categories, concepts and

their properties.

There is a back-and-forth approach to data collection and analysis. One’s emerging
analysis directs further data collection (though theoretical sampling), and this

continues until concepts and categories are saturated. Saturation occurs when no
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further properties, dimensions or other aspects (of the concepts and categories) are
identified (Strauss and Corbin, 1998). Theoretical sampling is a strategy, which
involves further data collection as necessitated by one’s analysis, either with new or
previous participants, or using the data one as already collected, for further coding and
analysis. Theoretical sampling is about filling conceptual gaps in the emerging

categories; it is not about population representativeness (Charmaz, 2014).

The initial stages of coding aim to fracture the data in order to raise it to a more
conceptual level. Further coding stages aim to recombine data, through the concepts
and categories, into an integrated and coherent theory. Such coding may involve axial
coding (Strauss and Corbin, 1990) or theoretical coding (Glaser, 1992). Axial coding
involves a set of procedures designed to relate categories to sub-categories, in order to
make such relationship visible. Glaser’s theoretical coding focuses on specifying the

relationships between categories, again with an emphasis on integrating the theory.

The focus on conceptualization versus description is an important distinction between
GT and qualitative data analysis (QDA), which emphasizes faithful, ‘thick’, and
coverage-based descriptions. This has important implications for the way in which
analysis is conducted, the theory is constructed and the ‘findings’ are presented. There
Is an important balancing act in effect between, on the one hand, avoiding mere
description and, on the other, not succumbing to theoretical conceptualization without
adequate grounding in systematic data collection and analysis. Nonetheless,

conceptualizing implies a certain distancing from the data themselves.

Developing theoretical sensitivity is a necessary precursor to theoretically rendering
one’s analysis. Being theoretically sensitive means being aware of a wide range of
theoretical constructs across disciplines and utilizing them (where they have earned
relevance and significance) in one’s theory to relate categories (through theoretical
coding) to the overall theory (or within aspects of the theory). There is some debate
amongst researchers about how one can become theoretically sensitive if one has
avoided engaging in major literature reviews in the substantive area until after
analysis has been completed (which is recommended in GT). Sensitizing concepts
(Blumer, 1969), and the notion of “theoretical agnosticism” (Henwood and Pidgeon,

2003) can be of use in this debate (see Charmaz, 2014, p. 306). Sensitizing concepts
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give researchers initial but tentative ideas to pursue and questions to rise about their
topics. Sensitizing concepts provide a place to start inquiry, not to end it; they are
points of departure for studying the empirical world while retaining the openness for
exploring it. Grounded theorists often begin their studies with certain guiding
empirical interests to study and, consistent with Blumer (1969), general concepts
forming a loose frame for looking at these interests. Henwood and Pidgeon (2003)
define “theoretical agnosticism™ as a critical stance toward earlier theories that neither
denies nor accepts their potential relevance for the researcher’s study without rigorous
scrutiny. This stance concurs with the position of requiring extant concepts to earn

their way into a grounded theory analysis (Charmaz, 2014).

A further key feature of GT is that it is said to be emergent and inductive, in contrast
to the hypothetico-deductive approaches traditionally employed in research. An
inductive approach involves a form of reasoning moving from the specific and
particular to the more general. Bryant and Charmaz (2007) note that critics point to
what has been termed the “naive Baconian inductivism” apparent in early GT texts.
Critics question how exactly the step is taken from the particular to the general and
emphasize the problem of limited cases. While Glaser and Strauss (1967) do not
discuss the problematic nature of induction, Strauss and Corbin (A. Strauss, Corbin,
J., 1994) acknowledge that the inductive aspects were overplayed in the early GT
writings. More recently the notion of abduction has been raised, which is a mode of
imaginative reasoning researchers invoke when they cannot account for a surprising
finding (Charmaz, 2014). Consequently, they make an inferential leap to consider all
possible theoretical explanations for the observed data and then form and test
hypotheses for each explanation until arriving at the most plausible theoretical

interpretation of the observed data.

4.4.4 Criticisms and Schools

GT is contested in that there are disagreements about its underlying philosophical
assumptions and the resulting implications for its procedures. Four schools can be
distinguished: the Glaserian ‘classical’ school, the Strauss and Corbin school, then
more recent Constructivist school, and the situational analysis school of Adele Clarke
(Clarke, Charmaz, 2014). Glaser and Strauss diverged in their thinking about GT
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subsequent to their joint 1960s publications. While Glaser’s ideas have not changed to
any significant extent over the years, Strauss individually and with Corbin developed
new technical procedures (such as axial coding, and the conditional matrix) and
moved the method more towards verification. Glaser (1982) and scholars from the
constructivist arena (Bryant and Charmaz 2007a,b) are critical about these
developments, claiming that they are preconceiving in nature unless they are applied
having earned their place in the approach. Adele Clarke’s situational approach is
unique in that it both uses and extends grounded theory; 